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1. INTRODUCTION

In Finland teachers of foreign languages in prinemg secondary schools rely heavily
on the textbooks in their teaching. Teachers gdigefeel that the material in the
textbooks they use is of high quality and well geking with the contents defined for
the teaching both in the national curriculum andtloa local level. Therefore it is
important to gain further understanding of the atctontents of these textbooks in
relation to the goals and points of emphasis timabfficial documents contain.

Writing plays a major part in the Finnish compretiea school in the sense that pupils
do a lot of writing during their school day and soralso at home in the form of

homework. Writing in a foreign language presenttalenge to many pupils and this is
especially the case with different types of soezhttreative writing exercises.

This thesis attempts to examine and analyze onesedaook which is being used for
the teaching of English as a foreign language welosecondary school from the point
of the writing assignments that this course bookt@ims. What makes this book
different from many others used in lower secondantyool is the fact that originally it
was not written for comprehensive school pupils foutadults, and that it is intended
for beginning learners of English. The pupils wise this course book study English as
a Bl-language, i.e. they start to study Englistthim 7th grade, and are of immigrant
background. Furthermore, it is necessary to pamtloat the book was not specifically
written for immigrants.

By analyzing the exercises | attempt to find outitvtypes of writing tasks or activities
the book contains. Equally important is to estahikvhat is lacking, i.e. what kinds of
activities that the pupils are likely to encouniereal-life situations are missing and,
therefore, what kinds of writing tasks the teachens use this book in lower secondary
school should add to their repertoire. | have falrtiee classes used in the analysis on
the basis of the Common European Framework of Beéer (CEFR), the Finnish
National Core Curriculum (NCC), and the differemtpeoaches to foreign language
writing instruction that are included in this pap&dditionally, | hope to have created a
tool for analysis which can be applied also whealying other course- or exercise
books.

In order to gain a better understanding of the neatd foreign language writing and
different types of writing, | will first discuss ¢hconcept of literacy in general and
literacy in foreign language teaching in particular chapter 2. Since the Finnish
National Core Curriculum for basic education hasownicative and functional goals
in foreign language teaching, | have chosen t@thice the sociocognitive approach to
foreign language literacy in more detail. Also tpenciples of a literacy-based
curriculum, which is based on the sociocognitiveiare introduced. This chapter also
includes a discussion of the sociocognitive view rielation to the Finnish
comprehensive school. In chapter 3 | discuss amdpace four different teaching
agendas for the teaching of writing in a foreigngaage. These different approaches all
share the same emphasis on the importance of mesningful communication in
different contexts and writing as a process. Ther@miateness and relevance of these
approaches for lower secondary school is also gsstii Chapter 4, in its turn,
introduces the official documents that set the gdal foreign language teaching in
Finland for those parts that are relevant for thagper, and describes the writing
practices that are typical for Finnish foreign laage classrooms in general. Chapter 5
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discusses briefly those special circumstances @natinvolved in teaching foreign

languages to pupils who share an immigrant backgtosince they are the learners
using the course book that will be analyzed. Nelgpter 6 presents the framework for
the analysis itself by describing the goals for #mlysis, the setting, the general
characteristics of the pupils, and the course hiaoguestion, followed by chapter 7

which presents and discusses the findings of thelysis as well as offers

recommendations for additional writing activitieShe final chapter, Conclusions,

provides a discussion of the findings and implmasi for the future use of the course
book in the English language classroom.

2. LITERACY
2.1. The concept of literacy

The term ‘literacy’ is by no means unambiguousah mean quite different things to
different people and depending on time and/or pl@itkanen-Huhta 2003: 15). The
word literacy is derived from the Latin wolitteratus, which means learnedness (Kern
2003:44). The contemporary term ‘literacy’, intitsn, is used to refer to a specific kind
of learnedness, namely the ability to read andewktowever, this definition alone is
not adequate. Even though, at some point in histideyacy was seen to be achieved,
when a person was able to write his or her own n@aen 2003:44), today’s definition
of literacy and the issues around it are much moraplex.

Literacy can be characterized in several very bfié ways depending on the point of
view of the individual in question. One way is tew literacy simply as a technique an
individual has mastered to a certain degree. Amo#fay is to think of literacy as a set
of language skills that are needed in order tolide #® read and write. Yet another way
to see literacy is in the form of cognitive abddi a person possesses. Furthermore,
literacy can be seen as a social phenomenon, @ @grosocial practices, which vary
greatly depending on the social context. (Kern 248314)

Street and Lefstein (2007:34-35), in their turrsoablescribe four different ways to
approach literacy as they characterize the difteearthors of the articles they have
chosen for their resource book. According to thée,first way is to see the learning
process as a decontextualized one, the secondlirktoognitive processes and social
practices, the third is to link literacy with sdciand political contexts and to the
background and language styles of the learnersttantburth is to see literacy as one
of the semiotic means of communication.

According to Luukka (2009: 13), the idea of literaocludes also the ownership of
education, i.e., being able to read and write essahlperson to participate in education
and to function in a society. And in reverse, ip@son is not able to read or write,
he/she will be deprieved of education and becomanémoker in his/her society.

Although the term ‘literacy’ includes both the $kibf reading and writing, they have
not received equal attention in research. Tradiligrreading -and especially learning
to read- has been the issue that has attractethdis¢ attention. (Street and Lefstein
2007:34) The issue of how children learn to read a¢sulted in something that is often
called the ‘reading wars’ in the 1990’s. Some coesed that learning to read should be
seen as a process of learning phonic principles spadling-sound relations, while
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others considered learning ‘reading for meaningalso called ‘whole language
approach’, to be the right approach. (Street anidteém 2007:34-36) However, the
present trend is now towards reconciling the défifees by taking into account the
strengths of both perspectives and a more ‘balaraggatoach is being called for by the
researchers (Kamil 2005:31, Street and Lefsteiry ZH).

In Finnish academic writing the concept of literd@s not had an adequate equivalent.
The word ‘literacy’ has no corresponding word imtish, but has usually been
translated as ’'luku- ja Kirjoitustaito’ - the abjlito read and write (Pitkdnen-Huhta
2003: 16). Pitkanen-Huhta (2003:16) warns thatRimmish term which refers solely to
an ability or a skill may even be an obstacle fa €xpanding of views on literacy in
Finnish research. The term ‘tekstitaidot’ has rélgeoeen created for this purpose and
its use is now gradually being estabilished, algiosome feel that it does not capture
all the connotations of the original term and tfeme the original English term is often
preferred even in Finnish discussion. Accordingtokka (2007: 13) it seems that in
Finnish studies ’'tekstitaidot’ is more often usedrefer to reading than writing.
Sometimes it is also used somewhat incorrectlyeferrto a person’s skills to analyze
the meanings of texts. In such cases she ( Luukk¥:213) suggests that the term
‘tekstitiedot’ would be more accurate.

Next | will discuss different aspects of literaayther in order to describe the nature of
literacy in more detail. | will also look at diffent approaches to literacy and consider
their relevance to the following course book analys

2.2. Literacy across disciplines

Since the 1980’s research on literacy has expalidech 2003:44). It has been the
subject of study in many widely different disci@s) which include anthropology,

history, linguistics, sociology, sociolinguistiagplied linguistics, literary criticism, and

psychology, to name a few (Shanahan and Kamil Z)0&ll these disciplines have

studied literacy from their own point of view andorm their own interests, and

understandably their findings differ from each othAccording to Shanahan and Kamil
(2005:3, Kamil 2005:23), the idea of what countsaadiscipline has broadened over
time and numerous new disciplines have been inteduln this situation, instead of
saying that literacy is a subject of study in mdifferent disciplines, it can now be said
that literacy is also a discipline in its own rigintd that it draws information from other,
previously mentioned, disciplines. (Shanahan anuik2005:3)

While the number of disciplines has increased, knewledge has become more
compartmentalized, since every discipline concésdran its own specific points of
interest. Thus, the danger of missing relevant rmédion discovered in other
disciplines increases. This makes it even morenéiaseto adopt multidisciplinary

perspectives in order to gain a full understandihg/hat literacy really is. Having the
broader concept in mind also helps writers in déif fields of study to proportion their
own point of interest to the larger picture. (KagM05:23, 25, 31)

Different disciplines are also represented by thasters whose approaches to literacy
are relevant for this study, e.g. Street is an rapiblogist (Street and Lefstein
2007:115), Kern focuses on literacy in foreigngiaage teaching, and Luukka works
in the field of applied linguistics, to name a few.
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2.3. Two models of literacy

There exists a difference of opinion concerning nlagure of literacy in the academic
world. These approaches can roughly be divided tiwto main categories. Street calls
these “two models of literacy” and names théne autonomous modeind the
ideological model(Kern 2000: 24, Street and Lefstein 2007: 10).Kkau(2009:14-16)
uses similar terms, but calls the lattbe sociocultural and ideological modeThe
proponents of these two models also have theiredse differences or points of
emphasis.

In their resource book on literacy, Street and tesfishave included over a dozen
articles by authors who represent different apgreado literacy. They also discuss the
position that the authors hold in regard to thevabmentioned two groups and the
nature of literacy. Street and Lefstein point that, since these articles themselves do
not specifically discuss the authors’ model ofrltey, the classification is a result of
their own assessment of the authors’ underlyingrapsions which are reflected in their
work. (Street and Lefstein 2007:10-11) The figufeeyt provide illustrates this
classification and the way the different authors placed in it represents the above-
mentioned fact that authors cannot be named asreptesenting the autonomous or
the ideological model but have their own pointseafphasis. In this paper the said
figure is presented in Appendix 1.

The main difference between the autonomous modeltlan ideological model lies in

the way they see the relationship between literagg its contexts of use. These
contexts can be social, cultural or historical atume, i.e. literacy is used in different
social or cultural environments or at differentrgsiin time. Also the notion of the

effects of literacy on the society and on its usees the people who acquire literacy, is
different.

2.3.1. The autonomous model

The earlier writers and researchers who wrote alodtstudied literacy can be seen as
representatives of the autonomous model. Until 2B&0’s the effects of social or
cultural contexts or personal factors were not wmred relevant to the concept of
literacy (Luukka 2009: 14). In this model readimglavriting are seen as one universal
skill (Luukka 2009:17) which can even be transfeérfi®m a person’s mother tongue to
foreign language learning. This skill can be aceghithrough “explicit instruction”
(Pitkdnen-Huhta 2003:21), i.e. formal educatiorsdAlhe standard imposed on literacy
users is the same for everyone, i.e. a person’kgbaicnd or acquired language styles
are not taken into account when defining desireiissknd practices (Street and
Lefstein 2007:35).

In the autonomous model acquiring literacy is seen being essential to the
development of a person’s cognitive growth (Pitk&htuhta 2003:21) and rational,
scientific thought. This idea is often referredas 'the literacy thesis’. (Street and
Lefstein 2007:10-11) This ties in with the notiof the ‘great divide’, which in

language research-related terms means dividingl@éojp literates and non-literates,
with the underlying thought that ‘literate’ equaisilized or modern and ‘non-literate’
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equals uncivilized or primitive (Street and Lefst&007:37-38). The literacy thesis
implies that literacy is something everyone shodddire, and its effects on societies
and cultures, as well as on individuals, are mepelsitive. Literacy is associated with
such concepts as ‘progress’ or ‘civilization’ (®treand Lefstein 2007:116). Kern
(2000:24) calls this “notion of ‘literacy as substa™ and claims that this is the way
literacy is still seen in many societies and edooal systems today.

In the autonomous model learning to read and vare seen as processes where
learner’s abilities to recognize words and the kieolge of spelling-sound relations
play a major part in successfully achieving litgrgStreet and Lefstein 2007:34, 67).
As mentioned earlier, literacy skills are sepafaben their context of use. This is to
say, that they remain the same in all situatio@nce a person has acquired literacy
skills, s/he can use them in any social, culturahistorical context in the same way to
understand and create written texts. The sociategbrcomes into play only to the
extent that it helps to identify the circumstaneelsere the risks of not achieving
sufficient skills in literacy may be present. Feample, according to Snow et al. (1998,
in Street and Lefstein 2007: 81, 83) circumstandeish promote reading difficulties in
the U.S.A. are poverty, belonging to a minorityaonon-English-speaking family, and
attending urban schools as opposed to attendingisab schools.

2.3.2. The ideological model

Street’'s second category can be said to consishaxfe authors who see literacy as
being part of a broader context. Street himsels dhpt he uses the term ‘literacy’ to
mean “the social practices and conceptions of nepdnd writing” (Street and Lefstein
2007:115). Pitkanen-Huhta (2003:16) describes timeept of literacy as “something (a
group of) people do as opposed to something anithdil possesses” and agractice
instead ofa skill or an ability. The ideological model sees literacy as a sed@dlogical
practices which are culturally embedded and defimgthe social institutions they are
used in (Kern 2000: 41). This means that literargcpces can never be neutral or
independent from the ideology of the society ingfjios.

Also, the skills that result from literacy acquisit are not seen as inherent qualities of
literacy itself, but dependent on the ideology lo¢ tsociety in question (Street and
Lefstein 2007:116). In fact, the positive resuttatthave usually been associated with
the acquisition of literacy are more accuratelgsuit of a specific institutional context,
i.e. schools (Pitkdnen-Huhta 2003:19). In educaliosettings the ideologies of
particular societies are reflected e.g. in textlspdk the ways of evaluating learning
achievements, and in writing assignments (Luukka92m9). The question of power ties
in with ideologies. The prevailing standards ofcigptable’ or ‘good’ literacy practices
are defined by those institutions, including ediocet ones, which have estabilished
power or prestige in a society. Gee (1992: 40-dhp uses the term ‘sociocultural
approach’, argues that with the adoption of theasndtural approach also the problem
of individual failure in the area of education daa approached in a constructive way,
when it is realized that the failure is not duehte individual characteristics of a person,
like intelligence or aptitude, but to problems wittthe educational system and the
society.

Finally, Wyse et al. (2010:1) describe literacynfraghe ideological point of view as
“part of a multimodal framework” of different modedf communication. These
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different modes of communication include in additim the traditional four language
components of reading, writing, speaking, and tistg also many other semiotic forms
of expression, such as sounds, images and gegiturgska 2009:19).

Authors who are seen to support the ideological ehdwy no means form a unified
group. They emphasize various aspects of the matteifferent degrees. Out of those
four ways of approaching literacy introduced byeStrand Lefstein, and mentioned
earlier in the beginning of this chapter, three ofitfour can be said to share the
ideological view of literacy to various degrees €8t and Lefstein 2007:34).

Seeing literacy as dependent on the culture afséss and being effected by the setting
it is used in, leads to the discovery that the peotsl of literacy, i.e. texts, are used in
different ways in different situations. According tuukka (2009:18), texts have
different statuses and different meanings dependmgvhat domains of life they are
used in. Also the expectations towards the texésl wary, depending on the domain
and the specific situation of use (the languaga@véhis, in its turn, means that also
the literacy skills needed in each of these situmstiand contexts are different.
Therefore, it would be more accurate to talk attifferent literacies rather than just
one literacy (Kern 2003:44). The idea of differbt@racies has resulted in the emerging
of many new concepts, such asw literacies, multiliteracies, multilingual litacies,
global literacies andsituated literaciesamong others.

Alongside with context, culture is always an ingap#ée part of literacy in the
ideological model. The concept of literacy carrdierent values and functions for
people in different cultures (Kern 2003:44), as themples of the studies among
different peoples included in Street and Lefstain®iok show. Also, in cultures where
people are multilingual, different languages mayused to serve different types of
language functions, e.g. the spoken language uskdnae, the language for ‘official’
tasks such as job interviews or filling out fornise language used at school, or the
language of commerce. The literacy skills needepetrdorm the tasks required in each
language respectively can be very different. Lilsmyisome of the languages are
usually valued more highly in the community thaheus.

The terms ‘cultural ‘and ‘social are somewhat oapping. A certain language practice,
for example the one mentioned above, can be seenpast of a cultural or a social
context, or both. In such cases it is thereforeeeasd perhaps more accurate to talk
about ‘sociocultural’ practices.

Where Street uses the terrastonomousand ideological models of literacy, Kamil
(2005: 25-26) talks about thgsychologicaland social components. He argues that
literacy is by nature a social -or interpersonatocess even when a person is
communicating with him/herself e.g. by keeping argi The psychological aspects
refer to the cognitive processes that take placedfely” in a person’s mind while s/he
is processing language. Kamil raises the questibetiver these psychological aspects
can be studied separately from the social aspeatkif so, if the findings can be used to
improve e.g. instruction in contexts which are aban nature. According to Kamil
(2005:25-26), there is sufficient evidence to cadel that both the psychological and
the social aspects have to be included in ordéorta a concise picture of the literacy
phenomenon. Nevertheless, in spite the fact tleaptbsent tendency in academic world
is towards a more holistic point of view, many wsbers still tend to see the evidence
only from their own perspective.
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2.4. Literacy in this paper

If | characterized the model of literacy which bedgscribed the Finnish lower
secondary school and its foreign language teachmaigy, it would not be either

autonomous or ideological, but a combination oftthe. While the autonomous model
may nowadays be considered restricted and outaté;it has some qualities which are
still regarded as valuable today. The school syswms at educating- that is,
‘civilizing'- its pupils by teaching them good litecy skills. In foreign language

teaching evaluation still tends to emphasize tr@réct spelling and the ‘correct’

grammatical structures. Also, the criteria by whikbl pupils’ skills are evaluated is in
practice the same for everyone, in spite of thaggpie that a pupil‘'s achievements are
supposed to be measured against his/ her owniedbiand development, with minor
exceptions of learning difficulties, disabilitiesr -in some cases- immigrant
background.

Contexts and communicativity are also present ia Einnish foreign language
classroom. The basis for the foreign language tegah the National Core Curriculum,
which in its turn is based on the Common Europe@mEwork of Reference. It states
that the goals for language learning are to be conrative and functional, and that the
context, which is defined as that of the targetwel is to be included in the teaching.
These goals have an effect also on the teachingrialst provided by different
publishers, which include themes and texts dealiiily different parts of the English-
speaking world and introduce people from differetiinic and cultural backgrounds.
Different styles of spoken and written language as® present in the materials in the
form of interviews, letters, diaries, newspapeichas, etc. A cultural feature that is
most consistently taught is the differences ofigmitand American English on the level
of spelling and vocabulary. However, unlike theoidgical model, the emphasis in
teaching is not on the features or comparisonsffardnt genres, but on the acceptable
usage of the English language. The goal is tchteaairly neutral, educated version of
English which can be applied in all situations, amuich is not identified with any
particular social class or group.

Out of the four different ways of perceiving théetacy learning process (Street and
Lefstein 2007:34-35) that | mentioned in chaptdr.,2.the one that best describes the
Finnish foreign language classroom would be tHalinking cognitive processes and
social practices’. Nowadays language learning isiciered to be an individual process
of accumulating and restructuring knowledge and,n@ntioned above, language
teaching takes into consideration the social prastof the foreign language use. | find
that it cannot be characterized as a decontexashfmocess, because of the features
mentioned above. It can also not be characterizetirking literacy with social and
political contexts and to the background and laggustyles of the learners’ since
literacy is not discussed in terms of political ideological power structures in the
comprehensive school, and the background and lagegatyles of the pupils are not
considered to be of great importance. Likewiseinggkteracy as ‘one of the semiotic
means of communication’ is perhaps too abstraca abncept for lower secondary
school, and has little relevance for the every@aghing process.

For the purposes of this paper, then, literacyesnsas a phenomenon which links
cognitive processes and social practices and ecteffi by the cultural, social and

13



historical contexts that it is used in.

Next | will move from the ideas of literacy in geakto a discussion of literacy in
foreign language teaching in particular.

2.5. Literacy in foreign language teaching

Until fairly recently, the term ‘literacy’ was nabmmonly associated with the teaching
or learning of foreign languages. Traditionalljhetdifferent aspects of foreign

language learning were discussed in terms of thedeparate skills of reading, writing,

speaking and listening. With the social approacht¢éoacy gaining ground also in the

research of foreign language learning, the idethefinterdependencies of these four
skills is nowadays emphasized. The social appréadheracy is often referred to as

Literacy Studies (Pitkanen-Huhta 2003:10) and cotreées on researching various
aspects of discourse in different contexts whanguage is learned.

By using the concept of ‘literacy’ we are referritqgsomething that is broader than
‘reading’ and ‘writing’ put together, as we haveeseearlier in this chapter. When we
discuss literacy, we also discuss ‘written commatar’, since reading and writing are
“complementary dimensions of written communicatigkern 2003:43). However, the
studies which have examined second- or foreignuagg literacy have usually studied
reading and writing separately as individual skilited components of overall language
proficiency. However, if it is accepted that liteyais defined differently in different
contexts, it is not yet known exactly what kinditdéracy is learned in foreign language
classrooms. (PitkAnen-Huhta 2003:17)

The two different approaches to literacy, the aotobous model and the ideological
model, are also present in the different trends lilaae prevailed in foreign language
teaching over the years. The following passages afbrief account of these trends.

2.5.1. A brief history of trends in foreign languag teaching

Written texts have long been an important sourcmjuage input in foreign language
teaching. Originally texts were translated fromoaefgn language into one’s mother
tongue and the ultimate goal was an exact and geditaly flawless translation. This
is known as the grammar -translation method.

In the 1940's the audiolingual method became papaled the interest in spoken
language replaced written exercises. The main esiphaas on repeating model
dialogues and learning the sentences by drillirthThen, in the 1960’s, after the
behavioristic models of language learning were lehgkd, the focus shifted onto
teaching the “mental construction of the langua@@srn 2000:18) in question with the
help of rules, often called ‘the structural apptdaor ‘the cognitive method’. Again,
the attention was shifted more towards the wriftem of language and the emphasis
on grammar. (Hinkel and Fotos 2002:4)

These three trends all focused on understandingrastucing grammatically correct
individual sentences and ignored the social anti@llaspects of language use as well
as the idea that ‘texts’ rather than sentencesldl@uanalyzed (Kern 2000: 18-19).
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With the beginning of the emphasis on teachimmunicative competence’ in the
1970’'s and 1980’s, the idea of teaching languageoriher to be able to use it
appropriately in different social contexts, insteafdteaching merely grammatically
correct sentences, started to prevail. The emphesssnow on language use in real
communicative situations and attention to diffenagisters and styles in language use
became important. (Kern 2000:19) Although the mead¢lcommunicative competence,
that were developed in the 1980’s, included bo#i and written discourse, it can be
said that in foreign language teaching the focas leen on spoken communication.
Communicative teaching programs have been sucdessteaching interactive oral
skills but not quite as successful in teachingtemitcommunication skills or promoting
the learners’ understanding of the underlying fesctof the language use in different
social or cultural contexts. (Kern 2000:19) AnotHenitation is the neglecting of
instructed grammar learning in a purely commum@atpproach, since it would seem
that also explicit grammar teaching is requiredrder to acquire advanced proficiency
and accuracy in both spoken and written produdtitinkel and Fotos 2002:5).

While communicative, as well as structural, apphescstill prevail in foreign language
teaching today, it can be said that there is atsinterest towards teaching a foreign
language by studying literary and nonliterary tebdasdiscover their social or cultural
codes or elements of individual expression (Kerd32@2.43).

In the Finnish educational system the curriculatéaiching foreign languages are based
on the ideas of communicative language teachingalmo the influence of structural
approach is still apparent. The contents of theéioNal Core Curriculum for the
teaching of English and its relation to the Europ&amework of Reference for the
parts that are relevant for the present thesishailliscussed in chapter 4 in more detail.

2.5.2. Literacy in foreign language curricula

The decision of what kinds of literacies are refgvior different groups of foreign
language learners has to be made on the basisrmieleneeds. In her book of writing
assessment Weigle (2002: 5-7) describes five diffieigroups of second language
learners; two of them consist of children and thodeadults. Their needs vary
considerably depending on whether they are learaingyajority or a minority (or
foreign) language, whether they are literate or inotheir native language, or their
native language literacy skills are still at thelgatages of development, and whether
they are studying the language for ’'surviving’ inetnew country, for academic
purposes, or out of interest.

A typical Finnish lower secondary school Englisass would best fit the description of
Weigle’s (2002: 5) second group: children who ameajority language speakers in
immersion programs or otherwise learning a secamjdage in school”, although
Finnish pupils are learning English as a foreigot, as a second language. The small
group of learners who start studying English in #le grade do not fit into any of
Weigle’s classes. They study English as a foresgngliage (often their second, third, or
even fourth foreign language) through their sedamduage, i.e. Finnish, which many
of the pupils are still in early stages of leagiAlthough learning Finnish is for these
pupils the most important and immediate task ireotd succeed in school, also English
as an international language is important for thétris also important for further
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education because English is a compulsory suljeapper secondary school and in the
matriculation exams.

Kern provides some useful insights in his discussib practices in teaching literacy.
Although his discussion concerns foreign languag@&ses in postsecondary level, i.e.
college and university, | find his thoughts usedldo when considering the practices of
foreign language teaching in secondary levels. Adiog to him (Kern 2003:40-41)
foreign language curricula tend to be incoherentthair treatment of literacy. In
introductory and intermediate levels the goal iptomote communicative competence,
and in textbooks and language programs this isafieerpreted as an emphasis on
spoken communication. Teaching is focused on bHasiguage skills, correctness and
functional activities, such as reading timetab&s, and signs or filling out forms and
writing instruction involves structured, formal 8% of writing, e.g. essays. Written
stories and other texts are treated as sourcescabulary or grammatical structures, or
they are read for meaning, but the meaning onlysgoe far as mastering the texts’
linguistic elements. Kern calls this strand of ritey text-centric. (Kern 2000:3,
2003:45)

In advanced courses, in its turn, the approachaseranalytical and critical. The two
main strands of literacy that are present in adedncourses Kern names theh
cultural strand and theognitive skillsstrand. The former refers to the teaching of
cultural knowledge related to the particular largriaand developing aesthetic
sensibility e.g. by literature, and the latter refto the developing of students’ textual
analysis skills and critical thought. (Kern 200@803:45)

| find that the treatment of texts and their featuin a Finnish foreign language
classroom in the comprehensive school -and even #ifat in upper secondary school-
resembles that of thext-centricstrand. While the textbooks contain extracts ofatgyv
short stories, or poems by well-known writers whatHeast give an opportunity to the
pupils to familiarize themselves with theh culturalstrand, there is really no practice
on textual analysis skills or activities relatedthe development of critical thought in
relation to literacy. These texts are meant mafatycomprehension and enjoyment,
whereas other ‘textbook texts’ are used as souareteaching grammar, vocabulary,
and communicative language use.

Kern (2000:3-4) argues that the changed expecttiorthe advanced courses cause
difficulties for students. Furthermore, he statbattnone of these three strands is
adequate for foreign language education. Firstlipftlaese views regard literacy as
being the end product of successful instruction aoda “variable set of processes”.
This results in teachers concentrating on teachitage learner skills that will be
measured against the normative standards set byedbeators, instead of helping
students recognize the relationships between tffereint factors of literacy. (Kern
2003:45-46)

Secondly, these views do not usually consider omudéd factors as part of literacy.
Therefore, students are not made aware of the tFatt texts are created and used
differently in different communities, and this iskdly to cause confusion or
misunderstandings in real-life situations. (Ker®@@, 2003:46) In order to understand
the intended meaning of the writer, the learner toabe familiar with the different
contexts in which it is embedded (Pitkdnen-Huht@32P3) and the same applies when
one is creating a written text. Additionally, itahd be born in mind that the literacy
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acquired in the classroom is also influenced bycdstext, i.e. the classroom setting
(ibid. 23).

Thirdly, Kern (2000:4-5, 2003:46) points out thia¢ above-mentioned views of literacy
are not consistent with the goals of communicatisaguage teaching, which
emphasize appropriate use of the language in agitaation, instead of prescriptive
norms.

All the three points that are made here are claarportant for the teaching of foreign
languages, and it really makes no difference whethe learners are lower secondary
school pupils or college students. Naturally the af the learners would have to be
taken into account when planning activities whiclould raise the learners’
consciousness of differences in language use fardiit contexts, for example, but it
would be quite possible to design such tasks. llvalso welcome the thought that
pupils would be more confident in their own writiagilities and accept the thought that
there were several, equally acceptable, ways ofessng the same thought. This, as
well as the idea of experimenting with writing, &ble achieved by making pupils
accustomed to the different processes of writinpeuit the idea that everything has to
be evaluated.

According to Kern (2003:47) it is possible to foanframework of foreign language
teaching where the goals of verbal communicationmm hand, and the interpreting and
creating of different kinds of texts on the otheil] both be included. This framework
would also link the different levels of languagearl@ng and make the course contents
more coherent. He (Kern: 2000:5, 2003:47) propo$ed the language teaching
framework should first and foremost be communiegtiand that the textual aspects
should be enveloped in it. This would be achieve@mphasizing literacy in language
teaching and by creating a literacy-based currroullor foreign language teaching. The
principles of such a curriculum will be presentedhe following subchapter.

2.5.3. The sociocognitive view of literacy

As we have seen so far, the discussion of litenadgnguage education has often been
represented by two approaches: the linguistic/cagniand the social. However,
sociocognition in language learning is not a newnamenon. Already in the 1970’s
second language acquisition (SLA) researchers \meeested in the ways how mind
stores information about both language and theakowbrld, and how learner's
relationships with the social world influence setd¢enguage learning. The key concept
of sociocognition is the interactive nature of flioeial and cognitive dimensions both in
language use and language learning. Without takitayaccount this interaction it is
not possible to fully understand or define eitheenguage use or language learning.
Compared to the cognitive perspective researchpsognition has not been explored
in second language acquisition research to anyt gseant, except for the sociocultural
theory. (Batstone 2010: 5)

Kern presents a sociocognitive view which takes adcount both the cognitive and the
social dimensions in foreign language literacy b@ag. Since the focus of this paper is
on the teaching of writing and different kinds ofitig tasks in foreign language
instruction, it is necessary to include a theoatterspective on language teaching with
literacy as its center of attention. Richard Kemsteiocognitive view of literacy fulfills
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these requirements and is the starting point feilliteracy-based approach to language
teaching. According to him, the following definoiti is specifically intended to
characterize literacy in academic foreign languedjgcation (Kern 2003: 48).

Literacy is the use of socially-, historically-, andtarally-situated practices

of creating and interpreting meaning thraegks. It entails at least a tacit
awareness of the relationships between tecanakntions and their contexts
of use and, ideally, the ability éflect critically on those relationships.
Because it is purpose-sensitive, liteiacynamic - not static- and variable
across and within discourse communities aridresl It draws on a wide range
of cognitive abilities, on knowledge oftten and spoken language, on

knowledge of genres, and on cultural knovgeddern 2000:16)

This sociocognitive view, as the above quotatioowsd) consists of three dimensions
which are all equally important for the full undenrsding of literacy, namellnguistic,
cognitive and sociocultural dimensions (Kern 2000:25-39). Furthermore, these
dimensions do not function separately from eachemthhey are interactive and
overlapping (Kern 2000:38).

2.5.3.1. Distinctive features of the sociocognitinveew

According to Kern (2000:6), his sociocognitive apgoh to literacy is both
“conservative and expansive”. The conservative gdeepresented by the notion that
the study of texts and the use of literature asemial in the systematic studying of a
foreign language and culture. The other two aspketsntroduces are mentioned of
representing more novel thinking.

Firstly, the concept of acceptable ‘texts’ used lamguage teaching should be
broadened, so that they would more adequately septehe ‘real’, non-literary texts
that are used in a society. These texts can béewrdr spoken, e.g. advertisements,
articles, speeches, films, or music videos. Segominuine reading and writing tasks
should be used in foreign language teaching eveherintroductory and intermediate
levels. Kern claims that, although both teachessindents see these skills as essential
for the mastering of a foreign language, most efdading and writing students do is
reading and writingractice instead of real, meaningful communication. Maegtient
use of genuine communication tasks would also asgestudents’ motivation to learn.
(Kern 2000: 6-7, 2003:41)

Kern (2003:41) also points out that there is ortllel practice on any interpretation of

texts or of the understanding of cultural commuiacapractices. For students the goal
of reading and writing exercises is usually to fordcreate the ‘right’ answer (ibid.44),

and teachers, in their turn, consider competendenntional and performance-based
terms (ibid. 41).

Many students find reading and writing assignmetotsbe the most challenging
exercises in the learning of a foreign languagernK@000:7) points out that often
students are left on their own to manage thesestdsktead of giving reading and
writing of essays, for example, as homework, sttgleshould be provided with
systematic instruction during these tasks. Alsogiéef2002:174) remarks that teachers
tend to use class writing to evaluate their stuslgmbgress, i.e. to test them, whereas
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out-of -class assignments are given “for practiog eonsolidation of learning”.

This discussion leads us to the “four literacy rseefl a foreign language learner*.
According to Kern (2003:50), foreign language lesiseed

1. to be immersetheaningfully in written language

2. to receivalirect assistancdan the complexities of reading and writing
FL texts

3. to learn t@nalyze and evaluatevhat they read

4. to learn how tdransform meanings into new representations

While it is easy to join Kern in support of these learnexdse as well as the overall
discussion so far, it should be remembered thaetaee also teachers and authors who
share many of his opinions and methods even ththeghmay not classify themselves
as representatives of the sociocognitive view. Gueh author is Gaudiani, who has
long experience of teaching foreign language coitipascourses in college. She wrote
her book on teaching writing as early as 1981 andnativation for her writing she
gives her “belief that the skills needed for googbasitory writing are not language-
specific (at least not in the Indo-European langugmoup)” (Gaudiani 1981: 1), in
contrast to the sociocognitive view that languageduin a given situation is embedded
in the cultural context of use.

According to her, good writing focuses on threeelsvthe word, the sentence, and the
paragraph. She, like Kern, emphasizes writing asracess, but calls her way of
teaching foreign language composition ‘the textiedi approach’. Likewise, she
emphasizes teacher’s role in students’ writing whles says that teachers should write
with their students as often as possible in orderemember how difficult writing
actually is. (Gaudiani 1981: 1-2) Also, studentkills of editing and rewriting are
methodically developed in the class. Gaudiani atpees with Kern on the first learner
need of meaningful written language. She finds @in@ting on autobiographical topics,
sharing their writing with other students in thesd, as well as creating and editing
texts in groups make the pieces of writing meanihghd motivating for the students.
Furthermore, she believes that the need to commatgeffectively will cause language
proficiency to “become more sophisticated”. (ibid1%, 45-46) These are all methods
that are used and recommended also by the auththese teaching agendas that will
be presented further on in this paper and whichiesgmt the sociocognitive view.
Gaudiani also provides concrete examples of stegidyy writing exercises, e.g. a
collaborative text-editing method, which she says build interest and ability in
writing in the target language” (ibid 46), yet amet common interest, since motivation
is also seen as an important factor in the sociuitiug view.

2.5.3.2. The seven principles of literacy

In addition to the learner needs, Kern (2003:48) ahtroduces seven principles, which
can be derived from his definition of literacy, amdhich he claims to be directly
applicable to language teaching. Each of theseciptes contains elements of the
earlier mentioned three dimensions. Furthermoesédlprinciples can also be applied to
communication in general, and not only to reading ariting, and they can all be
placed under one main principle, namditeracy involves communicatioKern
2000:17).
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The seven principles of literacy as communicatigerf 2000:16-17) are presented
here in their original form, but without elaboratso

. Literacy involvesnterpretation.

. Literacy involvegollaboration

. Literacy involvegonventions

. Literacy involvegultural knowledge

. Literacy involvegproblem solving

. Literacy involveseflectionandself-reflection
. Literacy involvedanguage use.

~NoO o WwWNERE

With the help of these principles it is possibleidentify both the contents and the
means of teaching language with reflective commatioa as a goal. The three basic
elements in teaching a foreign language are foangrinciples numbered 7, 3, and 4:
language use, conventiora)dcultural knowledgeThe remaining four principles name
the processes that are both taught and used itedlcbing of the aforementioned three
elementsinterpretation, collaboration, problem solvingndreflection.(Kern 2003:50)

2.5.4. The principles of a literacy-based curriculm

There are two main goals that literacy-based tegchinds important. The primary goal

is the development of communicative ability in aefgn language. Another important

goal is to teach how to analyze and interpret, el$ & transform, spoken and written
texts, and to view them critically in their soc@ntexts of use. This approach is not
solely structural nor communicative. Instead, ité¢epts to relate communicative and
structural dimensions of language use”. (Kern 250B:

There is no particular method connected with litgraased teaching. Instead, teachers
are invited to use all those instructional actdsticonnected with reading and writing
they are already familiar with. The activities Kef2003:50) mentions are voluntary
reading, readers’ theater, reading journals, freéng, semantic mapping, discussions
based on critical focus questions, textual compass translation, summary writing,
stylistic pastiches, and other kinds of textual orefulations. A literacy-based
curriculum sees the traditional four skills of remy] writing, speaking, and listening as
interdependent, and this nature is emphasizedesetimstructional activities. Learners’
attention is also focused on “the interactions leetw linguistic form, situational
context, and communicative and expressive functiqfern 2003:51)

Although methods of teaching can remain relativelghanged, adopting literacy-based
curriculum requires teachers to change their oljestof instruction. Instead of mainly

providing learners with linguistic and cultural fa@and oral practice, their main goal is
now to help the learners to acquire tools for eatihg and interpreting language use in
different spoken or written contexts. There are key features that play an important
part in the organization of a literacy-based cuttim: the sequencing of instruction and
the roles of teachers and learners. (Kern 200&21-
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2.5.4.1. Sequencing of instruction

The most distinctive difference between a tradaldioreign language curriculum and a
literacy-based curriculum lies in how reading, gt and talking are sequenced in the
teaching. Kern (2003:52) argues that in a tradélocurriculum these activities are

most often separate phases and take place inax keguence. Typically, learners start
by reading a text at home, then they discuss thénclass, and possibly do a writing
assignment related to the same text at home. Karmg that often learners perceive
reading and writing as the most challenging pafriarguage study for particularly this

reason; they are left without instruction to contplinese tasks outside of class.

In literacy-based curriculum the relation betweeading, writing, and talking is
overlapping instead of linear. Kern (2003:52-53)ntiens several ways in which
reading and writing can overlap. Students can vadaen their thoughts of texts as they
are reading, or they can write down their own starydeas related to the topic of a text
that they will read afterwards. Students can aksdra text with the aim of finding
elements to be used in their own writing, or thap cead their own or other students’
texts critically and give suggestions how to immrdllem. By using tasks of this nature,
it is also possible to tie in literature with fagailanguage teaching in a natural way.

2.5.4.2. The roles of teachers anduteers

If a literacy-based curriculum is adopted, it elstathat the roles of teachers and
learners must be different from those of a str@tar communicative curriculum. As
discussed before, the goal of a literacy-basediotdum is to develop learners’
competence of critically analyzing different kindfstexts in relation to their contexts.
In a literacy-based curriculum the center of arialys the communication -spoken or
written- that takes place in the classroom, andcmomplish this requires the recasting
of teacher- and learner roles. These roles musinipte the kind of classroom culture
that fosters critical thinking and metacommunioatiwareness”. (Kern 2003:54-55)

The teachers’ role in literacy-based teaching isespond to the language as it is used
in the class, and to focus -and encourage alssttigents to focus- their attention to
reflecting on and revising the language used. [Hagners, in their turn, have to
actively engage themselves with using the langulagg are in the process of learning,
and systematically reflect on and revise their laagg use. (Kern 2003:57)

The difference between this approach and the siraichknd communicative approaches
lies in the fact that teachers are no longer eitheéhorities or merely organizers or

motivators of learning, and learners are no loregdrer passive absorbers of language
material or only autonomous participants in comroative situations of language use.

(Kern 2003:54-55)

Closely in connection with the teacher- and leanmes are Kern's “three R’s of
literacy-based teachingtesponding, revisingand reflecting (Kern 2003:55). These
terms describe the activities and processes by hwhicitical thinking and
metacommunicative awareness are achieved. Theygalsaus further insights into the
roles of teachers and learners.
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2.5.4.3. Responding, revising, and reflecting

Respondingefers to both “giving a reply” and “reacting” wheeading, writing, or
talking. When reading, we “react” towards the cotgeof the text in question, and
“reply”, when we complement the text in our mindlwsomething that is not explicitly
said in the text. When talking about a text, weegbur response to it, as well as give
response to the responses of others, which, in witmately affects our original
response to the written text which is under discmss/Nhen writing, the response can
be either concrete or abstract. A concrete respgrseavritten text, e.g. a letter, a filled-
in questionnaire, or an answer to an exam quesfibatract responses are answers to
guestions a writer asks him/herself when tryindotonulate a text so that it accurately
reflects the thoughts he/she wishes to expressn(R@03:55)

Revisinglanguagss a central element in literacy-based teachingait present itself in
many different forms; in rereading, rewriting, neting, reframing, and redesigning.
Learners develop their communicative potential foraign language, when they read a
text again from a different angle, when they coesithe text they have written and
make alterations, or when they take turns in tglthre same story in their own words. It
is the teacher's task to make revising meaningifuhe learners. They need a specific
purpose to redo something they have already daneie#l as specific instructions for
doing it. (Kern 2003:55-56)

Reflectingis connected with the evaluation that learnersqguarfin connection with
their foreign language use. When they are usindahguage receptively, i.e. listening,
reading, or viewing something, they make evaluatieoncerning the speaker’'s or
writer's beliefs, attitudes, or intentions basedtbair choice of words or non-verbal
signs. When learners use language expressivelysgeaking or writing, they consider
the effect their own choice of words has on thépient. (Kern 2003:56)

Cultural norms and cultural knowledge are also eoted to these issues. Kern
(2003:56-57) reminds us, that the only culture @n¢én the classroom is not that which
is tied in with the foreign language. Also the tes, as well as the teacher, bring their
own culture, or cultures, into the classroom, dmd influences the interaction in the

classroom and the participants’ ideas of the taach®d learner roles. By taking into

account these cultural values, it is possible foe teacher to help the learners
understand “the cultural frames surrounding languagg” in a broader scale.

2.6. Sociocognitive view and the Finnish compreheins school

Although Kern has designed his sociocognitive vieW literacy especially with
academic foreign language teaching in mind, manygsoideas can well be transferred
into the framework of compulsory education. Firkiabl, they both share the study of
foreign language texts as the starting point ofesyatic study. Secondly, | find that the
broadening of acceptable texts has already takareph the Finnish text- and exercise
books which nowadays include also genuine textsh sis ads, notices, or comic strips,
as well as an occational longer text. The ideaeaf communication tasks is one that |
find very intriguing and which could be integratietb language lessons fairly easily. |
believe that pupils would find it also exciting antbtivating. Another area which |
believe the pupils would find interesting, is theltaral communication practices,
provided that the examples were kept practical mabelvant to the learners' state of
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development. It would be possible to share featteteded to this with pupils to greater

extent that is being done at the present, butithe-tonsuming strategies that Kern
recommends would have to be replaced with morehtgacentered methods. In

addition to this, | suspect that this is an aresd thachers themselves find challenging
and would need guidance and materials for.

The main goals of literacy-based curriculum preseaohallenge for the comprehensive
school. The first goal - the development of commative ability- is shared with Kern
and lower secondary school alike, but the secorad gto learn to analyze, interpret,
and transform texts and to view them criticallytheir social context of use - is far more
challenging. | feel that to apply Kern’s literacgd®ed curriculum as such to lower
secondary school is not possible without clearlyditying this goal. Especially the
latter part of viewing texts critically in their si@l context is something that | feel pupils
of this age are not equipped to do. It is true Hoame level of analysis and interpretation
of texts would be possible in the form of teachegisestions and well-structured
exercises, but instead of a real analysis it migttter be described as raising pupils’
awareness of these matters. Different transfoonatiof texts, which take several
different forms in Kern’s list of writing activitethat will be looked at in the following
chapter, would be a very effective way of achiewimg raising of awareness.

Kern’s views on how to facilitate and improve thetsaof reading and writing itself are
also applicable to the comprehensive school inovaridegrees. Reading and writing
activities could overlap more, which might maketimg tasks easier. Pupils should not
be left to work alone with their writing assignmentnstead, they should be done in
class where direct assistance is available. Aduitlg, learners need ample time for
their writing. On the other hand, Kern's methodsoatequire learners to have a more
active role in the class that Finnish teenagerbgps are used to, or willing to, have.
They would have to actively evaluate and revisé thvn and their peers’ writing, and
actively respond and reflect on their reading, destthat | will discuss further in the
following chapter. All these activities also take mnore time that teachers are used to
‘investing’ in writing activities, which in its tur tends to create problems in terms of
course contents.

A final point that | find interesting, is Kern’s gonent on the cultural norms and
cultural knowledge which are present in the clamsroand which could help learners
better understand also the different practices dlff@ct language use. Especially in a
classroom where pupils are of immigrant backgroitiigleasy to see and find different
perceptions of cultural norms. It is possible thatcussing these norms and pupils’
views would also provide a practical way of ill@ing something about language use.

After discussing literacy in a larger framework andforeign language teaching in
particular, | will now move on to discuss the teagof writing in a foreign language in
more detail. The focus has been on communicatine, especially literacy-based,
curriculum and this state of affairs will continalso in the discussion of the teaching of
writing. It is still important to bear in mind thaeading and writing are interrelated
skills and that, in order to discuss writing, aleading has to be included, at least to
some extent.Furthermore, practicing writing alone does not guéee successful
acquisition of writing skills; also extensive reaglis needed (Hyland 2005:17).
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3. IN SEARCH OF EFFICIENT PRACTICES IN THE TEACHING OF
FOREIGN LANGUAGE WRITING

This chapter discusses the different emphaseshthat been presented in the field of
teaching of writing in a foreign language, andadinces four different teaching agendas
by Richard Kern, Ken Hyland, Jeremy Harmer, ancidrHedge. They all share the
emphasis on communicative and functional aspectsribing which are essential for
the purposes of this paper. Some include more d¢lieat aspects than others which are,
in their turn, first and foremost practical toolgr fteachers to be applied in their
teaching. Both these approaches offer useful itsigbr teaching writing in a
sociocognitive framework. It is my intention to siter these agendas together with the
Common European Framework of Reference and thadfimational Core Curriculum
for basic education when forming the categoriesvofing activities | will use in the
analysis of writing assignments in an English laaggi course book later on in this
paper.

Since the Finnish National Core Curriculum statee goals of foreign language
teaching to be communicative and functional in rgtd have concentrated on
discussing literacy as a communicative and congxphenomenon in the previous
chapter. For the same reasons, | chose the socitieegview of literacy and its

implications for the teaching of foreign languagesthe form of literacy-based

curriculum as the subject of closer examinationother, and obvious, reason for
choosing Kern'’s literacy-based curriculum is thet fdat the actual aim of this paper is
to examine writing assignments in an English coitnsek and, therefore, literacy - and
writing in particular- has to be the center oéation.

3.1. On methods and methodologies in teaching of iting in second- and foreign
languages

Since the 1980’s, several methodologies based féerefit theories concerning second
or foreign language writing have been introduc&gch theory can be said to focus on
one major aspect in their teaching of writing. VEhtlis true that each of these foci are
reflections of different theories of language léagnand have historically succeeded
each other, they should rather be seen as diffgyergpectives and complementary
aspects of writing than mutually exclusive methods

Hyland (2005:2) lists seven different aspects wisebond or foreign language writing
teaching can focus on: (1) language structurestef@)functions, (3) themes or topics,
(4) creative expression, (5) composing proces§@s;antent, or (7) genre and contexts
of writing. Nevertheless, these methods are ramgpyesented in the foreign language
classroom in their ‘pure’ form. Instead, teacheadt to adopt and use a range of
methods depending on what suits their needs amefo@Hyland 2005:2-3).

On college- and university levels it is probableewen likely for entire language
courses to concentrate on writing and emphasizeooritero of the above-mentioned
aspects, but the case is different for primary- secbndary school pupils who usually
study what might be called 'general purpose langudg these classrooms writing is
primarily used for learning other language skillscls as grammatical structures,
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vocabulary, or communicative phrases. This divisisn perceivable also in the
classifications and discussions of different typesvriting in the work of those writers
who will be discussed next.

3.2. Teaching writing as design

Since | have previously concentrated on the sogioitiwe view of literacy, it is now
logical that | should first consider how this apgeb sees writing and what are its
implications on teaching writing in a foreign large classroom.

Kern (2000:186) describes writing as “a dynamiccpss of designing meaning through
texts within a community”. This implies that wrigiris both an individual and a social
process. Likewise, Hyland (2005: 23) defines wgtias “a sociocognitive activity
which involves skills in planning and drafting aslivas knowledge of language,
contexts, and audiences".

Kern uses the terrvailable Designs (ADdgptroduced by the New London Group (a
team of ten scholars from Australia, Great Britaamd the U.S.) to refer to the
“resources for meaning” which are available to espe when s/he begins to create - or
design- meaning in a sociocultural and communieationtext. Available Designs can
be linguistic or schematic and they are shared pgraon’s mother tongue and second
or foreign language(s). After initiating the desigiso the text itself influences the
choices the person in question makes. Kern mengagid types of Available Designs
in literacy: writing systemvocabulary, grammar, declarative knowledge (scheat
stories, style, genreandprocedural knowledggKern 2000:54-55, 62-63)

According to Kern (2000:177), there is evidencerfreecond language writing research
that both the first and the second language wriimgplve similar processes. The

difference lies in the fact that when writing inlanguage other than one’s mother
tongue, the process becomes more complex becagsesburces and norms of this
other language are added to the knowledge of whatatready has concerning writing

in the mother tongue. However, the knowledge oresgsses of writing in one’s first

language can also facilitate the writing in theasgtor foreign language, since one is
able to draw upon those first language Availablsiges also when writing in the new

language (Kern 2000: 175, 177). It has to be renegath however, that the learner has
to have acquired a certain level of language pigriicy in the second (or foreign)

language in order to be able to do so (Weigle, Z%)2

However, since there are usually considerable mdiffees in functions and conventions
of writing in different cultures and social contexit cannot be said that merely being
able to write in one’s mother tongue would makeeaspn a good writer in another
language ( Kern 2000: 175). Similarly, Kern (20@®D}1 points out that fluency in
speaking or a general language proficiency areimthbtators of writing ability in any
language. The reason for this is that writing isth#efined “in terms of contextually
appropriate practices” instead of processes, &edefore, it is something that has to be
taught. Also Weigle (2002:35) mentions that secamduage proficiency and expertise
in writing are different, but related, abilities.
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Kern’s (2000:180) orientation to teaching writingneprises three traditions which,
according to him, are ordinarily seen as “mutualigompatible”, namely product-,
process-, and genre-based approaches. By incladlittgyee orientations, literacy-based
teaching of writing focuses on three points: tekfaatures, writer-processes, and social
context. In Kern’s (2000:192) words: “a literacyskd approach integrates the teaching
of Available Designs (elements of product- and gdwmased instruction) with the
teaching of design itself (process-based instrogtio

Also Hyland (2005: 22-23) sees the need to creaimthesis of different approaches to

teaching writing. According to him, while it is &uthat teachers use a mixture of

orientations in their teaching, most teachers tendavor either a process- or genre

approach, which has also been the cause of sontedhéabates over the years.

Nevertheless, as was pointed out earlier, nond&exet approaches alone is sufficient.

Hyland also is of the opinion that all the thremaess, purpose, and context need to be
taken into account if students are to effectivelyrh to write in a foreign language.

Hyland (2005:23-24) is in accordance with Kern aldmen he states that an effective
methodology for teaching writing in a foreign laage includes the teaching of the
social purposes behind the used forms of languagd, the respecting of students’
needs for relevant content with the help of “stiating reading and source materials*.
They both also stress the importance of teackiegstudents different genres by
planning and revising their texts, and see the mapoe of creating an audience for
writing assignments as well as linking them to ‘dder social structures“. Hyland

(2005:26) also points out that teachers shoulddbikikir teaching of writing on the

practices and perceptions of writing that the sttsléring with them into the foreign

language classroom. The students should be taoiglalde their own writing and to see
“writing as relative to particular groups and cousz.

3.2.1. Types of writing activities by Kern
Initially Kern (2000:191) places the most commoritiwg activity types in a foreign

language classroom on a continuum according to hasig on formal accuracy’ in one
end, and ‘emphasis on content/ ideas’ in the odsethe following table demonstrates.

Table 1 The most common writing activity typasaiforeign language classroom

by Kern
Emphasis on formal accuracy Enipt@ascontent/ ideas
copying, grammar translation analytiacakative letter writing,  journal fredting
dictation exercises, ssays writing  e-mail, Wrg,

controlled computer tesiténg

compositions conferencing
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Additionally Kern (2000:191-192) discusses briethe demands that some of these
activity types hold for the language learner, atdielements in the Available Designs
these tasks involveTranscription exercise$n general which include copying and
dictation mentioned on the continuum as requiring the masphasis on formal
accuracy, focus on handwriting, spelling, and puatbn. Workbook exercisesyhich
refer togrammar exerciseand controlled compositioron the continuumare said to
emphasize grammar, vocabulary, and mechanicahgrgkills. Controlled composition
tasks refer here to tasks in which some sort oftegyatic transformations or
substitutions are required, e.g. changing the tehaestory from present to past.

Comparing these writing tasks, which Kern ratethasmost common types of activities
in college-level foreign language courses, with thgk types that are generally
associated with lower secondary school Englistruesbn in Finland, it can safely be
said, that most of these activity types are shasedoth levels, with the exception of
computer conferencing, journal writirgndfreewriting. Short essays are written also in
comprehensive school, but they might not be ca#edlytical, and oftercreative
writing exercises are those, which are optional and recometefor those pupils who
'are interested’ or ‘have time’.

In organizing the different writing activities Ker2000:133) uses the four curricular
components originally presented by the New Londaou@, which are (1)kituated
practice, (2) overt instruction,(3) critical framing, and (4) transformed practice.
Situated practice-also calledimmersion-differs from the other three, because it
involves meaningful, communicative language useagpersonal level , whereas the
remaining three categories deal with metacognitargguage skills and abilities to
analyze and discuss contextual factors of textsyedkas transforming texts to be used
in different contexts; all skills that are emphasizn academic contexts.

These four activity types teach writing as meanphgsign, not as grammar or
vocabulary practice (Kern 2000:192), and therefbse types of exercises mentioned
earlier, which deal with grammar or vocabulary, ao¢ included in these four groups.
Also the types of exercises earlier referred tdrasscription as well asworkbook
exercises are not represented here. Therefore, | would earghiat all the following
activities are different types of productive wrgiexercises.

The specific writing activities that are includad @ach of the four categories (Kern
2000:192-212) are listed below. | have also addédief, clarifying explanation after
those writing activities which may be less transpar

(1) situated practice * letter writing
* journal writing
* freewriting
form of process writing, writing without gjoing
* creative writing

(2) overt instruction * mapping
to help develop and organize ideas beforengr
 teaching genres
* use of models

as examples and resources, not as ideals
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* revising and editing
one’s own writing

(3) critical framing * sensitization through reading
awareness of the significance of lexical and stmadt
choices
* shifting contextual parameters
variations of the same situational theme

» peer-group response/ editing

(4) transformed practice e« experimental syntax and reformulation

restructuring texts, e.g. poem to narrative

* redesigning stories
‘intratextual variations’, e.g. differentdar

« stylistic reformulation
to produce ‘native-like’ style

» genre reformulation
refraiming the text’s purpose and audience

* inventing story continuations

» using writing (and reading) for speaking
e.g. writing and editing drafts of oral peatation

In the category osituated practicehe activities mentioned are examples of a wider
range of activities, which aim at improving learsdluency and automaticity in writing
(Kern 2000:1929). 1t is relatively easy to think ofher writing tasks that fit this
category by providing learners a chance of persanahningful communication, e.g.
the earlier mentioned activities of writimgmail or computer conferencing

Journal writing is mentioned as being an excellent way of helpiveglearner form a
writing ‘habit’ and of improving his/her motivatioand attitude towards writing (Kern
2000:193). The same could perhaps be said of allatttivities in the first category,
provided that the writing occurs frequently enouk§krn (2000:218) describes the best
way to motivate learners to write in the followiway:

The more students can be made aware of their actstofgaas particular solutions
to a communicative situation, seeing writing not measlylanguage practice’ but as
a personally meaningful activity, the more interesy thdl take in writing.

Viewing these different types of activities as melyjag their suitability for the Finnish
lower secondary school syllabi, there is reallyhinay that strikes as being impossible to
include, as such. Some of these activities areadyrdeing used to some extent, e.g.
letter writing and creative writingfrom the first categoryMappingas a technique, is
introduced to pupils already in primary school, gnpils are often recommended to
use it when planning their essays in a foreign lagg.Use of modelss being used
when pupils practice writing letters, CVs, or sumnad applications. Differengenres
are present in the textbooks in the form of jouteats, newspaper- or magazine articles
or letters to the editor, e-mails, poems, lyrias] &éterary extracts, etc., but the writing
of most of these is not practiced, nor are therdisve features particularly analyzed.
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The difficulties and restrictions for using thegpds of writing activities lie elsewhere
than in the communicatively-oriented language cuitim, and can be summarized in
two words: time and attitude. Firstly, all of thessivities are time-consuming and time
is of the essence in the Finnish foreign langudgestcoom. Teachers would find it
impossible to include lengthy writing and rewritifocesses as part of regular
classroom activities, when they already have diffies to manage with what they
perceive as “compulsory” material during the schgedr. It would also be impossible
to use the activities as homework because, as stdiscussed earlier, pupils require
assistance and instruction in order to benefit ftbem.

Secondly, the term ‘attitude’ here includes sevatifflerent aspects related to the
characteristics of the pupils. A significant factere is the pupils’ age which has a
great effect on attitudes. | would argue that itjiste challenging to motivate 14-16-
year-old pupils to systematically reread and rewtiie same text for several times,
since the attitude with pupils seems to be, thateoan exercise or assignment is
completed, it is ready and finished. Also the @taisact of handwriting presents
problems for many of the students even at this g, find it too tenuous, especially if
they have to work on the same piece of writing.tff@nmore, pupils of this age are
generally quite sensitive in regard to the feedlibel receive from their peers, and it is
not said that activities related to this could worlevery class or with every pupil. Also
analyzing the different aspects of genres, for gtanthrough discussion in class is not
something that lower secondary school pupils wdiddable to participate in for any
significant period of time. It would seem to mettki@ose metacognitive skills that are
needed for this type of learning are yet not atéldor learners of this age.

Having said all this, | still find it possible tose these types of activites in lower
secondary school, provided that they are adaptéd ttee time frame available and the
stage of development of the pupils in questionprizctice, this means that the writing
tasks should be quite short and the instructiomg @eplicit. For the sake of motivation,
the tasks should be linked to the pupils’ perstimas as closely as possible and activity
types should be varied. Analyzing different geraed styles etc. should be restricted to
include only few, carefully selected points at mdi The pupils usually have a wide
range of texts in their English textbooks which Iddoe used to incorporate these kinds
of written activities, and thus integrate them sztme a part of the “normal” language
learning.

The initial step would be the teacher’s realizatad the importance of the skills that

are learnt through these activities and a conscitagision to include more of these

types of activities in his/her teaching. It would inportant to start experimenting with

small steps. | am quite convinced that there alresgst a good many exercises in the
exercise books which could be used as raw matesedrds the ends of literacy-based
instruction. Later, when the pupils were familiathwthe exercise types and knew what
was to be expected, the time used for the taskddnshorten. | also believe that it is

quite possible to introduce an element of fun epsse to many of these tasks, and by
doing so also increase pupils* motivation.

3.2.2. Types of writing tasks by Hyland

While Kern uses the term ‘writing activities’ tofee to the different types of writing
exercises performed in the foreign language classroHyland discusses different
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‘writing tasks’. He defines a task as “any actiwtyth meaning as its main focus and
which is accomplished using language” (Hyland 2003). These tasks are eithreal-
world tasksor pedagogic tasks The former are tasks which relate directly te th
communicative goals in the target language, andatter help the learners to develop
their knowledge of different genres and their cosipg skills (Hyland 2005:113).

Hyland, like Kern, seems to concentrate on writingtruction that takes place in a
specific course for teaching writing instead ofgerieral purpose language’ course.
Hyland’s suggestion for the arrangement of a wgitourse is clearly task -based. The
contents of a course are based on the resultsnetds analysis, which gives a list of
target tasks that the students need to masterdardo be able to perform those
communicative acts they are preparing for. He dlessrdifferent task -types by
providing a list of the most common example task® ifi all) in order of increasing
difficulty. The tasks are also described in terrh/lat areas of writing knowledge they
contribute to. According to Hyland, there are fareas of language knowledge, which
learners have to master in order to create effedixts. These areontent, system,
process, genreggndcontextExamples of easy tasks would be Extract informatiom

a written text or_Generate word lists for writinthe former contributing to the
competence ofontent and the latter ofontentandprocess An example of a difficult
task would be Research, write, and revise a wodgblaisciplinary text, which
contributes to the learning of all five areas afgaage knowledge. (Hyland 2005:113-
115).

Although Hyland’s list of different tasks is based a variety of activities in various
writing textbooks (Hyland 2005:113), it is not vemgeful for my purposes as such.
Firstly, it would appear that these textbooks weesigned to be used in classes that
concentrate solely on writing. Probably for thiagen a large number of the tasks are to
do with quite extensive amounts of writing, or wigf of full texts, like essays or
different kinds of documents. Secondly, many tdmsted here are actually preparation
for writing assignments, such as identifying geroegurposes of texts, or analyzing a
text for certain features. Tasks like these are likely to be very relevant for my
present purposes of analyzing a course book fombegs. Finally, since the task
descriptions are quite specific they would not wadl as classes into which different
exercises could be placed.

Some of the listed tasks, however, correspond éocése types that are relevant also for
Finnish course books in lower secondary school. fbHewing tasks are examples of
these:_Combine sentences provided in materials, plxen gapped paragraphs with
target structures/ lexis, Create a parallel tedbdang a given model, Create a text
using visual information, or Draft a text basedtlb@ outcome of pre-writing activities
(Hyland 2005:114). These tasks can all be founctdwhe beginning of the list, which
implies that Hyland rates them as easy or fairgydasks.

Hyland also presents three different categories witich different tasks can be placed
according to the degree of support or assistancehwis provided either by the
materials or the teacher. These groups areg(hphological tasks,(2) language
scaffolding tasksand (3)composing taskshe first group offering the most support for
writing and the last having the most independeftdgland 2005:120) These categories
are more general and could better be used forrdsept analysis.
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(1) Graphological taskdnclude basic writing mechanics; handwriting, kegtzbng,
spelling, punctuation, and layout.

(2) Language scaffolding task®nsist of four subgroups which are also placethén
order of growing independence. The ultimate goattie teacher is to “bring learners to
the point where they can write a target text witressistance” (Hyland 2005:123). This
is achieved by first starting with basic noticingtigities and moving gradually on to
manipulation of model tasks, and finally indepertderoduction (ibid.124). The four
subgroups and task descriptions are as follows:
(a) Language familiarization (comparisons, gapféature identification)
(b) Model analysis and manipulation (re-orderimngnsforming, or combining
features)
(c) Controlled composition based on models (texhgletion and parallel
writing)
(d) Guided composition (data transfer, informati@nsfer, medium transfer)

‘Parallel writing’, which is mentioned in the thirdroup, is a way of practicing
formulating sentences, paragraphs, and texts btatimg a written model (Harmer
2004:44, 54). The guided composition tasks refeasks where the basis for students’
writing is either information which is provided layother student, a graph, a table, or
notes, a list of key words, or a picture sequehrtygafnd 2005:128).

(3) Composing tasksclude (a) composition heuristics such as plagnpre-writing,
multidrafting, and editing techniques, and (b) esed writing, which entails the
independent creation of a text for a particulari@ucke. Whereas controlled composition
and guided composition tasks are mainly intendedéginning and intermediate level
students, extended writing is the desired goalttier foreign language writing class
(Hyland 2005:128, 132).

3.3. Practical guides to teaching writing

Jeremy Harmer is Series Editor for the sektsv to.., which has been written by
teachers and teacher trainers for teachers of &ingile mentions thatiow to teach
writing is intended for teachers who are “interested iiting as a process and in the
variety of types of writing” (Harmer 2004: v). ift, as the title of this section indicates,
a practical guide, which concentrates on the pds&b of teaching writing in
classroom conditions. Although based on researdaicks any theoretical discussion of
the nature of literacy as such, nor does it pres@yt organized framework for the
teaching of writing.

Harmer (2004:v) shares Kern’'s views that in langusgpching writing has long been
perceived only as a tool for teaching grammar amchbulary, and not as a skill in
itself. He, too, emphasizes the “recursive” natifr¢he writing process as opposed to
the linear one, and describes it with the helphef process wheelyhich demonstrates
how the writer can move in all directions replampiredrafting and reediting until s/he
arrives at the final version of a text (Harmer 2608). He, like Kern, uses the terms
“reflecting” and “revising”. They are used to daberwhat happens during the editing -
and reediting- of a draft, i.e. a version of a text
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Harmer (2004: 11) continues along Kern’s lines aisben he considers the different
approaches to teaching writing. He mentions thatgitoduct approach was previously
in the focus of attention at the expense of thdingiprocess. At the same time that
Harmer (2004:11) finds it important to concentratethe process of writing, he points
out that also concentrating on form can be vereheial to many students.

Later on he also discusses the need to includesttigy/ing of different genres in the
teaching of writing, since the writers have to beee of the typical vocabulary and text
constructions associated with different purposeswdfing (Harmer 2004:17, 27).
Likewise, he (ibid.17) also briefly refers to thehsmatic knowledge, i.e. also
sociocultural knowledge, that the reader of a femgs to the task of reading, and
which the writer needs to consider. In other wolitgh authors see the need to include
all the three approaches -product, process anceg@miforeign language teaching of
writing in order to achieve the best possible ressal learning.

Also the idea of the interrelatedness of the famglage skills is shared by Kern and
Harmer. Harmer (2004: 11-13, 28) discusses theerdiffces between speaking and
writing, on one hand, and the relationship betwesling and writing, on the other.

Harmer (2004:11-12) lists three points that teaglséiould consider in connection with
the planning of the writing process. The first gdias to do with how to get students to
plan their writing. This can be done in differentays; in pairs, in groups, or
individually. In place of thisorainstormingalso the teacher or the course book can
provide activities which prepare the learner anddgally lead him/her towards the
writing task. The second point is how to encourtige students to draft, reflect, and
revise. The book provides three suggestions: cooresymbols that the teacher uses to
mark the draft with, revision checklists that areeg to the students, and collaborative
writing, where a pair or a group of students read give suggestions for each others’
texts. The final point is how to respond to thedstus’ writing. In question of process-
writing, the response should be given also durimg writing, not just of the final
version. The response can be provided by the teamha fellow student, and the
response can be spoken or written. Harmer (2004lk2) suggests that sometimes the
teacher can write his/her own version of a pardg@pa section of a student’s text and
the student can benefit from comparing the twoivess

Harmer (2004:12-13, 29-30) warns against over-esiphan both process- and genre
elements, which he calthe process tragndthe genre trapln addition to taking up
too much time, over-planning can restrict spontgneind creativity. Too much
concentration on the study and analysis of diffeiggnres in the form of examples
provided for the students, in its turn, will caudee students to perceive them as
restrictive models they have to follow, not as egles. An attempt to avoid this can be
made by offering the students several different vaxieties of the same genre.

Tricia Hedge is the author of another practicaldguivhich is quite laconically called
Writing, and which is a part of a series calledsource books for teacheids the
foreword of this book it is described as “commoense, practical, and non -technical
approach” to the teaching of writing in foreign d@age classrooms. It is intended to be
used by teachers of teenage or adult learners glignas a foreign language, but is
also applicable to be used even with younger learfiéedge 2008:8). Furthermore, the
material is primarily intended for general purpatasses, although it has been used
also for multilingual groups of short course leasp@nd ESL groups of ethnic minority
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students, among others (Hedge 2008:8).

Any theoretical discussion in Hedge’s book is lmitto estabilishing a framework for
the writing activities she presents. She discubsefly several aspects that are involved
in a writing process, such as reasons for writthg, craft of writing, the processes of
communicating, composing, and improving, and saurck help in writing, among
others (Hedge 2008: 9-15). On the basis of theseudsions she formulates 10
assumptions which form the framework for her wgtarctivities.

After examining these assumptions it becomes diearr Hedge and the other three
authors discussed in this chapter share the viewritihg as a process which involves
cycles of planning, organizing, composing, andgieng. They also share the idea of the
necessity of a communicative purpose behind eadfingiractivity and the learners’
realization of the audience - real or imagined-vithom the writing is directed. Hedge
points out that students are much more likely taeneffectively and appropriately if
they fully understand the context for their piefewriting, and that one of the most
important tasks teachers face is to contextualizing tasks (Hedge 2008: 10-12, 20)

Hedge also concurs with Kern, when she arguesstinaents need time and help for
writing in the classroom. Teachers need to prowdevities which support even the
poor writers and guide them through the differéages of creating a piece of writing.
In order to become a good writer, a person needsite a lot, and succeeding in class
will encourage students to do more writing alscswlé the class. They both also agree
that students need to be told about the differtages of the writing process and be
given access to models of good writing (Hedge 20844, 55).

Harmer (2004:84) and Hedge (2008:12) both pointleeitdangers of over-correcting or
- marking. Instead of teachers concentrating ooreeorrection, students should be
encouraged in revising their own work and regardimg as well as receiving feedback
also from other students as a normal part of théngrprocess. Teachers should also
pay more attention in their feedback to the stiemghe students have. Another point
that both these authors find important, is thetegs role in writing. This was a novel
idea to me, and could certainly be worth experimmgnialso in Finnish secondary
schools. The idea is that teachers should alsacjpatie in the writing process by
writing with their students or for them. While prding his/her own response to a task
given to students, the teacher sets a motivatkagnele for students, but also gains a
clear understanding of the demands this activitg sa the students (Hedge 2008:15).
Hedge also suggests that teachers can write lefiErses, etc. to their students also
based on the activities provided in her book. Haisn€@004:125, 127) discussion of
journal writing, which is referred to later on img chapter, also includes the point that
teachers are expected to read the journals and eamon them in writing. Also
Harmer discusses the possibility of giving the stud a chance of corresponding with
their teacher during the course.

3.3.1. Harmer’s classification of writing activities

Unlike Kern, Harmer (2004:30) stresses the idea tha teaching and analyzing of
genres and the types of writing related to themoaig “one part of the picture” for the
students, and it is essential to find a balancevden teaching the genres and teaching
of writing as a process that involves the student, by doing so, help them learn the
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language. The above-mentioned desire for findifzpkance is reflected in Harmer’s
(2004:31-34) way of dividing writing into two maicategories: writing for learning
and writing for writing. Writing for learningincludes writing in order to produce and
reinforce the learning of grammar and vocabulargr(hier 2004:31), whereagriting
for writing entails learning to write in different genres aadisters, and writing in order
to become a better writer (Harmer 2004:34).

Harmer distinguishes three kindswafiting for learning (1) reinforcement writing
(Pyeparation writing
and (8ytivity writing.

Reinforcement writingrefers to the reinforcing of previously taught graatical
structures or vocabulary by writing. The aim iggtee students opportunities to reflect
on the newly learned language and remember itrb@gtermer 2004:33).The length of
writing can vary from one sentence to a paragraphnoentire compositiorHarmer
(2004:32) gives examples, such as the writing ofeseces using the third conditional,
or writing a description of someone with the helgiwen vocabulary.

Preparation writing as the name indicates, is used when a studegmtearing for
another language activity, particularly a discussisccording to Harmer (2004:33) this
is a very enabling skill, since it gives studemtset to think and reflect on their ideas
before speaking. As an example, students can lem givbeginning of a sentence related
to the topic of discussion and asked to completeristudents can first talk in groups,
prepare their arguments, and make written notexrédifie discussion.

Activity writing, aspreparation writing is used to facilitate another activity -usually
kinaesthetic-, which is in the focus of attentiSuch activites can be the acting out of a
dialogue the students have first written, or théhgang of information by asking
guestions in the class based on a questionrnaérestudents have previously filled
(Harmer 2004:33).

Harmer (2004:34) finds that, unlikeriting for learning-and especiallyeinforcement
writing- general language improvement is not the main goalifiting for writing,
although it may, in some cases, be a by-produat. cAlthough Harmer (2004:34)
mentions students needing help with matters sucpuastuation and ortography, he
concurs with Kern in saying, that the essence athag writing (for writing) is about
“helping students to communicate real messages iaparopriate manner”, and doing
so “for real audiences”, or at least practicingksathat they will find useful in their
future encounters with the foreign language (209¢:Bowever, | think that it could be
argued that ‘communicating in appropriate manneould include also the use of
correct grammatical forms. Also, provided that feas are expected to reread and
revise their writing, it would be fairly easy to caurage them to pay attention to a
particular grammatical structure, e.g. tenses, nieatl systematic correcting. Often it is
difficult for learners to make a connection witheith knowledge of grammatical
structures in the process of writing, and feedbakgrammar has proven to improve
grammatical accuracy and the overall quality ottiwg significantly (Hinkel 2002:182-
183).

In addition towriting for learning and writing for writing, Harmer (2004:44) also
discusses the teaching of, what he calls,iechanical’ components of writindhese
components include handwriting, spelling, punctuatiand the construction of well-
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formed sentences, paragraphs, and texts. He aftedluces two techniques which help
students practice and achieve a basic mechanicapetence:copying and parallel
writing. This competence learners will then be able tomusleeir more creative writing.

Copyingas a term is straightforward enough. Students cactipe language by copying
single or clusters of letters, words, or even se#s. Many exercises also in Finnish
course books which may initially seem varied amefact, different versions of copying
exercises provided for the learner in order to liegm memorize newly learnt words or
expressions and their spelling. Harmer (2004:5M)tpmut that, apart from a technique
in language learning, copying is a useful skilbataitside the classroom, and presents
difficulties to many people. Furthermore, copying land, instead of using the copy-
and paste functions of the computer, forces stsdenpay attention to the way words
are formed (Harmer 2004:52-53).

Harmer (2004:55-59) gives examplespairallel writing exercise types which are also
well represented in Finnish foreign language eserbiooks in general,
(1) substituting elements in sentences connecttdasmid and but;
(2) writing pairs of sentences with the help ofeagivinformation and
using substituting pronouns in the latter sentence;
(3) writing a passage similar t@ tmodel one but substituting new
information;
(4) arranging the mixed passages into a coheexti tompleting the
given exercises, and finally writing a new texthwsimilar paragraphs;
(5) reading a story, answering questions abouwnit finally writing a
story of one’s own with the help of a ready-madgieing and support
guestions.

It is also good to bear in mind that not all studesre keen on writing. This may be

because they feel insecure of their writing aleifitior because they are not used to
writing even in their native language. It is vergportant to provide these reluctant

writers writing tasks which they are able to conglsuccessfully in order to prevent

the reinforcement of the negative attitude. (Har2t4:61)

A successful writing task requires also personalolvement and emotional
engagement. Students can be helped to achievebyhisroviding writing tasks of
appropriate level and enough language materialddhe writing. Other ways to help
are appealing, relevant activities, possibly the elsmusic, pictures, or tasks involving
kinaesthetic stimulation such as writing jointly the board or swapping papers around.
It is good to remember that variety is importanaihareas of language learning, also in
writing. (Harmer 2004:61-62)

Harmer (2004:63) introduces yet another group afig tasks which he callbabit-
building writing. Their purpose is to make students accustomed tingiin a foreign
language spontaneously and with little preparatiolike in process- or genre-based
writing. The aim here is to make students morefluend motivated writers. The
ultimate goal is not to correct these texts ‘tothgaut to let the students enjoy their
work and be motivated by it (Harmer 2004:8dpabit-building writing has three sub-
groups:(1) instant writing,
(2) collaborative writing,
and (3) writing to each other.
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Instant writingcan occur at any point of teacher’s choosing dutire lesson. It takes
10 to 15 minutes or less, and there is no pregperddr this writing task. According to
Harmer (2004:63-64), regular tasks of this kind barvery motivating for the students
because at the end of the exercise they have smmetbncrete to show for their
efforts. Harmer (2004:64-73) provides several eXammf the following types of
instant writing (1) sentence writing according to teacher’s ingions, (2) using music
as stimulus, (3) using pictures as stimuli, andw4iying poems assisted. Elsewhere
(Harmer 2004:13) he also mentions that games, wimeblve writing, are good
examples ofnstant writing and help to develop writing fluency.

Collaborative writingactivities are group exercises, which can makeiy vnotivating,
since the members of the group share each otheesilkedge and thus learn from each
other. Additionally, no-one is alone responsibledither a possible success or a failure.
(Harmer 2004:73) These activities can be perforeitheer by using the board or writing
in groups or pairs. Harmer (2004:73-81) providegess#l examples of both types of
activities.

The final sub-group dhabit-building writingis writing to each otherThe name is self-
explanatory, and Harmer (2004:81) includes in rt-pals, e-mails, and live chat. These
activities are especially motivating because oirthenuinely communicative nature.

Harmer (2004:125-135) also dedicates an entiretehdp journal writing which he,
like Kern, finds a very useful learning activity.riihg a journal gives students an
opportunity to reflect on their learning and to€lise express themselves. By writing
regularly they also develop their writing fluencydatheir skills as writers. Although
students write for themselves, teachers are exppécteead the journals regularly and to
respond to their students’ writing. Therefore, gabther benefit of journal writing is the
new, confidential channel of communication betwdenstudent and the teacher, which
also gives teachers useful information for hisfhgure teaching. (Harmer 2004:125-
127)

All in all, Harmer's book offers valuable insightsr teaching writing in a foreign
language classroom. The activities he describes@rerete and realistic enough to be
adopted by language teachers without much diffjcitarmer (2004: 12-13, 61) also
discusses realistically the restrictions and difties that teachers face in teaching
writing, as well as suggests possible solutionse Tonstruction of the book is
somewhat confusing, however, if the reader trieplaxe all the different types of
writing mentioned into relation to one another mear to form a concise overall picture
of what has been discussed. In the introductionréar(2004:v) lists the contents of the
book chapter by chapter, which explains the oréends chosen for the book, but some
kind of a summary at the end would have been usdfé following table is my
summary of the writing activities in Harmer's bockhe types of writing which have
been discussed in this section are highlighted.
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Table 2  Different types of writing activitiey Harmer

WRITING WRITING MECHANICAL HABIT-BUILDING
FOR LEARNING FOR WRITING WRITING WRITING
reinforcement writing genre handwriting instant writing
grammar exerc. registers spelling senEe
vocabulary exerc. punctuation music
preparation writing a better writer form picture
poem
activity writing copying collaborative writing
parallel writing (group exercises)
(written model) writing to each other

However, | would like to point out that in my opam some of the categories are
overlapping and some activities could be placedmiare than one category. As
mentioned earlier, Harmer initially divides writingto only two main categories:
writing for learningandwriting for writing. This gives us an indication that these four
types of writing presented above are actually oot thierarchically equal dimensions
of writing, but rather a list of different aspeofsit.

The activities ofparallel writing and copying,which were later mentioned as helpful
activities in enhancing the skills ofechanical writingcould just as well be included in
reinforcement writingfor the practicing of grammatical structures or aloglary, or
even inwriting for writing for the practicing of different genres and regtstéikewise,
habit -building writinglists activities which can also be used in praotjevriting for
writing, or evenwriting for learningaspreparation writingor activity writingexercises.

Althoughjournal writing andcreative writingare also included in Harmer’s discussions
elsewhere, he does not place them under any dbtleheadings. Instead, he discusses
them separately. In my opinion, they could be pdaegher undewriting for writing or
habit-building writing,or both.

3.3.2. Hedge’s classification of writing activities

Hedge’s book is first and foremost a catalogueiftérnt types of exercises, which are
organized under four headings of @9mmunicating(2) Composing(3) Crafting, and
(4) Improving According to Hedge (2008:17) these headings éotfthe stages of the
writing process itself*. The exercises are desdilie detail and each description
includes the level, time and aims of the exercisessible preparation required,
description of the procedure itself, and possibiyne additional comments at the end of
the explanation.

The exercises in the first grouppmmunicatingshare two common goals. The first is
that of context; activities which show how the temccan create different contexts for
classroom writing and thus develop a sense of audidor the students. The second
goal is to show students how the style of writirsy dependent on the context.
Composingincludes activities which encourage students tgueie good pre-writing

and drafting practices, i.e. they give studentshance to practice the planning of a
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writing assignment.Crafting has to do with cohesion, structures and apprapriat
vocabulary. Activities in this group provide theather with means of helping students
create coherent and appropriate texts. Hedge (2DP8escribesrafting as “the way in
which a writer puts together the pieces of the,tdgt/eloping ideas through sentences
and paragraphs within an overall structure”. Hindmproving consists of activities
which help teachers and students work togetheeviewing and revising their piece of
writing, and then finally producing the final vesaiof it. (Hedge 2008:17)

Here are some examples of the writing activitiegath of these groups in order to
illustrate their nature more clearly:

(1) CommunicatingKeeping a reading journal
Sharing cultural information (on supriENs)
Making a class magazine
Giving directions
(2) Composing: Making mind maps
Imagining dialogue
Working from opegisentences
Reporting intemwvie
(3) Cratfting: Describing a person
Writing a biograph
Developing a casé effect argument
Using connectivésaddition/ concession
(4) Improving: Raising awareness about writing
Writing in a group
Self-editing f@mlguage accuracy

Hedge’s list of various activities resemble Hylanthsk descriptions because of their
detailed and precise nature. The four categorietitles of the chapters, under which
they are placed, could be more applicable for mgpases in the categorization of
different writing activities.

All'in all, I find Hedge’s book to be very useful providing “food for thought” when
considering different possibilities for writing exeses. Especially the ‘aims’ which are
included in the descriptions of every activity hédfachers realize what these activities
actually do for the learning, and, in doing sophidachers also think of other, similar
types of activities which would have the same dffec

3.4. Summary of the writing activities

Although all the above-discussed authors sharsdhee basic views of communicative
and context-based teaching of writing, their clicsstions of writing activities differ
from each other in several ways. Firstly, authaBng the grounds for their categories
differently; Kern has writing as meaning design lis starting point, Hyland
concentrates on different tasks and arranges thmmording to how much assistance
they provide to the learner, Harmer's focus is be tealities and practices of the
classroom, and Hedge organizes her list of actwitd reflect the different steps of a
writing process.
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Secondly, Kern and Hedge do not include writingvétees which are quite central in
general purpose English classes. These includend\@and Harmer'gjraphological
tasks/ mechanical writing,respectively as well as Harmer’'seinforcement writing,
which refers to writing in order to learn grammatistructures and vocabulary. Kern
refers to these in his discussion but excludes tfiemm his classification, for the
reasons | discussed earlier. Even Hyland’s and kEdsnclasses differ from each other,
because Harmer'smechanical writingincludes also the construction of well-formed
sentences, paragraphs, and texts, and Hyland’snibes

Thirdly, authors may have same subgroups, butibliger them differently in their
classifications. One example of this is the categurcomposingwhich, for Hedge,
contains only the planning and drafting of a wgtiassignment, whereas for Hyland it
includes the whole writing process. In other wordisding two categories that
correspond to each other is difficult, since it nisy that only parts of their contents
correlate with each other, while the rest do natother good example is Kern’s second
category,Overt instruction It has four elements, which are distributed gdiféerently

in Harmer’s and Hedge’s lists.

Table 3 Kern’s category @vert instructionn comparison with Harmer’s and
Hedge’s classifications

HARMER: KERN: HEDGE:

(2)0vert instruction

* mapping Composing
Writing for writing  « teaching genres Communicating
Mechanical writing < use of models

* revising and editing Improving

In spite of these difficulties, | make an attempompare the categories of these four
authors to each other. The presentation is in fofra table. | have joinedriting for
writing and habit-building writing together, mainly because of the fact that Harmer
describeswriting for writing also as ‘writing in order to become a better wfjtand |
feel that this is whatabit-building writingis really all about

The table is arranged in such a way that the cagsgavhich are horizontally on the

same level share same characteristics. The mdstuttifpresentation to place into the

table turned out to be Kern’s. Nearly all his greufave elements of several groups in
the other authors’ classifications, and, due tcs,ththey also turned out to be

overlapping. For this reason, | have placed Kectésses horizontally, while the others
are placed vertically. In brackets | have placeg werds which | feel best describe the
elements that make up the class in question, aitihdbhis may give a somewhat

simplified picture of the state of affairs.
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Table 4 Summary of the writing activities by Hyth Hedge, Kern, and Harmer

HYLAND HEDGE KERM HARMER
GRAPHOLOGICAL
TASKS C‘V%;'ﬁl’gc’“
LANGUAGE CRAETING (also form)
SCAFFOLDING (forrn)
CRITICAL
(form & genre) | ouMUNICATING FRAMING WRITING FOR
(genre) WRITING
end SITUATED {genre & better
PRACTICE writer’
TRANS- and
FOEMED HAELIT-ELUILDING
COMPOSING "
QVERT PRACTICE '
TASKS INSTRUCT- WRIIING
.r ION
(planning & I['ADRC_‘”IN“
revising) (revising)
COMPOSING
(plznning)
WELI MG FOR
| FARNTMG
{araiumar,
vocabulary,
content)

4. THE ROLE OF WRITING IN A FINNISH FOREIGN LANGUAG E
CLASSROOM

This chapter discusses the framework that the Eamog-ramework of Reference and
the Finnish National Core Curriculum for basic eatien provide for the teaching of
foreign languages in lower secondary school indfidl Only those parts of these
documents are discussed which contribute sometiirthe teaching of writing in a

foreign language in general and the teaching oflalaBguage in particular. This

chapter also contains my views of the role thatimgi generally plays in a Finnish

foreign language classroom.

40



4.1.Writing in the teaching of foreign languages inthe Common European
Framework of Reference (CEF)

The Common European Framework of Reference foruaggs (CEFR) was published
by the Council of Europe to provide a common bé&sighe planning and evaluation of

language education in European countries (Commaeoogdean Framework of Reference
for Languages. Learning, Teaching, Assessment.:2D0&ince the ultimate goal of the

Council is to promote improved communication betweeuropeans with diverse

language and cultural backgrounds, it does notrgitéo dictate common objectives or
methods for the teaching of languages in thesetdesCEFR 2002: xi). Instead, it's

aim is to “describe what learners have to learmldoin order to use a language for
communication and what knowledge and skills theyeht® develop so as to be able to
act effectively’(CEFR 2002:1).

CEFR perceives the needs for foreign language ilegtio be essentially the same as
those described by the sociocognitive view. CEFBsdanguage for communication
and individual learner needs in different social anltural contexts as the corner stones
in planning or executing language teaching on amgll It also urges all those involved
in language teaching to have learners’ motivatiod eesources as starting point for
their work.(CEFR 2002: xii, 142) The Framework emgizes the idea that competence
in any language is always incomplete and partidl that the ultimate goal in foreign
language teaching (or learning) is not to achieveave language- like competence
(Salo 2006: 582).

The approach of the Framework is to present impbgaestions which educators in the
countries in question can answer locally accordmgheir specific needs (Salo 2006:
581). It also provides descriptions of differentdls of language proficiency which can
be used to measure learners’ progress. On eatlesd six levels - A1, A2, B1, B2, C1
and C2 - it describes what the learner can do withlanguage and how well s/he
performs. Levels A1 and A2 are elementary, B1 a@daB intermediate, and C1 and
C2 are advanced levels.

It is also noteworthy that CEFR does not make apgciic distinction between
learners’ first language and second or foreign laggs until in chapter 6, where
second or foreign languages are specifically meetio In this particular chapter the
guestion how learners are expected to learn a demoforeign language is discussed.
This implies that the six proficiency levels canused to describe learners’ progress in
any language, including the mother tongue.

Specific references to writing in CEFR can be foumdchapter 4.4 where different
communicative language activities and strategiedascribed. Writing is mentioned in
three different kinds of communicative activitiemmely (1)written production (2)
written interaction,and (3)written mediationln each case there is a list of examples of
writing activities and in the case of the first twategories also illustrative scales to
provide descriptions of language proficiency amvted.

(1) Written production(or writing) activities include written texts which are reamby
one or more readers. The list of examples inclddess and questionnaires, articles,
posters, reports, letters, messages from dictati@ative writing, etc. lllustrative scales
are provided foOverall written production, Creative writingnd Reports and essays.
(CEFR 2002: 61-62)

41



(2) Written interaction involves written communication between particiganh
situations such as passing and exchanging note®mos, correspondence, negotiating
agreements or contracts, participating in compateferences, etc. lllustrative scales
are provided foOverall written interaction, Correspondena@dNotes, messages and
forms (CEFR 2002:82-84)

Mediating activities are needed in a situation wehgarticipants of a communicative act
are unable to understand each other, often duéedack of a common language.
Examples of (3written mediationare translation, summary and paraphrasing. (CEFR
2002:87)

CEFR defines texts as “any sequence or discoupskés and/or written) related to a
specific domain” (CEFR 2002:10). Chapter 6.4, whpcasents methodological options
for language learning and teaching, raises somstigue related to the part spoken or
written texts should play in language learning asaching. Examples given here of
written text types possibly produced by learners: adictated passages, written
exercises, essays, translations, written reportgeqt work, letters to pen friends, and
contributions to class links using fax or e-maiEER 2002:146).

Furthermore, CEFR suggests that it would be ugefuihe users of the Framework to
consider what their principles for selecting or gaising certain types of texts are, and
how the texts are presented. Also the issues diliggyrading the texts and the way of
introducing (or not introducing) different text g to the learners are mentioned as
important points to consider .(CEFR 2002:147) Tiisans that CEFR does not give
any recommendations on the teaching of differemrg® Rather, the choice of the
genres taught is dependent on the needs of theelsam any given situation. Also
teaching - or not teaching - the learners to reizegthe typical features of different
genres, or to be able to create such texts isdefocal decision-makers.

4.2. The role of writing in foreign language teaclimg in The Finnish National
Core Curriculum for basic education

In Finnish foreign language learning, reading andting have always played an
important part. Compared to many other countridere the focus is more on spoken
language, Finnish foreign language teachers gdwemrglly heavily on the teaching
materials presented in the course books and writing way of learning the language.

The Finnish Core Curriculum is based on the Comrkemopean Framework of

Reference. Both documents emphasize the commurecaimd functional goals in

language learning and see the teaching of thettaigure as an inseparable part of
language teaching. Furthermore, the common referdéenels for language learning
presented in CEFR are used also in the Finnishicalum to describe the final

assessment criteria for a grade of 8 in the nirddey (Salo 2006: 581-582)

The Finnish National Core Curriculum forms an exipliramework for all those who
work in the field of basic education in Finland Ig€n 2011: 216). However, there are
not very many concrete examples of e.g. differext types or types of language
activities in the curriculum. As far as writing é®ncerned, it has also been suggested
that the desired lengths of written assignmentg&mh year should also be stated in the
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national curriculum in order to facilitate teachemork and to ensure fair and equal
evaluation for all pupils (Hildén 2011:217).

At this point, the role of writing in the nationalirriculum is discussed only in terms of
the teaching of the so called Bl-language. Thimmtegfers to the language that the
pupils start studying in the seventh grade. Thguage is studied at the rate of two
lessons per week throughout the lower secondaryas¢grades 7-9). The decision is
due to the fact that the textbook, which will latn be analyzed, is used to teach
English according to the above-mentioned principles

In the case of Bl-languages, the final assessmmigatia for a grade of 8 sets the level
of written language performance at Al.3, inctional elementary language
proficiency(National Core Curriculum for basic education 20045). This means that
the pupil can write simple messages in familianagibns and can use language, which
is related to his/her personal everyday life. Taetsnces are short with single clauses
and different kinds of errors are common in fre@ing. The text types mentioned on
this level in the curriculum are postcards, persaedails and dictation. (NCC 2004:
281, see Appendix 2) The core contents of the strdylikewise related to pupil’'s
immediate surroundings and everyday life such asilya hobbies, shopping, public
services, and travelling. The main grammatical citmes are to be learnt from the
standpoint of communication. (ibid: 144- 145)

4.3. The role of writing in a Finnish FL classroom

Although the goals of the foreign language curacul the Finnish comprehensive
school emphasize communicative skills, writing &tigs have always played an
important part in the foreign language classroohe Tollowing discussion of Finnish
foreign language classroom practices is based ohQnyears of experience as a foreign
language teacher in several lower secondary schaatsthe information | have gained
on the subject over the years. Half of the saiet{five years) | have also taught pupils
with migrant backgrounds.

Throughout the comprehensive school, foreign lagguteaching materials usually
include both a textbook and an exercise book, oowse book which includes both

texts and exercises. Very rarely do teachers ettempt to teach a foreign language
without an exercise book, although, in recent yearany have been forced to recycle
also exercise books from one year to the next dumda tight school budgets. This

entails that pupils have to write down the answergomplete the exercises in their
notebooks, since they are not allowed to fill ia #xercise books. This makes learning
even more challenging for some pupils and lowersvaton for all.

In lower secondary school, a significant part af thsson is used to perform writing-

related activities, such as completing differenpety of exercises, checking and
correcting completed exercises, or sometimes cgpyrt from the blackboard into the

notebooks. Especially at the beginning stagesarhlag, pupils are also encouraged to
copy the new words, or even the texts in the teokbanto their notebooks to ensure

learning. This is also the case where English B&-éanguage is concerned, since the
pupils are beginners in their English studies.
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The occasions of creative writing and essay writirgnormally quite limited even with
the more advanced pupils who have studied Englisteghe third grade, often 1 to 3
assignments per course. These are usually dorlass, sometimes with the possibility
of finishing them at home if necessary. The topias usually related to a text or theme
in the textbook, which has previously been discdisaad studied, and writing is
facilitated by providing questions or other addiab material, as well as the possibility
of using a dictionary or the textbook as referer@eme of these writing assignments
can be characterized more as practicing of diftegamres with the help of different
models, such as letter writing, writing of a CV,aosummer job application, than actual
creative writing or an essay, although pupils alsite on topics such as their summer
holiday, plans for the future, or the favorite Thesv. Furthermore, as mentioned
earlier, additional writing assignments are motermfecommended to those pupils who
have already finished other given assignments,har &re otherwise motivated to write.
Writing assignments for the pupils who study Erglas a B-language are naturally
more modest than the ones | have described abimee, they are just starting to study
this new language.

The pupils who have English as a B1l-language arallysthose whose mother tongue
is other than Finnish and who have not had a chamcstudy English in the primary
school, or have studied it only one or two yearser&fore, before introducing the
framework for the course book analysis, it is neaesto briefly discuss the specific
circumstances that effect teaching a foreign laggue pupils of migrant backgrounds.

5. PUPILS OF MIGRANT BACKGROUNDS AS LEARNERS OF A FOREIGN
LANGUAGE

The pupils of migrant backgrounds who start stugyiimglish as a B-language usually
have a very different linguistic background frone tinnish pupils who study English
as an A-language. First of all, many of them, buhb means all, already know several
languages besides their mother tongue at leasbiiwe sextent. The level of their
knowledge can vary significantly from one langudgethe other, since they may be
used to using a specific language in specific cdatenly, e.g. one at school and the
other for communicating with people from other ethgroups. This is especially the
case with pupils who come from African countrieec@dly, all these students have
spent a relatively short time in Finland and thHeiowledge of the Finnish language,
which is now their second language, is quite lichitBome may start the seventh grade -
and the studying of English- after only one yeaprdparatory instruction in Finnish.
Yet they study English through Finnish since ithe only common language that all the
participants in the class, including the teachéars. From this it follows that the
studying of English also often involves studyinghrkish, at least to the extent of
negotiating the meaning of a word, an expressiol, €entence. In these circumstances
English is being learnt as a third or additionalgiaage and the possible strains, as well
as advantages, that the situation causes to this ghpuld be considered carefully.

Until fairly recently researchers have considefesl dcquisition of third and additional
languages to be essentially the same as that e€@nd language. This approach has
lately been challenged by writers like De Angelihovargues that there is an
acknowledgeable difference between these two pseseShe summarizes the findings
in the third language acquisition so far by saytimgt multilinguals have clearly “more
knowledge that can be used and drawn upon duhiagatquisition and production

44



process which bilinguals do not have at their dssfp and that this additional
knowledge has a more important role than what hasiqusly been assumed (De
Angelis 2007:130). Nevertheless, it is not yet knolwow much knowledge in the
second language or other languages the learnes neddve for it to have an effect on
the learning processes of the third or additioaablage (i.e. what the threshold level
is). According to De Angelis some studies indicliat “even one year of formal
instruction can affect third or additional langugmformance to a significant extent”.
Furthermore, research has shown that prior langhage/ledge has mostly a positive
effect on third or additional language learninggasses, and that one important factor
in it is literacy in the previous languages. Fipahon-native language influence has
been found to have an impact on almost all levélgemguage competence, including
lexis and syntax. (ibid. 131-132, 137)

Unfortunately, the area of multilingualism has beangely neglected in Finnish
academic research, and therefore it is not sungrithat there is virtually no research
that would involve pupils of migrant backgroundsdaheir achievement in learning
English as a third language, and even less resaspetifically on the development of
their writing abilities in the said language. Mase known about diverse aspects of
literacy development in the native language, iienish, and also Finnish as the second
language for immigrants has received growing atienin recent years. The ToLP
(Towards Future Literacy Pedagogies) at the Uniwersf Jyvaskyla also involved
immigrants in its research on “mother tongue andifm language literacy practices in
school and out-of-school contexts” (ToLP: 3). Nekeless, this project concentrated
more on reading and literacy pedagogy than writing.

Also international studies of literacy in secondforeign languages are few and far
between, and their scope has been quite limited#T8). Dooley (2009: 87) mentions
in her article on students of African origin in Awadia that according to long-
estabilished evidence it can take up to ten yearedach the academic language level
that is required for average achievement if thenkea has had little schooling or
schooling has been severely interrupted prior iwiag in the West.

In the absence of research results on migrantea@ndrs of a third or additional
language, it is still possible to list out sevdeadtors that the teacher has to consider in
his/her teaching. Firstly, the pupils should be enatare of their knowledge in their
native language as well as possible other languafjesy should be encouraged to
compare English vocabulary and syntactic featutesveth both their mother tongue
and Finnish, as well as the additional languagésis|important and possibly
empowering for the learner to know that his/her mottongue and all prior language
knowledge is valuable and as important as Finnigbnglish. Secondly, the teacher has
to acknowledge the fact that learning a third laagguin addition to learning Finnish as
a second language simultaneously is a demandikg tasrning vocabulary in both
languages may sees to the pupils like an endlésd ahd a strain to the memory. Often
the word has to be learnt both in Finnish and Bhgland it is possible that the learner
is not able to think of an equivalent in his/hetivelanguage, either. This may be due
to the lack of the concept or phenomenon in thaguage, or because the learner does
not know the word in question in the native languéyr any other language). The use
of pictures in learning vocabulary, especiallyra initial stages, as well as all kinds of
pair - and group exercises and games is very Hefgfie. Thirdly, the teacher has to
remember that Finnish is learnt also in the BEhglklass and that explanations and
clarifications of different types take up class dinas vocabulary, exercise types and
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other instructions may be unfamiliar to the pupdéten it is also easier to ask questions
in a class where there are less students and wdleren a way, share the same
background. In classes where immigrant childree &r the minority, signaling
confusion and asking for help often causes anxietthe pupils in question (Dooley
2009:88).

6. FRAMEWORK FOR THE CURRENT COURSEBOOK ANALYSIS

In this chapter | will outline the framework forgtanalysis of the writing exercises in
Steps into English 3a course book for beginning learners of Englistwill also
introduce the classes formed for, and describe different steps involved in the
analysis. This particular course book was chosethibanalysis because of the fact that
it was originally not written for comprehensive soh The goals and recommendations
for the contents that have to be taken into accoulren writing a course book for
comprehensive school need not have been considerée writing of this teaching
material, and since the book is being used in #id sontext it is of importance to
examine how well it corresponds to the said goald aontents. Also, from the
sociocognitive point of view it is of interest teeswhat genres are present and how well
meaningful communication activities are represented

6.1. Goals of the course book analysis

The aim of this study is to see what types of wgttasks the book includes and what
kinds of tasks are rare or missing altogether. Whithideas of the sociocognitive view
in mind, the ultimate purpose is to help the teeghegho use this course book to
complement the teaching material by concluding wiirads of additional writing tasks
are needed to assist the pupils in acquiring ad goding skills as possible in the areas
relevant to their needs, as well as acquiring fesdrfor writing.

Therefore, my research question is the following:

1. What types of writing tasks are presente8teps into English 8nd what is the level
of response required?

Based on the results of the analysis | will alsecdss the implications that the results
have on using this course book for teaching madteriemwer secondary school English
classes.

6.2. Setting

An overwhelming majority of Finnish lower secondaghool pupils study English as
their first foreign language - or as their Al-laage, as it is called in the curriculum.
The studying of an Al-language starts in the thgrdde in primary school and
continues until the end of the comprehensive sgh@olfor seven years.

The language, which starts at the beginning ofdher secondary school, that is, in the
seventh grade, is called a B1l-language. Again,vemdhelming majority of the pupils
in Finland study Swedish as their B1l-language. Gmgeptions to this rule are those

46



pupils who have already started Swedish beforeséwenth grade and those who are
exempted from studying it altogether. This is oftlka case with immigrant pupils who
have fairly recently arrived in Finland and haved&d English very little or not at all
before. For these pupils taking up yet another lzaguage, i.e. Swedish, would be too
demanding at this point of their studies.

The textbook, which | will use for analysis in ctep?, is used to teach English for
immigrant pupils as a Bl-language. The pupils hEwglish two lessons per week
through grades 7 - 9. The descriptions of pupild eincumstances in this chapter and
the following analysis are based on the experi¢hatl have gained during those four
years | have taught English as a B1-language forigrants.

As mentioned before, the pupils who begin their IBhgstudies in the seventh grade
have all immigrated to Finland in their fairly rextepast. This means that they have
either not attended Finnish primary school at @ll,have done so for a period of a
couple of years only. It may be that they havepreviously studied English at all, or,
althoug they may already have studied English tmescextent, their language
proficiency in Finnish is yet so elementary thaemipting to study English as an Al-
language would present too great a challenge atpbint, since English is studied
through Finnish. The pupils with immigrant backgnds are normally slightly older
than their peers in the same grade. Normally tleedsiference varies between 1-2 years
and is due to the time spent in a preparatory dlastudy the Finnish school system
and the language.

The sizes of the B1-English study groups vary, dmat normally between 3 and 10.
Even though the groups are fairly small, they a®/ \heterogeneous. Some pupils have
been able to attend school uninterruptedly befoowing to Finland, whereas others
have hardly had any schooling or it has been inp@ed for a shorter or longer period of
time. Some pupils may already be bi- or multiliaguvhereas others have not had
much experience in learning languages. An importaator is also that some pupils
come from countries where the school system andwvtne of studying resembles the
Finnish system quite closely, while others find tigsv system very different from what
they are used to. These pupils often find it cimglieg to understand what the teacher
expects of them or how they are expected to ledsa the exercise types that are used
in the textbooks or during the lessons are oftdamitiar and take time getting used to.
Many are also used to the unquestioned authorithefteacher and expect him/her to
provide the one right answer to every question.s€hgupils often find it difficult to
believe that they can express their own views gndiens as answers to the teacher’s
guestions, or in their writing. All these factomm@unt to the observation that trusting
atmosphere, encouragement and positive feedbadspeeially essential for successful
learning in these groups.

6.3. The course book

To choose a course book for B1- English is somewhattlematic because there are no
course books written specifically for the beginniegrners of English in grades 7-9.
The course books available are either meant fddrem in the primary school, or for
adults who wish to learn the language after th@mfl education either for their own
enjoyment or for career purposes. In the first csetopics and themes are usually too
childish for teenagers, the characters in the bamies too young, and the overall
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appearance is too childlike. The course books @natintended for adult learners, in

their turn, often concentrate on vocabulary thaelated to jobs and careers. The topics
in the texts are also often work-related, or deith wther aspects of adult life, such as
marriage, wining and dining, or retirement. NeesllEssay, the characters presented in
these course books are adults.

The course book that | have analyzed in this shelpngs to the latter category. It is
the last part of a series of three course booksat&teps into English 1;&nd has been
written by Liisa Huhtala-Halme, Nanna Qvist, anth Jihompson in 2008. The fact that
it has been written for adults does not come actoss strongly in the overall
appearance of the book. The themes are, in geseitdple for 14-17-year-olds as well,
and the vocabulary is not too disturbingly relatedadult life. It is true that there are
quite many texts related to work, holidays, anddliag, but these contain vocabulary
that are also useful for the pupils in questiondifidnally, it is good to remember that
all the material in the book need not be includethie course. There is also plenty of
good extra material: picture- and word cards, sbtathsentences, guided dialogues,
etc., Pictures are especially useful for pupils séhoative language is not the same as
the language of instruction, i.e. Finnish, whichalso the other language used in the
course book besides English.

6.4. Overall arrangement of the course book

The course book in question is the last one insdres of three books and is called
Steps dy L. Huhtala-Halme, N. Qvist, and J. Thompslbiis used in the 9th grade and
was chosen for the analysis for this particulasoea The National Core Curriculum’s
assessment criteria for the grade of 8, i.e. thegtgood’, which implies that the goals
set for teaching are met, describes pupils’ slkalisthe end of the 9th grade, and
therefore offers a standard point of comparisortifercontents of the course book.

The book consists of ten ‘steps’, i.e. chaptersciwhll contain several quite short texts,
e.g. five in the first ‘step’, and four in the sedp and so on. Each text is followed by
exercises which are related to it. One of the textssually the ‘main’ one, and the last
text is marked as more extensive reading. It isalisdonger than others and not
followed by any exercises. The same course bookaotnboth texts and exercises,
unlike most of foreign language teaching seriesstmondary schools, which normally
have a textbook and a separate exercise book ¢brleeel.

A vocabulary list is given at the end of each ¢bgpand it includes also possible new
words that appear in the exercises. The wordsnaieei same order as they appear in the
course of the chapter, which makes it easier e.fint them in the said list, or to mark
the words that should be memorized. After evergdhisteps’ there is a section for
revision, which includes tables of grammatical ciees and exercises related to them,
as well as vocabulary exercises. All of these ‘Siafd think’- sections are eight pages
long. A relatively large section (92 of 292 pagatjhe end of the course book consists
of a mini-grammar, a list of useful phrases, and alphabetical vocabulary lists. All in
all, the overall appearance of the book is quitatimg with abundance of photographs,
drawings, and overall use of color.
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6.5. Analysis of the writing activities

The classes that | have formed for the purposenalyaing the writing tasks iBteps 3
are a combination of the different classificatiamsluded in the four teaching agendas
by Kern, Hyland, Harmer, and Hedge, the Common geso Framework of Reference
(CEFR), and the Finnish National Core Curriculum lhasic education (NCC). | feel
that these classes include those exercise typebdbbdescribe general purpose English
teaching and the goals that are set for it, as agethe core concepts of a literacy-based
curriculum. The different classes are presentedviefollowed by a more detailed
explanation of the nature of these classes.

I WORD/SENTENCE LEVEL

(1) TRANSCRIPTION WRITING

Copying
Dictation
Phonetic symbols

(2) REINFORCEMENT WRITING
Grammar
Vocabulary
Content

I PARAGRAPH / TEXT LEVEL

(1) CONTROLLED COMPOSITION
(2) GUIDED COMPOSITION
(3) CREATIVE WRITING

Il TRANSLATION

IV GENRE

(1) genres mentioned in CEFR and NCC
(2) TRANSFORMATIONS

V REAL-LIFE COMMUNICATION

VI HABIT-BUILDING WRITING

The classification bears a resemblance to Harmer'the sense that the six main
categories are not parts of a whole, i.e. hieraadlyi they are not on the same level.
Categories |, I, and Ill form a whole which perBapould best be described as
‘traditional workbook exercises’. Category | comtgiexercises where the required
response is on word- or sentence level. The supgfbranscription writing’ comes
from Kern, but it was not included in his actuahgdification of writing activities,
which only included writing as design. Kern mengdncopying and dictation, and |
added phonetic symbols to the list. This involvesreises where you have to write
down an English word or sentence which has beettewrusing phonetic symbols.
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The idea of the second subgroup, 'Reinforcementing’j comes from Harmer. This

category includes different types of exerciseshag gap-fils, or rewriting sentences or
parts of them, where learners practice grammasirattures or vocabulary which they
have previously been taught. In this instance é&mgth of writing is not as long as in
Harmer’s, where the length varies from one sentdncan entire composition. The

difference between reinforcement writing of vocayl and copying needs to be
clarified. Reinforcement writing takes place inexercise which requires producing the
word or selecting the right alternative and writihglown, whereas copying occurs in
an exercise where you regroup or rearrange wordsrugiven headings, for example.

The final subgroup in category I, ‘Content’, inchsd exercises where the learner
responds to questions based on the text s/he fssdad, or questions that involve
him/her personally. The response required is uguallsentence level, but occasionally
also words or phrases suffice. This category alstudes questions that learners create
on basis of given answers, or missing responsaslialogue they have to complete.

Category Il contains exercises where the requieedth of writing is a paragraph or a
whole text. Texts can be long or short, e.g. Istterotes, or essays. The first two
subgroups come from Hyland's class béanguage scaffoldingwhich had four
subgroups.My class of ‘Controlled composition’ has featuraeni two of these
subgroups: 'Model analysis and manipulation’ andri€olled composition based on
models’. ‘Controlled composition’ provides the teri help with his/her writing in
different ways, such as beginnings of sentencestufes that can be combined or
chosen from, a model for substituting informatietg. 'Guided composition’ refers to
writing tasks where pupils are given informationtlie form of an interview, notes, a
list of key words, pictures, or a list of questipmghich their writing is based on. In
‘Creative writing’ only the topic is provided, aperhaps some helping questions which
are not in target language.

Category lll, ‘Translation’, is left as a classitsf own because translation exercises can
potentially be either on sentence, paragraph,xri¢eel. Categories I-1ll are mutually
exclusive, i.e. an exercise can be placed onlynanaategory.

Categories 1V, V, and VI are separate categorieistwbach describe a different aspect
of writing. | feel that they are categories whiclesb describe the essence of
sociocognitive literacy and the ideas of literda@sed curriculum, and for this reason it
is also very interesting to see whether these tyfesxercises can be found in the
course book. ‘Habit-building writing’ contributes motivation and encourages learners
to express their thoughts in a foreign language expeeriment with language, all very
valuable qualities. ‘Real-life communication’ an@Genres’ are core concepts of a
literacy-based curriculum. Also 'Real-life commuation’ contributes to motivation
and gives a possibility to use language in thosgab@nd cultural contexts that it is
being studied for. In this classification ‘Genratiudes those types of texts which are
typical for the level A1.3. of the assessment dateand which can be found in CEFR
and/or NCC. ‘Genre’ also includes another subgréansformations’. It includes all
exercises where a given text is transformed irtexaof another genre, e.g. a shopping
list is rewritten as a note to another person sawhat s/he should buy, and what not.
This could also be called ‘parallel writing’, arfdd term was used by at least two of the
four authors: Hyland and Harmer.
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The categories 1V, V, and VI are not mutually exohe, i.e. even though an exercise
belongs to category V, it can also belong to cateyt, for example. A good example
of this would be a letter or a note written to dr@otperson in class. In addition to being
real-life communication, it would also represerd tienre of informal letter (or note).
Provided that pupils would write these letters &xhe other e.g. once a week at the
beginning of the lesson, it could also be clasdifias habit-building writing.
Additionally an exercise could belong to one of ttegegories in the ‘traditional
workbook exercises’, i.e. categories | - lll. Instltase the letter could be either in the
subcategory (2) or (3) of category I, dependingtbe instructions the pupils were
given at the beginning of the exercise.

The following is a summary which illustrates thegors of the different classes. Since
‘Creative writing’ and ‘Translation’ are terms whiare used by several authors, the
origins of these classes are not specified. Eximeptiedge, all the sources for writing
activities that were discussed in chapters 3 aaict4epresented.

TRANSCRIPTION
WRITING s KERN

REINFORCEMENT

WRITING oo HARMER

CONTROLLED

COMPOSITION ) HYLAND

GUIDED

COMPOSITION ) HYLAND

CREATIVE

WRITING

TRANSLATION

GENRE oo The European
Framework,
The National

Core Curriculum

TRANSFORMATIONS ¢ o« KERN

REAL-LIFE
COMMUNICATION see KERN

HABIT-BUILDING
WRITING s HARMER

| started the analysis by listing all the exercigdgre writing was required. Because
majority of the exercises consisted of two or mpagts which belonged to different
categories in my analysis | treated them as sepaaeércises. Therefore the total
number of writing exercises in this analysis, whighs 202, is greater than the total
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number of writing exercises marked in the coursekb@dlso those listening exercises
which required writing were included in the anadysivhereas those questionnaires
which only required marking a suitable alternativere not.

Secondly, | categorized all exercises accordinghtofirst three categories, i.e. each
exercise belonged either to one of the subcategane ‘Transcription writing’,
‘Reinforcement writing’, one of the compositions; dranslation’. The classes of
‘Transcription writing and ‘Translation’ were qeit straightforward, but
‘Reinforcement writing’ and the compositions reguir more consideration. In
‘Reinforcement writing’ the subcategory of ‘Contetnirned out to function as a kind of
all-purpose category, which contained several diffe types of exercises, but a
common nominator was that they all functioned ontesgce level. Distinguishing
between these sentences and those belonging tgrtwps of ‘Vocabulary’ and
‘Grammar’ which also functioned on sentence leedroneeded careful consideration.
If a certain grammatical structure was practicadughout the entire exercise, it was
classified as belonging to ‘Grammar’. Similarly, séntences systematically involved
vocabulary which had shortly before been introdugedrevious exercises, it was
classified as belonging to ‘Vocabulary’. The reniagnsentence-level exercises were
placed in ‘Content’. Likewise, distinguishing betve the three different types of
compositions required strict guidelines.

After placing the exercises in their respectiveegaties, | further categorized the
exercises in the subcategories of ‘Transcriptioning’ and ‘Reinforcement writing’ by
describing their level of response and type of ingitrequired. The findings of the
analysis at this point were presented in the fofnfigures, percentages and various
tables. The analysis of the three types of comiposi in its turn, was purely
descriptive and it consisted of describing theeciat for each group, and the contents of
the writing exercises in the form of instructiomslditles.

Next, | went through all the exercises again towhat types of genres were present.
Initially 1 included the genres that were mentionedNCC and CEFR, and added the
ones that | found in the exercises. Finally, | ekad the writing exercises again in
hope of finding real-life communication and hahittding writing exercises. Again, the

findings were presented in a descriptive form arnith whe help of examples, as was
done throughout this analysis.

All in all, the method used in this analysis wasatgtive and a fair amount of
examples were used to illustrate the discussiomiouWa tables and figures containing
rough figures and percentages were also used tortrate the findings which will be
presented next.

7. THE FINDINGS

In all the ten chapters of the course book theroodi¢he exercises is more or less the
same. The chapter begins with exercises that ¢ontaw vocabulary and/or others that
contain a certain grammatical structure. As mesetibbefore, there are always several
shorter texts in one chapter, and one or two ofmtla@e ‘main’ texts. Following the

‘main’ text there is always an exercise, where yawe to find certain sentences or
expressions in the text and write them down. Theesees and phrases are given in
Finnish. Likewise, there are questions of the texEnglish for which the answers are
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more or less directly found in the text. Within eahapter the exercises form a pattern
where different texts and exercises connected émthlternate with vocabulary- and

grammar exercises. All chapters also end the same There is nearly always a

translation exercise, a phonetic exercise, andngelo text, which is intended for

extensive reading.

In addition to the ten chapters | have also indalutee three revision sections, which
follow after chapters 3, 6, and 9, in my analysSifiese sections contain mainly
grammar- and vocabulary exercises, and some ttaorsa since the goal for these
sections seems to be the revision of grammaticattsires included in the preceding
three chapters, as well as the revision of saicdbolary. Additionally, | want to point
out that many exercises, which are marked with rersin the course book, have been
broken down to two or sometimes three separates parthe analysis because they
belong to different exercise types. These partsrefierred to as exercises throughout
the analysis.

In this subchapter | will first consider the diféett categories of the writing exercises
one by one, and then sum up the findings. | wikalidbe the types of exercises that
belong to each class in more detail and with the bé& examples, and, if necessary,
explain why these exercises belong to this padicwalass. Categories | - Ill are
discussed as a group of their own, followed bygates IV, V, and VI separately.

7.1. Part 1: Transcription writing, Reinforcement writing, Compositions, and
Translation

The first part of the analysis consists of threenncategories: | Word/sentence level, 1l
Paragraph/ text level, and Ill Translation. Therfawain groups that the exercises are
divided into are Transcription writing, Reinforcemievriting, different Compositions,
and Translation.

The following two graphs illustrate the findingstbg first half of the analysis. The first
graph shows the distribution of exercises in the fmain groups that are included in
categories | - lll. 'Compositions’ include the st@s of ‘Controlled composition’,
‘Guided composition®, and 'Creative writing’. Thigire after each group is the number
of exercises that belong to the category in quest@n the right hand side are the
percentages which show how many percent of alkRegcises belong to each group.

Figure 1 The distribution of exercises into ther main groups in categories I-1l|

Transcription writing a1l 25%
Reinforcement writing 117 28%
Compositions 22 11%
Translation 12 6%

total number of exercises: 202
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The second graph shows the distribution of alldiffierent types of writing exercises in
Steps 3hat are included in categories | - lll. The figafter each type is the number of
exercises of the type in question that the couosd lsontains.

Figure 2 The number of exercises in all théedént groups included in categories
I- 1l

Transcription wr.  copying 40
dictation 0
phonetic writing 11
Reinforcement wr. grammar 31
vocabulary 32
content 34
Compositions controlled composition 7
guided composition 8
creative writing 7
Translation 12

total number of exercises: 202

7.1.1. Transcription writing

This class consists of three subcategoresying, dictation, and phonetic writing.
Copying takes place on both word-, phrase-, and sentenad. IMost frequently
copying occured on sentence level - 18 exercise®fdO -, followed by word -level:
17 exercises. The least frequent copying was oasghlevel: 5 exercises. The average
number of copying exercises in each chapter waslynéaur. All exercises where
copying occured either gohrase- or sentence levelwere those of the type “read the
preceding text and find these expressions / see¢emcit”. Example 1 comes from
chapter 3 exercise 13Huhtala-Halme et al. 2008:49):

Example 1

How do you ask in English?

1. Milloin muutitte tdnne?

2. Kuinka ldysitte taman talon?

3. Miksi halusitte muuttaa maalle?
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How do you say it in English?

4. pienen tien paassa

5. talon nimi

6. paljon ty6ta
7. rakkautta ensi silmayksella
8. Terryn ajatus

9. niihin tottuu

Answer the questions.

10. What did Terry and Julia do before they moved in?

11. What are they going to do?

12. Why did they move from London to the cosidie?

This exercise illustrates also a feature that jgcgl for this book: one single exercise
consists of different parts that in themselveseasent different types of exercises. The
first two parts are classified as copying exerciseson different levels: The first on
sentence level and the second on phrase levelthiftepart is classified as ‘Content’
and belongs to the class ‘&einforcement writing’, which will be discussed later in
more detail.

Exercises involving copying oword level were basically all of the same type. Words
are given either in a box or as a list and theytarbe categorized under different
headings or placed into a sentence. In some ersrtliere are questions, which learners
answer by choosing one or more words from the kaidor list. Often words relate to
different themes, such as moods, adjectives desgrildifferent characteristics,
temperature, modern conveniences, or countabledwmable /plural nouns. Examples
2 and 3, this time fronchapter 4, exercise 1‘andchapter 5, exercise 1@uhtala-
Halme et al. 2008:74, 87):

Example 2

Do | have to buy everything? baby things
clothes tools

| can borrow garden foots

| can rent spopseqt

| can make things to read

| can grow kitihga t

| can recycle
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In the case of the following example, the previeaxercise 12 provided a list of
different occupations the learners can refer to.

Example 3

Mit& arvelet eri ihmisten tdistd? Kerro oma mielipiteesi.
Keskustele parisi kanssa.

Who has an interesting job? teacher,
boring job?

a stressful job?

etc.

There were no findings dDictation-type exercises in this course book. Initially my
intention was to include some of the listening ejs that included writing as

dictation because in them the level of responseamaword level and the words to be
picked out were present in the (aural) text. Atleser examination | gave up this idea,
however, because there was not a single exerciseewdll the questions would have
been only on word level.

Phonetic writing was represented in every chapter, and in one othttee revision

sections, by one exercise in each, which madeotia¢ 11. These exercises were all of
the following type:

Example 4

What's the word?

English Finnish
1. /wudn/
2. Iri'si:t/
3. ljell
4. /mi'steik/

All'in all, there were 51 exercises in this booéttfell into the category of Transcription
writing. Since the total amount of exercises wag, Zranscription exercises made up

25% of all the exercises i8teps 3Table 5 offers a summary of Transcription writing
exercises.

Table 5 Transcription writing exercises

Copying on word level 17
Place under headings
Answer questions

on phrase level 5
Find in the text
on sentence level 18
Find in the text
Dictation 0
Phonetic writing 11

Write in English
and in Finnish
total 51
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7.1.2. Reinforcement writing

Like ‘Transcription writing, ‘Reinforcement writing’ consists of three different
subcategories. They aggammar, vocabulary, andcontent This is also the biggest
class with its 117 exercises, whichb5i8% of all the exercises iBteps3. All exercises

in this class have the purpose of reinforcing tingctures and vocabulary that has been
learnt or is being learnt, i.e. they aid learnerscommitting new material into the
memory.

Grammar reinforcement turned out not to be a very subithpart of the exercises
according to this analysis. The amount of exeroigzs 31, out of which 10 were placed
in the revision sections. This means that in averthgre were less than two grammar
exercises per chapter, which is not much, considdhat there are close to 20 exercises
in each chapter. Grammar teaching seemed to betated into the revision sections
which contained also several tables of various gnatital structures not present in the
chapters themselves. The types of grammar exereagsd from ‘find all past tense
verb forms in the text' (exercise type (1) in thst)l to writing complete sentences
independently with the help of one model sentepgergise type (5) in the list). | found
six different task types which are presented inld &b

Table 6 Different types of grammar exercises

number of exercises
(1) find in the text 2
(2) choose items and form a sentence 7
(3) complete a sentence 8
(4) parallel sentences 3
(5) write a sentence 8
(6) mixed features 3

total 31

‘Parallel sentences’ involve rewriting given semes by changing the tense, or
changing positive sentences into negative onexéMfieatures’ contains the exercises
where one or more of the previous task types ambowed. Example 5 is of an exercise
where task types (3) and (5) are mixed. It is fromapter3, exercise 1§Huhtala-
Halme et al. 2008:50):

Example 5

Kuvittele, mink&laista Terryn ja Julian kodissa on Kirjoita. Kerro eri
huoneista ja niiden vareista.

The owners of the house are Terry and Julia.
The door of the house is blue.
Talon ovi on sininen.
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The ceiling of
Kylpyhuoneen katto

Olohuoneen seinat

The first sentence functions as a model. After,tllaé second sentence requires
completion, while the third sentence has to betariindependently, but with the help
of a Finnish translation. The last few empty limedicate that the learner should create
additional sentences independently. Without thet fliree sentences this exercise could
even have been classified as ‘guided composition’.

Another example of ‘mixed features’ involves theting of full sentences with the help
of the contents of a previous text and model seet®nAlso 'parallel sentences’ are
involved, since the tenses used in the text artesically being replaced. Also, the
latter part of the exercise is not based on th¢ text belongs to exercise type (5).
Chapter 8, exercise IBuhtanen-Halme et al. 2008: 141):

Example 6

lllalla Ben mietti paivaénsa. Mita kaikke oli tapahtunut koulussa ja kotona?
Kirjoita lauseita pluskvamperfektissa.

In the evening Ben thought about his day. What had happed at home and at
school?

He had played football in the school yard.

And you? What had you done by ten o’clock last night?

| had brushed my teeth.

The number ofvocabulary reinforcement exercises and grammar exercises alid n
differ much. There were 32 exercises related tol¢aening of vocabulary. Most of
them were to do with single words, and only sixalwed writing sentences. | found
four types of vocabulary tasks presented in Table 7
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Table 7  Different types of vocabulary exercises

number of exercises

(1) produce a single word for a group 2
(2) produce a single word 24
(3) produce a sentence,
word(s) given in English 5
(4) produce a sentence,
word(s) given in Finnish 1
total 32

An example of the first task type would be namesadfupations that are arranged into
different groups according to a common feature kagners’ task is to write down
more occupations that fit in those groups. Taslesy(8) and (4) involve the writing of
complete sentences with the help of words thatpaowided earlier in the same or
previous exercise, or in a place which is mentioimethe instructions for the exercise.
Also model sentences are provided at the beginmiitigese exercises. Examples of this
type would beexercises and2 in chapter 4(Huhtala-Halme et al. 2008:64-65) where
pictures and words of different kinds of materiate first provided, followed by a box
containing names of different items in English. ndsithese two lists learners are
expected to create sentences in the following way:

Example 7

Mista aineesta ne on valmistettu?
Kerro parillesi.

My travel card is made of plastic. Matkakorttini on tehty muovista.
My gloves are made of leather. Ké&sineeni on tehty nahasta.

Example 8
Tutki tavaroita kotonasi. Mita ainetta ne ovat?

My curtains are made of cotton. Ikkunaverhoni on tehty puuvillasta.

etc.

The difference between this exercise and that opythg’ on vocabulary level is that

here learners choose words and use them to fortarsass, whereas in 'Copying’ they
only rearrange single words or use them to filaimap in a sentence. Likewise, the
difference between this exercise and that of '‘Cogyon sentence level is that the latter
refers to the copying of an entire sentence wischlieady written in the text whereas
here the learner is creating the sentence.
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Nearly all vocabulary reinforcement exercises bgéshto the second group, ‘produce a
single word‘. Most of the exercises in this bigggsiup merely required the learners to
write down single, unconnected words without argl mntext other than that of the

theme they were related to. This seems to me arrgthor and unimaginative way to

revise words. My point here is illustrated bestpbgviding samples of these exercises
from chapters %and4 (Huhtala-Halme et al. 2008: 162, 67-68):

Example 9

Mit& muita vesimaisemaan liittyvid sanoja muistat englanniki&

archipelagcsaaristo
headland niemi
mainland manner

Example 10

Mita vaatteita muistat englanniksi? Muistele paasta varpaisiin

The latter exercise was followed by additional ypies of clothing and their names in
English, which are presumably supposed to be newhéolearners. The following
exercise in the book continued the same theme asdsiightly more interesting:

Example 11

Mik& on mielivaatteesi?
What is your favourite piece of clothing?
What colour is it?
What is it made of?
Who was it made by?
etc.

What makes this exercise more interesting tharother two above is the fact that it is
more personal and involves the learner to a greateant. These types of exercises
occur frequently in this course book series, ameblild imagine that the intention is to
increase the learners’ personal involvement irrtBaglish studies. All in all, the book
contains quite a lot of vocabulary, but unfortuhaté seems to me that after
introducing it to the learners nothing much is dowéh it in terms of real
communication or truly meaningful exercises.

Also the repertoire of different vocabulary exeesis as well as exercises in general- is
much narrower than would be expected on the bésigferent course book series that
are used in A-level English courses. In additiorthie two vocabulary exercise types
that were illustrated above -answering questiond, different types of lists- there are
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only two additional types: completing sentencesl, ariting complete sentences, which
exercises Bnd2 were examples of. Many common exercise types, aaadap-fils, are
missing altogether.

The last, and biggest, subgroup of Reinforcementingr was ‘Content’. 46% of
reinforcement writing exercises belonged to thibgsaup. As explained earlier in
chapter 7.2. The classification of the writing ske response required for exercises in
this subgroup is on sentence level. Either thenkrars expected to form a question
when an answer is provided, or to give an answamnwdhquestion is provided. Mostly
the questions related to the texts presented irchipters, or to the learner’'s personal
likes and dislikes, etc. There were also exercisbsre a dialogue needed to be
completed, either by initiating or giving responassnchapter 1, exercise 4Huhtala-
Halme et al. 2008:15):

Example 12

Taydennd puuttuvat puheenvuorot.
Good evening.
How are you?

Tea?

etc.
Here you are.
Never mind.
No thanks.

etc

Also some of the listening exercises in the coureek are classified as ‘content’
exercises. These are those listening exerciseshwhiuire a written response. In this
case, instead of a whole sentence, the responsea@gan also consist of single words
or expressions which the learner has to pick afthe text he/she hears. The listening
exercises amounted to 15 out of 54 ‘Content’ eseci According to the instructions,
learners can answer the listening comprehensiomcises either in English or in
Finnish, but here they are considered from thetpmfianswering in EnglistChapter 1,
excercise §Huhtala-Halme et al. 2008:15)

Example 13

Kuuntele mista Oliver, Ann ja Ruth keskustelevat.

Weekend plans

It is a sunny Friday afternoon. Oliver argldister Ruth meet Oliver's neighbour
in the street.

Kuuntele viela kerran. Mité kohteliaita sanontoja kuulet puhujien kayttavan?
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One interesting group of exercises belonging tant€nt’ consists of writing something
that | would call ‘creative sentences’. These xer@ses where learners are required to
create complete sentences without model sentemaggem material other than a single
word and/ or instruction. There were 11 of thesereges and six of them followed the
phonetic writing exercises. All these were the saype as this one ilChapter 6,
exercise 19Huhtala-Halme et al. 2008:107-108):

Example 14

Valitse tehtavasta ainakin kolme sanaa. Kirjoita lause telauseita, joissa kaytat sanoja.

The remaining five exercises were also connectela@xercises preceding them in the
same way as in the previous example. For instaafter, creating interview questions
for given answers there is the following ‘creatsentence’ exercise (Huhtala-Halme et
al. 2008:33):

Example 15

Mitd muuta haluaisit tietdd Jimista? Keksi kolme omaa kysymysta.

This type of sentence differs from the sentencethénother subgroups of ‘Grammar’
and ‘Vocabulary‘. There is no specific grammatislicture that is expected to be used,
and there is not much given in terms of structupésases, or vocabulary to facilitate
the creating of sentences. érercises land2 of step 4(presented on page 6®hich
belong under the heading of ‘Vocabulargnglish words for both nouns and materials
were given, as well as two model sentences, whiske ghe structure for the sentences
that learners needed to write.

In summary, the different types and numbers of @ges to be found in the group
‘Content’ are presented in Table 8.

Table 8 Different types of ‘Content’ exercises

number of exercises

(1) Ask questions 4

(2) Answer questions 16

(3) Complete/ correct sentence/ dialogue 8

(4) Answer listening comprehension questions 15

(5) Create single sentences independently 11
total 54
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7.1.3. Levels of response

The following table shows what levels of respongeraquired for the different activity
types, which have been discussed so far, and whadte up category |I.

Table 9 Levels of response in the differentvégttypes of ‘Transcription writing’
and ‘Reinforcement writing’

| WORD /SENTENCE LEVEL

WORD PART OF SENTENCE
(1) TRANSCRIPTION WRITING SENTENCE
Copying 4 4 4
Dictation
Phonetic symbols v
(2) REINFORCEMENT WRITING
Grammar v v
Vocabulary v v
Content v v

As the table shows, ‘copying’ is the only subgraupere all three levels of response;
word, part of sentence, and sentence, are prdaephonetic writing’ only word level
is in use, and in other three remaining subgrowgisich make up the class of
‘Reinforcement writing’, there are two levels okus each.

Exercises that require sentence level responsprasent in four subgroups, which are
‘Copying’, ‘Grammar’, ‘Vocabulary’, and ‘Content’ln the case of ‘Copying’ the
sentences are found in the texts that the coursk bontains, and no creative effort is
required. In the case of ‘Grammar’ and ‘Vocabulangst of the exercises that involve
producing sentences offer a substantial amountetg im the form of word lists and
model sentences. In many occasions only partseofémtence- usually the end- needs
to be produced. In fact, only eight grammar exesiand six vocabulary exercises
require the writing of complete sentences, and dken there are model sentences to
facilitate the task. This means that the only gradnere learners are expected to create
complete sentences more or less independentlyytgrater extent is ‘Content’. If we
leave out the listening exercises where the lef/eesponse may vary, and the learner
can choose the language of his/her response, wefavédth 39 exercises. In all of them
the level of response is a sentence, although pe ty3) ‘Complete/ correct
sentence/dialogue’ the beginning of a complex smatenay be provided, or there may
be a sentence which needs to be rewritten on this bé given facts etc. Most of the
complete sentences that learners need to writarsmwers to questions concerning the
contents of the texts, or ‘creative sentences’ wtike choice is free, provided that you
include one or more words from the word list in gnevious exercise.
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My overall impression of this course book is thadre is a lot of writing which has to
do with asking and especially answering questitmsddition to the questions which
are related to the contents of the texts, manygaestions which presumably aim at
involving learners on personal level and perhapmgithem tools to communicate with
others on this level. However, the same impresthan | had earlier concerning the
vocabulary remains here regarding sentences. Asiadganswering the questions does
not seem to lead anywhere in terms of real comnatioic or meaningful, personal
expression of thought.

7.1.4. Compositions and creative writing

Compositions and creative writing formed 01dly% of all the exercises in this course
book. There were 22 exercises, which were dividednly into three subgroups.
‘Controlled compositions’ amounted to 7, ‘Guidedmaositions’ to 8, and ‘Creative
writing’ to 7 exercises. Before describing the ei®rs in any more detail, it has to be
said that these ‘compositions’ are quite modest anobably nothing like the
compositions Hyland had in mind when he used theses. Nevertheless, | decided to
use them to refer to those exercises that invotedyring sentences that are connected
together in order to form a paragraph or a longgt. iin the case of these exercises the
‘compositions’ are more likely to consist of a degaragraph with a few sentences,
although there is no reason why they could notubeed into longer texts with the help
of teacher instruction.

As | described earlier, @ontrolled compositionis a piece of writing for which learners
receive extensive help in various forms. In thex@éreises of this type found in this
material, the most frequent form of help was ‘begigs of sentences’ (2 exercises), as
well as ‘vocabulary and model sentences’ (2 exesdisNext came ‘picture and model
sentences’, a word list, and a model text, whichewesed as help in one exercise each.
The topics or titles for the writing exercises #isted below. The topics which were
provided in the exercises by the authors of thersmuook are listed here without
inverted commas, whereas those topics where irtvecBnmas are used are my
attempts to describe the Finnish instructions fitlea form. The exercises can be found
on pages 13, 19, 102, 143, 152-153, 157, and 16Bté&th-Halme et al. 2008).

This is me

“l wish...”

“My way to school”

“I: before and now”

“My outdoor hobbies”

“Weather in Australia”

“Things | would take to the summer cottage”

This is meand*l wish...” are both exercises where the beginnings of allesees are
given, in the first case there are 12, but in #@oad only 3 sentences. Also translations
for the beginnings are given at the end of eaah tMy way to school”is an exercise
for practicing giving directions, and five differigprepositions are given, as well as the
beginning of the first sentencd: before and now” provides a model text of three
sentences:My outdoor hobbies” and “Things | would take toghsummer cottage”
both provide some words and two model sentenceshdnfirst case the words are
different outdoor activities and adjectives, andtle second case a list of items.
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“Weather in Australia”has a map of the continent with different weathantsols and
temperatures. Also the different directions andabadary for temperatures, as well as
two model sentences are given.

Other than the first two exercises where the beéggmwere given, the length of the
composition was not limited. However, there wereeatain amount of empty lines,
which might give an indication of the maximum lemgff the desired production for the
learner. Of course there is nothing to stop thehleafrom expanding the composition
into something more extensive, and giving the uwion to write the composition
down into a notebook or on a separate sheet ofrpape

The difference between ‘Controlled composition’ ai@&uided composition’ is not
always easy to bear in mind when classifying ther@ges. The best guideline is that in
‘Guided composition‘ there is always informatioanane form or another of which the
learners are to write about. In ‘Controlled composi help is provided to facilitate the
writing of sentences in forms of vocabulary, moskehtences, etc., whereas in ‘Guided
composition’ learners are expected to interpretrtf@mation given and tell about it in
their own words.

In the eight exercises of ‘Guided composition’ thavere five different sources of
information: texts, pictures, words, ‘pictures asehtence beginnings’, and sentence
beginnings. Three listening exercises were alsludaa in this subgroup , and they fell
under the ‘text’ category, the text being oral mmf@tion on which the written
assignment was based. The topics of these exemees My favorite place

Ella is back home

Holiday homes,

and they can be found on pages 47,125, and 16liglddHalme et al. 2008). In all of
these compositions topics were provided for in ¢ilercise, and instructions for the
contents were given in Finnish in the form of staats and/ or questions, ascimapter

3 exercise 1@QHuhtala-Halme et al. 2008:47):

Example 16

Kuuntele mik& on puhujan mielipaikka hanen kodssaan.
Mit& esineitd han mainitsee siella olevan? Mit#an siella mielellaén tekee?
Mitd han nékee sieltd? Voit vastata englanniksi tai suosksi.

My favorite place

The remaining five topics wet®hat do you know about Matthew and Larry?”
“What is it like elsewhere?”
“A person in a picture”
“What | look like”
“My cottage”
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The topics are again placed inside inverted commeaause | have formulated them in
order to describe the intended contents. Theseisgsrcan be found on pages 18, 52,
137, and 161 (ibid.). If'What do you know about Matthew and Larry2he
information is provided in the preceding text, whis a dialogue between the two.
Learners are asked to write three things abouthdattand Larry eaclfWhat is it like
elsewhere?’provides a list of six place names around the wand asks learners to tell
what they think about different places. It is naidsthat they have to use these particular
places in their writing. As the name indicate8, person in a picture’asks you to
choose one person in a given picture and tell abhouther and his/her liféWhat |
look like” asks the learner to describe him/herself so thiahkewill be recognized by a
stranger. Both these exercises provide short beganof sentences, in the first
“He/She is...” “He /She has...” “He/She is wearing...hdain the second the same in
the first person singular. FinallyMy cottage” tells the learner to choose from three
pictures the best place for spending a holidaygwe reasons for the choice.

In the class ofCreative writing’ only the topic for writing is given, alongside with
some questions in Finnish in order to give ideasnoere to start. The topics are once
again formulated to correspond to the given ingibns. The exercises can be found on
pages 48,74,88,90,130, 183, and 193 (ibid).

“My favorite place at home”

“l as a shopper”

“A profession”

“Firefighter’s job”

“A film | saw”

“Places to see in Finland”

“My local area before and now”

There are some additional clues or hints to gettitng started, such as the beginning
of the first sentence: “My favourite place is...” pegssions “l always” and “I never” on
the side, or the mentioning of some exercises cetaglearlier which learners might
find helpful, but they are not enough to cause #xercises to be classified as
"Controlled compositions’. Some of the writing reéa is quite short: ifiFirefighter’s
job” the instruction is to write only two sentencesd an “My local area...” the
headings “In the past” and “Now” are placed in sachvay that it encourages the
writing of single sentences under both headingteats of a coherent text. There are
only two exercises which , given the space resefeedvriting and the style of the
Finnish questions, give an impression of a slighdlyger writing assignment, namely
“A film | saw” and “Places to see in Finlarid Again, as mentioned earlier in
connection with the compositions, there is nothiimat would stop the teacher or the
learner from expanding these writing assignmerrthéu.

7.1.5. Translation
All translation exercises were translations fronmrfish into English. As mentioned
before, there is always one such exercise towarlsnd of each chapter. Together with

the two exercises in the revision sections, thiderthe total of 12 translation exercises
in Steps 3which was about% of all the exercises.
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Each exercise consisted of two to six sentencedeotranslated into English.
Interestingly, from the point of writing compositis, the sentences were usually linked
together and formed a kind of short story, whitlapter 2, exercise 2Muhtala-Halme

et al. 2008:37) is a good example of:

Example 17

How do you say it in English?

Miten Ada oppi uimaan? Hanen isoditinsa opetti hantd mokilla witbein.
Oliko se vaikeaa? Ei, mutta han ei halunnw,yab vesi oli liian kylmaa.
Syksylla han osasi uida hyvin uima-altaassa.

It could be said that the translation exercisethis course book function on paragraph
level. When translating these sentences pupils meecbnsider this in their use of
articles, pronouns, etc., and this could presenbportunity for the teacher to raise
their consciousness in relation to these factose &br the future reference of more
creative writing exercises.

7.1.6. Summary of Part |

In the beginning of this chapter | presented twapfs which illustrate the findings of
the analysis as far as the distribution of exescis®o the four main groups. Directly or
indirectly these graphs lead to three importantisaihat | would like to discuss further,
and which in my opinion sum up the findings of tarmalysis so far. The first is the part
that vocabulary- and grammar exercises play in toigrse book, the second is the
amount and type of writing of complete sentencespeparation for meaningful
communication and longer texts, and the third & dpportunities and assistance the
exercises in this book provide for creating cohepamagraphs or texts.

As the first graph shows, exercises in the group ‘Réinforcement writing’
represented an overwhelming majority of all therelses where writing is involved in
Steps 358% in all. This seems to imply that the most importesk signed to writing
activities in this course book is the reinforcing wocabulary and grammatical
structures. Grammar and vocabulary made up ovémohahe ‘Reinforcement writing’
exercises, and the remaining 46% belonged to '@dntelowever, vocabulary and
grammar play a big role even in this category. Asswnentioned before, the most
frequent activities in this subgroup are relatedjgestions. All in all, 35 exercises out
of the total of 54 had to do with either askingamswering questions. Here again a
significant part is played by answering questidreat have to do with the contents of the
texts in the chapters, and which, in their turnpkasize the structures and vocabulary
that is being rehearsed. The emphasis of vocabaladygrammatical structures is also
further reinforced byTranscription writing’ , which was the second largest group with
25%, or one quarter, of all the exercises. Nearly bélfcopying’ and all of ‘phonetic
writing’ consisted of word-level exercises, andaathose copying exercises which
function on phrase- and sentence levels involve wewls and grammatical structures
which are considered important and which are begimgorced by copying them.
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The following table attempts to illustrate this drapis by providing an overall picture
of the extent of vocabulary- and grammar -relategt@ses in the first two main groups
of the analysis. The black areas are those whictsisbof vocabulary- or grammar
exercises entirely and the gray areas show whewsetklements are also present, but
only to a degree.

Table 10 Vocabulary- and grammar related egescin ‘Transcription writing’ and
‘Reinforcement writing’

TRANSCRIPTION WRITING REINFORCEMENT WRITING

copying phonetic
wiriting

grammar | wvocabulary | content

vocabulary

grammar

As we can see, all subcategories in ‘Transcriptwiting’ and ‘Reinforcement writing’
are connected to the learning and teaching of wdaap and/ or grammar. Together
these categories make 88% of all exercises in the course book, leavitigo for
exercises the function of which is directed to sthmimg else, such as expressing oneself
in a foreign language.

The second point | want to discuss further hasdownmth the exercises that involve
sentence level response. The following table iaiss the distribution of exercises in
the categories of ‘Transcription - and ‘Reinforaamh writing’ that function on
sentence level on one hand, and the exerciseacthally require the writing of whole
sentences, on the other. The first category reti@rall those exercises where full
sentences are involved, be it either a gap-fillacompleted sentence, the copying of a
sentence, or a ‘creative’ sentence. The secondaatdists all the exercises where the
learner actually needs to write down a completéesee with or without assistance.

Table 11 The writing of sentences in ‘Transdoiptwriting’ and ‘Reinforcement

writing’
Exercises that function Exercises that require
on sentence level: writing on sentence level:
Copied: 18 18
Assisted 30 11
Grammar 19 7
Vocabulary 8 1
Content 3 3
Composed: 53 53
Grammar 11 11
Vocabulary 6 6
Content 36 36
Total 101 82
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‘Assisted’ sentences refer here to those exeroesre different types of help is

provided for the creating of the sentences, andrifmsed’ sentences are those which
learners create without assistance. All ‘copiediterces belong to the category of
‘Transcription writing’. The listening exerciseseanot included in this table because
they do not require sentence level answers. Als@ddition to those eight grammar
exercises which involve the creating of completateseces (discussed in the section of
‘Reinforcement writing‘), | have here added alse three exercises in the group of
‘mixed features’ since they also include partshisg type.

The total amount of exercises in ‘Transcriptionting’ and ‘Reinforcement writing’
categories is 168. The amount of exercises thaatpen sentence level is 101, which
makes it60% of all the exercises. The writing of complete sewes on behalf of the
learner is required in 82 exercises, whichrd®9 of all the exercises in these two
categories. The difference in the figures is dudahi® assisted exercises, where the
exercises consist of complete sentences but im#jerity of the exercises the learner’s
task is either to fill in or complete the provideehtences.

These percentages indicate that learners do qloteoh writing on sentence level. This
would seem to be a good thing with the thoughtefeloping the abilities for writing
paragraphs and other types of longer texts. Howdlrese exercises share a few factors
which may work against this assumption. First ¢f thle exercises are in many cases
quite short. It has to be remembered that whaté lunted as separate exercises are
often only parts of what constitutes one exercms¢he course book. As | mentioned
before, exercises in this course book tend to sbasitwo or more parts which include
different types of exercises, such as ‘find in thet’, ‘answer questions in Finnish’,
‘answer questions in English’ and finally even sfins asking the learner's opinion.
This means that these parts usually consist of arfgjw sentences each, and in some
instances only one sentence. Therefore, the numbeixercises involving sentence
writing may be somewhat misleading when the acamabunt of writing is compared
with word - and phrase level writing, where exegsitend to be longer.

The question of length is connected to the sedantbr, which is a certain lack of
continuity and a feeling of disconnectedness thase short ‘bits’ of exercise create.
Each chapter -or ‘step’- in the book follows ba#licthe same plan of contents but it
fails to create a sense of direction as to whezechiapter is going with all its ‘bits’ and
pieces. The sentences that learners write seene teeparate from each other. For
example, there is no activity or exercise at the einthe chapter which would give the
learner an opportunity to use his/her newly leaodabulary, phrases, and grammatical
structures creatively for his/her communicativedsem order to see what he/she is now
able to do with the language, unless the transiaiercise which is present at the end
of most of the chapters is considered as one.

The third factor is to do with the types of sentsd¢hat these exercises require. |
mentioned earlier that there are actually not veany exercises where learners would
get an opportunity to write full sentences of thaivn choice. Of thos&3 exercises

where learners are able to write sentences frdelyexercises are those which ask
guestions of the course book texts. Since the assare to be found in the texts, and
finding these answers is the aim of these exercibey cannot be said to be creative in
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the true sense of the word. This leaves us @8tbxercises; 11 dealing with grammar, 6
with vocabulary, and 22 with content. The grammegreises each involve a certain
grammatical structure which has been practicedezawhereas the vocabulary- and
content exercises consist of asking (4) and ansge(R) questions, completing
dialogues or complex sentences (5), creating seasehased on exercise instructions
(5), or creating sentences around words chosen &dist of words, which | earlier
referred to as ’'creative sentences’ (12). Disreiggrthe asking of questions, where the
desired sentence is fairly well predetermined, we laft with 35 exercises where
learners have an opportunity to use their imagomatand creativity when writing
complete sentences. This B1% of all the exercises in ‘Transcription- ‘and
‘Reinforcement writing’ categories. This percentaginds quite promising, but we
have to remember the restricting factors that¢ubsed before: these exercises are short
and the sentences the learners write are for th& pert disconnected and have no
meaningful context.

The third, and last, point that | want to discusshie opportunities and assistance this
book provides for the learners in creating cohepamagraphs or texts. In the previous
paragraph | discussed the role of complete sententehis course book. In this
discussion | would like to consider the workingwénd writing of complete sentences
to be preparation for the writing of single paraurs and longer texts. As was seen
earlier, there are a fair amount of exercises wHeegners are required to write
complete sentences. The problem here is that tteeynastly single sentences and not
pieces of any meaningful puzzle which could laterb@ connected under a common
context to form meaningful communication or cohérexts. There are no exercises
which would lead the learner through the procedirstf forming sentences that belong
together and then using these sentences to buidy@ohs and, later, entire texts. The
only forms of instruction for building a coherergrpgraph are given in the form of few
controlled compositions and translation exercisesxontrolled compositions there are
only two exercises where the structure of the pagalgcan be seen: in the first exercise
all the beginnings of the sentences are given,iante second a model text of three
sentences is provided for support. The translagiercises are coherent paragraphs of
two to six sentences and provide the learner wétthgps the best structured practice in
this course book in creating coherent texts. In otieer paragraph- or text- level
exercises no help is provided for the structurether use of cohesive features. In
‘Guided compositions’ and ‘Creative writing’ onlyelp with the content or merely the
topic are given. In other words, although the shamiount of exercises involving
creative writing on sentence- paragraph-, andlesd| may seem adequate, the nature
and arrangement of the exercises are such thaoffeylittle practice in or support for
writing.

7.2. Part 2: Genres, Real-life communication, and &bit-building writing

In this second part | examine the course book fthenpoint of view of the different
genres present in the exercises that require gritime possible existence of exercises
that function as real-life communication, and eis®s that could be used as habit-
building writing. At this point it may be useful toention that the exercises discussed
here are the same exercises that were analyzeartri PAs was mentioned earlier, the
discussion in Part 2 takes into considerationhedlwriting exercises of the course book
for all the three classes: genres, real-life comimation, and habit-building writing,
separately. This was not the case in Part 1, wilieeecategories were mutually
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exclusive.

7.2.1. Genres

Firstly, the aim of this subchapter is to determifrtose genres which are mentioned in
The Common European Framework of Reference (CEMRR)Tde Finnish National
Core Curriculum (NCC) for the level A1.3. are to floeind in this course book. This
particular level describes the achievement levelddoreign language that is being
studied as a Bl-language, i.e. a language in theidfi comprehensive school that is
started on the 7th grade and studied at the ratemfessons per week. The genres that
are mentioned in CEFR in the connection of thell&de3. arequestionnairesletters
notes e-mail andproject work and the only genre mentioned in NCC in the cotioec
with Bl-level languages ipostcards Also the possible existence of other genres in
Steps into English ®ill be examined.

Secondly, in this analysis ‘Genres’ include alse subgroup of ‘Transformations’,
which would include exercises where a given texiresenting one genre is being
transformed into a text of another genre. Hereraga exercise can belong to both
subgroups (1) CEFR and NCC genres, and (2) ‘Tramsfoons’. In subgroup (2) the
genre is determined by the text that has to beemriby the learner, e.g. if an exercise
presents two lists of items, one for what to bugl e other for what is not needed, and
the learner’s task is to write a note for the perado is going grocery shopping, the
genre of that exercise will be ‘a note’ and nolis.

It has to be said that surprisingly few genresrapgesented in the writing exercises in
this course book, also in comparison with loweroselary school A-level language
course books. Only one genre out of those mentiametther CEF or NCC was found
and that was guestionnaire in chapter 7, exercise 1#Huhtala-Halme et al. 2008: 128)
with the title of Questionnaire about filmsThis exercise consists of five questions
which require a written answer, and three questiamsre the learner has to tick a box
for the most appropriate answer. This was not tiig guestionnaire in the course book,
there were also five other exercises, but this thasonly one which required writing
answers. All the other ones simply involved chogsime alternative that best applies to
the learner by ticking a box in question. As itidals, these exercises were not included
in writing exercises, and therefore in this analyat all.

Additionally, | found two other genres which aret imecluded in those two documents
that were discussed earlier: ianterview in chapter 2, exercise 1%and alist in chapter

4, exercise §Huhtala-Halme et al. 2008: 33, 68).drercise 13he learner has to write
all the questions (10 of them) for an interview veéhall the answers are provided. The
interview is based on the preceding text and tamkr has to read the text first in order
to be able to write the questiorisxercise 8in its turn, asks the learner where and for
how long s/he would like to travel and then s/he twawrite a list of all the clothes that
are needed for this trip.

All the genres that have been mentioned so fatrereinds which can be associated
with ’'real-world’ tasks. Learners are expected &ea their foreign language writing
skills to fill in questionnaires, to send notessigards, letters, and e-mail, and possibly
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to work in international projects at some pointheir future careers. One genre which
is not used for any particular task in the ‘realridoand which can be associated
particularly with classroom learning, or academiciting in general, is that of
composition. In foreign language classrooms where general perpanguage is
studied, compositions are used primarily for peg the use of the foreign language
in general, and for practicing the writing of coetgl, coherent sentences, and
paragraphs in order to express the writer’'s intdndeanings. | find that those exercises
which in the first part of the analysis belongedctass Il Paragraph/ Text level, and
included ‘Controlled compositions’, 'Guided compasis’, and 'Creative writing’,
represent this genre cbmposition.As mentioned earlier in the discussion of class Il
many of these 'compositions’ are very modest, iimgj of no more than a couple of
sentences that proceed each other, and can thbg moinsidered 'real’ compositions in
the sense of the word that we usually associate thvis term. On closer examination of
these compositions, | found four, slightly diffetéppes. The differences relate to the
intentions or purposes of the written paragrapins, kwill refer to them agelling,
reporting, describingandcomparing.

Most of the compositions belong to the groupebtfing, since there is no other way of
describing their contents than by saying that geerler is asked to tell what he/she
knows or thinks of something, e.g. firefighter'®jdhe characters in the previous text,
or different countries or places of his/ her chogsietc. 14 of 22 compositions
exercises belong to this groupeporting involves writing based on information that is
first heard in the form of a listening exerciseefidare 3 exercises of this type and they
are discussed in more detail in connection withahBformations’.Describing is
characteristic for 4 exercises, aoomparing for 2 exercises out of 22. The total of
these three types is 23, and not 22, which isehéamount of compositions exercises,
because one exercise is included in two groupsesininvolves both comparing and
describing. In those four exercises the learneasked to describe the weather in
Australia based on the information provided by atlver map, the learner’'s favorite
place at home, the learner’'s appearance so thshée&/ill be recognized by a stranger
at the station, and the learner's personality lefond now. The last exercise is also
classified as ‘comparing’, and the other exerciséhe same class involves comparing
the learner’s place of residence before and now.

Steps into English 8oes not have any exercises that would includestoamations,
unless we take into account the three listeningois@&s where the learners first hear
someone telling what happened to them, and thdte Wre story down in their own
words, guided by questions in Finnish. All thesereises were originally placed in the
class of ‘Guided composition’, and in the genrelgsia they belonged to the class of
reporting. The transformation here could be described sottigtext type otelling is
transformed intaeporting of something that someone has told. In the firerese the
learner has to report on what a person tells abisther favorite place in his/her home,
in the second exercise he/she has to report orsBlisit to Finland, and in the last
exercise the subject of the reporting are two peEsgtories about their favorite holiday
resorts and the activities there. Example 18 isnfahapter 9, exercise 1(Huhtala-
Halme et al. 2008: 161):
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Example 18

Missa ymparistdssa nama puhujat viihtyvéat vapaa-aikanaan?
Mité he siella tekevat? Mika heita siella erityisesti \@hattaa?

Holiday homes

1.

It should be noted, however, that the first texhas in writing, and since the original
purpose for transformations- exercise was to pradtiansforming a text of one genre
into a text in another genre, and paying particid#iention to the structural and
syntactic changes in the process, it can be saidtiie original focus is compromised
here.

To sum up this section, Table 12 provides a sumroaihe different genres found in
Steps 3

Table 12 Genres found $teps 3

Number of exercises
Genres in CEF:
Questionnaires 1
Letters -
Notes -
E-mail -
Project work -
Genres in NCC:
Postcards -
Other genres
Interviews
Lists
Compositions
Telling
Reporting
Describing
Comparing

=N
NPWRANDRFRPR

Transformations:
Telling —» Reporting 3
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7.2.2. Real-life communication

For an exercise to belong to this subgroup, it @dwdve to involve another person or
persons in addition to the learner, and a realddenmunicative purpose for the act of
writing either in the classroom or in the ‘real YdbrIn other words, the learner creates
an authentic piece of writing in order to commutecsomething, and also expects some
kind of response. First of all, it has to be s&dttthere are very few exercises that fit
this description in this course book even to a elegihe only other ‘real-life’ persons
that are mentioned in the exercise instructionstlageteacher, fellow students and ‘a
partner’, which refers to another student in trassl The teacher is only referred to in
contexts such as ‘show your sentences to the tBauta:‘a partner' most often appears
in the instructions for oral exercises which areapart of this analysis. However, there
are two, possibly three, exercises which could lensas including real-life
communication, in a broad sense of the term. The 8xercise is placed after an
exercise where the learner tells about him/ hedsgltompleting 12 sentences. This
exercise is found inhapter 1, exercise @uhtala-Halme et al. 2008: 13).

Example 19

Vertaa vastauksiasi parisi kanssa. Kuinka monessa asiass&ité samanlaisia?
Mité vield haluaisit tietdé opiskelijatovereistasi? Tee kahe kysymysta.

This could be counted as a real-life communicagaercise on the condition that it
involves real persons, i.e. the fellow studentthan same class, and that the questions
are ‘real’ in the sense that the writer has chodem as something he/ she finds
important. For it to classify as a real communimatiwriting exercise, though, the
guestions would have to be presented to choseiveesén written form and not orally,
and the answers should also be given in writinge ost probable procedure with this
exercise is, however, that after writing down tlkesfions the students take turns either
in pairs or groups asking the questions and anegedhem orally. It is also possible
that the questions are only written down but nexsied or answered.

The second exercise can be seen as real-life coroatiom for the same reasons as the
first one, but with the exception that it does re#lly involve writing other than that of
numbers. This is the reason why it is not inclugtethe Part 1 analysis. The questions,
though, are ones that involve personal details atiger information concerning
numbers that can be of real interest to other cfemsibers, such as a person’s shoe size
or height, or the age of their house, etc. The sdiffieulty as with the first exercise
remains, though, since these questions are meaetasked and answered orally, as the
instruction indicates (Huhtala-Halme et al. 2008}: 1
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Example 20

Muistatko numerot? Vastaa kysymyksiin. Kysele sitten pattasi.

My life in numbers

What's your postal code?
What's your shoe size?
How tall are you?

The last exercise that includes elements of re@ngonication is the exercise presented
in example 7, where learners tell real-life infotroa about possessions that they are
carrying at the time. While this information may atleast partly interesting to the
other students, the delivery of the informatiomgain more than likely to be conveyed
in oral form. There is also no real reason or ngte$or passing this information, and
this is another profound reason for the failurede this exercise, as well as the exercise
in example 20, as a valid example of real-life camioation. All in all, | would say
that there are really no exercises in this coumszk lwhich can truly fulfill the criteria
for ‘Real-life communication’.

7.2.3. Habit-building writing

Habit-building writing was characterized by Harnf2004:63) as an activity that helps
students gain a habit of writing spontaneously faraign language. In order to achieve
this, habit-building writing should be practicedyuéarly and several different forms of
exercises, including also group - and pair exescigere discussed earlier in chapter 3.
The concepts of ‘real communication’ and ‘habitldimg writing’ are somewhat
overlapping, since habit-building writing includasch activity types asvriting to each
other’ and‘collaborative writing. As was mentioned earlier in the discussion ofalRe
life communication’, exercises involving working pairs are limited to oral pair work
in this course book. Likewise, there are no groapkwexercises. This excludes the two
subgroups just mentioned and leaves us with thel thubgroup ofinstant writing
activities. Examples listed for this are using rousr pictures as stimuli, writing
sentences according to instructions, writing poeassisted, or playing games that
involve writing. None of these types of exercises presented isteps 3 except for
one exercise where the learner is asked to chomseperson from a picture and tell
about him/her (Huhtala-Halme et al. 2008:136):

Example 21

Valitse joku kuvien henkil6ista. ja kirjoita hanesta ja hdnen elamastaan, esimerkik-
si perheestd, tydsta ja harrastuksista.
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The list of different types of exercises that Harn@004: 64-73) provides is by no
means exhaustive; exercises using other stimuli @hdr means can be included to
achieve the same effect: writing spontaneoushafshort period of time.

The lack of these types of exercises in the cobosi does not mean that the materials,
such as pictures, word lists, or other parts ofetkisting exercises could not be used as
stimuli for habit-building writing by the teacheFhe whole concept of habit-building
writing is such that, even if the authors wantedupport this type of writing, it would
not be necessary to include instructions or spacé fn the course book itself. Rather,
the place for instructions could be the teachelésdr a supply of extra materigbteps
into English series includes a good supply of extra matenmdluding picture- and
word cards as well as scrambled sentences andgsotu transparencies, which could
well be used to promote habit-building writing.

7.2.4. Summary of Part Il

The results of analysis in Part 2 in terms of figdiexercises containing different
genres, real-life communication, or habit-buildwgting proved to be quite meagre.
Only one genre of those six which were originaidd in the two documents that are
the basis of foreign language instruction in Fidlamas found in this course book. It
has to be born in mind, however, that this coursgklwas originally designed for needs
other than those of the comprehensive school, lauml the official guidelines need not
apply. Nevertheless, it is strange that even sua$icbgenres asotes, letters or
postcards or evene-mail,which are relevant for learners of all ages aretdituations,
are not included in any shape or form.

The classes of ‘Real-life communication’ and ‘Haltitilding writing” were not found
in this course book in the true sense of thesesgeAny communication between the
students in the class is restricted to oral pairkwand there are no indications for
contacts, either oral or written, to any other Irggersons or institutions outside the
classroom. Even the questionnaires are not authlrtking and the questions asked
are not ‘real’, and while they may in themselves(tenot be) interesting - and thus
motivating - for the students, they would not b&eaksin any authentic questionnaire
outside the classroom.

While it is probably true that it may be challengito place habit-building writing
exercises in a course book in a meaningful way, type of writing could be promoted
by simply including suggestions of topics withspible instructions at the end of each
chapter or in a separate appendix at the end afdbese book. This would not take up
much space and the instructions being in the cdowsg, instead of teacher’'s separate
file, for example, would give the students an opynaty to practice their writing also
independently outside the classroom if they weterasted.

7.3. Recommended additional writing tasks

For a teacher to usgteps into English @long with parts 1 and 2) as a course book for
compulsory education in Finland, some steps hawe tiaken in order to ensure that the
skills mentioned in the National Core Curriculumdathe Common European
Framework of Reference will be acquired satisfalgtoThese documents promote
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communicational skills and the ability to function a multilingual environment.
Especially in the case of a B-language, whichuslisd only for a period of three years,
and especially in this case when the language estipn is English, which plays a
significant role as an international language,sitvery important to introduce the
learners to a variety of different genres that theg likely to come in contact with
sooner or later. This goal is not met using thidipalar course book unless the teacher
provides additional activities that represent sgehres. At the very least those genres
mentioned earlier should be included, but | wouldygest also the introduction of
others such aads, notices, timetables, menus, instructiGasnples ofoetryor song
lyrics, etc. This is not to say that the learners wouldehia practice the writing of all
of the above-mentioned text types from start tesfininstead, samples of these genres
could be included as texts that the learners reddearner attention should be focused
on the textual features that they contain. It isgnle, of course, that the earlier parts,
Steps 1 and Steps idclude some of these genres, but it is likelyt the style in all
these three course books is quite similar, ancherbasis oSteps 3t is safe to assume
that the amount of genres introduced does notea@ngiderably.

The concepts of ‘real-life communication’ and ‘halbiiilding writing’ also go hand in
hand with the goals of communicative language teaci hese concepts offer concrete
and usable tools for encouraging and motivatingdestits to write for both
communication and for their own enjoyment. | befighat these exercises would also
facilitate the task of writing compositions by help the students to get rid of the
anxiety that many feel when they have to creatxadf their own. | have noticed that
especially for migrant pupils it is for some reaglifficult to trust their own choice or
judgement in these situations. Of course it is ipsghat this is due to the lack of
practice in this type of writing, or lack of lingatic skills, since they have only studied
English for a short time, rather than the migraatkground. In any case, | would
recommend additional writing tasks that are basedtlee principles of real-life
communication and habitual writing. The teacherl@¢onclude a shorinstant writing

or writing to each othettask e.g. at the beginning of lessons, say, onoeek, or
arrangecollaborative writingtasks at appropriate times. These tasks need netrye
time-consuming, especially after the pupils haveob@e used to such activities. | think
it would also be motivating to provide a specidté& or file for these types of writing
exercises so that the pupils could see what theg hacomplished. In time this could
develop into a kind of portfolio portraying the plig progress through the lower
secondary school years. In these writing activitiesteacher could make full use of the
already existing pictures and exercises that aedlable in the book and in the extra
material, but | feel that it would also be of vitalportance to include authentic written
materials, which can be obtained e.g. with the béljne Internet.

The final suggestion is that the teacher shouldsicen how to use the composition
exercises that were discussed in the first path@fnalysis. These exercises offer either
too little support for the writing process (as e tgroup of ‘Creative writing‘), or are
too narrow and too much in the exercise is provified them to qualify as real
compositions (as in the group of ‘Controlled wrifijn They should be modified
somehow so that they would suit their purposesehefhe pupils should also be
encouraged to white more extensively on the subjédtthe same time, it is to be noted
that not any kinds of compositions are mentionethéngoals of B1-languages, and that
at this stage of language learning they would havee very modest.
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8. CONCLUSION

In this paper | set out to examine the writing eigas in the English course book that |
myself have used in the teaching of beginning lagguEnglish courses in a lower
secondary school. | wanted to see what kind ofingithe exercises in this book
actually involve, and whether the exercise typesimraccordance with the goals of the
National Core Curriculum. The results would thedicate what areas of writing were
neglected in using this course book, and what kafdsercises should be added.

Because of the communicative and functional natafethe Finnish language
curriculum, and because the focus of my analysis @awritten exercises, | chose to
approach literacy from the sociocultural perspectnd introduce the literacy-based
curriculum as basis for my analysis. The categdoeshe analysis were a synthesis of
the genres mentioned in the National Core Curriouéind the European Framework of
Reference, and some of the categories and charattens of different writing
activities in the teaching agendas for writing @eliced by four authors who all
approach writing from communicative and functiopatspective.

The results of the analysis revealed that the ntgjaf the course book writing
exercises were related either to vocabulary, gramorahe content of the texts in the
course book and very few exercises gave the leaanmeropportunity to express
him/herself freely in writing. Many of the exeress functioned on word level and a
considerable amount of those exercises which fonetd on sentence level were
copying exercises related to the texts in the aobook. All in all, the writing exercises
turned out to mainly consist of series of moreesslunrelated questions to which the
learners write answers either on word -, phrageseotence level.

The central elements of the sociocognitive view léracy: real, meaningful
communication in different social and cultural aoxis, which are reflected in the
teaching of different genres, were very weakly espnted in this course book. It has to
be said that, although | have used this book facheng, the lack of different genres and
meaningful communication, both in the writing exses and in general, came as a
surprise. Even though the communicative goals fogliEh as a Bl-language in the
National Core Curriculum are for obvious reasonsimoore moderate than those for
English as an Al-language, the textbook in quedtioes not meet them in terms of
written exercises. Very few genres were includethawriting exercises, and the state
of affairs can be said to be the same also fordkeof the book, although other than the
writing exercises were not included in this anayskFurthermore, there were no
exercises where the process of writing - also dne corner stones of literacy-based
curriculum - would be practiced in the form of tséormational exercises or otherwise.

Using this book as the basis for teaching requeaemers to do quite a lot of writing,
since only few exercises are oral pair work anaaerwhelming majority requires the
use of a pencil. The quality of writing, howevesx niot one to meet the requirements of a
literacy-based curriculum or even a truly commutivea curriculum. It is true that
especially for the beginning learners of a languige beneficial to practice words,
phrases, and even entire sentences by writing tthewn in order to memorize the
vocabulary and its correct spelling, and possierh something of the syntax in the
process. However, there is quite a lot of vocalyukand some of it is not so relevant for
the immediate needs of the learners. Also, the lmadeay exercises are not very varied
in nature and do not engage the learners’ imaginair creativity to any great extent,
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neither do they provide any logical stepping stfmmrenore creative or extensive writing
activities. The same dilemma is present also oteser level, whether the focus is on
grammar, vocabulary, or content since these excisormally fail to provide a
meaningful unit of related sentences. The totdl Edransformational exercises as well
as the nature of the compositions gives no supgtirer for the teacher in introducing
different genres or writing as a process, or f@ plupils in creating different types of
texts.

Also the fact that the pupils who use this coursekbare of migrant backgrounds
emphasizes the importance of both model texts aednmgful writing activities.
Depending on the distance between English andatigubge(s) already familiar to the
learners, and their knowledge (or lack of knowlgdujedifferent genres, it is especially
important to introduce accepted ways of writingeimglish. Also, the pupils are usually
quite concerned of the fact that their peers hdneady studied English, which they,
with almost no exception, find an important langelagiuch longer than they have.
They often have explicit notions of what they ndedlearn and | feel that writing
exercises which they perceived useful in the wandside the classroom would be
especially motivating for them. Also the writing waditional compositions, normally
associated with classroom learning, would give dip@ortunity of autobiographical
writing and the presenting of one’s opinions anéws, which would increase
motivation and much-needed self confidence in ngiti

Since these elements discussed above are not preske readily-provided material, it
is the teacher’s responsibility to think of waysfitbthe void. While the length of the
writing exercises is moderate at this elementary fi@@ some, intermediate) level of
language learning, it is important to concentrate experimenting a more varied
presentation of genres than what is to be fourttiencourse book and aiming to create
real audiences for the writing activities, if notreal life, at least in the writers’ minds. |
would also encourage the teachers to experimetiteirfield of habit-building writing
and teacher involvement, e.g. by giving the pupitsopportunity to correspond with
them.

Considered from the point of view of language redeathe present analysis was very
limited in its scope since it included only one s®ibook used in the teaching of
English as a B1-language. Analyzing the course bdbé&t are widely used in teaching
English as an Al-language, which is the usual gagéland, would provide important
implications for the teaching of English in generathis country. Also the designing of
communicative writing activities especially intexd® promote the teaching of writing
as a process, and presenting varied genres edpdaiahe beginning and intermediate
levels of language proficiency would help teachiersiclude more meaningful writing
activities in their teaching. Furthermore, researololving migrant students’ foreign
language learning and achievement would give muebded information for the
teachers who teach these classes.

From the viewpoint of the analysis itself, | foutite categories that | used to be well
suited for the purpose. The categories of the fpatt: ‘Transcription writing’,
‘Reinforcement writing’, different compositions, én'Translation’, examine the
exercises from a more traditional point of view,emmns the second part takes into
account the core concepts of the literacy-basedcalum: genres, transformations,
real-life communication, and habit-building writingvhich are an essential part of a
literacy-based curriculum and this paper. | feehwinced that these are the exercise

79



types that should be introduced to the teachinfoodign languages at all levels of
language teaching in order to give the learnersvaidn and tools to use their foreign
language skills to function in a communicative, ticultural world; on pathways to
better writing practices in foreign language teaghi
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Appendix 1 Classification of texts and authby Street and Lefstein
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Appendix 2 Proficiency level Al in NCC. Limite@mmunication in the most familiar
situations. Level A1.3.
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