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Practical Tasks for M~~ter1ng 
the Mechanics of Wr1t1ng 
and Going Just Beyond 
ELITE OLSHTAIN 

KEY QUESTIONS d vocabulary, on the one hand, 
h I gy grammar, an . d ► How can initial writing activities con_n_ect p onho oth' in a beginner's course in English as a secon 

d' d writing on t e o er, with pronunciation, rea ing, an ' . . . 
7 . . . I chanical steps in writing 

or foreign language. th t leads \earners from the 1nit1a me . ► How can we create a graded progra_m a -~ r oses? 
to authentic communication via writing for rea\-\1de !ua~d of the latest technological developments 

► How can we take advantage of the world aroun 7 

to create interesting writing act1v1t1es for beginners. 

EXPERIENCE 
. . . f 12- ear-old children learning 

We are vis1ung a c~ass o y e (EFL). Each student 
English as a foreign languag d doing individual 

. . . f t of a laptop an . 
is s1tung m_ ron . . the present progressive 
practice usmg sentences m ary of the activities 

'b . cture The summ to descn e a pi . . their own description 
requires the students to w;-1: tudents is surprised 
of the picture, a1~d one :oubl: ~1e verb's final letter 
to find that she did n~t . . nd be<ri.nning. The 

ddi ing m sitting a b' 
before a mg - d ts' first language, draws · g the stu en . b teacher, usm 1 they studied earlier Y 
their attention to some _ru es . 
using the interactive white board. 

The pronunciation patterns t~at "" h ·t 
d l n we had words like sit, z , 

learne w 1e · the 
slip, etc., helped us in pronouncmg 
vowel letter i correctly as /1/. 
V rbs that have such short syllables ending 
. e e consonant double the final conso- 
1n on . ( . . ) 

b fore adding -ing sitting . nant e 
The same is true for longer verbs that end i7 

d Hable that looks like the short sy - 
~a~~;:,s:uc~ as in words like begin ( begin~ing) . 

. o ractice vanous verbs 
The teacher contmues t p h ing them where 
that students already know, s ow 

. d here there is no need for 
there is doub:mg an ~ ith a verb ending in a 
doubling, as m ex~mp es w 
silent e (write~ writing)· 

WHAT IS INVOLVED IN 
MASTERING THE MECHANICS 
OF WRITING? 

h to Ian- . d' -se-based approac . 
Withm a iscour h al of interaction is 

h. g where t e go .. guage teac m , . . h kill of wnt1ng . f 1 municat10n, t e s meamng u com . . -iting that a per· . 1 t It 1s via wri 1 enjoys spec;ia sta _us. . ty of messages to a 
son can cori).mumcate a vane known reader. (See 
close or distant, known or u~1 1 e regardin 
Celce-Murcia & Olshtain, th1slvo u:g; teaching,) 

d roaches to angu · discourse-base app 1 important I 
Such communication is extrem~ y - cu· on tak 

l l - the mtera 
the modern worl~, w net 1e1 - d- encil writing o 
the form of traditional paper-an p mputer, a c 
an up-to-date digital message o~ a t~evice. Wri . 
hone, or any other tec~1~olog1ca s to be enco 

ps a communicative activity need ge learn 
a . h langua 
a ed and nurtured dunng t e on the e 
c~urse of study. This chapter focu::~e (ESL) 

Of English as a second lang uisite to stages . • 1 prereq , 
EFL writing, which are a cnuca rnunicaU 

• · for corn 
later development of wntmg 

What are the important components 
when learning to write in a new 
language? 
Viewing writing as an act of communication sug­ 
gests an interactive process that takes place between 
the writer and the reader via the text. Such an 
approach places value on the goal of writing as 
well as on the perceived ( or intended) reader audi­ 
ence. These two aspects of the act of writing need 
to be stressed even at the very beginning level, as 
soon as students can create the smallest meaning­ 
ful messages. Teachers need to encourage students 
to define for themselves the messages they want to 
send and the audiences who will receive them. 

The writing process, in comparison to spo­ 
ken interaction, imposes greater demands on the 
text, since most of the time written interaction 
lacks immediate feedback. The writer should try 
to anticipate the reader's reactions and produce 
a text that will adhere to Grice's (1975) cooperative 
principle. According to this principle, the writer is 
obligated (by mutual cooperation) to try to write a 
clear, relevant, truthful, and preferably interesting 
and memorable text. The reader, on the other 
hand, will interpret the text with due regard for the 
writer's presumed intention if the necessary clues 
are available in the text. This is true even for the 
shortest and most reduced digital text message: All 
the clues needed by the reader to understand the 
writer's intention should be included in the text. 

In academic or official exchanges in writing, 
it is important that the linguistic accuracy, clarity 
of presentation, and organization of ideas support 
the efficacy of the communicative act, since they 
supply the clues for interpretation. Accordingly, 
W~ile_ the global perspectives of content and orga­ 

zat1on must be focused on and given appropriate 
ttention, it is also important to present a product 
at does not suffer from illegible handwriting, 
illmerous spelling errors, faulty punctuation, or 
ccurate sentence structure, any of which may 
der the message unintelligible 
The . 

1 present chapter focuses on the gradual 
e .0Pment of the mechanics of writing, a neces­ 
, instrumental skill without which meaningful 
~g cannot take place. At this early stage of 
Ing, the prim 1 . . d od ary goa 1s to recogmze an 

Uce the 1 
g e ements of the target language 
system (th 1 . e etters or other grapluc shapes). 

There is, however, another important objective to 
the writing of graphic shapes-it provides students 
with support in the acquisition of the mechanics 
of reading. They gain a sound basis for letter and 
word recognition when reading. 

It is important to remember that in the ESL/ 
EFL context, writing, like the other language skills, 
needs to be dealt with at the particular level of lin­ 
guistic and discourse proficiency that the intended 
students have reached (Raimes, 1985). The pro­ 
posed sequence of activities will start with primary 
focus on the mechanical aspects of the writing skill 
and move on to a more communicative goal. 

Writing systems 
EFL learners usually acquire the mechanics of writ­ 
ing in English as an extension of their ability to read 
and write in their first language (Ll). It is therefore 
important to first understand what writing system 
the students already know to design an efficient 
program that suits their particular needs. 

Our first global consideration is whether the 
student's Ll has a writing system based on meaning, 
such as Chinese (the graphic sign is a unit of mean­ 
ing) or a system based on sounds. In writing systems 
based on meaning, the graphic sign is linked to a 
meaning in the real world; in the writing systems 
based on sounds, the graphic sign is linked to a 
spoken sound (usually a phoneme as in English) 
or a syllable (as in the Japanese katakana writing 
system). Many languages in the sound-based w1iting 
group use an alphabetic system in which a graphic 
sign stands, in principle, for a phoneme. In such 
writing systems, we talk about phoneme-grapheme 
( or sound-to-letter) correspondences. Korean has 
basically an alphabetic writing system consisting of 
consonant and vowel symbols, but when they are put 
together tl1ey form syllables. Some of these alpha­ 
betic writing systems are more transparent and con­ 
sistent in representing these correspondences than 
others. Italian and Finnish are good examples of 
transparent and highly consistent alphabetic writing 
systems (V. Cook, 2008). English, on the other hand, 
is much less transparent and has complicated rules 
for linking graphemes with phonemes. We often talk 
about sound-spelling correspondences in English to 
capture the complexity of the writing system. 

The direction of the writing system can be up 
and down and in columns (as it is for traditional 
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.iese) or in lines ( as it is for 
Chinese and Ja~~ ddle Eastern languages). The 
European and i. b left to right for lan- 

. ach line can e . l 
direction on e C ·11· a11Jhabets or ng 1t to . l R an or yn ic guages wit 1 om . Arabic Urdu, and Hebrew. 
left for languages hk: . . ' d to be developed . activities nee 
Suitable practice d f tudents who may come 
according to the nee s o d . th scripts that have 

backgroun s w1 . 
from language he left-to-right, honzon- 

. tation other than t an onen < • 1 tal writing used for Enghs 1. 

CONCEPTUAL UNDERPINNINGS 

. . to recognize and .· _. . n learn111g 
reading and wntmg, o 1 . c characters, and on 

h actual grap 11 . . f 
Produce t e .· . and irregulanties o . b l the regulanties . learn111g ot 1 . . These early steps will 
the English wnt111g syste~- . fficient reading and 
be significant for developmg e 

· at later stages. 
writing strategies Ll loys a meaning-based 

Learners whose l ~mp ) will have a more 
. . . ( e.g., C 1111ese .. 

wntmg system irin the English wnt111g sy~tem, 
difficult task ac~Ul- gl .. first encounter with a 

. 11 'f this is t1eu . . . espeoa Y i d careful trammg m 
1 l b t They nee Roman a P 1a e · . . . th a vocal sound and . . graphic sign wi . . assooat111g a of such graphic signs ·. · 1g sequences . 

then recogrnzu l . l process route, which 
d Th phono ogica as wor s. e . . . them wil] need to be . · Uy familiar to ' is only par na . d . the new writing system. 

d d practice 1n . enhance an . 1 t require some practice · areness 1111g 1 Phonemic aw . these learners must get 
as well. At the same :nned, . r·ection of reading and 

l ropnate 1 used to t 1e app rill need to learn both 
. . E t ally they too,"' . wntmg. •ve~ _u ' . .. ularities of the English 

the regulant1es and ureg 
writing system. . t' re of their language . irrespec 1' 

All learn~rs, d learn the English punc- 
d will nee to . 1 backgroun , h English spell111g ru es. 

. rstem and t e . . . f tuat1on S) ith the acqu1s1t1on o . d 1 p along w1 
These will e~e o first ears of studying English, 
the language 111 the 11~ g rules are related to 

f the spe 111 f since many o d be learned as part o . l . les an can 1 morphologica ru l doubling the fina 
h I gy For examp e, the morp o o . b an be taught along f ·t in ver s c consonant o cer a f ·mation (e.g.,fit,fittea). 

with regular past tense or 

Early writing in a new la~~age_ . 
. . . d and wnte 111 then Ll h~ve 

Children leanm:g to re~ l l language by listernng 
had pr~or ex~enenc~ ::t ;n~:;acting with adults and 
to stones, bemg re~ , d observing people . ronment an 
others in their envi l ·1d'· 1 have developed an 

f t riany c 11 r er d writing. In . ac , r .· in before they actually nee 
understand111g of wr_it _g l 1 Most important, 

·1te 1n sc 100 · to learn how to wr ab,1laP' in their own · d large voe L -1 
they have acqUire a the other hand, usu- 

Tl EFL learner, on 
language. 1e d d rite in his or her own 

1 to rea an w • · ally knows 10w d' t to a new wntmg f h s to a ~us 
language ~ut o te~:ina the first words in that new 
system while acqUI .. ~ f the new writing system 

Tl acqU1sit10n o ·k language. 1e < • l . tl1e linguistic framewor .. · d out w1.t 11.n l has to be carne . d ·n the target an- 
d ly acqmre 1. . of the knowle ge new . deration that WJ.ll 

This is an important consi 
guage. . oints along the way. 
come up at various p 1 age employs the 1 se first angu . Learners w 10 the appropriate 

b lready possess Roman alpha et a .· . they recognize 
f d'ng and wntmg, . 

direction o rea i hapes as those m . th the same s . and use letters wi . f the phonological 
d tl y are aware o . English, an 1e k 2008). Sometimes 

. . ute (V Coo , b 
Processing r O · different alpha et . . ystem uses a the Ll wntmg s . Slavic languages, 
such as Cyrillic, us_e~ f~~;\::1\wn alphabet. In 
or for Greek, whic h to adiust to a few 1 . may ave :.i 
these cases, earnersh correspondences, but 

grap eme h' - new phoneme- the orthograp ic d to focus on . 
mainly they nee . 1 'ti'es in English, which • · d 1rregu an regulanties an t writing system 

b bl has a less transparen pro a Y 
than their Ll. Ll nploys an alphabetic 

whose er b Learners 1 Roman alpha et 
. d'ff rent from ne . f system that is i e .· te direction o 

l appropna need to focus on t1e 

'ting 
The mecl,anics of reading and wn 

~ hanics of writmg, we 
When using the term m::-1 r stage of letter rec 
usually refer to t~1e _ve~7 e. ) ound-to-letter co 
ognition, letter discnmmat~~n, s and basic rules o 

d e word recogrntwn, ntin respon enc , . ·l ' stage, we co . 
11. Just beyond this ear ) ctuauo spe mg. 1 f cus on pun d the spelling ru es, o ·ehensi 

to expai~ 1· . and cover the compr ap 
and capita izat10n, d short paragr_ 
and production of sentences ~n the mechanics 
The time devoted to d~v_e~op111gf both reading 

h acqU1sit1on o writing serves t e . 
k'll dWn writing s i s. . ding an 

The interaction between rea teaching, 

l ften been stressed in languag_e at this e 
1as o phas1s 
it deserves even stronger em 

stage. To learn how to discriminate one letter from 
another while reading, learners need to practice 
writing these letters; to facilitate their percep­ 
tion of words and sentences during the reading 
process, they might need to practice writing them 
first. It is therefore the case that writing plays an 
important role in early reading by facilitating the 
development of both the reading and writing skills. 
The importance of this early stage of reading and 
writing is emphasized in a study by Ke (1996) 
011 the relationship between Chinese character 
recognition and production at the early stages of 
learning. With the English alphabet, this stage is 
much simpler, yet it deserves appropriate atten­ 
tion, especially for learners accustomed to other 
writing systems and for adult preliterate learners. 

Sound-spelling correspondences 
English presents the learner with a number of 
unique difficulties related to its orthographic rules, 
even in cases in which the learners come from a first 
language writing system based on the Roman alpha­ 
bet. Students and teachers alike often throw their 
hands up in despair, ready to give up on finding reli­ 
able rules for English orthography; yet the English 
writing system is much more rule governed than 
many realize. In fact, English has a very systematic 
set of sound-spelling correspondences (Chomsky & 
Halle, 1968; Schane, 1970; Venezky, 1970). These 
sound-spelling correspondences enable the ESL/ 
EFL teacher to combine the teaching of phonetic 
units with graphic units and to give students prac­ 
tice in pronunciation along with practice in spelling 
(see Celce-Murcia, Brinton, & Goodwin, 2010). 

The English consonants 
he first rule to remember about English orthog­ 
phy is that students may tend to look for a one­ 
to correspondence and then discover that they 
t into a lot of trouble by doing this. For most 
the 21 consonant letters, this type of rule 
rks fai'.·Iy well if we disregard allophonic1 dif­ 
nces 111 pronunciation, such as t (It/) being 
nounced as an aspirated initial [th] (as in ten) 
~po~ed to a nonaspirated, unreleased final 
as 111 net) for monosyllabic words in English. 
ere are 1 nct a so consonant letters whose sounds 

on the environment in which they occur: 

Thus, the letter c can have the sound /k/ when 
followed by the vowel letters a, o, or u ( e.g., call, 
cook, cup) or by the consonant letters l, 1~ or k (e.g., 
click, crew, rocker). However, it has the sound / s/ 
when followed by the vowel letters e, i, or y ( e.g., 
cell, cinch, cyst). Al though these rules may appear 
confusing to a learner coming from an Ll with a 
transparent phoneme-grapheme correspondence 
system, they work quite consistently in English and 
need to be introduced and practiced from the very 
start. The story of the letter c is not finished, how­ 
ever, and now we come to the part that is less con­ 
sistent. This occurs when c is followed by the letter 
hand can have the sound of /tf/ (chocolate) or /k/ 
(chorus). There is no help we can give our students 
in this respect but to tell them to pay special atten­ 
tion to such words and to try to remember their 
initial sound according to the meaning of the 
word. The letter c also occurs in quite a number 
of common words followed by the letter k (not ini­ 
tially, but in the middle or at the end of words, e.g., 
chicken and lock). The sound in this case is /k/, and 
the correspondence should create no difficulty. 

The letter gin English demonstrates a simi­ 
lar pattern. When followed by the vowel letters 
a, o, and u or the consonant letters rand l, it is 
pronounced / g/ as in gas, go, gun, grass, and glow. 
However, before the vowel letters i, e, and y, the 
letter g is pronounced / tjs/ as in gin, gern, and gyrn. 
We thus need to alert students to the fact that the 
correspondence in English is not always between 
letter and sound but between the letter and its 
immediate environment and the relevant sound. 
In many such cases, the correspondences are quite 
predictable, while in others, the rules do not always 
work as well. Another helpful generalization for 
English consonants is related to the letter h, which 
is very powerful in changing the sound of the 
consonant that it follows. Thus, the letter combi­ 
nations ch, sh, and th represent distinct consonant 
sounds (/tf/, If/, and /0/ or /o/, respectively) in 
words such as chin, shut, and thin or then. Learners 
need to recognize these graphic clusters as such. 
Our discussion of the letters c, g, and h highlights 
the types of difficulties that learners can encounter 
with consonant letters in English. There must also 
be an awareness of common and frequent excep­ 
tions. For example, despite the rules, the letter gin 
get or give is pronounced / g/; the letter c in cello is 
pronounced /tf/. 
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Teachers also need to be aware that there are 
many silent consonants in English, such as these 
common cases that beginners might encounter: 

■ h or g before n: /mock, knee, gnaw, gnome 
■ l after vowels and before final consonants in 

several contexts: could, would; walk, talk; calf, 

half ■ gh after vowels: through, sigh, light, caught 
II word-final b and n after m: comb, thumb, 

autumn, column 
■ t after s and before -en or -le. whistle, listen 

To summarize, when teaching consonant let­ 
ters and their sound correspondences to students 
whose own alphabet is similar to that of English, 
we need to focus only on the unique features of 
the English writing system and its irregularities. On 
the other hand, when teaching students coming 
from a different alphabetic writing system (e.g., 
Arabic, Russian, or Korean), a syllable-based sys­ 
tem ( e.g., Japanese hatahana), or a meaning-based 
system (e.g., Chinese), teachers need to emphasize 
the recognition of every consonant letter. Here 
learners might have difficulties similar to the ones 
encountered by young children when they first 
learn to read and write in English as their mother 
tongue (such as the distinction between b and d). 
Intensive writing practice will help learners with 
both the reading and the writing skills. 

\ 

The English vowels 

where the quality of the two vowel sounds is simi­ 
lar but the one preceding the voiceless consonant 
/t/ is shorter than the one preceding the voiced 

consonant / d/ .3 
Although we often say that the five vowel 

letters of the English alphabet4 result in at least 
11 or more vowel sounds ( depending on the 
particular English dialect), these sound-spelling 
correspondences are, at least in part, consistent 
and predictable. What teachers and learners need 
to take into account is the fact that in English we 
must consider both the vowel letter and the envi­ 
ronment in which it occurs. Thus, CVC syllables 
present a rather consistent environment for all five 
vowel letters a, e, i/y, o, and u in which they stand 
for simple, lax (produced with relatively relaxed 
muscles), nondiphthongized5 vowel sounds, as in 
the words pgn, te». pin, pQt, and but. However, the 
same five vowel letters occurring in the CVCe envi­ 
ronment stand for tense (produced with relatively 
tensed muscles) and diphthongized vowels, as in 
the words pgne, pine, Pete, rQpe, and cute. Similarly, 
most vowels that can occur in the CV or V environ­ 
ment are also tense and usually diphthongized: gQ, 
bf, I/my_, Lu_(as in Lulu). In a CV-type syllable, long 
a needs a following y, as in pay, or it is pronounced 
/a/ as in mg,. Not all these patterns are equally 
frequent in English orthography. The letter e, for 
instance, does not often occur as the vowel sound 
in the CVCe environment, and learners have to 
study its more common spellings as in mf{lt and me_gt 
for the sound / iy /. In other words, there are some 
basic sound-spelling correspondences in English, 
the knowledge of which can greatly facilitate the 
acquisition of reading and writing. But there are 
also quite ~ r-umber of exceptions or expansions 
that need to be learned individually. 

In teaching the basic sound-spelling corre- 
spondences in English, it is important to ernpha• 
size the rules that provide learners with use 
generalizations and that therefore help the 
become effective readers. Once students ha\l 
assimilated and internalized the basic features 
such correspondences-namely, the distinctiO 
between CVC and CV or CVCe syllables-they 
be able to apply these patterns not only w_rno 
syllabic words but also to polysyllabic ones; 

111 
s rnono 

words, the stressed syllable can act as a 
labic environment for letter-sound vowel co 
spondences ( e.g., Qpen, dispose, reset). 

The vowel letters in English present more complex 
sound-spelling correspondences, but again there 
is much more consistency and predictability than 
many learners realize. First, learners need to be 
made aware of two basic types of syllable environ­ 
men ts that are very productive in English orthogra­ 
phy: CVC (often the environment for short vowels) 
and CV or CVCe ( the latter ending in a silent e; 
these are the environments for long vowels).

2 
The 

terms short vowels and long vowels as used in English 
spelling are rather unfortunate, since they con­ 
ceal the difference in quality by placing too much 
emphasis on length. The difference between the 
vowel sounds in the words pin and pine is not 
necessarily one oflength (or production time) but 
one of phonetic quality. A true difference in vowel 
length can be observed in the words bit versus bid, 
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Furthermore some f h 
11
. ' o t e m - d spe mg rules related t E I' me a vanced 

facilitated by this kno ~ d ng ish morphology can be 
which the final syllablw ~ ge. In polysyllabic verbs in 

. e 1s stressed th 1 . 
for addmg the inflect· . , e spe hng rules ion -zng work . h 
manner as in monos 11 b' m t e same Y a lC verbs Tl I 
who know the rule £ _ · 1us, earners 

OI consonant Jett - d . 
when changing sit to s itti . e1 oubhng z zngwill be able 
same rule to any polys 11 b' to apply the Y a ic verb th t d • 
stressed syllable having tl c a en s with a 1e rorrn CVC Tl 
the verb begin, since its final s 11 . · rerefore, 
undergo doubling of th I YI able ." stressed, will e ast etter m b . . 
opposed to the verb 0,4, 1 egmnzng, as yen, w .iere th fi I I 
not stressed and the -i £ . e ma sy lable is H . ng orm is ojJening 

owever, m spite of all th - . 
far, English orthography h at h~s been said so 

b 
. as a notonous r . 

ecause, m addition to all tl h eputanon 
reliable rules, we must tak 

1
e~e elpful and relatively 

productive rules that have e lmtofaccount some less 
. a ot o except' T 

exceptions are often c0 d . ions, hese 
i• un 111 som 

words that defy the most b . e very common 

/ 
asic rules su h . 

iaoe, and love, where th .1 ' c as gzve, e s1 ent-e rule do 
There are some additi I es not work. · 1 lOna rules th • 

predictable such as th at are quite . ' e occurrenc f 1 
111 front of l or ll whi 1 (' e 

O 
t 1e letter a , ., c 1 in some d. I . 

consistently realized as /J/ . ta ects) is quite 
in front of the letter r l . hha cg,ll, or the letter a . , w 11c 1 as th d 
as m cgr. In general th I e soun of/ a/ • e etters/ so d l 
the ':ay the preceding vowel I u~ s _and raffect 
causmg it to i-ep etter is pronounced resent a . , 
pronounced in th more centralized (i.e. 
. e center of the l , 
m the words world b. d mout 1) vowel as 
vowel diphtho -n 'I 1r ' and curd. Furthermore the 

gs rave a var· t f . , 
as the following letter cm b~e y _o spellmgs, such 
correspond to tl n matrons, all of which 

1e same vowel d' I l 
~t, b§Jlt, and cede. S . . . ip 1t1ong /iy/: 
qu'.te a few case~ h1 Eo, ~~1~e it is true that there are 
as mdividual cor - ng is that need to be learned 
than people im I e~pondences, there are far fewer 
on sound-spell' agme (for good sources of rules 
970· y mg correspond ' enezky, 1970) ences, see Schane, 

In Sl.I] · • e nmmg up thi . teaching p . s section dealing with 
act· oints relevant t h mg and writin o t e mechanics of 
t for learners ~• ;; emphasize that it is impor­ 
t that Englisl10 - l L/EFL to realize from the 
e-to 01 t .iograpl · b . ·one letter-so d 1y is y no means a 
its un corr d own consist espon ence system· it 
sh of letters ine~~~-mbe~ded in the combi:1a- 
at We call environments result' sound Ir ' mg -spe mg correspondences. 

By introducing the ro er - . in relation to th P_ p pronunciation of sounds 
. e given spelling 

provide learners with patterns, we can · 1 a good b · £ non as well as for th k'll as1s_ or pronuncia- 

Th 
e s 1 s of read e three areas of _ . . mg and writing. 

• . p1 onunc1atwn - d' 
wntmg go hand in I d . , I ea mg, and . . 1an m the ve I acqmnng another I ry ear y stages of anguage. 

CLASSROOM APPLICATIONS 

How do we teach mechanics? 
The teaching of the I . writing has thre ml ec 1a111cs of reading and 

e goa s: (I) to e h 
recognition, especiall I n ance letter 
a different writing sy[t w ~en learners come from 
spelling correspond em, (~) to practice sound­ 
skills; and (3) to h lencles via all four language 

e P t 1e learne - ters and words to . I move from let- 
. meanmgful se t um ts of discourse. n ences and larger 

Recognition and · • first steps in the d I wntmg drills constitute the 

d 
eve opment of ef£ . 

an writing habit H ect1ve reading s. owever to • 
te11' of the sound-s II' ' acqmre active mas- 
necessarv for the I ~e mg correspondences it is 

1 earners to arr· ' 
eralizations conce - . ive at relevant gen- s 1 mng these 
. uch generalizations lead to b correspondences. 
mg of the systemat' - a etter understand- 
. E lC iepresentati f 
m nglish orthograph and . . on o sounds 
master some basi h y . I eqmre learners to c P onolog1cal - I • 
and develop an ab'l' ru es m English 
c 1 1ty to recogn· h • . 
ieatures of each lett . h. ize t e d1stmctive 

Three . er wit m a spelling pattern 
maJor types of . . . 

used at this early t recogmt10n tasks are 
each type incorp ~ ~ge of reading and writing 

01atmg an d ' 
drills: (1) match1· k a equate variety of ng tas s· (2) · . 
(3) meaningful sound ' 11· wntmg tasks; and . -spe mg cor d 
practice. These drill b . respon ence s can e earned · and pencil or via . out usmg paper computenzed/ digitalized I 
Matchin tas . essons. 

g ks. The maJor ob· · tasks is to practi h . ~ecuve of matching . ce t e qmck and f£ . 
tlon of the English lett _ Tl . . e ~ct1ve recogni- 
t 

c e1 s. us is para I I . 
ant ior learners who know . . cu ar y unpor- 
does not use the Ro I h a wntmg system that 

d 
man a p abet M f 

use here are similar t tl d . . any o the drills - d . o 1e nlls used £ b . . 
r ea ers of English h . or egmnmg 

d 
w o are native spe k L 

nee to distinguish - . a ers. earners 
similar letters they ap da1 tlcular letter from other 

, nee to match d b . 
or ending with the wor s egmning same small or capital letter, and 
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1. Letter recognition activities: 

a. Find lhe ODD MAN OUT. 
hh@ nhn fjj 

p b b cl b cl 

b. Find the same letter. 

b: 11 c\ (§) C k 

k: j r k h i 

cl: b p I cl h 

c. Find all the d"s. 

f k sn@)j 

sjclclbp 

hf ks zm 

fc\kjnm 

d. Underline ihe words that haven. 

net 
ben 
bed 
ten 

e. Underline lhe words ending in ed. 

nee\ 
bed 
clip 
net 

2. Maleh capital letters with lower case. 
Connect the words beginning with the same 

letler. 

Pin~ tin 
bib pin 

Tin Bin 

I. Writing Pra t· . T . c ice. racmg Letters w; , ords, and Sentences 

C 

C 

C 

---e ---c -----,-·, 
,., 

- ---,-- ... - 
'., 

--,--- ... - 
' ., 

-,-- ... --­ 
' ., 

,- ... --­ ,., -,--, --­ 
'., 

---1 -,- ' - --- I 

' _, 
--- ,- ... ,., 

Find a\\ the h's. 

skjhncl 

zknbsd 

mhnhss 

fghkhb net Net 

f;gure I . Sample matchiog mks (adapted from Olshtaio, Crumlish, Goe II, & Kneller. 1970). 

~I ____ C_ ----c------,;: '-' - ,_ - _, __ _, _ 
1------ /----- 

' /-- ":i-•--.~--- --/ --- I ~ - ' I 
, _,,,1 l ', -,-,,--~::.......,~ -----!------- I I , " ~ t, ~0-:·------I __ I 

--There'-s-:a h ~ - ~ -- cop· out e- - table-: 

they need to search for a certain letter within a group 
of different letters. All these exercises are focused on 
recognition and do not require either writing or 
pronouncing the letters or words. v\Then the drills 
are done digitally, students drag similar letters and 
words to matching positions or relevant groups or 
simply click on them. At a slightly more advanced 
stage, the drill requires students to match words with 
pictures and even short sentences with pictures. This 
can be used when students can work with meaning 
as well as accurate recognition. Figure 1 provides 
some sample matching tasks. 
Writing tasks. The major objective of writing 
tasks is to allow students to produce the shapes of 
the letters both as a recognition and a production 
task. Usually these activities begin with tracing 
letters that are printed on the page. In this way, 
students can focus on the detailed characteristics 
of the letters. This stage is needed only for learners 
who come from a different writing system; students 
familiar with the Roman alphabet can move right 
to writing meaningful words. In computerized 
activities, students can type out the letters on the 
keyboard and thus practice using the keyboard as 
well as the alphabet. Figure 2 provides a sample 
writing task involving tracing letters, words, and 
sentences; Figure 3 provides a sample task involv­ 
ing meaningful copying activities. 

Sound-spelling correspondence tasks. The major 
objective of sound-spelling correspondence tasks 

is for the learner to match individual sounds or 
sequences of sounds and words with their written 
form. The teacher may read the words, or students 
may listen to a recorded drill. In either case, the 
focus here is on listening and recognizing the 
sound corresponding to the relevant written form. 
The spelling environments are important in these 
kinds of tasks. The distinction between eve and 
cvee can be practiced in many different ways. In 
the computerized version, there is a voice accom­ 
panying the activities and students choose the 
written forms according to the sounds they bear. 
Students can also be asked to pronounce the writ­ 
ten forms and thus practice pronunciation. These 
activities provide learners with a solid basis for all 
four languag€s skills: reading, writing, listening, 
and speaking. Figure 4 provides a sample task that 
focuses on sound-spelling correspondences. 

An important feature of this early stage of 
writing is the need to accustom learners to usi~

1
g 

the appropriate capitalization rules in Engltsb. 
and some basic rules of punctuation. While prac 
ticing sound-spelling correspondences, stude~ 
can be writing meaningful sentences, or lYP'.

11 

them on the keyboard, with proper capitali~auo 
and punctuation such as the following sirnP · orta 
sentences, which focus on some of the 11nP 
environments that need practice: 

There is a cat on the mat and a calze on the plate­ 
The ball is near the tall boy next to the wall. 

Figure 2. Tracing letters word Kneller, 1970). ' s, and sentences (adapted from Olshtain , Crumlish, Goel!, & 

These sentences contain words that . 
spelling correspondences d I exemplify sound- 

! 
m t~~ili . 

rave probably already b 1 , e same time, 

S h 
een earned b,, ti d 

uc sentences shoul I b 
1
e stu ents. c e accompanied b . 

to ensure that learners d Y pictures un erstand the • 
may not be able to . . meanmg. We wnte a whole story this way, but 

since our focus is first a d £ spelling correspond n . o~·emost on the sound- 
ences, it 1s an · 

toward more meanin f I important step 

tl 
g u personal, .· · 

1e discourse units th t d vr_1tmg. Eventually, . a stu ents wr t ·11 
mcorporate more m . gf t e w1 grow and eanm ul and. . 
The language knowled mterestmg texts. ge the students gain can be the 

II. Meaningful Copying Activities 
(Adapted from Olshtain ct ·1I ·10<)8 · ·' · · · ' ' PP· 76, 8:,, and 157) 

1. Read and decide. 

Dan wants to win . l .. . 1I· • I '1 tennis. He doesn't · •· . · I '1)· 1e ia_kes a lucky rinv with hi;n ·;-! f!H<1ct1ce a lot, but when he goes l) () 
you think? "' · et links 11. can help 11· • ·• ' · · 1111 "'111· What do ~ 

It can help Dan. 2. R I It can't help Dan 
eac about Lucky the R k S . . \Vl . . . . oc tar m Exercise 3 below. Th . lat is he wearing? en answer these questions. 

What is he doing? 

Figur:e}3~;:;~:~~:==-~=-:--~--------~(~co:n~ti:nu~e~d~) __ _,; 
z :1 . Meaningful . erach, 1998). copying activities (adapted from Olshtain ' Feuerstein, Schcolnik, & 
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4. 

He lives in------·· 
He doesn't live in ------- 

b. Use the above words to write the 
missing leucrs and then read 
the sentence. 

11 t h e s rn _ 

I I s f 

basis for developing more sophisticated and person­ 
ally relevant texts. 

At this early stage of writing, we need to 
give learners "plenty of opportunities for copying" 
(Byrne, 1988, p. 130), either in handwriting or in key­ 
boarding. Such copying activities can be made more 
challenging by asking students to create sentences 
for new contexts. One such activity is to provide 
a bank of sentences and pictures; students copy 
the proper sentence below the matching picture. 
Although copying may seem terribly mechanical, 
it allows students to practice words and sentences 
while gaining fluency in writing. 

' eather These sentences may help you. 
r. Write about todays w · • d · It's hot It's warm. 
.>. · It's clou y. · 1· It's very nice. , . dy It's rainy. 
It's cold. Its win · l 

d f 
Olshtain, Feuerstein, Schcolnik, & 

. . . (adapte rom . 3 M ·ngful copying act1v1t1es Figure . earn 
Zerach, 1998). (Continued) 

Practicing Sound-Spelling 
Correspondences 
1. The letter a in all and al 

a. Read the following words out loud. 
all also 
ball always 
call almost 
fall although 
wall 
tall 
hall 
small 

but the sound is different in the word­ 
shall 

2. Underline tile word your teacher says. 

a. tin b. tarn c. mit 
tine tame mite 
tan time mat 

d. bad e. hide f. can 
bade hid cane 
bid had cap 

Figure 4. Practicing sound-spelling correspondences (adapted from Olshtain, Feuerstein, 
Schcolnik, & Zerach, 1998). 

More advanced writing tasks 
More advanced writing activities that start shifting 
from a focus on the mechanics of writing to basic 
process-oriented tasks need to incorporate some 
language work at the morphological and discourse 
levels. The activities suggested for this part of the 
program focus on both accuracy and content, with 
a clear communicative goal At this stage we are till . ' 

concerned with the beginning level of ESL/ 
h L, yet the focus shifts toward communication. 
r~e types of writing tasks serve as the frame­ 
~I fo: _communicative writing activities: prac­ 

~n~ing tasks, emotive writing tasks, and 
~od-onented tasks. These activities can all be e o . 

ut 111 handwriting for traditional writing 
anges as w 11 . . . 
ork . e as usmg email messages, social 

post1ngs, or any other digital interaction. 

To develop and use these more demanding 
writing activities in the ESL/EFL classroom, we 
need to develop a detailed set of specifications 
that will enable both teachers and students to 
cope successfully with these tasks. Such a set of 
specifications should include: 

The task description: This description presents 
students with the goal of the task and its impor­ 
tance. Such a task description will initially be pro­ 
vided by the teacher, and eventually students will 
provide their own task and define it. 

The content description: This description presents 
students with possible content areas that are relevant 
to the task. Here again, the teacher will first sug­ 
gest these areas, but gradually students will become 
more involved via discussion and brainstorming in 
suggesting relevant content. 

The audience description: This description 
guides students in developing an understanding of 
the intended audience, its background, needs, and 
expectations. Gradually students will be guided to 
write authentic messages to friends and others. 

Format cues: These cues help students in plan­ 
ning the overall organizational structures of the 
written product. Even for short messages or emails, 
students should learn to plan the format to ensure 
effective communication. 

Linguistic cues: These cues help students make 
use of certain grammatical structures and vocabu­ 
lary choices that are appropriate for the intended 
message. 
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. . These cues help 
S elling and punctuation cues. . rules 
p h . - ttention on the spellmg 
students focus t en a 11 on the need to 
they have learned and eventu~ yd 11 check (to 

. . , r a compute11ze spe 
use a d1ct10na11 ~ f spelling). they also guide 
l ck the accu1acy o ' . · 
c 1e cceptable punctuauon and cap1- students to use a 
talization conventions. 

. al "tin tasks. These are writing ta~ks 
Pract1c wn g . _ and have a predict- 
that are procTet~r~~~e:1:~:r; particularly suitable 
able format. 11 . -·1 elling _. . ctivities that focus pnman yon sp . for wntmg a . . _. ty es writ- 

d l ology. Writmg lists ofvanous p ' 
an morp 1 . -·· ing labeling, writing short mes­ 
ing notes, categonz .' . . nd other tasks 

. writing simple mstructions, a 
sages, . l· f 1 in reinforcing classroom are particular y use u . 

work. of lists· things to do, There are many types ·. d 
. 1 ted things to share with others, ~n 

thmgs_comp e E, ch of these list types provides 
shoppmg lists. a . to combine some 
teachers with a~1 oppo_rtlun;ty ical rules and with 
elling rules with morp 10 og 

sp . f a meaningful message. 
l 1 gical creation o . b t 1e o . - f l for practicmg ver Things-to-do lists a1 e use u 11" 

f - d reinforcing various sound-spe mg 
base onus an When assigning an activity, the 
corr;sp_o~de~l~~dicate whether the list is person~l 
teac 1e1 s ou roi ect The content speo­ 
or intended for a group P ~ i • · . list of things 
fication will indicate whether tnis is a I iust a plan 
to do in preparation for some event or J . t for 

's daily routine. For example, a lis for someone · rprise 
Of Students who are preparing a su a group . . .. 

birthday party might look like this. 

. he re ular past tense formation 
need to r:view _t J is added) and its spelling 
of verbs (m which -e . f f l e before 

l ti e deletion o a ma 

~~~~:;s~esc~~;s ~:1 l~ve, liv~~~it2~!~~~t:~e0~0t:; 
last consonant m monos) same doubling rule 
eve (as in jJat., fwtted) and the 1 Babic verb 

l fi l CVC syllable of a po ysy 
when t 1e ma . rred· but not when a 
. stressed (as in occur, occu , l) d 1s · p openec · an onfinal syllable is stressed, as m o en, ,d . 
n t of with i when the base en s m 
the re~lacerrt~1 [) S~1ch an activity also enables stu­ 
Cy ( as 111 try, "" .l 11· g of irregular past tense 
d t practice t 1e spe 111 
ents o 1 a list of things completed 

formations For examp e, 1·k l . . . b. l d partv might look I e t 11s: for the surprise irt 1 ay ; 

Things ComjJleted 

l. Planned the games for the party 
2_ Wrote the invitations 
3_ Bought the presei:it 
4. Called Donna's Friends 
5. Tried to call Donna's mother 

Sho in lists provide us ,~iith a very go~d 
PP g . the.spellll1g of the plural ortunitv to practice . opp I d the use of quantifiers. ending of count nouns an . 

The sound-spelling correspondences here ~ons1st 
h _ 1 . forms of the plural inflec- of the MO ort ogr ap 11c . . . 

. . h ·t three IJhonetic vanants. non wit is 
which is pronounced [s] in nuts, grajJ~s, 

-s, • - ced [z] 1n and soft clrinhs and is pronoun , 
eggs, ajJjJles, and onions 

l. h is pronounced [;n] or [1z] in -es wrnc 
jJe;ches, oranges, and toothbrushes 

l . . task is notes 
Another type of practica wntmg - or 

' - 1 ft for another pe1 son 
and messages_ that a1 e e These allow . 11 h 1e text messages. are sent via ce ? OJ . d . le sentences with 
students to practice bnef an sm:p f 1 message. To 

t. 1 and a mean111g u 1 proper punctua ior . - . d persona' 
make the activities more 111te1 estmg an headings 
students can design their own messagele· 
and then fill them in. Here is an examp . 

Messages for My Little Sister 

l. Wash the dishes in the sink. 
2. Feed the dog. TV and 
3. Watch your favorite program on 

have a good time. ~ 
"sticky 110 

Such messages can also be done as 
on the computer. 

, I I 
I 

Things lo Do 
l. Buy a present for Donna _(Sharon). 
2. Call Donna's friends (Gail). 
3. Write invitations (Dan)· 

Today it is most likely that a list like th~s woul~ ~:- 
1 - members via ernai 

sent around to t 1\ g1~:~es These types of digital 
text messages on ce p -~ f classroom work so 
ctivities should become par o f . 

athat students feel that they are learning to unct101d1 
1 . · 1 relevant an successfully in the new anguage n 

familiar situations. . can easily 
Following a things-to-do hst, we . h . 

t the things-completed list, wh1c speo­ 
move on ° b ken care of­ 
fies which things have already. ~en ttla1e IJast t~ns~ 

f l for practicmg it is therefore use u . . d t ,ill 
f f el-bs As part of this act1V1ty, stu en s v, onus o v · 

Other types of practical wnt111g act1v1t1es 
might include the completion of forms on paper 
or on the computer and the preparation of invita­ 
tions, greetings, and thank you notes on paper or 
on the computer. All these activities, when car­ 
ried out in class, require the set of specifications_ 
already mentioned, with the appropriate focus on 
orthographic, mechanical, and linguistic accuracy. 

Emotive writing tasks. Emotive writing tasks are 
concerned with personal writing. Such personal 
writing primarily includes letters to friends and nar­ 
ratives describing personal experiences, messages 
on social networks, and personal journals and dia­ 
ries. v\Then teaching letter writing, teachers should 
emphasize format, punctuation, and spelling of 
appropriate phrases and expressions. When stu­ 
dents write about personal experiences-usually 
in a narrative format-they can review and practice 
the spelling of past tense forms. Entries in diaries 
and journals, both on paper and on the computer, 
can take the form of personal letters and serve as a 
review of letter writing in general. 

To serve the personal needs of the learners, 
emotive writing has to be quite fluent. To make 
these activities real and authentic, teachers should 
allow students to decide on their own written mes­ 
sages. How can they carry out such tasks in the early 
stages of acquiring English when their knowledge 
of the language is limited and their vocabulary 
does not include all the words they may want to 
use? It is important at this stage to guide students 
to use the language that they know. It is always 
amazing to realize that, even with limited knowl­ 
edge of a new language, learners can express most 
of their thoughts if they plan the message carefully. 
~ersonal letters and messages can be designed in 
simple language, reflecting the language that the 
tudents know. Teachers can provide sample pieces 
of writing and encourage students to design their 
own messages based on the models. Brainstorming 
ctivities preceding such writing activities can help 
evelop the task specifications that should guide 
students in their work. 

;al-oriented tasks. One of the most impor- 
functions of . . . cl , 1· . . . wnt111g 111 stu ents IVes 1s its 
in school M h . c1· ·c1 l 1 . · uc 111 1v1 ua earn111g goes on 
e students - . . . . are wnttng assignments summanes ers to . ' ' 
t questions, and essay-type passages. In 
cases th c1· ' e au 1ence for these writing tasks is 

the teacher, but gradually students must learn to 
write for an unknown reader who needs to receive 
the information being imparted exclusively via 
writing. This is true, of course, both in written mes­ 
sages or digital messages. In some schools, students 
can correspond with their teachers via email or 
social networks, and they can hand in homework 
assignments in a digital form. 

At the early stages of writing, the assignments 
and written tasks might be very short and simple . 
Answers might be single phrases or sentences, sum­ 
ma1ies (a listing of main ideas, and descriptions), or a 
sequence ofrelatecl sentences. All these writing activi­ 
ties should be given attention, both at the linguistic­ 
accuracy level and at the message-transmission level. 
Students should be guided to take responsibility for 
developing their writing abilities. Combining content 
and organization with accepted formal features of 
writing conventions will help students develop the 
writing skill needed in their future use of English. 
This is particularly true of school-oriented tasks. 

Dialogue journal writing at the early stages. 
Dialogue journals enable students and teachers to 
interact on a one-to-one basis at any level and in 
any learning context. They are, therefore, also very 
useful communicative tasks at the early stages of 
learning to write in a new language. The dialogue 
journal enables the beginner in English to gener­ 
ate some personal input and receive the teacher's 
direct feedback on it. 

According to Peyton and Reed (1990), both 
young children who are beginning writers in a sec­ 
ond language and nonliterate adults can start a dia­ 
logue journal as soon as they are comfortable writing 
in the classroom. The journal can start as an inter­ 
active picture book in which, first, the teacher and, 
later, the learners label the pictures and provide 
brief descriptions. Gradually the texts become more 
detailed as the communication process is enhanced. 

The dialogue journal, like any other writing 
activity, but even more so, can be clone via email or 
on social networks, expanding the communication 
between teachers and students and also among the 
students themselves. Students should be encour­ 
aged to use the second language as their special 
code for interacting with classmates. There can be 
a special discussion forum in which they interact 
with the teacher as well as with other students. 
The keyboard, rather than the pen or pencil, can 
become their most significant writing tool. 
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All learners in a classroom, school, or any 
other group can take part in a discussion forum. In 
this case, the writers will be addressing a wider and 
more varied audience. They can discuss a topic, 
share some ideas or experiences, and react to 
the writing of others. The messages on the forum 
should be read and judged for content rather than 
quality of writing (Lahav, 2005), and therefore 
more students may feel comfortable participating, 
even if their mastery of language is not perfect. 
Such a forum provides an authentic setting and an 

authentic purpose for writing. 

FUTURE TRENDS 

stage of learning English as an additional language 
must be emphasized; they help students establish 
a good basis in and useful mastery of the sound­ 
spelling correspondences that are crucial for reading 
in English. As I. S. P. Nation (2009) points out: "An 
essential part of the reading skill is the skill of being 
able to recognize written forms and to connect them 
with their spoken forms and their meaning" (p. 9). 

The focus on sound-spelling patterns also 
leads to improved pronunciation and, as such, 
plays a central role in students' acquiring listening 
and speaking skills. The importance of carefully 
planned interaction among these different sub­ 
skills in the initial stages of learning the language 
cannot be overemphasized. 

When teachers focus on writing, in particular, 
they should emphasize the importance of a care­ 
fully planned presentation, which combines the 
mechanics of writing with the composing process. 
Teachers might advise students to prepare a list of 
guiding questions that they should try to answer in 
their writing activity. Such questions raise the writ­ 
ers' awareness about the communicative perspec- 

tive of a written text. 
The early stages of an ESL/EFL course of study 

must provide learners with a good foundation for 
furthering their knowledge in all language areas and 
language skills beyond the beginners' course. The 
present chapter shows how important these early 
stages are. Yet another perspective of the beginning 
level, not discussed here, relates to the students' 
interests and motivation to learn. The use of the tar- 
get language and writing, in particular, should reflect 
the learners' real-world and real communicative 
needs. Since v:e live in an innovative, high-technology 
world, it is imwortant to take full advantage of what 
students need and want to do with their second or 
foreign language, right from the start. 

Taking into account the writing needs of learners 
in general, more emphasis will be placed on writ­ 
ten interaction via digital tools. Yet the ability to 
produce clear, well-understood messages is impor­ 
tant for all students. Students' experiences will 
expand to include more and more varied types of 
writing activities. The present chapter sets up the 
basic framework for beginning students who will 
eventually become proficient writers in English as 
an additional language. 

While the constantly changing environment 
will certainly affect the learning and teaching of lan­ 
guage in all areas of use, it will also affect research, 
providing new questions that need to be investi­ 
gated. The impact of technology on writing needs 
to be investigated further, with a clear focus on the 
acquisition of the L2 writing system in its various 
realizations. Such issues include how many repeti­ 
tions of computerized recognition activities should 
be included in a lesson, what mediation is needed 
for students to work on their own in early-learning 
writing activities supported by technology, and how 
certain writing activities affect reading fluency. 

SUMMARY 

CONCLUSION ► 
Teachers should be encouraged to use a variety of 
writing tasks at all learning levels and particularly at 
the beginning level. Writing, in addition to being a 
communicative skill of vital importance, is a skill that 
enables the learner to plan and rethink the commu­ 
nication process. It therefore provides the learner 
with the opportunity to focus on both linguistic accu­ 
racy and content organization. That the mechanics 
of writing are particularly important in the initial 
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► 

► 

By learning how to write letters and words in; 
the new language, students also become bette 

readers. · Englis 
The sound-spelling correspondences 111 . 
provide learners with the basis for readin 
writing, speaking, listening, and spelling, . an 
Even in the early stages of 1earn

1
n~ d 

language, once students have acquire . , 
mechanics of writing they should begin wfl 
for communication. 

► Early 't' d wn mg activities can take digital f . 
an can be used by students orms l in authentic 
exc unges with their peers. 

DISCUSSION QUESTIONS 
1. How would you pla tl f n 1e early writing sta dif 

erently for students wh fi ge I - 
Roman alphabet comp~;:d irst language uses a 
first language has . . to students whose . a wntmg system based 
meanmg? on 

2. Ho:" should we sequence the teachin . 
vanous sound-spellin . g of the 
most effective? Woul~ cor_respondences to be 
practice make a diff usmg a computer for 

. 1 ference? 
3. Give an example of how th 

b 
. . e teacher of eith 

egmnmg-level ESL o EFL I er . r students ca 
bine elements of the . n com- composmg pro • h 
elements of the h . cess wit mec amcs of writin 

4. How would you use Twitt g. 
l 

• er or any other ty · 
ca social networking syst h pi­ . t . . em to ave students 
m er act meaningfully at th . 1 err evel? 

SUGGESTED ACTMTIES 
1. !: ~~::t:~ ::;~ ;:s!earning a 1~ew language, 

and vocabulary item ~ gr~mmat1cal_ structures 
writing tasks for b ~- es1gn some interesting 

egmners such · 
wanted poster (i e ' as creating a · ., a poster of a c · · 1 
police are searching for) with . nmma the 
dents need to . questions that stu- 

answer using a p , 
tion or creating 1 erson s descrip- 
the des .· . a ost-pet poster, which requires 

cnpnon of an animal S 
of such activities d . uggest a variety 

2. Prepare a , an evaluate their usefulness 
difference g~:; or a shet of cards to practice th~ 

een t e vowels d · 
environments CVC d soun s m the 
sus hate k,;te) I an CVCe ( e.g., hat, kit ver­ 

' • • ncorporat be meaningful for . e as many words as will 
lation. y: the intended student popu­ 

ou may have t exemplify th' o use some words that 
is sounds 11' that are not k - pe mg correspondence 

will you preseyett hnown to your students. How 
b c n t e new •d e1ore you . wor s to your students 
Find pictu practtce the spelling patterns? 
si res that can be d mple descr· . use to produce 
activities that ip~;i°ns. Develop a number of 
to answer a se~f enab~e pairs or small groups 
!~e questions sho~~~s~1ons about ea_ch picture. 

n of what is . l ~ad to a co nose descrip- 
m t 1e picture. 
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ENDNOTES 
I The term allophonic contrasts with th a difference in sound that k e term phonemic: A phoneme is 

. • . c tna es a d1ffe . 
as initial /p/ in pull versus initial b . rence m meaning, such 
difference in sound that is t . II/ / 

111 
bull. An allophone is a 

and does not make a '1·rc yp1ca .Y environmentally conditioned 
. . . c 1 1e1 ence 111 inea . aspirated (breath-releasing) [th] . . nmg, such as the initial 

unreleased final [CJ ,· j .1 1 . 111 lzjJ versus the unaspirated 

I 
11 n, w rich ar b I , 

P ronerne /t/ in Englisl1 L ' ~ ot 1 allophones of the 
diff · anguages d ff - · I I ,erence in one langua . b I e, 111 t rat an allophonic 
a ti T . 'ge can e a pho . d' 2 I no rer. his can complicate th l . . . ne1111c ifference in 

n these formulas C t cl c . " e ea, nmg process. 

d 
s an s 101 consonant " V an e stands for silent e. Tl , stands for "vowel," 

3 is CVCe. rns, the formula for a word like take 

When consonants are voiced ti l . . , 1e voca cords a. 'b . 
ai e v01celess, the vocal cords cl 'I e VJ rating; when they 
touching the throat ai d . ·I o not move. This can be felt b' b ' 1 is pe1 ,aps most b . . ) 
etween a sust.:ined /z/ sound (which i o v'.ous with the difference 

4 /s/ sound (which is voiceless) All s v01ced) versus a sustained 
Sometimes y serves as a s1·xtl1 . I I vowels m English are voiced f ' vowe etter - 1 · . · . requent in CVC contexts (e , ,ep_ac111g z. This is not very 

5 111 CV or CCV position (e g .g., gy;"), but It does occur frequently 
English vowels are d' I I . .'' rny, sty, tiy). · 1P 1t 10ng1zed if ti . · ment during the production oft! 1e1e IS tongue and lip move- 

example, /ey/ as in bait /a / as i1e sound toward /y/ or /w/. For 
m shout are all diphthOI~gif 1' 

11 ~zte, low/ as in boat, or /aw/ as 
Vowels are simple or 11011decl vlowe s_ m North American English ]' ' ip1t1ong1 d ·r I • · tp 1nove1nent during vo,' I . d ~e ' I t iere IS no tongue o,· 

· l · ,e p10 uct10 · wo, cs bzt /bit/ bat /bzet/ . b n, as m the vowels in the ' , 01 ut /bAt/. 
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