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APPROACHES TO TEACHING A SECOND LANGUAGE WRITING

B cmammi penpezenmosano pizni nioxoou 00 HABYAHHS IHO3EMHOI NUCEMHOI Mou ma
NPOAHANiz08aHo MPYOHOWi Y HABUAHHI AKAOEMIYHO20 NUCLMA.

One of the often voiced complaints of university professors today is that teaching students
lack the necessary academic writing skills that are considered to be a prerequisite for higher
education. In case of a foreign language writing skills the situation is more complex, as some
students have neither acquired the necessary language nor the necessary academic writing skills.

This article presents different approaches to the teaching of second language writing and
deals with the topic of teaching content in academic writing.

The earliest works in the teaching of second language writing were based on the notion of
controlled or guided composition. Later teachers began to feel that controlled composition was
not enough. This led to teaching writing different types of texts such as descriptions, narratives,
definitions, exemplification, classification, comparison and contrast, cause and effect,
generalizations.

The process approach that followed was not appreciated by all the teachers saying that it
didn’t serve the needs of a particular writing task. The teachers questioned if the process
approach really prepared students for the demands of writing in particular settings. This led to
the necessity of differentiating between different genres of writing the students needed to
succeed in academic and professional settings.

The genre approach to teaching writing focuses on teaching particular genres the students
should observe. This might include a focus on language and discourse features of the text, as
well as the context in which the text is produced. One of the ways of summarizing a genre-based
approach is through Richards and Rodgers’ notions of ‘approach’, ‘design’ and ‘procedure’ [4,
p.21]. ‘Approach’ refers to the theory of language and language learning which underlines the
particular approach or methodology. ‘Design’ includes the objectives, organization and content,
kinds of teaching and learning activities, teacher and learner roles and the role of instructional
materials. ‘Procedure’ describes the actual classroom techniques and practices that might be
employed within the particular method or approach.

One of the most important pros for a genre-based approach is that language occurs in
particular cultural and social contexts and can be understood only in relation to these contexts.
So, speakers and writers use particular genres to fulfill certain social functions and to achieve
certain goals within particular social and cultural contexts. The aims and objectives of genre-
based approach are to enable learners to use genres which are important for them to be able to
participate in and have access to. A genre-based syllabus presupposes making up a list of genres
learners need to acquire, including relevant discourse and language level features and contextual
information in relation to them.

Taking together both genre and process approaches J. Flowerdew says that we cannot
predict the range of genres our students may need in time. The teachers need help learners see
how they can go about discovering what differs one genre from another one, how the same genre
may vary, as well as what the particular expectations of the writing they are engaged in might
actually be [1, p.305-316].

One more important step in teaching writing is what is called ‘critical perspective’ on
second language writing. A critical perspective on teaching writing explores such issues as
identity and how it is reflected in texts. This perspective, going far beyond description and
explanation of texts, aims at unpacking relationships and identities as a way of helping students
make choice in their writing that reflect who they are and what they want to be.

Very close to a critical perspective on teaching writing is the academic literacies perspective
on teaching writing. An academic literacies perspective sees learning to write as learning to acquire a
set of linguistic practices which are based on a number of discourses, identities and values [3, p. 157-
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172; 5, p. 5-22]. Here students learn to switch practices between one setting and another, learning to
understand why they are doing this and what each position implies.

As many teachers have observed there is no such thing as the one-size-fits-all academic
essay that can be written in all areas of study. The scholars recognize the difficulty our students
experience when teachers train them to act as researchers as a way of helping them write texts
that consider the institutional and audience expectations of their particular fields of study.
Students can be trained, they state, to unpack the knowledge and skills that are necessary for
membership of their particular academic community. Teachers should give them the skills to ask
questions of the text they are required to produce, of the context the text is located in, and the
people who will be reading (and evaluating) their texts. Students may then decide to produce a
text that fits in with these expectations, or they may write a text which challenges or indeed
resists what is expected of them.

Speaking about teaching content in academic writing teachers are supposed to prove that
there exists acceptable writing behavior in regard to academic content. For most teachers, the term
‘academic’ implies: 1) student writing in response to an academic assignment, or 2) professional
writing that trained ‘academics’ — teachers and researches — do. In the second sense ‘academic
writing” may be related to other kinds of writing that educated people do. But it is necessary to take
into account the distinctions, because the teacher who is supposed to prepare students for the kinds of
tasks they are likely to receive in other classes should distinguish between the characteristics of truly
academic writing and characteristics of writing for other purposes. Academic writing presupposes a
certain background reading, the student should be prepared to talk formally or off the cuff about the
subject of the writing. The writing is to show careful attention to the objects of the study and
reflective thought about them. Of course, standards for fellow professionals and for introductory
students differ greatly, but even a first-year student will be penalized for shallow reading and for lack
of careful thinking about the subject.

One more characteristic of academic writing is that senses and emotions must always be
subject to control by reason. Of course, much depends on what the student is writing about, but
the most common instruction by teachers in regard to the control by reason of emotion is to
avoid ‘impressionism’: merely expressing feelings or opinions.

Finally, an academic writer should always remember about the intelligent reader (or the
teacher who may take off ‘points’) who is looking for possible flaws in logic or interpretation,
for gaps in research, who may object or disagree.

In sum, academic writing should be argumentative.

While the three standards for academic writing might appear simple, they are hard to
teach and even to observe in any given piece of writing.

In the majority of circumstances in academic writing students are asked to present their ideas
in the form of an essay. From the outside, an essay appears to possess three distinct parts, namely a
beginning, middle, and an end, which we refer to in academic terms as the introduction, body, and
conclusion. Within the essay, each of these parts performs a specific function, which students need to
be made aware of if they are to conform to acceptable writing behavior. In addition to gaining a
working understanding of the outer shape of an essay, students also need to acquire an inherent
understanding of how the inner parts of an essay work. This means focusing learners’ attention on
the paragraph, which is considered to be the fundamental building block of the essay. The view, that
paragraph work is needed, is supported by Grabe and Kaplan: “The development of organized and
logical paragraphs cannot be assumed even for advanced writers ... since this aspect of writing is
often ignored or treated in a simple way at lower levels” [2, p.353]. It is therefore incumbent on
teachers that more time should be spent on paragraphing, with greater attention paid to the various
components of the paragraph, such as the topic sentence, supporting sentence, concluding sentence,
details, examples, and transition words.

The common problems, the students face, being taught academic writing, can be grouped
into four general areas: attitude, planning, writing, both at the paragraph and essay level, and
evaluating.
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The first problem that students have in the classroom, when it comes to academic writing,
is that they are often self-defeated, self-critical, and easily distracted. They bring to the
classroom an attitude that they cannot write well and that it is useless even to try. So, one of the
most important roles of the teacher is to work on improving student attitudes toward writing in
general, and their writing in particular.

Another problem that teachers regularly come across is an absence of planning; this
includes both preplanning (idea generating) and planning (selection and ordering of ideas).

The third problem is the actual writing. For most learners, this is the area requiring the
greatest amount of work, as in many cases, even if a student has some idea of what to write, he
often struggles to get his ideas across effectively. To help avoid this difficulty, students need to
learn to write with an awareness of audience.

The final problem that learners have difficulty with is self-evaluation. Here, students need
to understand how language works at both the paragraph level and essay level and to develop a
feeling for the language. They need to be provided with the necessary tools to be able to evaluate
the strengths and weaknesses of the text, especially their own.

One more systemic approach to help learners produce acceptable content in academic
writing that would be reasonable to advocate, is the use of colour-coding. It is based on ‘top-
down’ approach presented by R. White and D. McGovern [6, p.13]. A colour-code for academic
writing enables learners to clearly identify each part of the essay and paragraph and provides
them with an effective tool with which to analyse an academic text. The colour codes may vary,
but each structural part of the essay should be coloured differently, these are general
introduction, general conclusion, the statement, concluding sentence in concluding paragraph,
transition words, topic sentences, concluding sentences in body paragraphs, supporting sentences
in body paragraphs, details, examples, etc. Having used different books on teaching academic
writing, one can’t but mention that they lack a consistent visual approach.

The most appealing fact about the colour-coding system is that it generates clear results.
The students like the system, can understand it, can see the use in it. It allows us to more clearly
see the relationship between sentences, as colour-coding breaks up each homogeneous block of
symbols into manageable pieces of text.

So, colour-coding provides students with a tool to assess their own work. As a result, they
start planning more carefully, because they can see the plan in their essay; they start writing
more confidently, as they understand how the parts relate to each other better; they self-evaluate
more effectively, as they know what to look for; and, finally, their attitude to academic writing
improves significantly.
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B cmamve npedcmasnensvi pasnuunsvie no0xXoovl K 00yYeHUI0 NUCLMY HA UHOCMPAHHOM
A3bIKE U NPOAHANUUPOBAHBI MPYOHOCMU NPU 00YUEHUU aKA0eMUYECKOMY NUCLMY.
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The article presents different approaches to the teaching of second language writing and
deals with the difficulties of teaching content in academic writing.

YK 37.01:811 MoJioraii JI. A.

MEJATOI'TYHI YMOBH ®OPMYBAHHS MPO®ECIMHOI
CIHPSIMOBAHOCTI MAUBYTHBOTI'O IH)KEHEPA B ITPOIIECI BUBUEHHSI
IHO3EMHOI MOBH

V' cmammi pozensioaiomecs i ananizyiomecs gopmu i memoou  0coOucmicHo-
OPIEHMOBAHO20 ~ HABYAHHA, WO CHPUAIOMb  (DOPMYBAHHIO  NPOPECiliHOl  CHPAMOBAHOCH
CMYOeHmI8 IHIHCeHEePHUX CneyialbHOCmell.

ITocTtanoBka mpoOsaeMu. ['0JIOBHOIO METOI BMINOI 1HKEHEPHOI OCBITM B YKpaiHi €
CTBOPEHHSI YMOB JIJISl PO3BUTKY Ta caMmopeai3allii KO)KHOT 0COOMCTOCTI 3 HAaBUYKaMH JI0 TBOPUOT
TISTTBHOCTI Ta Oe31mepepBHOT OCBITH BIPOJOBXK YCHOTO JKUTTS. Y BIIMOBITHOCTI 3 MM BUHHUKAE
noTpeba y BHpIiNIeHH]I ipoOieMu — chopMyBaTH HEOOXiJHI YMOBH JUIS TOTO, MO0 MalOyTHIH
imkeHep OyB HOCIEM BHCOKHX IYXOBHHUX 3arajbHONIOJCHKHX IIHHOCTEH, B OCHOBI SIKUX €
MPIOPUTETHICTH TYMaHi3My, MOPAIBHOCTI, TOBHE PO3KPUTTS TBOPUYOTO MOTEHITIATy 0COOUCTOCTI,
peastizairist 3410HOCTEH 1 TATaHTIB.

[Ipodeciiina AiATBHICTD BKIOYAa€ AKTUBHUN OCOOMCTICHO-TIPOQECiiiHI PO3BHUTOK,
HEBIJI’EMHOIO CKJIAJIOBOIO SIKOTO € PO3BUTOK MPOQECciiHOT CIIPSIMOBAHOCTI OCOOUCTOCTI (paxiBIls.
Bucoxwuii piBerp npodeciifiHoi cripsiMoBaHOCTI 3a0e3meuye BiAMOBIAHICTH 10 BUMOT Mpodecii,
II0 B HAII Yac COILIAIbHO-€KOHOMIYHUX TIEPETBOPEHD IIBUIIKO 3MIHIOIOTHCS Ta YCKIIAIHIOIOTHCS.
Bunukae morpeba B ¢axiBIsX, IO BHPIBHAIOTHCS cHopMOBaHICTIO MpodecifHUX MPUHIIHIIIB,
MOTJISIIB, IEPEKOHAHb, IHTEPECiB, OaXKaHb Ta MOTHBIB JIISITHHOCTI.

[TocraBnene 3aBmaHHS BHMarae BiJ BHIOI IIKOJM OpraHi3amii MOIIYKY MeAaroridHuX
IUIAXIB MiABUIICHHA e(eKTUBHOCTI MpodeciifHOi CcnpsMOBaHOCTI OCOOHMCTOCTI CTY/ICHTIB,
BHU3HAYCHHS IUISAXIB HOT0 MOCTIHHOTO (hOpMYBaHHS MPOTATOM YChOTO Tiepioty HaB4aHHs B BH3.

Oco0nuBICTIO Cy4acHOi OCBITH € ii T'yMaHITapHO-OCOOMCTICHA CHpPSIMOBAHICTh, KOJH
BAXJIMBE MICIIE BIIBOJUTHCS PO3BUTKY Ta JyXOBHO-KYJIBTYPHOMY PO3BHUTKY OCOOHCTOCTI.
CyTT€eBOIO CKIIAJIOBOIO KYJIBTYPHOTO TPOIECY € OCBOEHHS I[IHHOCTEH CBITOBOI KYIBbTYPH, IO
BHUMarae BUBYCHHS IHO3€MHHMX MOB. 3MiHU y CTaBJICHHI 0 BUBUEHHS 1HO3€MHOI MOBH TIOB’sI3aHE
TaKOXK 3 TpolecamMu riodanizamii, IHTerpamiero YKpaiHM B €BPONEHCHKHI MPOCTIp,
MOBEPHEHHAM [0 TYMaHITapHUX LIHHOCTEH. Y TaKMX YMOBax 3HAHHSA IHO3EMHOI MOBH Ja€
MOJKJIMBICTh PO3LIMPEHHS MDKKYJIBTYPHHX KOMYHIKAIliii, a OTXe, 1 € HEe0OXiTHOI YMOBOIO
npoeciiHOro CTaHOBJICHHSA MailOyTHIX (haxiBIIiB.

OTxe, aKTyaJbHICTh JaHOT MPOOJIEMH TMOJIATaE€ Yy BHPIMICHHI CYHEpEeYHOCTI MDK
HeoOXiHicTIO (opMyBaHHS TPOQeECciiHOT CIPSIMOBAHOCTI MalOYyTHIX IH)KEHEpiB y mporeci
BHUBUYCHHS 1HO3EMHOI MOBU Ta HEIOCTATHIM JOCIIPKEHHSM BiIIOBITHUX YMOB Yy IMEAAroriuHii
Teopii Ta MPaKTHILL.

AHaJi3 ocTaHHix Aocaikenb i nmydJikaniii. [IpoGnemi BuxoBaHHS TpodecioHaliB y
nporieci HaBuaHHs 1HO3eMHOI MOBU npucBsiueHi podotu O.JL.bepnuuescbkoro, JI.K.I'elixman Ta
[.C.Kneiiman, O.LT'opOynenko, I'.O.Kuraitroponcekoi, H.B.IlyctaBamoBoi. Komo mnwurtanb,
MOpYIIeHEe 3a3HAYCHWMHU aBTOpaMH, JOCUTh IIUPOKe, MpoTe Tnpobiema (HopMyBaHHS
npodeciiiHOT CIPSIMOBAHOCTI MAaHOYTHROTO 1HXKEHEPA JIOCI 3aTUIIAE€THCS HEBUCBITICHOIO.

@opmy.aoBaHHs wijeil crarri. 3aBJaHHAM JaHOI CTATTi € BHU3HAYMTHU HEOOXiTHI
yMOBH, (GOpPMH 1 METOAM ayIUTOPHOI Ta CaMOCTIHHOT po60TH 3 1HO3eMHOi MOBH, SKi
3a0be3neuyioTh  (GopMyBaHHS — mpodeciiiHOi  CIpsIMOBAaHOCTI  CTYACHTIB  1H)KEHEPHUX
CHeLiaTbHOCTEH.

[Tpo6nemi mpodeciitHoi crIpsIMOBAHOCTI y MEAroriii Ta MCUX0JIOTi] MPUCBIYEHO YUMAIIO
nocmipkeHs  npoBimHux BueHuX: A.O.BepOumbkoro, H.B.Ky3eminoi, A.Il.CeiiTemena,
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