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ABSTRACT

This study arose fromthe problemperennially
encountered by those who tench and those who | earn English
at the N geria Certificate in Education (NCE) |evel.
Language materials are not witten specifically for the
NCE | evel and those being used are found to be inappropriate
in sone ways, either for the teacher's purpose or for use
by | earners.

In order to save the situation, therefore, it is
necessary to design |anguage materials that suit the
teacher's teaching purpose as well as cater for students'
| ear ni ng needs.

The present study is an attenpt to design such
materials. |t proposes three |evels at which NCE | anguage
materials nay be witten.

Level 1 material describes a specific aspect of the

| anguage largely in linguistic terns. It does not concern
itself with the question of who is |earning what in which
context. It is nore or less a reference grammar.

Level 2 material is a teaching grammar oriented
towards a specific level of learners for a specific
purpose and in a specific learning context. It is of

direct relevance to |anguage teachers at a level for

which it is appropriate.

Level 3 material is an abstraction fromLevel 2

material and it is designed as practice material for
st udent s.

The working of the proposed approach is illustrated
with English nodal auxil.ary verbs (nodels), which
represent an area, of msuse or underuse by the set of

| earners for which the materials are designed.

Xi



Level 2 naterials re-present carefully worked- out
information on students' perfornance analysis (as opposed
to error analysis) of the nodals, that is, data on |earners
use, msuse and |ack of use of the nodals. The naterials
were determned on the basis of a conbination of
approaches described in 4.3. The sanple material at Level 3,
however, is graded exercises intended as practice materia
(Chapter five). This chapter is based on a further selection
fromLevel 2 (Chapter four), of areas of difficulty in the
use of the nodals and in distinguishing between the various

nmeani ngs of the nodal auxiliaries.

Xl



CHAVIER_ONE
I, 7#:0DUCTION

4 of the Study

The existing NCI fnglish course suffers from a
leck of adequate materials (necessary for developing
e reouired skills of leermors,;. This study is based
on ny intuitive knowledge of the materials used for
traching English language in both the .dvapnceq Teachers'
solleges (ATCg) in Kano end Zaria,]

This experience has placed the researcher in a
si:.;ular position to gein first-hand knowledge of the
%1:lish syllabus to which a mcdest list of recommended

texts is attached.2

Most, if not all, of the texts so
recommended are inadecuate and inappropriate for use
at MCE colleges.

“nglish studies in the colleges covered by this
stvdyB is divided into three major components: English
I n;u ge, Literature in Fnglish, and Methodology of
tenching E,glish (including "eaching Practice)., A
fourth component is Ceneral English which is made
o.ligatory irrespective of subiects being studied
bec:zuse all classroom teachinz at the Junior Post-Primary
(J17) level is done in English. Effective use of
‘nglish for classroom communication is thus a
nirecondition for success at this level of teaching in

Ni eria, Language teaching and language learning is

taken care of by both the Languaze and General English

----- s R

e researcher taught Fnglish in ATC Kano from 1976-80,
and he is currently teaching !nglish at ATC Zsria.

see appendix I for the Grsmmar Syllabus of English,

‘"hese colleges (numbering 19) are collectively called
U colleges - either owned by or affiliated.




2
componentsf However, this study focuses on the language
connonent inly. It su;gests a set of guidelines to
follow and certain principles to adopt in preparing

istructional materials for the use of NCE learners,

2 l?'. .3:,'.:.['.6.!."..?.1‘. :‘.‘.RP.‘"P.“.P)."_..‘EO__.ME.1_'-.?3.".1_.5}}. _.]':).e.?_i_ﬁ!

Basically, what is suprgested is a design of
l:n-uege instructional materials =t three levels to
cater fer the needs of both the teacher and his students.

Material at Level 1 is expected to be a little
det .ched from specific educationel level and stage(s)

0 languege learning. At the same time it is closely
linlzed to a broad lanwsuage situation type, For example,
a4 second language (L2) situstion, foreign language (FL),
or a first language L1) situations (btut not specifically
for learners at NCZ)}. /s a reference material, it is
necessary for it to be so detached so that it can serve
its purpose - that of serving a wide spectrum of
situtions from primary to tertiary levels in second
lin uege situation.

‘e Level 2 material is to be used for classroom
teaching - to train NCE teacher trainees. The
interesting point here is the cluster of socinlinsuistic
=~ ( psychelinguistic factors influencing the content and
sovaroach of such materiels. Level 2 materials, therefore,
in pert prescnt pedagogic information derived from Level 1
reterials based on certain decisions, namely:

(a) what portion of Level 1 material dc¢ we abstract

for presentation; how, &and why is it to be



abstracted: and
h)  how what we finally abstract from Level 1 material
should be presented to learners.
s Level 2 material is directed at teachers who teach
s“nslish at WCE, to be used as a handbook for immediate
pedarogical needs, including classroom practice. A distinction
between Leﬁel 1 and Level 2 materials has been drawn by Allen

14960 when he says

"e.s practical model of _grammarLL which
t might underlie 2 variety of practical
teaching situstions-,

and one in whish a lim-uiwtic ure-cwsga;{éri is written for
p.rticular learners in a clearily defined wttuetinn,

Lhevel 3 materials contain eXercises for learners'
practice, and are derived from Level 2, In language course
books, it is ccmmon to find both Levels 1 and 3 materials
combined., This fact does not obliterate the distinction
between materials at the two levels. The drills, exercises,
and communication practice materials of Level 3 grammar are
gesiimed  To help students (individual learners} overcome
chelir language problem £nd acouire a reasonable control over
“he use of particular language skills,

A further distinction between Level 1 end Level 2
mrterials has to do with their content and methodology.

Level 1 material (that is, moterial at the reference leovel),

- [
. A A e A Akl ke —

1 " - |, . .

W ~drammar’ refers to pedagogic materials (hence 'pedagogic
Erammar') as opposed to gramwer tyoes such ns Treditions,
systemie, teanafornational-ltenerative Grammars, etc.

5 A}len, d.P. 0, Mimeographed Lecture Notes., Department of
Linguistics, Edinburgh University, 1969, Oucted by R.A.
Cnojuwa, Guidelines on Lancuage Materials Preparation
Tastitute of Educatioc=m, K., 1975, p.5U-

»
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linfts itself tg a specific aren of grammar which 1t sets
out to descripd, It is not onlived to explore padagogical
releticnshina'ﬁétween the specific avea of grammsr end sny
oler. Th15 ;§ unlike Level 2 woterial which }oéks for and
exaﬂines such #elationships in order to increale the
understanding if specific learmners over how the language
s?stem worffs, TFor this purpose, Level 2 materiel relle

o @ comBifletion of linguistic descriptions, sociolingnéstic
Imbuiticn and psychelopicel explanation relating te laﬁfuage
lecrnirg.

I content, structure endé approach, there.is a further
difference between Level 1 and Level 2 materials, Materpls
¢y Level 1 describe all relevant aspects of any aree of ghe
tar:et languaze (TL) it sets out to degeribe, Its position
is neutral to specific stzpes in the language learning -
wagpcess, Level 2 material accounis for s further selectiion
Iron Level 1 taking into consideration vital factors =
sucir a5 educational level, duretion of study, specifi¥
intividual (raised to group status) problems, purpose for
ialch the course is designed, and zbove all the actupl
time available, These variesbles are reflected in the style
oi dezcription and the type of complexity of the language
exercises of Level 2 material, In this sense, Level 2
meterial can be said to descrinhe three grammars &5 opposed
one srammar that is described by Level 1 material. These
gramuers are

&

(a) the interlanguage

¥ - Interlenguoye’ is the imperfect TL versien used by
learners. "



(W) the TL | |
(¢) the L2 or L1 .

Level 3 meteriols are those carefully werked out to meet
specific educational needs of learners. The material represents
any mismatch observed in the process of measuring learners!
competence and performance., It helps us to set our learning
ehjectives and enables the teacher to reach his set target.

It also helps sylleobus designers to reach a consensus on depth
of treatment and coverage for each area of language to be
specified in the syllabus. |

A three-level instructionzl material thus helps the

. learner:

(a) to see the differences aznd similsrities between his
MI or L1, his interlsznzusge and the TL ;

{b) +to recognice the neture and the extent ef the problem
facing him in his TL/FL lcarning, and, in recognising
these,

(e) develop an effective TL learning'strategy.

The Problem and Background to the Study
This study is a respounse to az growing dissstisfaction
with the NCE English language programme.7
The objectives which the language component is set to
achieve appear to be unattainable any longer. This view
has becn expressed by graduntes (beneficiaries) of ﬁho NCE

preogramme. Other pcople invelved in the programme, especially

the academic staff, share the same view. These NCE lecturers

/ It has been stated elsewhere (1.71) that reference to NCE
English is to the programme as mounted largely in ATC Keno
and ATC Zaria which are teaching units of Ahmadu Bello
University, Zariao., Sece also footnote 3 of thls chapter.
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have openly expiwessed dissatisfaction with the students' very
low knowledge of, and consequently low performance in, the
English language. Of concern then islthe genuine worry by
NCE teachers thot their classroom approaches do not seem to

- be approprietely directed to solve the problem of falling

. 8tanderds, Regarding the c¢oncern to improve the students!
mastery of English, they admit the uncertainty with regard

to what they should teach, for what purpcese, and how it should
be donc. |

” The students interviewed scem convinced that the NCE
mnglish langusge doces not give them adequate foundatien
needed to cope with the communicative demands of’their NCx
ccurse and of langusge teaching for whichfthey are being
trained. However, Jjudged Ry the results of o pilot trial

of the sample materials at Level 3, one can safely conclude
that the study 1s pedogogically rewarding to a materials!

PSRN
A ]

designer.
Principals of post-primary institutions, secendary
schools specifically, who are the mojor recipients of the
NCE products, some of whom had assisted in absorbing the
students fer teaching practice (TP) during the course of
their tragning, have also expressed dismay over the NCE
students'! inobility to teach English effectively through
the medium of Buglish in the JPP classes for which the NCE
students are being troined. Reports from such principals
and also lecturers who supcrvise students' teaching pracitice
{some of who are specinlists in ESL toaching) reveal the
prevelence of misuse of English by the NCE student teachers
and the resulting inability of these students to cerrect

pupils' errors in both written ond oral English.



-
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These various interest groups have tried to

Jddentify the causes of the probilem consistently with .

-

their-respective vicws. On their part, the students

e

have identified poor tenching ond lask of materials

pary

as the major cause. English lecturers blame the — = _

wegi‘or“fallingwggqndards and perhaps lack of

result-oriented cffective teaching .on_such political

T e
L ———— ——— T

decisions as the imposition of non-suitable
candidotes 8 admitted to read the NCE English course,
poor planning, a lack of useful guide for 1octuré;;““mm'
on whot details to tcach, what approaches to use,
and what models and methods to adopt in certain
specific areas of knglish launguage teaching.

One common problem area identified by both
students and teachers which is partly responsible for
the poor performaznce is the non-availebility of
adequate instructional materials. This is the basic

problem that the 3«level instructional materials

preparation approaoch is aimed at minimising.

Sources of Data

Inadequacy of NCI &nglish Instructional Materials

Informetion which has confirmed the assumption
that the basic problem of NCE English relates to
inadeguate teaching meterial was revealed by two

separate surveys in 1980 and 1981. After Omojuwa's

' S e

b, Aattrir

8_The admission policy permits weak students into the

NCE major Inglish course, This relates to the quota
system of admission for cthnic balancing, It is a
non-linguistic factor which requires consideration in
a specific learning situetion,
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(1975), these surveys represent sompled reactions to
the NCE English progsramme,

The survey populction included doth the second
ond third year students in ATC Kono (1980) and o
group of second yerr students of A.T.C. Zoria, Other
people interviewcd included lecturers who taught
Znglish in both collir.s, NCE teachers (i.c. those
with NCE qualificotions, who ot the time of the
surveys were rending B,..d. (Longuage Arts) ot Ahmadu
Be¢llo University, Zoria, principals of cooperating
schools for teachinyg practice in Benuc, Congola,
Koduna, Koano and Plrteau Stotes.

The results of the surveys form the core of the
discussion is 1.3 cbove, Tho conclusions resched
were drawn from direct rosponses to interviews of
both NCE studunts ne lecturers, principals!
confidentiol reports on student tecachers, and
supervisors' comments on the teaching practice
assessment forms for the two year perioed covered by

the survey.

Deta for the analysis of the meaning and use of the

English Modals

The data used for the determinztion of
appropriate moterizls for Level 2 werce sampled
examination scripts in longuage of two sets of NCE
finzl year students in ATCs Kano and Zaria. Four
hundred scripts werce exsomined.

As follow-up cxercises, somples of essays
written in classroom situotion were used to

supplement the exominction snswer scripts. Topics.

-t
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of thé essays were sclectively chosen in order to
elieit or induce students' usc of the modals such
that the use of the avoidancé straotegy is minimised,
£ full description of the procedure used including

the results can be found in 4.5.
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2.1. REVIEW OF LITERATURE
The litersture revicew relates to the proposed
3-1lcvel approach. The review is particulorly
concerned with:
(a) English Lanzuage Tesochine (SLT) ot the
post-secondeory lcvel in Nigeria,
(b) The NCE English Programme,
(¢) Teaching Materinls/Pedarogic grommars,
(d) Language Errors snd their uses in longunse
teaching,
(e) The modals and the levels at which they hove

been describod.

2.2. ELT at the post-secondary level in Nigerin

A growing disillusionment omong longuape teachers

as regards ELT at post-sccondary level in Nirferiz has

*e

been voriously expressed, Akau (1977: L9) says:

] It is a feelin; of foilure and

‘ despondence; there is no hepe that

3 the siturtion is going to improve;

{ 80 they believe, This is poartly

becausce even thoush so much time

amd energy is invested in the

teaching and leorming of English,

very little is renlised os

) reflected by the perfcrmance of
students.

In a similor tone, Omoniwa (1982: 10) after
reviewing earlier studies on the teaching of writing
skill (Walsh 1969; Oluikpe, 1979 and Omojmws, 1979)

at tertiary level concludes:



11

"Tn spite cof the importmmee of writing, its
. present state gt the tertiary cducotional
level is for from desirable",

In his investigétion into the problems of NCE reading
comprehension, Aliyu (1977) hns traced one of the major
problems of ELT to inodequate textbooks thet were being used
@pf/reading Instruction. He snys

"The traditicnol textbook on reading
comprehension provides o collection of
passages followed by questions to be
answered by students, These are usunlly
few or no guidelines on how the toxts
are to be used. Often the teachers have
fixed onswers thot they expect from the
students,

He says further:

The problems surrounding the teaching of
reading comprehension have been increased
by the inability of teachers and
researchers to pinpoint the foectors
reapensible for good understoanding amongst
learners.’

Perhaps, in trying to pinpoint one of the factors, therefore,

Odumuh (1982) opinecs:

",.. there is nced for old apprcaches to
glve way to mocern {and by implication)
more effective ones, 1In no other aren 1is
this senrch wore evident than in language
learning and teoching"?

T rliyu, J.8. "Sugiestions for a General Bnglish Syllabus

for the ATC with Specinl Reference to Reading Comprehension
M.Ed. Dissértotion, Foculty of Bducstion, university of
Manchester, 1977, p.101.
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He identifies further, whot seems o flaw in the srea
of English langucoge teaching at the NCE level as
revenled by the syllcbus in #nglish - whot he refers

tc as Ytwo scricus oversizhts". The first is the

lack cof attention bein: “"prid to the influence of
the Nirferisn envirmment - sceio—culturnl milieu
~ on Enrlish uscze¥, ond second, thot "communicative
competence or opproprirteness is neilected in the

spcken compenent". He then declores (op cit, p.B):

"Our lanpucge pedofogy needs to go
beycnd the horizons of grommoticnl
analysis of isolrted sentences to

the relationship between form and
content, emphesisingz, for exampie,
whot 1t meons to know o sancusge

well enourh to be 2ble tc use it
oppropriastely in reel liize situsticns®

This concept of “approprinteness" appesrs tc heve
been partly explered ond cuggertiens offered by Omojuwe
(1975) in which his ;uidelines ond principles of
mrterials preperotion for lanfucse teaching ot three
levels is indicotive «f - modern opprcnach to lonruaze
teoching,

In »~ si2dlzr t-shi n, the present study has
attempted to cater for the different instructionanl
materiosl needs ,r C?urae'wrltnrs, lonpu2ie tenchers ond
lontusse learners in the cre~ of the graommor sub-ccmponent
of Zn;lish lonuzze teoechin~ -t the NCE level., While

Omojuwa (1975; successfully illustrated the working of

§rbdumuh, A.E., "Scciclinjruistic aspects of English

Language Teochin: ~t Tertiory Level in Nigeria: A
Ngglected Situ~tion., NCi' English Codference, Yolan,
1982, p.3. :
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the 3-level approach with "comparztive comstructions in
EZnglish", the present study uses the modal verbs of
English to 1llustrate the apprcach to materials

designing.

The NCE English Progranme

The languape sub=component of the NCE English

propgramme is studied under the following six heoadings

{n) Phonolog

{(b) Reading

(¢c) Grammatical structures

{(d) Writing

(e) Lexis, and

(£} The use of fZnrlish (register)B

Studies enrlicr conducted on NCE English lanruzge

programme largely fosysed on the sreas of reading and
writing (sce Aliyu, 19773 Zkere, 1977; Omojuwa, 1979
Omoniwa, 1882). Other studies relate to syllabus
review and issues and factors that nffect students
performonce in this area of tertiary level education
(Amafah, 1982a, 1982b; Agukwe, 1982). While these
studies had coch contributed positively to NCE language
teaching/learning, the present suthor is worried nbout
researchers' neclcecet of the teaching of the other
areas (see 'a'='f! above), Of particular interest is
the apparent non-ovailability of 'suiteble' texts for
the teaching of these areas, especially grammaticel.

structures.

E See appendix 7.1 fer the syllabus on NCE English
lonuase .,
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In on investi.«tiom intc the coperation of the NCE
Enslish programme, tkere (1977: 13) acknowledged the ncglect

of the teaching of gsraumpticnl structures by saying it is

"... perhaps the most 2ifficult aspect of
language tc teach®

even though he clearly stoted thot its aim is to make stulents
becone femiliar with the patterns ¢f Enpglish sentences, so0 as
to 2id correctness both in specking and writing.

In attempting to find an answer t¢c the question "What
textbeoks and materisls?? for teaching grammatical structures,

Akau (1977: 66) cut of disillusicnment soys

"I find this » particularly difficult gquestion
to answer, onil it is the cne questicn which
ne one has found »n sclution to since I come
inte the L.T.C. It is nct ~nly that we have
not been a2ble to find suitaoble textbocks for
our students but we hove alsc found it
difficult t¢ recommend bocks that will provide
the much ncedel fuidence that we teachers
require,”

The problem he cloinms

"eee is nct that there are not bcoks in the
market, but thot there are ncne that
specifically suit our purpcse (NCE)"

This situatiocn has not rodically chanred.

Omcjuwa (1981) scems tc have an answer to this prublem
of lack of suitcble materinls., First, he hos surrmested that
an alternstive approcch to language douta selecticn in the

teaching of pgrammoticnl structures at the NCE level could be
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hased cn the langusge teachers!

intuition/knowledge of learners!
language needs®.

This appreoach he claims is "cconomical and effective
but "remuires wide experience and teachers' intimate
knowledre of their students ond of the cheracteristics
of the local/repgicnal varieties and usages'. Judging
from the gqualities amd expeoriences of the NCE English
lecturers involved in this study, such a deep Knowledge
end wide experience 1s difficult to achieve, because
"intimate" knowledge ie a result of prolonged interaction,
such knowledge would be a gredusl process, Thus the -
element of time becoumes crucial 1f such an approach isl
to succeed,

Because «f the constreint imposed by time, Omnjuwa
surests thaot o "ripgorous selection™ be made from the
total area of grammar. In working out such materials,
selection should be viewed ot two levels; nemely:
PExtensive Level®" at which sclection invelves a number
cf aress of grammar to be toucht (e.q. the tenses,
agreement, comparison, determiners, the moedals). The
second level -~ '"Intensive level! invelves selecticns
within esch aren of grammer' os for exsmple, which
mcdals de we select for teaching.

This approach has heen found very useful in this
study of preparaticn of instructional materials for

use in the teaching of modals ot the NCE level,
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Yeachinm Moterisls ond Pedeoqsopdc Grommors

The fact that after »sbout tweo decades of the
establishment of the NC¥, there ere no published
texts on English, specificnlly desipmned for the NCE
programme, which could sulde a young and inexperienced
lecturer, and students 4o net help the NCE BEnglish
situetion. Akau (1977: 96) hal scricusly made the
peint of high shortage of suiteble texts and lecturers'
difficulty <f even recompencing texts they might
consider useful to lescrners., - .

Instructional materinls cdirected at NCE learners
are not aveilcble, This 1is uﬁlike e primary ond
poest-primary levels of cducotion fgfzgich published
materials specificolly written as teachers' hendbooks
and learners! practiéo exercises are easily avoilable,
Apparently, the neplect of NCE English may be explained
by the foct thot it appesrs tedicus for course writers
and commercially unattractive fcr publishers tc be
encourased te engage in materials prrduction to meet
the diverse needs of the different group of loarners
2t the same level of ¢ducstion. This peint has been

reaffirmed by Omojuwe (1975) who has asserted

.- & special course cammcet successfully
capture the recl neels of a group of
Llearners wmiless these needs hove
previcusly been identified, and the
netions to be expressed, the linpuistice
forms, snd the situctions in which they
ocour are specified in one way or
another in the syllabus on which the
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jnstructional materiocl or course is to be
based.

One cther reascn for the lack af NCL materials may be due tc
the fact thot genorsl education for which general courses
are reguired appears to phose out at the post-pripary level,
Materials prodaced for g post—secondary learning Siteallem
soems to be specialised in 2 scnse, in thet each varies
slichtly to mecet the occupstional needs of each group of
learners, hence English for Acsdemic Purpuses (EAP), English
for Occupationsl Purposes (£0F), Nurses English, in fact,
English for Speciol Purvoses (ESP). In spite of this, none
of such materials has been cdesigned specificslly for NCE.
wach course syllabus of the NCE English is supported by

2 modest (cften antique) list of prescribed texts and
reference materials., Mest of the prescribed texts for students'
lay emphnsis on mechonical c¢rills and exercises (see appendix

fer the list of texts). Zllen (1974) is a good example.
It wes first published in 1947 based on traditional frammar
which was 2 popular school noted fer teaching grammar on the
basis of nctional definition, This is in opposition to modern
appronches which emphasise description of language per se.
Even though Allen's text is aimed at a foreizn audience, 2 lot
cf the exercises have becen selected on the basis of suthor's
knowled e of the English culture, For instance, in writing
the following items on "ccuntables and uncountables% for

an "intermediate" audience

Let's get — strawberries for — tea

I wont — tin of = peaches, == sugar, and
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— prunl 2f — r2s Herry jﬁm,5

he hos wade use —f very mony unfomilisr terms fer a sNizerian
audicnce (NCs).

Forrest (1968) int.n’z” -s am~terisl for revisicn of
Ln:lish "towsrls the cn’ 'L svc ndary course” prevides for
avchonicnl exercises ~n? it docs not relote properly te the
HCL syll~bus specificoti ns. U roby (1958), Jupp & Milne
(1968), ~nd Forr=st (1962,, have podo.e~ierl informatirm -t
the be. innin  of ench exc.eise t2 “uile both the toacher ond the
leerner. But selectivn f woterirls in these texts relote moinly
t: cur level 3. The exercises rre mechanicsl lansus e cxercises

vhich

“represents 2 rift from function-l,
comsmunicotive, cveryl~y usc of the cdota from
which such exercis. is ~bstroctel+6

The pecint is that m st <f the recemmended texts ns
specificd in the syllsbus for the use f NCE students ~re
ecturlly directed at lowver lovels of educsticn. It appeers,
howecver, thot there is - “nern~lly =ccepted cloim (Odumuh &
Olowodun (1983) that wen lish Jon-ur.e Jevelcpmont resches o
fix:zti m peoint at the secndrsry schicl level. Beywnd this

peint, it is thou.tht thot lecrnesrs c~uld locok after their own

7

&, 1lish., Perhaps this ¢ ntention mey be aldvenced 2s ancther

reoscn why published moteri-ls f.r NCi students 2re nct svzil-ble.

S S R A a6 6w BV A 8 a -
~1len, ¥.S. Livin &n Jish sgructure. Lengmen, Fifth SJiticn,
1 9,7,4- ? ?’p . 6"7 .
‘ Omc-ju'."la I} R - -“a - b 'j.’ Cit El :‘.‘ - 2 2‘-:: -
Oiumuh, 4.2, & I.S, Ol wlun ~Yertinry versus University
<n lish: 4 Pilot Stuly «f lin~lish Loniuz ie Usaze ¢f
under - raduates snd Stu cenis of Tertiory Level gducatiin in
MNi ¢riat, Li4N Cenference Popoer, Benin, 1983.
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It is a fact that.there is 2 students' growing inab P e
. hbuseEAETish- fer-af oot tye ommirittaton Tt e tert iy T
level education. Because of this, ilnstgtutions at this levéi:+“Mﬂu"&*
including universities have mounted remedial English courses
as solution for improvement of low performance of studemts. To ...
succeed, there is need to discontimie the use of texts timt are
currently in use iIn most of our institutions including NCE
colleges. Then alterdotive instructional materials should be
sought as su‘stiﬁute for effective language teaching.
In view of the growing number of tertiary institutions
- —thet—teach remedial Fnglish, for example, Use of English
(University of Ife), communicative skills (Bayero University
Kano), General English (Institute of Education, Ahmadu Bello
University, Zaria), Remedial English (SBS, ABU, Zaria), and in
view of the fact that alternstive materials should We sought
to replace the inadequate texts currently in use, there is
need for course writers to direct their attention to production
Iof matérials for teaching English at the tertiary level.
Mocdy (1972), Banjo and Unoh (1976), Parry (1979) snd
a few others, particularly materisls produced hy depariments of
English in some universities in Nigeria are positive attempts
to make relevant instructional materials‘available for tertiary
level education (including NCE). These, however, are not
appropriate materials for the major English Language/Grammar
syllaﬁus for the simple reason that they do not cater for
specific learmners' needs, represented ky materials at Level 2
_dn this study.

But faced, now, witli umsztistsctory (published) materials-
appropristely designed for specific learming situations and

L
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requirements as recommended nwove, the NCE language
teachers should not be left to themselves without help.
It is quite possible to work out 2 set of guidelines and
principles which the languase teacher can apply (with
modificeotions) to suilt his own teaching situation, This
present study has attempced to do this, especialiy at
Level 2 in which interlevel material is pedagopgic,
mediating between Levels 1 ond 3 materiels. What then

is pedagcgic material?

2.4.1. Pedagozic Material (Grammar)

The term pedagogic grammer (PG) has been used in
various senses by linguists. Abbot (1981) refers to
"pedagopic English" as lanpgunge, the medium of which a
second language learner is going to have his education.
In sclecting this sort of longuage for presentation to

the EFL learner, he admits that

"... there is every reason why a lot

cf his English lesscns should be

spent studying texts illustrating uses
of lenguage thet he is likely to
encounter - and indeed may already be
encountering daily"b

T - A major constraint of the use of pedaogogic grommer in
this sense is the emphosis on the studying of "texts".

Beginners or near-beginners, especially those with

little or no knowledge of the English orthography

B-Abbot, G. "Approaches to English teaching" in The

Teachi of English as on International Longuage: A
grac§%cal ggﬂe E%gﬁ?!-rymPeter Wingard (eds.)
9_ it H pl' .
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are n-t provided for by this use of texts. /Abbot

clcims,

,,. it would be counter-productive to
berin Wy using 'texts', in the usuol
sense of thot werd®,9

T> Candlin (1973: 57):

"a pedancrical grommar lies between P

statements about communicative A —
competence (incluling linguistic

competencce in the narrow sense) 7

and specific practical moterials~

themselves Jependent og locﬁl’

learning cenditions®.’ P

-
A

e

This implicitly recornises ﬂﬂbEH_bruad levels of lanpuage
material or ~rammar inc%géing a ‘pedagogical grazmmer',
Arranged in the follqwi%g order a pedagogical srommar
medistes wetween tbéycther two:

(a) statemegtﬁfnbcut language competence (lincuistic

and gommunicative)

(b) a_pégagogic crammor

(e) 5Becific praocticol moterinls
To sum up, Candlin's PG underlies specific practical
materiols to the exclusicen of statements-:about loannuage
competence,

Candlin's -contempornry, Noelitt (1972) uses PG in

the same sense when he says "a PG is not a pedagogical

- S e A A RIS el 8 A S k. v — W W Bl

7 Aphot, G., op cit.” 1901, 4p.38.
% Candlin, C.N. "The
Corder -md
R.A. Op cit., 1
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text = I is rethey the bosls -rm which 2 text is COnStrUCtad .
He adds, The underlying PGlfor a specific language course
¢an only be retrieved by sonalysing the total presentation,
formal Stataments,_examp;es, ex¢rcises, etcj1

In their confribution to the literetwre of PG, Allen
(1971) with Van Buren (1973, 1;7&) use PG as an umbrella
term for a variety of pedagogical materials that the
teacher uses in his class. Allen, however, also sees a
PG cqually as statements about lanpuage competence,

In his own orgument, Jervis (1971) sces the need for
an interlevel PG to act as a bridge wetween statements apout
lanpuage competence ond specific practical materials. I%
effect, he zppears to be saying that a PG should concern
1tself with three levels that roughly correspond to levels
(a), (@), and (c) above,

Cgrder (1974: 168) hos two explanations about PG. He
says thot a PG con be

(a) Ma ccllection of stotements about the target
languape expressed in o wook or on the tape ..." cr

&

(w) "a way of thinking ahout.or 'representing' those

.

categories and relations of the target longuage
Erommar ...

He explains further what he meons »y,saying

"In other words, o padagogicai grommar

is characterised by its gpprooch to

the facts not the selection of the facts
i .

k! - ~

Nomlit, J.3. #"Pedagogicel Grammsr: Towards a Theory
of Foreign Language Materials Preparation”™ in IRAL X,
1k, 1972. Quoted by Omojuwa 1975, p.35).
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1t preposes toe terch, and this approach may

e manifest in sny number cf teaching

procedures c¢cnly one of which is a collection

of descriptive statements about the lanpunge,.

A set of exercises or texts, or = set of

reading moterials is as much @ menifestation : ’
of a pedagogic grammor as the more

conventional !'grammar rook' for the use of

the leerncri',12

A sumﬁafy of these current schorlnstic contribution of
what "pedagogic grammar' is cr the varicus seuses in which it
has ieen used, shows three distinctive levels which
corresponds to Candlin'g levels (a), (W), (c) akove, with
level (b) as least clarified. :

It is not safe at this stage to say that it is SR
feasible to write 2 pedagegic grnmmmr at three levels without
finding solutions to certain questions. Any cloim to
fensibility of » 3=level PG approach should depend on
satisfactory answers to such questions, For example, what
differences are there In one level that differentintes it
from any other level? Will the differences be that of
content, approach, goal, functions, users, and so ¢n? Can we
pessibly formolize these differences ond is it pedagogicelly
desirable?

It is not ensy to find solutions to the questions; not
ceven much could be ot from the scurces of literature cf PG
discussed above. In a warning ogeinst differences of

approach, Corder (1973) says

12 Corder, S. Pit and Roulet "Pedagogical Grommars or the

Pedagogy of Grammor?" in Corder & Reulet (eds) AIMAV,
19

.
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e - Lo BEERs K that the caphosis in the stuady of
pedngoric rrommar should shift from a
dlscussion of the most opproprinte forms;
pedagcoicrl descriptive statements should
toke to the processes or procedures whereby
the facts cf a lansucze can be made
aveilable tc the learncr,t

These processes o~ procedures, that iz, tenching snd lesrning

gctivities in the classrcom according to Corder, involve

"Four fairly well-dcefined elements in
th2 grammatical compeonent cf teaching
materiocls: dota ond examples; : ' -
descriptions and explsnationsg
inductiom exercises; and :
hypothesis~testing exercises"1i

The ccre of Corder's orpument is thet, irrespective of the
level, the processes by which lohguage activities are
reveacled Wy a PG should we the same. To support this

contention, Corder soys

We cannot alwoys distinguish between
those pedagegical grammsrs which are
Intended for teachers of the mother
tongue from those meont for foreign
language teachers, ond, in extreme
coscs, from thuse suitable for the
advanced foreisn learner of the
languagel

Corder, in effect has a major contribution to the issue,
and sy extension to knaowledge,

B ! If it becomes necessary, ns it is in this study, tc
write pedagogical materionls on the same area of language to

13 Corder S. Pit & Roulet (197L), op cit., p.168.

L Corder, S. Pit Introducing Applied Linguistics. Penguin,
1973, PP-336-337,

Corder, S. Pit, op cith, 1973, p.328.

!
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(a) different zroups, with

(L) different prcblems, ond

(¢) different cbjectives,
in what respects would such moterials be differentiaoted? Would
whatever distinctions mode we of amy pederogicel volue? Could
we formolize the chrracteristics of each type of PG such that
the result could be turned to rocd account by all those
concerned with tenching ond lecrning?

Jne mejor gonl of this study is to find answers tc these
searching questicns, The first plausible remark tc meke here
or at this pcint is thot pedogegicel materinls are likely to
vary with content ond procedure depending on whom they are
meont for ond for what purposes. The differences we find in
them are olsc likely to be of high pedapogicrsl value as they
will indicate what volunble instructicnal strategies or
directicns we should adopt., It should be possible to write
pedagogic moterials cn the some area of language at three
levels distinguished by users ~nd functions, both of which
factors will dictate the centent and procedure cf the materiols
ot each level.

The English modals have been chosen becouse the various
linzuistic descriptions of this aorea con be easily adopted
for pedagcogical purpcses. In adapting these descripticns,
this study has tzken intc consideration the unique problem
that Nigerion stulents, albeit ESL learmers face in their
uses cf the mcdals. The moin confusion arises from
distinguishing between semontic considerntions of some modals,
and functicns attached to such modals., For instonce, learners

normally assume thot the primory meaning ond functicn of WILL
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SHALL 1is to mork tinse relotions, whereas this is nct the case
(see 2.6 belc2 for o revdew of 1it cn modals).

It is noteworthy thot, perhops, whotever festures may
have ‘eeneéonsidered from the descripticns as u:
unsuits#le for use in this course is not surnestive of
_dnoppropriasteness of the rodel, Neither i1s it an 2ttempt to

think of such mntericzl ns o lopse for pedagogical regsagns,

-— =
e

S ——

Such omissicns merely illustrate the need and justificaticn
for modifyirp, re-interpreting ond supplementing linguistic
thecries os appropriote, fcr use in varying pedagcgical needs.

This view is similorly expressed by Green (1979) when he stotes

,.. it is the teacher's responsibility to
ensure thet the leormer is skilled in the
effective nnd efficient use of CERTAIN
LEARNING RESOURCES"16

This point is mcre succintly put by Widdowscn (1978) who says

In desiming a lanmuage course, we select
from a desceription cf the lanfuape in
guestion (os represented in prommers and
dictionaries) those structures and words
which we suppose will be of moest use tc
the learmer for the purpcses of which is
he is learnin~ the longunpge. That is te
say, wa select items of the highest
pctentiom value: those which eon be
reaolised to perform the kinds of acts cf
cocmmunication which the learner will
have to deal with M7

—

" )

E Green, J.D, "LSRW Plus: Develcping Leerning Attitudes,
Hebits, and Skills" in ELT. Vcl., xxxiii, no 3, April 1979,

17 Widdowscn, H.G. Tezcching Lon uspe as Communication. London:
O.UOP- M 19?8’ PP.T?—13-
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This stuly hns sttoempted to mnke such selecticons -of
items ¢f the hirhest potentinsl volue in the
presentaotion ¢f the modols tc the lenrmers nt
Levels 2 and 3.

It is common knocwloed ze thnt a textboeck hardly
ever attempts 2 detoiled "nd whally satisfactory
flescripticn ond explonation of ¢ linguistic theory
in its entirety. It is, therefore, usual to select
n? adapt meterinls, motericl thet Corder (1973)
refers tc as "4a. dota which we put before the
lensrner®., The Jd~te he continues

"... are sanples of performonce,
thot is, fully fashicned exomples

cf an applicrti.n cf the rules of
the 13n;u9;e“.18

In the prccess cf sclecticn, a thecry will certoinly
lose some of its cricinel forms. Other contributcory
factcrs Include psycholo;ical and sociclogicel
demends - woth factors of which zre relevant to
longusge teaching/lesrning situaticons.,

These comsilderaticns hove pguided the researchef

in writing the present course.

Podzapropical Appreoach

The thinking behind writing 2 textboeok may have
involved twe distinct spprcoches. The first is te

moke peneral statements thaot describe the languagie

- — e - -

L Ccrder, S, Pit Intrclucing Applied Linruistics.
Penguin, 1973, r.309.

-.“
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whieh teachers c¢-n foshi-n for classrcom uses This

concept as Allen (1969) puts it

"is thot cf 2 practical nxlel of
rrammer which micht underlic a
varicty of procticzl teachin
situnsti . ns%19

With this choracteristic, the approsch thus leaves cpen
both psychoclczical ~nd sceiclegical questicns which relate
te lenrning: In cther worlsy such questioms as "whe might
be tenching .whom m oy poarticnlar sitiation" are not
necesscrily considlerel, This npproach is ccmpletely
linguistic becouse motericl Jdevised is not aimed ot any
porticular learncrs cor lesrnin: situations. (cf Leech
(1971); Palmer (1965, 1974); Quirk et ol (1972). Yet we
camnct shy oway from the fact that the appreach can
weaken the effect f lesrnins - a weakness in the empiricsal
domain which rives the z2ppreach its linmuistic strength

because the textbook writer is allowed

"to admit some deyree of generalisaticn
intce & discussi n which must be based
firmly in the cnmpiricsl demoin®20

The second appronch tc textbeok writing is one in
which the /rammar (lonsuope) is deseribed fer particulnr
learners in clearly defined siturtions, This latter

apprezch, unless corefully hondled, is copable of

S e

E Allen, J.P.B. Mimcogreophed Lecture Notes. Quoted

by Omf.-juwa, R.A-’ '.'I:‘ Cit.’ 1975’ paSO-

20 Omi.JU.WI'l, RtA. '--i-: cit.! 19"?5’ p‘so'
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"list.rtin:, or ~t lenst reclassifying,
medifyin -, or over-simplifyins linmuistic
facts in on ~ttempt to strike o compremise
between linruistic focts on the ¢ne hand
and psychcle:iicol anl scelclorical foctors
cn the other®,21

This is an c¢bvicus limit~tirn <f the oppronch, which
may have a rreat effect en lin~uistic moterirls. The
effect is thot, the spprooch impeoses 2 selecticon
censtraint on lin-uistic materinls, which must be
further groded, presented 2nd tested a2ccording te
constreints imposcad by non-linmuistic foctors.

It is cnly feir to strike o compromise between the
two ~2pprcaches as hes been (lcne in the presentation of
the present ccurse, This is due tu the fact that the
textbeok writer who 2lopts the secend approach has mere
tc consider thon the -ne who uses the first approach,
It is olsc true thnt the prescent stuly is o statement
intended for use by tezchers and cocurse writers who
deal nct enly with linsuistic facts but nlso with the
methads in which the facts are presented in specific
clossrocem situatioms.

This cempromise pusiticn between the two opproaches

requires some study of lan usge errcrs and their uses.

Lanmuage Errcrs ond thoeir uses

Investi ation int: lesrners' errors keeps growing.

In his own ccntribution to the litersturc on crror anclysis

(EA), McKcenting (1981)22 mrkes the fallewing: remarks
21 1pid,
22

McKeating, D, "crror Anolysis" in The Teachi
2s on International Lonsuarc: h Proctico uile by G.

. Win, ord (cds . am Ccllins Scns & Cc., 1
pp.29 ff,

bt
981,
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abcut the errcrs thet lerrners moke, He asserts that there
are voryings attitules toward the errors made by lensuare
le~rmers. Tc¢ the native speasker in informal centact with
certoin non-notive speckers, for instance, tourists, "errcrs
are cften 2 motter for amused tolernnce", thourh this will
tepend to a great extent ocn his ~ttitule t¢ vn-nntive
spackers (fcereizners) in cencrcl. He observes further

that emplcyers (potentinl and nctunl), senicr colleagucs
snd cthers have "irprationelly” expressel irrpitation towerd
errcrs mode. He oriues, for instance, that 2 "few gloring®
mistokes made by suborlinctes con ecsily have neiretive
results. OSuch mistoxes, he centends, "may be trivinl in
themselves, but may be th s prrticularly prevoalent in
local sccend l-onsunye uscire which t) arefore, nra Jespised
by 'pecple who know better'',

As for examineil's, he 1281

"some pounce ¢n errors malc by candidntes,
These ere usunlly counted ordl held noninst
thenm (their perpetr~t rs). When such
errors are commonly <cecurring, they are
held very sericus. Such examincrs lock
with less fovour on cewlidntes whoe moke
them when morking: is sut jective in
approeach".

On the part of learners themscelves, he claims thot their
ottitute to their :wn mistoke . will Jepend largely on the
facters cf perscnolity and on what they kancw to be the attituce
of cther pe~ple who to them mrtter, nomely: employers,
.-teochers aond cxamincrs.
He states further thot there ore cases of learncrs who
10 not regard accuracy 2s importont provided they appear

___-~-fluent encuzh te be oble te pet their meaning nerd¢ss. This
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cotegery of tesrners, he contends, go on hoppily moking
countless errors in the forciim lanpuspe (FL). In 2 further
claim, he says thrt cthers ore usunlly werried abcut the
prsslibility cf poking wistakes. They ore, therefore,
hesitont to use the FL at 011, e¢xcept when they ore cempellel
to utter 2 few uvne-werd utterances cr essenticl written werk,

1

the proeduction of which is dene with great couticn ond
mxiety. McKezting's c(bservoticrs are prevnlent in cur
clessrooms teday, ¢specinlly ot the NCE level.

grrers aore of prest interest and usefulness tc the
researcher in applicd linjuistics. But rescarch werkers,
sylln;us desigmers ond moteriols writers hove not rcached o
stoge to be sble to mr-ke absclute stotements of the precise
nature onl crigin of errirs in every casc even by the some
leorners. This is lue t¢ the fact that most lanjuare errcrs
are cften tracealle to more thon cne source, scme cf which
are hidden and therefore connct be troced easily.

Corder (1967, 1971, 1973, 1974b); Welfe (1967):

Duskcva (19e9); Richards (1971); George (1971, 1972);
Wilkins (1972); Hcadbloom (1979); McKeating (1981) hove made
the point expressed in the preceding porarraph, scme of them
in reacticn to the structurslists thecry of ecntrastive
cn2lysis which attributes virtusclly 211 langucre errcrs t
mcther tonoue interference,

Error onelysis invilvas ¢ llecting errcrs, studyin: them,
classifyins them in vorious woys and surresting poessible cnuses,
an orror sna2lyst c n be rectly helped ey o lirect fomiliority
with the lesrning situ-ti:n in which the errcrs bein:: nanalyse!’

by him occur. This lircct expericnce mokes it poessihle for .
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nd
"authoritotively" (Corder 1973, 1974k), but olsc tc trace

him nct only to interpret the crr-rs "plausibly"

(&)

their c¢rigzins, Purthermore, hé con discover, <r at leost be
cble to moke certoin puesses which inform us abcut wheot the
learner thinks the rules of the fereim lanvu-sie ore.

Tc the teachers, specificr-lly, ond others concerned with
the stuly f stuloents! crr-rs, thesc errur anaolysts will be
equipped to sive the must relevont help they could to o
present zroup cof students. It nlsc helps to plon progroomes
fer future grcups. In odditicn tc thesey 2 knowledioe of the
learners' first lsnjunne(s) helps the analyst te see clearly
the undesirable sidc-effects «f contrastive stuly for o
successful predictin f errcrs.

Heving made these stotements as above tc¢ describe o
situation, certain Jccisicns cre taken concerning sn aspect
Enslish lanpuage  stuly often found difficult by foreirm
learners, albeit NCE le~rners cf the Enzlish lanpgunpge, thot
is, the use zn! meanin; of the mcdels. The decisicns ore
that:

(1) Several simultoncous processes ~o om (Corder, 1973)
when o leormer mokes am error

(1i1) L1 interference or the influcnce of any cther

lznimuane(s) possessel’ by the lesrner is 2 scurce of
errcr, neverthoeless it accounts for cne f the several
prrccesses thot eon be tr-~0! £s errur scurces and
interference is scon os hoving contributed t2 the way
NCE le~rners use the melels, Why this group of learners
dz nut Jdiscern the sh-odles of meaning which each madal

cffers is -lsc relstel t¢ L1 interference,
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These cimeclusicns ore orrived ot, but not without
limitoticns. Ethertcn (1977) «n EA says "Fcr ndequate
research, an anolysis cof 8000&12,0;00'errurs is essential“23
This conditicn has nit been met in this study., The study,
hiwever, is nct, in the moin, » stuly of learner error, ond
it is nct expectel te be seen 2s such, Althoupgh the z2im of
the stuly moy pcint toword this, the informoticn abuut the
errcr stuly, inclulinis the Jdoto -n which it is based is, in
the lirht f Ethertin's contention too brief than wculd e,
ctherwise have been the cnsc., One mojor cunstroint is thot
I had no space for mere thon » small number of samples
whereas, copicus dote somples ond detoiled snalysis would hove
formed » mojor part of o stu'y primcrily on lezrner eercr.

The learmer use (err:r) ~pprcoch adepted in this study
is becruse of the need for Levels 2 and 3 moterials, directed
specificolly to the relstive nced «f NCE learners. Such
materioals need to be f.cusel n, cr partly determined by,
specific learning preblems ilentified (or predicted). In this
cose, such prcblems have been identifiel from Level 1 material.

It is desirable t~ use elicitoticn techniques for
¢labcrate verificoticn in 2 lesrmer errrr 2nalysis proper.
Even thcuph this studly inclules mild elicitaticn exercises,
the result does net justifisbly represent claoboerate
verificotion due to the limited sccpe and noture of this
research., . Errcrs traced, nn! uscs made of the medals by

NCE lecrmers, connot be soil to be systemotic., Becouse of '

- . —

23 Ethé}ton, A ReB. "irror inalysis: Problems ond Procedure”
ELIJ 32, 1, 1977,
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these constrainté, the findings do not ascertain a
zeneral validity,

In spite of thesc limitesticms, there are sufficient
reasons to Justify the instructicnal materials on the
modals at Levels 2 and 3 in this study. These have
been carefully worked out (m the basis of the study
of the mesning snl use cf the Bnglish modals at NCE

level.

The Morlala and the levels at which they have been described

The modals have been described at three levels (see
Chapter one) eoch with pedagogical implicaticns fer both
the teacher and the learnmer.

In trying to describe the English modals, especially
for ESL usage, the course writer foces twe broad types
of problems. The first set of problems are learning
preblems. The ESL learners (specifically Nigerian
learners) generally do not know the restrictions placed
upon usage becouse of the regicnal differences between
American English (AmZ) ond British English (BrE). For
instance, the contracted nec;ative "mayn't" is
restricted t¢ BrE, where, cven then, it is rarely
used, while Fshan't® is plsc rare in AmE. Furthermore,
"ought" repularly selects the infinitive + "to" in
BrE, but in AmZ; the barc infinitive is used -
cccasicnally in negsative sentences and quéétions. ct \

He oughtn't drink beer sc mucﬁ/
Ousht you drink/eat su_muéﬁ.

IShould" is more commonly uséﬁ in both cases.

o .
. .
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The second set of problems relates tu the post tense

mcrphemes of the molals. The Y"past foerms" of the paired
modals do nct often refer to past time. Take MAY, for
instance, in which its correspoending post form "might" dees
nut recularly mark time relaticns.

The man may come, ond

The mon mizht come
do not indicate present/past time relotions. Compare SHALL

and CAN in the following

I shall tell him. I should tell him.

Con he remenber? Cruld he remember?

ops ore left in the cxpressicn of pest medolity not only by
the absence of past tense forms for "must®™ and "need™ but
by the ncn-cccurence of certoin meanings of "micht"™ and
"shuuld".zh This comtention becomes 2pperently clear after
o quick luock at the fullowing toble which shuows most mcdols

that have specinl past teénse fcorus

Present Past
May mizht
can cculd
will wculd
shall shculd
neocd -
must -

The issue in this sec'nd problem is the foct that it is

very difficult tc formulote reneral linguistic rules thet coan

. - ..

<4 For 2 mere detaile? discussi'n on model suxiliory in relation
tc tense sce Leech, G.N. Me-ning snd the £n-lish Verb.
Lengman, 1971, pp.90-93.
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account f;r'sntisfcct_ry usrze of the present and past forms
cf the mclels withcut hoving to moke very meny exceptions.,
Fcr example, in inlirect spoech, usape follows the usunl

pottern cf tense foru, fr example

"He'1ll come becomes “He said he would come®,
and

"He mcy come" beccmes "He sz2id he mi~ht come™.

But modols such a2s MUST, NEEL, DARE, OUGHT have cnly cne
tense form which are alwoys uscd to refer toc beth tensc.
This is part of the precblem the models pose te ESL learners,
This prcblem dotes back from the earliest nineteenth
century troditioncl rramn~r hccks tc the present doy. In
nedern usa,ce, for instonce, reference to future events in
English con be dcme in several ways which includes the use

of "will® snd "sholl", Jespersen's familiar shall and will

paradigm in their ccllocoticn with jerscnal proncuns when
these mcdal asuxiliorics were scen as markers of "the future

tense" best illustrates this problem, nomely:

I shall Will I?
You will Shall y~u?
He will Will he?
We shall Will we?
They will Will they?

Jespersen's poradigmotic contentions, for exnmple, probably
hell true up te o point in his own doys, but hardly dces t-Qay,
but its persistence in Nirerion clossrooms aos part of the
study ¢n £2nlish usa2re ives much cencern t¢ moedern teachers
of ngilish including: the present suthcr., The fact is that

shall ond will often functi:n os modal auxilisries corrying

-~
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an sttitudinol implicotim (premise, threat, determineotiom,
probability).
Adetugbe (1976), further extends the simple future
grrodigm for moldnl usae. He chanqes the order of cullucaticn
with perscnal proncuns, thus

1 will Shall 1I?

Ycu shell Will you?
He shnll Shall he?
We will Shall we?
They sholl Sh~1l they?

It is clear from Adetu:bo's cuntenticn, thot both peradigms
v not pgive us a full picture of the sppropricte use cf sheoll
and will in referring to ploin future (time), In milern ELT,
it is conventicnal to say "Will y.u?" to refer to either
ploin future (tine) or wclclity. It is preferred tc "Sholl
y{;u?li

The merning «f the mclnls has boeth o legical and
vracticol element nll this hos meinly acccunted for the
2ifficulty in usins then, In meaning, the mcdals, express
thourhts rother thon resl life situaticns (non-2ctuol situations).
By ncn=actunl situoticns, it is meont events expressed in
situnticns that hove nct in fact token place., Medels (¢ nct
repurt tbjective events., Instend, we con talk nbcut them
in torms ¢f such loricol noticns they convey as cpinions,
permission, necessity, obliioticns et cetera. Since most
vf the humon intercourse is concerned with just such concepts,
we, then have to consider ways in which thesc noticins become
remoulded by. the psycholyicicnl jressures which influence
everyday communicaticn between humen beinsgs: foctors such as

condescensicn, politeness, tact andl ircny.
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Tﬁe value of 2 thercurh knewledge ¢f the modals

beccmes apparent if good communiceticn is tc be maintained,

L.l

Herein lies the usefulness and freshness of the present

I

study.



3.0.

3.1,
3.1,

39

—_—
B S,

SAMPLE MATERIALS AT LiVOL ONi:

A Pedapcsicel Grommar of Modal Auxiliories

Intrcluctin

In this chapter we nttempt t< describe DEnglish
mwlols in terms of their scmontic ond syntactic
feotures, Only the followin: me lals are Jdescribed:
can, may, will an’ shall ond scme of their moerphclegsical

and syntactic ~nolorues such as could, might, would

ond sheuld, Others include must, tucht to, used to,

need ond dare, The stuly trests the modnls as pert of

the penernl class ¢f nruxiliary verbs. It does nct
however cover cverythin: thot has to be saidl about
En~zlish mc:dz2ls. Whot it does essentinlly is to lock =t
their characteristic behnviour in utterances (sentences)
and distinpguish between the primory ond secondary
functions of modals,

It is pertinent t. stnte at this introluctcry
sta;ze thot 211 medals, except "shall" hove twe main
functicns = primory ond secondary. In their primory
use, they express some dereoe of frecdom, or lack of
it, tc act (frem complete liberty to inescapable
prohibition), and this freedom, or lack of it, can
apply to the speaker, «r to the person(s) he is
aldressing, or tc scme person(s) tc whom he is
referrins. In their sceondary function, 211 except

shall act as cne of the Jevices Enilish has for

' allowing a speacker to ive his eveluation of the truth

-~

of gﬁr statement he is moking (the use ¢f disjunct

-'-'J



L)
adverbials =nd 2lsc the use of seem ond verbs (f
sinilor meoning cre some of cther levices). Consider
the fellewing exemples:
(a) Apparently, the Principel hos rejected the
offer.,
(b) It scems the Princi;rcl is slddressing the
students in the h<ll,
Both ¢f these functiims hiove been incluled in the
description of the models ot Level 1 f this study.

Frem the coensidercsticns <f the syntrctic ond
nerpheloricel properties of the madals, we cen safely
cenclude that the freclta of cumbinaticn which lexical
verbs hove dces nct 2 ply t. the nedels., It is,
however, ~pprepricte to still re 'ard them "as part cf
o clouse-knit scqucncc:",1 in which even the poradipms
(appeniix III) have shuwn that they cecur in complex
phrascs,

Toward the end <f moterizcl ot Level 1, there is 2
summary secticn (3.11.1) in which the mcdals are
re-classifiel v re-1 o uned necerrdin to meoning. The
distincticns amung the m mbers «f each mecnin,: Troup
~are hizhlirhted by exemilificoticn in juxtoposed
sentences., This proviles -n nlternntive woy of
locking ot this closs .f cuxilisry verbs, and
reinfcrces an En~lish 25 » scenl lon-uzre learner's

unlerstanding: of then,

- P -

! Palmer, F.R. The in:lish Verb, Longmon, 1974,
1..'. 100.
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3.141. Mecning ¢f the Madals

The chief me=snin: s ¢f the mcdals aré represented
in their use tu cemvey o variety of mocds or sttitudes
thot indicater o pcssible state or acticn. These are
clearly shown or embc:lied in the following sectioms,
ncdelled lorzely ofter Quirk et al (1972), but alsc
Palmer (197h) anl Leech {1971).

3.2. CAN/COULD

3.2:1. (1) Con
The fundamentnl theme in "con' is "what
the specker assumes to be the frecdcm to act"?z
Ability, permission (thot scmecne else hos pgiven
us) ond possibility, thot is, the oppertunities
that circumstances provide moy hove been
responsible for cur freedom to act.
(a) Ability
Ability merns I con = I am oble to¢ =
I hove the ability toc = I know how te =
I om capable of, with reference to my
present ability. For exomple
1. I con speck Housa correctly nocw but
I can't write it very well.
In this sense on adverdb of mznner, such
as currectly, is uscble with can, and thet
can cften precedes verbs of percepticn e.g.

speak, heaor, see, smell et cetera.

“Close, R.A. A Reference Grommar for Stulents of
E!!ﬁlis.hc L('-n‘_’-'mﬂn " 197;: Poe -
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T refer t¢ fotere ~bility, we shr;ld
have tc¢ soy
2, I'll be able to spook French correctly
after a few more <rol lzoboratcry lessrms.

(b) Permissiin )

When can is used to express permissicn it is
less formel thon may. It has the meaning of
be allcewed to = be permitted toc e.g.
3. Can I ect in here?
It is expected that an offirmotive answer to
3 wcull be
Yes, ycu ¢rn
2 negsotive,
Nc, (I'm afraid) ycu can't
Cf i, Permissiin hos been grontedl. He con now
zc for his lunch.
Tc¢ refer t: future permissicn, cne can say
5. I can eat in here temorrcw afternorn.
6. Pernissicn is gronted, We can go next week.

(¢) Possibility

I can = it is pcssible thot/to = have the chance
toe o
7. Mon can moke mistakes
8. I con sit ~t hrme and watch 211 the world
. cup fcotbell matches in cumfort. .
b.\The auxilisry rate con be blocked (thecreticsl
poRsibility) of 9 sbeve with |
0. Thexauxilinry 2te may be blocked (factual

pcssibility)
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For#use as future possibility, we can say

11. We can sit at home tomcrrow and watch the
finals of the world cup football metch in
comfort.

12, We can stand at the popular side of the stadium
(to watch the match).

To reinforce the future reference we would replace

"can® by "'1l1l be able to", "'1ll be allowed to", and

“11]1 be free to" to represent ability, permission,

and possibility respectively,

3.2.2. Could (To have freedom to act in the past).
(a) Ability = I could = was able to e.&g.
13. I could speak French correctly then.
1ye I never could play the guitar.
15 I told you I could speak French.
“We could" suggests possibility but does not mean we
made successful use of the freedom to act., For
example
16. I could pass the test
does not mean that I succeeded in passing it.
To indicate "freedom to act + achievement"
We could say
was able to pass
17 1 gmanaged to the test.

succeeded in passing
Whereas

18, I couldn't pass the examination
suggests that I did not have the capacity and
therefore did not try or did not succeed;



3.3.0,

3.3.1.

while _
19. I c-uld hove tassed the test
means thot I have the capscity and
;!mve not used)
o 3 it
aid not use
anl either did nct take the test ~r touk
it ant foiled,
(b) Permissicn
We cculd = we were allowed te = we were
free t.
20. Could we ert in here?
21. The Vice Chancellur was always aveilnble.
We cculll see him at ony time (i7el we werce
always free t sce him).
22. Cf Y:iu qe§¢v cone tc sce him. Why n t.
Iu c}'u\.gl_.d heve secen him at any tine
(but y:u 1icn't).
(c) Possibility
In the fc¢llowing uses, "could" have future
as well 2s present reference snd has alsc scrved
28 n milder, morc hesitont altermative fcr "con®
23. Go when you like, It coculdn't bother me,
2. Yeu could come now if ycu liked,
25. Cculd I b.rruow ycur car?

26, I cculd sece you next weck,

iL.Y/MIGHT

(1) May
(a) Permission
In coklequiz_ English, 'may' signols

permissi n :iven by the speaker. In more



(b)
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formzl contexts, however, the meening is nct limited
in this way, but is extended to¢ jzeneral permission

withwut respect to whoe dces the permitting.

In its primary use "may" refers %o permission 5iveﬁ

t¢ the spesker with its chief meanings as "be allcwed
to', "be permitted te' as in
27. A, May I smoke in this room?
B. Yes, you moy or
No, you may nct,

28. She may have o drive in my car if she likes,

is c¢ften cemnsidered more poelite ond mcore "correct® then

- In formel wnslish usage, %can' is replaced by “may" which

"eam¥., An instruction te visitors in the Noticnal Assembly

mizht soy

29, Members of the public may sit ot the gollery

thus preferrinz moy to ¢on as a more natural moecd in

conversaticn,

Bossibility |
The use of may to mesn "it is possible that/tc" is

common in statements but dees not cceur, however, in

~ questions,

36, Careful, thot peint five metres.away may be a
boechy-trap it

31. He may never pass his examinatiouns

32. She may ncet retwrn in time, if she hasan't a guide

The ombiguity in writing between the use of may i the

"possibllity® sense {stressed) and in the sense of

Prermission® (unstressed) is uauéliy resolved in speecch,

: '/_’,- . e -
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33, You may lesve next week (permissiin)
3. You MAY leove next week (possibility)3
Mi-ht is the past cquivolence of may in reported
speech e.f. _
35, He snid I nisht borrow the cor
but *might' is not used as past fer 'may' in
direct speech, ?hus the past of

36, Ycu moy leave next week

would bhe
- could
37. You leave the frllowing wee
= were 2l1l.owed to

38. You cculd leave the folluwing week. Why
wouldn't you?
(c) Benediction and Maledlctiinu
In certcin utter~nees with exclamati:n as cend
punctuatiwn marks, nay refers tc "benediction®
'aniv"malediction”, for instance
39. Ma? his danpercus manipulaticns stopl

o LO. May 4llah grant him eternsl peoce!

Thé structire shows an inversicn of the subject

- . and the modal,
3ﬂ3.2 (14) “Migre--. = - o,
. ‘l' to I T - o
N - (a) Permissicn ™~
- \& - 41, Might I borrew your buok? TSwol
L2, Might I take yhat seat away? ““*nﬁgm_
T N ¥ L1 Ty
) ) \ P
‘. - e " . -r A ] . . o L - -
3 Leech, G.N. Mennin~ ond the BEnrlish Verys., Longman.
’ : —EMRACI S AN

4 Ivia, 1971, p.68, p.e9. \\
3 \
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(1)
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The spesker in this usc of m&ﬁa&'&ﬁﬂs’nﬂr””??L”J“'mm"
agsume thnt permission will be pranted,
hence its use in this sense sugzests more
uncertainty then pgy. Even if the answer
te beth questicons is o -u".::-

3. Yes, you mizht

the enguirer weull still not Be-syms dEmt "

‘a free permissicn hos been jiven

Possibility
Y. The errcr you pointed out might be |
guess work ' |

4S. What you cid might be realistic

46, The respcnse to the toast wight be

accepted

3.4.0., WILL/WOULD

Will
The tempurol theme of "will" is to . '
refer to future time. But fur its uses _.
as a nmedal auxillary verb, in additicen to
the idea of futurity, “will"IGXpresseS

either velition cr confident certainty

that a future event will take place.
Volition expressed by fwill" could be

in three degrees, nanmely: weak,

intermediate and stromg volitidns.

Ixcept for an idea strongly stresse:d
(=tinsist cn") "will? can be coentroeted
to 11" (a) Weak Velition (willingness)

- T i S b
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(c)

e
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Notice the followins uses of Hwill® in questiins:

Will )
7. ; yeu have o plece ¢f eoke?
den't
‘ fwill )
LB. Have s plece of mest 2 you?
vewon't)

9. Whe will hove some ten?

In making the cffers the srecker has shown much willinmness
(wook velitiom). Siwilarly, invitetions con be issued
using o risin: intonrtting for exoample

Will )

(
50, ﬁ you come inte the holl? )

WCn'tg
risin, intuinzcticn
will )

51. Come inte the hall ; you g

Wun'tg
Tc make 2 request the medol will moy be used, The spenkéf
tokes compliance for pronted,
$2. Loend me yrur boeck f£or three houms will you?
To express waonk Vo1ition, Jdownt.oners like (pleoase, kindly
ote) mey be usol to scfteon the trne in requests e.:.
53, Will yeu (kindly) lend me your bhock fir three hours?
Intermedinte Velitiun = Intonticn
Sh, I'll send o messaie as sten 2s 1 et there.
PWill® 1s contracted onl its use is moinly first persir,
Strong: Valitien B
In this case ocn wnemmon neoning ~f "will? is olwoys
expressed,  "Will' is streosassd ke mean ®imskst ond e.ﬁ.i-l
By, " She WLLL oome Qhﬁtaver happens = she insists
comingt. Cf
S6. She SHALL ciine whotever happens = she insists on hep

coming,
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{1) Prediectim
ITn using SwillY one may be speoiilc. timeless_

T e ————— vy

o' hahitusl,y €.x.

7 S will )
7. The match must be over by'nbw (specific).
shoﬁld

58, Cast irwun will sink/sinks when flcoted (timeless)
59. She'll (always) smile any- time she meets o man
(habitual)., 9"Will" is used tc give a command
with & fulling intonation. |
Strong volition is expressed, as in
60. Will you et cut? § '
falling intcemnation
61, Get cut, will you?
"Sheall™ cmuld not reéeplace~"will" in the folleowing
examples without alteraticn in meoning, ®willV
expresses |
(i) a determined speaker or of a third party
62, 'gl ) (my ) %I am )

g will have gway i.e. ;determined to have it
He _ o

Shis He is

63. I/He will nut (or won't) be bullied,
(i1) persistent habit ¢n the part of the\persun

referre:l tu by the subject.

r—————

By, I/You/He will leave that door OPeR. e

o —

27 65, Yecu/He wen't leave me alewel
(111) o characténistic habit . .
66. Gromny will sit end play-with the beby for hours ’
(iv) a promise | '”’J,_f--mul”“*h“; e ‘7‘
67. She'll take her’ pﬂy*next*wééﬂ: I promise you
& (v) an crder

68, The closs will wait there till I return.
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£9.

7O,

% ® -

A1l steff except the Typist will lesve this . -
room ot cnce. . | |
(vi) willinymess ¢n the port of the person
~ referred T by the subject.
If you'll jive an aid, he'll poss his

examinations.,

(ii) Woula

71,
72,

73.

"Would" serves as a milder more hesltant
midal that can reploce Wwill"™, It expresses
villinmess e.5e

Weuld you come intc the hall now? Cf

like tc¢ 70

prefer tu¢ po instead of the
Would you . y .

mind seias . Principal?

be interested in going
A, VWnat's the motter with Chris? Has he sone

crazy.

In 72 and 73 will cannct replace would.

T express insistence, would is stressed and it

incicates typical behsviiur nnd cannct be replaced by

either will cr shoculd, for example

7iL.
75.

?60

7.

78.

It's your own fault; you woeuld take the béby with you;
Youlve lost a butten off ycur Jacket, You WOULD do
that; Just on cur woy tu the party.

Jack would meke o fun «f it,

Weuld can be uscd toe express probability e.g..

That weull be his cont.

. It can slsc cxpress hypotheticol meaning in the

nain clause

She would drink too much if I Jidn't stop him.
_ 4
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3.5.0. SHALL/SHOULD

3.5.1. f(a) Shall - \\\\\\

£ -

—_—

The basic theme in beth temporal suxiliary
"shall" and the mcdal is "futurity'. "Shall"
ie use?! t¢ oxrress

(i) 2n cbstinate attitule cn the part of the
__spesker with regard to his cwn acticns:

-
g

79. A. Please dcd't fight. s S

——

———

B, I shell fight if I want te, Cf
80. I "will, '11" fight if I want tc.

In (80) the tcne of cbstinacy will then be

werkened,

(11) ecision or determination on the part cf the
speaker with regard to the future cf
scmeone else,

81. You shall have all the thingzs ycu asked for.
In this usage, "You shall" is replaceable by
"I promise (thot) you will®,
82. The hcstile team shall lcse, i.e., We are
determined tc let them lose,

i agree ) thot eoch member of the club

have decideq) Shall be ﬂﬁkeﬂ tc pay an cnnusl
proposed subscription <f N100.00

83.

"Should be" or simple "be" can replace "shall be"

in 83.

The modal "shall" cccurs in stotements with
second«= and third-perscn subjects in vcliticnal use,
Willin;mess (weak vclition) on the part of the speaker
hos restricted use

84. He sholl get his prize.
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85. Ycu Sholl ploy with us as long as you like, .
86.. Gool pet, yoﬁ sh21l have a chunk of meat when

we et home., .

The most widely used mesning cf "shall" today
is that of intenticn (intermediate voliticn) of the
specker e@spceeiclly in British in-lish., It ccours
only in first person,

87. I shan't stoy lonr.
88. Wwe shaoll commmicote ~ur Jdecision.
89, We shnll congquer, |

A third meaning ¢f the modal Yshall® is that of
~insistence (stroeng volitlom) cn the part of the
soeaker,

90, Ycu shall crryv .2vb the repairs.
91. He shcll be present.
92, N¢ ne sholl stocp me.
Fer lepgal and quosi-legal wse we could hove
93. The publichers shull keep o stable price for
a five-yeor pericd,
- The modal "shall® cecewrs in queétions:
(Shall I enll fur a drink ot cmce? ) first

person

%% g
: I'11 ¢»ll for o 'rink =2t vnece, shall I?) singulsr

PShall I" in 94 con be replaced by "would you like me

tol, In first perstn plural ussie, a suggestiom is

_ 1lmplied, thus

95.\ Shell we heve lunch ot Semaru Hestaurant?
Lotts howe luncr ~t Samoru Restoaurant, shell we?

iShall we® in 95 is replaceable by "I sugpesth,

.
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3.5.2. (b) Shoula
{i) The modnl *should" con be used io
express cbliation andllogical necessity
(= curht to)
. His duty .
96, Musa shoulll attendl. It is g _ i
_ advisable
97. They shouid be there by now.
96. He shruld nct have rejected the offer.
"(ii) After certain cxpressicns "shall" has
pu‘t:a‘tive5 use, e.7. ("it's a pity that,
I om surprised that" et cetera,
99, It is unusual thnt you should do this to me.
100. I am scrry thot such should have happened.
(i11) "should" cen cpticnally replace "wruld®
tafter "I cr we" in sentences with
.conditional clcouses,
Its use is hyrothetical and in first persn

mly,

I shoulld
love t+ #¢ t¢ Lendon for o change
We weuld if we con nfferd it.

(iv) "“Should" connot be replsced by "weuld" in
tentative conditicn in cenditicnal clauses,
101, I asked if I shculd go for o walk.
102, If you should neeld a help, please pive me o

a telephcne call,

A.4.0. Must
3.6.1. Obligotivn or Compulsinon (in the pressut teuse impesed
by the spenker), Inesccpoble obligation is expressel in
A _ _ _
o

2 Quirk et al, pp cit.,_p:aQO._

-
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103. Y:u must return by dusk,’
10, We must 0ll bring cur records ul to daté.
105. " Tell her she must nct go for swimming,
Mave to? cean replace "must while "Have
ot teM is usod in informnl style, as in

(all have to

._q:
o

hrins cur records uplfs date.
= tye ot to ¥

Whon used i1 this sense, it corries o

sug.sesticn “het the oblization is prescribed

by sumecne (e.s. » head/leader), cr by a rkle.

Except in repcrted speech, (nly "had tof

| (net "wust?) is usced in the past e.g.

”{.10?. Yesterdnw v hed to return by dusk {(dired
speech).

108. The Heod of Department reminded us (thst) we
must (all/all had to) bfin5 cur records up
to dote.

Future referentisl use is same o5 present except

that future reference 2an be unale stronger as in

109, We'll 211 have t: bring cur reccords up to

et dates
Fer nepativae of "gustt "needn'th,
"lon't have tc®, "not obliged to" are used
(but nct "must not" or "musn't"). The
nesetive of 199 would be
(noewlntt
den't hove to :
o bring cur records up
110, We (are noet oblised to
to Jdate,
haven't t to '

den't neod o
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This usapge implies thet there 1s noe bliretion to
Ac sz, Hewever, in expressicons like
mist not

111- YL‘u g

; 1ose'mny copy of the mlnmutes.
= are¢ not to _

pruohibitiern is implied.

3.7.0., OUGHT TO

3.7.1. M™usht t7 expresses cbligetion and lopical
necessity ond therefore can replace "sheuld",

' v {eught 1)
112. Wc thcourht thn

t 20
| Eshculd °
‘ ~ (caht 6
113. Amins E have gone,
: shruld
hasn't she gone?
Why
didn't she gof
Enught te)
1th. You ) begin at conce.

(should )

The f.llewing six ¢peraticns demenstrate fhe

full use «f the modal %cught tob,
115. (a) (cught not) (reject

T L § a

cushin't have rejected
(b) Ouzht we to ;jo?
(¢) (Ourht we net :
to oo
Ouszhtnt't we

- _ o {(ourht we not
ourhtn't we

oy ’ ?

(d) We cught to g
shoeulld we ncot

shouldn't we



(<) We sught to g>.
ought

. .
(£f) We cught te go and so ?
should

i you?

3.8.9. USED T0 /justa/
3.8.1. #Used to“;means'; state or hablit that existed in the
past but has cea;ed €.g. o |
116. He used te drink for days without foed.
117. He used to be
He was formally) an ace footballer.
He was ?nce

(0 §

(a)

118. ( used not
He
usedn't

E to drink alcohol.

(b) Used he t> drink alcohol?

(c) Usedn't he to drink alcohol?

(d) He vsed te drink alcohcl, gidn't he?
(e) He used té drink, and so did she.

There is need to distinguish between 1184 as
above - "He used (not) to drink:alcohol" frem

119. He's (not) used to drinking alcochel.

3.9.0. NEED
3.9:1, As a modal auxiliary, "need" functiens only in
its negative form or where there.is imblied negation,
and ia questims. VUsed with any of the negators, we
could have
ever
120. I need éhardly i suggest that to you.

scarcely
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or

ekl g e

129, {scarcely)

1 E ) suggest—that to you.
e {mardly ) §
- '.-. . | \
A negation in a main clause may Justify S

Imeed", as a modal, in a dependent clause:
122. I am not sure tﬂat you need go,
as oppesed to its use as a full verb in
123. I am quite sure that you need to work hard.
One major meéning recognizable for "need®
ie that it is merely a denial of sun ebligawsien
or duty. Thus ' ' |
12l.. You nesedn't bether about that.
"Need" appears to have past tense forms with
HAVE | -
125, You needn't have bothered about it.
Need" as a modal scarcely occurs in questions
but the negative "He meedn't come" can be
inverted thus:

126, HNeed he come?

3.10.0. DARS
3.10.17. "Dare™ as s modél occurs in negative contexts and

in questions: e.g.

: N _ \..I. ,‘_
127. 1 can't lomk down. o _} :

—

(daren't {(medal)
I )

= don't dare to {full verb)g ,
| (daren't - (medal)

128, I couldn't fight. I
= gon't dare to {(full verb)

L
[



3.11.9,
3.11.1.

(Dare we )

{ ; come?
= Do we dare (to)

129..

130. I am not sure that I dare come yet.
131. How dare yeu behave to him like that?
As a modal with past reference, "dare" can
be used thus:
132. I never dare tell him, but as full verb, in
133. I never dared (to) tell him.
In its use as a full, non-defective verb, "dare" is
used thus:
13, The soldier hesitated, not daring to pull the
trigger.
The idiomatic use ef dare in the affirmative will
result in
135. I dare say you're right.

SUMMARY: CLASSIFICATICH OF MODALS BY MEANING TYPE

S—— e B o

Consider the following
(a) I think T shall/will/'ll attend the meeting.

In this sentence "'11" makes the formal

distinction between shall and will obscure and

thus creates a problem. The precise meaning

cf "'11" would be made clear only by the

context, situallon 1+ intonation:

(i) I think I shall altend the meeting

('pure' futurc)

(ii) I think I will attend the meeting ('pure'
future or intenation?)

(iii) I think I'll altend the meeting ('i' or
141'7)
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The match will be ever by now (specific

- predictien).

Cast iron should/will sink/sinks when floated

(timeless prediction).

She'll always smile any time she meets a man
(habitual prediction).

By next week I'll have moved into the new
house (will/shall used to express past in
future in English).

Tenight the cyclists will have been riding

their bicycles continuously for eighteen
hours (perfect pregressive infinitive).
This time next week B shall be directing my p

play in Kano (progressive infinitive).

Note that there are many ways of referring to future

events in English, and the use of shall and will is

among the many means at our disposal, Consider the

following types:6

(1) will/shall + Infinitive

(i1) be geing .te + Infinitive

(iii) Present Frogressive

(iv) will/shall + progressive Infinitive

(v) Simple Present

3.11.2. Ability: Can, Could

(a)

I can speak Hausa correctly now but I can't

write it very well ("can" means "I am able to",

Eﬁ;ee Graver, B.D. Adéghced English Practice., 0.U.P.,

e

1971, p55; and Leech, C.N. Meaning and the English

Verb, Longman, 1971, p.6L4-S.
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#T have the ability to%, I om capablae of¥
with reference to my prosont ability).
T could speak French ecorrcetly then (suggests
fyas able tov).
I could pass the test (it is not suggested that
T succceded in paseing it).
I could have passed the tost (Ycould® means I
nave the copscity and cither “hsve not used itH

or 13did not use ith.

Permission: Con, Could, May, Might

Study the following sentences:

(a)

(b)

(c)

—
[#9
S

()

)

(&)
(h)

Fusa: Can I eat in here? {an affirmative
snswer is expected hence

Binta. Yes, you can. |

Permission is granted., We can g0 next week

(reference to future permission),

The V.C. was always availsble, We could see

nim at any time (i.e. we were always free 10

sce him).

You never cowe to sce him. vhy nott You could

have scen him at sny time (but you Aidn't).

3he may have a drive in my cer 1f she likes,

Members of the public may sit at the gallery

(‘iMay repleces Yesn® in formal English ussge,

snd it is often considered wmore polite and

more ‘“correctd than "cun¥.

Might T borrow your book?

Might T toke the seat away? (In (¢) end (h)

the specker does not assume that permission
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3.11.5.
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will be grented. The use of might in this

sense suggests more uncertainty then may).

Possibility: Can, Could, May, Might

{al
(b3

(e)
(d)

(el

Fan con mmke mistakes.

I/4e can sit at home amd weich 2ll the matches
in confort ("can™ has besu used te expreds

“it is possible that/to", “have the e¢hsace to')
You could come now if you like,

Could I borrow your pen?

I could see you next week,

In these uses (c-e) "could" haes future as well as

present reference and hes also served as milder,

more hesitant alternative for “can'.

(£)
(8,
(h)
(i)

He may never pass his examinations,

Careiful, that gun may be loaded,

The error you pointed out might be guess work.
The response to the toast mignt be accepted
("May® ond "might" in cxamples (f-i) express
%it is possible that/to"., This usage is
common in statements but does not occur in

questions.

General Characteristics: Can, Could

(a)
(v)

A house in Kano can cost ¢ lot of money.

She could feel very miserable when she was angry
(Neither of these sentences

refers to an actual occurrence of the

phenomena referred to, and “be able" is not
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A third meaning of will/shell is thst of

inzistence (strong volition):

(1)
(3)

(k)
(1}
(m}

(n)

She WILL come whatever happens.(she insists
on coming,. o

she BHALL come whetever happens = 1 insist on
his comin.

You shall carfy out the repairs.

Will you get out? )

. . _ 3 falling intonstion.

et out, will you? Coe |
Tt's your own fault; you JOULD <take the bhoby
with you (“would" is stressed 1o express
ingigtence and indicate typical behaviour

and can't be replaced by “will® or “should").

3.11.8. @Obligetion and necessity: Should, Must, Ought to

(2)
(b)
(e)
(a)

(e

(£)

Musa should attend. It is his duty/advisable.
He should not hsve rejected the offer Cf

You must return by dusk,

We must all bring our records up to date
("must' express inescapable obligation).

Wle thought that Amina should/ought to go.

You should/ought to begin at once.

Other meaning types includes

3.11.9, ixpectation or Irobability: should not Ought to

(a)

(b)

Ihe next hsrvest should/ought to reduce prices
of food itens. _

He should/ought to have pessed hiz examination
easily (reference to expectetions in past time

t
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3.713:11,

3.11.12.

6l

may indicate that expectations were not

realised or fulfilled),

Advice and recommendation: Shall, -hould, Ought to

(2) A, Shall I try this number again?
8. Yes, please do.

{b) You should/ought to sce a doctor if you're
still feeliun; ill tomorrow.

(c) You should/ought to play that game. You'd
enjoy it.

Bellef and conjecture: ¥ill, Yould

(2) You will already be familiar with this
environment (“will® and “would” used with
the present infinitive to refer to present
time).

(b, lie wouldn't be a friend of yours, I suppose?

(e) “ould your food be ready, by any chance?

To refer to past time, "will" and “would" is used

with the perfect infinitive:

(d) Ibrahim: I met a pretty lady at your party

last night.

FMusa: A, yes! That will/would be my

nicce HaJjara.

Characteristic Behgviour: Will, Would

(a) “/henever he has a mathematical problem to
solve, he will work at it until he finds an
answer (a statement having gen=ral current

velidity and not a prediction); cf
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(b) Whenever he had 2 mathematicel nroblem to

solve, he would work at it until he found
an enswer (reference to s similer situstion

in past time,)

3.11.13. Inherent Capacity: Will, %Would

(a) 7Tbe neires in your wallet will buy for less
today than it would 2 decade 250 (possession
of »n inherent quslity).

(b) This brief case will hold everytihing.

(c) 7The cor wouldpn®t start {CL. lhe o~r mofused
to stert).,
In these examples “"will? for present time

and “would” for past time may refer to the

poss2ssion of ~n inherent quslity or capecity in

relation to thinss (as opposed to people).

3.11.14. Inference and Logical Conclusion: Must, Can't

(a) She must be at least eightyv., Cf
(b) Ali: 3he must be at least eishty.

Dodo: Oh no! She can't bz anything like =zs
old as that ("can't* in this sense
being the opposite of “must®;.

Ali is almost certain that “she" is
not. In reported specch, this
dialogue becomes:
(c) Ali said she must at least be cighty, but
vodo thought she couldn't be anythionp like
as old as that.
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3-11-16.

3-11.‘17.

Legal or Quesi-legel: Shall

R

The contract ghall remain in force for five years,

Stete or Habit Mo more rxisting: Used to.

(n) He us.d to drink for days without food.
(b) He used to be/was formally/wes ouce an ace

foothaller.

[

tq_gg a Jeﬂaplxgz Meed

5]
— gl tande e

(a) I nced never/hardly/scarcely sugzest that
to you, or

(b} I scarcely/hardly suggest thot to you,
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CHAPTAR_FOUR

SAMPL: MATERIALS AT LVl TWO: Anslysis of the Meaning

and Use of the lnglish Modals by I'C. Learners

There sre two main parts to this chapter. The
first pert deals with the need to identify students'
problem. This section discusses various ways/
approaches by which this can be dcne, Attention is
drawn to strengths 2nd wesknessee of each approach in before
Jjustifying the combined approaches.adopted in this study.

Preliminary informetion about the learners precedes
the second part. This part describes the elicitation
procedure that was used in arriving at Level 2 material.
The processes actually involved and the information
yiclded are clearly stated and further presented in
Table 1-9., How the results derived have been turned

into vsluable pedegogic use is also described.

The need for identifying learners' problem(s)

There are two maein purposes in studying learners
problems, First, it enables teachers, syllabus
designers and materials writers to pive the most
relevant help they could, to a particular group of
learners, and second, it helps them to plan programmes
for the future. Meny teachers often base their
judgment on = general impression rather than any
objective count of errors made in comparison with

instances of correct usage. 1t is desirable, for
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tlmce teathing purposes, t¢ check just how many students
actuélly did make a particular error and how mamy used
that language item correctly. 1If the finding reveals thet
there is only a2 smell group of learuners involved, the
teacher is saved from having to bore a larger group of the
class unnecessarily in relation to both time and interest.

Similarly, a rother more czreful study might reveal
that learners' problemns relate, for instance, not to "the
modals" in general, tuat only to a particular type of modal,
in presenting this ares of grammar to students. This helps
the teacher to plan the necessary remedial work and/or
developmental programne as 1t is the case in this study
(see L.5(b)iii.

A survey of needs of a present group may help teachers
to predict the likely problem areas of a future similar
group, although no two 2roups are likely fo have exactly
the same problem. Plans, therefore, should be modified to
suit each group accordingly. However, practical classroom
constraints are such that students of the ssme age and
with similar longuage lezrning backgrounds are quite often
assumed to have siwmilar nroblems end therefore brought
under the same instructional process.

Furthermore, in trying to identify learners' needs,

a study may reveal certain learning items which will
reqgquire special attention and extra practice. A
thorough snalysis of learners needs may also suggest
modifications in teathing technigues or order of

presentation of material if a2 teacher has reasons for
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suspecting that some of the students' problems may
have been cuused or added to by the order in which
a particulsr item was presented,

These considerations have guided us in this

study.

Approsches _..'.t,qf__si.a.ﬁ.ﬂ,;_ cellection on lesruers' problem area
Researchers who wish to discover, or 2t least

make informed guesses sbout language produced by the

FL learner may adopt any or a combination of the

following approaches. As earlier ststed, we were

ecclectic in adopting three of the four suszgested

approaches, s

(2) Analysis 'ef both correct and incorrect instsnces

of longuege used

»

A "Terformance Analysis" as opposed to
Hirror Analysis- (Abboi & Wingard, 1981: 215} is
desirable, both for research into learninyg process
and for pedagogic purposes. The approach requires
a consideration of learmers' overall performance.
The date aceruing from such study will include
errors, but will also include instances ol correct
usaze, To the researcher, they may be of equal
interest because o . |
(i) they indicaté what 1earners.have learnt,

or sppear to have learmt, as well as what

they have not; and )
(ii) they point to areas where instability of

uncertainty prevails.
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The erratic snd unstable nature of wmany
a learner's performance is a weskness of this
approach, Ue often find 8 learner getting
things ripght in one paragraph and the same ltem
wrong in the next. This has becn regerded as
“earelessness’, 2ut learners who wske this
error work on assumption of trying out first
‘one Yrule' snd then another such that he seems
more likely to be right gome of the time.
{iii) A third value of this appreach may reveal the
extent of the deamege, that is, whother the
learner misunderstands a whole linguistic
system or whether the ignorance or uancertainty
is confined to a small part of that system or
even one iter,
This approach was principally used for
data collection in this study.

Collecting data from individual lesrmers or aroups

iny research into learning processes demands data
from individuals 2t various stages of learning - data
which "can be used for making 'longitudinal studies!
of an individual's progresst {(Abbot & Wingard, 1981: 216),
In =2 classrecon situatiom, teachers are more likely

to be interested in the performance of whole groups,
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and especinlly with the problems they hove in common.
Data for the identification of such problems should
come from a2 fairly homogenous group, taking into
consideraztion such variables as MI', age, previous
teaching and languare experience, and if possible
learners' intelligence. The most important of these
variasbles, especinlly in the study of pronunciection is
mother tongus with the implication of 'negative
transfer' or interference,

A knowledge of which problems are common to the
various groups is interesting and instructive. They
may be the very problems that teachers can do most to
prevent in the future by a change of teaching method.

This approach was adopted, for instance, in
determining Level 2 material with its corresponding
items at Level 3 to illustrate the use of “will" in
the expression of strong volition, thet is, “insist
on',

Obtaining 2 variety of data

In this approach, samples of language from as wide
a variety of sources as possible zre examined. For
example, in a2 sample of learners' pronunciations

McKeating (1981) says

It is ususlly n2cessary to consider
errors of pronunciation and speech
perception ss well as written samples,
Many spelling errors and some errors
of sy tax, e,g. non-use of regular
pest tense endings, may have their
origin in the faulty perception of
speech, which in turn is often
eflected in pronunciation.
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Conversely, somc teachers only
becomne aware of their students!
problens in perception and
proauncietion through a study of
their written works,

This cmmbveadlon iy 4o Brayse written errors are
more obvious than those orally made., Teachers tend
to be much tolergnt, or much less aware ol students
varietions in pronunclation than they are of mistakes
found in written work, | -

A consideration of a variety of data from one
mode, ressonably leads to a8 thorough analysis of
students' needs. An analysis should not be based on
one writing task., Using one set of compositions on
a given toplic moy not yvield the required results
either, A writins gssignment on =z narrctiﬁé e883y
may require the use of one tense throuchout., “hether
learners would be able to handle a gre-ter range of
tense uses would not be revealed. Any analysis based
on these cogsiderctions is bound to be very limited.

Lenvuage work produced over, say, a whole term
or semester during vhich & wide variety of vwriting
tasks has been attempted will be useful for =n analysis
to determine problem aress, Of particular usefulness
are examination scripts. They represent an additional
- source of data which reflects the studeuts language work.
They contrast with work done &t othei times, in which

learners or students are often guided or controlled.

Sl mon M ik G B a0 2 d o TRk RS s Akt A Bl v comhe ok e edl B 1 P AL AL A S A

McKeating, D. op cit., 1981, p.
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3
The design of this study took into considerastion

issues discussed in this approach.

- -

Data may be collected from a wide variety of
exercises and sources, They do not always reveal all
the problem areas beceuse of learners avoidance
strategy due probably to uncertainty and confusion.,
Herein lies the limitation of reliance on examination
scripts as the only source from which data is collected.
Learners or students tend to "play it safe" by using
only the language they feel confident about.

A solution to this is to induce usage of language
through elicitation. This technique aims at putting
the learmer in a position vhere he has to use a
particular language item ond thus reveal his true
ability in that particulsar area,

These approaches precludes Etherton's (1577)
general approach to error study.

In the present study, : combination of three of
the four spproaches, that is, "a", "b"™ & "d" above was
adapted in obtaining the datz. These avproaches allow
for great care to be taken in the choice of materials
for analysis. It is assumed that s feilure to choose
adeguate range of materials may invalidate the whole
analysis.

The following principles have guided in this
aopact of the study:

(i) Using wrirséen composition which was done at school,

wnder supervislom and without undue gssistance.
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Topics elicited were 2imed a2t getting the
students to use the modals,

(ii) Using answer scripts of two final-year
exaninations., These were agnalysed in search of
students' use of the models. These uses were
not consciously induced.

(iii) Freouency count iu errors made by students was
not ewmphasised,

(iv) It is assumed trat students have heerd lessons
on the modals (in their first yesr). The
analysis 1s derived from their knowledze and use

of the modals having been taught these (modals)

as prescribed in their firnt year grammar syllabus,

Preliminaries on the Learners

The learners for this study belonged to a wide
variaty of Nigerian ethnic groups associated with the
complex heterogenous linguistic situation, The
linpguistic groups into wvhich the leerners fall range
from the higerian major languages like Hausa, Igbo and
Yorubz to minor ones which include Kanuri, Tiv, ldoma,
tupe, Igala, Ebire, Fulrude, Gwsri, Angas, £do, Ogori,
and Kaje. As o language for wider communication or of
impmediate environment, ''ause, and to som«= extent Yoruba,
were widely spoken either #s L1 or as a second
slternative language (VJilkins, 1972) by the subjects
whose scripts were an:’ysed., A rough estimate shows

L

2l_1‘\1:-rt:i.{cuﬂla1 Folzgy on Zducation, 1977.
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that about 60% of the subjects understood and used Hausa,
22% gprqba, and the last 18% spoke between them more than
twenty clearly ideuntifiable but assorted languages including
those mentionad above, '_ ) o

One tharacteristic they shara in semmon is that of their
previous linguistic experiences, It is rewealed that each
of them has a minlounm of nine years of instruction in Erglish
in a formal (classroow. setting before they were admitted to
read the NCE course. lore than half of the population had
taught in primery schools. Over 90% of Shewmdseqd Gnglish a6
a medium of instruction and many more taught 1t ss 2 subjoct.
A good number of the subjeeta spoke English in eother situstions,
for instance, ot staff meetings and other social informal
conversations. R j

A11 of them hsd either a “pags” and above in TC II
nglish Language paper or GCL {(O/L) or WASC Examinastion in
English Language or a combination of these, In addition to
guch a3 background experience in IEnglish, they all recelved
a two-year instruction in the NCHE General fEnglish course.3
The FL spoxen by the subjects include Arabic (12%) and
French (quite a negligible number). The average age of the
.learners involved in the study is about twenty-five, though
" there is an extreme age range of between sixteen and forty,

For those who taught in the primary school prior to their
admisgion into the NCR course, their teaching experience

" ranged from months to twelve years both with or without break

3 See appendix IT - a table showing the summary of the NCL
Euglish Programme for which General Inglish forms a part.
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in gervice, and/or professional qualification as o

teacher, i,e. Teachers' Grades ITI and I certificates.

Data Analysis: Procedure

Two colleges were used for the research. They
were the Advanced Teachers! Colleges in Kano and Zaris,
Examination scripts of two generations of NCH finsl
year students were randomly sampled and analysed., To
guard against students who may 'play it safe' by using
only the language they feel confident about during
examinations, a further anslysis of usage of the modals
through elicitation provided additional informstion
about learners' needs, that is, level 2 materials.

Both the examingtiocn scripts and elicited essaya
that form the corpus eiamined in this study were
productions of students from all the four academic
divisions of the collegegs; namely:

1. Arts (English, History, Geography, Religion)
2. BSceience (Mathematics, Phvsics, Chemistry, Biology,
PHZ) .
3. 1Hducation (Philosophy, Psychology, Sociology) and
L, Vocetions (Home Lconomics) o
The aim was to |
{(a) analyse the use of the qiidals to determine the
' range of coverage in terms of semantic areas

as well as
(b) the level of appropriateness of the .

syntactic features a2lso covered by the

population and then determine from these
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(i) relatively, the freouency of occurrence of
the meaning types of the modals used and
those not used,

(ii1) syntactically, the models that have been
correctly exemplified end those incorrectly
treated, and find out why, with a view to

(iii) designing NCL zZniflish course at the

developmentil level, which results from the

feasibilitv of using the information in (i)
and (i1i) as a criterion,
Of the two aims ("a% and “b* above), "b" has a
long=-term effect in comparison with "a" vhich was

inmdeiate,

Dats fnalysed
Yor the examination scripts, 400 sempled scripts

formed the corpus exemined, two hundred sach for
AJT.C. Kano end A.T.C. Zaria, An additional 270
scripts represent sompled essoy assiznments based

on elicitation technique. This brings the totsl
number of scrints selected snd examined to six
hundred and seventy (scec Table 1 for the breakdown of

the scripts).

TABLZ 1: Data for Study of the dnglish leodals

- ﬁ?&fﬁ?”‘”iﬁhd'Téﬁgfﬂfaﬁﬁa”ﬂw“”
an /4l Materials ) Tetal
" Study -‘_C’“ -J1 \31/82 |q2 _J
. B S T T
1 Arts 6o | 36 | 127 i 223}
b2 r Sciences 3l i 2k : ‘8’ I f
- 3§ Bducstion{ 196 } 90 [ - i 196
L ¢ Vocations i = ; 50 | 56 ! 106 E
B e L e
| 200 j200 | 270 | 670
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All the scripts examined for each year were
numbered and were personally read twice. For the
Zaris scripts and elicited essays, three assistants
had helped in reading the scripts tea. They were
NCE graduates (beneficiaries of the NCE programme),
who at the time of this study, were reading Language
Arts in the'two—year programme lesding to the award
of the Bacheloers degree in fducation of Ahmadu Bello

University, Zaria.

Tirst heading

In the first reading, =211 the.instances bf use
of modal auxiliary verbs of English were underlined,
The personal assistants further read the Zaria
scripts, Their reading supplemented the author's
effort in eunsuring that all cases of use of the
modals were clearly ascertained, -

In trying to determine the cases of usoage Ey
learners, whole answers to examination guestions or
full length essays based on elicited topics were

read during the first reading.

Second Reading

To examine the uses of the modals further, a
second reading of seniences containing the modals
was done. In this activity instances of use were
checked~cff & chart for corresponding meaning types
according to individual student's use, For the

syntactic features, a device showing instances of



78
correct end incorrect uscs weg euwployed in the same chart
(see figure 1 for the chert'. Th> whole exercise in the
second reading was sired at determining:

(a) the systematic use of *he wmodals or lack of use in its
coverage of particular sgemantic fields

{b) the systematicity of use of certain modals to the
exclusjon of otbers

(¢) cergpin syntactic features of poor use of the modsls

becsggse of the difficulty in distinguishing betweecn the

nedals and full verbps.
An interesting revelation as regsrds the frequency and

distribution of use of the modals and sppropriate combinati

on

of syntactic featurea, shows or exhibits very irregular usage.

To be more specific, uses end lack of use as well as errors
and correct forms of svntactic festures of the mecdels are
found as exponents of the same modal types in individual
efforts at uszge (scc Table 2 for the analysiz of the
elicited essays comprising 270 seripts from A.T.C. Zaria).
Though the uses of the modals as shown in the table
corroborates the findings of students' performances or uses
in the exswinsztion scripts, the elicitetion exercise should
L2 seen as more =uthentic hecause; factors thet militete
agatnat ewptirum periormance ¢ue to certain pressures undar
examination concditions have been eliminated.

In the consideration of idiolectal efforts, it was
discovered that g few students' scripts en the uses of the
(a) covered consistently = wide range of semcntic fields,

minimum errors of use in syntactic forms were egually

to be consistent.

modals

found
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FIGURE 1: Analysis Procedure of individual use of Modals 2t the

NCE Level
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Ts=ble 2: Distribution of Uses of the hodals and Number of Users

o g oL, e ik o L L . g P

b A - o PR L W LT LTI TR T Spr A RVIRY TRPRL T Y ' , “‘“"‘"“'“""""_"‘“T
Modals fCorrect Incorroect ETotal ENumber E
y Jses Uses Nuaber [ of \
2 : of Users i
Users
““‘d"h'.E I - [P R — —
1 1can 190 J 23 213  11¢
L
2 jeould fly | 1 75 Sy
’ ¥ ]
4 3 'E wmey ] L(_8 ! Ll 52 E 39 ;
. 3 . » . ] }
L tmignt {20 i L ooboah o 26 :
' : ] ' : : {
I © lwill ;1568 ! 108 E1€76 Poo2h9 ,
: ! : .
would 371 ] 24 {393 E 156 §
.} r ’ »
' d H §
t 7 lshall K83 % 2% o508 171 !
i
# {should 116 ; 12 1238 g I
o jmust 19 - 19 1 18 ‘
10 [ought to 26 2 fo28 24
11 tused to | - - l - i - .
]
E 12 ineed 1 - 2 3 3
{ o ;
! 13 ldare - - ‘ - - e
i... NN STUPITIDNPIL PR IS

{(b) some scripté revealed lack of use and
{(¢) in general, others were replete with ;rrors of use,
Because of certain limitations which relate to
practicability, instructional materials designed are aimed ot
the grouvp amd not individual lesrners. For this reason,
idiolectecal orrors, if they are of statistical significance,
vere raised to the status of group errors in order to attract
the design of suitable teaching materials aimed at the greup

(ond not individuals).
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If we see each modal 28 o unit, 2nd then consider the

semantic coverspge in terms of use, we can easily determine

» systematic use and lack of use (see Table 2).

Table 3: FPattern of Semantic Coverage and srrorg of Syntax

of the English Modals
—— a5 Al -~

i‘h'. P r....‘_: - '_--.—?df T — " s W 1 v-- - L b‘,‘--_?t-—.-.“- - E———— - . A - I
b s Fodels . Semantic . semantic | Semantic j Errors oi
1] . o2 L ~a 3 \ -
! ! ' fields b field({s) !'Tield(s) ' syntax in
y ' r coverable ! covered !uncovered : % »
13 t e _maea AN b S ——l B 8 A -.o....q'.. . —— .“1. P —— ._.—-,i
t . ' ) . ' . '
;41 can j o } L 2 I 1M1 }
4 L3 ¥ ] .
: : t ’ ] * ’
l > § could N 5 R 3 i 2 E 15 ;
’ i ' ] L1
' ¢ H i
I 3! may Iy i I - ! 08 i
3 ] 1 . I
= 5 ; i ' )
Iy } mizht 2 1 ’ 1 ! 7 :
! i { |
6§ will 9 ! 1 N 06 ¢
- : - 1 -
| \ f
5y would 7 7 S ! 07 !
; } i
. ' | § i
7| sholl 7 3 i 1 i 0% ¢
1 | I |
51 shoulad | L I ! - ! 09
X (. ' B '
‘3 ¥ 3¢ 3 - — I - i
y , . ‘ i { ;
R 137" . .
10 ] ought to' il ! - ¢ Q7 H
] 3 % 11 .
L] ; 1
v 1M puse:d to 2 - ; 2 f - .
! | b i 8
L] ! * 1] -
¢ 12 - need 2 i 1 { 1 i 67 ]
; ' | :
i 13} dare : 2 t 1 A & ! - -
- : 's. l l
— e n D I — R PR B b T o e ——

clearly shows thot five of the

An intra-use sanalysi

v

thirteen modals for this study have received full semsntic
coverage, This represents, appreximately, 31% of the modals
in consideration. They include *meyv, "would", "should",

"must?, and "cught to'. Ti.e lack of total coverage might be




82
due to lapsds, slips, or deliberate avoidance of use
in preference %o alternative constructions. Such
sliernatives, it wssz discoverced, were chasen with
uncertainty. IEven within the semantic uses
identified in this study, it is sometimes difficult

to decide for eazh modal the meaning type intended,

- The finel meaning arrived a2t sppeared, invarizbly as
1 ¥y

trials a2t a set ¢f slternatives. This has
demonstrated ¢learly & “lack of principles, of
consistency, »f de:erminacy“.n This learners
strotegy of pérwmutdtion is revealed during the second
reading &tege of the snalysis, when I found it
difficuld at timeg to determine the meaning type
intended by the students in fery many uses of the

modals.

instructienal Strategy

The researcher's main interesf in this study is
to work qut a learner's grammer (Level 3) which has
been determined by the use and lack of use of the
modals, This represents the ultimate goal, like
in error analyeis, of asny instructional strategy.
Apert from the modals that were not used by the
students, it appears as 1f “need" is the only modal
with a high froquency of cccurrence of errors of
syntactic use (see Yable 3. This does not ‘
invalidate the study ond its usefulness if we

consider the high percentage of lack of use and total

Hwbmcjqu, R.A. 1975 op cit,, p.,127.
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avoidance strategy or the strategy of the use of
alternative constructions, This study, therefore,
concentrates cn the meanings of the modals and how
learners have used medals to reflect the meenings;
because
(s) except for “cen’, “will", ‘would", and "shall®,

only a few students normally use all the other
modals. In other words, the inter-modal
coverpge seems under-utilised for effective
commanication purnosaes,

(b; weny wcaning types have not been covered (i.e.
intra-modal coverage),

(¢) on indepth coverare of the meanings of the
modals and how they can be aporopristely uscd,
is yet to attract the attention of textboeck
writers,

In spite of the frequent occurrcnce of the models in

English language usage, learners have been handicapped,

8 varying degrees, in their abilities to utilize the

communicative potentials of the Enpglish models in

doy-to-day communicstion,

Distribution Patterns of Use of thc Modals and their

[P

e B ol -

Description of Use

At this point of the study, it is pertinent
to inaicate one cof the features of model verbs

that often causes difficulty: mony modal verbs have
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more than one meaning or use, and in certain cases
two different modal verbs have some meaning they co
commonly share or heve common syntactic use, vyet,
they are not completely interchangeable. For
practical purposcs, however, a learner's grammar
should focus on the more important distinctions
~ a peoint that has been clearly made earlier on.

In this section, we focus on the study of the
follovwing modals basced on a further selection from

those treated at Leve! 1. coula, may, might, should,

mast, ought te, used Yo, need, and dare.

— 8 il e} ————— . & S

Of the six possible semantic areas of "can®,

the students in their use, demonstrated their

knowlecgze of four of the meaning typaes. (See Table U4).

- Bdien . &

verifications has boon cleerly stated. Througheut
the present study, much of this technique was used.
In the learners' use of cazn, the meaning areas that
were covered did not represent a fair spread. For
instance, "possibility” (one of the meanings of
ican?) was heavily weighted - 81% of the total use
of “can', whereas, ¥Wpermission” z2s a meaning type
rececived 1% use. These extreme instances of
coverage is observasble in the students' coverage
of all the modals.

The reason for this phenomenon has been partly

stated elsewhere in this study - avoidance strategy
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and use of alternative constructions. This is because some
modals have more than cne meaning or use, and in certain
cases, two modal verbs have some common meanings and uses.
In a situation like this, a user has altermative
possibllities of use. He could even choose to avoid using
any modal(s) in preference for alternative constructions.
However, an avoidance strategy in favour of alternative
constructions may be necessitated by uncertainty of correct
use,

These contentions have been clearly exhibited in the
use of "can" by learners. (See Table 4). Apparently, two
meaning areas were not covered by students' use, namely:

general characteristics, and inference and logical conclusion,

Table 4: Petterns of Use of “can"

Dot i l

Meaning Aresas US; in ézggr?nof

1 Ability | 9.0 29.0

2" jPermission 1.0 50.0

3 |Possibility 1.0 |} 11.0 i
l, |General Characteristics - { - "
5 [Inference and Logical :

Conclusion - -
6 (Negative 9.0 5.0

except for a few instances of the use of the negative. In the
elicitation exercises, the students were expected, in their

use of "can" to cover the former but not necessarily the latter.
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Similarly, the instances of use of the modals to ask
for permission or to give permission to (someone) was
not adequately covered by the subjects.
srrors that were easily identified in the
subjects' use of “can" include
(a) repetition of meaning e.g.
(i) I am sure you can be able to analyse their
ways of life,
(ii) My uncle can be of able help to give us a
transport for ocur Journeys.

(b) indiscriminate choice of modal e.g.

(i) It is also the right time through which

you can observe different cultures ...

(ii) T believe you can not miss coming.

Could
"Could" is the reired alternmative of "can' used,
like all the ether altermatives of the paired modal
verbs (might, would, should), to suggest a more
tentative attitude on the part of the spesaker. In
requests, the use revresents what is commonly
referred to as the “polite" form, for instence:
Could (or would) you accept that?
A recurring error observed in this study is the
students' inability to discern this use and that of
the past tense morpheme of the modal verbs.
Structures like the following appears confusing,
though students used them quite frequently.
(1) My sister who will wed, could dance well,
(ii) My brother should give us his 50l car.
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From these examples, it is clear that "could®
in

(i) marks past tens¢, but not “should” in
(ii) which is a conditional marker.

For semantic coverage, two meaning types have
been ipgnored, probably, dus to the reasons suggested
in l}.6.2. above (see Table 5 for the pattern of use
and semantic coverage of “could"), In a similasr
fashion after Y“can®, ermission meaning type had
received little attontion os it is statisticelly
indiceted in the t=dle.

Trble 5: Pattern of Us: of “Could"

T
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Both “"may" and #night® received total covercge
in terms of mesning typoz=. Fowever, only a few
students used them - 39 in the case of Y“may" sud 21
for ¥might" out of a total of 270 subjects. This low

level response apnesars to relate to a corresponding
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mild elicitation process. The errors of use do
not attract any significent attention. Of the uses
for which "may" was ovut, 8% errors were made, whereas
20% errors were revealed in the use of "might",
It is, for these reasons, that these two wodals
may not need any further elaborate consideration at

5

Level 3 grammar, except for its special uses.

Will

The subjects appeared to have used "will" quite
satisfactorily. Firstly, all the semantic aresas
were adequately covered except one. (See Table 6
below)., There was a Jjudicious spread of the various
uses of "will"™ among the meaning types. Students
have exhibited preferences of use in the meaning
types that were covered. They also made use of
alternative constructions such as the "... going to"
expression, which a zood number of them used as
substitutes for "will/shall’ verb form for future
reference or to predict events.

A total of 249 students used the modal, "will".
In spite of this high number of users, the errors
made were insignificent except for its use to
indicate insistence, that is, strong volition. Even
such errcors that the students made were not systematic.
This lack of systematicity may be due to low level

of use of this mesning type. This may account for

sy At o -

gr&rever, B.D. Advanced English Practice. O0.U.P. 1971,
pp.17-18. o
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Table 6: The Pattern of Use of "Will"

{ | Use in i Errors of
) Meaning .reas % ? Use in
. %
uw--L——wm-- e I S *ﬁ-‘-——-?——#—""ﬁ-“’ -—-d
1 Volition (weak) 0 ! 1.5
2 Volition {Intermediste) j 13.0 i .5
3 } Volition (5trong) 1.0 i 56.0 |
{ |
¢ L | Prediction znd Futurity |} 67.0 | 6.0 !
r 4 ' ' '
' 5 [ Advice and Recommendation | 1.0 i - |
}
E 6 + Belief znd Conjecture t 11.0 i 5.0
‘ 7 | Characteristic Schaviour t 1.0 4 Ao E
i {
& | Ipheremt Copocity I i | - [
9 Negative Z 2.0 I = ‘
- o 1

]
r
[ d

the reason why "strong volition™ was the sementic field in
the use of "will" which received the least coverage by the
students. The 1% use is not copious enough to give the
required systematic errors that could have been made.

The lack of mse of "will"V by the subjects to cover
“"inherent capacity" seaning option, is obviously due to the
weakness associated with the elicitation technicue that had
been used to induce resnonses. The non-use may, perhaps be
a result of the students' deliberate application of avoidance
strategy or choice of ~lternztive constructions. Subjects
have commguly used such alternatives as

"My uncle's car is big encugh to contain us and

B

our load"
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"Daddy's house is going to contain us®

These alternative constructions thus replace ...
utterances like
My uncle's house will contain everythingh
“Dadidy 's béuse will/would adequately
contain us"

W6 elinll meet more of these uses in Level 3 grammar,

YWould _

Like its paired present form (will}, o high
percentage satisfactory use of "would"™ was
demonstrated by the subjectz, Most of its meaning
areas were covered. Instances of mis-use were
recorded but these are of no significant grammatical
velue, In the process of analysis, it was found that
4% instances of use (sixteen sentences in all) to
denote “expectation/probability®, was a result of
misapplication of rules. (See 3.2 above for
appropriate modals that siznifies this meaning type).

The table bzlow, representing the distribution
of use, clearly showsg that the intermediate volition
weaning areas has been carefully aveoided. One obvious
reagson for this seems to we to be due to the copicus
use of “would" to signify "wesk volition®, that is,

willingness on the part of the speaker). In the

process of use, the subjects apparently wanted to sound
polite, Secondly, "shall! and 'will" were frequently
used as alternative choices to indicate intermediate
volition (i.e. intention of the speaker, see "will" abovel.

. -
TG
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Table 7: Pattern of Use of "would"

T o ) dse in !Errors ofi
| Meanlng rre=s % Us; in
*L‘M.Voiziion (weakfﬁmtﬁ*,ﬂmr 52.6“- L.5

: 2 !} Volition (intermeciate) - -

E 3 é‘v'olition (strous) . 3,0 ! - ;
bk + Belief and Conjncture E 22,0 I 8.0 l
E 5 ECharacteristic Hehaviour E 2,0 E 12.0 E
[ 6 EInherent Capacity E 1.0 h - E
i 7 | Negative J 14.0 5.0 l

Of the total coverage in the subjects' use of
"would®, 7% negligible errors were randomly made,
The general performence, therefore, a2ppears to be
satisfactory and may not necesscrily attract further
consideration at the third level grammar except in

its relation to the uses of other modals.

ohall

5hall" has been very much used by the subjects
considering the srees covered and the number of
subjects that had actually used the modal. ZEZxcept
for the ‘legal end quasi-legal® semantic area, which
would have required specific elicitation for it to
be uvsed, all the other mecning areas were adequately
covered with some measure of satisfaction. srrors

mede in the students' use of '"shall" were quite
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unsystematic and they accounted for only 5% of cases of
use,

About 63% of the subjects used "shall" to convey
individual understanding of one semantic area or the other.
The semantic areas that appears to be the students'
favourites include "prediction/futurity" and Yintermediate
volition", otherwise referred to as intention of the speaker.
These responses by the subjects esppears to correlate the
demands of the elicitation exercise which requires events
Lo be predicted and speakers' intention willingly made known,
(See Table 8 below for depree of usage).

spparently, Level 3 grammar requires little attention
as regards the use of *“shsllY, But certain peculiar
characteristics of usage in relation to "will” and how they
¢an both be used to express futurity (both "pure" and
“potential®™), shall be considered and drilled. This is
necessary for the Level 3 grammar to fulfil its remedial

requirements - one of the objectives of this study.

Table 8: Pattern of Use of "shall"

K_ Semantic.gields Use % Errors %
1 | volition (weak) 2.5 -

2 | Volition (intermediate) Lh2.0 h.O

3 | Volition (strong) 1.9 -

I, | Prediction/Futurity 53.0 6.0

5 [ Advice and Recommendation 2.0 -

6 | Legal and Quasi-Legal - -

7 | Negative 2.0 -
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Should

The four uses of ‘should" to convey the four
corresponding meanings of the modal show adequate
coverage by the students. Even though, only 79
students used the modal, the spread of use over the
three meaning 2reas, with a negligible low per cent
error occurrence is desonstration of learners'
ability to use the modil. It is subsumed thst the
lack of use by a larger population of the subjects,
d0es not signify ignorance. nather, the need for
its coplious use did neot fully arise., Furthermore,
elicitation was probsbly mild and the subjects have
alternative choices to uake, namely: the use of
“ought to" or constructions thet begin with
downtoners such as %1 120f2 eseesy & expect .e., 1 wish
«s " DBoth cheices fecuiured reosonably well in
stdonts! written work,

Table G below shows the pattern of use and

errors distribution,

Table 9: Uses of fshould” and srror Distribution

I e

- [ . R

Uses and Meanings U;e Lrrors
L* - - R . B B ey BB AN . -
1 } Obligation 2nd Necessity 1.0 4.0
2 |} ixpectation/Probebility 55.5 10.0
Y 3 ; fdvice and Recoinmendation | 23.0 7.0
: ] .
.. B L | S |
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Qught to
| A compartson of the uses of “ought to" with
"should® shows that students svoided the Toraer more
than the latter, But when faced with the choice
between using "must? and Yought to", students tend
to prefer "ought to" even though such a preference
leads to the expressiom of lack of confidence in
the fulfilment of the happening described by the
main verb., Compare
You must honour my invitation
You ought to honour my invitation

It is quite safe 1o say that the lack of use of
either "ought te" or “should" does not represent
ignorance, This can be explained with the simple
reason that both may be used freely and interchangeably,
such that the choice of one automatically precludes the
other. It seems that majority of the learmers, as a
matter of habit, are more familiar with '"should" hence
the higher number of users and 2 grester per centage
of usess Table 3 shows that percentage errors made
in the use of "ought to' just like ¥“should" is of
insignificant value in error studies.

In view of this, it is assumed that students
do not have major problems with the modal that meay

attract a detailed treztment in Level 3 grammar.

Must
The number of users - 15 out of 270 subjects,

shows a general distaste for the use of "must" in
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normal classroom learning/teaching situations,
dxpression of obligstion 1s made using “should”
or tought te' + a moin verb instead of the modal
“musts, Lven then, ewxpressions of obligation were
aparingly heard or written by students.

One interesting observation that has been made
is thet the few instances of use {19) cleasrly
reveal intimete friendshin between the subject and
the recipient of his nussage., The choices éh net
exhibit such charn‘teriétics observable in a
master/servant, superior/inferior, et cetera, kind
of relationships which is usually denoted by the
use of "must”.

The two principal weaning ciea; namely:
inference and logical conclusion, and, obligation
and necessity were satisfactorily covered by the
few subjects who had uscd “must" and “mustn'th.
wrrors were uncommon. ihis is largely due to very
few instances of use.

In Level 3 gramusr, the attention of both
teachers and learners is drawn to certzin special

uses of "must" in order to attract more patronage.

A total svoidance of use of "“used to" has been
recorded in this study. 7The need for its use
cannct be elicited withiout becoming too mechanical
eand far removed from everyday communicetion, Its
use(s) appear to require specific situstion

especislly in a dialogue.
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Some of the stuwlents heve preferred altermative
constructions with "formerly® or "once + pest form
of verb®. Compare
She was formerly your friend
The family once lived in Lagos
However, perhaps, a more plausible reason to
put forward for the avoidance of *“used to" by
learners 1s because of the confusion or difficulty
in distinguishing betlween USE as elither an auxiliary
or as a full verb:
He used to {not) to amoke, {auxiliary)
He's {not) used to smoking. (full verb)
Cereful students have avoided "used to" in operations
1ike this beczuse of uncertocinty., But az mild

treatment should be given to the modal in Level 3 PG,

Dare and Need

Dare¥ and "needV provide special difficulty
that has been identified at the reference grammar
level, '"Dare™ was not used at all by the subjects
Probably due to the difficulty it provides and
partly, both because of avoidance strategy and
lack of rigorous elicitsation. As a modal, it
occurs only in negative contexts and in guestions,
but also affirmative in its idiomatic use. While
the students appear to be familiar with its
occurrence in the affirmative, they tend to avoid
using it in wmegeative contexts and in gquestians,
The ultimate result is that of no effort at the

use of “dare®.
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Cn the contrery, there were on}y three instances of
use of '"'meed" by only three of the subjects, Two of these
instances were incorrectly used representing a very high
per centage error occurrence. A compromise starting point
at resolving the problem is to help learners é\ be able to
wake clear distinctions between the modal need, and the full
verb need occurring in the construction "need"+ to +
Infinitive":

We need not stay (modzl) = Ve are not obliged to)

We don't need to stay (full verb = It isn't necessary
for us to stay)

Yraa needn't have done that (modal = suggests that you
have done Wouwething unnecessarily)

You didn't need td 4o that (full verb = whether you have
done it or not, there was no ohligation or necessity
for the sction).

The distinction between the two grammatical patterns of

dare, and between the modal verb need and the full verb

- —

B =

Full Verb _ Modal

e

1. He dares/need to come i %

A

2. He doesn't dare/need + 2, He dare/need not to come

to come

3. Does he dare/ueed 3. Dare/lleed he come?

to come?

From the 2bove illustration, we find that dare bas two
grammatical patterns (aifirmetive and negotive) while need

hos mne (negative onlv). loth, however, have question forms.
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In PG Level 3, 2 conscious effort has been made to
drill learners to use both modals appropristely. The
pattern of exercises that rel.te their specific uses guide
teachers in the preparstion of similar exercises for use in

their own peculier situations,
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CHAPTSR FIVE

SAMPLY MATFRIALS AT LuViL THREE: A Students' Workbook

- b o

General Notes on the ivercises

As the earlier chapters have shown, there is 2
problzn of how to help students to use verb forms
correctly. Particularly problematic is the system
of auxiliary verbs which combine to form the tonses
and the moods.

The stend éaken by this study is thst for formsl
instruction to successfully eliminate such problems
materials are required at 3 Levels. Eesrlier chapters
have illustrated the nature 2nd tvpe of materials
rcquired for the first two levils, In this chapter
ve zive samples of maoterisls ot Level 3. Vhet is
proviced is practice moteriel on Znzlish modal
euxiliaries, The practice exercises rclate to
learners' use of the modals in the whole process of
language learning.,

The items have becn carefully selected and worked
out to reflect the needs oif the learners after o
psycholinpguistic description of the patterns of use
of the modals. The practice materisls have been |
graded to reflect the fullowing three stages of
languege acquisition or of «entel processing of
language:

(a) hypothesis or rule formation,
(b) hypothesis testin~ or expression, and

(¢) application for communicetiv= use,
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They are thus closely related to, or rather derived from,
observed patterns of language (modal) use or misuse by the
learners for whom they are designed, For instance, practice
materials are designed for the hypothesis forming stage if
it is observed that learners betray ignorance of the
formation rule governing the use of a particular language
item.

Practice material is designed at the hypothesis testing
stage if correct use of a language item is unsteady:
sometimes right, sometimes wrong. This is a manifestation
of uncertainty at the expression stage rather than a total
ignorance of a formation rule,

Practice materials at the application stage are
designed to help learners increase the range of use of a
particular language item to new fields that exist in
practical communication, Materisls at this stage go far
beyond the mechanical or patter-drill type to genuine
communication.

Once stage one practice materials on an item are
Judged necessary, they have to alsc be designed for the
remaining two stages. Similarly, materials for the second
stage with respect to an item should also be carried to
the end of the cycle, that is, to the third stage. But
materials for a higher stage need not regress to a lower
stage, If it did, it would then have been designed at
the lower not the higher stage, See chart 2 below which
indicstes language items (modals) for which practice
materials should be designed. A suggested sample items form

whe major discussion in this chapter.



Chart 2: Areas of Modals and Design Stages at which practice

10

materials may be produced

Popis Design Stage Items
(Modals) Meaning or Use Type - - 3
a | Will/would (i) Varions mgonings i
- belief, prediction, 1
: { instruction etc.
1
| (11) Using will/would + : J
present infinitive AR BV
b } Must/Musn't ! (i) Expressinz obligation,
instruction et cetera
(ii) Contrastive use to
indicate action and ¥ 4 J/ v
non-action
. ﬂ PRV,
¢ | Could Expressing the unreal past
d } Can/Could General Characteristic J
e |Can Ability in specific
circumstances
f | May Use in clauses with a o
concessive meaning
g | Might A tentative use of "might® .4
h | Shall/should|Use in Reported Speech /
i }Ought to ' Substituting "hac better® ' v 4
for "ought to"
J ot
J i Need Zxpressing negative form v !

or implied negation
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5.2. Sample Exercises for Practice

5.2.7. Will/Would

5.2.,2. Introduction

Read the following carefully., In a purely
predictive sense, only will is used after pronouns
fyou", "he" ("she", "it") and “they%. Note, however,
that it 1s not uncommon for will to carry an additional
implication, especiailly after the pronoun %you", for
example

You will
may stand for an instruction rether than a prediction:
"You will manage the section effectively
next year', the general manager told him,
In interrcgative sentences, "will you?" may stand
for either
(a) a request for information, or
(b) a request for action; for instance,
"Will you know the outcome of the case
scon?"
"will (or Would) vou go and report
this to the personnel officer please?"

The predictive function of will is most clearly
illustrated and most commonly found after nocuns
generally and after the following pronoums - "he®
("she®, "it") and "they"; e.g.

The presidential Jet will touch deown

at 8.00 a.m. tomorrow
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Befere goling on to gttermpt the exercises below, read .
also, 3.1.1. and 3.4.2. ¢

Desizn Stage I: Hypothesis Formation

Work to do

What meaning lies behind the use of "will" ('11) in
the following sentences?
1« It's no use going there to meet hiam.
He'll be on his way to the market.
2. 3he can be auite unapolegetic, but he'll generally
withdraw at the end.
3. Why will you ask such foolish questions?
li. You'll carry out instruction as you are told.
5. The cargo plane will tdke all the cases.
6. The party will not begin until midnight.
7. This room is too smell for a weekend party. It'll

only sit ten in comfort.

Design Stage II: Hypothesis Testiag

(isxercise 1)

In re-vwriting the fellowing sentences, use "will" or
"would? with thz appropriate infinitive form; omit any
words in brackets.

8. This is (probably) the thing we're looking for.

9, You (probably) haven't seen this morning's headlines,
about the election killings, I suppose.

10. I met Professor Shehu at the last interview, -
He was the Vice Chancellor's deputy, I assume,

11. As you have no doubt known, she's having a baby soon.



Mems Work to do (EXercise 2)

Ta

Heplace the underlined words by "will™ o "would" +

present infinitive. Wwhen the spsaker's anncoyance is

gxpressed, stress the modal verb Ly writing it in capitals,

for 4nstance

13.

My wifte persistently leaves things where

bther people can fall over them w=
My wife WILL leave things wherc other

people can fall over them. -

My family love watching video. They sit for hours

without saying a word.

Apparently, the moderator's major frult wes that he

persistently dinterrupted members of the panel before

" they had finished.

.”-!-o
15,

16.

Why do you persist in beins so difficult?

Mo wonder the meal is burnt! You slways put the

food on the stove and go to bed.
We tried to refuse her wedding invitation, but she

repeatedly insisted on our coming.

Further Work to do (fxercise 3)

Using "will" together with one of the verbs listed below,

complete each dlalogue. Certain cases require the negative

form,

Yerbs: seat hear do fit

17-

hold reach sult work

A. "Is that jerry can big enough?¥

- B, "Oh, yes! It at least eighteen *.

litres®.
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19,

20,

A,
B.
A,
B,
A,
B.
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"What's wrong with the ignition of the car®"
"I don't know, It simply __ ",
"Can we safely go on through the marsh?"
"Oh, mol! It ___ our weights easily".
"Is that ladder long enough?"
“Ch, yest! It _____ up to high voltage lines on the

electric pole",

Design Stage I11: Communication Practice

21,

Read the following dialogue,

Nurse: "May I help you?"

Patient: "Yes, if you will", the accident victim

quickly replied, “Doctor Musa will not
see me for a week, He won't sign my
discharge papers either, until after
another five days. The disgusting
thing is that, some people WILL leave
the toilet door open., They won't - *
close it, The smell from the W.C. will
disturb me. (I mean all through the
hours that I'm awake), I will ask to
be offered another bed. The hospital
administrator will do that for me", the

patient added.

Work to do

Te

Extend the dialogue above to show how you can
use will to express volition and/or certainty

- {certainty that nothing can stop the event
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from taking place, or the will to ensure that
it is accomplished), <=ach speaker (the nurse
and the patient) may talk twice or thrice,
one after the other.

Underline all instances of the use of
"will" in your work.

¥hy is the use of will in the patient's
fourth sentence above in capitals?
Imagine yourself as a taxi-driver. GState the
things you will do to escape being charged,
tridd and convicted by the mobile court thet
sits along your route of oporation.

Write two to three paragraphs.
Write another conversation as in 21 (1) above
to illustrate the use of will in expressing
volition and/or certainty. I suggest a
motorist whose car had a sericus mechanical
fault on & highway, and a mechanic., You may
choose your own interlocutors. You are not

restricted to only two speakers. either.

Must/Musn't

Design Stage I
Preliminary Notes

From Level 2 material, we find that there is

general distaste for the use of "wnust". Probsbly,

students are confused with the various meanings of

“must". These include using must
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(a) To express an instruction or what is obligatory, e.g.
Students must answer all the questions
(b) To express a sense of inner compulsion, like
I just must tell all the story
(c) To express what is necessary or inevitable in the
speaker's opinion, such as
We must begin the journey at 4.00a.m. tomorrow.
(d) To express a little more than pressing advice, thus
representing a "stronger" form of "should", for
instance,
You must read the topic if you get some

time left.

Work to be done (&“xercise 1)

Identify the meaning type (a-d) above expressed by the

following uses of must

22. She must cook jollof if she comes back early.

23. Candidates must attempt question one and any other three.

2. I simply must express my mind.

25, To be able to get to Kano early, we must start the
examination at 8,30 a.m.

26. All fourth formers must offer Additional Mathematics.

Exercise 2

Using "Must" with adverbs and in reported speech

Notes:
L o
(a) You can use "must" with adverbs having a present

or future time reference, e.g.



108
We must resolve the issue (now,
later, next week, after my return).
(b} You can leave "must" unchanged in reported speech,
for inatance, -
"You must teach me how to drive a car".
(direct aspeech)
I sald that he must teach me how to
drive a.car (reported speech). |
We cannot, however, use must to refer to obligetion or
necessity existing before the time of speaking. "Had to"
is used instead, for example. ‘
1 had to over-stretch my voice tb make myself heard
by those sitting toward back wall of the theatre, (I tell
you now), | |
| QOccasionally, we find the structure ‘must + perfect infinitive"
which is eguivalent in meaning to
T+ is essential that this should already have been
done, e.g.
"To be eligible for a full pension in this university an
employee must have been a confirmed officer,
A1l the examples 30 far given for the uses of must express
the necessity for positive action on the part of the subject.
"Musn't® is used to express the necessity for non-action:
You musn't do anything about it (= You must not do
anything about it).
Now, fill in the blanks with "must® or Ymusn't" to complete
the sentences
27, Application forms for admission duly completed
be returned to the Academic Office not later than 15th April.
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28. You______call on the Shehus again sometime.

29, I realise how difficult the situation is, but you
try not to let it get you down,

30, Wwe ;m“"__make the fees sound too 2xhorbitant, or he
won't register as a member,

317, We have made quite a lot of money, but we ____ forget
that all the workers have to be paid.

32. Cendidates for the practicals _____ write in ink, and

write on one side of the answer sheet only.

-

Design Stage II

Inferring or Concluding for Interpretation of a situation or

events

Introduction

Must™ is used to assert what a speaker infers or
concludes to be the most likely interpretation of a situation
or event:

He must be at least s Colcnel. Liatepers are pot sure
if this is true, We only think that it is almost certainly
so, having taken everything into account. To negate this,
"ecan'ty is used:

Irene: He must be at least a Colonel

George: Oh, nol! He can't be higher than a temporary

Lt. Colonel now

This dialogue chows Irene as almost certain that "He" is a
Colonel, and George is equally certain that "He" is not.
Toc report this, we have

Irene said that he must be at least a Colonel, but

George thought he couldn't be anything higher than a

temporary Lt, Colonel themn.
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Work to do Exercise 1

Complete the responses to the following statements using

must to suggest what seems to be the most likely explanation.

33. The Registrar drives in a Mercedes }50 SEL and his wife a
latest model of Honda Accord.
They must ...

3y, John has no money to travel to lagos Py mir but talks
about going to U.S.A. next month, He must ...

35. The last plane has already gorne, It must ... thanlI
read in the schedule.

36. Not even h%q detractors thought he would be offered
the Job, but he was. The panel that sat to interview
him must have ...

37. The Principal said he would ring from London, but he

hasn't, She must have ...

Exercigse 2
Rewrite sentences 27-32 in reported spcech. Using the
corresponding sentence openings auggéotad be low,
38, The advertisement clearly stipulated that ...
39. I ssked him ...
go. I told him ...
41. I warned the others that ...

2. The instructions stated that ...

Design Stage III

43, In most localities in Nigeria, certain norms are
observed. Some of these norms relate to the
tradition snd custom of the people. Others have

bearing on ones religion.
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Identify gnd describe in paragraphs EITHER your
sucietal norms OR those things youwr religion(s) peranit or
do not permit as acceptable behaviour.
Use "must" for instences described of things we must
do and Hgusntt? for behaviour and acticns which are not

wanted or forblidden.

L. (a) Write about one page on the social and academic
requirements expected of students of your college,
Use must and musn't to 1llustrate your exposition
appropriately, Underline all instances of use of
must and musn't.

(b} Classify the instances of use in (2) asbove under
the following meaning types:
(1) inference and logical conclusion
(ii) obligation, and

(iii) necessity.

LS., Read the following dialogue

Lola: I must be frank with you,
Musas But, I had to be frank too.
Titi: What's all these frankness about! We

mush't stay in here sny longer.

Lola: Mist we continue the discussion?
Titi: Yes, but we must leasve this place, or else,

someone may pick up the 'gossip'.

Now, extend the dialogue as much as you can using

must and musn't.
L e ]
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Concluding Remarks

One of our findings from Level 2 material is that
our target audience (NCE learners’) require largely
practice material at desipgn stage I1I, that is, applying
the rules they have learnt for functional communication,

What we have done is to write sample materials
besed ou twe of the areas for which they require drilling.
Tt ig oyt expectmtion that the sample ltems would puide
other langusge teachers in writing items on the saue
aress or the areas which this research has not covered.

We sdvise, however, that if teachers (and others)
wish to compile similar sample materials, they should
do so with great care. A wise thing to do (as has been
done in this study) is to try such materials on
colleagues before using them with a specific group of

learners. (See 5.5.1. = General Notes on Model Answers) .

MODEL _ANSWERS

General Notes

The snswers we have suggested below to the
exercises are mainly intended for learners who might
need to be pguided while they work out of class. In this
section, therefore, the answers supplied should guide
the NC& learner but also, the NCE lecturer.

Some of the answers are very precise but objective.
This may not be the case in real life situation.
However, the precision and technical nature of the

answers relate to the pedagogical needs of the leartwrs.
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As a general rule, an obJjective model answer is a
result of a mechanical exercise to which it is an
answer, In a similar way, a mechanical language
exercise represents a drift from functional,
communicative, ‘everyday use of the data from which such
exercise is abstracted (Omojuwa, 1975: 226).

It seems, therefore, that there is little
opposition between the need to control language data
which could be presented easily and with objective
measurement of learning achievement on the one hand, and
the need for language learning (and teaching) to be
presented so that it can closely reflect the child's
natural processes of language acquisition on the other.
The latter is a process in which every bit of language
that the child acquires is for its immediate
communicotive value.

In 2 classroom setting, especially a L2 situation,
the latter approach can hardly ever be totally
achieved. For pedagogical realisations therefore, a
compromise solution is suggested. Aspects of the
language which lend themselves to obJjective processing,
should be so presented. Others which do not, needn't
be forced into it. Viewing this compromise position
in relation to the drills on the modals, we can see the
exercises falling into three groups, which we have
referred to as design stages:

Design Stage 1
Answers in this stage are fixed or objective.

Such answer may be given with or without
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distractors. ILven when distractors are
not supplied, the verbal environment is
clear about what answer is required.
Lesrners are therefore expected to be able
to supply the right ansﬁer.

Design Stage II

In this stage, a model znswer 1s possible but
it mor= or less a suggestion or a guide. The
implication of this is that the teacher'g
answer is not absolute, He (t~acher) should
look cut for or be prepared to accept other
answers different from what he has provided.
In other words, answers suggested in this
design stage are fixed semantically but the
sameness or similzrity in meaning permits
alternative syntactic realisations.

Design Stage III

Model answers are hardly possible for exercises
designed at stage III. The exercises demand
"productive' efforts of the learners. It is
possible to provide cues for learners in form
of a linguistic or factual guide or instruction,
Such cues kindle learners' imagination. They
also place the exercises in proper setting

for them to be meaningful to learners.

5.2. Answers to mxercises ou the Meaunings and Uses of the
Modals

1. belief



10.

1.
12.
13.
14.
19.
16.
17.
18.
19.
20.
21.
22.
23.
2.
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characteristic behaviour
characteristic behaviour
command/instruction
prediction/irherent capacity
prediction
inherent capacity
This will be the thing we're loocking for
You won't (or wouldn't) have seen ...
Professor Shehu/He would have been the Vice Chancellor's
deputy
As you will no doubt have known, she's having a baby soon.
They will sit for hours without ...
«s+s he would interrupt members ...
Why WILL you be so difficult?
You WILL put the food on the stove and go to bed
«++ She would insist on our coming
will hold
won't start
won't bear
will reach
Stage III work
A little more than pressing advice
Instruction

Sense of inner compulsion



25.
26.

27.
28,
29.
30,
31.
32.

33.

38.

39.

L0,

L.

425
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Necessity in the speaker's opinion
obligatory
must
must
must
musn't
musn't
must, must

suggested answers
ess be having more than one source of income; or ...
be rolling in money etc.
evs D€ Crazys ... be kidding etc
.ee be much earlier
«ss been taken in by his articulate behaviour
«ss forgotten everything about it; ... hed problems
with NET etc.
«ss a@pplication forms for admission duly completed
must be returned to the Academic Office ,..
I asked him that he must call at the Shehus again
sometime
+ee that I realised how difficult ... was, but he must
try not to let it get him down.
«ee we musn't make the fees sound too exhorbitent,
or he won't register as a member.
s« Candidates for the practicals must write in ink,

and must write ...
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CHAPTER, SIX

SUMMARY, LIMITATIONS, SUGGESTIONS AND CONCLUSION

Sunmary,
In this resesrch, an attempt was made, largely

to produce valuable sample instructional materisls

: for the use of those who teach and those who learn

English leonguage at the NCos level, Of equal value

is the 3~Level Approach adopted in working out the
somple materisl. This approach, hopefully, should
guide teachers and course writers in producing similar
meterizls in the same area or other areas in language
for the use of students (HCH students),

The area of the grammar syllabus used to illustrate
the working of the approach is the modal verbs of
English., These verbs are a congtant problem for "all"
learners of English, especially the NCE learners.

This study does not c¢claim that the models and
approaches suggested and illustrsted are the absolute
solutions of any language probleme, general or
specific, It 1is a fact thet guaranteed solutions for
the problems of second language learning and teaching
are yet to be fully established by anyone. However,
attention is drawn to the following two assumptions
underlyiog the study: first, that appropriate texts
for use in our classrooms arce lacking, thas creating
a gap in language learning/teaching, especially in
a L2 learning/teaching situation with o specific

reference to the NCE situation; second, that it is
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possible to give guldelines to teachers on areas of language
content awl pedagogy in an attempt to "fill the gap® created
by lack of appropriate texts resulting from complex |
redagoglcal or commercial reasous, Designing materials af
three levels c¢an, indeed, correct these two areas of
deficiency. This is the main objective of this study.

The objective is achieved in the foregoing five
interrelated chapters. In the introducfory chapter, the

problem of 1lnadequate instructional materials far use by

'_ teachers and learmers was quickly identified and clearly

stated, Wwe suggested a solution - materials writing at
three levels. We further discussed the characteristics of
each level material showing how one is distinguished from
the other. In reviewing the literature in chapter two, we
examined the existing materials and found them to be |
inappropriate. We are alsc aware of the asvailability of
certain materials directed at tertisry level students in a
L2 situation. We found thal these materials do not
adeguately reflect the syllabuses of our target learners.
Some other issues of pedagogical value to the study were
also discussed in this chspter. These include ELT at
tertiary level in Nigeria, lanpuage errors and their uses,
pedagogical materlgls, appruvaches b duta collection on
learners' problem areas, and a preliminary notes on the
nodsls.

Chapters three, four and five which form the main body
o$ thé study corresponds to the three levels specified in
the approach. Chapter Three (Level 1) is sample material

describing the modals of bnglish. The information contained
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in this section has been carefully worked out independent
of specific pedagogical needs of users. It is for
referential consultation by course designers, teacher
trainers, language teachers and the "general public".
Chapter Four (Level 2), that is Teachers' Hendbook is
information about the anslysis of learners' uses of the
modal,

The analysis has helped us in working out our Level 2
materials based mainly on cases of mis-use gnd lack of use.
One major concern of the chapter was to suggest
instructional strategies for use in teaching ond correcting
learners' cases of mis-use, Our expectation is that it
should motivate learners, more, in their intra- and
inter-use of the modals end direct them toward the application
of rules learnt for communicative purposes, It is derived
from students' examination scripts and elicited essay topics.
A 'performance analysis' (the model mainly used in this
study in arriving at sample materials at Level 2) of
students' use and lack of use of the modals, leaves the
language teacher with valuable information from which
further selection is made for inclusion in the students'
Workbook, The fifth chapter is Students' Workbook (Level 3)
in which graded exercises are presented as learners'
practice material., The grading reflects three stages of
mental processing of language: hypothesis formation,
hypothesis testing and application for communicative use.

It is directed at language learners (NCE learners).
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Limitations of the Study

There arc some practical constraints, of course.
Ve canmnot essily abandon the instructional msterials
we use at the moment becsuse of their inadeqguacy for
other materials which sre yzt to be published. The
“old" materials are likely to remein in our teaching
situations for some time to come,

The study was faced with one major constraint in
the chapter on learner error - chapter ;. The study
had no space for more than a small number of samples,
whereas, copious data samples and detailed analysis
would heve formed a major psrt of a study primarily
on learner error. stherton (1977: 70) has recommended
on analysis of 8,000-12,000 errors to be anslysed
“for adeguate research",

Even though an elicitetion procedure was used to
induce learners use of the m0d3151, there was no total
control of the subjects in their use or no=use of the
modals such that errors made could be fully analysed
and seen as being systematic or not. This is a
limitotion observed in the process.

Finally the material designed in this study is
aimed at the group and not individuals, even though
the problems identified with usage are individual
problems, This is a2 constraint which relates to

the issue of practicability.

L]

T sce appendix v for the list ef elicited topics.

!
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Recommendations

Recommendations are directed toward improvemett

or elimination of the problem under consideration.

The following recommendations about the NCE language

problem arising from the study, should be seen in

this light.

(a)

(b)

The Syllabus

A teaching syllabus is preferred to the
syllabus being currently used. The current
syllabus (check-1ist) seems mere guides to
teachers as to what to aim towards. It is not
a teaching syllabus in the sense that any
teaching syllabus must organise and sequence
content into units/lessons on some principled
basis.

At the college level, each Department of
English should produce a scheme of work in which
the language activities and language content
are organised and sequenced into a teaching
syllabus, probably on the basis of commercial
or home-made materials available to the staff
(like the present study) or that they intend
to produce., This aseheme of work would then
be g blue-print made aveilable to staff
members, especially the inexperienced lecturers
in &Znglish.

Textbooks and Materials

Relevant instructional materials aptly

designed for use at NCE level should be regarded
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as a2 priority area by course writers. Decause of the
heevy demand for NCE teachers and the growing number of
NCE awarding colleges, course writers and researchers
should regard publishing materials and marketing of such
published materials economically viable,

Teachers should no longer rely on texts designed
for lower-level education for use at the NCL colleges.

(c) Tezcher Supply

The quality of teachers required to teach any
of the sub-components of NCE inglish Lansuarge should
be strictly controlled by the departments of Fnglish
of the :CE colleges, For a teacher tc be able to
make the best of a bad job, he should be a specialist.
A specialist is awzre of new developments in tesching
and he takes this into account in his classroom
situation, This is not to say that he should sbandon
the past.

It is true that the syllabus and textbook will
influence the way we teach but they do not totally
determine it, The syllabus a2nd textbook provide us
with the "what" but not entirely with the "how", thet
is, our procedures and techniques. A good language
teacher should do better than what syllsbus and
textbook prescribe,

This element of self-determination to adapt scme
exercises, for example, or omit others, and sometimes

include some of our own, that is, adaptation of
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teaching materials suitzble for both the needs

of teachers and lcarners is what the whole study
is about. This procedurc¢ should go on all the
time.

(d) Further Research

It scems ms 1if what this study calls for
is a rationalisation of what we dé already
- (research into language learning/teaching,
adaptation of matericls and techniques other
et cetera), and perhaps its extension into
other areas, in order to make eur teaching
more effective.

The Literature Review has identified what
languare areas need some urgent attention. The
3-level materizl prepsration approach could be
adopted for use in the procurement of materials
in these areas, especizlly in the teaching of
grammatical structures. A further resesrch
into such areas 28 the propositions, adjectives
and adverbs will supplement materials that we

already have in language teaching at the NCE level.

Concluding Remarks

The present trends see language as a resource to
be developed internally in theé learner in response to
his wants and needs so that he is able to cope with
the demands made upon him, For the NCE learner, he
needs the language to pursue a course of study after

it ST R | B aE e ML . b 2l
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which a further demand 1= made upon him, to use the languzge
for instruction in schools.

liowever, in trying to susgest whet to teach; syllebus
designers, course writers and teschers have many oreas of
concern to tske into account. Essentially, these are
focused on the learner and the learning process, and on
lan;uage and how it functioms.

The task becomes so enormous if not impossible one
wvhen they, that is, course writers, teachers, etc, realise theast
account must slso be taken of current educational materials
and techniques, thc¢ orgenisaetionsl and political limitations
impos.ad by tie system (or coli2«e administration), the
conflicting demends of the cx-iination system, the different
learninrs styles of individuals in a group and a host of
other irreconcilable factoras. This situation gppears to
make our objectives impossible to attain. But a well-developed
curriculum, for which syllzbus design and procurement
relevant instructional materisls ferm a pert, appeers to be
an answer. The role of the teacher then is to adept such
moterinls and appdy his own knowledge of his classroom

situstion to get the best from his learners.
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APPENDICTS
APPINDIX T

NCE Major Inglish Syiiabus

(Grammatical Structures Only Re

(Grammatical Structures only)

Revised in March 1980

CONTENT

UNIT ONE  The Bnglish Sentence

- a, The Students should be taught what makes up a
. good English sentence. | |
b. Sentence Patternms
¢c. Types of sentences
i. Statement
ii, Questions
iii, Commands
ix. fxclamation
UNIT TWO

7. MNouns

Countable + non~countable + collective

2. Determiners

= I

Articles - definite, the indefinite

alan), some and §.

Predeterminers - all, both, half, double, twice
et cetera. | - |
Fast-determiners - ofdinals, cardinals and
comparatives.

Quantifiers ~ many, few, little, severnl et ceters.
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UNIT THREE
1. The Verb

a. Verb forms
b. Types of verks (identification and function)
c. Auxilisrizss and Modals
2. Tenses
a. Present and pzst tense (including different ways
of expressing time, present time and future time).
b. Active and Passive
¢. Indirect Speech

Conditional Clauses

UNIT FOUR
Concord

a. Subject-Verb
b. Noun-Pronoun

¢. Determiner-Noun

UNIT FIVe
1. Adjectives
a. Syntactic functions
i. sottributive and predicative
ii., Post-positive
iii, HKHead of an P
b. Types of Adjectives
c. Orderins of AdJjectives



2. Adverbs

a. As
b As
As
As
As

As

Modifiers
Modifiers
Modifiers
Modifiers
Modiriers

Modifiers
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of Adjectives
of Adverbs

of Prepositions
of Verbs

of Noun Phrases

of Determiners

b. Adverbial Clauses of time, place, reason, purpose,

result, concession et cetera.

UNIT SIX
Preposition

S

2. Prepositionzl Phrases

b. Phrasal

Verbs

c. Verbs followed by prepositions

UNIT SEVEN

1. Relative clruses (treat with relative pronouns)

a. Defining

b. HNon-defining

2. Pronouns

a. Personal pronouns

b. Reflexive pronouns (emphatic and non-emphsatic use

c. Possesive pronouns

d. Universal pronouns: each, all, everyone, et cetera

e. Some and any series

3. Ambiguities
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!.},n
5.
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STUDENTS' TEXTS

Hormby, A.S. [ Guide to Patterns an Usszge in kaglish

Oxford University Fress, 1958.
Jupy, T.C. & John Milne. English Sentence Structures.
Heinemann Sducational Books Ltd., 1969,

Allen, W.S. Livinz Jnglish Structure. Longman, 1974.

-

Zanvoot, R.:'s A Fandbook of inzlish Grammar.

Forrest, (.. fevision English., London: Lcagmsn, 1968.

e

THACHERS' TEXT3

Quirk, R. et al. A Crammar of Contemporory knglish.

=

Stran Barbara. HModern “nglish Structure. London.
g’ - . M._‘J - -

Fdward Arnold, 1962.

Owen, Thowas. Transformational Grammar and the Teacher

of snilish.
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10.

will
would
will
would
will
would
will
weuld
will
sould
will
would
will
would
vill

would

-

1)2
BV
b} -

Hnve
have

hiave
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veen
bheen
baen

heeN

taking

taking

taking

taking

being
being

being

beinz

being
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taken
taken
taren
takan
token
taken
taken (%)

token( =)
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IV

Pronunciation of Modal Verbs

Two pronunciations can be discerned when sowe modals
are heard in speech. If such modals are stressed, they
take their STRONG form(s); irn unstresseada syllables, their
WEAK form(s) are heard. Study the following tables:

(after Wakecly and Mc Arthur, 1974: 7)

FODALS WITH WEAK FORMS

- SPELLING P?&)‘i'.;l:";?d.]?:;‘l‘:[ ON
S STRONG | WEAK
must /mas(t) /mas, 's/
can /k 2&n/ /%an, kn/
! could | /xud/ /kad, kd/
shall / _‘» =1/ | / _ral,_ jl/
should i /{ua/ /fad, {daf
: will 1 fail/ O} /al, 1/
E would ; Jvud/ j ,f?ffi' da /

. b —
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ODALS VI 1O WEAK FCRMS

i

B et ]

PRONUNCITION

O L IR Y =

freeem

o T AT
O LAl Y IPLIPEI L

fomm———a e s e e e

!

mustn 't /masut/
| may : /mei, ae/f
? mayn'y ' /meint/
5 might : /mait/

won't

vroulda'il

E nightn't ‘ Jasitnt/
E czall ! [kasut, kaeuh/ 1
i coulan't i /kudat/ '
i shzu't | /f‘a int, )':aen:;'
| shoulan't /) udnt/

ousht = [o:tu, o:taf !
| oushtu't to [o:tntu, aitontaf

[wouut, waunt/

Jvudat/

| T ————
. -

L WORRE . L A B e B

Mote: Lometines fuf in Yeouldn'th, Ysaouldn't® and
teouidett' 1s sometimes oreonounced very shert.
“uave? alter wedel verbs telke the weak form

/ / e.”. "mmast have /mastav s, "“could
Liave" = /ucav/
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Appendix v

Alicited Zssay Topics 3

1.

3.

ile

on

wWhot would you sccept to be free 2c¢ucation at all
levels?

De fend or attock the centionction of N.Y.3.C. for
t.C.4, holders,

Write 5 letter teo an African pen-friend tc tell him
how the .nglisn languar” course is run in your
ccllepe, State its limitoticans end explain whet
ghoule e done to improve the structure.

trite 21 essay on the need for unity among 4frican
nz=tiens,

"Taw shoul? be tihe role oo relizion in the rolitical
li¥e of MNiyeris todoy?

chould yourg pecple sueciclise too early? 1If thay
20, +mild ¥ou think that thoy would have scquired

a Lroad edvzation”

chould Nigepias estaslish om (pen University?

“rite a letier to advise the "e¢rmanent 3ecretary,
“inistry of 3Zducation in your state on what his
ministry shoylé do to imurove teachers conditions of
service.

Urite = letter =6 2 frienc inviting him/her to spend
a poliday with ysu in sow: part of Nigeria outside ¢
Laros, Tell him/her he/she ought to come and explain
clecrly wh; you shink the holiday will be interesting

and enjoyaoble.
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