
I .,,.,.,. 

) .. - . 
\ " _....,._ __ -·-. -~ ---­. . .. 
' ~ • ,:_!..._ -

VDM 



Daniel Xerri 

High Stakes English Testing 



1 
I 
l 
l 
! 

' ;.J 

Daniel Xerri 

High Stakes English Testing 

Factors Contributing to Candidates' 
Performance 

VDM Verlag Dr. Muller 



lmpressum/lmprint (nur filr Deutschland/ only for Germany) 
Bibliografische Information der Deutschen Nationalbibliothek: Die Deutsche Nationalbibliothek 
ver:zeichnet diese Publikation in der Deutschen Nationalbibliografie; detaillierte bibliografische 
Oaten sind im Internet Ober http://dnb.d-nb.de abrufbar. 
Alie in diesem Buch genannten Marken und Produktnamen unterliegen waren2eichen-, marken­

oder patentrechtlichem Schutz bzw. sind Warenzeichen oder eingetragene Warenzeichen der 
jeweiligen lnhaber. Die Wiedergabe von Marken, Produktnamen, Gebrauchsnamen, 
Handelsnamen, Warenbezeichnungen u.s.w. in diesem Werk berechtigt auch ohne besondere 
Kennzeichnung nicht zu der Annahme, dass solche Namen im Sinne der Warenzeichen- und 
Markenschutzgesetzgebung als frei zu betrachten waren und daher von jedermann benutzt 
werden durften. 

Coverbild: www.ingimage.com 

Verlag: VDM Verlag Dr. MOiier GmbH & Co. KG 
Dudweiler Landstr. 99, 66123 Saarbrucken, Deutschland 
Tele/on +49 681 9100-698, Telefax +49 681 9100-988 
Email: info@vdm-verlag.de 
Zugl.: Malta, University of Malta, 2009 

Herstellung in Deutschland: 
Schaltungsdienst Lange o.H.G., Berlin 
Books on Demand GmbH, Norderstedt 
Reha GmbH, Saarbrucken 
Amazon Distribution GmbH, Leipzig 
ISBN: 978-3-639-31424·3 

Imprint (only for USA, GB) 
Bibliographic information published by the Deutsche Nationalbibliothek: The Deutsche 
N_ationalb1bhothek lists this publication in the Deutsche Nationalbibliografie; detailed 
b1bl109raph1c data are available in the Internet at http://dnb.d-nb.de. 
Any brand name~ and product names mentioned in this book are subject to trademark, brand 
or patent protection and are trademarks or registered trademarks of their respective holders Th 
use of brand names'. product n~mes, common names, trade names, product descriptions et~. e 
even without a particular marking ,n th,s works is in no way to be construed to mean that such 

:~;;~::~::,r:~:e1 b~ aunn;~;:cted in respect of trademark and brand protection legislation 

Cover image: www.ingimage.com 

Publish~r: VDM Verlag Dr. Muller GmbH & Co. KG 
Dudwe1ler Landstr. 99, 66123 Saarbrucken, Germany 
Phone _+49 6819100-698, Fax +49 681 9100-988 
Email: info@vdm-publishing.com 

Printed in the U.S.A. 
Printed in the U.K. by (see last page) 
ISBN: 978-3-639-31424-3 

~~~~;~!!,2010 by the author and VDM Verlag Dr. MOiier GmbH & Co. KG 

All rights reserved. Saarbrucken 201 o 



To my family 



List of Figures 

List of Tables 

Preface 

Chapter 1 - Introduction 
1.1 Background 

1.1.1 The Matriculation Certificate 

Table of Contents 

1.? .2 The Matriculation Certificate English Examination 
1.1.3 Junior College 

LZ Problem and Rationale for the Study 
1.2.1 Predictive Validity 
1.2.2 Disgruntlement with MC English Grades 
1.2.3 Low Grades 

1.3 Structure of Study 

Chapter 2 - Literature Review 
2.1 Teaching Approaches 

2.1.1 Literature Teaching Methodology 
2.1.l. l Language-based Approach 
2.1. 1.2 Content-based Approach 
2.1.l.3 Personal Enrichment Approach 
2, 1,2 Communicative Language Teaching 
2.1.3 Teaching Writing 
2.1.3.l The Process Approach 
2.1.4 Teaching Reading 

2,2 Assessment 
2.2.1 Syllabus-content Approach Versus Course-objective Approach 
2.2.2 The Syllabus and Assessment 
2.2.3 Norm-referenced and Criterion-referenced Measurement 
2.2.4 Stages of Test Development 
2.2.4. l Test Specifications 
2.2.4.2 Test Method 
2.2.4.3 Test Manuals 
2.2.5 Ensuring Reliability 
2.2.5.1 Marking and Reliability 
2.2.6 Ensuring Validity 
2.2.7 Testing Reading and Writing 
2.2.7,1 Testing Writing 
2.2.7.2 Testing Reading 
2.2.8 Testing Literature 
2 .2.8. l The Literature Test 
2.2.8.2 Assessable Outcomes 
2.2.8.3 Essay Writing in Literature Tests 
2.2.8.4 Alternative Literature Testing 
2.2,8.5 Literature Coursework 
2.2.8.6 L-Ocal Studies on Literature Testing 

2.3 Afotivation and Second Language Learning 
2.4 Predictive Validity 

1 

4 

5 

7 

9 
9 
9 

10 
l1 
11 
12 
12 
13 
17 

18 
18 
18 
19 
24 
27 
30 
33 
34 
36 
38 
38 
39 
41 
41 
42 
42 
43 
44 
45 
46 
47 
47 
50 
51 
52 
53 
55 
56 
56 
57 
57 
59 



2 

Chapter 3 - Design and Methodology 
3. I Case Study Research 
3.2 Semi-structured lnteniews 

3.2.1 Interview Guide 
3.2.2 Interviewing Skills 
3.2.3 Analysis 

33 Survey 
3.3.1 Survey Design 
3 .3 .2 Piloting 
3.3.3 Sampling 
3.3.4 Administration 
3.3.5 Analysis 

3.4 Correlational Research 
3.5 Research Ethics 
3, 6 Conclusion 

Chapter 4 -Analysis of Data and Discussion of Findings 
4, J Corre/ational Research 

4.1.1 Predictive Validity of SEC English Language 
4.1.2 Predictive Validity of SEC English Literature 

4.2 Student Surrey 
4.2.l Reasons for Choosing to Study English at MC Level 
4.2.2 Study Habits and Language Practice 
4.2.3 Attitude towards Essay Types and Exatuination Components 
4.2.4 Attitude towards Proficiency and Four Skills 
4.2.5 Feedback on the MC English Course 
4.2.6 Future Aspirations 

4.3 Semi-structured Interviews with Lecturers 
4.3.1 Matriculation English Examination 
4.3.2 Literature Teaching Methodology 
4.3.3 Language and Linguistics Teaching !-.1ethodology 
4.3.4 Activities and Resources 

4.4 Semi-structured Interview with the Chairperson of the MC English Examination 
4.4. l Matriculation Certificate English Syllabus 
4.4.2 Marking 
4.4.3 Paper Setting 
4.4.4 R<lationshlp between SEC and MC 
4.4.5 Recommendations 

4.5 MC English Examination I:_aper 
4.5.1 Literature Components 
4-5.2 Language and Lingulstfos Components 
4.5.3 Validity 

4.6 MC English Syllabus 
4.6.1 Syllabus-content Approach 
4.6.2 Test Specifications 
4.6.3 Outcomes 

4, 7 Conclusion 

Chapter 5 - Conclusions and Recommendations 
5.1 Correlational Research 
5.2 Student Survey 
5.3 Semi-structured Interviews with Lecturers 
5.4 Semi-structured Interview with the Chairperson of the MC English Examination 
5.5 Analysis of the MC English Examination Paper 
5.6 Analysis of the MC English Syllabus 

63 
63 
65 
66 
68 
68 
68 
70 
71 
72 
72 
73 
73 
75 
75 

77 
77 
78 
84 
94 
94 
99 

104 
113 
116 
119 
126 
126 
134 
136 
141 
142 
142 
144 
145 
146 
147 
148 
148 
149 
151 
151 
151 
152 
154 
154 

157 
/57 
157 
160 
163 
165 
166 



3 

5, 7 Factors Responsible for Candidates' Poor Performance in the }.fC English Examination J 66 
5.8 Recommendations for Practice 166 

5.8.1 Teaching and Leaming 166 
5.8.2 Syllabus and Assessment 167 

5.9 Possible Limitations 168 
5.10 Conclusion 169 

Works Cited 170 

Appendix 1- Grouping of Subjects Forming Part of the Matriculation Certificate and Points Assigned 
to each Grade 177 

Appendix 2- MC English Syllabus 

Appendix 3 - Student Questionnaire 

Appendix 4 - Interview Gulde: Semi-structured Interviews with Lecturers 

178 

182 

186 

Appendix 5 - Annotation System used for Transcribing Semi-structured Interviews with Lecturers 188 

Appendix 6- Interview l: Lecturer A 189 

Appendix 7 - Interview 2: Lecturer B 197 

Appendix 8-Interview 3: Lecturer C 205 

Appendix 9- Interview 4: Lecturer D 212 

Appendix 10- Interview 5: Lecturer E 219 

Appendix I I - Interview 6: Lecturer F 226 

Appendix 12- Interview 7: Lecturer G 235 

Appendix 13 - Interview 8: Lecturer H 243 

Appendix 14 - Inteniew 9: Lecturer I 251 

Appendix IS-Interview 10: Lecturer J 255 

Appendix 16- Inteniew Guide: Semi-structured Interview with the Chairperson of the Matriculation 
Certificate English Examination 261 

Appendix 17 - May 2008 MC English Examination Paper 263 



4 

List of Figures 

Figure I All candidates' grades in Advanced level English 1997-2008 14 

\; 
Figure 2 - Communicative and non-communicative activities 32 
Figure 3 The process writing cycle 34 

-' Figure 4 - Checklist of things to avoid in a good survey 71 

I.I Figure 5 Predictive validity of SEC English Language 84 
::\ Figure 6 Number of students with a pass in SEC English Language and 

SEC English Literature 85 
Figure 7 - Predictive validity of SEC English Literature 91 
Figure 8 Correlation coefficient between SEC English Language and 

SEC English Literature 92 
Figure 9 Correlation coefficient between SEC English Language/SEC 

:1 
English Literature and MC English 94 

Figure 10 - Reasons for choosing to study English at Advanced level at 
Junior College 98 

Figure 11 - Respondents' native language 99 
Figure 12 - Frequency of spoken English 99 ,, Figure 13 -- Number of hours spent studying English at home per week 100 
Figure 14 - Ranking of reading material in English in terms of 'read most' 102 
Figure 15 Number of books read in English per year 103 
Figure 16 - Number of essays written in English per week 104 
Figure 17 - Ranking of essay types in terms of 'prefer most' 105 
Figure 18 - Ranking of essay types in terms of 'most challenging' 107 
Figure 19 Ranking of examination components in terms of 'most good at' 109 
Figure 20 - Ranking of examination components in terms of 'most 

challenging' 112 
Figure 21 - Elements constituting proficiency in a language 114 
Figure 22 - Ranking of four skills in terms of 'most good at' 116 
Figure 23 - Satisfaction with MC English course at Junior College 116 
Figure 24 Changes to be implemented in the Matriculation English course 

at Junior College 118 
Figure 25 - University course respondents intend to follow 120 
Figure 26 - Subject respondents intend to study at university 121 
Figure 27 - Career respondents intend to pursue once they finish their 

studies 125 



Table 1 
Table2 
Table 3 

List of Tables 

- Most popular subjects at Advanced level: All candidates 
- Advanced level English registrations 

All candidates' grades in the Advanced level English 
examination 

Table 4 MC English results 
Table 5 - Junior College MC English results 
Table 6 
Table 7 
Table 8 
Table 9 

Table 10 

- MC English results grouped as A-C and D-F 
- Junior College MC English results grouped as A-C and D-F 

Distribution of SEC English Language grades 
Distribution of matched grades in English Language for the 
May 2002 SEC and May 2004 MC examination sessions 
Expectancy table for English (May 2002 SEC and May 2004 
MC examination sessions) 

Table 11 - Distribution of matched grades in English Language for the 
May 2003 SEC and May 2005 MC examination sessions 

Table 12 - Expectancy table for English (May 2003 SEC and May 2005 

Table 13 

Table 14 

MC examination sessions) 
Distribution of matched grades in English Language for the 
May 2004 SEC and May 2006 MC examination sessions 
Expectancy table for English (May 2004 SEC and May 2006 
MC examination sessions) 

Table 15 - Distribution of matched grades in English Language for the 
May 2005 SEC and May 2007 MC examination sessions 

Table 16 - Expectancy table for English (May 2005 SEC and May 2007 
MC examination sessions) 

Table 17 - Distribution of matched grades in English Language for the 

Table 18 
May 2006 SEC and May 2008 MC examination sessions 
Expectancy table for English (May 2006 SEC and May 2008 
MC examination sessions) 

Table 19 - Distribution of SEC English Literature grades 
Table 20 - Percentage of Students with a Pass in both SEC English 

Language and SEC English Literature 
Table 21 - Distribution of matched grades in English Literature for the 

Table 22 
May 2002 SEC and May 2004 MC examination sessions 
Expectancy table for English (May 2002 SEC and May 2004 
MC examination sessions) 

Table 23 - Distribution of matched grades in English Literamre for the 
May 2003 SEC and May 2005 MC examination sessions 

Table 24 - Expectancy table for English (May 2003 SEC and May 2005 
MC examination sessions) 

11 
II 

14 
15 
15 
16 
16 
79 

79 

80 

80 

80 

81 

81 

82 

82 

83 

83 
85 

86 

86 

86 

87 

87 

5 



i 
6 

Table 25 Distribution of matched grades in English Literature for the 
May 2004 SEC and May 2006 MC examination sessions 88 

Table 26 - Expectancy table for English (May 2004 SEC and May 2006 
MC examination sessions) 88 

Table 27 Distribution of matched grades in English Literature for the 
May 2005 SEC and May 2007 MC examination sessions 89 

Table 28 - Expectancy table for English (May 2005 SEC and May 2007 
MC examination sessions) 89 

Table 29 - Distribution of matched grades in English Literature for the. 
May 2006 SEC and May 2008 MC examination sessions 90 

Table 30 - Expectancy table for English (May 2006 SEC and May 2008 
MC examination sessions} 90 

Table 31 Predictive validity of Grades 1-3 in SEC English 

i:I 

Language/Literature 92 
Table 32 - Total Grades 1-3 SEC English Language and SEC English 

Literature 93 
t. Table 33 Spearman Rank Correlation Coefficient 93 
I! Table 34 - Reasons for choosing to study English at Advanced level 95 ,. 

Table 35 - Ranking of reading material in English in terms of 'read most' IOI 
Table 36 Final ranking of reading material in English in terms of 'read 

most' 101 
Table 37 - Ranking of essay types in terms of 'prefer most' 104 
Table 38 Final ranking of essay types in terms of 'prefer most' 105 
Table 39 Ranking of essay types in terms of 'most challenging' 106 
Table40 - Final ranking of essay types in terms of 'most challenging' 106 
Table 41 - Ranking of examination components in terms of 'most good at' 108 
Tab!e42 Final ranking of examination components in terms of 'most 

good at' ]08 
Table 43 - Ranking of examination components in terms of 'most 

challenging' I II 
Table 44 Final ranking of examination components in terms of 'most 

challenging' 111 
Table 45 - Ranking of four skills in terms of 'most good at' 115 
Table46 - Final ranking offour skills in terms of 'most good at' 115 
Table 47 Undergraduates' choice ofEnglish as main or secondary area 122-123 



1 
7 

Preface 

One of the key motives behind this study was the issue of the low success rate in a high stakes 

English examination in Malta over a number of years. This research identified the reasons for this 

low success rate and a number of issues were encompassed in the analysis of the learning, teaching 

and testing of English at Advanced level. This case study investigation aims to show how 

significant it is for all those involved in high stakes English examinations to adequately address 

those factors that are most likely to contribute to candidates' poor performance if left unchecked. 

By means of semi-structured inteniews with lecturers of English at a Maltese sixth form, 

the teaching methodology employed at postsecondary level was scrutinised in an attempt to 

understand any possible relationship between the methods employed in the classroom and student 

achievement at Marticulation Certificate level. Correlational research was conducted in order to 

explore the predictive validity of the Secondary Education Certificate English examinations and the 

entire Advanced level English student population was surveyed in order to gauge students' attitudes 

towards the subject and motivation for choosing to study it at postsecondary level. Assessment 

issues played a fundamental role in this study's attempt to understand the practices adopted by 

paper setters and markers when testing Advanced level English and for this purpose a semi­

structured intCf\iew was conducted with the chairperson of the Matriculation English examination 

board. 

The results indicate that candidates' poor performance in the MC English examination 

mostly originates from two primary sources: the teaching and learning of the subject; the 

examination syllabus and aspects of the testing process. Contingent on its results, this study 

encourages the concerned stakeholders to revise problematic practices and introduce necessary 

reforms. By extension it also throws light on those factors that have the potential to play a pan in 

determining candidates' performance on other high stakes English examinations. 
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Chapter 1 - Introduction 

IThis study attempts to identify the reasons why students sitting for the Matriculation Certificate 

;examination in English over the past few years have been largely unsuccessful in their efforts to 

obtain a good grade. The different factors that contribute to this problem are explored in an effort to 

better understand the factors at play and make recommendations thereon. Hence it was necessary to 

j take into account the candidates' examination grades over the last five years, the students' attitude 

, towards the Matriculation English course and examination, the lecturers' opinion of the 

1 

examination and the noethodology they employ to teach the subject, as well as the assessment 

practices currently in place as part of the Matriculation English examination. This chapter provides 

: the contextual backdrop to the study, discusses the current situation regarding the national 

examination of English at Advanced level, and identifies a problem. The factors that could be 

' contributing to the problem are also indicated and these will form part of the focus of this study. 

1.1 Background 

Since this study focuses on candidates' performance in the Matriculation Certificate English 

examination it is indispensable to first provide some background information on the Matriculation 

Certificate and the examination itself. Given that this study focuses solely on the examination 

grades obtained by students attending the Matriculation English course at the University of "l-.1al!a 

! Junior College some information about this institution is also provided. 

1.1.1 The Matriculation Certificate 

McNamara points out that 'test development involves a cycle of activity' and the circle starts 

turning due to the emergence of 'New situations ... usually associated with social or political 

changes, which generate the need for a new test or assessment procedure' (23). One such political 

change occurred in 1997 when the Matriculation Certificate examination was first held in Malta. Up 

to that year Maltese students sat for British A-level examinations. Grima et al. explain the genesis 

of this examination: 

Given the changes that were being implemented in both the British system and the local 
curriculum, educational policy makers decided that Malta should have its own 
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assessment and certification system. The intent was to provide a local certification 
system that would be more consonant with Maltese educational objectives and tbe needs 
and aspirations of students and parents(!). 

Just as in the United Kingdom, in Malta A-levels are usually studied over a two-year period at a 

sixth form college that in most cases is independent of secondary education institutions. Those 

students who choose to continue their education after secondary schooling may opt to follow a 

Matriculation Certificate course. The Matriculation Certificate is a student's passport to tertiary 

education. In excess of 2000 candidates each year register for Matriculation Certificate 

examinations and a high percentage of these sit for the Matriculation Certificate English 

examination (henceforth referred to as MC English), which is the focus of this study. Students 

hoping to continue their studies at universiry need to obtain a pass in two Advanced level subjects 

and in four Intermediate level subjects.' 

1.1.2 The Matriculation Certificate English Examination 

The MC English examination is a nine-hour examination made up of three papers. l'aper J consists 

of Drama and "Poetry and candidates are expected to answer a question on a play, a question on a 

collection of poems, and a question based on an unseen poem. In Paper 2 candidates answer two 

questions based on different novels and a question based on an unseen prose passage. Paper 3 

consists of a comprehension passage, a selection of language essay titles, and three questions based 

on set linguistics texts. In the case of the language essay component and the linguistics component 

candidates are expected to choose one title from each selection. Hence candidates are expected to 

write a total of eight essays and to answer a set of questions based on a reading comprehension 

passage. The latter component also asks candidates to write a summary.2 

The MC English examination is a relatively popular examination as shown by the number of 

registered candidates over the past few years. Table I shows the number of registered candidates for 

the five most popular examination subjects whereas Table 2 shows the number of registered 

candidates who sat for the Advanced level English examination as part of their Matriculation 

Certificate and the number of candidates who sat for the examination as a single subject. In hoth 

cases the figures shown are those for the May session. In the period 2004-2007 English was the 

1 Appendix 1 provides information on the grouping of subjects as part of the Matriculation Certificate and on 
the points assigned to each grade. 
2 Appendix 2 consists of the Matriculation Certificate English Examination syllabus and this provides further 
information on the exam's nine components~ grading and content. 
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subject with the highest number of registered candidates and it was only in 2008 that Pure 

Mathematics overtook it. 

Table 1 - Most popular sublects at Advanced level: All candidates 
I 2004 t 2005 2006 , :.!0117 , 2008 

__!i,_gli•h I 803 • 790 819 i 616 i 600 
Pure Mathematics l 614 656 7"" 6ols I 710 
Accounth1g 606 597 ~-,, i 532 I 549 
Physics 452 475 533 I 571 1 565 
Biology i 372 • 500 583 I 63M I 586 

a e T bi 2 I E li h -Advanced eve n21. s registrat ons 
Matriculation ; Single Subject 

' C 'fi gl . I : erti 1cate re strations: i registrations: English 
i English ; 

2004 497 I 306 --~ __ ,_,_ - --
2005 ' 552 I 238 
2006 592 215 
2007 455 i 212 
2008 399 I 196 

1.1.3 Junior College 

In Malta there are a total of six postsecondary institutions, the largest of which in terms of student 

and teaching staff population is the University of Malta Junior College. This study focuses on the 

results obtained by Junior College students in their MC English examination. Students attending 

Junior College are typically aged between J 6 and 18 and the institution's mission statement clearly 

emphasises the fact that it is geared towards preparing students for tertiary education. 

In order to take up English at Advanced level the only requirement expected of students is a 

minimum Grade 5 in their Secondary Education Certificate English Language examination 

(henceforth referred t.o as SEC English Language), which is typically held at the end of secondary 

education on a national level. Even though the MC English syllabus hrrgely consists of English 

Literature, students wishing to enrol for the MC English course at Junior College are not expected 

to hold a pass in the SEC English Literature examination. 

1.2 Problem and Rationale for the Study 

The problem identified by this study is that of candidates' poor performance in the MC English 

examination. This problem was formally pointed out in a paper published by Farrugia and Ventura 

and in a letter written by teachers of English forming part of Malta's two largest postsecondary 
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institutions. Besides these two documents, this section also discusses the grades obtained by 

candidates sitting for the MC English examination on a national level and the grades obtained by 

Junior College students. A comparison of the two sets of grades shows that the latter's performance 

is relatively poorer and hence this acts as part of the rationale for this study. 

1.2.1 Predktive Validity 

Part of this study focuses on the performance of five different cohort groups in an attempt to 

measure the predictive validity of the_ SEC English Language and SEC English Literature 

examinations for the MC English examination. As shown in the next chapter, Farrugia and Ventura 

report that the predictive validity of SEC English Language and SEC English Literature for MC 

English is rather low when compared to that of other subjects at SEC level. Farrugia and Ventura do 

not attempt to provide a reason for such a low correlation and claim that further research is 

necessary in order to better understand students' progression from studying a subject at SEC level 

to studying it at MC level. This is what prompted the present study not to restrict itself solely to 

measures of predictive validity but to investigate the factors that could be contributing to such a low 

correlation. Moreover, whereas Farrugia and Ventura focused on a single national cohort (2004-

2006), the present study focuses on five different cohorts all of them made up of Junior College MC 

English students. 

1.2.2 Disgruntlement with MC English Grades 

Over the past five years various individuals voiced concern in the press3 at the low grades obtained 

by candidates who sat for the MC English examination. Moreover, even those teaching these 

students felt dismayed with the results. A letter dated 25 February 2008 and addressed to the 

chairperson of the 'MA TSEC Examinations Board manifests the level of concern expressed by 

teachers of English at Advanced level, especially in relation to the May examination sessions for the 

period 2004-2007. Thirty-six teachers forming part of the Departments of English at Junior College 

and Giovanni Curmi Higher Secondary School signed this letter and in it they complain about a 

number of matters concerning the Advanced level English examination, including the skew in the 

distribution of grades, the small number of Grades A to C awarded to candidates, and 'examiners' 

reports that are anything but helpful to those using them as guidelines to prepare the next set of 

3 These are some of the letters and anicles that appeared in various local newspapers: Mifsud, Michaela. 'No 
answers yet on dismal MATSEC performance.' Malta Today 1 August 2005; Caruana, Clifton. 'At Junior 
College ... Sharneful Results.' L-Ori:zont 3 October 2005; Pavia, Sara. 'Failings in MATSEC System.' The 
Sunday Times 6 November 2006. 
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candidates better' ('Letter to MATSEC' 1-2). In their letter these members of staff point out that 

when one compares the distribution of grades for A-level English, Biology, Physics and Pure 

Mathematics for the May sessions of 2004, 2005, 2006 and 2007 one realises that 'obtaining grades 

A, B and C in English has now become much more difficult than doing so' in the other subjects 

'even though these are definitely not supposed to be easy options' ('Letter to MATSEC' l). ln the 

letter MATSEC is asked to explain 'What happened to the normal distribution of results we had 

only some years back?' and to confirm whether 'ls it acceptable that in these last four years not 

more than a total of 34 candidates managed to obtain a Grade A or B in each of the Advanced 

English sittings compared to a minimum of 100 (but even going up to 160) in Advanced Biology, 

Physics and Pure Mathematics?' ('Letter to MATSF..C' 3). The petitioners wish 'to ensure that we 

are not blamed for what has now become a recurring failure by our students' ('Letter to MATSEC' 

3). 

l.2.3 Low Grades 

Table 3 and Figure 1 show that over the twelve-year stretch since the inception of the Matriculation 

English examination, candidates' performance dipped severely in the period between 2004 and 

2007.4 Even though the percentage of Grades A and B started to decrease severely in 2002, between 

1997 and 2003 the majority of candidates obtained a Grade C and hence their performance forms a 

normal curve when plotted on a histogram. However, between 2004 and 2007 the majority of 

candidates obtained a Grade F and hence the distribution is negatively skewed. In 2008 the majority 

of grades obtained by candidates were once again Cs, restoring the normal distribution that existed 

prior to 2004. This study attempts to investigate the reasons why performance deteriorated so 

anomalously in the 2004-2007 period. 

4 Data for the May 2000 and 2001 sessions was not made available by MATSEC even though it was 
fonru,lly requested. 
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Table 3 - All candidates' grades in the Advanced level Eng!!sh examination ------------·- -------- ------- -~- -·------ '. 

% A B C ! D E i f--; 
1997 : 2.5 13.8 : 35.9 I 23.9 12.0 +-~:~}~1 r----------------,-~------ ---.------·· 

i 34.8 7 26.3 1998 2.3 11.4 11.4 
1999 : 3.8 16.3 i 33.0 

I 
17.2 9.9 i 15.0 I 

' 
2002 0.7 4.2 30.4 25.0 14.9 I 24.8 1 ' 2003 : 1.2 

. 

6.3 31.0 I 24.4 17.6 19.4 
I 2004 1.5 3.3 23.4 ! 22.4 23.5 26.0 ' 

200:5 0.5 : 2.0 13.1 I 15.4 34.1 35.Q . ..j 
2006 0.7 3.9 23.6 I 22.5 18.2 31.2 ' 
2007 : I.I 4.2 22.9 I 21.1 19.5 

3517 2008 . 3.0 6.0 31.3 I 24.0 14.8 I 20.8 

40 .,..-------------------------

35 

15 

10 

5 

1997 1998 1999 2002 2003 2004 2005 2006 2007 2008 

Figure 1 -All candidates' grades in Advanced level English 1997-2008 

•A 
"B 

•c 
•D 

"E 
F 

The breakdown of grades for those candidates who sat for the May session of the Advanced 

level English examination as part of the Matriculation Certificate in 2004-2008 is illustrated by 

Table 4. A cursory look at this table shows that a low percentage of candidates managed to obtain a 

good grade in English,.that is, a grade that allowed them to further their studies at tertiary level. 
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Table - n1ns 4 MCE I" h resu ts 
A : B C D I E F I Total 

2004 : N 7 I 14 I 114 I 122 127 113 I 497 
! % 1.4 I 2.8 22.9 24.5 25.6 22.7 I 100.0 

2005 I N 2 I II I 77 I 77 184 195 I 546 
I % 0.4 I 2.0 : 14.1 14.1 33.7 35.7 I 100.0 
I N 4 i 22 i 135 I 129 113 173 I 576 2006 
I % 0.7 ! 3.8 i 23.4 22.4 19.6 30.0 I 100.0 
I N 4 i 21 I 110 101 86 124 I 446 

2007 
i % 0.9 I 4.7 24.7 22.6 19.3 27.8 I 100.0 

' ' 

2008 
I N 11 I 22 I 136 I 102 57 61 I . 389 
I % 2.8 I 5.7 I 35.0 26.2 14.7 15.7 I 100.0 

Table 5 shows the breakdown of grades for those Junior College students who sat for the Advanced 

English examination as part of the Matriculation Certificate. Once again the results show that a 

relatively low percentage of candidates managed to obtain a good grade in English. The numbers in 

this table derive from the data used for the correlational research aspect of this study and hence only 

the results of those candidates who started their studies at Junior College in a particular year and 

managed to sit for the MC English examination after a two-year course without repeating a year 

were taken into consideration. 

Table 5 - Junior College MC English results 
A I B i C D E F Total 

2004 I N 2 I 5 45 I 72 73 I 45 242 
i % 0.8 I 2.1 I 18.6 29.8 30.2 ' 18.6 100.0 

2005 I N 0 I I 34 i 28 105 i 91 i 259 · 

I % 0 I 0.4 13.1 10.8 40.5 I 35.1 100.0 
I N 3 i 10 68 i 67 65 i 60 273 2006 ' 
' % I.I ' 3.7 I 24.9 24.5 23.8 i 22 100.0 

2007 
I N 3 I 10 48 I 55 47 i 46 I 209 
I % 1.4 I 4.8 I 23 26.3 22.5 i 22 100.0 
' N 4 I 12 · 73 66 34 I 29 i 218 

2008 
I % 1.8 I 5.5 I 33.5 30.3 15.6 I 13.3 100.0 

Given that a number of courses at the University of Malta expect candidates to have a pass 

in MC English at Grade C or better, the grades were grouped as A to C and D to F in an effort to 

understand how many candidates obtained grades that allowed them to enrol on such degree courses 

as B.A. (Hons) English, B.Ed. (Hons) Secondary Education English, B.A. Law and others. Some 

courses at the University of Malta require applicants to choose a second area of study besides their 

main area. If English is chosen then a pass at Grade C or better is mandatory. Table 6 presents the 

number and percentage of candidates who managed to obtain grades that allowed them to pursue 
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tertiary education and the number and percentage of those who obtained grades that severely 

dampened their ambitions. 

~ ______ T_able 6 -MC_ English results grouped as A-C and ~-F _________ _ 
A-C i D-F Total 

i N 135 362 497 - -
; % 27.2 72.8 100:0·· --2004 

2005 N 90 · 456 546 
% 16.5 83.5 I 100.0 

When the same exercise was conducted for Junior College students the results show that \l.ith the 

exception of May 2008 the percentage of candidates who obtained Grades A to C in 2004 to 2007 is 

very low as well. Moreover, with the exception of 2006, in the years 2004-2008 the percentage of 

Grades A to C is lower than the national one for candidates who sat for the Advanced level English 

examination as part of the Matriculation Certificate. This shows that the problem of low MC 

English grades is even more worrying for Junior College students than it is for candidates from 

some other institutions. 

Table 7 -Junior Colle11e MC En2llsh results e:rouoed as A-C and D-F 
! A-C i D-F I Total 

N I 52 190 ' 242 2004 
% I 21.5 l 78.5 I 100.0 

' N I 35 i 224 i 259 2005 
% I 13.5 I 86.5 i 100.0 

2006 I N i 81 192 273 
% 29.7 ' 70.3 I 100.0 I 

2007 I N ; 61 i 148 209 
i % I 29.2 l 70.8 I 100.0 

2008 N i 89 129 i 218 
j % i 40.8 l 59.2 l 100.0 

As can be seen hereunder the examiners' solution to the problem of candidates' poor 

performance in the MC English examination is rather simple. However, it is probably not a highly 

constructive one since it does not really seek to address the most pressing issue but is merely 
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concerned with effortlessly decreasing the percentage of low grades awarded during each 

examination session: 

In the circumstances, the examiners cannot but express concern at the possibility that 
the Advanced Level examination in English might be devalued if such high numbers of 
weak candidates continue to register for it. They feel it is therefore not beyond their 
remit to advise that manifestly weak candidates be gently, but responsibly advised on 
the appropriateness or otherwise of the decision to study English at this level 
(Examiners' Report 2005 13). 

This study attempts to probe deeper into the reasons for candidates' poor performance in an effort to 

fully understand the various ramifications of the issue and point towards possible solutions. This 

study examines in detail such factors as the teaching methodology employed at Junior College, the 

facilities for, and organization of, the teaching of the subject, the students' motivation for studying 

Englisb at postsecondary level, the way in which students prepare for their examination, and the 

assessment procedures currently employed by MA TSEC when assessing English at Advanced level. 

1.3 Structure of Study 

The next chapter reports what the literature says in relation to each one of the above factors while 

Chapter 3 explains what research tools were used in this study and for which purpose. Moreover, 

given that this study focuses on just one institution and hence possesses the characteristics of case 

study research, fuller information on Junior College and the research participants is also provided in 

this chapter. Chapter 4 presents and analyses the research findings while Chapter 5 sums up the 

discussion on these findings and proposes a number of recommendations for policy and practice. 
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Chapter 2 - Literature Review 

This chapter reviews the literature that is directly related to this study's research questions. Given 

that this study attempts to pinpoint the possible causes for students' poor performance in the MC 

English examination over the past few years, it was necessary to present what the literature says 

about the following issues: the teaching of language and literature in a sixth form institution, the 

assessment of language and literature, student motivation, and correlational studies. As regards 

teaching methodology this chapter investigates the different approaches that exist to the teaching of 

literature, the communicative language teaching approach, the process approach to the teaching of 

writing, and the different approaches to the teaching of reading skills, The section focusing on 

assessment reviews material discussing the examination practices to be adopted when assessing 

literature, writing and reading skills, The section on student motivation allows one to better 

understand why students actually choose to study a particular subject rather than another. The 

section on correlational studies contains information regarding the usefulness of such studies as 

well as data that was gathered locally by other researchers and that formed part of the bedrock of 

the current study. The reviewed literature is crucial in helping to devise the data gathering tools 

used in this study as well as in aiding the analysis of the data once the latter was collected. 

2.1 Teaching Approaches 

Besides seeking to shed light on the experience of learning English in Maltese postsecondary 

schools, this study discusses the effectiveness and suitability of the teaching approaches employed 

by lecturers at Junior College. The teaching methodology employed at postsecondary level is placed 

under scrutiny in an attempt to understand whether one of the possible causes for students' poor 

performance in their MC English examination is due to the teaching approaches currently employed 

in the classroom. 

2.1.1 Literature Teaching Methodology 

Given that six out of the nine sections in the MC English examination are based on literary texts, a 

review of the literature on the teaching of English literature at postsecondary level was felt 
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necessary in a bid to better understand the theoretical paradigm within which this teaching takes 

place. 

Arens states that between the 1950s and 1970s the teaching of literature 'was constructed as 

a largely exclusive enterprise, stressing its own structure of knowledge: the period, genre, and 

formal features of written texts judged to be fine art or fine writing' (I). New Criticism and the 

systematic pedagogy it championed were highly popular. However, in the 1980s and 1990s the ESL 

students' experience of studying literature 'shifted radically' as concepts such as 'cultural authority, 

reader empowerment, and the ethics of hegemonic culture' (Arens 1) undermined traditional 

literature teaching methodology. Contemporary approaches stress the importance of student-centred 

methods, critical writing and critical reading. 

In the 1991 plenary talk entitled 'The Death of the Method', Allwright spoke of'the relative 

unhelpfulness of the existence of 'methods" (79). The method concept 'is built on seeing 

differences where similarities may be more important, since methods that are different in abstract 

principle seem to be far less so in classroom practice' (Allwright 85). Jn spite of this Rodrigues and 

Badaczewski state that teachers should specify a rationale for the teaching of literature and should 

be able to justify the methods they employ (4). Lazar identifies three main approaches to the 

teaching of literature: the language-based approach, the content-based approach, and the personal 

enrichment approach (23-25). 

2.1.1.1 Language-based Approach 

The MC English examination syllabus specifies that a course preparing students for this 

examination should help them achieve the following aims amongst others: 

• an understanding of the way in which writers use form, structure and language to 
shape meanings; 

• knowledge of various aspects of style, and the ability to apply this knowledge; 
• the ability to respond to, describe, explain and comment on language; 
• the ability to understand written English in terms of its ideas, expression and 

appropriateness ('AM Syllabus English' 2). 

One of the assessment objectives found in the syllabus specifies that candidates will be assessed on 

their ability to 'understand the ways in which writers' choices of form, structure and language 

express meaning, tone and attitude' ('AM Syllabus English' 2). The above aims and objectives 

show that teachers need to employ the language-based approach to the teaching of literature if they 

hope to enable their students to be competent enough to face the examination's demands. 

A language-based approach operates on the methodological principle that literary studies 

combine language and literature syllabi by encouraging students to focus on the language of a 
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literary text. A close analysis of the language of the literary text allows students to 'make 

meaningful interpretations or informed evaluations of it' as well as 'increase their general 

awareness and understanding of English' (Lazar 23). The students' knowledge of the language will 

allow them to 'make aesthetic judgements of the text' (Lazar 23). Besides its literary merit, the text 

to be studied in class is selected for the stylistic characteristics of the language used. The main 

advantage of the language-based approach is that the students use the literary text in order to 

improve their knowledge of English. The students are armed with the necessary analytic tools to 

help them come up with their own interpretations and they 'develop a response to literature through 

examining the linguistic evidence in the text' (Lazar 25). This approach serves the purpose of 

allowing the students to revise their knowledge of the language and to be exposed to the language in 

'interesting new contexts' (Lazar 25). For this reason this approach 'is a way of justifying the 

inclusion ofliterature in the language syllabus' (Lazar 25). 

According to Hill there exist 'good psychological and linguistic reasons for teaching 

literature' (7). Besides providing a range of texts to choose from and a means of exposing language 

students to a wide assortment of English varieties, Hill lists the following reasons for literary 

studies in the language classroom: 

• the possibility of internalising the language and reinforcing points previously 
learned; 

• a genuine language context and a focal point for the students in their o,vn efforts to 
communicate; 

• motivation (7). 

Literature provides students with 'language in action, a living context and focal point for them in 

their own efforts to communicate' (Hill J 08) and in dealing with the text the students will find the 

stimulus to engage in language production. 

Some exponents of the language-based approach concentrate on literature as a means of 

practising the language and they appreciate a literary text as a resource that has the potential to 

generate enlivening language activities (Maley; Duff and Maley). Literary texts are valued because 

they are rich in styles, registers and topics and they stimulate classroom discussions by being open 

to a variety of interpretations, Other proponents of the language-based approach are geared towards 

enabling their students to make use of the tools they need to evaluate texts critically. Hence students 

are trained in the use of those techniques that allow them to study a literary text in a more direct 

fashion. According to Lazar stylistic analysis 'involves the close study of the linguistic features of a 

text in order to arrive at an understanding of how the meanings of the text are transmitted' (27). 
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As part of the language-based approach to the teaching of literature, stylistics has two main 

goals: firstly, that of enabling students to meaningfully interpret the text; secondly, that of 

enhancing the students' knowledge of the language (Lazar 31). Traditional practical criticism has 

failed to present students with a set of strategies by means of which they can form critical 

judgements but has on the contrary relied on the students' intuition and this 'seems to imply that 

understanding or appreciating literature is the result of a kind of mystic revelation, which is not 

available to everyone' (Lazar 31). Obviously this has had the effect of making students feel 'bored, 

mystified or demotivated' (Lazar 31). Stylistics seeks to foster an aesthetic appreciation of the text 

by bridging its linguistic features and the intuitions that students form about its meaning. Stylistics 

investigates the way meanings are communicated by a text by means of a method that 'uses the 

apparatus oflinguistic description' (Leech and Short 74). 

For Widdowson the study of literature provides the student with a 'heightened awareness of 

the way language can be used to explore and express realities other than that which is communally 

accepted as the most socially convenient' (74). Given that the signs and clues of literature are 

linguistic in nature, Widdowson is of the opinion that 

the sensitivity must initially be a sensitivity to language and the intelligence and 
precision of response can only be developed as general qualities through literature if 
they are first shaped by practice in interpreting the unique language use of literary 
discourse (74). 

Widdowson rejects the practice of presenting students with an interpretation of a literary text 

or that of exposing students to literary texts and expecting them to come up with an appropriate 

response without any form of guidance. Both practices are extremist and he suggests that the 

teacher's role should be that of guiding the student to come up with a response to a literary work 

after having encouraged 'the individual's direct experience of it' (Widdowson 75). The gains 

derived by means of the literary studies mentioned by Leavis 'can only be realised if the student 

develops an awareness of the way language is used in literary discourse for the conveying of unique 

messages' (Widdowson 76). Widdowson states that 'literature as a subject has as its principal aim 

the development of the capacity for individual response to language use' (76). This entails viewing 

literary works as forms of discourse and literary studies become in a way comparable to a linguistic 

subject: 'an enquiry into the way a language is used to express a reality other than that expressed by 

conventional means' (Widdowson 80). Widdowson considers the prime advantage of this system to 

be the fact that students will be able to acquaint themselves with the way the language shaping 

literary messages is different from that shaping other instances of communication. This is especially 

fundamental for second language learners of English. For Widdowson the divide that exists between 
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the teaching of English language and English literature can best be bridged by means of stylistics. 

Tl1e latter helps counter the effects of this separation which usually entails teaching literature to 

students 'whose knowledge of the system and use of English is so limited as to make the work 

being presented to them almost incomprehensible' (Widdowson 81). This develops a resistance in 

the learners towards literature that is very difficult to surmount. 

The study of literature in a stylistic fashion demands that a text is linguistically appropriate 

for the students and that they are presented v.-ith 'other forms of discourse, of a conventional type, 

with which the literary discourse can be compared' (Widdowson 81 ). For Widdowson stylistic 

analysis allows for the 'systematic teaching of literature' and allows students to relate literary 

concepts and aesthetic effects with their experience of language: 'To adopt a linguistic approach to 

literature, then, is not to prevent the acquisition of benefits of a cultural or moral kind but on the 

contrary to provide for their promotion in a systematic way' (82). Widdowson is of the opinion that 

literature must seem 'relevant' and students must feel that they are learning 'something useful' (83). 

As regards the Maltese educational context this issue of relevance is commented upon by 

Micallef and Galea who feel that 'the situation is not so positive and the future of English Literature 

as a subject in the school curriculum is very bleak' partly due to the fuct that it 'is losing its 

importance ... to other new, more modem and utilitarian subjects' (157), However, this claim is 

refuted by the MA TSEC statistical reports for the SEC English Literature examination for the years 

2004-2007, which show a slow but steady increase in the number of candidates who register for this 

particular examination: 2004: 2774; 2005: 2861; 2006: 2887; 2007: 2968 (Statistical Reports 9; 10; 

10; 10). 

Widdowson maintains that the study of literature is not separate from a study of language 

but they are two aspects of the same activity. Stylistic analysis can aid literary criticism by allowing 

the learners to make connections between a text and their linguistic experience. Stylistic analysis 

hence prepares the way for literary criticism and allows it 'to operate more effectively' (Widdowson 

116). In relation to this it is helpful to examine one of the conclusions of a study investigating the 

teaching of literary criticism in Maltese sixth forms. In her study Bartoli associates the lack of 

appreciation towards literature felt by students at G.F. Abela Upper Lyceum and at St. Aloysius 

College with the lecturers' apprehension at using stylistics in the classroom (39). 

Seemingly in agreement with Widdowson, Thumboo believes that 'linguistic concepts can 

only be useful' when applied to the study of literature, however, he demands that they 'be applied 

with discrimination and sensitivity' so that in the process they 'add substantially to our 

understanding of literature by throwing light on how language works, on how it behaves and 
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misbehaves' (60). Linguistic concepts allow students to be more precise in their analysis of a text 

and in explaining how certain effects and language features function in the text. An analysis of the 

language allows one to understand the literary text in a more comprehensive manner. Hill too agrees 

with Widdowson's conception of literature teaching and states that 'a study ofliterature and a study 

of language can be mutually supportive' and 'that literature study can contribute to the students' 

command of the language generally as well as to their personal, social and moral development' 

(106). 

The value ofliterature in language teaching is that of providing a varied and fertile source of 

reading material; however, literature can only aid advanced language teaching if the 'content ... is in 

itself worthwhile' (Brurnfit 105). This means that 'A true literature syllabus will not be simply the 

use of literary texts for advanced language purposes, but an attempt to develop or extend literary 

competence' (Brumfit 106). Hill seems to agree that even though literature study is inextricably 

linked to language study 'it is hoped that students will acquire more thereby than just a knowledge 

of the language' (108). The study of literature enriches the language lesson by engaging the 

· students' 'intellect and emotions in a way that study of the language alone can not' (Hill I 08). 

According to Culler without literary competence students would be unable to make sense of a 

literary text given that their linguistic knowledge would only enable them to understand the 

meaning of the phrases and sentences but not to 'convert [these] linguistic sequences into literary 

structures and meanings' (114). 

Parkinson and Reid Thomas claim that the linguistic analysis of literary texts ( or 'linguistic 

criticism') 'predicates, not that all responses are equally valid, but that any analyst who has made 

correct linguistic statements about a text. .. and who has linked these to suggested purposes or 

effects, deserves to be taken seriously, and cannot be refuted merely on grounds of sensibility' (33). 

As an approach it is also 'particularly useful in a foreign language' because thanks to it 'a student 

can become more aware of, and take steps to solve, his or her problems as a non-native reader' 

(Parkinson and Reid Thomas 33). 

Despite its merits, the risks posed by a too stringent application of the principles of the 

language-based approach are that all opportunities for personal interpretation are stifled and the 

whole exercise becomes 'very mechanical and demotivating' (Lazar 25). Moreover, if students are 

not equipped with the necessary information concerning a text's historical, social and political 

background their ability to effectively interpret the text is hampered since they do not possess 

'valuable cultural knowledge' (Lazar 25) regarding it. 
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2.1.l.2 Cootent-based Approach 

According to Lazar in postsecondary and tertiary education the approach that is commonly used in 

order to teach literature is the one focusing on content (24). This approach is concerned with a 

careful investigation of a text's genre and rhetorical devices, the literary movement a text might be 

characteristic of, and the political, social and historical background to a text. Such an approach 

makes use of set texts and students are encouraged to read literary criticism related to them. 

Decisions concerning text selection are influenced by a text's role as part of a literary canon or 

tradition. This approach exposes students to 'a wide range of authentic materials' (Lazar 25) and 

has the added advantage of bolstering the students' understanding of the text by means of the 

literary and historical contexts surrounding it. The MC English examination syllabus alludes to this 

approach in its list of assessment objectives when it says that candidates will be assessed on their 

ability to do the following: 

• demonstrate understanding of the content and purpose of previously unseen material, 
dra,vn from a wide variety of sources; 

• respond with understanding to texts of different types and periods; 
• demonstrate knowledge of the contexts in which literary works are 'written and 

understood(' AM Syllabus English' 2). 

O'Sullivan affirms that literature acts as an agent of 'cultural enhancement' and she sees this 

as one of the reasons why literary studies are valued by present-day teachers. This is a view echoed 

by Zhang who states that English literature is studied in Chinese universities primarily because it 

'play(s] an important role in cultivating students' cultural accomplishment' (52). According to 

Rodrigues and Badaczewski, those teachers who feel that teaching literature allows students to 

develop an awareness of their cultural heritage usually use two approaches: the chronological and 

the thematic (2). The chronological approach is related to historical events and movements while 

the thematic approach 'may enable students to perceive universals throughout historical periods and 

to develop a sense of today's indebtedness to the past or differences from its thinking and attitudes' 

(Rodrigues and Badaczewski 3 ). The main flaws of the cultural heritage approach are its disregard 

for the multietbnic reality of contemporary classes and 'that it often fails to involve the students 

with the literature' (Rodrigues and Badaczcwski 3). 

For Parkinson and Reid Thomas the rationale behind the teaching methods associated with 

the reading for content approach 'seem to be that they help to widen cultural horizons, to reduce the 

imprisonment of learners in the worldview and values of their ov.'Il time and place' (31). Teachers 

who adopt this approach seem geared towards developing the "right attitude" in their students, 

'perhaps conceived as a willingness to explore, relativise, suspend or refrain from moral and 
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aesthetic judgement or recognise multiple moral and aesthetic standards, so that the study of 

literature will enable class members to understand and empathise with each other' (Parkinson and 

Reid Thomas 31-32). Besides this cross-cultural awareness-raising purpose, the content-based 

approach seems to have another 'subtype', that of 'wish[ing] to foster general cognitive skills' 

(Parkinson and Reid Thomas 32). 

Brumfit's proposed pedagogical model for literature teaching outlines the view that 

literature teaching does not operate linearly but the student's 'response to the text in all its aspects 

must develop simultaneously' (108). Effective literature pedagogy manages to hone a student's 

'ability to generalize from the given text to either other aspects of the literary tradition or personal 

and social significances outside literature' (Brumfit 108). 

Brumfit thinks that at sixth-form level it is particularly important for students not only to 

read the set texts but to support the latter 'by the reading of a wide range of other works' since it is 

only in this way that students can develop 'a mature approach' (111) to the act ofreading. He feels 

that as teachers 'we do not actually ask students ... to read in the same ways as we would expect to 

read ourselves' (Brumfit Ill) and the most effective course identified by Brumfit is the one that 

helps students to discuss texts in relation to other texts and to the world outside literature. He is of 

the opinion that 'we need to give students with a particular interest in literature the experience of 

reading and discovering not isolated texts but a whole body of literature--and of discussing this in 

relation to their experience both inside and outside literature' (Brumfit ll I). For Brumfit the 

ultimate goal of a literature course should be that of making everyone feel 'intensively involved in 

some form of creative engagement with literature' (114). The practices of isolation currently in 

operation in many schools dampen students' appetite for literature later on in life. 

Commenting on the effectiveness of the Australian model of teaching English literature, 

Zhang claims that as a constructivist approach it has proved to be more effective than other 

approaches because of innovative differences in three main areas: 'In method, it combines lecturing 

and group discussion, with the latter being the main part of the class. In content, it combines 

literature reading with critical writing. In assessment, it stresses students' involvement and language 

use' (52). In relation to teaching method Zhang says that lecturing is symptomatic of the 'duck­

feeding method' (53) by means of which lecturers relay to their students a surplus of literary facts 

and the interpretations of established critics. By combining lecturing and group discussions Zhang 

finds the Australian method 'enlightening' (53). Even though lecturing is sometimes necessary 'The 

teaching process should feature interaction between the instructor and his students, between 

students themselves, and between students and what they are being taught' (Zhang 53). Zhang talks 
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about the benefits of co-operative learning which not only bolsters academic abilities but is also 

effective in enhancing the students' communicative skills, skills which it is hoped the students will 

make use of in their non-academic life. A,; regards content, Zhang exhibits displeasure with the 

heavy focus on literary history as opposed to critical writing. Like Carter and Long, he claims that 

we need to distinguish between 'knowledge ofliterature' and 'knowledge about literature' (Carter 

and Long 4) when teaching students. Students' critical abilities are not developed merely by 

learning literary facts but they need to be engaged with a variety of texts and encouraged to practise 

critical writing. Zhang also says that when it comes to assessing students examination questions 

should be designed to test students' ability to think about literature critically and write skilfully 

instead of their ability to memorise literary facts and comments by critics, as is typical of traditional 

examination papers (55). 

The main disadvantage associated with the content approach is that the lesson risks 

becoming teacher-centred due to the need for a great amount of teacher input. Since the texts used 

tend to be 'very difficult linguistically, and therefore demotivating for the average student' (Lazar 

25), student participation is heavily curtailed. Parkinson and Reid Thomas warn against 

transforming literature lessons into mere avenues for cross-cultural awareness since this 'also 

belongs in other parts of the curriculum' (32). They also affirm that the content-based approach has 

the added 'danger ... of attempted indoctrination' and 'it seems possible that a heavy-handed 

political correctness which pays lip service to a party line of intercultural respect might produce a 

generation of hypocrites' (Parkinson and Reid Thomas 32). Moreover, as an approach it tends to be 

mostly appropriate to 'a fairly select group of "literary-minded" students' (Lazar 25), This goes 

counter to Bromfit's idea that the teaching of literature should be conducted in such a way that as 

many students as possible will be able to appreciate great literary masterpieces. Not having access 

to these texts 'is to be deprived of a valuable educational and human experience for anyone who is 

brought up within the western educational tradition' (Brumfit 103). For Brumfit not all reading is 

'equally valuable' and hence the purpose behind the teaching of literature is that of 'steering a path 

towards the best...accounts ofhuman predicament' (103). 

However, there exist theorists who feel that encouraging students to read only the classics is 

too restrictive especially if coupled with the adoption of only one interpretative approach, Delanoy 

proposes a dialogic model for literature teaching in response to the ineffectiveness of 

unidimensional teaching methods. Students are encouraged 'to explore a multitude of responses 

rather than look for a single interpretation' (Delanoy 53) and they do this by exploring and relating 

a number of positions towards a text. Delanoy's dialogic model 'bring[s] together aesthetic and 
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socio-cultural text-approaches to both acknowledge literature's specific qualities and its 

embeddedness in socio-cultural contexts' (54). His model takes into account both those literary 

texts that have been recognised as worthy of being part of the official canon and those texts that 

have been excluded from it. It is hoped that students manage to 'create a multitude of potentially 

unexpected links with a text' and the 'adoption of a holistic reader stance' (Delanoy 53). 

Those teachers who feel that the content approach is much more suited to the literature 

teacher working with 'learners who have a specialist interest in the study of literature' do not take 

into account that 'there are important elements in this approach which can be usefully applied to the 

teaching ofliterature in the language class' (Lazar 35). 

2.1.1.3 Personal Enrichment Approach 

The last approach discussed by Lazar is the one that considers literary studies as an avenue for 

personal enrichment (24). The MC English examination syllabus refers to it when it states that 

students should be encouraged to develop the following abilities: 

• the development of critical sense, personal response and independent judgement; 
• the enjoyment and appreciation in a disciplined and critical way ofliterary ... texts 

('AM Syllabus English' 2). 

This approach 'encourag[es] students to draw on their own personal experiences, feelings and 

opinions' and 'it helps students to become more actively involved both intellectually and 

emotionally in learning English, and hence aids acquisition' (Lazar 24). The personal enrichment 

approach to literary studies supposedly stimulates group work. Since personal involvement is one of 

the chief goals behind this approach, texts are selected on the basis of how appropriate they are for 

the students and on how interesting the students are likely to find them. The use of non-literary 

materials is encouraged especially if they deal with the same thematic issues as those present in the 

literary text. This is beneficial because it 'demystifies literature' (Lazar 25). The main advantage of 

this approach is that the student is involved holistically and hence the whole process is 'potentially 

highly motivating' (Lazar 25). The pleasure derived from the act of reading is 'simultaneously 

individual and communal' and this is because literature allows us to make connections with other 

texts we have read and with the experiences we undergo as human beings: 

Our response to literature is part of our response to history, to ethics, to politics, to 
understanding what we are and what other people are. In other words, we do not have 
knowledge of books, we use our knowledge: our response is both active and shared 
(Brumfit 111 ). 
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The issue of pleasure is significant and as Parkinson and Reid Thomas indicate one of the benefits 

of reading for pleasure is that of improving one's linguistic proficiency: 'Considerable anecdotal 

evidence and experienced teachers' opinions strongly suggest. .. that, in a wide variety of situations, 

learners who read in quantity ... improve more rapidly than those who do not; this improvement 

usually extends to all areas oflanguage, including speaking' (30). 

Brumfit considers it a 'tragedy' that 'literature remains inaccessible to so many people' and 

this is because 'there is no more easily available source for personal growth than serious literature' 

(124). He argues that the 'only honest justification for any kind of [literature] teaching' is that as 

teachers we wish to communicate our own personal need to partake of the experience of reading an 

'imaginative literature for the light it sheds on [us] and [our] position as human beings' (Brumfit 

122). He is of the opinion that 'the key criterion for a literature course is the accessibility for serious 

discussion and personal experience of the books being read to a particular group of students' 

(Brumfit 123). Our choice of texts should enable our students to 'have an initial reaction 

unmediated by the teacher' (Brumfit 123). Rather than imposing the students' response we should 

strive to guide it The students' intellectual level, social and cultural baggage and prior literary 

experience need to be taken into consideration when we invite students to read specific texts. 

Brumfit believes that as teachers of literature we should not consider our task to be strictly that of 

teaching these specific texts, but more importantly we should feel that 'we are teaching attitudes 

and abilities which will be relevant to the reading of any major works ofliterature' (123). This kind 

of 'concern with liu.-rature as an attitude to texts rather than as a body of texts' allows us to initially 

'draw upon the widely recognized tradition of "serious" literature' hut then 'encourage students to 

introduce into the discussion any books which they themselves perceive to be relevant' and which 

'are directly needed by students at that stage of their literary development' (Brumfit 124). We 

should cultivate readers who are 'willing and able to read the literature of many traditions, for only 

thus will it be an educational and value-challenging activity' (Brumfit 124). The idea of cultivating 

positive attitudes towards literature is supported by Sammut's claim that 'poor performance' in a 

literature examination could be due to the 'students' unfavourable attitudes towards this subject 

which is consequently not allotted the attention and study time it deserves' (56). 

Teachers should not expect students to duplicate their responses to a literary text but 'to 

develop their ov,rn, to move towards the kind of responses we would expect of any sympathetic and 

reasonably knowledgeable adult reader' (Brumfit 119). Even though this cannot be taught but only 

caught, students need a teacher's 'direct intervention to clarify what might otherwise remain 

inaccessible for so long that they will give up literature in frustration if they are not helped' 
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(Brumfit 119). Encouraging students' personal response is beneficial because as Parkinson and Reid 

Thomas point out 

if students know that their opinions about a book are considered important and actually 
make a difference to what happens, both the act of reading and the act of talking about 
the book should be more real, authentic and communicative, and hence more likely to 
promote language learning (and perhaps also learning of facts and literaiy skills) (34). 

Rodrigues and Badaczewski claim that if teachers approach literature as a series of facts that 

need to be learnt at all costs they are going to implant the idea in their students' heads that literature 

is 'an obstacle-something to be "learned" rather than experienced' (4). On the other hand, those 

teachers who justify the teaching of literature by means of the individual development it generates 

feel that their approach 'involve[s] students as active learners' and helps them 'achieve a sense of 

self-identity and clarify their values' (Rodrigues and Badaczewski 3). This outcome is a direct 

result of the student's 'very personal act of relating literature to oneself (Rodrigues and 

Badaczewski 3). By allowing students to interpret literature and relate it to their personal lives and 

backgrounds, 'the teacher enables students to perceive literature as meaningful to them as 

individuals, not as an artefact of the educational monolith' (Rodrigues and Badaczewski 4). 

Cutajar and Briffa feel that literature as a subject 'illuminates different areas of human life 

so that the learner might deepen his/her views on the quality of living. It contributes to the business 

of living and may alter a person's outlook of the world' (20). Cutajar and Briffa feel that by 

studying literature 'The learner is educated in modes of thought that equip him/her with a cognitive 

disposition that may be transferred to other areas of human behaviour and may eventually transform 

his/her view of life in general' (20). However, Gribble somewhat disagrees with this and maintains 

that literary studies should not set 'the general emotional development and psychic health of the 

individual [as] ... a primary objective' but they should be 'concerned to develop the adequacy and 

appropriateness of students' emotional responses to literary works [and]. .. this necessarily entails 

the development of the adequacy and appropriateness of their perceptions ofliterary works' (108). 

The downside to the literature for persona! enrichment approach is that if the text is not 

chosen carefully students will experience problems when it comes to responding to it given that the 

text might be alien to the students' experiences. The importance of choosing appropriate set texts 

and involving teachers in the selection process is corroborated by Micallef and Galea ( 158), 

Sammut (58) and Ebejer and Vella, who affirm that 'Teachers should be more vociferous about this 

and claim the right to be consulted about the choice of books' (170). Moreover, a further drawback 

is that if the students tend not to enjoy discussing personal feelings and opinions the whole literacy 

interpretation exercise will be unsuccessful. 
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Another problem elicited by the personal enrichment approach concerns the students' 

inability to 'cop[e] with the linguistic intricacies of the text' (Lazar 25) if not provided with 

adequate guidance. This means that unless students are guaranteed a minimum of linguistic access 

they cannot be expected to cope \\~th the text in question. 

Even though at sixth form level literature is most often taught and studied according to the 

principles of the liternture as content approach it still makes sense to employ 'a combination of the 

three approaches' as a means of 'ensuring that students become enjoyably involved in using 

literature in the classroom' (Lazar 43). 

2.1.2 Communicative Language Teaching 

One of the most influential approaches to the teaching of languages to have emerged over the past 

few decades is Communicative Language Teaching (Beale 12). This section reviews the basic tenets 

of CLT and provides a backdrop against which the teaching of language skills at sixth form is 

evaluated. CL T is considered to be the 'default approach to English language teaching since the 

1970s' and it was 'Promoted by predominantly western academics and educators as a 

developmental advance on previous traditional grammar-translation and structural approaches' 

(Bums 2). Being 'Reflective of western, progressive movements in education' it has been 'Adopted 

increasingly in education policy and mandated curricula for English language teaching in most parts 

of the world' (Bums 2). Harmer claims that 'the communicative approach has left an indelible mark 

on teaching and learning, resulting in the use of communicative activities all over the world' (86). 

According to Berns 'Language teaching is based on a view of language as communication. 

That is, language is seen as a social tool that speakers use to make meaning; speakers cOll'.municate 

about something to someone for some purpose, either orally or in writing' (104). CLT is built on the 

principle that activities that involve real communication promote learning. Leaming is also 

achieved once language is used to carry out meaningful tasks and once the language used is 

meaningful to the learner. CLT uses almost any activity that engages learners in authentic 

communication, chief among these being functional communication activities and social interaction 

activities. Some of the objectives of this approach are that students will leam to use language as a 

means of expressing their values and judgments and the functions that best meet their own 

communication needs. For Berns 'It is essential that learners be engaged in doing things with 

language-that is, that they use language for a variety of purposes in all phases ofleaming' (104). 

For Harmer the overall purpose of the communicative approach is that of 'improv[ing] the 

students' ability to communicate, in stark contrast to teaching which is aimed more at learning bits 
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of language just because they exist and without focusing on their use in communication' (86). The 

communicative approach 'included not only a re-examination of what aspects of language to teach, 

but also a shift in emphasis in how to teach' (Harmer 84). According to Brumfit and Finocchiaro 

'Communicative competence is the desired goal' (92). · 

Allwright's research proves to be highly authoritative when one discusses the methodology 

of the communicative approach. For Allwright exposure, motivation and opportunities for language 

use are the three fundamental elements that one requires when learning a new language. Allwright 

came to the conclusion that when motivated students are provided with the opportunity to solve 

communication problems in the target language after sufficient exposure to it then the students' 

progress is much better and 'language learning will take care of itself (170). 

The communicative approach takes into account the genuine needs of different pupils. 

Savignon claims that 'The selection of methods and materials appropriate to both the goals and the 

context of teaching begins with an analysis oflearners' needs and styles oflearning' (4). Traditional 

academic syllabi had assumed that the learners' goal was in-depth mastery of the target language 

rather than communicative ability in the real world outside the artificial confines of the ESOL 

classroom. The communicative approach is much more learner-oriented because activities are 

dictated by the pupils' needs and interests (Savignon 11-12). 

The communicative approach engages learners in activities that allow them to make more 

meaningful and authentic language use (Savignon 12). It focuses on language as a medium of 

communication and it recognises that all communication has a social purpose - the learner has 

something to say or find out. Communication embraces a whole spectrum of functions and notions 

and that is why it spawned a great number of functional-notional syllabi (Savignon 1-2). The 

communicative approach focuses on the importance of language functions when teaching a 

language. Students are instructed in how to use different language forms in different contexts for 

different purposes. 

The communicative approach stresses the importance of providing students with sufficient 

exposure to the target language and the opportunities to use it for a communicative purpose 

(Savignon 12). Hence the significance of fluency equates, if not overrides, that of accuracy. When 

learners are engaged in fluency work they are asked to focus on communicating or receiving 

content and producing appropriate language in context (Richards 13). The teaching of the four 

skills usually entails an emphasis on fluency with the purpose of honing skills that will be highly 

useful to the learners in real-life communication scenarios. It is important for the learners to make 
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themselves understood and to understand the messages conveyed to them. In order to achieve this a 

substantial amount of classroom activities should be biased towards fluency. 

Different authors have sought to define the characteristics of CL T. Nunan lists five basic 

elements: 

L An emphasis on learning to communicate through interaction in the target language. 
2. The introduction of authentic texts into the teaming situation. 
3. The provision of opportunities for learners to focus, not only on the language but 

also on the learning process itself. 
4. An enhancement of the learner's own personal experiences as important contributing 

elements to classroom learning. 
5. An attempt to link classroom language learning with language activation outside the 

classroom (279). 

'h'hen talking about the communicative approach, Harmer provides a list of features that 

characterise a communicative activity and distinguish it from a non-couununicative one. These two 

kinds of activities are at opposite ends of what he calls the communication continuum: 

Non-communicative Activities 

No communicative desire 

No conununicative purpose 

Form not content 

One language item only 

Teacher intervention 

Materials control 

Communicative Activities 

A desire to communicate 

A communicative purpose 

Content not form 

Variety of language 

No teacher intervention 

No materials control 

Figure 2 -Communicative and non-communicative acti,ities (Harmer 85) 

\Vhat is important to understand is the fact that some activities do not fall neatly into either one of 

these opposite ends of the communication continuum. Ho"'ever, one can always identify to which 

end they are closer in terms of design and purpose. 

According to Brumfit and Finocchiaro 'Intrinsic motivation will spring from an interest in 

what is being communicated by the language' (93). The communicative approach encourages 

teachers to engage students in authentic learning tasks and to use authentic resources because they 

are more interesting and motivating. Richards claims that in CLT 'Classroom materials typically 

make use of authentic texts to create interest and to provide valid models of language' (21), The 
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communicative approach also accentuates the importance of student collaboration as a means of 

enhancing communicative competence and in. fact 'Students are expected to interact with other 

people, either in the flesh, through pair and group work. or in their writings' (Brumfit and 

Finocchiaro 93). In relation to this Richards asserts that 'The classroom is a community where 

learners learn through collaboration and sharing' (20). 

Sa,ignon points out that 'The concern of CLT is not exclusively with face-to-face oral 

communication. The principles apply equally to reading and writing activities that involve readers 

and writers in the interpretation, expression, and negotiation of meaning' (22). Richards 

reconunends 'link[ing] the different skills such as speaking, reading and listening together, since 

they usually occur so in the real world' (12). A study by Yu and Ren on the teaching of intensive 

reading in a communicative manner discovered the benefits of skills integration. By integrating 

reading skills with the practice of other skills they managed to boost their students' motivation (43). 

Hence the communicative approach gives primacy to all four skills and it would be fallacious to 

emphasise the significance of one or two skills at the detriment of the others. Such a practice would 

contradict one of the most crucial tenets of the communicative approach, this being that students 

should be trained for the real conununicative needs of the world outside the classroom. Currently 

the MC English examination only tests candidates' reading and writing skills. 

2.1.3 Teaching Writing 

In addition to the principles discussed above it is important to pay extra attention to some further 

aspects of teaching writing methodology, especially those underlying the process writing approach. 

This is fundnmental given the fact that more than any other skill writing possesses a special kind of 

magnitude in the MC English examination. The syllabus specifies that students preparing for this 

examination should be encouraged to develop 'the ability to v,rite accurately, clearly and effectively 

for different purposes and audiences' because one of the examination's objectives is that of 

assessing candidates' ability to 'write lucidly, fluently and accurately on one of a number of 

subjects using appropriate vocabulary and style' ('AM Syllabus English' 2). 

The MC English examination tests candidates' knowledge of literature and language via 

written essays and the only other skill students are expected to employ is that ofreading. The 2008-

2010 syllabus makes no reference to listening and speaking skills and hence for the time being 

candidates' proficiency in these sets of skills will remain unassessed. 
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2.I.3.1 The Process Approach 

The process approach to the teaching of writing is considered by some to possess the same rationale 

as many of the teaching methods of CLT. In fact, Bruton affirms that 'Process writing and 

communicative-task-based instruction both assume productive tasks that prompt self-expression to 

motivate students and as the principal engine for developing L2 proficiency in the language 

classroom' (I). Harmer points out that 'a process approach aims to get to the heart of the various 

skills that should be employed when writing' (257) and this makes it different from an approach 

which focuses solely on the final product without any consideration for the various stages that a 

pie<:e of writing goes through. 

While the different stages of planning, drafting, composing, and revising seem to imply a 

linear and clear-cut approach to writing, gaps in the L2 indicate that this is not the case. This is 

because 'there are constant interruptions between each phase and constant movements back and 

forth between the phases identified as the writer proceeds towards her final goal' (Peacock 24). One 

of the most influential process writing models is that proposed by White and Arndt ( 4). It is made 

up of six interrelated and recursive stages that can be represented in the following manner: 

[ 
/' 

Drafting 

l~ t 
Structuring ) ..._ ( Reviewing ) -+ ( Focusing 

\ / \ ]) ~( Generating Ideas Evaluating 

Figure 3 - The process writing cycle 

Instructing students to follow a writing process is advisable because 

if we are to review effectively when we are engaged in a writing task, then it follows 
that we will need to have created appropriate cognitive plans to act as templates against 

) 



which we can make judgments ... while we compose and transcribe our written text 
(Peacock 26). 
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Frederiksen and Dominic's writing process model comprises the stages of composing, transcribing 

and reviewing (68). The stage of composing includes planning and thinking about vocabulary and 

grammatical structures whereas it is in the transcribing stage that students actually write the text. It 

is finally checked in the reviewing part, in which the clarity of the message is ensu,ed. This three­

pronged development was extended to include feedback, which according to Peacock came to be 

considered as 'an essential and integral influence at each stage ... a constant process affecting all 

stages of the act of writing' (25). 

The stage of planning is there to help students monitor the organisation and development of 

ideas. Hanis suggests a number of 'assembling strategies' ( 46) that act as a framework for writing 

and enhance the sequencing of ideas. Harris proposes making use of 'listing questions', 

'brainstorming', 'diagrams' and 'planning grids' (47-50) as assembling strategies. The use of 

questions 'helps writers get a sense of the task at hand and provides a focus for research which can 

include readiog and simple fact-finding activities' (Harris 47), According to White and Arndt 

'questions are an important prompt for writers. Indeed, one of the skills of a good writer is to think 

of ioteresting questions to ask because these yield interesting answers' (22). Furthermore, questions 

'stimulate thinking, [help writers] to draw on their experience and to develop and share their ideas' 

(White and Arndt 22). 

As regards brainstorming, Harris cautions that the latter is not an end in itself but should be 

followed by other strategies 'to ensure a reasonable chance of a successful outcome' (49). So 'a 

simple, but effective second-stage procedure is to review the product of a brainstorming session and 

invite pupils to create links between ideas/keywords' (Harris 49). Harris also suggests using 

illustrations such as diagrams and grids that are useful to 'sort out ideas' and help in 'developing 

points of views and arguments' (49-50) respectively. The second stage forwarded by Harris is that 

of 'creating and developing the text' whereby 'writers proceed with creating a text [and] redefine 

ideas, perceive a different and more significant way of sequencing their ideas, think of new ideas 

and new linkages between ideas and, indeed, even change their minds over a point of view or 

argu,nent' (55). The final stage of 'editing involves the careful checking of the text to ensure that 

there are no errors that will impede communication - errors of spelling, punctuation, word choice 

and word order' (Harris 59). 

Byrne suggests that 'students should be taught a set of procedures which will help them not 

only when they are writing about topics ... but also with any kind of 'free' writing' (122). Byrne 
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classifies six procedures, starting with listing of possible ideas. After selecting and expanding one 

idea, the students then proceed to create an outline and write a draft. The last two stages would be 

devoted to correcting and improving the draft and writing the final version. Tribble's writing 

process model is composed of four stages: during the prev.,·iting stage students engage in 

'specifying the task, planning and outlining, collecting data and making notes' (38); the composing 

stage comes next and the stages of revising and editing serve to complete the task. In the revising 

stage students engage in 'reorganising, shifting emphasis, focusing information and style' whereas 

during the editing process 'grammar, lexis and surface features' (Tribble 38) are checked. 

2.1.4 Teaching Reading 

This section re,~ews what the literature recommends as best practice when teaching reading skills 

and acts as a backdrop against which to evaluate the teaching of such skills at postsecondary level. 

For Nuttall during a reading lesson the student should not be perceived as a passive recipient of a 

text's meaning hut as a participant who 'is actively involved and v.'.ill very often have to work to get 

the meaning out' (9). Nuttall proposes a general aim for a reading development programme and 

each phrase 'carries some fairly specific implications for teaching': 'To enable students to read 

without help unfamiliar authentic texts, at appropriate speed, silently and with adequate 

understanding' (21). She emphasizes the fact that 'reading involves skills that the student must learn 

for himself, and that the measure of the teacher's success is how far the student learns to do without 

his help' (Nuttall 22). The teacher's job is that of 'providing, first suitable texts and second, 

activities that will focus the student's attention on the text. The student must develop his own skills, 

but we must make him aware of what he is doing, and interested in doing it better' (Nuttall 22). 

When discussing intensive reading Harmer maintains that the teacher adopts four different 

roles when asking students to read intensively: organizer, observer, feedback organizer, prompter 

(213). As an organizer the teacher 'needs to tell students exactly what !heir reading purpose is ... and 

give them dear instructions about how to achieve it, and how long they have to do this' (Hanner 

213). When the students are reading on their own the teacher adopts the role of an observer and 

refrains from interrupting the reading. As an observer the teacher will check on the students' 

progress and decide on whether to provide them with more time or start organizing feedback. When 

acting as a feedback organizer the teacher 'lead[s] a feedback session to check that they have 

completed the task successfully' (Harmer 213) and .asks the students to answer the questions 

individually or in pairs. Hanner points out that students enjoy paired answers since 'by sharing !heir 

knowledge, they are also sharing their responsibility for the answer' (213). It is highly important to 
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ask students to support their answers by means of information from the text. The last role 

mentioned by Harmer is that of a prompter and when acting in this way the teacher 'prompts them 

to notice language features in that text' (213 ). Closely bound to this is the teacher in the guise of a 

controller directing students 'to certain features of text construction, clarifying ambiguities, and 

making them aware of issues of text structure which they had not come across previously' (Harmer 

213). 

According to Nuttall during an intensive reading lesson the teacher has a number of 

responsibilities: 

• Finding out what students can do and what they cannot, and working out a 
programme aimed at giving them the skills they need. 

• Choosing suitable texts to work on. 
• Choosing or devising tasks and activities to develop the required skills. 
• Preparing the class to undertake the tasks. 
• Making sure that everyone in the class works productively and extracting maximum 

effort and best results by encouraging the students; and by prompting and probing 
until they produce the answer, instead of telling them what it is. 

• Making sure that everyone in the class improves steadily according to his own 
capabilities (148). 

The teacher guides the students prior to the reading, while the reading is undcrway and when the 

reading is completed, Before reading the teacher provides the students with a reason for reading, 

introduces the text, breaks up the text, deals with new language and asks signpost questions (Nuttall 

152), Nuttall affinns that the guidance the teacher provides the students with while they are reading 

depends on class organization. If the teacher adopts the 'individualized approach' then the student 

has to seek 'guidance from the text', whereas the teacher would play a much stronger role if the 

'whole class approach' (Nuttall 160-161) is adopted. The last available approach is 'the group 

approach' in which students rely on 'guidance from fellow students' (Nuttall 162). Even though 

Nuttall recommends using the latter she claims that 'these three approaches do not have to be 

mutually exclusive; Ibey can be readily combined during the sequence of a reading lesson' (I 60). 

Nuttall underscores the fact that even though in the classroom the teacher is expected to 

engage the students in intensive reading this needs to be complemented by extensive reading and 

one other role that the teacher needs to adopt is that of promoting the latter: 

We need an extensive reading programme that will actively promote reading out of 
class. Class time is always in short supply and the amount of reading needed to achieve 
fluency and efficiency is very great - much greater than most students will undertake if 
left to themselves (23 ). 

Up to this point this chapter has reviewed what the literature says in relation to the teaching 

oflanguage and literature as well as examined the literature concerning the teaching ohvriting and 
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reading skills. The next part of this chapter will report what the literature proposes as good practice 

for the assessment of language and literature. 

2.2 Assessment 

One of the main issues dealt with by this study is that of the examination practices currently being 

used by MATSEC when it comes to assessing students' performance in the Matriculation English 

examination. For this reason it is imperative to review the literature on assessment so that one can 

extrapolate a number of benchmarks against which to evaluate the examination practices employed 

byMATSEC. 

2.2.1 Syllabus-content Approach Versus Course-objective Approach 

Students hoping to be awarded the Matriculation Certificate need to sit for two Advanced level 

examinations and four Intermediate level examinations. According to Grima et al. 'The aim of the 

two Advanced levels is to induce students to deepen their knowledge of two subjects required for 

admission to a University course of their choice' (14). Various sixth form institutions in .Malta offer 

their students the opportunity of studying English at Advanced level and all these courses gravitate 

towards one examination. The Matriculation English examination is offered by an independent 

examination board that acts as a guarantor of standards. As an examination it measures the 

candidates' success in their two-year course of study and enables them to gain admission to 

university and therefore its nature is that of a selective test. 

According to Hugbes a test may either adopt a syllabus-content approach or else a course­

objective approach (13). The former is 'based directly on a detailed course syllabus or on the books 

and other materials used' whereas the latter's content is based 'directly on the objectives of the 

course' (Hughes 13). \Vhile the syllabus-content approach might be considered a 'fair test' due to 

the fact that 'the test only contains what it is thought that the students have actually encountered' 

the main drawback 'is that if the syllabus is badly designed, or the books and other materials are 

badly chosen, the results of a test can be very misleading. Successful performance on the test may 

not truly indicate successful achievement of course objectives' (Hughes 13). 

lf one of the objectives of Matriculation English course is that of preparing students for 

university study in English then is essential for 'students ... to improve their communicative skills 

and be proficient in ... English' (Grima et al. 17). Grima et al. feel that 'it is recommended that the 

oral component is introduced in [English] at this level as well. The content of such a component 

needs to be thought out carefully since good communication skills are important for tertiary study' 
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(17). Grima et aL report that 'there are wides-pread complaints at University that students lack the 

necessary communication skills' and that 'Teachers suggested that the oral/aural component should 

be present in all languages at both Intermediate and Advanced level and that it is to be given more 

weighting' (17-18). Notwithstanding all this none of the seven aims prescribed for a Matriculation 

English course based on the current syllabus require students to develop oral/aural proficiency and 

none of the eight assessment objectives specify that candidates' oral/aural proficiency will be 

assessed. In relation to this it can be pointed out that the SEC English Language examination has 

also been accused of shortcomings when it comes to assessing oracy and listening skills. 

Baldacchino found that 'the examination appeared not to be clearly measuring a single overall 

language ability, but rather two specific language abilities: one ability consisting mostly of reading 

and writing, and a second ability, consisting mostly oflistening and speaking' (112). As regards the 

latter she claims that 'more focus by the MATSEC Board and teachers needs to be placed on tbis 

particular component' (Baldacchino 112). 

2.2.2 The Syllabus and Assessment 

Given that the MC English examination adopts a syllabus-content approach it must be pointed out 

that 'Tests based on objectives work against the perpetuation of poor teaching, something wbich 

course-content-based tests, almost as if part of a conspiracy, fail to do' (Hughes 13). For Hughes 

tc base test content on course objectives is much to be preferred; it will provide more 
accurate information about individual and group achievement, and it is likely to 
promote a more beneficial backwash effect on teaching ... The Jong-term interests of 
students are best served by ... tests whose content is based on course objectives (13-14). 

Hughes underlines the importance both of having .tests based on course objectives and of having 

course objectives on which tests can be based. 

Currently the Department of English at Junior College relies by default only on the aims 

specified by the syllabus and the situation is one in which the teaching is based entirely upon the 

syllabus and not one in which the test is governed by a set of course objectives agreed upon by all 

the relevant stakeholders. Even though when compared to a language syllabus, 'literature and 

cultural studies syllabuses may be very much more open' and 'fairly dry documents' (Parkinson and 

Reid Thomas 159) it is tc be borne in mind that in the case of the MC English examination there is 

no test handbook or supplementary documentation to guide teachers and students preparing for this 

examination. The syllabus is made up of three printed pages and contains information on aims, 

assessment objectives, quality of language, subject content and grade descriptions. Whether this is 

sufficient is one of the things that the present study aimed to discover. Other local studies have 
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complained about this dearth of information and in fact, while discussing the backwash effect of the 

SEC English Language examination, Baldacchino calls for 'More details in the syllabus and 

markers' reports' on such things as 'the objectives ... performance conditions and assessment 

criteria ... and ... the analysis and interpretation of student errors' (111-112). 

Abety affirms that 'the students' competence in each subject can be measured by a clearly 

spelt out notional syllabus to be covered by teachers and learners' (93) and this also applies to 

literature. He feels that a 'notional syllabus serves as the best guide for teaching, testing and 

evaluation of course materials' (Abety 93). Traditional literature syllabi 'state general objectives of 

the course followed by a list of literary texts to be studied. In the final analysis, teachers and 

learners take the syllabus to mean only the set texts ... The course content, vaguely stated in the 

general objectives, is either not understood or just ignored' (Abety 93-94). Such vague statements 

are 'too imprecise to be of any use to a learner preparing for the A-Level Literature examination' 

(Abety 94). Abety is of the opinion that 'the various concepts of literary criticism which should 

preoccupy the students ... should be clearly outlined' (94). A notional syllabus is helpful for teachers 

because by referring to it they know 'what aspects of a literary work [they] should treat at any given 

level' ( 103 ). The syllabus is also helpful for examiners since by means of it they 'will be 

guided ... to keep their tests within the competence of the students they set out to examine' (103). 

In order to show that a syllabus needs to be as thorough as possible, Spiro provides an 

exhaustive checklist of assessable areas of knowledge about literature and the skills needed for 

literature and then explains why this is so necessary: 

There is little chance of the test constituting a 'representative sample of the materials 
and skills with which it is meant to be concerned', if those materials and skills are not 
clearly identified. The more precise these areas, the more likely it is that the test will 
measure what it aims to measure, and not a hidden agenda personal to each examiner 
and mysterious to both teachers and learners (22). 

This need for clarity on the part of the syllabus is crucial given that its absence might lead to 'a 

communication breakdown between the three participants in the test: examiner, teacher and 

examinee' {Spiro 54). Spiro also lists a number of 'uneasy relationships' that might be particularly 

disadvantageous for the candidates: 

• The relationship between the goals of the examiner and the perfOI111llnce of 
examinees; 

• The relationship between the stated goals of the examiner, and the actual goals when 
it comes to marking scripts ... 

• The relationship between explicit instructions in the test question, and implicit 
expectations of examiners; 

• The relationship between what is explicit and clear to examiners, and what is 
explicit and clear to examinees (54). 
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2.2.3 Norm-referenced and Criterion-referenced Measurement 

Linn and Miller see norm-referenced tests and criterion-referenced tests 'as the ends of a continuum 

rather than as a clear-cut dichotomy' (38). Whereas a norm-referenced test 'Emphasises 

discrimination among individuals in terms of relative level of !earning', a criterion-referenced test 

'Emphasises description of what learning tasks individuals can and cannot perform' (Linn and 

Miller 39). Linn and Miller point out that 'norm-referenced tests ... measure the students' level of 

achievement in various content and skill areas by comparing their test performance with the 

performance of other students in some general group' (394). Even though norm-referenced tests are 

'useful for decisions based on relative achievement, such as selection, grouping, and relative 

grading' (Linn and ~1iller 38), making testing criterion-referenced helps achieve beneficial 

backwash and assures the students that 'if they do perform the tasks at the criteria! !eve~ then they 

will be successful on the test, regardless of how other students perform' (Hughes 55). 

McNamara claims that even though 'the procednres for investigating the reliability and 

aspects of validity of norm-referenced scores are well established and well known ... from an 

educational point of view its dependence on comparisons across populations has been seen as being 

inappropriately competitive, and discourdging for the 'average' student' (63-64). Parkinson and 

Reid Thomas assert that in literature tests • Assessment should not be comparative between students: 

all students should be compared with outside criteria ... Rank ordering should not be necessary' 

(150). 

Criterion-referenced testing provides students with 'a clear picture of what they have to 

achieve' because the 'test specifications make clear just what the candidates have to be able to do, 

and with what degree of success' (Hughes 55). Linn and Miller point out that 'In an attempt to 

capitalize on the best features of both, test publishers have attempted to make their norm-referenced 

tests more descriptive, thus allowing for both norm-referenced and criterion-referenced 

interpretations' (39). This is leading to 'an increasing trend that will move many tests more toward 

the centre of the continuum' (Linn and Miller 39). 

2.2.4 Stages of Test Development 

In order to help one understand the assessment practices currently used by MA TSEC when 

designing the MC English examination, the next three subsections will report what the literature 

suggests as good practice in test design and construction. This will allow one to determine whether 

the design of the current examination is in any way partly responsible for the candidates' poor 

performance. 
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2.2.4.1 Test Specifications 

Hughes hegins to outline the stages of test development by underscoring the importance of 

'lvlak[ing] a full and clear statement of the testing 'problem" (58). This stage seeks to answer a set 

of questions related to the kind of test it is to be, its purpose, the abilities to be tested, the accuracy 

and detail of the results, backwash, and possible constraints. In the next stage 'A set of 

specifications for the test need to be written at the outset' and 'This will include information on: 

content, test structure, timing, medium/channel, techniques to be used, criteria! levels of 

performance, and scoring procedures' (Hughes 59). Test specifications are 'The result of the design 

process in terms of test content and lest method ... they are a recipe or blueprint for test construction. 

Their function is to force explicitness about the design decisions in the test and to allow new 

versions to be written in the future' (McNamara 31). 

For Linn and Miller content is 'How well the sample of assessment tasks represents the 

domain of tasks to be measured and how it emphasizes the most important content' (72). According 

to Hughes 'The fuller the information on content, the less arbitrary should be the subsequent 

decisions as to what to include in the vvriting of any version of the test' (60). Since 'content should 

be as fully specified as possible' (Hughes 60) such elements as operations, types of text, length of 

text, topics and structural and vocabulary range need to be included. McNamara points out that the 

test domain can be defined either 'operationally, as a set of practical, real-world tasks' or else 'in 

terms of a more abstract construct, for example, in terms of a theory of the components of 

knowledge and ability that underlie performance in the domain' (25). 

Test specifications facilitate the job of those responsible for actual paper setting. Before 

writing test items one needs to 'sample widely and unpredictably' (Hughes 63) from the content. 

This ensures 'content validity and ... beneficial back.-wash' (Hughes 63). Test items need to be 

moderated by someone not connected to the v,riting of the items and this allows the moderator to 

'find weaknesses in the items and, where possible, remedy them' (Hughes 63). 

2.2,4.2 Test Method 

The next area of focus in test design is that of test method and for McNamara 'There are two broad 

approaches to understanding the relation of test method to test content. The first sees method as an 

aspect of content, and raises issues of authenticity; the second, more traditional approach treats 

method independently of content, and allows more obviously inauthentic test response formats' 

(26). 
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'Trialling ... test materials and procedures prior to their use under operational 

conditions .. ,involves careful design of data collection to see how well the test is working' 

(McNamara 32). Hughes recommends trialling the test on native and non-native speakers of English 

so that necessary changes can be made based upon the analysis of the trial (63-65}. This analysis 

involves both statistical and qualitative means. Questionnaires provide us with test-taker feedback 

and allow 'Materials and procedures ... (to] be revised in the light of the trials' (McNamara 32}. 

Such data is not only collected prior to the operational use of the test but 'Periodically, the results of 

this data gathering may lead to substantial revision of test design, and the testing cycle will 

recommence' (Mc:--ramara 32). The MC English examination differentiates by outcome, that is, it all 

depends on what the examinee delivers; the presence of an examination panel plus the reviser is 

considered to be enough for this kind of examination. 

Another important stage in test development is the calibration of scales: 'Where rating 

scales are going to be used for ... the testing of ,,,riting, these should be calibrated by collecting 

samples ofperformance ... which cover the full range of scales' (Hughes 65). These samples act as 

'reference points for all future uses of the scale, as well as being necessary training materials' 

(Hughes 65). The calibration of scales is followed by the validation of the final version of the test, 

which is most especially recommended 'For a high stakes, or published test' (Hughes 66). 

2.2.43 Test Manuals 

Mc:--ramara is of the opinion that 'Ethical language testing practice ... should work to ensure positive 

washback from tests' (74). He affinns that 'Minimally, accountability would require test developers 

to provide test-takers with complete infonnation on what is expected of them in the test' (73). For 

Linn and Miller carefully constructed tests are always accompanied by 'A test manual and other 

accessory materials [ which J are included as guides for administering and scoring the test, evaluating 

its technical qualities, and interpreting and using results' (396). Before training 'all staff who will 

be involved in the test process' (Hughes 66), handbooks need to be written for the test takers, test 

users and staff. These handbooks will include the following: the test's rationale, details on how the 

test was developed and validated, test specifications, sample items, advice on studying for the test, 

infonnation on test scores, training materials, and details of test administration (Hughes 66). These 

handbooks are crucial since 'However good the potential backwash effect of a test may be, the 

effect will not be fully realized if students and those responsible for leaching do not know and 

understand what the test demands of them' (Hughes 55). Somewhat in relation to this issue, 

Parkinson and Reid Thomas maintain that in a literature test • All outcomes considered important 
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should be tested ... over a period' and that 'students should be told in advance ... what types of 

outcomes will be tested' (150). 

The ethical language testing approach recommends 'limiting the social responsibility of 

language testers to questions of the professional ethics of their practice' (McNamara 75). Hence it is 

appropriate for 'Professional bodies of language testers ... (to] formulate codes of practice which 

will guide language testers in their work' with the overall aim of 'tak(ing] responsibility for the 

development of quality language tests' (McNamara 75). 

2.2.5 Ensuring Reliability 

Linn and Miller affmn that 'An estimate of reliability always refers to a particular type of 

consistency' (105). Hence it is important to note that one of the main characteristics ofa carefully 

constructed test is that 'Directions for administering and scoring are so precisely stated that the 

procedures are standard for different users of the test' (Linn and Miller 396). When it comes to 

scoring procedures 'The test developers should be clear as to how they will achieve high reliability 

and validity in scoring' (Hughes 62), especially so where scoring is highly subjective such as when 

scoring written tasks, the latter constituting eight of the nine components of the MC English 

examination. Test developers need to take into account the rating scale to be used, the number of 

markers involved in scoring a task, and how to resolve disagreements between markers. Hughes 

points out that 'While the perfect reliability of objective tests is not obtainable in subjective tests, 

there are ways of making it sufficiently high for test results to be valuable' (43). Scorer reliability 

and test reliability are closely connected and 'If the scoring of a test is not reliable, then the test 

results cannot be reliable either' (Hughes 43). There exist a number of ways by means of which one 

can increase the reliability of scoring and achieving consistent performances from the test 

candidates. 

The reliability co-efficient of a test can be increased primarily by providing candidates with 

a sufficient number of 'fresh start[s]', that is, additional items that are 'independent of each other 

and of existing items' (Hughes 44). In relation to this Parkinson and Reid Thomas insist that in a 

literature test 'There should be a mixture ... of questions about 'set books' or other texts already 

studied in class, and questions which require the application of ideas to new texts' (151). Hughes 

affirms that items which do not disc'liminate well between weaker and stronger candidates should 

be excluded since these 'contribute little to the reliability of a test' (45). The practice of assigning 

students a set of essay titles and then giving them a huge amount of freedom in how to go about the 

task 'is likely to have a depressing effect on the reliability of the test' since 'The more freedom that 
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is given, the greater is likely to be the difference between the performance actually elicited and the 

performance that would have been elicited had the test been taken, say, a day later' (Hughes 45-46). 

Hence if it is impossible to deprive students of choice, at least 'the range over which possible 

answers might vary should be restricted' (Hughes 46). However, Parkinson and Reid Thomas claim 

that 'Because response to literature is very personal, it is important to offer choices in assessment 

tasks' (151). These choices can extend to the texts to be discussed, the text aspects to be discussed 

and the form of the answer. Despite their claim Parkinson and Reid Thomas recognise the 

significance of'guid[ing students] ever closer towards playing the examination game' (151). 

2.2.5.1 Marking and Reliability 

Other means of guaranteeing reliability are those of writing unambiguous items, providing 

candidates with clear and explicit instructions, ensuring that tests are well laid out and perfectly 

legible, and making candidates familiar with format and testing techniq_ues (Hughes 46-47). Paper 

setters should also provide a detailed scoring key to scor~-rs and the latter should be 'provide[ d with] 

initial and ongoing training' since this is 'An important way to improve the q_uality of rater­

mediated assessment schemes' (McNamara 44). According to McNamara 'Moderation meetings 

have the function of bringing about broad agreement on the relevant interpretation of level 

descriptors and rating categories' (44). At the outset of scoring scorers should agree amongst 

themselves on acceptable responses and appropriate scores and this is usually achieved by scoring a 

sample of scripts immediately after the test has been administered. Parkinson and Reid Thomas 

suggest that in a literature test 'Marking should be 'positive', emphasizing what students can do 

rather than trying to catch them out' ( 150). Hughes affirms that 'As a general rule, and certainly 

where testing is subjective, all scripts should be scored by at least two independent scorers' (50). 

Linn and Miller consider it advisable to 'obtain two or more independent ratings' when 'important 

decisions are to be based on the results' (247). Each scorer is not informed of how the other scorer 

has scored a script and the chairperson of the scorers' panel usually investigates discrepancies and 

engages in reconciliation. To show the importance of inter-marker reliability one can q_uote a study 

conducted by Sammut whose analysis of candidates' performance in the SEC May 1997 English 

Literature Paper I examination led her to discover 'discrepancies ... evident even in one-word, one­

mark responses' and to conclude that 'paper-markers did not follow rigidly the marking scheme 

proposed and this led to inconsistent marking practices and unreliability' (58). 
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2.2.6 Ensuring Validity 

A test possesses content validity if its content is 'a fair reflection' (Hughes 27) of the test 

specifications. Content validity is important because 'the greater a test's content validity, the more 

likely is it to be an accurate measure of what it is supposed to measure, i.e. to have construct 

validity' (Hughes 27). Moreover, a test that lacks content validity 'is likely to have a harmful 

backwash effect' (Hughes 27). Linn and Miller point out that 'Wl1enever we wish to interpret 

assessment results in terms of some individual characteristic ... we are concerned with a construct' 

and in construct validation it is highly important to identify those factors that lead to 'construct 

underrepresentation' and 'construct-irrelevant variance': 

When we interpret assessment results as a measure of a particular construct, we are 
implying that there is such a construct, that it differs from other constructs, and that the 
results provide a measure of the construct that is little influenced by extraneous factors 
(78-79). 

Despite the fact that the combined testing of language and literature in tlie MC English examination 

leads one to question its construct validity, Butler's research on courses and tests that combine 

language and literature together, leads him to conclude that 'The integrated approach v;as seen to be 

especially appropriate for students who used English as a second language since it did not take 

either literary or linguistic competence for granted but attempted to address and meet the actual 

needs of the students' (283). He basis his conclusion on a 'carefully theorised base, expressed as 

fourteen statements on the benefits to be derived from the integration of language and literature' 

(Butler 283). 

Criterion-related validity 'relates to the degree lo which results on the test agree with those 

provided by some independent and highly dependable assessment of the candidate's ability' 

(Hughes 27). The test is validated against this criterion measure. For Linn and Miller validation is 

achieved if one 'Compare[s] assessment results with another measure of performance obtained at a 

later date (for prediction) or with another measure of performance obtained concurrently (for 

estimating present status)' (72). One form of criterion-related validity is predictive validity and this 

will be examined in relation to the correlation between the SEC English Language and English 

Literature examinations, and the MC English examination. 

There exist a number of ways of ensuring validity in testing. First of all one must consider 

validity in scoring. Hughes points out that 'if we are interested in measuring ... writing ability, it is 

not enough to elicit ... writing in a valid fashion' (33). The rating needs to be vaiid as well and this 

means that an 'overemphasis on such mechanical features as spelling and punctuation can invalidate 

the scoring of written work (and so the test of writing)' (Hughes 33). Writing explicit lest 
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specifications and 'includ[ing] a representative sample of the content of these in the test' (Hughes 

33) boosts validity, as does direct testing. Making sure 'that the scoring of responses relates directly 

to what is being tested' and 'do[ing] everything possible to make the test reliable' (Hughes 34) also 

increases validity. According to Hughes high stakes tests need to publish details of the test's 

validation since 'Tests for which validity information is not available should be treated with 

caution' (34). 

2.2.7 Testing Reading and Writing 

The MC English examination is a nine-hour examination in which students are asked to make use of 

two fundamental skills: writing and reading. Eight of the nine sections in the examination entail 

writing essays and these are complemented by a reading comprehension exercise. Moreover, the 

two literary criticism sections obviously demand highly adept reading skills. 

The syllabus specifies that 'In all papers continuous prose answers are required and the 

marks awarded will take into account the quality of the language used by the candidate' ('AM 

Syllabus English' 2). This means that candidates are 'assessed on their ability to organise and 

present information, ideas, descriptions and arguments clearly and logically, taking into account 

their use of grammar, punctuation and spelling' ('AM Syllabus English' 2). The aims and 

objectives of the syllabus clearly state that reading and writing skills are of crucial importance and 

students are expected to be able to 'communicate clearly the knowledge, understanding and insight 

appropriate to literary studies' (' AM Syllabus English' 2). The syllabus sees the MC English course 

as being a continuation and refinement of the skills, knowledge and attitudes students should have 

developed during their SEC English Language and SEC English Literature course. However, 

despite the fact that the first sentence of the aims section of the syllabus for Matriculation English 

states that 'The syllabus assumes knowledge of English Language and English Literature at SEC 

level' ('AM Syllabus English' 2), in order to gain admission to the Matriculation English course at 

Junior college students do not need a pass in SEC English Literature. This disparity implies that 

students who do not hold a pass in SEC English Literature but who still opt for the MC English 

course will need to develop all the necessary reading and ·writing skills specified by the syllabus 

over a two-year period. 

2.2.7.1 Testing Writing 

In the MC English examination candidates are expected to write a total of eight essays and a 

summary. Written essays are of great value when it comes to assessing 'significant instructional 
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outcomes for which no satisfactory objective measurements have been devised' due to the fact that 

'Such outcomes require less structuring of respcmses than objective test items' (Linn and Miller 

227). However, in order for essay questions to measure complex achievement they need to 'be as 

carefully constructed as objective test items' (Linn and Miller 231). Specific learning outcomes are 

essential since these define those course objectives related to complex achievement. One of the 

main advantages of the 'extended-response essay is its emphasis on the integration and application 

of thinking and problem-solving skills' and 'the ability to integrate and apply these skills in a 

general attack cm a problem is best measured by extended-response essay questions' (Linn and 

Miller 232). 

Linn and Miller maintain that 'essay questions must be phrased in a way that will require 

students to engage in the targeted thinking skills' (232). Moreover they point out that 'When a table 

of specifications is used in planning for the assessment, it is simply a matter of structuring the 

questions in accordance with the specifications' (Linn and Miller 232). Hughes agrees with this 

v,ben he points out that when testing writing we should first of all specify all possible content in the 

test specifications so that 'the tasks we set are representative of the tasks that we expect students to 

be able to perform' (83). The test specificaticms should contain information about 'operations, types 

of text, addresses, length of texts, topics, dialect and style' (Hughes 83 ). When creating a writing 

test it is important to include a representative sample of the specified content since this bolsters 

content validity and generates a 'beneficial backwash effect' (Hughes 86). With respect to criteria! 

levels, Hughes says that 'For ... writing ... one can expect a description of the criteria! levels to be 

much more complex' (62). 

In order to 'Elicit a valid sample of writing ability' one needs to 'Set as many separate tasks 

as is feasible' and to 'Test only vniting ability, and nothing else' (Hughes 89-90). Hughes also 

maintains that 'Another ability that at times interferes with the accurate measurement of writing 

ability is that of reading' (90). 

When it comes to constructing essay questions Linn and Miller suggest 'Restrict[ing] the 

use of essay questions to those learning outcomes that cannot be measured satisfactorily by 

objective items' (234). Essay questions need to 'call forth the skills specified in the learning 

standards' (Linn and Miller 236) and this means that when designing the question one makes clear 

which skill or form of conceptual understanding one requires candidates to utilise or display. The 

question should clearly indicate the task that the candidate needs to accomplish and the time limit in 

which to do so and paper setters need to 'Avoid the use of optional questions' (Linn and Miller 

238). Hughes is in concordance with these suggestions and in fact he advocates the importance of 
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restricting candidates by setting writing tasks that are 'well defined' since this stops them from 

'go[ing) too far astray' (93). He also suggests making \\-Tiling tasks in language examinations as 

authentic as possible (Hughes 93). Popham's guidelines for creating essay items underscore the 

importance of 'Convey(ing] to the students a clear idea regarding the extensiveness of the response 

desired' and of 'Construct[ing] items so that the student's task is explicitly described' (159). 

Moreover, he suggests 'Provid[ing] students with the approximate time to be expended on each 

item as well as each item's value' and 'Precursively judg[ing] an item's quality by composing, 

mentally or in writing, a possible response' (Popham 159). 

In order to ensure validity and reliability in scoring writing, only tasks which can be 

'reliably scored' need to be set and candidates need to complete 'as many tasks as possible' 

(Hughes 94). By imposing a number of restrictions on candidates 'the more directly comparable 

will be the performances of different candidates' and this is even more so if candidates are 'Give[n] 

no choice of tasks' (Hughes 94). Popham agrees with this and recommends 'not employ[ing] 

optional items' (159). Furthermore, 'The samples of writing that are elicited have to be long enough 

for judgements to be made reliably' (Hughes 94). Linn and Miller suggest that prior to scoring 

essays scorers should 'Prepare an outline of the expected answer' and 'Decide how to handle 

factors that are irrelevant to the learning outcomes being measured' (245). Scorers should 'Prepare 

a tentative scoring key in advance of judging students' responses' and 'Make decisions regarding 

the importance of the mechanics of writing prior to scoring' (Popham 163). Scorers are also advised 

to 'Evaluate all responses to one question before going on to the next one' (Linn and Miller 246). 

This is echoed by Popham when he suggests 'Scor[ing] all responses to one item before scoring 

responses to the next item' (163). 

Appropriate scoring scales need to be created and these may either involve holistic or 

analytic scoring. Holistic scoring 'involves the assignment of a single score to a piece of writing on 

the basis of an overall impression of it' and it 'has the advantage of being very rapid' (Hughes 94. 

95). This facilitates the process of multiple marking and 'acceptably high scorer reliability' ensues 

'when writing is scored four times' (Hughes 95). Analytic scoring is much more time consuming 

and might obfuscate 'the overall effect of the piece of writing' (Hughes !03), however, it is 

particularly important when one needs to focus on a set of sub skills. Moreover, 'the very fact that 

the scorer has to give a number of scores will tend to make the scoring more reliable' (Hughes 102). 

The choice between holistic and analytic scoring depends on whether it is being carried out by a 

well trained 'small, well-knit group at a single site' or 'by a heterogeneous possibly less well 

trained group ... in a number of different places' (Hughes 105). If the fonner is true then holistic 
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scoring is 'most appropriate' and if the latter then 'analytic scoring is probably called for' (Hughes 

l05). However, in both instances multiple scoring is always the best means of ensuring 'high 

accuracy' (Hughes 105). 

2.2.7.2 Testing Reading 

Eskey points out that 'Reading is the hardest language skill to assess because so much depends on 

what is being read by whom' ( 172). He claims that any passage selected for testing will favour 

some readers and disadvantage others, since no two readers have exactly the same proficiency in 

language or exactly the same funds of knowledge' (Es key 172). It is also difficult to determine 

'what constitutes reading comprehension for particular texts' (Eskey 172). 

Since reading tests involve having candidates read a text and then using a variety of skills in 

order to understand different aspects of the text, 'The selection of text type, then, becomes a major 

issue for developing tests of reading ability' (Lynch 48). The fact that the MC English syllabus 

specifies that material for the reading comprehension component of the paper 'may originate from 

contemporary newspapers, periodicals or other non-literary sources' ('AM Syllabus English' 4) is 

laudable since this generates positive backwash by encouraging teachers to use authentic texts in the 

classroom. As Nuttall points out 'The reading skill is of no practical use unless it enables us to read 

texts we actually require for some authentic pUipose' (21). Lynch puts forward a number of 

recommendations on how to decide on tbe type of text to use: 

• Include a representative sample of texts, drawing upon the range of text types within 
the reading skill or skills being tested. 

• Choose a text ,vith appropriate length, a length that requires the skills or construct to 
be tested and that will provide enough opportunity to test the skill across several 
items ... 

• Have a number of texts presented within each test, in order to provide variety and to 
avoid having a single content that favours certain test takers over others. 

• Select text content that matches the skills being tested ... 
• Select content that is interesting and engaging without being distracting or 

disturbing for the intended test takers. 
• Choose content that tests reading skills, not previous content knowledge. 
• Avoid content that is overly familiar ... (48). 

When using reading texts to assess language competencies it is important to once again 

ensure that the test specifications outline what the candidates are expected to do in terms of 

operations, texts ('type, fonn, graphic features, topic, style, intended readership, length, readability 

or difficulty, range of vocabulary and' grammatical structure' (Hughes 140)), reading speed, and 

criteria! levels of perfonnance. When selecting texts it is advisable to 'select as representative a 

sample as possible'; 'Choose texts of appropriate length'; 'include as many passages as possible'; 
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choose texts which allow you to test scanning, skimming, knowledge of text structure and other 

sub-skills; choose texts that will interest the candidates and leave them unperturbed; 'Avoid texts 

made up of information that may be part of the candidates' general knowledge'; avoid 'texts that are 

too culturally laden' and 'texts that the students will have.already read' (Hughes 142-143). When 

writing test items 'The aim must be to write items that will measure the ability in which we are 

interested, that will elicit reliable behaviour from candidates, and that will permit highly reliable 

scoring' (Hughes 143). The language used for test items should not be more difficult than the text 

itself and the expected responses should 'make minimal demands on writing ability' (Hughes 153). 

When scoring reading 'errors of grammar, spelling or punctuation should not be penalized, 

provided that it is clear that the candidate has successfully performed the reading task which the 

item set' (Hughes 155). Lynch points out that 'the more 'constructed' the response format, the more 

the test will include writing skills as well as reading' (48) and Hughes claims that testing writing 

when scoring reading 'makes the measurement ofreading ability less valid' (155). 

The above sections have presented what the literature recommends as good practice when it 

comes to test design and construction, and the testing of reading and writing skills. Even though the 

principles discussed by these researchers can be transferred to one's understanding of the MC 

English examination it needs to be pointed out that most of these authors had in mind the testing of 

language not that of literature. However, given the combined nature of the MC English examination 

the issue is rather complicated, most especially when it comes to writing skills. It is must be borne 

in mind that since candidates' knowledge of literature in the MC English examination is assessed 

solely via written essays and given that markers penalise students for purely linguistic errors when 

marking literature essays, the aforementioned principles to some extent do apply to one's 

understanding of the testing of literature. Having said that, it is still necessary to compound these 

principles with what specific authors have proposed as good practice when assessing literature per 

se. 

2.2.8 Testing Literature 

Gribble asserts that 'One factor which tends to strongly undermine the belief that reading literature 

might be of consequence for the way we view our lives and those of others is that it has become an 

examinable "subject" taken by millions of students throughout the world' (3). Examinations tend to 

'encourage an approach to the teaching of literary criticism which is stereotyped, formulaic and 

sterile' (Gribble 96) and this breeds disillusionment in the students and makes them question the 

value of literary studies. Parkinson and Reid Thomas mention that 'many people learn, and even 
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teach, for pleasure, especially in a subject such as literature, and attempts to impose formal 

assessment structures will be resented' (140). They point out that any assessment or evaluation 

provide us with information about the learners, the teachers and the curriculum and affirm that 

when it comes to literature rather than teaching to tbe test we should primarily 'establish good 

learning habits' and to subsequently 'move slowly towards the content and the exercise types 

which ... [the examination] demands' (Parkinson and Reid Thomas 142). 

2.2.8.1 The Literature Test 

Spiro claims that whereas 'In the language test, the fully-operational native speaker can provide a 

model for target competence ... The literature test .. .lacks such a model' (16). She also affirms that it 

is not 'always clear whether skills, knowledge or something quite other is the goal of the literature 

test' (Spiro 16). For this reason 'the literature test cannot always be measured by the criteria of the 

language test. It has qualities unique to its genre (Spiro 16). Spiro reports that even though most 

literature tests favour either a "knowledge about literature" orientation or a "skills for literature" 

orientation, 'teachers feel that what really works in the classroom is a balance of the two' (19). 

For Spiro a test has beneficial backwash when testing and teaching go hand-in-hand: 

The ideal scenario is that teaching methods and testing methods match; that teachers 
prepare learners for the test by following all the procedures they know to be effective. 
Ideally, the test evolves from this classroom experience, and draws its methods and 
materials from there (27). 

Spiro admits that most teachers change their methodology to suit the test. She says that Ibis is not 

what should happen but rather 'test procedures should be reshaped by the strategies and goals of the 

classroom (Spiro 29). Test-writers have the power to affect teaching and hence they should keep in 

mind a very important question: 'How can I devise tests that both derive from, and generate, 

effective teaching?' (Spiro 29). Spiro lists seven criteria that characterize a 'good literature test' and 

says that it is meant to: 

I. Measure what it aims to measure and not a hidden agenda undefined by both 
examiners and examinees. 

2. Cover a balanced and appropriate sample of areas that have heen taught, and not 
random areas or texts that leave the success of a candidate's performance to pure 
chance. 

3. Meet the expectations of teachers and candidates, since those expectations will be 
made explicit and integrated into the curriculum. 

4. Ensure learners are fumiliar with test materials and procedures; firstly because they 
have been made explicit; and secondly because they have informed, and been 
informed hy classroom practice. 

5. Provide a 'balanced diet' of question types, content and skill areas so that a rounded 
profile of each candidate can be gleaned from the test. 



6. Make clear the criteria for progress and development between tests set over a period 
of time. 

7. Set tasks and texts which are feasible in length and scope for the time allotted (31 ). 
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For Spiro good literature tests typically go through the following stages: identifying target 

competence; identifying target skills (selecting texts and analyzing the syllabus); grouping skills; 

matching texts to tasks; writing test items; clarifying marking criteria; planning the overall shape of 

the test (68-76). 

2.2.8.2 Assessable Outcomes 

In outlining the 'typology of potentially assessable outcomes' Parkinson and Reid Thomas start by 

focusing on affective outcomes and this is 'because literature is inherently affective in a way which 

perhaps applies to no other subject' (142-143). ft can be said that 'feelings are central to literature' 

and that 'good literature' engages the reader in 'an 'education of the sensibilities', an enhanced 

awareness and understanding of one's own emotional life' (Parkinson and Reid Thomas 143). Even 

though assessment of affective outcomes usually does not feature in tests if 'included in 'test' 

questions ... this must be done with extreme care' and 'learners have to believe ... that they are not 

being tested on the rightness of their tastes, or whether they like what they should like' (Parlcinson 

and Reid Thomas I 43 ). 

Parkinson and Reid Thomas claim that traditionally literature tests assessed students' 

knowledge of facts about a given text. Even though they agree with those "writers on teaching 

[who] would probably give low priority to this kind of learning' they do so with the 'obvious 

reservation that you need some facts before you can do anything else of value. In particular, you 

need a good knowledge of the relevant primary text(s)' (Parkinson and Reid Thomas 145). Besides 

factual knowledge traditional literature tests also seek to assess the Leavisite concept of delicate 

sensibility, which entails sensitiveness and precision of response. Such tests have the advantage of 

moving 'the learner away from mere acquisition of factual knowledge to genuine and detailed 

engagement with literary texts, and ability to explain his or her response' (Parkinson and Reid 

Thomas 145). However, the main drawback is that 'the learner/testee has to read the mind of a 

privileged elite and to acquire or pretend to acquire their values' (Parkinson and Reid Thomas 145). 

Parkinson and Reid Thomas advice writers of literature tests that 'A balance is needed between 

assessing students' learning of 'facts', including other people's opinions, and their ability to 

produce their own ideas' (151 ). 

Parkinson and Reid Thomas claim that 'the skills of literary criticism are probably the most 

important domains for testing' especially since 'teaching skills is more important than teaching 
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facts' (146). However, traditional literature tests 'often seem ... more skewed towards factual 

knowledge' and even though such forms of assessment are important 'for the more 'academic' kind 

of literature in a foreign language, the ultimate test would be something more analogous to the 

language unseen' (Parkinson and Reid Thomas 146). 1n the latter kind of test candidates are tested 

on a range of concepts pertinent to the different literary genres and 'their ability to apply these to a 

new text' (Parkinson and Reid Thomas 146). In relation to this Bartoli reports that lecturers al G .F. 

Abela Upper Lyceum and at St. Aloysius College complain about the fact that 'One of the limiting 

factors' of the literary criticism papers in the MC English examination 'is that in two hours a 

passage of prose and a poem cannot be analysed deeply and therefore, the exercise becomes quite 

artificial' (31). Dixon echoes this point when he says that expecting students to write an essay in 

one hour 'seems such a travesty of the appropriate conditions for anyone to try to express what they 

have gained' from reading a text 'that I must reject it for the moment as indefensible' (222). 

Language competencies are another assessable outcome and Parkinson and Reid Thomas 

point out that there exist 'certain kinds of knowledge about a target language, or perhaps rather 

skills or even areas of awareness, which language-through-literature may in favourable 

circumstances promote more effectively 1han would 'general' language teaching' (147). These 

include, for example, recognising the norm and the deviant variety, recognising polysemy and 

recognising cohesion. Parkinson and Reid Thomas maintain that 'in developing awareness of and 

ability to find for oneself certain features in a text, one also becotnes aware of these features in a 

language, especially a foreign language' (147). 

In addition to the above, literature tests can be used to assess not only students' writing and 

reading skills but also their speaking and listening skills. Initiation, turn-taking and turn-giving, 

negotiation of meaning and other skills can all play part in our assessment of literature learning 

(Parkinson and Reid Thomas 148-149). Coupled with this is the students' functional range, which is 

closely akin to their ability to speak and write about a text (Parkinson and Reid Thomas 149). 

Parkinson and Reid Thomas suggest that in the initial stages of a course of study there should be 

single-skill tests of each one of the four skills so that teachers are provided with 'more precise 

diagnostic information' (150). ft is only gradually that students are trained for integrated tests, 

which 'have greater authenticity and real-world validity than single-skill tests' (Parkinson and Reid 

Thomas 151). In relation to this Bartoli proposes the idea of assessing students' literary criticism 

skills not by means of writing but by means of a viva voce examination (95). 
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2.2.8.3 Essay Writing in Literature Tests 

Spiro points out that one of the most common question types in literature lest papers is 'The essay 

that requires evaluating and presenting an argument' ( 4 7). She says that this essay is highly 

demanding in terms of the complex skills expected of the candidate and hence 'The candidate who 

has the literary ability to evaluate texts, may fail on the grounds of inadequate self-expression, or 

incoherent argument. Here language abilities may become confused with literary abilities: the 

former are needed, to do justice to the latter' (Spiro 48). This kind of essay question is highly 

popular in the MC English examination as is the discussion question, which Spiro considers to be 

the 'most prolific essay question' ( 49). The latter 'has no clear agenda. The candidate must make 

his/her own decisions about what is expected. These decisions may be highly text-dependent ... It 

may be a matter of chance or good luck whether the candidate's decisions about expectations match 

the examiner's decisions' (Spiro 49). Critical appreciation questions also form part of the MC 

English examination and Spiro claims that the benefits of such questions when combined with 

unseen texts are that 'there is no danger of the learner drawing on 'learnt' notes. Working v,ith an 

'unseen' is the clearest way of determining whether the learner can indeed apply his/her skills and 

respond independently to unfamiliar texts' (50). However, the second language learner might find 

the text 'linguistically inaccessible, even if its concepts are not' (Spiro 50). The candidates' literary 

skills can be made manifest if they are offered 'explicit language guidance' (Spiro 50). 

When evaluating the questions in literature test papers Spiro explains that these questions 

have ingrained within them a number of serious problems: 

• Some of the questions require linguistic, rather than literary skills, to answer 
successfully ... 

• Many of the questions do not require contact with texts themselves ..• 
• Some question types develop skills which are not transrerable to other texts ... 
• Many of the question types are highly subjective to mark; since their aims and 

objectives are unclear ... 
• Several questions do not correspond to tasks that teachers would choose to use in the 

classroom. This is particularly true of the essay question type, which fits 
uncomfortably in the active classroom. The essay has little genuine communicative 
purpose, and it requires a protocol all of its own, that is a complex skill in itself to 
master. This skill is likely to have its own development, that is quite separate from 
the development ofliterary competence (51 ). 

Spiro also talks about the practice of inserting quotations within literature essays as a means of 

showing the examiner familiarity with the text. She asserts that 'the quotation must be handled with 

care. Examinees should not 'unload prepared material' and twist the question 'around prepared 

quotations'. Quotations which 'do not explain themselves' serve no useful function' (Spiro 54). 

Every year's Examiners' Report for MC English repeatedly points out that 'when quotations are 
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inserted they tend to be disconnected from what is being said' (Examiners' Report May 2006 3; 

Examiners' Report May 2007 3). Spiro advises candidates to 'demonstrate background knowledge, 

but selectively and only where appropriate; memorise quotations - but only refer to them where 

relevant; and develop informed arguments without obviously relying on prepared notes and teacher 

opinions' (54). 

Dixon affmns that when students write in response to literature they are reined in by tvvo 

main constraints. He claims that 'The first of these concerns social relations' between the writer and 

the reader. The student needs to be aware of the intended audience since 'Writing is ... part of a 

broader process of interaction' (Dixon 223), Secondly, the student needs to be asked to use 'an 

appropriate form for the further articulation of thoughts and feelings' (Dixon 223). Keeping in mind 

these two elements allows us to avoid regurgitating 'na,ve models of writing' which lead 'to an 

impoverishment of what the student bas to offer' (Dixon 225). 

2.2.8.4 Alternative Literature Testing 

Spiro affirms that in a second language context 'test items need to be written to meet student 

level... This means that, where students are failing to meet standards in a test, tbe test items rather 

than tbe students need to be re-evaluated' (56). Hence test items should preferably be 'guided or 

controlled, rather than wholly open-ended' (Spiro 56). To avoid dependence on lecture notes 'Test 

items should require contact with the actual text' (Spiro 56), Moreover, 'Test items need to give 

abstract concepts a practical and concrete focus' and 'Linguistic support needs to be provided, 

where linguistic difficulties may conflict with the literary skills being tested' (Spiro 57). Each 'test 

item should test one skill, or cluster of skills' and 'encourage the learner to transfer skills from 

familiar texts to unfamiliar ones' {Spiro 58). Spiro also underscores the importance of writing test 

items that 'encourage examinees to identify with, and personalize tbe texts they meet' (59) and of 

translating motivating strategies in the classroom into the test situation. Her 'final message to the 

test-writer is the need for balance, in order to obtain a balanced profile of the student' (Spiro 60). 

2,2.8.5 Literature Coursework 

Parkinson and Reid Thomas feel that when assessing literature 'There should be a mixture of in­

class work with time limits, like traditional examinations, and out-of-class assignments' (150). This 

issue of incorporating coursework within the assessment of literature is also mentioned by Micallef 

and Galea 'who feel that more students would be encouraged to take an interest in the subject' (159) 

by means of this. The value of coursework is also commented upon by Baldacchino: 



while the introduction of written co!U'Sework is still subject to questions of reliability, 
training class teachers in this regard would make this a possibility in the foreseeable 
future. Its introduction in due course will help reduce current emphasis on examinations 
and enhance activity-based learning, motivating students towards increased 
participation (110). 

2.2.8.6 Local Studies on Literature Testing 
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As already shown by some of the above references a number of local studies have been conducted 

in relation to the testing ofliterature in Malta and by reviewing these studies one can form a better 

portrait of what is kno"'n about the issue so far and what the present study can add to the field. 

Bartoli reports that the lecturers she interviewed at G.F. Abela Upper Lyceum and at St. 

Aloysius College all confirm the idea that 'the examination manipulates the students in a way that 

they are not able to grow to love literature for what it is' (30-31 ). Examination pressure engenders a 

situation in which 'the amount of ideal literary criticism and stylistic analysis is partially ignored' 

and 'Students have not yet grasped the proper tools for the enjoyment and appreciation of literature' 

(Bartoli 93). 

MC English currently combines the testing of English Language and Literature in one 

examination. A number of local studies have discussed the issue of combining two examinations 

together or making a particular subject compulsory for all students enrolled in a course. 

Commenting on the SEC English Literature examination, Micallef and Galea suggest combining 

this examination together with the SEC English Language examination so that the former 'regains 

importance because it becomes compulsory to almost any future career the students may choose' 

(158). Sammut affirms that one of the factors for candidates' poor performance in SEC English 

Literature is 'the fact that English Literature is not a compulsory subject for entry into Post­

Secondary Education' (56). Austin considers it to be 'a wise decision, if courses in English 

Language were to be compulsory even at sixth form level. This would ensure tbat all students 

would have a minimum of exposure to higher levels of English language instruction' (63). 

2.3 Motivation and Second Language Learning 

Given that this study is concerned with Advanced level students of English and their performance in 

the MC English examination, it is important to take into consideration such issues as why do 

students choose to study a particular subject and what will motivate them to achieve success in their 

studies. 

MC English students typically start their studies at the age of sixteen and they typically 

originate from secondary schools that have a very different identity from the postsecondary 

institution they join after passing their SEC examinations. Even though in secondary school 
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students have between five and six forty-minute lessons per week, in a postsecondary school the 

number of tuition hours is that of six and the course they follow is much more intensive and 

requires the students to engage in a higher degree of autonomous learning. Graham points out that 

'becoming an advanced language learner involves in many cases the ability to adapt to new 

demands and approaches. Managing this change has a cognitive component, with some students 

developing new teaming strategies and patterns of working to help them adjust to their new 

situation. Yet equally important are the demands this change makes on students in the affective 

domain' (92). For Graham the term affective 'is taken to refer both to inborn characteristics ... and to 

more specific attitudes and reactions to learning the foreign language' (92). For her motivation is an 

essential aspect of the affective domain and its role is of crucial importance when learning a 

language. 

Liuoliene and Metiiiniene contend that 'Learning motivation is a driving force in teaming a 

foreign language' and that 'Students' wishes and needs to work independently depend on their 

motivation ... attitude and responsibility' (97). Their research in relation to second language teaming 

motivation led them to fmd a 'Statistically significant correlation between learners' motivation and 

the sense of responsibility' and 'Statistical significance between learning motivation and students' 

need for autonomous studies' (Liuoliene and Metiuniene 96). Their conclusion is that 'students' 

wishes and needs to work independently depend on their motivation, attitude and responsibility. 

The higher motivation, the more autonomous learning students want to have in this learning 

process' (Liuoliene and Metiiiniene 96). Moreover, they point out that 'Students' ability to study 

independently has a positive influence on their higher EFL achievements' (Liuoliene and 

Metiiiniene 96). 

Wlodwoski explains that motivation is constituted of 'the processes that can (a) arouse and 

instigate behavior, (b) give direction or purpose to behavior, (c) continue to allow behavior to 

persist, and (d) lead to choosing or preferring a panicular behavior' (2). The models discussed 

below focus on the specific factors that influence learners' motivation to learn a second language. 

Gardner defines motivation as 'the effort, want (desire) and affect associated with learning a 

second language' (147). Desire is associated by Gardner with the learners' goals in learning a 

second language, the orientation of their motivation. His goal-directed theory of motivation 

identifies two distinct orientations: integrative and instrumental. An integrative orientation is the 

learners' desire to achieve affiliation with the target community and team more about its culture. An 

instrumental orientation is the learners' desire to achieve proficiency for a utilitarian purpose, such 

examination success or career advancement. However, it is suggested that achievement is more 
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closely bound to an integrative orientation than to an instrumental one. In his studies Gardner found 

that 'that subjects who select integrative reasons over instrumental ones as indicative of themselves 

evidence higher levels of motivational intensity' (53). Besides orientation, the learners' attitudes 

towards the learning situation also play an important mle in influencing the learners' motivation. A 

positive attitude towards the different variables that fonn part of the learning situation will lead to a 

boost in the amount of enjoyment and effort. 

Unlike Gardner's theory, which focuses on the social aspect of motivation, Domyei's 

framework focuses specifically on motivation in the language classroom. As opposed to Gardner's 

emphasis on integrativeness, Domyei was of the opinion that in a second language learning context 

instrumental orientation is much more influential on language learners. However, according to 

Dc;rnyei a student achieves a high proficiency in a language if an instrumental orientation is 

combined with an intei,,rative one. His tri-level model takes into account not only orientations but 

also the specific situations that concerned learners and their surrounding contexts. In his taxonomy 

one finds three levels: the Language Level, the Leamer Level, and the Leaming Situation Level. 

The Language Level is concerned with 'orientations and motives related to various aspects of the 

L2' (Dt\rnyei 2001, 18) and these detennine the language studied and the learners' goals for 

studying that language. It embraces both integrative and instrumental orientations. The need for 

achievement and self-confidence play an important role in the Learner Level and this level 

encompasses different cognitive theories of motivation. In the Leaming Situation Level motivation 

is influenced by course specific, teacher specific and group specific motives. Colll:Se specific 

motives are related to the syllabus, the set texts, the teaching methodology used and the learning 

tasks set These elements are all described in terms of the learners' interest. relevance to their lives, 

their expectations of success and feelings of being in control, and satisfaction with the outcomes. 

Teacher specific motives are concerned with !he teaching style employed and with the teachers 

themselves. Group specific motives are bound to the influence exerted on the learners by the social 

groups they fonn part of. Dc;myei specifies that 'each of the three levels of motivation exert their 

influence independently of the others and have enough power to nullify the effects of the motives 

associated with the other two levels' (1996, 78). 

2.4 Predictive Validity 

This study attempts to chart the type and amount of continuity that exists between SEC English 

Language and English Literature and Matriculation English and it focuses on whether the SEC 

grades currently accepted by the receiving institutions for studying the subject at Advanced level 
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are permitting the students to follow the programme with profit. Given that this study seeks tc 

analyse the correlation between students' perfonnance in SEC English Language, SEC Englisl 

Literature and their perfonnance in Matriculation English, the relevant literature on predictive 

validity was taken into consideration. 

Predictive validity is a form of criterion-related validity and it 'concerns the degree to which 

a test can predict candidates' future perfonnance' (Hughes 29). For Popham, criterion-related 

evidence of validity 'helps educators decide how much confidence can be placed in a score-based 

inference about a student's status with respect to an assessment domain ... Moreover, criterion­

related evidence of validity is collected only in situations where educators are using an assessment 

procedure to predict how well students will perfonn on some subsequent criterion variable' (62). A 

predictive test's relationship with a criterion is one in which the former is predictive of performance 

on the latter. According to Popham the main value provided by a predictor test that is working 

efficiently is that its results can be used to help one "make better educational decisions' (63). 

The statistical correlation of two sets of scores is capable of describing the degree of 

relationship between two tests. Linn and Miller assert that 'The resulting correlation coefficient 

provides a numerical summary of the degree of relationship between the two sets of scores. A 

correlation coefficient provides a concise, quantitative summary of the relationship' (85). Linn and 

Miller point out that 'validity coefficients are large or small only in relation to one another. When 

prediction is important, we will always consider more favourably the test with the largest validity 

coefficient' however, even 'tests with rather low validity may be useful if they are !he best 

predictors available and if the predictions they provide are better than chance' (89). 

In Malta, Farrugia and Ventura investigated the predictive validity of Secondary Education 

Certificate (SEC) examinations ":'d sought to determine whether the SEC level in a subject is a 

good foundation for the study of the same subject at Matriculation level. The individual results of 

students sitting for the Matriculation certificate examination in May 2006 were compared with the 

results for the SEC examination in the corresponding subject in the 2004 session. The predictive 

validity of the SEC results was calculated by means of the Spearman Rank Correlation Coefficient. 

Farrugia and Ventura claim that 'A correlation between two results does not indicate that the 

achievement of one leads to the achievement of the other but is simply an indication of how one 

result may be related to another' (25). By means of expectancy tables Farrugia and Ventura sought 

to express bow by obtaining a particular grade at SEC level there is the 'likelihood' (25) of 

obtaining a certain grade at Matriculation level. By comparing their correlation coefficients with the 
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results of studies reported in research literature, Farrugia and Ventura found that the range of 

predictive validity scores yielded by their study is within 'normally expected ranges' (28). 

Farrugia and Ventura decided to include Maltese and English in their analysis 'because of 

the concern that has been expressed in recent years about the students' achievements in these 

subjects' (26). Farrugia and Ventura found that 'The predictive validity of SEC English Language 

results for Advanced level English is 0.56 while that of English Literature is slightly lower at 0.51' 

(27). When they compared SEC English language and Matriculation English, Farrugia and Ventura 

found 'a rather low correlation between student performance at the two levels' and they assert that 

'Students tend to obtain low grades at Advanced level irrespective of the grades obtained at SEC 

level with the exception of Grade I, where 72.5% of the students with that grade at SEC level 

obtained grades A to C at Advanced level' (31). Only 19.5% of those students starting with a grade 

3 in SEC English language manage to obtain grades A to C at Advanced level (Farrugia and 

Ventura 32). English registered the lowest level of probability when compared with fourteen other 

subjects. For Farrugia and Ventura this means that English is one of the 'hardest' (41) subjects and 

when compared to the results of foreign studies such as that conducted by the Centre for Evaluation 

and Monitoring we see that there exists a huge contrast in terms of the classification of English. 

Whereas in Malta the country's second language peiplexingly occupies the lower end of the 

spectrum, in the tIK it is understandably cla~sified a one of the 'easiest' subjects (Farrugia and 

Ventura 41). For Farrugia and Ventura it is somewhat problematic to predict results and advise 

students who get a high grade at SEC level in English language but much easier to do so with 

students who get lower grades. 

Farrugia and Ventura claim that the low correlation between students' grades in SEC 

English literature and Matriculation English is 'rather unexpected' (27) considering the fact that two 

thirds of the Matriculation examination in English focuses on literature. They assert that one would 

expect that skills attained in SEC level English literature would be useful at Advanced level. Only 

48% of students starting with a grade 3 in SEC English literature are likely to obtain grades A to C 

in English (Farrugia and Ventura 40). Even though it might appear as if writing skills play a bigger 

role than knowledge of literature in predicting students' perfonnance in Matriculation English, 

Farrugia and Ventura affam that the reasons for the low correlation between SEC English literature 

and Advanced English are to be found elsewhere. The chief reason is the relatively good 

performance of those students who after getting a grade in SEC English literature sat for the 

Advanced English examination. In contrast to those students who obtained low grades in SEC 
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English language and who subsequently fared badly in Advanced English, even students who got 

low grades in SEC English literature managed to perfonn well in Advanced English. 

Farrugia and Ventura's study leads them to conclude that for the majority of the subjects 

they analysed, students with grades I to 3 in their SEC examination obtain grades A to C at 

Advanced level. One of the two exceptions to this is English 'where it is rather difficult to obtain 

grades A to C at Advanced level even when starting with grade 2 at SEC level' (Farrugia and 

Ventura 39). 

This chapter has reviewed the literature that is directly bound to this study's research 

questions. The different sections in this chapter have presented what the literature says about the 

teaching of language and literature in a sixth form institution, the assessment of language and 

literature, student motivation, and correlational studies. The reviewed literature played a crucial role 

in the design of tbe data collection tools discussed in the next cbapter, tools that serve the purpose 

of helping one to understand which are the possible factors responsible for candidates' poor 

perfonnance in the MC English examination over the past few years. The reviewed literature also 

allows one to better understand the collected data, guides the discussion of the study's findings and 

helps shape its conclusions. 
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Chapter 3 - Design and Methodology 

This research study attempts to identify the possible causes for the low success rate in the MC 

English examination over the past few years and in the process the students' entty qualifications, 

reasons for studying English at Advanced level, the teaching methodology employed at Junior 

College, and the examination itself amongst other things were evaluated. This chapter discusses the 

different tools used during the data gathering process and the reasons for which these tools were 

used. 

3.1 Case Study Research 

Established in 1995 Junior College forms part of the University of Malta and 'prepares students 

spedfically for the Matriculation Certificate which serves as a passport for University degree 

courses' (Look Before You L,wp 6). Its 'mission is to provide a holistic quality education to young 

men and women who seek to join the University by preparing them to develop the attributes needed 

for tertiary level studies' (Look Before You Leap 6). The English Department at Junior College 

prepares students for two MATSEC examinations, one at Advanced level and one at Intermediate 

level. The course description for the MC English course underscores the fact that students should 

not embark on this course with any mistaken assumptions: 

11tls is an intensive two-year course leading to a searching nine-hour examination, a 
positive result in which is a prerequisite for entry to many University courses. The 
standards expected are very high, and students should preferably have a Grade 3 at the 
SEC examination in English Language and English Literature. They should also possess 
a solid background of reading, flair for the subject and a good grasp of the fundamentals 
of the language. Please note that English is not an 'easy option', contrary to what some 
people are led to believe (Look Before You Leap 9). 

The Department of English prides itself on the fact that it 'delivers over three hundred fifty hours of 

lectures, seminars, tutorials and personal contact time per week to about two thousand three 

hundred students' ('Department of English Website'). Moreover, the department affirms its faith in 

'the academic and pedagogical strengths of the members of staff' ('Department of English 

Website') it is composed of: 

The different study programmes are managed by eighteen members of staff specialising 
in both Language and Literature and with varied teaching histories. The staff brings to 
the Department experiences of teaching English abroad; at Secondary and Tertiary level 
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and in ESL, EFL and ESP contexts. The specific academic interests within the fields of 
Language and Literature of the staff are varied. Presently, ten members of staff are 
working on their PhD ('Department of English Website'). 

Since this study focuses on the biggest sixth form college among similar institutions rn 
Malta, it possesses the nature of a case study. For Brown and Rodgers 'Case study research 

comprises an intensive study of the background, current status .. and environmental interactions of a 

given social unit' and usually it goes hand-in-hand with research on the 'development of the 

language competence' (21) of the research subjects. Given that the present study seeks to chart the 

type and amount of continuity and progression that exists berween SEC English and MC English as 

experienced by five different cohorts one sees that it may be called a development study especially 

since the latter 'comprises an investigation of patterns and sequences of growth and change as a 

function of time' (Brown and Rodgers 21). 

According to Cohen et al. 'Case studies can establish cause and effect, indeed one of their 

strengths is that they observe effects in real contexts, recognising that context is a powerful 

determinant of both causes and effects' (253). This is particularly pertinent to this study since one 

of its main purposes is that of identifying the factors that are leading to the students' poor 

performance in their MC English examination. These factors could be connected to the learning 

context itself and hence by focusing on the learning experience of those students attending Junior 

College it is hoped that a clearer picture is formed of whether context is in fact 'a powerful 

determinant of both causes and effects' (Cohen et al. 253). Case studies 'involve looking at a case 

or phenomenon in its real-life context, usually employing many types of data' (Cohen et al. 254). 

They in fact 'eombin[e] subjective and objective data'(Cohen et al. 254) as occurs in the present 

study which merges qualitative and quantitative forms of data collection. 

Brov,n and Rodgers point out that 'the key threats to tbe usefulness of case study research 

are the threats to internal and external validity' (44). When it comes to internal validity one needs to 

question whether 'the researchers have really observed what they St'! out to observe and have 

reported all the critical observational data, or just samples that most strongly support their 

hypotheses' (Brov,11 and Rodgers 44). Case studies 'are not easily open to cross-checking, hence 

they may be selective, biased, personal and subjective' (Cohen et al. 256). One way of avoiding this 

pitfall is by using case study research together with other research techniques in order to achieve 

methodological triangulation. The present study seeks to provide the reader with 'an accurate and 

comprehensive picture of the participants and the situations in which the study took place' and it 

refrains from reporting 'only hypothesis-confirming data' (Brown and Rodgers 44). The other 

problem facing case smdy research is that of external validity and 'Here the question is whether the 
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researcher can legitimately generalise from the case study participant(s) and situation to other 

people and situations' (Brown and Rodgers 45). Even though one of the main strengths of case 

study research is that it 'provide[s] insights into other, similar situations and cases, thereby assisting 

interpretation of other similar cases', case study 'results may not be generalisable' (Cohen et al. 

256). The present study attempts to resolve this problem by focusing on five different cohorts 

attending the biggest sixth form college in Malta, It seeks to ensure that the subjects that constitute 

this case study are 'typical of those about whom we wish to generalise' (Best and Kahn 92), 

however, it must be pointed out that other sixth form colleges in Malta possess their own identity 

and hence their students and teaching staff are not easily comparable to this study's participants. 

Another reason for which Junior College was chosen as a case study is that I am actually employed 

there. According to Munn andDrever 

One of the strengths of teachers researching their own practice or school policy is that 
they already know a good deal about the school, the subject department, the staff, and 
the pupils. These are areas which an outside researcher needs to spend time becoming 
familiar with (3). 

Cohen et al. claim that one of the possible advantages of case studies is that 'They begin in a 

world of action and contribute to it. Their insights may be directly interpreted and put to use; for 

staff or individual self-development, for within-institutional feedback; for formative evaluation; and 

in educational policy-making' (256). It is hoped that by seeking to explain the reasons for students' 

poor performance in MC English this study will lead to some form of amelioration. In the 

eventuality of discovering any problems identified by means of the research carried out, this study 

will suggest ways of improving the situation. The results of this study will lead to a number of 

recommendations whose ultimate purpose will be that of addressing the possible causes for 

students' poor performance in the MC English examination, be they the teaching of English at 

postsecondary level, the students who choose to study English at Advanced level, the current 

practices for testing English, as well as other variables. 

3.2 Semi-structured Interviews 

The teaching methodology employed at postsecondary level falls under scrutiny in an attempt to 

understand any possible correlation between the methods employed in the classroom and student 

achievement at MC level. The present study sought to identify the pedagogical methods that need to 

be employed in order to teach English Language and Literature effectively. Moreover, it sought to 

establish the kind of input that lecturers provide syllabus developers with and whether the former 

are engaged in any kind of consultation process when it comes to drafting a new syllabus. This 
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study a!so asked lecturers to pinpoint those factors that may be contributing to the students' poor 

performance in their MC English examination and information regarding what they consider to be 

acceptable standards and practices when it comes to learning and assessing English at MC level. In 

addition, lecturers were asked to present their views in relation to the skills and abilities that their 

students enter postsecondary education with and what they expect out of their students when it 

comes to learning English at MC level. In order to help answer these research questions ten 

lecturers were interviewed in a face-to-face style. 

Assessment issues play a fundamental role in this study's attempt to understand the reasons 

for which students fare poorly in MC English. In order to better tmderstand the examination 

practices of MA TSEC when it comes to assessing MC English and in order ro shed some tight on 

the relationship between 1he criteria adopted by syllabus developers and those adopted by paper 

setters and markers, the semi-structured interview was also used with the chairperson of MC 

English examination board. 

According to Cohen et al. the use of the interview in research values 'the centrality of 

human interaction fur knowledge production, and emphasises the social situatedness of research 

data' (349). The interview is intersubjective since the data is generated by means of the interaction 

between interviewer and interviewee and it 'enable[s] participants ... to discuss their interpretations 

of the world in which they live, and to express how they regard situations from their own point of 

view' (Cohen et al. 349). The main advantage of using an interview for research purposes is that 'it 

allows for greater depth than is the case with other methods of data collection', however, the direct 

interaction involved also entails a level of 'subjectivity and hias on the part of the interviewer' 

(Cohen et al. 352), The response rate is usuaUy higher than that of a questionnaire because the 

interviewees are much more involved in the research process and inteniews are best-suited 'for 

handling more difficult and open-ended questions' (Cohc'll et al. 352). Interviews also allow the 

researcher to 'elicit additional data if initial answers are vague, incomplete, off-topic, or not specific 

enough' (Mackey and Gass 173). 

3.2.1 Interview Guide 

Semi-structured interviews are 'probably the most popular format for interviews' because they 

'combine a certain degree of control with a certain amount of freedom to develop the interview' 

(Wallace 147), Mertler puts forward a number of reasons for the suitability of semi-structured 

interviews for qualitative research purposes: 

When gathering truly qualitative data, interviews are probably best conducted following 
semi-structured or open-ended fonnats. In semi-structured interviews, the re.~earcher 



asks several "base" questions but also has tbe option of following up a given response 
with alternative, optional questions that may or may not be used by the researcher, 
depending on the situation (96). 
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According to Mackey and Gass in semi-structured interviews 'the researcher uses a written list of 

questions as a guide, while still having the freedom to digress and probe for more information' 

(173). The main characteristics of the interview guide approach are that the 'Topics and issues to be 

covered are specified in advance, in outline form' and that the 'interviewer decides sequence and 

working of questions in the course of the interview' (Cohen et al. 353). In a semi-structured 

interview 'The outline increases the comprehensiveness of the data and makes data collection 

somewhat systematic for each respondent. Logical gaps in the data can be anticipated and closed. 

Interviews remain fairly conversational and situational' (Cohen et al. 353), On the other hand, the 

weaknesses of this approach are that 'Important and salient topics may be inadvertently omitted' 

and that 'Interviewer flexibility in sequencing and wording questions can result in substantially 

different responses, thus reducing the comparability of responses' (Cohen et al. 353). 

Mertler advises that 'When developing interview guides, it is best to keep your questions 

brief, clear and stated in simple language' (96). In terms of the interview schedule used, the present 

study employs open-ended questions because 'they are flexible; they allow the interviewer to probe 

so that she may go into more depth if she chooses, or to clear up any misunderstandings; they 

enable the interviewer to test the limits of the respondent's knowledge; they encourage cooperation 

and help establish rapport; and !hey allow the interviewer to make a truer assessment of what the 

respondent really believes' (Cohen et al. 357). The answers yielded by such questions might also 

lead to new hypotheses or unthought-of relationships. Jn a semi-strucrured interview it is perfectly 

acceptable for 'Additional questions [to] be asked and some may be questions that have not been 

anticipated in the beginning of the interview' (Kajornboon 6). When asking questions it is noted 

that 'by making the purpose of the questions less obvious, the indirect approach is more likely to 

produce frank and open responses' (Cohen et al. 358). This is further assisted by means of non­

specific questions that avoid alarming the respondents (Cohen et al. 358). 

Prompts and probes also need to be considered when framing questions for a semi­

strucrured interview. Kajornboon points out that one of the strengths of a semi-structured interview 

is !hat 'the researcher can prompt and probe deeper into the given situation' (6). By means of 

prompts the researcher is able 'to clarify topics or questions' while probes 'ask respondents to 

extend, elaborate, add to, provide detail for, clarify or qualify their response, thereby addressing 

richness, depth of response, comprehensiveness and honesty that are some of the hallmarks of 

successful interviev.~ng' (Cohen et al. 361). One of the main drawbacks of semi-structured 
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interviews is that 'inexperienced interviewers may not be able to ask prompt questions. If this is the 

case, some relevant data may not be gathered. In addition, inexperienced interviewers may not 

probe into a situation' (Kajornboon 6). 

3.2.2 Interviewing Skills 

It is recommended that before asking questions the interviewer should inform the interviewee about 

the nature of the study 'without risking biasing responses, and should strive to put the participant at 

ease' (Cohen et al. 361). The interviewer should avoid being judgemental and refrain from 

communicating personal biases and values when asking questions. One essential skill is that of 

keeping the conversation on track and discouraging the interviewee from going off on a tangent. 

3.2.3 Analysis 

After transcribing the interview the researcher needs to analyse the data and this is 'almost 

inevitably interpretative' (Cohen et al. 368). Therefore it is crucial to 'cod[e]. .. responses in 

interviews, partially as a way of reducing what is typically data overload from qualitative data' 

(Cohen et al. 369). This involves 'the translation of question responses and respondent information 

to specific categories for the purpose of analysis ... Coding is the ascription of a category label to a 

piece of data, with the category label either decided in advance or in response to the data that have 

been collected (Cohen et al. 369). In the present study grids were used to organise the different 

response categories yielded by the interview data. 

3.3 Survey 

This research study also serves the function of an attitudinal study in that it tries to gauge the 

attitudes of students towards studying English at MC level. It tries to determine the motivation 

behind the students' choice to continue studying English at Advanced level and their perception of 

its value and significance for future academic success. Students were asked to provide feedback 

about how they are coping with their MC English course and information about how much they 

study and in what way. This information was sought via a questionnaire distributed to all 437 

students currently studying English at MC level at Junior College. 

Cohen et al. affirm that the main 'attractions' of using questionnaires fur data gathering 

purposes are that it can 'be administered without the presence of the researcher' and the fact that the 

data is 'structured' and 'often ... comparatively straightforward to analyse' (317). Munn and Drever 

claim that questionnaires offer teacher-researchers four main advantages: 'an e!Iicient use of time, 
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anonymity (for the respondent), the possibility of a high return rate, standardised questions' (2). 

Since the researcher does not need to be present during the time in which the respondents fill in the 

questionnaire the latter can be completed in the respondents' own time. The present study made use 

of a questionnaire that was first supplied to the lecturing staff at Junior College who distributed it to 

their students and asked them to fill it in at home, after which they were asked to return it to my 

office. Since the questionnaire was made up of closed questions the analysis was relatively 

'straightforward' (Munn and Drever 2). Munn and Drever point out that the most time consuming 

aspects of survey research are the design and piloting of the questionnaire rather than administration 

and analysis since if the former are conducted thoroughly the latter will be much 'less time 

consuming' (3). Besides being the ethical thing to do, guaranteeing your respondents' anonymity, 

especially in a situation in which some of them know you, allows your respondents to be 'frank' 

(Munn and Drever 3) in their responses. Questionnaires conducted by teacher-researchers in their 

own school have the possibility of a high return because 'there are opportunities to remind 

respondents to complete the questionnaire' (Munn and Drever 4). Since the researcher is not present 

to negotiate or clarify meaning, 'all respondents are presented with the same questions' and this is 

'why so much care is needed in drafting questions and why piloting is essential' (Munn and Drever 

4). Standardised questions are an advantage because 'you are strictly controlling the stimulus 

presented to all respondents' (Munn and Drever 4). 

Cohen et al. point out that the 'attractions' of using questionnaires 'have to be 

counterbalanced by the time taken to develop, pilot and refine the questionnaire, by the possible 

unsophistication and limited scope of the data that are collected, and from the likely limited 

flexibility ofresponse' (317). For Munn and Drever the main shortcomings of using questionnaires 

are the following: 'the information collected tends to describe rather than explain why things are the 

way they are'; 'the information can be superficial'; 'the time needed to draft and pilot the 

questionnaire is often underestimated and so the usefulness of the questionnaire is reduced if 

preparation has been inadequate' (5). In comparison to the 'rich' information yielded by an 

interview, 'questionnaire data can be superficial' and Munn and Drever make the point that 'using a 

questionnaire to discover why things are the way they are has limitations' especially since by asking 

'Why?' questions the researcher is faced with 'a good deal of time to be spent analysing the 

answers' and 'explanations which are often superficial' (6). 
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3.3.1 Survey Design 

Brown and Rodgers point out that 'If large-scale infonnation is needed from a great many people, 

questionnaires are typically a more efficient way of gathering that information' ( 142). The first part 

of the questionnaire used in the present study asked for bio-data information in the form of open­

response items whereas the rest of the questionnaire was made up of selected-response items. The 

type of survey used was partially in the form of a four-point Likert scale, which is 'generally useful 

for getting at respondents' views, judgements, or opinions about almost any aspect of language 

learning' (Brown and Rodgers 120). A four-point scale was used since this demands a stronger level 

of commitment on the respondent's part than that entailed by a more finely tuned five-point scale 

giving the 'No Opinion' option. Besides Likert-scale questions, this survey made use of multiple­

choice, dichotomous, rank ordering and open•ended questions, 

ln designing the questionnaire that fo!lTled part of this study a number of recommendations 

put forward by the literature were taken into account. Cohen et al. make a number of suggestions on 

bow to •Avoid ... pitfalls in question writing' (334). They urge researchers to avoid the following: 

leading questions, highbrow questions, complex questions, irritating questions or instructions, 

questions that use negatives and double negatives, too many open-ended questions on self­

completion questionnaires, extremes in rating scales, questions that pressure1bias by association, 

statements that have built-in skewedness, ambiguous or easily misconstrued questions (Cohen et al. 

334-335). According to Munn and Drever 'A questior.naire should be: attractive to look at, brief, 

easy to understand, [and] reasonably quick to complete' (19). They point out that researchers should 

focus only on those questions that they 'need to ask' and they should take the following elements 

into consideration when drafting a questionnaire: respondents' language level; clarity of questions 

and categories of response; knowledge base of opinions; ease of access to factual information; need 

for detailed bio-data information; avoidance of leading questions (Munn and Drever 19-23). 

In addition to the above Brown and Rodgers' list of 'Things to avoid in writing good survey 

items~ was also taken into account: 



1. Overly long items 

2. Unclear or ambig11ous items 

3. Negative items 

4. Incomplete items 

5. Overlappiog choices in items 

6. Items across two pages 

7. Double-barrelled items 

8. Loaded word items 

9. Absolute word items 

l O. Leading items 

11. Prestige items 

12. Embarrassing items 

13. Biased items 

14. Items at wrong level oflanguage 

15. Items that respondents are incompetent 

to answer 

16. Assuming that everyone has an answer 

to all items 

1 7. Making respondents answer items that 

don't apply 

I 8. Irrelevant items 

19. Writing superfluous information into 

items 

Figure 4-Checklist of things to avoid in a good survey (Brown and Rodgers 143} 
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In relation to question order, Munn and Drever suggest beginning with open questions to 

avoid the problem of trapping respondent~ in the framework you have set when asking closed 

questions (25}. The first few questions should be 'straightforward and easy to answer' and 

'questions about personal circumstances are better placed towards the end' (Munn and Drever 25} 

so that your respondents will not feel iotimidated. They also point out that 'there is merit in ending 

with an open question as a sweeper' since 'This can encourage respondents to give you a new angle 

on the topic' (Munn and Drever 25). Cohen et al. affirm that 'A common sequence of a 

questionnaire' is to 'Commence with unthreatening factual questions... Move to closed 

questions ... about given statements or questions, eliciting responses that require opinions, attitudes, 

perceptions, views ... Then move to more open-ended questions ... that seek responses on opinions, 

attitudes, perceptions and views, together with reasons for the responses given. These responses and 

reasons might include sensitive or more personal data' (337). 

3.3.2 Piloting 

Cohen et al. affirm that 'A pilot has several functions, principally to increase the reliability, validity 

and practicability of the questionnaire ... In short .. . everything about the questionnaire should be 

piloted; nothing sho11ld be excluded' (341). When putting forward their suggestions on how to 

design an effective survey, Brown and Rodgers' first recommendation is that of 'pilot[ing] the 
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survey instrument with participants similar to the ones you will eventually be surveying' (Brown 

and Rodgers 143) and in fact the present study conducted a pilot survey with twenty Advanced level 

English students, ten first-year and ten second-year students, attending Giovanni C.mni Higher 

Secondary School, a parallel institution that offers courses leading to the same MATSEC 

examination under study. These students were chosen because when piloting an instrument it is 

important not to send it to anyone fimning part of your sample but distribute it to someone who at 

the same time is 'broadly similar and who has access to the same kind of information and 

experiences that you are interested in' (Munn and Drever 31-32). Munn and Drever affirm that 

'small-scale piloting is essential' because it allows you to 'find out roughly how long the 

questionnaire takes to answer and if there are any features of it that are likely to put people off and 

so reduce the likely response rate. Second, you want to 'de-bug' the questions' (31). In the present 

study after the survey was piloted with students who were 'sympathetic but critical' (Munn and 

Drever 35) the questionnaire was re-drafted and adjustments were made to ambiguous and 

misleading terms and phrases. 

3.3.J Sampling 

Cohen et aL claim that 'the larger the size of the sample, the more structured, closed and numerical 

the q_uestionnaire may have to be' (320). The present study surveyed the entire Advanced level 

English population at Junior College, which in the academic year 2008-2009 stood at 437 students 

(225 1" Year students, 212 2"d Year students). When talking about sampling Munn and Drever 

advocate the value of sampling an entire population where it is feasible to do so: 'If the numbers 

involved allow you to cover the whole of your target population rather than just a sample, then it is 

always worthwhile to do so' (15). They claim that 'If possible, include the whole of your population 

in your survey, so that you can speak with certainty about their answers' (Munn and Drever 18). 

3.3-4 Administration 

In the present study the questionnaire used was distributed to the students by their lecturers and the 

latter were given clear instructions on what to say when distributing the questionnaire to their 

students. Since one of the main aims of a researcher when administering a questionnaire is 'to get 

standardised information by offering everyone the same stimulus' it is essential to make sure to 

provide colleagues who have offered help with distributing the questionnaire with 'guidance on 

how to present it' especially since 'the spoken presentation and the attitude of the presenter can 

have a marked effect on how questionnaires are completed' (Munn ar.d Drever 33). 



73 

3.3.5 Analysis 

The questionnaire used in this study was helpful because it yielded a substantial amount of 

numerical data. which was subsequently analysed by means of descriptive statistics. The latter were 

'used to characterise or describe a set of numbers in terms of central tendency and to show how the 

numbers disperse, or vary, around the centre' (Brown and Rodgers 122). Given that 'The overall 

aim in data preparation is to make the mass of information you have in your questionnaires more 

manageable' in the present study grids were used 'to translate the 'raw' data' (Munn and Drever 

3 7). The closed questions that formed part of the survey used in this study were coded by means of 

numbers and letters. Cohen et al. explain that 'Pre-coding is appropriate for close-ended 

questions ... For questions such as those whose answer categories are known in advance, a coding 

frame is generally developed before the interviewing commences so that is can be printed into the 

questionnaire itself (348). 

Munn and Drever acknowledge that 'Coding open questions is more time consuming than 

coding closed questions because you need to spend time developing the coding system and 

checking its reliability' (43). The open questions in the survey were inspected and the responses 

were coded according to specific categories derived from the data. Munn and Drever point out that 

when it comes to coding the responses to open questions it is up to the researcher to decide how 

many codes to create: 'In making a judgement, you need to remind yourself about the research 

questions and how you intend to use the information' (41). The data yielded by the open questions 

forming part of the survey led to the creation of a 'framework to organise a fairly miscellaneous set 

of answers' (Munn and Drever 41). The main advantages of using categories derived from the data 

rather than pre-set categories are that 'you have not imposed your own interests on the data' and 

that 'you can aim to include everything that is in the responses' (Munn and Drever 42). Cohen et al. 

point out that after the completion of the questionnaire a coding frame is devised 'by taking a 

random sample of the questionnaires ... and generating a frequency tally of the range of responses as 

a preliminary to coding classification. Having devised the coding frame, the researcher can make a 

further check on its validity by using it to code up a further sample of the questionnaires' (348). 

When coding both closed and open questions missing answers were taken into account, as were 

answers that clearly showed the respondents' disregard or misinterpretation of the instructions. 

3.4 Correlational Research 

In its attempt to chart the type and amount of continuity that exists between SEC and MC English 

this study focuses on whether the SEC grades currently accepted by Junior College for studying 
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English at Advanced ]eve! are permitting the students to follow the programme with profil Hence 

this study explores the degree of correlation between the SEC English Language and SEC English 

Literature examinations (typically taken at the end of secondary education) and the MC English 

examination. 

This study focuses on the SEC and MC results of five different cohort groups: 2002-2004, 

2003-2005, 2004-2006, 2005-2007, and 2006-2008. All the students forming part of these cohort 

groups attended Junior College for a period of two years and were enrolled in the MC English 

course. The SEC English Language, SEC English Literature and MC English examination grades 

for each cohort group were obtained so that correlationa] research could be conducted. According to 

Brov.-n and Rodgers data compiled for this purpose allows one to calculate the correlation 

coefficient, which 

indicate[ s] the degree of relationship between two sets of numbers represented as the 
ratio of go-togetherness to total score variation. Thus correlation coefficients can range 
from 0.00 (if the ratio is zero, indicating absolutely no relationship) to 1.00 (if the ratio 
is perfect, indicating that there is a l 00% relationship and that both sets of numbers are 
going in the same direction) ... Correlation coefficients can also range from 0.00 ... to • 
1.00 (for a perfect relationship with the two sets of numbers changing together but in 
opposite direction) (166-167). 

Brov.-n acd Rodgers state that when conducting correlational research the first step to fo[low 

is that of 'figur[ing] out what kind of scales you are dealing with' (167). In the case of the present 

study the examination grades were converted into ranks such that SEC grades l to 7 were ranked I 

to 7 respectively. Grade U was converted to rank 8. MC English grades A to F were ranked I to 6 

respectively. The next step to fo!!ow is that of 'decid[ing] what kind of correlation coefficient to 

calculate' (Brown and Rodgers 167). The present study used the Spearman Rank Correlation 

Coefficient since this can 'be used to analyse two sets of numbers if they are both rank-ordered 

scales' (Brov.-n and Rodgers 170). The assumptions underlying the Spearman rho are that 'the 

scales arerank-orders ... and [it] requires independence and linearity' (183). 

Cohen et al. affirm that 'The correlation coefficient may be seen ... as an indication of the 

predictability of one variable given the other: it is an indication of covariation' (531 ). However, this 

does not imply causality. Brov.-n and Rodgers explain that 'coefficients are useful for understanding 

the degree of relationship betv.een the numbers involved' ( 184). They stress the fact that correlation 

coefficients are not an indication of causality: 

Correlation coefficients are no more than estimates of the degree to which two sets of 
numbers are related. The fact that a moderate or strong relationship exists betv.een one 
set of numbers and another does not mean that the first set caused the second set, or vice 
versa (Brown and Rodgers 190). 
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Cohen et al. agree with this when they advice researchers 'not [to] assume that correlations imply 

causal relationships' (531). This is especially important given the fact that 'many alternative 

explanations can be imagined for almost any relationship that is found' (Brown and Rodgers 191). 

Cohen et al. claim that 'There are invariably other factors influencing both variables under 

consideration. Suspected cause-and-effect relationships would have to be confirmed by subsequent 

experimental study' (536). It is important to point out that by calculating the Spearman rho this 

study attempted to indicate the degree of relationship between two independent sets of grades and 

not to indicate that the achievement of one grade necessarily leads to the achievement of the other. 

However, by means of a triangulation of research methods this study attempts to shed light on 

suspected causal relationships. 

The present study focuses on five entire cohort groups and in relation to this it can be 

pointed out that when discussing statistical significance Cohen et al. maintain that 'the greater the 

sample size, the lower the coefficient of correlation has to be in order to be statistically significant, 

and, by contrast, the smaller the sample size, the greater the coefficient of correlation has to be in 

order to be statistically significant' (531). They claim that 'a statistically significant correlation is 

indicative of an actual relationship rather than one due entirely to chance' (Cohen et al. 535). 

Notwithstanding this, however, it is to be borne in mind that 'the degree to which it is interesting or 

meaningful is an entirely different matter best determined by examining the magnitude of the 

coefficient within the particular context and research purposes involved' (BroWll and Rodgers 190). 

3.5 Research Ethics 

Since this study engaged the participation of Junior College lecturers and students, the research was 

only conducted once the necessary authorisation had been issued by the institution's administration 

and by the University Research Ethics Committee. The chairperson, lecturers, students and the 

students' parents were informed about the study's research pwpose and asked to give their consent 

in writing to form part of this study. 

3.6 Conclusion 

The above discussion overviewed the research tools used in this study and how they aid with the 

investigation of the teaching of English at postsecondary level and the MA TSEC examination to 

which it is directly bound. By means of these research tools this research study sought to identify 

the possible reasons for the low success rate in the MC English examination and it makes a set of 
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recommendations that are most likely to address this problem. 
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Chapter 4 - Analysis of Data and Discussion of Findings 

This chapter presents the findings of the data gathering process carried out in this study. It reports 

the results of the different methods of data collection used, namely correlational research, the 

survey carried out with Junior College students studying English at Advanced level, and the semi­

structured interviews with Junior College lecturers and the chairperson of the Matriculation English 

examination board. It also evaluates the MC English examination paper and syllabus. Moreover, 

this chapter analyses this data and discusses the main findings in the light of the literature reviewed 

in relation to each aspect of the study. 

4.1 Correlational Research 

Farrugia and Ventura calculated the predictive validity of all the subjects offered at SEC level and 

their paper was highly influential in determining the focus ofthis study. Their research showed that 

the predictive validity of SEC English Language and SEC English Literature for MC English is of 

0.56 and 0.51 (27) respectively. They claim that 'The results show a rather low correlation between 

student performance at the two levels. Students tend to obtain low grades at Advanced level 

irrespective of the grades obtained at SEC level' (31 ). Given that Farrugia and Ventura recommend 

further research so that the reasons for such a low correlation are explored, the present study made 

this its chief objective. In order to determine whether this low correlation between the SEC English 

grades and MC English grades was consistent over the past few years rather than being a one-off 

phenomenon it was felt that the number of cohort groups forming part of this study needed to be 

more than one. Hence rather than focusing on one cohort group it was decided to calculate the 

predictive validity of SEC English Language and SEC English Literature for MC English for a total 

of five consecutive cohort groups. The other difference between the present study and that 

conducted by Farrugia and Ventura is that whereas the latter focused on a national cohort the former 

focuses on the grades of Junior College students only. 

The five cohort groups that form part of this study are the following: 2002-2004, 2003-2005, 

2004-2006, 2005-2007, and 2006-2008. The grade obtained by a student sitting for the SEC English 

LanguageiSEC English Literature examination in a particular year was compared with the grade 

obtained by the same student sitting for the MC English examination two years later, Just as in 
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Farrugia and Ventura's study only the MC English examination grades obtained in the May session 

were computed. Similarly, in the present study only matching results were used, that is, only the 

grades of those students who actually sat for both the SEC and MC examinations were mken into 

consideration. Students who were absent for the MC English examination or who dropped out of 

the MC English course or who were doing the MC English examination after repeating a year of 

study were not taken into account. This yielded groups ofhomogenous students since each student 

started his or her studies at Junior College with a grade in SEC English Language/SEC English 

Literature and after a two-year course left Junior College with a grade in MC English. By means of 

frequency and distribution tables it was possible to take each grade at SEC level and count the 

number of students who obtained a particular grade at MC level two years later. For example, the 

first row of each table shows the number of students who entered Junior College with a Grade 1 in 

SEC English Language/SEC English Literature and who went on to obtain a grade at MC level. The 

Spearman Rank Correlation Coefficient was used to calculate the predictive validity of the SEC 

English Language/SEC English Literature examination results as the data were in the form of 

categories. The grades were converted into ranks so that SEC grades 1 to 5 were ranked I to 5 

respectively and MC grades A to F were ranked l to 6 respectively. By means of expectancy tables 

the frequencies were converted into percentages and these show the likelihood of obtaining a 

particular grade at MC level having obtained a particular grade at SEC level. A correlation between 

two results indicates the presence of a relationship between two particular grades but it does not 

indicate that a student who obtained a certain grade at SEC level will necessarily obtain a 

corresponding grade at MC level. The next sections present the findings of this study's correlational 

research in terms of frequency tables, expectancy tables and the Spearman Rank Correlation 

Coefficient. 

4.1.1 Predictive Validity of SEC English Language 

~ Farrugia and Ventura show that an examination's low predictive validity makes it very difficult to 

predict a candidate's future performance when sitting for an examination at a higher level: 

When the predictive validity is low, the relationship between SEC grades and grades at 
higher levels is less strong and it becomes more risky to predict the likely performance 
in the subject at the higher level from the grade achieved at SEC level (26-27). 

Vv'bile Farrugia and Ventura found a low correlation of 0.56 between SEC English Language and 

MC English, this study found an even lower correlation for all five cohort groups. 

Table 8 shows the distribution of candidates' Grades I to 5 in SEC English Language on 

enrolling at Junior College. 



Table 8 - Distribution of SEC English Language gr~a.~d.~esc-..,,..,-.,..,.-=cc-7 
_.Gr~de,_ f~.,--J._2Cl0!:2004 ! 2003-2005 I 2004:2CIO!j_2005-2007 1 _2(!(!~~~9~ 

l : N , 7 I 21 : 22 24 ! 21 
I % : 2.9 I 8.1 8.1 11.5 I 9.6 

2 

3 
' N I 85 1 84 102 59 I 72 
I % I 35.1 32.4 ; 37.4 I 28.2 I 33.0 

4 
1 N 59 I 66 I 42 I 40 . ! 28 
' % I 24.4 25.5 ! 15.4 19.1 ; 12.8 

5 
i N ! 7 ! 14 I 8 • 17 · I 11 
! % i 2.9 5.4 I 2.9 8.1 I 5.0 

TOTAL N I 242 259 I 273 209 I 218 
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For all five cohort groups the percentage of candidates who enrolled at Junior College with Grades 

1 to 3 is substantially higher than 1hat of candidates who enrolled with Grades 4 to 5, In fact, 72.7% 

of students in 2002 enrolled with Grades 1 to 3, 69. I% in 2003, 81.8% in 2004, 72. 7% in 2005, and 

82% in 2006. This shows that the majority of students who choose to study English at Advanced 

Level at Junior College in fact possess a satisfactory level of proficiency in the English Language. 

Tables 9 to 18 show the predictive validity of SEC English Language for MC English and 

the Spearman Rank Correlation Coefficient for each cohort group is displayed beneath the 

frequency and expectancy tables. Tables 9 and 10 clearly show that a low correlation exists between 

the two levels. 

l 

i 

i 

Table 9 - Distribution of matched grades in English Language for the May 
2002 SEC and Mav 2004 MC examination sessions 

Grades at MC level 
A B C D E F TOTAL 

·- I I 0 3 2 l 0 7 
" ~ 2 1 5 27 30 17 4 84 ., ., .. _ 

3 0 0 7 29 31 18 85 lu ... ~ 4 0 0 8 9 22 20 59 
i:., "' 5 0 0 0 2 2 3 7 

TOTAL 2 5 45 72 73 45 242 
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Table 10 - Expectancy table for English (May 2002 SEC and May 2004 MC 
examination sessions) 

Grades at MC level 
% A I B C I D E F TOTAL -- 1 14.3 0.0 42.9 I 28.6 14.3 0.0 i !00.0 I 

" .. 2 1.2 6.0 32.1 ! 35.7 I 20.2 4.8 ' 100.0 I 

ili I I 

~u 3 0.0 0.0 8.2 I 34.l 36.5 21.2 100.0 
I,.~ 4 0.0 0.0 13.6 15.3 37.3 33.9 100.0 
0 "' 5 . 0.0 0.0 0.0 28.6 28.6 42.9 100.0 I 

TOTAL I 0.8 2.1 18.6 29.8 30.2 18.6 100.0 

Spearman Rank Correlation 0.443 

Whereas 57.2% of those students with a Grade 1 in SEC English Language manage to obtain 

Grades A to C in the MC English examination, only 39.3% of those starting with a Grade 2 manage 

to do so and only a meagre 8.2% of those with a Grade 3 manage to obtain a Grade C at Advanced 

Level. Only 13.6% of those candidates with a Grade 4 managed to obtain a Grade C and no 

candidate with a Grade 5 managed to get a grade higher than D. \\'hile no candidate starting with a 

Grade 1 obtained a Grade F, 42.9% of those candidates with a Grade 5 failed their MC English 

examination in May 2004. The most disconcerting fact of all is that 78.6% of the total number of 

candidates obtained Grades D to Fin their MC English examination in 2004. 

Tables 11 and 12 once again show that a low correlation exists between the grades obtained 

at SEC Level and the ones obtained at Advanced Level for the next cohort of students. 

I 

i 

i 

! 

! 

Table 11 Distribution of matched grades in English Language for the May 
2003 SEC and May 2005 MC examination sessions 

Grades at MC level : I 
I A B I C i D I E i F TOTAL I 

1 0 0 12 I 4 I 4 I I 21 I -- ' " !: 2 0 I 13 I II I 36 l 13 i 74 t..2 
3 0 0 8 I 11 i 30 35 I 84 .., u ; 

Ei.l 4 ! 0 0 I I 2 I 32 31 66 I 
0 "' I 5 0 ; 0 0 0 I 3 11 14 I 

TOTAL 0 I ! 34 I 28 I 105 91 259 

Table 12 - Expectancy table for English (May 2003 SEC and May 2005 MC 
examination sessions) 

% i A 
Grades at MC level I i 

-- I I " ., 2 I 0.0 1.4 17.6 I 14.9 48.6 17.6 I 100.0 t] 
I 3 I 0.0 0.0 9.5 I 13.1 35.7 ! 41.7 j 100.0 ' ;u I 

.. r.. 4 I 0.0 0.0 1.5 I 3.0 48.5 I 47.0 : 100.0 i 
c., "' 5 0.0 0.0 0.0 i 0.0 21.4 78.6 I 100.0 I ' I 

l 00 
B I C I D I E I F TOTAL; 
00 571 I 190 I 190 48 I 1000 

L ..... TO'fAL .. l 0.0 0.4 13.1 10.8 40.5 ! 35.J I JQ0,0 ' ... .J •-----~ - _J .-.. ,-.L ............ . J 
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Spearman Rank Correlation= 0.457 

In line with lhe results for the 2002-2004 cohort, the results for lhe 2003-2005 cohort show that 

57.1 % of the candidates starting with a Grade 1 in SEC English Language managed to obtain a 

minimum of Grade C at Advanced Level. However, for this particular cohort we see that no 

candidates with a Grade I managed to obtain Grades A or B in the May 2005 session of the MC 

English examination. In fact, the percentage of the total number of candidates who managed to 

obtain Grades A or B was just 0.4%. In May 2005 4.8% of those students with a Grade I obtained a 

Grade F and 78.6% of those with a Grade 5 obtained a Grade F. Only 13.5% of all candidates 

managed to obtain Grades A to C and 86.4% obtained Grades D to F. 

The results for the 2004-2006 cohort present an equally grim picture but the Spearman Rank 

Correlation Coefficient for this particular cohort is the lowest of the five cohorts forming part of 

this study. This is most noteworthy given the fact that for this particular cohort - but on a national 

scale-Farrugia and Ventura found a correlation coefficient of0.56. 

Table 13 Distribution of matched grades in English Language for the May 
2004 SEC and May 2006 MC examination sessions 

Grades at MC level i 
I A B C D E F I TOTAL 

~- 1 3 i 4 II 2 0 2 I 22 .... 2 0 4 34 27 21 I 13 I 99 ~l 
~u 3 0 I 19 28 30 24 I !02 .. "' 4 0 1 4 9 I 13 15 i 42 

"'"' 5 0 0 I 0 l I 1 6 8 
TOTAL 3 10 68 67 65 60 I 273 

Table 14 - Expectancy table for English (May 2004 SEC and May 2006 MC 
examination sessions) 

I Grades at MC level I 
% A I B C ! D ! E I F I TOTAL 

-- 1 13.6 i 18.2 50.0 I 9.1 ! 0.0 I 9.1 I 100.0 
" .. 2 0.0 4.0 34.3 I 27.3 i 21.2 I 13.l i 100.0 :l t ~u 3 0.0 1.0 I 18.6 I 27.5 I 29.4 ' 23.5 I 100.0 .. "' 4 0.0 I 2.4 9.5 I 21.4 31.0 I 35.7 I 100.0 0 rr., 

5 0.0 I 0.0 0.0 ! 12.5 I 12.5 I I 75.0 i 100.0 
TOTAL LI 3.7 i 24.9 24.5 I 23.8 I 22.0 I 100.0 

Spearman Rank Correlation 0.407 

i 

I 

I 

j 

The percentage of candidates starting with a Grade 1 in SEC English Language who obtained 

Grades A to C in MC English is somewhat higher than that registered for the previous two cohorts 

but so is the percentage of those candidates who obtained a Grade F. In fact, 81.8% of candidates 
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with a Grade 1 obtained Grades A to C and less than a tenth of them obtained Grade F. Once again 

the highest percentage of candidates with a Grade F was registered by those starting with a Grade 5 

in SEC English Language. Less than a third of the total number of candidates managed to obtain 

Grades A to C and 70.3% obtained Grades D to F. The latter figure is lower than those registered in 

2002-2004 and 2003-2005. 

The correlation between SEC English Language and MC English in the 2005-2007 cohort 

was the highest one out of the five cohorts under investigation as shown by Tables 15 and 16. 

Table 15 - Distribution of matched grades in English Language for the May 
2005 SEC and May 2007 MC examination sessions 

.. -- -7 --- -r-:--
1
- ~-fra~-aiM~ie,·~1-~--~--~---: T~~:: 

• 

_ _ l 2 5 I 13 2 2 0 24 
" !.: 2 I 3 18 27 15 5 69 ~.; i V 3 0 2 12 17 14 14 59 
() ~ 4 0 0 4 7 10 19 I 40 

I 5 0 0 I 2 6 8 17 
I TOTAL J 3 JO 48 5.S_L..17_, 46 r 2_Q't_J 

Table 16 - Expectancy table for English (.\fay 2005 SEC and May 2007 MC 
examination sessions) 

Grades at MC level 
% A B C D I E F i TOTAL I 

l 8.3 20.8 54.2 8.3 I 8.3 

~~ I i I I 
I 

3 0.0 3.4 i 20.3 28.8 i 23.7 23.7 100.0 . e~ , 4 I 0.0 0.0 I 10.0 I 17.5 I 25.0 I 47.5 100.0 
i.:i"' 5 i 0.0 0.0 I 5.9 11.8 47.1 100.0 ' I I 35.3 I 

2 I 4 43 26 l 39 I 21 7 
0.0 ! 100.0 ' 
7 2 I 100.0 

Spearman Rank Correlation 0.523 

\Vhile 62.5% of candidates with a Grade I at SEC Level obtained Grades A to C, nearly a third of 

those with a Grade 2 and less than a quarter of those with a Grade 3 managed to do so. In this 

particular cohort the highest percentage of candidates with a Grade F was not registered among 

those with a Grade 5 but among those with a Grade 4. In contrast with the previous three cohorts, in 

2005-2007 a higher percentage of candidates with Grades 4 and 5 managed to obtain a grade higher 

than D. 

The Spearman Rank Correlation Coefficient for 2006-2008 was the second highest out of all 

five cohorts. 
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Table 17 - Distribution or matched grades in English Language for the May 
2006 SEC and Mav 2008 MC examination sessions 

Grades at MC level 
A B C D E F TOTAL -- l 3 5 9 4 0 0 21 

" !;: 2 1 7 36 26 11 5 86 ., .. 
" - 3 0 0 24 25 12 11 72 i u -~ 4 0 0 3 9 10 6 28 C rLi 

5 0 0 I 2 l 7 II 
TOTAL 4 12 73 66 34 29 218 

Table 18 - Expectancy table for English (May 2006 SEC and May 2008 MC 
examination sessions) 

: Grades at MC level l 
% I A : B C i D ' E I F i TOTAL 
l 14.3 ' 23.8 : 42.9 i 19.0 I 0.0 I 0.0 I 100.0 .,._ 

" !;: 2 l 1.2 8.1 i 41.9 I 30.2 i 12.8 i 5.8 I l00.0 ., .. 
" - 3 ' 0.0 0.0 I 33.3 I 34.7 16.7 ; 15.3 ! 100.0 iU ' -~ i 4 ! 0.0 i 0.0 I 10.7 I 32.1 35.7 21.4 I 100.0 0 rLl 

i 5 I 0.0 0.0 9.1 18.2 9.1 63.6 100.0 ' ' 
i : i 

TOTALi 1.8 : 5.5 i 33.5 30.3 15.6 13.3 i 100.0 I 
Spearman Rank Correlation = 0.481 

This particular cohort is striking because it registered the lowest percentage of candidates with a 

Grade F and hence the highest percentage of passes. Moreover it is the cohort with the highest 

percentage of candidates who managed to obtain Grades A to C. While the previous cohorts register 

percentages lower than 30%, the 2006-2008 cohort registers a total of 40.8%. However, Grades A 

and B account for only 7.3% oftbe figure. No one with Grades 3 to 5 managed to obtain Grades A 

to B but the percentage of candidates with Grades 3 to 5 who managed to obtain a grade higher than 

D was the highest out of the five cohorts. 

Figure 5 presents the predictive validity of SEC English Language in a graphical form. It 

can clearly be seen that the predictive validity of this particular examination is not sufficiently high 

to confidently predict a candidate's performance in the MC English examination. If the predictive 

validity had been high the presence of a strong relationship between SEC grades and MC grades 

would have been clearer because candidates with a high SEC grade would have obtained a high MC 

grade and candidates with a low SEC grade would have obtained a low MC grade. However, since 

this is not so it is not safe to predict a candidate's performance in the MC English examination from 

the grade obtained at SEC Level. 
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0.6 

0.5 

Figure 5 - Predictive validity of SEC English Language 

•2002-2004 

2003-2005 

•2004-2006 

8 2005-2007 

"2006-2008 

The results show that the correlation between SEC English Language and MC English is lower for 

the Junior College cohorts than for the national cohort studied by Farrugia and Ventura. They also 

confinn Farrugia and Ventura's conclusion: 

These observations clearly indicate that while it is difficult to predict results and advise 
students with the higher SEC level grades, it is much easier to advise students with 
lower SEC level grades in English language about whether they are likely to be able to 
follow the course with profit (32). 

4.1.2 Predictive Validity of SEC English Literature 

This study also examines the predictive validity of the SEC English Literature examination since 

students sitting for the MC English examination are expected to master a substantial amount of 

literary content. Farrugia and Ventura found that the predictive validity of SEC English Literature is 

0.51 and they feel that this is a 'rather unexpected result' (27) considering the fact that two thirds of 

the MC English examination paper tests literature. For all five cohort groups in the present study, 

the correlation between SEC English Literature and MC English is lower than that reported by 

Fanugia and Ventura. However, as shown further on, in tune with their findings this study found 

that the correlation between SEC English Literature and MC English is lower than that between 

SEC English Language and MC English. 

Table 19 shows the distribution of candidates' Grades 1 to 5 in SEC English Literature on 

enrolling at Junior College, 
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Grade I 2002.2004 : 2003.200s no04-2006 1 2oos-2001 , 2006-2oos 
Table 19 - Distribution of SEC English Literature grades 

N I 5 I 8 7 I 5 i 4 1 I 

% I 2.6 I 4.1 I 3.0 2.7 i 2.2 
' N 17 I 25 ' 23 17 . 17 2 

% I 8.9 I 12.7 i 9.8 9.2 i 9.4 

3 
N 42 i 50 ! 77 53 55 
% i 22.l i 25.4 I 32.8 28.6 30.6 

' 4 
N I 67 ' 62 ! ,72 67 58 I 
% I 35.3 31.5 I 30.6 36.2 32.2 I 

i N I _59 I 52 : 56_~- 43 I 46 ; 
5 I !~6-7 ' % i 31.l I 26.4 I 23.8 23.2 

TOTAL N 190 I 197 235 I 185 I 180 

Contrary to what was reported in relation to the distribution of SEC English Language grades, when 

it comes to SEC English Literature for all five cohort groups the percentage of candidates who 

enrolled at Junior College with Grades I to 3 is lower than that of candidates who enrolled with 

Grades 4 to 5. In fact, only 33.6% of students in 2002 enrolled with Grades 1 to 3, 42.4% in 2003, 

45.6% in 2004, 40.5% in 2005, and 42.2% in 2006. Table 19 shows that the majority of students 

who choose to s1udy English at Advanced Level at Junior College commence their studies with low 

grades in SEC English Literature. It must also be kept in mind that since a pass in SEC English 

Literature is not mandatory, a number of students emol on the MC English course without having 

sat for or passed the SEC English Literature examination. Figure 6 shows the number of students 

with a pass in SEC English Language and the number of students with a pass in SEC English 

Literature for each one of the five cohort groups under investigation. 

2005-2007 

2004-2006 

2003-2005 

2002-2004 

0 50 100 150 200 250 300 

"'Total number of students with 
a pass in SEC English 
Literature 

■ Total number of students with 
a pass in SEC English 
Language 

Figure 6 - Number of students with a pass in SEC Eng. Language and SEC Eng. Literatnre 
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As sho;\n by Table 20 the percentage of students with a pass in both examinations was high in al 

five cohorts, confirming the fact that most students er.rol on the MC English course at Junio 

College with some form of literary competence, 

Table 20 - Percentage of students with a pass in both SEC 
English Language and SEC English Literature 

-2-0-02--2-0-04~2-003-2005 i 2004-2006 2005-2007 . 2006-2008 
78.5% 81.4% 97.1% 76.4% 74.4% 

Tables 21 to 30 show the predictive validity of SEC English Literature for MC English and 

the Speannan Rank Correlation Coefficient for each cohort group is displayed beneath the 

frequency and expectancy tables. Tables 21 and 22 clearly show that a low correlation exists 

between the two levels, lower than that reported between SEC English Language and MC English. 

However, this particular cohort registered the second highest Spearman Rank Correlation 

Coefficient out of all the five groups when it comes to the predictive validity of SEC English 

Literature. 

I 

i 

I 

I 

I 
I 

Table 21 - Distribution of matched grades in English Literature for the May 
2002 SEC and May 2004 MC examination sessions I Grades at MC level 

__ 1 
1 1 2 i 2 0 I 0 0 5 

F i TOTAL 

" " I 2 I 0 2 I 7 I 7 I 0 I l l 17 

i~1 3 I 0 I l 15 I 15 I 8 I 3 i 42 

"~ I 

4 0 I 0 I 14 I 21 : 21 i 11 I 67 
I 5 0 0 I 4 I 23 I 21 I 11 i 59 
I TOTAL 1 5 i 42 I 66 : 50 I 26 I 190 

Table 22 - Expectancy table for English (May 2002 SEC and May 2004 MC 
examination sessions) 

Grades at MC level 

: 
i 

% A B I C I D E F ' TOTAL I I 

' 1 I 20,0 40.0 I 40.0 0.0 i 0.0 0.0 I 100.0 
~ - I 

" " 2 I 0.0 11.8 I 41.2 41.2 I 0.0 5.9 ' 100.0 rl~ 
. I ' i 

~u 3 0.0 2.4 I 35.7 35.7 I 19.0 7.1 !00.0 i 
'-:.:l 4 0.0 0.0 I 20.9 31.3 : 31.3 16.4 100.0 I 

" ill 5 0.0 0.0 6.8 39.0 35.6 : 18.6 100.0 I ' I ' 
TOTAL, 0.5 . 2.6 I 22.1 I 34.7 I 26.3 I 13.7 100.0 i 

Spearman Rank Correlation= 0.405 

While no candidates with a Grade 4 or 5 managed to obtain a Grade A or B, 20,9% of those with a 
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Grade 4 managed to obtain a Grade C and 6.8% of those with a Grade 5 managed to do so. These 

two figures are relatively higher than those of candidates with a Grade 4 or 5 in SEC English 

Language who managed to obtain a grade higher than D. Grades D to F were mostly obtained by 

candidates starting with a low grade at SEC Level, 79% of those with a Grade4 and 93.2% of those 

with a Grade 5. However, 61.8% of those with a Grade 3 also obtained Grades D to Fat MC level. 

The 2003-2005 cohort registered the second lowest Spearman Rank Correlation Coefficient. 

Table 23 - Distribution of matched grades in English Literature for the May 
2003 SEC and May 2005 MC examination sessions •.. 

: ! Grades at MC level I i 
I i i A I B C I D I E I F I TOTAL I 

I -- 1 0 I 0 I 4 ! 2 I 2· ! 0 ! 8 
" al: 2 I 0 I 0 I JO I 2 I 9 I 4 I 25 .,, " 

j 
,.._ 

3 ! 0 I 0 8 I 6 I 23 I 13 I 50 ;u 
I 

.. (al 4 0 I 0 4 i 9 I 27 I 22 I 62 
r.) "' 5 0 I l 2 I 4 I 24 I 21 I 52 

• TOTAL 0 I 1 28 I 23 I 85 I 60 I 197 

Table 24 - Expectancy table for English (May 2003 SEC and May 2005 MC 
examination sessions} 

Grades at MC level I 
% A B C D E F 'TOTAL 

:i 
1 I 0.0 0.0 

' 
50.0 25.0 25.0 0.0 i l00.0 

2 0.0 0.0 40.0 8.0 36.0 I 16.0 100.0 
" - 3 0.0 0.0 16.0 12.0 46.0 I 26.0 100.0 "u I 

e~ 4 0.0 0.0 i 6.5 i 14,5 43.5 35.5 100.0 ' r.) "" 5 0.0 1.9 3.8 7.7 46.2 40.4 100.0 
I TO'.fAL' 0.0 0.5 I 14.2 I 11.7 i 43.1 30.5 100.0 

Spearman Rank Correlation 0.306 

When compared to the previous cohort only half the candidates with a Grade 1 managed to obtain a 

grade higher tlran D and none of them managed to obtain Grades A or B. In fact, there were no 

candidates who managed to obtain a Grade A and just one candidate managed to obtain a Grade B, 

surprisingly a candidate starting with a Grade 5. This might partly explain why the correlation 

between the two levels is so low for this particular cohort. Only 40% of candidates starting with a 

Grade 2 managed to obtain a grade higher than D and only 16% of those with a Grade 3 managed to 

do so. This time round only a very small percentage of candidates with a Grade 4 or 5 managed to 

obtain a Grade higher than D and 35.5% of those with a Grade 4 and40.4% of those with a Grade 5 

obtained a Grade F. 85.3% of all candidates obtained Grades D to F and only 14.7% obtained 

Grades A to C. 

The 2004-2006 cohort is made up of the largest numl>er of candidates and this is why the 

I 
I 

II !! 
!. 
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percentage of difference between the number of candidates with a pass in SEC English Languaf 

and the number of candidates with a pass in SEC English Literature is particularly low for th 

group. However, this cohort registered the lowest Spearman Rank Correlation Coefficient out of a 

five cohorts under investigation. This fact is even more interesting given that for the same coho, 

but on a national scale Farrugia and Ventura found a correlation coefficient of0.51. 

l 

I 

Table 25 - Distribution of matched grades in English Literature for the May 
2004 SEC and May 2006 MC examination sess~i'--on='~-~---~ 

I Grades at MC level 
I i ,, I A B I C D E F 'TOTAL 

I I I 0 I 5 i 0 1 [ 0 I 7 . ~-.. " 2 1 3 ! 9 i 5 i 2 I 3 23 
• ~i ! 

~~ 
3 0 3 i 29 I 12 I 22 [ 11 : 77 
4 I 2 : 11 I 26 I 16 I 16 72 I 

5 0 2 I 8 i 12 I 17 I 17 I 56 
!TOTAL 3 10 I 62 i 55 58 I 47 i 235 i ' 

Table 26 - Expectancy table for English (May 2004 SEC and May 2006 MC 
examination sessions) 

Grades at MC level 
% A B C D E F !TOTAL' -- 1 14.3 0.0 71.4 0.0 14.3 0.0 100.0 

" " 2 ! 4,3 13.0 39.1 21.7 8.7 13.0 100.0 ,,, it; 
" - 3 0,0 3.9 37.7 15.6 28.6 14.3 100.0 'i (,.) 
i.:;..;;: 4 1.4 2.8 I 15.3 36.] 22.2 22.2 100.0 
~IJ.i: 

5 0.0 3.6 14.3 21.4 l 30.4 30.4 100.0 
! TOTAL ! _).3 _ . 4.3 _ i _26.4 23.4 ! 24.7 20.0 __ JOO.O 

Spearman Rank Correlation= 0.296 

The percentage of candidates with a Grade I who obtained Grades A to C was 85.7% and the 

percentage of those with a Grade 2 who managed to do so was 56.4%. The percentage of candidates 

with a Grade 3 who obtained a grade higher than D is also relatively high, standing at 41.6%. 

However, despite fuese high percentages the correlation between the two levels is the lowest for all 

five cohorts. One of the reasons for this is that a relatively high percentage of candidates with 

Grades 4 and 5 also managed to obtain a grade higher than D. In fact, 19.5% of candidates starting 

with a Grade 4 managed to obtain Grades A to C, one student even managing to obtain a Grade A. 

Even though no candidates with a Grade 5 managed to obtrin a Grade A, 17.9% of them managed 

to obtain Grades B to C. Another reason for such a low correlation is that 43.4% of candidates with 

a Grade 2 managed to obtain Grades D to F and 58.5% of those with a Grade 3 managed to do so. 

The percentage of all candidates who obtained Grades D to F was 68% and this is lower than the 

percentage registered by the previous two cohorts. One of the reasons for this is that a higher 
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percentage of candidates with Grades 4 and 5 managed to obtain Grades A to C. 

The 2005-2007 cohort registered the highest Spearman Rank Correlation Coefficient out of 

all five cohorts forming part of this study. 

Table 27 - Distribution of matched grades in English Literature for the May 
2005 SEC and May 2007 MC examination sessions 

I Grades at MC level i 7 
i A I B C D E i F TOTAL 

-- i 1 0 I 2 3 0 0 I 0 5 I 

" " I 2 2 i 2 7 3 3 0 17 ., t 
" - i 3 I 0 I 4 21 12 12 4 53 'iu 
""r.l I 4 1 I I 12 22 10 21 67 
0 "" l 5 I 0 ! I 5 i 10 14 13 43 

I I TOTAL 3 I 10 48 47 39 38 185 

Table 28 Expectancy table for English (May 2005 SEC and -"lay 2007 MC 
examination sessions) 

i I Grades at MC level I 
I % I A I B I C D I E I F I TOTAL I 

l I 0.0 40.0 I 60.0 I 0.0 I 0.0 I 0.0 I !00.0 --" ., 2 i 11.8 11.8 41.2 I 17.6 I 17.6 0.0 100.0 I ~] 
'iu 3 I 0.0 7.5 39.6 ' 22.6 I 22.6 I 7.5 ' 100.0 i 
.. r.l 4 I 1.5 I 1.5 17.9 i 32.8 I 14.9 31.3 i 100.0 i 
""" 5 I 0.0 2.3 I 11.6 I 23.3 I 32.6 I 30.2 100.0 I ' 

TOTAL! 1.6 5.4 I 25.9 I 25.4 I 21.1 i 20.5 100.0 i 

Spearman Rank Correlation - 0.420 

As for the 2002-2004 cohort, in this particular group of candidates all those candidates with a Grade 

1 managed to obtain a grade higher than D, however, none of them managed to obtain a Grade A. 

On the other hand, 11.8% of candidates with a Grade 2 and 1.5% of candidates with a Grade 4 

managed 10 obtain a Grade A. The percentage of candidates with a Grade 2 who managed to obtain 

Grades A to C was quite high, standing at 64.8%, and so was the percentage of those with a Grade 

3, standing at 47.l %. The fact that a high percentage of those candidates with Grades I to 3 

managed to obtain of Grades A 10 C somewhat mitigated the effect on the Spearman Rank 

Correlation Coefficient of those with a Grade 4 and 5, a relatively high percentage of whom also 

managed to obtain Grades A to C, 20.9% in the ease of those with a Grade 4 and 13.9% of those 

with a Grade 5. 

The 2006-2008 cohort was made up of the smallest number of candidates when compared to 

the other five cohorts and the percentage of difference between the number of candidates who had a 

pass in SEC English Language and the number of those with a pass in SEC English Literature was 

the highest for this particular group of candidates. 
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Table 29 Distribution of matched grades in English Literature for the '.\fay 
20 6 SEC d M 2008 MC ' ti 0 an ay examma on sessions 

Grades at MC level I 
: A B I C I D I E F I TOTAL 

I 2 0 I l I 1 I 0 i 0 I 4 ...,_ 
" " 2 I 3 I 8 I 3 2 0 I 17 ~ t ' I " - 3 1 4 I 26 I 14 ' 8 I 2 I 55 

i 

iV ' .. :.. 4 0 4 I 23 I 21 i 6 ' 4 I 58 :;:I tll 
5 0 0 I 10 I 17 7 I 12 I 46 I 

I TOTAL 4 11 I 68 I 56 I 23 i 18 I 180 

Table 30 Expectancy table for English (May 2006 SEC and May 2008 :\tC 
examination sessions) 

Grades at MC level 
% A B C D E F TOTAL! 

...,_ I 50.0 0.0 25.0 25.0 0.0 0.0 100.0 

" " 2 5.9 17.6 47.1 ; 17.6 11.8 I 0.0 100.0 ., ... .. ~ 
' 3 1.8 7.3 47.3 25.5 14.5 3.6 100.0 ;v .. :.. 4 0.0 6.9 39.7 36.2 10.3 6.9 100.0 

{.')"' 
5 0.0 0.0 21.7 37.0 15.2 26.1 100.0 I 

iTOTALI 2.2 ___ . 6.1 37.8 31.1 12.8 10.0 1,0_0.0 -~ 

Speannan Rank Correlation - 0.368 

More than 70% of those with a Grade 2 managed to obtain Grades A to C two years later and none 

of these candidates and those with a Grade l managed to obtain a Grade F. More than half the 

candidates with a Grade 3 managed to obtain Grades A to C and a relatively high percentage of 

those with Grades 4 and 5 managed to obtain a grade higher than D, 46.6% and 21.7% respectively. 

The percentage of all candidates who managed to obtain Grades A to C was 46. l % and this is the 

highest for all five cohorts. 

Figure 7 presents the predictive validity of the SEC English Literature examination. It is 

clear that the predictive validity of this particular examination is far too low for one to confidently 

predict a candidate's performance in the MC English examination. The relationship between SEC 

grades and MC grades is weak and the results show that even though a substantial proportion of 

candidates with Grades 1 to 3 managed to obtain Grades A to C, a sizeable proportion of those with 

Grades 4 to 5 also managed to obtain a grade higher than D. This seems to show that the lower 

predictive validity of SEC English Literature when compared to SEC English Language is not due 

to a slide in performance of those candidates starting with Grades 1 to 3, but to an actual 

amelioration in performance of a number of candidates starting with Grades 4 to 5. This seems to 

confirm Farrugia and Ventura's findings in relation to the predictive validity of SEC English 

Literature: 

Close inspection of the results shows ... that the low value of the correlation coefficient 



is not a result of a high performance at SEC level being followed by a low performance 
at Advanced level. In fact candidates with Grades 1, 2 and 3 in SEC level English 
Literature were able to obtain better grades at Advanced level than students with similar 
grades in SEC level English Language. The lower correlation (compared to SEC 
English Language) is a result of the relatively good performance at Advanced level 
observed for some candidates with low SEC level English Literature grades (32). 

0.45 --------------------------

0.4 +---

0.35 _,_ __ 

0.3 -l-----

0.25 _,_ __ 

0.2 _,_ __ 

0.15 -l-----

0.] 

0.05 _,_ __ 

0-'---

Figure 7 - Predictive validity of SEC English Literature 
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'"2003-2005 

■ 2004-2006 

•2005-2007 
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However, Farrugia and Ventura's suggestion that students with Grades I to 3 in SEC English 

Literature were able to get better grades in MC English than those with similar grades in SEC 

English Language was tested by calculating the correlation coefficient between Grades 1 to 3 at 

SEC level and the grades obtained at MC level. The results show that despite the fact that the 

correlation coefficient between Grades I to 3 in SEC English Language and the grades obtained at 

MC English is lower than the correlation coefficient between Grades I to 5 and MC English, it is 

still higher than the correlation coefficient between Grades I to 3 in SEC English Literature and MC 

English. In three particular cohorts the correlation coefficient between Grades I to 3 in SEC English 

Language and MC English is even higher than the correlation coefficient between Grades I to 5 in 

SEC English Literature and MC English. This shows that the predictive validity of SEC English 

Literature remains very low irrespective of the grade a candidate actually obtains. 



92 

Table 31-Predictive validity ofGJ::ides 1-3 in SEC_ Englis_h Langi.iage/Literature 
SEC English Language ! SEC English Literature ' 

and MC En lish and MC English .. ' 
2002-2004 0.435 0.377 
2003-2005 0.381 0.315 
2004-2006 0.351 0.247 
2005-2007 0.396 0.313 r 2006-2008 0.363 0.233 

In ordet to fully explore the issue, the correlation coefficient between SEC English 

Language and SEC English Literature was also calculated and it was found that on average this is 

lower than that between SEC English Language and MC English but higher than that between SEC 

English Literature and MC English. Figure 8 shows the correlation between SEC English Language 

and SEC English Literature. 

•2002 

•·2003 

1112004 

•2005 

lll2006 

Figure 8 - Correlation coefficient between SEC Eng. Language and SEC Eng. Literature 

The results show that the predictive validity of SEC English Language and SEC English 

Litetature for MC English was lowest for the 2004-2006 cohort, the same cohort that Farrugia and 

Ventura analysed. For this particular cohort the correlation coefficient for grades obtained by Junior 

College students is much lower than that for grades obtained by the entire population of MC 

English candidates. However, in 2006 the percentage of Junior College students who obtained 

Grades A to C was higher than the national average. This was not the case in 2004, 2005, 2007 and 

2008, in which years the percentage of Junior College students who obtained Grades A to C was 

lower than the national average for candidates who sat for the Advanced level English examination 

as part of the Ma1riculation Certificate. In 2006 29.7% of Junior College students managed to obtain 

Grades A to C whereas 28% of all candidates managed to do so. As shown by Table 32 the 
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percentage of candidates who enrolled at Junior College with Grades I to 3 in SEC English 

Language and SEC English Literature was relatively higher in 2004 than in 2002, 2003 and 2005. 

Table 32 - Total Grades l• E og IS 3 S CE 1· hL an1 uagean n2J S 1terature dSECE II hL" 
' 2002· 2003- 2004- I 2005- i 2006-i % 
i 2004 2005 2006 2007 2008 
! SEC English 

I 72.7 i 69.1 81.8 I 72.7 82.0 
[.!,ang11a2e 
: SEC English 

33.6 ! 42.2 45.6 I 40.5 
i 42,2 

i Literature ·····---··· I ...l l 

Irrespective of the correspondence between high grades obtained by Junior College students at SEC 

level in 2004 and at MC level in 2006, the correlation coefficient for this particular cohort is still the 

lowest for all five cohorts. As shown above this can be explained by the fuct that in 2006 a 

relatively high percentage of candidates with Grades I to 3 in SEC English Language obtained a 

C:rrade F in MC English and a relatively high percentage of candidates with Grades 4 and 5 in SEC 

English Literature managed to obtain Grades A to C. 

Table 33 and Figure 9 summarise the results of the correlational research conducted in this 

study and they primarily show that the correlation between the SEC English examinations and the 

MC English examination is too low for one to confidently predict candidates' performance in the 

latter examination based on their performance in the former. 

Table 33 -Spearman Rank Correlation Coefficient 
' SEC I SEC I SEC Grades 1-3 

English ' English ' English SEC 
Language Language Literature English 
and SEC and MC and MC Language 

., English English English and MC 
I Literature i I Ene:llsh 

J 2002 I 0.387 ;~~!- I 0.443 j 0.405 I 0.435 

2003 
1

1 0.353 
2003

- 1' 2005 
2004• I 

2004 I o.467 2006 i 

200s I, 0.411 200s.-
2001 

20061' 0.395 2006-
2008 

0.457 

0.407 

0.523 

0.481 

0.306 0.381 

0.296 0.351 

0.420 0.396 

0.368 0.363 

Grades 1-3 , 
SEC 

English ! 
Literature I 
andMC 

1 
En!!lish i 

0.377 i 
0.315 

0,247 

0.313 

0.233 
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0,6 ~------------------~ 

0.1 +' --------------------

2002-2004 2003-2005 2004-2006 2005-2007 2006-2008 

....,.SEC English Language·­
MC English 

-:':•·SEC English Literature -
MC English 

...,_ Grades 1-3 SEC English 
Language .. MC English 

._Grades 1-3 SEC English 
Literature MC English 

Figure 9 - Correlation coefficient between SEC English Language/SEC English Literature 
and MC English 

4.2 Student Survey 

As part of this study's attempt to explore reasons for candidates' poor performance in the MC 

English examination it was necessary to survey the Advanced Level English population at Junior 

College in an effort to understand the students' motivation for choosing to study English at MC 

Level, their study routines and their attitudes towards the subject A questionnaire (Appendix 3) 

composed of twenty questions was distributed by lecturers amongst the 437 students currently 

studying English at Advanced leveL Students were asked to complete the questionnaire at home and 

to return it to their lecturer. The return rate was that of 404, that is, 92.4% of the total Advanced 

level English student population. Tables and graphs were created in order to present the students' 

responses. 

4.2.l Reasons for Choosing to Study English at MC Level 

The first question the students were asked concerned the reasons for which they chose to study 

English at Junior College. The question was in the form of a four-point Likert scale and the students 

were asked to tick only one out of a choice of four options for each one of the twenty-three reasons 

presented. Table 34 shows the percentage of students who ticked one of the four options for each 

one of the twenty-three reasons and the data is sorted according to the highest percentages for 

'Strongly Agree' followed by 'Agree' followed by 'Strongly Disagree' and 'Disagree'. The shaded 

areas represent the highest percentages registered for each one of the four options and hence the 
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reasons that the respondents consider to have been the most important motivating factors behind 

their decision to study English at Advanced level. 

Table 34 - Reasons for choosing to sltt(!y English at Advanced level i-- ·-----· -
I 

! 
" " .. 

I ::: .. 
'· 

.. .. " " I < " ::: c5 " -t .. .. .. .. 
~ < .:!l 

" i::, Cl) 

! 
" " = 1; 

i N=404 
00 

00 

I I chose to study English at Junior College i % % % % . because: I 

I I love reading in El!glish l 58.4 29.7 I 8.4 3.5 i 

i I need a pass in English for the University course I i 
33.2 38J · 19.8 8.9 I intend to follow ! I 

Ti;;~;literature 
-~___..,.· 

I 27.2 ! 45.5 17.8 9.4 
I I got a good grade in my SEC English Language 

I 26.2 I 66.8 5.9 I 1.0 
i I · exam I 

I En~~obal Iangw_ige i 26.2 i 46.0 20.3 I 7.4 

: I'm good at it l 21.3 70.8 6.9 I 1.0 
: I got a good grade in my SEC English Literature I 20.3 i 53.5 I 18.3 7.9 

exam i I 

i I want to continue studying the subject 19.8 57.9. I 19.8 : 2.5 I 

~alta's second Ians.u(!ge I 16.8 i 46.0 I 30.2 .. 6.9 I I 

I'm not so good at sciences I 14.9 l 32.7 ! 34.2 18.3 . I 
I I 
I I I I , Iv.ant to teaeh English as a Foreign Language 
I (TEFL) : I I . 

14 4 416 337 ' 104 

! I want to become a teacher ! 13.l 7.4 50.5 29.0 I 
' I want to become a Iawver I 11.9 6.4 32.7 49.0 ' ! : l l want to continue studying English at I 

11.4 
! 

' 46.5 36.6 5.4 
~aduate level I 

l consider it to be mi native la£gn....rige 5.9 9.9 62.4 21.8 

LI felt !hat the other subjects were more difficult i 3.0 18.3 39.l 39.6 
I I felt there was nothing else to choose 3.0 ' 9.9 31.7 55.4 
: it is not a difficult subiect I 1.5 I 13.9 40.6 44.1 i 

[y parents influenced my decision to choose 
1.5 I 5.9 30.2 62.4 

l 
El!gJisJi 
it does not require a lot of studving 1.5 I 2.5 29.7 66.3 

: it orovides me with a lot of free time 1.0 I 6.9 34.7 57.4 
, it is eas.Y. 0.0 I 13.9 44.1 42.~ 
j my friends influenced my decision to choose 

0.0 i 2.5 21.8 75.7 
I English : 

Gardner's goal-directed thecry of motivation explains !hat second language learners adopt 

either an instrumental or an integrative orientation when choosing to learn a second language, 
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however, Domyei found that a student achieves a high proficiency in a language if an instrumental 

orientation is combined with an integrative one. Table 34 shows that both an instrumental and an 

integrative orientation play a role in the students' motivation for studying English at Advanced 

level. In fact, the top three reasons for choosing English are made up of instrumental and integrative 

reasons. More than 88% of the respondents claimed that they chose to study English because they 

love reading and 72.7% declared !hat they did so because they Jove literature. Both of these 

manifest an integrative orientation. However, 71.3% claimed that their choice was influenced by the 

fact that they need a pass in English for the University course they intend to follow and this is most 

evidently a sign of an instrumental orientation. Dornyei' s tri-level model embraces both 

instrumental and integrative orientations as well as the situations in which learning takes place. The 

Language Level, for example, has to do v.ilh orientations and motives concerning various aspects of 

the L2 and these determine the learners' choice of language and their goals for studying that 

language. This probably explains why 93% of the respondents said that their motivation for 

choosing English consisted of the fact that they did well in the SEC English Language examination. 

Nearly three quarters of the respondents confirmed that they chose English because of their good 

pertormance in the SEC English Literature examination and 92.1 % did so because they feel they are 

good at the subject Since these students chose to study a subject that they consider themselves good 

at, these reasons for choosing to study English at Advanced level also manifest a need for 

achievement and self-confidence, both of which play an important role in Dornyei's Learner Level. 

Other popular reasons chosen by a high percentage of the respondents that have to do with 

Dornyei's Language Level are related to the role English plays in Malta and on an international 

scale. More than 72% of the respondents agreed that they chose to study English at Junior College 

because it is a global language and 62.8% chose to do so because English is Malta's second 

language. 

Domyei affirmed that in a second language learning context inslTumental orientation is 

much more influential on language learners and in fact Table 34 shows that another two reasons that 

registered high percentages of agreement were instrumental in nature. More than half of the 

respondents claimed that they chose to study English at Advanced level because they want to take 

up TEFL and a roughly equal number of respondents did so because they want to continue studying 

English at postgraduate level. However, only 20.5% and 18.3% of the respondents declared that 

what determined their choice of subject was !he prospect of becoming a teacher or a la,vyer 

respectively. These instrumental reasons form part ofDornyei's Learning Situation Level, in which 

motivation is influenced by course specific motives among others. Course specific motives are all 

described in terms of the learners' interest, relevance to their lives, their expectations of success and 
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feelings of being in control, and satisfaction with the outcomes. Related to this level of motivation 

as well is another frequently chosen reason for studying English at Junior College not being good 

at sciences with which nearly half of the respondents expressed agreement. 

The main reasons that respondents disagreed with can also be elucidated by means of 

reference to theories of motivation. Group specific motives form part of Domyei's Learning 

Situation Level and these are bound to the influence exerted on the learners by the social groups 

they fonn part of. Almost none of the respondents agreed ,vith the idea that they chose English 

because they were influenced by their friends and only 7.4% declared that they were influenced by 

their parents. Course specific motives also infonn some of the reasons that the respondents 

disagreed with. For example, only around 15% agreed with the suggestion that their choice was 

motivated by the idea that English is not difficult, around 14% with the idea that it is easy, around 

4% that it does not require a lot of studying, around 8% that it provides one with a lot of free time, 

and around 21% that other subjects were more difficult. Moreover, only around 18% and 20% 

agreed with the idea that they chose to study English because they want to become lawyers or 

teachers respectively. Somewhat related to the course specific motives of Domyei's Learning 

Situation Level is another reason that a high percentage of students disagreed with, that is, the 

suggestion that they chose English because they felt there was nothing else to choose, refuted by 

87. 1 % of the respondents. 

I 
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I chose to study English at .Junior College because: 

my friends influenced my decision to 
choose English 

it is easy 

it pro,.,ides me with a lot of free time t
1 
§,.,~~ 

. I . 
it does not require a lot of studying f!----~1· 

- . I 
my parents influenced my decision to E+< ... ~-a 

choose English _l q I i 
it is not a difficult subject C "'" ·~ ·~~-~1 - . ,. I I : 

I felt there was nothing else to choose :••' ·-17w: 
I felt that the other subjects w~:,:~ :~· , .. ri3J 
I consider it to be my native language ., : 

1 
1 

1 1 ! 

" I I I I want to continue studying English at I!'. nwJ.}:;t1¥%1J.$£¥M&/¥,I 1,::-,a ; 
postgraduate level - /' · T ! 

I want to beeome a lawyer ,,., ·~·r· I 
1 want to become a teacher k·.c;f,.,;',.;i#,~\Wc,\"-.al 1 

--- I I I I want to teach English as a Foreign ~ .•. I 
Language (TEFL) _......., l ' j ' ~ i 

I'mnotsogoodatsciences f,.,.-_ ----·-"··"~ j
1

1 -~If 
it is Malta's second languao-e ffl ic ••-· · AJ?J(, ) ;;; 

' 0 -~ .. I ·1· I 

I! I I I I want to continue studying the subject ~_,, . ..,,::.,-t:";:~-""'J_-;.·-,,7_':'_·;:::.z I 
- • ·1 I i ! · I got a good grade in my SEC English J'!'I"._. .. ,.,t,,,-,,'lrl~ I 

Li;::::::: c:J•.:J~ :t:,J.,,i,... ,, 
- . ' l I 

English is a global language ~-~ · ,,,. v,•vi''"'' - . . I : 
I got a good grade in my SEC English ""' . I •. , J .... ,,. ! . ., .. . -•: . ...,., 

~::~:::: ~-:-·t~·J,, 
I need a pass in English for the ~""""' . ,.J,," 

University course I intend to follow 

llovereadinginEnglish ~
1
,- • 

~~~=~4----. 
0 - ~ W t ~ g ~ ~ 
~ ~ ~ ~ ~ ~ ~ ~ ~ 

• Strongly Disagree 

11 Disagree 

Agree 

■ Strongly Agree 

Figure 10 - Reasons for choosing to study English at Advanced level at Junior College 
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Just over 84% of the respondents disagree with the suggestion that they chose to study 

English at Junior College because they consider it to be their native language and this comes as no 

surprise when considering the fact that more than 80% of the respondents claimed that Maltese is 

their native language. This shows that for the majority of students English is a second language and 

hence learning and teaching methods need to reflect this reality. 

Which is your native language? 

4.0% 

Figure 11- Respondents' native language 

4.2.2 Study Habits and Language Practice 

•Maltese 

"English 

•Other 

In order to form a better picture of the students' attitude towards English and their relationship with 

the subject they were asked a number of questions concerning frequency of spoken English, study 

habits, reading preferences and writing practice. When asked about how often they speak English, 

the !Ill!jority of the respondents claimed that they speak it at least sometimes. As shown by Figure 

12 even though they are not formally assessed for oral proficiency when they sit for the MC English 

examination, students studying English at Junior College still find themselves in situations in which 

they have to make use of their speaking skills. 

How often do you speak English? 

0.5% 9.4% .. , . .,.., 

figure 12 - frequency of spoken English 

•Never 

t1 Rarely 

• Sometimes 

• Most of the time 

• All of the time 
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\\'hen asked about the amount of time they spend studying English at home each week the vast 

majority of the students replied that they spend more than three hours studying the subject. In fact, 

72.2% spend between 3 and 10 hours per week and only 26 respondents out of a total of 404 

claimed that they do not study the subject at all. 

How many hours do you spend studying English at home per week? 

l.0%6.4% 

•None 

l-2hours 

1113_5 hours 

• 5-10 hours 

" More than 10 hours 

Figure 13 - Number of hours spent studying English at home per week 

Respondents were also asked to rank a choice of eight different forms of reading material in 

terms of which they read most and least. Table 35 shows that the majority of students mostly prefer 

reading novels, magazines and websites in that order. Nearly a half of the respondents ranked 

novels as their first preference when it comes to reading material while more than a quarter ranked 

magazines as their second most preferred reading material. Digital media are currently vying with 

the print media and the data shows that 28% of sixteen- to eighteen-year-old Advanced level 

English students consider websites as the third most preferred form of reading material. Comics are 

the least read material and in fact 47.8% ranked them at the bottom of the list. 



Table 35 -Ranking of readin2 material in EnPlish in terms of'read most' 
N=404 

I (read l ' i (read J I , most) I I least) , 
% ! 1 2 3 4 5 6 I 7 8 i TOTAL 

Ma2azines 19,8 25,7 : 14.4 14.1 18.1 4.0 I 2.0 : 2,0 I 100,0 
Websites 24,0 20,3 28,0 17.8 4.2 4.0 : L7 0,0 l 100.0 
Novels 48.3 17.8 ! 9,9 11.9 6,2 4.0 I 2.0 I 0.0 I 100.0 
Non-fiction 

15.8124.0 
l , I I 

books 
5.9 10.4 20.0 i 15.s I 4.0 4,0 

' 
100.0 

Poetrv 0.0 8.2 2.0 i 8.2 5.9 25.7 I 26.0 i 24.0 100.0 I 

Drama 0.0 5.4 4.2 , 11.9 13.9 , 22.0 ! 34.4 • 8.2 100.0 
:-.ewspapers 2.0 i 10.1 15.8 I 6.2 i 23.8. 9.9 I 18.1 i 14.1 100.0 
Comics 0.0 2.0 9.9 i 5.9 i 7.9 14.6ill.9i 47,8 100.0 

Table 36 shows that despite the fact that one of the staple features of the MC English examination is 

considered to be the most preferred form of reading material, students seem to read poetry and 

drama only for examination purposes and not as part of their extensive rewing. 

Table 36 - Final ranking of 
reading material in 
EngHsh in terms of 
'read most' 

~Magazines 

I Websites 
, Non-fiction books 

Drama 7th 

I Comics 8th 

Fignre 14 depicts the ranking of the eight different forms ofreading material in English. 
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(read least) 8 

7 

4 

(read most) 1 

0 

What kind of material do you mostly read in English? 

"~~·,r:rr:7z:m 
, I 
I 

! 

20 30 40 50 60 

Comics 
m Newspapers 

Drama 

11 Poetry 

■ Non-fiction books 

11 Novels 

'"Websites 

■ Magazines 

figure 14 - Ranking of reading material in English in terms of 'read most' 

When respondents were asked about the amount of books they read in English every year it 

was found that in excess of 65% of the students read more than five books in English per year and 
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this compares very well with recent European and national statistics.' Only 40 out of the 404 

respondents claimed to read between one and two books or none at all. Figure 15 shows that the 

majority of students studying English at Advanced level enjoy reading in English and read a 

reasonable number of books every year. 

How many books do you read in English per year? 

2.0% 7.9% 

•None 

!l J.2 books 

■ 3.4 books 

■ 5-10 books 

11 More than 10 bcoks 

Figure 15- Number of books read In English per year 

The respondents were asked to report how many essays they \',Tite in English per week and the 

majority indicated at least one essay every week. At Junior College all Advanced level students are 

assigned an essay on a weekly basis and students are obliged to write this essay and present it to 

their tutorial teacher in order to receive an assessment mark at the end of each term. The fact that 

more than half of the respondents write more than one essay per week indicates that a number of 

students attend private tuition classes after school hours and that a number oflecturers assign essays 

during language and literary criticism seminars. The fact that the majority of students engage in a 

minimum of writing practice every week shows that writing skills are given considerable 

importance by both students and lecturers. This reflects the weight that is given to writing skills in 

the MC English examination. 

5 A September 2007 Eurobarometer survey reports that 71% ofEU27 citizens read at least one book a year, 
with 37% of the sample being 'high frequency' reader,, that is, 'they read a book more than five times a 
year· (13), 45% of Maltese citizens read at least one book per year and 19% read more than five. Source: 
Special Eurobarometer 278: European Cultural Values. September 2007. European Commission. A 2007 
Kational Statistics Office survey found that 38% of the Maltese population consider reading to be one of 
their main hobbies. It was also reported that '59.8 per cent of the adult population with a tertiary level of 
education indicated reading as one of their hobbies while among the adult population with no schooling, only 
9.4 per cent indicated that reading is one of their hobbies'(]). Source: 'Lifestyle Survey 2007 -Newsletter'. 
3 December 2008. Kational Statistics Office; 'World Book and Copyright Day 2009 - News Release'. 22 
April 2009. National Statistics Office. 

i 
l 

"! 



104 

How many essays in English do you write per week? 

0.2% 1.0% 

•None 

,, I essay 

112 essays 

■ 3 essays 

llI More than 3 essays 

Figure 16 - Number of essays written in English per week 

4.2.3 Attitude towards Essay Types and Examination Components 

As shown by Tables 37 and 38, 36.9% of the respondents claimed that the narrative essay is the 

type of essay they prefer writing most This is followed by the descriptive essay, which is the 

second most preferred essay type for 37.1% of the respondents, and the argumenllltive/discursive 

essay type, which was ranked third in order of preference by 28. 7% of the respondents. Therefore it 

is clear that the three essay types that registered the highest percentages are all essays that the 

respondents would have learned to write in secondary school. Even though those respondents who ' 

enrolled in the MC English course at Junior College with a pass in SEC English Literature would 

have gained some practice in the writing of essays based on set literary texts, what is expected of 

students at SEC level is much more basic than what is expected of them at Advanced level. Students 

ranked literary criticism essays at the bottom of the list and this is probably because students learn 

to write such essays when they start their studies at Junior College. 

Table 37 - Rankilljl'. of essay..!Y}les in terms o!.J,refer most' ---- ----
N=-404 

l I 
(prefer : ! (prefer j 

I % most) l 2 3 ' 
4 least) 5 i TOTAL 

Narrative essays \ 36.9 I 14.6 I 14.4 I 100.0 i 14.1 i 20.0 \ 
I 

Argumentative/ ! 
28.7 \ I discursive essays 24.3 20.3 I 17.3 9.4 100.0 

I 

Descriptive essays 12.1 37.1 I 19.8 I 20.3 10.6 
I 

100.0 I 
I I 

I Literary criticism essays 14.9 12.1 i 19.1 i 16.6 37.4 ' 100.0 
I 

Essays based on set I , I 
I literature texts 11.9 I 16.3 ! 12.4 I 31.2 I 28.2 100.0 

--- j 
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Table 38 - Final ranking of essay types in terms 
of' refer most' 

Figure 17 depicts the ranking of the five different essay types. 

40.0% 

35.0% 

30.0% 

25.0~{i 

20.0% . 

15.0% 

10.0% 

5.0% 

0.0% 

: 

r r ( 

l-
~ J 

(prefer 
most) 1 

'Which kind of essays do you prefer writing? 

2 3 4 (prefer 
least) 5 

■ Narrative essays 

II' Argumentative/discursive 
essays 

■ Descriptive essays 

■ Literary criticism essays 

II Essays based on set literature 
texts 

Figure 17 - Ranking of essay types in terms of'prefer most' 

When respondents were asked to rank the same essay types in terms of which they consider 

the most challenging and the least challenging it was predictably found that those essay lypes which 

students prefer writing most are the ones they find least challenging and vice versa. Tables 39 and 

40 show that the essay type respondents claimed to be the most challenging is the literary criticism 

essay, considered so by 53.5% of the respondents. The least challenging essay on the other hand is 

the narrative essay, considered so by 55.9% of the respondents. This shows that for students 

preference and amount of challenge seem to go hand in hand. They enjoy writing essays that are not 

so challenging and are discouraged by essay types that they find challenging to master. Once again 

it is seen that most probably literary criticism essays are perceived so negatively by students 

because they are not familiar with this essay type and its particular demands prior to their enrolment 

on the MC English course. Another reason for this negative attitude could be the nature of this essay 

lype and its particular demands. Nonetheless, this negative attitude in relation to literary criticism is 
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translated into poor performance and even failure in the examination as is evidenced by the 

examiners' remarks about this component: 

As regards literary criticism (prose), a feature of this year's Advanced Level 
examination in English was the dispiritingly high number of very weak scripts, which in 
turn led to a high number of failures ... The declining standards remarked upon above 
were reflected in the essays written in response to the Literary Criticism question 
devoted to analysfa.ofthe prose passage (Examiners' Report 2005 9). 

If studc'!lts fare so badly in the literary criticism components, one must question whether it is 

absolutely necessary to have two almost identical components that are making it excessively hard 

for candidates to pass the examination even if they do well in the other components. 

! N=404 
----· -·----·~-------------------- _ .. -Table 39 - Rankin_g of essaLtr(les in terms of 'most challenging' 

I ; (most l i (least i 

' challenging) ! challenging) i 

l i I 
% . I 2 3 4 5 l TOTAL 

Narrative essavs . 11.9 i 7.9 . 12.l 12.1 i 55.9 i 100.0 
Argumentative/ 

14.6 l 19.8 : 30.0 ' 17.81 17.8 i 100.0 
discursive. essays j 

I Descriptive essays 7.9 i 22.3 i 19.s : 37.9 I 12.1 
I 

100.0 i 

' '· ' i i 

Literary criticism i ' i l 
I 

53.5 ! 22.0 l 10.1 8.2 6.2 i 100.0 I essays j i 

Essays based on l 28.0 
I 

i 

12.1 28.0 I 24.0 7.9 I 100.0 
set literature texts i i 

Table 40 - Final ranking of essay types in 
terms of 'most cballen_g!ng'.___,_ 

[ Literary criticism essays i 1" 
i EssaE based on sethterature texts I 2nd 

l_Argumentative/discursive essays · ~rd_. _ _; 

LI)escriptiye essays 4ili --~ 
'. Narrative essa s 5lli I 

Figure 18 depicts the ranking of the five different essay types in terms of how challenging the 

respondents find them to be. 
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Which essays do you find the most challenging to write? 

■ Narrative essays 

"' Argumentative/discursive 
essays 

■ Descriptive essays 

■ Lite!"al)' criticism essays 
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111 Essays based on set literature 
texts 

Figure 18 Ranking of essay types in terms of 'most challenging' 

In an effort to understand the students' relationship with and opinion of the MC English 

examination, the questionnaire contained two questions that asked the respondents to rank the nine 

components of the examination in tenns of two different criteria. The first required the respondents 

to rank the nine components in terms of which components they consider themselves to be most 

good at. Tables 41 and 42 show that the majority of the students studying English at Junior College 

consider themselves to be most good at those components with which they were already familiar 

when they started their Advanced level studies, hence the language essay and the comprehension 

and swnmary. In fact, these were ranked in first and second place by 37.9% and 31.7% of the 

respondents respectively. Shakespeare's King Lear was ranked fourth and this betrays the fact that a 

large number of students are already familiar with Shakespeare's v.mk via their secondary 

education studies since Shakespeare is a staple component of the SEC English Literature syllabus. 

Linguistics was ranked seventh by 18.1 % of the respondents and this reflects the strong dislike to 

the subject that most students expressed when answering other questions forming part of this 

survey. 

Literary criticism occupies the two bottom places in the list and this shows that students do 

not consider themselves to be so good at a subject of which they have no prior experience. In fact, 

the examiners attest to the fact that candidates' essays on unseen poems are 'marked by poor use of 

English and by the tendency to present formulaic essay structures' and they also criticize 'the 

tendency to paraphrase the poem, often to the extent of indulging in a line-by-line "commentary" 
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that states the obvious without contributing anything to an understanding of the text' (Examiners' 

Report 2007 3). As regards critical essays on unseen prose passages, the examiners affinn that 'The 

inability to analyze a text critically by paying attention to issues relating to content, as well as form. 

coupled with a very poor command of the English language inevitably led to a substantial amount 

of essays that were below average' (Examiners' Report 2007 6). The student's poor performance 

when writing literary criticism essays seems to show that for these particular components they are 

entirely dependent on their own writing skills and thus unable to rely on lecture notes and other 

material, which they tend to 'regurgitate' (Examiners' Report 2006 2) in the other components. 

Table 41- Ranking_ of examination components in terms of 'most good at' ·- -- ----
N=404 

I ' l 
, (most I 

good) 
: i % 1 2 i 3 4 5 6 7 8 

I ' Shakespeare's 
KinK Lear 

: 2.0 22.3 7.9 ' 17.8' I ' 11.9 I 20.0 i 5.9 I 4.0 
' 

\\'ilfred Owen's 
2.0 2.0 7.9 I 12.I . 16.l i 11.6 

I 
Poetrv 15.8 I 16.3 

' I I 

Literary ' i 

Criticism: poetry ! 7.9 4.0 6.2 I 5.9 10.1 110. l 11.9 23.8 
I 

(unseen) I ' 

Margaret 
. 

' I I 
Atwood's The 4.0 5.9 i 2.0 4.0 9.9 !2201 6.2 22.3 
Handmaid's Tale , ' 

I I ! 
John Steinbeck's 1 

26.5 
; i : l I 

9.9 
Of Mice and Men i s.2 l 23.8 1 15.s 11.9 i 2.0 2.0 

I I 

Literary 
I I 

11.9 j 13.9 Criticism: prose 2.0 4.0 5.9 6.2 10.4 19.8 
i I (unseen) I I 

Lanlt!Jage Essay l 37.9 , 16.l l 7.9 i 12.l 8.2 i 5.9 7.9 
Comprehension i 31.1 I 16.3 i 13_9: 11.9 I 

I i 
9.9 2.5 1 u.9 I andSummarv 1 ; ' I 

Lingi,istics ! 7.9 5.9 I 22.0 i 12.1 ' 82 ' 11.9 i 18.l 

Table 42 Final ranking of examination components 
in terms of'most good at' 

l Lallgu~g_e Esg,_y I st 

\_Comprehension and Summary~-----~-zn....,-, 
r!);'hn Slt,inbeck's O~l:f.icJ? and Men 3,.-i 
_ Shakespeare's King Lear 4' , 

: Wilfred Owen's Poetry 5' j 
~, M-, -a-rg-a-re_t_A_tw_oo-d-'s-Th~e-R_a_n_d,_m_a_i_d'_s_T._al-e--~~6ili- i 
- - . - . 7'•b-·7, 
' ~in~sti~s __ _ _ _ __ 
Qeiterary Criticisl!l:_p<l_el,yj_U!lS<:e_Il)_ -_ -_ -_-_-___ : _____ i __ .":.-~ 
1 Utefal)'._Criticisrn:_p_roseJunseenL -- -- ---

2.0 

0.0 

9.9 

(least 
good) 

9 

8.2 

16.1 

20.0 

23.8 

0.0 

26.0 

2.0 

0.0 

4.0 

i 

I 
I 

! 
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Figure 19 shows the ranking of the nine components forming part of the MC English examination 

in tenns of the components in which respondents consider themselves to be most good at 

Which of the nine examination components do you consider yourself to 
be most good at? 

(least good) 9 

8 

7 11 Linguistics 

,; Comprehension and 
Summary 

6 11 Language Essay 

111 Literary Criticism: prose 
(unseen) 

5 • John Steinbeck's OfMiee and 
Men 

■ Margaret Atwood's The 

4 
Handmaid's Tale 

■ Literary Criticism: poetry 
(unseen) 

■ Wilfred Owen's Poetry 

3 
■ Shakespeare's King Lear 

2 

(most good) 1 

0 20 30 40 

Figure 19 - Ranking of examination components in terms of 'most good at' 
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V.'hen the respondents were asked to rank the nine examination components in tetms of 

which they find the most challenging the majority of them answered that literary criticism and 

linguistics are the most challenging components, In relation to this the examiners point out that 

'Very few students managed to write a 400-word critical essay, which seemed to be a challenging 

task' (Examiners Report 2006 3 ), Besides showing that the students lack the necessary writing skills 

to tackle this particular task satisfactorily, this also shows that what the students do not feel familiar 

with they also consider to be rather more challenging than what they have plenty of experience in. 

In fact, the language essay and the reading comprehension and summary were ranked eighth and 

ninth respectively by 30% and 42.1 % of the respondents. 

However, even though 17.8% of the respondents ranked Shakespeare's King Lear as being 

the fourth component they consider themselves to be most good at, when asked to rank it in terms 

of how chal!enging it is they still ranked it in fourth place rather than sixth. This shows that it is not 

necessarily a rule that what students reckon themselves to be quite good at they find less 

challenging. In fac~ Margaret Atwood's The Handmaid's Tale was ranked in sixth place in the 

previous question hut when respondents were asked to rank it in terms of bow challenging they find 

it to be they still ranked it in the sixth position, showing that they regard it to be less challenging 

than King Lear even though they consider themselves to be much better at this particular 

component. The examiners maintain that whereas 'Paper Two, particularly the section regarding 

novels, is usually the area where most candidates fare best' (Examiners Report 2007 3), 'Paper One 

poses serious difficulties, since students tend to find poetry and drama less accessible than prose' 

(Examiners Report 2006 2), 



Table 43 - Rankin2 of examination components m terms o f' h II mostc a . ' engJ'!ll_ 

-.. -~ 
= - ., o= 

E 1J 
N=404 ~"' 

% 1 2 3 4 s 6 7 
Shakespeare's King 

i Lear 
5.9 5.9 14.1 21.8 14.I 13.9 16.1 

; Wilfred Owen's JO.I 5.9 10.4 14.I 17.8 14.4 5.9 i i Poetrv 
! Literary Criticism: 

20.3 34.2 5.9 15.8 7.9 4.0 5.9 l noetrv (unseen) 
Margaret Atwood's 

7.9 14.1 9.9 17.8 12.1 21.8 8.4 
The Handmaid's Tale 
John Steinbeck's Of 

2.0 0.0 4.0 7.9 15.8 14.1 20.0 
Mice and Men 
Literary Criticism: 

31.9 26.0 14.1 4.2 7.9 9.9 4.0 
prose (unseen) 
Lan2ua2e Essay 2.0 7.9 7.9 6.2 8.2 6.2 17.8 
Comprehension and 

0.0 2.0 5.9 2.2 7.9 5.9 11.9 
Summarv 
Lin2uistics 19.8 4.0 27.7 9.9 8.2 9.9 9.9 

Table 44 Final ranking of examination components 
In terms of'most challeng~in~g~•-----

. Literary Criticism: prose (unseen) I" 
i Literary Criticism: poetry (unseen) 2nd 

. Lin<!uistics 3ii! 
~Shakespeare's King Lear 
i Wilfred Owen's Poetrv 

llio_gtlllge,=E"'ss'"'a,_y __________ ---,-_=.8"'~-
, .. 9th --1 : Comprehension and Summary 

-.. = ... 
= ... ,. 

[:I ';ii i ~-5 
8 9 ! 

I 

4.0 4.2 I 
2.0 19.3 

4.0 2.0 

5.9 2.0 

20.3 15.8 

2.0 0.0 

30.0 13.9 

22.0 42.1 

9.9 0.7 
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Figure 20 depicts the ranking of the nine components forming part of the MC English 

examination in tenns of which components the respondents consider to be most challenging. 

Which of the nine examination components do you consider to be the 
most challenging? 

-, 
P"'"'• ..... " 

(least challenging) 9 5-*"""''"" 
~~~"":t~~~~; ., 
,_.,,·-,:,::·~-i-t 

,,,, '.t',' ,., ..,. ,.---·""•-1 
8~ 

t'"'.'T" y<.· -ii'.·,.:~.::':i-·Z-".t\l 

7 c,mi 
trmo:i 

6 £""'71 
~-'-,,----.,--..,--'.? 

r"-'~:::;-,;-~ 
if~'j 

-·h,:,·-,c .. , •• .,,, 
j,, 

(most challenging) I r!~~-~ .. "!. .. --• -
0 10 20 30 40 50 

Linguistics 

· Comprehension and 
Summary 

"Language Essay 

Literary Criticism: prose 
(unseen) 

El John Steinbeck's Of Mice and 
Men 

■ Margaret Atwood's The 
Handmaid's Tale 

II Literary Criticism: poetry 
(unseen) 

Ii! Wilfred Owen's Poetry 

• Shakespeare's King Lear 

Figure 20 Ranking of examination components in terms of 'most challenging' 
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4.2.4 Attitude towards Proficiency and Four Skills 

In an attempt to understand what Advanced level English students believe to constitute proficiency 

in a language they were asked an open question that was answered in a variety of ways by the 

respondents. The vast majority of students listed more than one element and these were grouped 

together as shown in Figure 21. 

The results show that speaking and reading are regarded as being the defining qualities of a 

proficient user of a language. In fact, just over a third of the respondents consider speaking to be the 

main ,characteristic of proficiency in a language while 33.9% consider reading to be so. The fuel that 

speaking skills registered the highest percentage of references shows that most probably students 

feel that the MC English exarninati(m is not really assessing them as holistically as possible. 

Reading plays a crucial role in the students' preparation for the examination since most of the 

knowledge they will derive during their two-year course will be derived via reading a variety of 

texts. Writing was mentioned by less than a quarter of the respondents and this shows that students 

are fully aware of its fundamental role both when it comes to sitting for the examination and in the 

world beyond the classroom. Fluency was the fourth most mentioned element and this shows that 

for most students a proficient language user is someone who can speak and write the language as 

fluently as possible. While the MC English examination demands a high degree of written fluency it 

entirely neglects spoken fluency. The examination also gives a lot of importance to accuracy but for 

the majority of the respondents this is not one of the defining components of language proficiency. 

Listening was mentioned by only 3% of the respondents and this shows that when compared to the 

other three skills, students do not consider it to be as important as one of the defining qllJ!lities of a 

proficient langllJ!ge user. However, 6.4% mentioned comprehension and this element might 

encompass both reading and listening skills. 
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In your opinion what constitutes proficiency in a language? 

No basic mistakes II L2% 
Accuracy IS 1.5% 

Knowledge of the language __ 2.~% 

Listening 
0

11111111111 3.'0% 

Grammar - 5.0% 
Expression __ 5.4% 

Comprehension 
O 

6.4':(o 
Wide range of vocabulary , 6.9% 

Language practice _'61111Bl!IIIIIIIII d¾ 
Fluency , 

Writing , 
Reading 

Speaking 

Don't know • 0. 7o/J 

18.3% 

23.3% 

3.9% 

4.2% 

No answer ""--~2'-'.2'-'o/c~o---t---;----,---'-----+---t------1 

0.0% 5.0% 10.0% 15.0% 20.0% 25.0% 30.0% 35.0% 40.0% 

Figure 21 -Elements constituting proficiency in a language 

The respondents were asked to rank the four skills in terms of which skills they consider 

themselves to be most good at. As sho\\n by Tables 45 and 46, 43.6% of them claimed that they are 

mostly good at reading English while a third of the respondents feel that they are least good at 

speaking English. Here we see that what the respondents identified as being the two main elements 

constituting proficiency in a language in the previous question now stand at the extreme ends of the 

continuum. Hence students regard themselves as being most competent when it comes to one of the 

main elements of proficiency and lacking when it comes to the other main element. Obviously the 

MC English examination is enabling them to bolster their reading skills by requiring them to reach a 

high level of proficiency when it comes to these skills, however, by not assessing their oral 

proficiency the examination is basically depriving them of the opportunity of honing their speaking 

skills in a formal classroom environment. Both speaking and writing are considered to be 

productive skills and this is probably one of the reasons why students felt that they needed lo rank 

them as being the skills in which they are least competent. The fact that 30% of the respondents 

ranked writing in third place is somewhat worrying given the nature of the MC English 

examination. 

On the other hand, reading and listening occupy the first two positions and one of the 

reasons for this is that they are receptive skills. It must be pointed out that even though listening 
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was ranked in second place, in the previous question it was not considered as one of the main 

elements of what constitutes proficiency in a language. This seems to expose the misconception that 

listening is considered to be a skill that an individual develops effortlessly and that formal mastery 

needs not be engaged in, a misconception that is reinforced by the absence of the assessment of 

listening skills as part of the MC English examination. 

Table 45-Ranking of four skills in terms of 'most good at' 
i N=404 

I % 
I Listening 
I to English 

r:::ding 
~En bsh 
I Speaking 

lm,lish 
Writing in 
!'=.i!&lish 

I (most I I i (least / 
l 11:ood) 1 2 i 3 I 11:ood) 4 TOTAL 

i 
i 
! : 

' 18.3 31,2 I 25.7 

! 
! 43.6 30.2 16.3 I 
I 

24.3 14.4 ! 28.0 
! 
i 

13.9 24,3 I 30.0 I 

Table 46 - Final ranking of 
four skills in 
terms of 'most 
good at' 

24,8 

9.9 

33.4 

31.9 

·~R_e_ad~in=g~E=ncag=li=sl~l __ ,___I," 
i Listening to English 2'iir; 

i 100.0 
I 

I 
100.0 

i 100.0 
I 

I 100.0 
i 

Figure 22 shows the ranking of the four skills in terms of which skills the respondents 

consider themselves to be most good at. 
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Which of these four skills do you consider yourself to he most good at? 

50.0% ----------------------

(most good) I 2 3 (least good) 4 

• Listening to English 

'" Reading English 

■ Speaking English 

■ Writing in English 

Figure 22 -Ranking of four skills in tenns of 'most good at' 

4.2.5 Feedback on the MC English Course 

In order to determine whether the students studying English at MC level at Junior College are 

actually satisfied with their course of studies, the respondents were asked to tick one of four options 

that expressed different degrees of satisfaction. The absolute majority of the respondents claimed 

that they are satisfied with the MC English course at Junior college and only 12.4% of the 

respondents expressed dissatisfaction with the course. This shows that the majority of Advanced 

level students are on the whole quite satisfied with the course as it is currently stands. 

How satisfied are you with the MC English course al Junior College? 

• Highly satisfied 

?J Satisfied 

11 Unsatisfied 

• Highly unsatisfied 

Figure 23 - Satisfaction with MC English course al Junior College 

This overall sense of satisfaction is also confirmed by how the respondents answered an 

open question asking them to indicate the changes they would like to see being implemented in the 

MC English course at Junior College. The majority of the respondents claimed that the course is 

satisfactory as it is. However, Figure 24 shows that a number of suggestions registered relatively 
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higher percentages, primarily those related to teaching, the syllabus and linguistics. In fact, 15.8% 

asked for more interesting and interactive lessons and this is echoed by another three suggestions, 

one asking for better teaching; one asking for consistency amongst lecturers, and one asking for 

more support from lecturers. 

A significant number of respondents made suggestions in relation to the syllabus and course 

content. For example, 15.3% asked for a better choice of set books and 14.4% for the inclusion of 

oral practice and assessment A total of 68.8% of the respondents made suggestions in relation to 

the linguistics component and this seems to show that the students are not highly satisfied with this 

component and that lingnistics is the chief course component in which students wish to see major 

changes happening. Moreover, a noteworthy amount of respondents asked for increased practice in 

writing and this shows that for nearly a quarter of the respondents writing is a skill that they wish to 

receive further assistance with. 
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What changes would you like to see being implemented in the 
Matriculation English course at Junior College? 

Clearer essay questions ) 0.5¾ 

Live performances of Shakespeare's plays t•·· l.O'X.o 
More creative v.Titing 1.01~ 

More language !.0'fo 
Remove Owen because his poetry is sad l'I Lor: 

Separate language from literature by having f 1.2 /4 
Assign less work }fflll 2-r% 

More material given by lecturers JIIR 2.5% 
More support with literature for those who Ila! 2;7% 

Reduce amount ofliterature to study }-I 2]7% 
Make the course easier f'• 3(0% 

More literature lllillll 3'.0% , 
Teach Atwood in 1st year and Steinbeck in )m. S.7% i 

-t : : 

Remove criticism ~ 5.0% 
Smaller classes _Jlllllllllll! 5 .2% 

Lecturers should use visual aids such as .t--- 5.9'fo 
More support with linguistics IIBlllllill 5.9% 

Itlclude a poetry anthology "~ 6.4~/o 
Assign more essays . 7.4% 

More tutorials . '9111!1!1!1111111!■ 7:7% 
More writing lessons •-•• 7.9% 

More support from lecturers 7,9% 
Fewer components in the syllabus !fllllllllllllillllll 8.2% 

Change The Handmaid's Tale •--• 8.4% 
Lecturers should be consistent amor.gst )lm111111121111 8.4% 

Remove language seminars mmllim• 8.4% 
Better teaching !l=:11111i111R1 [9.2% 

Make linguistics easier . 9.9o/. 
Remove linguistics 

1 

10.9% 
More support with literary criticism , 11, % 
Remove Living Languages in Malta 1 .9% 

Changeforrnatoflinguistics ••••111111111:111 14,1% 
Include oral practice and assessment ~-•••-• 14.4% 

Remove statistics from linguistics "21•••111!1•1111111 15.1% 
Better choice of books 111111111111111•••• 15.3% 

Make lessor.s more interesting and 15,8% 
➔ 

It's satisfactory as it is •••••••••1111111111111![1111111a 31. % 

Don't know !" uro I 
No answer +~--1~.7f'-

1
'¼~•--t---+---t--t--+---i 

0,0% 5.0% 10.0%15,0%20,0%25.0%30.0%35.0% 

Figure 24 - Changes to be implemented in the Matriculation English course at Junior College 
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4.2.6 Future Aspirations 

In an attempt to understand what Advanced level English students intend to do after they finish their 

studies at Junior College the respondents were asked a number of questions about their future 

aspirations in relation to work and study. When asked whether they intend to continue their studies 

at university once they receive their Matriculation Certificate the vast majority of the respondents 

answered in the affirmative. Only 4% said that they do not intend to do so while the remaining 

13.9% do not know yet. 

In 2007 Malta's 49 licensed E.F.L. schools6 received an intake of 86, 593 students7 from alt 

over the world. Given that Malta's population in July 2008 was estimated at approximately 403, 

532,8 the number of E.F.L. students is roughly comparable to 22.2% of the local population. Due to 

the fact that the E.F.L. industry in Malta is worth €80 million' and given that one of the possible 

routes to becoming a T.E.F.L. teacher is by obtaining a pass in the MC English examination, the 

respondents were asked to indicate whether they intend to teach English as a foreign language if 

they obtain a pass in the Advanced English examination. While 43.1 % claimed that they intend to 

do so, 37.1% declared that they do not know yet. This shows that most of the Advanced level 

English students at Junior College perceive the MC examination as a means of earning income as 

well as of furthering their studies at university. 

The respondents were asked to indicate which university course they intend to follow once 

they finish their studies at Junior College and as shown by Figure 25 the majority of them wish to 

read for a Bachelor of Education or for a Bachelor of Law. The former stipulates that a pass in the 

!l.fC English examination is needed if students wish to specialize in the teaching of English. As 

shown by other results collected during this study not all those students who wish to read for a 

B.Ed. degree intend to become teachers of English and not all of those who vrish to read for a B.A. 

degree intend to specialize in English. Hence this raises a nwnber of questions about the content of 

the MC English course and whether it is fully addressing the needs of those students who choose to 

study Advanced level English for a variety of other purposes and not just those of studying English 

or the teaching of English at undergraduate level. 

6 Source: 'English Language Schools.' English as a Foreign Language Schools' Monitoring Board. 
7 

Source: 'Policy Guidelines.' English as a Foreign Language Schools' Monitoring Boord. 
" Source: The 2008 World Factbook. Central Intelligence Agency. 
9 

Source: Ripard, Joanna. 'English Language Teaching Industry Targets Higher S!ll.ndards.' The Times 11 
December 2008. 
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'\'l'hich university course do you intend to follow once you finish your 
studies at Junior College? 

30.0% ----------------------------
26.0% 

25.0% -------

20.0% ~--------

5.0% 

0.0% 

Figure 25 - University course respondents intend to follow 

Figure 26 shows that the students who choose to enrol for the MC English course at Junior 

College intend to study a large variety of different subjects at university and they do not feel at all 

compelled to continue studying the subject just because they spend two years studying it in order to 

obtain a pass in the MC English examination. The fact that the MC English course is acting as a 

stepping stone to a large number of other subjects forming part of different unders,raduate degrees 

should lead to serious reflection about the ultimate purpose of the examination and its content. The 

results show that 21 % of the respondents intend to study law and slightly more than half that figure 

wish to take up English. An equal percentage of students wish to study psychology and subjects 

such as marketing, Italian, ICT and journalism registered relatively high percentages. For all these 

subjects only English as part of a B.A. degree will rectuire the students to go into great depth when 

it comes to knowledge of English Literature. Hence we see that the current strong bias in the MC 

English examination towards literature as well as the fact that there is only one Advanced level 

English examination rather than two specific ones might not be fully addressing the students' 

diverse needs. 



Which subject do you intend to study at university once you finish your 
studies at Junior College? 

Management 
Radiography 

Economics 
Restoration and Conservation Studies 

Art 
Home Economics 

Gennan 
Theatre Studies 

Physiotherapy 
Nursing 

Maths 
International Relations 

European Studies 
Philosophy 

Maltese 
Tourism 

Physical Education 
Spanish 

Speech Therapy 
Accounts 

French 
Sociology 

History 
Geography 
Journalism 

ICT 
Italian 

Marketing 
Psychology 

English 
Law 

Don't know 
No answer 

~ 0.5% 
0.5% 

Jt 0.5% 
,• 0.5% 
II 0.5% 

l0.5% 
0.5% 

a 1.0% 
,. 1.0% 
• 1.0% , 

; 1.0% 
1.0% 

JI■ 1.0% 
JI■ 1.0% 
.r"' 1.0% :E 1.5% 1.5% 

1.5% , 

[;~~ 2.5 0 

3. % 
..-3._% 

1-·J 0% 
.5% 
.5%, 
5.0% 

' . 

I 

• 1.2% I 
5.4% 

; 
I 
I 

! 

i 

I 
! 

11.4% 

I 
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Figure 26 - Subject respondents intend to study at university 

The above findings are further corroborated by data from the University of Malta Registry 

office. Table 47 shows the total number of students who enrolled on a university undergraduate 

course and chose English as a ntain or secondary area of study in the period 2004-2008 and it also 
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shows the total number of students who enrolled on any undergraduate course v.1th a pass in lv!C 

English. 

ab e -T I 47 U nde~raduates ' h • f c 01ce o En2 sh as ma n or secondary area 
Course Route 2004 2005 2006 I 2007 2008 Total ! % i 

. Anthropology I i i Bachelor of Arts I 1 0 2 0 4 I 0.2 
and English i ' i ·~-· '' 

! Archaeology i i 
Bachelor of Arts 

: and English 
0 3 0 

i 
0 0 3 j 0,2 

: Bachelor of Arts 
: Classics and 

I 0 I 0 I 0 0 I 0.1 ! i Eng~sh - i 

' Communication j I 

I 
I 

Bachelor of Arts Studies and 3 4 6 I 5 9 27 1.4 
i 

: 
i English ! 

i B h I f Art ' English and I 2 8 I 7 i 6 4 27 I 1.4 . ac e or o s French I i 

i English and 
I 

: i 

I I 1 Bachelor of Arts I Geogr,"phy 0 1 i l i 1 0 3 0,2 
I I 

Bachelor of Arts 
' English and D I 

! 0 
i 

2 I i 4 l 0.2 i German Studies I i 

Bachelor of Arts 
I English and 

0 0 I I l 0 0 I I OJ 
I ! History i i ' I : English and 

I 
i i 

Bachelor of Arts , International 0 0 0 
! 

0 I I 0.1 
I Relations 

I B h I f Art j English and I I 
3 5 3 I 4 D 15 0.8 : 1 ac e or o s I Italian I l 

1 English and 
2 0 5 

I 
0 2 9 I 0.5 i 

' Bachelor of Arts ! Linguistics I I I 
I English and 

' ! I I 
Bachelor of Arts i Malt 0 2 I 1 I I 5 I 0.3 

1 , ese I ! 

\ ' English and I I I I 
Bachelor of Arts i Near Eastern 0 0 0 0 

I 
I 1 i 0.1 i I : Studies I 

I 
I 

i Bachelor of Arts 1 English and 
5 i 2 I 0 8 16 I 0.8 I Philosophy 

B h I f Arts , English and I 

I aceoro ·phi 7 i I 10 9 10 37 1.9 
_ -··-· L_syc_oogy __ . __ , -~ ····~- ·-·-· 

: English and 
0 I I 0 2 3 6 i 0.3 i Bachelor of Arts ! Theatre Studies I ' -·-··-·· I - - -- --1 •·r~••-,••~••-• f~---······ -7 History of Art 
0 I 4 2 2 I 9 i Bachelor of Arts I and English , 1 0.5; 

I 

B h I f , Communication I I ' 
ac e or .0 , i Studies v.1th 10 5 6 3 I 6 I 30 1.5 i 

Conunumcatwns i English I 
I 

Bachelor of 
: Education with I I I Education 0 I 2 1 ~ 6 0.3 : Art and English I 

k 

I JH_c,n..'!l I I i 
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: Bachelor of I Education with 

I 
I I Education I English and 0 2 2 3 I 
! 

8 I 0.4 
(Hons) , French 
Bachelor of Education with 
Education English and I 0 0 0 0 I 0.1 
(Hons) Geo~_hv 
Bachelor of Education with I 
Education English and 0 0 3 0 0 3 0.2 
(Hons) German 
Bachelor of Education with l I 

Education English and 0 I I 0 1 3 I 0.2 
(Hons) History ! 
Bachelor of · Education with 

I 

Education English and I I 1 2 2 7 0.4 
(Hons) Italian i 

i Bachelor of Education with 

.. ~ i Education English and I I 0 0 I 3 0.2 
! ffions) Religi()1_1 
!Bachelor of Law with ' 3 10 5 ' 8 10 36 1.8 i Laws English----~- i 

Total number 
of students 
who chose 
English as a 39 55 57 51 64 266 13.3 
main or 

: 
secondary ' I 

area 
o/. 10.0 13.4 -· 13.4 13.6_ _J~.2 ID 

Total number ! i I of students j 
who enrolled 

• ! 

on any 
390 41I 426 376 396 1999 100.0 undergraduate 

course with a 
pass in MC 
English I ' 

' Out of the 1999 students who enrolled by means of a pass in English at Advanced level only 13.3% 

chose to continue studying the subject. This shows that for the vast majority of students English is 

only a means to an end and not a subject that they will continue specialising in. This calls for a 

reassessment of the MC English syllabus and assessment procedures so that the needs of all 

students are genuinely addressed. Subjects at Advanced level offered by MATSEC Board are 

closely linked with the corresponding subject department or faculty at university. This link needs to 

be re-evaluated particularly in this case when the subject department concerned represents only 

9.1% of the total number of students who enrolled on an undergraduate programme by means of a 

pass in English at Advanced level in the period 2004-2008. This perhaps underlines the need for the 
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active involvement in the decision-making process of all those faculties, institutes and centres that 

are ultimately tutoring those students who enrol on their programmes by means of a pass in English 

at Advanced level, 

The final question forming part of this survey asked the respondents to indicate which career 

they intend to pursue once they finish their studies at university and here we see that the majority of 

students studying Advanced level English at Junior College wish to pursue a variety of careers. 

Once again the results show that not all the students who enrol on the MC English course do so 

because they wish to continue studying the subject or because they will take up an occupation that 

is directly bound to undergraduate studies in English. Figure 27 shows that only 7.4% of the 

respondents claimed that they wish to become English teachers, however, 12.4% claimed that they 

wish to become teachers and hence it is to be expected that a number of them do actually wish to 

teach the subject A third of the respondents pointed out that they intend to take up teaching as a 

career and a number of difforent subject were mentioned. Since Malta's accession into the European 

Union in 2004 there has been a growing demand for the services of translators and interpreters. The 

latter two occupations registered figures of only 5.2% and 2.7% respectively and this means that a 

total of 32 students are actually considering translation and interpreting as a career after lhey finish 

their university studies. 



Which career do you intend to pursue once you fmish your 
studies? 

Businessman ~ 0.2% 
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' 
Hotel Manager 0.5% 

Tourism ). 0.5'y. 
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Figure 27 - Career respondents intend to pursue once they finish their studies 
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4.3 Semi-structured Inter.iews with Lecturers 

When speaking about the May 2005 session of the A-level English examination the Chairperson ° 
the Board of Examiners for MC English declares that 'It is really inconceivable to imagine, far Ies 

believe, that the slalldard attained in these scripts is the one required fur Advanced Level since th• 

quality of English in a large number of scripts was extremely poor' (Examiners' Report 2005 12). I· 

is also stated that 'The examiners find it somewhat difficult to believe that a good percentage oi 

these candidates have had two years schooling at sixth-form level' (Examiners' Report 2005 12). Io 

an effort to understand the teaching methodology used by Junior College lecturers and whether this 

is leaving an impact on candidates' performance in the MC English examination, a set of ten senu­

structured interviews were held with a blend of highly experienced lecturers and recently appointed 

members of staff. The lecturers were also asked a number of questions in relation to the 

examination's content and format because their feedback is considered to be highly constructive in 

this regard given that their direct contact vrith students makes them highly attuned to the needs and 

abilities of candidates at this level. 

The interview guide (Appendix 4) was divided into three parts. The first set of questions 

dealt with the content and format of the MC English examination, the syllabus, entry requirements, 

and candidates' performance in the examination. The second and third sections dealt with the 

methodology employed by lecturers when teaching literature and language respectively. The 

interviews were recorded and transcribed using an annotation system (Appendices 5-15). 

4.3.1 Matriculation English Examination 

The first question fielded to the interviewees tried to determine whether the lecturers are satisfied 

with their students' perfonnance in the examination. The majority oflecturers were unanimous in 

their comments and they felt that on the whole they are not satisfied with their students' 

performance. Their dissatisfaction is due to a variety of reasons: 

• students deserved a better grade than the one they actually obtained; 

• whereas the 2008 results seem to reflect students' actual performance while at Junior 

College, this is not so for the results of the previous four years; 

• lecturers expected much more from their students, who did not do so well because of 

lack of effort; 

• the examiners have unrealistically high expectations; 

• more students should obtain a Grade B; 

• the quality of the teaching and the quality of the students at Junior College has 

remained largely constant but so has the low pass rate over the past five years and 



this can possibly be attributed to the actual team of markers responsible for the MC 

English examination. 
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A number of lecturers claimed that they are satisfied with the 2008 results but highly unhappy with 

the results of the previous few years. Only one lecturer mentioned that she is satisfied with her 

students' performance and the reason she gave was that given the examination conditions, the 

amount of course content and the course structure, students are actually giving tl1eir best. 

Closely related to the first question and one of the most important questions that the 

lecturers were asked to answer concerned the factors responsible for candidates' poor performance. 

There was complete consensus on the lecturers' part that one oftbe leading factors is the student's 

attitude towards the subject and their limitations when it comes to the language. The lecturers 

mentioned things like student apathy, lack of exposure and practice, lack of effort, students' level, 

and their perception of the subject as being a soft option. Two lecturers mentioned that the students 

have too many distractions and this affects their studies and an equal number of lecturers pointed 

out that the students' main weakness lies in their writing skills. A number of other equally 

important reasons were mentioned: 

• the pedagogical techniques employed from primary level all the way up to 

postsecondary level could have left a negative impact on the students' proficiency in 

English; 

• the gap between what is expected of students at Ordinary level and what is expected 

of them at Advanced level is huge and it is very difficult to bridge in the two years 

that students spend at Junior College; 

• the current large size of classes is not helping lecturers and students to give their 

best; 

• over the past five years the examiners' expectations were raised too high and what 

they require of the candidates is not sufficiently clear; 

• the way examination essays are being marked is too rigid and unreasonable and 

hence hampering students from obtaining the grades that they actually deserve. 

This study bas shown that on average 75. 7% of the students who enrol on the MC English 

course at Junior College do so with Grades I to 3 in the SEC English Language examination and 

81.6% of all those students who choose to study English at Advanced level do so with a pass in the 

SEC English Literature examination as well. 40.8% of the latter enrol with Grades I to 3. Moreover, 

this study has shown that students choose to study English because of a variety of integrative and 

instrumental goals and not because they consider it a soft option. 

I 

LI 
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When the interviewees were asked to comment on those students who choose to study 

English at MC level the majority of them claimed that the Advanced level English population is 

made up of a mixture of students who chose the subject because they truly love it, students who 

chose the subject because of practical goals and reasons, and students who chose to do so without 

fully knowing what they were letting themselves in for. The latter might have thought that English 

is easy and they end up faring pretty poorly according to the lecturers. These lecturers claimed that 

such students should not be studying English at this level because they do not have the right attitude 

towards the subject and the necessary proficiency. Three lecturers affirmed that the majority of 

students who chose to study English at Advanced level are quite able and they emolled with Grades 

I to 3 at SEC level and hence have a good claim to form part of the programme. According to these 

lecturers most students are enthusiastic about the subject and they make an effort Another lecturer 

expressed his frustration at the fact that even though some students are on the whole quite proficient 

and even emol with a Grade 1, when they sit for the Advanced level examination they end up 

obtaining Grades C or D even though they actually deserve a B. 

Since currently the only entry requirement imposed on students wishing to study English at 

Advanced level is a minimum of Grade 5 in the SEC English Language examination, the 

interviewees were asked for their opinion regarding this state of affairs. The majority maintained 

that they disagree with this minimum requirement. They feel that a Grade 5 is too low because it 

does not allow the students to profit from the MC course and creates problems both for them and 

the lecturers. One of the interviewees claimed that since the A-level examination is heavily based 

on writing, a Grade 5 in the 0-level is unacceptable, especially since students in the previous years 

were even able to obtain a pass in the SEC English Language examination without passing the 

writing component. Most of these lecturers would prefer it if only students with a minimwn of 

Grade 3 or 4 were allowed to emol. Three of the lecturers felt hesitant about bow to answer the 

question. One of them pointed out that given the low proficiency of most Advanced level English 

students, it is either the entry grade that has to be pushed up or the SEC examiners' standards. Tbe 

other two lecturers claimed that it is difficult to answer the question because they are not aware of 

any correlation between a Grade 5 and poor perfurmance at MC level. Moreover, based on their 

experience the situation is even more complex given that the correlation between Grades I to 3 and 

Grades A to C is very low. 

Currently the entry requirements of the MC English course at Junior College do not stipulate 

that students need a pass in the SEC English Literature examination. When the interviewees were 

asked whether a Grade 5 in SEC English Literature is sufficient to complete the course successfully 

half of the lecturers exclaimed that they disagree with this because a Grade 5 would impede the 

students from doing well on the course given that it exposes the fact that they possess serious 
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weaknesses in the way they express themselves in English. They feel that a higher grade would be 

more profitable for the students. One of the lecturers shook her head in disagreement but then 

answered that at least a Grade 5 would serve as a foundation for the A-level syllabus given its 

strong bias towards literature. Three other lecturers agreed with her on this and they claimed that 

most students choose to study English without being aware of the heavy volume of literature in the 

MC syllabus. Hence a minimum of a pass in SEC English Literature would already be highly 

beneficial as it would tackle the problem of having students who are overwhelmed by all the 

literature they need to study and who fmd it extremely difficult to cope due to their lack of 

experience in literature. One of the interviewees disagreed with this opinion and affirmed that even 

though a Grade 4 would be much better than a Grade 5, a pass in SEC English Literature is not 

really important as long as a student has a good grade in SEC English Language and possesses first­

rate writing skills. 

The majority of lecturers expressed satisfaction with the way the different components are 

tested in the examination, however, only two of them did not feel they needed to make any 

recommendations. The other interviewees mentioned a number of changes that they would like to 

see being implemented in the examination: 

unambiguous essay titles; 

• more language task-based components to complement the literature components; 

• one of the literary criticism tasks should be made up of a number of guided 

questions focusing on different aspects of an unseen text whereas the other should 

continue being assessed by means of an essay; 

• the current linguistics component should be replaced with topics related to general 

linguistics and assessed by means of a number of questions rather than by the essay 

type question. 

The majority of lecturers singled out the linguistics component as the area that requires most 

changes. The lecturers claimed that this component is unexciting for the students and requires a lot 

of memory work. They also affirmed that it is too specific and not related to major issues that can 

contribute to a development of the students' awareness of language. 

Currently the MC English examination does not assess candidates' oral proficiency or 

listening skills and the interviewees were asked whether they feel that these two skills should start 

being assessed. All of the lecturers feel that speaking skills should be assessed because ultimately 

oral communication is highly important and it does not really make sense for a student to obtain a 

pass in the Advanced level English examination without ever having been assessed in terms of oral 

proficiency. In this they agree with Grima et al., who recommend introducing an oral component in 

the Advanced level examination due to the importance of speaking skills for tertiary study. The 
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lecturers pointed out that speaking skills fonn part of the Intennediate level English examination 

and hence it is ridiculous that such skills are not tested at a higher level. However, six interviewees 

pointed out that even though the testing of speaking skills is highly desirable one needs to consider 

the logistical problems that such an exercise would create. Given the timeframe and manpower 

available it will be highly problematic to adequately prepare students for an oral test. Moreover, if 

speaking skills are to be tested then this needs to be done appropriately and not by imitating the 

inauthentic way in which these skills are being tested at Intermediate level, that is, by asking 

candidates to read aloud and to talk about a topic for a period of time without being interrupted. 

The majority of lecturers agreed with the idea of assessing listening skills at Advanced level 

but once again they mentioned the logistical problems that this would create. One particular lecturer 

maintained that assessing listening skills is not a top priority for her because there are far more 

important components to include in the syllabus and ultimately students are practising their 

listening skills all of the time during the course even though these are not actually being :messed. 

When the interviewees were asked to express their opinion in relation to the syllabus' set 

texts only three of them claimed that they were on the whole quite happy with the current texts. All 

of the lecturers affirmed that they do not have any problem with the presence of a Shakespearean 

tragedy in the syllabus and all those who mentioned Wilfred Owen's poetry concurred with the 

choice of this text as well. As regards the novels the majority of interviewees declared that the 

syllabus panel needs to pay better attention to the choice of texts because such novels as Fowles' 

The French Lieutenant's Woman and Steinbeck's Of Mice and Men are not reaUy appropriate for A­

level students, Jn fact, most lecturers mentioned that texts need to be selected in accordance with 

certain prescribed criteria and the syllabus panel needs to take into account the age and cognitive 

level of sixteen- to eighteen-year-old students. 

Three lecturers mentioned that finding an appropriate language textbook for A-level 

students has been problematic and even though the department has come up with its own resources 

one of the interviewees still feels that it should work harder in order to find a better textbook. Half 

of the interviewees once again maintained that the linguistics texts need to be replaced since one of 

them contains certain incongruities while the other is too heavily dependent on statistics. 

Closely akin to the previous question, the interviewees were asked whether they believe that 

the choice of set texts has any bearing on the students' success rate in the examination. Most 

lecturers declared that they do believe so because if a set text is too difficult for the students to 

understand or if it is not relevant and interesting for them then they are not going to find the 

incentive lo work very hard and their essays are going to pay the price for that. However, one 

particular lecturer affirmed that even though this might be true the amount of effort that lecturers 

and students make is much more important than the choice of set texts. This view was echoed by a 
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lecturer who believes that the choice of set texts has no bearing on students' performance. Another 

interviewee a:fftrmed that if the department makes the right choice from what is available in the 

syllabus the students will do well in their examination because both lecturers and students will 

enjoy the text in question. A few lecturers mentioned Owen's poetry as an example of a text that the 

students manage to relate to and hence write good essays on whereas some others mentioned the 

linguistics textbooks as examples of texts that the students consider to be irrelevant and overly 

difficult. 

Spiro suggests that 'where students are failing to meet standards in a test, the test items 

rather than the students need to be re-evaluated' (56). She recommends including test items that 

should preferably be 'guided or controlled, rather than wholly open-ended' (Spiro 56). This study 

shows that lecturers at Junior College are of the same opinion, especially in relation to the literary 

criticism components. Spiro also recommends providing linguistic support 'where linguistic 

difficulties may conflict with the literary skills being tested' (Spiro 57). For the first time ever the 

literary criticism component forming part of the May 2009 end-of-year test paper contains such 

linguistic support and it surmised that the Department ofEnglish at Junior College would like to see 

such a practice being adopted by MATSEC when creating the Advanced level examination paper. 

Given that in the MC English examination candidates are expected to write a total of eight 

essays, the interviewees were asked whether they agree that this should be the only form of 

assessment used. All of the lecturers maintained that the essay should continue being the main form 

of assessment, especially to test students' knowledge of set literature texts. They feel that the essay 

is the best way by means of which to assess students• ability to argue critically about a text. 

Nonetheless, some lecturers claimed that they wish to see the incorporation of a different metllod of 

assessing students when it comes to literary criticism. They recommend a series of questions based 

on an unseen text because these act as a guide for the students. However, two lecturers in particular 

expressed their doubts about whether this is entirely effective and one of them claimed that an essay 

based on an unseen text is the best litmus test for a student's ability to argue in a cogent manner 

since no memory work is at play. A~ regards linguistics some lecturers feel that short answer 

questions are the best means of assessing this particular component. 

One lecturer mentioned that discrete item and gobbet questions should also be considered 

when it comes to testing literature while another interviewee affirmed that coursework, as a means 

of complementing examination essay questions, should be taken into consideration. Parkinson and 

Reid Thomas feel that when assessing literature 'There should be a mixture of in-class work with 

time limits, like traditional examinations, and out-of-class assignments' (150) and Micallef and 

Galea are of the opinion that by means of coursework 'more students would be encouraged to take 

an interest in the subject' (159). Baldacchino maintains that coursework 'will help reduce the 
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current emphasis on examinations and enhance activity-based learning, motivating students towards 

increased participation' (110). 

The intetviewees were asked for their opinion in relation to the examiners' interpretation of 

the syllabus' aims and objectives and whether the examiners' expectations match their own. Spiro 

underscores the importance of clarity on the part of the syllabus since its absence might lead to 'a 

communication breakdown between the three participants in the test: examiner, teacher and 

examinee' (54). Such an incongruity is exemplified by an unfortunate occurrence in the May 2009 

paper, in which students were assigned a letter-writing task when this is not one of the text types 

specified explicitly by the syllabus. Spiro also points out that the 'uneasy relationship' (54) between 

the goals of the examiners and the performance of examinees on the one hand and between the 

stated goals of the examiners and their actual goals when marking on the other, might prove to be 

particularly deleterious for the candidates. Nearly all the lecturers concurred that they are distraught 

by the fact that the examiners' interpretation of the syllabus' aims and objectives is not very clear 

because the latter are themselves quite vague and because the examiners' reports tend to be too 

general, inconsistent and conflicting. Hence even though they are aware of the fact that the standard 

has gone up they are not exactly sure about what the examiners expect from the candidates. One 

intetviewee claimed that a detailed examination manual is needed and in this be agrees with 

Mc.''<amara, Linn and Miller, and Hughes, who claim that it is difficult to guarantee a positive 

backwash effect if students and teachers are not fully informed of what the test expects of them. 

Three lecturers mentioned that over the past five years standards were raised too high and too 

suddenly and this was highly unfair on both students and lecturers. No consultation with the 

teaching staff al the various postseconda,y institutions was carried out and the interviewees 

complained that whatever changes they effected in an effort to meet the examiners' expectations 

these never bore fruit because candidates' perfonnance failed to improve and the percentage of low 

grades remained constant. One interviewee explained how after a number of years in which students 

seemed to be doing fairly well in the examination there came a sudden dip in performance that was 

highly frustrating for students and lecturers alike. The only interviewee to explicitly answer the 

question in the affirrnative gestured with her hand to indicate that she wanted to quickly move on to 

another question, 

When the lecturers were asked to make a number of suggestions on the changes that can be 

made at Junior College so that the students' performance in their examination is improved, the 

majority replied that smaller classes would definitely be of benefit. However, one of these lecturers 

pointed out that even thougb this is desirable ultimately the number of students per class is a 

political decision that is difficult for Junior College lecturers to alter. One interviewee stated that 

given the number of hours of tuition there is very little that can be done on a departmental level, 
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however, on a personal level each lecturer can try to maximise his perfonnance. Other suggestions 

put forward by lecturers were the following: 

• there should be wider consensus amongst lecturers on the teaching of literary 

criticism and writing and on what to expect from students' essays; 

• students should be provided with increased support when it comes to literary 

criticism given that this component is perhaps the most crucial one in the entire 

examination; 

• tutorials should be restructured so that more attention is paid to the planning of 

essays; 

• lecturers should make better use of media; 

• a writing programme should be set up; 

• the teaching of specific texts should not be divided over two years; 

• only students with a high grade at SEC level should be allowed lo enrol on the MC 

English course. 

The interviewees were also asked to make a nwnber of suggestions in relation to the 

examination. Only one lecturer claimed that it is entirely satisfactory as it is with the others mostly 

agreeing on the need to change the content and textbooks of the linguistics component and the way 

this is presently being assessed. Other suggestions were also made: 

• one of the two literary criticism components in the examination should assess 

students by means of short answer questions that actually guide candidates in how to 

tackle the unseen text; 

• oral and listening components should be introduced in the examination; 

• marking needs to be much more flexible since students who were expected to obtain 

a particular grade actually obtained a much lower grade that does not really reflect 

their level of proficiency; 

• the examination should test what can realistically be achieved after going through 

two years of postsecondary schooling and not presenting candidates with hurdles 

that are way too high for them to leap over; 

• examination questions should be worded unambiguously; 

• the report should be introduced as an assessable text type; 

• candidates should be provided with language essay titles that require them to ·write 

definite text types rather than with titles that provide them with a hnge amount of 

freedom; 
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• the syllabus panel should take into consideration the students' cognitive level when 

selecting set texts; 

• a poetry anthology should be introduced to replace Owen's poetry; 

• the practice of having two three-hour examinations sessions in one day should be 

discontinued as this is too taxing on the candidates. 

4.3,2 Literature Teaching Methodology 

Interviewees were asked to describe the approach they use when teaching set literary texts. The 

majority of lecturers claimed that the approach varies according to what kind of text they are 

dealing with but in general they prefer using an approach in which they first introduce the historical 

and literary context to the text in question and then after immersing their students in the background 

they divide the text into manageable chunks and analyse each one in the light of plot, themes, 

characters, stylistic devices and literary techniques so that the students are able to understand the 

text more fully. Each section is related to the whole and at the end the main issues are revised and 

students are assisted with structuring essays based on the text in question. Only a few lecturers 

mentioned that they tend to emphasise lecturing but nearly all of them mentioned the fact that they 

tend to make the text as relevant as possible to the students' interests and that they elicit from the 

students as frequently as possible. Most lecturers claimed that they expect their students to have 

read the text on their own before attending the series of lectures and they find it frustrating that 

students sometimes do not bother to do so. Some lecturers mentioned that they actually read short 

texts like Of Mice and Men in class and in this way engage in a close analysis of the novel and 

involve the students more fully. One lecturer said that she prefers a top dow11 approach whereas one 

of her colleagues aflirmed that he switches between this approach and a bottom up approach 

depending on the exigencies of the text and the aims of the lesson. Another interviewee claimed that 

she uses an interface approach in which she pays an equal amount of attention to the language used 

in the text and its literary aspect. She tends to guide the students' reading of the text by means of 

ready-prepared questions and while this tm,ing method was also used by another lecturer for a 

number of years she ultimately gave it up when she realised that the students were ignoring the 

questions. A lecturer mentioned that he uses filmed versions of a text in order to help the students 

understand the text better while ;mother lecturer claimed that she does not provide the students with 

notes prior to the lectures so that they make a conscious effort to participate actively during 

lectures. 

When asked to mention which other approach to the teaching of set literary texts they would 

use if they could, only three of the interviewees claimed that they are completely happy with the 
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one they use. The other lecturers mentioned a number of activities that current time constraints and 

class sizes make impracticable: 

• more media-ba~ed activities; 

• student presentations as a means of fully engaging the students with a text; 

• more hands-on activities. 

The interviewees were asked to describe the approach they use when teaching practical 

criticism and the nine lecturers who do actually teach the subject concurred with the fact that since 

the students are rather new to the discipline they tend to introduce them to it by initially going over 

the main literary terms and stylistic devices that they will need to be familiar with. Then students 

are shown how to adopt a top down or bottom up approach when faced with an unseen text and 

after being provided with a lot of practice in literary criticism skills students are gradually shown 

bow to structure a literary appreciation essay. Whereas at SEC level students were merely expected 

to identify literary devices, at MC level they are expected to react to them and comment critically 

on their effect within a passage or poem. The first year of the course is mostly devoted to 

introducing the discipline and providing students with examples of the different terms and devices 

they are expected to know. Students are also engaged in the task of analysing a text and lecturers 

elicit frequently so that all the students actually involve themselves in a discipline that maximises 

the importance of skills rather than knowledge. The second year is more exam-oriented and hence 

students are provided with further practice and assigned a higher proportion of essays. A few 

lecturers mentioned that they emphasise the importance of language when teaching practical 

criticism while some others stated that this subject allows them to use a variety of classroom 

activities given the fact that it is based on individual prose passages and poems. 

Interviewees were also asked to describe any other approach that they would use to teach 

practical criticism if they could and they concurred with the fact that the approach they currently 

use is the one that works best for them and their students. However, three lecturers admitted to 

being open to any other approach that would continue to heighten students' appreciation of 

literature and further shape their understanding of why an author/poet uses a particular literary 

device. The lecturers mentioned a number of different techniques that they would adopt if they had 

more time and smaller classes: 

• making students aware of the risks of over- and under-interpretation; 

• being able to engage the students in supplementary writing activities; 

• allowing the students to practise creative writing; 

• using activities that maximise student talk-time. 
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Lazar explains that there exist three main approaches to the teaching of literature: the 

language-based approach, the content-based approach, and the personal enrichment approach. 

Interviewees were asked to point out the approach that they focus on mostly when teaching 

literature and they all agree with Lazar's idea that when teaching literature 'a combination of the 

three approaches' should be used in ord~-r to 'ensur[ e] that students become enjoyably involved in 

using literature in the classroom' (43). However, seven interviewees did confess that the 

examination emphasises most forcefully the importance of language and content and hence these 

are somewhat given priority. Nonetheless, all the lecturers conceded that they prefer a holistic mode 

of teaching and hence the personal enrichment approach is undeniably part of their teaching given 

the fact that they are constantly trying to forge connections between the text in question and the 

students' lives and interests. When asked to specify which of the three approaches they consider to 

be the most important for sixth form students, the interviewees concurred that all three are equally 

important. However, three lecturers mentioned that content should be given priority whereas two 

lecturers claimed that language should be emphasised most in a postsecondary environment. Two 

other lecturers declared that the personal enrichment approach is what should predominate. 

4.3.3 Language and Linguistics Teaching Methodology 

The interviewees were asked to describe the approach they use when teaching language and to 

mention the reason for which they use this approach. Eight lecturers affrrmed that during language 

seminars they mostly emphasise the teaching of reading and writing skills due to the fact that these 

are the only two skills assessed in the MC English examination. When teaching students how to 

write essays they tend to focus on the different stages leading to the final product and to show 

students how to tackle the different text types they are expected to master. This shows that most of 

the lecturers are aware of the different stages forming part of such a process writing model as that 

proposed by White and Arndt. When working on reading comprehensions with their students, 

lecturers tend to point out how to deal with the different question types that repeatedly appear in the 

examination. They are aware that this might not be the ideal thing to do but ultimately the 

examination's backwash is too hard to ignore. Some lecturers mentioned that they also use reading 

comprehensions as a means of addressing students' difficulties when it comes to vocabulary, tenses, 

sentence struclUre, and other skills. Th~-y do so because texts can be used for a variety of purposes 

besides that of teaching reading skills. Both Richards and Yu and Ren mention this idea of skills 

integration. Four other lecturers claimed that even though it might be considered traditional they do 

focus on language basics because they feel that their students need to be made aware of how 

language works and hence an adequate amount of weight needs to be given to discrete items. Three 

of these interviewees stated that they try to blend this 'traditional' method with the communicative 
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approach because by means of such a combination they are catering for their students' different 

needs. Another lecturer who focuses almost entirely on the communicative approach declared that 

he uses it because he does not believe that language teaching happens in a vacuum. That is why he 

uses authentic resources and tries to include a variety of language activities in his language 

seminars. Harmer considers such variety typical of communicative activities while Nunan and 

Brwnfit and Finocchiaro mention the use of authentic resources as one of the main characteristics of 

CLT. 

The interviewees were asked for their opinion on Communicative Language Teaching and 

whether they use it in the classroom. The majority expressed positive views in relation to this 

approach and mentioned that they do put its priociples into practice during the language seminars, 

even if combined with other methods. However, seven lecturers lamented the fact that the 

communicative approach cannot be used as effectively as possible due to the large size of the 

classes and the course being too exam-oriented. The fact that students only attend a one-hour 

language seminar per week is not sufficient for them to boost their confidence and develop the 

necessary fluency. The situation is aggravated by the fact that speaking and listening are not tested 

in the MC English examination. Savignon points out that CLT is not concerned exclusively with 

oral communication and hence the fact that most lecturers still strive to use a communicative 

approach despite the examination's disregard of the importance of speaking and listening skills is 

commendable. 

Given that writing skills are considered of utmost importance for candidates sitting for the 

examination, the interviewees were asked for their opinion in relation to students' writing skills 

when they start their MC course. The majority pointed out that they teach mixed ability groups and 

that amongst their students one finds a small percentage with above average writing skills and a 

bigger percentage of students who are of average ability. However, the biggest group of students is 

that constituted by those whose writing skills are somewhat poor and hence not up to the standards 

of the Advanced level examination. The lecturers maintained that most students enrol at Junior 

College with a satisfactory level of ability when it comes to the writing of narrative and descriptive 

essays. The problems are manifested when students are assigned discursive/argumentative essays 

and essays based on unseen texts and set literature texts. One lecturer in particular affirmed that 

even though most students enrol with Grades 1 to 3 in their SEC English Language examination, 

they are not sufficiently trained for the kind of writing they are expected to engage in the MC 

English examination. Another lecturer concurred with this idea and claimed that the leap students 

need to make between what is expected of them at O-level and what is expected of them at A-level 

is actually much bigger than that between postsecondary and teniary education. 
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In relation to the interviewees' statements it must be pointed out that prior to 2009 there 

existed a situation that could have played a major role in candidates' poor performance in the ,\1C 

English examination in the years under investigation. A new clause inserted into the 'SEC English 

Language Syllabus 2009' and all subsequent versions states that 'In order to obtain a Grade 3 or 

higher, candidates must also satisfy the examiners in the Writing component in Paper 2' (6). 

Basically, this clause is a crucial one because it is rectifying a loophole that existed in previous 

syllabi and by means of which candidates could be awarded a Crrade 3 even if they do not perform 

in a satisfactory manner in the writing component of the examination. The sitoation in which 

candidates could perform reasonably well in the other components but fail to do so in the writing 

component and still be awarded a Grade 3 or higher was particularly detrimental for those stodents 

who enrolled for the MC English course prior to the insertion of this new clause given that the A­

level English examination is almost entirely based on a candidate's writing ability. This stody has 

shown that a high percentage of stodents who enrolled at Junior College in the period between 

2002-2006 did so with Grades 1 to 3 in SEC English Language. Although it is not actoally known 

how many of these stodents managed to obtain a Grade 3 or higher by not performing adequately 

well in the writing ccmponent of the SEC English Language examination, based on the results of 

the student survey and the semi-structored interviews it is fair to assume that a large number of 

them enrolled with major difficulties in writing English. 

The interviewees were asked to put forward ideas on how stodents can improve their 

writing, however, most of them started with the premise that unless the process starts fairly early in 

the stodents' school life then it will be highly difficult to reach the required standard in the two 

years they spend at Junior College. Some of these lectorers complained that the current system does 

not allot enongh time for the teaching of writing and that lecturers cannot be expected to drastically 

improve students' writing in just a weekly tutorial and language seminar. These are the suggestions 

lectUiers came up with: 

• students need to be exposed to English via reading and listening; 

• students need a lot of practice and this needs to take the form of a series of stages, 

starting with the writing of basic paragraphs and moving on to essays, initially being 

guided as much as possible and then provided with a larger degree of freedom; 

• writing workshops or a full-fledged writing programme need to be set up whose aim 

would be that of assisting stodents to make the leap from an O-level standard of 

writing to an A-level one and which would primarily focus on the essay types that 

students were not able to adequately master in secondary school. 
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Lecturers feel that a writing programme is needed because currently it is not exactly clear whose 

responsibility it is to teach writing skills and hence there exists some inconsistency within the 

department. 

The lecturers were then asked to describe how they approach the teaching of writing skills 

and six of them asserted that they provide tlieir students with good models of the different essay 

types they are expected to write in the examination and after guiding them through a number of 

acthities that are meant to gradually aid the students to master a particular essay type they provide 

lhem with the freedom to tackle a task on their ov.11. These lecturers view writing as a process that 

involves a continuum stretching from guided writing to free writing and incorporating a number of 

steps. The other four lecturers claimed that they assign essays on a regular basis and after each 

attempt they provide their students with fuedback in relation to their main difficulties. Here we see 

lhat these interviewees use a product approach to the teaching of writing skills. In fuct, when asked 

to point out whether they prefer a product or a process approach these four lectures claimed that 

they prefer a product approach and two of them affITIDed that even though the process approach is 

the ideal one they cannot use it because of time constraints. One of these lecturers mentioned that a 

good writing programme would combine both approaches. Some of those lecturers who use the 

process approach stated that this is as equally important as the product approach and one of them 

confessed that even though he uses a process approach he does struggle with the issue of 

insufficient time. 

The last question related to writing enquired about the ways in which the teaching of writing 

skills at Junior College can be improved. The interviewees made a number of suggestions: 

• the need for smaller numbers in class since this gives the lecturer more time to 

devote to each student; 

• the need for more time to focus on the process of writing and hence the allowance to 

assign supplementary writing tasks; 

• the need for a series of writing workshops or a writing programme that would be set 

up after a thorough needs analysis. 

A few lecturers indicated that the materials created recently by the departtnent to standardise the 

teaching of writing is a step forward, however, they need to be complemented with something even 

more substantial. 

The interviewees were asked to describe how they approach the teaching of reading skills 

and whereas only one lecturer claimed that he is not convinced that you can teach reading and that 

students should enrol on the course with well-honed reading skills, the majority of interviewees 

claimed that they use an integrated approach composed of an eclectic set of strategies and activities 

meant at developing different reading skills. Most lecturers adopt the four roles mentioned by 
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Harmer and their methods show that they agree with Kuttall's idea that a teacher's main goal when 

teaching reading skills is to allow students to develop into independent readers. However, some 

lecturers claimed that they focus almost exclusively on the reading skills that are targeted by the 

reading comprehension questions in the examination. They lamented the fact that their teaching is 

governed by a situation in which the reading comprehension component in the examination is 

always composed of the same kind of questions. Hence the backwash of this situation is that 

lecturers do their utmost to help students answer these kinds of questions. One interviewee in 

particular affirmed that his teaching method would only change if the testing of reading skills in the 

examination becomes more varied. Two lecturers declared that when teaching reading skills they 

analyse the reading comprehension passage together with their students and show them how to find 

evidence in the text for the answers they come up with in response lo the questions. Another 

lecturer mentioned that she focuses mostly on the structure of the passage while a colleague of hers 

said that he tries to select reading comprehension passages that the students consider interesting and 

which encourage extensive reading via intensive reading. 

This study has shov.n that the majority of Advanced level English students feel that the 

linguistics component in the examination needs to be substantially revised. The interviewees were 

asked for their opinion in relation to this component and to describe the approach they adopt wher, 

teaching it. After a lengthy pause only one lecturer claimed that the linguistics component is valid 

and when asked to describe how she teaches it she quickly stated that she does not currently do so. 

The rest of the interviewees concurred with the need to change the current content and replace it 

with a general kind of linguistics. They feel that as it stands it is somewhat counterproductive since 

it is putting students off linguistics altogether. They believe that general linguistics would assist the 

student.s ""th their handling of the other components and make them more enthusiastic about the 

subject. One lecturer even mentioned that it is not only the content that needs to change bot even the 

methods of assessment. When asked to describe the way they teach linguistics, the majority said 

that since the content is made up of factual knowledge they mostly use presentations and in the 

process they try to contextualise the information and relate it to the students' own lives and 

background. However, four of them maintained that they find it hard to teach the subject and they 

consider themselves somewhat unsuccessful since most students are still not convinced of its 

usefulness by the end of the course. One lecturer declared that she tries to engage tl1e students with 

the subject by asking them to research a topic and deliver a presentation to their classmates, 

however, her efforts are frustrated by the fact that students' presentation and oral skills are rather 

poor. 
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4.3.4 Adivities and Resources 

The final question posed to the interviewees concerned their opinion in relation to the effectiveness 

and feasibility of a list of activities and resources. Brurnfit and Finocchiaro claim that student 

collaboration is an important tenet of CLT and that students should be encouraged to learn via their 

interaction with one another. When asked about group work the majority of lecturers commented on 

the fuct that this kind of activity is beneficial because students learn from each other and feel safe 

enough to participate. The majority of lecturers use it regularly especially during language seminars 

and only one interviewee claimed not to make use of it. Most of the lecturers remarked on the need 

for constant monitoring when engaging students in group work during a lesson especially because 

of class management problems created by the fact that they teach big classes. Pair work is 

considered rewarding for the same reasons as group work and lecturers also feel that this activity 

works best in the context of small classes due to the noise created when used with big groups. The 

fact that lecturers value group work and pair work shows that they agree with Richards' idea that in 

the classroom community 'learners learn through collaboration and sharing' (20). 

Students' presentations are considered feasible by the interviewees in so far as they are not 

used as an excuse to avoid preparing a session. Four lecturers openly declared that they do not make 

use of this activity and the others claimed that even though they are beneficial there is the issue of 

lack of time to consider and the fact that most students are rather reluctant to speak in English in 

front of their classmates. One lecturer in particular affirmed that she enjoys using them because they 

allow the students to go through different learning processes and to very strongly engage with the 

subject As part of their research she encourages them to make use of web-based resources. Another 

lecturer mentioned that students' presentations would be optimal if the examination had to include a 

speaking component 

Lectures are considered to be the sine qua non of teaching English at this level and the 

interviewees tend to use this activity most when teaching literature. They claimed that even though 

lectures are highly effective for delivery of content they need lo be well-structured and lecturers 

need to make use of eliciting techniques and to pay attention to the students' seating arrangement. 

Lectures via PowerPoint presentation are considered helpful but some lecturers are wary of using 

them because they might affect non-verbal communication, they require a lot of preparation and 

there is the risk that they might make smdents lazy and passive. One interviewee mentioned that she 

does not know how to use PowerPoint and half of the interviewees find it frustrating that there is a 

dearth of facilities at Junior College and that in order to use multimedia technology one needs to 

book well in advance. 

All the interviewees claimed that they value handouts as a supplementary form of material 

and as a means of guiding the students to revise the issues discussed during the lectures. Lecturers 
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use handouts either to provide students with extra information or else as worksheets. Not all the 

interviewees are in favour of resource packs and in fact four lecturers claimed that they do not use 

them because they are afraid of encouraging the students to substitute the lectures and to avoid 

taking notes. The majority of those who do use resource packs refrain from making them available 

before the series of lectures so that students do their utmost to participate as much as possible. 

When creating handouts and resource packs most lecturers use not only printed media but online 

material as well and students are supplied with further reading lists that most often consist of web­

based resources. 

4.4 Semi-structured Inteniew with the Chairperson of the MC English Examination 

In order to fully explore the assessment practices currently in place as part of the MC English 

examination an interview was held with the chairperson of the examination board. The interviewee 

held this post in the period b~-tween 2001 and 2008. The interview guide (Appendix 16) was divided 

into five parts: Matriculation Certificate English syllabus, marking, paper setting, relationship 

between SEC and MC, recommendations. The following sections report and discuss the 

chairperson's response during the interview. 

4.4.l Matriculation Certificate English Syllabus 

The first five questions put forward to the chairperson were aimed at understanding her views on 

the content and structure of the examination given that the MC English examination adopts a 

syllabus content approach. 

Hughes is of the opinion that one of the initial stages oftest development is the creation ofa 

set of specifications that include information on such elements as content, test structure, criteria! 

levels of performance and scoring procedures, The first question posed to the chairperson sought to 

probe her views in relation to the inclusion of a list of such test specifications in the MC English 

syllabus. 

When asked to comment on whether the syllabus would benefit from more development in 

content, the chairperson claimed that literature alone is not suffici~'llt. Language and linguistics are 

important and they should play a bigger role in the syllabus otherwise smdents would no longer be 

marketable. The MC English examination is too biased in favour of literature. The chairperson 

believes that the linguistics texts that form part of the current syllabus are the best possible for 

students since in her experience candidates fare well when presented with sociolinguistics but 

perform poorly when assessed on their knowledge of general linguistics. Moreover, she mentioned 

that those candidates who attempted questions on Living Languages in Malta actually did better 

than those who answered questions on David Crystal's English as a Global Language. Here it is 



143 

e,ident that the chairperson's views on the linguistics component go counter to those of Junior 

College lecturers and students. The fonner would like to replace the current textbooks with some 

form of general linguistics whereas the latter claim that this component is much too challenging and 

it needs to be substantially modified. 

In the chairperson's opinion the syllabus would benefit from changes in the test structure. 

The examination's current bias needs to be amended and language and linguistics need to be given a 

larger share of the paper. It is due to the examination's strong literary bias that the Education 

Division felt the need to create an alternative examination in order to test the proficiency of 

prospective EFL teachers. In terms of the types of questions set, she feels that these do not require 

any changes and as a chairperson she always ensured that the questions were very clear. A number 

oflecturers differ on this and they would like to see literary criticism and linguistics being assessed 

differently. Moreover, some lecturers claimed that some of the questions set in past examination 

papers were rather ambiguous. Hughes points out that by writing unambiguous items paper setters 

can increase a test's reliability. 

Linn and Miller affirm that criterion-referenced testing helps achieve beneficial backwash 

while Parkinson and Reid Thomas are of the opinion that 'all students should be compared with 

outside criteria' (150). According to Hughes a complex description of criteria! levels of 

performance is fundamental when testing writing. When asked about criteria! levels the chairperson 

affirmed that these are not really necessary since every year is not the same and the percentage 

representing each grade changes from year to year. 

In terms of scoring procedures she attested that as a chairperson she introduced analytic 

marking for both the literature and language components in the examination when prior to her 

appointment impressionistic marking was used. There is no mention of analytic marking schemes in 

the literature on assessing essays based on literary texts. In the chairperson's opinion candidates' 

performance grew worse because markers were asked to use analytic marking schemes and this 

procedure penalised the candidates' poor writing skills. According to Hughes analytic marking 

schemes 'make the scoring more reliable' (102), however, it is highly time consuming. If on 

ayerage more than 700 candidates sit for the MC English examination each year, the marking 

process must be quite laborious if markers are expected to use an analytic marking scheme for all 

the eight components involving essay writing. 

When asked about the inclusion of advice on studying for the test and exemplars of 

candidates' scripts, the chairperson declared that a test manual is a good thing but in order for this 

to be created MATSEC needs to remunerate the examiners much more adequately. McNamara 

believes that a test manual is a direct product of a test developer's accountability and Linn and 
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Miller, Hughes, and Parkinson and Reid Thomas are of the opinion that candidates and teachers 

should always be presented with as much information as possible about the test via a manual. 

The chairperson is of the opinion that the components which present candidates with the 

most challenges in the MC English examination are those constituting Paper 1, that is, Drama and 

Poetry. Paper I always registers the lowest marks and mostly this is due to poetry and literruy 

criticism. This claim confirms what students and lecturers feel in relation to the challenging nature 

of literary criticism. For the chairperson, students' writing skills are their weakest point. In the 

literature components some candidates tend to regurgitate notes and others sit for the examination 

after having memorised a number of essays. Nonetheless, since the examination tests not only 

knowledge of content but language proficiency as well, those candidates with a lack of linguistic 

competence do very badly. According to the chairperson the language and linguistics paper is tl:e 

one in which students always fare better. However, even though in the survey students claimed that 

they are satisfied with their performance when tackling the language essay and reading 

comprehension they complained about the linguistics component and indicated it as being too hard 

for them. 

Just like the majority of lecturers, the chairperson agrees with Grima et al. on the importar:ce 

of testing speaking and listening skills as part of the examination, however, she feels that candidates 

should first be presented with an appropriate model such as RP if the testing of these skills is to be 

done properly. 

In the chairperson's opinion the term 'MC English examination' is a misnomer since the 

CUITent examination primarily tests literature. People want the path of least resistance, that is, 

teaching only literature. Teaching language is much more challenging since one needs a thorough 

knowledge of linguistics in order to do a good job. She thinks that combining the testing of 

language and literature in one examination is problematic and that it would be an excellent idea if 

M,\ TSEC decided to create two separate examinations, one testing language, the other testing 

literature. Confirming some of the results of the present study, the chairperson feels that this is 

crucial since not all those who sit for the MC English examination intend to take up the B.A. 

English course at university. Hence what is needed is an examination that addresses the needs of 

students wishing to pursue careers that require a strong linguistic background rather than a literary 

one. 

4,4.2 Marking 

The chairperson was asked a number of questions on the marking procedures currently in place in 

an attempt to understand whether they have any bearing on candidates' performance in the 

examination. 
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McNamara maintains that by asking markers to follow ongoing training one 'improve[s] the 

quality of rater-mediated assessment schemes' (44). When asked about the kind of training that 

'.\IATSEC provides A-level markers with, the chairperson declared that she is the one responsible 

for training markers and not MATSEC. She emphasised the fact that whenever decisions are taken 

there is broad consultation and a consensus is always sought. She claimed that she organises 

moderation meetings even though each marker is responsible for marking an entire component. 

Xonetheless she refrained from supplying further details about the actual training that markers 

receive. 

In relation to the kind of rating scale used for the language essay component, she affirmed 

mat markers are provided with an analytical rating scale with a range of criteria and that the same 

procedure is adopted for the literature components but the scale consists of different criteria. Being 

a believer in a methodical and scientific approach to marking, she feels that this is necessary in 

order to minimise subjectivity and enhance standardisation. Language competence and writing 

skills feature in all rating scales and they arc assigned a substantial amount of the overall mark. 

Hughes claims that in order to ensure validity in marking it is important to keep in mind what the 

rest is meant to assess primarily. If too much emphasis is placed on spelling, punctuation and 

sentence structure during the marking of an essay based on a literary text this can 'invalidate the 

scoring' (Hughes 33 ). 

Linn and Miller aff!Ilil that markers should have an idea of the expected answer before they 

mark written work and they should be aware of how to handle irrelevant items. Popham is of the 

same opinion and maintains that markers should be provided v.~th 'a tentative scoring key in 

advance of judging a students' responses' (163). By providing the marker with a sketch of the 

expected answer or a scoring key for each examination question, the paper setter is increasing the 

test's reliability. When describing the marking procedures used during the MC English 

examination, the chairperson made no reference to scoring keys or expected answer outlines. 

For Hughes double marking is a crucial means of ensuring 'high accuracy' (105) and in 

Lim and Miller's opinion it is important 'to obtain two or more independent ratings' (247). 

According to the chairperson double marking is not practised in the MC English examination 

because she always finds it very difficult to engage markers. She complained about the low 

remuneration these are given by MATSEC and claimed that if she had to introduce double marking 

iliis would halve markers' income. 

4.4.3 Paper Setting 

The chairperson was asked a number of questions on paper setting in an attempt to understand 

whether the paper setters' practices are in line with those recommended by the literature on 
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assessment. Even though the latter recommends restricting candidates' choice in order to achieve 

comparability of performance, the chairperson claimed that giving candidates a choice of two or 

more titles for each component is much more humane. In her opinion comparability between the 

two or more questions is ensured by the fact that the paper setters are experts in their field. 

When asked to comment on the criteria used by paper setters for the selection of the unseen 

texts that fonn part of the literary criticism component, the chairperson underscored the need for 

consensus and consultation. She affirmed that the paper setters discuss a numher of poems and 

prose passages and then decide on the ones to be incorporated in the examination paper. 

Nevertheless, no further elaboration was provided on the actual selection criteria. 

The claim that a group of paper setters are collectively responsible for drawing up the 

examination paper does not exclude mistakes and points towards the need to have quality assurance 

measures in place. These need to be followed so that the checking of examination papers is carried 

out rigorously. This would prevent sueh unfortunate occurrences as that evidenced in the May 2009 

session where examination material that had appeared in a previous session of the examination was 

re-used almost identically. A prose passage intended for criticism was virtually identical to the one 

that had appeared in the May 2006 session. 

4.4.4 Relationship between SEC and MC 

Given that this study is intent on exploring the reasons for candidates' performance in the MC 

English examination, it was fundamental to pose a number of questions in connection with the 

relationship between SEC English Language/Literature and the Advanced level English 

examination. 

The present study was partly prompted by Fanugia and Ventura's findings and in relation to 

this the chairperson was asked to indicate the factors responsible for the low correlation between the 

SEC English Language/SEC English Literature and MC English examinations. In her opinion the 

SEC English Language examination is not really comparable in terms of level to the Ordinary level 

English examination offered by. most British examination boards. She feels that the standard is 

much lower and hence the gap between the SEC and MC English examinations is much too large 

for students to bridge in just two years. Another factor that could be contributing to candidates' 

poor performance in the Advanced level English examination is that most students who enrol on the 

MC English course do so without a pass in the SEC English Literature examination. However, this 

has been disproved by the present study, which has shown that on average 81.6% of those students 

who enrol on the MC English course at Junior College actually do have a pass, 40.8% of them 

enrolling with Grades I to 3. 
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The chairperson of the MC English examination board feels irked about the fact that in all 

her years at the helm her anonymity was never guaranteed. Condemning the letter of complaint 

written by teachers of English at the two largest sixth fonns in Malta, she also objected to being 

constantly harassed and intimidated because of the high standards she imposed over the past few 

years. In relation to this she was asked to explain the reasons for which candidates in the May 2008 

session managed to perform much better than candidates in the previous sessions. She affirmed that 

tbe mistakes pointed out by examiners in the preceding years were not as rampant in 2008. 

According to her this leap in quality shows that lecturers and students seem to have finally read the 

examiners' reports. 

When asked for her opinion in relation to the fact that students currently need a Grade 5 in 

SEC English Language in order to study English at MC level at Junior College, the chairperson 

,£firmed that this is insufficient and that Grades I and 2 are the most suitable entry requirements. 

The same applies for a Grade 5 in the SEC English Literature examination. This is insufficient for 

students wishing to complete the MC English course successfully and hence the entry requirements 

need to be more stringent. The MC English examination exacts a very high standard from 

candidates, not only in terms of knowledge of content but most importantly in terms of language 

proficiency and hence only students ,vith the very best grades at SEC level should be allowed to 

enrol on the course. 

4.4.5 Recommendations 

Given her many years of experience and hence the corresponding insight into the state of English at 

Advanced level, the last question fielded to the chairperson asked for her recommendations in 

relation to the MC English examination. She declared that over the years she has noticed a steady 

decline in English proficiency and this is evident from the fact that even at university level there 

exist remedial English courses. She feels that most candidates do not have the necessary standard 

and that it would be a mistake to lower the level to improve candidates' performance. 

The large number of students in class affects the quality of the teaching and makes it 

impossible for a lecturer to provide students with individual attention. Here she agrees with one of 

!be most corrm1on complaints made by Junior College lecturers. However, she also feels that 

lectures have the tendency to over-mark and this gives students the ,vrong impression. Since during 

the MC English course students are not sufficiently compelled to prove their ability to cope well 

with a demanding situation, once the examination results are issued they are shocked to discover 

what their abilities truly amount to. 
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4.5 MC English Examination Paper 

In this section an analysis of the examination paper and its question types follows. The types of 

questions set could have a major bearing on candidates' performance in the examination and 

therefore it was felt necessary to analyse the format and structure of the examination paper in the 

light of what the literature on assessment recommends. 

Jn the 2004-2008 set of examination papers candidates were expected to complete eight 

essays, one on the set linguistics textbooks, one on a choice of language essay titles, four of on the 

set literary texts, and the remaining two on unseen texts consisting of a prose passage and a poem. 

In the reading comprehension component candidates needed to answer a set of questions based on a 

passage, one of them being a summary-type question. 

4.5.1 Literature Components 

The six literature components in the examination exhibit the balance between a "knowledge about 

literature" orientation and a "skills for literature" (19) orientation mentioned by Spiro. Since the 

MC English examination consists of two literary criticism components, candidates are not being 

merely tested on their factual knowledge about a given text but also on their ability to apply the 

literary criticism skills they developed during the course to an unseen text and this is why Parkinson 

and Reid Thomas maintain that a balance between factual knowledge and practical criticism is to be 

aimed at (146). 

Jn order to 'Elicit a valid sample of writing ability' one needs to 'Test only v--riting ability, 

and nothing else' (Hughes 89-90). This is obviously not entirely possible in the MC English 

examination since the students are not merely being tested on their proficiency in writing but on 

their ability to use writing in order to 'produce informed, independent opinions and judgements' 

{'AM Syllabus English' 2) based on the texts they have read during their course or the texts they 

read during the examination. Hughes maintains that 'Another ability that at times interferes with the 

accurate measurement of writing ability is that of reading' (90) but once again we find that the MC 

English syllabus considers writing about and reading literature as being strongly intertwined. Hence 

we see that for an essay to be considered a manifestation of above average 'Maturity' the candidate 

needs to show 'Knowledge and understanding of text combined with wider awareness that leads to 

a balanced sensitive response' ('AM Syllabus English' 4). 

As can be seen in the 2008 examination paper (Appendix 17), the questions that form part of 

the four literature components based on set literary texts usually require candidates to either 

evaluate and present an argument or else to discuss a statement or aspect of the text. These two 

question types are highly demanding not only in terms of the ability to evaluate and discuss a text 

but also in terms of the linguistic abilities needed to coherently and persuasively present an 
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argument. This is why Spiro affirms that 'Here language abilities may become confused with 

literary abilities: the former are needed, to do justice to the latter' (Spiro 48). The two remaining 

literature components consist of critical appreciation questions and even though these are crucial as 

a means of determining a candidate's ability to 'apply his/her skills and respond independently to 

unfamiliar texts' (50) there exists the risk that the candidate might find the text 'linguistically 

inaccessible, even if its concepts are not' (Spiro 50). 

As confinned by this study language competence and writing skills play a major role in the 

markers' consideration of what grade to assign to a particular examination script. Hence some 

candidates might have the required level of literary ability but if their linguistic proficiency is weak 

then they are bound to perform very poorly. This perhaps calls for a re-evaluation of the degree of 

importance given to the process of developing students' language proficiency dwing the MC 

English course. Students might actually require more intensive training in language and writing 

skills so that they may adequately deal with the substantial amount of literary content in the 

syllabus. Moreover, a syllabus that balances literature and language more appropriately might 

actually help improve candidates' performance. 

Popham asserts that when creating an essay title it is imperative to 'Convey to the students a 

clear idea regarding the extensiveness of the response desire' (159). However, in the MC English 

examination, essay titles fanning part of the two literature components based on set prose texts do 

not specify a word limit and this leads to a number of questions in relation to comparability of 

performance. 

This study has shown that for the majority of students the literary criticism components are 

the most challenging out of all nine components. Furthermore, most lecturers are unhappy with the 

fact that in the MC English examination candidates are expected to tackle two similar literary 

criticism tasks. The rubrics for the literary criticism components forming part of the 2008 

examination paper are the same ones that have appeared in previous examination papers and 

lecturers feel that these rubrics are somewhat too open and afford the students too much freedom 

and hence allow them to experience too many pitfalls. They would prefer it if one of the tasks was 

given more structure by means of a series of questions that guide the candidates' critical 

appreciation of the text. 

4.S.2 Language and Linguistics Components 

The language essay component presents candidates with a selection of titles and they are expected 

to write an essay of not less than 500 words. The syllabus specifies that candidates might be 

presented ,vith titles requiring them to "Tile argumentative, discursive, narrative or descriptive 

essays. Linn and Miller point out that it is extremely important for paper setters to make clear which 
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skill or conceptual understanding candidates are expected to demonstrate or utilize (236). Hughes is 

of the opinion that candidates should be restricted by means of 'well defined' writing tasks that stop 

them from 'go[ing] too far astray' (93) and Popham advices paper setters to 'Construct items so that 

the student's task is explicitly described' (159). However, in the MC English examination some 

language essay titles lack the necessary details for the candidate to adequately handle the task in 

question and satisfactorily match the examiners' expectations. Over the past few years there was 

also the practice of assigning candidates one-word essay titles that obviously give the candidate the 

freedom to determine what kind of text type to write and the approach to use; this can lead to a lack 

of reliability in the marking process. In the 2008 examination paper, for example, students were 

presented with a choice of seven titles and asked to write an essay on such titles as 'Rumours', 

'Blind Faith', and 'Commitment'. The literature on assessing writing also urges paper setters to 

'Avoid the use of optional questions' (Linn and Miller 238) since by imposing a number of 

restrictions on candidates 'the more directly comparable will be the performances of different 

candidates' (Hughes 94). In the language essay component candidates are usually supplied with a 

choice of six or seven titles to choose from and this obviously undermines the issue of 

comparability of performance. 

In line with the literature's recommendations on the testing of reading skills, the MC 

English examination uses only authentic texts as part of the reading comprehension component. 

Hughes recommends choosing texts of an appropriate length and ones that allow the testing of a 

variety of reading skills (142). However, some lecturers complained about the fact that the reading 

comprehension passage in the examination is too long and accompanied by just a few questions that 

year in year out test the same skills. Something else disregarded by the MC English examination but 

recommended by the literature on assessing reading skills is that of 'Hav[ing] a number of texts 

presented within each test, in order to provide variety and to avoid having a single content that 

favours certain test takers over others' (Lynch 48). Moreover, despite the fact that Hughes claims 

that testing writing when scoring reading 'makes the measurement of reading ability less valid' 

(155), one perennial task that features in the MC English examination is the summary question: 

'Summary skills will be tested in questions requiring the selection of appropriate material from the 

given passage and its adaptation for a given purpose' ('AM Syllabus English' 4). In the May 2009 

examination paper this was not exactly the case since students were asked to write a summary of the 

entire reading comprehension passage not of a particular aspect of it. 

Candidates' knowledge of linguistics is tested by means of a selection of three essay titles 

from which candidates must choose one and write an essay that does not exceed 400 words. 

Candidates are expected to discuss a topic found in one of the two set texts. Despite the 

chairperson's assertion that this component is the one in which candidates fare best, both lecturers 
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and students disagree and indicate it as one of the most challenging. Given that one of the textbooks 

in panicular is a sociolinguistics study replete with statistical figures, lecturers and students take 

issue with the fact that the examiners' repons make it clear that in candidates' essays 'the related 

percentages should have been cited and quoted' (Examiners' Report 2007 8). Lecturers are not 

satisfied with the fact that the essay-type question is used in this panicular component since 

students frnd it extremely difficult to match examiners' expectations. 

4.5.3 Validity 

In Hughes' opinion content validity is crucial because 'the greater a test's content validity, the more 

likely is it to be an accurate measure of what it is supposed to measure, i.e. to have construct 

validity' (27). Linn and Miller affirm that 'Whenever we wish to interpret assessment results in 

terms of some individual characteristic ... we are concerned with a construct' (78). As pointed out by 

the chairperson of the MC English examination the combined testing of language aod literature in 

one examination is not particularly beneficial for candidates. A test's results need to 'provide a 

measure of the construct that is little influenced by extraneous factors' (Linn and Miller 78-79) and 

this leads one to question whether the MC English examination possesses construct validity due to 

the fact that it currently combines the testing of language and literature. In order for this 

examination to truly possess construct validity l\1A TSEC might need to split the present 

examination into two so that the interpretation of test results is not muddled by a multiplicity of 

constructs. Moreover, as part of a test manual MA TSEC also needs to publish details of the 

examination's validation since 'Tests for which validity information is not available should be 

treated with caution' (Hughes 34). 

4.6 MC English Syllabus 

In this section an analysis of the syllabus follows. The syllabus determines the examination's 

content and structure and hence it could have a major influence on candidates' performance in the 

examination. Therefore it was felt necessary to analyse it in the light of what the literature on 

syllabus design and assessment recommends. 

4.6.1 Syllabus-content Approach 

The MC English examination adopts a syllabus-content approach and according to Hughes this 

approach is not the most suitable one. On the other hand, a test based on a course-objective 

approach militates 'against the perpetuation of poor teaching' (Hughes 13). If test content is based 

on course objectives 'it will provide more accurate information about individual and group 

achievement' (Hughes 12-13) and generates beneficial backwash on teaching. Hughes claims that a 
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syllabus-content approach is 'based directly on a detailed course syllabus' (13), however, the 

majority of lecturers forming part of the Department of English at Junior College complained that 

the MC English syllabus is not sufficiently detailed and that its aims and objectives are rather 

vague. A number of lecturers lamented the fact that their methodology is constrained by the content 

of the examination, which in tum is based on a syllabus lambasted as being rather wooly in terms of 

details and objectives. Lecturers rely on the aims specified by the syllabus since currently the 

examination is not governed by a detailed set of course objectives agreed upon by all the relevant 

stakeholders. Lecturers demand that the syllabus panel or MATSEC write a comprehensive test 

manual as a substitute for the three printed pages that make up the present syllabus. Such a manual 

should include all the elements that are missing from the syllabus: the test's rationale, details on 

how the test was developed and validated, test specifications, sample items, advice on studying for 

the test, information on test scores, training materials, and details of test administration (Hughes 

66). 

Even though a test that adopts a syllabus-content approach is one that 'only contains what it 

is thought that the students have actually encountered', the main problem associated with such an 

approach is that a badly designed syllabus consisting of badly chosen textbooks make the results of 

the test 'very misleading' (Hughes 13). The results of the present study show that certain textbooks 

in the MC English syllabus are highly unpopular with both students and lecturers and it is due to 

these textbooks that students consider the linguistics component to be one of the most challenging. 

Abety is of the opinion that a syllabus like the one for MC English 'is either not understood 

or just ignored' because the course content is 'vaguely stated in the general objectives' (94). Such 

vague statements are 'too imprecise to be of any use' (Abety 94) and this is what emerged from the 

semi-structured interviews with lecturing staff at Junior College. Abety recommends the creation of 

a notional syllabus that would cover in detail all the aspects of the subject being tested and would 

thus be beneficial for botb test users and paper setters. Such a syl!abus would ensure that 'the test 

v,,m measure what it aims to measure, and not a hidden agenda personal to each examiner and 

mysterious to both teachers and learners' (Spiro 22). If such a syllabus or test manual were to be 

created for the MC English examination then lecturers would not have to complain of 'a 

communication breakdown between the three participants in the test: examiner, teacher and 

examinee' (Spiro 54). 

4.6.2 Test Specifications 

One of the most important stages of test development is the creation of a set of test specifications 

that are included in a manual that teachers and students can consult while preparing for the test. Test 

specifications 'include information on: content, test structure, timing, medium/channel, techniques 
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to be used, criteria! levels of performance, and scoring procedures' (Hughes 59). Given that in the 

MC English examination candidates are expected to write a total of eight essays and a summary, the 

inclusion of test specifications in the syllabus is even more significant given that they facilitate the 

paper setter's job: 'When a table of specifications is used in planning for the assessment, it is 

simply a matter of structuring the questions in accordance with the specifications' (Linn and Miller 

232). Test specifications provide test users with a clear picture of what needs to be achieved and 

'with what degree of success' (Hughes 55), however, the results of the present study confrrm that 

such specifications are at best quite scant and hence make it very difficult for teachers and students 

to form an exact idea of what is expected of the examination candidate. For example, despite the 

fact that the information on 'content should be as fully specified as possible' (Hughes 60), in the 

MC English syllabus the information on what is expected of candidates when answering questions 

on the set literary texts merely consists of the titles and names of the authors of the set texts. In 

addition those components that require candidates to fully employ their critical skills also suffer 

from a dearth of information in the syllabus. This study has shown that students consider the literary 

criticism components to be the most challenging ones. However, in relation to the Unseen Poem 

component the syllabus states merely that 

Candidates should be prepared for Section C through the practice of close textual 
analysis of poetry in the classroom. Students should be able to discuss tone, diction, 
figures of speech, sound, rhythm, form and symbolism. Essays should be no less than 
400 words ('AM Syllabus English' 3), 

Teachers and students are not informed of what the examiners consider a satisfactory literary 

criticism to be like and they must guess at what is expected of candidates. The lack of such 

information undermines the examination's content validity and fails to produce beneficial 

backwash. 

The absence of criteria! levels of performance in the MC English syllabus shows that the 

examination uses norm-referencing and despite its merits such a test might be 'inappropriately 

competitive, and discouraging' (McNamara 64). Parkinson and Reid Thomas are of the opinion that 

'all students should be compared with outside criteria' (!50) while Hughes claims that the main 

advantages of making testing criterion-referenced are those of increasing beneficial backwash and 

assuring the students that 'if they do perform the tasks at the criteria! level, then they will be 

successful on the test, regardless of how other students perform' (55). Linn and Miller point out that 

by making 'norm-referenced tests more descriptive' test publishers can 'capitalize on the best 

features' (39) of both norm-referenced and criterion-referenced measurements. 
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4.6.3 Outcomes 

According to Berns language is 'a social tool that speakers use to make meaning; speakers 

communicate about something to someone for some purpose, either orally or in writing' (I 04). 

Richards emphasises the importance of integratiog all four skills during a course of study sioce 

these occur simultaneously in the real world. Grima et al. report that 'there are widespread 

complaints at University that students lack the necessary communication skills' (17} and 

recommend the testing of listening and speaking skills as part of the MC English examination, The 

absence of such skills from the syllabus shows that currently the MC English examination is 

flouting one of the most fundamental tenets of the communicative approach, this being that students 

should he trained for the real communicative needs of the world outside the classroom. Moreover, 

as confirmed by this study, it is generating a harmful backwash effect on teachers and students, who 

in their majority demand the inclusion of listening and speaking skills in the syllabus even though 

they cannot at present formally practise them. 

Parkinson and Reid Thomas' 'typology of potentially assessable outcomes' (142) contains 

elements that are disregarded by the MC English syllabus in its narrow focus on knowledge of facts 

about a given text and practical criticism skills. Affective outcomes and language competencies 

broaden the scope of the study of literature, especially if combined with the assessment of all four 

skills via a literature test. Such an integrated test would 'have greater authenticity and real-world 

validity than single--skill tests' (Parkinson and Reid Thomas 151). 

4.7 Conclusion 

This chapter has presented and discussed the findings resulting from the different methods of data 

collection used in this study, namely correlational research, the student survey and the semi­

structured interviews with Junior College lecturers and the chairperson of the MC English 

examination. In this chapter the examination paper and syllabus were also analysed and the findings 

of the different data gathering tools were discussed in the light of the literature reviewed in Chapter 

2. 

The results of the present study testify to the fact that the degree of relationship between 

SEC English Language/SEC English Literature and MC English is rather low and hence vindicates 

the need for an investigation of the possible reasons contributing to such a disparity. Such an 

investigation was carried out via a survey and semi-structured interviews with the different 

stakeholders. Tue examination paper was also analysed for the same purpose. 

The results of the student survey show that the majority of Advanced level English students 

at Junior College choose the subject with definite academic and professional objectives in mind and 

they do not regard it as an easy altemative to much more demanding subjects. Most of them are 
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aware of its demands and of their o'l<n shortcomings, especially when it comes to writing skills and 

certain components of the examination. They invest a substantial amount of effort while preparing 

for their examination and their attitude towards English is motivated by both an integrative and an 

fnstrumental orientation. Even though for a substantial number of students studying English is a 

means of attaining targets that are not related to the subject per se, the majority claimed that they 

ehose to study the subject because they love reading and appreciate literature. Lastly, the majority 

of students are satisfied with the MC English course but they are also aware of those areas that 

require further development. 

The results of the semi-structured interviews with Junior College lecturers show tliat they 

believe that the students' lack of writing proficiency and the examiners' high expectations are 

responsible for candidates' poor perfo!Till!nce in the MC English examination. To a large extent 

lecturers share similar views on how to boost their students' academic development and with the 

exception of a preponderance of teacher talk the methodology they use is on the whole in 

accordance with the recommendations of the literature on pedagogy. 'Whilst being aware of the 

necessaiy changes that need to be effected within the MC English course at Junior College, they 

also concede that it is equally de rigueur to institute changes within the MC English examination 

itself. 

The semi-structured interview with the chairperson of the MC English examination board 

shows that the latter in certain respects follows the recommendations of the literature on 

assessment, however, further development is called for in certain areas. This interview bas thrown 

light on assessment practices that need to be re-evaluated and it has validated a fmding that emerged 

in both the student survey and the semi-structured interviews with lecturers, that is, the fact that 

students' writing skills are a serious threat to their success in the MC English examination. Most 

importantly this interview has confirmed the need for a revision of the examination's current 

content and structure, a finding yielded by other elements in this study. 

The analysis of the MC English examination paper shows that even though the paper setters 

to some extent follow the recommendations of the literature on assessment there are a series of 

problematic issues that could pose a disadvantage to examination candidates. 

The analysis of the MC English syllabus shows that it is not sufficiently detailed and that 

there exist a number of omissions that contravene the recommendations of the literature on 

assessment and syllabus design. These omissions negatively affect the structure and content of the 

examination, generate harmful backwash and hamper the communication between the relevant 

stakeholders. 
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The next chapter presents an overview of this study's main results and the conclusions 

reached. It explains how these help answer the research questions and also puts forward a number 

ofrecommendations. 



157 

Chapter 5- Conclusions and Recommendations 

This chapter summarises the main findings yielded by each one of the research tools used in this 

srudy and explains how these help answer the research questions. The conclusions reached in 

relation to the factors responsible for candidates' poor performance in the MC English examination 

are accompanied by a number of recommendations whose principal aim is that of indicating how 

the problematic areas identified by this study may be addressed. 

5.1 Correlatiooal Research 

Given that an earlier study established that the predictive validity of SEC English Language/SEC 

English Literature is relatively low when compared to other subjects at SEC level, this study sought 

to verify whether this was also the case for Junior College students who sit for the MC English 

examination. Moreover, whereas Farrugia and Ventura's study focused solely on the 2006 cohort 

this study examined the grades of the 2004 to 2008 cohorts. Correlational research was also 

conducted in order to confirm that a problem with candidates' performance truly exists. 

Farrugia and Ventura showed that the predictive validity of English examinations at SEC 

level for the MC English examination is relatively lower than that of other subjects. This study 

found that in the case of Junior College students it is even lower and the results warranted the need 

to carry out further research in order to establish the fa<:tors responsible for such a low correlation. 

This study shows that overall the correlation between SEC English Literature and MC 

English is much lower than that between SEC English Language and MC English and hence the 

relationship between the latter two examinations seems to be relatively stronger even though not 

strong enough to support with certitude predictions about a candidate's performance in the MC 

English examination. One of the most interesting findings made by this aspect of the study is that an 

examination that is heavily biased towards literature correlates more strongly with a language 

examination than with a literature examination at a lower level. 

5.2 Student Survey 

The student survey was conducted in order to establish whether the students' motivation and 

attitude towards English and the examination play a role in affecting candidates' performance. 
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Even though for the vast majority of srudents English is their second language and despite 

the fact that their oral proficiency is not formally assessed, more than 90% of the respondents 

claimed that they speak English 'sometimes' or even more frequently. Around three quarters 

claimed that they study the subject at home for three to ten hours per week while a fifth of the 

respondents do so between one and two hours per week. 

Novels, magazines and websites were ranked in that order as the preferred reading material 

in Englisb and more than 90% of the respondents claimed that they read more than three books in 

English per year. Nearly a third of the respondents read between five and ten books and a slightly 

higher percentage read more than ten books and this shows that the students enjoy reading in 

English. Even though less than half the respondents write just one essay in English per week, the 

rest write two or more essays. Narrative and descriptive essays were the types of essays students 

prefer writing most while literary criticism essays and essays based on literature texts were 

identified as the most challenging to write. The students at Juruor College consider themselves to be 

most good at writing the language essay and answering the reading comprehension and summary 

writing respectively. Once again, the two literary criticism components were reported as the most 

challenging components of the examination paper and this corroborates the lecturers' and 

chairperson's concern with students' perfonnance in these particular components. 

Speaking, reading, v.,Titing and fluency registered the highest percentages when the 

respondents were asked to list elements that they believe constitute proficiency in a language. When 

asked to rank the four skills in terms of which skill they consider themselves to be most good at, 

43.6% placed reading skills at the top, while a third felt that they are least good at speaking English. 

The latter fact underlines the need for the introduction of the assessment of speaking skills in the 

MC English examination. 

Even though around 87% of the respondents are largely satisfied with the MC English 

course at Junior College they would like to see certain specific changes taking place. A substantial 

number of srudents wish to see further developments in the teaching of the subject, more than a 

third suggested changes to the syllabus, and nearly a quarter of the respondents made suggestions in 

relation to the teaching and learning of writing skills. Since over two thirds of the respondents made 

suggestions in relation to the linguistics component, it seems that the majority of the srudents wish 

this particular component to undergo revision. In this regard, the students' opinion is supported by 

that of the lecturers. 

Dornyei affirms that instrumental goals are highly significant in encouraging a student to 

learn English but in order for students to achieve a high degree of proficiency, integrative goals are 

of fundamental importance too. This study shows that a combination of instrumental and integrative 

reasons form part of the students' motivation to study English at Advanced level at Junior College 
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and hence their poor performance in the MC English examination cannot be attributed to issues of 

motivation, 

The results show that the students who choose to study English at MC level do so for a 

variety of academic and professional reasons and not because they wish to continue their studies 

specifically in the subject or because they wish to pursue a career that is closely bound to the 

subject Once they receive their Matriculation Certificate, 82.2% of the respondents intend to 

continue their studies at university and 43.1% intend to teach English as a foreign language. 

Whereas more than a quarter of the respondents intend to read for a Bachelor of Education degree, 

21% intend to read for a Bachelor of Law degree. Law, English and Psychology registered the 

highest percentages when the respondents were asked to mention the subjects they wish to study at 

university, While one third of the respondents indicated that they intend to take up teaching as a 

career, 18.3% wish to become lawyers and 9.2% wish to become psychologists. These findings 

underscore the need for a re-evaluation of the syllabus and the structure of the MC English 

examination so that the needs of all the students who choose to study the subject at Advanced level 

are fully addressed. 

Contradicting the opinion of some lecturers in relation to the students' attitude towards the 

subject, the results of the student survey show that on the whole the students who choose to study 

English at Advanced level at Junior College do so with a clear set of academic and professional 

objectives in mind and not because they consider it to be a soft option. The vast majority are aware 

of the challenges that the MC English examination entails and they do invest adequate amounts of 

time and effon in preparation for it. Their attitude towards the subject is one governed by both an 

integrative and an instrumental orientation and even though for a substantial number of students 

English is a means of achieving goals that are not directly connected to the subject the majority of 

students affirmed that their choice to study English was inspired by their Jove of reading and 

appreciation of literature. 

The studenls are amply aware of those areas that they consider to be their strengths as well 

as of those areas that they require further support in, especially linguistics and the writing of 

discursive/argumentative essays and essays based on unseen texts and set literature texts. Both the 

Junior College lecturers and the chairperson of MC English examination board are of the opinion 

that students' writing skills are a considerable cause for concern. Hence on the whole the results 

show that even though Advanced level English students experience major difficulties when faced 

with cenain examination components and even though they require considerable support with the 

development of their writing skills, the motivation and attitude of those students who choose to 

study English at Advanced level at Junior College are not factors contributing to candidates' poor 

performance in the MC English examination. 
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5.3 Semi-structured Interviews with Lecturers 

Semi-structured interviews with the lecturers of English at Junior College were conducted in order 

to gamer information about what they consider to be the possible causes for the problem and to 

determine whether the methodology they employ to teach the subject has a bearing on the 

candidates' performance in the examination. 

This study shows that the lecturers are not satisfied with their students' performance in the 

MC English examination, especially students' performance over the past five years. This coincides 

with this study's analysis of the slump in performance recorded between 2004 and 2008. While the 

lecturers do concede lhat their students might not be doing their utmost to obtain a satisfactory 

grade they also believe that the examination itself could be at fault. In their opinion one of the main 

factors for candidates' poor performance is the students' attitude towards the subject and their 

linguistic limitations. However, another important factor that could be hampering students from 

obtaining the grades that Ibey actually deserve is the very high standard imposed by examiners over 

the past five years. This study's findings indicate that the lecturers are right to identify the 

examination, the examiners' standards and the students' limitations as possible causes for poor 

performance, but negate the idea that the students' attitude is to blame, 

In the interviewees' opinion those students who choose to study English at MC level can be 

broadly divided into three categories: those who choose the rnbject because they truly love it, those 

who choose the subject because of practical goals and reasons, and those who choose to do so 

without fully knowing what they are letting themselves in for, The majority of lecturers have 

reservations about the entry requirement set at Grade 5 in SEC English Language and most of them 

would prefer students to possess a minimum Grade 3 or 4. Although half of the interviewees 

expressed a preference for a higher grade than 5 in SEC English Literature on the basis that this is 

not sufficient to allow the students to follow the course with profit, the other half feel that at least 

having a Grade 5 is already beneficial given the fact that currently students are not required to have 

a pass in this subject in order to enrol on the course. However, besides showing that most students 

enrol on the MC course with Grades 1 to 3 in both language and literature, this study has also found 

that a lower correlation exists between SEC English Literature and MC English than between the 

latter and SEC English Language. 

The majority of interviewees expressed satisfaction with the way the different components 

are tested in the examination, however, six out of the ten lecturers mentioned linguistics as a 

component that requires a substantial amount of revision. As regards the syllabus' set texts the 

majority of lecturers feel unhappy with the current selection and most of them would like to see the 

linguistics textbooks in particular being changed. Lecturers believe that the choice of set texts has a 

bearing on the students' success rate in the examination because if a set text is too difficult or 
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uninteresting then the students are not going to find the necessary incentive. All ten lecturers 

maintained that the essay should continue being the main form of assessment, however, a number of 

interviewees would like to see different methods of assessment being introduced for the testing of 

linguistics and literary criticism. The majority of lecturers feel that having smaller classes is an 

important change that can be made at Junior College in order to help improve students' 

performance in the examination and in terms of changes in the examination they recommend 

revising the content and assessment methods of the linguistics component. \Vliat emerges most 

prominently from all this is that the lecturers are as dismayed as the students with this particular 

component and their opinion goes counter to that of the chairperson who repeatedly maintained that 

there is nothing wrong with the linguistics textbooks and the way the subject is being assessed. 

Agreeing with both the students and the chairperson, nearly all the interviewees would like 

to see speaking and listening skills being tested in the MC English examination. However, they are 

concerned with the logistical problems that such an exercise would create. 

Nearly all the interviewees concur with the idea that the examiners' interpretation of the 

syllabus' aims and objectives is not very clear because the latter are themselves quite vague and 

because the examiners' reports tend to be too general, inconsistent and conflicting. Hence the 

examiners' expectations do not really match those of the lecturers and the resulting 'comm,mication 

breakdov.m' (Spiro 54) obviously affects candidates' performance. 

Both Spiro and Parkinson and Reid Thomas favour an approach to the teaching of literature 

which seeks a balance between the assimilation of factual knowledge and the development of the 

necessa,y skills to effect a 'genuine and detailed engagement with literary texts, and ability to 

explain his or her response' (Parkinson and Reid Thomas 145). Lecturers at Junior College seem to 

follow this approach and they teach literature mostly by first introducing the text's background and 

then dividing the text into manageable chunks and analysing each one in the light of plot, themes, 

characters, stylistic devices and literary techniques so that the students are able to understand the 

text more fully. Most lecturers would use more media and hands-on activities if they had to change 

the way they teach literature, however, they claim that they are restricted by time constraints and 

class sizes. \';'hen it comes to teaching practical criticism lecturers first introduce the students to the 

discipline by going over the main literary terms and stylistic devices that they need to be familiar 

with. Then students are shown how to adopt a top down or bottom up approach, provided with 

sufficient practice and taught how to structure a literary appreciation essay. The majority of 

interviewees are happy with this approach and would not consider changing it In accordance with 

Lazar's recommendation, when teaching literature they seek to employ a holistic approach that 

takes into account content, language and the students' personal enrichment and they concur with the 

fact that all three are important for sixth form students. 

'' 
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The interviewees tend to emphasise the importance of reading and writing skills when 

teaching language and they are aware of the fact that they do this because of the examination's 

backwash. When asked to comment on Communicative Language Teaching the majority of 

lecturers pointed out that they are in favour of it and that they do put it into practice, however, they 

also complained about the fact that they cannot use it as effectively as they would like to given the 

size of their classes and the fact that they only have a weekly one-hour language seminar at their 

disposal. This indicates the need for a reappraisal of the role that language and linguistics play in 

the MC English examination and syllabus. 

When describing students' writing ability, the lecturers claimed that some students need to 

work very hard in order to improve their writing skills and meet the standards of the Advanced level 

examination and in Ibis they agree with the chailj)erson's views. Confirming the findings of the 

student survey, lecturers feel that students are quite able to write narrative and descriptive essays 

but flounder somewhat when assigned discursive/argumentative essays and essays based on unseen 

texts and set literature texts. According to the lecturers, students can improve their writing by 

receiving plenty of exposure to English and by practising their skills in stages. A ·writing 

programme would also be highly beneficial in addressing students' difficulties and developing their 

writing ski!ls. When describing the way they teach writing the majority of lecturers pointed out that 

they employ a process approach whereas the others claimed that they employ a product approach. 

Half of the interviewees feel that the teaching of writing at Junior College can be improved if they 

teach classes with smaller numbers and if a writing programme is properly set up. 

When teaching reading, lecturers at Junior College adopt the four roles mentioned by 

Harmer and they use an integrated approach composed of an eclectic set of strategies and activities 

meant to develop different reading skills. Their methodology is in line with Nuttall's idea that 

teachers' primary purpose when teaching reading skills is to allow students to develop into 

independent readers. Nonetheless, lecturers feel that the examination's backwash compels them to 

focus almost exclusively on the reading skills targeted by the MC English examination. 

The majority of interviewees agree that the current content of the linguistics component 

needs to be replaced "ith a general kind oflinguistics since they feel that as it stands it is somewhat 

counterproductive. They teach the subject mostly by means of presentations and the 

contextualisation of the texts' information. Even though they do try to relate the topics to the 

students' own lives and background, some lecturers still find it hard to teach the subject and 

convince students of its usefulness, 

In tenns of activities and resources this study found that the majority of lecturers use group 

work and pair work because they find that students learn from each other. Students' presentations 

do not seem to be too popular and this is primarily due to lack of time and large classes. While 
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lectures are considered highly feasible, the interviewees pointed out the need for well-structured 

delivery and the use of elicitation techniques. The interviewees are aware that lectures via 

PowerPoint presentation are beneficial but within the Junior College context they are not considered 

so practical because of lack of facilities and the risk of making students feel passive. While all the 

lecturers value handouts as a supplementary form of material not all the interviewees are in favour 

of resource packs since these might encourage the students to substitute the lectures and to avoid 

taking notes. 

This study shows that lecturers at Junior College are aware of what might be causing their 

students to perform poorly in the MC English examination and whilst acknowledging that the 

students' attitude and lack of proficiency in writing English could partly be at fault, they also 

believe that the examiners must account for having exceedingly high expectations and not being 

sufficiently clear in terms of what is required of candidates sitting for this examination. Even 

though some lecturers were candid enough to point out that teaching methodology might also be an 

important factor behind candidates' poor performance, tbey add that if this were the case then one 

would need to trace this problem from the students' primary schooling up to postsccondary 

education. Certain difficulties that students encounter when writing English cannot be satisfactorily 

ironed out in a highly demanding two-year-course and this idea has the support of the chairpernon. 

On the whole the lecturers at Junior College seem to share the same view'S on the best way to 

approach their students' academic development. Even though some lecturers need to curtail their 

predilection for teacher talk none of them are guilty of using methods that are completely 

blacklisted by the literature on pedagogy. Lecturers are of the opinion that a number of changes can 

surely be incorporated within the MC English course at Junior College in order to improve students' 

performance but unless changes are also made in the examination itself then it will all be to no 

avail. 

5.4 Semi-structured Interview with the Chairperson of the MC English Examination 

A semi-structured interview was conducted with the chairperson of the MC English examination in 

order to determine what she considers to be at the root of candidates' poor performance and to 

establish whether the assessment practices currently in place are actually to blame. 

From the interview it transpires that even though the MC English examination board to a 

certain extent acts in line with the practices recommended by the literature on assessment, there 

e:<ist a number of grey areas that require further development. The chairperson herself pointed out 

that the syllabus and examination would benefit from a redress of the current bias in favour of 

literary content and from a structure that balances literature and language. However, her insistence 

I 
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on the benefits of continuing to assess candidates on their knowledge of the current two linguistics 

textbooks is unpalatable for lectures and students alike. 

Another bone of contention is the issue of question types. The chairperson's claim that the 

types of (luestions set in the examination do not need modifying is questioned by a number of 

lecturers, who would like to see literary criticism and linguistics being assessed in a different 

manner, and the omission of ambiguous items. Her dismissal of criteria] levels of performance is 

something that goes counter to what is recommended by the literature on assessment but her claim 

that analy1ica1 marking is used in the MC English examination is surely evidence of rigorous testing 

procedures, even though the use of such rating scales for essays based on literary texts is not 

mentioned in the literature. Moreover, just like a number oflecturers, the chairperson is in favour of 

test manuals and the inclusion of the testing of speaking and listening skills. The latter is 

particularly important given that this study has shown that the majority of students feel they are 

least proficient when speaking English. 

The chairperson declared that students perform most poorly in the literary criticism 

components and that inadequate writing skills constitute the weakest point of most candidates. This 

corroborates some of the findings of the student survey and the semi-structured interviews with 

Junior College lecturers. 

Given the varying purposes that students have for taking English at MC level, the 

chairperson thinks that it would be a good idea to stop combining the testing of language and 

literature in one examination in order to create two separate examinations, one testing language, the 

other testing literature. This study's findings corroborate the chairperson's opinion in this regard. 

Without going into the details of what kind of training markers are provided with, the 

chairperson claimed that she does train her markers and that moderation exercises are carried out 

despite the fact that each marker is responsible for an entire component. Language competence aod 

writing skills are given considerable weight in all the analytical rating scales used by markers. Even 

though the literature suggests double marking for essay type questions this is not practised in the 

MC English examination. Moreover, there emerged no indication that markers are supplied with a 

detailed scoring key or expected answer outline by paper setters. 

With regard to paper setting, the literature recommends restricting candidates' choice 

especially when assigning essay titles. However, in the MC English examination candidates are 

always provided with two or more titles to choose from for each component. The issue of 

comparability between questions is at the discretion of the individual paper setter. 

The chairperson is of the opinion that the factors responsible for the low correlation between 

the SEC English Language/SEC English Literature and MC English examinations are firstly the 

huge gap between the two levels and secondly the lack of a pass in the SEC English Literature 
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examination on the part of most students. This study has shown that the second factor indicated by 

the chairperson is not really contributing to the problem. The chaitperson's explanation for 

candidates' relatively better performance during the May 2008 session is undermined by the 

lecturers' indictment of the examiners' reports published over tbe past few years, 

The chairperson agreed with those lecturers who feel that a Grade 5 in SEC English 

Language/English Literature is not sufficient to complete the MC English course witb profit, 

however, the recommendation that only those students witb Grades I and 2 should be allowed to 

emol is much more exclusive and unveils high expectations. 

The chairperson is aware of the fact that lecturers face a number of difficulties when trying 

to cater for the individual needs of their students since they are compelled to teach big classes, 

however, she criticised their tendency to be too generous with rnarlcs. Further confirming the idea 

that examiners over the past few years have set standards that students found very hard to match, 

the chairperson recommended that her successors should resist the temptation to improve 

candidates' grades by lowering the level of tbe MC English examination, 

This study has shown that the lecturers and tbe chairperson have the same concerns over the 

level, however, there is a difference in quantity - the chairperson's is higher. Even though it once 

again emerged that students' writing skills are hampering their performance, the results show !bat 

some of the assessment practices currently in place and the examiners' exceedingly high 

expectations are among the chief factors responsible for candidates' poor performance. 

5.5 Analysis of the MC English Examination Paper 

The MC English examination paper was analysed in order to explore whether the different 

components and the way they are being assessed are hindering candidates from performing in a 

satisfactory manner. 

From the analysis of the MC English examination paper it became apparent that even !bough 

to some extent the paper is in line with the recommendations of the literature on assessment there 

exist a number of problematic issues that are clearly putting examination candidates at a 

disadvantage. The fact that the examination is largely made up of literature components creates a 

backwash effect on the MC English course of prioritising the teaching and learning of literary 

content rather than the development of a satisfactory level of language competence and writing 

proficiency. The literary criticism, language essay, reading comprehension and linguistics 

components need to be re-evaluated and brought in line with the recommendations of the literature 

on assessment and the difficulties pointed out by students and lecturers need to be effectively 

addressed. 
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5.6 Analysis of the MC English Syllabns 

The MC English syllabus was analysed in order to explore whether there exist any deficiencies 

which are affecting the examination in a negative manner and in turn hampering candidates' 

performance. 

The examination's syllabus-content approach is troubling due to the lack of details that exist 

in the present syllabus. The aims and objectives are not fully developed and students, teachers and 

examiners are not presented with sufficient information in relation to the examination's different 

components for everyone to agree on what is expected of candidates. The syllabus' omissions, 

especially as regards test specifications, contravene the recommendations of the literature on 

assessment and syllabus design. These shortcomings are leading to a harmful backwash effect and 

exerting a pernicious influence on the communication between the relevant stakeholders. 

5.7 Factors Responsible for Candidates' Poor Performance in the MC English 

Examination 

The results indicate that the factors mainly responsible for candidates' poor performance in the MC 

English examination originate from two primary sources: the teaching and learning of the subject, 

and the syllabus and assessment. The students' deficient writing skills and the challenges they face 

when tackling specific essay types and certain examination components were pointed out repeatedly 

by the different stakeholders. The learning context at Junior College, with its big classes and lack of 

a writing programme, is not doing much to help students make the necessary leap from a secondary 

level of writing proficiency to a highly demanding postsecondary one. Some of the assessment 

practices currently in operation compounded with the examination's structure and part of its content 

are also proving deleterious for most candidates. The exceedingly high expectations of examiners 

and the fact that these do not always tally with those of lecturers and with the abilities of most 

candidates are also partly responsible for the latter's poor performance. 

5.8 Recommendations for Practice 

This study pinpoints the major causes for candidates' poor performance in the MC English 

examination. Based on its results what follow are a number of recommendations geared towards 

assisting all concerned stakeholders to adequately address the problem. 

5.8.1 Teaching and Learning 

The first set of recommendations help address a number of issues that are proving to be detrimental 

to the students' efforts to satisfactorily complete the MC English course: 



• Students and lecturers should do their utmost so that the former adopt a more 

positive attitude towards the literary criticism components in the examination. 

• Students should be provided with increased assistance in developing their writing 

skills, especially when it comes to v.nting literary criticism essays, 

discursive/argumentative essays and essays based on set literature texts. 

• A comprehensive writing programme should be set up at Junior College and it 

should adopt a process writing approach. 

• Students and lecturers should be allowed to benefit from the creation of smaller 

classes. 

• Lecturers should seek to boost the amount of student talk in the classroom as this 

makes the learning experience more communicative and enriches the students' 

proficiency. 

• Lecturers should make use of multimedia projectors and other ICT equipment in 

order to diversify their teaching methods and the learning activities that students are 

engaged in during a lesson. 

S.8.2 Syllabus and Assessment 
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The next set of recommendations focus on the anomalies identified by this study v.ithin the syllabus 

and the examination and which are seriously jeopardising candidates' ability to succeed in the MC 

English examination: 

• The syllabus' strong bias in favour of literary components should be adjusted and 

the examination's structure revised so that its content is equally balanced between 

literature and language components and reflects all the language skills through the 

inclusion of speaking and listening skills. Alternately MATSEC might actively 

consider creating two separate examinations and thus replacing the combined testing 

of literature and language in one examination. 

• The syllabus should be substantially revised and a more detailed and informative 

version published. MATSEC and the syllabus panel might also wish to consider 

replacing or complementing the syllabus with a very detailed test manual that 

includes information on content, test structure, types of questions set, criteria! levels 

of performance, scoring procedures, advice on studying for the test, and exemplars 

of candidates' scripts. 

• The syllabus panel should devise a detailed set of criteria to help it with the selection 

of set texts and it should always take into consideration the age and cognitive level 

of the majority of the candidates. 
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• Examiners should as far as possible have realistic expectations that match those of 

the lecturers responsible for teaching the students. Examiners should be clear about 

what is expected of candidates in each component of the examination and this 

information should form part of a detailed syllabus or test manual. 

• The examiners should seek to be as clear as possible when writing their reports, 

especially in connection with their interpretation of the syllabus aims and objectives. 

• The testing of one of the literary criticism components should be revised and 

different assessment methods introduced. 

• The introduction of coursework as a means of complementing the examination 

should be actively considered. 

• The content and testing of the linguistics component should be substantially revised 

and the syllabus panel should seriously consider replacing the current set texts. 

• The language essay and reading comprehension components should be revised and 

brought in line with the recommendations of the literature on assessment. 

• MATSEC should consider providing the MC English examination board with the 

necessary funds in order for double marking to take place, and paper setters should 

provide markers with a detailed scoring key or expected answer outline for each 

examination question. 

• The issue of comparability between the questions forming part of each component 

should be thoroughly examined and if need be candidates should be restricted to 

only one question for greater reliability. 

5.9 Possible Limitations 

Even though this study sought to identify the factors that are leading to the poor performance of 

most students in the MC English examination, by focusing solely on Junior College students it 

carmot expect to generalise its fmdings to all those candidates sitting for this examination, 

candidates who derive from different postsecondary institutions where different entry criteria might 

be requested, where different teaching methodologies might be employed and where different 

learning contexts are in place. Hence to fully understand the issue further research is required and 

the scope needs to be much broader. This study's hypothesis took into account three very important 

factors, namely teaching methodology and learning environment, student motivation, and 

assessment practices. However, other factors that could be equally important for the purposes of this 

study were not investigated due its limitations. These may consist of the students' home 

environment, the changes students undergo whilst following the MC English course and others. 

More detailed research methods like semi-structured interviews and focus groups with students 
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need to be employed in order to gauge the effect of such as yet unmeasured factors. Even though 

this study focused its eorrelational research on five different cohort groups attending Junior College, 

the same techniques need to be applied on a national level and take into account all the cohon 

groups there have been since the inception of MA TSEC. This study was also unable to make any 

parallefa between the situation in Malta and the situation in countries that accord English the status 

of a second language and in which it is studied at Advanced level. It is hoped that further research 

on the central concerns of the present study will help to shed funher light on the problem and the 

means by which it can be effectively resolved. 

5.10 Conclusion 

This study has probed the factors responsible for candidates' poor performance in the MC English 

examination by means of a variety of research tools. The subsequent results indicate that in order 

for the problem to be successfully tackled, changes need to be effected both in the MC English 

course at Junior College and in the MC English syllabus and examination. The prevailing low 

success rate is not solely due to the candidates' proficiency but more importantly it is attributable to 

a number of lacunae that exist in the teaching and learning context and the assessment of English at 

MC level, Adequately addressing the problem is particularly pressing given the fact that the 

examination exerts a far-reaching influence on candidates' life chances by effectively acting as a 

gate-keeper to higher education, 
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Appendix 1 - Grouping of Subjects Forming Part of the Matriculation 

Certificate and Points Assigned to each Grade 
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Those subjects forming part of the Matriculation Certificate are grouped into four categories: Group 

l (Languages}, Group 2 (Humanities or Business subjects), Group 3 (Sciences), Group 4 (Art, 

Computing and other subjects). Students need to choose a subject from each one of the first three 

groups, any other two subjects from the four groups and Systems of Knowledge, which is a 

compulsory subject and rated as an Intermediate level. All subjects are graded from A to E. 

Candidates are awarded grade F if they fail an examination. Each grade is assigned a number of 

points and candidates need to obtain passes in one subject from each of Groups J, 2 and 3, in 

Systems of Knowledge and obtain at least 44 grade points in order to be awarded the Matriculation 

Certificate, At Advanced level, Grade A is awarded 30 points, Grade B 24 points, Grade C 18 

points, Grade D 12 points, and Grade E 6 points. At Intermediate level, Grade A is awarded 10 

points, Grade B 8 points, Grade C 6 points, Grade D 4 points, and Grade E 2 points. Candidates sit 

for their examinations in May but they are allowed to re-sit a maximum of three subjects, one 

subject at Advanced level, one subject at Intermediate level, and Systems of Knowledge, The 

Certificate is awarded an overall grade (A, B or C) and this is determined from the sum of the grade 

points obtained in each subject: Grade A (80-100 points); Grade B (64-78 points); Grade C (44-62 

points), 
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Appendix 2 - MC English Syllabus 

AN Sytbblls QOOS-2010): EQlilh 

AM SYLLABUS {!008-2010) 

1~GUSH 
SYLLABUS 

AM10 

,, I 



AM Synatw {2008-:!'010): Engli.s,h 

English A.\f l O 
Svllabus 

(A~kiuS~ 

Papet" t(3 htl)+P'lJ)« n <l brtJ+P;ipe{ ID(J w1 

Paper I (J~; 33 ..33~} + .Paper I1 (3hr:s; 33 ~l33~) + Pap.!r m (3hrs: 33 .J3~) 

Alms 
The syllabus a~., tuowle<.1ge of English Lmgu,1.g_e and Eoglish Lltnnnue at SEC level. A course 
bas.ed on this syllabus shoo1d enable the follo\viug to bi! achlend: 

an undemanding: d the way 1n which ~riters use fonn, struaure and 1aniuate to sbape weaning:s; 
t1JC de'-·elopment of critical sense, ~sonal re spouse and independent judgement: 
an u!lder-;t1tndiug cf the \\·ays in which readen respond ro. interpret md value telits; 
knowledge of -:arions aspects of style, and the ability to apply tbis knowledge; 
the ability 1oresJ;,'OOO to,dtscribe, e:,;p!l!Ul androillUlent on language: 
tlle abi!lty ro wrirc accurately, clearly aud effecrive:ly for dificreor pi.trpo1es and audiences; 
the abi1iry to undcrst.tud v.'rinen English ill tmns of its ideas, expression and appropriateness; 
the enjoyment and appreciation in a disciplioed and critical l.'il'.Y of literary and noo•Iiterary texts, 

Asses.sement Obj("t'tive-s 
Tht e1t.Afl.riuartoo will asstlss a caudi:Jare's ability co: 
t, wri?e ltu:idiy. fluently and llccurately on one of a nrunber of subjects using appropriate vocabulary 
and sr-vJe· 
2. su~se 01 adapt lllRtetial for a given purpose: 
3.dewonstr;;te ;mderst:.nding, of the content and purpose of pte\'i.ously ttnseen .tnattrial, CI,\'-''U from a 

"U1:de \"artery of sources; 
.:.respond ll'ith undersra.nding to texts of different rypes tnd periods; 
5.undersrnnd rbe ways in >':b.icb ~m:' choices of form, structure and l~nag.e express meairing, tone 

and arritttd,:; 
6.demnnrn:ate kmm·ledge of tlle conte:tts in which literary works are v.'rirren and understood: 
7 .produce infomled, independent (lpiruons: and jud~e-me-nrs: 
S.coUlClU.lllca!e clearly the bowledge. nndentandingand insight appropriate ro literary sntdies; 

Qmdir~· of Language 
Candidares will also be assessed 011 their ability to orgll:llise Md pre!ent infonnarion, ideas. 
dex:riptious and ar,g1.1nwnts cleMly and logic;'!!Jy. taking into account their use of grammar. punctuation 
aud spelling. In all papers coutiuuons prose ,111swers are required and the llli".!ks ,rwa:rded v;iJI take in.to 
ilC:Cottnt rhe quality of the Ianguag_e nsed by the candidare. 

Subj«t Content 

Pupe-r l (JJJ% of gl.1hc/ mark,) 
(a) Shakespeare: Set rexts 
(b) Poetry: {Set texts) 
{c) Ll:rerary Criticism: Poetry (Unt-een) 

Pa[l("r /1 (J~1J% of global mnrk; 
{a) !\'cvels: Ser Texts 
(b) Liiera.cy Criticistn: Prose {unseen) 

Pa[)" Ill (333% of globJJl markJ 
(:t) Languaie Es~ay 
{b) Comprebensiou aud Snmntary 
{c) Lillguisrics 
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Paper! 
Section A;_Shlkespeare Julius Caesar: King Lear 
There ~ill be two essay type questions. on each of the Shakespeare plays. One question to be answered. 
Literary essays mnM not be less than 400 words 

Section B: Kears: The Odrs: ls.ahclla; Lamia; The Ew~ of St .• 4.gne.\: la Belle Dame San.s Merci; 
Briglu Star/ Would I W!'1'e Steatlfast As Thou Art: Whie11 J Hmw Fears That I May Ceuse To Be,- On 
First l.iwhng Into Chapman's Homer. 

Wtlft~d Owen: Anthem fer Doomed Youth; Apologia pro f'.Jemate Meo; A.sleep; Al a Calvary near the 
Ancre: A Terre; The Chmmnr; Conscious; Tht! Dead.Beat; Disabled: Dulce et Dr?corum £.rt; 
E:.:r:porurt; Futility; Greater l.Lwe; Inscn.sibiUty; Inspection; The lmt L.mgh: U Chrl:,1ianisme: Memal 
Cases; Miners; The Nex1 War; The Parable r>f the Old Man and tl;e Ymmg: The SenJ~Ojf: The 
Sentry; The Show: SJ. W; Smilr, Smile, Smile; Spring Offrnsfre: Strange Muting. 

Elizabeth Jennings: Selected Poe111.s published by Care am.et Press.Manchester 1985. 

There will be i"".'O essay type Q'IeSrioru. on each of the collections set. Oue question to be answered, 
Essays should be no less than ~00 "'otds. 

Sect1on C: Litet&r}' Criticism; Poell'y (unseen) 
Cam1idates should be prepared for Section C through the practice of close re:,:;mal analyslS of poetry in 
the classroom, Snldents should be able to discuss tone, diction, figures of speecll, sound, rhythm, form 
and symbolism. Essays should be no less Ill an .JOO words. (33 Jo/c of global mark) 

Paper!! 
The- paper is dlvi('.ed into two sections: S('('don A: prose texts and Se(tiou B: literacy critkism 
(prose-;. In S«-lion A, fo1tr prose texts are set. There v.ill be two essay type quest1ous on eacll and 
students "'ill be required to ans\\·er ou rn·o different re,us. 

Anthony Trollope: Wt Chr(}rlicle of Bcm:et 
Marga.ret.Arw:>00: T11e Handmaid'5 Talc 
John Fowles: The French lieutenant's Woman 
John Steinbeck; Of Mice and Men 

Section B cousists of Litli'rary Critirism: Prose {unseen). Ca.udidaJes should be prepared for Section 
B througJ1 the practice of close textual analysis of prose passages: in tl;.e classroom. Studenis :shou'k! be 
able to di£Cll5S featurts of styk Essays should be no less than 400 words. {33.3% of ~lobal mark} 

In this paper. candidates should concentrate on cchereut arg.mueutJ tbat directly relate to the subject in 
hand. Mere narrarion of the pior, prefabricated answers and irrclev.aw:e will be heavily penalfr.ed. 
Quotations roust illusrrate rele\·ant points. References to other wo11.'f. may be made pro,ided they are 
pertinrut to rue argurnent under discuss.ion. 

Paper Ill 
Section A: Essay 
This provides opportunities for candidates to write on a cboseu topk employin_l!; an appropriate style 
They can draw on ~ir O'\\'ll experiences and ideas. shcming a.war~ss of diff,mmr forr.1; of w'rin:en 
and spoken e~pression, and the demands of a particntar purpose and audience. Thooghr aud discussion 
about cuneur and philosophical lisues. e•.:almu:ion of experience. aad the e:,;ptcration and practice of 
different kluds of creative writing \\ill prepare candidates for this paper. Smdems t\ill be e.1:pecred to 
\\rite an essay of not less than 500 words. the title bei.ng chosen from a list which may inclm1e 
exi\mples of atf:1Ullentati">'e, discursive. narrative and descriprh'e essays. 



Al.f Syllabus C008-Wl0}: Eaglisb 

Section B: Comprehension and Summary 

This exercise provides candidates \\ith the opportunity to demonstmte tlle ability to understand 
unseen non-literary ml'l.terial. Questions v.ill test the ability to read for understanding:, to deduce a 
writer's intentions, and to analyse the language and structures n·hi.ch are employed. Sununary skills 
l\·ill be tested in questions requiring the selection of appropriate material from the giwn passag:e and 
irs adaptation for a given purpose, ~tare rial for this exercise inay originate from contemporary 
newspapers, periodicals or orb.er non-literacy sources. 
Settion C: Llug.uis.tics 

Candidates should be prepared for Section C by reading rwo books: Engfll'h as a Global L:mgt«tgt: by 
DaYid Crystal (Topics: "\Vhv a ofobAf. Janouaoe? aud ~'by Enolish - The Culnl!<I{ Legacy) and UvitJg 
1.miguagts in Malta- A Sociolinguisric Pcrspectfw by Lydia Sciriha and ?-.fario Vassallo (Topics: 
Code-s'i\it1;h.w:.;. Bilin°ualism: Lmt1u.1ce Use in Different QQmains and Laniua.,.e R~_g). There 
v.ill be three essa.y type questions, from v.·bich candidates \\ill be required to answer one. Essays 
should not exceed 400 v.·ords. 

GR\DE DESCRIPTI01'S 

EXC'EI.LE!llT• GOOD AVERAGE 

a. Relevance Comprehensive. Notes subtleties. Answers full. Follows ob\'ions 
con:iple:tities ao.d1or relevant Ob\ious line of argwn<nr, May 
div~encies. AJioes rog,ently. present ' stock answer 
Extremely relevant. reasonable adapted for the 

n11mos.e. 
b.Conrent Full. relennt and incisfre with Moderately full. Still relevant 

sufficient and well-chosen but less controlled and Jess 
examples, illustrations or cited rigorous, 
amhorities. 

c. Strucnrre Well planned and weU fOC\tred, Line of argument still e\ident 
following a logical sequence in but less controlled and less 
~ument Clever para.graph focused Tendency to be too 
lit\king, V.'Ordy and to labour valid 

ooints. 
d. St;1e Clear, corr?\:t and inc1s.i're. Elegant Easily comprehensible, At times. 

but rmt literary. Uses appropriate ambiguous, drab or colourless. 
reiister, Technically correct, but la<ks 

precision, 
•.Marnrity ~ Knowledge and undemanding. of Less sensitive and aware of rhe 

text cotnbined \lith wider "ider implications in the text. 
av:areness !bat leads to a Less able to reJare the part to the 
balanced sensitive response. wbole. 
Ability ro argue and analyse. 

E..XCELLE!"IT: Maintaining consistent excellent performance across paper and genre. 
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Appendix 3 - Student Questionnaire 

Thank you for taking the time to complete the following questionnaire, Rest assured that 
confidentiality is guaranteed and that the data will be used for research purposes only Please note 
that all the instructions on how to answer the questions are in parentheses and italicised. 

Group nwnber. __ _ 

First year/Second year (Please delete as appropriate,) 

I I, I chose to study English at Junior College because: " 
I 

>, I » " (Please tick only one option per answer.) SJl 0 1-l 
e SJl Mi en § f:: "' e ~ ~ 
~ ;;: co en 
i5 ,;; i5 "'< < I 

a) it is easy. 
'b) I want to continue studvine the subiect. 

c) I felt there was nothing else to choose. 
d) l got a good grade in my SEC English Language 

exam. 
e) I got a good grade in my SEC English Literature 

exam. 
f) I need a pass in English for the University course 

I intend to follow. 
, g) it does not require a lot of studying, 

h) my friends ini1uenced my decision to choose ! 
English. 

i) my parents influenced my decision to choose 
English. 

i) English is a global lanITTiage, 
I k) I want to teach English as a Foreign Language 

(TEFL). I 

i I) it nrovides me with a lot of free time, 
i ml it is not a difficult subiect. 

n) I want to become a teacher. : 
o) I want to become a !awver. 
o) I love literature. 
q) I want to continue studying English at ' 

oostgraduate level. I 
r) it is Malta's second !ammage. 
s) I consider it to be my native lammage, ! 

!) I love reading in English, 
u) I felt that the other subiects were more difficult. ! 

v) I'm good at it. 1 

w) I'm not so good at sciences. 



I 

i 

I 

i 

I 

. 

2. Which is your native language? (Please tick only one option.) 

3. How often do you speak English? (Please tick only one option.) 

a) Never 
b) Rarelv 
c} Sometimes 
d) Most of the time 
e) All of1he time 

4. How many hours do you spend studying English at home per week? 
(Please lick only one option.) 

I a) None 
I b) 1-2 hours 
I c) 3-5 hours 
: d) 5-10 hours 
I e) more than 10 hours 

5. What kind of material do you mostly read in English? 
(Rank from l to 8. l=read most; 8=read least) 

6. How many books do you read in English per year? (Please tick only one option) 

7. How many essays do you write in English per week? (Please tick only one option) 
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I e) more than 3 
8. Which kind of essays do you prefer writing? 
(Rank from J to 5. I =prefer most; 5 =prefer least.) 

a) Narrative essavs 
b) Anmmentative/Discursive essays 
c) Descriptive essavs 
d) Literarv Criticism essays 
e) Essavs based on the set literature texts 

9. Which essays do you find the most challenging to write? 
(Rank from I to 5. J =most challenging; 5=/east challenging.) 

a) Narrative essays 
b) Argumentative/Discursive essays 
c) Descriptive essavs 
d) Literary Criticism essays 
e) Essavs based on the set literature texts 

I 0. \Vhich of the nine examination components do you consider yourself to be most good at? 
(Rank from J to 9. !=Most Good; 9=Least Good) 

al Shakesoeare'sKim, Lear 
b) Wilfred Owen's poettv 
cl LiterarvCriticism: ooetrv (unseen) 

t d) Margaret Atwood's The Handmaid's Tale 
e) John Steinbeck's Of Mice and Afen 
f) Literary Criticism: nrose (unseen) 
g) Lanroage Essav 
h) Comorehension and Surnmarv 
i) Linguistics 

11. Vihich of the nine examination components do you consider to be the most challenging> 
(Rank from I to 9. I= Most Challenging; 9~Least Challenging.) 

12. In your opinion what constitutes proficiency in a language? 



I 

I 

; 

13. Which of these four skills do you consider yourself to be most good at? 
(Rank from I to 4. ]=Most Good; 4=Least Good.) 

14. How satisfied are you with the Matriculation English course at Junior College? 
(Please tick only one option.) 
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15. What changes would you like to see being implemented in the Matriculation English course at 
Junior College? 

16. Do you intend to continue your studies at university once you receive your Matriculation 
Certificate? (Please tick only one option.) 

a) Yes 
b)No 
c) Don't know 

17. Do you intend to teach English as a Foreign Language (TEFL)? 
(Please tick only one option.) 

a) Yes 
b) No 
c) Don't know 

18. Which university course do you intend to follow once you finish your studies at Junior College? 

19. Which subject do you intend to study at university once you finish your studies at Junior 
College? 

20. Which career do you intend to pursue once you finish your studies? 
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Appendix 4 Interview Guide: Semi-structured Interviews with Lecturers 

MC English Examination 
1) Are you satisfied with your students' performance in their Matriculation English 

examination? Why? 'Why not? 

2) In your opinion, which are those fuctors responsible for your students' poor 

performance? 

3) What's your opinion of those students who choose to study English at MC level? 

4) Students currently need a Grade 5 in SEC English Language in order to study English at 

MC level at Junior College. What's your opinion of this? 

5) Would a Grade 5 in the SEC English Literature examination be sufficient to complete the 

'AC English course successfully? 

6) Are you happy with the way the different components are tested in the MC English 

examination? Wbat changes can you recommend" 

7) Should oracy and listening skills be tested? Why? \Vhy not? 

8) What's your opinion of the syllabus' set texts9 

9) In your experience does the choice of set texts have a bearing on students' success rate in 

the exam? Why? 

10) Do you agree that in the exam students are assessed mainly by means of the essay type 

question? Vvlly? 

11) \Vhat's your opinion of the examiners' interpretation of the syllabus' aims and 

objectives? Do their expectations malch your own? 

12) What changes can be made at Junior College so that the students' perfonnance in their 

exam is improved? 

13) 'What changes would you like to see taking place in the examination? 

Literature Teaching Methodology 

14) Which approach do you use when teaching set literary texts? 

15) Which other approach would you use if you could? 

16) Which approach do you use when teaching practical criticism? 



17) Which other approach would you use if you could? 

18} When teaching literature what do you focus on mostly: the language, the content or 

personal enrichment? 

187 

19) Which of these three approaches do you consider to be the most imporumt for sixth form 

students? Why'? 

Language and Linguistics Teaching Methodology 

20) Which approach do you use when teaching language? 

21) Why do you use this method? 

22) What's your opinion of Communicative Language Teaching? Do you practise it in the 

classroom? Why? Why not? 

23) What's your opinion of the students' writing skills when they start their MC course? 

24) How can students improve their writing skills? 

25) How do you approach the teaching of writing skills? 

26} Do you prefer a product or a process approach to the teaching of writing skills? Why? 

27) How can the teaching of ,vriting at Junior College be improved? 

28) How do you approach the teaching of reading skills? 

29) What's your opinion of the linguistics component? 

30) Which approach do you use when teaching linguistics? 

Activities and Resources 

31) What's your opinion of the following in terms of their effectiveness and feasibility as 

teaching techniques/resources at sixth form level: 

• 
• 

group work 

pair work 

students' presentations 

lectures 

lectures via PowerPoint presentations 

handouts 

resource packs 
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Appendix 5 Annotation System used for Transcribing Semi-structured 

Interviews with Lecturers 

Nonverbal sounds and gestures:<<>> 

Pause:• 

Longer pause: ** 

Exclamation: ! 

Rising intonation (i.e. question): / 
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Appendix 6- Interview 1: Lecturer A 

INTERVIEWER: let us start by means of a number of questions related to the MC English 
examination • are you satisfied with your students' performance in their Matriculation English 
examination/ 
LECTURER A: well if I had to give a straight answer in general not really • because I feel that 
some students should have obtained a higher mark than the one they actually got and whereas others 
appear to have rather great difficulties in trying to reach the standard that we normally expect at this 
level they should still have passed 
INTERVIEWER: in your opinion which are those factors responsible for your students' poor 
performance/ 
LECTURER A: okay • one main factor is the way the marking of essays in the exam is conducted 
probably over here there is a mismatch between what we consider to be the level which a number 
let's say okay I mean I'll give a rough estimate here • about 45% 50% of our students should 
achieve and what they actually achieve • therefore one major factor is the fact that probably the 
marking is a little bit • too rigid and the expectations of examiners are •a little bit unreasonable at 
this level • another factor could be the students' own difficulties • we know that there are students 
who are following a two-year course over here who unfortunately for some reason or other• are not 
able to reach even the standards that we as lecturers believe that they should achieve in order to get 
a pass mark over here • a third factor might be the way some questions on particular components of 
the exam are worded or the way they are presented • so basically these three factors * marking or 
scoring of performances • difficulties which students have • and sort of the types of tasks • essays 
• issues that students are meant to address in an examination 
INTERVIEWER: what's your opinion of those students who choose to study English at MC level/ 
LECTURER A: okay at Advanced level • right • I mean again • I've tried to sort of compile 
information about the grades which the students that I teach at Advanced level groups have 
obtained in their SEC and then over the course of the first year for example I begin to notice that 
there is a sort of• an equivalence between the mark particularly if they get a 5 for example or a 4 '1 
which between the mark that they get and the difficulties that they have in following the syllabus 
over here • so there are yes a number of students who I think made a rather unfortunate choice in 
selecting to study• in choosing to study English at A-level • there are others who have a very good ~ 
result at SEC level and who I think should proceed to get also a good grade at A-level • 
unfortunately again this doesn't work • sometimes we get students with a I at SEC level and they 
might get a C or even a D at Advanced level and since we get to know these students over a two-
year period I believe that • okay they might not be good enough for an A • but a B would have been 
more consonant with their abilities 
INTERVIEWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College • what's your opinion of this/ 
LECTURER A: okay as I've • this follows from the previous question • I think again this raises a 
number of difficulties because if there is a policy which is aimed at getting more students to follow 
courses up to tertiary level then sort of since that is a broader political • educational decision then 
you're going to say that there is very little I can do about that • but with a five at SEC level it is 
very difficult for students to even manage to get a pass mark after two years over here• that doesn't 
provide them with the sort of•• with the necessary competences and skills which will enable them 
to follow the more demanding more challenging work over here and therefore• it's as if they are on 
a very long agonising road to failure 
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JNTERVIEV\/ER: would a Grade 5 in the SEC English Literature examination be sufficient tc 
complete the MC English course successfully/ 
LECTURER A: again • no I don't think so • I don't think so for the reasons I mentioned earlier 
because getting a Grade 5 • sort of* I've had experience of this since l was a marker at SEC Je,e! 
and generally you would find situations where • for example they are likely to do well in sort of 
reading comprehension skills • in use of English because they focus on a discrete grammatical poin, 
• but then when it comes to writing you get students who get a very poor mark in the writing 
exercise but because of the sort of weighting that there is on writing in relation to the other skills c: 
the exam then they can easily get a Grade 5 or a Grade 4 and it shows that they have serious 
weaknesses in the way they express themselves in writing particularly in formal ,vriting 
INTERVIEWER: are you happy with the way the different components are tested in the :\IC 
English examination! • what changes can you recommend/ 
LECTlJRER A: okay you're referring to the Advanced level over here• okay • am I happy with the 
way the various components are tested/• not really * for example in those areas which refer to the 
practical criticism of an unseen text I think that rather than giving a general rubric where they are 
asked to write a critical commentary about this passage * or they should w'fite a critical analysis • I 
think if students are given a little bit more guidance in the sense of a series of questions which 
indicate that students need to focus on certain aspects • that might be a kind of additional help to 
students • after all we're talking about something which they will have never been able to study 
fully • unlike what Ibey do in the set text • okay we might say that they would have had a two-year 
period to develop those skills which are necessary for them to tackle the kind of text • obligatory 
text which they are likely to face • but we know that this is rather unrealistic • once again given the 
• level of English which our students have and particularly the level of exposure which they have to 
dealing with a sort of a disciplined and informed view of literary texts • so I would suggest for 
example in practical criticism rather than having a general statement about writing a critical 
appreciation they should have more guided questions leading to for example development of themes 
• the writer's choice words• use of imagery• structure and things like !hat 
INTER VIEWER: should oracy and listening skills be tested/ 
LECTURER A: in an ideal world yes they should be tested • the problem is how are Ibey going tc 
be tested and also how can we prepare students for them to develop their oral and listening skills 
within the framework of our timetable over here • yes again ideally they should be tested becauee 
after all • oral communication is supposed to be part of their • of their proficiency • standard level 
in a language and therefore I think they should be tested • the problem is a logistical one • of how 
to actually include the practice of these skills within the timetable• another is how they are going to 

do it • I mean if they take the same example as the Intermediate level reading aloud and the 
presentation • maybe with the presentation on a topic I tend to agree that there is a genuine use of • 
authentic use of language but with the reading aloud after all it's a specific skill • okay people 
might say students at this level • at Advanced level are supposed to read aloud with fluency and L'1e 
correct intonation but at the end of the day how many of these people are going to be presenters on 
television and that sort of thing • so ideally yes but l 've got my doubts about how it can be done 
INTERVIE\VER: what's your opinion of the syllabus' set texts/ 
LECTURER A: okay * set texts of the syllabus • well as regards • the play for example I still fee: 
that a Shakespearean tragedy should be included so I've got no problem with that • as regards the 
novels • okay over here • as regards the novels I feel that the selection of novels should be decided 
on the basis of certain clearly defined aims • first of all the novel should not be so distant • so far 
away from the sort of collective general knowledge • okay we might complain about that • general 
knowledge abilities of students * so for example I know that it is sort of fashionable • trendy to 
select a postmodemist text and things like that but our students have great difficulties in ever. 
reading and understanding • on their own when they do the first reading of the text and therefore 
they require a lot of assistance • a lot of help from the lecturers before lecturers even begin tc 
concentrate on certain issues • last year we had The French Lieutenant's Woman which real!) 
although • although it is interesting maybe for a person like me to actually read• work on and teach 
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• therefore I discover a number of things and I develop certain ideas about the teaching of literature 
• but for students it tends to be a little too difficult for them • so in the choice of novels !here 
should be a little more attention paid to how manageable a certain type of novel is for students at 
!his level • I believe that certain texts are more appropriate to be studied at university level rather 
than at postsecondary level • as regards linguistics for example• I mean again it's not a question of 
!lie text• it's a question of the areas which have been selected in linguistics because once you select 
!lie areas over there then the text actually reflects the areas• the idea of bilingualism• the idea of• 
sort of English as a global language • well other areas in linguistics should have been presented in 
the syllabus • for example morphology • semantics • which are likely to help srudents therefore in 
other areas or other components • therefore it would lead to further integration • if they're doing 
semantics it can help them in critical appreciation • if they're doing morphology at least it would 
help them in their vocabulary development • in their v,,riting skills rather than something which 
seems to be sort of something apart from the other components of the syllabus • so yes again it's 
not just a question of books but also of the components• the areas which are selected 
NrERVIEWER: in your experience does the choice of set texts have a bearing on students' 
success rate in the exam! 
LECTURER A: yes obviously it does have a bearing because if they find a particular text difficult 
to understand • to assimilate then their writing is going to suffer • the more complex and difficult • 
for example a novel is • students' essays because after all they are assessed on the basis of their 
essays are likely to become more erratic in expression • in the way they express relevant ideas • for 
example I notice that when students write their essays on Owen they are likely to perform much 
better • why/ * because in Owen the themes and the issues which students need to master are sort of 
limited in range • the suffering of war * the suffering of the soldiers in war • the sort of criticism 
about • about those who propagate war as being honourable * so I mean the issues are limited over 
there • therefore students are able to comprehend what Owen's poetry is about • they might have 
difficulties in sort of writing about the stylistic features of Owen's poetry but as regards the themes 
and the issues they are able to understand those therefore their writing improves because they 
understand what they have to write about • when it comes to for example novels in particular like 
Atwood then over there because so many issues are involved as we know for example feminism • 
for example the idea of religious fundamentalism • environmental concerns the students are not 
really aware how all this fits in to give them a sort of first of all a broad understanding of the novel 
which would then help them to sift through these separate strands of interest which may enable 
!liem to write a decent essay so you start finding difficulties in expression • weaknesses in 
expression • sentences which are going nowhere • it doesn't really help them • on the other hand in 
Steinbeck • even in Steinbeck although there are a number of issues involved over there but 
students are generally able to write better essays in Steinbeck 
NTERVIE\VER: do you agree that in the exam srudents are assessed mainly by means of the essay 
type question/ 
LECTURER A: okay• as regards the set texts I agree with that • if they're going to be assessed on 
King Lear • on Wilfred Owen • on the novels • yes I agree with that • as regards critical 
appreciation I've already mentioned that there should be a series of questions not necessarily many 
but maybe four or five questions which are likely to provide the necessary guidance for those 
students who al least who work hard to prepare themselves and therefore they know what they are 
going to look for in a text • as regards linguistics once again I disagree with the essay format 
because in linguistics they should have specific tasks • for example I don't know • a passage • a 
short passage in which they have to identify particular examples of either • grammatical • 
syntactical • semantic usage and they would comment about it but they would have the text over 
there in front of them • they are able to read it closely • identify the specific tasks required and 
comment about them • I think that would be a better idea of assessing linguistics knowledge 
NTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your own/ 
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LECTL'RER A: no • I hinted at this earlier • I think that their expectations are a little bit • beyon< 
the abilities of most of our students over here * over the past years we've had frequent • frequen 
occasions where • it wasn't just me • where members of staff over here complained about wha 
exactly examiners expect in the way students answer certain • certain questions • no I think thei1 
expectations should match the kind of students in general • I'm not referring to the weaker ones * rn 
general that we have over here 
INTERVIEWER: what changes can be made at Junior College so that the students' perfonnance in 
their exam is improved/ 
LECTURER A: okay * what changesi • given the number of hours which students have over here 
therefore six hours including the tutorials • and we do allow for small groups for language seminars 
and for critical appreciation seminars • I mean not much can be done • I mean a lot can be done on 
the personal level • referring to the methods that the individual lecturer uses • okay over there is 
always room for improvement• but if this question refers to the sort of way hours are assigned to 
particular texts on a sort of departmental level I think very little can be done in that sense• we've 
always tried to change t11ings • for example whereas in the past we used to have two hours for 
novels when we were doing three over here every week • over the last two or three years we've 
reduced that to one hour in order to give more time for lecturers to work on Shakespeare and in 
order to cover the increased amount of work which they had to do in linguistics • so I think at 
departmental level very little that can be done • on an individual level yes a lot can be done 
INTERVIEWER: what changes would you like to see taking place in the examination/ 
LECTURER A: this probably links up with the previous question • the changes are basically related 
to the expectations of examiners and therefore the way that they mark essays • I think without son 
of• losing track of the fact that standards need to be maintained but maybe there should be a certain 
flexibility in the way they assess students' work • I think I would penalise more incorrect • 
inaccurate use of language in essays rather than lack of depth in content • okay/ • as regards * as 
regards the other areas • as regards critical appreeiation and linguistics the changes I would like to 
see possibly would relate to the fact that rather than assigning an essay I would move towards more 
focused tasks • more focused questions which are likely to allow students to sort of have more 
guidance in the way they should tackle such tasks 
INTERVJE\VER: now we're going to move on to a number of questions related to literature 
teaching methodology • which approach do you use when teaching set literary texts/ 
LECTURER A: okay • set literary texts • I teach novels • I do not teach Shakespeare or Owen but 
what I do is • the approach is that unfortunately even though we tell students that they have to read 
the text before we actually start to discuss the text • usually I deal with the sort of background in 
which both historical • literary and particular aspects related to that particular author's work• are 
relevant in their understanding • then I go through the text by dividing it into manageable sections 
related therefore• I pay attention to not just the plot over there but also introduce elements which 
have to do with character analysis and the themes which emerge • then after that we focus a number 
of sessions on character analysis even though we would have gone over it in the course of the 
various sections of the text and the themes • so the approach would be to actually help students 
even in their reading later on after the first reading to be able to identify those elements • those 
features of the work • character • theme • maybe very little on the use of language • narrative 
technique is important as well • which are likely to help students to understand the text more fully 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER A: okay • sometimes I leave this towards the end usually depending on whether we 
have sufficient time • at times I manage to do it • at times I do not do it • I'm talking about the fact 
that yes it's useful to show students at the end • some people say we can actually do it before we 
start on a text • I'm referring to either a filmed version of the text • the problem is one of time • 
whether we have sufficient time • if we had enough time yes you could show the filmed version • 
maybe even organise discussions on how much the filmed version departs from the text • in what 
elements are there similarities • how the filmed version has managed to reinforce or consolidate 
certain things which they would have studied but otherwise • I mean • it would be futile for me to 



193 

just watch rather than going over the text together with the whole group of forty students • it's 
better if I leave that to the students • students should read the text • understand the text and I will 
focus on just separate issues • elements and characters • I think that is something which is beyond 
the level of most of the students over here • it is something which may work out at university level 
but it doesn't work out over here • so I will never adopt that approach • I still feel I need to go 
through the text with the students • not reading the text but taking a number of chapters • sections 
at one go • explain what goes on and how what goes on affects • affects • has a particular effect on 
certain elements like themes • characters and so on 
INTERVIEWER: which approach do you use when teaching practical criticism/ 
LECTURER A: okay now it's been a number of years since I've had practical criticism but 
generally what I tend to do is first of all in the initial lessons I would focus on what practical 
criticism involves • therefore the various areas of any literary text which require closer attention • 
then therefore it's a question of first method • therefore listen I've got a poem in front of me • what 
am I supposed to do first/ • first you need to read it and try to discover those few elements which • 
maybe• you are able to understand • once you've understood a number of elements then you need 
to move on to what I may call a higher level that those few elements which you've understood will 
help you to understand the other elements therefore moving from the known to the unknown • yes I 
do focus on a number of• sort of• the technical terms and their application for critical appreciation 
which they would need to use but then it's a question of practice so usually you present them with a 
text • you try to provide them with guidance about what they should look for and try to elicit from 
them certain responses • at times • at times you feel that students are able to understand what the 
poem in general is all about but then they have a number of difficulties in how they are going to 
write about it • how they're going to write more detailed accounts of a particular idea which 
they've understood • therefore that is where they need additional help in providing them also with 
models of how to write about literary texts 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER A: again • arthe moment I can't answer this question because it's been a number of 
years since I last did practical criticism • well • another approach might actually be to sort of give 
students the necessary time and space to explore different interpretations of a particular text and 
why cettain interpretations may be valid because they can be reinforced from the text while others 
cannot be considered as valid because it's as if students are moving beyond the text and sort of 
imagining things which may not be there • but I can't be very precise about this question because 
it's been a long time since I've taught practical criticism • that was the approach I used in the past 
but maybe if there are other approaches I'm quite open to them 
INTERVIEWER: when teaching literature what do you focus on mostly/ • the language/ the 
content/ or personal enrichment/ 
LECTURER A: well definitely the content • the content • but even over here I think it's very 
difficult to sort of separate content from personal enrichment• why/• because if they're reading a 
particular text• if they're studying a particular text where we have certain• we have certain issues 
related to for example oppression and that is part of the content of Atwood's The Handmaid's Tale I 
mean the next step is that you always try to relate it to their own experiences • general knowledge.• 
personal baggage • how for example they can sort of acquire a certain insight• perception into how 
women have even historically been subjected to oppression in order for other people to maintain 
power • even the issue of dictatorship • the issue of fundamentalism • I mean content over here has 
a bearing on personal enrichment • the language • the language • again although • although I do 
not devote so much attention to the use of language but we are able to read a text because of the 
medium• the vehicle oflanguage therefore it has to play a part over there 
INTERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER A: for sixth form students they should focus mostly on content • on their 
understanding of what the novel is about • of the various issues which emerge from the novel • on 
how certain characters are presented • I think that content rather than for example asking a question 
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about narrative techniques or style • I think content in terms of themes and characters should be 
given priority at this level although once again I repeat that yes we do include elements such as 
personal enrichment and language use within our sort of our discussion of the content of a particular 
text 
INTERVIEWER: now we have a number of questions concerning language-teaching methodology 
• which approach do you use when teaching language/ 
LECTURER A: okay when teaching language • over here since during the language seminar we 
have to cater for the requirements of the examination I tend to focus mostly on reading 
comprehension • answering comprehension questions • summary writing and essay wTiting • I do 
at times find the time to include sort of certain exercises which focus students' attention to 
particular difficulties which they might have in their writing • for example fragmented sentences • 
run-on sentences • the use of subject verb and object or complement in their sentences to try to 
understand at least some basic things about their v.Titing • but in general yes the focus is on reading 
comprehension • summary writing and essay writing • therefore the approach is to provide them 
with texts because using a text even helps • even if we are not concentrating on comprehension it 
helps to make them more aware of vocabulary • how they can develop the use of language 
themselves • develop vocabulary • look at sentence structure • the text is a sort of • is a kind of 
mine over there which presents them • which presents me as a teacher first of all with the 
possibilities of exploiting that text for various issues which I would like to do with the rest of the 
group• so the textual approach let's call it that way 
INTERVIEWER: why do you use this method/ 
LECTURER A: again because within a text it's not just the meaning over there which is important 
but also the way language is used in order to express this meaning and therefore you can use a text 
in a variety of ways • you can use it as I've said for grammatical focus • vocabulary focus • for 
comprehension focus and also to sort of arrive at summarising paragraphs or particular parts of the 
text* so it's• the textual approach is maybe very helpful in this sense 
INTERVIEWER: what's your opinion of Communicative Language Teaching/ • do you practise it 
in the classroom/ 
LECTURER A: right• this is an issue over which I've got very mixed views because it's been* the 
Communicative Approach has been something which goes back to late seventies and even eighties 
• well • from my experience it works when you've got small groups • groups of about ten • fifteen 
• not more than that • it works when you've got • an intensive kind of course • I'm referring to a 
typical EFL situation but when you're talking about examinations of this type • when you're • 
when you have • classrooms with certain numbers of students • when you've got • a timetable 
which allows you to see these students once a week then you have very little time in order to do 
practice because if you're going to give let's say • I don't know five minutes time for two people to 
actually • five minutes is not really too long • five minutes to involve themselves in a kind of short 
debate or conversation then you're leaving out the other students out of this situation • so it's more 
sort of the teacher fronting the classroom rather than allowing students the freedom to actually 
make mistakes in using language • experiment with language • I don't think it's likely to work at 
this level • we do try to include at times • when again • from the front the teacher elicits certain 
responses giving sufficient space for students to give personal response even not necessarily the 
only correct answer to a particular question • we do tend to use those elements of the 
communicative approach in the language seminar but otherwise you're not going to have the sort of 
the typical standard Communicative Approach * at least I find it difficult to adapt it to the situation 
over here 
INTERVIEWER; what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTURER A: there are a number or student, who take English at Advanced level whose writing 
skills leave much to be desired and you might have a number of them whose writing skills are so 
poor that you begin to see that it's going to be extremely difficult to get them to some kind of 
acceptable level over here * on the other hand there are students yes who might have a number of 
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weaknesses but we hope that over the course of two years we are able to leave some lasting effect 
on their writing skills • in general I would describe their writing skills. as ranging from below 
average • to average • to slightly above average if sort of these terms make a lot of sense 
INTERVIEWER: how can students improve their writing skills/ 
LECTURER A: basically through reading but over here I mean when we say through reading it's 
something which should go back to a number of years before they actually come here because over 
here then they have very little time because of their studies in order to actually read good magazines 
• quality newspapers • maybe even reading novels for their own personal enjoyment • then they 
have very little time in order for them to do this • there is also a very important role for us over here 
because we can help students to improve their writing skills by focusing on the more common 
weaknesses in their writing skills • sentence structure and word order are the first things which 
come to mind • during language seminars • so l mean l could express myself more on this but 
because of time we'll sort of• okay 
INTERVIEWER: how do you approach the teaching of writing skills/ 
LECTURER A: well • again over here • the teaching of writing skills • the idea is to provide them 
with models of good writing skills • that's one element which I use • therefore by providing them 
with reading texts which we can exploit for reading comprehension they also have a good model of 
writing and therefore we can focus on that • another element is to actually allow students lo see that 
writing is a process and therefore they need to think carefully about a topic • brainstorm ideas • 
then there should be the next stage • organise their ideas according to whether certain issues may be 
grouped together • therefore that they can have a paragraph structure for certain issues • how they 
can sort of move from for example ideas in favour of a topic then move to ideas against the topic • 
so basically provide them with models of how to write a narrative essay • of how to write a 
discursive essay • bow to write a descriptive essay • how to write a summary • then look at the 
process• so both product and process are involved 
INTERVJEVlER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTURER A: I think both of them are equally • equally important • why/ • because as we 
mentioned earlier since many of our students • have weaknesses in their writing skills and since •, 
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these weaknesses are the result of their lack of reading I think we should provide them with models 
• with the product of what they should write so that maybe some of the things that you explain in 
terms of topic sentences • how the topic sentence is developed in a paragraph • how we move from 
one paragraph to another • how to write an introduction • how to write a conclusion • that is 
helpful• then even the process approach • at least the way I see it • is also helpful • since we've 
got these stages even in the v,Titing of a summary • read the question carefully • what is the topic 
which you are required to write about/ • understand it carefully • look at the text • find information 
• select information which is relevant to the topic • re,11rite it in your own words • think about it • 
organise it well • then write it out • see the number of words • so this sort of process moving from 
one step to another and editing and correcting their own work is also useful • so I think both of 
them are valid 
INTERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTURER A: how can it be improved/• it can be improved through the• we're trying to do this 
in the setting up of sort of language packs and material for them • it depends again on the individual 
lecturer• maybe try to focus more on students' v.'Titing skills but again there are certain problems 
over there • it's very easy to say students need to write more and therefore lecturers need to correct 
more but we already know that we are overloaded with corrections • with the number of 
Intermediate students that we have and I believe for example at Intermediate level we are giving 
them a very• raw deal over there because of the current situation• at Advanced level they have at 
least an essay every week and therefore we are able to give them sufficient attention 
INTERVIEWER: how do you approach the teaching ofreading skills/ 
LECTURER A: I've already mentioned this • the idea • I tend if I can say this very briefly • I take 
an integrated approach to reading skills• the idea is that students are given a text• they are• I give 
them a little basic information to warm them up by looking at the title • what they expect to read 
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about • again time constraints sometimes cut this stage short and then focus on close reading of the 
text • therefore it's not just the general meaning • sort of the main ideas • but looking for details • 
trying to scan and see whether for example certain parts of the text are likely to give them a deeper 
understanding of what they're doing • so • and I use even reading to do vocabulary work• to do 
grammar work over there • so it's a sort ofintegrated approach 
INTERVIE\VER: what's your opinion of the linguistics component/ 
LECTURER A: I think we've already mentioned this earlier• I think both content and methods of 
assessment need to change and I'll leave it at that 
JNTERVJE\VER: which approach do you use when teaching linguistics/ 
LECTURER A: okay • once again • I haven't been teaching linguistics now for the last two or 
three years • but previously given the fact that I used to teach Crystal and the Sciriha and Vassallo 
thing • basically that is infonnation which has to be presented therefore I deliver presentations * try 
to summarise the main points and students unfortunately need to study those basic elements • basic 
facts which are presented 
INTERVJEWER: what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
with a list 
LECTURER A: okay • okay • okay • I'll start with the ones that I make quite a lot of use of• I 
mean handouts and resource packs over here • I like to group them into one • the idea that yes • 
when • when it comes to teaching a set text like a novel I believe that students should be presented 
beforehand with a pack of material which gives them not just what you intend to do during the 
lectures but also takes them a little bit beyond and into what you 're doing • into for example • 
elements which provide sufficient background • the understanding of the text • so you should give 
them as many resources as possible but also focus on what you intend to do during lessons • so I 
tend to use handouts and resource packs quite a lot • as regards lectures via PowerPoint 
presentations yes I'm • I would be quite open to this • rather than PowerPoint presentations I 
frequently use the overhead projector with transparencies • the problem then is you know • if you 
happen to have again a logistical problem • if you happen to have three hours one atrer the other • 
having to come here take the • and put it back • and time is precious but I mean • I mean I would 
be very open to that * lectures • yes we have to do lecturing over here • sometimes with lectures the 
problem is that you might have a number of students who even as regards seating arrangement they 
tend to sit on the periphery of your general • sense of control of a classroom and whether they are 
paying attention or not you do not know • students' presentations • once again this is something 
which may be incorporated during tutorials but otherwise I see that we have very little time unless it 
happens to be in the seminars but in lectures it can't definitely be incorporated over there • group 
work and pair work yes• I mean yes• getting students to work in groups of four or in pairs during 
the language seminars particularly when they're dealing with specific questions maybe • yes they 
can share ideas • the problem over there is once again a question of control because we tend to have 
large groups but I think it's possible to use in the language seminars or in the critical appreciation 
seminars • when I used to teach practical criticism I used to do it in the critical appreciation 
seminars because I felt that because the task was so demanding in literary criticism • if you've got 
three students• if you've got four students working together they're likely to bounce ideas off each 
other and the end result is likely to be better 
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Appendix 7 - Interview 2: Lecturer B 

INTERVIEWER: let us start by means of a number of questions related to the MC English 
examination • are you satisfied with your students' performance in their Matriculation English 
examination/ 
LECTURER B: can I say that in the past I wasn't satisfied at all but most recently I think that• the 
resutts seem to be reflecting the students' performances even here at college 
INTERVIEWER: how recently however/ 
LECTURER B: we're talking about last year 
INTERVIEWER: and in the past' 
LECTIJRER B: in the past we're looking at four• five years 
INTERVIEWER: in your opinion which are those factors responsible for your students' poor 
performance/ 
LECTURER B: <<frowns>> •• shall we say that I'm going to look at tliis year• I'm not going to 
look at the last four five years • from what I can see is that students seem to have a problem with 
organisation of ideas and writing coherently and in a mature way most of the time and in order to 
bridge the gap between O and A students are asked lo put in a certain effort especially in being 
aware of their reading skills and their writing skills * because th~-y seem to be fine with the content 
but they still find it difficult to put that content into words and present them in a coherent manner * 
now this doesn't go forward with students • we're looking at the average student * so • and I 
believe that there isn't enough oral involved in terms of speaking English and I also believe that 
they don't listen to English on a regular basis so it's like they are studying a foreign language 
!NIER VIEWER: are there any other factors that could be contributing to the problem/ 
LECTURER B: •• well there are several factors I think * lhe lack of reading and the quality of the 
books that they read • their awareness of how they should read and several other distractions 
coming also from the technological world which might be impinging on the style of writing as well 
INTERVIEWER: what's your opinion of those students who choose to study English at MC leveV 
LECTURER B: I would say initially they are enthusiastic about the subject • I don't think they are 
overwhelmed by the content and with the exception of the few most of them make an effort whether 
by reading the novels or reading the texts that are prescribed or reading notes besides attending 
tutorials • so I can see an effort on their side on the whole 
INTERv1EWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College• what's your opinion of this/ 
LECTVRER B: it is hard to say whether the grade 5 is actually• actually reflects their proficiency 
in the language • in that case I don't think I can answer the question properly • you might get a 
grade 5 student who • has problems initially and then gradually they might • fmd it easier for them 
to manage *A-level • initially I thought there would be a correlation between a grade 5 and not 
doing well at A-level but I'm not sure about that• I mean I don't ask my students whether they got 
grade l 2 3 4 or 5 when they came into Junior College • I try not to draw their attention to what 
grade they got in • either English Language or English Literature and so I start from there • so I 
really cannot answer the question properly 
INTERVIE\VER: would a Grade 5 in the SEC English Literature examination be sufficient to 
complete the MC English course successfully/ 
LECTIJRER B: «shakes head>> ••• okay a grade 5 in English Literature means that they have an 
awareness of some kind of literary competence • so • it's divided up into two sections • in two 
papers and it's hard to say whether they get on well in paper I or in paper 2 • paper 2 means that 
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they studied the set texts and they had points for the questions and they could manage the essay 
probahly but Paper 1 is a bit more taxing and that's the part which tests their linguistic competence 
•• well it convinces me that these students have been exposed to literature in the past • they have 
written a literature essay and they have paid attention to certain literary devices so I guess it serves 
as a foundation for the syllabus as in the A-level syllabus is set 
INTERVIEWER: but is it sufficient for them to complete the course successfully/ 
LECTURER B: well that I wouldn't know • I would have to check whether at the end when they 
get their C B AD and E • whether they would have got a 6 5 4 3 2 I 
INTERVIE\VER: are you happy with the way the different components are tested in the MC 
English examination/ • what changes can you recommend/ 
LECTURER B: they're tested in an essay fonn aren't they/• so • I would say that it's quite fair as 
it is • my problem is not with asking students to prepare an essay on a set text that they have studied 
for a year or so• so• really l think that the question is not whether if there's anything wrong there 
• I think it's more with the content• the syllabus design really 
INTERVIEWER: should oracy and listening skills be tested/ 
LECTURER B: I would say oracy yes * it will provide students with the opportunity to • maybe 
involve themselves more in debates and structured debates and then possibly translate that into 
writing tasks • therefore it will be a motivation • listening skills • well listening skills I'm not quite 
sure • not entirely convinced • at O-level I would say that it's a good thing that they have the 
listening skills there but I'm not sure whether it should be tested at A-level 
INTER VIEWER: why not/ 
LECTURER B: probably at this point I'm looking at a number of other components to be included 
• so I would say if I had to choose between oracy and listening f would go for oracy definitely 
because I see that it can be combined to other parts of the syllabus • listening skills • I think most 
of that is already being done but it's not being tested 
INTERVIE\VER: what's your opinion of the syllabus' set texts/ 
LECTI.JRER B: the present set texts/ oh I'm not happy with the present set texts! • I mean half of 
the set texts are not exactly to my liking but the other half are fine but it hasn't always been like that 
so as it stands at present I would say there are two titles from the novel section which I would 
eliminate and replace possibly with a variety of writers in terms of • a British writer • a 
postcolonial writer and a balance between the two • contemporary and Victorian and tbe .Modems • 
as regards then the other set texts • Shakespeare I have no quarrel with that • King Lear is fine even 
Wilfred Owen • I do have a problem with the linguistics set 1ext 
11'"TERVIEWER: which one/ 
LECTURER B: shall we take both • although Crystal is more reader-friendly I feel there are 
incongruences in what Crystal presents in his discussion of English as a global language and so 
much more has been written about that subject matter even by looking at David Graddol and the 
kind of exposure that we've had• it changes some of his arguments• so I believe it shouldn't be a 
set text but it should be as a suggested reading• and then the other text• well I'm not too keen on it 
because its focus is only on one particular aspect of the discipline of linguistics and I don't think 
that it is helping to create an awareness of linguistics in our students as I believe should be done 
INTERVIEWER: in your experience does the choice of set texts have a bearing on students 
success rate in the exam/ 
LECTURER B: it does • there is some kind of element• an influence I'm sure • but when I correct 
some essays even if it is a text that might be slightly on the difficult side of the students when it 
comes to pitching their level and trying to present a content that is coherent they make an effort and 
in the end it seems that the results are the same • so it's more like • l wouldn't see that much of a 
correlation with their success grades * even with linguistics if they study the text • it's a matter of 
studying and knowing how you're going to develop your essay so it shouldn't be a problem • so it's 
not really the set texts which present them with the problem I believe • I think any text at that point 
can be dealt with and you can push the students to tbeir limits which I think they can take if they're 
pushed 
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INTERVIEWER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTl:JRER B: yes • that's how they are assessed• there's no other form of assessment 
INTERVIEWER: but do you agree with this/ 
LECTURER B: whether I agree or not "* well there are other ways and means to go about 
assessing them besides obviously presenting an essay • an essay can be limiting from one side and 
also allowing for space for creativity on the other side • we're not talking abcut • but creativity in 
the style of writing • I would say if anything has to change I would first see what needs to be 
changed and I think that the essay type of question should remain there • maybe not the whole • I 
mean not all of them are like that • we have comprehensions as well • so with regards literature • 
linguistics and criticism I have my doubts about giving them shon questions to answer because 
sometimes those can be also quite difficult for the students to handle • they can be reductive • so I 
would choose • I would see whether you would change the syllabus • the whole structure of the • 
syllabus and then decide then which * well you have to see them both • the assessment and what is 
going to be included in the content and the format • but I would see them together • I would first 
consider what can be introduced • what can be eliminated and why you would do it and then decide 
on how lo best assess 
INTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your own/ 
LECTURER B: but they're very broad! • I believe they need to be broken down into sections and 
subsections • they need to be clearer because this creates a problem with the description of the aims 
and objectives • 1 think they are too broad 
INTERVIEWER: what changes can be made at Junior College so that the students' performance in 
their exam is improved/ 
LECTURER B: smaller classes! • fewer students in class! • more opponunity to rope them in right 
from the very start • you don't allow them • allow their motivation to slowly dwindle away and 
diminish and I believe that the number and the lack of.availability in terms of hours that we spend 
with every group • small group is very limited and I believe that that's where they get lost in the 
system • so yes smaller groups therefure • more lecturers and in that way I think we can also 
reshape the structure of the A-level here as we teach it at Junior College with the system that we 
have 
INTERVIEWER: what changes would you like to see taking place in the examination/ 
LECTURER B: this is very tentative • because I really need to think hard about it • I need to see 
that what is happening • what is being presented in the paper whether it's right or wrong • whether 
it has its pros and cons • so any new component you introduce • any component you change is 
going to come with the pros and cons • I think • 1 think I would like to see some form of textual 
analysis • an awareness of the linguistics • a kind of brief overview because that wilt help them in 
my opinion look at the discrete items of the language and pay attention lo them• so even when they 
are reading literature • you know reading a language they need to first understand the language and 
the function of certain discrete items within the language • that would be in combination with 
literature • but then again I don't know whether textual analysis would help • whether a list of 
discrete items would be practical • so you kind of need lo discuss this • you need to see other 
peoples' opinion 
INTERVIEWER: lei us now move on to a number of questions related to literature teaching 
methodology• which approach do you use when leaching set literary texts/ 
LECTURER B: I like to choose the kind of interface approach • maldng them pay attention to the 
language in the text besides the literary aspect• so if possible if I am teaching a novel for example 
depends on the length of the novel • depends on the material that you need to cover throughout the 
year• if it's a short novel as we have • Of Mice and Men • I like to guide them with questions and 
then we discuss these questions in class and then we kind of fill in the gaps • well when that 
happens• when students relate to it and answer the questions it's ideal but however but because of 
the time constraint in relation to size then that is a problem you can't listen to every question• you 
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can't give time to every student • but when it did happen it worked very well • and therefore 
making them go through the novel step by step • then when you have a text which does not allow 
you to do that you highlight the salient points first• you highlight certain passages and you discuss 
those sometimes even when discussing literary crit so that they pay attention to the language and the 
style being used and then we look at it from • it depends whether it is a matter of chronology • 
presenting a text chronologically just for them not to get lost • it depends what the text is about 
really 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER B: I would • I would like them to • I would like to send them out there to research and 
come back and give presentations in class because when they are preparing for a presentation that 
means you send them out to read • they're being selective • which points to consider• they have a 
title that they need to follow and they need to adhere to • they need to learn it and then deliver it • 
so there are these five steps which I think would be very useful because they become engaged with 
the text • they might not be able to do it with every aspect of the text but even if they just focus on 
two of these it's already quite a lot because you're not dishing out information • you're not you 
know giving them input and knowledge but they're using their skills • their linguistics skills in 
order to present the subject matter • but then again you need smaller groups and more time 
INTERVIEWER: which approach do you use when teaching practical criticism/ 
LECTURER B: right• when they're at the very beginning I tty to bridge the gap between the SEC 
English Literature because that's the question I ask.* how many of you have been exposed to the 
literature syllabus/ * that would mean that they have sat for • normally you get only two in a class 
who have never been exposed to literature and I make sure I take that in consideration and I explain 
things• it's revision for some• it's new for others• and I tell them that the questions that they used 
to be asked especially for Paper I not for Paper 2 were questions guiding them towards focusing on 
literary devices and that here at A-level they're expected to look for those • no not look for them 
but read • react to these devices and be able to comment on them freely and comment on their 
effect * so I tty as much as possible to make them aware that they need the linguistic competence 
before they get the literary competence and I take two different approaches because I need to cater 
for two types of students • those students who take a top down approach • they get like an overall 
impression of the text and they start looking deeper into the different discrete items and then you've 
got those students who pay attention to these little dc'Vices gathered in the passage or the poem and 
make sense out of these • so the bottom up approach • so • I make them aware of what exactly we 
are doing and the reason why and J tell them that there's no right or wrong approach • it's you • 
your personality and your perspective • one lime you look at a text in this way * another time 
another way • there are ways and means of engaging with a text and that is paying attention to 
language • even if it has to be the tenses • you start with what you know first and then you move 
out 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER B: that's answering a difficult question because I have in the past tried an approach 
that is very linguistics based * l make them aware of sounds • phonetics • where you look at • 
there's obviously the semantic aspect and they select diction pragmatics discourse the function of a 
text• so for me that is my checklist when I am discussing prnctieal criticism • I don't think well • 
I'd say that I have tried various approaches and sometimes I do change my approach• so as regards 
a new approach I still have to find another approach to be honest • l don't think there is an ideal 
situation there • practical criticism • we're talking about very personal reading of the text and 
personal reading comes in the way and very often it is at comprehension level where they stumble 
and that is not practical criticism • that is understanding the language • I do • when it comes to 
poetty I do ask them to tty to experiment with it • by writing the stanzas at sentence level and they 
can properly understand it because it's like the norm• with prose passages the length of the passage 
can be a bit taxing on them so it depends on the type of text you 're presenting them with so I tty to 
make them aware of the different approaches to the act of reading a text 
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INTERVIEWER: when teaching literature what do you focus on mostly/ • the language/ the 
content/ or personal enrichment/ 
LECTURER B: I think it's a balance really • I don't think that it's either one or the other • the 
balance of the three because I normally make them aware that the author is using language as his 
tool of communication and unless you pay attention to even the basic structures • the basic 
grammatical structures you can't see through • then there is obviously the • the content • well the 
content is very important isn't it/• it's what they're being asked to do mainly however• unless they 
are linguistically capable to present content in such a way to make it coherent as possible • and in 
all this whenever you look at any literature text you're focusing on personal enrichment too • 
you're asking them to look inside their baggage • knowledge of the world • of themselves • you 
ask them to empathise • so put themselves in that situation • how would they react • they might be 
able to understand • so I think it's a balance of all three • I don't think it's one or the other 
INTERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER B: can I answer the question by all three because I think they're all important/ • I 
mean • when you • okay this is a literature context however if you go out there in the world and 
you meet people and they speak to you in metaphors and you don't know how to answer and 
understand the innuendos then you can't communicate and socialise • so I think it's all three 
definitely 
INTERVIEWER: now we have a number of questions concerning language-teaching methodology 
• which approach do you use when teaching language/ 
LECTURER B: I try to balance between the communicative approach and also the more traditional 
• why the traditional/ • because sometimes they need to be made aware that there are parts of 
speech • there are content words and function words • there are elements that bring the sentences 
together and these are important for certain exercises and also with the aim in mind that this will 
also contribute to their understanding of literature when they are reading the texts on their own • 
then the communicative approach is important for some aspects• so if you are for example• we're 
dealing with students that have sat for their O-level • so they have a certain background • they have 
a certain knowledge of the language • it's the level of proficiency that varies so the communicative 
approach is going to hide obviously certain discrete items that you are trying to target • at the same 
time if you had to cover discrete items on their own then that would ruin the whole effect of 
knowing how to use them in context and we have to teach them most things in context • so if you 
look at the thematic approach for example you can present them with a comprehension activity • a 
comprehension task • a summary task and an essay so you're combining descriptions so the 
thematic approach in that case would help• however I can't leave behind those discrete items that I 
need to point attention to 
INTERVIEWER: why do you use this method/ 
LECTURER B: I'm hoping that the teaching is more effective in that way • that you make them 
aware of what is happening when they are reading • what is happening when they are constructing 
their own ideas • if for example you 're looking at rhetorical structure you have to make them aware 
of how their arguments • if they don't hold them together then they won't be effective io their 
communication skills at all 
INTERVIEWER: what's your opinion of Communicative Language Teaching/ 
LECTURER B: as I've said I balance the communicative approach because sometimes I realise that 
they've probably been exposed to this approach for a number of years • probably from day one 
when they started school so they seem not to be aware of certain rules that are part of the language 
INTERVIEWER: why do you use Communicative Language Teaching/ 
LECTURER B: because you can contextualise the situation for them 
INTERVIEWER: what's your opioion of the students' writing skills when they start their MC 
course/ 
LECTURER B: the department gives them two language essays • a narrative essay and then the 
next time it will be a descriptive essay which I believe they have been traioed to write that type of 

C . 
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essay in secondary school so I don't see that much of a difficulty with that particular task • so · 
probably some of their style • sorry I need to correct that I'm thinking of the writing skills at this 
point • some of the essays that I have seen don't seem to have problems with specific grammatical 
structures • so they might not be very coherent but the narrative approach and the descriptive 
approach helps them • guides them to write it in an organised fashion • they might not be extremely 
evocative in the images * yes but* but it's fine * it's when you push them further * it's when you 
push them into writing the literature essay • when you push them into writing an argumentative 
essay or a discursive essay where you start seeing the problems 
INTERVIEWER: how can students improve their writing skills/ 
LECTIJRER B: besides practice I believe that they first need to understand the concept of writing 
and that they are writing to communicate effectively • most of the time they write without realising 
that they are not organising their ideas in a coherent manner • so • how can they improve their 
writing skills/ • there are several ways but it's hard to mention them all • but some of these ways 
may be • to start with writing tasks which target short paragraphs where they have set objectives for 
every paragraph • you make them aware that every paragraph should have a topic sentence so they 
make sure that they can summarise those ideas in the sentence and that they don't deviate from 
there as much as possible • controlled writing at first and then slowly • gradually you help them 
expand • you make them aware • I mean you make them aware of the rhetorical structure • you 
make them aware of the discrete referents that exist in the text in order to keep the text together 
INTERVIEWER: how do you approach the teaching of writing skills/ 
LECTIJRER B: well I try to do all this that I have just mentioned with the previous question • they 
have • they look at models • they try to replicate some models • again I focus a lot on the 
paragraph writing first • they're not fully aware of how a paragraph is divided• until they are able 
to use their creative side • to go against the norm at least they have the basics and it is only by 
choice that they go against the norm to create a certain effect • to play around with the techniques 
of writing but initially you just need to help them • they need to be guided so they become more 
aware of what they are doing 
INTERVIEWER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTIJRER B: the two go together • I can't separate the two • I'm very much interested in the 
process because that's where you get a lot of variety and processes • their own ideas and how they 
produce them creatively • the two are inseparable • I mean to me I cannot see a preference between 
the two 
INTERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTIJRER B: there's the motivating factor• I believe we should motivate them into writing even 
creatively • now • how can the teaching of writing be improved at Junior College/ • I don't know 
how the others teach • what I know is that the pack that we were given this year contains several 
resources which could be reflecting how people teach writing • we need less • less students in the 
classroom • we need to guide them more • very much like tutorials but instead of a tutorial where 
you get students coming from different lecturers and different approaches possible • but you have a 
group for language • a group for literature and you can guide them more because you can see them 
more on a regular basis and you can see the process of development in their writing skills and I 
think you can target them better • I mean you have students who are proficient in writing English 
and who are presenting a very coherent piece of work and there are others who struggle at the 
paragraph level and even at the sentence level 
INTERVIEWER: how do you approach the teaching of reading skills/ 
LECTIJRER B: right • first of all I like to them to hear themselves read out loud • why/ • because 
reading out loud • they need to understand first • so reading silently • understand it and then kind 
of dramatise it • you know reading with expression • so you make do these things when you want 
them to read out loud • they listen to themselves and they have an audience so they make an effort • 
now while doing that • while reading silently they are reading for a purpose • the main purpose is 
normally meaning but there are also different levels of meaning and besides meaning you've got 
focus on the style of the writer • you have focus on the innuendos and you've got focus on how that 



203 

is also an interpretation at the end of it all • so there are different levels that they need to reach • 
they've got the basic comprehension level done silently • then they've got to answer questions • 
then they've got the reading aloud in which they have to understand and give it their own twist and 
then you've got the other levels where you've got different interpretations • where you've got 
different readings of the same text• how do I go about teaching that/• I make them aware of these 
different levels and I show them that they have reached this level so far* even while doing literary 
crit 
INTERVIEWER: what's your opinion of the linguistics component/ 
LECTURER B: I think I mentioned this before • I think the linguistics component should not 
disappear from the paper at all • I think that the set texts should change • I think that we should 
approach it differently because I strongly believe that students at this level especially going to 
university• if they wish to teach the language• if they wish to take it up a.q a B.A. to focus more 
strongly on the literature and linguistics they need the basic steps • even those who don't lake it up 
• by presenting them with • by exposing them to the discipline of linguistics I think it would help 
them understand the language that they are using to read the other texts as well 
INTER VIEWER: which approach do you use when teaching linguistics/ 
LECTURER B: so let's say with Crystal I tend to contextualise what he says • looking at the I' 
history of the language • how it came to be spread around the world •so • I expose them to the : 
different diasporas • the first Diaspora • the second Diaspora • then I try to contextualise the 
different notions of English as a foreign language• English as a second language and I try to relate 
very much to their present situation • the context here locally • the other text • I try not to highlight 
too much the statistics included in the text • I try as much as possible to bring out the 
sociolinguistic perspective however unfortunately as much as l try on that part I am not always very 
successful • I must say I do fail in this 
INTERVIEWER: what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
,vith a list 
LECTURER B: well • group work I think is a very effective technique and I use it regularly in class J 
especially during seminars and in • the context of a lecture not entirely • students' presentations yes .•. 
• as I said earlier I think that presentations are very important • why/ • because you make them go 
through different processes of learning and when they know they need to perform in front of an 
audience they make an effort and in the end that seems to remain with them because they've really 
engaged with the topic • pair work is on a regular basis • I think they do the pair work even if you 1 

don't ask them to • and pair work helps because there isn't the stress of a group • in a group you 
would try to find • you would try to combine different characters and different personalities • 
different abilities as much a~ possible because they are mixed ability classes that we're dealing with 
here • but in pair work there is less stress and they feel more comfortable • nonnally I ask them to 
pair up with the friends next to them because they feel more comfortable but that helps because they 
• especially in literature you see the different points of view that you might have for a text • 
lectures • well in terms of delivery of content I think lectures are useful however I would like it to 
be more than that • I would like to follow up certain content that has been delivered but I guess 
because we have the tutorials then that is being followed up during the tutorial • lectures via 
PowerPoint presentations • I could have a lecture via PowerPoint presentation so • a PowerPoint 
Presentation is very useful because • because like that they can • well it can make them rather lazy 
in taking down notes too however there are certain lectures that would really work out better if! had 
a PowerPoint presentation especially if it's an image that I need to show them or if it's • all I have 
to do is have a picture there • it's a resource that enhances the lecture • handouts • handouts are 
supplementary material that you have besides the resources • handouts can be tailor made fur the 
class • for the situation • they are obviously a ready resource for them to be able to retrieve • as 
they go along and resource packs as long as they are not readymade notes • I use resource packs 
what I can't give by means of PowerPoint since at Junior College you have to book the media room 
for that• that's hard in itself• resource packs are the substitute most of the time and resource packs 
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I think should include both the approaches I told you about where you present them with questions 
to guide them how to read a text • then towards the end you could supply them with a sele,;tion of 
critical essays which you walk them through till they understand the style that is expe,;ted of them 
and how you can get diverging points of view and how you can back up with evidence and the 
background to the set texts even in terms of intertextuality • you have various elements that you can 
include in the resource pack and it serves as a reference for them 
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Appendix 8 - Interview 3: Lecturer C 

Th'TERVIEWER: let ILS start by means of a number of questions related to the MC English 
examination • are you satisfied with your students' petformance in their Matriculation English 
examination/ 
LECTURER C; not really • no • there are two reasons • one is that the mark that they get in some 
cases for some students doesn't tally with the mark I expeet them to get and in the majority of cases 
then it's also the students' fault because they don't really work hard enough • I mean they could do 
better • they have the opportunity to do better but they don't work hard enough • I think in the case 
of literature it's normally because they seem to study around the text without knowing the text well 
• they seem to rely too much on notes and they don't really try to give their o,m input about the 
text• they don't really read it well enough * they should know the text more than anything else • 
they should know the text well • this is the impression I get • but there are also cases I've 
mentioned earlier where students who do well in tutorials • generally well • and then they get a low 
mark• a relatively low mark 
h"lTIRVIEWER: in your opinion which are those factors responsible for your students' poor 
performance/ 
LECTURER C: I think I included some of them already but there's another one which is very 
important I think • I think it's their inability to • rely on their own opinions rather than on others' • 
on what the teacher tells them • what the notes tell them • they're afraid of expressing their o,m 
opinion • they're afraid of analysing • of analysing themselves and the other thing is coherence too 
• I mean I find that• again the majority• let's say• let's give a percentage• seventy five per cent 
• this is of course an impression• it's not scientific • let's say seventy five per cent of them don't 
really put much effort into writing a coherent essay • a well-planned essay • they just start ,vriting 
and rambling and that's it• I have something else but I will tell you when I remember• that's it 
l'.'ITERVIEWER: what's your opinion of those students who choose to study English at MC level/ 
LECTURER C: well my opinion is that• I don't think half of them should be here <<laughs>> 
because their standard of English and their attitude to it is not the kind of attitude that students who 
should study English should have • first of all they should have some familiarity * some exposure 
to literature • most of them don't • they should also * if they're going to choose English • they 
should also love reading • there are many students who don't bother to read at all • I mean that's 
the Maltese malaise in general but in the case of our students I expect them to have a background of 
reading • they don't really read for fun * they don't really read for enjoyment and that's • so 
English becomes very mechanical for them and it cannot be mechanical • it's not something you 
can learn over two years • you can learn about a text over two years • you can learn how to adopt a 
critical attitude towards literature but you cannot really learn how to write• how to express yourself 
in two years • that is something you build up over the years 
INTERVIEWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College • what's your opinion of this/ 
LECTIJRER C; my very very honest opinion is I don't really care about the grade as such but there 
are many students who come here * who have passed but sometimes they make very basic mistakes 
in grammar • I'm not talking about effect and affect which of course I mean • it's a question of 
verbs * third person without an s or viee versa • like basic mistakes you know like where and were 
• they recur frequently with some students. 
INTERVIEWER: so what's your opinion of Grade 51 
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LECTIJRER C: it's relative • l mean it's either the grade has to go up • alrigh!l • or the students' 
standards need to go up• but the standard is definitely not satisfactory• now whether it's the grade 
or the standard that the examiner sets • you know I don't know • it's it's • the standard is not 
satisfactory and it is also important • this is something that I have long been repeating but it hasn't 
been accepted• that students who choose English for A-level should have literature too • without a 
background ofliterature it's very difficult for them to to to cope 
INTERVIEWER: that takes us to the next question • would a Grade 5 in the SEC English Literature 
examination be sufficient to complete the MC English course successfully/ 
LECTURER C: a grade 5 is a pass • I think that should be sufficient at least • but at least they 
should have• at the moment they don't• no/ 
INTER VIEWER: no they are not required to 
LECTURER C: I think they should have a grade 5 at least • minimum • in English Literature to be 
able to choose English as an A-level subject 
INTERVIEWER: are you happy with the way the different components are tested in the MC 
English examination/ • what changes can you recommendi 
LECTURER C: am I happy with the different componentsi yes • well the • sometimes the choice of 
questions • the wording of the questions is not the ideal thing• sometimes it's ambiguous• I don't 
agree entirely with that • I think the question should be straightforward and simple • it should • 
Ibey should test the students' ability to ,vrite rather !ban test them whether they can understand !be 
question • on !be whole especially these last two years • I think the questions have improved • on 
the whole it's ok •it's* I don't think there's any problem as such• I think the problem is more in 
the marking • I'm not sure 
INTERVIEVlER: should oracy and listening skills be testedi 
LECTURER C: yes! • I think they should be tested • it's a question of logistics • I mean • because 
some students are very very capable of writing a good essay but then when it comes to speaking 
they find it difficult • basically because Ibey don't have the practice • I think that for their 0"-11 

good they should practice• but how do you do this/• I don't know because it's very difficult to fit 
in the very tight programme that we have already and I don't think that any of the topics should be 
forfeited 
INTERVIEWER: what's your opinion of the syllabus' set texts/ 
LECTURER C: I don't really have a problem as such with anything at the moment • it all depends 
• you know I mean in certain cases we had • novels which were not suitable • for example OJ Mice 
and Men is a bit too light• a bit too simple for A-level students• something slightly more elaborate 
• not as elaborate as The French Lieutenant's Woman for example• that's a bit too much but there 
is a problem • this is the problem • it's not with the choice of books • it's a problem with out 
culrure • I mean that our students • that's why they should be exposed to literature• I believe that 
our students should be able to tackle a book by Hardy or by Dickens relatively easily • maybe not 
Fowles • maybe not Lawrence but Dickens and Austen and Hardy• you know• but when we try to 
teach them these novels we find it rather difficult because Ibey don't read • they don't have this 
kind of culture of the classical novel • so it is a problem • so I think the best way to go about it is to 
make a kind of a compromise • to make a compromise• so for example • I'm not teaching it • we 
have • whafs its name/ • we have The Handmaid's Tale what I think is a very good combination • 
of sort of• a novel which is deep yet is not so • difficult for the students 
INTERVIEWER: in your experience does the choice of set texts have a bearing on students' 
success rate in the exami 
LECTURER C: yes I think it has 
ThTERVIEWER: why/ 
LECTLXER C: yes because • they have to be made to like it • in the case of King Lear because we 
do it in great detail • in the case of poetry it's not so much of a problem • as long as • I believe that 
if you're going to choose poetry for the students you should choose poetry that has ar. explanation• 
how can I explain this/ • there are poems that are based very much on language and interpretation 
and allusions • I think in the case of• we now have Wilfred Owen • I mean in the case of Wilfred 
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Owen it's very practical • ifs down to earth and students who are sixteen to eighteen can 
understand the concept of war • the concept of dying • the inconsistencies between patriotism and 
Pacificism etcetera • in the case of Philip Larkin when we had Philip Larkin they were very down 
to earth poems• things that we actually experience in life• alright/ • but ifwe do T.S. Eliot for the 
students it might be a bit too much • so the choice is not bad• so we have to find books that don't 
have to be necessarily modem but that students can understand 
INTERVIEWER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTURER C: yes I think that's the best way to be honest 
INTERVIEWER: why/ 
LECTURER C: because • the tutorial gives us an overview of the work they have done • the essay 
gives an overview • one of the knowledge of the text they have studied • two of the students' 
interpretation of the text and three their ability to write English coherently idiomatically etcetera • 
so I think that is the best way • if we were to judge them by short sentences or by multiple-choice 
questions • I don't think that's the case • I don't think that's absolutely the case 
INTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your own/ 
LECTURER C: from what I've read • from what I can remember from the reports • the examiners 
seem to pick on the • trivial things rather than • I mean we do have this problem for example 
students who tend to narrate • but when you read the reports many times it's based on anecdotal 
evidence• it's based on particulars rather than the general idea • I think we have more of a • good 
general view of what the students' weaknesses are 
INTERVIEWER: what changes can be made at Junior College so that the students' performance in 
their exam is improved/ 
LECTURER C: with the advanced level students • I don't think you can do much as such because • 
I don't think they can take more than six hours • we have the system of criticism and language 
seminars • I'm not very much involved in language but I am involved in crit and tutorials • I think 
the way it is • the way it is • the students have all the facilities if they want to to get a good mark • 
ok we can use media more • nowadays media are important • the use of PowerPoint presentations • 
the use of videos etcetera • the use of projections • they can be useful • they can be exploited more 
but our • our our facilities here are extremely primitive • we still have a television set that is very 
old • we still have a DVD that is not equipped with a proper sound system • only one room • I 
mean these facilities • I mean like for Shakespeare seeing the play is definitely going to help them • 
then the size of the classes is slightly above what the limit should be • I think having forty is a bit 
too much for Shakespeare for example and the • the seminars twenty is a bit too much as well • I 
think they should go down 
INTERVIEWER: what changes would you like to see taking place in the examination/ 
LECTURER C: I think it's not the examination as such. I think it's the way the questions are put 
and the way they arc corrected. That's the impression I get because when you have a student who 
has consistently got good marks and then in the exam all of a sudden gets a very low mark then 
there's something wrong there 
INTER VIEWER: let us now move on to a number of questions related to literature teaching 
melhodology • which approach do you use when teaching set literary texts/ 
LECTIJRER C: it all depends again • it all depends• so for example with• let's take them one at a 
time • ideally in the case of novels • ideally you should introduce the novel • talk to them about it • 
give them a bit of background • maybe even some comparison with other works written by the 
author and some comparison with other literary works that have similar themes for example • then 
they read it on their own then you do lectures on it • in the past when I started I never read the book 
in class but then I realised eventually that you had to read some parts of it • I used to give them 
lectures • but when you have students who don't bother to read what can you do/• so let's take 
them one at a time • Shakespeare • Shakespeare the way I do it • I introduce the text • I talk about 
the things that • I give them the plot • and then you talk about concepts like tragedy • like chain of 
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being • like the Machiavellian thing • like microcosm and macrocosm etcetera etcetera • certain 
things• sort ofto help them to look for• look for before• and then we do the text• that's all we 
do • and then l start lecturing about the themes • about the style imagery symbolism • in the case of 
poetry basically the same thing • it all depends on who the poet is • in the case of Owen you cannot 
teach Owen without giving them a bit of his biography and a bit of his • the background to the war 
• the trenches • gas warfare • I mean you cannot really do the poetry isolated from the background 
• you have to give them the context first and then I try to link the poems 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER C: in the case of set literary texts I think it's the best • introduction background and 
close analysis of the text • the only thing perhaps I would add is as I've said media and also some 
comparative work • so • if you're doing Owen for example we should really have time to do some 
other poems that are related to Owen's 
INTERVIEWER: which approach do you use when teaching practical criticism/ 
LECTURER C: I have a system that normally I present them v,ith a poem the first time you know 
and I tell them to look out for two things • for what the poet is saying and how he is saying it • 
basically the theme and the techniques • we start from there and then we start analysing • so L'ie 
first year we start analysing different techniques so we start with imagery in detail • clusters of 
images • extended metaphor • personification but • also not just the techniques but also how they 
should interpret the techniques because the techniques on their ov.n they don't mean anything and 
then we move to diction you know • what to look for in diction because it's very important that 
they know the jargon • I mean if they're going to v.rite about it they have to have the weapons to 
use so it's a combination of the techniques and a little bit of practice • in the second year I do 
mostly practice • so I give them a lot of unseen texts and I discuss them with them and then we do 
oral interpretations together but mostly in the first year it's theory • theory in the first year • I 
emphasise a Jot the use of the techniques because I think it's important 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER C: I don't think I could use another approach• I mean this is the approach that I• I 
don't think that there is a better way • I mean I've been teaching here a long time and this is the 
best technique I've found • I've seen results • honestly I've seen results • r've seen students who 
were• who had given up almost• criticism is a stumbling block let's face it• it's the most personal 
and challenging of all especially for students who don't have the initiative• who don't have much 
confidence in themselves • so I think this approach helps them a lot • it all depends 
INTERVIEWER: when teaching literature what do you focus on mostly/ • the language/ the 
content/ or personal enrichment/ 
LECTURER C: I don't think that there's• alright let's grade them• I would say one content• two 
language and three personal enrichment • personal enrichment is very hard to achieve with just one 
novel you know • so I mean they need to read more but I also believe that through literature they 
become more humanised• more humanistic • it's it's• anv kind of art can enrich• not in the moral 
sense but it makes them understand human beings • make; them understand themselves • so I think 
the most important is the content itself• the plot the structure the psychology of the characters the 
relationships etcetera • the language is important of course but only in relation to the content and 
then enrichment yes • they should have enrichment 
INTERVIEWER: so which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER C: content 
INTERVIEWER: and why do you consider content to be the most important at sixth form level/ 
LECTURER C: because when I say content it's not just the plot• alright/ • it's it's the psychology 
behind it and language is involved • the author's use of language • language is secondary here but 
use of language is very important because let's face it we communicate through language • so if 
you're doing a novel you don't have gestures • you don't have pictures • you have the language • 
so language is almost as important 
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MERVIEWER: let's move on to language-teaching methodology • which approach do you use 
when teaching language/ 
LECTURER C: I'm not teaching language at the moment but usually it's threefold • an oral 
element is important in the sense that through the oral element you can make them explore different 
directions and kind of stimulate them to think about topics in different ways • then the adoption of 
writing skills in short sort of spurts • in the case of crit I prefer essays while in the case of language 
I prefer • short paragraphs • essays are always important of course • and also • I'm a bit old 
fashioned in this respect • I also believe very much in language exercises • the traditional language 
exercises 
Il-,1ERVIEWER: why do you use this method/ 
LECTURER C: because unfortunately our students are very limited and they need to enrich their 
vocabulary and they need to polish their use of tenses * they need to revise • you know• all this • 
from my experience I find that you have a large group of students who don't do well in these and 
they need to • of course it all depends on the students themselves • if the students do the exercise 
and after the lesson finishes they forget everything it's going to be useless 
INTERVIEWER: what's your opinion of Communicative Language Teaching/ 
LECTURER C: communication is very important but I don't think you can teach it • it comes 
mostly through practice * I think the very important thing is to give the students enough confidence 
tc make them speak but they find it very hard• it's not a question of not knowing• sometimes it's 
a question of confidence • they don't have the confidence • that's why we need to allow them to 
speak more 
J1'ffERVIEWER: what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTURER C: l would say there are three groups • there are students who are the small minority 
who qualify as relatively very well • they just need a bit of pushing and encouragement • there are 
students who when they come here they can write relatively good English but who are still a bit 
childish in their mentality and who have no idea of how to write an essay • you know good 
paragraphing• good transitions and things like that • and then there's a minority of students • they 
are a minority but they are a worrying minority of students • who are very very backward • very 
weak in their use of English grammar • weak grammatically idiomatically and stylistically 
INTER VIEWER: how can students improve their writing skills/ 
LECTURER C: I'm an old fashioned person• reading mostly• but also if they listen to the advice 
that we give them they should improve • but sometimes they don't I'm afraid • they're young • 
they're kids and they have many distractions 
INTERVJEWER: how do you approach the teaching of writing skills/ 
LECTURER C: I think the most important thing is to give them assignments and to go from there 
because you have to know what their abilities are before you improve and normally • normally it 
works on two levels I would say • the idiomatic part and the style is something which is very very 
diffkult to teach them I find • it's something which they can achieve through practice and through 
reading • so mostly you can help them with trying to avoid the mistakes • as I've said like 
grammatical • sometimes you • you • not a crash course in grammar but to emphasise and point out 
the mistakes • then on the other hand there are • there is a structure for the essay which you know 
we can teach them and if they try to listen to our good advice then again it should work• but• it's 
• they don't always listen• it sort of goes above their heads 
INTERVlEWER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTURER C: l don't really believe in the process approach * I believe in the product mostly 
INTERVIEVlER: why/ 
LECTURER C: because I think every student is an individual • you know • I mean we're not 
teaching robots here you know so • sometimes you find students who don't make an effort and they 
still manage to produce something really good • in that case it's useless really guiding them by the 
hand* maybe because when I was young that's the process we used • I used to read a lot you know 
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• I used to i,,Tite essays • never really thought about it • and • I think the process approach may 
work in some cases but • I don't know 
INTERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTURER C; how can it be improved/ • here I might be repeating myself* but one give them a 
chance to discuss their ideas and share their ideas • for example * one thing that they could do is 
take a topic and they can brainstorm about it • okay/ • and then perhaps write short paragraphs 
about their subject but it all depends on the time you have because if you have twenty and you have 
to see them all and comment about them * it depends on how receptive they are but I think the 
approach is a more or less a kind of • distant approach rather than meticulous and detailed because 
with language it's not in the details • it's an art fonn * it's the whole thing• I mean if you have a 
good word there and a good word there and you put them together and you make a mess of it • I 
mean it has to be a whole • so I think it is discussing and writing at length by means of paragraphs 
I!-,'TERVIEWER; how do you approach the teaching of reading skills/ 
LECTURER C: I don't think you can teach it to be honest • I think they should come here already 
quite competent in that respect• I think they should be able to read• they think it's easy but it's not 
• they miss the wood for the trees sometimes • they don't understand what is being said • they 
misunderstand • in fact I hate teaching reading comprehensions to be honest but it's importaot • I 
feel it's important• I think what you should do is to try and read it yourself• let them read it on 
their own and try to do a summary perhaps before doing the comprehension• analyse it in parts ai:d 
try to see what the author is trying to.say and to find evidence for it 
INTERVIEWER: what's your opinion of the linguistics component/ 
LECTURER C: to be perfectly honest I'm not really that keen about it * I mean you have to 
understand my background • that • I'm an older person <<laughs>> when I was al university the 
linguistics component was introduced rather late • I did very well in it but it was kind of a rush and 
what we're doing here is not really linguistics but sociolinguistics • I mean it's interesting• the first 
pan of it is interesting but the second part is not so interesting • to be perfectly honest • please 
don't quote me • the Maltese part• first of all it's not reliable• I mean the information there is not 
very • it's very erratic * and then it's useless • useless • because you have to see the social 
conditions we live in • I mean it's useless telling a person what language you use with your 
neighbour • I mean it's something natural • it's something we all do * that's how we are • and I 
don't think the statistics are very scientific to be perfectly honest with you 
11'i'TERVIE\VER which approach do you use when teaching linguistics/ 
LECTURER C: I'm afraid the approach that I use is very • clinical • very rigid because we have 
the text and you cannot go much beyond that because there's no time * so in the case of Crystal 
what I do is • perhaps I • mostly I don't read the book in class • I prepare a summary and I give 
them the summary as we go along and every now and then we read a paragraph to revise some 
points • I try to go a bit beyond sometimes especially when there are topics that are a bit interesting 
for me you know• for example if we're discussing dying languages I try to give them some ofmy 
experiences of travelling and languages • but you cannot go much beyond what is in the book • in 
the case of the other book• the• the• Maltese linguistic landscape or whatever it's called• in that 
case you cannot go much beyond it because it's full of statistics and you cannot invent statistics • I 
mean the statistics are there • you cannot invent them so I choose the most important ones and I 
work on those and then the rest they have to choose what they're going to study because it's 
impossible to remember everything • basica!!y you can summarise what is there • a couple of 
sentences 
INTERVIEWER what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
with a list 
LECTURER C: many of these are very effective but they are not always practical in our 
circumstances • group work could be good but one we have large groups in many cases • two we 
don't have time and thirdly • when you ask them to do group work on their own and then bring it 
with them it's not going to work much because as I've said when they finish school they don't 
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really• do much work associated with • students' presentations • I've never tried it to be honest• I 
think it's a good thing but again for the same reasons•it might be a bit difficult here• I don't see 
anything wrong with that • pair work • the same thing • I've had cases where students said that 
they're going to work together• why not/ • yes • if it's going to help them • yes • unless one 
person relies too much on the other• in class it's not very practical because they're mumbling and 
talking • lectures of course are always important• lectures via PowerPoint presentation I never give 
them because you need time • I'm a bit old fashioned so • I'm not that familiar with • PowerPoint 
• I can • I can do something but I still use the board • I think the board is more practical • the board 
is more flexible especially in our circumstances when we need to book the room • there are so 
many people using the room that it's not very practical • but if• if one were to use the PowerPoint 
• theoretically • I'm totally in favour • I think it's a very good thing • much better than the 
projector • even that is helpful but again you have to carry the projector • it's not practical • too 
much hassle • in theory these are good • handouts • yes • I do that • I give them handouts • yes in 
crit • in language • in literature too and resource packs yes • I always prepare resource packs • in 
the past I didn't use to do this• I came from a different kind of mentality where you give the lecture 
• the students take notes • they do their own research • but • it's not entirely the fault of the student 
• but nowadays research • has become easier but not so easy in the sense that they have a lot of 
resources and they don't know what to choose• so sometimes you have guide them• I use resource 
packs a lot and I fmd that they are helpful 
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Appendix 9 - Interview 4: Lecturer D 

INTERVIE\VER: let us stan by means of a number of questions related to the MC English 
examination • are you satisfied with your students' perfonnance in their Matriculation English 
examination/ 
LECTURER D: no I'm not** for various reasons* some of which depend obviously on• the setup 
of the syllabus and the • expectations of the MATSEC board * some depends obviously on the 
students' limitations themselves • and obviously it may depend also on us • on our quality of 
teaching • but • I would say no l think we can raise the level • we should raise the level • because I 
feel that • over the years it has gone down • for a variety of reasons which I just mentioned ** it's a 
fact for instance that students nowadays read less and • obviously because they have more 
distractions than we used to have in our times * they read less and •• the quality of their 
understanding and writing and communicating in English has gone inevitably down * and I think 
we should address that* this reality that we live in a predominantly visual culture •• the so called 
MTV generation • and this has effected obviously not just their reading skills but • and their love of 
reading • but also their ability • their attention span their concentration on the written word 
especially •• I think we should encourage that somehow 
INTERVIEWER: so • in your opinion which are those factors responsible for your students' poor 
performance/ 
LECTURER D: I've just mentioned one •• and I think it is • it should be given priority • how to 
encourage students to read more because • that's important * however as I said I would like I have 
wanted for some time to raise the standard and the performance of our students even in terrns of 
exam results • and one reason I think is that • J think everybody wants this but how you go about it 
then is something else • I believe that in recent years especially • as regards English there was an 
effort to raise standards • which was in some ways counterproductive • for the simple reason that • 
you can't expect just by raising as I suspect was done benchmarks • you can't expect our students 
to * be transformed overnight into • expert users of English • • I have said repeatedly that 
expectations especially in the past five six years were • pitched too high and too quick for our 
students to actually • improve consistently their English • that's not the way to go about it • 
obviously even the syllabus had to be retouched because • we have been using this syllabus for 
some time now • it has its good points and its weak points but obviously I think greater attention 
should be given to a reworking of the syllabus 
INTERVIEWER: what's your opinion of those students who choose to study English at MC level/ 
LECTURER D: •• I'd say that some were wise and some were unwise in choosing English• in the 
sense that abilities and proficiencies vary greatly • alrightl • you still get the exceptional student * 
male and female who • have a very very impressive grasp of English • both in terms of speaking 
and writing it • but I must admit these are exceptional • then you've got the average student • 
mostly girls • who are better than boys as a general rule in terms of verbal expression and even 
writing • but I • I think that many students choose English without being quite up to scratch • 
already to tackle it at this level 
INTERVIEWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College * what's your opinion of thisi 
LECTURER D: no I disagree with this! • I think that students who scrape through the SEC with a 5 
are not• I don't think he is or she is ready to• profit in any significant way from a two year course 
at Advanced level •• I think • as an entry requirement for sixth form it's alright but for the choice 
of English as a main subject that's a different story • in fact many students are • struggling because 
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obviously they came here • perhaps having the "Tong impression that English is an easy option • 
and they find that their language skills are not up to the level and that creates a problem both for 
them and for us • because as I have been telling my colleagues repeatedly • I can't in two years 
with a limited number of hours a week • very limited • make up for what these students have not 
managed to gain • that is a really adequate • level of spoken and written English in five years of 
secondary schooling and more years of primary schooling • so the idea of having a student • of 
allowing a student with a Grade 5 in O-level to choose English for A-level • I don't think it's really 
productive 
INTERVIEWER: would a Grade 5 in the SEC English Literature examination be sufficient to 
complete the MC English course successfully/ 
LECTURER D: in my opinion no! • because as • as I've just explained it's very difficult at this 
level with the limitations it involves • to teach someone again • tenses • work which should have 
been done in Form 3 of secondary school • and it is a drawback • and I think • greater efforts 
should be made• first of all obviously to improve the teaching of English at primary and secondary 
levels • alright/ • secondly I think at this • moment in time • I don't think students with a 5 should 
be given the option of choosing English at A-level because • the results speak for themselves • 
many of them don't manage to get a pass much less a good mark 
INTERVIE\VER: are you happy with the way the different components are tested in the .MC 
English examination/• what changes can you recommend/ 
LECTURER D: •• well • the • the format of the exam has been with us for some time • excluding 
certain changes • some of them not quite happy changes • I must say • especially the linguistics 
component • I think the components in general l have no quarrel with • in the sense that • setting a 
certain number of texts • obviously important texts • significant texts • literary texts • is good • it 
should be kept up • perhaps it should be complemented also by • other components that concentrate 
• on • on writing skills • task-based components • but not at the expense of the literature 
component • I think it would be disastrous if we • change the syllabus and the format • in such a 
way as to give the students the impression that • they can only benefit from the functional approach 
to language • many of them will perhaps read English as it is best used • that is literary English • 
for the last time perhaps in their lives during these two years • and to deprive them of that in order 
to introduce what I called the functional approach • I think that would be a mistake 
INTERVIEWER: should oracy and listening skills be tested/ 
LECTURER D: I'm unsure about this • because • the oral test especially as it is being now 
practised at Intermediate level• alright/ • it's a question of a ten minute test• now I don't know 
<<laughs>> how much that reveals of the students' skills in reading and speaking • so there's a 
limit to that• that oral and• speaking skills should be somehow incorporated in the syllabus 1 agree 
but a ten minute test is not an adequate way of assessing the students' oral abilities • in speaking • 
in reading • in listening to English • so I think we have to rethink that 
INTERVIEWER: what's your opinion of the syllabus' set texts/ 
LECTURER D: •• yes • I think that since we are studying English language and obviously 
indirectly English culture • I think that the texts should reflect both the historical development of 
the English language and its culture • so 1 would retain the syllabus' kind of selection from 
different phases of English literature • 1 think that obviously Shakespeare is an inevitable choice 
and God forbid that he should ever be somehow removed • and then obviously you can give them 
texts which are adequate to their age and experience • this is very important because I'm sure we 
can find texts which speak to them • alright/ • not necessarily obviously • I'm not • I'm not 
suggesting that the texts should be strictly relevant to their concerns • I think their imagination and 
their capacities should always be stretched • but I think the choice of texts is very important • we 
have had recently some unhappy experiences in the selection of texts • for example the choice of 
Trollope• as a set text• the choice of Fowles• these were totally mistaken choices in my opinion* 
but surely I think we should also include at least as part of the course a component which should 
give the students some basic background of* literary history* since we're studying this lan1,>uage at 
Advanced level I think that they should be exposed to this kind of contextualised awareness of the 
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texts they are studying • so l think that should be catered for too • in terms oflanguage it has been a 
problem• because to find texts which are adequate for our students is not easy• in fact we had to• 
construct as you well know our ovm language texts • alright/ • but I think there's more work in 
tenns of determining what our students really need in terms of language component • to put it that 
way • so that we can I think improve our language sessions 
INTERVIEWER: in your experience does the choice of set texts have a bearing on students' 
success rate in the exam/ 
LECTlJRER D: definitely! • most definitely! • a text which is absolutely beyond them let's say • 
or is simply not suited to their level of English and experience is disastrous •• I told you about 
Fowles' novel• which is a marvellous novel but it's simply beyond their present grasp and it's very 
difficult to teach a novel like that • so that that has to be * considered • also in tenns of linguistics 
we have had a very I think painful experience in the choice of one particular linguistics text • which 
is simply not relevant to our students • it puts them off linguistics * full stop! • now I believe that 
they should be exposed to some kind of linguistic knowledge• not too advanced• not too technical 
• but to choose a text which is simply • a mass of statistics • and • tahles • and other information 
which is totally irrelevant to their concerns and to their capacities • I think it has the effect of 
putting them off linguistics forever • I'm obviously referring to the Sciriha text * which whatever 
its merits and I don't question those * is simply • was simply a bad choice * for students at this 
level 
INTERVIE\VER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTURER D: I think the essay type question is important and basic • and I dread the very idea of 
ever removing or anyway minimising its importance * because that's in my experience • that's 
where you can assess students' capacities to think• to write in the language you're teaching them• 
the essay is the supreme test and I think that should be preserved • however • you could obviously 
• there are other other assessment methods • which are important • I think comprehension * the 
traditional kind is still relevant • obviously with certain modifications • not too many multiple 
choice for example• for God's sake because that• is a kind of dilution of reading assessment• 
alright/ * and summary writing • again • perhaps what should be added is a capacity to read not just 
the traditional kind of comprehension passage but different registers • the kind of• English usages 
which our students at this moment come in contact with • I'm thinking of obviously • internet 
lani,,>'Uage • magazines obviously • newspapers • and perhaps • this kind of • reading material 
which they do read more perhaps than novels although they do read novels too • not many but they 
do • and I think we should teach them how to read these things too • and also above all English in 
tenns of media * like television and the internet • I think we should increase their critical awareness 
of these forms of English* somehow 
INTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your 01.\'Il/ 

LECTURER D: over recent years they have not matched my own * far from it • I think as I told 
you before • they tried to raise the standards too suddenly • too crudely • in my opinion • and too 
unfairly * because • it's • you don't raise the level of English by making it more difficult to pass 
the A-level* simply • and • it v.as unfair in many ways both on the students and on us because the 
expectations were too high • simply * and too sudden • I think before having taken this step they 
should have consulted us• who are in contact with the students at this level • and who perhaps can 
• can speak best about it• so that's the first thing• secondly • this kind of• excessive expectation 
v.hieh we have witnessed these last few years has had a * adverse effect of discouraging students 
from choosing English 
INTERVIEWER: what changes can be made at Junior College so that the students' performance in 
their exam is improved/ 
LECTURER D: •• well • there's always room for improvement as you can imagine but I expect 
that • perhaps • I think we should give students more opportunities to • encounter English in 
various registers • up till now the three • the four components of• literature • language • criticism 
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and linguistics • have been a bit restrictive • so we need to widen !he scope of the syllabus • I 
haven't said anything about the crit • component • I consider crit to be very important because it is 
the only point in the exam and in the preparation where students are asked to • exercise all their 
linguistic or language skills at once• faced by an unseen text• and I think that it's centrality should 
not be minimised in any way • because if we train the students to read critically • not necessarily 
only literary texts • which is still where I maintain the context where English is used best • but 
since they are exposed to many other kinds of texts not just the literary • I think we should train 
their critical judgement and their critical ability to read critically • intelligently and appreciate more 
what they're reading and • the ability to formulate both in speech and writing • their reactions to 
the text• I think that is central in any syl!abus • that involves the study of English 
INTERVIEWER; what changes would you like lo see taking place in the examination/ 
LECTURER D: I'm not against introducing an oral component if it's a sensible thing as I said 
before • because • it does • bring out a student's capacity lo think and speak in the language he's 
studying • however obviously the v.rrillen exam should again have priority • as always • I would be 
more careful about the selection of the texts • both literary and language • I think the selection 
should be more thorough and rigorous • perhaps also ** I think we should have more space for the 
basics • we're getting students· who are coming here with a 5 who can't formulate a complete 
written sentence • and that's a problem * now as long as this thing remains that they can choose 
English with a Grade 5 we have to help these students somehow • so we need to think about bow to 
find space and time for some basics although as I said before this is • I consider to be a limited 
venture • it will not • it will not • perfect in any way their language but it may help • the best thing 
is to make sure that at least those who choose English should start with a Grade 4 
INTERVIEWER: now we're going to move on to a number of questions related to literature 
teaching methodology • which approach do you use when teaching set literary texts/ 
LECTURER D: well • it's a varied approach• obviously I try to give them a• a kind of basic 
approach which is standard • it has been for some time • not just reading the novel obviously but 
situating it first of all within a context • historical literary and • and • you know making them 
aware that it is a product of both the author and its social and historical background • then 
obviously I concentrate on the traditional • methods of exploring the topics the themes • the major 
ideas in a work of art and the characters • the setting obviously • the narrative techniques etcetera 
etcetera • I complement this obviously with • filmed versions whenever possible because that • 
helps • if used judiciously • it can be a kind of help for them to understand the text • the point is the 
most important thing • you can teach even a fuirly difficult text • if you make it as far as possible 
relevant to their present concerns 
Il\'TER VIEWER; which other approach would you use if you could/ 
LECTURER D: •• if l could I would give them • even a taste perhaps of modem literary theory but 
obviously at this stage • I do in fuct introduce at times as preparation for those who are intending to 
take up English at undergraduate level • I do introduce certain modern theories • of literary and 
cultural theories • I think that is a form of enrichment but again the important thing is to make them 
attractive not to overwhelm our students • l also think • since film and music culture is staple for 
our students • 1 think they should be utilised more where possible and integrated within our• since 
most of the films and music we get are in English • I think we should find ways of integrating 
certain level of attention to these media within the syllabus 
INTERVIEWER: which approach do you use when teaching practical criticism/ 
LECTURER D: • obviously it's a • I start with a very basic approach that criticism is reading 
slowly • in slow motion I tell them • and usually I sum up • criticism in three simple formulaic 
words • what/ how/ and why/ • and I start from that kind of very basic approach • the point is to 
make them aware • I try to as much as possible to make them aware of the subtleties of words and 
language • in the hands of expert users • that is • then there are obviously those usual critical tern1s 
which * the critical vocabulary whieh they have to grasp • but that that comes as a result of this • 
the point is to make them aware that you can read a text v.ith greater attention and get out of it 
much more than appears at face value 
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INTER VIEWER: which other approach would you use if you could/ 
LECTURER D: basically I think • this approach • has what is necessary • I cant think of • any 
other ways with which you can •• you know improve it • the point is to make them aware • to give 
the students • a basic capacity to read with sensitivity • to be aware of the power and the beauty of 
the language • and once you've achieved that • that a poem is a • finer • rewarding nourishing use 
of language I think you've achieved your purpose in criticism 
INTERVIEWER: when teaching literature what do you focus on mostly/ • the language/ the 
content/ or personal enrichment/ 
LECTURER D: well I suppose • all have their contribution to make • all those lhree aspects • I do 
focus mostly on literature as a form of self-discovery • that is • why are we studying this play/• 
what does a play written four hundred years ago have to say to us who are living now here/ • why 
for example study Shakespeare/ • this is the first lecture I s1art with • I never start with the text or 
with the background of Shakespeare • I start with the response to the text • and obviously the 
intention is to make them aware that this is not dead stuff that you only have to prepare for the exam 
• this is fire • this is living stuff• and if you give it the right amount of effort you will at the end of 
it be a • better person • in the sense that you will improve your mind your feelings your sensitivity 
• reading should be a transformative exercise 
INTERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER D: again as I told you they should be ideally integrated obviously but I keep saying 
that • when you study a play like King Lear for instance * I tell them immediately that the best way 
of getting good results is to start liking the play • concentrate on that • alright/ • see the literary text 
as an encounter with a new experience• new dimensions of living of feeling of thinking• alright/ • 
and once you get that you shouldn't bother about the results because • you wi!I get good results but 
first frrst see what the text can give you 
r.-lTERVIE\VER: now we have a number of questions concerning language-teaching methodology 
• which approach do you use when teaching language/ 
LECTURER D: okay • mostly I use the traditional approach because obviously • I arn • l have to 
stick to the texts we have and the syllabus we have so • it involves mainly writing essays • different 
types of essays • discursive descriptive narrative essays • so the first • you obviously have to give 
them an idea of these different types and what they involve• obviously the art of·writing an essay• 
they have to concentrate on that •• I also obviously use • comprehensions and summaries • and 
obviously the most important tool is the tutorial • where you get to actually concentrate on a 
student's capacities and limitations • and it does effectively improve a student's proficiency • the 
tutorial session • involving as it does a kind of individual attention to the writing capacity of the 
students and also obviously to their use of English to write about a subject or a text 
I'.'lTERV!E\VER: why do you use this method/ 
LECTURER D: l think as I told you before this concentration on the essay format is important • 
basically that's what I I • occasionally obviously I have to • given the level of English of our 
students • I have to go back to basics at times • even in terms of tenses basic tenses and other 
grammatical structures which unfortunately they keep getting v.TOng even at this level when they 
shouldn't 
INTERVJEVVER: what's your opinion of Communicative Language Teaching/• do you practise it 
in the classroom/ 
LECTURER D: yes I mean • depends on the classroom obviously on the number of students in the 
classroom • with a classroom of forty five students • communication two way communication is 
obviously restricted but with smaller groups like seminars and tutorials you do have a chance of 
applying this method 
INTERVIEWER; what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTURER D: •• in general it's below average * and the most * the best we can hope for is to 
make it at least average • you do get the occasionally exceptional student who can write good 
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English intelligently in a lively and interesting way • making little or no mistakes but as I told you 
this is the exceptional student 
INTERVIEWER: how can students improve their writing skills! 
LECTURER D: obviously by exercising them •• the weekly tutorial helps but I have my doubts 
whether it's enough • in the classroom as l told you can develop it you can develop it more if you 
have manageable groups but otherwise with a group of forty five fifty students in class it's very 
difficult to • in two sessions a week two hours a week • it's very difficult to • really substantially 
improve. the writing skills of students 
INTER VIEWER: how do you approach the teaching of writing skills/ 
LECTURER D: through various ways • we mentioned already traditional methods of the essay the 
comprehension the summary and other writing tasks like • report writing and article writing • letter 
writing • basically those are the main methods I use • what is problematic is the frequency of 
course because as I told you for logistical reasons • you can't you can't give them enough practice 
in these different forms of writing 
I:-ITER VIEWER: do you prefer a product or a process approach to the teaching of writing skills! 
LECTURER D: if I had a choice I would choose a process approach • unfortunately the way things 
are • I mean logistically and syllabus-wise you cannot simply ignore or not give importance to the 
outcome because most students are interested in the outcoine 
I:-ITERVIE'\VER: how can the teaching of writing at Junior College be improved/ 
LECTURER D: •• as I told you first of all you have to have ideally smaller numbers because you 
can't really teaching writing to huge numbers let's face it • you have smaller numbers • probably 
we also need more teachers for that which is • a very improbably prospect I would call it • but 
anyway that would certainly improve • now in terms of what can be done under present conditions I 
would say that if we devise new ways of exposing students lo as much variety of writing as possible 
• and concentrate on the techniques involved it would be I think it would help • but it's a • under 
present conditions of large numbers I can't think of effective ways of really improving their writing 
skills more than we are doing now 
INTERVIE\VER: how do you approach the teaching of reading skills/ 
LECTURER D: well obviously there are • the set books • which always involve reading by the 
students and by the lecturer • sometimes if possible even in class • encouraging obviously 
extracunicular reading as much as possible • introducing students to texts which they may never 
have met before • I try to make the comprehension • component as interesting as possible by a 
careful selection of the passages• again•• more than that I can't think of 
INTERVIEWER: what's your opinion of the linguistics component/ 
LECTURER D: I think in recent years all my students have complained about this component • 
they unfortunately develop a distaste for ii and it has been in recent years 1 repeat counterproductive 
INTERVIEWER: which approach do you use when teaching linguistics! 
LECTTJRER D: l try to make the subject as palatable as possible • because obviously confined as I 
am by the unfortunate choice of text and since its introduction it has been unfortunate the choice of 
text I must say I wasn't successful in making them in any way enthusiastic about linguistics 
INTERVIEWER: what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
with a list 
LECTURER D: alright • group work • I don't use it much I must say • occasionally I do have 
recour.;e to it but not very frequently • I think partly because of the restrictions or the format of the 
present fonnat of the syllabus • students' presentations• no I don't use much of those • I do 
occasionally invite students to present not formally very informally• a point of view but it's not an 
organised thing • pair work • yes I do allow in certain cases especially in language students to 
sometimes work in pairs and compare• the product of their work• lectures* lectures obviously are 
sine qua non at this level • certain texts are • best presented in lecture format • okay/ • lecture via 
PowerPoint presentation • I don't use that much at this level • partly because our facilities are 
abysmally lacking • and we don't have either the opportunity or the facility to actually increase this 
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this type of presentation * handouts • handouts I have my • how shall I say/ my reservations • 
because I found through experience that in terms of for example notes • students will assimilate 
better material if they have to write it down themselves rather than finding it ready made buying it 
as a pack usually and they simply • you know they have this ready made material which they can 
memorise and I found actually the discipline of writing lecture notes * and discussing as you write 
they assimilate the material much better than simply you know • getting to it through handouts • I 
think handouts discourage efforts • resource packs • same thing • I was speakir:g about packs 
actually because I do give handouts occasionally in terms of since • to complement • to supplement 
rather • supplement the books I do give handouts but packs as I told you I was thinking of packs 
more than anything in the previous point• I find them to be in some ways counterproductive 
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Appendix 10- Interview 5: Lecturer E 

INTERVIEWER: let us start by means of a number of questions related to the MC English 
examination • are you satisfied with your students• performance in their Matriculation English 
examination/ 
LECTURER E: •• to tell you the truth we don't always know how our students perform because • 
the year after we get to know their results so it's a hunch I have before that they will do well or Ibey 
won't• as simple as that• because the year after there's too much to do to bother actually about the 
previous years• however when I look at the past five years I have to admit that I am not completely 
satisfied • we've made• we've complained about the situation in the exam• even signed a petition 
as you know • so not really • because statistically it doesn't show that MATSEC are happy with 
their level • with what they're doing 
INTERVIEWER: in your opinion which are those factors responsible for your students' poor 
performance/ 
LECTURER E: •• examiners have their own view of this • I personally think that it has to do 
actually with the way things are nowadays • the general apathy towards learning for its ovm sake * 
they don't read they don't do • take up study with that love for study at least I experienced when I 
was young• it could be also • I can't just blame the students • I think another factor could be us as 
well • something to do with our teaching methods which could be in a rut • not necessarily over 
here • I also blame secondary school * I'm sure that when they do these courses• what do you can 
them! • teachers' refresher courses or whatever they're called • Ibey do them in July or perhaps in 
September but I'm not quite sure whether they put into practice • the teachers put into practice I 
mean new • any innovations in the methodology that they might hear about • personally I think 
they do need to • to • be kept on tiptoes throughout the year • even us but especially so with 
secondary school because here they only have two years• there they have a longer period• it's the 
building blocks that they're doing • here we are supposed to be consolidating and finishing off and 
to prepare the students for university after all 
INTERVIEWER: what's your opinion of those students who choose to study English at MC level/ 
LECTURER E: first of all I think few choose English for its own sake• tbere are those who love 
the subject and choose it because they're good at English because they read a lot and they enjoy it• 
that's all • it gives them pleasure to to study• and read * but others of course have practical reasons 
hke 1he university course they're going to choose • possibly the chance of teaching foreigners • 
they are also tempted towards 1hat because they hear that they can make some money much better 
than doing other jobs and • there are some who might have chosen it also • who still choose it 
because they feel it's important in life and also it could help tbem in their own personality as 
regards their confidence • if they continue to show everyone they're good at English 
f:s.'TERV!E\'\IER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College * what's your opinion of this/ 
LECTURER E: I don't quite agree with Grade 5 • I would say a Grade 4 • we need students who 
pull up their socks before actually coming here 
INTERVIEWER: would a Grade 5 in the SEC English Literature examination be sufficient to 
complete the MC English course successfully/ 
LECTURER E: even here I think a 4 would help • although this question about English Literature • 
let's put it this way • if they're good in the language I don't see anything impeding them in 
becoming better • if they were not so good • when it comes to literature even if they • I won't say if 
they didn't sit for it but even if they got a low grade because they didn't give it importance * you 
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know students at SEC sometimes don't give it importance • so they might get poor grades if they 
don't • it doesn't mean this hampers them from taking English Literature here• so long as their 
language is okay and their writing skills are acceptable 
INTERVIEWER: are you happy with the way the different components are tested in the MC 
English examination/ • what changes can you recommend/ 
LECTCRER E: linguistics out! • well • there are some things I would change •• some of the 
components are of course acceptable and necessary like the critical component for example * the 
essay component because writing has to be th~-re • but linguistics definitely needs to be changed 
INTERVIEWER: should oracy and listening skills be tested/ 
LECTURER E: yes! • why not/• yes it think students need them and they boost self-confidence • 
there's no point in saying I have an A-level in English and then I'm not able to speak fluently • the 
language • and anyway they do it at SEC • whether ft's good or not • the way it's currently being 
done • whether it's enough or not• I question that• but I think oracy and listening should be tested 
INTERVIEWER: what's your opinion of the syllabus' set texts/ 
LECTURER E: •• I guess you're talking about literature here 
INTERVIE\VER: literature and linguistics 
LECTURER E: linguistics I told you • I would think of something else as an alternative • not 
linguistics as we have it • we don't have just linguistics • we have sociolinguistics which is a 
speciality on its own so • if I were to include some linguistics it would be real theoretical basic 
linguistics • alright/ • as regards literature books I'm not against having a classical text • Dickens 
or something like that • a Hardy • as regards the novels • Shakespeare • I'm okay with 
Shakespeare even if they've been choosing the same tragedy • they've been circling round the 
tragedies for a number of years • I'm not against that because I am seeing what the students gain 
out of it • the experience gained out of it • so for us it would be good to change but for the students 
it's good to have the experience of a King Lear or • Macbeth or whatever • however I have my 
doubts about the way the texts are chosen by the syllabus board • we've heard anecdotes • well not 
anecdotes • they were true • certain texts were chosen but they were suggested by someone and 
they weren't even read * I remember once I met somebody from MATS EC who said ** and I 
remember him telling me that a parent • a Gozitan parent • told him • this was a few years back 
because it was when Atwood was included • saying how disgusting that we should have such a 
book• so pornographic etcetera• and of course he said he would check it and it wasn't that bad• 
I'm not saying we should comply with this • there's nothing ,uong with choosing Atwood • I 
realise that it has its own value • hut were the examiners aware when this was done • when this was 
chosen • I have my doubts • there should be a justification • he should have had a justification * at 
hand whenever• when the objection was raised 
Il\1ERVIE\VER: in your experience does the choice of set texts have a bearing on students' 
success rate in the exam/ 
LECTURER E: •• so long as we prepare them to make the right choice • I mean so long as we as a 
school make the right choice of text • remember there are usually as regards novels • even in 
Shakespeare • there are usually other plays and other novels • if we make the right choice I think 
they can succeed because if we enjoy teaching what we've chosen it should have a bearing on them 
INTERVIEWER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTURER E: well yes at this !eve\ they are pre-university• I know there is • there are possible• 
another approach like discrete items or things like that • but we are supposed to be • a couple of 
steps before university • and I think we should be focusing not on the little items here but on the 
structure of things • I mean essays of course • as regards literature of course I would also consider 
whether they should have a gobbet question like the Intermediates at A-level that is but I'm not sure 
it's acceptable because it's • they already have crit prose• right/• which is an unseen and it would 
be replicating perhaps the skills • so I'm not quire sure • although I still have my doubts about the 
way we test literature * there could be also • alright the discrete items idea not for language but for 
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literature could work because they test detailed knowledge of the text • I am in favour of them 
knowing the text very well not merely replicating notes 
INTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectivesi do their expectations match your ov.n/ 
LECTURER E: I've been through the aims on a couple of occasions • they seem okay • probably 
copied from some A-level examination in England as they did for SEC • except that there is * 
linguistics is not in the aims which goes to show how it came into the syllabus • and also there is 
one which I question a bit• I have it right here* let me sec <<consults a copy of the syllabus>> the 
ability to \vTite accurately clearly and effectively for different purposes and audiences • I don't 
think that's being catered for because the essays* I'm talking of the language essay here• the titles 
chosen do not differentiate between audiences and purposes • we don't have a lot of different text 
types 
INTERVIEWER: what changes can be made at Junior College so that the students' performance in 
their exam is improved/ 
LECTURER E: we've already made one change for instance • we've we've • we're not allowing 
them a choice of texts • literature • we're doing it for them • before they used to have a choice and 
I think of course it impeded our teaching because students are likely to choose the first book chosen 
and they don't bother about the next one being covered the year later• I think we could make some 
changes yes • I'm not sure whether we're all together in this • about the way the students are 
addressing the essay questions given • literature and language * I'm not sure whether we're all 
together there • the focus on structuring an essay * some changes also * this could be done in 
tutorials perhaps * I was also thinking of the possibility of discussing a tutorial • in view of the fact 
that students are * you know the levels that they come with not up to what we would like it to be * 
perhaps I was thinking of sometimes students during tutorials • spread over two weeks • in the first 
week we discuss it • not they v.rite it and then we go through it but we discuss it plan • and you 
know an oral discussion • they take points and they come up with their own plan and it must be 
hands on not just talking * and then they go and write it and then the next week there's the usual 
tutorial as we know it • we see what they've given us * another change that we could do here is 
literature • especially for literature but not in the first year • perhaps later on * giving them open 
book tests • literature questions with the book the text only• so long as they don't get those blasted 
notes from which they copy • l think that is something we rould introduce to emphasise the fact 
that the text is the main thing they have to think of analyse digest• whatever 
INTERVIEWER: what changes would you like to see taking place in the examination/ 
LECTURER E: instead of linguistics or sociolinguistics as it is something like language awareness 
• I remember a time when there used to be a little component * it was very short brief * but 
awareness of aspects of language like colloquialisms slang Americanisms • formal and informal 
styles of writing • but actual practical ideas and examples • such things as that * different kinds 
English• a general knowledge of these things there could be a set list which we could prepare them 
for • and then I'm not quite sure how they would be tested • either in a practical way or writing 
something and coming with examples themselves• as regards poetry I think an anthology might be 
a change • I'm not sure how it will work out • we've tried short stories and they weren't that bad in 
reality but with poetry we've always • sometimes a poet is there for a good number of years• I'm 
not against just one poet mind you but we want to send students ont there with an open mind and 
our aim in the choice of texts should be the value of these texts in the students' life later on• and an 
access to different poets I think should help • as regards essays • well in SEC they do it * I don't 
see why we don't over here • there is always that shorter kind of essay the report kind of essay • 
it's out here at A-level • possibly because the exam relies on literamre a lot • but a directed short 
essay • not necessarily as directed as in SEC has its value in life • summary is another thing * I 
know we have it but I'm not quite sure whether we are giving it enough importance • note-taking is 
another skill that students need at university and hence the exam should cater for it• it's not being 
exploited here at this level* note-taking 
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INTERVIEWER: let's move on to a number of questions about literature teaching methodology • 
which approach do you use when teaching set literary texts/ 
LECTURER E: I've been teaching here for quite some time • I used to assume that the students 
have read the text• and I used to give lectures and that's it • but now we can't assume that • the 
students don't come prepared • they wouldn't have read the text so of course I tackle it the text 
chapter by chapter and in a short novel as in Steinbeck I actually read it in class • it's interesting 
because you go into details • you show them how you yourself are discovering details even as. 
you're reading in front of them sometimes and you're also showing them the pleasure of reading 
and enjoying literature • so I feel I'm giving them something there • even when reading in class•• 
another method that I used to use that I still use sometimes • I used to prepare something to look up 
for in a chapter • give them the handout early in the year and tell them to prepare chapters one two 
and three for instance • what to look out for like quotations to prove a point • and I remember doing 
it for Jane Austen for Hardy • it used to work but there was a time * perhaps I'm giving up myself 
as well • it needs a lot of preparation • but I had to change because students didn't bother to look up 
details or read the handouts sometimes • so I changed• it's easier now of course • so I prepare the 
chapters and I go in and deliver a lecture * I know they don't know so I have an advantage over 
them which makes me feel of course really <<laughs>> powerful 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER E: this approach • this approach that I used to use I feel that it was a success • I've 
met students of mine who are now teachers and who have told me about this approach and how it 
made them really go into • into the details of• the relevant details of the text • they had to pick out 
some things certain quotations • it made them look really carefully to try lo find it • if they get the 
right one it was !IlJ!rked okay so we did it in class • they used to enjoy it • it derives from my own 
experience of studying actually 
INTERVIEWER: which approach do you use when teaching practical criticism/ 
LECTURER E: in the first year I go over the theoretical aspects with practical examples of course • 
usually shon poems and shon extracts but to bring out the learning value • right now I'm doing 
diction so I'm looking at various passages and poems to bring out the aspects of diction that they 
should know about• like allusions like • even the grammar of a sentence • the syntax • themes and 
so on • I focus on certain aspects like imagery diction tone and so on • themes • also I go into the 
writing skills with first years • like writing an introduction and basically how to continue an essay 
INTERVIE\VER: and with second years/ 
LECTURER E: then in the second year it's more practical • that is we have actual things• I usually 
also use the unseen method approach of the exam like giving them a test first and then discussing it 
later• because I find that either it's my nature I talk a lot or it's the students who shut up • I give 
them a passage to prepare • only a few prepare it and putting them in a circle • I've had a couple of 
successful years where the students co-operated and we had lovely discussions in a circle • but I 
remember two or three years at most out of all the years I've been here where I had at least one 
group who enjoyed discussing the text 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER E: I'm quite happy with my approach but of course I wish the students participated 
more • perhaps if I can find a fault in myself• this teacher talking time • I am aware of it • I don't 
know whether to blame myself or whether to blame the students' silence • they know they can put 
up their hands if they really want to interrupt me and I'll give them a chance to talk but they never 
do 
INTERVIE\VER: when teaching literature what do you focus on mostly/ • the language/ the 
content/ or personal enrichment/ 
LECTURER E: you're personally enriched if you look at the content and the characters in action• 
okay/ • but since we're teaching language I tend to value the use of panicular words instead of 
others and the ways of putting the syntax • as part of the whole vehicle of what is being conveyed 
so • nowadays I find it useful • this is something that I learnt myself through the years • something 
perhaps I wasn't prepared for when I staned teaching sixth form years back • the importance of 
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structure • the structure of the whole thing of the sections of the texts which has an ideology of an 
author behind it • I am emphasising that a lot now 
INTERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER E: I think all three of them are important • you can't really separate them • I find them 
all important along with what I've just said• what is the real meaning of the text/• behind it behind 
the text • what is the author trying to show us in that text/ 
INTERVIEWER: let's move on to a number of questions about language-teaching methodology • 
which approach do you use when teaching language/ 
LECTURER E: we have a text right/ for language• we're referring to language seminars/ 
INTERVIEWER: Yes 
LECTURER E: we use it because we make the students buy it and so we can't ignore it • I would 
come up with my own material rather than have a text • I try to stress skills especially • of course 
like • remember we have an exam in mind whether we like it or not this is the washback of the 
exam • we teach to the exam whether we like it or not • and of course I try to stress the skills • but 
I like to bring out the point of view of the examiner as far as possible even by looking at silly things 
like the marks • allotted to each question 
INTERVIEWER: why do you use this method/ 
LECTURER E: I guess it's exam backwash as I've just explained• unfortunately I don't quite like 
it• with language I'd like to practise some things that we use with foreigners for instance to make it 
enjoyable • because it's not enjoyable • the students even if• mind you I do try sometimes like a 
warmer • a little task at the beginning • a brainstorm on a topic or something to do with language • 
I do do it• I wish I had more prepared• because I only have a few of those • I want to build up a 
kind of • I have it in mind • unfortunately the students are too exam-oriented but this would at least 
start off the lesson with something appealing • it does when I do it but they do fall into a rut again 
because we have to tum to the texts or comprehensions or summary or whatever 
INTERVIEWER: what's your opinion of Communicative Language Teaching/ • do you practise it 
in the classroom/ 
LECTURER E: I'm in favour of it • we use it with foreigners in Malta but they come relaxed • they 
just want to develop their fluency vocabulary • it's part of life for them • our students see the exam 
not as a language which is useful for life • I'm generalising here but they see it as a language which 
is going to get them through MATSEC and then hopefully moving ahead • so yes I do practise it 
with my students now and then • using the ideas that I used to use in my TEFL days • I am 
interested in it a lot• however there's the stress also that we take of going out of the classroom and 
not having covered an amount of the syllabus• so obviously we do teach to the test a lot of the time 
INTERVIEWER: what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTURER E: •• I have tried these past couple of years looking into the examiners' report of SEC 
to get an idea of first of all what • first of all • I don't mark so I'm not in touch with SEC • so if the 
examiners' report is available which is not in October so it's usually a year later • it does give me 
an indication of the skills they have • the first tutorials usually impress you because we give them a 
narrative and a descriptive essay and they're quite good at those • and then eventually you get to 
know them better and you start realising what are their mistakes • the tutorials have a really big 
value because you really get the individual approach • but in general I would say we have students 
choosing English with varied • it's a mixed ability group • as I said the purposes for choosing 
English vary and so do the levels of ability in writing 
INTERVIEWER: how can students improve their writing skills/ 
LECTURER E: workshops would be a good idea • but as I said the language seminars are not 
enough for writing skills because we have comprehensions • we used to have linguistics as well in 
the language seminars which took part • which took the biggest part of the year • yes writing 
workshops • when I say writing workshops I mean getting them to write something not free writing 
but after discussing it • as I mentioned for the tutorial system • alright/ • something like that • they 
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could bring in for one session a passage they like and why they like it • this could be done for 
poetry as well • workshops which are more hands on for them than just banding in a piece of work 
they've done at home before they go to sleep or whatever • I want to see them correcting their own 
work which they don't do 
INTERVIEWER: how do you approach the teaching of writing skills/ 
LECTURER E: •• I think I've mentioned quite a lot of ideas already but I do stress • I told you 
about for instance the importance of focusing on the rubric on the title •• reread your essay and 
correct it for errors • the organisation skills.• I think here • which is why I think the spadework 
should have been done • I'm not saying we should have perfect students but I'm thil'.king of myself 
when I went to sixth form • basically I had problems • I'm sure I had problems • with vocabulary I 
sure had because • I had certain difficulties like not reading enough perhaps myself • but my 
grarnmar was okay I should say • some syntax problems I must have had as well • alright/ • but not 
• I was ready • I had the spadework done prior to entering sixth forrn • it was a question of self 
discovery in my case* doing research on my own which they den'! do here 
INTERVIEWER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTURER E: I start with the process but of course I have to lead to the product • alright/ • ideally 
as I said • ideally we should already be focusing on the product at this level but we have to do some 
work sometimes • this has to do even with the teaching of certain grammatical points • some 
people in here don't think it's the case that we should be teaching basics but a little revision always 
helps • so the process is necessary but of course it should ideally take a shorter time than it does 
sometimes because sorne students • I think we should be more in touch with what these students 
have been doing • we should sit back a bit at the start and try to negotiate with them • ask them 
what they've done • l do it • first lesson of language I do this • what they think of their past lessons 
their teachers and what they would like • what they think A-level is all about and the gap they 
envisage between O-level and A-level as regards language and what they'd like to see us doing 
together • this negotiating bit I do a lot• there's a scheme in my mind which I share with thern • I 
tell them what I want to achieve by the end of each lesson 
Th1ERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTURER E: you're talking of Junior College here • I'm going to include teachers of other 
subjects • I don't think we're being helped because the lecturers of other subjects • I'm not quite 
sure whether they check their English • I mentioned workshops earlier and this should apply to all 
of Junior College because v.Titing skills forrn part of most aspects of university studies • right/ • 
perhaps I'm thinking a bit too far• perhaps this idea should be spread all over 
INTERVIEWER: how do you approach the teaching of reading skills/ 
LECTURER E: of course you do reading through a passage usually • there are various pre-reading 
skiHs and • while reading skills and post-reading skills which usually I have no time for • but 
obviously again the exam is in mind and it doesn't allow you to enjoy reading as it should be • like 
discussing a topic before actually reading the passage • you know these pre-reading tasks there are 
• so usually that's made short like a little discussion • in fact the book does contain such activities • 
it helps you • introduces vocabulary before • but of course you do then tum to the kinds of 
questions that are asked in the exam• the skills that are expected of the students • whether they are 
evaluation identification you know the skills of questions • the question types in the exam 
INTERVIEWER: what's your opinion of the linguistics component/ 
LECTURER E: pocr! • except that I'm not against linguistics per se • a little knowledge of 
linguistics but not sociolinguistics with a heavy accent on statistics 
INTERVIEWER: which approach do you use when teaching linguistics/ 
LECTURER E: we used to do it in the language classes• that's my experience because now I don't 
do it ** I guess the general approach here because we tend to be like that and we • we use this 
approach for everything is the lecturing but I used when I had language seminars the presentation 
approach • group presentations * I used to divide the book • Crystal I managed it for both chapters 
not with the Maltese thing • • and I I used to give them a section to prepare * they had to meet and 
they had to come out with the points • we discu.ssed them and usually I would correct them and 
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sometimes I would give notes at the end because the others wouldn't have read the section • 
sometimes it took us two sessions to do this • the presentation • unfottunately our students are very 
poor when it comes to presentation skills• first of all they wouldn't want to come out in front of the 
others • secondly they used to read not present a number of points • so unfortunately the 
presentation technique in Malta is still backwards • it might have to do with oracy skills as we said 
which shouldn't be tested only at SEC but every year • alright/ • if we want to test them we should 
also do so in class because there are still students who insist on speaking to you in Maltese in class 
even during the language seminars • especially in first year • then I think they realise that I don't 
want that 
INTERVIEWER: what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
with a list 
LECTURER E: yes * I put group work and pair work together • in the sense that it depends on the 
task in hand * sometimes we need a group • of course group work has an advantage • I do use it 
sometimes especially when discussing an essay subject * sometimes you start with pair work and 
move to group work because they work together well • yes I have tried it especially with essay 
discussions not with comprehensions • I'm talking of language here * I intend to do a lot of group 
work and pair v;ork next year• group work has a lot of value ifwe manage to finish a text halfway 
through the year because then you have sufficient time to use it * a lot of possibilities for group 
work* student presentations I just spoke about * I think our students tend to be reluctant • lectures 
they are good but I believe that lectures have to be well structured • I believe as I told you in 
negotiating with them • okay/ • I think I should insist on their note-taking • PowerPoint 
presentations • visuals help but they need a lot of preparation and possibly to be reused * okay/ * 
handouts • handouts yes and resource packs * they're convenient * I use them * of course it should 
shorten teaching time • teacher's talking time and leave more time for tasks but unfortunately most 
students take notes as something to take home for revision • so nowadays I'm giving notes either 
short notes • as much as possible * usually I go through them in class not line by line but pointing 
out what the intention of the notes is * I'm also using interactive notes • in the sense that I give 
them notes but I insert questions in brackets 
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Appendix 11 Interview 6: Lecturer F 

INTERVJEWER: let us start by means of a number of questions related to the MC English 
examination • are you satisfied with your students' performance in their Matriculation English 
examination/ 
LECTURER F: I'm happier now than I was two or three years ago • but still I am not fully satisfied 
with the results because I feel that while • while the students who deserve a C or above • are now 
more likely to get that C than they were two or three years ago I still believe that there isn't enough 
clear differentiation between As Bs and Cs • basically I believe that too many students are given C 
and too few are given B • I believe that from my e,;perience there are too many students who are • 
who deserve something better than C who are actually getting C so I'm not fully satisfied with that 
* however there has been an improvement quite recently over what there was three or four years 
ago 
INTERVIEWER: in your opinion which are those factors responsible fur your students' poor 
performance/ 
LECTURER F: well there are a number of factors • I believe that one of the factors actually is the 
level of some students • I do believe that some students do not understand the requirements of 
doing English at A-level when they actually choose the subject • however I also believe that a lot 
has to do also with the• actual teaching of the subject in the sense that• while in certain contexts it 
is possible to teach very well because of small groups for e,;ample in other conte,;ts that possibility 
is not really there • so white tutorials are very useful and I think can be very effective in helping a 
student develop • teaching language to a group of twenty students is not ideal for their best 
performance• I do however feel that a large part of the responsibility lies in the examiners' hands 
because what they want is not very clear first of all • so it's very difficult to understand as a teacher 
what the e,;aminers really want from the students • and I also feel that • that some students perhaps 
are better than the mark that they are given • so it's a number of factors and I do believe that it's a 
shared responsibility 
INTERVIEWER: what's your opinion of those students who choose to study English at MC level/ 
LECTURER F: some of them choose the subject because they love it • usually these are the 
students who are going to perform better • there are also students who choose English because they 
want to go for law and therefore they have to get a good grade and therefore they work really hard • 
a few other students think wrongly that English being a language is an easy subject and therefore 
they go for that• I do believe that perhaps English is not as prestigious as it used to be ten years ago 
• the importance being given to sciences and to other humanities is making it quite difficult for 
quality students to choose English • there are still some very good students who do so but in 
general I feel that the better students are going for sciences or computing 
INTERVIEWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College • what's your opinion of this/ 
LECTURER F: well it is not enough! • it's too low! • from what I see • from the students I see in 
front of me • those who get a grade 5 who therefore have scraped through their language 
examination often find it extremely hard to get anything better than an E in the A-level • and I do 
believe that a grade 5 as an entry requirement is not strict enough especially because the A-level is 
basically based on writing• and the O-level you can get through the O-level even if your writing is 
not very strong• the accuracy of language is not as central in the O-level as it is in the A-level • so 
I do believe really that a grade 5 • getting a grade 5 • is not a good platform for doing well in the A· 
level• absolutely! • so I would ask for something higher than that• at least a 4 preferably a 3 
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INTERVIEWER: would a Grade 5 in the SEC English Literature examination be sufficient to 
complete the MC English course successfully/ 
LECTURER F: it would help and I do believe that if the A-level English remains as it is • heavily 
based on literature then I do believe that literature should be a requirement • now whether having 
grade 5 in the literature examination would then be enough to actually do very well no I would say 
no • but I would say that it would definitely help because a number of students find it extremely 
difficult • at least at first • to cope with English A-level because of their Jack of experience in 
literature • so I would definitely make English literature a requirement for English A-level if the 
English A-level examination remains as it is heavily based on literature 
INfERVIEWER: are you happy with the way the different components are tested in the MC 
English examination/ • what changes can you recommend/ 
LECTURER F: I'm partially happy with how the different components are tested but not fully so 
definitely • I do believe for example that • there can be a greater variety of tasks given • the exam 
is basically essay based except for reading comprehension and I do believe that in certain areas • 
for example like practical criticism • possibly a combination of essay writing and questions where 
students answer the questions would actually be better in showing their ability • I am not happy at 
all with the linguistics component in the examination because I feel that it is too specific and it is 
not really related to the major issues which can contribute to a development of the students' 
awareness of language • so I would definitely if I could do that definitely change the linguistics 
component and I would think of ways of introducing a greater variety in the assessment of crit • 
there are two questions out of nine which are crit • why do they have to be both essays/ • there 
could be a combination I think there • as for the other components • the literature components I 
think that that's the best way to assess them • the essay is the best way to assess these components 
• so in terms of how the novels are tested • in terms of how the poems are tested I'm happy with 
that 
l1'iTERVIEWER: should oracy and listening skills be tested/ 
LECTURER F: yes they should! • I do not believe that they should carry a very good percentage of 
the examination but l do believe that they should be involved in • that th,ey should be part of the 
actual mark given • basically because in class when you're actually teaching you realise that a large 
majority of the students feel very uncomfortable speaking in English • expressing their opinions in 
English • l would not simply however assess pronunciation or • but I would perhaps go for an 
assessment of the ability of the students to express themselves clearly cogently in a way which is 
accurate in English • not just reading aloud for example • I don't believe that they should be asked 
to read aloud in an examination • what should be tested is their ability to argue convincingly in the 
language • to have a conversation in the language • so it should be introduced • oracy should be 
introduced only if introduced in an appropriate format • not simply reading aloud or having an 
unnatural conversation like talking for five minutes without being interrupted which is I think an 
unnatural situation • as regards listening I also feel that that is important and I do believe that 
actually a language should assess the four components • so not simply writing but writing reading 
listening and speaking • I do believe however that considering that English is such an important 
language in their educational development the majority of the marks should be based on writing • 
however I do believe that other factors should also be factored in 
INTERVIEWER: what's your opinion of the syllabus' set texts/ 
LECTu'RER F: well I do believe that• there could be better texts which are chosen • for example I 
do not believe that Steinbeck's Of Mice and Men is a text which should have been in the A-level 
syllabus for so many years • it is a novel which while liked by the students is not the best example 
of American literature that can be chosen particularly because of its use of language which • is 
basically • based on American slang so I do believe that a better choice could be made there • as 
regards Shakespeare obviously there's the difficulty there of choosing a play which is not being 
done at O-level and which is appropriate for students • I do believe that King Lear is an appropriate 
text although I do believe that there other texts which could be chosen • as regards poetry I do 
believe that Owen is a poet that students love and Wilfred Owen therefore is definitely a poet whom f: 
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I would keep in the syllabus • so I would say that I'm generally happy but I would definitely 
change Steinbeck's Of Alice and Men • now the reason for this is that when students write about 
this novel because of the perceptively simple style of the novel students often end up simplifying 
when writing about Steinbeck• so I think that a better choice of text should be made there 
INTERVIEWER: in your experience does the choice of set texts have a bearing on students' 
success rate in the exam/ 
LECTURER F: yes I do believe that! the set texts for the linguistics component are a clear example 
of how the choice of text does influence the students * because if the students find that a text is 
completely irrelevant to what he is doing or that's what he feels then he is not going to be 
approaching that particular subject with as much interest as he would be approaching another text • 
yes I do believe that texts have to be chosen also keeping the students' interests in mind • so in 
linguistics for example I do believe that a greater variety of linguistics aspects should be discussed 
rather than simply sociolinguistics of a very specific kind • so I think that the texts in that 
component but also in others do have bearing on the performance of the students definitely 
INTERVIEWER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTURER F: mainly yes • only no * so I do believe that the essay should be the main kind of 
question that they should be getting but not the only one • perhaps the introduction of• ten percent 
component for speaking I think would be good and perhaps a greater variety in assessing literature 
criticism would also be good • possibly also the introduction of a component for listening • which I 
think would also be useful • so it's a yes * I would keep the essays as the major form also because 
in their educational development they are going to have to v,rite a lot of assignments which are 
basically an extension of the discursive essay • so the wtiting practice that they are getting there is 
fundamental for their development* if they want to continue their studying then that training would 
have been very useful I think 
INTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your own/ 
LECTURER F: the problem is knowing exactly their interpretation of the syllabus' aims and 
objectives • I do believe that their interpretation can be gleaned from only from the examiners' 
reports because there aren't any other sources from which it can be gleaned • what was 
disappointing over the last few years was the lack of consistency across the examiners' reports • a 
case in point being in one year having the examiners complaining about the excessive summarising 
when it comes to practical criticism and the lack of structure when it comes to writing essays which 
I perfectly agree with • that's something which shouldn't be encouraged • but then in a recent 
examiners' report having a comment saying that essays are becoming formulaic • that they are too 
rigid in structure • so I wonder whether students are expected to work according to a specific 
structure when writing • for example a crit essay • or whether they are expected to simply 
spontaneously decide there and then which structure they're going to be using * perhaps if these 
issues were clearer it would be better• I also feel that there are some grey areas in terms of what is 
necessary for students • for example it's not very clear what exactly examiners want vvith respect to 
use of quotations• use of critics in the essays* or the use of statistics when it comes to linguistics • 
so it's not very clear what exactly the examiners want• so I cannot say how they are interpreting 
the syllabus because it is not very clear what they want * however lecturers have to work on the 
basis of what they think the examiners want * if the examiners could make themselves clearer then 
we could teach the students better 
INTERVIEWER: what changes can be made at Junior College so that the students' performance in 
their exam is improved/ 
LECTURER F: in terms of the A-level I do feel that perhaps that the best change there could be is 
smaller classes • smaller groups • although I do believe that due to the tutorial system the situation 
with the A-level is much better than with the Intermediate students • the seminar system also allows 
for closer • the ability of the lecturer to actually be closer to his students in an hour though I believe 
that in certain areas such as language in particular a group of eighteen is still too big if we really 
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want to make a leap in qnality • a tutorial group of nine is too big • if you really want quality then 
you need to have smaller classes• I don't really it makes any difference if you have thirty or thirty 
five in a lecture if you 're not expected to have students writing in a particular session though I do 
believe that a tutorial group for e><ample should not be a group of nine • I mean I don't manage to 
ever • actually • in the tutorial session analyse the work of nine students • you can do three four • 
so I don't believe that there should be more than five or six in a tutorial group and if the language 
groups could actually be smaller • well obviously I know that there are financial issues here but a 
language group which is actually smaller would help in the development of the students • so that's 
what the Junior College if it had the resources could do • having smaller classes 
INTERVIEWER: what changes would you like to see taking place in the examination/ 
LECTURER F: first of all I would like to see the change of the linguistics component• linguistics 
should be there because I think it is a fundamental aspect of language but it should not be there in 
that form • I do believe that it should be an overview of some of the major aspects of language 
studying • so an introduction to semantics • an introduction to syntax • an introduction to 
morphology • to phonology • because that actually could also help the development of the students 
in their use of English • possibly I would also change the essay part in the examination • the 
language essay part in the examination because there I feel is the same kind of question repeated 
over and over again • what I mean is that the most typical kind of question that they get there is the 
one word title or the phrase title where they can often discuss topics which are not perhaps of so 
much interest for the students • perhaps the examiners should have a clear division of the kinds of 
tasks that students are expected to write • for example l would have a definite descriptive essay at 
least • a definite narrative essay • and various kinds of discursive essays and not simply the one 
word titles expecting the students to approach the passage in any way whatsoever • because if the 
students do not know exactly what is being asked of them they do not know exactly what kind of 
style they can use • if on the other hand the examiners are clear and say listen • a title can be 
approached in any way students want as long as this is done coherently then fine • but it's not very 
clear what they want exactly • crit • I do believe that crit should remain and that it is a very 
important part of the examination • I do not believe that there should be two identical crit questions 
• there should be I think one which is essay based and one which is question based • I'm 
reasonably happy however with the distribution of literature and language that there is now so I 
wouldn't change that 
INTERVIEWER: now we're going to move on to a number of questions related to literature 
teaching methodology • which approach do you use when teaching set literary texts/ 
LECTURER F: the approach is often the following • what I do is in the first two or three hours I 
inlroduce the text by introducing the literary context to which it belongs • I also bring in other 
aspects of context which are going to be useful later • issues which have to do with literary 
techniques which are fundamental • after that I do go through a text in detail • now obviously this 
depends on the length of the text • some short texts like Of Mice and Men allow you to almost read 
the whole novel in class and you are actually conducting a close analysis of the language the themes 
the characterisation the imagery as you go along • some other texts like Atwood's A Handmaid's 
Tale will only allow you to actually analyse in class parts of the text• the system that I often use is 
a close analysis of the text with constant references to the whole • at the end of the teaching of the 
novel or of the passage or of the text I usnally have two or three sessions • this is where I often feel 
I do not have enough time for the students there • I often use two or three sessions to actually go 
over the general issues once again and look at the text as a whole so discussing possible essay 
questions • how they could structure essays if they're going to answer these particular essays • so 
that's how I often teach it in class 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER F: ifI could • if! bad more time or a different kind of situation and students I would 
perhaps allow more time for a general discussion of the novel rather than simply an in detail 
discussion of the novel page by page • so I would like to have more time for example once you 
have already discussed the novel to go back through it discussing for example in terms of imagery 
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or certain thematic motifs which are recurrent • the amount of time that we have • for these 
sessions coupled with the level of the students particularly in first year does not allow us to put too 
much emphasis on the general because we have to first of all cover almost page by page the novel • 
I do not believe that the majority of the students would be able to cope with analysing big chunks of 
a novel on their own • they are often not prepared for that leap in quality which there is between the 
O-level and the A-level • that's why I believe as a minimum they should have a pass in literature if 
they are choosing English • so I would like to have more time at the end for general discussions 
INTERVIEWER: which approach do you use when teaching practical criticism/ 
LECTURER F: well I do believe first of all that you need to understand the language or the words 
of a language that you 're speaking so the first few sessions • five or six sessions are simply meant 
to teach the students the technical terms which they have to use in their discussion of criticism • so 
basically through various examples you explain what a metaphor is, what a simile is and so on • 
once they get that I do move first of al! to the analysis of a text • so how to approach a text • which 
questions can you ask when you are analysing a text which you have never seen before • what 
aspects to look for • so basically what do l do if I am in an examination and I see a text which I 
have never seen before/ • what questions can I ask/ • after the analysis training we go to writing 
training • on the basis of the knowledge that I have how do I put what I know in writing! • so I 
work usually through the whole process • so how to actually plan the essay and then how to write 
an introduction • how to write a paragraph about the structure of the text • how to write about 
language • how to write about style • how to write about tone • obviously eventually bringing all of 
this together to arrive to the idea of an essay • of a practical criticism essay • I do believe in 
practice so the more they practise the better • so I focus on the analysis of an unseen text but also 
on the writing about an unseen text 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER F: well if! had smaller groups they would be writing much more frequently obviously 
• as you know in our system students are expected to write in their tutorials an essay every week 
although many of us actually also give them essays in their practical criticism classes and in their 
language seminars • however due to the number of students in a class it is impossible to give an 
essay every week and I do really believe that in crit they would require more hours of training • if 
there were smaller classes more writing training • but I would not really change the system I use 
when teaching crit because I feel that it works • so l wouldn't change the system • I would just give 
more writing training if I could 
INTERVIEWER: when teaching literature what do you focus on mostly/ • the language/ the 
content/ or personal enrichment/ 
LECTURER F: well I do believe that a holistic approach is fundamental • literature is not simply 
about personal enrichment although obviously that's important but you know you could approach 
personal enrichment through other subjects like religion or philosophy • so there must be something 
in literature which goes beyond personal enrichment • the language is fundamental but the content 
is what !hey are often asked lo write about so that even is fundamental • I do believe in an approach 
which is holistic so I do try to discuss in many ways the language of the text the themes of the text 
but also try to bring in • not by moralising or preaching • I try to bring in to the lessons the kinds of 
questions that literature makes us ask • as a teacher 1 don't think I should be telling my students 
how to live their lives• but I think it's my duty to make students ask about how they are living their 
lives • about how they relate to others * and literature helps us to do that • although that is not the 
major aim I think 
INTERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER F: •• okay • for sixth form students/* well really I couldn't rank them really in the 
sense that I really do believe in a holistic approach • however definitely not the content because you 
know the content• why teach it through literature• if you're simply teaching about politics through 
literature then why not do politics straight away • personal enrichment again • so if I had to rank 
them I would say language • obviously the one which goes at the top • I'm not saying that content 
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is not important or that personal enrichment is not important but the major focus should be on 
language and on how language is used to convey the content and how language can be used to make 
students reflect about their personal development • so I would say that language is the most 
important 
INTERVIEWER: let's move on to a number of questions concerning language-teaching 
methodology • which approach do you use when teaching language/ 
LECTURER F: well first of all it depends on the requirements of the examination • in the case of 
the A-level students are asked in the language section to write an essay • to work on a reading 
comprehension and obviously they're going to be using the language in the other components • so 
there's nothing based on listening and there's nothing based on speaking which is I believe a lack in 
the actual exam • so teaching language • so with reading I do believe that students have to be 
frequent readers for them to be good readers so the issue of practice and • frequent practice is 
fundamental • however I do try to teach different ways of reading a text • so reading for general 
ideas • reading for specific information • reading for the structure of the passage • bringing out the 
essential in the text obviously reflecting different kinds of questions that they have in the reading 
comprehension • as regards writing what I do with the essay is to actually discuss each particular 
kind of essay that they might be asked to write and going into the actual process involved in writing 
that particular essay • I do really emphasise a lot on planning because I do believe that planning is 
essential in the writing of a good essay but I do try in class to practically go over all the steps in 
writing • going through the process of writing with the students in class • I would like the 
examination to cater for other areas which would allow us to go into speaking more • listening 
more etcetera etcetera 
INTERVIEWER: why do you use this method/ 
LECTURER F: well because I do believe that it's the best method for the kinds of questions that 
they are asked • not necessarily because it's the best method • so if it were possible for me • 
although now the fact that we have removed the linguistics component from the language sessions 
would give me more time to use more of a TEFL approach to language • in the sense that I do 
believe that some of the students we get here really need to work on the basics * so tenses for 
example or sentence structure • so I would place more emphasis on the actual language accuracy • 
focusing on different aspects of language • and the last time I taught language there was no time for 
that because we had to cover both linguistics and language during the seminars • now I think if I 
were to teach language there would be more time for this 
INTERVIE'\VER: what's your opinion of Communicative Language Teaching/• do you practise it 
in the classroom/ 
LECTURER F: yeah I. do really believe in it • I taught English as a foreign language for seven or 
eight years and it really works • I mean I do believe that eliciting is fundamental • I do use it not 
simply in the actual teaching of language but also in the teaching of literature • I do really believe 
that the best way for the students to learn is to learn rather than be taught • so eliciting • asking 
questions • making the students use the language structure which they have just learnt is the best 
way of doing it • a problem that we find here is this • if the students are not expected to • are not 
going to be assessed on their speaking skills not all of them feel the need to acrually speak when 
asked to do so in a language session • if that component were actually assessed then perhaps they 
would realise it's important for them to be able to actually speak and use the language that they are 
learning• I really do believe in Communicative Language Teaching and I do try to practise it in the 
classroom• if however speaking skills were actually tested in the examination I do believe it would 
be more effective in the classroom 
INTERVIEWER: what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTIJRER F: obviously you cannot generalise • you cannot compare a student who has a I in 
language a I in literature with a student who has 5 in language and a U in literature • they both 
could be in the same class • so you find students who are already extremely good and what they 
need to do however is to refine their ability to write about literature especially • the construction of 
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an argument• that is they could have accurate language but they might tend to summarise a little bit 
too much and not be able to \\>TIie convincingly at a certain level • however they are students who 
often do well • however I would say that if I were to look at the great majority of students I do 
believe that their level in writing is too low • very often their starting level is nowhere as good as is 
required in the A-level so there is a big leap that they have to make between O-level and A-level • 
actually almost greater than the leap that they have to make between A-level and undergraduate 
level• I think that the leap between O-!evel and A-level is immense and most of the students we get 
• a good eighty percent I would say • are not prepared for the level that is required 
INTERVIE\VER: how can students improve their writing skills/ 
LECTURER F: well practice is fundamental so I do believe that writing a minimum of one essay a 
week is fundamental • we have a system that catets for that • a problem with this is that some 
students still manage to miss the weekly tutorial • though I do believe that perhaps that we do need 
in our department a more • structured clearly structured approach to the teaching of writing • in the 
sense that it is not clear who is actually in charge of teaching the students how they should write • 
who is in charge of teaching the students how they should \\>TIie • is it the tutorial lecturer/ • is it the 
language lecturer/ • is the one teaching literature/ • so I really do believe that the department should 
• have a definite and obvious \vTiting programme for students which caters for the different aspects 
of the writing tasks that students might have to face • so I think that there is a little bit of 
inconsistency• in the sense that some students get their writing practice from their tutorial teacher• 
others from the language teacher • others don't get it from anyone • so we have to you know 
standardise this a little bit 
TSTERVIEWER: how do you approach the teaching of writing skills/ 
LECTURER F: well • again * we could talk about writing about language or writing about 
literature • usually what I do in turorials and I use the feedback and consolidation sessions that I 
have every four weeks * and what I do is over the course of two years where students have seven or 
eight feedback and consolidation sessions I go over the process of writing with them in the tutorial 
sessions * the first couple of feedback and consolidation sessions are devoted to actually planning 
and deciding what is actually going to go into the essay • then I go into the actual writing • so I 
work with them in the tutorial on the actual construction of a paragraph • the use of quotations • the 
use of a topic sentence • the expansion of the argument • the concluding sentence etcetera etcetera 
• tater on when there is more time we go into other phases of the v,riting process • that is something 
I manage to do during the tutorials • I also manage to do some kind of teaching related to writing 
about literature in my Shakespeare classes because there is time for that there • the problem there is 
that you can speak about general issues to a class of forty but you can't really coach them in writing 
if you've got a class of forty • that's why I really do believe that we need a more structured 
programme to teach writing to students 
P.-.'TERVIEWER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTURER F: I think a process approach because I do believe that students have to be aware of 
the various steps that are required in getting to a certain end result • if you don't know the steps that 
will take you to the final product you can't get to that final product • so I really do believe in 
making students aware of the various levels and steps in writing a good essay • so I really do 
believe that first before they acrually start writing they need to be able to choose the information 
they are going to include • I really do believe that they need to be able to construct a paragraph 
before they can construct an essay • so J would definitely say the process approach 
INTERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTURER F: generally I would say that we need I think two things • one • smaller classes which 
would allow us to have more frequent• students write more frequent essays• number two• having 
a clearer and more • a standardised teaching programme • I know that the department is working 
towards this and I think that it is a very good idea • it should not be simply left to the discretion of 
the lecturer what writing students should have • I think this should be a department decision which 
would allow all students to get the same service in this respect 
INTERVIEWER: how do you approach the teaching of reading skills/ 
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LECTURER F: well reading again • what I tty to do with reading is this • if you look at the 
examination questions • all they have usually are four or five questions and the questions that they 
are asked are often a vocabulary question • a summary question • one question about strategies 
used in the text • one question about content of the text • so what I do is to tty to teach students to 
answer these different kinds of questions • I do believe that that is not satisfactory at all because I 
do believe that there are many more aspects of reading that can be analysed • 1 do believe that the 
reading comprehension text is too long and the questions are too limited• you've got five questions 
about a text which is two pages long • why not have a shorter text and more questions with less 
marks for each one/ • this could assess a greater range of reading skills • the way I teach reading is 
tailor-made to the examination • for me to change the way I teach reading the examination will 
have to change • 1 can't simply send them unprepared • if the A-level is putting a lot of pressure on 
students passing then 1 have to think of the examination first • so I would like to change the way I 
teach reading but the examination would have to change accordingly 
INTERVIEWER: what's your opinion of the linguistics component/ 
LECTURER F: well it has to be changed okay/ • it has to remain • it is important but it has to be 
changed completely • the texts students have had for the past four or five years are for many of the 
students irrelevant • I do believe in a clearer and more relevant linguistics syllabus such as for 
example basic introduction to semantics phonology syntax etcetera etcetera • it has worked in the 
past • there is no reason why it should not work now • it would actually strengthen the linguistic 
abilities of students in other components of the examination • so linguistics has to remain but it has 
to change in content 
INTERVIEWER: which approach do you use when teaching linguistics/ 
LECTURER F: well actually this is one of the hardest parts of my job because I do believe that 
linguistics can really give students a lot but it's extremely hard to convince students that teaming 
statistics can he useful for their development • what I tty to do obviously is to explain the 
importance of a scientific awareness of language to students and I actually discuss the issues which 
are actually discussed in the books • I do tty to highlight the relevance of the studies for the Maltese 
situation • I tty to explain lo students how to actually write about linguistics • how to insert 
statistics in their writing but I really would like to have a different text because that would allow me 
I think to make students appreciate the beauty oflinguistics in a much better way • at the moment 
the feedback that I get from students is that most of them really don't see the need for linguistics 
and that's a pity because linguistics is definitely a crucial component 
INTERVIEWER: what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
with a list 
LEC11JRER F: okay group work • group work is I think very effective in the context of a seminar 
not in the context of a lecture • during a lecture group work is not really effective because the 
teacher can in no way have control over ten groups of four • in the context of a seminar it can be 
done • I've used this in seminars and it can work • it really works in seminars but not in lectures • 
students' presentations • this should not be an excuse for not preparing a session • so students' 
presentations yes as long as it's useful • for example if the speaking component were tested then 
obviously students' presentations would be highly effective but in the context of a literature lecture 
where you're already limited with the amount of time you have students' presentations are 
counterproductive because that would mean wasting half the time that you have for a novel for 
students' presentations which defeats the purpose• students' presentations I do not often use them 
• I actually never use them • they could be useful if a speaking component were inserted in the 
examination • as regards pair work I again think it's quite similar to group work • you've got to 
know the dynamics of your class • I do use pair work not too frequently however because • again 
many of the tasks that students have to actually face in the examination • are very individualistic so 
to speak • in the sense that they are very much focused on the accuracy of language and pair work 
can be useful but considering the amount of time that we have it's not a priority • I would say that I 
would give pair work and group work equal importance but I also think that these two systems can 
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work only in the context of small classes • I mean we've got big classes and asking students to 
work together can help the weaker students but it almost makes it impossible for the teacher to have 
and kind of control over what is going on in class • as regards lectures well • lectures well • we call 
what we do lectures • three of the six sessions at least • however at this level I do not believe that at 
this level the lecturer can go in and start speaking for an hour without ever having the students 
talking in class • so I do believe that although we're giving lectures and therefore it's basically 
teacher talk time eliciting is fundamental • I mean they are sixteen year olds • you do prepare them 
for university but it's fundamental that they are actually trained in expressing their opinion • in 
actually not being passive receivers of some stream of information • so I do believe that lectures are 
relevant and very useful when it comes to teaching literature for example but I don't believe that the 
lecturer should simply lecture without in any way asking for students' intervention • lectures via 
PowerPoint presentation I'm not a fan of them • for a simple reason • if the PowerPoint 
presentation is done to help the lecture but I often believe that the PowerPoint presentation might in 
the context of certain situations take away from the lecture by not allowing the lecturer to ltll!ke the 
best use of nonverbal communication• if the students are focusing on the screen behind the lecturer 
then eye contact is minimised • however with certain topics when you have a mass of information 
such as in linguistics for example this would be ideal but here at Junior College you can't do 
PowerPoint presentations because of lack of resources • handouts • they are useful I think • again 
you should not be giving handouts out and students reading from handouts • as a supplementary aid 
yes but I don't believe in simply reading from handouts • I actually think that handouts can be 
useful if they are practical • if they contain exercises of various kinds • but not simply reading 
aloud from a PowerPoint presentation or from a handout • resource packs are very important • 
students should he encouraged to take notes during the lecture but they should also be helped with 
resource packs • I'm not saying that we should be giving them every little detail that they need in a 
resource pack but they do need to be given the backbone of the subject in these resource packs so 
yes I do believe that they should be given infonnation and ideally they should also be referred to 
texts or to books which they might out of their own free will consult on their own 
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Appendix 12- Interview 7: Lecturer G 

INTER VIEWER: let us start by means of a number of questions related to the MC English 
examination • are you satisfied with your students' performance in their Matriculation English 
examination/ 
LECTURER G: okay let me• look at this from three different points of view• if your students here 
means the actual students that I teach and their specific performance in the A-level exam • 
unfortunately there is no channel to see that • in other words I don't know whether students X Y Z 
manage to maintain their performance under examination conditions according to the abilities or the 
proficiencies that they show throughout the course • so there have never been a channel through 
which we can monitor at least • which would be interesting • a number of students and see whether 
our students are actually failing us under examination conditions • that's one • if you're speaking 
about the general performance of our students vis-a-vis what the examiners think their performance 
is• in other words the results • again I have two points to make here • one of them is that at least 
according to the statistics of last year the Junior College students were from Grade A to Grade C 
slightly above the national average • we're speaking about like four percent • if you look at the 
passes from Grade A to Grade D then we are about ten percent over the national average • is that 
good/ • well it's not bad • if you're speaking about whether as an educator I believe that there 
should be a situation in which there are a number of students who are being prepared through an 
educational process • by people who are able to do that teaching stroke learning programme • and 
whether there should in any language or in any educational programme a thirjy percent failure rate 
no I don't • I don't • I don't believe that any educational system should have such a failure rate 
because somehow that should be an indication that something somewhere along the line is going 
wrong 
Il\'TERVIEWER: you've mentioned students' performance last year • what about the past five 
years/ 
LECTURER G: in the past five years • again I don't know all the facts or maybe I can suspect some 
of the facts • but there has been a fluctuation of the pass rate which which in my opinion has to be 
the result of changes within the team of examiners or something like that because I believe that • 
our teaching was constant • I believe that the quality of the students cannot change that much from 
one year to the other • so a change from a pass rate of sixteen percent to a pass rate of thirty five 
percent needs to be investigated 
INTERVIEWER: in your opinion which are those factors responsible for your students' poor 
performance/ 
LECTURER G: •• I would believe this is the result of many factors • for example • it is possible 
that that the way lectures happen here • the way • the whole system is prepared here is actually not 
helping students to maximise the proficiency they come with from their secondary * it is possible 
for example that things like co-education • big numbers in classes • the fact that for example in arts 
subjects my feeling is that students take it a bit more lazily as an approach • I think all these factors 
contribute ta a poor performance • obviously there could be things that have to do with our teaching 
• things that have to do with the A-level study programme per se • there could be things that have 
ta do with the marking scheme • there could also be things that have to do with for example 
whether the O-level is actually assessing things that we need at A-level • for example • if a student 
passes through his secondary always writing narrative • if a student is assessed in bis O-level 
comprehension without being penalised for spelling and grammatical mistakes and suddenly this 
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idea of assessing language changes at A-level then it is possible that what is considered as enough 
to start a course at O-level may not actually be the kind of platform that one needs for these students 
• in fact •• we do see situations where in the first tutorial • like in the first three essays when 
students are writing narrative essays their performance is of a certain quality and suddenly when 
they come to write argumentative essays that have to do with literature there is a collapse in their 
coherence and whatever • so there could be also a case of timing where the students are not given 
enough time to move from a secondary or end of secondary school proficiency in English to acquire 
the kind of momentum that they need for A-level 
INTERVIEWER: what's your opinion of those students who choose to study English at MC level/ 
LECTURER G: they have a right to study English <<laughs>> I can't really say why they choose 
to study English • we have not really carried out this kind of study so that we'd have an idea as to 
why they choose English per se • I think we should remember that ultimately we get something like 
six classes of A-level students which isn't a lot in the sense that we might be a very big department 
of over two thousand students but in reality the number of students taking English is not made up of 
a lot of students who barely manage to pass their O-level and have assumed that they can do A-level 
English • in fact a very high percentage of the students taking English actually do with a Grade 1 2 
or 3 in English Language which theoretically should be • enough • enough • so I don't think • I 
think there is a very small percentage of students • we're speaking about A-level who are doing A­
level and who from the start have a proficiency that is basically impossible to push to A-level 
standard within a two year period • most of them I think have a good claim to actually start on this 
programme • at least the proportion of srudents who start English with a Grade l 2 and 3 is much 
bigger than the proportion of students who fail the exam 
INTERVIEWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College• what's your opinion of this/ 
LECTURER G: okay we've touched slightly on this in the previous question • obviously if all our 
students were Grade l students it would probably be a better thing however I once looked at the 
performance • because of another think I was involved in * of twenty two of our students who had a 
Grade l in English Language and a Grade I in English Literature • unfortunately their average at 
A-level was a C • so you know while it is probably simplistic or very easy to say listen somebody 
with a Grade 5 is probably not the kind of candidate that one would like in an A-level course but 
had that been our only problem it would be an easy problem • the problem is should students who 
have a Grade 3 be doing A-level English/• my answer to that is yes • are these generally having a 
problem/• my answer to that is yes and that's where the problem is 
INTERVIEWER: would a Grade 5 in the SEC English Literature examination be sufficient to 
complete the MC English course successfullyi 
LECTURER G: •• okay • as things stand • as things stand • I believe • and • I hope we can work 
on this * I believe that most students opting for A-level English do not have an idea of the literature 
bias in the exam• in fact we have students who still believe that it is simply an upgrrule of the same 
kind of tasks • at least when they choose the subject that they have in O-level but pitched at a 
different level and I am sure that some of them are suddenly overwhelmed by the volume of 
literature in the examination* given the emphasis on literature I would say that the problem here is 
not a Grade 5 but most probably students taking English at A-level should have English Literature • 
the problem is that we may have students who do not have English Literature so at least a Grade 5 is 
• it's probably a low grade• but again as with language I don't think this is a case of• it sounds 
stupid not to say that a Grade I is better than a Grade 5 • but while that is an easy distinction my 
problem would be towards the middle grades when one believes that a Grade 3 is a good grade and 
maybe it's not enough• so obviously a Grade 5 is not as good as a Grade 3 or a Grade l 
INTERVIEWER: are you happy with the way the different components are tested in the MC 
English examination/ • what changes can you recommend/ 
LECTURER G: okay • let me pick on a couple of components • we have a component that is tested 
twice in the exam • I'm speaking about the literary crit • one can argue that there shouldn't be a 
double testing of this component and maybe one of those tasks could be changed into something 
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else • it is also highly possible in this particular component that actually expecting students to read 
a poem • understand it and write a coherent good literary crit essay under examinations conditions 
in an hour without any kind of help • especially in the prose passages since these are out of context 
and students are unsure about background and things like that * we could have a situation here 
where for example they would answer three questions at length • or maybe we could give some 
kind of paraphrase of the situation and eliminate some of the unnecessary fear and actually test their 
ability to write literary crit • okay/ • or possibly we need to ensure that for example the passages or 
the poetry that is given is not so difficult that it never reaches a point where students are actually 
tested on their ability to write• obviously when it comes to a component like linguistics even there 
we can have a series of questions • I mean I believe that for example in linguistics we should have 
something like for example a unit like morphology and we could easily have an exercise of 
breaking down words into morphemes • that could be part of the exam • it does not necessarily 
have to be an essay • does the language essay have to be an essay/ • yes it has • do I feel that the 
literature books should be tested through an essay/• I believe they should 
INTERVIEWER: should oracy and listening skills be tested/ 
LECTURER G: yes! • and I don't know whether you are aware of it but currently discussions are 
taking place and the • great possibility is • even because of the Common European Language 
Framework • that there will be the introduction of oral in the A-level examination • so the 
understanding between the people in the committee that is discussing it is that it should be there and 
I believe it should be there 
INTERVIEWER: what about listening skills/ 
LECTURER G: possibly we can have that as we!! • one needs to see I think • also • probably the 
difference between what one believes in and the logistics of all this • currently even in the 
discussion concerning the introduction of an oral component we are understanding that this will be 
a problem • as you are aware we just struggle to give our Intermediate groups just one experience 
of an oral one-to-one experience • I don't believe that if we introduce oral at A-level it should be 
done in this amateurish way • I believe that at least a student who is really being prepared for an 
oral examination should have three four five instances of a situation that is similar to that he will be 
finding or she will be finding in the exam and therefore this will be a logistics problem • the idea in 
this committee is that at this point we put the logistics aside and proceed with the philosophy and 
the belief that it should be there • I agree with that but I also agree that we should give students a 
fair deal • in other words if there is going to be an oral component then it should be catered for in 
their study programme 
INTERVIEWER: what's your opinion of the syllabus' set texts/ 
LECTURER G: •• the set texts need to be gauged properly • if I can pick on two texts just to show 
what I mean• last year we had Of Mice and Men and The French Lieutenant's Woman• there's a 
big difference in these texts and and I believe that whenever texts are chosen they need to consider 
the age of the students that are reading these texts • the level and degree of ideology they can 
understand and eventually be able to write about• some years back we used to do psycholinguistics 
and while students enjoyed hearing about Chomsky's idea of how children acquire language and 
they actually enjoyed it in class • whenever we expected them to write about it they found it very 
very difficult because ultimately these students are going to write about these ideologies so 
obviously there have been instances of wrong texts • wrong texts and this should be avoided • this 
should be avoided 
INTERVIEViER: so in your experience does the choice of set texts have a bearing on students' 
success rate in the exam/ 
LECTURER G: I think it does • I believe it does • if a student is finding it difficult to go home read 
a book on his own and understand it then you're going to have part of the work that we need • that 
is the students reading the novel at home not done • if we're going to find a situation where 
lecturers are constantly struggling with ideology and having to make a class of forty students 
understand this ideology with all the losses of understanding in a context like that it's obviously 
going to have its impact on the students' performance 
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f"ITERVIEWER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTURER G: we touched on this already • I mean there are parts of the syllabus • first of all they 
are not assessed • I mean the comprehension is not an exercise where they are assessed through the 
essay but we have touched on this already in the sense that something like linguistics or literary crit 
may be assessed not through the essay in the way we are doing it today 
INTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your own/ 
LECTURER G: this is a tenible headache • first of all • I don't really know how or in what way the 
examiners are interpreting the syllabus * the examiners' reports are not enough to indicate how the 
examiners are interpreting the syllabus • in fact• in fact• we had a problem with the reports • the 
problem was that as people who are depending on these reports to understand what is being 
expected and what might be improved in the teaching leaming context we found that these reports 
were not providing the kind of information that we needed • and we had a problem with this and 
v.Tote to MA TSEC about this and this was signed by a number of lecturers involved in the teaching 
of the subject • so if my only path to understanding the interpretation of the syllabus is the 
examiners report then at this point in time I cannot say that this is enough • also • also • again 
within the current discussions going on in the A-level there is an agreement that as the aims and 
objectives of the examination stand today they are too vague for everyone • for the examiners • for 
the students • for the • people involved in the teaching • and the agreement is that besides that 
syllabus there should be a more detailed • addition that would break down more specifically what is 
expected in each component of the exam * a manual • it has to be a manual • it has to be a more 
detailed • for example we need to know exactly what they syllabus means or expects in the literary 
crit • it needs to be specified • there needs to be a beginning and an end 
INTERVIEWER: what changes can be made at Junior College so that the students' performance in 
their exam is improved/ 
LECTURER G: if I had a very clear answer to that and I'm not doing it that would be criminal * I 
think there is a lot of information missing at this point to actually decide what is • wrong and 
therefore determine what needs to be done • we are trying to do a few things • for example on a 
personal note I believe that there have been practices at the Junior College where there hasn't been 
a clear agreement as to what needs to be done again in literary crit or we've been using different 
language books each time feeling that each book does not really give us what we want • so I think 
one of the first things that we need to do is • first of all I believe that if there is something ·wrong 
with the system there are three points that need to be checked • we need to look at the O-level • we 
need to look at the A-level course and we need to look at the A-level assessment procedures* and I 
believe that today these three components are not working together • okay/ • so at best what one 
can do is that within one's own capacity one tries to see what may be done• in that sense I believe 
that for example that there should be a clear writing programme • we need to know exactly in the 
first year what students are doing in their writing programme and what will be done in first year and 
in second year • we need to know exactly for example what kind of comprehension questions we 
are targeting and we need to know exactly whether these are in line with what they will eventuaUy 
be asked in the exam• this kind of agreement does not exist and therefore it's a case of sometimes 
playing a bit by ear which shouldn't be • the size of the classes is a political decision and I believe 
that one of the reasons why the Junior College was founded at the very beginning was to bypass an 
expectation that in government schools beyond form three classes should be no bigger than twenty 
five and therefore because the Junior College belongs to the university they can go up to forty and 
even though it does not have to do directly with the A-level currently we're doing language with 
Intermediate classes of thirty eight forty which simply doesn't work or it might work in one session 
but fail in three sessions * so there is no doubt • there is a provision for this in the sense that we 
have seminars where the lecture groups are divided into smaller groups for the A-level but most 
probably this is not enough • we don't really have a system where we monitor the students with the 
kind of attention that they need to make the leap from 0-!evel to A-level 
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INTERVlEWER: what changes would you like to see taking place in the examination/ 
LECTURER G: •• I think there should be a clear indication in the exam that the exam tests or 
assesses what can be realistically be done within two years at College given the situation • given 
the amount of work that students can do• my feeling is that today the two are separate• there's an 
examination • these are levels of the examination • try and catch me if you can • I don't believe 
that any assessment process in education should be of that type 
INTERVIEWER: let's move on to a number of questions related to literature teaching methodology 
• which approach do you use when teaching set literary texts/ 
LECTURER G: u I don't use one singular approach • I think first of all it depends on the text per 
se • for example there's a difference in the way one teaches a novel• even because it's something 
that is going to be spread over a number of months • and one teaches literature in the sense of a 
poem for literary crit purposes • I think that or rather my approach to the text is one that uses a 
number of approaches • there are situations where I lecture in the sense that I explain to them th;, 
cultural context that the novel is set in and there are instances where we go into the text and elicit 
from the text information and build around it • basically in a rough sense we're speaking about a 
top down or bottom up approach 
INTERVIE\VER: which other approach would you use if you could/ 
LECTURER G: ••• definitely! • I would use any approach that would give as broad an experience 
to students studying literature as possible • in other words I am • I am definitely open to anything 
that has to do with media • with actually acting things out • if somehow the syllabus and the time 
and the space provide this then I'm in favour that it should be done in the sense that I'm not simply 
in favour of simply lecturing to the students 
INTER VIEW"ER: which approach do you use when teaching practical criticism/ 
LECTURER G: •• again we're going back to the idea of a top down or bottom up approach here • 
sometimes I give them the opportunity to work in groups • to see how much they can understand 
from it • at times I get involved as little as possible • at other times 1 feel that a particular text needs 
or requests that I am involved to a greater degree but I have also found that practical criticism 
provides • because of the group size and because very often you're doing self-contained bits • that 
you can alter your techniques much more than you can change your techniques when you're 
teaching a novel over five six months • so sometimes a poem itself invites you to use a certain 
technique or a certain approach • while very often the style of a text and the spread over the months 
seem to bog you down into a particular style or a limited number of styles • but when you're doing 
self-contained one or two hours on a piece or work then they can permit you a range of activities 
that you can do 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER G: no other approach • no • not really • for example in my practical crit I use 
photographs • I use posters • I use songs • you know this is an exercise where they need to make 
the change in my opinion from the O-level mentality of simply understanding what the author or 
poet is saying to a critical mind of why the author is using devices • so I would say that anything 
outside poetry or prose per se that can somehow shape their understanding of this specific focus • 
well it's a gain for me if it works 
INTERVIEWER: when teaching literature what do you focus on mostly/ • the language/ the 
content/ or personal enrichment/ 
LECTURER G: • my answer to that would be that I find it next to impossible to separate those 
items or separate those aspects • probably if I was forced to into distinguishing between one and the 
other I might group language and content together and maybe make a comment on personal 
enrichment separately but then again personal enrichment is a very strange thing in literature • for 
example does personal enrichment mean their exposure to another text/• if we're doing the text that 
is happening • does personal enrichment mean maybe showing them a sense of universality from a 
text that was written three hundred years ago/ • maybe it happens • it could also be a situation 
where somebody does not understand part of a text due to his lack of proficiency in the language 
but maybe you know even without my knowing or whatever he might start reading • that is also 
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personal enrichment • so for me it's very very difficult to contain • I cannot know what kind of 
personal enrichment is actually happening in class through doing a text • separating language and 
content is very difficult for me 
INTERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER G: as I've said I don't think I can separate content and language and we do try to* 
definitely • to • give a broader meaning and a broader implication to the texts that we are doing • 
but again if that is the meaning of personal enrichment in a narrow academic sense that's not what I 
understand by personal enrichment but I believe that every time we're doing literature there might 
be personal enrichment happening 
INTERVIEWER: now let's move on to a set of questions concerning language-teaching 
methodology * which approach do you use when teaching language/ 
LECTURER G: okay • definitely not the grammar translation method • definitely not Lazanov' s 
Suggestopedia • I tend to come from a functional approach • and that seems to be what colours my 
approach to language • probably in a broader sense it would fall under the Communicative 
Language Teaching approach • so I would say that my tendency is towards that kind of approach 
INTERVIEWER: why do you use this method/ 
LECflJRER G: I'm sure I have been influenced by my own training but I think it also makes sense 
to me to not teach language in a vacuum • and I try to draw as much as possible examples from 
authentic language to exemplify what I'm doing in language • so that I think that is where my roots 
in language teaching lie 
INTERVIEWER: what's your opinion of Communicative Language Teaching/ 
LECTURER G: I believe it should be • it should be the way we teach language • I think there 
should be an understanding towards presentation practise and product • I think we shouldn't teach 
language for the sake of teaching language • in fact I'm also in favour that any component in 
linguistics that we are doing should be a component that somehow links to this • and therefore I 
would re-evaluate the linguistics syllabus precisely because it doesn't fit within this idea 
INTERVIEWER: what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTURER G: • most of them would come here with a Grade I 2 or 3 in English so very often 
they they give us an indication that they write well • I think that they do not come with enough 
training for the kind of writing that will dominate their writing here which is basically 
argumentative writing • and the example is a very simple one • it's like having a garage full of 
tools but not having the tool for the job • and I think that most essays here do not fail • okay some 
students have very poor expression • we might have also a number who are very poor in spelling 
but I think most of the essays fail because they are not coherent • because students are wading 
through the material • and I have also noticed a difference in their writing skills depending on the 
book • for example strangely enough I tend to find essays on Lear less coherent for example than 
essays on Owen • so one might also need to see why that happens • it's not just a case of saying a 
difference between narrative and argumentative because even when they are writing argumentative 
essays there seems to be a difference between when they are producing some kind of argumentative 
essay and some kind of other argumentative essay • for example in spite of the difficulty of The 
Handmaid's Tale I tend to find that the essays on this book are even more coherent than an essay on 
a book that should be easier • Of Mice and Men • and I cannot explain that 
INTERVIEWER: how can students improve their writing skills/ 
LECTURER G: by having a good writing programme • which we don't • a writing programme that 
is agreed upon * that examines the kind of writing skills that students have before they start the 
course • in other words you have students who can actually go through secondary and through an 
0-level and get a good mark always answering in the exam a narrative essay title • we need to see 
what kind of volume of argumentative essays these students are writing • we need to understand 
that unless we change things most of the writing here • the product has to be an argumentative 
essay • and we need to see whether we are giving the students the space to change from the kind of 
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writing skills that are enough for an O-level to the kind of writing skills that are requested at this 
level • I believe that some of the students are failing along the way and not managing to in some 
way go beyond that hurdle • now maybe some of these students will never go over the hurdle but 
maybe the system is not easing that hurdle for these students • I don't know * this study has never 
been done 
INTERVIEWER: how do you approach the teaching of writing skills/ 
LECTURER G: •• I tend to be a believer in the product approach and my • particularly in the 
argumentative essay and the literature essay • I think I make a distinction between argumentative 
essay writing and narrative and descriptive writing • my tendency in narrative and descriptive • I 
think I would be more open to a process approach there • I think given the time and the few essays 
that students have to produce on a particular book • we need to remember that students are doing 
for example four essays on Owen here • so in four essays they need to be able to write the kind of 
essay that examiners expect • then in that kind of situation I tend to prefer a product approach • I 
don't think that process and product are ncressarily contradictory so if a good writing programme 
had to be implemented I think it would merge the two approaches • but finally at the end there has 
to be a product • so if we had to create a writing programme and we have the time and the space 
and we can find if this will work • if you had to ask me I would be ready to suspend all kind of 
teaching and for the first two months students are given as broad and as rich an experience as 
possible in writing 
INTERVIEWER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTURER G: as I've said I tend to prefer a product approach given the time constraints but by 
means of a good writing programme the two can be combined 
Th'TERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTURER G: I think we need a good writing programme • currently what we've done is • we 
have brought the wTiting skills to a few definite tasks or text types and we are trying to make sure 
that the students would have done this text type this text type and this particular text type within 
that time because it was a bit of a laissez-faire thing earlier on * is it enough/ • definitely not! • 
because we're not really working on a writing programme that is based on learners' needs • we're 
assuming a level and we 're building on that assumption when I think that any writing programme 
should should start by analysing the learners' abilities and skills 
l!\'TERVIEWER: how do you approach the teaching of reading skills/ 
LECTURER G: •• okay the teaching of reading skills • I approach the teaching of reading skills by 
employing various skills • things like summarising skills • things like inference * exercises that 
have lo do with key concept reading or tasks that have to do with identifying the rhetorical structure 
of a text • again again I believe that teaching should be eclectic and that different texts or well­
chosen texts will lend themselves to different approaches • I try to mix these approaches both 
within a session and across sessions 
INTERVIEWER: what's your opinion of the linguistics component/ 
LECTURER G: I think that the linguistics component in the exam • number one the linguistics 
component has been in and out of the exam for a many times and so I don't think we are clear as to 
whether we believe that students should be doing linguistics or not at this level • let me say that I 
do not have a serious objection to some kind of linguistics at this level • I definitely do not believe 
that the current linguistics syllabus is what students should be doing • if anything I would rather 
touch on things like • or make them at least aware of things like dialects • register • fonnal 
informal • than percentages of the number of people speaking German in Malta 
INTERVIEWER: how do you approach the teaching of linguistics/ 
LECTURER G: okay let me give you examples from the two units I have done so far with this 
group as regards Crystal • one of the chapters • chapter four • is in my opinion a very easy chapter 
loaded with millions of examples • and and I don't think that students had any problem wi1h 
understanding that the media had an important role to play in the spread of English • so my role 
there was definitely not to explain these concepts but rather to give them a clear path through the 
hundreds of examples in !he text • so I feel that that particular unit required a partieular approach • 

I' 
' 



242 

in contrast chapter one is concerned with things like linguistic death or linguistic complacency • 
these required an explanation because these are concepts that the students probably did not know or 
were not aware of all of them • and therefore in that case my role was different • one was basically 
a role where I sort out the information for them and I could have probably explained the basic 
concepts in one hour • the other * chapter one • that introduced concepts to them that were new 
required a much slower approach and a different kind of explanation through examples • but 
definitely the different chapters demanded a different approach 
ThltERVIEWER: what about Living Languages in Malta! 
LECTURER G: I think that Sciriha's book first of all needs to be introduced to them as a study 
because these students do not have an idea of the different components of a study in the sense that 
you need to understand the context • you need to understand the methodology • you need to 
understand the findings and the results * so again that is a particular component that requires of 
anybody teaching this to make it clear to them * do I feel that students at this level should be 
bothered with so many tables/ • no • no • do I feel that I have a problem teaching the book/ • yes 
INTERVIEWER: why/ 
LECTURER G: because if there is anything that is probably not helping me to make them like 
linguistics• it's a book full of tables 
INTERVIEWER: what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sLxth form level/ • and I'm going to present you 
with a list 
LECTURER G: alright again • J think it has come out clear in this interview that J do not believe 
that there is one methcd that is better than the other methods so I cannot choose group work over 
lectures or pair work over students' presentations • J believe that a good teaching stroke learning 
situation is or requires an assessment of what needs to be taught • the psychology of the students 
and the possibility of finding the best way of getting that across • so in some situations it might be 
group work and it would be wrong to maybe approach that through a lecrure • in other situations a 
lecture would probably keep them focused• or let's say ten minutes oflecturing • would keep them 
more focused and that group work would for a particular thing not be the right thing to do • so I 
cannot • I cannot really choose one technique over the other • I think the worst thing that any 
teacher can do is tc believe that one method or one technique has the answer over another technique 
or method • that's my opinion of the list 
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Appendix 13 - Interview 8: Lecturer H 

INTERVIEWER: let us start by means of a number of questions related to the MC English 
examination • are you satisfied with your students' performance in their Matriculation English 
examination/ 
LECTURER H: well overall I must say that no I'm not satisfied with the students' performance• in 
the sense that I expect much more from them • some of them l feel choose English because they 
believe it's an easy option that is a soft option and they think that just because they can speak you 
know • English they feel that they are able to write • which is completely different • the other 
factor is the fact that they don't apply themselves so much in the sense that even in tutorials and in 
corrections you point out certain mistakes then u still find that these mistakes are still repeated • the 
first thing that they look at when you give them something corrected is the mark and ultimately if 
that mark is not satisfactory then they kind of come up and tell you you know why did I get that 
mark/ • if they come up and tell you that • so overall J expect more from them 
INTERVIEViER: so • in your opinion which are those factors responsible for your students' poor 
performance/ 
LECTURER H: okay J think that • to answer that question we have to go back • no/ • there are 
certain basics like at this stage I would feel that you know verb complement • certain basic • petty 
spelling mistakes which they should have learnt even at primary level • I feel they have not 
consolidated and I feel they have not their own • and you still find basic mistakes that you wouldn't 
expect at this level • and I find sometimes that the • fault does not necessarily lie with the students 
themselves • it is also probably the fault of the education system as it is • it is so exam oriented that 
I feel teachers are under pressure to perform within a short space of time • so many times teachers 
find themselves in difficulty to give individual attention and so ultimately you find that these 
students slip between the cracks and ultimately they end up here and in two years' time it's 
impossible to fix what bas been going on for such a number of years 
INTERVIEVv'ER: what's your opinion of those students who choose to study English at MC level/ 
LECTURER H: alright there's a handful of them who really are in love with the subject• so if you 
give them a piece of work they're going to go beyond what's done over here • you realise you 
know from their writing • from their expression • from the material that they bring to their essays 
that they've worked above what we've done in class • so they apply themselves and they do it 
because they love the subject and ultimately they go on to study English at university some of them 
• some of them dor:'t but they still at the end of the year they come up to you and they tell you 
thank you for what you've done because we now appreciate English Language • because we now 
appreciate English literature • the majority however do not realise v;hat they come in for when they 
choose English • I think that they find that the syllabus is vast • right' • they have a lot of work to 
do• I'm talking about the Advanced level • there's something else I haven't mentioned• the leap 
between secondary school and • what is expected of them at secondary and what is expected of 
them in an A-level exam is so different that some of them are not prepared • some of them choose 
English when they haven't even sat for their English Literature exam• and J find that unacceptable 
• how can you follow an A-level course of study when you haven't even sat for your O-level exam 
in English Literature/ • right/• and obviously then you know they start foundering • what I find is 
that there is a mixture • the majority of them they would not have researched the choice of subject 
you know • sometimes it's peer pressure I think and sometimes they think English is okay • we can 
pass easily 
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INTERVIEWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College • what's your opinion of this/ 
LECTURER H: it's unacceptable! • I mean in other schools at this level you would not be allowed 
to choose a subject at A-level unless you have a B in your O-level • and although it might be 
discriminatory I think that that should be the level • if we want students who are ready to apply 
themselves once they are studying over here I think we have to choose the ones who really want the 
subject • right/ • and students who really want the subject are those students who get the good 
grades in that subject • how can you have students studying English when they get a 5 in their O­
leveV • some of them are allowed to come in here after having passed Paper B • I mean if we take 
for example the English Literature exam something what is happening at that level is for example 
that grammar mistakes • spelling mistakes are not taken into consideration • isn't it the same/ • 
aren't you expressing yourself in English/ * why should grammatical mistakes • spelling mistakes 
be left to go by kind 0£' • no I think that the level should be • the standard should be raised 
INTERVIEWER: would a Grade 5 in the SEC English Literature examination be sufficient to 
complete the MC English course successfully/ 
LECTURER H: as I said before if students in this exam answer the question directly without 
bothering about spelling and grammar that is enough for them to get a good grade • alright/ • the 
way it is it doesn't matter how you answer • what is important is that you keep the focus of the 
essay in mind • give good examples but obviously if then you have other pitfalls then those are kind 
of negligible • so I find that a 5 in English Literature doesn't really say very much• what it says is 
that yes you've read the book • you've memorised the book kind of• but there isn't the expectancy 
of analysis for example you know • what is expected of you is memory work not that you reason 
things out • not that you have an opinion about something • so the leap • the gap is huge • so once 
again more than a 5 is necessary 
INTERVIEWER: are you happy with the way the different components are tested in the MC 
English examination/ • what changes can you recommend/ 
LECTURER H: okay • I personally find the linguistics component is the weakest component of the 
paper as it is right now • how linguistics is being presented to the students is not as something 
exciting which makes them want to learn more • it's more memory work • I mean even the 
approach to the teaching of linguistics it cannot be otherwise you know • because the books that we 
have • one of them especially • it relies so heavily on statistics that students founder in trying to 
grasp how they should approach that book in itself 
INTERVIEWER: should oracy and listening skills be tested/ 
LECTURER H: definitely! • definitely! • what is ironic is that at Intermediate level there is the oral 
component but at A-level there isn't• which is which is ridiculous • I mean the Advanced level is 
expected to be of a higher standard • even your approach when teaching the subject • but when 
ultimately you have skills like listening and speaking missing from such an exam but present at a 
lower level it is ridiculous • I think that for someone to be competent they shouldn't be judged 
merely on their writing skills • that is a very important component • but if you want to be sort of• I 
hate to use the word but labelled as being competent I believe that you should be even examined on 
your fluency • on your capability of comprehension • I mean sometimes you find students who 
leave Junior College and you meet them in restaurants for example and the way that they deal with 
tourists • they're not even able to understand or even to hold a conversation • so I believe that yes it 
should be a very important component of the exam • I think that it should be given more 
importance than it is right now 
INTERVIEWER: what's your opinion of the syllabus' set texts/ 
LECTURER H: okay • the ones that we have this year I believe that there is • a good enough 
choice I would say • there were times for example last year we were teaching Fowles which is in 
itselfa very good book• okay/• but I believe it was too difficult for the students at this level so the 
choice• I don't know how the choice was made• I think it was the lesser of two evils because the 
other textbook which was available was Trollope and that is quite hard to plough through• this year 
we have quite a good combination although I must say that certain textbooks now the time has 



245 

come for them to be changed because they've been quite a long time on the syllabus and I think you 
know a change is alv.rays good even for us as lecturers • as teachers • as educators • the fact that we 
have a fresh textbook it gives us a fresh perspective in the way that you approach the textbook 
because each textbook lends itself to a different approach • when it comes to non-literary texlhooks 
we've always felt the need to try to put together certain manuals I might call them for students • 
like for example comprehension texts • like for example exercises • but you know there was always 
this need because the books that are available are aimed at English as a foreign language which is 
okay because l do believe that for us English is still a foreign language • alright/ • but the kind of 
exercises that are available I think that the students find a bit too easy and sometimes they are a bit 
too culture bound so students don't identify with certain comprehension passages you know • so 
there has always been a need but somehow we have never managed to get together and do 
something • although this year I must admit that there was a good attempt at trying to create sueh a 
manual 
INTERVIEWER: in your experience does the choice of set texts have a bearing on students' 
success rate in the exam/ 
LECTURER H: now that is an interesting question because I personally do believe a lot that if the 
students don't find the textbook interesting then they are not going to bave the incentive of trying to 
know more • the moment you make a text relevant to their experience students will get interested 
and will apply themselves more • yes definitely it helps students 
INTERVIEWER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTURER H: I'm trying to think of alternatives to the essay • in the past we used to have 
grammar exercises as part of the exam but I find that they are specifically too focused and like 
essays give the chance for more creative writing • alright/ • especially English being a language • 
and I think that it's very hard to come by an alternative to essay writing • somehow I find that 
essays allow the freedom for snidents and that is where the true test lies • it's when there is the 
freedom • especially in language essays because sometimes literature essays when students come to 
answer that sometimes they base a lot on memory • I'm also thinking of continuous assessment but 
the question is specifically in the exam • because a complement to the exam could be in the form of 
continuous assessment• it gives students the chance that if on the day of the exam they don't fare 
well because a million things can happen • this assessment could help in the long run 
INTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your own/ 
LECTURER H: •• are there objectives/ • are there expectations/ • because in the last five years I 
feel that whatever I have personally been doing in class doesn't seem to comply with examiners' 
expectations • sometimes I question whether they do have an aim • whether they really have an 
objective • what are they looking for/ • because all of a sudden after a number of years in which 
snidents were doing fairly well and there was a number oflhem who were doing very well • then all 
of a sudden every1hing changed • and you do try different approaches because you say alright what 
I've been doing up to now wasn't what was expected of me but each time as lecturers we tried to 
pinpoint and even approach people to hold discussions • but either there was an absence of people 
during the meetings or else we were given evasive answers• even if you take a look at the reports 
you see the same things over and over again• and it's like okay I've addressed this issue • so why 
is it cropping up again you know • I don't know • sometimes I feel that there are no clear objectives 
• I feel something is being lost in communication somewhere 
INTERVIEWER: what changes can be made at Junior College so that the snidents' performance in 
their exam is improved/ 
LECTURER H: I think for example the number of students in class • it should be reduced 
especially for language classes • we used to have a system where we used to minimise the group • 
part of the group used to come one week and the other part the following week * but apparently 
there was one complaint about this system from outside and I think in a panic the system was kind 
of put aside • ultimately there was a misunderstanding • I think that the person thought that the 
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lecturers were following this pattern in order to avoid having so many students in class to therefore 
do less work but the aim was to obviously have more individual attention • can you imagine having 
individual attention with a class of twenty/ • so less students in class would help a lot • I think also 
• it's not atJunior College only but at the level of the education system it's kind of the approach• it 
has to be different • I mean do we need to drown the students in so much work I order to be able to 
examine whether the students are competent or not • right/ • also at this moment in time how the 
syllabus is being divided • for example we start a novel this year and then we continue it the next 
year • I find that that is to the detriment of the students because in the beginning of the year you 
have to go back to what you have been doing in the last year because students over the summer 
months they kind of forget about everything • like even Lear is being split over two years • I used 
to teach Lear when ,ve used to do it in one year • I used to manage and I used to have time for 
revision and a test at the end • now we are gi\ing them a very fragmented kind of picture • so 
syllabus wise • group wise there might be some changes which could help us in the long run 
INTERVIEWER: what changes would you like to see taking place in the examination/ 
LECTURER H: alright • once again I'm going to point out the linguistics • as it is either do away 
completely with the linguistics which I don't agree with because at university we've studied 
linguistics and we know that there are components which are very interesting • which could be 
introduced at this level • one of the current textbooks allows you to work better with the students 
because you can extrapolate information from the book hut then apply it to the outside world and 
mention examples of things happening around them and concrete examples but the other book all 
the students have to do is study statistics which they find dry and boring • some students came up to 
me and told me sir could we do away with that book/ • could we not study iti • I said in all fairness 
I can't tell you not to study that book because it is part of the syllabus and it will he unfair on you if 
I told you not to do it because you will be limiting yourself during the exam in your answer • but no 
I think there should he a rethink with regards the linguistics component • and I would introduce the 
oral and the listening component in the A-level , 
INTERVIEWER: let's move on to a number of questions in relation to literature teaching 
methodology• which approach do you use when teaching set literary texts/ 
LECTURER H: it depends • it depends on the text itself• for example one of the textbooks this 
year is relatively very short you know• so with that regards I can afford to even read passages from 
the book and discuss them with students in class • ask questions and for their opinion about it • 
about characters• about the plot• so sometimes fuse the textbook to illustrate kind of where I'm 
going with the analysis • alrighti • sometimes I find when the textbook is voluminous I pick on 
certain shorter parts and then I go by themes and by characters • the thing that I expect of course is 
that the students would have come prepared with having read the book beforehand • something 
which they don't do • many of them don't • unfortunately they leave it till the very end • two 
weeks or three weeks before the exam• they will not have read the book and they are relying on the 
fact that you would have either read v,;ith them in class or you would have given them enough notes 
that they would not need to read the book 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER H: I am very much for the practical approach • for example when I used to teach in 
secondary school and therefore at a certain level I had much more freedom with regards the time 
frame I used to • let's take Shakespeare • I used to take scenes and I used to dramatise them • I 
used to pick some students and they would dramatise them in class • I used to ask a student to he 
one of the characters from the play while another student voices the thoughts of the character and 
the students would comment on the subtext • so I am very much in favour of the practical • these 
dramatised things maybe because I am a theatre person and therefore I am very much in favour of 
these practical approaches • even for example presentations • when I used to bave the tim,e over 
here like when we bad Steinbeck only as a novel for one year• I used to have time for presentations 
• alright/ • in that way the students got to practise the way how to speak in class • how to speak to a 
group • practise speaking in English in that way • I am very much in favour of hands-on activities 
rather than just sitting there listening to a lecture and then just simply absorbing what I am saying * 
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and holding discussions • something that within the limited time frame available to us I find that it 
is very constricting 
INTERVIEWER: which approach do you use when teaching practical criticism/ 
LECTURER H: alright • it depends on whether I am teaching first years or second years • if I am 
teaching first years first I go like into poetry and I look for literary terms first and that is the first 
thing that I do • we start with imagery then go on to other literary terms and figures of speech and 
then go slowly on to more technical details like metre • rhythm and things like that • ultimately 
sometimes what I also do when I have the time is use songs • alrightl • allow them to bring songs 
into class and we analyse the lyrics of the songs and we find figures of speech and we find other 
technical details • so something which is more down to their level • in the second year what I 
usually do is I kind of revise what I've done in the first year and then I give them a poem • allow 
them some minutes to look at the work and then we discuss it together • alrightl • sometimes I go 
in and I give them a poem and they have to write an essay there and then about it because that is 
what is expected of them in the exam • in the second year you have to be more exam oriented • so 
that's what I fmd myself doing a lot 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER H: alright • another approach is allowing them to write their own work for example 
you know • play around with words • play around with the sounds of words • play around with 
images • take them out for example and observe around them and come back and try to wTite 
something from that • try to allow them to realise that poets are not you know people who are 
hidden in an attic writing their work and they are distant from reality • poets are people like you 
and me who feel the urge to write • so it is good that the stadents get this idea of the process of 
writing poems • sometimes when I have the time I like giving them a word and tell alright what 
images can you bring to mind with this word/ • write them down and then get them to work in 
group work • alrightl • discuss • and that is something else • group work • I am very much for 
group work • monitored group work because if you allow the stadents to just work in groups they 
go off at a tangent • that's why we need smaller groups * so that we could give the stadents the 
opportunity to work in pairs and groups 
Il\'TERVIEV.'ER: when teaching literature what do you focus on mostly/ • the language/ the 
content' or personal enrichment/ 
LECTURER H: •• I personally end up focusing a lot because of the exam on the content and 
obviously on the techniques being used • on the plot * on themes • obviously certain texts allow 
you to go beyond • so when teaching Atwood I connect with experiences that happened to real 
people around the world * so in terms of personal enrichment what I try to look for is to try and 
further their enjoyment of literary texts • they enjoy literature and they kind of feel inclined to look 
either for more works by that author or to look at literature with a sense of enjoyment • but as I said 
the exam limits you • you have two years and so you are focused on the content • the techniques 
and so on 
Il\'TERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form stadents/ 
LECTURER H: for sixth form students unfortunately it is content and language • a combination of 
both • because ultimately you are geared towards the exam • when push comes to shove that is 
what they have to do at the end of it • but hopefully through that I am also instilling in them a love 
for literature • a love for the text 
INTERVIEWER: now we have a number of questions concerning language-teaching methodology 
• which approach do you use when teaching language/ 
LECTURER H: a combination of • discussions • alrightl • group work • exercises • even 
individual exercises • I do give them a lot of practical work • you know writing • sometimes 
writing and discussing what they've written with each other• sometimes discussing it with the rest 
of the class • working a lot on comprehension passages • summary wTiting • obviously even giving 
them the basic techniques of essay writing • the different types of essays that they have to write for 
the exam • summary techniques • a combination of all these 
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INTERVIEWER: why do you use this method/ 
LECTURER H: right • basically because ultimately at the end of the course there is the exam but 
also because I feel that a combination of different approaches is of benefit to the students because if 
I had to choose just one approach after a time it would become tedious • language in itself many 
students find tedious • alright/ * so I try to make language teaching as varied as possible 
INTERVIEWER: what's your opinion of Communicative Language Teaching/• do you practise it 
in the classroom/ 
LECTURER H: yes I do • I do • but I find a lot of difficulty because first of all the students are 
mixed in their ability of expressing themselves • some of them feel uncomfortable so they don't 
participate and you have to really really force them to participate • the classes are too big and you 
can't really focus on individual students and their participation • and so you end up with the same 
students being the ones who participate while the others pleasantly sit by • they enjoy the activities 
and discussion but they feel too uncomfortable to participate • I am all for it but I believe that we 
should have smaller numbers of students for it to be truly effective 
Th.'TERv1EWER: what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTURER H: it brings us back to the original questions like the questions in the beginning • at 
A-level there's a mixture • a small handful would really have a good grasp of writing styles and 
writing techniques • some of them have an innate ability for a narrative but overall at A-level they 
are still weak • they are weak 
INTERVIEWER: how can students improve their writing skills/ 
LECTURER H: practice practice practice • and feedback • the more they apply themselves • the 
more work that they do • that they write and the more feedback that they get about that work • and 
then obviously choosing the common mistakes • alright/ • and using them in class to illustrate how 
they can correct those pitfalls is I believe the way that students can improve their writing skills and 
their writing techniques • and the more they expose themselves to different styles of writing • so 
reading • practice and feedback 
INTERv1EWER: how do you approach the teaching of writing skills/ 
LECTURER H: alright • first of all I distinguish between the different styles of essay writing • the 
demands of the different essay style • I discuss it with the students • I tell them what a descriptive 
essay needs • what a narrative needs • what they should do • what they shouldn't do • and then 
what we do is we practise writing short paragraphs • alrighV • and I correct and I give them 
feedback about that • many times in the beginning I demand plans of essays in order for me to see 
how they are planning their work before they actually attempt to write their essay • sorr.etimes for 
example I give them illustrations on the board of examples • there are different ways that I use to 
teach ,vriting 
INTERVIE\VER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTURER H: I definitely • if we had more time more process * the process rather than the 
product • because yes the product is good because you can gauge where the student is at but then 
the process is necessary for you to improve on that product • because if you only use a product 
approach and you give them the feedback and they ignore it doesn't work* while on the other hand 
if while working in class you make them focus on certain pitfalls or certain things and how to 
follow certain stages then that's better• ifwe had more time more process 
INTERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTURER H: alright • personally I find now that we're doing tutorial every week that is a benefit 
to the students * before we didn't use to have that • alright/ • it used to be either monthly or 
something like that • I don't remember the interval • but now that they're writing every week it's 
beneficial • but also having more chance of more tutorial like kind of work in class which brings us 
back to the number of students in class • which brings us back to the time component • to the 
syllabus and everything • because if I had to change something it would be more focus on 
individual work 
INTERVIEWER: how do you approach the teaching of reading skills/ 



249 

LECTURER H: at A-level really and truly what I do is I use the language lessons because a 
comprehension passage because of its brevity it is not so daunting for the students I find • while if 
they are reading a passage from literature I find that sometimes I don't have the time if I'm 
lecturing for them to read and for me to lecture so what I do is I usually do the reading • but in 
language I do it • I make them read • I make them read the comprehension passages and I ask 
different students to read and kind of• I give them feedback in relation to the vocabulary and the 
answers to the questions • we don't have much time for else • and then obviously I try to give them 
titles which they might find interesting you know of books which they could read but mainly that's 
basically what I do 
INTERVIE\.VER: what's your opinion of the linguistics component/ 
LECTURER H: I think I've already addressed this issue * l think it needs a rethink • we need to see 
kind of what is relevant to the students • alright/ • something which is interesting • something 
which will make them want to study the subject rather than focusing on the idea that this is merely a 
dry scientific component • but I still believe that linguistics is a very important component of 
language teaching especially • okay/ • but it needs a change 
INTERVIEWER: how do you approach the teaching oflinguistics/ 
LECTURER H: as I said before most of the time it is summarising the chapters that we have 
because basically that is what is expected of them • summarising the chapters that they have • 
giving them the information • making it relevant by giving them examples and trying to make them 
find examples from the outside world of the things that are relevant to the chapters • basically that's 
what I'm doing at this moment in time 
INTERVIEWER: what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
with a list 
LECTURER H: group work • I find group work as being extremely beneficial • it is the time when 
students feel comfortable and safe to participate because 1 find that when they try to participate in a 
larger class they find it ruiunting so in a smaller group • when it is monitored• I find it is beneficial 
• group work • lam all for it • I use it• l use it in class 
INTER V1EWER: pair work/ 
LECTURER H: •• pair work I find also very good but it is more difficult to monitor with such 
large groups that we have • but just like group work I find it beneficial • it is safer than group work 
for the students and therefore you do get a bit more participation • but l always urge for monitoring 
these kind of activities 
INTER V1EWER: students' presentations/ 
LECTURER H: yes I used to do presentations when l had the time • what I find is you need to 
coach them into how to present because many times what l used to have is students reading from a 
piece of paper to the class which the class used to find boring and they used to switch off• so we 
need to have time to coach students how to present * that they don't need to read but to present • 
but yes definitely research •presentations• it's it's beneficial 
INTERVIEWER: lectures via PowerPoint presentation/ 
LECTURER H: •• alright for those who are visually stimulated you know l think it helps • I've 
never used them to be honest but people who have used these kind of presentations they say that 
they work but at times I find that when you give students something from beforehand • they are less 
interested * alright/ • so if they think that they are going to get the notes from the PowerPoint then 
they are not going to participate as much as • or be attentive 
INTERv1EWER: what about lectures/ 
LECTURER H: lectures the same thing • I always tell them what you're going to get from me is 
what you get from my lectures " I do prepare handouts but I don't usually tell them from 
beforehand about them * because I find that many times when you give them a resource pack from 
beforehand they come into class they have the resource pack in front of them and they switch off• 
so usually what I do I give it to them afterwards• I agree with handouts and resource packs but as a 
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supplement to what you do in the lecture but I don't find that they should be substitutes • alright/ • 
they should complement what you're doing but not substitute what you're doing during the lecture 
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Appendix 14 -Interview 9: Lecturer I 

INTERVIEWER: let us start by means of a number of questions related to the MC English 
examination • are you satisfied with your students' performance in their Matriculation English 
examination/ 
LECTURER I: well like everything else they could do better obviously • but considering that 
they're under examination conditions and • the actual structure of the course and the amount of 
work they have to cover I think l 'm overall • I think they 're doing the best they can really 
INTERVIEWER: if you had to look at the grades students obtained over the past five years would 
you say you're satisfied with their performance/ 
LECTURER I: •• with some students yes with others no 
INTERVIEWER: why/ 
LECTURER I: sometimes 1 have higher expectations of certain students and I meet them later and 
they tell me they've failed or just obtained a D and in that respect you know 
INTERVIEWER: in your opinion which are those factors responsible for your students' poor 
performance/ 
LECTURER I: maybe• they're not doing so well• first of all I think it's stress of the examination 
• and the amount of work they have to cover • the three hours session • you know sometimes they 
have two three hour sessions in a day so I think that's very demanding on the students •• and 
having so mw:h other work besides their A-level to be focused as mw:h as they would like on their 
A-level 
INTERVIEWER: what's your opinion of those students who choose to study English at MC level/ 
LECTURER I: •• I think they're quite able students 
INTERVIEWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College • what's your opinion of this/ 
LECTURER I: •• I think there should be a grade sort of restriction • before opting for English A­
level • and it could be a little bit higher than 5 yes • a 3 
INTERVIEWER: would a Grade 5 in the SEC English Literature examination be sufficient to 
complete the MC English course successfully/ 
LECTURER I: no 1 think • again a higher grade would be better • for literature as well 
DITERVlEWER: are you happy with the way the different components are tested in the MC 
English examination/ • what changes can you recommend/ 
LECTURER I: overall yes • perhaps the linguistics component might be assessed differently • 
tested differently • perhaps writing shorter paragraphs and having a graph or the table there present 
to help them • would be more helpful 
INTERVIEWER: should oracy and listening skills be tested/ 
LECTURER I: yes! • because they ate two other important components skills for you to be able to 
be proficient enough in a language • so yes 
INTERVIEWER: what's your opinion of the syllabus' set texts/ 
LECTURER I: •• on the whole • on the whole • literature-wise I'm quite happy with the selected 
texts • language we should work on choosing a belier • language book 
INTERVIEWER: in your experience does the choice of set texts have a bearing on students' 
success rate in the exam/ 
LECTURER I: no not really 
INTERVIEWER: why not/ 
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LECTURER I: if they are well prepared and they know the text well then I think it's fine• I think if 
the text is facilitated enough for the students • they should be able to cope with • you know with 
working on a question on the set text • I believe 
INTERVIEWER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTURER I: * as I said earlier the linguistics component could be assessed differently by perhaps 
having shorter paragraphs or requiring some sort of you know assessment but for the essay type of 
question • if you're after a critical analysis of or • a lengthier piece of writing then the essay will 
deliver what we're after 
INTERVIEViER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your own/ 
LECTURER I: ••• yes they match <<hand gesture asking for next question>> 
Il\'TERVIEWER: what changes can be made at Junior College so that the students' performance in 
their exam is improved/ 
LECTURER I: •• in the course structure I believe • having smaller classes so that they can get 
more attention and ideally having more lessons • and that's it 
INTERVIEWER: what changes would you like to see taking place in the examination/ 
LECTURER I: •• perhaps having • perhaps not having two sessions in one day • I think six hours 
of continuous v,riting is a little bit too demanding on anyone really and * as I remarked earlier 
changes in the type of questions for linguistics perhaps • those could help • perhaps 
INTERVIEWER: let's move on to a number of questions in relation to literarure teaching 
methodology • which approach do you use when teaching set literary texts/ 
LECTURER I: I try to go for the thematic approach and • J try to approach the text by seeing it as a 
whole even though I might have to then focus on individual passages or • individual parts of the 
text so to speak 
Il\'TERVIEWER: which other approach would you use if you could/ 
LECTURER I: I'm happy with this 
INTERVIEWER: which approach do you use when teaching practical criticism/ 
LECTURER I: at the moment • I don't teach crit and I haven't been teaching it for the past three 
years so • I mean I don't have an)1hing to say 
U-.'TERVIEWER: when teaching literarure what do you focus on mostly/ • the language/ the 
content/ or personal enrichment/ 
LECTURER I: in actual fact I focus on the three of them actually • I see what the students need 
most and I gear for their needs and sometimes it's more language sometimes it's content • but I do 
try to include you know • a personal sort of reaction to the text in that • I want them to enjoy and 
appreciate • that first and foremost 
INTERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER I: all three • all three * not necessarily in that order * but I mean all three are 
important 
INTERVIEWER: In which order would you rank them? 
LECTURER I: personal enrichment content language if we're talking about literature 
Th7'ERVIEWER: let's move on to a number of questions about language-teaching methodology * 
which approach do you use when teaching language/ 
LECTURER I: •• it's mostly process • I focus on the process of how to write better but I do keep 
in mind * that they have to come up with • you know a good sort of • a good product so • but 
mostly process 
!1'.'TERVIE\VER: why do you use this method/ 
LECTURER I: because like that I feel I'm giving them the tools to write better in other contexts 
!NfERVIEWER: what's your opinion of Communicative Language Teaching/• do you practise it 
in the classroom/ 
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LECTURER I: for the academic • for the A-level syllabus • for the A-level exam the 
Communicative Language Teaching •• might not • be quite adequate for our students • so 1 don't 
obviously practise it that much in the classroom 
INTERVIEWER: \Vhy don't you consider it to be so adequate/ 
LECTURER I: since obviously • speaking skills and listening skills are not targeted at all • so 
keeping the exam in mind obviously I focus more on -writing and reading skills • seeing the type of 
questions they are asked obviously• I tend to b)'Pass the Communicative Approach 
INTERVIEWER: even when teaching reading and writing/ 
LECTu'IU:R I: yes yes • I would say 
INTERVIEWER: what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTu'IU:R I: obviously not all students have • different • not all students write the same way • 
there would be room for improvement obviously • they can improve their writing skills 
INTERVIEWER: how can students improve their writing skills/ 
LECTURER I: first of all by reading material that they should be • writing like you know * they 
should be • we should expose them • I expose them at least to the sort of reading that will influence 
their writing skills • so they can improve through reading skills • adequate material and practice 
INTERVIEWER: how do you approach the teaching ofv,rriting skills/ 
LECTURER I: I start off with analysing what the students can "'rite• and I work on improving that 
and I • target different writing skills • and we practise those 
INTERv1EWER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTIJRER I: process • although I do keep the product in mind obviously • the product approach 
in mind • but if! had to choose between the two • process because I think I would be giving them 
the tools to write in other situations 
INTERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTURER I: smaller classes• better textbooks•• and more hours on writing <<laughs>> 
INTERVIE\VER: how do you approach the teaching of reading skills/ 
LEC11JRER I: for language/ 
INTER VIEWER: for language at Advanced level 
LECTL'RER I: for language not literature•• 1 I try to help them get to the meaning of the text• by 
using• by employing• by tapping their knowledge of• structure of the text•• structure of the text 
mainly 
INTERVIEWER: what's your opinion of the linguistics component/ 
LECTURER I:••• valid•• it's valid 
DffERV!E\'VER: and this applies to both set texts/ 
LECTURER I: •• yes • I quite enjoy having a picture of what is happening abroad on a global level 
and then hopefully I hope students get a better idea of what's happening locally in terms of• our 
language use 
INTERVIEWER: which approach do you use when teaching linguistics/ 
LECTURER I: I don't teach linguistics 
INTERVIEWER: what's your opinion of the following in tenns of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
with a list •• so group work 
LECTURER I: yes useful • I mean students do learn from each other as well so ideally yes • we 
could use more group work 
INTERVIEWER: what about students' presentations/ 
LECTURER I: useful yes because I mean • organisation skills and structuring skills for 
presentation can be transferred on to later writing or • yes useful 
IN'TERVIEWER: pair work 
LECTURER I: yes • as I've said students learn from each other and pair work you know you have a 
smaller number so I think that more give and take within a smaller group 
INTERVIEWER: what about lectures/ 
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LECTlJR.ER I: •• okay for literature not for the language seminars though 
INTERVIEWER: lectures via Power Point presentation 
LECTURER I: if possible better obviously 
INTER VIEWER: do you use them/ 
LECTIJR.ER I: no 
INTERVIEViER: why not/ 
LECTURER I: •• the difficultly of booking the room for the PowerPoint • technical problems shall 
we say/ <<laughs>> technical difficulties <<laughs>> 
INTERVIE\VER: handouts 
LECTURER I: handouts of notes definitely not • but handouts as worksheets • or perhaps 
presenting them with a few guidelines then yes 
INTERVIEWER: what about resource packs/ 
LECTURER I: useful • again • if compiled by the students themselves perhaps • but not given by 
the lecturer no 
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Appendix 15 - Interview 10: Lecturer J 

INTERVIEWER: let us start by means of a number of questions related to the MC English 
examination • are you satisfied with your students' performance in their Matriculation English 
examination/ 
LECTURER J: well to be honest definitely not • but actually I don't even expect anything better• 
than what they're doing presently for the simple reason that• I think they're doing the best they can 
given the circumstances • it is not • they are not up to standard it's true but they are not up to 
standard basically not because they are not capable of not being up to standard but because the 
circumstances • the situation • the way they have been taught • the environment in which they are 
living not conducive to them being able to• achieve the standard we should be expecting of them at 
this level 
INTERVIEWER: in your opinion which are those factors responsible for your students' poor 
perfonnance/ 
LECI1JRER J: I think basically their background• their academic background • the way they have 
been taught not only in primary school but also • not just the school in the academic part hut also as 
I said a few seconds ago the environment they're living in • their homes their exposure to the media 
which is• not contributing positively • in the sense they're exposed to a lot of•• how can I explain 
this • they're exposed to * the visual arts like TV programmes television video and they listen to 
music • they listen to English spoken English • but • they are not exposed so much • or as much as 
they should be • to the 'Written aspect of the language • so I think this is having a negative effect on 
their written • on the written standard of English and that is what we're examining after all 
basically • not their spoken • not the speaking of the language which they don't know how to do 
well anyway 
INTERVIEWER: what's your opinion of those students who choose to study English at MC IeveV 
LECTURER J: the vast majority • do not have • the necessary qualifications to study English at 
this level • at least at the level we • the slandard we require of them 
INTERVIEWER: students currently need a Grade 5 in SEC English Language in order to study 
English at MC level at Junior College • what's your opinion of this/ 
LECTURER J: I feel that this is too low actually • I mean• I think that seeing from the standard of 
• of the students • the level that • their knowledge of the English language at this level I feel that 5 
is extremely poor • l mean I don't think they should even be getting a 5 at this point • I think they 
shouldn't even have been given a pass mark 
INTER VIEWER: would a Grade 5 in the SEC English Literature examination be sufficient to 
complete the MC English course successfully/ 
LECTURER J: defmitely not! • definitely not! • for the same reasons I gave earlier 
INTERVIEWER: are you happy with the way the different components are tested in the MC 
English examination/ • what changes can you recommend/ 
LECTullER J: well they seem to be • I think they're reasonable yes • I mean they • they are the 
right questions to ask and it is what we • during our lectures sort of• harp on • certain themes and 
ideas that come out in the text are dealt with in the questions asked 
INTERVIEWER: should oracy and listening skills be tested/ 
LECTURER J: yes I think so • I think so for the simple reason that •• I don't think that writing 
English well is enough for students to • use their certificate later on when they need to use English 
because one can write well but not be articulate enough or not be able to • well they can be 
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articulate in the writing but what I'm trying to say is that • not being fluent enough when they speak 
• I think they're two different things 
NTERVIEWER: what's your opinion of the syllabus' set texts/ 
LECTURER J: well I haven't thought much about this • I'm told what I'm supposed to do and I 
just do it • however I do have my reservations about the linguistics text 
INTERVIE\\/ER: why/ 
LECTURER J: I don't think I have any problems with the literature texts however with linguistics 
yes • for the simple reason that one of the texts in particular • I find has too much • there are too 
many statistics • too many numbers which are quite daunting actually even to teach • let alone for 
those students who are expected to * you know digest • so many numbers • so many statistics you 
know in order to arrive at certain conclusions and they can't use them I think• you know they can't 
just say their opinion about or say what they think why is English now • sorry why Maltese now in 
present day Malta has a much higher standing than it had say in 1999 when the first survey was 
carried out • I mean they have to use figures not just you know • fuels and words • and I think I 
don't know • I think it is a bit too too much for them to digest • I mean they could still learn about 
the situation of the Maltese and English languages in Malta without being exposed to so many 
numbers I think I don't know 
INTERVIEWER: in your experience does the choice of set texts have a bearing on students' 
success rate in the exam/ 
LECTURER J: from my own personal experience • I'm doing Bolt's A Man for All Seasons and 
Steinbeck • Steinbeck's text seems to be • more easy for the students to understand • whereas Bolt 
is a more complex and difficult text and in fact students • at Intermediate level not at Advanced 
level* who are normally maybe more* I don't know• I wouldn't say more academically prepared 
but they seem to be * there seems to be a great percentage in my Intermediate classes who are • 
better prepared academically than are A-level students • maybe it's because I don't know they are 
trained in the sciences and are more analytical and maybe more • focused on facts and what's 
important • you know they don't • they really concentrate on what it is that they have to pinpoint 
and analyse and • whereas my Advanced students I find • have more difficulty with more complex 
texts • I don't know 
INTERVIEWER: why/ 
LECTURER J: because of this basic reason • I think that today students who do well at SEC 
especially those who do well in the sciences prefer to choose science subjects at A-level • at 
Advanced level rather than the Arts • maybe because of job prospects * job market • I don't know 
whatever • but I find that the dullest or less motivated students opt for what they believe to be the 
softer option 
INTERVIEWER: do you agree that in the exam students are assessed mainly by means of the essay 
type question/ 
LECTURER J: if you're not including the comprehension bit and the summary or precis of 
whatever it is • then I think it should be a combination of both you know • f mean they should 
show their skills both in essay writing and in comprehension• if we take the crit essay for example 
• it is a different kind of essay to the Lear essay or the linguistics essay • for me the litmus test of a 
student's capabilities or competence is crit because there they are completely on their o,vn you 
know• okay they have• we give them the tools • but if they are not able to use those tools • it is 
there where their insight their intelligence • basically their insight and intuition comes into help as 
well • they have to have that sort of acumen you know which which is necessary for for for crit • 
whereas in a Lear essay they have all the information• it's been fed to them• in fact they flounder 
most in crit • that's where they panic most 
INTERVIEWER: what's your opinion of the examiners' interpretation of the syllabus' aims and 
objectives/ do their expectations match your own/ 
LECTURER J: that I wouldn't know! • I mean I have no idea what• okay they write reports but 
sometimes they're so conflicting that you know you really understand what they're expecting 
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INTERVIEWER: what changes can be made at Junior College so that the students' performance in 
lheir exam is improved/ 
LECTURER J: I haven't thought about this actually• one the entrance requirements for people who 
want to choose English at A-level should be changed • I think as we said 5 is not really enough • 
it's too low a grade for them to qualify for English at A-level * that basically and considering 1he 
level of our students the situation in which the lecturer goes in and just delivers a lecture is not 
appropriate for the type of students we are getting * but I believe that at this level the classroom 
mentality should not exist • but obviously you have to adapt to your students but then if you're 
going to adapt • it means we are lowering our expectations and lowering our aims as well • you 
know and accepting the status quo • I don't know• but then if you don't what are you,going to do/ 
• are you going to just let them fall by the wayside/ * you know * another change could be that of 
lecturers teaching the same students when it comes to the texts and tutorials so that 1here is 
continuity and there is more communication with the students • they feel more confident * they 
know me I know them • I get to know them better • and maybe that is one change that I would 
propose but you know as far as possible our contacts wi1h out students during tutorials and seminars 
should be • we should be given those students we see for lectures * I mean you can't see all of them 
true • but al least if not in tutorials in seminar groups • because even the students themselves feel 
they can relate to me better when they see me regularly • they are more open to • they are more 
open with me • 1hey come forward with suggestions and more questions • they establish a rapport • 
with the lecturer • and I think that would help 
!NTERVIEWER: what changes would you like lo see taking place in the examination/ 
LECTURER J: I think it's • no I think it's fine 
!NTERVIE\VER: let's move on to a number of questions in relation to literature teaching 
methodology * which approach do you use when teaching set literary texts/ 
LECTURER J; I probably use the wrong approach • I use the lecturing type of approach• I mean 
not a distant approach I don't just stand there and rattle off for one hour • 1 mean I have contact • 
eye contact • 1 stop and allow them to ask questions or to clarify certain points but I do believe yes 
that I am there to talk about what I have to talk about you know and then I believe the students • 
slowly slowly they catch up but if you spoon-feed or sort of dictate notes or give !hem notes or 
leave notes at the stationery or wherever for them • in fact the first thing they ask is are we going to 
have notes/ • are you going to give us notes for the lecture/ • and I really don't believe in Iha! no • I 
believe that they have to be trained from now to be able to you know to sit and listen • and listen • 
and when I say listen I mean listen not just hear what I'm saying • and • trying to understand what 
it is that I'm trying to say and take dovm 1he points that I am making which they consider to be 
worth taking down • I don't believe in going there and they are sort of very distracted because I'm 
going to give them notes and then just copy them down for a tutorial essay 
INTER VIEWER: which other approach would you use if you could/ 
LECTURER J: which other approach/ • no I think I * this is the way I've grown used to teaching 
and maybe I'm • to set in my ways I don't know • but I've been teaching for quite a number of 
years and • I feel that for me • tbat this is the way I get more at the end of it • maybe not at the 
beginning but eventually you know they get used to this method and I get a good response from the 
majority of students • I feel 1he feedback is good 
INTERVIEWER: wbich approach do you use when teaching practical criticism/ 
LECTURER J: if it's a poem what I would normally do is I would read the poem out with them• I 
read it out load and then I ask what they think that the poet is trying to say and after having 
discussed that we try to see how it fits into the poem by • normally what I do is a line by line 
analysis • you know we pick up imagery • we pick up the diction * and 1hen after we do that we 
focus on the style and all the things that are• you know sort of1he technical details that go into the 
making of the poem 
INTERVIEWER: which other approach would you use if you could/ 
LECTURER J: it's the only approach 1 u.se and the only one I know* I feel confident in any way 
<<laughs>> 
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INTERVIEWER: when teaching literature what do you focus on mostly/ • the language/ the 
content' or personal enrichment/ 
LECTURER J: when teaching literature basically I think it's a bit of each • I would stress the 
content mainly and • the personal enrichment but in order to do this • the vehicle that is used in 
order to do th/s • you know to to illustrate the theme or the content or the• it's the language • you 
cannot do it without the language • the use of words that are used in order to bring out the theme or 
main idea behind the text or the passage they are reading 
INTERVIEWER: which of these three approaches do you consider to be the most important for 
sixth form students/ 
LECTURER J; I don't think I can separate • you know the three from one another * I don't think 
you can highlight one without• I don't know• emphasising the other two• you know/• I mean no 
• I think it's a combination of all three • I can't exclude any of them • for example you have to 
create a bridge with the world outside which is personal enrichment so that when they are reading a 
text they can relate that text to everyday life • to the evetyday life of the people around them • you 
know so that it's not sort of happening in a vacuum • and that is where the personal enrichment 
comes out I feel • you kr.ow/ • veiy vety strongly 
INTERVIEVlER: let's move on to a number of questions about language-teaching methodology • 
which approach do you use when teaching language/ 
LECTURER J: I really enjoy • what I enjoy doing and I find very • rewarding is when I have a 
comprehension text • basically I like doing • I like exploring words • I like sort of insisting on the 
meaning of words and how a certain word can change • the nuances of a word rather than using 
another word can have an effect in a passage • I mean I really emphasise vocabulary you know 
words rather than the structure • and then I move on to the structure • you know how to construct a 
sentence in order • that it makes sense • that it can deliver the message that it is meant to deliver • 
but I emphasise vocabulary work 
INTERVIEWER: why do you use this method/ 
LECTURER J: for the simple reason that I make them think about the words • about how important 
it is • in order to be able to know yourself to know others to understand people and yourself* bow 
important it is to be able to express yourself well • if you have the words to express yourself well 
and to try to understand what is going on in your mind or in another person's mind* I think a word 
can make a difference to • you know the use of one word rather than another can make a great 
difference • the richer the vocabulary the better you are able to express yourself • the more 
articulate you become• I don't know* I really believe in that very veiy much 
INTERVIEWER: what's your opinion of Communicative Language Teaching/ • do you practise it 
in the classroom/ 
LECTURER J: what we do is • say we have a comprehension or a passage or whatever and 
nonnally if we're using for example Write to be Read you know there are • passages which put 
forward certain ideas or which make the students think about certain topics • I give a lot of space to 
them voicing their opinion • we do a lot of verbal sort of communication in the sense of talking 
rather than writing in the lesson you know • there's a lot of interaction in the seminar groups which 
is possible because they are smaller groups you know • and it's more intimate • you know/ • it 
helps • same with tutorials where l find that's helpful as well • the smaller groups help in this case 
you know * that is why I like the system of a lecture on a text with a big group and then you get the 
feedback mainly when they're in smaller groups 
JNTERVIE\VER: what's your opinion of the students' writing skills when they start their MC 
course/ 
LECTURER J: •• it varies • but like in the majority of them • of the students I have I feel • I 
believe that their writing skills are rather poor• I mean they're not what one would expect form A­
level students • you know the standard is definitely not • the one we expect from these students at 
this stage 
INTERVIE\VER: how can students improve their writing skills/ 
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LECTURER J: •• at this stage/ • more exposure to reading • even listening • listening to English 
spoken well • it's already • I know I might sound rather pessimistic but I feel that at this stage it's 
already quite late * I mean if you don't acquire a language at a very young age • if you don't 
acquire the skills at a young age it's going to be very difficult later • I mean it's like learning a 
foreign language • you might study it well • you might know all the rules of grammar but you 
know that it doesn't sound well • you don't have that feel for it as you would a language that 
you've spoken from a very very early age• you know what I mean no/* 
INTERVIEWER: how do you approach the teaching of writing skills/ 
LECTURER J: how do I approach that/• again I aim for as I said• I mean I'd ask them to ·write a 
passage and then I'd ask a few of them to read it aloud and then I explain how they could have 
expressed themselves better and we might discuss choice of words and syntax and so on• I mean a 
lot of the students even at A,level unfortunately think in Maltese before they think in English• they 
don't think in English so most of them are translating from Maltese into English so the structure of 
the sentences tends to be • not quite what it should be • I mean we get down to the basics • it's a 
hands on kind of thing • you know kind of approach • I don't know what it's called• you know 
they v;rite and then I analyse what they've written • very practical I find • it's a more pragmatic 
approach not just theory 
INTERVIEWER: do you prefer a product or a process approach to the teaching of writing skills/ 
LECTURER J: well initially on the process • basically I would • it's an argumentative essay or a 
discursive essay most of the time • that's what they're asked to write mostly * firstly I make it a 
point to tell them to think about what they are going to• what they think of the subject and sort of 
have it clear in their minds what it is that they want to say • then I would focus on how they would 
structure the essay you know • the usual thing • the introduction • what they would put in the 
introduction and then in the body of the essay * you know the certain points • you know the pros 
and the cons or whatever• so it's the sort of thing where we try and do it in a logical manner 
fNTERVIEWER: how can the teaching of writing at Junior College be improved/ 
LECTURER J: apart from changing the teachers/ <<laughs>> how can they be improved/• I think 
what we do during our seminars should be enough • should help but I think basically most of the 
time we're starting from scratch• we're having to teach skills which should already be there • but 
we should have certain classes where there would be a lot of emphasis on the writing skills • I mean 
we already do this in the tutorials but I don't think one hour is enough • I think at this stage 
unfortunately • whereas in my day the A•level was completely focused on the literature now it has 
changed • there was no use to harp on the importance of being able to express yourself in English • 
nowadays unfortunately the A-level has been stripped of the literary element in order to give more 
time and emphasis to the language aspect you know • it's not Advanced level in the traditional 
sense • as I traditionally know it• it's completely different 
INTER VIEWER: how do you approach the teaching of reading skills/ 
LECTURER J: if we have a passage for comprehension I do a line by line analysis to see what's 
going on in the writer's mind as he builds up the article or whatever it is • I emphasise the reading 
in between the lines too • and the writer's choice of words • why did he choose this word and not 
another/ • what does this word mean in this context/ • and how does this illustrate what the writer 
wants to say/ • I also focus on the way they express themselves • most students are able to grasp the 
content but when they come to express themselves • that is when writing their answers to the 
comprehension questions they struggle 
INTERVIEWER: what's your opinion of the linguistics component/ 
LECTURER J: as I've said earlier I don't feel that the linguistics we teach them is adequate for our 
students• it's not appropriate to their level and it bores them• at least the Maltese book does 
fN"TERVIEWER: which approach do you use when teaching linguistics/ 
LECTURER J: ** the texts that we have/ • basically I read in class the whatever part of the book 
we've reached• I read and I translate• I paraphrase and• make sure that what we're reading is• 
understood you know • and I ask questions to see whether they are following the arguments or 
following the logic of the analysis that is being made etcetera • and then then • something I don't 
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do with literature I give them notes • I leave notes for them • sort of a summary of what is being 
said in the book• that's the only time I do it• I don't do it for the rest of the stuff unless I'm foreed 
to 
INTERVIEWER: what's your opinion of the following in terms of their effectiveness and 
feasibility as teaching techniques or resources at sixth form level/ • and I'm going to present you 
with a list 
LECTURER J: group work • I think is very very important • I mean they listen to each other's 
arguments and ideas and suggestions and even • in a seminar discussing what they've written not 
just the content but the way they've written something • yes it helps because they listen to one 
another and hopefully learn from each other• what to do and what not to do as far as possible 
INTERVIEWER: students' presentations/ 
LECTlJRER J: I've never done that • I have no idea • no • I wouldn't know • never done that 
before • I can't tell you anything about that because I don't use it • I don't think we have time 
either • anyway 
INTERVIEWER: pairwork/ 
LECTURER J: we do that in class yes • especially in language seminars • well not especially • in 
language seminars * it helps because they discuss certain topics and exchange ideas and then sort of 
together they help each other to write out their ideas • no it does help 
INTERVIEWER: lectures/ 
LECTURER J: obviously essential 
INTERVIEWER: what about lectures via PowerPoint presentations/ 
LECTURER J: I wouldn't know how to use the thing so no • handouts • I do use with linguistics 
and in crit • I give my own handouts • I think they can be effective especia!ly if you want them to 
revise something 
INTERVIE\VER: what about resource packs/ 
LECTURER J: normally I borrow them from other teachers you know <<laughs>> I only do so 
when specifica!ly asked by students miss miss please help us you know • I either tell them go buy 
York Notes or whatever because they can find their resource packs there you know * or they can 
download them from the internet you know• no I don't believe in this 
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1. Typically syllabi or test specifications 'are a recipe or blueprint for test construction' 

(McNamara 31), Do you feel that the syllabus would benefit from more development in 

the following areas? 

• content 

test structure 

types of questions set 

criteria! levels of performance 

scoring procedures 

advice on studying for the test 

exemplars of candidates' scripts 

2. In your view, which are the components that present candidates with the most challenges 

in the MC English examination? 

3. Do you feel that the MC English syllabus should include the testing of listening and 

speaking skills? Why?/Why not? 

4. Does the combined testing of language and literature present any problems in your 

opinion? 

5. In your opinion would there be any advantages in having two separate examinations in the 

light of the varying purposes that students have for taking English at MC level? 

Marking 

6. \\'hat kind of training does MATSEC provide A-level markers with? 

7. Are markers provided ,vith a rating scale for the language essay component? If yes, what 

kind of rating scale is used and why? 

8. For standardisation purposes are markers provided with a model answer in the form of a 

few points to guide them when marking tbe literature essays? 

9. What measures are taken to enhance standardisation in marking? 

10, When marking literature essays what weight is given to language profieiency? 
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11. If deemed necessary what procedures are adopted for carrying out a moderation exercise 

during the marking process? 

12. Is double marking practised in any component of the MC English examination? 

Paper Setting 

13a. What is the rationale for giving candidates a choice of two questions on each set text? 

13b. \\'hat are the implications of this in relation to ensuring comparability between the two 

questions? 

14. Which criteria are used by paper setters for the selection of the unseen texts that form part 

of the literary criticism component? 

Relationship between SEC and MC 

15. \\'hen discussing the predictive validity of SEC English Language Farrugia and Ventura 

claim that 'The results show a rather low correlation between student performance at the 

two levels. Students tend to obtain low grades at Advanced level irrespective of the 

grades obtained at SEC level' (31). They also affirm that 'Unexpectedly, the correlation 

between the grades obtained in English Literature at SEC level and Advanced level 

English is lower than the correlation between English Language at SEC level and 

Advanced level English' (32). In your opinion which factors are responsible for the low 

correlation between the SEC English Language/SEC English Literature and MC English 

examinations? 

16. Students currently need a Grade 5 in SEC English Language in order to study English at 

MC level at Junior College. What is your opinion of this? 

17. Would a Grade 5 in the SEC English Literature examination be sufficient to complete the 

MC English course successfully? 

Recommendations 

18. Given your many years of experience and hence the corresponding insight into the state of 

English at this level, do you have any recommendations to make in relation to the MC 

English examination? 
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MATRICULATlON ANl> SECONDARY EDUCATION CERTIFICATE EXAMINATIONS BOARD 
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Each Section carries one•third or the total marks. Answer prte question from 
e&Ch ,ecfjqp 

Sectioo A; Sh■kespe■re Set Tuts 

1. Either 

(a) "Ay. every inch a king.H Discuss the Iheme of kingship in King Lear. 

Or 

(b) Discuss whnt you consider to be lhe main ingredients of tragedy in King Lear. 

2. Elthar, 

(a) .. Julius Cae:rar raises many questions about the force of fate versus the capacity 
for free will.'' Discuss. 

Or 

(b) "Brutus is the dramatic hero of Ju/lu:r Caesar." Discuss. 

Section B: Poetry Set Teits 

3. Either 

(a) Discus!i some of the rccwring motifs in Keats's Odes. 

Or 

(b) "Keats believed that the reality of beauty could never be truly experienced except 
in its relationship to ruffering." Di5CU.QS. 
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AM 10/l,O!hn 

4. Either 

(a} "Owen rcrnde wor a paetic subjr<;:t."' Discuss. 

Or 

(b} .. One of Owen's marked chnradecistics as a i,oet ia his im1bi1hy to reconi;tlc the 
interests of an and religion.'' Discuss. 

5, Elfh<r 

(a) ... Jennings's devotion to Romnn CathoHdsm b a theme that .(.'etvades much of her 
poetry.'' Djscuss. 

Or 

(b) ••Jennings writes t,lmply and t.litecdy without ac11.demic pretence or heavy 
adornment.~• DiscUH this statement ,n the light or the emotional Jnt.msity that 
churm:tertses her work. 

Section C: Literary Criticism 

In not less than 400 words write a critical appreciation of the following poem paying 
particular attention to (a) tbll!tt'ue:~ {b) imagery. (c) diction, (<l) tone, (e) style, aml (f) 
versi ficat:ion. 

The Voice 

Woman much mil"l~cd, how you call to me. caH to me. 
Saying that now you are not a!J you woro 
When you had changt.'d from the one who was all to me, 
lJut as at first, when our day was falt. 

Can it be you that 1 hear? Let me view you. then, 
Standing ns when I drew near to the town 
Where yuu would wait for me: yes,. a!I l knew you then, 
Even lo the orig1nal air~blue gown! 

Or t$ it only the breeze in its Hstl.essnes:s 
TraveUing across the wet rnead to me here, 
You being ever di$.."«>lved to wan wistlessness. 
I letl.l"(f no otOl'C again W or near? 

Thu, I; .faltering forward~ 
Leave" around me fttlHng. 

Wind oozing thin through the thorn from notward, 
And the woman calling, 
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SM!tion At Literary CriticAm (Pron) 

1. Wrile II critical '-'.ommentary of epproximatety 400 words en the following 
passage.. Pay p-!!lrtieular attention to theme> iroagffy, md featuras of ••yle, 

Mf$ Touchett was certatnty a pcnon of many odditie11. of which her behaviour on 
returning to her husband's house after 'man,Y months was a noticeable specimen. She 
had her own way of doing s11 that ,she did, o.nd this i.s the .simple-st description of B 
eh.a.meter which.. although by no means without liberal motions, rareJy succeeded in 
giving an lmpreHion of suavity, Mrs To!A':hctt might do a great deal or sood, but she 
never pleo,ed, Thls way of her own, or wbtch she WM so frtnd, was. not intrinsic.ally 
offen!ll'1"e---it wu ju~t unmb:take.ably di.atingui:shed from the ways of othen. The 
edges of her conduct were so very c1eur-cut that for susceptible persons it sometimes 
hnd e )rnife~like effect. Th11t herd fineness came out in her deportment during thl!I flrst 
hqurs of her return from America, under cin::urm;.tancn in whleh it might have seemed 
that hecr first act would have been to e~change g,-etjngs with her husband and !SOO, 

Mrs Touchett, fo.- teasom;. which the dttmcd exceJJent, 1dw11ys retired on such 
0<:c1asion.-. into impenetrable seclusion. postponing the more scntimerttal ceremony 
until she had repaired the dioorder of dress with a Ct;'!mpletene55 which had the le$S 
rCHon to be of high importance as ncjther beauty nor vanity were coneemed in it. She 

• was a ptain-faced otd woman,, without gf'IICff and witho.U any great elegance. bul with 
1tn ex.trcme nespect for her own motives. SM was uauaHy prepared 10 explain 
these-when the i11tphutation was asked M a favour; and in &uch a ease they proved 
to_tally different fi'Om those that had bHn ettr1butcd to hi!r, She wa vittualty Mpara1ed. 
from her hu.s.band~ but she appeared t.o pe:n;C'!ive nothing irregutar in the .--ituation. h 
had ~ome cteor. at on early &tage of their «>mmunity, thnt they should never desire 
the Hme thing at the aa.me momcn4 and thi~ ,appearance had prompted het- to racua 
disagreement from the vulgQI" realm of accident. She did what aho could to erect it lnto 
& la......,._. much more edifying -.s_pe.;it of it-by going to Jive in Flo~noe+ where she 
bought a house and es.tabliSlhed herself; .and by lea\'ing her husband to take case ofth~ 
English branch of hii-i bank. Thill arrangement groat)y pleased her; li was so 
fclicitQusly definito. lt struck her husband in the same tight. in a fogg:y square in 
London, where Jt was at Umas the most deflnlte t8Ct he diacerned, but he would have 
P,l!ferred that to.u:h unnatunll thlnp should have A greater vag\lcness. Tc 119roe ro 
dbU1gree had cost him an ellbrt; he was ready to ag.rec to e.Jmost anything but that, and 
saw no rens:on why either a&sent or diStient should be so terribly conal&tent. Mrs 
Touchet1 indulged In no regrets nor speculatlon1, and usuaUy ctnne once a year to 
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spend a month with her husband, a ~riod during which sh~ apparently took pains io 
convince him that she had adopted the ri(µlt system. She was not fo11d of the English 
style of life, and had three or four reasons for it to which she currently alluded; they 
bore upon minor points of that ancient order, but for Mrs Touchett they amply 
justified non ... re:ddence, She dett::sted bread~s:auce, which, as she said. looked like a 
poultice and tasted like soap; she objected to the consumption of beer by her maid~ 
servants; and she affirmed that the British laundress {Mrs Touchett was very 
particular about the appearance of her Hnen) was not a mistress of her art. At fixed 
intervals she paid a visit to her own country; but this last had been longer than any of 
hs prcdcccsson;. 

Section B 

Answer Two uuest1on1 from th..is Section 

2. Eitluir 

(u) "We stand on the only perfect !eve!. .. We are both gentlemen/• Discuss Trollope's 
idea of being #a gentleman'" os this emerges in The Lt.1.tt Chronicle of Barser. 

Or 

{b} Discuss Trollope's. presentation of female characters in The La,,t Chronicle of 
Bar.set. 

3. Either 

(a) Discuss Fowle-s•s lreulment of social convention in The French Lieutenant's 
Woman, 

Or 

(b) .. 1 am not to be understood even by myself:' Discuss FowJes's presentation of 
Sarah in Tlte French Li~utenant '3 Woman. 

4. Either 

(a) "Nobody never gets Lo heoven, and nobody gets oo land." Discuss Steinbeck"s 
treatment of the American dream in the light of this quotation. 

Or 

(b) Discu" Steinbcck':s treatment of male strength in Of Mice and Men. 

5. Either 

(a) Discuss rebeJlion and resistance in The flundmaid'.r Tale. 

Or 

(b) D1scu:,;s langunge us n tool power in Atwood's n1c Handmaid:, Tale. 
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Do •II three tutctiod:L Each Stttion carries .one-third or the total marb.. 

t. Write Rn eu•y of not Ins than 500 words on ONE oCthe roUowlng topic•: 

a. Rumours 
b. Blind Faith 
c. Least snid soonest mended 
d. 'Teachers. open doors but you must enter by yourself.~ Discus51. 
e. Commitrt1c!nt 
f. Promises are easy to make, but hard to deliver. 
g. The power of reading 

Section B: Comprebenston aud Summary 

2. Rrad the foUowlng pauage •Rd an•wcr the questions Hh 

Oppressed people deal with t~ir Qppr-esaion in three chnrecteristic way!. One way is 
~; the oppr-essed resign themselves to their doom. The)' tacitly adjust 
themseh;es to oppres.!lion, and thereby become conditioned to It. In e"ry movement 

'townrd freedom some of the oppressed prefer to remain oppres&ed. Almost 2800 years 
ago Moses set out to lead the c.hUdren of Israel from the slavery of Egypt to the 
freedom of the Promised Land. He: SQOn discovered that slaves do not atways 
wclcomi:: their d,:Uverers, They become accustomed to being ,laves. 11tey would 
rather bear those ms they have. as Shakespeare pointed ou4 then nee to othen that 
they know not of. They prefer I.he 'fleshpots. of Egypt• to the ordeals of~ 

111ere is such a thing n, the freedom of exhaustiqn. Some people are so wom down by 
the~ of opp~ssion that they give up. A few~ e.go in the s1um areas of Atlanta, 
• Neim guitarist m1cd 10 sing ahnost daily: ... Been down so lons that now don?t 
bothcr.H ·rhi:s hi the typ-:- of negative fn::edom end resignation that often~ the 
life of the oppressed, 

Dut this is not th..e way out. To at"cept pusiv■ly an unjust system is to cooperate with 
that system; thereby the oppressed become as evil as the oppressor. Non-cooperation 
with evil is &8 mueh a moral obligation H b cooperation with good. The oppressed 
must never aUow the consc:ience oftht: oppressor to slumber- Religion reminds every 
man that he i1' his brnther~s k.eeper. To oc.cept injustice or se~gation pusivtly ls to 
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say to the oppressor that his e.ctions are morally right. It ls a way of allowfog his 
conscience to fall asleep. At this moment the oppressed faHs to be his brother~s 
keeper, So acquiescence, while often the easier way is not the mon.J way. It is the 
way of the coward, The Negro cannot win tbe resp«:t of his oppressor by acquiescing; 
he merely increases the oppressor's arrogance and ~. Acquiescence i! 
interpreted as proof of the Ntgro•s inferiority. The Negro cannot win the respect of 
the white people of the south or the peoples of the world if he is. willing to seU the 
future of his children for his _personal and immediate: comfort and safety. 

A second way thnt oppressed people sometimes deal with oppression is to resort to 
physical "iolencc and wrroding hatred. Violence often brings about momchtnry 
result.$, Natlon5 bove frequently won their independence in buttle. But ln $pile of 
temporary victorie,, violence never hrihg:11 permanenl peace, It solves no social 
problem; it merely create, new and more complicated ones. 

Violence as a way of achievihg racial justice is bolh impractical and Immoral. It is 
impractical because lt is a descending spiral ending in destruction for aU. The old law 
of an eye for an eye leaves everybody blind. It is immoral because it seeks to 
humiliate the opponent rather than win his understsnding; lt seeks to an~ rather 
than to convert. Violence is immoral because it thrives on hntred rather than love. ft 
destroys community and makes brotherhood impossible. lt leaves society in 
monologue rather th.an dialogue, Violence ends by defeating itself. 1t creates 
bitterness in the survivors and brutality in the destroyers. A voice echoes through time 
saying to every potential Peler. "Put up your sworu.•• Hi,tory is cluttered with the 
wreek.age- of nations that failed to follow this oonunand. 

If the Arnerican Negro and other victims of oppression succumb to the temptation of 
using violence in the struggle fur freedom, future generations will be the recipients of 
a desolate night of bitterness, and our chiof legacy to them wiJI be an endless reign of 
meaningless chaos. Violenee is not the way. 

The third way open to oppressed people in their guest for freedom, is the way of non.­
violent resistance, Like the synthesis in Hegelian philosophy, the principle of non­
violent resistance si:eks to reeoncHe the truth, of two opposites - the acquiescence 
and violcnce-wllite avoiding the extremes and immoralities of both. The non-violent 
resi~ter agrees with the person who acquiesces that one should not be physically 
aggressive toward his opponent; but he balances tfo~ equation by ag~eing with the 
person of violence that evil must be resisted. He avoid~ the non-resistance of lhe 
former and the- violent resistance of the latter. With non .. violent resistance, no 
U'ldividuaJ or group need submit nny wrong, nor need anyone resort to violence ~n 
order to right a wrong. 

It SHms to me that this .is the method that must guide the octions of the:- Negro in th~ 
present crisis in race relations. Through noo~vio1ent resistance the Negro will be able 
to rise to the noble height of opposing the unjui.t system while loving the perpetrators 
of the system. The Negro muitt work. passionately and \:!DIOO.llO.WX for fuU stature n:1 
a citi:u-n, but he must not use inferior methods to gain it. He must never come to tcrnts 
with fabehood, malice* hate, or destruction, 
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Norrviotent resistance makes h po:ssib1e for the Negro t.o remain in the South and 
struggle for his righU. TI\e Negro's problem will not be solved by running away. He 
cannot listen to the glib suggestion oft.hose who would urge him to migrate en masse 
to other sections of the country. By graspiug his great opportunity in the South he can 
make a lasting contribution to the moral strength of the nation and 5tt a sublime 
example of courag.e for gerumuion!) yet unborn. 

By nun--viohmt r~sil'ltance. the Negro can_also enll$t ail men of good will in his 
struggle for e.,(UaJity. Tho problem is not a pu.eJy racie.1 one, with Negroes set against 
whites. In the end, it is not a struggle between people at all, bt.1t a tension between 
justice and injustice. Non~vioient re!li.$Lance is not aimed against oppressors but 
ag13{111t oppression. Under its banner consciences. nor racial g.roup:,, an: enlisted. 

Martin Luthttf' King 

a. \Vho.i. does. the author mean by the term 0 .frei,dom of ~hau.!llion" in the 5econd 
paragraph'! Why is he critical in his assessment of people who succumb lO such a 
condition in. response to oppression? (4 marks) 

b. l\ccor<lJllg to the autbQr1 what is th~ role of religion in ehe battle against 
oppression'? (4 marks) 

e, Why does the author advocate thee evoi-dance of violence in fighting oppression. 
despite the short tcnn success violence often ac:hicves for the victors? How do 
such victories. affect the future? (4 marks) 

d, According to I.he author~ how does non-violent resistanee transform a racial issue: 
lnto one of conscience? (4-marks) 

e. Give the meaning of the underlined words in the context: eequieseence; 
emnm:ipntion; yoke; engulfs; contempt; annihilate; quest; unrelentins)y. (8 marks) 

f. Summarise the passage in not more than 100 words, (9 marks) 

Section C: Llngulith:s 

J. Answ~r !?.!!£ q1..1e•fion. The csaay should not e-xcee<I 400 wont,. 

n. "Ene:.Hsh has come to be used u a means of contro1Ung. international transport 
operations especially on water and in the aJr." Discu-u with reference to English 
us a Glaln1/ LangJLPg«. 

b. 1Jiscu3,.s iangunge re.nk1og in Maha with reference to Living Languages in Malta. 

c. With reference to Living Languages in ,\,fa/ta discus:& langua.ie use in two 
domains. 
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