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Preface

When the last edition of The Practice of English Language Teaching was being written
some schools used computers for word processing, and there were a few language
games and simulations available on floppy disks. But that was about it. In what
seems like a ridiculously short space of time, however, all that has changed.
Computers are now, for teachers and students, the gateways to a wealth of
information, contacts, and activities. The use of the Internet has mushroomed -
indeed some countries have wired up their entire public education systems - and
the technology for self study, language laboratories, and computer corpora has
developed far beyond what many had anticipated.

Such advances are only the most visible signs of progress in a profession which,
thank goodness, refuses to stand still. The teaching of English is in a constant state of
flux, with new theories, practices, and materials erupting all over the world on an
almost daily basis. We are constantly challenged by new research, provoked by the
questioning of long-held beliefs, and amazed by the sheer brilliance and creativity of
a diverse population of teachers, methodologists, materials designers — and, of
course, students — from all over the globe. In a world where certain values are
immutable, and where the qualities that make a good teacher may well be universal,
change is nevertheless the lifeblood of our profession. To quote David Crystal in
another context, ‘we know something is alive when we see it move'.

A book about language teaching methodology has to change too, to take account
of all this movement. Since the last edition of The Practice of English Language
Teaching, there have been many new areas of research and innovation, quite apart
from the growth in computer use in teaching and learning. Large corpora have
allowed experts to tell us much more about the different grammars for spoken
and written English, and now have incontrovertible evidence about the way
language chunks itself into phrases of various kinds. Attitudes to language study
both in and outside the classroom have been modified too, with serious attempts to
put at least one model of language teaching (Presentation, Practice, and Production)
firmly in its place. The role of English in our modern world has been the subject
of much debate, as has been a growing awareness that language teaching
methodology is often as culturally-specific as the cultures it springs from and
cannot, therefore, be exported without taking account of where it is headed. At the
same time our profession has realised that developing teachers themselves is part of
the way they can offer more to their learners whilst at the same time enriching their
own lives.
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All of these contemporary issues are reflected in this new edition, which also looks
(with I hope a fresh eye) at a range of familiar topics, from motivation to the roles of
the teacher, from classroom management to feedback and correction. There are
completely new chapters on teaching pronunciation, language testing, coursebooks,
and learner autonomy/teacher development. The example activities have been taken
from up-to-date materials, and the references and bibliography are intended to
reflect much of our current states of knowledge and enthusiasm.

This book is aimed at practising teachers and those studying on in-service
training programmes and postgraduate courses. In that, it differs significantly from
its sister volume, How to Teach English, which is designed specifically for those
wanting a more gentle introduction to the science and art of teaching English.
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The world
of English

The place of English

Although English is not the language with the largest number of native or ‘first’
language speakers, it has become a lingua franca. A lingua franca can be defined as
a language widely adopted for communication between two speakers whose native
languages are different from each other’s and where one or both speakers are using it
as a ‘second’ language. Many people living in the European Union, for example,
frequently operate in English as well as their own languages (where these are
different), and the economic and cultural influence of the United States has led

to increased English use in many areas of the globe. Like Latin in Europe in the
Middle Ages, English seems to be one of the main languages of international
communication, and even people who are not speakers of English often know words
such as bank, chocolate, computer, hamburger, hospital, hot dog, hotel, piano, radio,
restaurant, taxi, telephone, television, university and walkman. Many of these words
have themselves been borrowed by English from other languages of course {e.g.
chocolate, hamburger, taxi, etc.), and speakers of Romance languages are likely to
have a number of words in common with English. But there are many ‘false friends’
too, where similar sounding words actually mean something quite different, for
example, Italian eventualmente (= in case) contrasts with English eventually (= in
the end).

The numbers game

Whatever the spread of English across the globe and whatever its overlap with other
languages, there has been an intriguing debate over the years as to how many people
speak English as either a ‘first’ or a ‘second’ language. Estimates of speaker numbers
are somewhat variable. For example, Braj Kachru (1985) suggested between 320-380
million people spoke English as a first language, and anywhere between 250-350
million as a second language. On the other hand David Crystal (1995 and 1997) takes
75 territories where English ‘holds a special place’ {territories which include not only
Britain, the USA, Australia, Canada, etc. but also places such as Hong Kong, India,
Malaysia and Nigeria) and calculates around 377 million first language speakers of
English and only 98 million speakers of English as a second language. However, he
points out that it would be easy to get nearer a total of 350 million for second
language speakers if we were able to calculate how many speakers of English as a
second language there were in, say, Canada or Australia, or in countries like Pakistan
or Nigeria. Not only is the calculation of such figures problematic, but a lot, he
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suggests, also depends on how well we expect people to be able to speak English
before we can start including them as second language English speakers. As he
points out, ‘the more limited command of English we allow to be acceptable, the
more this figure can be inflated’ (Crystal 1995: 108). It seems to be the case, therefore,
that anywhere between 600—700 million people in the world speak English, and of
that huge number, a significant minority speak it as a second language.

In 1983, however, Kachru made a prediction which, if correct, means that there
are now more second language than first language speakers. He wrote:

One might hazard a linguistic guess here. If the spread of English
continues at the current rate, by the year 2000 its non-native speakers

witl outnumber its native speakers.
From B Kachru (1983: 3)

David Graddol, writing some fourteen years later, thought it would take until at least
2007 before this position was reached (Graddol 1997).

As we shall observe (in a4), it is not necessarily the case that English will remain
dominant among world languages. However, there is no doubt that it is and will
remain a vital linguistic tool for many business people, academics, tourists and
citizens of the world who wish to communicate easily across nationalities for many
years to come,

How English got there

There are a numbet of interlocking reasons for the popularity of English as a lingua
franca. Many of these are historical, but they also include economic and cultural
factors which have influenced and sustained the spread of the language:

* A colonial history: when the Pilgrim Fathers landed on the Massachusetts
coast in 1620 after their eventful journey from Plymouth, England, they
brought with them not just a set of religious beliefs, nor only a pioneering spirit
and a desire for colonisation, but also their language. Although many years later
the Americans broke away from their colonial masters, the language of English
remained and it is still the predominant language of the world’s greatest
economic and political power.

It was the same in Australia, too. When Commander Philip planted the
British flag in Sydney Cove on 26th January 1788, it was not just a bunch of
British convicts and their guardians who disembarked {to be rapidly followed
by many free settlers of that land), but also a language.

In other parts of the British Empire, English rapidly became a unifying/
dominating means of control. For example, it became a lingua franca in India,
where a plethora of indigenous languages made the use of any one of them as
a whole-country system problematic. The imposition of English as the one
language of administration helped maintain the coloniser’s power.

Thus, in the same way as Spanish was imposed on much of the new world
by the conquistadores from Castile, or Brazil and parts of Africa took on the
language of their Portuguese conquerors, English travelled around many parts
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of the world, until, many years from the colonial reality that introduced it, and
long after that colonial power has faded away, it is still widely used as a main or
at least an institutional language in countries as far apart as Jamaica and
Pakistan, Uganda, and New Zealand.

Economics: a major factor in the spread of English has been the spread of
commerce throughout the world, and in particular, the emergence of the
United States as a world economic power, Of course other economic blocks are
hugely powerful too, but the spread of international commerce has taken
English along with it. This is the twentieth-century phenomenon of
‘globalisation’ described by the journalist John Pilger as ‘... a term which
journalists and politicians have made fashionable and which is often used in a
positive sense to denote a “global village” of “free trade”, hi-tech marvels and all
kinds of possibilities that transcend class, historical experience and ideology’
{Pilger 1998: 61). Thus one of the first sights many travellers see arriving in
countries as diverse as the Czech Republic and Brazil, for example, is the yellow
twin-arched sign of a McDonalds fast food restaurant, Whether we take a
benign view of such ‘multinational’ economic activity o, like John Pilger and
many others, view it as a threat to the identities of individual countries and
local control, English is the language that frequently rides on its back.

Travek: much travel and tourism is carried on, around the world, in English. Of
course this is not always the case, as the multilingualism of many tourism
workers in different countries demonstrates, but a visit to most airports on the
globe will show signs not only in the language of that country, but also in
English, just as many airline announc¢ements are glossed in English too,
whatever the language of the country the airport is situated in.

So far, English is also the preferred language of air traffic control in many
countries and is used widely in sea travel communication.

Information exchange: a great deal of academic discourse around the world
takes place in English. It is often a lingua franca of conferences, for example,
and many journal articles in fields as diverse as astrophysics and zoology have
English as a kind of default language.

The first years of the Internet as a major channel for information exchange
have also seen a marked predominance of English (though as we shall see in B3,
such a situation may not continue). This probably has something to do with the
Internet’s roots in the USA and the predominance of its use there in the early
days of the World Wide Web {see Chapter 10F for more on the Internet).

Popular caltuare: in the western world, at least, English is a dominating
language in popular culture. Pop music in English saturates the planet’s
airwaves. Thus many people who are not English speakers can sing words from
their favourite English medium songs. Many people who are regular
cinemagoers (or TV viewers) frequently hear English in subtitled films coming
out of the USA. However, we need to remind ourselves that ‘Bollywood’ (in
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India)} produces more films than Hollywood (in the USA) and that many
countries, such as France, do their best to fight against the cultural domination
of the American movie.

Where English fits

There are many views of the place of English in the world and what it is doing and
has done. Is it, for example, an all-conquering language which obliterates everything
in its path? Is it a wonderful means of mass communication? Does it carry a lot of
cultural baggage with it, and if so how can that be assimilated and/or responded to?
And finally, should people from countries all over the world struggle to learn it or
would their time be better spent in the study of other languages?

Perhaps the first thing to say is that English is one of the many languages in the
world battling it out for position, There are some doubts as to its future status, but
even in the present it is worth countering the idea that it is an all-embracing world
language.

There are, of course, many more people in the world who do not speak English
than there are people who do! But it is not just that. In more and more countries
English language films are dubbed into the language of that country, and on the
Internet, the growth of non-English information exchange is noticeable; many
search engines (like Alta Vista and Hotbot) have, for some time, offered users a
choice of languages. According to the company Computer Economics, only 54 per
cent of Internet users were English speakers in 1999, and that percentage was due to
drop significantly (see a4 below).

Language is an intensely political issue since it is bound up with identity and
power. As a consequence of its lingua franca status, English sometimes finds itself in
conflict with more local languages, such as Welsh in Wales, or French in parts of
French-speaking Canada. It works the other way too, of course, Visitors to Miami
airport may well be surprised by the overwhelming use of Spanish in a major
American airport because of a numerous Spanish-speaking community in that city.
In alarge number of countries in the world {of which Britain and the United States
have, until now, been prominent exceptions) children regularly grow up speaking
more than one language so that English, if it is learnt, becomes a third or fourth
means of communication.

Many people worry about what English means for the cultures it comes into
contact with, seeing its teaching as a form of “cultural imperialisin’ (see, for example,
Phillipson 1992 and Pennycook 1994, 1998). Alistair Pennycook draws our attention
to the views of many people who have seen English as a way of promoting their own
(American, Australian, British, Canadian, etc.} culture, and to the interrelationship
of English (in particular) and colonialism. We should also be aware of the
supranational power of global companies (see A2 above) which often fall back on
English as a means of global communication across the company and largely
unthinkingly promote its use.

English can have a negative effect on the languages it comes into contact with,
downgrading them so that their use becomes restricted, and in extreme
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circumstances, bringing about their decline. Nor is it necessarily welcome to those
who have been obliged to study it, some of whom see learning English as an
unpleasant but sadly necessary occupation (Pennycook 1998: 206—212). However,
even Pennycook suggests that a powerful modern paradigm for English as a foreign
language may be one of ‘appropriation’ — where cultures take English and change it
in their own way — despite its relentless progress.

The view that learners of English are victims of linguistic and cultural imperialism
is not shared by everyone. Joseph Bisong points out that Nigerians, for example, may
want to operate with two or more languages in a multilingual setting, choosing
which one to use depending upon the situation they are in and the people they wish
to communicate with. He suggests that great writers like Achebe, Soyinka, and
Ngugi do not write in English as victims, but out of choice — whatever the reasons
for this choice might be (Bisong 1995). But this is not a free choice, Phillipson argues
(1996). It is determined by their audience not by them. Kanavilil Rajagopalan, on the
other hand, suggests that the teaching of English should not be seen as a form of
cultural imperialisim, *... in a world marked by cultural intermixing and growing
multilingualism at a hitherto unprecedented level’ (Rajagopalan 1999: 200).

Most English language teaching in the world is not carried out by native speakers,
but despite this, as we shall see in Chapter 6, B1, English language teaching
methodology — especially that imported directly from English-speaking traditions —
may not fit comfortably with the local educational culture in certain parts of the
world, just as the contents of language teaching materials need looking at carefully
for the cultural messages they may convey (see Chapter 218},

The future of English

If we accept that English is currently a lingua franca for many people in the world,
does this necessarily mean that its pre-eminence is assured? What happens as more
and more people appropriate it for their own uses? Will it split into varieties that
become less mutually intelligible? Or will it continue to march over the globe,
crushing all in its path? Is it conceivable, as David Crystal half-jokingly worries, that
in 500 years it will be the only language left? Such an outcome would be, in his
words, ‘... the greatest intellectual disaster that the planet has ever known’ (Crystal
1997: 140).

David Graddol does not prophesy a globally destructive English of this kind
(Graddol 1997}, He considers a number of future possibilities, all of which guestion
the certainty of English as the number one world language. He points out, for
example, that the fastest-growing language community in the USA is Hispanic,
Taken together with the trade agreements which are springing up in both the North
and South American continents, it is highly possible that in the foreseeable future
the entire American continent will be an English-Spanish bilingual zone. Looking at
the Interniet and the World Wide Web he reminds us that whereas English is said to
have accounted for 80 per cent of computer-based communication in the 1990s, that
proportion is expected to drop to around 40 per cent by 2010. The company
Computer Economics predicted the same kind of shift in their 1999 survey
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(see Figure 1), where the balance between English-speaking users and non-English
users of the Internet is set to change dramatically:

100%
439 English-speaking
% — 51% 46% P
75% 549% users
50% —
Users speaking
25% — 46% 49% 34% 7% other languages
0%

1999 2001 2003 2005

FIGURE 1: Internet usage according to language (based on information at
http://cyberatlas.internet.com/big_picture/demnographics/print/0,1323,5901_150171,00.html)

Within the next few decades the number of Internet computer web sites and servers
in Asia may well outstrip all other computer hosts put together. Air travel too is set
to show the same kind of change. Graddol predicted that Asian air travel would
account for half the world’s flying by 2010. In such circumstances a form of
Mandarin could be the lingua franca of choice in the region.

Whether or not these predictions prove or have proved to be accurate, it is most
unlikely that English will ever become the dominant language in the world. On the
contrary, its ‘top dog’ status may have changed in another fifty years so that it becomes
just one of a number of other world languages being widely used around the globe.

Varieties of English

So far in this chapter, we have talked about English as one language, and in our
discussion of its position as a lingua franca we have referred to it in the singular. Yet
English, much like other languages such as Spanish, Portuguese or Arabic, for example,
can take many forms. Depending on who speaks or writes it and where they do this,
there can be great differences in pronunciation, vecabulary, and grammar.

Three circles

Most people are familiar with the fact that British and American English, whilst
being similar, nevertheless have many differences. It was, after all, Oscar Wilde who
wittily described the situation as ‘two countries divided by a common language’
Thus, for example, British English speakers regularly use the phrase have got in
utterances such as I've got a book about it, or Have you got the time? when American
English speakers are more likely to say I have a book ... or De you have the time?
While British speakers in conversation make use of the present perfect in questions
such as Have you read her latest article yet? an American English speaker might well
say Did you read her latest article yet? The sentence If I would have known I would
have come, is likely to be more acceptable to American than to British ears, and there
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are many differences in vocabulary use (lift/elevator, flat/apartment), pronunciation
(/1o:/ —law (British English) vs. /la;/ (American English), advertisement (British
English) vs. advertisement (American English)), and even spelling { advertise/
advertize, colour/calor).

These are not the only varieties of English, of course. For example, there are now
two home-grown dictionaries of Australian English; the Australian Learners
Dictionary (published by the National Centre for English Language Teaching and
Research at Macquarie University) is full of specifically Australian vocabulary such
as barby/barbie {for barbecue) or bottle shop (for off-licence) — though words like this
frequently cross over into other varieties such as British English.

There is nothing unique about Australian English in this respect. All varieties,
whether South African, Canadian, Sri Lankan or Nigerian will have their own
specific words and phrases, their own grammatical mannerisms and pronunciation
idiosyncracies. However, calling a variety by the name of a country fails to take
account of regional variety. If we consider ‘British English; for example, it only takes
a moment’s thought to realise that there are many varieties of English within the
British Isles, each with its own vocabulary, pronunciation, and grammar. While a
Londoner might get a take-away meal to eat at home, a Scottish person will order a
carry-out. While an East-end Londoner might tatk about having a barf/ba:ff a
Yorkshireman talks about a batfs /ba6/. While a speaker of standard southern
English says I did it, speakers of other varieties say I done it.

In addition to geography, factors such as social class, ethnic grouping, and sex
affect the language being used — and influence the way in which listeners judge
speakers. Until very recently in Britain, it was customary for people to talk about
‘BBC English’ to describe an accent which derived from the ‘Received Pronunciation’
(RP) recorded by the phonetician Daniel Jones in the first half of the twentieth
century, and which was considered a sign of status. In Britain, while some accents
are admired (such as BBC English and some Scottish varieties), others (such as the
‘Birmingham’ accent) are seen by many as less attractive. Though it is true that such
attitudes diminished towards the end of the twentieth century - and some accents,
such as ‘Cockney’ and ‘Geordie’ becarne widely admired, particularly in broadcast
media — it is still the case that many British people ascribe status, educational
background, and social position to a persen largely on the basis of accent.

Other countries have their regional and social differences too, as visits to different
parts of Boston and Dallas would make instantly clear; there are varieties of
American English which show marked differences one from the other so that, as
with British English, the concept of one ‘American English’ is difficult to sustain,
And even a city like Boston contains within it a large number of English varieties.
There are varieties of Black English, Hispanic English, East Coast English, Chinese
English, etc, amongst many others, and future waves of immigrants will appropriate
the language for their own uses and in their own ways.

We are faced, then, with a situation where English varies between and within
those countries where it is spoken widely. There is, then, a multiplicity of varieties,
and this makes it difficult to describe English as any one thing.
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Braj Kachru {198s: 12-15) suggests the division of the English-speaking world into
three concentric circles. This classification is widely used and may help us to think
about English around the globe.

In the first ‘inner circle’ Kachru puts countries like Ireland, New Zealand,
Australia, Canada, Britain, and the United States where English is spoken as a first
language. In the second ‘outer circle’ are all the countries where English is spoken as
a second or significant Janguage, such as Singapore, India, Pakistan, Malawi,
Malaysia, Nigeria. In the third ‘expanding circle’ we find countries where English has
acquired cultural or commercial importance {China, Sweden, the Czech Republic,
Greece, Japan, Israel, etc). See Figure 2:

£.g. China, Russia
100-1000 miliion

e.g. India, Singapore
150300 million

e.g. USA, UK
320~380 million

FIGURE 2: A diagrammatic representation of Kachru's circles, based on Kachru (1985)

In a world of so many Englishes, therefore, we have to consider which is the variety
we should encourage our learners to aim for.

Appropriate models of English

In Brazil, a country with a population of more than 180 million, many people learn
English, not only in school (where it is the foreign language of choice) and at
university, but also in many private language schools located the length and breadth
of that vast country. Two of the largest of these teaching organisations are the
‘Cultura’ institutes and the ‘Bi-National centres. The former have evolved from
British Council schools and teach essentially British English, while the latter are
supported by the United States Information Service and teach American English.
Both organisations have centres all over the country from Sao Paulo to Salvador,
from Ric de Janeiro to Recife. In 1999 they catered for some 140,000 and 120,000
students respectively. Do the two varieties, then, have parity? Which variety should
the students choose?

Brazil is not alone, of course, In countries all over the world students can choose
British or American English to learn. In other countries they can choose Australian
English or a more outer circle variety such as Malaysian or Indian English. And if
they wish to study abroad should they choose Ireland, Australia or Britain, Canada
ot New Zealand?

The reason for the students’ choice may not be based entirely on the language
variety, of course. They might go to one organisation rather than another because
their friends do or because of some perceived methodological superiority. Where

8
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they travel abroad, their choice of one country over another will also be affected by
matters of cost and culture.

But what then of the teachers of English? What variety should they adopt? Of
course teachers who are British or Canadian, for example, will probably use their
variety of English as a model, but for the majority of non-native speaker teachers the
choice may not be so clear cut, and for many programme directors the choice of
textbook will be a point at which they have to make up their minds.

Jan Svartvik makes a compelling case for choosing a variety from the inner circle
if English is being learnt in an expanding circle country - that is, if English is being
studied as a foreign language. Clearly this will not apply if the study is taking place in
India or Malaysia (examples of outer circle countries) where home-grown varieties
of English are both necessary and desirable. But where students are studying English
in Prague or Buenos Aires, in Havana or Istanbul, then an inner circle variety is, in
Svartvik’s opinion, the only appropriate choice. In a talk in 1998 he argued that the
choice of which inner circle variety to learn was not so crucial since the differences
between inner circle varieties, while notable, were not nearly so numerous as the
underlying similarities. A speaker of Irish English, for example, is intelligible to most
other English speakers in the world and wiil also understand what is said to him or
her.

The safest conclusion to draw is that teachers should work with the variety that
best reflects their own language use, always provided that this will be understood by
most other English speakers in the world — and/or the speakers that the students are
most likely to come into contact with.

The fact that teachers and students generally aim at one variety for language
production does not mean that they shouid only ever see or hear that one language
variety. Teachers should expose students to different language varieties in listening
(and reading) texts so that they do not only hear their teacher’s voice. This will
prepare students for the times when they come into contact with different language
varieties at some later stage (see Chapter 16, a3). Of course, exposing beginner
students to too many varieties and accents will be counter-productive since they will
already be facing the difficulty of coming to terms with just one variety. But as their
level improves (see Chapter 3, B4}, they will need to have opportunities to encounter
more and different varieties of English.

General and specific

One issue of language variety has little to do with geography and power in the ways
we have described in this chapter. As teachers, we have to decide whether the English
we teach our students will be general or specific.

A large number of students in the world study ‘general’ English, that is all-purpose
languiage with no special focus on one area of human experience (e.g. business or
academic study) over another. Thus, as we shall see, general English courses usually
offer a judicious blend of different language skills and choose their topics from a
range of sources, basing their selection of content more on student interest and
engagement than on an easily identifiable student need. In schools and institutes all
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over the world students are taught to communicate on a general social level and to
cope with the normal range of texts which educated language users experience
outside their professional lives. A decision to teach general English is made, in part,
when we do not know how, why or when our students will need the language in the
future, and so we give them language with the broadest range of use possible.

In contrast to students of general English, students of English for Specific
Purposes (ESP) may have a closely identified goal for learning, Perhaps they are
studying (or are about to study) in an English-medium university. They might
therefore want a form of ESP referred to as English for Academic Purposes (EAP) in
which there is a concentration on writing academic essays, taking notes from oral
lectures, perfecting reference skills in English, etc. If they are going to become
scientists or engineers, on the other hand, they might be learning English for Science
and Technology (EST) in which case their teacher might have them improving on
their ability to consult or design manuals amongst other things.

As we shall see in Chapters 14, B2 and 18, B2, different genres of writing and
speaking provoke different language use. Scientific articles employ passives more
than general ones; academic essays require a style of discourse and particular
expressions which would be out of place in normal social interaction. The language
of air traffic control has a specific vocabulary which has to be understood and
followed if the system is to work; workers in the tourist industry need to be
confident about the specific vocabulary and the types of language interactions, such
as dealing with dissatisfied customers, that they may encounter.

An enormous growth area in English language teaching has been in the area of
Business English because many students perceive a need for the kind of language
which will allow them to operate in the world of English-medium commerce. Once
again there is specific vocabulary and language events (presenting to colleagues, the
language of contracts, etc.) which are unlikely to appear in a general English course,
but which are vitally important for business students. And so teachers find
themselves training classes in such procedures as the art of negotiating, the correct
use of phones and e-mail, or the reading of business reports.

Further reading

® Native speakers
On trying to define a native speaker and his or her status as a language user, see
M Rampton (1990).

* Where English fits

On issues of power and the English language, see A Canagarajah (1999).
R Phillipson (1999) delivers an uncompromising critique of D Crystal {1997) on
global issues. Crystal (2000b) answers these points.

10



THE WORLD OF ENGLISH

® Appropriate models of English
D Crystal (z000a) predicted the coming of a tri-lingual English world with a base
(home) level, a national level, and, tantalisingly, an international standard English.
s ESP

For more on ESP (English for Specific Purposes), see T Dudley-Evans and
M St John {1998).
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Describing
language

Grammar

The grammar of a language is the description of the ways in which words can
change their forms and can be combined into sentences in that language. If
grammar rules are too carelessly violated, communication may suffer, although, as
we shall see in a2, creating a ‘good’ grammar rule is extremely difficult. Linguists
investigating native-speaker speech (and writing) have, over the vears, devised
various different systems to describe how the language works.

A typical tree diagram will show us one such description and demonstrate how
grammar rules provide the scaffolding on which we can create any number of
different sentences. If we take a simple sentence like The mongoose bit the snake, we
can represent it in the following way:

/\
D N v NP
N
[
The mongoose bit the snake

FIGURE 3: A grammar tree diagram

This formulation tells us that the sentence (S} contains a noun phrase (NP) and a
verb phrase {VP). The noun phrase contains a determiner (D) and a noun (N)
whilst the verb phrase contains a verb (V) and another noun phrase (NP).

What is important is not so much the particular way the grammar is represented
here, but the fact that the representation shows us how this simple sentence is
structured. It allows us to substitute different words yet retain the same structure, so
that The boy kicked the dog or The teacher praised the student would also qualify as
sentences with the same grammatical structure. This type of formulation also allows
us to show how sentence structure can be transformed so that the active utterances
{e.g. The mongoose (NP1) bit (VP) the snake (NP2}) can be transformed into passive
ones (e.g. The snake (NP2) was bitten (V') by the mongoose (NP1)):

12
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NP1 + VP + NP2 = NP2 + be + V-ed + by + NP1

FIGURE 4: Active — passive transformation

Such descriptions are largely the province of linguists, but they do nevertheless give
considerable insight into the structure of a language. And these rules are known, at
some subconscious level, by all competent speakers of the language. How else would
we be capable of forming sentences? This knowledge is frequently called
competence, and its realisation (in sentences such as The mongoose bit the snake or
The teacher praised the student) is described as performance.
There are, of course, many other rules that go to make up a native speaker’s
competence. We are all happy to say It’s a big red car, but find the sentence [tsa red é— yo 7t P37
big car rather uncomfortable. This seems to be because we have a rule which says that Sopgit Chns
when mote than one adjective is placed before a noun, an adjective describing size | o+ gt
comes before one of colour and not the other way round. When we say She was elected _o potah
by a thumping majority it shows that we know how to change the word elect into
elected by adding the morpheme -ed to the base form of the verb. Competent speakers
know how to use these smallest units of grammar (morphemes) to combine
grammatically with words to create new meanings. They know, consciously or
subconsciously, that adding the -ing morpheme to thump turns it into a participle
form and that participle forms can be used as adjectives as in a thumping majority,
a singing kettle, etc.
This knowledge of morphology (using morphemes to change the meaning or
grammar of a word) and syntax (the order that words can be arranged in) is essential
to successful communication whether in writing or in speech. Consider the sentence
If he seemns impossibly gloomy it may be because he’s just heard about his exan results.
Clearly it would be impossible to make such a sentence unless we ‘knew’ that for the
third person singular of the present simple, the base form of the verb (e.g. seem)
always has the s morpheme added onto it. We also need to know that changing the
shape of impossible to impossibly allows us to use it as an intensifying adverb; we need
to be aware that we can use the present perfect to refer to something that has recently
happened if we add just, and that the past participle of hear is heard— and so on.

Spoken and written grammar

For many years grammars have told us about the written language so that, for
example, we confidently state that a sentence needs at least a subject and a verb, which
can then be followed by an object (as in [ like biscuits), by a complement (He is
British) or by an adverbial ( She lives in Prague). We know that questions are often
formed by inverting the order of subject and verb (Is he British?) or (where there is
no auxiliary present) bringing in an operator for this function (Do you like biscuits?).
But the following conversation (in which four people in a kitchen are preparing for a
party) seems to call some rules of this type into question:

A: Now I think you'd better start the rice
B: Yeah ... what you got there
[4 secs]

13
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B: Will it all fit in the one
A: No, you'lt have to do two separate ones
C: Right. .. what next
[17 secs]
C: Foreign body in there
B: It’s the raisins
C: Ohis it oh it's rice with raisins is it
B: [
No
no no it’s not supposed to be [laughs] erm
C: There must be a raisin for it being in there
Do you want a biscuit
Erm
Biscuit
Er yeah
[9 secs]
¢ All right
C: Yeah
[10 secs]
D: Didn't know you used boiling water
B: Pardon
D: Didn't know you used boiling water
B: Don't have to but it's erm ... they reckon it's erm [inaudible]
From R Carter and M McCarthy (199s; 208—209)

oeewR

This transcript of informal speech is quite difficult to read, but a moment’s
reflection shows that it is not untypical of a lot of such conversations, containing, as
it does, interruptions, non sequiturs, jokes ( There must be a raisin for it), etc. What is
perhaps more interesting is that certain grammatical rules seem to be completely
ignored. Look at C’s second utterance ( Foreign body in there). A teacher might tell a
student that such a sentence is not well formed and that what it should be is There’s
a foreign body in there. Four lines from the bottom D says Didn’t know you used
boiling water, but a grammar book would suggest that such a sentence should be I
didn’t know (that) you used boiling water. Then there’s the biscuit. The first time D
makes his or her offer the question is Do you want a biscuit?, but the second time all
grammar appears to have been done away with and the question is just Biscuit? Yet
even if this were the first question we would see nothing wrong with it in speech.
People in kitchens frequently offer things by saying Coffee? Sugar? Glass of wine?
Ellipsis {where words are ‘left out’ without destroying the meaning) is a common
—E - e R A e e T R At
feature of informal conversation,

" The grammar of speech has its own constructional principles (see Biber et al.
1999: 1066—1108); it is organised differently from writing. Spoken English has its own
discourse markers too, for example:
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- frequent non-clausal units (e.g. Mmm, No, Uh huh, Yeah)

— avariety of tags not found in written style, such as question tags (see p2)

— interjections (e.g. ah, oh, wow, cor {BrE))

— hesitators (er, urtim, erm)

interjections (e.g. ah, oh wow, cor (BrE))

condensed questions (e.g. More milk?, Any huck?)

echo questions (e.g. Oh did you say San Francisco?, White chocolate hot cocoa?)
response forms {e.g. yeah or sure to acknowledge a request)

fixed polite speech formulae (e.g. Happy birthday!, Congratulations!)

What is clear is that we need different grammar rules for speech and writing as

" Carter and McCarthy suggest {Carter and McCarthy 1995, McCarthy and Carter

1995). Language corpora (see B1 below and Chapter 12¢} are now allowing us to do
this as books like the Longman Grammar of Spoken and Written English clearly
demonstrate (see Biber et al. cited above).

Problems with grammar rules

Once we know the grammatical rules of a language subconsciously, we are in a
position to create an infinite number of sentences. However, while some rules are
fairly straightforward, others seem to be horribly complex, and some grammatical
patterning seems to have escaped perfect description so far.

One of the easiest rules to explain is the use of the s morpheme on the third
person of the present simple (see above). We always add it with the pronouns ke, she,
and it. This is a straightforward rule, but it needs qualifying immediately. We can
restate it by saying that we add s to all verbs for the third person singular of the
present simple unless they are modal verbs (must, can, will, should, etc.}, thus ruling
out *he musts. So a simple rule has become slightly less simple.

Many rules are considerably more complex than this, and linguists are still
researching areas of language which hover teasingly out of reach of cut and dried
description. But here a difference has to be made between descriptive and
pedagogic grammars. Whilst the former may attempt to describe everything there
is, the latter are designed specifically to be of help to teachers and students of the
language who need, as far as possible, clear and easily-digestible summaries of what
is and what is not correct. Such pedagogic grammar rules inform much language
teaching but if they are carelessly applied, they can sometimes lead to considerable
oversimplification — such as the ‘rule’ which says that some is used with affirmative
sentences whilst any is used with questions and negative sentences. This rule helps
students at beginner level to be sure of making correct sentences such as I've got some
sweets, I haven’t got any money?, and Have you got any petrol? and as such might be
quite useful. But of course it is not true — or rather it is not the whole truth —
because we can also say Would you like some tea?, I refuse to accept any responsibility,
Iwouldw't mind some beer, etc.

Michael Swan, an author not only of textbooks but also of one of the most
widely-used pedagogic grammars, suggests a namber of measures of a good rule
(Swan 1994). These include ‘sirnp___li_c_i_ty_’“_(_tl'nough we have seen how this may cause
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problems), :E’_u_th) (because clearly some rules are more ‘true’ than others) ,_‘g_laln_ty’
(because rules that are unclear help nobody) and ‘relevance’ {because there are some
things which a teacher or student probably does not really need to know). In a
conference speech in 1998 he quoted the following rule, formulated by Louis
Alexander for a magazine article, as an example of a formulation which opted for
simplicity above all:

THE PRESENT PERFECT TENSE

We often think that there are endless rules for this tense. In fact these
can be boiled down to just two simple precepts:

1 To describe actions beginning in the past and continuing up to the
present moment (and possibly into the future): I've planted fourteen
rose bushes so for this morning,

2 To refer to actions occurring or not occurring at an unspecified time
in the past with some kind of connection to the present: Have you
passed your driving test?

Every use of the present perfect (for example with since, for and so on)
will fit into one of these rules. Proliferating rules without end make this
tense sound more difficult than it actually is.

From L Alexander (1988: 50)

Yet Alexander himself devotes three pages to the simple present perfect in his own
grammar book (1988: 171-174). Swan needs three and a half pages for an explanation
of these and related uses of the present perfect (1995: 418—422) and Raymond
Murphy in his intermediate grammar practice book has three separate units to cover
the same areas in greater detail (1994: Units 7, 8 and 11). What this shows is that all
writers of pedagogic grammar have to strike a balance between the competing
measures of good rules which Swan (above) has enumerated. It is clear that Louis
Alexander favoured simplicity and clarity above all in his magazine article, whereas
both Swan and Murphy (and Alexander himself in a different context) have felt a
need for more detailed and complex truth.

Vocabulary

In this section we will look at what is known about vocabulary as a result, in part, of
the computerised analysis of language data. Armed with that knowledge we will
discuss word meaning, how words extend their use, how words combine, and the
grammar of words.

Language corpora

One of the reasons we are now able to make statements about vocabulary with
considerably more confidence than before is because of the work of lexicographers
and other researchers who are able to analyse large banks of language data stored on
computers. From a corpus of millions of words (made up of novels, scientific
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articles, plays, newspapers, brochures, speeches, recorded conversations, etc.) the
computer can now give quick accurate information about how often words are used,
and in what linguistic contexts. Compare this to the pioneering work of Michael
West (see West 1953} who tried to get the same kind of information through manual
sweat and toil and a card index.

Computer corpora have allowed dictionary makers to say how frequently
individual words are used, as in the following examnple:

This graph shows some of the words most
commonly used with the noun pain.

| in pain

| feel pain

| cause/inflict pain

| great/severe pain

| relieve/ease pain

’ sharp/dull pain

1 2 3 4 per million

Based on the Brtush Natienal Corpus and the Longman Lancaster Corpus

From the 1995 edition of the Lougman Dictionary of Contemporary English

Computer corpora can demonstrate that okay is far more common in speech than
writing . They can also worry us by indicating that although we all know a phrase
like ft’s raining cats and dogs this completely fails to appear-even in a large corpus of
spoken English (Rundell 1995).

Of course we knew some of these things already through a result of study and
native speaker intuition, and it is true to say that however many words a corpus
contains, it is only as good as the range and balance of material that goes into it.
Nevertheless, much of our understanding of words has increased dramatically
since the advent of computer databases, once a technological wonder, now
commonplace and extremely useful as we will see in more detail in Chapter 12c.
Thus, for example, the following computer concordance clearly shows us what
adjectives are commonly used with the word we are looking at (in this case thing
used in a particular journal). We have an easily visible demonstration of vocabulary
facts in which we can have some confidence:
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RS matter Bow mich of some other good TEHING. And thHe a@Rinistration 0 riot really -
make such concessions, that is one thing. But for the king to be the one to make
to murture a child or do the right thing by our parents. Lee Atwater, stricken

John Major envisions some vague thing called a “Citizen's Charter” which
The proposal “sounds like the same thing he’s been doing all along, using
U.S5. and Japan are trying to do the zame thing, he gays. Slugs, it =eemz, have
gbout lawyers. A few minutes into the thing, however, and it is clear that these
Moody's sald it’s concerned the sams thing may happen to the 33 issues under
“Cnece martial law is declared, the first thing {(Moscow) will do is stop this kind of
*Noid” figure of a few years back are a thing of rthe past. The ads bear a strong
vgonfident” he is doing the right thing. Schneider, a Buropean power in the
Seud missile launchers, said the only thing still helding Israel back is a lack
also might have played a role. ¢me thing that certainly had a part in che
in governing ourselves. The only thing that is important, and that makes our
rabkbitz te pull out of a hat. The only thing rhat will save this company is product
says. "Losing subscriber:z is the last thing the newspaper industry needs.* Rk
he can choose to focus on “the vision thing. "The old argqument -- that recognizing
of the people who go in for this kind of thing. *They 're medieval junkies,” she says.

Crop substitution won't be an gasy thing to accomplish as long as MNorth Americs

-- Bookshelf: The Next Best Thing to Being There? ---- By Lee

thing as used in the Wall Streer Journal, sampled from the British National Corpus (BNC)

B2 Word meaning
The least problematic issue of vocabulary, it would seem, is meaning, We know that
table means a thing with legs which we can write on and eat off and that bookisa
collection of words between covers. But, of course, this is not the end of the story at
all. For example, the Cambridge International Dictionary of English lists three main
meanings for table and four main meanings for book —let alone the large number of
different phrases the words appear in where their meaning is subtly different. You can
eat off a table, or you can fable a motion at a conference. You can summarise
information in a table too. Then again, when you have read your book you can ring up
a restaurant and book a table, but if you drive too fast on the way you might be booked
for speeding. Some people have been keeping a book on whether you will ever manage
to persuade your boy/girlfriend to marry you, especially since everyone knows you
have been cooking the books for years. The point is that the same collection of sounds
and letters can have many different meanings. This polysemy is only resolved when
we see the word in context. It is understanding the meaning in context that a@s:
us to say which meaning of the word, in the particular instance, is being used.

"~ What a word means is often defined by its relationship to other words. For example,
we explain the meaning of full by saying that it is the opposite of ermpty; we understand
that cheap is the opposite of expensive. Such antonyms reinforce the meaning of
each word in the pair, though, of course, because a word can be polysemous it may
have more than one antonym (e.g. a rich person— a poor person, rich food — plain
food, etc.).

Words have synonyms that mean exactly or nearly the same as each other. We say
that bad and evil are nearly synonymous as are good and decent in certain situations
—as in She’s a good/decent pianist. Once again much will depend on the context the
words appear in. Yet in truth it is very difficult to find real synonyms. Costly and
expensive might seem on the surface to mean the same yet they are subtly different:
we tend to use the former about larger projects and larger amounts, while expensive
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has a broader range of use. We would be unlikely to say That pen you've got there
looks very costly, but The new building programme is proving very costly sounds
perfectly all right.
Another relationship which defines the meaning of words to each other is that of
hyponymy, where words like banana, apple, orange, lemon, etc. are all hyponyms of
" the superordinate fruir. And fruititself is a hyponym of other items which are ~"
membets of the food family. We can express this relationship in the following diagram:

/ oo \
meat ﬁSh/ fruit Q
banana apple orange lemon

FIGURE 5: Hyponyms and superordinates

Part of a word’s meaning, therefore, concerns its relations with other words, not only
in terms of antonymy and synonymy, but also in terms of how it fits into the
vocabulary hierarchy.

One final point should be made about word meaning, namely that what a word
means is not necessarily the same as what it suggests - or rather that words have
different connotations, often depending on the context they occur in. Thus the
word chubby has a very positive connotation when it is combined with baby, but it
suddenly becomes negative in tone if it is combined with middle-aged English
feacher! And what about a sentence like He’s a very dangerous man where dangerous
would appear to have a negative connotation, yet some people have been known to
find ‘dangerous men’ curicusly attractive!

B3 Extending word use
Words do not just have different meanings, however. They can also be stretched and
twisted to fit different contexts and different uses. We say that someone is in a black
tnood or someone is yellow, yet we are not actually describing a colour. In such
contexts black and yellow mean something else.

Jean Aitchison gives many other examples of how the literal meaning of words has
been extended (Aitchison 1994: Chapter 13). We say, for example, that The price of
mangoes went up but went up here cannot mean the same as She went up the stairs.
When we say that Prices have taken a dramatic tumble how are we to explain the
meanings of dramaticand tumble?

__Such metapheorical use of words allows us to move beyond their purely
_denotational use (where a word only describes a thing rather than the feelings or
ideas it suggests). It helps us extend our range of expression and interpretation,
allowing us the opportunity to explain our feelings about things in a way that creates
‘feadily available images. Poets use such metaphors all the time, of course. Consider,
for example, these lines:
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The wind clawed through the shrunken trees
And scratched and bit and roared with rage.

© Some metaphors become fixed into phrases which competent speakers recognise at
once, even though the meaning of the phrase is not decipherable from any
understanding of the individual word. We all know that She kicked the bucket means
she died and that He has bitten off more than he can chew means that he has
attempted something that is too difficult for him. If someone says to you I've got him
eating out of my hand we understand the metaphor, but it is not original; it is a
_common expression, an accepted idiom.

"The metaphorical and idiomatic use of words and phrases is not always popular,
however. For some years it became commonplace for people to describe someone
who had suffered a disappointment being as sick as a parrot, and this idiomatic
expression became so widely used that it began to irritate everybody, except,
perhaps, when used ironically. As sick as a parrot had become a cliché, what Crystal
calls a ‘lexical zombie’ {Crystal 1995: 186). Money doesn’t grow on trees, you know,
qualifies as a cliché too; as does the phrase to add insult to injury.

However, a cliché is not necessarily strongly metaphorical all the time as the
following two lines of dialogue from a recent radio soap opera episode show:

Exdover: I never meant to hurt you.
Jitted lover: Oh please Richard, not that tired old cliché.

Sometimes words are extended so extremely that their meaning becomes completely
impenetrable. The following sentence, Chomsky suggested, is meaningless, despite
being grammatically respectable:

Colorless green ideas sleep furiously.

Perhaps there are limits, then, in how far we can bend the meanings and uses of
words. But do not bet on it. There are poets everywhere!

Word combinations
Although words can appear as single items which are combined in a sentence (The
mongoose bit the snake), they can also occur in two-or-more item groups ( The
normally lightning-quick reactions of the reptile let it down). They often combine with
each other in ways which competent speakers of the language recognise instantly, but
which others often find strange. The kinds of word that go together in one language
are often completely different from the kinds of word which live together in another.
Word combinations (also known as collocations) have become the subject of
intense interest in the recent past, in part spurred on by discoveries from language
corpora (see above). Collocation is the way in which words co-occur — combinations
which, through custom and practice, have come to be seen as normal and
acceptable. It is immediately apparent that while some words can live together,
others cannot. We say fast asleep, and this is an acceptable collocation, but *fast
awake is not. We can say denched fist and even clenched teeth, yet we cannot talk
about *clenched ears.
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The way in which words combine collocationally and in larger chunks has led
people, most notably Nattinger, to talk about lexical phrases (Nattinger 1988). Such
phrases are often part of longer memorised strings of speech. We know, for example,
what the word irenic means, but we can also say that it is typically used in the phrase
Itisironic that ... .

Lexical phrases or Tanguage chunks’ are like prefabricated building units. Apart
from phrasal verbs, collocations, and compound words such as traffic lights, walking
stick, and workshop, language also chunks itself, according to Maggie Baigent, into
‘functional phrases’ (by the way, on the other hand, if you se¢ what I mean), ‘idiomatic’
or ‘fixed expressions’ (a close shave, an only child, in love) and ‘verbal expressions’
(can’t afford to, not supposed to, don’t mind) (Baigent 1999: 51). Michael Lewis
demonstrates how a ‘lexical unit; like I'll, crops up time and time again in what he
calls ‘archetypal utterances’ such as I'll give you a ring, I'll drop you a line, I'll see what
I can do, I'll see you later, etc. (Lewis 1993: Chapter 5).

The chunking of language in this way suggests that talking about vocabulary
exclusively in terms of words is not sufficient to account for the different kinds of
meaning unit which language users have at their disposal. A phrasal verb is made
up of two or more words (if we accept one definition of what a word is) yet it is only
one meaning unit. We could argue that wide awake and a close shave are single meaning
units too. Some people refer to such meaning units as ‘lexemes’ (see Crystal 1995:
118}, but whatever we call them, we need to see that words in combination have to be
perceived as meaning units in their own right, just as single words such as book or
table do.

What we are saying is that we use words either in prefabricated chunks or insert
them into the templates provided by grammar. As Steven Pinker expressesit:*. .. the
mind analyses language as some mixture of memorised chunks and rule-governed
assemblies’ (1999: 26).

The grammar of words
A key middle ground where words and phrases on the one hand and grammar on
the other meet up is through the operation of word classes or parts of speech, such
as noun or adjective. When we say a word is a noun we then know how it can
operate in a sentence. The same is true for such word classes as verbs or determiners
or prepositions. When we know a word’s part of speech, we know what other words
it can occur with in a phrase or sentence and where it can be put syntactically, a fact
graphically demonstrated by the kind of tree diagram we looked at in a above.
Within word classes there are a number of restrictions. A knowledge of these
allows competent speakers to produce well-formed sentences. Speakers of British
English, for example, might say There isn't any furniture in the room, but would not
say * There aren’t any furnitures in the room because furniture is almost always an
uncountable noun (sometimes called a ‘mass’ or a ‘non-count’ noun). The same is
true of words like pollution and sugar or cheese, whereas words like cup and pen are
thought of as countable (sometimes called ‘count’ nouns) because you can pluralise
them and therefore use them with plural verbs.
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We can say, therefore, that nouns are countable or uncountable and many
dictionaries have a [U] or a [C] next to such nouns to show what they are. But since,
as we have discussed, the same word can have a number of different meanings, it is
not always possible to say that a collection of letters like sugar is always uncountable.
Change its meaning slightly and it is quite possible to say Two sugars, please, and the
waiter at your table might well say So that’s two ice creams and two cheeses, showing
that cheese has suddenly changed its status from uncountable to countable. We may
think we are faced with the same word, but we are actually dealing with two different
Jexemes or meaning units (see B4 above).

A similar situation occurs with verbs where we often label them either transitive
(they take an object), intransitive (they do not take an object), or both. The verb
herd (e.g. to herd sheep) is a transitive verb. It always takes an object. The verb open
on the other hand can be either transitive or intransitive. The dentist says Open your
mouth (transitive), but we can also say that The dentist’s surgery opens at eight o’clock
(Intransitive).

Verbs are good examples, too, of the way in which words can trigger the
grammatical behaviour of other words around them. Like triggers the use of either
the -ing form in verbs which follow it (I like listening to music) or the use of to + the
infinitive (I like to listen to music), but in British English like cannot be followed by
that + a sentence (we cannot say * She likes that she sails). The verb tell triggers the
use of a direct object and, if there is a following verb, the construction to + infinitive
(She told me to arrive on time), whereas say triggers that + a clause construction ( She
said that she would arrive on time).

As we saw on page 13, a word as a part of speech can be changed morphologically;
adding the s morpheme to the noun book makes it plural. Adding the s morpheme
to the verb book is obligatory if we use it with third persen singular pronouns. The
use of affixes such as im and dis can change the meaning of words (e.g. possible and
impossible, agree and disagree).

Words can also occupy more than one word class, a fact that is frequently (but not
always) indicated by morphological change. The word anger can be anoun or a
verb, but if we want to use the related adjective we change it to angry, and if we want
it to be used adverbially, we have to change the y to an { and add . The table below
shows the way in which words can occupy different word classes, sometimes without
changing, sometimes by altering their morphological shape:

Verb Noun Adjective Adverb

argue argument argumentative argumentatively
anger anger angry angrily

suggest suggestion suggestive suggestively
calm calm calm calmly
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Language in use
The linguist Peter Grundy reports the following conversation between himself (me
in the extract} and a student at the University of Durham where he works:

Me: You're in a no-smoking zone.
female student: Am I?
Me: The whole building’s a no-smoking zone,

Female student: Thanks very much {extinguishing cigarette).

From P Grundy (2000: 60}

We know what the words mean, of course, but why exactly did Peter Grundy give
the student the information about the no-smoking zone? He clearly was not just
offering information or passing the time. On the contrary, his purpose, as he himself
acknowledges proudly, was to stop the student polluting the air! And what are we to
make of the student’s second utterance? Is she really thanking her lecturer for giving
her information that she did not have before? Or does her Thanks very much really
mean sorry? Perhaps its purpose is to indicate to her lecturer that yes, she knows she
is smoking in a no-smoking zone and since she has been ‘caught’ she has no option
but to put out her cigarette.

Peter Grundy might have chosen different words for the purpose, especially if,
instead of a student, he had found the Dean, his boss, smoking in the corridor.
Instead of stating, baldly, that You're in a no-smoking zone, he might have said
something like Ummm, not sure if I should point this out or not, but didn’t we agree that
this building would be a no-smoking area? or maybe he would have employed a
different formula of words altogether to get his point across.

The issue that faces us here is that the words we use and what they actually mean
in the context we use them are not the same thing at all. We choose words and
phrases to have different effects from the surface meanings they appear to express,
and we do this on the basis of a number of variables: purpose, appropriacy, language
in discourse, and genre.

Purpose

Many years ago, the philosopher ] L Austin identified a series of verbs which he
called performatives, that is verbs which do what those same words mean, Thus, if a
speaker says I promise, the word promise itself performs the function of promising,
If a celebrity says I name this ship ‘Ocean 3’ the use of the verb to name performs the
function of naming,

The idea that language performs certain functions is not restricted to the kind of
verbs Austin mentioned, however, We saw above how This is a no-smoking zone had
the purpose of having the student put out her cigarette, just as a sentence like It’s
cold in here might, in certain circumstances, perform the function of a request to the
other person in the room to close the window. We may select language for its
denotational {or surface) meaning, in other words, but we also use it to do
something else. We have a purpose in mind which we wish to achieve.
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One major result of this interest in purpose led applied linguists to propose a
category of language functions such as ‘inviting), ‘apologising;, ‘offering’ and
‘suggesting’. Thus Would you like to come for a coffee? performs the function of
inviting where the purpose is to be a good host, whereas I can’t go along with you
there performs the function of disagreeing with the purpose of making your own
opinion quite clear. Why don’t you switch it on? seems to be performing the function
of strong suggestion where the purpose is to provoke action, and I'll do it if you want
is clearly offering help, with the purpose of being helpful.

The study of functions and how they are realised in language has had a profound
effect upon the design of language-teaching materials, making language purpose a
major factor in the choice of syllabus items and teaching techniques.

Appropriacy

A feature of language functions is that they do not just have one linguistic
realisation; the following phrases, for example, show only some of the possible ways
of inviting someone to the cinema:

Would you like to come to the cinema?

How about coming to the cinema?

D'you fancy the cinema?

I was wondering if you might like to come to the cinema tonight?
What about the cinema?

Are you on for the cinema?

Cinema?

There's a good movie on at the cinema.

etc.

Thus, when we attempt to achieve a communicative purpose (such as getting
someone to agree to an invitation) we have to choose which of these language forms
to use. Which form, given our situation, is the most appropriate?

There are a number of variables which govern our choice:

¢  Setting: we speak differently in libraries from the way we do in night clubs. We
often use informal and spontaneous language at home, whereas we may use
more formal pre-planned speech in an office or work environment.

¢  Participants: the people involved in an exchange — whether in speech or
writing — clearly affect the language being chosen. However egalitarian we may
want to be we often choose words and phrases in conversation with superiors
which are different from the words and phrases we use when talking to friends,
members of our families, or colleagues of equal status to us.

*  Gender: research clearly shows that men and women typically use language
differently when addressing either members of the same or the opposite sex.
Women have frequently used more concessive language than men for example,
and crucially, have often talked less than men in mixed-sex conversations.

24



c3

DESCRIBING LANGUAGE

®  Channel: as we saw in a1 above, there are marked differences between spoken
and written grammars. But spoken language is not all the same: it is affected by
the situation we are in. Are we speaking face to face or on the telephone? Are we
speaking through a microphone to an unseen audience or standing up in a
lecture hall in front of a crowd? Each different channel will generate different
uses of language.

® Topic: finally, the topic we are addressing affects our lexical and grammatical
choices. The words and phrases that we use when talking or writing about a
wedding will be different from those we employ when the conversation turns to
particle physics. The vocabulary of childbirth is different from the lexical
phrases associated with football.

These, then, are some of the factors that influence our choice of language, When we
have our students study the way language is used in speaking or writing, we will
want to draw their attention to such issues. We may ask why a speaker uses
particular words or expressions. We may have our students prepare for a speaking
activity by assembling the necessary topic words and phrases. We may discuss what
sort of language is appropriate in an office situation when talking to a superior —
and whether the sex of the superior makes any difference.

Language is a social construct as much as it is a mental ability. It is important for
students to be just as aware of this in a foreign or second language as they are in
their own.

Language as discourse

Our description of langunage has so far taken in grammar, vocabulary, and language
use (translated by applied linguists into a study of language functions and the
appropriate use of language in different situations). This has led some researchers to
describe conversations in terms such as turn-taking (how people take turns to speak
in a conversation}, and the patterns and routes which many typical conversations
follow. The concern has been not so much to study the bits of language (words and
grammar, for example) but to see how they are used in discourse (language used in
context over an extended period), since it is at the level of discourse that we can
really see how people operate.

We have already seen an example of conversational English discourse in the
extract from the work of Carter and McCarthy (see a1). Here the researchers
transcribed a conversation carefully, giving details about the pauses between
utterances, showing how one speaker’s utterance overlaps another’s, for example:

C: Oh is it oh it's rice with raisins is it
B: [
No

From R Carter and M McCarthy (1995: 208}

More detailed transcripts use different symbols for overlapping speech { //),
relatively long pauses (...}, utterances that are impossible to decipher (( )), not to
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mention the various symbols for intonation, loudness, etc. (Grundy 2000). With this
kind of meticulous observation we can examine discourse under a microscope, to
see what is going on.

Apart from the speech details mentioned so far, linguists also describe the
organisation of meaning within a text. Nattinger and DeCarrico (1992}, for example,
describe content in discourse in terms of ‘topic markers’ (Let’s look at X, etc.), ‘topic
shifters’ ( By the way, etc.), ‘summarisers’ (to cut a long story short, etc.}, and other
markers such as ‘exemplifiers;, ‘relators; ‘evaluators’ and ‘qualifiers’ With such labels it
is possible to break any piece of discourse down into small chunks. Then we can see
how the chunks are stacked up in a variety of discourse patterns. Now we can say to
students, Look this is how competent speakers put the language together into longer and
longer chuwks., }

However, we should ask ourselves how useful students will find the study of
discourse, especially if it is investigated in the kind of detail we have suggested above.
Most teachers and students would say that there is little time for such microscopic
analysis. Yet, as the following example shows, a study of a paragraph can yield rich
information. Julian Edge, drawing on the work of Michael Hoey (1983), shows how a
typical pattern of paragraph organisation (Situation—Problem—Response~ Evaluation)
is exemplified in a simple story — produced in a teacher’s workshop session:

Situation: Once upon a time there was a merchant so rich that he could
have paved the streets of his town with silver.

Problem: But his wealth brought him little happiness, because he was
allergic to almost everything and had to stay cooped up in a sterile room.

Response: In desperation he offered half his fortune to anyone who
could cure his allergies. Doctors came from far and wide but to no avail.

Evaluation: Unless he has died in the meantime he still sits there today,
looking at pictures of the world outside.

From The Foundation Module for the MSc in TESOL by ] Edge published by the University
of Aston {1997)

With such a pattern we can say to students that if they wish to understand this type
of story-telling — or if they wish to put together their own tales of this kind — the
pattern we have drawn their attention to will help them to do so. This kind of
approach will be useful, too, for readers and writers in a variety of genres (see
below), just as it is here for people who wish to study story-telling.

We use a variety of devices to structure written discourse. Sometimes we repeat
words (Mary Allen, the Mayor of X, is to stand for re-election. Allen says ... ), replace
names with pronouns { Mary Allen, the mayor of X, is to stand for re-election. She ... }.
Using such devices to refer 1o something earlier in the text is called anaphoric
reference; in the case of reference forwards to something which will occur later, we
call such reference cataphoric; reference outside the text is exophoric.
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Contemporary textbooks show that materials writers are fully aware of how
important discourse analysis is to our understanding of both spoken and written
text. The more our students can identify typical patterns of use, the better they will
be able to read, listen, write and speak.

Genre
Discourse analysis allows us to make statements about typical paragraph
organisation or the structure of conversations. But we can go even further than this,
showing longer stretches of typical discourse which almost always behave in the same
way. We can describe different types of film (e.g. filtm noir, animated cartoon, teenage
horror movie) as different genres. In the same way, we can describe different types of
writing — in different contexts and for different purposes — as different written
genres, and we can look at typical speaking genres too. This then allows us to study
different language use in thriller or romantic fiction. We can show the way in which
holiday postcards are normally written, or study scientific writing for its general
patterning; we can show how typical exchanges take place at post office counters
(see page 241), or study the genre of social introductions. Students who have been
helped to perceive these patterns will be in a much better position not only to
understand what they read and hear, but also to produce their own written and
spoken language.

The following examples show how one particular genre, the ‘lonely hearts’
advertisement, follows clearly identifiable set patterns:

"~ Forty-plus, independant-minded, Male, 42, intelligent, gentle-

sensitive lady with a GS5OH, would natured, pfeasant locking and blind
like to meet a genuine man for seeks partner. Dial 0897 505 100.
N friendship. Dial 0897 505 100. When asked, diat 5 followed by
d When asked, dial 5 followed by Phone box no 86846,

Phone box no 69984. Well-travelled, 40s, tall, slim 60s

:oomr

) Two wonderful women, child, changing direction, seeks

3 professional and funny, would like to  beautiful woman. West Yorkshire
meet two interesting men over 40, area. 0897 505 100 When asked,

- for lunches, outings, music and dial 5 foltowed by Phone box no

P

theatre etc. North London area. Dial 88749,
0897 505 100. When asked, dial 5
followed by Phone box no 69984

g

Lonely hearts advertisements from the New Statesrnan magazine

It is amusing and instructive for many students to study the ‘lonely hearts’ genre,
even though they may not go on to use their knowledge in any practical way. But the
same technique applied to other genres (such as scientific writing, report writing,
journalism, or certain kinds of narrative composition) will have more practical
applications, allowing students to read or write with a greater understanding of how
such texts are constructed.

27



CHAPTER 2

D

D1

D2

The sounds of the language

In writing, we represent words and grammar through orthography. When speaking,
on the other hand, we construct words and phrases with individual sounds, and we
also use pitch change, intonation, and stress to convey different meanings.

The teaching of pronunciation will be the focus of Chapter 13, where we will also
discuss how ‘perfect’ our students’ pronunciation should be (Chapter 13, a1). In this
section, however, we will look at five pronunciation issues: pitch, intenation, sounds,
sounds and spelling, and stress.

Pitch

One of the ways we recognise people is by the pitch of their voice. We say that one
person has a very high voice whereas another has a deep voice. When their voice is
very high we talk about them having a ‘high-pitched’ voice.

‘While most of us have a pitch range that we normally operate at, in times of
tension, for example, the pitch of our voices may change dramatically. We often
speak at a higher pitch than normal if we are frightened or excited. When we are
tired, bored, or fed up our pitch may be lower than is customary.

A device by which we communicate emotion and meaning, therefore, is through
the pitch we use. If we start speaking at a higher pitch than usual, this is noticeable,
A low grunt gives some indication of mood too!

Intonation

On its own, pitch is not very subtle, conveying, as we have seen, only the most basic
information about mood and emeotion. But once we start altering the pitch as we
speak, changing the ‘tune’ we are using, we are able to convey a much subtler range
of meanings. The music of speech, that is the intonation we use, is a crucial factor in
speaking,

Joanne Kenworthy shows how intonation is used to put words and information in
the foreground (by using a high or wavering pitch), in the background (by using a
lower pitch than normal), to signal ends and beginnings of conversations (we often
know when someone has finished speaking because their voice drops in pitch — just
as their voice may start at a higher pitch than usual at the beginning of their
contribution}, or to show whether a situation is ‘open’ or ‘closed’ (when we finish
what we are saying at a higher pitch than normal we leave other possibilities ‘in the
air’ whereas a falling pitch closes off what we have said from further discussion)
(Kenworthy 1987: 88—89).

Intonation is also used to convey emotion, involvement, and empathy. If we use
an exaggerated intonation tune in a question like What's going on?, starting at quite a
high pitch and using large pitch leaps, it shows that we are really surprised or
frightened. But if we say the same question at a low pitch with a fairly flat intonation
tune it suggests that we are not very concerned at the answer we will get.

Intonation is also a way of modifying the strength or intention of what we are
saying. We can perform different functions (see c1 above) by choosing different
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forms of language. But we can also make the same forms perform different
functions. The word well can express agreement, acceptance, doubt, or
disagreement depending on how we say it. No can indicate refusal, questioning of
fact, or disagreement,

Finally, we use intonation to show how certain we are about what we are saying
and to indicate what response we expect. The most typical example of this is the use
of tag questions such as You're okay, aren’t you? with a falling tone to confirm what
we believe to be the case, or with a rising tone to show our uncertainty about what
the answer will be.

Intonation, then, is crucial in communicating meaning. Indeed, listeners
frequently get the wrong messages from intonation when foreign speakers use it in
an idiosyncratic way. That is because intonation tells us what someone means and
how they feel about it. We recognise the difference between making a statement and
asking a question, We are aware of the fact that someone is surprised, for example,
and we gather from their intonation that they are being polite — or rude.

Individual sounds
Words and sentences are made up of sounds (or phonemes) which, on their own,
may not carry meaning, but which, in combination, make words and phrases. The
phonemes /k/ (like the ¢in can), f2/ (like the a in can) or /t/ (like the t in tooth) are
just sounds, but put them together in a certain order and we get /kat/ cat, a word
that is instantly recognisable. If we change just one of these sounds (/b/ for /k/, for
example) we will get a different word bat, if, on the other hand, we changed /a&/ for
o/ —like the oin hot— we would get another different word, /kot/ cot.

‘Southern English standard’ has forty-four phonemes as the following list shows:

i sheep au house 6 think
1 ship a1 buoy & then
¢ breath 12 cheer s cell
& back e3 chair z lens
a arm U3 sure I shell
p  what P Ppen 3 Imeasure
o law b board h he

v would t  little m plumb
u:  shoe d dance n no

A son k cup p ring
3 first g good 1 let

2 agan tf chin r wring
e1 play d3 July j  yes
au  ago f fan w  when
ar  climb vV van

The phonemes of ‘Southern English standard’

Competent speakers of the language make these sounds by using various parts of
the mouth such as the lips, the tongue, the teeth, the alveolar ridge (the ridge behind
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the upper teeth), the palate, the velum (the flap of soft tissue hanging at the back of
the palate — often called the soft palate), and the vocal cords (folds). See Figure &:

Hard palate
Soft palate

Uvula
T T———Tongue

Alveolar ndge

Lips

Bottom teeth

! .
™ cmmeet——— Vocal cords

FIGURE 6: Parts of the mouth

As an example we can observe that the consonant /t/ is made when the tip of the
tongue is placed on the alveolar ridge above it (the alveolar ridge is the flat surface
you can feel immediately behind your top teeth) and when air from the lungs forces
the tongue away from the ridge in an explosive burst. That is why /1/ is referred to as
an alveolar plosive. Figure 7 shows which parts of the mouth are used for alveolar
plosives:

Tip of
tonguep on “\\\_:\ 1
alveolar N
nidge 4
ol Air from
lungs

The consonant /d/ is made in a similar way to /t/ but there are crucial differences.
When we say /t/ as in /tan/ fon the first sound is just air and the air is expelled from
the mouth (try saying ¢, 1, ¢ to yourself holding your hand in front of your mouth).
In the larynx the vocal cords {the two flaps of muscular tissue which, when pressed
together, vibrate when air is forced through them) are completely open, so there is
no obstruction for the air coming from the lungs. When we say /d/ as in /dan/ done,
however, the vocal cords are closed, the air from the lungs forces them to vibrate,
and our voiceless /t/ is now voiced to become /d/. Furthermore there is little
aspiration (air} as there was with /t/ (again, if you hold your hand in front of your

mouth this will become clear). Figure 8 shows the position of the vocal cords for
voiceless sounds (like /p/, /t/, /k/) and voiced sounds (like /b/, /d/, and /g/):

FIGURE 7: The alveolar plosive
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Voiceless sounds A

FIGURE 8: Position of the vocal cords {seen from above) for voiceless and voiced sounds

Vowels are all voiced. Two other features create the differences between vowels. The
first is the place in the mouth where they are made. The second feature, which is
easier to observe, is the position of the lips. For /a:/ the lips form something like a
circle, whereas for /1:/ they are more stretched and spread. Figure 9 shows these
two positions:

fa:f

FIGURE 9! Position of the lips for /a:/ and 712/

One sound which does not occur in many phonemic charts but which is
nevertheless widely used is the glottal stop, created when a closure of the vocal cords
‘stops’ air completely, and we say fopa:?mont/ apartment, for example, instead of
fapartmant/ or /aisa:21t/ I saw it instead of /aiso:rit/. The glottal stop is often used
instead of other stop (or plosive) consonants, in other words.

Speakers of different languages have different sounds. Thus there is no equivalent
in English for the ‘click’ used by Xhosa speakers, so English speakers find it difficult
to produce. French people are accustomed to the awkward way in which British
speakers mangle French vowels because they are not the same as English ones,
Japaniese speakers, on the other hand, do not have different phonemes for /I/ and /r/
and so have difficulty differentiating between them, and often find it nearly
impossible to make the different sounds.

Sounds and spelling

Whereas in some languages there seems to be a close correlation between sounds and
spelling, in English this is often not the case. The sound / A/, for example, can be
realised in a number of different spellings {e.g. won, young, funny, flood). The letters
ou, on the other hand, can be pronounced in a number of different ways (e.g. enough
— fonaff, through— fBruyf, though— [daul, trough — /trofl, or even journey /d33:nv/).

A lot depends on the soufids that come before and after them, but the fact remains
that we spell some sounds in a variety of different ways, and we have a variety of
different sounds for some spellings.
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Words can change their sound too, and this is not indicated by the way we spell
them. Thus we say that was sounds like this, /wnz/. However, when it occurs in a
sentence like I was robbed, the vowel sound changes from a stressed vowel /o/ to an
unstressed vowel /a/, e.g. farwazrobd/. This unstressed sound /9/is called the schwa,
and is one of the most frequent sounds in English, created by shortening of the
vowel and the placing of stress elsewhere {see D5 below).

Other changes occur when sounds get close or slide into each other in connected
speech: sometimes elision takes place where sounds disappear into each other. Thus
fkamt/ can’t finishes with the sound /t/, but when it is placed next to a word
beginning with /d/, for example, the /t/ hardly sounds at all (e.g. /arka:nda:ns/ —

I can't dance). Sometimes assimilation takes place where the sound at the end of
one word changes to be more like the sound at the beginning of the next. Thus the
/n/ at the end of /gri:n/ becomes an /m/ when placed next to a word starting with
{p/, e.g. Igri:mpen/ green pen, but changes to /7/ when placed immediately before /k/
in normal speech, e.g. /pepkeik/ pancake. Sometimes we insert linking sounds
between vowels, e.g. fr/ in law and order flarranaids/, or /jf in [ am /arjem/. Juncture
(where two sounds meet) can vary according to such qualities as syllable stress or
vowel length, e.g. ice cream vs. I scream.

Stress

British and American English speakers sometimes differ in where they place the
stress in words. Thus ballet in British English is stressed on the first syllable (bal}
whereas in American English the stress usually falls on the second syllable (Jef).

Stress is the term we use to describe the point in a word or phrase where pitch
changes, vowels lengthen, and volume increases. In a one-syllable word like dance
there is no problem, since at least one syllable will need these characteristics, and
since there is only one syllable, we know which one it ist A word with more than one
syllable is more complex, however, We might stress the word export on the second
syllable (exPORT) if we are using it as a verb. But if, on the contrary, we stress the
first syllable (EXport) the verb is now a noun.

In multisyllable words there is often more than one stressed syllable (e.g.
singularity, information, claustrophobia). In such cases we call the strongest force the
primary stress and the weaker force the secondary stress, e.g. singul'arity,
Jinfor'mation, claustro'phobia. Note that primary stress has a superscript mark
whereas secondary stress is marked below the line. Secondary stress is not the same
as unstressed syllables, as the presence of the schwa shows, e.g. / infa'meifon/.

As was discussed above, words are often not pronounced as one might expect
from their spelling. The word secrerary would appear, on paper, to have four
syllables, but when it is spoken there are sometimes only three and the first one is
stressed / sekratri/, or even, in rapid speech, only two, e.g. /'sektr1/.

It is worth noticing, too, that when a word changes shape, the stressed syllable
may shift as well. In English we stress Japan on the second syllable (jaPAN), but
when we turn the word into an adjective the stress moves to the new syllable
{(japanESE). However, this does not always happen (e.g. amERica, amERican).
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Stress is vitally important in conveying meaning in phrases and sentences. We
have already discussed the importance of pitch and infonation, and it is on the
stressed part of a phrase that intonation changes are most marked. In British
English the stress often falls on the end of the phrase — to give it ‘end weight’ So a
neutral way of saying Brad wants to marry my daughter might have the stress on the
dau of daughter. But if the speaker changes where the stress falls (and thus where
the intonation change takes place), then the meaning of the sentence changes
too so that an affirmative statement, for example, may well become a question:

Brad wants to MARRY my daughter? (= I didnt know he was that serious.)
or
BRAD wants to marry my daughter? (= Not Brad, surely!)

Paralinguistic features of language

A number of features of communication take place outside the formal systems of
language {sounds, grammar, etc). These paralinguistic features fall into two broad
categories, those that involve the voice and those that involve the body.

Vocal paralinguistic features
David Crystal gives five examples of ‘tones of voice’ which, while they are perhaps
not central to meaning in the same way as the sound features we noted in Section p
above, may nevertheless convey attitude or intention in some way (Crystal 1995: 249).
The five are whispering (to indicate the need for secrecy), breathiness (to show deep
emotion or sexual desire), huskiness {to show unimportance or disparagement),
nasality (to indicate anxiety) and extra lip rounding (to express greater intimacy,
especially with babies, for example). Whether or not these characteristics are
voluntary or involuntary, they nevertheless convey intention and circumstance.

It is clear that there are a number of ways of altering our tone of voice, and that
when we do this consciously, we do it to create different effects.

Physical paralinguistic features

We can convey a number of meanings through the way in which we use our bodies.
The expression on our face, the gestures we make, and even proximity or the way we
sit, for example, may send powerful messages about how we feel or what we mean.
We can look at some of these in more detail.

*  Facial expression: facial expression is a powerful conveyor of meaning.
Smiling is an almost universal signal of pleasure or welcome. Other facial
expressions may not be so common, however. Raising eyebrows to suggest
surprise or interest may be a part of one culture’s normal currency, but may be
more extreme for others. Other facial actions such as biting your lip (indicating
thought or uncertainty), compressing the lips (to show decision or obstinacy),
and a visible clenching of the teeth to show anger are all powerful conveyors of
meaning too.
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Gesture: we use gesture to indicate a wide range of meanings, although once
again the actual gestures we use may be specific to particular cultures. A few
examples of British English behaviour show how powerful such gestures can be;
shrugging shoulders may indicate indifference, an attitude of I don’t care, or

I don’t know; crossing your arms may indicate relaxation, but it can also
powerfully show boredom. Waving can denote welcome and farewell, whereas
scratching your head may indicate puzzlement.

Each culture group also has its gestures for go away both i its polite and
ruder forms, and the use of arms, hands, and fingers to make obscene gestures
for insults is part and parcel of the currency of society. Other less threatening
gestures are also culture-bound as Figure 10 shows:

fonesty

It thashyng It’s a secret

FIGURE 10: Some gestures and their meanings

Of course some gestures such as head-scratching, hand-clasping, ‘cracking’
fingers, etc. may not be used to convey meanings, but may rather be unconscious
‘ticks’ — or be used in some way to displace tension. Such displacement
activities may convey a person’s nervousness or distractedness, but do not send
messages in the same way as a clenched fist or a beckoning finger.

Proximity, posture, and echoing: the physical distance between speakers can
indicate a number of things and can also be used to consciously send messages
about intent. Closeness, for example, indicates intimacy or threat to many
speakers whilst distance may denote formality or a lack of interest. Proximity is
also both a matter of personal style and is often culture-bound so that what
may seem normal to a speaker frorm one culture may appear unnecessarily close
or distant to a speaker from another. And standing close to someone may be
quite appropriate in some situations such as an informal party, but completely
out of place in others, such as a meeting with a superior.

Posture can convey meaning too. Hunched shoulders and a hanging head
give a powerful indication of mood. A lowered head when speaking to a
superior (with or without eye contact) can convey the appropriate relationship
in some cultures. Direct level eye contact, on the other hand, changes the nature
of the interaction, and can be seen as either open or challenging.
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A feature of posture and proximity that has been noted by several observers
is that of ‘echoing. An example of this sometimes occurs when two people who
are keen to agree with each other find that unconsciously they have adopted the
same posture as if in imitation of each other. When used in this way, echoing
appears to complement the verbal communication whereas when such
imitation is carried out consciously it often indicates some form of mockery.

Paralinguistic features such as tone of voice, gesture, and posture are all part of the
way we communicate with each other in face-to-face encounters. When teaching we
can draw our students’ attention to this, particularly when we are using video
material — as we shall see in Chapter 20,

Further reading

¢ Spoken grammar
For a book which contains transcripts of informal spoken English together with
explanations and exercises, see R Carter et al. (1998).

For an extensive discussion of the grammar of conversation see D Biber et al.
(1999) in their substantial grammar which pays equal attention to spoken and
written language.

¢ Grammar books
Of the many pedagogic grammars now available, some of the most widely used
are Michael Swan’s Practical English Usage (M Swan 1995), the Longman English
Grammar (L Alexander 1988), and R Murphy (1994) whose English Grammar in
Use is extraordinarily popular with students and teachers for its mixture of simple
rules and exercises. M Parrott {2000) has written a grammar especially for
teachers with helpful sections on difficulties for students.

® Vocabulary
One of the best books about vocabulary for teachers is still R Gairns and
S Redman (1986). See also the excellent M McCarthy (1990).

For discussions of vocabulary meaning see R Gairns and S Redman (1986:
Chapter 2), ] Aitchison (1994: Chapter 4), and M Lewis (1993: Chapter 4).

For more on lexical phrases and the way they operate, see | Nattinger (1988), and
J Nattinger and J DeCarrico (1992}, and M Lewis (1993).

¢ Language corpora

For more on language corpora and their uses, see C Tribble and G Jones (1997),
J Sinclair (1991), T McEnery and A Wilson (1999), and G Fox (1998). See also the
following web sites:
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http://web.bham.ac.uk/johnstf/timconc.htm {T Johns’ site) and
http://info.ox.ac.uk/bne/corporahtml (English Language and Corpora Resources),

Extending word use
On the issue of meaningless grammatical sentences, see § Pinker (1994: 88-89).

Language in use

The whole issue of performatives first came to prominence in ] Austin (1982) —
a collection of his articles published by his students after his death.

For a definitive account of language functions and notions, see D Wilkins
(1976}.

For issues of gender in speech (and in teaching), see ] Sunderland {1994) and
especially D Tannen (1990).

Discourse analysis and pragmatics

M Coulthard (1985) is still a good introduction to an essentially sociolinguistic
approach to discourse analysis. See also G Cook (1989) and P Grundy {2000)
For an example of a detailed transcript for the purposes of discourse/pragmatic
analysis, see P Grundy (2000: 174-182).

For the importance of genre in writing, see C Tribble (1997: Chapter 6).

Pronunciation

On the teaching of pronunciation some of the best books are G Kelly (2000},

A Underhill {1994), ] Kenworthy (1987), P Roach (1991) and C Dalton and

B Seidlhofer {1995). See also Chapter 13 in this book,

For a pronunciation dictionary which shows alternative pronunciations and how
frequently they are used, see ] Wells (2000}

Physical paralinguistic features
For the way we use our bodies and what this means, see D Morris {1977 and
1985).



Describing
learners

Age

The age of our students is a major factor in our decisions about how and what to
teach. People of different ages have different needs, competences, and cognitive
skills; we might expect children of primary age to acquire much of a foreign
language through play, for example, whereas for adults we can reasonably expect a
greater use of abstract thought.

There are a number of commonly held beliefs about age. Some people say that
children learn languages faster than adults do. They talk of children who appear to
pick up new languages effortlessly. Perhaps this has something to do with the
plasticity of a young brain. Something, after all, must account for the fact that with
language, according to Steven Pinker, acquisition ... is guaranteed for children up to
the age of six, is steadily compromised from then until shortly after puberty, and is
rare thereafter’ {Pinker 1994: 293), and that this applies not only to the acquisition of
the first language, but also to second or foreign languages.

Another belief is that adolescents are unmotivated, surly, and uncooperative and
that therefore they make poor language learners. And there are those who seem to
think that adults have so many barriers'to learning (both because of the slowing
effects of ageing and because of their past experience), that they only rarely have
any success.

There is some truth in many of these beliefs, but they can also be misleading since,
like all stereotypes, they suggest that everyone is the same. They also ignore evidence
from individuals within these groups (adolescents and adults) which flatly
contradicts such assumptions. We should also point out that many of the concerns
in this section will have special relevance for the western world where, for example,
it is stressed that children should ‘learn by doing’ and where some generalisations
can be made about adolescent behaviour. But as we shall see in Chapter 68, different
educational cultures have very different expectations about teacher and learner
behaviour.

In what follows we will consider students at different ages as if all the members of
each age group are the same. Yet each student is an individual with different
experiences both in and outside the classroom. Comments here about young
children, teenagers, and adults can only be generalisations. Much also depends upon
individual learner differences and motivation (see 8 and ¢ below).
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Young children
Young children, especially those up to the ages of nine or ten, learn differently from
older children, adolescents, and adults in the following ways:

— They respond to meaning even if they do not understand individual words.

— They often learn indirectly rather than directly — that is they take in
information from all sides, learning from everything around them rather than
only focusing on the precise topic they are being taught.

— Their understanding comes not just from explanation, but also from what they
see and hear and, crucially, have a chance to touch and interact with.

— They generally display an enthusiasm for learning and a curiosity about the
world around them.

— They have a need for individual attention and approval from the teacher.

— They are keen to talk about themselves, and respond well to learning that uses
themselves and their own lives as main topics in the classroom.

— They have a limited attention span; unless activities are extremely engaging
they can easily get bored, losing interest after ten minutes or so,

In the light of these characteristics, it can be concluded that good teachers at this
level need to provide a rich diet of learning experiences which encourages their
students to get information from a variety of sources. They need to work with their
students individually and in groups developing good relationships. They need to
plan a range of activities for a given time period, and be flexible enough to move on
to the next exercise when they see their students getting bored.

We can also draw some conclusions about what a classroom for young children
should look like and what might be going on in it. First of all we will want the
classroom to be bright and colourful, with windows the children can see out of, and
with enough room for different activities to be taking place. We might expect them
to be working in groups in different parts of the classroom, changing their activity
every ten minutes or so. ‘We are obviously, Susan Halliwell writes, ‘not talking about
classrooms where children spend all their time sitting still in rows or talking only to
the teacher’ (1992: 18). Because children love discovering things, and because they
respond well to being asked to use their imagination, they may well be involved in
puzzle-like activities, in making things, in drawing things, in games, in physical
movement or in songs.

Adolescents
Anyone who has taught secondary school students has had lessons, even days and
weeks, when the task seemed difficult, and on especially bad days hopeless. Yet if, as
the methodologist Penny Ur suggests, teenage students are in fact overall the best
language learners (Ur 1996: 286) this suggests that this is only part of the picture.
When Herbert Puchta and Michael Schratz started to design material for teenagers
in Austria they, like many before them, wondered why teenagers seemed to be less
lively and humorous than adults. Why were they so much less motivated, they asked,
and why did they present outright discipline problems (Puchta and Schratz 1993: 1)?
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It is widely accepted that one of the key issues in adolescence, especially perhaps in
the west, is the search for individual identity, and that this search provides the key
challenge for this age group. Identity has to be forged among classmates and friends;
peer approval may be considerably more important for the student than the
attention of the teacher which, for younger children, is so crucial.

As we shall see in Chapter 9a there are a number of reasons why students — and
teenage students in particular — may be disruptive in class. Apart from the need for
self-esteem and the peer approval they may provoke from being disruptive, there are
other factors too, such as the boredom they feel — not to mention problems they
bring into class from outside school. However, while it is true that adolescents can
cause discipline problems, it is usually the case that they would be much happier if
such problems did not exist. They may push teachers to the limit, but they are much
happier if that challenge is met, if the teacher actually manages to control them, and
if this is done in a supportive and constructive way so that he or she ‘helps rather
than shouts’ {Harmer 1998: 2).

However, we should not become too preoccupied with the issue of disruptive
behaviour, for while we will all remember unsatisfactory classes, we will also look
back with pleasure on those groups and lessons which were successful. Teenagers, if
they are engaged, have a great capacity to learn, a great potential for creativity, and a
passionate commitment to things which interest them. There is almost nothing
more exciting than a class of involved young people at this age pursuing a learning
goal with enthusiasm. Our job, therefore, must be to provoke student engagement
with material which is relevant and involving. At the same time we need to do what
we can to bolster our students’ self-esteemn, and be conscious, always, of their need
for identity.

Herbert Puchta and Michael Schratz see problems with teenagers as resulting, in
part, from . .. the teacher’s failure to build bridges between what they want and have
to teach and their students’ worlds of thought and experience’ (1993: 4). They
advocate linking language teaching far more closely to the students’ everyday
interests through, in particular, the use of ‘humanistic’ teaching (see Chapter 6, A7).
Students must be encouraged to respond to texts and situations with their own
thoughts and experience, rather than just by answering questions and doing abstract
learning activities. We must give them tasks which they are able to do, rather than
risk humiliating them.

We have come some way from the teaching of young children. We can ask
teenagers to address learning issues directly in a way that younger learners might not
appreciate. We are able to discuss abstract issues with them. Indeed part of our job is
to provoke intellectual activity by helping them to be aware of contrasting ideas and
concepts which they can resolve for themselves — though still with our guidance. As .
we shall see in Chapters 5 and 11, there are many ways of studying language, most of
which are appropriate for teenagers.
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A3 Adult learners
Adult language learners are notable for a number of special characteristics:

— They can engage with abstract thought. Those who succeed at language
learning in later life, according to Steven Pinker, ‘... often depend on the
conscious exercise of their considerable intellects, unlike children to whom
language acquisition naturally happens’ (Pinker 1994: 29). This suggests that we
do not have to rely exclusively on activities such as games and songs — though
these may be appropriate for some students.

— They have a whole range of life experiences to draw on.

— They have expectations about the learning process, and may already have their
own set patterns of learning.

— Adults tend, on the whole, to be more disciplined than some teenagets, and
crucially, they are often prepared to struggle on despite boredom.

— They come into classrooms with a rich range of experiences which allow
teachers to use a wide range of activities with them.

— Unlike young children and teenagers, they often have a clear understanding of
why they are learning and what they want to get out of it. As we shall see in
Section ¢ below, motivation is a critical factor in successful learning, and
knowing what you want to achieve is an important part of this. Many adults are
able to sustain a level of motivation (see Section ¢3) by holding on to a distant
goal in a way that teenagers find more difficult.

However, adults are never entirely problem-free learners, and have a number of
characteristics which can sometimes make learning and teaching problematic:

— They can be critical of teaching methods. Their previous learning experiences
may have predisposed them to one particular methodological style which
makes them uncomfortable with unfamiliar teaching patterns. Conversely, they
may be hostile to certain teaching and learning activities which replicate the
teaching they received earlier in their educational careers.

— They may have experienced failure or criticism at school which makes them
anxious and under-confident about learning a language.

- Many older adults worry that their intellectual powers may be diminishing with
age — they are concerned to keep their creative powers alive, to maintain a ‘sense
of generativity’ (Williams and Burden 1997: 32). However, as Alan Rogers points
out, this generativity is directly related to how much learning has been going on
in adult life before they come to a new learning experience (1996: 54).

Good teachers of adults take all of these factors into account. They are aware that
their students will often be prepared to stick with an activity for longer than younger
learners (though too much boredom can obviously have a disastrous effect on
motivation). As well as involving their students in more indirect learning through
reading, listening, and communicative speaking and writing, they also allow them to
use their intellects to learn consciously where this is appropriate. They encourage
their students to use their own life experience in the learning process too.
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As teachers of adults we should recognise the need to minimise the bad effects of
past learning experiences. We can diminish the fear of failure by offering activities
which are achievable, paying special attention to the level of challenge presented by
exercises. We need to listen to students’ concerns too and, in many cases, modify
what we do to suit their learning tastes (see Chapter 6B).

Learner differences

In this section we are going to look at a number of approaches to describing the
differences between learners, including ‘Multiple Intelligence’ theory and ‘Neuro-
linguistic programming’ — two ways of looking at learning which have provoked
considerable interest among teachers and materials designers.

Aptitude

Some students are better at learning languages than others. At least that is the
generally held view, and in the 1950s and 1960s it crystallised around the belief
that it was possible to predict a student’s future progress on the basis of linguistic
aptitude tests. But it soon became clear that such tests were flawed in a number of
ways. They did not appear to measure anything other than general intellectual
ability even though they ostensibly looked for linguistic talents. Further, they
favoured analytic-type learners over their more ‘holistic’ counterparts, so that the
tests were especially suited to people who have little trouble doing grammar-
focused tasks. Those with a more ‘general’ view of things — whose analytical
abilities are not so highly developed, and who receive and use language in a more
message-oriented way — appeared to be at a disadvantage. In fact, analytic aptitude
is probably not the critical factor in success, Peter Skehan, for example, believes
that what distinguishes exceptional students from the rest is that they have
unusual memories, particularly for the retention of things that they hear

{Skehan 1998: 234).

Another damning criticism of traditional aptitude tests is that while they may
discriminate between the most and the least ‘intelligent’ students they are less
effective at distinguishing between the majority of students who fall between these
two extremes. What they do accomplish is to influence the way in which both
teachers and students behave. It has been suggested that students who score badly
on aptitude tests will become de-motivated and that this will then contribute to
precisely the failure that the test predicted. And teachers who know that particular
students have achieved high scores will be tempted to treat those students differently
from students whose score was low. Aptitude tests end up being self-fulfilling
prophecies whereas it would be much better for both teacher and students to be
optimistic about all of the people in the class.

Good learner characteristics

Another line of enquiry has been to try and tease out what a good learner is. If we
can narrow down a number of characteristics that all good learners share, then we
can, perhaps, cultivate these characteristics in all our students.
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Neil Naiman and his colleagues included a tolerance of ambiguity as a feature of
good learning together with areas such as positive task orientation {being prepared
to approach tasks in a positive fashion), ego involvement {(where success is
important for a student’s self-image), high aspirations, goal orientation, and
perseverance (Nairan et al: 1978).

Joan Rubin and Irene Thompson listed no less than fourteen good learner
characteristics amongst which learning to live with uncertainty (much like the
tolerance of ambiguity mentioned above) is a notable factor (Rubin and Thompson
1982). But the Rubin and Thompson version of a good learner also mentions
students who can find their own way {without always having to be guided by the
teacher through learning tasks), who are creative, who make intelligent guesses, who
make their own opportunities for practice, who make errors work for them not
against them, and who use contextual clues.

Much of what various people have said about good learners is based on cultural
assumptions which underpin much current teaching practice in countries like
Britain, Australia, and America. In these cultures we appreciate self-reliant students,
and promote learner autonomy as a main goal (see Chapter 244). We tend to see the
tolerance of ambiguity as a goal of student development, wishing to wean our pupils
away from a need for things to be always cut and dried. We encourage students to
read texts for general understanding without stopping to look up all the words they
do not understand {see Chapter 14, a4}; we ask students to speak communicatively
even when they have difficulty because of words they do not know or cannot
pronounce (see Chapter 19), and we involve students in creative writing (see Chapter
18, B3). In all these endeavours we expect our pupils to aspire beyond their current
language level.

Different cultures value different learning behaviours, however. Our insistence
upon one kind of good learner profile may encourage us to dernand that students
should act in class in certain ways, whatever their learning background. When we
espouse some of the conclusions mentioned above, we risk imposing a methodology
on our students that is inimical to their culture. As we shall see in Chapter 6B and
Chapter 9, B1 1t is better for us to reach some kind of learning bargain where both
our beliefs and the learners’ preferences can be satisfied. It is not always just the
learners who may have to change.

Learner styles

A preoccupation with learner personalities and styles has been a major factor in
psycholinguistic research. Are there different kinds of learner? Are there different
kinds of behaviour in a group? How can we tailor our teaching to match the
personalities in front of us?

The methodologist Tony Wright describes four different learner styles within a
group {1987: 117-18), The ‘enthusiast’ looks to the teacher as a point of reference and
is concerned with the goals of the learning group. The ‘oracular’ also focuses on the
teacher but is more orientated towards the satisfaction of personal goals. The
‘participator’ tends to concentrate on group goals and group solidarity, whereas the

42



DESCRIBING LEARNERS

‘rebel’ while referring to the learning group for his or her point of reference, is
mainly concerned with the satisfaction of his or her own goals.

Other researchers have tried to describe student learning styles in their own words,
identifying individual behaviour they have observed. They produce caricatures, of
course, which never quite describe any particular student. But they do give us some
pointers to the kinds of people we have in our classrooms.

Keith Willing, working with adult students in Australia, produced the following
descriptions:

¢  Convergers: these are students who are by nature solitary, prefer to avoid
groups, and who are independent and confident in their own abilities, Most
importantly they are analytic and can impose their own structures on
learning. They tend to be cool and pragmatic.

¢ Conformists: these are students who prefer to emphasise learning “about
language’ over learning to use it. They tend to be dependent on those in
authority and are perfectly happy to work in non-communicative classrooms,
doing what they are told. A classroom of conformists is one which prefers to
see well-organised teachers.

¢  (Concrete learners: though they are like conformists, they also enjoy the
social aspects of learning and Like to learn from direct experience. They are
interested in language use and language as communication rather than
language as a system. They enjoy games and groupwork in class.

¢ Communicative learners: these are language use orientated. They are
comfortable out of class and show a degree of confidence and a willingness to
take risks which their colleagues may tack. They are much more interested in
social interaction with other speakers of the language than they are with
analysis of how the language works. They are perfectly happy to operate
without the guidance of a teacher.

Learning styles adapted from Willing 1987 quoted in Skehan (1998: 247—250)

However we choose to categorise learner styles, an understanding that there are
different individuals in our classes is vitally important if we are to plan the kinds of
activity that will be appropriate for them. We need to balance the interests of
individuals against what is good for the group and to be aware of certain individual
traits when putting students into pairs and groups (see Chapter 8). We need to
recognise which students need more personal attention than others, and which need
different kinds of explanations and practice of language. As we shall see in Chapters
1 and 12, there are many different styles of language study and student language
research. Some students respond better than others to discovery activities, for
example (see Chapter 118), so we will use such exercises with them. Others, however,
may prefer a more directed approach to language study and so we will, within
reason, adapt our practice accordingly. Yet others may respond with enthusiasm to
creative writing or speaking activities (see Chapters 18 and 19), where some of their
colleagues may need more structured work.
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It is not possible to cater for each preference all of the time, of course. Yet over a
period of time the attention we give to different learning styles will ensure that we
do our best not only for the whole group but also for the individuals within it.

Language levels

Students are generally described in three levels, beginner, intermediate, and
advanced, and these categories are further qualified by talking about real beginners
and false beginners. Between beginner and intermediate we often class students

as elementary. The intermediate level itself is often sub-divided into lower
intermediate and upper intermediate and even mid-intermediate. One version

of different levels, therefore, has the following progression:

advanced
upper intermediate
pp e
mid-intermediate

lower intermediate/pre-intermediate

elementary
real beginner false beginner

FIGURE 11: Representing different student levels

The problem with these labels is that they mean different things to different people.
‘What one school or education system calls advanced may be more like intermediate
to some other teachers.

Public examinations {see Chapter 23, A1) help us to determine levels and
standards, of course. We can judge people by the scores they get on the TOEFL or
TOEIC examinations from the USA or the various examinations offered by the
University of Cambridge Local Examinations Syndicate (UCLES) and others in the
United Kingdom, for example. Coursebooks (see Chapter 21) have a role to play here
too, since they generally conform to agreed syllabus requirements and ability. Such
information, together with our own experience and intuition, will allow us to use
level labels with discrimination.

A number of issues are directly related to the level our students have reached:

¢  The plateaun effect: while learners at beginner level find it easy to see progress
in their abilities from one week to the next, the same is not so easy for students
at higher levels, particularly at intermediate levels, where progress is more
subtle, and students do not always find it easy to see where they are going,
This seems to cause a plateau effect where students are inclined to accept the
level they have reached as adequate for their needs and the limits of their
capacity.
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Teachers need to be sensitive to the plateau effect, taking special measures to
counteract it. Such efforts may include setting goals clearly so that students
have a clear learning target to aim at, explaining what still needs to be done,
making sure that activities are especially engaging, and sparking the students’
interest in the more subtle distinctions of language use.

¢  Methodology: some techniques and exercises that are suitable for beginners
look less appropriate for students at higher levels — for example, the use of
repetition. Teachers find it quite effective to get beginner students to repeat
sentences in chorus, but at higher levels this usually seems strange and
patronising. At advanced levels it is easy to organise discussion — whether pre-
planned (see Chapter 19, B3) or opportunistic (see Chapter 22, c1), whereas for
beginners this option will not be available.

Teachers of beginners will necessarily use activities whose organisation and
content is less complex than those for more advanced learners. And although
discovery learning, for example, is seen as desirable at any level (see Chapter 11,
B2) it is more widely used at intermediate levels and above than it is at beginner
and elementary levels.

¢ Language: we need to adjust the classroom language we use to the level we are
working with (see Chapter 4, D3). The language materials we expose students to
should be of a completely different level too, not only in terms of complexity,
but also in range of genre and length. We would not expect beginners to tackle
a national newspaper in English; we would not offer very advanced students a
simplified dialogue. However, the issue of how “authentic’ language materials
should be is the subject of debate amongst teachers and methodologists, as we
shall see in Chapter 14, B1. People have worried about whether simplified
language is too insubstantial even for beginner students or, conversely, that
‘authentic’ English (however that is defined, and whether spoken or written)
tends to have a de-motivating effect on even advanced students if it is beyond
their level.

¢  Topics: one problem with some beginner coursebook material in particular is
the way in which quite complex topics are reduced to banalities because the
language available at the level makes it impossible to treat them in any depth.
The result is a kind of ‘dumbing-down’ which sometimes makes English
language learning appear almost childish.

It is important to match topics to the level, reserving complex issues for
more advanced classes. But there is a danger here too that by restricting
beginners to ‘the family, ‘the home; etc. the world is being diminished for crude
linguistic reasons.

BS Individual variations
If some people are better at some things than others — better at analysing, for
example — this would indicate that there are differences in the ways individual brains
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work. It also suggests that people respond differently to the same stimuli. How
might such variation determine the ways in which individual students learn most
readily? How might they affect the ways in which we teach? There are two theories in
particular which have tried to account for such perceived individual variation, and
which teachers have attempted to use to for the benefit of their learners:

¢  Neuro-linguistic programming: according to practitioners of Neuro-
linguistic programming (NLP), we use a number of ‘primary representational
systems’ to experience the world, These systems are described in the acronym
“‘VAKOG’ which stands for Visual {we look and see), Auditory (we hear and
listen), Kinaesthetic (we feel externally, internally, or through movement),
Olfactory (we smell things), and Gustatory (we taste things}.

Most people, while using all these systems to experience the world,
nevertheless have one “preferred primary system’ (Revell and Norman 1997: 31).
Some people are particularly stimulated by music when their preferred primary
system is auditory, whereas others, who have visual as their primary preferred
system, respond most powerfuily to images. The extension of this is that a
visual person is also likely to ‘see” music.

The VAKOG formulation, while somewhat problematic in the distinctions
it attempts to make, offers a framework to analyse different student responses
to stimuli and environments. Dede Teeler, for example, suggests that
kinaesthetic students behave differently when introduced to the Internet as a
language learning tool from predominantly visual learners. The latter need a
demonstration of what to do before leaping into Internet tasks, unlike their
kinaesthetic colleagues who just get on and do it (Teeler 2000: 60-61). VAKOG
also indicates that some students will gain most from the things they hear,
whereas others need to see things. This suggests that purely oral presentations
of language will be most appropriate for some individuals in a group, while
visual material and written text may be more effective for other students. The
implications of the olfactory and gustatory systems have not been explored in
language teaching so far, however!

¢ MI theory: MI stands for ‘Multiple intelligences, a concept introduced by the
Harvard psychologist Howard Gardner. In his book Frames of Mind, he
suggested that as humans we do not possess a single intelligence, but a range
of intelligences (Gardner 1983). He listed seven of these: Musical/Rhythmic,
Verbal/Linguistic, Visual/Spatial, Bodily/Kinaesthetic, Logical/Mathematical,
Intrapersonal and Interpersonal. All people have all of these intelligences, he
said, but in each person one {or more) of them is more pronounced. This
allowed him to predict that a typical occupation {or ‘end state’) for people
with a strength in logical/mathematical intelligence is that of the scientist,
whereas a typical end state for people with strengths in visual/spatial
intelligence might well be that of the navigator. The ‘athlete’ might be the
typical end state for people who are strong in bodily/kinaesthetic intelligence,
and so on. Gardner has since added an eighth intelligence which he calls
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Naturalistic intelligence (Gardner 1993) to account for the ability to recognise
and classify patterns in nature. Daniel Goleman has added a ninth ‘Emeotional
intelligence’ {Goleman 1996). This includes the ability to empathise, control
impulse, and self-motivate.

If we accept that different intelligences predominate in different people,
it suggests that the same learning task may not be appropriate for all of our
students. While people with a strong logical/mathematical intelligence might
respond well to a complex grammar explanation, a different student might
need the comfort of diagrams and physical demonstration because their
strength is in the visual/spatial area. Other students who have a strong
interpersonal intelligence may require a more interactive climate if their
learning is to be effective. Murray Loom, a teacher at the Giralang primary
school in Canberra, Australia, produced the following chart to show what the
original seven intelligences might mean for his students:

TYPE LIKESTO IS GOODAT LEARNS BEST BY
Linguisaic read, wrice, tell stones MEMOrEsiNg names, saying, hearng and seeing
Learner The places, dates and trivia words
word player’
Logicalf de experiments, figure maths, reasening, logic categorising, classifying
Mathematical | things out work tungs and problem solving working with abstract
Learner ‘The | out, work with numbers, pacternsirelationships
questioner’ ask questicns, explore
patterns and relavonships
Spatnal draw, buld, design and imagining things, sensing visualising, dreaming,
Learner The create chngs, daydream, changes, mazes/puzzles, using the mind’s eye,
visualiser’ look at pretures, watch reading maps, charts working with colours and
movies, play with pictures
machines
Musical sing, hurn tunes, listen to picking up sounds, rhythm. melody, music
Learner ‘The music, play an rememberng melodies,
music lover” mstrument, respond to noucing picchesfrhychms,
music keeping ore
Bodily mowve around, couch and physical acuvities, touching, moving,
Kinaesthetic talk, use body language {(sport/dancing/acting} mteracting with space,
Learner processing knowledge
through bodily sensations
Interpersonal | have lots of friends, talk understanding pecple, sharing, companng,
Learner The o people, join groups leading others, argamsing, refatng, cooperating,
Socahser’ COMMUNICAtINE, Interviewing
manipulating,
medianng conflices
Intrapersonal | work alone, pursue own understanding self, warlong alone,
Learner mnterests focusing inward on individualised
fealings/dreams projects, self-paced
fallewing insunces, INSEruCton,
pursuing nterests/goals, having own space
beng criginal

Taken from ‘How to use Gardner’s seven intelligences in a class program,
presented by M Loom at the Internet site for the University of Canberra in
Austrahia (See note on page 55.)
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Armed with this information, teachers can look at the right-hand column and
see whether they have given their class a variety of activities to help the various
types of learner described here. Although we cannot teach directly to each
individual student in our class all of the time, we can ensure that we sometimes
give opportunities, during our language programme, for visualisation, for
students to work on their own, for sharing and comparing, and for physical
movement. By keeping our eye on different individuals, we can direct them to
learning activities which are best suited to their own proclivities.

BB What to do about individual differences
Faced with the different descriptions of learner types and styles which have been
described here, it may seem that the teacher’s task is overwhelmingly complex. We
want to satisfy the many different students in front of us, teaching to their individual
strengths with activities designed to produce the best results for each of them, yet we
also want to address our teaching to the group as a whole.

We have to start with the recognition of students as individuals as well as being
members of a group. Even when classes have been separated into different levels, not
everyone in the group will have the same knowledge of English. Some will be better
writers than others and some will have greater oral fluency than others.

We need to establish who the different students in our classes are. To ascertain
their language level, for example, we can look at their scores on different tests, and
we can monitor their progress through both formal and informal observation. This
will tell us who needs more or less help in the class. It will inform our decisions about
how to group students together {see Chapter 8), and it will guide the type and
amount of feedback we give to each student (see Chapter 7). In a general way, we
will tailor our teaching methods, the materials we use and the production we expect
to the level we are working with.

We want to recognise the other differences we have discussed in this section too.
We can do this through observation o, as in the following two examples, through
more formal devices. We might ask students what their learning preferences are in
questionnaires with items {perhaps in the students’ first language) such as the
following:

T B
When answering comprehension questions about reading
passages | prefer to work:

a on my own Q
b with another student )
¢ with a group of students Q

Or we might try to find out which preferred sensory system our students respond to.
Revell and Norman suggest the following activity for their teacher readers:
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THE LEAD VAKTEST:
READ AND IMAGINE

Follow each instruction in your mind and give yourself a matk:
0= impossible 1 =difficulc 2=0K 3 =easy

__SEE a kangamao

— SEE your front door

— SEE your toothbrush

—.SEE a friend’s face

___SEE a plate of food

_ _SEEaTVshow . .

— WATCH the TV scene change

— HEAR 2 song

— HEAR rain

—— HEAR a fire alarm

__HEAR a friend’s voice

__HEAR your own voiee

— HEAR birds singing ...

— HEAR the birdsong change to a call of alarm

— FEEL excired

—-FEEL yourselt swimming

—FEEL gtass under vour feet

——FEEL a cat* on your lap

— FEEL hot

—— FEEL your fingers on a piano keyboard
—FEEL your fingers playing a few notes

|

When you've done the tesc

*  Add up your scores for each sense: SEE ___HEAR ___FEEL

*  Does the highest score correspond with what you think vour preferred lead system is? How did you fare
when it came to changing the scenes slighdy in the last one of each section? f

*  Think of ways o enhance the systemns you don't find so easy.

3

‘The Lead VAK Test’ from {n your Hands by | Revell and 8 Norman (Saffire Press}

However we get our information about individuals, we will then be in a position to
try and offer activities which offer maximal advantage to the different people in the
class. This might involve the way we organise groups in order to satisfy people who
prefer working on their own or, conversely, people who benefit most from
interaction. We will want to provide different sensory stimuli for the different group
members. We will want to offer activities which favour, at different times, students
with different learning styles. It is then up to us to keep a record of what works and
what does not, either formally or informally. We can also ask our students (either
face to face, or, more effectively, through written feedback) how they respond to
these activities. The following (unedited) comments, from a multinational group of
adult students in Britain, were written in response 1o a lesson in which they were
asked to write an imaginary film scene based on a particular piece of music:

Turkish female: 1 likeed this subject because everyone conld find a connaction
chftﬁwm‘ After w&ktm&éwpwtafmﬁow conld
d&fcriéexwfmtwatﬁbrﬁ by own sentences. Thatuw@ it wns
m/ammmﬁwg/pecfm@mpm@g o5 to m{/a@
a lot.
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Italian male: | didn’t like that kind of music, | prefer different kind of
music.
Brazilian female: I think thot msic. i an excellent way o learn. Bt | think that

it waill be more frrfbm;ﬁng_ if we work with the fﬂr‘fu; of Songe.
We can learn new expressions, new words and memorize. them
&a;ilvl becavie when ne e the words again,, we will be able v
vemember the song, the context the words were wed in the
songs ang aon;&@c»ﬂﬂl]‘ your moanings

Turkish male: F lowe fo learn aboet music.

Argentinian female: 1t is difficudt to express your foelings even in sy wother language but
Jfinadly I conld-witten doww something .

Japanese female: P was interested in this theme. Because all students caw nll cnjay

mucic, But T didn't ke making compasition fram weais.

Turkish male; [ liked this lesson. Because it was funny. And everyone joined
at this matters.

Italian female: Thig part wag Frrf‘omqﬁng_ 3¢ well becavse we had the
opporfunity to cveafe Qomo’rhin& owrsedf (hl'k.ing_ abovt mugic.
ligtenin ug'mg_ 2 cevhain !angyagp, immediate, Qh*ong. and
eagy ot the Cme fime — what | mean & that | never
thought that | covld, from a picce of music, wite donm 3
scene and fess of alf in Eﬂgﬁdﬂ | fiked  and it wag not
that difficult, well only becavse we don't have The
vocabulary fo write gomofhing_ veally good.

Apart from demonstrating how individuals respond differently to the same activity,
these comments help us to decide whether or not to use a similar kind of activity
again, whether to amend it, or whether to abandon such an exercise type.

Such feedback, coupled with questionnaires and our own observation, help us to
build a picture of the best kinds of activity for the mix of individuals in a particular
class. As we shall see in Chapters 7, B2 and 23, B1, this kind of feedback enables us,
over time, to respond to our students with an appropriate blend of tasks and exercises.

This does not mean, of course, that everyone will be happy all of the time (as the
feedback above shows). On the contrary, it clearly suggests that some lessons (or
parts of lessons) will be more useful for some students than for others. But if we are
aware of this and act accordingly, then there is a good chance that most of the class
will be engaged with the learning process most of the time.

There is one last issue which should be addressed. We have already referred to the
danger of pre-judging student ability through aptitude tests (see B1 above), but we
might go further and worry about pigeonholing students with fixed descriptions so
that we assume they are always going to behave in the same way. For if this was the
case there would be no point in learner training, nor should we waste our time
introducing new kinds of activity for the benefit of the group as a whole or the
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individuals within it. Yet such a position makes no sense. Students do develop as a
result of classroom experiences of success or failure. They will almost certainly change

in some way as a result of their learning environment and the tasks they perform.

f Motivation

It is accepted for most fields of learning that motivation is essential to success: that
we have to want to do something to succeed at it. Without such motivation we will
almost certainly fail to make the necessary effort. If motivation is so important,
therefore, it makes sense to try and develop our understanding of it. Are all students
motivated in the same way? What is the teacher’s role in a student’s motivation?

How can motivation be sustained?

€1 Defining motivation
At its most basic level, motivation is some kind of internal drive which pushes

someone to do things in order to achieve something. As H Douglas Brown points out,
a cognitve view of motivation includes factors such as the need for exploration, activity,
stimulation, new knowledge, and ego enhancement (Brown 2000: 160-166). The adult
who starts going to a gym, for example, may hope that a new body image will aid
ego enhancement and be stimulated by the active nature of this new undertaking,
Marion Williams and Richard Burden suggest that motivation is a ‘state of
cognitive arousal’ which provokes a ‘decision to act’ as a result of which there is
‘sustained intellectual and/or physical effort’ so that the person can achieve some
‘previously set goal’ (Williams and Burden 1997: 120). They go on to point out that
the strength of that motivation will depend on how much value the individual
places on the outcome he or she wishes to achieve, Adults may have clearly defined
or vague goals. Children’s goals, on the other hand, are often more amorphous and
less easy to describe, but they can still be very powerful.
In discussions of motivation an accepted distinction is made between extrinsic
and intrinsic motivation, that is motivation which comes from outside and from inside.
Extrinsic motivation is caused by any number of outside factors, for example, the
need to pass an exam, the hope of financial reward, or the possibility of future travel.
Intrinsic motivation, by contrast, comes from within the individual. Thus a person
might be motivated by the enjoyment of the learning process itself or by a desire to
make themselves feel better.

Most researchers and methodologists have come to the view that intrinsic
motivation is especially important for encouraging success. Even where the original
reason for taking up a language course, for example, is extrinsic, the chances of
success will be greatly enhanced if the students come to love the learning process,

C2 Sources of motivation
The motivation that brings students to the task of learning English can be affected

and influenced by the attitude of a number of people. It is worth considering what
and who these are since they form part of the world around students’ feeling and

engagement with the learning process.
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®  The society we Live in: outside any classroom there are attitudes to language
learning and the English language in particular. How important is the learning
of English considered to be in the society? In a school situation, for example, is
the language learning part of the curriculum of high or low status? If school
students were offered the choice of two languages to learn, which one would
they choose and why? Are the cultural images associated with English positive
or negative?

All these views of language learning will affect the student’s attitude to the
language being studied, and the nature and strength of this attitude will, in its
turn, have a profound effect on the degree of motivation the student brings to
class and whether or not that motivation continues. Even where adult students
have made their own decision to come to a class to study English, they will
bring with them attitudes from the society they live in, developed over years,
whether these attitudes are thoroughly positive or somewhat negative.

¢  Significant others: apart from the culture of the world around students, their
attitude to language learning will be greatly affected by the influence of people
who are close to them. The attitude of parents and older siblings will be crucial.
Do they approve of language learning, for example, or do they think that maths
and reading are what count, and clearly show that they are more concerned
with those subjects than with the student’s success in English?

The attitude of a student’s peers is also crucial. If they are critical of the

subject or activity, the student’s own motivation may suffer. If they are
enthusiastic learners, however, they may take the student along with them.

®  The teacher: clearly a major factor in the continuance of a student’s
motivation is the teacher. Although we will be discussing the role of the teacher
in detail in Chapter 4, here it is worth pointing out that his or her attitude to
the language and the task of learning will be vital. An obvious enthusiasm for
English and English learning, in this case, would seem to be prerequisites for a
positive classroom atmosphere.

¢ The method: it is vital that both teacher and students have some confidence in
the way teaching and learning take place. When either loses this confidence,
motivation can be disastrously affected, but when both are comfortable with
the method being used, success is much more likely.

Initiating and sustaining motivation

At the beginning of a course, with students at whatever level and at whatever age,
the teacher is faced with a range of motivations. Some students have a clear goal, fed
by a strong extrinsic motivation to achieve it. Others have an internal intrinsic drive
which has fired them up. Others still may have very weak motivation, whatever type it
is, But a student’s initial motivation (or lack of it), need not stay the same for ever. As
Alan Rogers points out, “... we forget that initial motivation to learn may be weak
and die; alternatively it can be increased and directed into new channels’ (Rogers
1996: 61},
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Increasing and directing student motivation is one of a teacher’s responsibilities,

though as Dick Allwright argued, we cannot be responsible for all of our students’
motivation. In the end it is up to them (Allwright 1977). However, there are three areas
where our behaviour can directly influence our students’ continuing participation:

Goals and goal setting: we have said that motivation is closely bound up with
a person’s desire to achieve a goal. A distinction needs to be made here between
long- and short-term goals.

Long-term goals may include the mastery of English, the passing of an
exam (at the end of the year), the possibility of a better job in the future, etc.
Short-term goals, on the other hand, might be the learning of a small amount
of new language, the successful writing of an essay, the ability to partake in a
discussion or the passing of the progress test at the end of the week.

Teachers need to recognise that long-term goals are vitally important but
that they can often seem too far away. When English seems to be more difficult
than the student had anticipated, the long-term goals can begin to behave like
mirages in the desert, appearing and disappearing at random.

Short-term goals, on the other hand, are by their nature much closer to the
student’s day-to-day reality. It is much easier to focus on the end of the week
than the end of the year. If the teacher can help students in the achievement of
short-term goals, this will have a significant effect on their motivation. After all,
‘nothing succeeds like success’

Learning environment: although we may not be able to choose our actual
classrooms, we can still do a lot about their physical appearance and the
emotional atmosphere of our lessons. Both of these can have a powerful effect
on the initial and continuing motivation of students. When students walk into
an attractive classroom at the beginning of a course, it may help to get their
motivation for the process going. When they come to an unattractive place
motivation may not be initiated in this way.

We can decorate even the most unattractive classrooms with all kinds of
visual material to make them more agreeable as learning environments. Even
where this is not possible because the classroom is not ‘ours; we can still change
the atmosphere through such things as the use of music; even the immovability
of the furniture (if this is a problem) can be ameliorated by having students get
up and walk around the room when this is appropriate.

All of this is less important, however, than the emotional atmosphere that
teachers are able to create and sustain. That is why they have to be careful about
how they respond to students, especially in the giving of feedback and
correction (see Chapter 7). There is a need for a supportive, cooperative
environment to suit the various learner types we discussed in Section B of this
chapter. Above all, the teacher’s rapport with the students is critical to creating
the right conditions for motivated learning.

Interesting classes: if students are to continue to be intrinsically motivated
they clearly need to be interested both in the subject they are studying and in
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the activities and topics they are presented with. We need to provide them with
a variety of subjects and exercises to keep them engaged (see Chapter 224), The
choice of material to take into class will be crucial too, but even more
important than this will be the ways in which it is used in the lesson.

Our attempts to initiate and sustain our students’ motivation are absolutely critical
to their learning success (as we shall see with the need for ‘engagement’ in Chapter 6,
A3), for as Alan Rogers writes, ‘motivation ... is as much a matter of concern for the
teacher as it is for the learner; it depends as much on the attitudes of the teacher as
on the attitudes of the students’ (Rogers 1996: 66).

Chapter notes and further reading

® Young children
On teaching children at and before primary level, see § Reilly and V Ward (1997),
W Scott and L Ytreborg (1990), ] Brewster et al. (1993), and S Halliwell (1992).

o Adolescents

On the young person’s search for identity, see the work of E Erikson {1963)
reported in M Williams and R Burden (1997).

The idea that adolescents present an ideal teaching and learning age is put forward
in P Ur (1096: 286) and R Ellis (1994: 484—494).

o Adult learners
On adult learners, see especially ] Rogers (1977), A Rogers (1996), and H McKoy
and A Tom (2000),

¢ Aptitude
The best discussion on aptitude I know is in P Skehan (1998: Chapters 8 and 9).
See also H D Brown (2000: 98—99}.
The two most widely quoted aptitude test instruments from the 1950s and 1960s
were the Modern Language Aptitude Test (MLAT) designed by J Carroll and

S Sapon (Carroll and Sapon 1958) and the Pimsleur Language Aptitude Battery
(P Pimsleur 1966),

o Psychology for language teachers

The two most approachable books I have come across on the psychology of
learning are P Skehan (1998) and M Williams and R Burden (1997).

¢ Learning styles
For more on learning style, see P Skehan (1998: Chapter 10), A Rogers (1996:
110112), and H D Brown {2000; Chapter 6),
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¢ Success and failure
On the issue of adults ‘dropping out’ despite initial motivation, see ] Rogers (1977:
Chapter 2).

¢ Multiple intelligence
For more on Multiple intelligence theories, read H Gardner (1983, 1993), D Lazar
(1994), and R Christison (1996).

Murray Loom’s web site, which can be found at
http://crilt.canberra.edu.au/intranets/examples/giralang/stafffwaysoflearning/
Mult%20Intel%20Table. html/, seems to have become impossible to access, but
those interested in MI theory might want to go to
http://www.thomasarmstrong.com/multiple_intelligences.htm/, or for a survey to
determine their own ‘intelligence’ they could visit
http://www.surfaquarium.com/Mlinvent.htm/.

® Neuro-linguistic programming (NLP)
On NLP, the most enjoyable book I know is ] Revell and $ Norman (1997). But
founded and developed as it was by R Bandler and ] Grinder, see also R Bandler
and ] Grinder (1979) and R Bandler (1985).

¢ Motivation
On motivation in general, see G Crookes and R Schmidt {1991), Z Dérnyei (1998),
and the works referred to in this section of the chapter — in particular M Williams
and R Burden (1997: Chapter 6).
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What is a teacher?

Teachers use many metaphors to describe what they do. Sometimes they say they are
like actors because ‘we are always on the stage’ Others think they are like orchestral
conductors ‘because I direct conversation and set the pace and tone’. Yet others feel
like gardeners, ‘because we plant the seeds and then watch them grow’. The range of
images — these and others — that teachers use about themselves indicate the range

of views that they have about their profession.

Dictionaries also give a variety of messages about teaching. According to the
Cambridge International Dictionary of English, ‘teaching’ means ‘to give (someone)
knowledge or to instruct or train {someone), whereas the Longman Dictionary of
Contemporary English suggests that it means to ‘show somebody how to do
something’ or to ‘change somebody’s ideas.

It is because views are somewhat mixed as to what teachers are, and because
different functions are ascribed to teaching, that we need to examine the teacher’s
role not enly in education generally, but in the classroom itself.

Teachers and learners

Many trainers are fond of quoting from a work called The Prophet by Kahlil Gibran.
‘If (the teacher) is indeed wise, he does not bid you enter the house of his wisdom,
but rather leads you to the threshold of your own mind’ {(Gibran 1991: 76).

Such humanist sentiments expose a dilemma in the minds of many trainers

and trainees. Is teaching about the ‘transmission’ of knowledge from teacher to
student, or is it about creating conditions in which, somehow, students learn

for themselves? To put it another way, if you were to walk into a classroom,

where would you expect to see the teacher — standing at the front contrelling
affairs, or moving around the classroom quietly helping the students only when
needed?

In recent years, under the influence of humanistic and communicative theories
(see Chapters 5D and 6, A7), great emphasis has been placed on ‘learner-centred’
teaching, that is teaching which makes the learners’ needs and experience central
to the educational process. In this framework, it is students’ needs which should
drive the syllabus, not some imposed list; it is the students’ learning experiences and
their responses to them which should be at the heart of a language course. The
measure of a good lesson is the student activity taking place, not the performance
of the teacher.
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The physical manifestation of this trend is to be found in classrooms where
learners are given tasks to work on (see Chapter 6, a5), and where, in the process of
performing these tasks (with the teacher’s help), real learning takes place. In these
situations the teacher is no longer the giver of knowledge, the controller, and the
authority, but rather a facilitator and a resource for the students to draw en. One
writer has suggested that teachers in such learner-centred classrooms need special
qualities including maturity, intuition, educational skills (to develop students’
awareness of language and learning), an openness to student input, and a greater
tolerance of uncertainty. These qualities, he suggests, are in marked contrast to more
traditional teacher behaviour (Tudor 1993). Yet they are precisely the characteristics
most people would expect of any teacher, traditional or modern, who has their
learners’ best interests at heart.

Not all methodologists find it easy to accept learner-centredness uncritically,
however. Robert O’Neill, an influential materials writer and trainer, wrote an article
whose title clearly expressed his disquiet since he called it “The plausible myth of
learner-centredness’ (O’Neill 1991). He worried that letting students do the learning on
their own with teachers only intervening when and if needed, might amount to a form
of neglect. It could be tantamount to an abdication by the teacher of the knowledge-
giving role. What is wrong with old-fashioned ‘teacher-fronting’ he wondered. It seems
to work; it has always worked, and many students feel more comfortable with it.

As we shall see in Chapter 6, B1, it is true that in some educational traditions,
students, and teachers find learner-centred classrooms quite difficult to come to
terms with. It also seems to be the case that there are many occasions when the
teacher will want to be at the front of the class to motivate, instruct, or explain
something to the whole class. But there are also many activities where encouraging
students to solve their own problems on their own or in pairs or groups, will have
enormously beneficial effects both on learning, and on the dynamics and
atmosphere in the classroomn. It is not an ‘either ... or’ situation, in other words.
Instead our behaviour will depend on how we feel about teaching and what we are
comfortable with, on the type of activity our students are involved in, and on who
the students are and how they feel about what we are asking them to do.

The roles of a teacher

Within the classroom our role may change from one activity to another, or from one
stage of an activity to another. If we are fluent at making these changes our
effectiveness as teachers is greatly enhanced.

We have already used the term ‘facilitator” in Section a above to suggest the
teacher’s role in learner-centred lessons - the way in which facilitator is traditionally
used by many commentators. Roles such as prompter {B4}, resource (B6), or tutor
{B7) may well fulfil this concept. Yet in one sense any role which the teacher adopts —
and which is designed to help students learn — is to some extent facilitative. All roles,
after all, aim to facilitate the students’ progress in some way or other,and so it is
useful to adopt more precise terms than facilitator as the sections below indicate.
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Controller

When teachers act as controllers they are in charge of the class and of the activity
taking place in a way that is substantially different from a situation where students
are working on their own in groups. Controllers take the roll, tell students things,
organise drills, read aloud, and in various other ways exemplify the qualities of a
teacher-fronted classroom.

Teachers who view their job as the transmission of knowledge from themselves to
their students are usually very comfortable with the image of themseives as
controllers. Most people can remember teachers from their past who had a gift for
just such a kind of instruction and who inspired their students through their
knowledge and their charisma. However, not all teachers possess this ability to
inspire, and in less charismatic hands transmissien teaching appears to have less
obvious advantages. For a start it denies students access to their own experiential
learning by focusing everything on the teacher; in the second place it cuts down on
opportunities for students to speak because when the class is acting as a whole
group, fewer individuals have a chance to say anything at all; and in the third place,
over-reliance on transmission teaching can result in a lack of variety in activities and
classroom atmosphere.

Of course there are times when acting as a controller makes sense such as when
announcements need to be made, when order has to be restored, when explanations
are given, or when the teacher is leading a question and answer session. Indeed in
many educational contexts this is the most common teacher role. Many teachers fail
to go beyond it since controlling is the role they are used to and are most comfortable
with, Yet this is a pity because by sticking to one mode of behaviour we deny
ourselves and the students many other possibilities and modes of learning which are
good not only for learning itself, but also for our students’ enjoyment of that
learning.

Organiser

One of the most important roles that teachers have to perform is that of organising
students to do various activities, This often involves giving the students information,
telling them how they are going to do the activity, putting them into pairs or groups,
and finally closing things down when it is time to stop.

It is vitally important for teachers to get this role right when it is required. If the
students do not understand what they are supposed to do they may well not get full
advantage from an activity. If we do not explain clearly the ways pairs or groups
should be organised, for example, chaos can ensue. If we have not spent some time
engaging the students’ interest and ensuring their participation, the activity may
be wasted.

The first thing we need to do when organising something is to get students
involved, engaged (see Chapter 6, a3) and ready. In most cases this means making it
clear that something ‘new’ is going to happen and that the activity will be enjoyable
or interesting or ‘good for you. At this point teachers will often say something like
Now we're going to do this because ... and offer a rationale for the activity students
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are to be asked to perform. Thus, instead of just doing something because the
teacher says so, they are prepared, hopefully with some enthusiasm, for an activity
whose purpose they understand.

Once the students are ready for the activity, we will want to give any necessary
instructions, saying what students should do first, what they should do next, etc.
Here it is important to get the level of the language right and to try and present
instructions in a logical order and in as unconfusing a way as possible. It is
frequently a good idea to get students to give the instructions back, in English or in
their own language, as a check on whether they have understood it. An important
tool in instruction is for the teacher to organise a demonstration of what is to
happen. If students are going to use a chart or table to ask other students questions
and record their answers, for example, getting a student up to the front to
demonstrate the activity with you may be worth any number of complex
instructions. Demonstration is almost always appropriate and will almost always
ensure that students have a better grasp of what they are supposed to do than
instructions can on their own.

Then it is time for us to start or initiate the activity. At this point students
probably need to know how much time they have got and exactly when they
should start.

Finally we stop the activity when the students have finished and/or when other
factors show the teacher and the students that it is time to stop. This might be
because they are bored, or because some pairs or groups have already finished before
the others (see Chapter 8, B4). Perhaps the lesson is coming to the end and we want
to give some surnmarising comments, At this point it is vital to organise some kind
of feedback, whether this is merely a Did you enjoy that? type of question (a vitally
important question, of course} or whether it is a more detailed discussion of what
has taken place.

Teachers should think about ‘content feedback’ just as much as they concern
themselves with the use of language forms in ‘form and use feedback’ The latter is
concerned with our role as assessor (see below), whereas the former has more to do
with the roles of participant and tutor.

When organising feedback we need to do what we say we are going to do, whether
this concerns the prompt return of homework (see Chapter 24, A1) or our responses
at the end of an oral activity. Students will judge us by the way we fulfil the criteria
we offer them.

We can summarise the role of organiser as follows:

engage mmmp instruct (demonstrate) mmmp initiate wmmd organise feedback

Assessor
One of the things that students expect from their teachers is an indication of
whether or not they are getting their English right. This is where we have to act as an
assessot, offering feedback and correction and grading students in various ways.

We will be dealing with correction in a chapter all of its own {Chapter 7}, but
where teachers act as assessors, offering feedback on performance, handing out

39



B4

BS

CHAPTER 4

grades, saying whether students can pass to the next level, etc. we can make some
important points.

Students need to know how and for what they are being assessed. We should tell
them what we are looking for and what success looks like so that they can measure
themselves against this. We might say, for example, that in foday’s piece of writing I
will be looking especially at punctuation or in this communication activity I am more
interested in your fluency than your accuracy. Students then have a clear idea of what
they need to concentrate on.

Another critical issue is the one of fairness. When students are criticised or score
poor grades and they then find that other students have suffered less criticism for an
equally good or bad performance, they tend to be extremely unhappy. Most of them
want credit for good performance and constructive criticism for poor performance.
What they do not want is a feeling that they are being unfairly judged.

When we act as assessors (whether in the matter of “instant’ correction or more
drawn-out grade giving) we must always be sensitive to the students’ possible
reactions. A bad grade is a bad grade, however it is communicated. But it can be
made far more acceptable if it is given with sensitivity and support.

Prompter

Sometimes, when students are involved in a role-play activity, for example, they lose
the thread of what is going on, or they are ‘lost for words’ (i.e. they may still have the
thread but be unable to proceed productively for lack of vocabulary). They may not
be quite sure how to proceed. What should teachers do in these circumstances? Hold
back and let them work things out for themselves or, instead, ‘nudge’ them forward
in a discreet and supportive way? If we opt for the latter, we are adopting some kind
of a ‘prompting’ role.

In such situations we want to help but we do not want, at that stage, to take charge
because we are keen to encourage the students to think creatively rather than have
them hang on our every word. Thus it is that we will occasionally offer words or
phrases, suggest that the students say something (e.g. Well, ask hinn why he says that),
or suggest what could come next in a paragraph a student is writing, for example.
Often we have to prompt students in monolingual groups to speak English rather
than using their mother tongue (see Chapter 9D},

When we prompt we need to do it sensitively and encouragingly but, above all,
with discretion. If we are too adamant we risk taking initiative away from the
student. If, on the other hand, we are too retiring, we may not supply the right
amount of encouragement.

Participant

The traditional picture of teachers during student discussions, role-play, or group
decision-making activities, is of people who ‘stand back’ from the activity, letting the
learners get on with it and only intervening later to offer feedback and/or correct
mistakes. However, there are also times when we might want to join in an activity
not as a teacher, but also as a participant in our own right.
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There are good reasons why we might want to take part in a discussion. For
example, it means that we can enliven things from the inside instead of always
having to prompt or organise from outside the group. When it goes well, students
enjoy having the teacher with them, and for the teacher, participating is often more
instantly enjoyable than acting as a resource.

The danger of teachers as participants, of course, is that we can easily dominate
the proceedings, This is hardly surprising since we usually have more English at our
disposal than our students do. But it is also due to the fact that even in the most
egalitarian classroom, the teacher is still frequently perceived of as ‘the teacher’ and
tends to be listened to with greater attention than his or her students. It takes great
skill and sensitivity to avoid this situation.

Resource

In some activities it is inappropriate for us to take on any of the roles we have
suggested so far. Suppose that the students are involved in a piece of group writing,
or that they are involved in preparation for a presentation they are to make to the
class. In such situations having the teacher take part, or try to control them, or even
turn up to prompt them might be entirely unwelcome. However, the students may
still have need of their teacher as a resource.

Students might ask how to say or write something or what a word or phrase
means. They might want to know information in the middle of an activity about
that activity or they might want information about where to look for something —
a book or a web site for example. This is where we can be one of the most important
resources they have.

A few things need to be said about this teacher role. No teacher knows everything
about the language! Questions like What's the difference between X and Y? or Why
can’t I say Z7 are always difficult to deal with because most of us do not carry
complex information of this kind in our heads. What we should be able to offer,
however, is guidance as to where students can go to look for that information. We
could go further, however, and say that one of our really important jobs is to
encourage students to use resource material for themselves, and to become more
independent in their learning generally. Thus, instead of answering every question
about what a word or phrase means, we can instead direct students to a good
monolingual dictionary, or in the case of creative work, towards a good production
dictionary (see Chapter 12, a1). Alternatively, we need to have the courage to say [
don't know the answer to that right now, but I'll tell you tomorrow. This means, of
course, that we will indeed have to give them the information the next day,
otherwise they may begin to lose confidence in us.

When we are acting as a resource we will want to be helpful and available, but at
the same time we have to resist the urge to spoon-feed our students so that they
become over-reliant on us.
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Tutor

When students are working on longer projects, such as pieces of writing or
preparations for a talk or a debate, we can act as a tutor, working with individuals or
small groups, pointing them in directions they have not yet thought of taking.

In such situations we are combining the roles of prompter and resource, acting as

a tutor.

It is difficult to be a tutor in a very large group since the term implies a more
intimate relationship than that of a controller or organiser. However, when students
are working in small groups or in pairs, we can go round the class and, staying
briefly with a particular group or individual, offer the sort of general guidance we
are describing. Care needs to be taken, however, to ensure that as many individuals
or groups as possible are seen, otherwise the students who have not had access to the
tutor may begin to feel aggrieved.

It is essential for us to act as tutors from time to time, however difficult this may
be. In this more personal contact the learners have a real chance to feel supported
and helped, and the general class atmosphere is greatly enhanced as a result.
Nevertheless, as with prompting and acting as a resource, we need to make sure that
we do not intrude either too much (which will impede learner autonomy) or too
little (which will be unhelpful).

Observer
We will want to observe what students do (especially in oral communicative
activities) so that we can give them useful group and individual feedback.

When observing students we should be careful not to be too intrusive by hanging
on their every word, by getting too close to them, or by officiously writing things
down all the time. Above all we should avoid drawing attention to ourselves since to
do so may well distract them from the task they are involved in.

It is often useful, when taking notes on students’ performance — either as a whole
class, or for individual students — to have columns not only for what students get
wrong but also what they do right, either in their use of actual language or in their
use of conversational strategies. Observing for success often gives us a different feel
for how well our students are doing.

But even when we are acting as controllers, giving feedback or organising
students, we need to be observing at the same time too, constantly alert to the effect
our actions are having, trying to tease out feelings and reactions in the classroom.
We need to be able to work and observe simultaneously, listening, watching, and
absorbing so that we can create the best kind of rapport between ourselves and our
students.

Teachers do not only observe students in order to give feedback. They also watch
in order to judge the success of the different materials and activities that they take
into lessons so that they can, if necessary, make changes in the future. Indeed, one
area of teacher development involves just such observation, built into an action
research cycle (see Chapter 24, 1) where we pose questions about what we do in the
classroom and use observation to answer such questions.
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B3 Which role?
The role that we take on is dependent, as we have seen, on what it is we wish the
students to achieve. Where some activities are difficult to organise without the
teacher acting as controller, others have no chance of success unless we take a less
domineering role. There are times when we will need to act as a prompter where, on
other occasions, it would be more appropriate to act as a resource.

What we can say, with certainty, is that we need to be able to switch between the
various roles we have described here, judging when it is appropriate to use one or
other of them. And then, when we have made that decision, however consciously or
subconsciously it is done, we need to be aware of how we carry out that role and
how we perform,

C The teacher as performer

In an article published at the end of the 1980s, Christopher Crouch described his
experiences of observing his student teachers on teaching practice in Madrid. One
of them, who he called W, was obviously full of energy and he writes of how she
‘rubbed her hands together’ and ‘advanced on the front row with a question, almost
aggressively ...’ Later on, ‘... seeking students to come out to the front of the class W
strode up aisles, literally hauling individuals out of their seats’ {Crouch 1989: 107).
Yet amazingly, Crouch reports, the students did not seem to mind this at all; on the
contrary they were pleased to join in and were clearly fascinated by her behaviour!

W was different from student teacher X who was ‘relaxed, at ease, but his non-
verbal gestures were exaggerated, larger than life. He seemed to empathise with his
students, gazing into their eyes and generally being more ‘laid back’ than his
colleague. But like W, he too was popular with students. Many of us will be able to
remember teachers whose classroom behaviour was exaggerated in a way not unlike
W or X — or indeed some mixture of them both.

We can be sure that neither W nor X behave in the same way when they are
walking along the street as they did in the classes that Christopher Crouch observed.
On the contrary, they clearly went into ‘performance’ mode when they entered the
classroom. When, in a piece of informal research, | asked a number of teachers
‘Are you a different person in the classroom than you are out of the classroom?’
the responses I got all suggested that the teachers thought of themselves as more
energetic, humorous, and creative in class. Frequently, too, they described themselves
as ‘actors’ {Harmer 1995).

If, then, teachers are all performers in the classroom at some level, what does this
mean for the learner-centred teacher? Can we ‘perform’ and still act as a resource?
What kind of performance should we adopt when giving feedback? Does
‘performance’ automatically mean that we must be standing at the front of the class
putting on a show? For clearly if this was the case, teacher performance would
describe only one kind of teacher role and might be criticised for the very
ransmissive and teacher-centred behaviour it demonstrated. But as W and X show,
different teachers perform differently. Not only that, but any one teacher probably
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also has many different performance styles depending on the situation. One minute
we may be standing at the front commanding or entertaining, but a few minutes
later we will be working quietly with a pair while the other students are working in
their own pairs.

Knowing that different teachers act differently and that individual teachers vary
their behaviour, depending upon what they are doing, gives us insights into
classroom behaviour. It suggests that instead of just saying what role teachers should
be playing, we can also describe how they should be playing it. Just as stage
directions give the actors an insight into what lines mean, so similar descriptions in
teaching may give us insights into how activities can best be managed. Thus for an
activity where the students are involved in a team game, we will want to behave
energetically (because a game needs excitement and energy}, encouragingly (if
students need a nudge to have a go), clearly (because we do not want the game to
fail through misunderstanding) and fairly (because students care about this in a
competition situation). If, on the other hand, students are involved in a role-play we
should perform clearly (because students need to know exactly what the parameters
of the role-play are), encouragingly (because students may need prompting to get
them going), but also retiringly (because, once the activity has got going, we do not
want to overwhelm the students’ performance) and supportively (because students
may need help at various points). Figure 12 shows how we might describe these and
other activities:

Activity How the teacher should perform
1 Team game energetically, encouragingly, clearly, fairly
2 Role-play clearly, encouragingly, retiringly, supportively

3 Teacher reading aloud  commandingly, dramatically, interestingly
4 Whole-class listening efficiently, clearly, supportively

FIGURE 12: Describing teacher performance styles

What seems to be clear is that while we certainly need to be aware of the roles we
described in Section B {above), and while we also need to be able to use each of these
different roles, it is also vitally important to consider how we actually behave during
their performance.

The teacher as teaching aid

Apart from the roles which we adopt in the classroom — and the way that these roles
are performed, we are also a kind of teaching aid ourselves, a piece of teaching
equipment in our own right. In particular, we are especially useful when using mime
and gesture, as language models, and as providers of comprehensible input.

Mime and gesture
One of the things that we are uniquely able to do on the spot is to use mime, gesture,
and expression to convey meaning and atmosphere. It is not difficult to pretend to
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be drinking, or to pull a sad face. The ability to demonstrate words like frightened or
old is fairly easy for many teachers, just as shrugging shoulders can be used to
indicate indifference.

Mime and expression probably work best when they are exaggerated since
this makes their meaning explicit. However, gestures do not necessarily have
universal meanings (see Chapter 2, £2), and what might seem acceptable in one
situation or place will not be appropriate in another. We need, therefore, to use them
with care.

We can also use gesture to express or demonstrate meaning. Thus, as we shall
see in Chapter 11, A1, fingers can be used to show how verbs are contracted, and
arms can be used to “conduct’ choral repetition. Stress can be shown through
clapping or clicking fingers, and intonation can be explained through a kind of
drawing in the air!

One gesture which is widely used, but which teachers should employ with care, is
the act of pointing to students to ask them to participate in a drill or give some other
form of response, Though it is quick and efficient, especially when we are having
trouble with our students’ names, it can seem aggressive and it may make it
depressingly obvious to the students that, in having failed to learn their names, we
are less than respectful of their identity.

Language model

Students get models of language from textbooks, reading materials of all sorts, and
from audio and videotapes. But we can also model language ourselves. This does
not only mean the giving of a clear language model as in the PPP procedure
described in Chapter 6, A2, but also, for example, the saying of a dialogue or the
reading aloud of a text.

One way in which we can model dialogues is to put up two faces on the board and
then stand in front of each of them when required to speak their lines. For such
activities we should make sure that we can be heard, and we should animate our
performance with as much enthusiasm as is appropriate for the conversation we are
modelling. We should judge the appropriate speed too, making sure that however
slowly we speak, a natural rhythm is maintained and normal intonation patterns
preserved as far as possible.

Many of the same requirements apply to reading aloud, a skill which some
teachers have tended to ignore. Yet the reading aloud of a particularly exciting or
interesting excerpt can be extremely motivating and enjoyable for a class,
especially when students have been encouraged to predict what they are going to
hear. Poems, too, are very engaging for many students when teachers read them to
the class.

Anyone who doubts the power of such activities only has to look at the reading
Zreles in primary classes where children group enthusiastically around the teacher
1 enjoy the experience of listening to a story. Story-telling and story/poem-reading
=0 work with adults too, though the content and the way it is handled will be
snificantly different, of course.
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Reading passages aloud to students can capture imagination and mood like
nothing else, but in order for this to work we need to ‘perform’ the reading in an
interesting and committed way and, as with so many other activities, we must be
careful not use this activity too frequently.

Provider of comprehensible input

An issue that confronts many teachers in classrooms is how much they themselves
should talk, and what kind of talk this should be. Of course there are times when
teachers have to take the roll or ask for quiet, or suggest that students should get into
pairs and groups. But there are also times when teachers simply talk to groups,
engage in conversation with them, discuss the topic under consideration or ask
them about their weekend, etc.

On most training courses a distinction is made between student-talking time
(STT) and teacher-talking time (TTT). As we shall see in Chapter 8 it is the concern
to maximise the former that leads many teachers to use pair and groupwork; it has
been assumed that on the whole we want to see more STT than TTT, since, as
trainers frequently point out to their student teachers, You don’t need the language
practice, they do.

It is certainly true that some teachers talk too much and that this is not necessarily
advantageous for their students, especially since those teachers are unlikely to be
permanently interesting. However, as we shall see in Chapter s, it is widely accepted
that a vital ingredient in the learning of any language is, of course, exposure to it.
The American linguist Stephen Krashen described the best kind of language that
students could be exposed to as ‘comprehensible input;, that is language which
students understand the meaning of, but which is nevertheless slightly above their
own production level {see Krashen 1985). Yet where can they go for such language
input? In the world outside the classroom, English, if they have access to it, will
frequently appear incomprehensible, especially when they are at a low level. They
need something or someone to provide language which has been ‘roughly-tuned’
to be comprehensible to them. And there is someone right there in the classroom to
give them just that!

As teachers we are ideally placed to provide comprehensible input since we know
the students in front of us and can react appropriately to them in a way thata
coursebook or a tape, for example, cannot. We know how to talk at just the right
level so that even if our students do not understand every word we say, they do
understand the meaning of what is being said. At such times the language gains, for
the student, are significant.

However, we do need to be aware of how much we ourselves are speaking, If we
talk all the time, however ‘comprehensible’ our language is, the students are denied
their own chance to practise production, or get exposure through other means

(from reading or listening to tapes, for example). They may also become bored by
listening to the teacher all the time.
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Basing a lesson on what we can do ourselves as in the examples above clearly has
the enormous advantage of not being susceptible to technical malfunction (though
that can happen!), power cuts, or unavailability. However, an over-reliance on what
we ourselves can offer places excessive demands upon us. It is hard to be
permanently motivating and amusing, and it is taxing to have to offer a perpetually
varied diet of voices, gestures, and expressions. Nevertheless the ways in which we
use our voice, the ways in which we model language and employ gesture and
expression are all basic and important teaching skills.

Chapter notes and further reading

¢ Metaphors for teaching

$ Thornbury, in a discussion of the language teachers use to describe what they
do, writes that teachers’ metaphors ‘reveal more than they realise about their
beliefs and values’ (S Thornbury 1991a: 193).

# Teachers’ roles

An important book on teacher roles is T Wright (1987).

¢ Teacher-talking time

As long ago as 1985 T Lowe was discussing the value of teacher-talking time as
roughly-tuned input.

* Reading aloud
On a reassessment of the value of reading aloud, see A Amer (1997).
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English language teaching has been influenced by a whole range of theories ranging
from scientific studies to opinionated conjecture, from descriptions of what ‘seems
to work’ to philosophical beliefs. Sometimes the connections between such theories
and particular teaching methods are easy to perceive, but at other times they are less
clear. The five sections in this chapter detail some of the theoretical debates which
have enlivened (and continue to inform) the practice of English language teaching.

Pulling habits out of rats

In an article published in the early part of the twentieth century, two psychologists,
Watson and Raynor, reported the results of an experiment they had carried out with
a young boy called Albert (Watson and Raynor 1920). When he was nine months old
they discovered that the easiest way to frighten him was to make a loud noise by
striking a steel bar with a hammer. At various intervals over the next three months
they frightened Albert in this way while he was in the presence of various animals

(a rat, a rabbit, and a dog). The result was that after three months Albert showed fear
when confronted with these animals even when the noise was not made, and
furthermore, showed unease when a fur coat was put in front of him. Pleased with
their progress, the scientists then proposed to continue their experiment by turning
the young baby’s fear back to pleasure but they were unable to do so because,
unsurprisingly, Albert was withdrawn from the experiment by his parents.

Despite its age Watson and Raynor’s experiment is of more than academic interest
because the ‘conditioning’ it demonstrated — and the way that such research into
conditioning led on to the theory of Behaviourism — had a profound effect upon
teaching of all kinds. This is especially true of language teaching where, arguably,
Behaviourism still exerts a powerful influence.

To a modern sensibility Watson and Raynor’s work with poor little Albert seems
extraordinarily unethical, yet they were merely substituting a human being for the
various animals who were conditioned to behave in certain ways. Pavlov's dogs, after
all, were trained/conditioned to salivate when they heard a bell even if food was not
preduced.

In Behaviourist theory, conditioning is the result of a three-stage procedure:
stimulus, response, and reinforcement. For example, in a classic experiment, when
a light goes on (the stimulus) a rat goes up to a bar and presses it (the response) and
is rewarded by the dropping of a tasty food pellet at its feet (the reinforcement). If
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this procedure is repeated often enough, the arrival of the food pellet as a reward
reinforces the rat’s actions to such an extent that it will always press the bar when the
light comes on. It has learnt a new behaviour in other words.

In a book called Verbal Behaviour the psychologist Bernard Skinner suggested that
much the same process happens in language learning, especially first language
learning (Skinner 1957). The baby needs food so it cries and food is produced. Later
the infant swaps crying for one- or two-word utterances to produce the same effect,
and because words are more precise than cries he or she gradually learns to refine
the words to get exactly what is wanted. In this Behaviourist view of learning a
similar stimulus—response-reinforcement pattern occurs with humans as with rats
or any other animal that can be conditioned in the same kind of way.

Learning a foreign language as an adult may be very different from the baby’s
acquisition of a mother tongue, but many methodologists supposed that
Behaviourist principles could still apply. As we shall see in Chapter 6, a1, Audio-
lingual methodology depended quite heavily on stimulus, response, and
reinforcement, and much controlled practice that still takes place in classrooms all
over the world can trace its heritage back to the influence of Behaviourism.

The almost fatal atiack on Behaviourism, when it came, was by the then-little-
known linguist Noam Chomsky who wrote a review of Skinner’s book (Chomsky
1959). His objection centred on the following conundrum: if all Janguage is learnt
behaviour, how come children and adults frequently say things they have never heard
before? How on earth would it be possible to create whole new sentences in
conversation and poetry, for example, if all language behaviour has been conditioned
into us? The fact that we can do these things is the result of having a mental ability to
process what we hear, channelling it through the language-processing parts of our
brain where rules in some way reside, and where all input adds more information for
the better functioning of that processor. This is what stops us from being the mere
repeaters, the almost-robots, that Behaviourist principles would seem to describe us as.

Chomsky theorised that all children are born with some kind of language
processor —a ‘black box” or ‘language acquisition device’ — which allowed them to
formulate rules of language based on the input they received. The mind, in other
words, contains ‘blueprints for grammatical rules’ (Pinker 1994: 43). Once these rules
have been activated, the potential for creativity follows. This would suggest that for
learners of second languages a methodology based on Behaviourism is not
adequate. It is not enough just to teach students ‘good’ habits: they also need to be
given input which will allow their ‘processors’ to work. They should also be given
opportunities for creative language use both in language production and in the
processing of written and spoken text.

Despite such reservations about Behaviourism and its influence on language
teaching, controlled practice and the use of the Stimulus—Response-Reinforcement
model is still widely used and at least one writer was recently prepared to say that:

We have to admit that some behaviourist principles as applied to foreign

language learning were not so far off the mark,
From A Bruton (1998; 20)
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We will see Behaviourist theories applied directly to language teaching in Chapter 6
{41 and 2.

‘Language learning will take care of itself’

A major issue in language learning theory has been whether traditional techniques
normally associated with language teaching — drills, repetition, controlled practice of
specific language items, etc. — actually have any beneficial effect. Indeed, in
educational theory generally, there has been some argument about whether teaching
‘works’ at all.

In his book, Deschooling Society, the educational theorist Ivan Illich questioned
the whole purpese of formal education, As the title of his book indicates he had a
very bleak view of what happens in classrooms. We may think, he suggested, that the
more input we are exposed to, the more we learn. We may even go so far asto
assume that we can measure knowledge with tests and grades. But all this is a
delusion.

In fact, learning is the human activity which least needs manipulation

by others. Most learning is not the result of instruction. It is rather the

result of unhampered participation in a meaningful setting.

From I Ilich {1972: 56)
First language learning provides a perfect example of what he is talking about. All
children succeed at it to a greater or lesser extent. Although parents and other close
adults may help to ‘teach’ the language in an informal way (for example, through
repetition, ‘play’, or made-up dialogues — where, in the early stages the parent will
often take the baby’s part when the baby cannot actually speak the words), still the
process of learning is unconscious. What the young child does get, of course, is
considerable exposure to language which he or she more or less understands the
meaning of. And at the end of this process, the language, miraculously, is there as a
result of exposure, a clear motivation to communicate — for both physical and
emotional reasons — and an opportunity to use what is being acquired.

Perhaps, then, all that anybody needs to learn a new language are those three
elements: exposure, motivation, and opportunities for use. This was certainly the
view of Dick Allwright and his colleagues who had the task of improving the English
language skills of students from overseas who were soon to study on postgraduate
courses at the University of Essex in England in the 1970s. The students already had
some English knowledge.

The teachers at Essex reasoned that the ways they had been teaching — such as
studying grammar, explaining vocabulary, or teaching paragraph organisation —
did not seem to have much effect and anyway, they did not ‘feel right. How would
it be, they wondered, if they abandoned all that and instead devoted all their
efforts to exposing students to English and getting them to use it, particularly given
that they were highly motivated to learn. This would satisfy the three criteria we
have just detailed. The hypothesis they were working on was, in Allwright’s
words, that:
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... if the language teacher's management activities are directed

exclusively at involving the learners in solving communication problems

in the target language, then language learning will take care of itself...

From R Allwright (1979: 170)
In the course which followed, students were given tasks to do outside the classroom
(such as interviewing people and searching fer library books) which involved them
in speaking and reading: real tasks for which the teachers gave no language training,
advice or, crucially, correction. Students also took part in communication games
where the only objective was to complete the task using all and/or any language at
their disposal. A student had to draw the same picture as their partner without
looking at the partner’s picture, for example, or they had to arrange objects in the
same order as their partner without looking at their partner’s objects - both tasks
relying on verbal communication alone. The results, although not scientifically
assessed, were apparently favourable. Everyone enjoyed the process far more
(especially the teachers) and the students’ progress appeared to have been more
impressive than in previous years.

The American applied linguist, Stephen Krashen, writing a short time later,
appeared to be making similar suggestions about language learning too, though by
dividing language ‘learning’ into acquisition and learning he was being far more
speciftc. Language which we acquire subconsciously, he claimed, is language we can
easily use in spontaneous conversation because it is instantly available when we need
it. Language that is learnt, on the other hand, taught and studied as grammar and
vocabulary, is not available for spontaneous use. Indeed, it may be that the only
use for learnt language is to help us to monitor (check) our spontaneous
communication; but then the more we monitor what we are saying, the less
spontaneous we become!

Krashen saw the successful acquisition by students of a second language as being
bound up with the nature of the language input they received. It had to be
comprehensible, even if it was slightly above their productive level, and the students
had to be exposed to it in a relaxed setting. This roughly-tuned input is in stark
contrast to the finely-tuned input of much language instruction, where specific
graded language has been chosen for conscious learning. Roughly-tuned input aids
acquisition, Krashen argued, whereas finely-tuned input combined with conscious
learning does not. '

A further attack on traditional forms of language teaching — especially the use of
repetition and controlled practice — has centred around studies which have
demonstrated that it is impossible to show a direct connection between drilling of
any particular grammatical item, for example, and the acquisition of that item. Dave
Willis describes as a fallacy the idea that controlled practice leads to mastery of
grammar (Wiliis 1996: 48), and others have made the same point, as we shall see in
Chapter 6, 43.

Despite all these claims, however, language teaching has not been quite so
radicalised as some commentators might have expected. This is partly due to the
theories themnselves, whose claims are somewhat weakened when exposed to close
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scrutiny. Take Allwright’s students at the University of Essex: they all had some
knowledge of English, they were all highly motivated (because they would shortly be
taking postgraduate degrees at an English university} and, crucially, they were
studying in England where their opportunities for exposure to English were greatly
increased. Allwright’s solution might have been exactly right for such students — the
ones it was designed for — but it does not follow, therefore, that the same kind of
approach would be appropriate for students at different levels studying in different
situations in other parts of the world.

Krashen’s claims came under sustained attack partly because they were
unverifiable. When someone produces language, how can you tell if this language is
‘learnt’ or ‘acquired’? The speaker will almost certainly be unable to provide you
with the answer, and there are no ways, so far, of finding this out. Second, many
commentators have questioned his suggestion that learnt language can never pass
to the acquired store, This seems observably false, Both roughly-tuned and finely-
tuned input (the latter related, of course, to learning) end up becoming acquired
language at some point; Rod Ellis suggested that communicative activities might be
the switch that took language from the learnt to the acquired store (ELlis 1982},
However, no one has suggested that Krashen is wrong about the beneficial qualities
of comprehensible input in a relaxed setting.

And what of Willis’ criticism of controlled practice, by which he appears to mean
both individual and choral repetition? As we shall see in Chapter 6, A3 controlled
practice may not fulfil the role originally ascribed to it (the mastery of grammar and
vocabulary) but at certain levels it may well have other pay-offs in terms of
encouraging motor skills in the spoken production of new language, and in
providing the illusion of progress to aid the students’ motivation.

Much of the problem in discussing acquisition and learning — in trying to
discover whether ‘language learning will take care of itself” — occurs when the
discussion is divorced from the age of the students (see Chapter 34), the level they
are at {see Chapter 3, B4), their motivation (see Chapter 3c), their educational
culture {see Chapter 68), and the places in which the learning is taking place.

Thus we need to balance the fact that all children acquire language against some of
the speciat conditions in which this takes place. Children receive much greater
exposure than the average second language student. There is some ‘covert teaching’
going on as they acquire not only the language itself but the social routines in which
it is used. First language acquisition is also closely allied to social growth and general
cognitive development.

Most teachers of young learners avoid grammar teaching because experience has
shown that it has little effect, Children subconsciously acquire languages with
considerable ease, Yet adults find things more difficult, especially when they are
learning in classrooms away from target-language communities; for them focused
language study is not only useful, it is almost certainly desirable, and most of them
want it anyway (see Chapter 3, A1 and 3 for more discussion on this point). Just
involving students in communicative tasks may thus be unsatistactory, provoking
‘a general over-emphasis on performance at the expense of progress’ { Wicksteed
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1998: 3). However, there may be special circumstances (such as those described by
Allwright above) where such activities match the motivational drive, level, and
situation of the students concerned.

It seems, therefore, that some concentration on language study is helpful for most
teenagers and adults learning English whether in the form of finely-tuned input or
in some other way, for, as Chapters 6 and 11 will demonstrate, there are many
different means of language study. However, many of the theoretical considerations
discussed in this section have influenced popular methodology, especially the
Communicative approach and its aftermath {see Chapter 6, a4) and Task-based
learning (see Chapter 6, a3).

Noticing

A theme that runs through much discussion of the study of specific graded language
is that if controlled practice does not work as well as it should, and if, in Steven
Pinker’s words, students often depend upon their ‘considerable intellects’ (1994: 29},
then one of the teacher’s main tasks is to make students ‘aware’ of language as an
alternative to teaching it. In this approach, often referred to as ‘consciousness-
raising;, the teacher does not expect students to produce new language immediately
but instead makes them aware of certain of its features. This awareness will help
their acquisition of the language so that when they need to use it, the knowledge
thus gained will help them to produce it accurately and fluently.

Richard Schmidt uses the term ‘noticing’ to describe a condition which is
necessary if the language a student is exposed to is to become language that he or
she takes in (language intake) (Schmidt 1990). Unless the student notices the new
language, he or she is unlikely to process it, and therefore the chances of learning it
(and being able to use it} are slim. This suggestion modifies the view of Stephen
Krashen {see above) who argued that comprehensible input {with no necessary
noticing) was enough for acquisition to take place.

According to Schmidt and based to some extent on his own learning of
Portuguese, second language learners notice a language construction if they come
across it often enough or if it stands out in some way. One way of coming across it,
of course, is through instruction — that is, if teachers draw their attention to it. Of
course, whether or not a teacher is present, students need to have already reached a
level where they can notice the language feature in question.

This emphasis on noticing and awareness-raising may lead people to suggest
that rather than ‘teaching’ an item of language, the teacher’s job is to get students
to notice it when it occurs so that it sinks into the brain where it is processed.

One way of doing this is to organise tasks where certain language naturally
occurs with frequency and where with or without a teacher’s help, the student will
notice it.

The fact that language has been noticed does not mean it has been acquired/
learnt, nor that students can use it immediately. Rob Batstone suggests that
structuring and restructuring of ‘noticed’ language will be necessary to adjust the
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hypotheses that the learner has formed (Batstone 1994: 40—43). This means learners
trying the language out, often in controlled classroom conditions, to test out its
boundaries and characteristics.

Spontaneous production of acquired/learnt language seems to take longer; it
happens when the language in question has had enough ‘processing’ time in the
student’s memory — through noticing and, perhaps, restructuring — to be available
for use. Teachers who expect its instant production in spontaneous conversation are
thus often disappointed, but if they wait it will (if students have noticed it) emerge
in creative language use in due course.

The affective variable

One issue that has preoccupied educators in many disciplines is the students’
response to their learning experiences and how this makes them feel about
themselves. The psychologist Abraham Maslow, for example, suggested that self-
esteern was a necessary ‘deficiency need’ which had to be met before cognitive or
aesthetic needs could be engaged with (Maslow 1987). This idea, that the learner’s
state of mind, his or her personal response to the activity of learning, is central to
success or failure in language learning has greatly influenced teaching methods and
materials writing. This area of theorising has been called the humanist approach and,
as we shall see in Chapter 6, A7, it has given rise to a specific set of teaching methods,

Theorists who are concerned with humanism say that the learner’s feelings are as
important as their mental or cognitive abilities. If students feel hostile towards the
subject of study, the materials, or the teaching methods, they will be unlikely
to achieve much success. The American writer Earl Stevick calls these states
‘alienations’ and suggests that to counter these states, humanist approaches are
called for {Stevick 1996). Stephen Krashen, whose ideas were discussed in Section =,
would probably agree. His claim for the beneficial value of comprehensible input
depends upon the students being relaxed, feeling positive, and unthreatened. If they
are not, then their affective filter is raised and blocks the input from being absorbed
and processed. But if, on the other hand, the affective filter is lowered — because
students are relaxed —then the comprehensible input the students are exposed to
will contribute far more effectively to their acquisition of new language.

How then can teachers ensure that their students feel positive about learning —
that the affective filter is lowered? The psychologist Carl Rogers, whose impact upon
this line of thinking has been profound, suggested that learners needed to feel that
what they were learning was personally relevant to them, that they had to experience
Jearning (rather than just being ‘taught’) and that their self-image needed to be
enhanced as part of the process (Rogers 1994). Education should speak to the ‘whole
person, in other words, not just to a small language-learning facility. In a humanist
classroom, students are emotionally involved in the learning; they are encouraged to
reflect on how learning happens, and their creativity is fostered. The teacher can
achieve this by keeping criticism to a minimum and by encouraging them, in plain
terms, to feel good about themseives. In a humanist classroom learning a language is
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as much an issue of personal identity, self-knowledge, feelings and emotions as it is
about language.

However, not everyone is happy with this view of the language learning
experience. Some humanist activities encourage students to speak from their ‘inner’
selves, saying, for example, how they feel about their lives, their closeness to different
members of their families. john Morgan and Mario Rinvolucri describe such
activities as allowing students to ‘exteriorise their own internal text’ (1986: ). But
critics question whether it is the teacher’s job to ask students to reveal things of a
private nature, and sometimes even to monitor and nurture the students’ inner
selves. There is some criticism, too, that there is a strong cultural bias to this view of
teaching and learning which would be inappropriate in certain situations.
Furthermore a concentration on the inner self may limit the range of language that
students can experience, with more emphasis being placed on interpersonal and
informal language at the expense of other kinds. Lastly, some doubters suggest,
paying too much attention to affective issues in learning may mean that teachers
neglect their students’ cognitive and intellectual development.

It is certainly true that we want to create an unthreatening environment for our
students (just as we will want to foster their cognitive development). We should also
be concerned not to do anything which damages their self-esteem, But how far we
should act as moral guides and quasi-therapists as well as being teachers of language
is a more difficult question, and one which is intimately bound up with our
understanding of the role of teachers (see Chapter 4a).

Discovering language

One school of thought which is widely accepted by many language teachers is that
the development of our conceptual understanding and cognitive skills is a main
objective of all education. Indeed, this is more important than the acquisition of
factual information { Williams and Burden 1997: 24). Such conceptual understanding
is arrived at not through ‘blind learning, but through a process of exploration which
leads to genuine understanding (Lewis 1986: 165). The things we discover for
ourselves are absorbed more effectively than things we are taught.

The practical implications of this view are quite clear: instead of explicitly
teaching the present perfect tense, for instance, we will expose students to examples
of it and then allow them, under our guidance, to work out for themselves how it is
used. Instead of telling students which words collocate with crime, we can get them
to look at a computer concordance of the word {see Chapter 12¢) and discover the
collocations on their own. Instead of telling them about spoken grammar we can get
them to look at transcripts and corne to their own conclusions about how it differs
from written grammar (see Chapter 2, A2). What we are doing, effectively, is to
provoke ‘noticing for the learner’ (see Batstone 1994: 72 and Section ¢ above).

One powerful reason for encouraging language students to discover things for
themselves is the complex nature of language itself. While there may be an argument
at lower levels for reducing its complexity into manageable pieces, students who
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encounter real language outside the classroom will find that it is considerably
‘messier’ than it may appear in a language lesson. Their response to this may well
depend on how prepared they are to observe this messy language and wotk out, for
themselves, how it is put together. Any training in language analysis we have given
them will make them more able to do so. In general, encouraging students to be
more autonomous learners needs to be a key goal for many teachers particularly of
adults and teenagers (see Chapter 24a).

Discovery learning may not be suitable for all students, however, especially if it
conflicts with their own learning culture (see Chapter 6, B1). One student in a piece
of research by Alan Fortune which compared discovery activities with more
traditionally taught grammar said that ‘I feel more secure with a rule because my
intuition does not tell me a lot’ (Fortune 1992; 168). Nor is it clear whether such
techniques work equally well with all items of grammar or lexis. If the language
students are exposed to is over-complex, they may find it difficult to make any
meaningful analysis of it on their own, even if they understand more or less what it
means. As we shall see in Chapter 11, B2, however, discovery activities can have an
important part to play in the study of language, even when students are initially
reluctant to work in this way. In Alan Fortune’s study, quoted above, experience of
such activities caused a significant number of informants to end up preferring them
to more familiar activities.

Chapter notes and further reading

¢ Behaviourism
I first heard the ‘pulling habits out of rats’ witticism expressed by Peter Shaw
though whether he originated it I do not know!

For an easily digestible view of Behaviourism, the work of Skinner (for example)
and its use in Audio-lingualism and Structuralism, see M Williams and R Burden

(1997: 8-13).

® Acquisition and learning
Of all of Krashen’s writing on acquisition and learning the most accessible is
probably The Input Hypothesis (S Krashen 1985).

R Ellis {1988) suggested that it is impossible to show a direct connection between
controlled repetition and the acquisition/learning of some language.

Krashen’s views are effectively challenged in K Gregg (1984). See also ] Harmer
(1983) and a review of an earlier Krashen book in R Ellis (1983).

¢ Controlled practice (repetition)
G Cook (1994) argues that repetition is a pleasurable, valuable, and efficent
language learning activity which makes learners feel they are involved in authentic
and communicative use of language.
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¢ Noticing
For an earlier discussion of consciousness-raising see M Sharwood-Smith (1981).

On noticing activities, leading on to structuring and re-structuring, see R Batstone
{1994: Chapter 7).

Humanistic teaching

Nearly ten years apart, D Atkinson (1989) and N Gadd {1998) express doubts
about humanistic teaching and wonder how far it should be taken. However,
humanism is defended passionately in A Underhill {1989} and J Arnold (1998).
The most complete modern account of the role of affect in language teaching is
} Arnold (ed.) (1999).

Discovery learning

The way ‘real’ language is used “‘untidily’ is demonstrated in D Maule (1988} who

looked at the complexity of conditional sentences in real life and G Yule et al.
(1992) who showed how people really report speech.

For examples of discovery material see R Bolitho and B Tomlinson (1995) and
N Hall and J Shepheard {1991).
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Popular
methodology

A Approaches, methods, procedures, and
techniques

This chapter looks at how theory has been realised in methodological practice.
Within the general area of ‘methodology’ people talk about approaches, methods,
techniques, procedures and models, all of which go into the practice of English
teaching, These terms, though somewhat vague, are definable:
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Approach: this refers to ‘theories about the nature of language and language
learning that serve as the source of practices and principles in language
teaching’ (Richards and Rodgers 1986: 16). An approach describes how language
is used and how its constituent parts interlock — in other words it offers a model
of language competence. An approach describes how people acquire their
knowledge of the language and makes statements about the conditions which
will promote successful language learning.

Method: a method is the practical realisation of an approach. The originators
of a method have arrived at decisions about types of activities, roles of teachers
and learners, the kinds of material which will be helpful, and some model of
syllabus organisation (see Chapter 21a). Methods include various procedures
and techniques (see below) as part of their standard fare.

When methods have fixed procedures, informed by a clearly articulated
approach, they are easy to describe. The more all-embracing they become,
however, the more difficult it is to categorise them as real methods in their
own right.

Procedure: a procedure is an ordered sequence of techniques. For example, a
popular dictation procedure starts when students are put in small groups. Each
group then sends one representative to the front of the class to read (and
remember) the first line of a poem which has been placed on a desk there. Each
student then goes back to their respective group and dictates that line. Each
group then sends a second student up to read the second line. The procedure
continues until one group has written the whole poem (see Example 3 on
page 264).

A procedure is a sequence which can be described in terms such as first you
do this, then you do that ... . Smaller than a method it is bigger than a technique.
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¢  Technique: a common technique when using video material is called ‘silent
viewing’ (see Chapter 20, B1). This is where the teacher plays the video with
no sound. Silent viewing is a single activity rather than a sequence, and as such
is a technique rather than a whole procedure. Likewise the ‘finger technique’ is
used by some teachers who hold up their hands and give each of their five
fingers a word, e.g. He is not playing tennis, and then by bringing the isand the
not fingers together, show how the verb is contracted into isn’t.

A term that is also used in discussions about teaching is ‘model’ — used to describe
typical procedures or sets of procedures, usually for teachers in training, Such
models offer abstractions of these procedures, designed to guide teaching practice.
Confusion occurs when these models are elevated to the status of methods, since
their purpose is pedagogic int terms of training, rather than inspirational as
statements of theoretical belief.

The way in which people announce and develop new teaching practices can make
discussions of comparative methodology somewhat confusing. Some
methodologists, for example, have new insights and claim a new ‘approach’as a
result. Others claim the status of method for a technique or procedure. Some
methods start as procedures and techniques which seem to work and for which an
approach is then developed. Some approaches have to go in search of procedures
and techniques with which to form a method. Some methods are explicit about the
approach they exemplify and the procedures they employ. Others are not.

What the interested teacher needs to do when confronted with a new method, for
example, is to see if and/or how it incorporates theories of language and learning.
What procedures does it incorporate? Are they appropriate and effective for the
classroom situation that the teacher works with? In the case of techniques and
activities, two questions seem worth asking: are they satisfying for both students and
teachers, and do they actually achieve what they set out to achieve?

Popular methodology includes ideas at all the various levels we have discussed,
and it is these methods, procedures, approaches {and models) which influence the
current state of English language teaching.

Audio-lingualism

Audio-lingual methodology owed its existence to the Behaviourist models of
learning that were discussed in Chapter 5a. Using the Stimulus—Response-
Reinforcement model, it attempted, through a continuous process of such positive
reinforcement, to engender good habits in language learners.

Audio-lingualism relied heavily on drills to form these habits; substitution was
built into these drills so that, in small steps, the student was constantly learning and,
moreover, was shielded from the possibility of making mistakes by the design of
the drill.

The following example shows a typical Audio-lingual drill:

Teacher: There’s a cup on the table ... repeat
Students: There’s a cup on the table
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Teacher:  spoon

Students: There’s a spoon on the table
Teacher: Book

Students: There's a book on the table
Teacher:  On the chair

Students: There's a book an the chair
etc.

This kind of patterned drilling has some drawbacks quite apart from whether or
not it can be shown to lead to grammatical and/or lexical mastery of the

structures being focused on (see Chapter 54). In the first place the language is
de-contextualised and carries little communicative function, Second, by doing its
best to banish mistakes, so that students only use correct language, such teaching
runs counter to a belief among many theorists that making (and learning) from
errors is a key part of the process of acquisition. Indeed Audio-lingual methodology
seems to banish all forms of language processing that help students sort out new
language information in their own minds.

Despite these reservations, however, habit-forming drills have remained popular
among teachers and students. The theory behind them still informs some taped
materials in Janguage laboratories, for example {(see Chapter 10£); teachers who feel
insecure with the relative freedoms of some recent methods often feel more
confident with the linguistic restriction of such procedures.

Presentation, Practice, and Production

A variation on Audio-lingualism in British-based teaching and elsewhere is the
procedure most often referred to as PPP, which stands for Presentation, Practice,
and Production. In this procedure the teacher introduces a situation which
contextualises the language to be taught. The language, too, is then presented.

The students now practise the language using accurate reproduction techniques
stch as choral repetition {where the students repeat a word, phrase, or sentence all
together with the teacher ‘conducting’), individual repetition (where individual
students repeat a word, phrase, or sentence at the teacher’s urging}, and
cue-response drills (where the teacher gives a cue such as cinema, nominates a
student by name or by looking or pointing, and the student makes the desired
response, e.g. Would you like to come to the cinema?). These have similarities with the
classic kind of Audio-lingual drill we saw above, but because they are contextualised
by the situation that has been presented, they carry more meaning than a simple
substitution drill. Later the students, using the new language, make sentences of
their own, and this is referred to as production. The following elementary-level
example demonstrates this procedure:

¢  Presentation: the teacher shows the students the following picture and asks
them whether the people in it are at work or on holiday to elicit the fact that
they are on holiday.
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The teacher points to the man and attempts to elicit the phrase He’s swimming
by saying Can anybody tell me ... he’s ... ? or asking the question What's he
doing ... anybody? The teacher then models the sentence (He's swimnting)
before isolating the grammar she wants to focus on (ke’s), distorting it { he’s . ..
he is ... he is}, putting it back together again (he’s ... he’s), and then giving the
model in a natural way once more { Listen ... He's switnming ... he’s swimning).
She may accompany this demonstration of form rules by using some physical
means such as bringing two hands (for ke and is) together to show how the
contraction works or by using the finger technique (see Chapter 11, a1).

Practice: the teacher gets the students to repeat the sentence He'’s swimming
in chorus. She may then nominate certain students to repeat the sentence
individually, and she corrects any mistakes she hears (see Chapter 7). Now she
goes back and models more sentences from the picture (Mary’s reading a book,
Paul and Sarah are playing cards, etc.), getting choral and individual repetition
where she thinks this is necessary. Now she is in a position to conduct a slightly
freer kind of drill than the Audio-lingual one above:

Teacher: Can anyone tell me? ... Mary? ... Yes, Sergio
Student: She's reading a book.
Teacher: Good. etc,

In this cue-response drill the teacher gives the cue (Mary) before nominating a
student {Sergio) who will give the response (She’s reading a book). By cueing
before nominating she keeps everyone alert. She will avoid nominating students
in a predictable order for the same reason.

Usually the teacher puts the students in pairs to practise the sentences a
bit more before listening to a few examiples just to check that the learning has
been effective.

Production: the end point of the PPP cycle is production, which some trainers
have called ‘immediate creativity. Here the students are asked to use the new
language (in this case the present continuous) in sentences of their own. For
example, the teacher may get the students to imagine that they are allin a
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holiday villa. They must now say what each of them is doing, e.g. Sergio’s reading
a book, Juana’s sunbathing, etc. They might write a ‘holiday’ postcard home,

e.g. It’s great here. The sun’s shining. Paul and Sarah are playing foorball ... etc.
or, by changing the situation, they may be asked to say what they think their
friends and relations are doing at that moment, e.g. My mother’s working at the
hospital. My father’s driving to London. My sister’s studying. etc.

As we shall see in a3 (below), the PPP procedure has come in for considerable
criticism over the last few years, especially as a model for teacher trainees to follow.
And even when it was at its most popular teachers knew that what might be
appropriate for beginner and elementary students was less likely to find success at
higher levels where accurate reproduction and controlled repetition seem out of place.

PPP and alternatives to PPP

The PPP procedure came under a sustained attack the 1990s. It was, critics argued,
clearly teacher-centred (at least in the kind of procedure which we have
demonstrated above) and therefore sat uneasily in a more humanistic and learner-
centred framework. It also seems to assume that students learn ‘in straight lines’ —
that is, starting from no knowledge, through highly restricted sentence-based
utterances and on to immediate production. Yet human learning probably is not like
that; it is more random, more convoluted. And, by breaking language down into
simall pieces to learn them, it may be cheating the students of a language which, in
Tessa Woodward's phrase, is full of ‘interlocking variables and systems’ (Woodward
1993: 3). Michael Lewis suggested that PPP was inadequate because it reflected
neither the nature of language nor the nature of learning (Lewis 1993: 190), and one
trainer, Jim Scrivener, even wrote that ‘it is fundamentally disabling, not enabling’
(Scrivener 1994a: 15}. Later however, Scrivener advanced what is perhaps the most
worrying aspect of PPP, the fact that it:

only describes one kind of lesson; it is inadequate as a general proposal
conceyning approaches to language in the classroom. It entirely fails to
describe the many ways in which teachers can work when, for example,

using coursebooks, or when adopting a task-based approach.

From ] Scrivener (1996: 79)

This, then, is the problem. Despite writer Andy Hopkins’ assertion that ‘no language
course these days offers an undiluted diet of the dry meaningless PPP-structured
lessons that so many commentators like to set up as a straw-man foe’ (1995: 1), large
numbers of trainers and trainees still use it as the main default model for the
teaching of new language forms.

In response to these and earlier criticisms many people have offered variations on
PPP and alternatives to it. Keith Johnson offered the ‘deep-end strategy’ as an
alternative (Johnson 1982: Chapter 18}, where by encouraging the students into
immediate production (throwing them in at the deep end) you turn the procedure
on its head. The teacher can now see if and where students are having problems
during this production phase and return to either presentation or practice as and
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when necessary after the production phase is over. A few years later Donn Byrne
suggested much the same thing (Byrne 1986: 3), joining the three phases in a circle
(see Figure 13). Teachers and students can decide at which stage to enter the
procedure.

FIGURE 13: Byrne's ‘alternative approach’

However, more recent models, usually designed for training purposes, have gone
further than this:

ARC: put forward by Jim Scrivener (1994b}, this stands for Authentic use,
Restricted use, and Clarification and focus, The basic premise here is that most
language in the classroom can be described as either A, R, or C. Thus a
communicative activity will demonstrate ‘authentic’ use, whereas a drill, jazz
chant, elicited dialogue or guided writing, for example, will provoke restricted
use of language by students, Finally Clarification language is that which the
teacher and students use to explain grammar, give examples, analyse errors,
elicit or repeat things.

By labelling different parts of any lesson in this way Scrivener is able to
describe lessons differently from the old PPP procedure. An old PPP-type
lesson can now be described as CRA (where the teacher presents a situation,
clarifies the language point, institutes restricted (controlled) practice, before
getting ‘authentic’ use), whereas a different lesson — for example, a task-based
lesson — might follow a procedure such as CACACR. By introducing new
terminology, Scrivener forces us to look at things differently, and by producing
a descriptive rather than a prescriptive tool, he is attempting to offer an insight
into what he called ‘the many ways in which teachers can work.

OHE/III: Michael Lewis claims that students should be allowed to Observe
(read or listen to language) which will then provoke them to Hypothesise about
how the language works before going on to Experiment on the basis of that
hypothesis. Such a description is close to the IIT of McCarthy and Carter
{McCarthy and Carter 1995) where they show students examples of language
like the transcripts of conversations {Illustration); they then give them
discovery activities and questions about the language - for example How would
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you rewrite this spoken language formally? (Interaction) as a result of which,
through such a noticing routine, students will grasp new facts about language
(Induction). We saw an example of the kind of transcript material they might
ask students to study in Chapter 2, A1

ESA: in the ESA model (see Harmer 1998} three components will usually be
present in any teaching sequence, whether of five, fifty, or a hundred minutes.

E stands for Engage. The point here is that unless students are engaged,
emotionally, with what is going on, their learning will be less effective,

S stands for Study and describes any teaching and learning element where
the focus is on how something is constructed, whether it is relative clauses,
specific intonation patterns, the construction of a paragraph or text, the
way a lexical phrase is made and used, or the collocation possibilities of a
particular word.

A stands for Activate and this means any stage at which students are
encouraged to use all and/or any of the language they know. Communicative
activities, for example, are designed to activate the students’ language
knowledge: so too are reading and listening activities when students are doing it
for interest and general understanding such as the extensive reading we discuss
in Chapter 15, a1

ESA allows for three basic lesson procedures. In the first (‘straight arrows’)
the sequence is ESA, much like PPP or CRA (see above). A ‘boomerang’
procedure, on the other hand, follows a more task-based or deep-end approach.
Here the order is EAS, so that the teacher gets the students engaged before
asking them to do something like a written task, a communication game, or a
role-play, Based on what happens there the students will then, after the activity
has finished, study some aspect of language which they lacked or which they
used incorrectly. ‘Patchwork’ lessons, on the other hand, may follow a variety of
sequences such as ones where engaged students are encouraged to activate their
knowledge before studying one and then another language element, and then
returning to more active tasks, after which the teacher re-engages them before
doing some more study, etc.

What all these models demonstrate is a desire to put PPP firmly in its place as one of
a number of teaching procedures for the teacher to employ — rather than the central
plank of good teaching. The goal is flexibility, not rigidity.

The Communicative approach
The Communicative approach — or Communicative Language Teaching (CLT) —is the
name which was given to a set of beliefs which included not only a re-examination of

what aspects of language to teach, but also a shift in emphasis in how to teach.
The ‘what to teach’ aspect of the Communicative approach stressed the
significance of language functions (see Chapter 2, £2) rather than focusing solely on
grammar and vocabulary. A guiding principle was to train students to use these
language forms appropriately in a variety of contexts and for a variety of purposes.
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The *how to teach aspect’ of the Communicative approach is closely related to the
idea that ‘language learning will take care of itself’ (see Chapter sB), and that
plentiful exposure to language in use and plenty of opportunities to use it are vitally
important for a student’s development of knowledge and skill. Activities in CIT
typically involve students in real or realistic communication, where the accuracy
of the Janguage they use is less important than successful achievement of the
communicative task they are performing. Thus role-play and simulation (see
Chapter 19, B6) have become very popular in CLT, where students simulate a
television programme or a scene at an airport — or they might put together the
simulated front page of a newspaper. Sometimes they have to solve a puzzle and
can only do so by sharing information. Sometimes they have to write a poem or
construct a story together.

What matters in these activities is that students should have a destre to
communicate something. They should have a purpose for communicating (e.g. to
make a point, to buy an airline ticket, or write a letter to a newspaper). They should
be focused on the content of what they are saying or writing rather than on a
particular language form. They should use a variety of language rather than just one
language structure. The teacher will not intervene to stop the activity; and the
materials he or she relies on will not dictate what specific language forms the
students use either. In other words such activities should attempt to replicate
real communication. All this is seen as being in marked contrast to the kind of
teaching and learning we saw in a1 and a2 above. They are at opposite ends of a
‘communication continuum’ {see Figure 14).

Nen-communicative activities Communicative activities

* 3 desire to communicate
¢ a communicative purpose

& no communicative desire
* No communicative purpose

¢ form not content

¢ one language item only
¢ teacher intervention

» materials control

¢ content not form

e variety of language

* no teacher intervention
¢ no materials control

FIGURE 14: The communication continuum

Not all activities occur at either extreme of the continuum, however. Some may

be further towards the communicative end, whereas some may be more non-
communicative. An activity in which students have to go round the class asking
questions with a communicative purpose, but with some language restriction, may
be nearer the right-hand end of the continuum, whereas a game which forces the
use of only one structure (with the teacher intervening occasionally), will come near
the non-communicative end.

A key to the enhancement of communicative purpose and the desire to
communicate is the information gap. A traditional classroom exchange in which one
student asks Where's the library ? and another student answers It’s on Green Street,
Japposite the bank when they can both see it and both know the answer, is not much
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like real communication. If, however, the first student has a map which does not
have the bank listed on it, while the other student has a different map with post office
written on the correct building — but which the first student cannot see — then

there is a gap between the knowledge which the two participants have. In order

for the first student to locate the bank on their map, that information gap needs to
be closed.

The Communicative approach or Communicative Language Teaching (CLT) have
now become generalised ‘umbrella’ terms to describe learning sequences which aim
to improve the students’ ability to communicate, in stark contrast to teaching which
is aimed more at learning bits of language just because they exist and without
focusing on their use in communication. But while it has been widely accepted for
some time that communicative activities are a vital part of a teacher’s repertoire, it
is less clear whether it is possible to pin down exactly what a communicative
approach is. After all, most language teaching aims to improve the students’
communicative ability, whatever techniques the teacher uses to promote this. And
CLT has also included snatches of drilling and focused language work despite the
non-communicative nature of such activities.

Communicative Language Teaching has come under attack from teachers for
being prejudiced in favour of native-speaker teachers by demanding a relatively
uncontrolled range of language use on the part of the student, and thus expecting
the teacher to be able to respond to any and every language problem which may
come up. In promoting a methodology which is based around group and pairwork,
with teacher intervention kept to a minimum during, say, a role-play, CLT may also
offend against educational traditions which it aimed to supplant. We will return to
such issues in detail in 81 (below). CET has sometimes been seen as having eroded
the explicit teaching of grammar with a consequent loss among students in accuracy
in the pursuit of fluency.

Despite these reservations, however, the communicative approach has left an
indelible mark on teaching and learning, resulting in the use of communicative
activities in classrooms all over the world.

Task-based learning

The idea of Task-based learning (TBL) was greatly popularised by N Prabhu who,
working with schools in Bangalore, southern India, speculated that students were
just as likely to learn language if they were thinking about a non-linguistic problem
as when they were concentrating on particular language forms (see Prabhu 1987).
Instead of a language structure, in other words, students are presented with a task
they have to perform or a problem they have to solve. For example, after a class
performs some pre-task activities which involve questions and vocabulary checking
{e.g. What is this? It’s a timetable. What does ‘arrival’ mean?), they ask and answer
questions to solve a problem such as finding train-timetable information, e.g. When
does the Brindavan express leave Madras/arrive in Bangalore? (Prabhu 1987: 32}.
Although the present simple may frequently be used in such an activity, the focus of
the lesson is the task, not the structure.
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One way of looking at Task-based learning is to see it as a kind of ‘deep-end’
strategy (see Johnson 1982), or, in the words of Jane Willis, ‘like a sort of PPP upside
down’ {Willis 1994: 19). In other words students are given a task to perform and only
when the task has been completed does the teacher discuss the language that was
used, making corrections and adjustments which the students’ performance of the
task has shown to be desirable. However, as Willis herself makes clear, Task-based
methodology is in fact considerably more complicated than this. She suggests three
basic stages: the Pre-task, the Task cycle, and Language focus (see Figure 15).

Pre-task
Infroduction to
. topic and task

Task cycle
Tersk
Planning
Report

Language focus
Analysis
Practice

FIGURE 15! The Willis TBL framework {Willis 1096: 52)

In the Pre-task the teacher explores the topic with the class and may highlight useful
words and phrases, helping students to understand the task instructions. The
students may hear a recording of other people doing the same task. During the Task
cycle, the students perform the task in pairs or small groups while the teacher
monitors from a distance. The students then plan how they will tell the rest of the
class what they did and how it went, and they then report on the task either orally or
in writing, and/or compare notes on what has happened. In the Language focus stage
the students examine and discuss specific features of any listening or reading text
which they have looked at for the task and/or the teacher may conduct some form of
practice of specific language features which the task has provoked.

TBL implies a shift away from some traditional teacher roles (see Chapter 48). We
cannot always be acting as a controller if we want students to ‘manipulate,
comprehend and interact’ with a task (Nunan 1989a: 10). It suggests different
attitudes to accuracy on the part of the teacher from the Audio-lingual approach
and the PPP procedure too. The emphasis on language study will decrease in
sroportion to the amount of time spent on the tasks themselves,

Critics of TBL have worried about its applicability to lower learning levels —
-hough in fact there are many tasks that are suitable for beginners and/or younger
<carners. They have also asserted that while it may be highly appropriate to base
some learning on tasks, it would be ‘unsound’ to make tasks ‘the basis for an entire
~=dagogical methodology’ (Seedhouse 1999: 155). Seedhouse points out that the kind
.7 interaction which typical tasks promote leads to the use of specific ‘task-solving’
_—=zuistic forms. These fail to include the kind of language we might expect from
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discussion, debate, or social interactions of other kinds. There is also a problem with
how to grade tasks in a syllabus, as we shall see in Chapter 21, a2.

Despite these caveats, however, tasks are now widely used in language teaching,
either as the basis of a language course or as one of its component parts.

Four methods

Four methods, developed in the 1970s and 1980s, have had a considerable impact
upon language teaching even if they are rarely used exclusively in ‘mainstream’
teaching. They are frequently described, together, as humanistic approaches because
in three out of the four cases at least, the designers are primarily concerned to lower
the students’ affective filters (see Chapter 5p), and so remove a psychological barrier
10 learning. Nevertheless, as many commentators point out, there are elements in
the Silent Way or Total Physical Response (see below) which seem entirely teacher-
centred and may, indeed, cause exactly the kind of anxiety which humanist
theorising aims to prevent.

¢ Community Language Learning: in the classic form of Community
Language Learning (CLL) students sit in a circle. It is up to them to decide
what they want to talk about. A counsellor or a ‘knower’ stands outside the
circle. The knower provides or corrects target language statements so that if, for
instance, a student says something in their own language, the knower can then
give them the English equivalent for them to use.

A student says what he or she wants to say either in English or in his or
her first language. In the latter case the knower translates it into English, in
effect ‘teaching’ the student how to make the utterance. The student can now
say what he or she wants to the circle. Later, when students are more confident
with the language, they can be put in lines facing each other for pairwork
discussion.

In some CLL lessons the students’ utterance — helped or provided by the
knower — are recorded onto tape to be analysed later. There is often a period for
reflection during which students comment frankly on how they felt about the
activity. In all of these cases teachers help students achieve what they want,
offering help and counsel to the ‘community’ of the class. The job is to
‘facilitate’ rather than to ‘teach’

The influence of CLL in mainstream teaching has been fairly pronounced.
The idea that students should reflect upon their learning experiences is now
widely accepted as we shall see in Chapter 24, a1. We have already seen in
Chapter 4 how teachers need to be conscious of the variety of roles they can
adopt in the classroom, and the idea that they should use English to
communicate things that they want to say is not disputed.

¢ The Silent Way: one of the most notable features of the Silent Way is the
behaviour of the teacher who, rather than entering into conversation with the
students, says as little as possible. This is because the founder of the method,
Caleb Cattegno, believed that learning is best facilitated if the learner discovers
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and creates language rather than just remembering and repeating what has been
taught. The learner should be in the driving seat, in other words, not the teacher.

In the Silent Way learners interact with physical objects too, especially
Cuisenaire rods — which we will describe in more detail in Chapter 10D. There is
a problem-solving element involved too, since students have to resolve language
construction problems for themselves.

[n a classic Silent Way procedure, a teacher models sounds while pointing to
a phonemic chart — or to an arrangement of Cuisenaire rods. A student imitates
the teacher and the teacher indicates (silently} if he or she is correct. If not,
another student is prompted to help the first student. A third or fourth student
is prompted if necessary until a correct version of the phoneme is produced.
The class continues with the teacher pointing to different phonemes while the
students work out what they are — and then how to combine them. Later,
students can point to elements on the chart or arrange the Cuisenaire rods in
such a way that they have provided a stimulus for the language in the same way
as the teacher did. They and their colleagues have to work out what the correct
language is.

Through all this procedure the teacher indicates by gesture or expression
what the students should do and whether or not they are correct. Examples and
corrections are only given verbally if no student can do it first time round. Thus
it is up to the students — under the controlling but indirect influence of the
teacher — to solve problems and learn the language.

To some, the Silent Way has seemed somewhat inhuman, with the teacher’s
silence acting as a barrier rather than an incentive. But to others, the reliance
students are forced to place upon themselves and upon each ather is exciting
and liberating,. It is students who should take responsibility for their learning; it
is the teacher’s job to organise this.

The Silent Way has had a direct influence on mainstream teaching by
promoting the use of phonemic charts and pointing to objects and sounds
(see Example 2 in Chapter 13, B1), and Cuisenaire rods (see Chapter'lon}, and
an indirect one in the use of discovery technigues (Chapter 1, B2).

Suggestopaedia: developed by Georgi Lozanov, Suggestopaedia sees the
physical surroundings and atmosphere of the classroom as of vital importance.
By ensuring that the students are comfortable, confident and relaxed, the
affective filter is lowered, thus enhancing learning.

A feature of Suggestopaedia is referred to as ‘infantilisation’; that is the
teacher and students exist in a parent-children relationship where, to remove
barriers to learning, students are given different names from their outside real
ones. Traumatic themes are avoided, and the sympathy with which the teacher
treats the students is vitally important.

A Suggestopaedic lesson has three main parts. There is an oral review
section in which previously learnt material is used for discussion. This is
tollowed by the presentation and discussion of new dialogue material and its
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native language equivalent. Finally, in the ‘séance’ or ‘concert’ session, students
listen to relaxing music (slow movements from the Baroque period at about
sixty beats per minute are preferred) while the teacher reads the new dialogue
material in a way which synchronises with the taped music. During this phase
there are also ‘several minutes of solemn silence’ (Lozanov 1978: 272) and the
students leave the room silently.

The emphasis on lowering the affective filter is now accepted as an
important part of all teaching. Music is frequently used in classes too, though
not necessarily in the ways and of the type that Lozanov recommended
(see Chapters 3, Bs, and 16¢).

¢ Total Physical Response (TPR): the originator of TPR, James Asher, worked
from the premise that adult second language learning could have similar
developmental patterns to that of child language acquisition. If children learn
much of their language from speech directed at them in the form of commands
to perform actions, then adults will learn best in that way too. Accordingly, TPR
asks students to respond physically to the language they hear. Language
processing is thus matched with physical action.

Like many other methodology devisers, Asher sees the need to lower the
affective filter and finds that organising physical actions in the classroom helps
to do this. A typical TPR class might involve the teacher telling students to ‘pick
up the triangle from the table and give it to me’ or ‘walk quickly to the door and
hit it’ (Asher 1977: 54—56). When the students can all respond to commands
correctly, one of them can then start giving instructions to other classmates.

Critics of TPR point out that this kind of teaching may only be appropriate
for beginner learners and question how TPR ties in with any real-world needs.
Asher himself says it should be included together with other methods. Yet
certain features of TPR have had an influence. In TPR students do not have to
give instructions themselves until they are ready. This kind of pre-speaking
phase was considered of vital importance by Stephen Krashen and Tracey
Terrell in their book The Natural Approach (Krashen and Terrell 1982). And in
responding to commands students get a lot of comprehensible input (see
Chapter 5B}, and in performing physical actions they seem to echo the claims
of Neuro-linguistic programming that certain people benefit greatly from
kinaesthetic activity (see Chapter 3, B5}.

Humanistic teaching

Concerns about the affective variable (see Chapter sp) influenced the designers

of methods such as Community Language Learning and Suggestopaedia. But
humanistic teaching has also found a greater acceptance at the level of procedures
and activities, in which students are encouraged to make use of their own lives and
feelings in the classroom. Such exercises have a long history and owe much to a work
from the 1970s called Caring and Sharing in the Foreign Language Classroom by
Gertrude Moscowitz (Moscowitz 1978) in which many activities are designed to
make students feel good and remember happy times whilst at the same time
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practising grammar items. Students might be asked to make sentences with wasand
were about their favourite things, for example When I was a child my favourite food
was hamburgers or When I was a child iy favourite relative was my uncle.

A more recent example of the same kind of thinking is the following ‘choosing
the passive’ activity. Students are asked to read paired active and passive sentences
and to underline the sentence from each pair which best fits their personal story.
They can change words too (e.g. from loved to ignored) if they want.

 PASSIVE AND ACTIVE LIST~

I was born, I pushed out of my mother's womb.
I was taught to yawn. 1 gave my first yawn,
I was shown how to crawl. I crawled all over the floor.

I was loved by my Dad.

I loved my Dad. -

From More Grammar Gamesby M Rinvolueri and P Davis (Cambridge University Press)

Students then explain their choices to each other and, later, write their own passive
and active sentences. By the end of the activity they will have said a lot about
themselves, reflected on their lives, and will have come to understand a lot about the
relationship between active and passive verb forms.

The decision to use humanistic-style activities will depend on how comfortable
teachers and students are about working with real lives and feelings. In one sense it
seems crazy not to. Nevertheless, as we saw in Chapter 3p, this has not stopped
people from worrying about how appropriate it is to have the teacher encouraging
personal disclosure on the part of the students; how well are teachers able to deal
with such disclosure(s)? How culturally appropriate is the idea of talking about
personal experiences and feelings? However, those who enjoy taking such
exercises into class feel that using the students themselves as the topic may help
them to ‘absorb grammar, as it were, through peripheral vision’ { Rinvolucri and
Davies 199s: xii).

. The Lexical approach
The Lexical approach, discussed by Dave Willis {Willis 1990) and popularised by the
writer Michael Lewis (1993, 1997), is based on the assertion that ‘language consists
not of traditional grammar and vocabulary but often of multi-word prefabricated

E chunks’ (Lewis 1997: 3). These are the ‘lexical phrases’ that were discussed in Chapter
2 B4, the collocations, idioms, fixed and semi-fixed phrases which form such an
anportant part of the language. Lewis proposes that fluency is the result of the
acquisition of a large store of fixed and semi-fixed prefabricated items which are
“available as the foundation for any linguistic novelty or creativity’ (1997: 15).

This highlighting of an area of language that was, perhaps, previously undervalued

nis played a valuable role in provoking debate about what students should study.
-. <xcal approach would steer us away from an over-concentration on syntax and
e usage (with vocabulary slotted into these grammar patterns) towards the
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teaching of phrases which show words in combination, and which are generative in
a different way from traditional grammar substitution tables. Thus, instead of
teaching will for the future, we might instead have students focus on its use in a
series of ‘archetypical utterances’ (Lewis 1993: 97), such as I'll give you a ring, I'll be in
touch, I'll see what I can do, Pll be back in a minute, etc.

In the area of methodology Lewis’ account of a Lexical approach is fairly
straightforward. Typical activities include asking students to add intensifiers to semi-
fixed expressions, e.g. It’s obvious something’s gone wrong (quite} (Lewis 1997: 96),
and getting students, once they have read a text, to underline all the nouns they can
find and then to underline any verbs that collocate with those nouns (1997: 109).
Word-order exercises can be adapted to focus on particular phrase components, as
in this example for expressions with get:

Rearrange these to make fixed expressions with the verb (get).

. Things much can't worse ger.

What we 1o there are supposed time ger?

. I you the very werent happy impression got.
. We've we as as the for can far moment gor,

. We be to don't anywhere seem getting.

. What you I can ger?

T R D —

Which of these suggests:

flying  offeringadrink  frustration despair

‘Sentence anagrams’ from Implementing the Lexical Approach by M Lewis (Language Teaching Publications)

Elsewhere, however, Lewis suggests that exposure to enough suitable input, not
formal teaching, is the key to increasing the learner’s lexicon;, and that ‘most
vocabulary is acquired, not taught’ {1997: 197).

Suggesting that language should be taught in such a Lexical approach is not
without problems, however. In the first place, no one has yet explained how the
learning of fixed and semi-fixed phrases can be incorporated into the understanding
of a language system. Indeed it can be argued that learning the system is a vital
prerequisite of the ability to string phrases together into a coherent whole.
Otherwise we are left with the danger of having to learn an endless succession of
phrase-book utterances, ‘all chunks but no pineapple’ (Thornbury 1998: 12).

Another problem is the way in which we might order such phrases for teaching
and learning purposes or, if we believe that exposure to enough suitable input is the
key, what kind of input that should be.

Finally we need to ask in what way a Lexical approach differs from other accounts
of language teaching since there are as yet no sets of procedures to exemplify an
approach to language learning.

Despite these reservations, however, the Lexical approach has certainly drawn our
attention to facts about the composition of language; what it has not yet done is
make the leap from that stage to a set of pedagogic principles or syllabus
specifications which could be incorporated into a method.
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What methodology?

With so many different approaches and methods available, many teachers are unsure
of which to choose and how to go about making that choice. In this section we will
look at some of the cultural implications of the methods we use, and come to some
conclusions about the bases on which we can decide on our approach to teaching.

Methods and culture

In the following transcript from a class at the University of Alabama in Tuscaloosa,
USA, two students, a Japanese male (53) and a Malaysian fermale (S4} are taking part
in a role-play about buying a wedding dress. Hovering over them to help and/or
correct is the teacher (T2).

54: The price ...

53: A little costly ...

712: (helping out) Too expensive.

$3:No ... not ... a little costly?

T2: 0K, so you won't choose that because it is too expensive ...

$3:1 think it is costly.

72: Yeah, in English we say too expensive.

$3:1 can't say costly?

72: Well ... {fong pause). Costly is 0K, yeah, but more often ... probably we
say expensive ...

$3: 0K, you are my teacher ... (laughs)

72: No, you dont have to agree with me ..,

53:Idon't have to ... ?

From B Kumaravadivelu {1991: 107}

This exchange is interesting for a number of reasons: in the first place $3 has come
across the word costly before and is sure it is right, so sure, in fact, that he does not
want to let it go. In the second place the teacher’s attempts to help, well-meaning as
they are, run into an essential problem which so many teachers face in the hurly-
burly of the classroom. What is the difference between costly and expensive? The
teacher is left to fall back on the common explanation (since he is unable, on the
spot, to summon up the necessary information about why the meanings are
different} that more often ... we say expensive. But it is what happens next that is
most interesting. In a sense S3 gives up the fight, and, accepting that the teacher is
ultimately the authority figure in an educational exchange (OK, you are my teacher),
agrees to change the word he has fought so hard to keep. The teacher is not very sure
of his authority, however, believing perhaps that his role is facilitative, that teachers
and students are essentially equal as they work towards a common learning goal.
No, he says, you don’t have to agree with me ... at which point the student gets
really confused, and his (derisory? amused? puzzled?} comment is the question |
imthaveto...?

What has happened in this short incident is that two educational cultures seem
:0 have come sharply into conflict, that there is, in Kumaravadivelu’s words, a
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mismatch between ‘“teacher intention and learner interpretation’ In the same way
Greg Ellis points to similar mismatches when ‘communicative’ teachers who have a
facilitative view of the teacher’s role in communicative activities try and impose this
view of the teacher—student relationship in cultures where students expect the
teacher to behave in a more authoritative way (Ellis 1996: 213-218).

As Alistair Pennycook has said, ‘we need to see English language teaching as
located in the domain of popular culture as much as in the domain of applied
linguistics’ { Pennycook 1998: 162). Qur attitudes to the language, and to the way it is
taught, reflect cultural biases and beliefs about how we should communicate and
how we should educate each other. And where, as in the example above, there are
differing beliefs or expectations, the teaching-learning exchange can become
problematic. Dilys Thorp goes further and suggests that where these mismatches are
concerned, it is the students — not the teachers — who tend to get judged negatively.
‘What, she wonders, are we to make of the following comment by a British lecturer
about an Indonesian student; ‘his work shows that he’s very bright, but he’s quiet in
class’ (Thorp 1991: 112)? If the comment was made about a British student, she
suggests, it might indeed indicate that the student was of a quiet and shy disposition,
whereas for the Indonesian student the judgement might not be about that student’s
personality at all, but rather about norms of classroom behaviour that the student
feels are culturally appropriate. It is far too easy, she writes,  to think that our own
ideas as to what constitute “good” learning are universal, and forget their cultural
specificity” (Thorp 1991: 7).

The fact is that many of the approaches and teaching methods we have discussed
in this chapter are based on a very western idea of what constitutes ‘good’ learning.
For example, we have expected active participation in class, and we have encouraged
adventurous students who are prepared to *have a go’ even when they are not
completely sure of the language they are trying to use. We sometimes ask students to
talk about themselves and their lives in a potentially revealing way. We tell students
that they should take charge of their learning, that the teacher is a helper and guide
rather than the source of knowledge and authority. Yet all of these tenets fly in the
face of the educational traditions of some different cultures. Thus British and
American teachers working in other countries, for example, sometimes complain
that their students have ‘nothing to say’ when in fact it is not an issue of the students’
intelligence, knowledge, or creativity which makes them reluctant to communicate
in a British or American way, but their educational culture.

The situation is no easier for the students themselves who are being subjected to
methods which they find extremely uncomfortable, or for which they are simply
unprepared. Nor is this problem restricted to teachers from one culture teaching
students from another. In 1998 an Argentinian teacher, Pablo Toledo, posted a
message to a discussion list on the Internet for teachers from South America which
he called ‘How?’ after the celebrated poem by the American Allan Ginsberg (Toledo
1998). In his posting he lamented the fact that teachers who try ‘affective learning’
and humanistic teaching, who try drama and role-play and other communicative
techniques, fall flat on their faces in secondary classes where the students are not
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interested and who merely wish to get good grades. He argues passionately for a new
kind of methodology to suit that kind of reality since the ideas developed in ‘comfy
litle schools with highly motivated students’ just are not right for less ‘privileged’
contexts, ‘not), he writes, ‘because there is something wrong with the ideas, but they
just were not made for our teaching reality, and do not deal with cur problems.

These are some of the realities of the classroom which methodological theories
sometimes ignore, Where teachers blindly follow one or other method or procedure
even in the face of student resistance or incomprehension, we get the kind of
problems which we have discussed so far. What then is to be done?

Teaching and learning is a contract between two parties for which they both need to
agree the terms. It is not a one-sided affair. Teachers need to understand student wants
and expectations just as much as they are determined to push their own
methodological beliefs. However, this does not necessarily mean that they have to
abandon their own theories because the students are not used to what their teacher
wants to do. It means, instead, that some accommeodation has to be reached between
what the two parties want and expect. It means, perhaps, initiating gradual rather than
immediate change. If students are not used to giving instant opinions in class, for
example, teachers can introduce the procedure gradually. Perhaps, instead of trying to
get students to say, in front of their classmates, what they think is beautiful (a question
which might meet with an uncomfortable silence) the teacher could dictate this
sentence to her students: One of the most beautiful things I have ever seen is ... . She can
then ask them, individually, to complete the sentence in writing in any way they want
(e.g. seriously, humorously, profoundly) with one word or a whole phrase. When they
have done this they can read their sentences out. Two sentences, from Japanese
students, that stick in my mind are: One of the most beautiful things [ have ever seen is
sunrise over Mount Fuji, and One of the most beautiful things I have ever seen is my
daughter’s smile. If the teacher perceives that students are very worried about making
mistakes in their sentence completion, she can check the sentences first before the
students read them aloud. There is nothing special about this procedure, of course, but
it is possible that activities like this will gradually move students, over time, to a
position where they are more prepared to speak spontaneously in class. They bridge
the gap between original teacher intention and initial student discomfort.

Dilys Thorp, whose article was cited above, had the same kind of problem with
her students in China when they were confronted with listening tasks. An important
skill for students is listening for gist (general understanding) without getting
hung up on the meaning of every single word (see Chapter 14, a4). Yet Thorp’s
students were not used to this idea; they wanted to be able to listen to tapes again
and again, translating word for word. It is worth quoting her response to this
situation in full:

In listening, where they needed the skilt of Listening for gist and not
every word, and where they wanted to listen time and time again, we
gradually weaned them away from this by initially allowing them to listen
as often as they liked; but in return - and this was their part of the
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bargain - they were to concentrate on the gist and answer guided
questions. These guided questions moved them away from a sentence-by-
sentence analysis towards inferential interpretation of the text, Then, we
gradually reduced the number of times they were allowed to listen. This
seemed to work: it was a system with which they were happy, and which

enabled them to see real improvements in their listening skills.
From D Thorp (19s1: 115)

Teaching and learning is about making the kind of bargain that Thorp describes,
Even where teachers and students come from the same town, village, or social group
they are likely to live in different cultures — that of teacher and student. Reaching an
accommodation between those two cultures (which may involve moderating beliefs,
and making compromises — for example, where teacher and students have different
views on how often the textbook should be used) is part of what all teachersdo to a
greater or lesser extent. It is one of the things which makes teaching consistently
challenging.

Making choices

It is extremely difficult to come to conclusions about which approaches and
methods are best and/or most appropriate for our own teaching situations. As
previous chapters have suggested, both theorists and practitioners argue constantly
about how languages are learnt and the best ways to encourage this. Yet certain
conclusions can be drawn:

¢  Exposure to language: students need constant exposure to language since this
is a key component of language acquisition.

¢ Input: students need comprehensible input but this is not enough in itself,
unless there is some language study or some opportunity for noticing or
consciousness-raising to help students remember language facts.

¢  CLT: communicative activities and task-based teaching offer real learning
benefits, though neither tasks nor communicative activities on their own are
sufficient for a whole language programme.

¢  The affective variable: anxiety needs to be lowered for learning to take
place.

¢ Discovery: where culturally appropriate, students should be encouraged to
discover things for themselves, as this is likely to lead to better retention in the
long run.

¢  Grammar and lexis: lexis is as important as grammar. Showing how words
combine together and behave both semantically and grammatically is an
important part of any language learning programme.

¢  Methodology and culture: teaching methodology is rooted in popular
culture. Assumptions that methodologists and teachers make are not
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necessarily shared by students from different traditions, Compromise may
be necessary.

All this amounts to a pragmatic eclecticism where decisions about what and how to
teach are based, essentially, on what seems to work. The alternative models to PPP
discussed in a3 offer coherent frameworks for the operation of such an edecticism.
What seems to work will depend upon the age and character-type of learners, their
cultural backgrounds, and the level they are studying at — not to mention the
teacher’s own beliefs and preferences. Course designers and materials writers have a
large part to play here since any coursebook that is used embodies approaches and
methods. Writers of current coursebooks tend to mix work on language skills with
various kinds of study, providing communicative activities alongside more
traditional grammar practice, and mixing in elements of learner training (see
Chapter 24, 1) and activities designed to encourage humanistic engagement.

What really matters, for teachers who wish to grow and develop as they teach
(and for the students whom they work with), is that practices should be constantly
scrutinised to see if they are working and why or why not. That is why action research
is so important, as we shall see in Chapter 24, B1. If we and our students constantly
monitor our classes and adjust what we do accordingly, there is a really good chance
that the methods and techniques we use will be the best for the classes we teach.

Pragmatic eclecticism does not just mean that ‘anything goes. On the contrary,
students have a right to expect that they are being asked to do things for a reason,
and that their teacher has some aim in mind which he or she can, if asked,
articulate clearly. Teaching plans should always be designed to meet ant aim or aims

(see page 314).

Chapter notes and further reading

* Approaches and methods
For a discussion of approach vs. method, etc. see ] Richards and T Rodgers (1986:
Chapter 2).

* Audio-lingualism
For a concise description of Audio-lingualism, see Williams and Burden (1997
10-13). Chapters 2 and 3 of Richards and Rodgers (1986) put Audio-lingual
methodology into its context.

¢ PPP and teaching models
For a classic description of PPP, see D Byrne (1986: Chapter 1). Some of the books
and articles which influenced the PPP debate of the 1990s are Lewis (1993, 1996)
whose critiques became increasingly pronounced, articles in Sections 1and 2 of |
and D Willis (eds.) (1996), T Woodward {1993), and ] Harmer (1996).
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Communicative approaches
For a discussion of what a communicative activity really is, see ] Harmer (1982).

The appropriacy of the Communicative approach both in and outside inner circle
countries (see Chapter 1, 81) has come under attack from P Medgyes (1986) and G
Ellis (1996).

The whole value of the Communicative approach was the subject of a bitter

clash in the mid-1980s between M Swan (Swan 1985) and H Widdowson
(Widdowson 1985). ;

Task-based learning
On TBL in general, see C Crookes and S Gass (1993a and b) and D Willis (1990).
J Willis (1996) suggests a specific approach to TBL.

On teacher and learner roles in TBL it js well worth reading D Nunan (1989a;
Chapter 4).

Four methods

H Douglas Brown (2000: 103-108) calls these ‘Designer methods’ See also M Celce
Murcia (1981). J Richards and T Rodgers {1986) have excellent separate chapters
for each.

On Community Language Learning, see C Curran (1976) and L La Forge (1983).
On the Silent Way, see C Gattegno (1976) and R Rossner (1982},

On Suggestopaedia, read G Lozanov (1978). More easily accessible examples can
be found in ] Cureau (1982) and M Lawlor (1986). On Total Physical Response, see
J Asher {1977).

The Lexical approach

A major populariser of the Lexical approach has been M Lewis (1993, 1997).
D Willis (1590) wrote about a lexical syllabus,

An impressive critique of Lewis’ work is S Thornbury (1998). An enthusiast for the
Lexical approach is M Baigent (1999).

Methodology and culture

C Kramsch and P Sullivan {1996) write about appropriate pedagogy from their
experiences of teaching and researching in Vietnam.

‘We should avoid making assumptions about what students from different
methodological cultures appreciate. ] Flowerdew, for example, shows how
groupwork is appropriate in a Hong Kong setting (Flowerdew 1998).

W Littlewood {2000) urgently reminds us that not all the individuals in a
culture share the same educational beliefs or respond in the same way.



Mistakes and
feedback

Feedback encompasses not only correcting students, but also offering them an
assessment of how well they have done, whether during a drill or after a longer
language production exercise. The way we assess and correct students will depend
not only upon the kind of mistakes being made (and the reasons for them), but also
on the type of activity the students are taking part in.

Students make mistakes

One of the things that puzzles many teachers is why students go on making the same
mistakes even when such mistakes have been repeatedly pointed out to them. Yet not
all mistakes are the same; sometimes they seem to be deeply ingrained, yet at other
times students correct themselves with apparent ease.

In his book on mistakes and correction ]ulia:n Edge suggests that we can divide
correct themselves once the mistake l;e_l-s._ﬂeen pomted out to them}, errors’
(mistakes which they cannot correct themselves — and which therefore need
explanation), and ‘attempts’ (that is when a student tries to say something but does
not yet know the correct way of saying it) (Edge 1989: Chapter 2). Of these, it is the
category of errors that most concerns teachers, though the students attempts will
tell us a lot about their current knowledge — and may well provide chances for
opportunistic teaching (see Chapter 1, a2).

It is now widely accepted that there are two distinct causes for the errors which
most if not all students make at various stages:

¢ L1 interference: students who learn English as a second language already have
a deep knowledge of at least one other language, and where L1 and English
come into contact with each other there are often confusions which provoke
errors in a learner’s use of English. This can be at the level of sounds: Arabic, for
example, does not have a phonemic distinction between /f/ and /v/, and Arabic
speakers may well say ferry when they mean very. It can be at the level of
grammar where a student’s first language has a subtly different system: French
students often have trouble with the present perfect because there is a similar
form in French but the same time concept is expressed slightly differently;
Japanese students have problems with article usage because Japanese does not
use the same system of reference, and so on, It may, finally, be at the level of
word usage where similar sounding words have slightly different meanings:
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librerfa in Spanish means ‘bookshop; not ‘library; embarazada means
‘pregnant, not ‘embarrassed’ (such so-called ‘false friends’ are common between
Romance languages).

* Developmental errors: for a long time now researchers in child language
development have been aware of the phenomenon of ‘over-generalisation’
This is best described as a situation where a child who starts by saying Daddy
went, They came, etc. perfectly correctly suddenly starts saying * Daddy goed and
*They comed. What seems to be happening is that the child starts to ‘over-
generalise” a new rule that has been (subconsciously) learnt, and as a result even
makes mistakes with things that he or she knew before. Later, however, it all gets
sorted out, as the child begins to have a more sophisticated understanding, and
he or she goes back to saying went and came whilst, at the same time, handling
regular past tense endings.

Foreign language students make the same kind of ‘developmental’ errors as
well. This accounts for mistakes like *She is more nicer than him where the
acquisition of more for comparatives is over-generalised and then mixed up with
the rule that the student has learnt — that comparative adjectives are formed of
an adjective + -er. Errors of this kind are part of a natural acquisition process.
When second language learners rhake errors, they are demonstrating part of the
natural process of language learning.

Errors are part of the students’ interlanguage, that is the version of the language
which a learner has at any one stage of development, and which is continually
reshaped as he or she aims towards full mastery. When responding to errors teachers
should be seen as providing feedback, helping that reshaping process rather than
telling students off because they are wrong.

Assessing student performance

Assessment of student performance can come from the teacher or from the students
themselves.

Teachers assessing students

Assessment of performance can be explicit when we say That was really good, or
implicit when, during a language drill for example, we pass on to the next student
without making any comment or correction (there is always the danger, however,
that the student may misconstrue our silence as something else).

Because the assessment we give is either largely positive or somewhat negative
students are likely to receive it in terms of praise or criticism. Indeed, one of our
roles is to encourage students by praising them for work that is well done, just as it
is one of our duties to say when things have not been successful (see Chapter 4, 83).
Yet the value of this praise and blame is not quite as clear-cut as such a bald
statement might imply.

While it is true that students respond well to praise, over-complimenting them
on their work — particularly where their own self-evaluation tells them they have
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not done well — is likely to prove counter-productive. Williams and Burden

(1997: 134-136) show that to be effective, praise has to be combined, in the students’
eyes, with the teacher’s genuine interest in their work. They report on research
(Caffyn 1984) in which secondary students reported their need to understand the
reasons for the teacher’s approval or disapproval, Such students were likely to
respond better to private assessment which leads to successful future action than to
public recognition. Punishment was seen as completely counter-productive.

What this suggests is that assessment has to be handled with subtlety.
Indiscriminate praise or blame will have little positive effect — indeed it will be
negatively received — but measured approval and disapproval which demonstrates a
teacher’s interest in and attention to a student’s work may well result in continuing
or even increased motivation {see Chapter 3c).

It is sometimes tempting to concentrate all our feedback on the language which
students use such as incorrect verb tenses, pronunciation, or speliing for example,
and to ignore the content of what they are saying or writing. Yet especially when we
involve them in language production activities (see Chapters 17-19) this is a mistake.
Whenever we ask students to give opinions or write creatively, whenever we set up a
role-play or involve them in putting together a school newspaper, or in the writing of
a report, what they choose to say is just as valuable as they how they choose to say it.

Apart from tests and exams (which we will consider in Chapter 23) there are a
number of ways in which we can assess our students’ work:

¢ Comments: commenting on student performance happens at various stages both
in and outside the class. Thus we may say good, or nod approvingly, and these
comments (or actions) are a clear sign of a positive assessment. When we wish to
give a negative assessment we might do so by indicating that something has gone
wrong (see c2 below), or by saying things such as That'’s not quite right or Your
invitation language was a bit mixed up. When we make comments about our
students’ written work we can write speaking-like comments at the end of a piece
of writing such as You've written a very interesting composition, or Paragraph 2 is
confusing because the sequence of events is not clear. We can write our comments
in note form in the margins, or use comment symbols (see D1 below).

e  Marks and grades: when students are graded on their work they are always
keen to know what grades they have achieved. Awarding a mark of 9/10 for a
piece of writing or giving a B+ assessment for a speaking activity are clear
indicators that students have done well.

When students get good grades their motivation is often positively affected -
provided that the level of challenge for the task was appropriate. Bad grades
can be extremely disheartening. Nor is grading always easy and clear cut. If we
want to give grades, therefore, we need to decide on what basis we are going to
do this and be able to describe this to the students (see Chapter 23, cz on
marking tests).

When we grade a homework exercise {or a test item) which depends on
multiple choice, sentence fill-ins, or other controlled exercise types, it will be
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relatively easy for students to understand how and why they achieved the marks
or grades which we have given them. The same is less obviously true with more
creative activities where we ask students to produce spoken or written language
to perform a task. In such cases our awarding of grades will necessarily be
somewhat more subjective. It is possible that despite this our students will have
enough confidence in us to accept our judgement, especially where it coincides
with their own assessment of their work, But where this is not the case — or
where they compare their mark or grade with other students and do not agree
with what they find — it will be helpful if we can demonstrate clear criteria for
the grading we have given, either offering some kind of marking scale (see
Chapter 23, ¢2), or some other written or spoken explanation of the basis on
which we will make our judgement.

Awarding letter grades is potentially awkward if people misunderstand what
letters mean. In some cultures success is only achieved if the grade is ‘A, whereas
for people in other education systems a ‘B’ indicates a good result. If, therefore,
we wish to rely on grades like this our students need to be absolutely clear
about what such grades mean - especially if we wish to add plus and minus
signs to (e.g. C++or A—).

Though grades are popular with students and teachers, some practitioners
prefer not to award them, because they find the difference between an A and a B
difficult to quantify, or because they cannot see the dividing line between a
‘pass’and a ‘distinction’ clearly. Such teachers prefer to rely on the kind of
comments mentioned above.

If we do use marks and grades, however, we can give them after an oral activity,
for a piece of homework, or at the end of a period of time (a week or a semester).

®  Reports: at the end of a term or year some teachers write reports on their
students’ performance either for the student, the school, or the parents of that
student. Such reports should give a clear indication of how well the student has
done in the recent past and a reasonable assessment of their future prospects.

It is important when writing reports to achieve a judicious balance between
positive and negative feedback, where this is possible. Like all feedback students
have a right {and a desire} to know not only what their weaknesses may be, but
also what strengths they have been able to demonstrate.

Reports of this kind may lead to future improvement and progress. The chances for
this is greatly increased if they are taken together with the students’ own assessment
of their performance.

Students assessing themselves

Although, as teachers, we are ideally placed to provide accurate assessments of
student performance, students can also be extremely effective at monitoring and
judging their own language production. They frequently have a very clear idea of
how well they are doing or have done, and if we help them to develop this
awareness, we may greatly enhance learning,
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Student self-assessment is bound up with the whole matter of learner autonomy
since if we can encourage them to reflect upon their own learning through learner
training {Chapter 24, A1) or when on their own away from any classroom (see
Chapter 24, A3}, we are equipping them with a powerful tool for future development.

Involving students in assessment of themselves and their peers occurs when we
ask a class Do you think that'’s right? after writing something we heard someone say
up on the board, or asking the class the same question when one of their number
gives a response. We can also ask them at the end of an activity how well they think
they have got on - or tell them to add a written comment to a piece of written work
they have completed, giving their own assessment of that work. We might ask them
to give themselves marks or a grade and then see how this tallies with our own.

Self-assessment can be made more formal in a number of ways. Students can be
given material to guide them in making their own judgements, as in the following
example from a coursebook review unit for intermediate students:

Checklist

Use this checklist to record how you feel about your progress. Tick if you
are satisfied with your progress. Put a cross if you are not satisfied.

I can Yes/ina | know Yosfno

deal with misunderstandings how to get my meaning across
in & conversation

w o

use questions tags correctly some American collofuial
expiessions

3 waTRER g

express my opinions how to tisten actively

. take part in meetings more about effective
communication

T TR T

4 agree and disagree politely how to interrupt politely in
meetings
: give compliments more about using connectors

3 and conjunctions

-: use prepositions of time soine different ways of learning
] vocahbulary
> recognise and pronounce weak mare about my learning

forms of prepositions preferences

. use the simple present passive how well I'm doing

R s O

From Actwvaie your English Intermediateby B Sinclair and P Prowse (Cambridge University Press)
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A final way of formalising an assessment dialogue between teacher and student is
through a ‘record of achievement’ (ROA). Here students are asked to write their own
assessment of their successes and difficulties and say how they think they can
proceed. The teacher then adds their own assessment of the students’ progress
(including grades}, and replies to the poinis the student has made.

A typical ROA form might look like this:

%MM;
Student | E
comment ‘ E

i Signed:. - L

Teacher r
comment | Signed: i
y SRR o |

Such ROAs, unlike the more informal journal and letter writing which students and
teachers can engage in (see Chapter 24, a1), force both parties to think carefully
about strengths and weaknesses and can help them decide on future courses of
action, They are especially revealing for other people who might be interested in a
student’s progress, such as parents.

Where students are involved in their own assessment there is a good chance that
their understanding of the feedback which their teacher gives them will be greatly
enhanced as their own awareness of the learning process increases,

Feedback during oral work

Though feedback — both assessment and correction — can be very helpful during oral
work teachers should not deal with all oral production in the same way. Decisions about
how to react to performance will depend upon the stage of the lesson, the activity, the
type of mistake made, and the particular student who is making that mistake.

Accuracy and Huency

A distinction is often made between accuracy and fluency. We need to decide
whether a particular activity in the classroom is designed to expect the students’
complete accuracy — as in the study of a piece of grammar, a pronunciation exercise,
or some vocabulary work for example - or whether we are asking the students to use
the fanguage as fluently as possible. We need to make a clear difference between
‘non-communicative’ and ‘communicative’ activities {see Chapter 6, a4); whereas
the former are generally intended to ensure correctness, the latter are designed to
mmprove language fluency.

Most students want and expect us to give them feedback on their performance.
For example, in one celebrated correspondence a non-native speaker teacher was
upset when, on a teacher training course in Great Britain, her English trainers
refused to correct any of her English because they thought it was inappropriate in a
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training situation. ‘We find that there is practically no correcting at all,’ the teacher
wrote, ‘and this comes to us as a big disappointment’ (Lavezzo and Dunford 1993
62). Her trainers were not guilty of neglect, however. There was a principle at stake;
‘The immediate and constant correction of all errors is not necessarily an effective
way of helping course participants improve their English; the trainer replied on the
same page of the journal.

This exchange of views exemplifies current attitudes to correction and some of the
uncertainties around it. The received view has been that when students are involved
in accuracy work it is part of the teacher’s function to point out and correct the
mistakes the students are making. In Chapter 6, A4 we called this ‘teacher
intervention’ — a stage where the teacher stops the activity to make the correction.

During communicative activities, however, it is generally felt that teachers should
not interrupt students in mid-flow to point out a grammatical, lexical, or
pronunciation error, since to do so interrupts the communication and drags an
activity back to the study of language form or precise meaning. Indeed, according to
one view of teaching and learning, speaking activities in the classroom, especially
activities at the extreme communicative end of our continuum {see Chapter 6, a4),
act as a switch to help learners transfer learnt’ language to the ‘acquired’ store
{Ellis 1982} or a trigger, forcing students to think carefully about how best to express
the meanings they wish to convey (Swain 1985: 249). Part of the value of such
activities lies in the various attemnpts that students have to make to get their
meanings across; processing language for communication is, in this view, the best
way of processing language for acquisition. Teacher intervention in such
circumstances can raise stress levels and stop the acquisition process in its tracks.

If that is the case, the methodologist Tony Lynch argues, then students have a
lot to gain from coming up against communication problems. Provided that
they have some of the words and phrases necessary to help them negotiate a way
out of their communicative impasses, they will learn a lot from so doing, When
b seachers intervene, not only to correct but also to supply alternative modes of
| expression to help students, they remove that need to negotiate meaning, and thus
iley may deny students a learning opportunity. In such situations teacher

ervention may sometimes be necessary, bud it is nevertheless unfortunate — even

we are using ‘gentle correction’ (see c3 below). In Tony Lynch’s words, ... the
Jbest answer to the question of when to intervene in learner talk is: as late as possible’
fLynch 1997: 324).
[l Nothing in language teaching is quite that simple, of course. There are times

ing communicative activities when teachers may want to offer correction or
geest alternatives because the students’ communication is at risk, or because this
ght be just the right moment to draw the students’ attention to a problem.
thermore, intensive correction can be just as unpleasant during accuracy work
a It often depends on how it is done, and, just as importantly, who it is done to.
_ ection is a highly personal business and draws, more than many other

diassroom interactions, on the rapport between teacher and students. As one student

amce told me, a good teacher ‘should be able to correct people without offending
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them’ (Harmer 1998: 2). This means, for example, not reacting to absolutely every
mistake that a student makes if this will de-motivate that student. It means judging
just the right moment to correct. In communicative or fluency activities it means
deciding if and when to intervene at all

Feedback during accuracy work

As suggested at the beginning of this chapter, correction is usually made up of two
distinct stages. In the first, teachers show students that a mistake has been made, and
in the second, if necessary, they help the students to do something about it. The first
set of techniques we niced to be aware of, then, is devoted to showing incorrectness,

l These techniques are only really beneficial for what we are assuming to be language
slips rather than embedded errors. The students are being expected to be able to
correct themselves once the problem has been pointed out. If they cannot do this,
however, we need to move on to alternative techniques.

106

Showing incorrectness: this can be done in a number of different ways.

1 Repeating: here we can ask the student to repeat what they have said, perhaps
by saying Again? which, coupled with intonation and expression, will
indicate that something is not clear.

2 Echoing: this can be a precise way of pin-pointing an error. We repeat what
the student has said emphasising the part of the utterance that was wrong,
e.g. *Flight 309 GO to Paris? (said with a questioning intonation). It is an
extremely efficient way of showing incorrectness during accuracy work.

3 Statement and question: we can, of course, simply say That's not quite right, or
Do people think that's correct? to indicate that something has not quite worked.

4 Expression: when we know our classes well, a simple facial expression or a
gesture (for example a wobbling hand), may be enough to indicate that
something does not quite work. This needs to be done with care as the
wrong expression or gesture can, in some circumstances, appear to be
mocking or cruel.

5 Hinting: a quick way of helping students to activate rules they already know
(but which they have temporarily ‘disobeyed’) is to give a quiet hint. We
might just say the word ‘tense’ to make them think that perhaps they should
have used the past simple rather than the present perfect. We could say
‘countable’ to make them think about a concord mistake they have made.
This kind of hinting depends upon the students and the teacher sharing
metalanguage (linguistic terms) which, when whispered to students, will
help them to correct themselves.

6 Reformulation: an underrated correction technique is for the teacher to
repeat what the student has said correctly, reformulating the sentence, but
without making a big issue of it, for example:

Student: T would not have arrived late if I heard the alarm clock.
Teacher: If I had heard ...
Student: ... if I had heard the alarm clock.
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In all the procedures above, teachers hope that students will be able to correct
themselves once the teacher has indicated that something was wrong. However,
where students do not know or understand what the problem is because we are
dealing with an error or an attempt that is beyond the students’ knowledge or
capability, the teacher will want to help the students to get it right.

¢  Getting it right: if the student is unable to correct herself, or respond to
reformulation, we need to focus on the correct version in more detail. We can
say the correct version emphasising the part where there is a problem (e.g. Flight
309 GOES to Paris) before saying the sentence normally (e.g. Flight 309 goes to
Paris), or we can say the incorrect part correctly (e.g. Not ‘go’. Listen, ‘goes’). If
necessary we can explain the grammar (e.g. We say I go, ‘you go, ‘we go; but for
‘he,, she’ or it we say ‘goes’, for example ‘He goes to Paris, or ‘Flight 309 goes to
Paris’), or alexical issue (e.g. We use ‘juvenile crime’ when we talk about crime
committed by children; a*childish crime’ is an act that is silly because it’s like the
sort of thing a child would do). We will then ask the student to repeat the
utterance correctly.

Sometimes we ask students to correct each other. We might say Can anyone
help Jarek/Krystyna? and hope that other students know the correct version of
the utterance - after which the student who made the mistake should be able to
say the sentence, question, or phrase accurately.

Student-to-student correction works well in classes where there is a
genuinely cooperative atmosphere; the idea of the group helping all of its
members is a powerful concept. Nevertheless it can go horribly wrong where
the error-making individual feels belittled by the process, thinking that they are
the only one who does not know the grammar or vocabulary. We need to be
exceptionally sensitive here, only encouraging the technique where it does not
undermine such students.

23 Feedback during fluency work
The way in which we respond to students when they speak in a fluency activity will
have a significant bearing not only on how well they perform at the time but also on
how they behave in fluency activities in the future (see Chapter 17¢ on how to
counter negative expectations in productive skill activities). We need to respond to
the content not just the language form; we need to be able to untangle problems
which our students have encountered or are encountering, but these are things we
may well do after the event, not during it. Our tolerance of error in fluency sessions
will be much greater than it is during more controlled sessions. Nevertheless, there
are times when we may wish to intervene during fluency activities, just as there are
ways we can respond to our students once such activities are over.

*  Gentle correction: if communication breaks down completely during a
fluency activity, we may well have to intervene. If our students cannot think of
what to say, we may want to prompt them forwards. If this is just the right
moment to point out a language feature we may offer a form of correction.
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Provided we offer this help with tact and discretion there is no reason why such
interventions should not be helpful.

Gentle correction can be offered in a number of ways. We might simply
reformulate what the student has said in the expectation that they will pick up
our reformulation (see c2 above), even though it hardly interrupts their speech,
for example:

Student: T am not agree with you ...
Teacher: 1 don't agree ...
Student: 1 don't agree with you because I think ...

It is even possible that students can learn something new in this way when they
are making an attempt at some language they are not quite sure of.

We can use a number of other accuracy techniques of showing
incorrectness too, such as echoing and expression, or even say I shouldn’t say X,
say Y, etc. But because we do it gently and because we do not move ontoa
‘getting it right’ stage — our intervention is less disruptive than a more accuracy-
based procedure would be. )

Over-use of even gentle correction will, however, be counter-productive.

By constantly interrupting the flow of the activity, we may bringittoa
standstill. What we have to judge, therefore, is whether a quick reformulation or
prompt may help the conversation move aleng without intruding too much or
whether, on the contrary, it is not especially necessary and has the potential to
get int the way of the conversation.

Recording mistakes: as we saw in Chapter 4, 88, we frequently act as
observers, watching and listening to students so that we can give feedback
afterwards. Such observation allows us to give good feedback to our students on
how well they have performed, always remembering that we want to give
positive as well as negative feedback.

One of the problems of giving feedback after the event is that it is easy to
forget what students have said. Most teachers, therefore, write down points
they want to refer to later, and some like to use charts or other forms of
categorisation to help them do this, as in the following example:

Grammar Words and phrases Prenunciation Appropriacy

Py W N —— N

In each column we can note down things we heard, whether they are particularly
good or especially incorrect or inappropriate. We might write down errors such
as *according to my opinion in the words and phrases column, or *I haver’t been
yesterday in the grammar column; we might record phoneme problems or
stress issues in the pronunciation column and make a note of places where
students disagreed too tentatively or bluntly in the appropgiacy column.
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We can also record students’ language performance on audio or videotape.
In this situation the students might be asked to design their own charts like the
one above so that when they listen or watch they too will be recording more
and less successful language performance in categories which make
remembering what they heard easier. Another ahernative is to divide students
into groups and have each group waich for something different - for example,
one group focuses on pronunciation, one group listens for the use of
appropriate or inappropriate phrases, while a third looks at the effect of the
physical paralinguistic features that are used. If teachers want to involve
students more — especially if they have been listening to audiotape or watching
the video — they can ask them to write up any mistakes they think they heard on
the board. This can lead to a discussion in which the class votes on whether
they think the mistakes really are mistakes.

Another possibility is for the teacher to transcribe parts of the recording for
future study. However, this takes up a lot of time!

After the event: when we have recorded student performance we will want to
give feedback to the class. We can do this in a number of ways. We might want
to give an assessment of an activity, saying how well we thought the students
did in it, getting the students to tell us what they found easiest or most difficuit.
We can put some of the mistakes we have recorded up on the board and ask
students firstly if they can recognise the problem, and then whether they can
put it right. Or, as in the example above, we can write both correct and
incorrect words, phrases, or sentences on the board and have the students
decide which is which.

When we write examples of what we heard on the board, it is not generally
a good idea to say who made the mistakes since this may expose them in front
of their classmates. Indeed, we will probably want to concentrate most on those
mistakes which were made by more than one person. These can then lead on to
quick teaching and re-teaching sequences which arrive opportunistically in this
way (see Chapter 11, a2}.

Another possibility is for teachers to write individual notes to students,
recording mistakes they heard from those particular students with suggestions
about where they might look for information about the language — in
dictionaries, grammar books, or on the Internet.

Feedback on written work

The way we give feedback on writing will depend on the kind of writing task the
students have undertaken, and the effect we wish to create. When students do
workbook exercises based on controlled testing activities, we will mark their efforts
right or wrong, possibly pencilling in the correct answer for them to study, However,
when we give feedback on more creative or comrmunicative writing {such as letters,
reports, stories, or poems) we will approach the task with circumspection and
clearly demonstrate our interest in the content of the students’ work.

]
»
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Written feedback techniques

When handing back students’ written work {(on paper), or using a computer
‘reviewing program’ to give feedback on word-processed documents (see Chapter 10F),
we can use a number of devices to help them write more successfully in the future:
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Responding: one way of considering feedback is to think of it as ‘responding’
to students’ work rather than assessing or evaluating what they have done.
When we respond, we say how the text appears to us and how successful we
think it has been - and, sometimes, how it could be improved. Such responses
are vital at various stages of the writing process cycle (see Chapter 18, B1).

Thus students may show us a first draft of their work; our response will be to
say how it is progressing and how we think they might improve it in subsequent
drafts. The comments we offer them need to appear helpful and not censorious.
Sometimes they will be in the margin of the student’s work (or, on a computer,
written as viewable ‘comments’), or if more extensive may need a separate piece
of paper — ar separate computer docurent. Consider this example in which the
teacher is responding in the form of a letter to a student’s first draft of a
composition about New Year’s Eve:

Dear Gabnelle,
| really enfoyed readmyg your draft You have some good expressions, & g

you fook to the dark sky and it seems like a special party
Why don t you begim with that sentence? e g
{looked up at the dark sky and 1f seemed a spacial party ft was hke an explosion
evenywhere People were throwing fireworks imio the sky, and everywhere there were =
fhghts
MNow at this point you can tell the reader what mght 1115 @
it was New Year's Eve and everyone was celebralmg =

Then you can explain what Mew Year's Eve means in Uruguay, how familtes and fnends
come together and how everyong has hopes for the future You can end by coming back
to the wea of fireworks

You can organise your essay ta have two times

Past { looked up Introduction
it seemed
General Farmly celebrations in
rit Uruguay are very

important
People usually send
greetings to each other

Past 7397 Conclustor

From Process Writing by Ron White and Valerie Arndt (Pearson Education Ltd)

This type of feedback takes time, of course, but it can be more useful to the
student than a draft covered in correction marks. However, it is designed
specifically for situations in which the student will go back and review the draft
before producing a new version.
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When we respond to a final written product {an essay or a finished project)
we can say what we liked, how we felt about the text, and what they might do
next time if the students are going to write something similar.

Another constructive way of responding to students’ written work is to
show alternative ways of writing through reformulation (see c2 above). Instead
of providing the kind of comments in the example above, we might say I would
express this paragraph slightly differently from you, and then rewrite it, keeping
the original intention as far as possible but avoiding any of the language or
construction problems which the student’s original contained. Such
reformulation is extremely useful for students since by comparing their version
with yours they discover a lot about the language. However it has to be done
sympathetically, since we might end up ‘steamrollering’ our own view of things,
forcing the student to adopt a different voice from the one they wanted to use.

Coding: some teachers use codes, and can then put these codes either in the
body of the writing itself, or in a corresponding margin. This makes correction
much neater, less threatening, and considerably more helpful than random
marks and comments. Frequently used symbols of this kind refer to issues such
as word order, spelling, or verb tense as in the following table:

SYMBOL MEANING EXAMPLE
& =]
] Incorrect spelling 1 recieved jour letter.
W0,
wo. Wrang word order W?M lgmw well this clty.
Alwags 1 am happy here.
T Vrong tense If he will come, it will be too late.
4
[ Concord. Subjsct and Two policernen has come.
verb do not agree The news are bad today.
WF
WF Wrong form We want that you come.
T WF
That table is our
. - =]
SF Singutar or plural We need more informations.
form wrong -
A Something has been They said /(wa,s WTOng,
Jeft out He hut me on £ shoulder.
[1 Something is not I ; En c}l I
necessary Was oo mu ca
M
M Meaning is not clear Come and rest with us for a week,
113
The view from here is very sugddestive.
i NA
N The usage is not He requested me to att down.
appropriata —_—
|4 P
F Punctuation wrong Whatg your name v
He asked me what I wanted?

From Teaching Writing Skills by D Byrne {Pearson Education Ltd)
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When we use these codes we mark the place where a mistake has been made
and use one of the symbols in the margin to show what the problem is. The
student is now in a position to correct the mistake.

We can decide on the particular codes and symbols we use with our
students, making sure that they are quite clear about what our symbols mean
through demonstration and example. We might also consider having a two-
stage approach with simple and more complex codes for students at different
levels (Cox and Eyre 1999).

It is worth remembering, however, that one of the marks that students
respond to best is ticks when they have used language well, or made a
particularly telling point.

A way of avoiding the over-correction of scripts, which also has the advantage of
helping students to concentrate on particular features of written English, is
focusing. In this mode we restrict feedback to a particular aspect of language. We
can tel students that we will only give feedback on, say, spelling for the next piece of
writing. On other occasions we can say that we are going to focus only on
punctuation or tense usage or linking words or paragraph construction — or any
other written feature we consider important for our students at that stage. Because
we tell students this before they write, we guarantee their close attention to the
features we have singled out.

Finishing the feedback process

Except where students are taking achievement or proficiency tests (see Chapter 23, 1),
written feedback is designed not just to give an assessment of the students’ work,
but also to help and teach. We give feedback because we want to affect our students’
language use in the future as well as commenting upon its use in the past (see
‘homework’ in Chapter 24, A1).

When we respond to first and second written drafts of a written assignment we
expect a new version to be produced which will show how the students have
responded to our comments. In this way feedback is part of a learning process, and
we will not have wasted our time. Qur reasons for using codes and symbols is the
same: if students can identify the mistakes they have made they are thenina
position to correct themn. The feedback process is only really finished once they have
made these changes. If students consuit grammar books or dictionaries as a way of
resolving some of the mistakes we have signalled for them, the feedback we have
given has had a positive outcome.

Chapter notes and further reading

® Feedback and correction in general
See P Ur (1996: Module 17), and J Edge (1989). M Rinvolucri (1998) and R Bolitho
et al. (1994) discuss many of the issues surrounding feedback and correction.
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¢ Written feedback
See ] Muncie (2000) on the kind of feedback teachers should give.

® Analysing errors
On interlanguage and analysing errors, see H D Brown (2000: Chapter 8).

* Student self-assessment

M Harris {1997) shows how self-assessment is useful both for autonomous
learners, but also for students in a more formal educational setting.

o Teachers’ attitudes to feedback and correction

In a fascinating teacher-training activity R Tanner (1992) shows how teachers do
not necessarily enjoy the feedback methods which they use in class when they
themselves are being corrected.
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A1

Grouping
students

Different groups

There is no real limit to the way in which teachers can group students in a
classroom, though certain factors such as over-crowding, fixed furniture, and
entrenched student attitudes may make things problematic. Nevertheless, teaching
a class as a whole group, getting students to work on their own, or having them
perform tasks in pairs or groups all have their own advantages and disadvantages;
each is more or less appropriate for different activities.

Whole-class teaching

When people think of teaching and learning they frequently conjure up a picture
of students sitting tn rows listening to a teacher who stands in front of them.

For many, this is what teaching means, and it is still the most common
teacher—student interaction in many cultures. Though it has many limitations,
whole-class grouping like this has both practical advantages and

disadvantages:

¢  Advantages of whole-class grouping:

— It reinforces a sense of belonging among the group members, something
which we as teachers need to foster (Williams and Burden 1997; 79). If
everyone is involved in the same activity, then we are all ‘in it together’. Such
experiences give us points of common reference to talk about and can be
used as reasons to bond with each other. It is much easier for students to
share an emotion such as happiness or amusement in a whole-class setting.
Twenty people laughing is often more enjoyable than just two; forty people
holding their breath in anticipation create a much more engaging
atmosphere than just the person sitting next to you.

— It is suitable for activities where the teacher is acting as a controller (see
Chapter 4, B1). It is especially good for giving explanations and instructions,
where smaller groups would mean having to do these things more than once.
It is an ideal way of showing material whether in pictures, texts, or on audio
or videotape. It is also more cost-efficient, both in terms of material
production and organisation, than other groupings can be.

— It allows teachers to ‘gauge the mood’ of the class in general (rather than on
an individual basis); it is a good way for us to get a general understanding of
student progress.
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— Tt is the preferred class style in many educational settings where students and
teachers feel secure when the whole class is working in lockstep, and under
the direct authority of the teacher.

¢ Disadvantages of whole-class grouping:

— It favours the group rather than the individual. Everyone is forced to do the
same thing at the same time and at the same pace.

~ Individual students do not have much of a chance to say anything on their
oWn.

— Many students are disinclined to participate in front of the whole class since
to do so brings with it the risk of public failure.

— It may not encourage students to take responsibility for their own learning
(see a2 below and Chapter 244). Whole-class teaching favours the
transmission of knowledge from teacher to student rather than having
students discover things {(see Chapter 1, B2) or research things for themselves
(see Chapter 12).

— It is not the best way to organise communicative language teaching
(see Chapter 6, aq) or specifically task-based sequences (see Chapter 6, a5).
Communication between individuals is more difficult in a group of twenty
or thirty than it is in groups of four or five. In smaller groups it is easier to
share material, speak quietly and less formally, and make good eye contact.
All of these contribute to successful task resojution.

Students on their own

At the opposite end of the spectrum from whole-class grouping is the idea of
students on their own, working in a pattern of individualised learning. This can
range from students doing exercises on their own in class, to situations in which
teachers are able to spend time working with individual students, or when students
take charge of their own learning in self-access centres or other out-of-class
environments (see Chapter 244). Such individualised learning is a vital step in the
development of learner autonomy.

I we wish students to work on their own in class we can, for example, allow them
to read privately and then answer questions individually; we can ask them to
complete worksheets or writing tasks by themselves. We can give them worksheets
with different tasks and allow individuals to make their own decisions about which
tasks to do. We can hand out different worksheets to different individuals depending
upon their tastes and abilities. We can aliow students to research on their own or
even choose what they want to read or listen to — especiafly wbere this concerns
extensive reading (or ‘learner literature’ — see Chapter 15, a1).

¢  Advantages of individualised learning:
— It allows teachers to respond to individual student differences in terms of
pace of learning, learning styles, and preferences (see Chapter 3, B3).
— Itislikely to be less stressful for students than performing in a whole-class
setting or talking in pairs or groups.
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— It can develop learner autonomy and promote skills of self-reliance and
investigation over teacher-dependence,

— Tt can be a way of restoring peace and tranquillity to a noisy and chaotic
situation.

¢ Disadvantages of individualised learning:

— It does not help a class develop a sense of belonging. It does not encourage
cooperation in which students may be able to help and motivate each other.

— When combined with giving individual students different tasks, it means a
great deal more thought and materials preparation than whole-class teaching
involves. When we work with individual students as a resource or tutor
(see Chapter 4, B6 and B7}, it takes much more time than interacting with the
whole class,

A3 Pairwork
In pairwork students can practise language together, study a text, research language
or take part in information-gap activities (see Example 5 in Chapter 19c). They can
write dialogues, predict the content of reading texts, or compare notes on what they
have listened to or seen.

¢  Advantages of pairwork:

— It dramatically increases the amount of speaking time any one student gets in
the class.

— It allows students to work and interact independently without the necessary
guidance of the teacher, thus promoting learner independence.

— It allows teachers time to work with one or two pairs while the other students
continue working.

— It recognises the old maxim that ‘two heads are better than one’, and in
promoting cooperation helps the classroom to become a more relaxed and
friendly place. If we get students to make decisions in pairs (such as
deciding on the correct answers to questions about a reading text), we allow
them to share responsibility rather than having to bear the whole weight
themselves.

— It is relatively quick and easy to organise.

* Disadvantages of pairwork:

— Pairwork is frequently very noisy and some teachers and students dislike this.
Teachers in particular worry that they will loye control of their class.

— Students in pairs can often veer away from the point of an exercise, talking
about something else completely, often in their first language (see Chapter 9p).
The chances of ‘misbehaviour’ are greater with pairwork than in a whole-
class setting.

~ It is not always popular with students, many of whom feel they would rather
relate to the teacher as individuals than interact with another learner who
may be just as linguistically weak as they are.
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— The actual choice of paired partner can be problematic (see B2 below),
especially if students frequently find themselves working with someone they
are not keen on.

A4 Groupwork
We can put students in larger groups too, since this will allow them to do a range of
tasks for which pairwork is not sufficient or appropriate. Thus students can write a
group story ot role-play a situation which involves five people. They can prepare a
presentation or discuss an issue and come to a group deciston, They can watch,
write, or perform a video sequence (see Chapter 20); we can give individual students
in a group different lines from a poem which the group has to reassemble.

In general it is possible to say that small groups of around five students provoke
greater involvement and participation than larger groups. They are small enough for
real interpersonal interaction, yet not so small that members are over-reliant upon
each individual. Because five is an odd number it means that a majority view can
usually prevail. However, there are occasions when larger groups are necessary. The
activity may demand it (see the poem activity above where the number of students
depends on the number of lines in the poem), or we may want to divide the class
into teams for some game or preparation phase.

¢  Advantages of groupwork:

— Like pairwork, it dramatically increases the amount of talking for individual
students.

— Unlike pairwork, because there are more than two people in the group,
personal relationships are usually less problematic; there is also a greater
chance of different opinions and varied contributions than in pairwork.

- It encourages broader skills of cooperation and negotiation than pairwork,

: and yet is more private than work in front of the whole class. Lynne
Flowerdew (1998) found that it was especiaily appropriate in Hong Kong
where its use accorded with Confucian principles which her Cantonese-
speaking students were comfortable with. Furthermore, her students were
prepared to evaluate each other’s performance both positively and negatively
whereas in a bigger group a natural tendency for self-effacement made this
less likely. )

— It promotes learner autonomy by allowing students to make their own
decisions in the group without being told what to do by the teacher.

— Although we do not wish any individuals in groups to be completely passive,
nevertheless some students can choose their level of participation more
readily than in a whole-class or pairwork situation.

¢ Disadvantages of groupwork:

— Itis likely to be noisy (though not necessarily as loud as pairwork can be).
Some teachers feel that they lose control, and the whole-class feeling which
has been painstakingly built up may dissipate when the class is split into
smaller entities.
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— Not all students enjoy it since they would prefer to be the focus of the
teacher’s attention rather than working with their peers. Sometimes
students find themselves in uncongenial groups and wish they could be
somewhere else.

— Individuals may fall into group roles that become fossilised, so that some are
passive whereas others may dominate (see 82 and 83 below).

— Groups can take longer to organise than pairs; beginning and ending
groupwork activities — especially where people move around the class — can
take time and be chaotic.

A5 Ringing the changes

Deciding when to put students in groups or pairs, when to teach the whole class,
or when to Jet individuals get on with it on their own will depend upon a number
of factors:
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The task: if we want to give students a quick chance to think about an issue which
we will be focusing on later we may put them in buzz groups (see Chapter 19,
B3} where they have a chance to discuss or ‘buzz’ the topic amongst themselves
before working with it in a whole-class grouping. However, small groups will be
inappropriate for many explanations and demonstrations, where working with
the class as one group will be more appropriate.

When students have listened to a tape we may let them compare answers in

" quickly organised pairs. If we want our students to practise an oral dialogue

quickly pairwork may the best grouping too.

If the task we wish our students to be involved in necessitates oral
interaction we will probably put students in groups, especially in a large class,
s0 that they all have a chance to make a contribution. If we want students to
write sentences which demonstrate their understanding of new vocabulary, on

- the other hand, we may choose to have them do it individually.

Although many tasks suggest obvious student groupings, however, we can
usually adapt themmdfor use with other groupings. Dialogue practice can be done
in pairs, but it can also be organised with two different halves of the whole class.
Similarly, answering questions about a listening extract can be an individual
activity, or we can organise students to discuss the answers in pairs, or we can
have different students listen to different bits of a ‘jigsaw’ (see Example 4 on
page 237) so that they can reassemble the whole text in groups.

Variety in a sequence: a lot depends on how the activity fits into the lesson
sequences we have been following and are likely to follow next (see Chapter 22,
B4). If much of our recent teaching has involved whole-class grouping there
may be a pressing need for pairwork or groupwork. If much of our recent work
has been boisterous and active, based on interaction between various pairs and
groups, we may think it sensible to allow students time to work individually to
give them some breathing space. The advantage of having different student
groupings is that they help to provide variety, thus sustaining motivation,



B1

GROUPING STUDENTS

¢ The mood: crucial to our decision about what groupings to use is the mood of
our students. Changing the grouping of a class can be a good way to change its
mood when required. If students are becoming restless with a whole-class activity
—and if they appear to have little to say or contribute in such a setting — we can
put them in groups to give them a chance to re-engage witlt the lesson. If, on the
other hand, groups appear to be losing their way or not working constructively,
we can call the class back into plenary session and redefine the task, discuss
problems that different groups have encountered, or change the activity.

Organising pairwork and groupwork

Sometimes we may have to persuade reluctant students that pairwork and groupwork
are worth doing, They are more likely to believe this if pair and group activities are
seen to be a success. Ensuring that pair and group activities work well will be helped
if we have a clear idea about how to resolve any problems that might occur.

Making it work
Because some students are unused to working in pairs and groups, or because they may
have mixed feelings about working with a partner or about not having the teacher’s
attention at all times, it may be necessary to invest some time in discussion of learning
routines. Just as we may want to create a joint code of conduct (see Chapter 9, B), so we
can come to agreement about when and how to use different student groupings.

One way to discuss pairwork or groupwork is to do a group activity with students
and then, when it is over, ask them to write or say how they felt about it (either in
English or their own language). Alternatively we can initiate a discussion about
different groupings as a prelude to the use of groupwork and pairwork. This could
be done by having students complete sentences such as:

e \NWHLMWJ/___NP,/’"W MW'W_MM

i |like/don’t like working on my own because ...

................................................................................................

................................................................................................

They can then compare their sentences with other students to see if everyone agrees.
We can also ask them to list their favourite activities and compare these lists with
their classmates.

When we know how our students feel about pairwork and groupwork we can
then decide, as with all action research (see Chapter 24, 1), what changes of
method, if any, we need to make.

We might decide that we need to spend more time explaining what we are
doing; we might concentrate on choosing better tasks, or we might even, in extreme
cases, decide to use pairwork and groupwork less often if our students object
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strongly to them. However, even where students show a marked initial reluctance to
working in groups we might hope, through organising a successful activity
demonstration and/or discussion, to strike the kind of bargain we discussed in
Chapter 6, B1.

Creating pairs and groups

We have to decide how to put individual students into pairs and groups, and with
which of their classmates. We can base such decisions on any one of the following
principles:

¢  Friendship: a key consideration when putting students in pairs or groups is to
make sure that we put friends with friends, rather than risking the possibility of
people working with others whom they find difficult or unpleasant. Through
observation, therefore, we can see which students get on with which of their
classmates and make use of this observation later. The problem, of course, is
that our observations may not always be accurate, and friendships can change
over time.

Perhaps, then, we should leave it to the students, and ask them to get into
pairs or groups with whom they want to. In such a situation we can be sure that
members of our class will gravitate towards people they like, admire, or want to
be liked by. Such a procedure is likely to be just as reliable as one based on our
own observation. However, letting students choose in this way can be very
chaotic and may exclude less popular students altogether so that they find |
themselves standing on their own when the pairs or groups are formed.

A more informed way of grouping students is to use a sociogram. In this
procedure students are asked to write their name on a piece of paper and then
write, in order of preference, the students they like best in the class. They know
that only the teacher will look at what they have written. On the other side of
the piece of paper they should list the people they do not like. We can now use
the information they have written to make sociograms like this imaginary one
{ — . =likes, ...y = doesn't like):

From Roles of Teachers and Learners by T Wright (Oxford University Press)
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This will then allow us to make informed choices about how we should pair
and group individuals. However, sociograms are time consuming, and fail to
answer the problem of what to do with unpopular students. In the end, we will
still have to put them in some pair or group, and will therefore have to fall back
upon our own judgement in order to do so appropriately.

Streaming: much discussion centres round whether students should be
streamed according to their ability. One suggestion is that pairs and groups
should have a mixture of weaker and stronger students. In such groups the
more able students can help their less fluent or knowledgeable colleagues; the
process of helping will help such strong students to understand more about the
language themselvés. The weaker students will benefit from the help they get.

H we are going to get students at different levels within a class to do
different tasks, it makes sense to create groups where all the students in that
group are at the same level (a level that will be different from some of the other
groups in the class). This gives us the opportunity to go to a group of weaker
students and give them the special help they need but which stronger students
might find irksome. It allows us to give groups of stronger students more
challenging tasks to perform. However, some of the value of cooperative work —
all students helping each other regardless of level — may be lost.

Apart from streaming groups by ability we might also decide to stream
them on the basis of participation. If we see that some students participate less
than others, we might make a group of weak participators. Now they will find it
less easy to hide behind their more talkative colleagues. We can also make
groups of especially talkative students too.

Streaming is a complex task, since it forces teachers to divide students by
level or behaviour. It demands constant monitoring to make sure that students
are not in inappropriate groups, especially since they may change both language
level and the nature of their participation as a course develops.

Chance: we can also group students by ‘chance’ — that is for no special reasons
of friendship, ability, or level of participation, This is by far the eastest way of
doing things since it demands little pre-planning, and, by its very arbitrariness,
stresses the cooperative nature of working together.

One way of grouping people is to have students who are sitting next or near
to each other work in pairs or groups. A problem can occur, though, with
students who always sit in the same place since it means that they will always be
in the same pairs or groups which could give rise to boredom over a prolonged
period.

A way of organising pairwork is the ‘wheels’ scenario (Scrivener 1994b: 93).
Here half of the class stand in a circle facing outwards, and the other half of the
class stand in an outer circle facing inwards. The outer circle revolves in a
clockwise direction and the inner circle revolves in an anti-clockwise direction.
When they stop, students work with the person facing them.
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We can organise groups by giving each student in the class (in the order
they are sitting) a letter from A to E. We now ask all the As to form a group
together, all the Bs to be a group, all the Cs to be a group and so on. Depending
upon the size of the class we end up with groups of more than five, but this may
not be a problem if the task is appropriate (see a5 above). We can also arrange
random groups by asking people to get out of their chairs and stand in the
order of their birthdays (with January at one end of the line and December at
the other). We can then group the first five, the second five, and so on. We can
make groups of people wearing black or green, of people with or without
glasses, or of people in different occupations (if we are in an adult class}.

It is interesting to note that modern computer language laboratories often
have a ‘random’ pairing and grouping program so that the teacher does not
have to decide who should work with whom (see Chapter 10E).

o Changing groups: just because we put students in groups at the beginning of
an activity does not mean that they have to stay in these groups until the end.
The group may change while an activity continues, as described in Chapter 15,
A3, where students start by listing vocabulary and then discuss it first in pairs,
then in groups of four, then in groups of eight — or even sixteen. In an interview
activity students can start working in two main groups and then break into
smaller groups for a role-play. If groups are planning something or discussing,
members from other groups can come and visit them to share information and
take different information back to their original group. A longer sequence may
start with the teacher and the whole class before moving between pairwork,
individual work, and groupwork until it returns back to the whole-class
grouping,

We make our pairing and grouping decisions based on a variety of factors. If we are
concerned about the atmosphere of the whole class and some of the tensions in it,
we may try and make friendship groups. If our activity is based on fun (such as
Example 4, Tulia’s story’ on page 265), we may leave our grouping to chance.

If, on the other hand, we are dealing with a non-homogeneous class (in terms of
level) or if we have some students who are falling behind, we may stream groups so
that we can help the weaker students while keeping the more advanced ones
engaged in a different activity. We might, for example, stream pairs to do research
tasks (see Chapter 12p), so that students with differing needs can work on different
aspects of language.

Procedures for pairwork and groupwork

Qur role in pairwork and groupwork does not end when we have decided which
students should work together, of course. We have other matters to address too, not
only before the activity starts but also during and after it;

¢ Before: when we want students to work together in pairs or groups we will
follow the ‘engage—instruct—initiate’ sequence we detailed in Chapter 4, B2.
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This is because students need to feel enthusiastic about what they are going to
do. They need to understand what they are going to do, and they need to be
given an idea of when they will have finished the task they are going to get
involved in.

Sometimes our instructions will involve a demonstration — when, for
example, students are going to use a new information-gap activity or when we
want them to use cards (see Chapter 104). On other occasions, where an activity
is familiar, we may simply give them an instruction to practise language they
are studying in pairs, or to use their dictionaries to find specific bits of
information.

The success of a pairwork or groupwork task is often helped by giving
students a time when the activity should finish — and then sticking to it. This
helps to give them a clear framework to work within. Alternatively in lighter-
hearted activities such as a poem dictation (see Example 3 on page 264), we can
encourage groups to see who finishes first. Though language learning is not a
contest {except, perhaps a personal one), in game-like activities ‘a slight sense of
com}etition between groups does no harm’ (Nuttall 1996: 164).

The important thing about instructions is that the students should
understand and agree on what the task is. To check that they do we may ask
them to repeat the instructions, or, in monolingual classes, to translate them
into their first language.

During: while students are working in pairs or groups we have a number of
options. We could, for instance, stand at the front or the side of the class {or at
the back or anywhere else in the room) and keep an eye on what is happening,
noting who appears to be stuck or disengaged, or about to finish. In this
position we can ‘tune in’ to a particular pair or group from some distance away.
We can then decide whether to go over and help that pair or group.

An alternative procedure is to go round the class watching and listening to
specific pairs and groups. We can stay (with their agreement) for a period of
time and then intervene if we think it is appropriate or necessary, always bearing
in mind what we have said about the difference between accuracy and fluency
work (see Chapter 7, c1). If students are involved in a discussion, for example,
we will correct gently (see Chapter 7, c3); if we are helping students with
suggestions about something they are planning, or trying to move a discussion
forwards, we will be acting as prompter, resource, or tutor (see Chapter 48).
Where students succumb to the temptation to use their first language, we will
do our best to encourage or persuade them back into English (see Chapter gp).

When students are working in pairs or groups we have an ideal opportunity
to work with individual students whom we feel would benefit from our
attention. We also have a great chance to act as observer, picking up information
about students’ progress (see Chapter 4, B8) — and seeing if we will have to
‘troubleshoot’ (see below). But however we intervene or take part in the work of
a pair or group it is vital that we bear in mind the most appropriate way to do so.
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After: when pairs and groups stop working together we need to organise
feedback (see Chapter 7). We want to let them discuss what occurred during the
groupwork session and, where necessary, add our own assessments and make
corrections.

Where pairwork or groupwork has formed part of a practice session (see
Chapter 11, B3), our feedback may take the form of having a few pairs or groups
quickly demonstrate the language they have been using. We can then correct it,
if and when necessary, and this procedure will give both those students and the
rest of the class good information for future learning and action.

Where pairs or groups have been working on a task with definite right or
wrong answers, we need to ensure that they have completed it successfully.
Where they have been discussing an issue or predicting the content of a reading;
text, we will encourage them to talk about their conclusions with us and the rest
of the class;By comparing different solutions, ideas, and problems, everyone
gets a greater understanding of the topic.

Where students have produced a piece of work, we can give them a chance
to demonstrate this to other students in the class. They can stick written
material on notice boards; they can read out dialogues they have written or play
audio or videotapes they have made.

Finally, it is vital to remember that constructive feedback on the content
of student work can greatly enhance students’ future motivation. The feedback
we give on language mistakes (see Chapter 7 and p) is only one part of
that process.

£4 Troubleshooting
 When we monitor pairs and groups during a groupwork activity we are seeing how
well they are doing, and deciding whether or not to go over and intervene. But we
are also keeping our eyes open for problems which we can resolve either on the spot
or in the future:
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Finishing first: a problem that frequently occurs when students are working
in pairs or groups is that some of them finish earlier than others and/or show
clearly that they have had enough of the activity and want to do something else.
We need to be ready for this and have some way of dealing with the situation.
Saying to them Okay, you can relax for a bit while the others finish may be
appropriate for tired students but can also make some students feel that they
are being ignored.

When we see the first pairs or groups finish the task we might stop the
activity for the whole class. That removes the problem of boredom, but it may
be very de-motivating for the students who have not yet finished, especially
where they are nearly there and have invested some considerable effort in the
procedure.

One way of avoiding the problems we have mentioned here is to have a
series of spare activities handy so that where a group has finished early, we can
give them a short little task to complete while they are waiting. This will show
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the students that they are not just being left to do nothing. When planning
groupwork it is a good idea for teachers to make a list of the extras that first-
finishing groups and pairs can be involved in.

Even where we have set a time limit on pair and groupwork we need to keep
an eye open to see how the students are progressing. We can then make
the decision about when to stop the activity based on the observable
(dis)engagement of the students and how near they all are to completing
the task.

Awkward groups: when students are working in pairs or groups we need to
observe how well they interact together. Even where we have made our best
judgements — based on friendship or streaming — it is possible that apparently
satisfactory combinations of students are not ideal. Some pairs may find it
impossible to concentrate on the task in hand and instead encourage each other
to talk about something else, usually in their first language. In some groups
(in some educational cultures) members may defer to the oldest person there,
or to the man in an otherwise female group. People with loud voices can
dominate proceedings; less extrovert people may not participate fully enough.
Some weak students may be lost when paired or grouped with better classmates.

In such situations we may need to change the pairs or groups. We can
separate best friends for pairwork; we can put all the high-status figures in one
group so that students in other groups do not have to defer to them. We can
stream groups or in other ways reorganise them, so that all group members
gain the most from the activity.

One way of finding out about groups, in particular, is to simply observe,
noting down how often each student speaks. If two or three observations of this
kind reveal a continuing pattern we can take the kind of action suggested above.

Chapter notes and further reading

¢ Pairwork and groupwork

On the advantages and disadvantages of pairwork, see S Haines (1995).

M Courtney (1996) looks at both pairwork and groupwork for oral tasks. ] Reid
(1987) found that students have definite views about class grouping, and
T Woodward (1995) worries about issues related to pair and groupwork.

* Group dynamics
On group dynamics, see ] Hadfield (1992).

® Soctograms
The use of a seciogram for organising groups was described many years ago in
M Long (1977).
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Problem behaviour
and what to do
about It

Most teachers, in many different learning cultures, have moments when their
students fail to cooperate in some way, thus disrupting the learning which should be
taking place, sometimes getting significantly ‘out of control’ Such moments of
disruption can be unsettling not just for teachers but also for students.

Problem behaviour can take many forms; Paul Waddon and Sean McGovern list
disruptive talking, inaudible responses, sleeping in class, tardiness and poor
attendance, failure to do homework, cheating in tests and unwillingness to speak in
the target language (Wadden and McGovern 1901). Of course their list may reflect
the educational culture where they were teaching rather than being universal. In
other contexts we might add behaviours such as insolence to the teacher, insulting or
bullying other students, damaging school property, and refusing to accept sanctions
or punishment. However, what is characterised as indiscipline *... depends on what
counts as a well-ordered or disciplined classroom for the individual teacher’
{Brown and Mclntyre 1993: 44}.

Whatever form problem behaviour takes, though, we need to know why it occurs,
how we can prevent it, and what to do if it arises.

Why problems occur

There are many reasons for problem behaviour. It can stem from a student’s
reactions to their teacher’s behaviour, from other factors inside the classroom, or
from outside factors:

¢  The family: students’ experiences in their families have a profound influence
on their attitudes to learning and to authority. Sometimes indiscipline can be
traced back to a difficult home situation. Sometimes home attitudes to English,
to learning in general, or even to teachers themselves can predispose students to
behave problematically.

¢  Education: previous learning experiences of all kinds affect students’
behaviour. Even at the level of the last teacher let me . .., students are influenced
by what went before, and their expectations of the learning experience can be
coloured either by unpleasant memories {see Chapter 3, A3), or by what they
were once allowed to get away with.
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*  Self-esteem: a student’s self-esteem is vitally important if effective learning is
to take place. Self-esteem may result partly from teacher approval {especially for
children), from a student’s peers {especially for adolescents), or as a result of
success {see Chapter 3, c3). A lack of respect from teacher or peers — or being
asked to do something where they are almost certainly bound to fail — can make
students feel frustrated and upset. In such a situation disruptive behaviour is an
attractive option. It can impress peers, and does, at least, force the teacher to
take them seriously.

¢  Boredom: when students are engaged with a task or a topic they are unlikely to
behave disruptively. But if they lose that engagement they may misbehave.
When pairs or groups finish early and are left unattended, boredom may lead to
disruption (see Chapter 8, B4); when the chosen topic or activity is inappropriate,
students sometimes show their lack of interest by behaving badly.

¢  External factors; some external factors may affect students’ behaviour too. If
they are tired they will nat be able to concentrate. If the classroom is too hot or
too cold this may result in students being too relaxed or too nervy. Discomfort
then leads to disengagement. Noise from outside the classroom can impact
badly upon students’ concentration.

Teachers at primary level, especially, notice significant behaviour changes in

different weathers, so that a high wind, in particular, tends to make their
children ‘go wild’

¢ What the teacher does: a lot will depend on how we behave in class, especially
when problem behaviour first takes place. Students who feel their self-esteem to
have been damaged by the way we discipline them — especially if we appear
unfair — are more likely to be badly behaved in the future (see B2 below).

Preventing problem behaviour

There are a number of strategies that teachers can make use of to avoid problems
occurring in the first place, because prevention is always better than the
disciplining cure.

Creating a code of conduct

An important part of effective classroom management is for the students to
‘know where they stand’. This is often done, with younger learners especially, by
establishing a code of conduct — although in fact, such a code can be equally valid
for use with unenthusiastic adult classes.

An effective way of establishing a code of conduct is to include the students’ own
opinions in the code; these will frequently be as responsible and forthright as
anything a teacher might come up with. With a class of adults, for example, the
teacher and students together can talk about a range of issues such as how often
homework is expected, what a good learner is, attitudes to mistakes and feedback,
and the use of their mother tongue (see b below), When a teacher and students have
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divergent views about what is acceptable and what is not, the teacher should take
their opinions into account, but ultimately he or she will have to be firm about what
he or she is prepared to accept. With low-level classes teachers may need to hold the
discussion in the students’ first language. Where this is not possible - as in a
multilingual class — they will need to show quickly and calmly, through example,
what is expected and what is not acceptable.

Some teachers adopt a formula where teacher and students produce a chart which
says As your teacher/a learner I expect ..., As your teacher/a learner, Iwill ... . This
document can be put on the class noticeboard for all to see. Then, when students are
disruptive or uncooperative, they can be referred to the code of conduct and
expected to abide by rules and norms which they themselves agreed to.

When a code has been thus democratically arrived at — with everyone having a say
and coming to an agreement — it has considerable power.

Teachers and students

Just as a teachet’s behaviour may itself sometimes be the cause of disruptive events,
so the way we teach, and the relationship we have with students, can help to prevent
problem behaviour from ever occurring. In particular, maintaining our students’
interest and relating to them in appropriate ways holds the key to this.

¢ Interest and enthusiasm: students who are interested and enthusiastic do not
generally exhibit problem behaviour. When we plan our classes, therefore, we
need to bear in mind the need for such qualities as flexibility and variety (see
Chapter 22). We also need, for example, to think how we can engage students in
a reading or listening text before starting detailed work on it (see Chapter 14, B2
and B3); we need to do our best to introduce topics that are relevant to our
students’ experience.

Interest can be also be generated by a teacher’s performance. There is no

doubt that students can be engaged by the energy and enthusiasm of their
teachers (see Chapter 4¢).

®  Professionalism: students generally respect teachers who show that they know
what they are doing. This can be demonstrated not only by our knowledge of
our subject, but also by evidence that we have invested time in thinking about
and planning our lessons.

Professionalism also means practising what we preach. If we insist on
students handing their homework in promptly, then marking it and giving it
back promptly are also obligatory (see Chapter 24, a1). If we berate students for
coming to class late, we will have to be seen to arrive punctually ourselves.

We must not be seen to issue idle threats. It is no good saying If you do this
again I will ... if we cannot or will not take the action we have promised.

¢  Rapport between teachers and students: a critical aspect in the prevention
of problem behaviour is the rapport we have with our students. This can be
greatly enhanced by making sure that we listen to what they say with interest
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(see Chapter 7}, and that we look at them when we talk to them; we need to
ensure that we do not only respond to the students at the front - or the more
extrovert ones — but that we try and work with all of the people in our class.

C Reacting to problem behaviour

Whatever the reason for problem behaviour, it should not be ignored when it
happens. How a teacher reacts to it should depend upon the particular type of
disruption and the person exhibiting the behaviour. Nevertheless it is advisable to
have some general guidelines in mind for such situations:

Act immediately: it is vital to act immediately when there is a problem since
the longer a type of behaviour is left unchecked, the more difftcult it is to deal
with. Immediate action sometimes means no more than stopping talking,
pausing, and looking at the student in question (Brown and Mcintyre 1993: 42).
Sometimes, however, it may demand stronger action.

Focus on the behaviour not the pupil: we should take care not to humiliate
an uncooperative pupil. It is the behaviour that matters, not the pupil’s
character. Though it may sometimes be tempting to make aggressive or
deprecatory remarks, or to compare the student adversely to other people, such
reactions are almost certainly counter-productive: not only are they likely to
foster hostility on the part of the student and/or damage their self-esteem, they
may also be ineffective in managing the situation.

The way in which we deal with problem behaviour has an effect not just on
the ‘problem student’ but also on the class. We need to treat all students the
same {something that adults as well as younger students are conscious of,
though it is especially at younger ages that favouritism is resented — by the
favourite as well as everybody else); we must treat the individual fairly, not
overreacting, nor making light of disruption, particularly if we and the class
had agreed earlier it was unacceptable.

Take things forward: where a simple look or brief comment is not sufficient,
we need to think carefully about how we respond. It is always better to be
positive rather than negative. It is usually more effective for a teacher to say
Let’s do this, rather than saying Do#’t do that. Taking things forward is better
than stopping them in other words. Our objective will be to move on to the
next stage of an activity or to get a new response rather than focusing on the
old one. In extreme cases we may decide to change the activity in order to take
the steam out of the situation and allow students to refocus. However, we
should be careful not o base such decisions only on the inappropriate
behaviour of one or two students.

Other ways of going forward are to reseat students, especially where two or
more of them have encouraged each other. Once separated in an effective (but
not humiliating) way, students often calm down and the problem behaviour
dies away.
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¢ Reprimand in private: it is appropriate to discuss a student’s behaviour in
private, and talk about how to improve it. This is not always possible, of course,
but disciplining a student in front of his or her classmates will not help that
student’s self-esteem at all. When we deal with individuals during class time
eye contact is important; a personal, though formal, relationship has to be
established if and when we are required to assert our authority. Ideally, however,
we will try and deal with problem behaviour with the student after the class.

One way in which we can attempt to change students’ behaviours, is by
writing to them — a general letter to each member of the class expressing a
problem and asking students to reply int confidence. In this way students have a
chance to make contact with us without other people listening, or the student
having to face us directly. However, this kind of correspondence takes up a lot
of time, and there are dangers of over-intimacy too. Nevertheless, the use of
letters may help to break the ice where teachers have found other ways of
controlling misbehaviour to be unsuccessful.

Dealing with indiscipline is often a matter of ‘pastoral’ care, helping
students to recognise the problem behaviour and start to find a way towards
changing it. This is far less likely to happen in class with everybody listening,
than in private ongoing communication with the student outside the class.

¢  Keep calm: in many students’ eyes teachers who have to shout to assert their
authority appear to be losing control. Shouting by the teacher raises the overall
level of noise in the classroom too. It is usually more effective to approach the
student who is being disruptive and speak more quietly. Many teachers have also
reported the benefits of restoring order and/or silence by either speaking very
quietly to the class as a whole — so that students have to stop talking in order to
hear what is going on — or by raising a hand, having previously agreed with
students that they are expected then to raise their hands in reply and go quiet. As
more and more hands go up, all the students realise that it is time to quieten down.

*  Use colleagues and the institution: it is no shame to have disruptive
students in our classroom. It happens to everyone. So when there is a problem
we should consult our colleagues, asking them for guidance. When the problem
is threatening to get beyond our control (for example, a pattern of disruption
which continues for a series of lessons), we would be well advised to talk to
coordinators, directors of studies and/or principals, They should all have
considerable experience of the kind of problems being faced and will be in a
position to offer the benefit of their experience.

However much we worry about discipline, it is important to realise that, like almost
all of our colleagues, we will suffer disruptive or uncooperative behaviour from our
students at some time. Usually the problem is minor and can be easily dealt with,
especially if we can refer to a previously established code of conduct, and if

our responses to indiscipline are based on the principles and strategies we have
outlined above,
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‘Please speak English!’

One thing that can drive teachers wild is when their students are apparently unwilling
to use English in the classroom, especially during communicative activities. This is
often seen as an example of student/teacher failure. After all, if students are not using
English everyone is wasting their time. However, there are many understandable
reasons why students revert to their own language in certain activities.

Why students use the mother tongue in class

A principal cause of this L1 use is the language required by the activity. If we ask
beginners to have a free and fluent discussion about global warming, for example,
we are asking them to do something which they are linguistically incapable of. Their
only possible course of action, if they really want to say anything about the topic, is
to use their own language. In other words the choice of task has made the use of L1
almost inevitable: students can hardly be blamed for this.

Another reason why students use their own language in the classroom is because
it is an entirely natural thing to do; when we learn a foreign language we use
translation almost without thinking about it, particularly at elementary and
intermediate levels. This is because we try to make sense of a new linguistic {(and
conceptual) world through the linguistic world we are already familiar with, Code-
switching between L1 and L2 is naturally developmental (Eldridge 1996: 310), and
not some example of misguided behaviour.

Students use their L1 when performing pedagogical tasks, especially when one
student is explaining something to another. This is a habit ‘that in most cases will
occur without encouragement from the teacher’ (Harbord 1992: 354).

Another cause of mother tongue use can be teachers themselves. If, they
frequently use the students’ language (whether or not they themselves are native
speakers of that language), then the students will feel comfortable doing it too.
Teachers need, therefore, to be aware of the kind of example they themselves are
providing (see D2 below).

Finally, it is worth pointing out that the amount of L1 use by particular students
may well have a lot to do with differing learner styles and abilities. Some use mostly
English from the very beginning, whereas others seem to need to use their L1 more
frequently.

Attitudes to mother tongue use in the classroom
The idea that all use of the mother tongue in the language classroom should be
avoided stems from the advent of the Direct Method at the beginning of the
twentieth century (where the language itself was talked and taught rather than being
talked about in the students’ L1}, and from the training of native-English speaker
teachers who either had to deal with multilingual classes and/or teach in countries
before they were themselves competent in the language of their students,

More recently, however, attitudes to the use of the students’ mother tongue have
undergone a significant change. David Atkinson argued that ‘it is not difficult to
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think of several general advantages of judicious use of the mother tongue’
(Atkinson 1987: 242), suggesting that such activities as grammar explanations,
checking comprehension, giving instructions, discussing classroom methodology
and checking for sense fell into this category. If teachers can use the students’
language, he claims, these tasks will be expedited more efficiently.

This view is not shared, however, by Peter Harbord who points out that the giving
of instructions and many other teacher—student interactions are ‘an ideal source of
language for student acquisition’ (Harbord 1992: 353).

No one is in any doubt that students will use their L1 in class, whatever teachers
say or do; the question is whether we should try and stop it. John Eldridge thinks
not, suggesting that there is no evidence to suggest that this would improve learning
efficiency. He claims that most of the code-switching he has observed is ‘highly
purposeful, and related to purposeful goals’ (Eldridge 1996: 303).

Two issues seem to arise here. In the first place since students are likely to use their
L1 anyway, there is little point in trying to stamp it out completely. Such an
approach will not work, and may enly discourage the students who feel the need for
it at some stages. However, a lot will depend on when students use their L1. If they
are working in pairs studying a reading text, for example, the use of their L1 may be
quite acceptable since they are using it to further their understanding of English. If,
on the other hand, they are doing an oral fluency activity, the use of a language other
than English makes the activity essentially pointless. Furthermore, as teachers we
will want to promote as much English use as possible. So we will try and insist on
the use of English in language study and oral production activities, but be more
relaxed about it in other pedagogic situations, though we will continue to encourage
students to try to use it as often as possible.

As for teachers, they are a principal source of comprehensible input (see Chapter sB);
teacher-talking time (TTT) has an important part to play in language acquisition
(see Chapter 4, p3). It therefore makes sense for us to speak English as much as
possible in the class, especially since if we deo not, students will not see the need to
speak too much English either. However there are times, especially at lower levels,
where the use of L1 may help both teacher and students such as in an explanation or
discussion of methodology, or the giving of announcements which would be
impossibly difficult in English.

What to do about it
There are a number of actions which teachers can take to promote the use of English
and explain clearly what is expected of students:

*  Set clear guidelines: students need to know when mother tongue use is
permissible and when it is not. Part of the agreed code of conduct with a class
will be just this understanding of when it is more or less ‘okay’ and when it is
seriously counter-productive. Students need to be aware of when English is
absolutely essential.

As with other issues in the code, our own adherence to it will be vital if it is
to suicceed.
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Choose appropriate tasks: we should choose tasks which the students, at
their level, are capable of doing in English. While there is nothing wrong in
‘stretching’ them with challenging activities which engage them, it is clearly
counter-productive to set them tasks they are unable to perform.

Create an English atmosphere: if we create an English environment, making
English the classroom language as well as the language to be learnt, and perhaps
even anglicising our students’ names (see Suggestopaedia in Chapter 6, A6},
then there will be more chance of the students making the classroom truly
English themselves,

Use persuasion and other inducements: teachers all over the world spend a
lot of their time going round to students, especially during speaking activities,
saying things like, Please speak English! or Stop using Turkish/Arabic/Portuguese/
Greek, etc. and 1t often works! If it does not, we can stop the activity and tell
students there is a problem. This sometimes changes the atmosphere so that
they go back to the activity with a new determination.

One teacher I knew used to make students pay a fine if they used the
mother tongue in speaking activities, a course of action not recommended for
the faint-hearted! But however it is done — the art of persuading students to have
a go in English depends on the guidelines that were set, the agreement we made
with them, and the friendly encouragement and persuasion we use while activities
are taking place. This, together with other measures that have been suggested,
generally ensures that most students are speaking English most of the time.

Chapter notes and further reading

* Code of conduct
C Kyriacou (1992: Chapter 8}, calls the establishing of a code of conduct *pre-
empting misbehaviour’, | Harmer (1998: 174) has a chart-based code.

® Self-esteem
Teacher approval is not just important for children. T Lowe (1987) quotes diaries
from English teachers who became students of Chinese. In their Chinese classes
they were very keen for approval from their teacher.

® Writing (letters) to students
See M Rinvolucri (1983, 1995) and Chapter 24, Al

L ® Mother tongue

P Ur (1996: 122) suggests appointing class monitors to remind students to keep
using English.

133



Educational
technology and
other teaching
equipment

As language teachers we use a variety of teaching aids to explain language meaning
and construction, engage students in a topic, or as the basis of a whole activity.

In this section we will lock at a variety of items that can be helpful both for practical
and for motivational reasons. Some teaching aids will be dealt with elsewhere,
however. We will look at the use of coursebooks in Chapter 21. We will be detailing
examples of using audio material in Chapter 16, and video material in Chapter 20.
The dictionary, perhaps the most useful aid a student can ever have, is discussed in
Chapter 12a.

Pictures and images

Teachers have always used pictures or graphics ~ whether drawn, taken from books,
newspapers and magazines, or photographs — to facilitate learning. Pictures can be in
the form of flashcards (smallish cards which we can hold up for our students to see),
large wall pictures (big enough for everyone to see details), cue cards (small cards
which students use in pair or groupwork), photographs, or illustrations (typically in
a textbook). Some teachers also use projected slides, images from an overhead
projector (see B below), or projected computer images (see r below). Teachers also
draw pictures on the board to help with explanation and language work (see ¢ below).

Pictures of all kinds can be used in a multiplicity of ways, as the following
examples show:

¢ Drills: with lower-level students a traditional use for pictures — especially

flashcards — is in cue—response drills (see Chapter 6, a2). We hold one up (the
cue) before nominating a student and getting a response. Then we hold up
another one, and nominate a different student and so on. Flashcards are
particularly useful for ‘drilling’ grammar items, for cueing different sentences,
or practising vocabulary.

Sometimes teachers use larger wall pictures, where pointing to a detail of a
picture will elicit a response such as There’s some milk in the fridge or John's
swimming in the pool, etc.
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Sometimes teachers put students in pairs or groups and give them some cue
cards so that when a student picks up the top cue card in a pile he or she has to
say a sentence that the card suggests. Thus the student picks up a picture of a
piece of cheese and has to make the question How much cheese have you got ?;
the next student picks up a picture of eggs and has to ask How many eggs have
yot got?and so on.

{Communication) games: pictures are extremely useful for a variety of
communication activities, especially where they have a game-like feel, such as
describe and draw activities (see Chapter 19, B2) where one student describes a
picture and a paired classmate has to draw the same picture without looking at
the original. We can also divide a class into four groups (A, B, C, D) and give
each group a different picture that shows a separate stage in a story. Once the
members of the group have studied their picture, we take it away. New groups
are formed with four members each — one from group A, one from group B, one
from group C, and one from group D. By sharing the information they saw in
their pictures, they have to work out what story the pictures together are telling.
Teachers sometimes use pictures for creative writing. They might tell
students to invent a story using at least three of the images in front of them
(on cue cards, for example}. They can tell them to have a conversation about a
specified topic, and at various stages during the conversation, they have to pick
a card and bring whatever that card shows into the conversation.

Understanding: one of the most appropriate uses for pictures is for the
presenting and checking of meaning. An easy way of explaining the meaning of
the word aeroplane, for example, is to have a picture of one. In the same way it
is easy to check students’ understanding of a piece of writing or listening by
asking them to select the picture (out of, say, four) which best corresponds to
the reading text or the listening passage.

Ornamentation: pictures of various kinds are often used to make work more
appealing. In many modern coursebooks, for example, a reading text will be
adorned by a photograph which is not strictly necessary, in the same way as in
newspaper and magazine articles. The rationale for this is clearly that pictures
enhance the text, giving readers (or students) a view of the outside world.
Some teachers and materials designers object to this use of pictures because
they consider it gratuitous. But it should be remembered that if the pictures are
interesting they will appeal to at least some members of the class strongly. They
have the power (at least for the more visually oriented) to engage students
{for more on the issue of engagement, see Chapter 6, A3).

Prediction: pictures are useful for getting students to predict what is coming
next in a lesson. Thus students might look at a picture and try to guess what it
shows (are the people in it brother and sister, husband or wife, and what are
they arguing about — or are they arguing? etc). They then listen to a tape or read
a text to see if it matches what they expected on the basis of the picture. This
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use of pictures is very powerful and has the advantage of engaging students in
the task to follow.

¢ Discussion: pictures can stimulate questions such as: What is it showing? How
does it make you feel? What was the artist’s/photographer’s purpose in designing it
in that way? Would you like to have this picture in your house? Why? Why not?
How much would you pay for the picture? Is the picture a work of art?

Pictures can also be used for creative language use, whether they are in a
book or on cue cards, flashcards, or wall pictures. We might ask students to
write a description of a picture; we might ask them to invent the conversation
taking place between two people in a picture, or in a particular role-play
activity, ask them to answer questions as if they were the charactersin a
famous painting.

We can make wall pictures, flashcards, and cue cards in a number of ways. We can
take pictures from magazines and stick them on card. We can draw them. We can
buy reproductions, photographs, and posters from shops or we can photocopy them
from a variety of sources (though we should check copyright law before doing this},

The choice and use of pictures is very much a matter of personal taste, but we
should bear in mind three qualities they need to possess if they are to engage
students and be linguistically useful. In the first place they need to be appropriate
not only for the purpose in hand but also for the classes they are being used for.

If they are too childish students may not like them, and if they are culturally
inappropriate they can offend people.

The most important thing for pictures in the end is that they should be visible.
They have to be big enough so that all our students — taking into account where they
will be sitting — can see the necessary detail.

Lastly, we will not want to spend hours collecting pictures only to have them
destroyed the first time they are used! Thought should be given about how to make
them durable. Perhaps they can be stuck to cards and protected with transparent
coverings,

The overhead projector

Overhead projectors (OHPs) are extremely useful pieces of equipment since they
allow us to prepare visual or demonstration material, They require little technical
knowledge, and usually are easy to carry around. It is not surprising they are so
widely used.

Just about anything can go on overhead transparencies (OHTs): we can show
whole texts or grammar exercises, pictures or diagrams, or students’ writing.
Because transparencies can be put through a photocopier or get printed from any
computer, they can be of very high quality. Especially where teachers are
unimpressed by their own handwriting, the overhead transparency offers the
possibility of attractive well-printed script.

One of the major advantages of the overhead projector is that we do not have to
show everything on an OHT all at once. By covering some of the transparency with
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a piece of card or paper we can blank out what we do not want the students to see.
So, for example, we might show the first two lines of a story and ask students what
is going to happen next, before revealing the next two lines and then the next,
gradually moving the paper or card downwards. We might have questions on one
side of the transparency and answers on the other. We start the teaching sequence
with the answers covered, and use the same ‘gradual revelation’ technique to
maintain interest.

Because transparencies are, as their name suggests, transparent, they can be put on
top of each other so that we gradually build up a complex picture, diagram, or text.
This is done by putting down the first transparency, say of a room, and asking
students what kind of a room it is and what happens there. Then a new transparency
can be laid over thai one with pictures of one person in that room who the students
can speculate about, before we lay down another transparency on top of that with
more people. A diagram can start with one simple feature and have extra elements
added to it in the same way. We can put up a gapped text and have students say what
they think goes in the blanks before putting a new transparency with some or all of
the filled-in items on top of the gapped one.

Sometimes we can put a text with blanks on the OHP and then lay a blank
transparency on top of it so that students, using OHP pens can come up and write
in what they think should go there. Alternatively, students working in groups can list
the points they want to make after they have discussed a topic (e.g. whether or not
children under twelve should have a curfew from ten o’clock every evening) and
show their transparency to the class while they make their presentation.

Overhead projectors are extremely versatile, but they can pose some problems too.
They need electricity of course, and bulbs do fail from time to time. Some models are
quite bulky too. They are not that powerful either, especially when they are up against
natural light coming in from windows and doors. When projected onto shiny
surfaces such as boards they can be uncomfortable to look at, and when projected
onto some other surfaces it can be very difficult to make out what is on them.

A lot depends on how big or small the projector “square’ is on the wall or screen
and whether the image is in focus. A mistake that some users make is to put too much
on the transparency so that when they ask Can people see this at the back? the answer
they get is a frustrated shaking of the head. However, if all these potential problems
are taken into account and resolved, the OHP is an extremely useful resource.

The board

The most versatile piece of teaching equipment is the board — whether this is of
the more traditional chalk-dust variety or the whiteboard, written on with marker
vens. Boards provide a motivating focal point during whole-class grouping
see Chapter 8, a1).
We can use boards for a variety of different purposes, including:

¢ Note pad: teachers frequently write things up on the board as these come up
during the lesson. They might be words that they want students to remember,
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phrases which students have not understood or seen before, or topics and
phrases which they have elicited from students when trying to build up a
composition plan, for example.

Where we write up words we can show how that word is stressed so that
students can see and ‘hear’ the word at the same time (see Figure 16). We can
sketch in intonation tunes or underline features of spelling too. We can group
words according to their meaning or grammatical function. Some teachers use
different colours for different aspects of language.

phoTOgrapher pho'tographer
s B = =

photographer photographer

FIGURE 16: Different ways of recording word stress

Explanation aid: boards can be used for explanation too, where, for example,
we show the relationship between an affirmative sentence and a question by
drawing connecting arrows (see Figure 17). We can show where words go in a
sentence by indicating the best positiens diagrammatically, or we can write up
phonemic symbols (or draw diagrams of the mouth, for example} to show how
aword or sound is pronounced. The board is ideal for such uses.

He is winning.

s he winning?

FIGURE 17: Using the board to show sentence/question relationships {elementary)

Picture frame: boards can be used for drawing pictures of course, the only
limitation being our ‘artistic ability. But even those who are not artistically
gifted can usually draw a sad face and a happy face. They can produce stick men
sitting down and running, or make an attempt at a bus or a car. What is more,
this can be done whenever it is required because the board is always there,
helping students to understand concepts and words.

Public workbook: a typical procedure is to write up fill-in sentences or
sentence transformation items, for example, and have individual stadents come
up to the board and write a fill-in item, or a transformed sentence. That way the
whole class becomes involved in seeing what the correct version is.

Teachers sometimes write mistakes they have observed in a creative
language activity on the board. They can ask class members who think they
know how to correct them to come up and have a go.
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By focusing everyone’s attention in the one place such activities are
very useful.

¢  Game board: there are a number of games that can be played using the
board. With noughts and crosses, for example, teachers can draw nine box
frames and write different words or categories in each box (see below). Teams
have to make sentences or questions with the words and if they get them right
they can put their symbol (0 or X} ont the square to draw their winning straight
line.

A popular spelling game involves two teams who start off with the same
word. Each team has half the board. They have to fill up their side with as many
words as possible, but each new word has to start with the last letter of the word
before. At the end of a given period of fime the team with the biggest number
of correct words is the winner.

FIGURE 18: Noughts and crosses (tic-tac-toe)

¢ Noticeboard: teachers and students can stick things on boards — pictures,
posters, announcements, charts, etc. This is especially useful if they are metallic
boards so that magnets can be used.

Handwriting on the board should be clear and easy to decipher; we should organise
our material in some way too so that the board does not just get covered in scrawls
in a random and distracting fashion, We could, for example, draw a column on one
side of the board and reserve that for new words. We can then put the day’s or the
Jesson’s programme in the left-hand column, and use the middle of the board for
grammar explanations or games,

It is probably not a good idea to turn our back to the class while we write on the
board, especially if this goes on for some time. This tends to be de-motivating and
may cause the class to become restless. Indeed it is better to involve the students with
hoard work as much as possible, either getting them to tell us what to write, or using
hem to actually do the writing themselves.

When the class is over, courteous teachers clean the board and leave it ready for
—eir colleagues to use.

Bits and pieces

It course there is no limit to the various bits and pieces which we can bring into the
Zassroom. It might be photographs of our family, letters we have received (see

' Barbidge et al. 1996), or even a pet. Just as children in primary school are often
Famked to ‘show and tell’ about objects they hold dear, so we can base lesson sequences
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on objects that we think our students might find interesting — though of course this
has to be done with discretion and a large dose of common sense about what will be
appropriate in terms of age and culture.

Three particular items are worth considering in this category:
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Realia: with beginners and particularly children, ‘real’ or lifelike items are
useful for teaching the meanings of words; teachers sometimes appear in the
classroom with plastic fruit, cardboard clock faces, or two telephones to help
simulate phone conversations.

Objects that are intrinsically interesting can provide a good starting-point
for a variety of language work and communication activities. We can find an
object with an obscure use and ask students to speculate what it is for (it might
be/could be/probably is) and/or design various explanations to account for it
(it is used for-ing). The class could vote on the best idea. Where we bring in
more than one object, especially where they are not obviously connected,
students can speculate on what they have in common or they can invent stories
and scenarios using the various objects. They can choose from a collection
of objects which three they will put in a time capsule, or which would be most
useful on a desert island, etc.

Some teachers use a soft ball to make learning more enjoyable. When they
want a student to say something, ask a question, or give an answer, they throw a
ball to the student who then has to give the answer. The student can then throw
the ball to a classmate who, in his or her turn, produces the required response
before throwing the ball to someone else. Not all students find this appealing
however, and there is a limit to how often the ball can be thrown before people
get fed up with it.

The only limitations on the objects which we bring to class are the size and
quantity of the objects themselves and the students’ tolerance, especially with
adults who may think they are being treated childishly. As with so many other
things, this is something we will have to assess on the basis of our students’
reactions.

Language cards: many teachers put a variety of cards and posters around the
classroom. Such posters can have notes about language items on them, orbe a
collection of ways of apologising or inviting, for example. Sometimes, with new
groups, teachers get students to write about themselves on a card and put their
photograph next to what they have written so that the class all know who
everyone is. Students can also make presentation posters of projects they have
worked on. In multinational classes, for example, many students enjoy
providing short guides to their countries,

Cards are also useful for matching activities, where students have to find
another student in the class with a similar card or one that has the answer to the
question on his or her card. They can be asked to place cards in the correct
column for sounds, or with the correct lexical group on a board or on a poster.
Students can each be given word cards to hold in front of them and then be
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i asked to move around until they form a line where all the cards together forma
question or a sentence.

¢  Cuisenaire rods: these are small blocks of wood of different lengths (see Figure
19). Each length is a different colour. The rods are featureless, and are only
differentiated by their size and colour. Simple they may be, but they are useful
for a wide range of activities. For example, we can say that a particular rod is a
pen or a telephone, a dog or a key so that by holding them up or putting them
together a story can be told. All it takes is a little imagination.

The rods can be used to demonstrate word stress too: if one is bigger than
the others (in a sequence representing syllables in a word or words in a
sentence) it shows where the stress should be (see Chapter 13, B2).

We can also assign a word or phrase to each of, say, five rods and the
students then have to put them in the right order (e.g. I usually get up at six
o’clock). By moving the usually rod around and showing where it can and
cannot occur in the sentence the students get a clear visual display of something
they are attempting to fix in their minds.

Rods can be used to teach prepositions. Teachers can model with the rods
sentences like: The red one is on top of/beside/under/over/behind (etc.) the green
one. They can show rods in different relative positions and ask students to
describe them. Students can then position the rods for other students to
describe (in ever more complex arrangements)!

i !

Cuisenaire rods are also useful for demonstrating colours (of course),
comparatives, superlatives, and a whole range of other semantic and syntactic
areas, particularly with people who respond well to visual or kinaesthetic activities.

FIGURE 1¢: Cuisenaire rods

The language laboratory

nodern language laboratory has between ten or twenty booths, each equipped
1 tape deck, headphones, microphone, and now computers. The technology is
'sed in such a way that students can work on their own, can be paired or
& - aped with other students, or can interact {though their headphones and
 mcrophones) on a one-to-one basis with the teacher. The teacher can broadcast the
s taped (or filmed} material to each booth, or can have different students or
¥ gmaps of students work with different material. Students can interact with each
esbry, and written texts can be sent to each computer screen.
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Language laboratories have three special characteristics which mark them out
from other learning resources:

¢  Double track: the design of tapes and machines means that students can listen
to one track on their tapes and record on another. They can then listen back not
only to the original recording on the tape, but also to what they themselves said
into the microphone which is attached to their headset.

¢  Teacher access: apart from the separate language booths, laboratories also
have a console and/or computer terminal manned by a teacher who can not
only listen in to individual students, but can also talk, with the use of
microphones and headsets, with one student at a time. Modern systems allow
teachers to join booths in pairs or groups, irrespective of their position in the
laboratory, by selecting them on the screen. This can be done on the same basis
as we create pairs and groups in classrooms (see Chapter 8, B2), or, by selecting
the right computer command, randomly.

Laboratories equipped with computers for each booth allow teachers to
read what students are writing and make corrections individually either by
talking to the student or by using the editing facility attached to their word-
processing package.

¢ Different modes: from the console the teacher can decide whether or not to
have all the students working at the same time and speed — in ‘lockstep’—
because they are all listening to a master tape. In computer-equipped
laboratories, they can all watch a video which the teacher is broadcasting to
their individual monitors.

An alternative is to have students working with the same material, but at their
own individual speed. Thus teachers may broadcast an audiotape which records
onto each individual tape at each booth. Each student can now work at their
leisure. In computer-equipped laboratories the teacher can send the same text to
each machine for them to read and/or manipulate according to their own needs.

Finally, since teachers can group students mechanically, each pair or group
can be given different material to work with,

Advantages of the language laboratory
In many self-access centres or SACs (see Chapter 24, a2} there are audiotape
machines, videos, and computers which perform some of the functions of a
language laboratory, giving students opportunities for both extensive and intensive
listening and reading. The sound quality for audio and videotapes is likely to be
significantly better than that for individuals in classrooms, since in SACs and
laboratories tapes are listened to through headphones.

Language laboratories offer the same potential as SACs, but also have other special
advantages which make them a welcome addition to any school’s resources:

¢ Comparing: the double track allows students to compare the way they say
things with the correct pronunciation on a source tape. In this way they can

142



EDUCATIONAL TECHNOLOGY AND OCTHER TEACHING EQUIPMENT

monitor and get feedback on their own performance, even without the
intervention of a teacher.

Privacy: students can talk to each other (through their microphones), record
onto the tape, wind and rewind tapes or type on computer keyboards without
disturbing their colleagues. Since every student is cocooned by their
headphones, they are guaranteed some privacy, and are free from the intrusion
that the work of others would cause in a normal classroom setting,

Individual attention: when teachers want to speak to individual students

in a laboratory they can do so from the console. Unlike the situation in the
classroom where this is often difficult because it stops them from working
with the rest of the class — who may resent such private conversation — in a
laboratory all the other students are working away on their own. The attention
that teachers give to one student does not distract the others.

Learner training: the language laboratory helps to train some students to
really listen to what they say and how they say it. When they compare their
pronunciation with the correct version on the tape, they begin to notice the
differences, and this awareness, over a period, helps them to hear and
pronounce English better.

Not all students find comparisons easy, however, Different students are
better or worse at hearing sounds (see Chapter 13, a2). It will be up to the
teacher, from the console, to guide individual students who are experiencing
difficulties into noticing differences and similarities.

Learner motivation: a worry about learner autonomy in general, and self-
access centres in particular, is that some students are better at working on their
own than others. The language laboratory (where teachers take the whole
group into the laboratory) offers a good half-way house between teacher
control and learner autonomy since, although students work at their own pace,
they are more open to the guidance of the teacher.

Activities in language laboratories

Repetition: the simplest use of a double-track laboratory is repetition. Students
hear a word, phrase, or sentence on the tape. A space (indicated by a bleep or buzz
signal) is left for them to repeat what they have heard, and the word, phrase, or
sentence is then said again, so that they get instant feedback on whether they have
spoken correctly. A basic pronunciation item might, therefore, look like this:

Tape voice: information
Buzz signal: ... (Pause of 3 seconds)
Tape voice: information

Drills: based on Audio-lingual methodology (see Chapter 6, a1), language
laboratories have often been used for substitution drills, using the same basic
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model as the repetition example above. The difference is that the student has to
work out what to say {based on a cue) before the tape voice then gives the
correct response, as in the following example practising the present perfect:

Tape voice: Do you watch television every night?

Cue: Three nights.

Buzz signal; (Pause)

Tape voice: No, I haven't watched television for three nights.

Tape voice: Do you listen to the radio every day?

Cue: Last Monday.

Buzz signal: (Pause)

Tape voice: No I haven't listened to the radio since last Monday.

From Adrian-Vallance (1986: 211)

Speaking: language laboratories can give students the opportunity of speaking
{apart from repetition and drilling) in a number of ways. They can record their
own talks and speeches and then listen back to them and make adjustments in
the same way as they draft and redraft written text in a process-writing
approach (see Chapter 18, B1). But the tape can also ask them a series of
questions which encourages them to practise language which they have recently
been focusing on as in the following example for beginners:

Tape voice: What's your last name?
Buzz signal: (Pause)

Tape voice:  What's your first name?
Buzz signal: (Pause)

Tape voice: Where do you live?
Buzz signal: (Pause)

In a [anguage laboratory individual students can play and replay questions until
they are sure what they are being asked. From the console, teachers can listen in
and give focused individual feedback too.

Pairing, double-plugging, and telephoning: almost any interactive speaking
activity can be performed by students at different booths who are paired
together (or two of whom plug their headphones into the same machine). They
can describe objects or people for others to identify, They can give directions
for their pair to follow on a map and they can make decisions, or role-play
dialogues. Together they can plan and tell stories.

In modern laboratories students can also dial the number of different
booths and have telephone conversations with the person who answers.

Parallel speaking: Adrian Underhill (1994: 181, 186-187} gives two examples of
parallel speaking, where students are encouraged to imitate the way the teacher
says something and, because of the double-track system, do so at the same time
as the teacher is speaking.
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From the console the teacher can record a rhyme or story (first in separate
phrases, but later as a whole) onto all the individual student machines. At first,
as the material is being recorded the students just listen. But then, once they
have the recording of (all or part of) the rhyme or story, they speak along with
the teacher’s taped voice, doing their best to imitate the teacher’s pronunciation
and the speed at which he or she speaks. The aim is ‘to try and do the same as
you, not because you are right, but as an exercise in attention and noticing, and
to gain insight from experience’ (Underhill 1994: 187). Later, they record the
material independently onto their machines, at which point the teacher can
listen in and give feedback where appropriate.

¢  Listening: listening of all kinds can be practised in the language laboratory.

Activities such as note-taking, dictation, finding differences between a written
text and a taped account of the same events, and answering comprehension
questions can all be performed successfully in the laboratory setting. Tapes can
be accompanied by written worksheets and/or students can be asked questions
on the tape which they have to record their answers to on the student track. In
computer-equipped laboratories, questions and texts can be provided on the
computer screen.

Because teachers can group students differently, the laboratory is an ideal
location for jigsaw listening (see Example 4 on page 237).

Students at their separate booths can also do a variety of video-watching
activities,

¢  Reading: students can read texts and then record their answers on tape. In
computer-equipped laboratories both text and answers can be supplied on the
computer screen itself. The teacher can also have all students reading material
from the same Internet web site.

*  Writing and correcting writing: language laboratories allow teachers to give
individual, private spoken feedback on students’ written work. In computer-
equipped laboratories students can write at their individual machines and the
teacher can then correct their work either orally or in writing since he or she
can look at each student’s work from the console.

What computers are for

Although computer use is still restricted to a fraction of the world’s population,

the use of computers (and the Internet) in education generally, and in the teaching
of English in particular, continues to increase at an extraordinary speed — quite
apart from its use in language laboratories (see above). As with any technological
advance such as the language laboratory, video, and even the tape recorder, the
=voper place for the various riches which computers have to offer is still under
=scussion. All we know is that at any moment there are exciting new developments
= round the corner. Currently, the main uses for computers in language teaching
mdude the following:
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Reference: one of the chief uses of computers, either through the Internet or
on CD/DVD-ROMS, is as a reference tool. This can be connected to teaching,
the English language or general facts about the world {see Figure 20), There are
already a number of popular encyclopedias available on CD-ROM (for
example, Encarta, Grollier, Hutchinson, etc.} and all sorts of other information
is also available, whether it is about plant life, animals, aircraft design or music
history. One of the great advantages of computers is that with the right
equipment, we can do all this research at home or in self-access centres (see
Chapter 24, a2).

B
Fe - N PR

Chamsky, Naam (1928- ), Amancan Y]
Iinguist educator, and poltcal actwist, ;
educatad at the Unversity of Pennsylvama ¥ i i“
He 1s regarded a5 the founder of
transformational-generative grammae  an
onginal system of ingursuc anakysis that
revgolutmlzed T s?n‘zs Chomsky beheves Selected Web Links
that language 15 the rezult af an innate . Bag> e
human faculty ard that the am of inguistics chomsky
13 therefore, to determine what universat & preata’y maraned age
properties sre and to estabhsh 3 “universal Hrat ame to act as 5 i
oiammar which would account for the range 5 ppamEnt 10 e Hoam ?"
of Inguwsue vanaton humatly possible His Cromr thy ACHIVE SHe, with x
analysas of language start with basic ltﬁrfaaﬂ?;zf:::r: eseays &_’
sentences, from which are developed an Cromreky 5% wel 32 -
endless vanety af syntachc combnations by transcngtons of intery ewe
means of & set of nuies that he formularas »th am -
At the end of 3 cham of syntactic rulas are
phonologics B35 QOVECNING OrorunciINHn « Left Yioich "I

FIGURE 20: A screen from the Encarta encyclopedia

The availability of research material such as this means that we can send
students to the computer to prepare for all sorts of task and project work,
following up references in coursebooks, or finding out about topics they are
interested in. Many of the programs have excellent visuals and sound which
make the material very attractive,

There are now a number of ELT dictionaries available on CD-ROM too,
which offer, apart from definitions, spoken pronunciation of words and
practice exercises and activities. Increasingly, publishers are also making
dictionaries available online. And whether on CD-ROM or through the
Internet, students can now access language corpora to search for facts about
English {see Chapters 2, B1and 12¢).

The greatest potential for the computer as a reference tool is, of course, the
Internet, where, by accessing directories and search engines (such as ‘Ahta Vista,
‘Google’, and ‘Hotbot’), users can look for information on just about any
subject under the sun. However, as any regular ‘surfers’ will attest, these searches
often throw up a huge amount of irrelevant material so that a simple search can
become a protracted trawl through a number of useless web sites. When we
encourage students to use search engines to find information on the Internet,
we should prepare the ground beforehand — by suggesting search methods
and/or narrowing down the focus of the enquiry — so that students do not
waste a whole class period searching. We also need to keep an eye on
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proceedings to avoid a situation in which students just surf the net, becoming
distracted by what they find there, and thus lose sight of the original task,
However, if these drawbacks are taken into account, the Internet is an
extraordinary resource which has changed the face of information gathering
both in and outside the classroom (see also web sites below).

» Teaching and testing programs: language teaching software packages, often
supplied on CD-ROM, offer students the chance to study conversations and
texts, to do grammar and vocabulary exercises, and even to listen to texts and
record their own voices.

Grammar Practice Bof 1

Moun phtase much, many, {a) Iittie and {2} few
Tk on e toresct wiord{s) o tompiste ihe Tentence

FIGURE 21: A screen from The FCE Grarmmar ROM (Pearson Education Ltd)

Although some teachers have criticised computer-based programs of this
kind as being only dressed-up workbook exercises, it would be unwise to
underestimate their usefulness for variety and motivation. Students who have
been sitting behind their desks for hours might well find going over to a
computer to ‘play’ with some language exercises a welcome relief. Such
programs now include extensive reference resources as well.

A trend which will aimost certainly gather pace is the attachment of
CD-ROM-based packages to accompany coursebooks, full of extra input
material and exercises. Some of these will be available, too, on the Internet,
However, there are also web sites where students can sign up for complete
self-study courses, which include all the regular features of a coursebook
together with the possibility of sending work to a tutor who will monitor
progress. The following example (for lower intermediate students) written and
designed at International House, Barcelona, is a reading text which is then
followed by comprehenston questions which users answer on screen and can
then check to see if they were right, They can also click on words in the text for
a quick definition.

147




CHAPTER 10¢

Fre  Eou I3 - re
1 Read this newspaper article You can check the g of the highlighted
words hy dicklng on them.
Fly Me To The Moon
Fancy a honeymoox; on ths Moon? This may one day be possible Hiton
I L the int | hotel company, has ganouneed plane Lo budd the feat

148

@smtf 8

at

hetsl on the Moeom

The anssuncement Follows the recent dascavery of wrater, which hag greally 1nciogred
the possibihty of tologeng the Maan

The Lunat Hillan would have five thousand zooms,
eatauzants, & chigch and wven a beach Food would
roye From fanns on the Moon's swface and the ies
dizcoverad at the Moor's poles could be uasd for
watst The hotel would be powered by zolar papels

¥ d wnleresl
-

Tora Jup: ; hwve also
11 thus development i the space race

Shisnuz s planrung an ortytgng 64-room space hotel
by 2020 and 4 hualel on the Moon's swrfare Hishunatu Consituction Sompany slso has
plans for o PMoon reeort, called Eapargol Caiy s reference b the sitaps of the Lo
towers ey plan to buld

3o what does the Moon offer tounats who would kke to expentrace o hanas hohday?

After completing the jolmey, 2uests could epyay o vanely of actrvatisa Brom golf and
teoras Le £ w202 inospeadd moon buses They would fret have 1o gel used b

[ Lomer ler |

A screen from International House Net Languages at hitp:/fwww.netlanguages.com/

A number of language tests have gone or are in the process of going
electronic as well. Students can send their answers straight from the computer
screen to the examinations centre (see page 333 for listings of tests).

E-mail exchange: one of the main uses for computers which are hooked up to
the Internet is as senders and receivers of e-mail, allowing easy access to people
all over the world. This makes the idea of pen-pals (or mouse-pals — see the
references on page 268 for pen-pal sites} and/or contact between different
schools much more plausible than the ‘snailmail’ equivalent. Getting students
from different countries to write to each other has greatly increased both their
English development and especially their motivation.

It should be remembered, however, that e-mails are often written in a
special speaking-like informal style (see Chapter 17, a3). There is less of an
obligation for grammatical correctness or even correct spelling. So while
e-mailing may promote written fluency, and while it may give students a real
chance to communicate, it may not enhance accuracy or help students to write
in more than one or two genres.

Of particular interest to teachers and students is the fact that documents
can be attached to e-mail and sent along with them, so that students can send
word-processed work to their teachers who can then send back feedback in the
same way (see ‘the word processor’ below),

Web sites: almost any web site has potential for students of English. They can
go and visit a virtual museum for a project on history or science. They can go to
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a web site which offers information and song lyrics from their favourite rock
group and they can access timetables, geographical information, and weather
facts. There are also a number of sites designed specially for students of English
as a foreign language where they can exchange e-mails, do exercises, and browse
around reading different texts, playing games, or doing exercises. The following
web site, for example, provides practice in relative clauses:
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4 Chadren whoss patents smoke will ofen become smokers themseves
e Mo Help

5 When ! bved v Onford, whach 15 somme lune ago, we used Lo go t0 Stratford quie often M the weskend
iz e Herp
@Dam oD Ictemat

5 S

Relative clause practice from Edunet Ltd at
http: www.edunet.com/english/practice/rside/Home.htm]

One of the real advantages of the Internet is that now, for the first time, teachers
and students have access to ‘authentic’ English wherever they happen to be
working, There is reading material available and, increasingly, there are audio
and video sites too where music, news, and film can be listened to, though the
downloading and/or classroom use of any such material will depend upon the
copyright restrictions attached to it.

Some teachers plan whole lessons around the Internet. In her book on
Internet use Dede Teeler gives a number of such sequences including designing
a lesson around students visiting a teenage advice web site, or getting students
to make their own newspapers and using a web site for that purpose ( Teeler
2000: Chapter 5). We could also ask students to look at a number of different
newspaper web sites from Britain or the USA (for example) to
compare which stories they think are the most important and how those stories
are told. We might get them to look up film reviews to make a class choice
sbout which one to see, or download song lyrics which they can then put
dlanks in to ‘test’ their colleagues. The potential is almost literally endless;
training students to use that potential sensibly will be of great benefit to
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them, especially if and when they wish to continue studying on their own
(see Chapter 24, A3).

¢  The word processor: in an article published in 1987, Alison Piper suggested
that the most successful educational use of the computer at that time was as a
word processor, with students grouped around a screen drafting and redrafting
collaboratively (Piper 1987). Unlike pen and paper, word processors allow
students to compose as they think, and change their minds in the course of
writing. Because the writing takes place on a screen all the students in a small
group can see what is happening and contribute in a cooperative way.

There is no reason to revise Alison Piper’s judgement even though many
years have elapsed since it was made. Though computers are ideal for students
working on their own, they also have enormous potential for students working
together, either operating a program or offering suggestions about what to do
next. Word processing is the simplest and most obviously cost-effective way of
tapping into this potential. However, as we have already seen in Section E (above),
there is also scope for individually word-processed work which the teacher can
give feedback on (see Chapter 7p) using the editing program which comes with
the word processor. Students can now send such work as attached documents
via e-mail so that teachers can give feedback at their leisure and ‘hand back’ the
work the moment they have finished.

The widespread use of the computer — indeed the digital revolution generally —
changed late twentieth-century life as surely as the industrial revolution impacted on
the world over a century before. In language teaching, too, things will never be the
same again with computer-based materials finding their way into coursebook
packages, self-access centres, and classrooms everywhere. Such developments will be
of inestimable value.

Yet we need to remind ourselves that there are still huge areas of the world
where access to a computer is impossible or very difficult. Though there are wonders
and marvels a-plenty on the Internet, there is a lot of rubbish too, and worse. We
might also observe our students in class and conclude that groups of people talking
and working together are still (and always will be) vitally important in language
learning, Finally, we should remain conscious of the fact that different people learn
and respond in different ways. The American writer Theodore Roszak argues that
putting computers in schools is a bad use of money, pushing our expenditures on
other vitally important iterns such as materials and teachers to one side. His views
may be somewhat extreme, but it is difficult to argue with the opinion that:

There are about as many kids born computer-proficient as there are born
piano-proficient or poetry-proficient. It is mere folklore that all children
born since 1980 have mutated into brilliant computer-users.

From T Roszak {1996: 14)
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Homegrown materials production

Many of the pictures, cards, OHTs or realia items which we bring into class will have
been made or designed by teachers themselves. We may also want to record our own
audiotapes (see Chapter 16, A2) or produce our own videos (see Chapter 20).
Homegrown materials range from grammar worksheets to word/sentence cards
(see Section D above), from OHTSs with words or exercises to photocopied texts
(or texts taken from the Internet) that we design our own exploitation for. ‘Do-it-
yourself” teachers who choose not to use coursebooks end up producing a lot of
such material themselves (see Chapter 21, 1), but even where we are using ready-
made material that we are happy with, we will still want to supplement it from time
to time with material that we have prepared especially for our own groups
(see Chapter 21, c2).
When we make our own materials for classroom use (having taken care that our
materials are legible, clear, attractive — and durable so that we can use them more
then once) we can follow a simple five-stage procedure:

¢ Planning: homegrown materials start with planning. We need to decide what
our aims and objectives are, what activity we want to involve the students in,
how we want them to be grouped, and what the content of our materials
should be. Once this is done we can move on to producing the materials,
bearing in mind the characteristics we mentioned above.

®  Trialling: it is absolutely vital to try out our material before taking it into the
lesson. Ideally we will get a colleague or colleagues to comment on what we
have made and/or do the exercises we have written. If this is not possible we can
get a friend or another student to go through it. In this way we can avoid
problems, and hope that other eyes will spot spelling mistakes or ambiguities
which we missed.

¢  Evaluating: when we have produced and trialled our material we take it into
the lesson and use it. This is where we need to observe carefully in order to
evaluate its appropriacy. That way we can redesign it for future use and/or come
to conclusions about how or when to use it in the future. Evaluating material
we have produced will also help us to make decisions about what material to
make in the future,

¢  Classifying: when we have used material in the classroom we need to find
some way of storing it and classifying it so that we can lay our hands on it
quickly the next time we want to use it. We might want to do this alphabetically
by topic, by vocabulary area, or by grammar point. As with any other filing
system we use, the way we organise our categorisation is a matter of personal
preference and style.

¢  Record-keeping: we need to keep a record of what material we have used
together with evaluations of how well it has worked. This will prevent us from
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using the same material twice with the same class, and it will help us with our
long-term planning (see Chapter 22).

Chapter notes and further reading

* Pictures
One of the best books on pictures is still A Wright (1984). See also A Wright and
§ Haleem (1961).
N Cundale (1999) shows different uses of news pictures. M Early (1991} discusses the
advantages of wordless picture books for language production with young students.

¢ Picture/card-based communication games
Some of the best collections of card-based communication games for pairs and
groups are Jill Hadfield'’s elementary, intermediate, and advanced games (Hadfield
1984, 1990, and 1987),

¢ Cuisenaire rods
For a straightforward introduction to Cuisenaire rods, see ] Scrivener {1994b:
169-172).

® The Internet

An excellent book on the Internet and what it has to offer teachers and students of
EFL is D Teeler (2000). See also $ Windeatt et al. (1999} and D Sperling (1998},

S Mace (1998) wrote an information-packed short article on designing tasks using
the Internet.

P Sweeney (1998) found that getting young learners to access the Internet was far
more time consuming, teacher intensive, and generally chaotic than he and his
colleague had anticipated! For excellent advice on training people to use the
Internet in the classroom see D Teeler (2000: Chapter 4).

* Internet sites
There are literally millions of Internet sites for students and teachers of English.
However, a good place to start for advice on various sites is in book form, as in
D Teeler (2000: Appendix p) and D Sperling (1998).

One of the best web sites with materials for students and teachers, and links to
EFL sites of all kinds is Dave Sperling’s Internet café at http://www.eslcafe.com/,

Any teacher educator can set up their own site, so teachers and students will just
have to try out the ones that look interesting. At the time of writing,

Wolfgang Rothfritz in Germany, for example, has an EFL business site at
http:/feconscience.unipaderborn.de/WiWi/English/home htm/, while

Karin Cintron in California runs Karin’s ESL ‘partyland’ at
http://www.eslpartyland.com/default.htm/.

152



EDUCATIONAL TECHNOLOGY AND OTHER TEACHING EQUIPMENT

In the end Internet users may want to type in requests for grammar exercises,
news sites, teacher resource sites, efc. on search engines such as the following:
All the web at www.alltheweb.com
Alta Vista at www.altavista.com
Google at www.google.com
Hotbot at www.hotbot.com

The language laboratory
Very little is currently being written about language laboratories, but see P Ely
(1984) and D Horner (1987).

Computer-based material

All the major publishers have CD-ROM-based dictionaries. Pearson Education
also have the Longman Web Dictionary which allows users to look up any word
that appears on the Internet at http://www.longmanwebdict.com. It is also
possible to access Cambridge University Press’s CIDE dictionary on the Internet.

For an overview on the use of computers in language learning, see M Warschauer
and D Healey (1908) and H Jarvis {z000).

E-mail exchange

Michael Legukte offered an inspiring example of this (students in Germany
corresponding with students in the Bronx) in his plenary to the IATEFL
conference in Manchester, UK, April 1998.

H Hennigan (1999) shows how the idea of pen-pals can be adapted to become

‘keypals. D Teeler (2000: 75-76) has a good discussion of things to watch out for
when organising keypals.

B Skinner and R Austin (1999} discuss the use of computer conferencing as a
motivating activity.

Homegrown materials

P Ahrens (1993b) designed her own rod system which used clothes pegs and loops
of string to hang pictures from in her classroom. With one string of pictures at the

front wall and one at the back, classes could do information-gap activities even
though there were too many of them for pairwork.

D Block (1991) and A Maley (1998} discuss DIY (‘do-it-yourself’) materials
production.
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Studying
language

Language study refers to any stage in a lesson where students and teachers focus in
on (the construction of) a specific feature of the language in order to understand it
better. The immediate goal of language study is to increase knowledge of the language
system so that the longer-term aim of improving productive and receptive skills can
be achieved. As we shall see in Chapter 12, students should not only study language in
the classroom under the direction of a teacher, but should also research language on
their own. We need to have as one of our goals the training of autonomous learners
(see Chapter 24a). However, the activities in this chapter are designed for the vast
majority of students who benefit from a teacher-led focus on specific language forms.

Studying structure and use

The language study described in this chapter focuses on the structure and use of
language forms, particularly in the following areas:

— the morphology of forms (e.g. the fact that is and am are forms of be, but
*amn’tis not)

— the syntax of phrases, clauses, and sentences (e.g. the rules of question
formation or the construction of if-sentences)

— vocabulary, including the meanings of words, their lexical grammar (e.g. the
fact that enjoy can be followed by an -ing form but not by an infinitive), and
collocation rules (e.g. we say even-handed and not *even-footed)

— the meanings and functions that phrases and sentences can convey

— pronunciation

— spelling

There are of course other ways in which students can study language, such as genre

analysis and the study of written and spoken text construction {see Chapters 15 and

16). In both these cases, however, students are asked to notice a number of different

aspects of the texts in front of them rather than focusing on a specific language item
or items as they will be asked to do in the examples below. Pronunciation is part of

this, but it will also be dealt with separately in Chapter 13.

Language study techniques

There are a number of study techniques which we can use to ensure that students
not only understand the meaning of a language form and how it is used in
exchanges or texts, but are also clear about its construction: :
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Demonstration: we can demonstrate the language forms which we want students
to study by offering them a situation which shows the language in action and
then modelling the language ourselves (see Chapter 4, p2). The language can be
used in a text which clearly shows what it means; we can also use pictures or
various items of realia to demonstrate meaning (as described in Chapter 10).

Demonstration on its own may not be enough; some students will need a
mixture of demonstration and explanation, and the other techniques described
below to be sure of understanding the new form(s) correctly.

Explanation: we can explain the construction of language in diagrams using
the board or overhead projector. We can make use of equipment such as
Cuisenaire rods to show syntactic relationships or stress patterns (see Chapter
10D). We can use finger-pointing to show how contractions are made, e.g:

Uncontracted form Contracted form

At higher levels we can offer grammatical explanations by saying things such
as We don’t use words or phrases which refer to a specific time in the past (like
‘vesterday’ or ‘last week’) with the present perfect or The choice of which verb we use
to talk about the future depends on our precise intention ~ how definite we wish 1o be
about future plans and arrangements, We can explain rules in the students’ own
language, but this can detract from the English atmosphere of the class.
In the traditional PPP model, explanation is frequently given by isolating and
distorting bits of the language which the teacher is modelling (see Chapter 6, a2).
The way we offer explanation to our students will depend upon the language
form we are focusing on and the age, level, and preferences of the class.

Discovery: students can be encouraged to understand new language forms
either by discovering them for themselves in a text, or by locking at
grammatical evidence in order to work out a grammar rule.

In order for us to have confidence that discovery leads to real
understanding, we need to be available for students to check with us whether
they have worked things out correctly. In the words of one Swedish student
‘You can’t be 100 per cent sure that you've found the rule. You must have the
possibility to get the right rule from the teacher’ (Fortune 1992: 168).

Accurate reproduction: one of the ways students learn new language forms
best is through an accurate reproduction stage. Here we ask students to repeat
new words, phrases, or sentences in a controlled way, correcting them when
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they get things wrong and showing approval when they use the form correctly.
Not only does this allow them to try out the new language, but the teacher’s
feedback also serves as further demonstration and explanation of the new forms.

Accurate reproduction — or controlled practice - is the ‘practice’ stage of the
PPP model (see Chapter 6, a2). However, where students show an immediate
grasp of the language forms such controlled repetition may not be necessary.
This is especially the case at higher levels.

¢ Immediate creativity: where students show an understanding of the

meaning, use, and construction of the language form we are focusing on, we
can ask them to create their own sentences using the language form. Such early
language production will give a good indication, to both students and the
teacher, of how well the language form has been understood.

Immediate creativity is the ‘production’ phase of the traditional PPP model.
As an early activation of language it is not strictly a study activity, though most
study sequences will allow for it at some stage. It can also be used after any
explanation, or after a discovery activity.

®  Check questions: we can use check questions to see if students have
understood meaning and use. If students are learning to use past continuous
sentences such as At eight o'clock she was watching television we can measure
their comprehension by asking Did she start watching television at exactly eight
o’clock or before? If they are working with as ... as comparisons in sentences
such as Denise isn't as tall as Chris, we can ask Who's taller 7 to check their
understanding of the language.

A2 Language study in lesson sequences
The status of language study depends on why and when it occurs. It may form the
main focus of a lesson: we might say, for example, that a chief part of today’s lesson
will be the teaching of relative clauses (or the future continuous, or ways of
suggesting) and design the lesson around this central purpose.

Many study activities (especially in coursebooks) have tended to follow the PPP
model. Yet, this may be entirely inappropriate for certain types of students and with
certain areas of language (see Chapter 6, A3). We may also wish to preface a study
exercise with activities which show us how much of the language in question is
already known, or we may interleave the study with other elements. Rather than
always following ‘straight arrow’ sequences, in other words, we will often find that
‘boomerang’ or ‘patchwork’ lessons are more suitable (see page 84).

Language study may not be the main focus of a lesson sequence, however, but
may be only one element in a grander design, in which case a decision will have to
be taken about where the study activity should be placed in a sequence. Should the
focus on any necessary language forms take place before, during, or after the
performance of a communicative task or a receptive skills activity?

One approach (often taken by materials writers) is for students to study language
in a variety of ways, then explore a topic, and then use what they have learnt to
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perform a task (see, for example, Cunningham and Moor 1998). Alternatively, the
study of language forms may happen during a task-based sequence. We might focus
on one or two past tense forms in the middle of an extended narrative-writing task;
we might have our students study vocabulary to describe the weather in the middie
of a sequence on holiday planning. Students can also research language as partof a
task (see Chapter 12).

Sometimes we study forms after the students have performed the task. This
usually happens as a form of language repair when the task has shown up language
problems — or when students might have found the task easier if they had been able
to produce certain language forms which they did not use at all. Studying language
after the task has been completed is a feature of the Task-based model followed by
Jane Willis (1996).

However, even where we have not planned to include language study in a

‘particular lesson sequence we sometimes find opportunities presenting themselves
which we find impossible to ignore, and, as a result, we get students to focus on
language items which we had not anticipated including. Such ‘opportunistic’ study
may happen because a student wants to know how or why some language is
constructed; it might take place because completely unforeseen problems present
themselves; we might suddenly become aware of the chance to offer students some
Jlanguage which they cannot use but which — if they are now exposed to it — will
significantly raise the level at which they are performing the task.

Opportunistic teaching — studying language which suddenly ‘comes up’ — exposes
the tension between planning lessons in advance but yet responding to what actually
happens in class (see Chapter 22, c1). When used appropriately, the relevance and
immediacy of opportunistic language study may make it the most memorable and
effective kind of language study there is.

Known or unknown language?

Apart from real beginners each individual student has some degree of linguistic
knowledge and ability in English. In addition to this, individual students learn at
different speeds and in different ways. These two facts taken together explain why so
many classes can rightly be described as ‘mixed ability’ — though this is more
extreme in some cases than in others.

The fact of mixed ability throws up a problem for the study of language forms
since it will frequently be impossible to know whether such forms really are new or
not for the individual students in a class, And even if most of our students have
experienced the language before, it is not necessarily the case that they can all use it.

If — for the reasons stated above — we cannot be sure whether or not our students
know the language we are about to ask them to study, we will need to find this
information out. If we do not, we risk teaching them things they already know, or
assuming knowledge they do not have.

One way of avoiding teaching already known language is to have students
perform tasks and see how well they use the language forms in question before
Jeciding whether we need to introduce those forms as if they were new. A less
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elaborate technique is to attempt to elicit the new language forms we wish them to
study. If we find that students can produce them satisfactorily we will not want to
demonstrate or explain them all over again, and accurate reproduction will be a
waste of time. If elicitation is unsuccessful, however, we have good grounds for
treating the language forms as new and proceeding accordingly.

Choosing study activities

We will frequently decide how and when to have students study language form and
use on the basis of the syllabus and/or the coursebook since it may offer an
explanation and an exercise that we are happy to use almost unchanged. However,
many of these sequences may not suit the particular styles and progress of our
learners, and may thus need adjusting or replacing in some way (see Chapter 21, c2}.
We may want to try out new activities, or be concerned not to go on using the same
kind of activity day after day. How then do we make such decisions?

¢ Following planning principles: when deciding how to have students study
language form we need to bear general planning principles in mind (see
Chapter 224). This means that we have to think about activities which the students
do before and after this study session so that we do not simply repeat the same
kind of activity again and again. We need to offer a varied diet of exercises when
studying language forms both because all our students have different learning
styles (see Chapter 3, B3 and Bs) and also to help sustain student motivation.

¢  Assessing a language study activity for use in class: when assessing an
activity designed for the study of language form we need to decide how
effective it will be when we take it into class. It should justify the time we will
need to spend on it both before and during the lesson. We need to believe that
the activity demonstrates meaning and use clearly and that it allows
opportunities for a focus on (and practice of) the construction of the language
form. We have to think that it will engage our learners successfully.

Scott Thornbury, in his book on grammar teaching, suggests measuring
activities according to ‘efficiency’ and “appropriacy’ factors. In the first category
he wants us to work out the economy, ease, and efficacy of the activity (Is it
do-able economically? How easy is it for the teacher? Does it work?). In terms
of appropriacy we need to judge whether the activity is suitable for our
particular group of students at their level, for that time of day, for those
classroom conditions, and so on { Thornbury 1999a: 25-27).

We often take activities and exercises into class that we have used before
with other groups. We will have, therefore, a good idea of how effective they will
be. Nevertheless we need to remember that groups are different, and that what
was appropriate for one class may not work as well with other students.

¢  Evaluating a study activity after use in class: we need to evaluate the
success of an activity which focuses on language form, whether we do this
formally or informally. That is one reason why we should keep records of our
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classes (see Chapter 22, c2} and why we should conduct our own action
research {see Chapter 24, B1).

Evaluation of an activity answers questions such as whether or not the exercise
helped students to learn the new language, whether it was clear, whether it took
more or less time than anticipated, whether students were engaged by it, and
whether or not we want to use it again. Part of this evaluation involves us in
thinking about how we might modify the activity the next time we use it.

B Examples of language study activities

The activities in this section demonstrate both the teacher-led introduction of new
language, and material designed to enable students to work things out for
themselves with the teacher’s help.

B1 Introducing new language
The following example shows how a situation can be used to provide the context for
the introduction of new language (though elicitation will show if the language really
is new).

At in space Language: should/shouldn't have done
' k Age: any

Level: intarmediate /upper

Example 1. Lig

The sequence starts when the students are asked if they ever read science fiction,
making sure that they understand what genre of fiction we are talking about. This
might develop into a quick discussion of what they read and why. The point is to get
them engaged and interested in what is coming. Students can be prompted to say
what they would expect to find in a science-fiction text.

We now ask the students to read the following text. While they do this they must
find out information such as how many people are in the space station at the
beginning and end of the text, whether they are men or women, and how long they
have been there.

They had been up up ‘here for five yea years . Five ye years for five people cut ;
off from earth since World War v. True the Moanshuttle came every "
six months with a supply of food, but it was pilotless, They had not
been able to make contact with Moonbase for two years. Cathy said it
was weird.
You say that three times a day, Rosie answered.
‘Well it’s true. It's weird and I don't think I can stand it much longer!
‘Oh for Jupiter’s sake shut up! Go and play eight-dimensional death-
chess and [eave me alone. You drive me crazy!
Thanks! Cathy said ql.netly, ‘T can see I'm not wanted. She left the
cabin.
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The door hissed behind her,

When she got to the exit chamber she didn't look at the record book where
Mitch had written ‘9 — motor malfunction. Bo not use’ She got
into suit number nine and pressed the exit key. The outside door hissed open
and she sailed out into space. She hadn't told the others where she was
going {space station rule 345/2/23). It gave her a good sense of freedom.

Back in the station Rosie saw the red warning tight above the exit
control but she ignored it. They'd had trouble with the lights recently.
Nothing senious. Captain Clarke saw it, though, She got on her personal
people communicator and called Tim Hotzenfop the station engineer.

T think we've got a problem. You'd better come up quick. But Tim was
deep in conversation with Leila so he said "Sure, T'll be up, and then
switched off the radio. Leila was nicer to listen to than old Clarke,

Mitch was in the repair shop next to the exit chamber when the audio-
alarm went off, But he was wearing his spacewalk-man. He didn't hear a
thing.

200 metres away from the station Cathy suddenly realised that she had
forgotten to close the station exit door. She must go back, She pressed
the motor contral on the front of her suit. There was no response. She
pressed it again. Nothing. At that moment, looking back, she saw the
space station she had just left roll over and she thought she heard a
scream echoing out into the garkne er o

When the students have read the text and shown that they have understood it by
answering comprehension questions we can then ask them to say what they think
happens next: ‘What is the light? What has happened to the space station and why?’ The
object is to get them to be creative with language and with their response to the text,

We now ask the students to list things that people did that were ‘bad’ or ‘not
sensible’ and write them on the board, for example:

" a Rosie was rude to Cathy.
b Cathy didn't look at the record book,
¢ Cathy didn't tell the others where she was going.
d Rosie ignored the red warning light.

i e Tim switched off his radio.

" f Tim didn't do anything about the captain’s call.
g Mitch was wearing his spacewalk-man.
h Cathy didn't close the station exit door.

We then ask the students if they can make a sentence about event (a) using should
not to elicit the sentence Rosie shouldn’t have been rude to Cathy. We may write
should (not) have DONE on the board. We then encourage students to make
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sentences about the other ‘silly’ actions using the same construction. We may get
students to come up to the board and write the sentences so that the board ends up
looking like this:

Rosie was rude to Cathy,
5She shouldn't have been rude to Cathy.
Cathy didn't look at the record book.
She should have logked at the record book.
Cathy didn’t tell the others where she was going.
She should have told the others where she was going.
Rosie ignored the red warning light.
She shouldn’t have ighored the warning light.
Tim switched off his radio.
He shouldn’t have switched off his radio.
Tim didn’t do anything about it.
He should have done something about it.
Mitch was wearing his spacewalk-man,
He shouldn’t have been wearing his spacewalk-man,
Cathy didn't close the station exit door.
She should have closed the station exit door.

If students are having trouble pronouncing any of the parts of the sentences we may
model those parts and possibly have students repeat either chorally or individually.
For example, we may focus on / Jadav/ and / [adntav/, showing how the phrases are
stressed and contracted.

Students are now in a position to tell stories of things in the past which they
should/shouldn’t have done (I should have done my homework on time/T shouldn’t
have left the car unlocked) after the teacher has told stories, perhaps, about himself to
demonstrate what is expected.

Other situation-based contexts for introducing new language might include (for
vocabulary) asking students to label items in a house with ‘new’ words we give them
or (for a functional lesson) getting them to try and match problems and suggestions
as a lead-in to the introduction of suggestion language.

Discovery activities
In the following examples, students are encouraged to work out for themselves how
language forms are constructed and used.

Example 2: Comparative adjectives  Language: word formation —
comparative adjectives
Age: any :
_ Level: elementary/pre-intermediste

In this example students have listened to a dialogue in which people have been
comparing things. Before moving on to make their own sentences, the teacher wants
10 draw their attention to the way that we make adjectives comparative. She could have
done this by giving rules, or perhaps just by ignoring such technical information and
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hoping that students will ‘notice’ the various possibilities for themselves. Instead she
chooses to put them in pairs and give them the following exercise;

Look at this!
old — older

new — newer
light — lighter
big — bigger
thin — thinner
noisy —» noisier
silly — sillier

eXpensive — more expensive
beautiful — more beautiful

Now work these out!

a How do we make one-syllable adjectives into comparative adjectives

b Why are ‘big” and ‘thin’ different?

¢ What has to change when we make words like 'noisy’ and “silly” into
comparative adjectives?

d What is different about ‘expensive’ and ‘beautiful’? Why?

When the pairs have finished she checks through the answers making sure they
understand that one-syllable words which end with a vowel and a consonant double
the last Jetter, that -y becomes -i-, and that longer words are preceded by morebut
otherwise stay the same. She now moves on to a practice exercise.

There are two potentia] problems with this approach. First, it is not always easy to
give a complete grammatical picture, This exercise does not give all the necessary
information about comparatives. There are no irregular ones here (like good
better), nor are there examples of words that are made comparative by either taking
-er or being preceded by more (e.g. clever in many spoken varieties of the language).
Second, it is not necessarily the case that all students enjoy this kind of detective
work. But as a way of encouraging them to think about how language works such
exercises are extremely useful, especially when, as here, the language rules they are
Investigating are fairly easy to discern.
ample 3: Rules and freedom { anguage: functions - expressing
) obligation [can’t/have to/

must/allowed to)
Age: adult
Lavel: intermediate

In this example from an intermediate coursebook, the students are going to look

at obligation language, some of which they may have already come across separately.
The teaching sequence starts when students discuss how many rules and

regulations they can think of for either the school they are studying in, or related to
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different ages (e.g. before people are eighteen), or for when there is a political
election, or for when you travel to a foreign country. The object of this discussion is
to interest the students in the topic and to elicit some of the language which will be
the focus of study.

The teacher now gets students to look at the following illustration. They are asked
how many signs they can see and what they mean:

W " y ’

SR o =
\ ONLY Pns;tenswm f}}ﬂ:’; ///'_— &/ SMOKING

VISAS MAY LEAVE ==

T
THETRANSIT LOUNGEJ \L__.ﬂ?l i /

r
- @ NON SMOKING ’—"

From Cutting Edge Intermediate, by 5 Cunningham and P Moor {Pearson Education Lid)

At this stage the teacher will be happy to accept sentences like Dor’t smoke or Smoking is
okay. The main thing is that students should understand the meaning of the signs.

Students are now asked to put a tick next to the following sentences if they mean
the same as the signs in the picture and a cross if they do not:

bl

a You can use a credit card in the duty-free shop.
You have to use a credit card in the duty-free shop.
b You have to have a visa to leave the transit tounge.
You've got to have a visa to leave the transit lounge.
€ You can’t smoke in the area at the back.
You're allowed to smoke in the area at the back.
d The public mustn't go through the door that says “staff only.
The public aren't allowed to go through the door that says ‘staff only.
e You mustn’t smoke in the area at the front.
You don't have to smoke in the area at the front.

COOLUULOSNE

This is an ideal opportunity for the students to do an exercise in pairs or groups.
By discussing each sentence and sharing their knowledge they help each other
understand things they did not previously know.
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The teacher checks through the answers with the whole class and then asks them
to go through the following ‘Analysis’ box where they have to work out the grammar
and meaning of the underlined verbs;

1 Look at the underlined verhs in the sentences above. Compiete
the following lists showing how the verbs are used.

a itis necassary | b itis okay/ ¢ it s a good ideg /
have & permitted the correct thing
can
d itis not e itfsnot okay/ |1 itis not a good
necessary it is prohibited idea / ot the
correct thing

2 What is the difference (if any} In the use of must and have to in
the following pairs of sentences?
a - You must finish ail the medicine — it's really important.
* The doctor says | have to finish ol the medicine - it's really
important.
b « You mustr't walk home afone in the dark — it's dangerous.
* You den't have to walk home — we'll give you a lift,

Now read Language summary A on page 150,

J

Once the teacher has checked that the students have been able to complete the
analysis chart, she can get them to do a fill-in exercise where they have to
discriminate between have to, don’t have to, should, shouldn’t, and are/aren’t allowed.
They then make their own sentences about what the rules are in places which they
know and visit, or they can give rules and the other students have to guess what
place is being talked about (e.g. You have to be quiet, You can’t take books unless you
sign them out at the desk. You can’t take food into this place. etc).

We can also have students discover grammar with any reading text (where we
might ask them to find if-sentences, for example, and work out the different
constructions they find), or get them to study the transcript of a conversation to see
how people agree and disagree.

%83 Remembering
" At various stages of learning teachers will want students to revisit language forms
which they have been exposed to previously. This may be part of an overt correction
stage, part of a sequence which the teacher has slotted in because students have had
trouble with that language in a task, or part of a straightforward revision process
where language forms are recycled from time to time to help students remember
them better.
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Remembering activities usually fall towards the middle of the ‘communication
continuum’ (see page 85); they encourage students to bridge the gap between
language study and language activation (see Chapter 6, 3). In more
communicative activities we hope that students will activate previously learnt
language forms subconsciously, but in remembering exercises students will be
aware of an overt focus on particular forms, which they will then be expected
to use.

The following examples of remembering activities all presuppose that the
students have already worked on the language areas which they will be using.

Example 4: Perfect onediners Language: structure — past perfact
continuous :
Age: any
Level: intermeadiate /advanced

IR RS

In this activity students practise the past perfect continuous tense based on prompts
from the teacher. They are required to use their imagination and/or sense of humour
and the exercise is given added enjoyment by being designed as a team game,

The teacher divides the class into small teams of two to four people. She tells them
that she will be reading sentences for which they have to find appropriate responses,
using the past perfect continuous, She starts by giving them a sentence such as When
I got home last night my flatmate was asleep in the car. She asks the class, in general,
what kind of reason they can think of, and hopes to elicit sentences like Well, she had
been listening to a programme on the radio and fallen asleep, or Yes, well that’s because
she had been talking to a hypnotist on her mobile phone, etc.

Now that the students understand the idea of the exercise she reads out the
following sentences:

TIPS ArHe T e e ST e st _— s

When I came to see you yesterday your cat was in the fridge,
Can you explain why you bit my dog?

That was my new Rolls Royce your son pushed aver the cliff.
You had blood all over your wedding clothes after the ceremony.
You were the only one in the room before the theft.

You had different coloured socks on the other day.

Why did Henry VIII have his wife Anne Boleyn beheaded?

© Y ¢
w s T O N oW

From The Anti-Grammar Grammar Beok by N Hall and J Shepheard (Pearson Education Ltd}

For each sentence the tearns are given a short time to come up with good sentences.
If they are correct and/or appropriate the teacher awards a point, but no team can
offer a sentence that has been used previously.

This game-like practice does nothing more or less than force students to make
sentences using a particular verb tense. Yet by adding the element of surreal humour
it can cause great enjoyment. Of course students may find it difficult, and teachers
may want to use different sentence prompts from those given here for any number
of reasons. But the idea of a teacher giving prompts in this way has considerable
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attraction since it requires no material or technology and can be slotted into a lesson
at various stages.

Example 5: In the queue Language: vocabulary - physical
_ description
A Age: adult

Level: beginners

In this practice activity designed to get students using the language of description
(e.g. He's quite tall. She has blond hair. He has a beard), an artificial ‘information gap’
is created by getting the students to look at different pictures.

The teacher starts by putting a picture of people in a queue on the board and
giving the students a list of names. They can then ask him, e.g. What's John like?to
which the teacher replies He’s quite tall with glasses. He has a beard. A student then
comes up and points to the correct person in the picture.

The teacher now puts students in pairs. In each pair one student is A and the
other is B. Each A student looks at the following two pictures — which are in colour
in the original — and is told (a) to find out which of the following names apply to
which of the people in the cinema queue {picture a1}:

Cathy Jim Karly Kit Mick Monica Philip Susan

and (b) to answer B’s questions about the people in picture a2. Thus, for picture a1,
A will ask What's Cathy like? and B will reply She’s quite young. She’s tall and thin and
her hair is quite long.

!

“Nigel  Natalie

166



[ TSR

STUDYING LANGUAGE

Each student B, on the other hand, looks at the following two pictures and is told (a)
to find out which of the following names apply to which of the people in the queue
to ‘Magic City’ (picture B2):

Alex Bill  Caroline  Jill  Natalie Nigel  Sally  Tim

and {b) to answer A’s questions about the people in picture B1. Thus, for picture B2,
B will ask What's Alex like? and A will reply She’s medium height and quite well-built.
She has dark hair.

KIMGS
ANEIREMAT

Cathy

When the activity is over the teacher has different students describe the various
characters (Alex, Cathy, Susan, etc.) to check that they are happy using the
description language.

Chapter notes and further reading

¢ Situations for introducing new language
In his ground-breaking book English in Situations Robert O’Neill was one of the
first to create situations which provoked a number of examples of the target
language (O’ Neill 1972).

* Mixed-ability classes

On mixed-ability classes, see L Prodromou {1992}, B Bowler and S Parminter
(1997 and 2000) and ] Rose (1997).
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1 2 Researching
language

Students frequently need to research language on their own, whether this is because
they are studying autonomously (see Chapter 24a), because they are correcting a
piece of homework (see Chapter 24, A1), because they are finding out about
language as part of a project or task (see Chapters 6, a5 and 17-19), or because

they are searching for the meanings of words in reading and listening texts (see
Chapters 14-16).

What dictionaries are for

One of the mainstays of any language ‘researcher’ is the dictionary. Many students
understand this and, as a result, buy themselves bilingual dictionaries or electronic
translators because they fervently hope that they will find an instantly usable
translation of a word they know in their language. There is every good reason for
them to want this since, at least in earlier stages, people tend to translate in their
heads when they are learning in a foreign language, and the idea of a one-to-one
correspondence between words in two languages is immensely attractive.

There is nothing wrong with bilingual dictionaries (or electronic translators) of
course. When they work well they provide just what the students are looking for. But
all too often they fail to show students how words are used in the foreign language,
providing simple answers for what is, in effect, considerably more complex.
Sometimes, for example, a word in the L1 may have six or seven equivalencies in the
L2; if these equivalencies are just offered as a list of words they provide the student
with no information about which one to choose —and when. Sometimes there are
restrictions on the use of a word in L1 which do not apply in the 1.2, Unless these
are given, the information is not complete. Many bilingual dictionaries also fail to give
sufficient information about grammatical context, appropriacy, and connotation.

This does not mean that all bilingual dictionaries are bad or that students should
never use them. There are some excellent examples available now and whether we
like it or not, students will always use them, especially at lower levels. What we can
do is show them something different which is just as good — and in many ways
better: the monolingual dictionary (MLD)},

MLDs, whether in book form, on CDs or available on the Internet, are those
written in only one language (in this case English). Although most ‘general’
dictionaries are, of course, monolingual in this sense, the acronym tends to be nsed
to describe dictionaries written especially for language learners, and that is the sense
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in which we use it here. Current examples include the Longman Dictionary of
Contemporary English, the Cambridge International Dictionary of English, the Oxford
Advanced Learner’s Dictionary, and the COBUILD Dictionary. In them users will find
information such as the different meanings that words have, how they are
pronounced, what other words they collocate with, and when they can be used.
They also give examples of the words in phrases and sentences so that students get a
very good idea of how they themselves can use this word. One of the more
important features of many of the current generation of MLDs is that their
definitions are written in a language which is itself simplified, thus avoiding the
possibility that the definition is more difficult to understand than the word itself: it
makes a lot more sense to say that a dogis a very common amimal that people keep as
a pet or to guard a building (Longman Dictionary of Contemporary English) than that
it is a canine quadruped!

Students at beginner level will usually find MLDs too difficult to use because the
language in the definitions will be way above their heads however careful
the lexicographers have been, Such people may well rely on their bilingual
dictionaries. But from somewhere around the intermediate level, students will find the
information that MLDs contain invaluable, as we shall see in the following examples
in this section.

Reference and production dictionaries
Reference dictionaries - the kind that we most frequently use — need to be
distinguished from production dictionaries, a type of dictionary which has emerged
comparatively recently.

A reference dictionary is one where a student looks up a word to see what
meanings it has, how it is used, and the way it is spelt and prenounced, e.g:

LR
re.search'/r1's3it), ritssetfil-3ir-/n{U] also researches [plural] T seridis study of a subiect:ﬁ
is intended to discover new facts or test new ideas: [+into/on] researcht into the causes of cancer |
research project / student /grant etc Alison is a research student in our lab. 2 the activity of p
finding information about something that you are interested in or need to know about: do '
research I'm doing some research for an article about student life. | Fve done some research — it
lovks as if the train will be fastest. — see also MARKET RESEARCH, R AND D
re.search? /1 sattfil-air-/ v [T) 1 to study a subject in detail, especially in order to discover new
facts or test new ideas: He's researching the effects of aerasols on the environmment. 2 to supply all
the necessary facts and information for something: This book has been very well researched. —
researcher # [C]

Entries for research in the Longman Dictionary of Contesnporary English (Pearson Education Ltd)

Depending on the particular word being defined (and exemplified) some or all of
the following information may also be given:

— differences between British and American usage, for example Monday to Friday
inclusive {British}, and Monday through Friday (American)

— similar words, for example the difference between gaze, stare, and gape

- frequency in different media, for example the fact that certainly is more
common in speech than in writing
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— levels of formality, for example the fact that indolent is a formal word
— connotation, for example the fact that vagabond is ‘especially literary’ and that
certain words are ‘taboo’

Dictionaries are generally used when students have already come across a word and
then look it up to check that they know how to use it. Sometimes they will find a
word in their bilingual dictionaries and then check with the MLD to see if they have
understood correctly.

Production dictionaries, on the other hand, are designed for students to use the
other way round, starting with a meaning they wish to express and in order to look
for the word that expresses it. Suppose, for example, that they wish to express the
idea of someone secretly listening to someone else while standing near him, perhaps
on the other side of a door. A native speaker would immediately choose the word
eavesdrop to describe the situation. The foreign student might find this in a bilingual
dictionary, but would have more trouble with a reference MLD since, not knowing
the word in the first place, he or she would not, of course, be able to look it up.

In a production dictionary students look for a general word that they already know,
and which is a bit like the concept they wish to be able to express in English. In the case
of eavesdrop, for example, that word might be Isten. Opening the production dictionary
(in this case the Longman Essential Activator) the student finds the following:

LISTEN
see also HEAR

A Don’t confuse listen and hear. If you listen to something, you pay
attention so that you can hear it well.

Listen /Tisan/ [v I] to pay attention to what someone is saying or to a sound that
you hear: I didn’t hear the answer because I wasn't listening when she read it out,
+to Gordon was lying on his bed, listening to his music.

listen carefully They all listened carefully while she was telling them the story.
Listen! SPOKEN (say this when you want to get someone’s attention) Listen! I've
just had a brilliant idea.

A\ Don't say'1 listen music’. Say 1 listen to music.

pay attention /per a'ten[sn/ to listen carefully to what someone is saying;

1 have some important information about travel arrangements, so please pay

attention.

+to She went on talking, but I wasn’t really paying attention to what she was

saying.

eavesdrop /itvzdropli-drazp/ [v 1] to secretly listen to someone else’s

conversation by standing near them, hiding behind a deor etc: “How does Jake
_know that?” “He must have been eavesdropping.”
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h: E e T bt o VRN,
+on We talked very quietly so that no-one could eavesdrop on us. ’

listen in /l1san 'm/ [phrasal verb 1] to listen to someone else’s telephone

conversation when they do not know you are listening,

+on The police were listening in on their conversation,

P

From the Longman Essential Actrvater (Pearson Education Ltd)

Going down the column they come across a word which, through its definition and
the examples given, is exactly what they are looking for. They can now use it with
confidence.

Reference MLDs are packed full of information which is invaluable to students
checking word use. Production dictionaries, in contrast, allow students to find
new words.

Training students to use dictionaries

If we want students to use dictionaries it will probably not be sufficient just to
recommend a dictionary and tell them how useful it is. Even though huge
improvements have been made in dictionary design over the last few years — and even
though there are now a number of Internet, CD-ROM, and DVD-based dictionaries —
still the wealth of information can be extremely daunting to some users. Indeed the
frequently dense design of some dictionaries may be enough to put them off
altogether.

In order to avoid this problem many teachers and materials designers put
dictionary training into lesson sequences, so that students will se¢ how to use them
and what the benefits of such use are. Thus we can make sure, for example, that
students recognise the metaphorical meanings that are given, and that they identify
typical lexical phrases which the word they are looking for occurs in — and which
good dictionaries list clearly,

The following two examples show dictionary training in action:

Example 1: The bilingual dictionary Level; pre-intermediate

The following example from a textbook for elementary/pre-intermediate learners is
based on the assumption that students will be using a bilingual dictionary and
therefore points out to thern some of the things they can find out from it:
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[0 How can a good dictionary help me?
A good bilingual dictionary is very important for efficient language learning.

A dictionary doesn’t only tell you the meaning of a word. It also tells you the
grammar, pronunciation, and stress. It sometimes gives you an example

sentence too. 4

stress pronunciation meaning

listen/'lisn/ v.(to sth / sb) écouter  He often listens

/ to the radio.

grammar example sentence
Dictionary abbreviations What do they mean?

1 sth something
2 sb
. 3 n {e.g. house)
4 adj. {e.g. fat)
E 5 w (e.g. go)
6 prep. (e.g. in}
7 adw (e.g. slowly)
8 pron, (e.g. we / us)

From English File Student’s Book 2 by C Oxenden et al. (Oxford University Press)

At the very least such a good piece of advice shows students that dictionaries are a
‘good thing’ and that they contain a variety of useful information. The next example
goes further, however, taking entries from MLDs and asking students some exacting
questions which they answer as they learn how to use the MLD.

Exampie 2: Dictionary codes Level: intermediate

One thing that students need to discover is what the various abbreviations and
definitions in a dictionary mean, and how meanings are given and explained. The
following exercise is designed for this purpose:

Look at the following dictionary entries and answer the questions:

swol-len' 'swoulanl'swou-fthe past participle of sweLL!

swollen?adi 1 a part of your body that is swollen is
bigger than usual becauss of illness or injury; He ban-
daged Ris swollen ankle. 2 a viver that is swollen has
. more water in it than usual 3 have a swollen head/
= be swollen-headed BrE to be too proud sa that you
% think vou are very clever or imporiant

R

a What parts of speech can swollen be? How do you know?

b How is swollen pronounced? How do you know?

¢ How many meanings of swolfen are given? How do you know?
d What examples of swollen are given? How do you know?
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e Are any of the uses of swollen particular to any special national
or regional language variety? How do you know?

Such questions point the students towards the grammar labels (for example, adj),
towards the phonetic transcriptions that are given, towards the way the dictionary
lists different meanings, to the fact that examples are usually in italics, and to labels
like BrE to denote special usage in one particular language variety.

What grammar books are for

Grammar books come in many shapes and sizes. The most popular ones tend to
offer quick digestible explanations of grammar points and provide opportunities for
practice of these specific points, for example:

ISE acar/some money
Yl  (countable/uncountable 2)

A a/an and sorne

afan + yngilar consitable noun (car/apple/shoe ¢ic):
® [ need a new car.

® Fould you bke an apple? an apple

soune + plurad conntable vouns (cars/apples/shoes efe.):
® [ peed some tew shoes.

* Would you like some apples? f some apples

somme + uacointable noins (water/money ./ music er

* | need some money ol
® Would you ke some cheese? @ some cheese or
® (or Would you ke a piece of cheese?) a piece of cheese

Compare a and some:
® Linda bought & hat, some shoes and some perfume.
® | read a newspaper, wrote some letters and lstened to some music

B Many nouns are somenmes cotntable and sestenmes uncountable, For example:

sotne cakes some cake ora piece of cake
o ."'-'r;l.- 5 @
a chicken somie chickens some chicken or a piece of chicken

Compare a paper {= a newspaper) and some paper:
® [ want something to read. I'm gowng o buy a paper.
bt ® T want to make a bst { need some paper / a pisce of paper. {nof ‘2 paper’}

G T R W e R

From Essential Grammar in Use by R Murphy {Cambridge University Press)
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At intermediate and higher levels, however, it is possible to give more complex
explanations, as in the following example:

2.14 How to identify countable and uncountable nouns

All comman nouns fall into one of two sub-classes: they may be either
countable nouns (sometimes known as unit or count nouns) or
uncountable nouns (sometimes known as mass or non-count nouns}.
The distinction between countable and uncountabte nouns is fundamental
in English, for only by distinguishing between the two can we understand
when te use singular or plural forms and when to use indefinite, definite
and zero articles: a/an, the and § [> 3.2-3], or the appropriate guantifier:
B a few, much, many, etc. [»3.1, 5.1].

Unfortunately, we cannot always rely on common sense (using the idea of
counting as a guide) to tell us when a noun is countabte or uncountable.
For example, the noun information is uncountable in English, but its
equivalent in another language may refer to an item or items of
information and will therefore be countable {> 2.17].

Experience is uncountable, but we can refer to an experience to mean an
event which contributes to experience:

They want someone with experience for this job.

I had a strange experience the other day.

Many nouns which are normally uncountable can be used as countables in
certain contexts [>2.16.3]. This suggests that strict classifications of
nouns as countable or uncountable are in many cases unreliable. It would
be better to think in terms of countable and uncountable uses of nouns.
For detailed information akout individual nouns, censult a good
dictionary.

2.14.1 Countable nouns
If a noun is countable:
- we can use g/an in front of it: a book, an envelope.
~ it has a plural and can be used in the question How many?:
How many stamps/envelopes? - Four stamps/envelopes.
- we can use numbers: ope stamp, two stamps,

2.14.2 Uncountable nouns

.If a poun is uncountable:

we do not normally use a/an in front of it: Sugar is expensive.

it does not normally have a plural and it can be used in the question
How much?: Hew much meat/oil? - A lot of meat/A little oil.

we cannot normally use a number {one, two} in front of it.

Rt . FELAAS ek

From Longman English Grammar by L G Alexander (Pearson Education Ltd)

Both students and teachers may consult grammar books for a number of reasons.
For example, students may be drafting or redrafting a piece of written work and may
want to check that they are using some grammar correctly. Alternatively, a teacher,
having noticed that a student is making a lot of mistakes in one particular area,
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might tell that student to look up the language in a grammar book in order to
understand it beiter. Perhaps a student gets back a piece of written homework which
has correction marks on it highlighting grammatical problems; when the student is
rewriting the homework he or she can consult a reference grammar (such as the
Longman English Grammar above). But students can also work through the
explanations and exercises in self-study grammars such as Essential Grammar in Use
either on their own or because a teacher sets exercises for homework (see Chapter
24, A1) or classwork. Finally, teachers often use grammar books (e.g. Alexander
(1988), Swan (1995), Parrott (2000)) to check grammar concepts, especially where
students ask difficult questions which we cannot answer on the spot, or where an
area is complex so that we need to revisit it from time to time to remind ourselves of
the full picture. Grammar books are also vital for the preparation of materials.

What language corpora are for

With a very few notable exceptions (see, for example, Tribble and Jones 1997), it has
always been assumed that language corpora (huge collections of language from
sources such as books, magazines, newspapers, and speech, stored on computers) are
only useful for language researchers. The complexity of the software needed to use
them and the unfriendly look of the evidence which they produce has deterred
many teachers and students from going anywhere near them. Another problem has
been the source of the texts that have gone into the corpora. How can students be
expected to understand language evidence that, perhaps, comes from scientific
journals or from highly idiosyncratic language varieties which they are not used to?

Things are changing, however, and the development of new programs and more
user-friendly interfaces has started to bring corpora into more common use.
Materials writers are also thinking of compiling the kind of language corpora which
students might find usable — removing texts which they would conceivably have
significant problems with.

At their simplest, software programs used with language corpora show how
particular words are used. These ‘key words in context’ (KWICs) appear on the
screen embedded in the sentences or phrases where they occur. Each line of the
concordance is taken from the different texts stored on the corpus (though you may,
of course, have different examples from the same text too).

People who use concordancing software packages often ask their computer to give
them a ‘sample’ of the word. This is because on a large corpus of 200 million words
or more, asking the computer to give every example of a high frequency word (such
as crime) would produce screen after screen of lines. Instead we can geta
representative sample of the word, so that if we asked for a 25-line sample of a word
like handsome we might get the following:
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x. WvaeERTTIEYEY

F’u 15 back The third cell (82d) contamms a hand;(.)m.e“ yvou.ng man clad w {very da“t;d) Es"ahan clothing
and wait His panent was on for fifty, a - handsome, tall woman, very well-dressed Her
dolook atnfle  stale You make a handsomie couple™ Thank you, Herr Direluor
message and show the rest of the readership what 2 handsome  chap you are May [ also pass on my thanks to
week of digging up roads, try presenting them with 2 handsome  bound volume of Gaeliw poetry Please
Guppy was his best man Smooth, dark and  handsome 10 morming dress and blue cravar, he wook hus
could see now that he was a big fellow, sleek and  handsome  His fur shone and hes claws and teeth
Actually Harrulton himself so smart and  handsome  when he travels, soon looked as gnmy and
Carly still Inoked on with awe Brian had been  handsome  before aleohol thickened ks face, and she
lifted her face — the features somewhat masculme but  handsome - to the constable’s The sleep was
sheet and tucked it around him Lookmg at his  handsome  face, she felt a pang for what might have been
the hght eraft through the water effortlessly, bus  handsome  mouth formed mte a smile, hus back held straight
% Drew, and Randy Sherwood, who was laughing his  handsome  head off, had jumped 1nto the pool and were trpng
The frawn gave a ruthless edge to his  handsome  face, as though the leashed danger 1n hirn had
ipossibly blue eyes, the golden haur, the laughing  handsome  face, and the awful thing wag that, if he came
it the sunbight, and silver dishes were laid out on  handsome  chests and cabinets In the great hall
raucously at each other, but they really are quite  handsome birds Evervwhere there was huxurious
The Dean gazed affectionatelv at her a tall, handsome woman whose company he'd emoved 1mmensely
emerged behind the bodyguard He was « tall, handsome man whe had an air of confidence about him
did extremely well to beat Redbridge and Iord by the  handsorae  score of 4 — 111 the sem finad, but the rugged
economy aligned lum with the new Liberals hence the handsome tnibute be paid to ) A Hobson, spite of the
was very proud of Nutmeg thought himself very handsome He bived 1n a big house which had a
by husband was an accountant He was very  handsome  and he was very good 1o me But one
after my grandfather He was wonderfully handsomie, meredibly dashing, astoundingly brave and

h, but he was so handsome! Yet,  handsome? No, no Not to be trusted
k3
[ p—

handsome sampled from the British National Corpus (BNC)

Although this may look confusing to the unaccustomed eye, people (such as
researchers, teachers, and more advanced students) who are used to reading
concordances will quickly spot examples not only of very handsome, but also of
quite handsome, and even wonderfully handsome.

Because, too, we have asked the computer program to ‘left-sort’ the word
immediately before the KWIC (in alphabetical order), we can quickly see three
examples of the pattern [adjective] and handsome before a noun (dark and
handsome, sleek and handsome, smart and handsome), and even an example of
{adjective] but handsome { masculine but handsome). It is also clear that a common
pattern is indefinite article + handsomte + noun. We will also notice that the word is
used to describe both men and women. It is interesting, too, to see that handsome
(when used to describe people) often has the concept of ‘tall’ included with it. The
concordance — even sampled down to only 25 KWIC sentences — has already yielded
a wealth of information.

If we ‘right-sorted’ the concordance (in alphabetical order of the words
immediately following the KWIC) it would instantly become clear that we can talk
about handsome men and women, but also about handsome birds/chests/couples/faces
(three times)/ heads/mouths/scores/tributes, Because face occurs three times in such a
small number of examples it is reasonable to suppose that this is a common
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collocation. Notice too that both occurrences of the word with womarn use the word
tall, suggesting that we would be unlikely to use the word for a short woman.

Left- and right-sorting give us convincing evidence that would take longer to find
if we did not use these tools. We can also refine our search by asking the software to
sort the lines by two or three words to the left or right, or in various other ways.
Each time different facts about words and how they are used emerge from the mass
of data in frent of us.

Apart from left- and right-sorting we can also get examples of a word from only
the spoken corpus or from the written corpus — so that we can see if a word is used
differently in speech and writing, We can ask it to give us only KWIC sentences from
fiction or from newspapers to learn more about language use in certain genres (see
Chapter 2, c4). We can ask the software to give us examples of the word only when
used as a noun. We can also find out how common a word is, too, and may be able
to do a number of more complex tasks as well.

Typical or divergent?
Students who consult a language corpus get the thrill of being their own language
researchers and of seeing evidence that is immediately persuasive. This is language
‘in the raw, and its authenticity makes it instantly attractive. Although much of this
information is available in dictionaries, it is predigested there, and even in the most
user-friendly examples, surrounded by signs and symbols which some students find
oft-putting — and which they need to be trained to use. Here, on the contrary,
students are looking at compelling language evidence which they can evaluate
themselves,

However, language corpora can be problematic too, both because of the texts that
are put into them, and because of the KWIC sentences they produce.

¢ What goes in: a [anguage corpus depends upon the texts that have gone into it.
If every text in a corpus came from Shakespeare then we would get a strange
idea of what modern English was like; if every text came from contemporary
teenage magazines we would only have information about teenage magazine
language, whereas if we fill our computer corpus with The Times newspaper we
will get only a partial view of language use. We need, therefore, to know how a
corpus was assembled, so that we can be sure it is appropriate for us and for
our students.

‘What comes out: if students accept all uses of a word in a concordance as
equally valid they may have problems since at least some uses which the
program throws up will be idiosyncratic or, in some cases, just plain wrong.
We need 1o train students, therefore, to recognise when certain uses are
divergent. A simple rule is that the more often a pattern occurs, the more
confident the student can be that this is a common usage. Where it only occurs
once they might want to check with a dictionary or a teacher.
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Examples of language research

In the following examples students become language researchers: by finding out
information for themselves, they increasingly become more independent and self-
reliant, and develop as autonomous learners (see Chapter 244},

Lﬁxampla 3: Body moavements Language: body movernent collocatlons
e S Mt ‘ Age: any 3 o
.J.evel: intermediate o

In this example the teacher wants the students to discuss different body movements
and what they mean/are used for. In a multicultural class this can cause great
amusement as people discover that the same gesture can mean different things in
different cultures. Where teachers are working with monolingual groups, however,
the same effect can be created by discussing what gestures English people use and
how this compares with other people — or by discussing how different people use
gesture to give clear messages.

The teaching sequence starts when the teacher gets students to discuss how they
should behave if they meet the president, the king/queen, the prime minister, a
religious leader, a film star or a national beauty queen {in other words bowing, if this
is appropriate, or shaking hands perhaps). After this activity, which is intended to
introduce the topic of physical gesture and engage the students’ interest, they are
given the following exercise to perform individually or in pairs:

Which of the following parts of the bocly can go with these verbs?
arm{s) ears eyehrow(s) fist flnger hand{s} head h:ps Ieg(s} shoulders teeth

wave Y jhunch
i fold | shrug
+ | clench . nod
.1 point <] raise
wiggle T cross
wag 11 shake

g

What special meaning (if any} does each gesture or action have?

What actions or gestures do you use to do the foilowmg'«‘

Meaning

say hello

say goodbye

express anger

sz § @Xpress surprise
-} express indifference
express agreement
express disagreement
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In order to complete the task students work with each other and, crucially, they
consult their dictionaries and/or the computer corpus when they are not sure which
words collocate. If they look up clench, for example, they will find:

, clench /kient]/v [T] clench your fists/teeth/jaw etc to hold
your hands, teeth etc together tightly, usually because you
feel angry or determined: She muttered “Go away” through

- clenched teeth.

From the Longnian Dictionary of Conternporary English (Pearson Education Ltd)

It is immediately clear that the main words which collocate with clench are fists,
teeth, and jaw. The students can now use these collocations with confidence.
If students have access to a language corpus and they ask for a concordance of

shrug, they might find:

nightmare or perk of budding stardom? His

those circumstances potential customers will simply
shared experience, giving her the confidence to

if somebody’s got to benefit from inequality, her

the garage just pursed his lips and said with a

a furious damp face on Rossendale who could only
He stared, then, with an enormous

*Use your own,” replied the Mason with a

he mean by that? Then she gave a tiny

people like them?” She felt Fitzalan

killed him” Qur eyes meet. [

if they throw me out .. he trailed off with a

She lifted her shoulders in a dismissive

to the ether from where he'd heen summoned; 1o
stopped by a blizzard? The she gave a tiny
shamefaced grin but probably looks like a careless
It’s ingrained. We can't

Jezrael raised her eyebrows in a facial

MeKimm has tought a losing battle to

Newcastle line-up, but Pau! Bracewell 1s likely to
flights are always crowded,” he told her with a
peint of view, “Anyway,” she added with a
hat?” The stiff shoulders moved in a
“and had there been?” Again a

got to move fast, though” He tried to
s LT

shrug
shrug
shrug
shrug
shrug,
shrug
shrug
shrug.
shrug.
shrug.
shrug
shrug.
shrug,
shrug
shrug.
shrug.
shrug
shrug,
shrug
shrug
shrug.
shrug,
shrug
shrug,
shrug

their shoulders, walk away and do without
her shoulders when she feels like it,
suggests, it might as well be her.

seems to say, “Hell, why not?”

“Madame, there are no parts. :
mute agreement. Lord John though
of reluctance, he walked to the door,
“Isn’t that the way of it?

The man was more than just a mystery
“Sometimes there’s trouble.”

and look away, as)f it doesn’t matter.
“Those are my terms, Sabrina.

wishing heartily that someone else would ]
off the body which Sartori had congealed 7§
She couldn’t back cut now - Kelly
“You've right,” T tell him.

it off” “I'm not worried about 3
gave a faint nod: I think I might live, -
off injury and is replaced by another
off a toe injury. Keegan
“But 'm hoping te catch the

“the jacket might not be there now.
that almost failed to happen. What
this time dismissive. “No, not to
her off, but Cally held on to him

shrug sampled from the British National Corpus (BNC)

Eom this concordance it is immediately apparent that shrug can be a verb, a noun,

& a part of the phrasal verb shrug off Where shrug collocates with a part of the
b body, that is always shoulder and, once again, the student can now use this

anllocation with confidence.

179



CHAPTER 12

Researching words in this way allows students to complete the task; they can then
go on to use some or all of the collocations they have found in scenarios where people
show how they are feeling and what they mean with the body movements they use.

Example 4: Fims Language: film vocabulary
Age: teenage and above

‘_ Levet: elementary

If students are doing a project on films and film-going, they need to find appropriate
words and phrases for the topic. They could rely on the teacher or the textbook, of
course; both or either of these could give them everything they needed. But they
might be working on their own, in which case they need to consult some other
source of information,

Students who consult a production dictionary will be able to research words
they have perhaps never heard or seen before, Thus, within the topic of films/
movies they might search for words for films and going to see them (e.g. filim, movie,
cinema, go to the cinema, etc.), types of film (horror, comedy, war film, road movie,
etc.), people in films (actor, actress, star), people who make films (director, producer,
film crew, etc.) — and various other categories, including what happens in a film.

what happens in a film

plot/story /plov, sexijplait-} {n C} the
things that happen in a film: Tom Hanks
was great, but [ thought the plot was
really boring. | It's basically a love story.

scene /simf [n CJ one part of a film: The
first scene takes place on a beach. | a
love scene | [ love the scene where the
alien comes out through John Hurt's
chest,

special effect [speld vfekt) [n Ct an
unusual image or sourd that is produced
artificially, in order to make something
that is impossible look as if it is really hap-
pening: The special effects were amazing
~ the dinosaurs locked os if they were
alive,

ending fendiy) [n Cl the way that the
story in a film ends: [ like movies with a
happy ending best.
twist jiwisy [n C] something surprising
that happens in a film, which you did not
expect: The film has a twist at the end,
when we discover that the detective is
g, the murderer. .

From the Longman Essential Activator (Pearson Education Lid)

Provided that the dictionary designers have managed to predict the words which the
students are likely to need, such production material is an ideal tool for language
research. The students can now use the words for the project or task they are
involved in.
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Example 5: Say and telf Language: verb complementation {say
and tell) L
Age: any =
Level: intermediate and above

F e I

A student has got a corrected piece of homework back from the teacher. The teacher
has underlined the sentence He was tired of people saying him what to do. In the
margin he has written There is a problem here with the verb say’ Look at Practical
English Usage, page 489, and rewrite the sentence before the next class.

When the student looks at the correct page she reads that both verbs can be used
with direct and indirect speech and that say refers te any kind of speech whereas fell
is only used to mean instruct or inforn. She then goes on to read the following:

objects
After tell, we usually say who is told.
She told me that she would be late. (NOT She-told-that ,..)
Say is most often used without a personal object.
She said that she would be late. (NOT Shesaide ...)
If we want to put a personal obiect after say, we use to.
And I say to all the people of this great country ...
Tell is not used before objects like a word, a name, a sentence, a phrase.
Alice said o naughty word this morning, (NOT Aliceteld ...)
We do not usuaﬂy use it after tell to refer to a fact.
“What time’s the meeting? ‘Tl tell you tomorrow,

{(NOT ‘Fi-telyeuit-tomorrow.)

3 Infinitives
Tell can be used before object + infinitive, in the sense of ‘order’ or ‘instruct.
Say cannot be used like this.

1 told the children to go away. (NOT Jsaid-thechildren-go-away.)

4 tellwithout a personal object i
Tell is used without a personal object in a few expressions. Common examplesg
tell the truth, tell a lie, tell a story/joke. 1

I don’t think she's telling the truth. (NOT ...
Note also the use of tell to mean ‘chstmgulsh‘ ‘understand, as in tell the
difference, tell the time.

"

Indirect questions
Neither tell nor say can introduce indirect questions.
Bill asked whether I wanted to see a film.

But sayand tell can introduce the answers to questions.
Has she said who's coming?
He only told one person where the money was.

From Practical English Usage by Michael Swan (Oxford University Press)

w = -2z can rewrite the homework sentence as He was tired of people telling him
wws = io and know that she has got it right. Research has offered a powertul
wewpative to teacher explanation.
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Chapter notes and further reading

* Bilingual dictionaries
Kernerman Publishing in Israel, for example, produces a “semi-bilingual’
dictionary (Oxford Student’s Dictionary for Hebrew Speakers) which mixes the
benefits of a monolingual dictionary with Hebrew translations.

Cambridge University Press publishes a series of bilingual books called Word
Routes and Word Selector for five languages (Catalan, French, Greek, Italian,
Spanish). Because they are organised by topic and concept, they have strong
production potential.

* MLDs
For an excellently clear history of MLD dictionary development, see M Rundell
(1998).
Many dictionaries are available on CD-ROM and some are also available on the
Internet {see references on pages 152-153).

¢ Concordancing
Concordancing packages are gradually becoming available (and usable) for
teachers and students. See especially the WordSmith Tools software designed by
Mike Scott and published by Oxford University Press and the sampler CD from
the British National Corpus distributed by the Humanities Computing Unit of
Oxford University on behalf of the BNC consortium. More information about
the BNC, including details of its free online browse facility, is available at
http://info.ox.ac.uk/bne. See also the corpus references on pages 35-36.

¢ Typical or divergent
C Owen (1996) has doubts about how useful language concordancing may be for
resolving issues of correctness. He is also interesting about the limitation of
computer concordances in dictionary design (Owen 1993) — though these doubts
were answered by G Francis and J Sinclair (1994).
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l 1 3 Teaching
pronunciation

A Pronunciation issues

. Almost all English language teachers get students to study grammar and vocabulary,

! practise functional dialogues, take part in productive skill activities, and become

competent in listening and reading. Yet some of these same teachers make little

attempt to teach pronunciation in any overt way and only give attention to it in
passing. It is possible that they are nervous of dealing with sounds and intonation;
perhaps they feel they have too much to do already and pronunciation teaching will
only make things worse. They may claim that even without a formal pronunciation
syllabus, and without specific pronunciation teaching, many students seem to
acquire serviceable pronunciation in the course of their studies.

However, the fact that some students are able to acquire reasonable pronunciation
without overt pronunciation teaching should not blind us to the benefits of a focus
on pronunciation in our lessons. Pronunciation teaching not only makes students
aware of different sounds and sound features (and what these mean), but can also __
improve their speaking immeasurably. Concentrating on sounds, showing where
they are made in the mouth, making students aware of where words should be
stressed — all these things give them extra information about spoken English and
help them achieve the goal of improved comprehension and intelligibility,

In some particular cases pronunciation help allows students to get over serious
intelligibility problems, Joan Kerr, a speech pathologist, described (in a paper at the
1998 ELICOS conference in Melbourne, Australia}) how she was able to help a
Cantonese speaker of English achieve considerably greater intelligibility by working
on his point of articulation — changing his focus of resonance. Whereas many
Cantonese vowels happen towards the back of the mouth, English ones are
frequently articulated nearer the front or in the centre of the mouth. The moment
you can get Cantonese speakers, she suggested, to bring their vowels further forward,
increased intelligibility occurs. With other Janguage groups it may be a problem of
nasality {e.g. Vietnamese) or the degree to which speakers do or do not open their

mouths. Other language groups may have trouble with intonation or stress patterns
i phrases and sentences (see Chapter 2, p2 and ps), and there are many individual
sounds which cause difficulty for different first language speakers.
For all these people, being made aware of pronunciation issues will be of immense
fit not only to their own production, but also to their own understanding of
en English.
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Perfection versus intelligibility

A question we need to answer is how good our students’ pronunciation ought to be,
Should they sound like native speakers, so perfect that just by listening to them we
would assume that they were British or American or Australian? Or is this asking too
much? Perhaps we should be happy if they can at least make themselves understood.

The degree to which students acquire ‘perfect’ pronunciation seems to depend
very much on their attitude to how they speak and how well they hear. In the case of
attitude there are a number of psychological issues which may well affect how
‘foreign’ a person sounds when they speak. For example, many students do not
especially want to sound like native speakers; frequently they wish to be speakers of
English as an international language and this does not necessarily imply trying to
sound exactly like someone from Britain or Canada, for example. Frequently foreign
language speakers want to retain their own accent when they speak the foreign
language because that is part of their identity. Thus speaking English with, say, a
Mexican accent is fine for the speaker who wishes to retain his or her ‘Mexican-ness’
in the foreign language.

Under the pressure of such cultural considerations it has become customary for
language teachers to consider intelligibility as the prime goal of pronunciation
teaching. This implies that the students should be able to use pronunciation which is
good enough for them to be always understood. If their pronunciation is not up to
this standard, it is thought, then there is a serious danger that they will fail to
communicate effectively.

If intelligibility is the goal then it suggests that some pronunciation features are
more important than others. Some sounds, for example, have to be right if the
speaker is to get their message across (for example /n/ as in /sinmy/ versus /n/ as in
/sipin/) though others (for example /3/ and /8/) may not cause a lack of
intelligibility if they are confused. Stressing words and phrases correctly is vital if
emphasis is to be given to the important parts of messages and if words are to be
understood correctly. Intonation — the ability to vary the pitch and tune of speech —
is an important meaning carrier too.

The fact that we may want our students to work towards an intelligible
pronunciation rather than achieve a native-speaker quality may not appeal to all,
however. Despite what we have said about identity, some may wish to sound exactly
like a native speaker. In such circumstances it would be churlish to deny them such
an objective.

Problems
Two particular problems occur in much pronunciation teaching and learning:

¢ What students can hear: some students have great difficulty hearing
pronunciation features which we want them to reproduce. Frequently
speakers of different first languages have problems with different sounds,
especially where, as with /b/ and /v/ for Spanish speakers, there are not the same
two sounds in their langunage. If they cannot distinguish between them,
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they will find it almost impossible to produce the two different English
phonemes.

There are two ways of dealing with this: in the first place we can show
students how sounds are made through demonstration, diagrams, and
explanation. But we can also draw the sounds to their attention every time they
appear on a tape or in our own conversation. In this way we gradually train the
students’ ears, When they can hear correctly they are on the way to being able to
speak correctly.

¢ The intonation problem: for many teachers the most problematic area of
pronunciation is intonation. Some of us (and many of our students) find it
extremely difficult to hear ‘tunes’ or to identify the different patterns of rising - o
and falling tones. In such situations it would be foolish to try and teach them. *

However, the fact that we may have difficulty recognising specific

intonation tunes does not mean that we should abandon intonation teaching
altogether. Most of us can hear when someone is being enthusiastic or bored,
when they are surprised, or when they are really asking a question rather than
just confirming something they already know. One of our tasks, then, is to give
students opportunities to recognise such moods and intentions either on tape ,
or through the way we ourselves mode] them (see Chapter 4, pz2). We can then
get students to imitate the way these moods are articulated, even though we
may not {be able to) discuss the technicalities of the different intonation
patterns themselves.

The key to successful pronunciation teaching, however, is not so much getting
students to produce correct sounds or intonation tunes, but rather to have them
listen and notice how English is spoken — either on audio or videotape or from the
teachers themselves, The more aware they are the greater the chance that their own
intelligibility levels will rise.

The phonemic alphabet: to use or not to use?

It is perfectly possible to work on the sounds of English without ever using any
phonemic symbols, We can get students to hear the difference, say, between sheep
and cheap or between ship and sheep just by saying the words enough times. There is
no reason why this should not be effective. We can also describe how the sounds are
made (by demonstrating, drawing pictures of the mouth and lips, or explaining
where the sounds are made).

However, since English is bedevilled, for many students {and even first language
speakers), by problems of sound and spelling correspendence, it may make sense for
them 10 be aware of the different phonemes, and the clearest way of promoting this
awareness is to introduce the various symbols,

There are other reasons for using phonemic symbols too. Dictionaries usnally give
the pronunciation of their words in phonemic symbols. If students can read these
symbols they can know how the word is said even without having to hear it. When
both teacher and students know the symbols it is easier to explain what mistake has
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occurred and why it has happened; we can also use the symbols for pronunciation
tasks and games.

Some teachers complain that learning the symbols places an unnecessary burden
on students. For certain groups this may be true, and the level of strain is greatly
increased if they are asked to write in phonemic script (Newton 1999). But if they are
only asked to recognise rather than produce the different symbols, then the strain is
not so great, especially if they are introduced to the various symbols gradually rather
than all at once.

In this chapter we assume that the knowledge of phonemic script is of benefit to
students.

When to teach pronunciation

Just as with any aspect of language — grammar, vocabulary, etc. — teachers have to
decide when to include pronunciation teaching into lesson sequences. There are a
number of alternatives to choose from:

¢ Whole lessons: some teachers devote whole lesson sequences to
pronunciation, and some schools timetable pronunciation lessons at various
stages during the week.

Though it would be difficult to spend a whole class period working on one
or two sounds, it can make sense to work on connected speech concentrating
on stress and intonation over some forty-five minutes, provided that we follow
normal planning principles (see Chapter 224). Thus we could have students do
recognition work on intonation patterns, work on the stress in certain key
phrases, and then move on to the rehearsing and performing of a short play
extract which exemplified some of the issues we worked on.

Making pronunciation the main focus of a lesson does not mean that every
minute of that lesson has to be spent on pronunciation work. Sometimes
students may also listen to a longer tape, working on listening skills before
moving to the pronunciation part of the sequence. Sometimes students may
work on aspects of vocabulary before going on to work on word stress, sounds,
and spelling,

¢ Discrete slots: some teachers insert short, separate bits of pronunciation work
into lesson sequences. Over a period of weeks they work on all the individual
phonemes either separately or in contrasting pairs. At other times they spend a
few minutes on a particular aspect of intonation, say, or on the contrast
between two or more sounds.

Such separate pronunciation slots can be extremely useful, and provide a
welcome change of pace and activity during a lesson. Many students enjoy
them, and they succeed precisely because we do not spend too long on any one
issue. However, pronunciation is not a separate skill; it is part of the way we
speak. Even if we want to keep our separate pronunciation phases for the
reasons we have suggested, we will also need times when we integrate
pronunciation work into longer lesson sequences.
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¢ Integrated phases: many teachers get students to focus on pronunciation
issues as an integral part of a lesson. When students listen to a tape, for
example, one of the things which we can do is draw their attention to
pronunciation features on the tape, if necessary having students work on
sounds that are especially prominent, or getting them to imitate intonation
patterns for questions, for example.

Pronunciation teaching forms a part of many sequences where students
study language form (see Chapter ). When we model words and phrases we
draw our students’ attention to the way they are said; one of the things we want
to concentrate on during an accurate reproduction stage (see Chapter 11, A1) is
the students’ correct pronunciation.

¢ Opportunistic teaching: just as teachers may stray from their original plan
when lesson realities make this inevitable, and teach vocabulary or grammar
opportunistically because it has ‘come up’ (see Chapter 11, A2), so there are good
reasons why we may want to stop what we are doing and spend a minute or two
on some pronunciation issue that has arisen in the course of an activity, A lot
will depend on what kind of activity the students are involved in since we will
be reluctant to interrupt fiuency work inappropriately (see Chapter 7, c3), but
tackling a problem at the moment when it occurs can be a successful way of
dealing with pronunciation.

Although whole pronunciation lessons may be an unaffordable huxury for classes
under syilabus and timetable pressure, many teachers tackle pronunciation in a
mixture of the ways suggested above.

. Examples of pronunciation teaching

The areas of pronunciation which we need to draw our students’ attention to
include individual sounds they are having difficulty with, word and phrase/sentence
stress, and intonation. But students will also need help with connected speech for
fluency and the correspondence between sounds and spelling. All of these areas are
touched on in the examples below.

Working with sounds
We often ask students to focus on one particular sound. This allows us to
demonstrate how it is made and show how it can be spelt - a major concern with
Ewglish since there is far less one-to-one correspondence between sound and
spalting than there is in some other languages — especially Romance languages.
We could follow the approach taken in the Lifelines Intermediate books and have
smudents identify which words in a list (including bird, word, worm, worth, curl, heard,
kurch, etc.} have the sound /3:/ (Hutchinson 1998: 45). They are then asked to
ifv the one consonant (r} which is always present in the spelling of words with
sl sound. We could also show or demonstrate the position of the lips when this
swwnd is made and get students to make the sound and say words which include it.
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Two more examples show specific approaches to the teaching and practising
of sounds:

Example 1: Ship and chip Sounds: /[/ and /tl/
B Level: intermediate

Contrasting two sounds which are very similar and often confused is a popular way
of getting students to concentrate on specific aspects of pronunciation.

The sequence starts with students listening to pairs of words and practising the
difference between /[/ and /t J/, for example:

chip watching

sherry cherry cash catch ;
shoes choose mash match ”ﬂ
wish which, witch

sheep cheap

From Sousds English by ] O’Connor and C Fletcher (Pearson Education Ltd},
The teaching sequence described here comes directly from this book.

If they have no problem with these sounds the teacher may well move on to other
sounds and/or merely do a short practice exercise as a reminder of the difference
between them. But if the students have difhculty discriminating between /[/ and /t J/
the teacher asks them to listen to a tape and, in a series of exercises, they have to
work out which word they hear, for example:

1 Small shops/chops are often expensive.

2 The dishes/ditches need cleaning.

3 I couldn’t mash/match these things up.

4 She enjoys washing/watching the children,

They now move on to exercises which practise each sound separately, for example:

It’s very cheap.
a grey chair
a cheese sandwich
You cheat!
no chance
a pretty child

before doing a communication task which has words with the target sounds built
into it, for example:
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How much de you enjoy the things in the chart below?
1 verymuch 2 notmuch 3 notatall
Fill in the chart for yourself, and then ask three other people.

You

playing chess
watching TV
washing up

going to a football match g
E cooking chips

eating chips
lying in the sunshine
shopping

A

If, during this teaching sequence, students seem to be having trouble with either of
the sounds, the teacher may well refer to a diagram of the mouth to help students
see where the sounds are made, for example:

it/ 1/

Contrasting sounds in this way has a lot to recommend it. It helps students
concentrate on detail, especially when they are listening to hear the small difference
between the sounds. It identifies sounds that are frequently confused by various
nationalities. It is manageable for the teacher (rather than taking on a whole range of
sounds at the same time), and it can be good fun for the students.

This kind of exercise can be done whether or not the teacher and students work
with phonemic symbols.

Sounds: all — cazr
Level: any

The writer Adrian Underhill is unambiguous about the use of phonemic symbols
(see a3 above} and has produced a ‘phonemic chart, which he recommends
integrating into English lessons at various points.

The phonemic chart is laid out in relation to where in the mouth the forty-four
sounds of southern British English are produced. In its top right-hand corner little
boxes are used to describe stress patterns, and arrows are used to describe the five
basic intonation patterns (i.e. fall, rise, fall-rise, rise—fall, and level}:
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The phonemic chart from Sound Foundations by A Underhill (Macmillan Heinemann)
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What makes this chart special are the ways in which Adrian Underhill suggests that
it should be used. Because each sound has a separate square, either the teacher or the
students can point to that square to ask students to produce that sound or to show
they recognise which sound is being produced. For example, the teacher might point
to three sounds one after the other (/[/, /a/, and /p/) to get the students to say shop.
Among other possibilities, the teacher can say a sound or a word and the student has
to point to the sound(s) on the chart. When learners say something and produce an
incorrect sound, the teacher can point to the sound they should have made. When
the teacher first models a sound he can point to it on the chart to identify it for the
students (Underhill 1994: 101},

The phonemic chart can be carried around by the teacher or left on the classroom
wall. If it is permanently there and easily accessible, the teacher can use it at any stage
when it becomes appropriate. Such a usable resource is a wonderful teaching aid as a
visit to many classrooms where the chart is in evidence will demonstrate.

There are many other techniques and activities for teaching sounds apart from the
ones we have shown here. Some teachers play sound bingo where the squares on the
bingo card have sounds, or phonemically ‘spelt’ words instead of ordinary orthographic
words. When the teacher says the sound or the word the student can cross off that
square of their board. When all their squares are covered they shout ‘binge’ Noughts
and crosses can be played in the same way, where each square has a sound and the
students have to say a word with that sound in it to get that square, for example:
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Teachers can get students to say ‘tongue-twisters’ sometimes too (e.g. She sells sea
shells by the sea shore) or to find rhymes for poetry/iimerick lines. When students are
familiar with the phonemic alphabet they can play ‘odd man out’ (five vocabulary
items where one does not fit in with the others), but the words are written in
phonemic script rather than ordinary orthography.

Working with stress
Stress is important in individual words, in phrases, and in sentences. By shifting it
around in a phrase or a sentence we can change emphasis or meaning.

As we saw in Figure 16 in Chapter 10¢, it is assumed that when students meet new
words in class {and if the new words end up on the board) the teacher will mark the
stress of those words (using a consistent system of stress marking). Another
common way of drawing our students’ attention to stress issues is to show where the
weak vowel sounds occur in words {rather than focusing on the stressed syllables
themselves). We can draw attention to the schwa /a/ in words like /fat'ngrafa/
(photographer}, or fopa tjumitl/ (opportunity),

However, we can also focus on stress issues in longer phrases and in sentences, as
the following two examples demonstrate.

Example 3: Fishing Sounds: phrase stress patterns &
Level: pre-intermediate upwards :
T e e e

The following activity (in which students are asked to recognise stress patterns
in phrases) comes from a book of pronunciation games which are designed to
‘... engage learners in a challenge and, at the same time, highlight an aspect of
pronunciation’ {Hancock 1995: 1).

The sequence starts when the teacher chooses some short phrases which the
students are familiar with and writes them on the board. She then reads the phrases
aloud and, as she does so, draws a large circle under each stressed syllable {which will
be in the content words like bel'ieve and 'later, as opposed to grammatical words like
to, of, and by) and small circles under the unstressed syllables.
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Now that students are clued in to the big and small circles the teacher gives them a
copy of the following game board:

]
3

7
've seen it,

Don’t
forget!

/‘%

. L ] Ii N
' i b o What do you
\ want?
B
//g
» Come and
see us!

gl el

Where was »
he from?

From Prenunciationt Games by M Hancock (Cambridge University Press)

Using the ‘circles” stress patterns they have to join pairs of phrases with the same
stress patterns, e.g. Look — wait!, Begin! — she talked, Who cares?— Don’t stop! The
object of the game is to discover which fish is caught (a fish is caught when it is
completely surrounded by lines). If students get the exercise right they will have
encircled fish B.

Students can now say the phrases and teachers can ask them to come up with
their own phrases to follow the various stress patterns — or teachers can make their
own game along similar lines.
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Example 4: Special stress Sounds- variable stress
% _ B Level elementary :

The stress in phrases changes depending upon what we want to say. The following
exercise draws students’ attention to this fact and gets them to ask why it happens,
Students listen to the following conversations:

3 Special stress

F 1 T.9.3.A.| Walter is a waiter in a busy snack bar.
Listen to some of his conversations with the customers.

a W So that’s two coftees, a beef sandwich, and a tomato soup ...
C No, a chicken sandwich.

W Sorry, sir ..,
W Yes, sir?

C A small mushroom pizza, please.

W Olkay ...

C No, make that a large mushroom pizza.

W Certainly, sir ...

W Okay, so you want one coffee, six colas, four strawberry ice-
creams, two chocolate ice-creams and a piece of apple pie ...

C No, four chocolate 1ce-creams and two strawberry ..

W Anything else?

From Headway Elementary Pronunetion by 8 Cunmingham and P Moor (Oxford University Press)

They are now asked to listen again and look at the lines in italics. They should
underline the words that are specially stressed and then say why they think this
happens in this particular conversation (because the customer is correcting a
mistake). Students can then practise saying the dialogues.

We might also give students a straightforward sentence like I lent my sister ten
pounds for a train ticket last week and ask them what it would mean if different
words took the main stress, e.g. I LENT my sister ten pounds ... (=@didn't giveit to
her), or [ lent my sister ten pounds for a train ticket last WEEK {= Can you believe it?
She still hasn’t paid me back!).

There are many other ways of teaching and demonstrating stress. Some teachers
= 10 choose appropriate texts and have students read them aloud after they have
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done some work on which bits of phrases and sentences take the main stress, Some
teachers like to train students in the performance of dialogues, much as a theatre
director might do with actors. This will involve identifying the main stress in phrases
and seeing this in relation to the intonation patterns (see B3 below).

Cuisenaire rods (see Chapter 10D} are also useful in that they can provide graphic
illustrations of how words and phrases are stressed. These rods of different lengths
and colours can be set up to demonstrate the stress patterns of phrases and
sentences as in the following example I'll ring you next WEEK:

= W = A

Kl ring you next WEEK

Whereas if we want to say I'll RING you next week (= ] won't come and see you), we
can organise the rods like this:

— -

vl RING

next week

For stress in words, we can ask students to put words in correct columns depending
upon their stress patterns, for example:

B3 Working with intonation

We need to draw our students’ attention to the way we use changes in pitch to
convey meaning, to reflect the thematic structure of what we are saying, and to
convey mood.

One simple way of doing this is to show how many different meanings can be
squeezed out of just one word such as yes. To do this we can get students to ask us
any ‘yes/no’ question (e.g. Are you happy?) and answer Yesto it in a neutral way. Now
we get them to ask the question again. This time, through changing our intonation,
we use Yes to mean something different, e.g. I'm not sure or How wonderful of you to
ask that question or How dare you ask that question. Students can be asked to identify
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what we mean each time by using words for emotions or matching our intonation
to pictures of faces with different expressions. We can now get them to ask each
other similar ‘yes/no’ questions and, when they answer, use intonation to convey
particular meanings which their classmates have to identify.

The point of exercises like this is not so much to identify specific intonation
patterns, but rather to raise the students’ awareness of the power of intonation and
to encourage them to vary their own speech. It also trains them to listen more
carefully to understand what messages are being given to them.

Example 5: Falling and rising tones  Sounds: falling and rising tones
Level: pre-intermediate

4

In the following exercise students listen to identify nuclear stress {that is the main stress
where there is a change of pitch) in phrases and to hear falling and rising intonation:

=3 1
fam—

1sten to
voice FALLS at the end.

Ics NE. She's from R‘)M{ Isit ‘I'@U§S?

I MET him at a DISCO.

MNow listen 1o these examples. Notice how che voice RISES at the end.
IT K so. PRO) Ly Are they yet?

Is THIS the I\ train?

From Pronunciation Tasks by M Hewings {Cambridge University Press)

When they have done this the teacher may ask them to repeat the phrases with the
right intonation before moving on to Exercise 2 where they have to listen to a tape
and identify whether the voice falls or rises:

2 Listen to chese sentence halves. Write (¥ ) in the space if the voice falls at the end
and write () if it goes up. Two are done for you.

1 a) Iwent o London .. (‘) b} ... on Saturday. A

2 2 Dond...{ 1} b} ... works in @ baokshap. { }
3 a) There's some cake ... { )} b1 .. inche larchen. { )

4 a) InHongKong...( } by ... lascyear [ )

5 a) I'm fairlysure... () b} ...ts upstairs. { )

6 al Yes,...[{ by .. of course. { )

7 a} Tumn left here ... b} ... then go straight on. [ )
8 a) Ohdear ...{ ) Tamsorey. ()

9 ab 1likeir .. .. very much, { ) &

/ \

They then join the sentence halves together before working in pairs to answer
questions with their new complete sentences, e.g. What does your son do now? David
works in a bookshop, etc. Later they make their own conversations after noticing how
a character uses a rising tone for a subject which is already being talked about and a
falling tone to give new information.

This exercise not only gets students to listen carefully to intonation patterns, but
by dividing sentences in two befote joining them up again it allows them to identify
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basic fall-rise patterns. We can also get students to listen to the way speakers react to
see whether words like okay or really indicate enthusiasm, boredom, or indifference.

There are other ways to teach intonation too: some teachers like to get their
students to make dialogues without words — humming the ‘tune’ of what they want
to say in such a way that other students can understand them. Many teachers also
use a variety of devices such as arrows on the board and arm movements which
‘draw’ patterns in the air to demonstrate intonation. Some teachers exaggerate (and
get their students to exaggerate) intonation patterns which can be extremely
amusing and which also makes patterns very clear.

Sounds and spelling

Although there are many regularities in English spelling (such as word roots and
grammatical endings) the fact that there is no complete one-to-one correspondence
between letters and phonemes causes many preblems for learners. The following two
exercises are designed to teach sound-spelling correspondence for particular spellings.

Example B: Sounds of ou Level: elernantary

Students are asked to listen to a tape and see how many different pronunciations
they can find for the ou spelling in words like the following:

country
thought

house
uncenscious

They can record the different sounds in their vocabulary books (see Chapter 24, A1).
Teachers can also help students by giving them typical spellings for sounds every
time they work on them. In a class on /[/ and /t[/, for example, they can be given the

following information:

& /I/ Shop 1tJ7 chin
Common: Less common, MOST ch chin,
ALLsh shop,  <h inwondsof rich

___ wish, French origin: ALL ech march,

E bishop machine, butcher,

£ Endgs weth Ichampagnc kitchen

E i+ vowel or $ insurance ALL ¢ + ure

E i+ sowel furure,

? aducarion, rature,

£ inal, pictute

g musician,

: delicious

From Sourds English by ] O’Connor and C Fletcher (Pearson Education Ltd)
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Example 7: Laoking for rules Level:  intermediate and above _ é
In this exercise students are asked to read the following two lists of words aloud.
When they have agreed that the letter ¢ can be pronounced in two ways, we can ask
them if they can see what the rule is which decides which pronunciation will be
used. We might have to prompt them by suggesting that they look at the letter which
follows the ¢.

These are the lists they see:
cell certain cat catch
place  dance cup coffee
city cycle cry coin
policy  cent call cake
_____ decide ineng came  cost

_custom  could

From Teaching English Pronunciation by ] Kenworthy {Pearson Education Ltd)

This kind of discovery approach (see Chapter 11, B2) to sound and spelling rules
allows students to become aware that English spelling is not quite so random as they
might think.

Connected speech and fluency
Good pronunciation does not just mean saying individual words or even individual
sounds correctly. The sounds of words change when they come into contact with
each other. This is something we need to draw students’ attention to in our
pronunciation teaching.

We can adopt a three-stage procedure for teaching students about features such as
elision and assimilation {see Chapter 2, D4):

®  Stage 1/comparing: we can start by showing students sentences and phrases
and having them pronounce the words correctly in isolation, e.g. [am going to
see him tomorrow falf fewm/ fgavin/ ft/ /stf fhim/ tomprsu/. We then play
them a tape of someone saying the sentences in normal connected speech (or
we say them ourselves), e.g. /almgonasijimtamarau/, We ask students what
differences they can hear.

®  Stage 2/identifying: we have students listen to recordings of connected speech
{or we say the phrases ourselves), and the students have to write out a full
gramimatical equivalent of what they heard. Thus we could say /d3awonakofi/
and expect the students to write Do you want a coffee?, or we could play them a
tape with someone saying /aidovkambifa:/ and expect them to write I would
have come before,
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*  Stage 3/production: in our modelling and teaching of phrases and sentences
we will give students the connected version, including contractions where
necessary, and get them to say the phrases and sentences in this way.

Fluency is also helped by having students say phrases and sentences (such as the
ones used in stages 1-3 above) as quickly as possible, starting slowly and then
speeding up. Getting students to perform dialogues and play extracts — if we spend
some time coaching them — will also make them aware of speaking customs and
help them to improve their overall fluency.

Chapter notes and further reading

* Meaning and perfection
For a discussion about what pronunciation norms and models we should get our
students to aim for, see ] Jenkins (1998}. See also C Dalton and B Seidlhofer (1995:
Chapter 1).

¢ Different languages
For the pronunciation difficulties experienced by different first language speakers,
see ] Kenworthy (1987: Part 2). G Kelly (2000: Appendix B) lists English sounds
that cause problems for different speakers,

¢ Phonemic chart
G Kelly (2000: Appendix a) has created a different pronunciation chart for
students which categorises sounds in terms of their place of articulation, and
whether they are voiced or voiceless — in the case of consonants,

¢ Sounds and spelling
See ] Kenworthy (1987: Chapter 5) and G Kelly (2000: Appendix c).
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14 Teaching
i receptive skills

Receptive skills are the ways in which people extract meaning from the discourse

| they see or hear. There are generalities about this kind of processing which apply

E to both reading and listening — and which will be addressed in this chapter — but
there are also significant differences between reading (Chapter 15) and listening
(Chapter 16) processes too, and in the ways we can teach these skills in the classroom.

How we read and listen

When we read a story or a newspaper, listen to the news, or take part in conversation
we employ our previous knowledge as we approach the process of comprehension,
and we deploy a range of receptive skills; which ones we use will be determined by
our reading or listening purpose.

What we bring to the task

If a British reader walks past a newspaper stand and sees the headline “England in
six-wicket collapse’ he or she will almost certainly guess that the England cricket
team has been beaten in an international match. This guess will be based on the
reader’s pre-existing knowledge of newspapers, their experience of how headlines
are constructed, their understanding that wicket is a cricketing term, and their
knowledge that England has not been doing too well in the sport lately. If the reader
then goes on to buy the newspaper he or she will use all this pre-existing knowledge
to predict the relevant article’s contents both before and during the reading of it.
However, a reader who did not have such pre-existing knowledge (because he or she
did not know anything about cricket, for example), would find the reading task
more difficult.

What the above example suggests is that understanding a piece of discourse
involves much more than just knowing the language. In order to make sense of any
text we need to have ‘pre-existent knowledge of the world’ (Cook 1989: 69). Such
knowledge is often referred to as schema {plural schemata). Each of us carries in
our heads mental representations of typical situations that we come across. When
we are stimulated by particular words, discourse patterns, or contexts, such
schematic knowledge is activated and we are able to recognise what we see or hear
because it fits into patterns that we already know. As Chris Tribble points out, we
recognise a letter of rejection or a letter offering a job within the first couple of lines

Tribble 1997: 35}
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When we see’a written text our schematic knowledge may first tell us what kind of
text genre we are dealing with (see Chapter 2, c4). Thus if we recognise an extract as
coming from a novel we will have expectations about the kind of text we are going
to read. These will be different from the expectations aroused if we recognise a piece
of text as coming from an instruction manual. Knowing what kind of a text we are
dealing with allows us to predict the form it may take at the text, paragraph, and
sentence level. Key words and phrases alert us to the subject of a text, and this again
allows us, as we read, to predict what is coming next.

In conversation a knowledge of typical interactions helps participants to
communicate efficiently. As the conversation continues, the speakers and listeners
draw upon various schemata — including genre, topic, discourse patterning, and the
use of specific language features — to help them make sense of what they are hearing,
As with readers, such schemata arouse expectations which allow listeners to predict
what will happen in the conversation. Such predictions give the interaction a far
greater chance of success than if the participants did not have such pre-existing
knowledge to draw upon.

Shared schemata make spoken and written communication efficient. Without the
right kind of pre-existing knowledge, comprehension becomes much more difficult.
And that s the problem for some foreign language learners who, because they have a
different shared knowledge of cultural reference and discourse patterning in their
own language and culture from that in the English variety they are dealing with,
have to work doubly hard to understand what they see or hear,

Reasons for reading and listening

When we read a sign on the motorway our motives are different from when we read a
detective novel; when we take an audiotape guide round a museum we have a different
purpose in mind from when we listen to a stranger giving us directions on a street
corner. We can divide reasons for reading and listening into two broad categories:

¢  Instrumental: a large amount of reading and listening takes place because it
will help us to achieve some clear aim. Thus, for example, we read a road sign so
that we know where to go. We read the instructions on a ticket machine because
we need to know how to operate it. When we ring up a technical support
company because we cannot make our computer or washing machine work, we
listen to a customer advisor because we are desperate to know what to do next.

One type of reading or listening, in other words, takes place because we

have some kind of utilitarian or instrumental purpose in mind.

¢ Pleasurable: another kind of reading and listening takes place largely for
pleasure, Thus people read magazines or spend hours buried in the Sunday
paper. Others go to poetry readings or listen to Talk Radio. Some people read
illustrated cartoon or photo-stories while others listen to comedy tapes or
programmes,

Instrumental reading and listening can be pleasurable too; reading history textbooks
or going to history lectures (or any other subject we are studying or which interests
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us) may be done for fun as well as for some utilitarian purpose. There is a great deal
of ‘crossover’ between the two categories. But a consideration of the two types does
at least allow us to consider different receptive skill styles, and helps us to ensure that
we do not ignore genres which students need to be able to handle.

Top-down and bottom-up

A frequent distinction is made — especially in the analysis of reading — between
top—down and bottom-up processing. In metaphorical terms this can be likened to
the difference between looking down on something from above — getting an overview
—and, on the contrary, being in the middle of something and understanding where
we are by concentrating on all the individual features. It is the difference between
looking at a forest, or studying the individual trees within it.

It has been said that in top—down processing the reader or listener gets a general
view of the reading or listening passage by, in some way, absorbing the overall
picture. This is greatly helped if the reader or listener’s schemata allow them to have
appropriate expectations of what they are going to come across. In bottom—up
processing, on the other hand, the reader or listener focuses on individual words and
phrases, and achieves understanding by stringing these detailed elements together to
build up a whole.

It is probably most useful to see acts of reading and listening as interactions
between top—down and bottom—up processing. Sometimes it is the individual
details that help us understand the whole; sometimes it is our overview that allows
us to process the details. Without a good understanding of a reasonable proportion
of the details gained through some bottom-up processing we will be unable to get
any clear general picture of what the text is about. A non-scientist attempting to read
a specialist science journal finds this to be the case almost immediately. A person
listening to a conversation in a foreign language with many words he or she does not
know finds bottom—up and top—down processing almost impossible.

Different skills

The processes we go through when reading a novel or listening to a poem are likely
1o be different from those we use when we are looking for someone’s number in a
telephone directory, or when we are listening to a spoken ‘alert’ message on a
;omputer. Our use of these different skills will frequently depend on what we are
reading or listening for.

¢ Identifying the topic: good readers and listeners are able to pick up the topic
of a written or spoken text very quickly. With the help of their own schemata
they quickly get an idea of what is being talked about. This ability allows them
to process the text more effectively as it progresses.

¢  Predicting and guessing: both readers and listeners sometimes guess in order
to try and understand what is being written or talked about, especially if they
have first identified the topic. Sometimes they look forward, trying to predict
what is coming; sometimes they make assumptions or guess the content from
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their initial glance or half-hearing — as they try and apply their schemata to
what is in front of them. Their subsequent reading and listening helps them to
confirm their expectations of what they have predicted or to readjust what they
thought was going to happen in the light of experience.

Reading and listening for general understanding: good readers and
listeners are able to take in a stream of discourse and understand the gist of it
without worrying too much about the details. Reading and listening for such
‘general’ comprehension means not stopping for every word, not analysing
everything that the writer or speaker includes in the text.

A term commonly used in discussions about reading is skimming (which
means running your eyes over a text to get a quick idea of the gist of a text). By
encouraging students to have a quick look at the text before plunging into it for
detail, we help them to get a general understanding of what it is all about. This
will help them when and if they read for more specific information.

Gist reading and listening are not ‘lazy’ options. The reader or listener has
made a choice not to attend to every detail, but to use their processing powers
to get more of a top—down view of what is going on.

Reading and listening for specific information; in contrast to reading and
listening for gist, we frequently go to written and spoken text because we want
specific details. We may listen to the news, only concentrating when the particular
item that interests us comes up. We may quickly look through a film review to
find the name of the director or the star. In both cases we almost ignore all the
other information until we come to the specific item we are looking for. In
discussions about reading this skill is frequently referred to as scanning.

Reading and listening for detailed information: sometimes we read and
listen in order to understand everything we are reading in detail. This is usually
the case with written instructions or directions, or with the description of
scientific procedures; it happens when someone gives us their address and
telephone number and we write down all the details. If we are in an airport and
an announcement starts with Here is an announcement for passengers on flight
AA671 to Lima (and if that is where we are going), we listen in a concentrated
way to everything that is said.

Interpreting text: readers and listeners are able to see beyond the literal
meaning of words in a passage, using a variety of clues to understand what the
writer or speaker is implying or suggesting. Successful interpretation of this
kind depends to a large extent on shared schemata as in the example of the
lecturer who, by saying to a student You're in a non-smoking zone was
understood to be asking the student to put her cigarette out {see page 23).

We get a lot more from a reading or listening text than the words alone
suggest because, as active participants, we use our schemata together with our
knowledge of the world to expand the pictures we have been given, and to fill in
the gaps which the writer or speaker seems to have left.
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Problems and solutions

The teaching and learning of receptive skills presents a number of particular
problems which will need to be addressed. These are to do with language, topic, the
tasks students are asked to perform, and the expectations they have of reading and
listening, as we shall discuss below.

Language

What is it that makes a text difficult? In the case of written text some researchers
look at word and sentence-length (Wallace 1992: 77}, on the premise that texts with
longer sentences and longer words will be more difficult to understand than these
with shorter ones. Others, however, claim that the critical issue is quite simply the
number of unfamiliar words which the text contains. If readers and listeners do not
know half the words in a text, they will have great difficulty in understanding the
text as a whole. To be successful they have to recognise a high proportion of the
vocabulary without consciously thinking about it (Paran 1996). It is clear that both
sentence length and the percentage of unknown words both play their part in a text’s
comprehensibility.

When students who are engaged in listening encounter unknown lexis it can be
‘like a dropped barrier causing them to stop and think about the meaning of a word
and thus making them miss the next part of the speech’ (Underwood 1989: 17}.
Unlike reading, there may be no opportunity to go back and listen to the lexis again.
Comprehension is gradually degraded, therefore, and unless the listener is able to
latch on to a new element to help them back into the flow of what is being said the
danger is that they will lose heart and gradually disengage from the receptive task
since it is just too difficult.

If, as Stephen Krashen suggests, comprehensible input aids language acquisition
(see Chapter 58), then it follows that ‘incomprehensible” input will not. We can try
and get students to read or listen to such texts, but the only effect this will probably
have is to de-motivate them.

Apart from the obvious point that the more language we expose students to the
more they will learn, there are specific ways of addressing the problem of language
difficulty: pre-teaching vocabulary, using extensive reading/listening, and
considering alternatives to authentic langunage.

¢  Pre-teaching vocabulary: one way of helping students is to pre-teach
vocabulary that is in the reading or listening text. This removes at least some of
the barriers to understanding which they are likely to encounter.

However, if we want to give students practice in what it is like to tackle
authentic reading and listening texts for general understanding then getting
past words they do not understand is one of the skills they need to develop. By
giving them some or all of those words we deny them that chance.

We need a common-sense solution to this dilemma: where students are
likely to be held back unnecessarily because of three or four words, it makes
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sense to teach them first. Where they should be able to comprehend the
text despite some unknown words, we can leave vocabulary work till later
{see Chapter 15, A3).

An appropriate compromise is to use some {possibly unknown) words
from a reading or listening text as part of our procedure to create interest and
activate the students’ schemata, since the words may suggest topic, genre, or
construction ~ or all three. The students can first research the meanings of
words and phrases (see Chapter 12) and then predict what a text with such
words is likely to be about (see Example 1in Chapter 15, B1).

Extensive reading and listening: most researchers like to make a difference
between ‘extensive’ and ‘intensive’ reading and listening, Whereas the former
suggests reading or listening at length, often for pleasure and in a leisurely way,
intensive reading or listening tends to be more concentrated, less relaxed, and
often dedicated not so much to pleasure as to the achievement of a study goal.

Extensive reading and listening frequently take place when students are on
their own, whereas intensive reading or listening is often done with the help
and/or intervention of the teacher.

Extensive reading — especially where students are reading material written
specially at their level — has a number of benefits for the development of a
student’s language (see Chapter 15, a1). Colin Davis suggests that any classroom
will be the poorer for the lack of an extensive reading programme, and will be
‘unable to promote its pupils’ language development in all aspects as effectively
as if such a programme were present’ (1995: 335). He also claims that such a
programme will make students more positive about reading, improve their
overall comprehension skills, and give them a wider passive and active
vocabulary. Richard Day and Julian Bamford agree, citing as two of the many
goals for extensive reading, enabling students to read without constantly
stopping and providing an increased word recognition (Day and Bamford 1998).

What these commentators and others are claiming is that extensive reading
is the best possible way for students to develop automaticity — that is the
automatic recognition of words when they see them. It is by far the best way to
improve their English reading {(and writing) overall.

The benefits of extensive reading are echoed by the benefits for extensive
listening: the more students listen, the more language they acquire, and the
better they get at listening activities in general. Whether they choose passages
from textbooks, recordings of simplified readers, listening material designed for
their level, or recordings of radio programmes which they are capable of
following, the effect will be the same. Provided the input is comprehensible
they will gradually acquire more words and greater schematic knowledge which
will, in turn, resolve many of the language difficulties they started out with.,

Authenticity: because it is vital for students to get practice in dealing with
written text and speech where they miss quite a few words but are still able to
extract the general meaning, an argument can be made for using mainly
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authentic reading and listening texts in class. After all, it is when students come
into contact with ‘real’ language that they have to work hardest to understand.

Authentic material is language where no concessions are made to foreign
speakers. It is normal, natural language used by native — or competent — speakers
of a language. This is what our students encounter (or will encounter) in real
life if they come into contact with target-language speakers, and, precisely
because it is authentic, it is unlikely to be simplified, spoken slowly, or to be full
of simplistic content (as some textbook language has a tendency to be).

Authentic material which has been carelessly chosen can be extremely
de-motivating for students (see Chapter 3, c2) since they will not understand it.
Instead of encouraging such failure, therefore, we should let students read and
listen to things they can understand. For beginners this may mean roughly-
tuned language from the teacher and specially designed reading and listening
texts from materials writers. However, it is essential that such Hstening texts
approximate to authentic language use. The language may be simplified, but it
must not be unnatural. As Ronald Carter and his colleagues suggest, ‘concocted,
made-up language can be perfectly viable but it should be modelled on
naturalistic samples’ (Carter et al. 1998: 86).

Authentic material can be used by students at fairly low levels, however, if
the tasks that go with it are well designed and help students understand it
better, rather than showing them how littie they know. A gently paced sequence
of activities with small tasks leading 1o bigger ones, for example, can enable
students to watch television soap operas in English and end up understanding
far more than they might have thought possible (Farrell 1998).

It is worth pointing out that deciding what is or is not authentic is not easy.
A stage play, written for native speakers, is a playwright’s representation of
spontaneous speech rather than the real thing, so it is, in a sense, both authentic
and inauthentic. A father talking to his baby daughter may be employing
‘baby talk’ - rough-tuning the language so that it can be comprehensible — but
there is nothing inauthentic about it. The language which students are exposed
to has just as strong ¢laims to authenticity as the play or the parent, provided
that it is not altered in such a way as to make it unrecognisable in style and
construction from the language which native speakers encounter in many
walks of life.

Topic and genre
\Many receptive skill activities prove less successful than anticipated because the topic
» not appropriate or because students are not familiar with the genre they are
dealing with, If students are not interested in a topic, or if they are unfamiliar with
“n¢ text genre we are asking them to work on, they may be reluctant to engage fully
«:th the activity. Their lack of engagement or schematic knowledge may be a major
- ndrance to successful reading or listening.
To resolve such problems we need to think about how we choose and use topics,

#&d how we approach different reading and speaking genres:
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Choose the right topics; we should try and choose topics which our students
will be interested in. We can find this out by questionnaires, interviews, or by
the reactions of students in both current and previous classes to various
activities and topics we have used (see Chapter 24, B1}). However, individual
students have individual interests, so that it is unlikely that all members of a
class will be interested in the same things (see Chapter 3, 5). For this reason we
need to include a variety of topics across a series of lessons so that all our
students’ interests will be catered for in the end.

Create interest: if we can get the students engaged in the task (see Chapter 6,
A3) there is a much better chance that they will read or listen with
commitment and concentration, whether or not they were interested in the
topic to start with.

We can get students engaged by talking about the topic, by showing a picture
for prediction, by asking them to guess what they are going to see or hear on the
basis of a few words or phrases from the text, or by having them look at headlines
or captions before they read the whole thing. Perhaps we will show them a
picture of someone famous and get them to say if they know anything about
that person before they read a text about them or hear them talking. Perhaps
students can be asked to say which sport they might find most frightening {as a
lead-in to a listening about ski-jumping or mountaineering).

Activate schemata: in the same way we create interest by giving students
predictive tasks and interesting activities, we want to activate their knowledge
before they read or listen so that they bring their schemata to the text, If they
are going to read ‘lonely hearts’ advertisements (see Chapter 2, c4) we can
discuss how they expect them to be constructed as a way of directing their
reading, We can ask them what they know about the way speeches are
structured if they are going to listen to someone proposing the health of a
couple at a wedding, or talk about the kinds of questions an interviewer
might use with a celebrity if they were going to listen to an interview with a
sports star.

Vary topics and genres: a way of countering student unfamiliarity with
certain written and spoken genres is to make sure we expose them to a variety
of different text types, from written instructions and taped announcements to
stories in books and live, spontaneous conversation, from Internet pages to
business letters, from pre-recorded messages on phone lines to radio dramas.

In good general English coursebooks a number of different genres are
represented in both reading and listening activities. If the teacher is not
following a coursebook, however, then it is a good idea to make a list of text
genres which are relevant to the students’ needs and interests in order to be sure
that they will experience an appropriate range of texts. Ensuring students’
confidence with more than one genre becomes vitally important, too, in the
teaching of productive skills (see Chapter 17, a3).
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B3 Comprehension tasks
A key feature in the successtul teaching of receptive skills concerns the choice of
comprehension tasks. Sometimes such tasks appear to be testing the students rather
than helping them to understand. Although reading and listening are perfectly
proper mediums for language and skill testing (see Chapter 23, 3), nevertheless, if
we are trying to encourage students to improve their receptive skills, testing them
will not be an appropriate way of accomplishing this. Sometimes texts and/or the
tasks which accompany them are far too easy or far too difficult.

In order to resolve these problemns we need to use comprehension tasks which
promote understanding and we need to match text and task appropriately.

¢  Testing and teaching: the best kinds of tasks are those which raise students’
expectations, help them tease out meanings, and provoke an examination of the
reading or listening passage. Unlike reading and listening tests, these tasks bring
them to a greater understanding of language and text construction. By having
students perform activities such as looking up information on the Internet,
filling in forms on the basis of a listening tape, or solving reading puzzles, we
are helping them become better readers and listeners.

Some tasks seem to fall half way between testing and teaching, however,
since by appearing to demand a right answer (for example, by asking if certain
statements about the text are true or false, or by asking questions about the text
with what, when, how many, and how often) they could, in theory, be used to
assess student performance. Indeed when they are done under test conditions,
their purpose is obviously to explore student strengths and weaknesses. Yet such
comprehension items can also be an indispensable part of a teacher’s receptive
skills armoury too. By the simple expedient of having students work in pairs to
agree on whether a statement about part of a text is true or false — or as a result
of a discussion between the teacher and the class — the comprehension items
help each individual (through conversation and comparison} to understand
something, rather than challenging them to give right answers under test-like
conditions. If students predict the answers to such questions before they read or
listen, expectations are created in their minds to help them focus their reading
or listening. In both cases we have turned a potential test task into a creative
tool for receptive skill training.

Whatever the reading task, in other words, a lot will depend on the
conditions in which students are asked to perform that task. Even the most
formal test-like items can be used to help students rather than frighten them!

¢  Appropriate challenge: when asking students to read and listen we want to
avoid texts and tasks that are either far too easy or far too difficult, As with
many other language tasks we want to get the level of challenge right, to make
the tasks ‘difficult but achievable’ (Scrivener 1994b: 149).
Getting the level right depends on the right match between text and task,
Thus, where a text is difficult, we may still be able to use it, but only if the task is
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appropriate, We could theoretically, for example, have beginners listen to the
famous soliloquy from Shakespeare’s Hamlet ( To be or not to be?/That is the
question./Whether tis nobler ..., etc.) and ask them how many people are
speaking, We could ask students to read Ulysses by James Joyce and ask them
how many full stops they can find. Despite the difficulty of the texts, both of
these tasks are achievable, Yet we might feel that neither is appropriate or useful.
On the other hand, having students listen to a news broadcast where the
language level is very challenging, may be entirely appropriate if the task only
asks them — at first - to try and identify the five main topics in the broadcast.

B4 Negative expectations
Students sometimes have low expectations of reading and listening. They can feel
that they are not going to understand the passage in the book or on tape because it
is bound to be too difficult, and they predict that the whole experience will be
frustrating and de-motivating.

Such attitudes, where they exist, are often due to previous unhappy or
unsuccessful experiences. If, in the past, students have been given reading and
listening texts which are too difficult for them, that will colour their view of the
process. If they have been given reading or listening passages in which they have no
interest (and where teachers failed to excite their interest) then they are likely to
expect future procedures to be boring — so they probably will be.

Where students have low expectations of reading and listening (and of course not
all students do) it will be our job to persuade them, through our actions, to change
these negative expectations into realistic optimism.

*  Manufacturing success: by getting the level of challenge right (in terms of
language, text, and tasks) we can ensure that students are successful. By giving
students a clear and achievable purpose, we can help them to achieve that
purpose. Each time we offer them a challenging text which we help them to
read or listen to successfully, we dilute the negative effect of past experiences,
and create ideal conditions for future engagement.

®  Agreeing on a purpose: it is important for teacher and students to agree on
both general and specific purposes for their reading or listening. Are the
students trying to discover detailed information or just get a general
understanding of what something is about? Perhaps they are listening to find
out the time of the next train; maybe they are reading in order to discern only
whether a writer approves of the person they are describing.

If students know why they are reading or listening they can choose how to

approach the text. If they understand the purpose they will have a better chance
of knowing how well they have achieved it.
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Chapter notes and further reading

® Schema

For more {and slightly differing) accounts of schema theory see G Cook (1989:
68-74), C Wallace (1992: 33-38), and C Tribble (1997: 33—35).

® Pre-teaching vocabulary
] Field (1998b} thinks that pre-teaching vocabulary for listening may be unhelpful
in the development of listening skills.
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Extensive and intensive reading

To get maximum benefit from their reading, students need to be involved in both
extensive and intensive reading. Whereas with the former a teacher encourages
students to choose for themselves what they read and to do so for pleasure and
general language improvement, the latter is often (but not exclusively) teacher chosen
and directed, and is designed to enable students to develop specific receptive skills
{see Chapter 14, A4).

Extensive reading

We have discussed the importance of extensive reading for the development of our
students’ word recognition — and for their improvement as readers overall {see
Chapter 14, B1). But it is not enough to tell students to ‘read a lot’; we need to offer
them a programme which includes appropriate materials, guidance, tasks, and
facilities such as permanent or portable libraries of books.

¢  Extensive reading materials: one of the fundamental conditions of a
successful extensive reading programme is that students should be reading
material which they can understand. If they are struggling to understand

“every word, they can hardly be reading for pleasure — the main goal of this
activity. This means that we need to provide books which either by chance,
or because they have been specially written, are readily accessible to our
students.

Specially written materials for extensive reading — what Richard Day and
Julian Bamford call language learner literature’ (1998: 61) — are often referred
to as ‘readers’ or ‘simplified readers. They can take the form of original fiction
and non-fiction books as well as simplifications of established works of
literature, Such books succeed because the writers or adaptors work within
specific lists of allowed words and grammar. This means that students at the
appropriate level can read them with ease and confidence. At their best such
books, despite the limitations on language, can speak to the reader through the
creation of atmesphere and/or compelling plot lines. Consider, for example,
the following short extract from the second chapter of a level 1 {elementary)
murder mystery for adults. In the first chapter a man in a hospital bed appears
to be suffering from amnesia. In the second chapter that same man speaks to
us directly:
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There is @ man near my bed, His clothes are white. No. Some of his
clothes are white. He has a white coat, but his trousers are brown. He
also has brown hair. The man in the white coat says he’s a doctor. He
says his name is Doctor Cox. He tells me to call him Philip. He says he is
going to help me,

But he’s not going to help me. They think I don't remember. They think
I don't know anything. They know nothing, the doctors. Or the potice,
Nobody knows who I am. I sitin the bed and answer questions. They ask
lots of questions.

‘Do you know what amnesia is, John?’ Doctor Cox asks me.

Doctor Cox. Doctor Philip Cox. He thinks he’s somebody. He's nobody. I
know what amnesia is.

From John Doe by A Moses (Cambridge University Press)

The language is simple and controlled, but the atmosphere — in true murder-
mystery style — is satisfyingly creepy. A student who likes this kind of story and
whose level of English is fairly low should enjoy it enormously.

Setting up a library: in order to set up an extensive reading programme, we
need to build up a library of suitable books. Although this may appear costly,
it will be money well spent. If necessary, we should persuade our schools and
institutions to provide such funds, or raise money through other sources.

If possible, we should organise static libraries in the classroom or in some
other part of a school. If this is not possible we need to work out some way of
carrying the books around with us — in boxes or on trolleys.

Once books have been purchased, we should code them for level and genre
so that students can easily identify what kind of books they are. We should
make the students aware of what the library contains and explain our
classification system to them.

We need to devise some way of keeping track of the books in the library.
A simple signing-out system should ensure that our collection does not
disappear over time.

All of these setting-up procedures take time. But we can use students to
help us administer the scheme. We can, if we are lucky, persuade the school
administration to help us.

If our students take part in extensive reading programmes, all the time we
have spent on setting up a library will not have been wasted.

The role of the teacher in extensive reading programmes: most students

will not do a lot of extensive reading by themselves unless they are encouraged

to do so by their teachers, Clearly, then, our role is crucial. We need to promote

reading and by our own espousal of reading as a valid occupation, persuade

students of its benefits. Perhaps, for example, we can occasionally read aloud
—from books we like and shiow, by our manner of reading, how exciting books _

can be.

P
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Having persuaded our students about the benefits of extensive reading, we
can organise reading programmes where we indicate to students how many books
we expect them to read over a given period. We can explain how they can make
their choice of what to read, making it clear that the choice is theirs, but that they
can consult other students’ reviews and comments to help them make that choice.
We can suggest that they look for books in a genre (be it crime fiction, romantic
novels, science fiction, etc.) that they enjoy, and that they make appropriate level
choices. We will act throughout as part organiser, part tutor (see Chapter 48).

Extensive reading tasks: because students should be allowed to choose their
own reading texts, following their own likes and interests, they will not all be
reading the same texts at once. For this reason — and because we want to
prompt students to keep reading — we should encourage them to report back
on their reading in a number of ways.

One approach is to set aside a time at various points in a course — say every
two weeks - at which students can ask questions and/or tell their classmates about
books they have found particularly enjoyable, or noticeably awful. However, if
this is inappropriate because not all students read at the same speed — or because
they often do not have much to say about the book in front of their colleagues -
we can ask them each to keep a weekly reading diary either on its own, or as part
of any learning journal they may be writing (see Chapter 24, a1). Students can
also write short book reviews for the class noticeboard. At the end of a month,
a semester, or a year, they can vote on the most popular book in the library.

We can also put comment sheets into the books for students to write in, as
the following example for a book called The Earthguake shows:

Rating | Your comment and Your Name

5 I'm afraid earthquake happens to us.
Shoko
5 Great!
Gabriel is nice. He is cool.
TOMORO
4 "Who is really taking care of me,”
| think after reading this book.
YOKO
4 I had a chance to think what's the most
fimportant thing by reading this book.
Hisako

From Extensive Reading in the Second Language Classroom by R Day and ] Bamford
{Cambridge University Press)
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It does not really matter which of these tasks students are asked to perform provided
that what they are asked to do helps to keep them reading as much and as often as
possible.

Intensive reading: the roles of the teacher

In order to get students to read enthusiastically in class, we need to work to create
interest in the topic and tasks (see Chapter 14, 2). However, there are further roles
we need to adopt when asking students to read intensively:

*

Organiser: we need to tell students exactly what their reading purpose is

(see Chapter 14, B4), and give them clear instructions about how to achieve it,
and how long they have to do this. Once we have said “You have four minutes
for this we should not change that time unless observation (see below) suggests
that it is necessary.

Observer: when we ask students to read on their own we need to give them
_space to do so. This means restraining ourselves from interrupting that reachng,
even though the temptation may be to add more information or instructions.

While students are reading we can observe their progress since this will give
us valuable information about how well they are doing individually and
collectively, and will tell us whether to give them some extra time or, instead,
move to organising feedback more quickly than we had anticipated.

Feedback organiser: when our students have completed the task, we can lead
a feedback session to check that they have completed the task successfully. We
may start by having them compare their answers in pairs and then ask for
answers from the class in general or from pairs in particular. Students often
appreciate giving paired answers like this since, by sharing their knowledge,
they are also sharing their responsibility for the answers.

When we ask students to give answers we should always ask them to say
where in the text they found the information for their answers. This provokes a
detailed study of the text which will help them the next time they come toa
similar reading passage. It also tells us exactly what comprehension problems
they have if and when they get answers wrong.

It is important to be supportive when organising feedback after reading if we
are to counter any negative feelings students might have about the process (see
Chapter 14, B4), and if we wish to sustain their motivation {see Chapter 3, ¢3).

Prompter: when students have read a text we can prompt them to notice
language features in that text {see Chapter 5¢). We may also, as controllers, direct

“them to certain features of text construction, clarifying ambiguities, and making

them aware of issues of text structure which they had not come across previously.

Intensive reading: the vocabulary question
% common paradox in reading lessons is that while teachers are encouraging
andents to read for general understanding, without worrying about the meaning of
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every single word, the students, on the other hand, are desperate to know what each
individual word means. Given half a chance, many of them would rather tackle a
reading passage with a dictionary (electronic or otherwise) in one hand and a pen in
the other to write translations all over the page!

It is easy to be dismissive of such student preferences, yet as Carol Walker points
out, ‘It seems contradictory to insist that students “read for meaning” while
simultaneously discouraging them from trying to understand the text at a deeper
level than merely gist’ (1998: 172). Clearly we need to find some accommodation
between our desire to have students develop particular reading skills {such as the
ability to understand the general message without understanding every detail) and
their natural urge to understand the meaning of every single word.

One way of reaching a compromise is to strike some kind of a bargain with a class
(see Chapter 6, B1) whereby they will do more or less what we ask of them provided
that we do more or less what they ask of us. Thus we may encourage students to
read for general understanding without understanding every word on a first or
second read-through. But then, depending on what else is going to be done, we can
give them a chance to ask questions about individual words and/or give them a
chance to look them up. That way both parties in the teaching-learning transaction
have their needs met.

A word of caution needs to be added here. If students ask for the meaning of all
the words they do not know — and given some of the problems inherent in the
explaining of different word meanings — the majority of a lesson may be taken up in
this way. We need, therefore, to limit the amount of time spent on vocabulary
checking in the following ways:

*  Time limit: we can give a time limit of, say, five minutes for vocabulary
enquiry, whether this involves dictionary use, language corpus searches, or
questions to the teacher.

¢  Word/phrase limit: we can say that we will only answer questions about five
or eight words or phrases.

¢  Meaning consensus: we can get students to work together to search for and
find word meanings. To start the procedure individual students write down
three to five words from the text they most want to know the meaning of. When
they have each done this, they share their list with another student and come up
with a new joint list of only five words. This means they will probably have to
discuss which words to leave out. Two pairs join to make new groups of four
and once again they have to pool their lists and end up with only five words.
Finally (perhaps after new groups of eight have been formed — it depends on
the atmosphere in the class) students can lock for meanings of their words in
dictionaries and/or we can answer questions about the words which the groups
have decided on.

This process works for two reasons. In the first place students may well be

able to tell each other about some of the words which individual students did
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not know. More importantly, perhaps, is the fact that by the time we are asked
for meanings, the students really do want to know them because the
intervening process has encouraged them to invest some time in the meaning
search. ‘Understanding every word’ has been changed into a cooperative
learning task in its own right.

In respending to a natural hunger for vocabulary meaning both teachers and
students will have to compromise. It is unrealistic to expect only one-sided change,
but there are ways of dealing with the problem which make a virtue out of what
seems — to many teachers — a frustrating necessity,

Reading lesson sequences

We use intensive reading sequences in class for a number of reasons. We may want
to have students practise specific skills such as reading to extract specific
information, or reading for general understanding (gist) (see Chapter 14, a4).

We may, on the other hand, get students to read texts for communicative purposes,
as part of other activities, as sources of information, or in order to identify specific
uses of language. Reading is often a prelude to a speaking or writing activity

(see Chapter 17, B1).

Most reading sequences involve more than one reading skill. We may start by
having students read for gist and then get them to read the text again for detailed
comprehension. They may start by identifying the topic of a text before scanning it
quickiy to recover specific information; they may read for specific information
before going back to the text to identify features of text construction.

Examples of reading sequences

In the following examples the reading activity is specified. The skills which are-
involved are detailed, and the way that the text can be used within a lesson is
explained.

Example 1: AKA Diaz Activity: reading to confirm expectations
Skills:  predicting, reading for gist,
reading for detaffed comprehension ™
Age: aduk
Level: upper intsrmediate

In this example students predict the content of a text not from a picture, but from

a few tantalising clues they are given (in the form of phrases from the passage they

will read). -
The teacher gives each student in the class a letter from A to E. She then tells all

the students to close their eyes. She then asks all the students with the letter A to

open their eyes and shows them the word: lion, written large so that they can see it

Then she makes them close their eyes again and this time shows the B students the

phrase racial groups. She shows the C students the phrase paper aeroplanes, the D

students the word tatfoos, armd the E students the word guard.
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She now puts the students in five-person groups composed of students A-E.
By discussing their words and phrases, each group has to try and predict what the
text is all about. The teacher can go round the groups encouraging them and, perhaps,
feeding them with new words like cage, the tensest man, or moral authority, etc.
Finally, when the groups have made some predictions, the teacher asks them whether
they would like to hear the text that all the words came from before reading the following
text aloud, investing it with humour and making the reading dramatic and enjoyable.
=
" “This is it, Rlﬁ said, in a cheerful voice. Through the windows of the
classtoom I could see the men. They were not in their seats; instead they were
circling the room restlessly, like lions in a cage.

‘Is there going to be a guard in the room while [ teach?’ I asked. I realized that
this was something that should have been straightened out earlier.

Rick looked at me with deep concern. ‘Tl come by a bit later, see that you're
OK he said.

I walked through the door into the classroom. My students barely looked
human. The desks were arranged in no special order, except that some of the
men had got into racial groups. Many of them were smoking, and under the
glare of the lights I could see their tattoos. One man with a pointed beard and
a long mane of black hair circled behind me and around the other side of the
desk. He was easily the tensest man [ had ever seen. I thought of telling him to
sit down but wondered what I would do if he refused so I kept the suggestion
to myself. I placed my leather bag on the desk and faced the class. Nobody paid
any attention to me. The conversation grew louder. I wanted to cut out and
run. I had volunteered for this.

Every teacher has these moments of panic. We worry about rebellion: our
moral authority lost, the students taking over. I had a teacher in high school, a
Miss Hutchinson, who after taking roll would turn towards the board and be
followed by an avalanche of paper aeroplanes and spitballs, sometimes even
the bodies of students flying forward, an impromptu riot.

I unpacked my bag and began the roll. A few names down, I called out ‘Diaz’

No answer. ‘Diaz, I said again.

‘Ain’t my name, a man in the front row volunteered.

‘Why did you answer?’ I asked.

‘T'm here under another name, he said. ‘An alias. I could tell you my real
name, but then I'd have to kill you’

‘We'll count that as “present’; I said. Several members of the class laughed:
at least that slowed down the conversation. I finished the roll and handed out
the syllabus for the class. I read it aloud and when 1 got to the end I looked up.
‘So any questions?’ | asked. The paper trembled in my hand.

‘Yeah, I got a question.” AKA Diaz raised his hand. ‘T want to know what the
*&M it means.

From Maximun Securtty by R OConnor in the literary magazine Granta (no. 54, 1996}
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The students now read the text for themselves to answer the following detailed
comprehension questions:

1 True, false, or probably (not)?
a The class is in a prison.
b There’s a guard in the classroom.
¢ Robert O'Connor had offered to teach the class.
d There are white, black, Hispanic and Asian students in the class.
e The class has both sexes.
f Robert 0'Connor was frightened.
g The men threw paper aeroplanes at the teacher,
h The men wanted to take the class.
i Diaz is the man‘s real name.
j AKA means “also known as’
k The class was going to be a great success.

e BT ST RTINS e

Before moving on to work with the content of the text the teacher may well take
advantage of the language in it to study some aspects that are of interest. For example,
how is the meaning of would different in the sentences I wondered what I woudd do if
he refused and a teacher ... who ... would turn towards the board ... ? Can students
make sentences using the same construction as He was easily the tensest man I had
ever seen (e.g. He/she was easily the (superlative adjective + noun) [ had ever {past
participle)) or I could tell you my real name, but then I'd have to kill you (e.g. I could
LhutthenlI'dhaveto ... )2

The discussion possibilities for this text are endless. How many differences are
there between Robert O’Connor’s class and the students’ own class? How many
similarities are there? How would they (the students) handle working in a prison?
Should prisoners be given classes anyway, and if so, of what kind? What would the
students themselves do if they were giving their first English class in a prison orin a
more ordinary school environment?

Part of this sequence has involved the teacher reading aloud. This can be very
powerful if it is not overdone (see Chapter 4, p2). By mixing the skills of speaking,
listening, and reading the students have had a rich language experience, and because
they have had a chance to predict content, listen, read and then discuss the text, they
are likely to be very involved with the procedure.

Example 2: Going home Activity: general reading
Skills: reading for gist, reading for detailed
camprehension
Age: any
upper intermediate

T T P

Many years ago Michael Scott and his colleagues working at university level with
ZSP students in Brazil designed a ‘standard exercise’ which could be used by their
sudents with any reading text {Scott et al. 1984). In their version the questions were
detailed and were in Portuguese. The usefulness of the questions was assured
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because any students, even if they were having trouble with their spoken English,
could read a text with the help of this broad-based reading kit

For general English we can use the same principle, and design questions which
can be given to students in English or in their own language, and which can be used
for any reading text they meet. Consider the following general questions:

1 What is the text about?
2 Who was it written by?
3 Who was it written for?
& What is the wyiter's intention?
5 Do you like the text?

These can be used with any text such as the one opposite (page 219}, where, when
students have discussed their answers to the reading kit questions, they can then go
back to the text to answer more detailed questions (e.g. Who went for a picnic? Who
has to pay rupees?). The teacher may then want to draw their attention to certain
items of vocabulary in the text with a task such as:

Match the words from the text with their definitions.

a gesturing i move eyes in order to see something

b glance ii give a short quick look

€ grins looking at somathing for a period of time, often
d look when it is moving/doing something

& smile iv look for a long time with eyes wide open because of
f stare interest, surprise, etc. Can be rude.
g watching moving hands, arms, head, etc. to express an idea or
feeling
vi smile widely
vii use the position of the mouth to show pleasure

The students can now make sentences with these words using the pronouns I or we,
e.g. I like it when people smile at me. They could discuss why Penny has written her
story in the present tense, and they could then go on to talk about journeys they
have made, or discuss how they feel if they spend a long time away from home.

Or perhaps they could work on an exercise like the following:

You are going home after six months in the jungle or on a desert
island. Copy and complete the chart with things you are looking
forward to most when you get home.

food
drink
object(s}
- activity

In whatever ways the text is exploited, the use of the general questions ensures
that students will approach it — for the first read anyway — in a general way.
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19-year-old Penny Elvey and het
project partner Anna are going
home after six months as volunteers
in a school in Nepal. But then the
rain starts, and the roads are
flooded. This is part of their story.

At the village of Meestal there is a
huge river blocking our pach. We
came here a few weeks ago with
some students for a picnic burt the
innocent litele stream that we sat by
had now become a raging torrent.

Across the water we can see a
truck. On our side a man
approaches us.

“Thar is my friend,” he says
gesturing to a man scanding by the
vehicle. “You go with truck.

Anna and | smile
enthusiastically. But our guide steps
forward.

‘It is too dangerous. We must
wait. The river will become
smatler.”

Anna and 1 glance at each other.
It is a curious philosophy since the
rain is still falling steadily.

The truck driver’s friend grins at
me.
“We help. You give me 600
tupees.’

600 rupees is far too much but
we are desperate. He knows. He
knows [ know he knows. Qur eyes
lack.

People are waiching us curiously
to see how we are going to react. [
fold my arms and force a laugh.

‘Then we will stay the night
here.’

. LT A TN
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For a terrible moment I think he
is going to walk away, but then he
smiles nervously.

‘I mean 300 for you; 300 for
your friend.’

He calls two of bis friends and
they hold our luggage above their
heads as they step into the water.
Slowly and steadily they cross the
river and reach the other side safely. -

Suddenly a man taps my d
shoulder.

‘For you too dangerous. You
must stay here.’

My rucksack and walking boots
are now sitting on a rock across the
water. In che pocket of my rucksack
are alt my papers and money.
Where my passport goes I follow.
Maybe the current is not that
strong,

“You can swim?’

A small crowd of people gathers
on the other side. Anna goes first.
Four men take hold of her and lead
her safely across. Now it is my turn.
I step forward gingerly but catch
my ankle on a rock. The water
pulls my legs away from under me.
But the men drag me to the safety
of the far side.

Anna and I pick up our things
and climb inco the old truck. The
people there stare at us in
amusement. We are wet through,
covered in mud, our clothes in
tatters. But as the cruck shudders to
life, we look at each other and
smile. We are going to make it to
Kathmandu in time for breakfase!

b1
=

Adapted from Network, the GAP Activity Projects annual newsletter
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Of course many texts can be used in this way, whether for beginners or advanced
students.

Example 3: Village of shakes Actriaty: modified cloze text

Skills:  reading for gist, reading for
detailed camprehensia

AQE.‘I teenage -

tevel: elementary

A popular test of comprehension is the ‘modified’ cloze procedure (see Chapter 23,
B2) where every nth word is replaced by a blank. Although there may be some
doubts about this as a testing technique, when used with students for fun it canbe a
good way to help them arrive at a general understanding of a piece of text and a
detailed understanding of the sentences in it. It may be necessary, however, for the
teacher to choose some of the words that will be replaced by blanks — because some
of them which happen, say, every seventh word, may cause too much trouble and
should therefore be avoided.

In this example, teenage students are going to read about snakes and snake
charmers in an Indian village. The teacher starts by asking students if they know any
words about snakes and the people who play music to snakes, Words like poison,
poisonous, and snake charmer will then be elicited.

Students are now given the following text and asked to work with a colleague to
see if they can fill in the blanks as they read:

VILLAGE OF SNAKES

by Sohan Devu

a village of snake charmers. In
lot of poisonous snakes; vipers, kraits {(4)
poisoncus enough o kill you, but (6)

Saperagaon isn’t an ordinary Indian village — {(})

{2) house in the village there are (3)
cobras. Each one of these snakes {5)

children love playing with them.

le () the beginning of a new day (8) Saperagaon.The sun is coming up.
Twelve-(9) -old Rawvi is happy because it (10) warm encugh to walke the
cobras. (11} opens the basker and a king cobra (2} its head. It hisses and then
{13} o bite. It doesn’t like waking (14) " says Ravi, laughing.

The villagers use {15) snakes to earn money for food.'(16) day we walk 15
or 0 (i7) to the nearast town, says Ravi.'{18) play music on the pipes and
{19 snakes dance. People enjoy the show, (20) they don't ke paying. Each day
(21) earn only 25 or 30 rupees.” ((22) not enough for an 1ce cream (23)
the UK).

‘There aren’t many snake charmers {24)
father.

‘Do mary snake charmers die (26} snake bites? | ask.

‘No.not (27) . says Sanjay, but that isn'c the (28) “We havent got much
money or (29) .It’s too difficult to earn money. (30) is not a good enough life
(31 children. They go to school now. (32) learning a different way to live’

India now,’ says Sanjay Nath, (25)

€

The text is taken from Ge Students Book 2 by S Elsworth and | Rose (Pearson Education Ltd)
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When the teacher and students have checked the answers to the blanks, they can read
the complete text again for answers to more detailed questions such as How many types
of poisonious snakes are there?, Why does Ravi like the sun? Students can then be directed
to look at the text again for any language points which are interesting and/or to make
sure they have understood the text as fully as is necessary. They may then say if they
would like to be a snake charmer, or talk about animals they like/dislike. They might
listen to an interview with Ravi about his daily life and then talk about their own.

Example 4: The right fitrn Activity: researching a topic
Skills:  scanning, reading for gist
Age:  any

Level. elementary plus

The following example (especially appropriate for students in the UK) shows how
computers and the Internet can be used in class (or in a self-access or computer centre)
to get students searching for information in an entirely realistic and enjoyable way.
Students are told that they are going to the cinema in Cambridge, England. They
have to find a film that is suitable for themselves and a fourteen-year-old, and which
is on in the evening. They will have to check reviews to make sure the film is a good
one. Before they do this they have the British rating system explained to them
(U = anyone can go, PG = parental guidance (children can go with their parents
or alone if their parents say they can), 12 = suitable for twelve-year-olds upwards,
15 = suitable for fifteen-year-olds upwards, and 18 = anyone eighteen or older).
Students are directed to Guardian Unlimited, the web site for one of Britain’s most
widely-read quality newspapers — http://www.gnardian.co.uk/ — and then to the
‘Fiims’ pages within the web site. The teacher telis them to enter a Cambridge
postcode in the space provided. When they hit the ‘Go’ buiton, they will find
something like the following on the screen:

|3 S .;:,.‘.,m P g e e e L A T TR
|| Fhe Edi Yiew Favoms:  Teok  Help

- PIREA I P I

Agares s i:a_] bhg & = Alnonke led ©ouk S aFndes fonemge nearlsld seand ;i & Go

e LTl Grafton Centre, East Road Cambudge CB1 1PS

tront »
Irformeaten 01223 460442 Sl

Recent user Baokings 01223 460441

reviews *
Amgncan Peyeha (18 FruSat late 16 40
DewnToYau 17 1230300530800
VWhats on near me g Egmém& il od SatfSun mat1a 101240
B i Broe

¥ i~ 650
Eter your posteode V2204407 109301200 {Fri3af)y
!—— Go 1060320
| TUDTONAIDRGNE X0 2y 11 345 Fredan -
| J _'_|J
-] o} inteinet .

They now have to click on the U, PG, and 12 films to read summaries and short film
reviews {which are also avatlable at this site). If they choose Down To You they find
the following:
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| 3 it o E:
{ fle Ede uaw Facres Taol
=l
Down To You
2008, USA, Romance, Cert 12, 32 mmns
User rating 4313 wites) The Guasdian
Xan Hrooks. The cinemalic e¢uivalenl of a
;0 2] vi VO’E* teen magazue phote siory with & namatve
thal could have been ifted whaolesale fram
Usar reviews: Send - & renew ar reed the pages of Jackie ar My Guy
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|

When they have done this for all the films which suit their target audience, they have
to make a choice based on the summaries and the review information. But they have
to do this as quickly as possible.

When choices have been made the students have to explain which film they are
going to see and why. They can also tell their classmates which films they would have
preferred to go and see — if they did not have to worry about the fourteen-year-old
and/or they could go at different times of the day.

The Internet (see Chapter 10F) is the ideal resource tool for this kind of reading.
Provided that the teacher has researched the topic (and the appropriate web sites)
beforehand, the reading for specific detail will be purpeseful and enjoyable whether
students are looking at films, weather patterns, or holiday destinations, for example.
However, it is important for the teacher to have done some of the work in locating
sites so that a lot of time is not spent searching uselessly.

Example 5: The neighbours’ cat  Activity' ordering paragraphs

. Skills*  reading for gist, reading for
detailed information

Age. any

Levei: Iintermediate plus

In this example students first have to do a reading puzzle, before going on to use the
reading for a discussion and/or a role-playing task.

The students are told they are going to read a story called ‘“The neighbours’ cat’
and they are asked to predict what it is going to be about. They are then given the
following jumbled paragraphs where, apart from the first two, they are in the wrong
order for the story. In pairs they are told to number the paragraphs to show how
they can be reconstructed to make a coherent narrative.
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[11 The Mariarty family moved into a house two doors down the road one
sunny Wednesday in July. They seemed like nice people. We invited
them for a drink for the following Friday,

[2] Our next-door neighbour (Jane) loves animals. She has a pet rat and
two budgerigars. She knocked on our door on Thursday morning. ‘Is
this your cat? she asked. She was holding an old, thin ginger cat with
a little green collar. ‘No, we replied. ‘We've never seen it before,

Why?

[31 ‘How are you getting on in your new home? one of us asked.

[4] ‘T don't think it's very wetl/ Jane said. T'm gaing to take it to the vet!
We agreed with her idea. She cares about animals a lot. But when we
saw her again that evening she was locking sad.

[5] “Ch fine, said Mrs Moriarty looking happily at her husband and her
two young children. ‘But there’s just one problem. Our cat’s gone
missing.

[6] You know that cat? she said, ‘the ginger one with the green collar?
Well the vet said it was very old and very sick. So he gave it an
injection. Put it to sleep, It's in cat heaven now. Well, what else
could he do? We didn't know whose cat it was.

[7] On Friday evening the Moriartys came for a drink. So did Jane and

two other friends from across the street.

When they have done this the teacher checks to see that their orders are correct
{eg. 1,2,4,6,7,3and5).

The class now decide exactly who is at the small neighbours’ party, and in groups
they decide how the story continues. Does the next-door neighbour explain what
has happened? Do they brush the conversation aside and tell the Moriartys quietly
the next day? How will Mr Moriarty react? What will the children feel?

The point here is that one reading puzzle leads into an imaginative task, The
students have to take the text further, extending the original story and meaning.

It should be enjoyable, and it gives the reading a real purpose.

Example B: The other Bruce Activity: picturing from a text
Skills: reading for gist, interpreting text
Age: aduk

Level: upper intermediate

In this example students read a text and use the information in it to build up a
picture of one of the characters, even though there is not a lot of physical
description on the page.

Students are asked to read the folowing text, All they have to do is find out how
many people there are in it and what their names are (if this information is given).

ET b e L

Back at the motel, [ was half asleep when there Was 2 knoc] door.
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Yes’

‘It’s Bru.

‘Tknow

‘Oh?

This other Bru had sat next to me on the bus from Katherine. He was
travelling down Darwin, where he had just broken up with his wife. He had a
big pot belly and was not very bright.

At Tenant Creek he had said, "You and me could be mates, Bru. I could
teach you to drive a “dozer”” Another time, with greater warmth, he said,
‘You're not a whingeing Pom, Bru’ Now long after midnight, he was outside
my door calling.

‘Bru?’

‘What is tt?’

‘Want to come and get pissed?’

‘No.

‘OhY’

“‘We could find some sheilas, he said.

‘That a fact?’ I said. “This time of night?’

“You're right, Bru.

‘Go to bed, I said.

‘Well, goo’ night, Bru’

‘Good night!’

‘Bru?’

‘What do you want now?’

‘Nothing, he said and shuffled off, dragging his rubber thongs shlip ... shiip
along the corridor.

From The Songlines by Bruce Chatwin (Jonathan Cape}

Students and the teacher agree that there are two main characters in the text (the
narrator ‘Bru’ and the other ‘Bru’}, and that the other Bru's unnamed wife is also
briefly mentioned. The teacher then asks them to agree — first in pairs, and then in
groups — on five words or phrases that they want to know the meaning of, and then
allows them to find these words in a dictionary or discuss them with classmates
(see a3 above).

The students are then asked to say whether there is any physical description in the
text. When they have identified and understood pot belly and rubber thongs, they are
then asked to build up a complete physical picture of ‘this other Bru’ What is he
wearing? What colour is his hair? What are his eyes like? His arms? It is interesting to
see how clearly a physical picture has formed in their minds as a result of reading
only this short text.

Now that the students have their physical picture they can discuss the question
of what they think the narrator’s attitude is to the man who is knocking on the door.
Why is he telling this story? Does he admire the other Bru or pity him? Does he find
him repulsive or amusing? What can they find out by ‘reading between the lines’?
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As a follow-up students can be asked to write the conversation the two Brus had
on the bus from Katherine, or they can write conversations where people they only
vaguely know suddenly turn up on their doorstep.

The point of this kind of activity is that when we ask students to make these kinds
of imaginative leaps (picturing a character in a text, or trying to think their way into
a character’s head) we are asking them to relate to a reading passage in a completely
different, personal way, allowing the words to create pictures for them. Such reading
is a powerful alternative to some of the more utilitarian tasks we have described so
far in this chapter.

Example 7: Fire hero Activity: identifying text construction

Skills:  identifying topic, prediction, reading
for gist, reading for detailed
comprehension

Age: young adult and above

Level: intermediate plus

In the following example, students will study a reading text to identify facets of its
construction which make it typical of the genre it is written in. The text has potential
for student motivation since it is entirely authentic (see Chapter 14, 31).

The class starts with the teacher asking the students to look at the text — that is
glance at the pictures, and scan the text without properly reading it — and say where
they think it comes from. When they have agreed that it comes from a newspaper,

they are asked whether they think it is local or national.

By DAN GRIMMER

A COURAGEOUS  villager

Hero Laurence Broderck rescued Jean
Buiter after a firs tore throngh her home i High
Sgeat Watesly, destroymg much of the roaf

Around 30 fircfighters wackled the Baze,
whuch broke ouz ai about {0am on Satrday

Wiule crews using breathing eguipment were
fighting 1he flames, the roof caved i and one
frefighier needed hospital areaument after beng
wjured

Mr Brodenck of Vicarage Road, said he

bunguiow becalse he knew Ms Buner, who 15
i her Stk had been il

Be sad "The whole place was smokang At
first | ran aroand hike a headiess chicken Bur
onge [ had calmed down Trashed i1 and there she
was in her nightdress with no shocs

“My first reaction was 1o get her omt [ got her
out of the door and 1t was a gravel drive 50 )
prcked her up and camed her clear of the house
[ felt remnatkably m contro] *

HERO PULLS NEIGHBOUR
FROM BLAZE

hout binging the fire under conirel and then

making the bulkiing safe

Stauion officer Mike Church said The
flamas were through the raot It was a very

moved o the house
Just before Chostmas
Hesmd We gota
call saying ihe house
was on fire and came
down here The house 15
n a iemble stare bot at
feast she v all nghi
Ms Buiter 15 being
kept 1 Hinchenbrook

battled through a burning sencns hause fire The muddle secton of the mof

bungalow to carry his neighbour 15 gote 50 e have had v maks i seabde ©

to safety John Archer. of Manor Close a cousm of
M Mrs Buter sad she had

reahised something was annuss 10 the nommally A passng makonsi wok cam of s Buner Wospta] fot observa Haro  Laurenca
quet viflage when he heard a car beepime s whale Mr Brodenck retumed to dre house in case (e oM g rodench, who
hom anyone else was there He found the smoke so after weaument for .y joan Buiter
The dnver was fus son Gracham, who had  dense be couid o get i w?l“: '“]'"‘]"“("d’ p to safety and
spotted smoke bullowing from the bungalow on Alfter the dramunc rescue, fire crews from & N m’::: m;::‘ abous lofi, kremen
Tus way o visi hus father StNeots Gambmgay and Porron akng waith the ;Ighm recer o su 4 4 nmmw
Mr Brodereck, 2 sculpior, mushed to the  command vetcle from Hurungdon spent an ey cutang bos han Pows 1721083

Thousands gather for Duxford Air Show - Page 5

19, WEATHER 2, tETTERS, WHAT'S ON, STARS 22, CLASSIFIEDS 23, CROSSWORD 25

INSIDE: TV 2 18

From The Cambridge Evening News, Monday 3rd May 1999
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The class then discusses what the headline is designed for (impact, topic
identification) and what is special about its construction (it is written in the present
simple for dramatic effect, and misses out linguistic items such as possessive
pronouns and articles). They are then asked to predict the content of the text before
reading it in full.

Students can now answer general questions about the text: Who rescued whom?
Where was the fire? Who controlled the fire? Where 15 the rescued person now?

‘When they have all agreed on the answers, the teacher can ask them for more
detailed information, for example:

Name of hero:

Address:

Occupation:

Number of firefighters:
Number of injured people:
Damage to the house:

Students will now want to study the text to assess certain features of its construction,
In the first place the text is a collection of short sentences and paragraphs. It does
not use many of the linking devices nor the paragraph construction that we might
expect from more literary writing, or from more carefully constructed reports.

As with many newspaper articles the whole story is told in the first sentence/
paragraph, which acts as a summary.

In this newspaper article both reported and direct speech are used, the latter being
more immediate (and easier to write) than the former. The article concludes with a
statement of where the main protagonists are now.

The teacher can use the text for any number of other activities such as role-playing
interviews with the various people concerned, writing the information in a short
radio news broadcast, using the information as the basis for a discussion about how
heroic people are, and what students would be prepared to risk their lives for. The text
can also be used as a model for writing despite its ‘journalistic’ construction,

Chapter notes and further reading
¢ Reading
On reading in general, see C Nuttall (1996), C Wallace (1992), and F Grellet (1981).

On encouraging students to analyse the language of texts in detail, see R Gower
{1999). As a learner he found ‘explication de texte’ (e.g. describing features of a text
in detail after reading/listening to it} extremely useful, however ‘old-fashioned’

it was (see also C Walker (1998: 172)).

On reading for reaction to content, see A Kennedy (2000).
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® Testing reading
; On the testing of reading, see ] C Alderson in Nuttall (1996). \

¢ Extensive reading
The Edinburgh Project on extensive reading (EPER) run by David Hill maintains
a complete bibliography of all readers currently in print. Many publishers
(Pearson Education, Cambridge University Press, Oxford University Press, and
Macmillan Heinemann) publish a variety of simplified readers.

C Nuttall (1996: 127) talks about ‘vicious’ and *virtuous’ reading circles. The former
occur when weak readers read less and less and so read slower and less effectively,
whereas a virtuous circle occurs when students read faster and therefore more
effectively. Day and Bamford use the term ‘book strapping’ to describe how the
effects of an action (extensive reading) are fed back into the process to achieve
greater results with less effort (1998: 30).
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Extensive and intensive listening

Students can improve their listening skills — and gain valuable language input —
through a combination of extensive and intensive listening material and procedures.
Listening of both kinds is especially important since it provides the perfect
opportunity to hear voices other than the teacher’s, enables students to acquire good
speaking habits as a result of the spoken English they absorb, and helps to improve
their own pronunciation.

Extensive listening

Just as we can claim that extensive reading helps students to acquire vocabulary and
grammar and that, furthermore, it make students better readers (see Chapter 15, a1),
so extensive listening (where a teacher encourages students to choose for themselves
what they listen to and to do so for pleasure and general language improvement) can
also have a dramatic effect on a student’s language learning,

Extensive listening will usuaily take place outside the classroom, in the students’
home, car, or on personal stereos as they travel from one place to another. The
motivational power of such an activity increases dramatically when students make
their own choices about what they are going to listen to.

Material for extensive listening can be found from a number of sources. A lot of
simplified readers are now published with an audio version on tape. These provide
ideal listening material. Many students will enjoy reading and listening at the same
time using both the reader and tape. Students can also have their own copies of
coursebook tapes, or tapes which accompany other books written especially at their
level. They can also listen to tapes of authentic material (see Chapter 14, B1),
provided that it is comprehensible (see Chapter 58).

In order for extensive listening to work effectively with a group of students ~ or
with groups of students — we will need to make a collection of appropriate tapes
clearly marked for level, topic, and genre. These can be kept — like simplified readers
- in a permanent collection (such as in a self-access centre, or in some other
location), or be kept in a box or some other container which can be taken into
classrooms. We will then want to keep a record of which students have borrowed
which tapes; where possible we should involve students in the tasks of record-
keeping,

The keenest students will want to listen to English tapes outside the classroom
anyway, and will need little encouragement to do so. Many others, however, will
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profit from having the teacher give themn reasons to make use of the resources
available. We need to explain the benefits of listening extensively, and come to some
kind of agreement (see Chapter 9, 1) about how much and what kind of listening
they should do. We can recommend certain tapes, and get other students to talk
about the ones which they have enjoyed the most.

In order to encourage extensive listening we can have students perform a
number of tasks. They can record their responses to what they have heard in a
personal journal {see Chapter 24, a1), or fill in report forms which we have
prepared asking them to list the topic, assess the level of difficulty, and summarise
the contents of a tape. We can have them write comments on cards which are
kept in a separate ‘comments’ box, add their responses to a large class ‘listening’
poster, or write comments on a student web site. The purpose of these or any
other tasks is to give students more and more reasons to listen. If they can then
share their information with colleagues they will feel they have contributed to the
progress of the whele group. The motivational power of such feelings should not
be underestimated.

Intensive listening: using taped material

Many teachers use taped materials, and increasingly material on disk, when they
want their students to practise listening skills. This has a number of advantages and
disadvantages:

*  Advantages: taped material allows students to hear a variety of different voices
apart from just their own teacher’s. It gives them an opportunity to ‘meet’ a
range of different characters, especially where real people are talking. But even
when tapes contain written dialogues or extracts from plays, they offer a wide
variety of situations and voices.

Taped material is extremely portable and readily available. Tapes are
extremely cheap, and machines to play them are relatively inexpensive.

For all these reasons most coursebooks include tapes, and many teachers
rely on tapes to provide a significant source of language input.

¢ Disadvantages: in big classrooms with poor acoustics, the audibility of taped
and disk material often gives cause for concern, It is often difficult to ensure
that all students in a room can hear equally well.

Another problem with classroom tapes is that everyone has to listen at the
same speed, a speed dictated by the tape, not by the listeners, Although this
replicates the situation of radio, it is less satisfactory when students have to take
information from the tape. This is because they cannot, themselves, interact
with the taped speakers in any way. Nor can they see the speaking taking place.

Finally, having a group of people sit around listening to a tape recorder or
disk player is not an entirely natural occupation.

Despite the disadvantages, however, we still want to use taped material at various
stages in a sequence of lessons for the advantages mentioned above. In order to
counteract some of the potential problems described above, we need to check tape
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and machine quality before we take them into class. Where possible we need to
change the position of the playback machine or the students to offset poor acoustics
or, if this is feasible, take other measures such as using materials to deaden echoes
which interfere with good sound quality.

If it is possible we can have a number of machines for students to listen to tapes or
disks at their own speed, or we can take the group into the language laboratory (see
Chapter 10E). In order to show students what speaking looks like we can use
videotapes (see Chapter 20). As an alternative to tapes we can also encourage
interaction by providing ‘live’ listening (see below).

An issue that also needs to be addressed is how often we are going to play the tapes
or disks we ask students to listen to, The methodologist Penny Ur points out that in
real-life discourse is rarely ‘replayed’ and suggests, therefore, that one of our tasks is to
encourage students to get as much information as is necessary/appropriate from a
single hearing (Ur 1996: 108).

It is certainly true that extracting general or specific information from one
listening is an important skill, so that the kind of task we give students for the first
time they hear a tape is absolutely critical in gradually training them to listen
effectively. However, we may also want to consider the fact that in face-to-face
conversation we do frequently have a chance to ask for clarification and repetition.
More importantly perhaps, as Penny Ur herself acknowledges, this ‘one listening’
scenario conflicts with our wish to satisfy our students’ desire to hear things over
and over again (see Chapter 6, B1).

If students are to get the maximum benefit from a listening then we should
replay the tape two or more times, since with each listening they may feel more
secure, and with each listening (where we are helping appropriately) they will
understand more than they did previously. As the researcher John Field suggests,
students get far more benefit from a lot of listening than they do from a long pre-
listening phase followed by only one or two exposures to the listening text (Field
1998a). So even when we set prediction and gist tasks for first listenings, we can
return to the tape again for detailed comprehension, text interpretation, or
language analysis. Or we might play the tape again simply because our students
want us to. Whatever the reason, however, we do not want to bore our students by
playing them the same extract again and again, nor do we want to waste tire on
useless repetition.

Intensive listening: ‘live’ listening
A popular way of ensuring genuine communication is live listening where the
teacher and/or visitors to the class talk to the students, This has obvious advantages
since students can interrupt speakers and ask for clarification (see Chapter 19, a1).
They can, by their expressions and demeanour, indicate if the speaker is going too
slowly or too fast. Above all they can see who they are listening to.

Live listening can take the following forms:

*  Reading aloud: an enjoyable activity, when done with conviction and style, is
the teacher reading aloud to a class (see Chapter 4, p2 and Example 1 in Chapter
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15, B1), This allows them to hear a clear spoken version of written text, and can
be extremely enjoyable if the teacher is prepared to make a big thing of it.

The teacher can also read/act out dialogues either by playing two parts or by
inviting a colleague into the classroom.

Story-telling: teachers are ideally placed to tell stories which, in turn, provide
excellent listening material. At any stage of the story, the students can be asked
to predict what is coming next, or be asked to describe people in the story or
pass comnment on it in some other way.

Interviews: one of the most motivating listening activities is the live interview,
especiaily where students themselves dream up the questions (see Example 1in
1 below). In such situations, students really listen for answers they themselves
have asked for, rather than adopting other people’s questions. Where possible
we should have strangers visit our class to be interviewed, but we can also be
the subject of interviews ourselves. In such circumstances we might want,
though, to set the subject and/or take on a different persona for the activity.

Conversations: if we can persuade a colleague to come to our class we can
hold conversations with them — about English or any other subject. Students
then have the chance to watch the interaction as well as listen to it. We can also
extend story-telling possibilities by role-playing,

Live listening is not a substitute for audiotapes or disks - either in the classroom,
language laboratory, or self-access centre — but it does offer an extra dimension to
the listening experience over a series of lessons.

Intensive listening: the roles of the teacher

As with all activities, for listening we need to be active in creating student engagement
through the way we set up tasks. We need to build up students’ confidence by helping
them listen better rather than by testing their listening abilities (see Chapter 14, B3).
In particular we need to focus on the following roles:

Organiser: we need to tell students exactly what their listening purpose is
(see Chapter 14, B4), and give them clear instructions about how to achieve it.
One of our chief responsibilities will be to build their confidence through
offering tasks that are achievable and texts that are comprehensible.

Machine operator: when we use tape or disk material we need to be as
efficient as possible in the way we use the tape player. This means knowing
where the segment we wish to use is on the tape or disk, and knowing, through
the use of the playback machine counter, how to get back there. Above all it
means trying the material out before taking it into class so that we do not waste
time making things work when we get there. We should take decisions about
where we can stop the extract for particular questions and exercises, but, once
in class, we should be prepared to respond to the students’ needs in the way we
stop and start the machine,
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If we involve our students in live listening we need to observe them with
great care to see how easily they can understand us. We can then adjust the way
we use the ‘machine’ (in this case ourselves or a visitor) accordingly.

¢  Feedback organiser: when our students have completed the task, we should
lead a feedback session to check that they have completed the task successfully.
We may start by having them compare their answers in pairs (see Chapter 8, A3)
and then ask for answers from the class in general or from pairs in particular.
Students often appreciate giving paired answers like this since, by sharing their
knowledge, they are also sharing their responsibility for the answers, Because
listening can be a tense experience, encouraging this kind of cooperation is
highly desirable.

Tt is important to be supportive when organising feedback after listening

if we are to counter any negative expectations students might have (see
Chapter 14, B4) and if we wish to sustain their motivation (see Chapter 3, c3).

¢ Prompter; when students have listened to a tape or disk for comprehension
purposes we can have them listen to it again for them to notice a variety of
language and spoken features. Sometimes we can offer them script dictations
(where some words in a transcript are blanked out) to provoke their awareness
of certain language items.

B Listening lesson sequences

Listening can occur at a number of points in a teaching sequence. Sometimes it
forms the jumping-off point for the activities which follow. Sometimes it may be the
first stage of a ‘listening and acting out’ sequence where students role-play the
situation they have heard on the tape. Sometimes live listening may be a prelude to a
piece of writing which is the main focus of a lesson. Other lessons, however, have
listening training as their central focus.

However much we have planned a lesson, we need to be flexible in what we do
(see Chapter 22, c1). Nowhere is this more acute than in the provision of live
listening, where we may, on the spur of the moment, feel the need to tell a story, or
act out some role. Sometimes this will be for content reasons — because a topic
comes up —and sometimes it may be a way of refocusing our students’ attention,

Most listening sequences involve a mixture of language skills — though one, in
particular, is often the main focus of the sequence. Frequently students listen for gist
on first hearing before moving on to different task skills; at other times they may
listen for specific information straight away.

In general we should aim to use listening matetial for as many purposes as
possible — both for practising a variety of skills and as source material for other
activities — before students finally become tired with it.
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Examples of listening sequences

In the following examples the listening activity is specified. The skills which are
involved are detailed, and the way that the listening text can be used within a lesson
is explained.

sExample 4! Interviewing a stranger  Activity: live listering

Skills:  predicting, listening for specific
information, listening for detail
information A

Age:  any

Laevel: beginner and above

Where possible, teachers can bring strangers into the class to talk to the students or
be interviewed by them (see a3 above). Although students will be especially
interested in them if they are native speakers of the language, there is no reason why
they should not include any competent English speakers.

The teacher briefs the visitor about the students’ language level, pointing out that
they should be sensitive about the level of language they use, but not speak to the
students in a very unnatural way. They should probably not go off into lengthy
explanations, and they may want to consider speaking especially clearly.

The teacher takes the visitor into the classroom without telling the students who
or what the visitor is. In pairs and groups they try to guess as much as they can
about the visitor. Based on their guesses about who has come into the room, they
write questions that they wish to ask.

The visitor is now interviewed with the questions the students have written. As the
interview proceeds, the teacher encourages them to seek clarification where things
are said that they do not understand (see Chapter 19, a1). The teacher will also
prompt the students to ask follow-up’ questions, so that if a student asks Where are
you from? and the visitor says Scotland he or she is then asked Where in Scotland ? or
What's Scotland like?

During the interview the students make notes, When the interviewee has gone
these notes form the basis of a written follow-up. The students can write a short
biographical piece about the person, or write the encounter up as a profile page
from a magazine. They can discuss the interview with their teacher, asking for help
with any points they are still unclear about. They can role-play similar interviews
amongst themselves,

Pre-recorded interviews in coursebooks and other materials are also extremely
useful for giving students the chance to hear different voices talking about a variety
of subjects, 1t is often useful to give students the interviewer’s questions first so that
they can predict what the interviewee will say.

Example 2: Sorry I'm late Activity: getting events in the right order3
: Skills: predicting, listening for gist
Age:  young adult and above
Level: lower intermediate
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A popular technique for having students understand the gist of a story — but which
also incorporates prediction and the creation of expectations — involves the students
in listening so that they can put pictures in the order in which they hear them.

In this example, students look at the following four pictures:

They are given a chance, in pairs or groups, to say what they think is happening in
each picture. The teacher will not confirm or deny their predictions.

Students are then told that they are going to listen to a tape and that they should
put the pictures in the correct chronological order {which is not the same as the
order of what they hear). This is what is on the tape:

Anna:  Good morning Stuart. What time do you call this?

Stuart:  Oh dear. Yes, sorry I'm late.

Anna:  Well? What happened to you?

Stuart: 1 woke up late, I'm afraid. I didn't hear the alarm.

Anna:  Were you out late last night?

Stuart: Yes. I'm afraid T was.

Anna:  Seo what happened?

Stuart:  Well, when I saw the time I jumped out of bed, had a quick shower,
and ran out of the house. But then, when I got to the car I realised
I'd forgotten my keys.

Anna:  0Oh really!

Stuart: But the door to my house was shut.

Anna:  What did you do?

Stuart: 1 ran round to the garden at the back and climbed in through the
window.

Anna:  And?

Stuart: Well someone saw me and called the police.

Anna:  What happened then?

Stuart: Well, I told them it was my house and at first they wouldn’t believe
me. It took a long time!

Anna: 1 can imagine.

Stuart: And you see that's why I'm late!
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The students check their answers with each other and then, if necessary, listen again
to ensure that they have the sequence correct (B, A, D, C}.

The teacher can now get students to listen/look at the tapescript again, noting
phrases of interest — such as those that Stuart uses to express regret and apology
(sorry I'm late; I woke up late, Pt afraid; I'int afratd I was), Anna’s insistent
questioning ( What time do you call this? Well? What happened to you? And?), and
her reactions (Oh really!; I can imagine). The class can then go on to role-play
similar scenes in which they have to come up with stories and excuses for being late
at school or work.

Example 3: Telephone messages Activity: taking messages
Skills:  predicting, listening for specific
informatian

Age: teenager

Level: elementary
Although most textbooks have taped material to accompany their various lessons,
there is no reason why teachers should not record their own tapes with the help of
colleagues and other competent speakers of the language provided that they take
care to use a decent microphone and to record the voices as naturally as possible.
This will allow them freedom to create material which is relevant to their own
students’ special needs.

This sequence shows the kind of thing that teachers might have their colleagues
help them with — they can get them to play the parts of the occupant of the house
and the three callers.

The sequence starts when the teacher asks students the kind of short messages
people might leave for members of their family if and when they take phone calls
while they are out. The messages are often quite simple, for example:

-~
Tim — Phone )
the (Pracn at wine a'clack,

Students are told that they are going to hear three phone conversations in which the
callers leave messages for people who are not in. They are told that Mrs Galloway has
three daughters, Lyn (19), Eryn (17), and Kate {13). They are all out at the cinema,
but three of their friends ring up and leave messages. All the students have to do is to
write the messages which Mrs Galloway leaves for her daughters.

This is what the students hear:

Mrs Gatloway: Hello.
Adam: Hello. Is Lyn there?
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Mrs Gatloway:
Adam:
Mrs Galloway:
Adam:
Mrs Galloway:
Adam:

Mrs Galloway:
Ruth:
Mrs Galloway:
Ruth:
Mrs Galloway:
Ruth:

Mrs Galloway:
Ruth:
Mrs Galloway:
Ruth:
Mrs Galloway:

Mrs Galloway:
Jane Metcalfe:
Mrs Galloway:
Jane Metcalfe:

Mrs Galloway:
Jane Metcalfe:
Mrs Galloway:
Jane Metcalfe:
Mrs Galloway:
Jane Metcalfe:
Mrs Galloway:

No, she’s out at the moment. Who's that?

This is Adam. Do you know when she’ll be back?
About ten, I think. Can I give her a message?
No ... er yes. Can you tell her Adam rang?

Sure, Adam.

Thanks. Bye.

Hello.

Can I speak to Eryn?

Is that Ruth?

Yes. Hello Mrs Galloway. Is Eryn there?

No, Ruth, sorry. She's at the cinema with her sisters.
Oh. Well could you ask her to bring my copy of Romeo and
Juliet to college tomorrow?

Your copy?

Yes. She borrowed .

So you want her to take it in tomorrow? To college?
Yes. That's it. Thanks. Bye.

Oh ... bye,

Hello.

Can I speak to Kate?

I'm afraid she’s not here, Can I take a message?

Yes please. This is Jane Metcalfe, the drama teacher.
Can you tell Kate that the next rehearsal is at three-thirty on
Friday?

The next rehearsal?

Yes, for the school play.

Kate's in a play?

Yes. Didn't she tell you?

No ... I mean yes, of course she did.

0K, then. We'll see her on Friday afternoon.

Er ... yes.

When they have written messages for the three girls they compare their versions
with each other to see if they have written the same thing. They listen to the tape
again to clear up any problems they might have had.
This sequence naturally lends itself to a progression where students ‘ring’ each
other to leave messages. Perhaps they do this after they look at the language of the
three phone calls so that they can use phrases like I'm afraid she’s not here/Can I take
a message?
Message taking from phone calls is a genuinely communicative act. Where
possible students will be involved in the phone calls themselves, if possible taking |
messages from someone speaking from another room, or from another booth !
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in a language laboratory (see Chapter 10E), or at least working in pairs to
role-play calls.

Example 4: UFD Activity: jigsaw listening

Skills:  listening for detailed information
Age: adult
Level: upper intermediate

This listening sequence also involves filling in a form, but it has a jigsaw element
built into it, so that to complete the task, students who have listened to one tape have
to share their information with students who have listened to another.

The effect of having to gather and share detailed information to complete the
forms is that the students in different groups end up with a good general
understanding of the whole text.

The students have been working on a unit in their textbook called ‘Anyone out
there?’ about space. In this class they are given the following “‘UFO report form’:

UFQO REPORT FORM -
1 Name and address:
2 Place: Date: Time:
3 Other witnesses
{names and addresses): !
4 Weather conditions: i
5 Description of sighting '
(where seen and for how long): i
6 Appearance {indicate size, shape, colour, . )
distinguishing features — draw a sketch):
7 Sound and movement:
8 Description of any aliens {appearance, manner,
behaviout, speech, purpose for being here): °
9 Conclusions:
g HEEHE

From Upper Intertnediate Matters by ] Bell and R Gower (Pearson Education Lid)

One group {group A) listen to the following taped extract and fill in all the
information they can on the form:

Extract A: Whitley Strieber and the aliens
And then there was the story of the home-loving dad who claitns he was experimented on by space alien scientists.
Human guinea pig Whitley Strieber suffered a terrifying brain examination as he lay naked inside the hi-tech surgery of
the cruel creatures’ spacecyaft. The writer of the best-selling book Comntunion wants the world to know
extraterrestrials are out there — and they're not friendly. Whitley trembled as he recalled his operation millions of light
years from Earth.

‘T had been captured hike a wild animal and it was like they were trying to tame me, said the 41-year-old.

“They performed bizarre medical procedures on me and inserted a thin metal instrument into my brain.’

Whitley claitns his outer space tormentors were like giant-sized insects.

They were bald, with massive liquid-like narrow eyes, yellowish-brown skin that felt like leather, two holes for
waostrils and big, floppy lips.

And 1o prove his chilling time with the beings actually took place, he agreed to take 2 lie detector test - and passed!

The New Yorker says his nightmare began when an army of aliens invaded his home while he slept.

He was unable to tove as they ripped off his pyjamas, poked lum with their wrinkled hands, then took him off to
whmr waiting craft.

“They told me they were going to do an operation...’
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The other group (group B) fill in as much of the form as they can based on the
particular tape extract that they listen to:

Extract B: Mrs Coe and the aliens

Yes, the aliens have landed Only yesterday they stepped out of their spaceship and went for a walk (n the park Three
giant creatures twelve feet tall with tiny heads and wearing blwish metallic clothing chose Russia for a very close
encounter with the human race

Their arrival was heralded by a shining ball seen hovering over the local park by residents of Voronezh, 300 males
cast of Moscow

The UFQ landed and out came the giants, sinular to humans and accomparued by a small robot

“They went for a walk near their spaceship,’ said the official news agency Tass “Then they disappeared back inside
Onlookers were overwhelmed with fear that lasted several days’

The landing was authenticated by staff from the Yoronezh Geaphysical Laboratery, whose head, Genrikh Silanov, 15
a respected scientist

Tass said *Sowentists confirmed that a UFO landed 1n the park They also identified the landing site and found traces
of aliens’

Silanov’s men discovered a twenty-vard depression in the park with four deep dents and two pieces of rock

“They locked hke deep red sandstone But analysis showed that the substance cannat be found on Earth’

There was speculation among UFO experts in Britaw that the aliens could have been those that Mrs Coe said
landed in her garden last month in 3 spacecraft which was surrounded by bubbles of ight According to her amazing
story the aliens grabbed her by the arms and hifted her up 2 beam of light into a kind of roam Mrs Coe was reported as
saymg she felt they meant her no harm and that when she came round she was 1n her garden and oot huet i any way

Now students from group A interview students from group B (and vice versa) using
the form as a basis for making notes about their partner’s story.

All students now have both UFO stories. They discuss which one they found the
most believable, and say why they think this. The sequence ends when the students
either write a diary entry by Whitley Strieber for the day he saw the aliens, or as Mrs
Coe, write a letter to the newspaper about her experiences.

Using jigsaw techniques in listening presents greater logistical difficulties than it
does in reading. It requires different tape machines in different places. However, if
these difficulties can be overcome such tasks are well worth doing since they involve
both listening and speaking in a thoroughly attractive way.

Example 5: We had a nice time, Activity: analysing conversations
but . Skills  predicting, hstening for detaled
information, listening for text
construction

Age  young adult and above
Level intermediate

In the following sequence, students are working on a unit called ‘Regrets’ The lesson
starts with the teacher leading a discussion about the kinds of things that can go
wrong on holiday, and helps the students to come up with sentences like You might
be ill or Perhaps you'll miss your flight, etc. If any of the students have a holiday
‘horror story’ they can tell it to their partner, their group, or 1o the class.

The students are told that they are going to listen to three people talking about
things going wrong on holiday. They look at the photographs on the next page and
try to predict what the problem is likely to be in each case. They can discuss this in
pairs and groups to think of all the possibilities they can.
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From Lifelines Intermediate by T Hutchinson (Oxford University Press)

They now listen to the tape to see if they were right. This is what they hear:

1 A

=R -

™

== - -

=

A
B

Hello. Did you have a good holiday?

Well, ves and no.

Why? What was the problem?

My wallet was stolen.

Na! That’s a bit rough, How did that happen?
Oh, we stopped at this market and [ was just
situing in the car when some people - a man and
a woman, it was — came up. I thought they were
seling things, Well, like a tool, I'd put my wallet
on the dashboard, Anyway, these people came up
to the car, and while ! was talking to the man, the
wortian put her hand in and grabbed the wallet.
Gaoodness me! What did you do?

There wasn't much [ could da. [ was stonned.
They just ran off into the crowd. Well, I reported
it to the police, but they weren't much help.

Was there much money in it?

Yes, quite a bit, and my credit cards. But it was my
own fault. | shouldn't have put it on the
dashboard where people could see it. IFT'd left it
in my pocket, as I usually do, it wouldn't have
happened.

Well, [ hope it didn’t spoil your holiday too
rauch. Actually it Teminds me of when we were
on holiday a couple of years agoand ..

Hello, I haven't seen you around for a while, Have
you been away?

Yes, we've been skiing in the States,

Ch yes, [ remember yon telling me you were
going. Was it good?

Well, it was until the last few days.

Why? What happened?

Well, Tinta decided that she wanted to have a go at
snowboarding. You know this thing where you
stand on, like a board.

Yes, [ know.

Well, I thought it was a bit dodgy. but she wanted
to do it. You know what kads are like. So she did.
Well, anyway, she fell off and broke her arm.

Ch ne. Poor Tina. Was she all right?

Yes, she was OK. The ambulance took her to the

Erm>me

L

w o~

hospital and they dealt with it. But then when 1
came 1o pay, [ found that our insurance didn’t
cover s for snowhoarding — only for skimg.
Blimey! So what did you do?

Well, what could [ do? T had to pay for everything
myself. [t cost me an arm and a leg! You know
what medical costs are like in the States.

1 hear they’re rather expensive.

You're telling me! Well, [ suppose [ should have
checked the insurance policy before she went
snowboarding, but I blame the insurance
company. [ mear Jots of people go snewboarding
these days.

Well, funnily enough, something similar
happened to a friend of mine. His son wanted to
go snowboarding and ...

Hi. Welcome back, Have you had a good time?
Well, we did when we finally got there.

What do you mean?

Well, we only missed the flight, didn’t we?

No! How did you manage that?

We got stuck in a traffic jam on the way to the
airport and by the time we goi ihere the flight
had already left.

Oh dear,

It was all John's fault, We should have set off
eartlier. But you know what he’s like - everything
at the last rninute. I mean, it would have been all
right if the raad had been clear, but it wasn't,

S0 ...

So what happened?

Well, the tour company got us on another flight
later in the day. So we had to wait for 12 hours at
the airpott and then when we arrived it was too
late to get to our hotel, so we had to book mto
another hotel at the airport for the night.

But you got there in the end?

Yes, but I was not in too good a mood by then, [
can tell you,

I'm not surprised. We missed a flight once, but it
wasm't because of the traffic. We ...

and then in a subsequent listening (or listenings), they fill in the following chart:

1 2

3

Problem
Cause
Result(s)
Whose fault?
Why?
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Students now listen to the extracts again, but this time they are listening out for
exactly how the speakers construct their discourse, as the following exercise shows:

' Talking about a holiday
“a Listen to the conversations again. How do people
ask about holidays?

¢ indicate that there was a problem?

ask what happened?

show sympathy?

relate the story back to their own experience?
Look at tapescript 13.3 and check your answers.

When they have done this exercise in pairs or groups they check through the language
with the teacher before moving on to use the results of their enquiries in a ‘making
conversations’ activity which encourages them to try out the language for themselves.

ot
Make more conversations about holiday disasters.

a Work with a partner and make conversations about the situations below,
following the diagram. 2

A B
Greet and ask about
the holiday
E Indicate a problem
~Ask what happened
Describe what happened
Sympathize
: Express blame or regrets

£ Ask about results

Describe results
HCompare the problem

B0 your own experience

1 lose passports/leave bag on beach/have to get new ones at the embassy/wife’s
fault/didn’t leave passporis at hotel

2 injured/walk into glass door/go to hospital/hotel’s fault/couldn’t see door

3 get lost/car runs out of petrol/spend night in car/own fault/didn’t check the
E petrol gauge

4 holiday cancelled/tour company goes bust/have to go home/husband’s
fault/choose cheap holiday
house burgled while away/door not locked/TV and video stolen/neighbour’s
fanit/came in to feed pets and forgot to lock door
arrested/smuggling money out of the country/taken to police station/own
fault/didn’t declare it on immigration form

b Think of a similar experience that might have happened to you. Make more
conversations with your partner.

From Lifelines Intermediate by T Hutchinson (Oxford University Press)
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This sequence shows how listening extracts can be used for a variety of different
purposes — from training in (and practice of ) language skills, to language analysis
and as a stimulus for language production (see Chapter 17).

Example B6: At the post office Activity: analysing language exchanges
Age: adult
Level: upper intermediate/advamced

Any spoken language can be studied for information about how the text is constructed
and in what order certain functions can occur within an exchange. This can be
useful at any level — with both simplified and authentic text. To collect the latter type
speakers can wear voice-activated microphones as they go about their normal lives
so that the recordings which are obtained are a record of everyday spoken reality.

The following extract was collected in just such a way. A male customer <5 01>
has gone to the post office and is talking to a female post office clerk <§ 02>:

<8 01> Right, send that first class please.

«<§02> That one wants to go first class, right we'll see if it is,
it’s not it’s not 41, it’s a 60, I thought it would be, I'd
be in the ... 60 pence [6 secs] there we are

<$01> Lovely thank you

<§02> Okay 70 80 whoops 90 100

<5 01> Thanks very much
<S$02> Thank you ‘

From Exploring Spoken English by R Carter and M McCarthy (Cambridge University Press)

= "B I = N 5, I R VU S

Students looking at this transcript will notice how apparently messy and arbitrary
real language is. However, closer inspection — taking into account the false starts,
thinking aloud, etc. — shows that the extract above contains the bare essentials of what
the customer needs to complete his business. The pattern, according to the authors of
the book, seems to be: 1 a request for service {line 1), 2 an acknowledgement of the
request and a statement of the price (lines 2-3), 3 the handing over of the goods (line
4}, 4 the giving of money and receiving the change (lines 5-6), and 5 a closure of the
encounter (lines 7-8) (Carter and McCarthy 1997: 93).

There is much more to notice here, too. For example, Right is a common way of
opening transactions. Send that first class may be an imperative, but because it is
almost certainly an ellipsis of a sentence like I'd like to send that first class or Can I
send that first class? it is not considered rude; the clerk almost certainly understands
it to be a request, not an order.

In their commentary on the extract Ronald Carter and Michael McCarthy note
how That one wants to go first class only makes sense when we realise that wanis is
here used to mean rneeds or should —a common use of the verb in spoken English.
And so on.

Examination of real informal spoken exchanges like the one above yields a
faritastic amount about the way we speak to each other, yet it is problematic too. It is
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extremely culture-bound, for one thing, and while it may make us aware of exactly
how conversations are constructed it is difficult to see how we might translate that
into active use. Do we teach students to hesitate and change their minds for
example? Should we promote ellipsis and the use of informal conversation markers
which might sound strange coming from a foreign language student’s lips when
used to a native language speaker? What level is this kind of study suitable for? These
questions have formed the focus for a lively debate so that it is still unclear what
teachers and students might do with such extracts beyond having students ‘notice’
certain features of speech.

However, for anyone interested in how native speakers really communicate, such
close attention to the construction of informal encounters of this kind gives
invaluable insights into the way the language works.

The sound of music

Music is a powerful stimulus for student engagement precisely because it speaks
directly to our emotions while still allowing us to use our brains to analyse it and its
effects if we so wish. A piece of music can change the atmosphere in a classroom or
prepare students for a new activity. It can amuse and entertain, and it can make a
satisfactory connection between the world of leisure and the world of learning.
Because the appreciation of music is not a complex skill, and because many different
patterns of music from a variety of cultures have become popular all over the globe
through satellite television and the Internet, most students have little trouble
perceiving clear changes of mood and style. In class, therefore, we can play film
music and get students to say what kind of film they think it comes from. We can get
them to listen to music which describes people and say what kind of people they are,
They can write stories based on the mood of the music they hear, or listen to more
than one piece of music and discuss with each other what mood the music
describes, what ‘colour’ it is, where they would like to hear it, and who with.

Even those who are sceptical about their ability to respond to music often end up
being convinced despite themselves; as one of David Cranmer and Clement Laroy’s
students wrote after hearing Honegger’s ‘Pacific 231™:

I am really puzzled by people’s ability to see things in music. I can't.
Take this music for example ... if you ask me, I would visualise a train
steaming through the prairie and Indians attacking it ... while some
people are desperately trying to defend it.

From D Crapmer and C Laroy (1992: 57)

Example 7: Ironic Activity: understanding song lyrics
Skills:  listening, reading for general and
detailed comprehension
Age. young adult and above

Level: intermediate
- y R S — -
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One of the most useful kinds of text for students to work with is song lyrics, especially
where the song in question is one which the students are very keen on. However,
songs can present a problem, particularly with teenage students, precisely because it
is often difficult to know exactly which songs the students like at a particular time
and which songs, very popular last week, have suddenly gone out of favour!

There are two ways of dealing with this problem: the first is to have students bring
their own favourite songs to class. If they do this, however, the teacher may want to
have time (a day or two) to listen to the song and try and understand the lyrics.
Some of the songs may deal with issues and language which the teacher is not keen
to work with, Another solution is to use older songs, and to ask students whether
they think they still have merit — whether they like them, despite their antiquity.
Teachers can then choose songs which they like, or which are appropriate in terms of
topic and subject matter, and which they themselves think pass the test of time.

The following example takes a song released in the mid-1990s, Students are told
that they are going to hear the singer Alanis Morrissette perform her track Tronic.
Do any of them know it? What do they think it is going to be about?

They are then given the following worksheet and told that when they listen to the
song, all they have to do is put the verses in the correct order — even if they do not
understand all of the words.

Listen to ‘Ironic’. Match the numbers on the left with the verses on the right. _

a A traffic jam when you're already late
CHORUS A no-smoking sign on your cigarette {
break
It’s like 10,000 spoons when all you
need is a knife

It's bike rain on your wedding day
It's a free ride when you've already

aid.
It?s the good advice that you just It's meeting the’man .of my dt:eams‘ ]
didn't take anc! ther? rr.ueet.mg his beautlﬂfl wife |
And who would have thought it? ... A"‘_j isnt it fron?c, don't you think?
it figures. A little too ironic, yeah, I really do
think.
2 b Mr Play-It-Safe, was afraid to fly
“““““““““““““ He packed a suitcase and kissed his
kids goodbye
CHORUS He waited his whole damn life to
take that flight
3 ___._. And as the plane crashed down he
thought ‘well, isn't this nicel’
4 And isn't it ironic, dont you think?
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CHORUS ¢ An old man turned ninety-eight _
Life has a funny way of sneaking up He won the lottery and died the next [~
on you day
Life has a funny way of helping It's a black fly on your Chardonnay
you out. It's a death row pardon two minutes
too late
And isn't it ironic, don’t you think?

d Life has a funny way of sneaking up

on you

When you think everything is OK and
everything’s going right.

And life has a funny way of helping
you out

When you think you've gone wrong
and everything blows up in your
face.

Students compare their answers and the teacher checks that they have the verses in
the right place. They can now listen to the song again, and this time they should read
each verse as it is sung. At the end of this procedure the teacher asks them what the
song is about, and what the tone of it is, to elicit the information that it is about
things always turning out the opposite to what you want. It is half bitter, half jokey.

The teacher can then take the students through the lyrics, explaining phrases they
did not understand, asking questions to check their comprehension of various
words and expressions {e.g. It figures, sneaking up on you, everything blows up in
your face). Although this kind of text study is somewhat cumbersome, a detailed
look at song lyrics, if the students are interested in them, will really help some of
them to remember some of the expressions, especially when they are combined
with catchy music.

There are many other ways of using songs lyrics, of course. Teachers can give
students lyrics with various words blanked out; the teacher can give students a list of
words and ask them to listen to the song to see which of the words are used. The
teacher can ask students to put lines in order, or complete half-finished lines. Or the
teacher can simply have students listen to a song and say what they think the title
might be — or say where they would most like to hear it.
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Chapter notes and further reading

* Listening
On listening in general, see M Underwood {1989), A Anderson and T Lynch
(1988), M Rost (1990), and ] Field (1908a). T Ridgeway (2000) and ] Field (2000)
argue about the relative merits of listening strategy training.

¢ Authentic text
On the advantages of using authentic listening texts in class, see J Field (1998b: 13).

¢ Using authentic transcripts
On using transcripts of conversations in teaching, see R Carter (1998a), and
G Cook {1998) who questions the use of such samples of ‘authentic’ speech, and
a reply to his criticisms in R Carter (1998b}. L Prodromou (1997a) strongly
questioned the work of Carter and McCarthy, and their reply is most instructive —
see M McCarthy and R Carter {1997) to which Prodromou himself replied
{Prodromou 1997b).

¢ Using music and songs in the classroom
On using music generally, see D Cranmer and C Laroy {1992). On songs see,
T Murphey (1992), L Domoney and S Harris (1993), and § Coffrey (2000).
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Productive skills

The productive skills of writing and speaking are different in many ways. However,
there are a number of language production processes which have to be gone through
whichever medium we are working in.

Structuring discourse
In order for communication to be successful we have to structure our discourse in
such a way that it will be understood by our listeners or readers. In speech this often
invulves following conversational patterns and the use of lexical phrases, the
pre-fixed or semi-fixed word strings that have led methodologists to look carefully at
lexical approaches (see Chapters 2, B4 and 6, 48). In genera), fewer formulaic phrases
are found in writing than in speech (Wray 1999: 227-228), and this is why writing in
particular has 1o be both coherent and cohesive. Coherent writing makes sense
“because you can follow the sequence of ideas and points. Cohesion is a.more
technical matter since it is here that we concentrate on the various linguistic ways of
connecting ideas across phrases and sentences. These may be ‘chains of reference’
(Biber et al. 1999: 42) where we use language features such as pronouns, lexical
repetition, and synonymy to refer to ideas that have already been expressed. We can
use various linkers as well, such as for addition (alko, moreover), contrast (although,
however, still), cause and effect (therefore, s0), and time (then, afterwards).

Although spontaneous speech may appear considerably more chaotic and
disorganised than a lot of writing, speakers nevertheless employ a number of
structuring devices, from language designed to ‘buy time, to turn-taking language
(see a2 below), and quite specific organising markers such as firstly, secondly, or even
and as if that wass't enough, as in and as if that wasn’t enough he lost my money on
a horse!

Foliowing the rules

When people with similar cultural and linguistic backgrounds get together they
speak to each other easily because they know the rules of conversation in their
language and their shared culture. When they write to each other they obey certain
conventions. Such rules and conventions are not written down anywhere, nor are
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they easy to define, But at some cultural level our shared schemata (see Chapter 14, A1)
help us to communicate with each other successfully.
There are three areas of rules which we should consider: /'\f.

¢  Sociocultural rules: speakers from similar cultural backgrounds know how to M l '.
speak to each other in terms of how formal to be, what kind of language they  ~ 'y
can use, how loud to speak, or how close to stand to each other. Such >
sociocultural rules — or shared cultural habits — determine how women and
men speak to each other in different societies, how conversations are framed
when the participants are of different social or professional status, and guide
our behaviour in a number of well recognised speech events such as invitation
conversations, socialising moves, and typical negotiations.

Sociocultural rules and habits change over time, but at any given moment

they exist in the public consciousness so that obeying them or purposefully
flouting them become acts of belonging or rejection.

¢  Turn-taking: in any conversation decisions have to be taken about when each
person should speak. This is ‘turn-taking’, a term which refers to the way in
which participants in conversations get their chance to speak. They do this by
knowing how to signal verbally or visually that they want a turn or, conversely,
by recognising when other speakers are signalling that they want to finish and
are therefore giving them space to take a speaking turn.

¢  Rules for writing: writing has rules too, which we need to recognise and either
follow or purposefully flout. These range from the ‘netiquette’ (Teeler 2000: 9-10)
of computer users, who chat to each other on the Internet, to the accepted and
successful patterns of a letter supporting an application or the conventions
followed in journalism or fiction. When we produce language in these genres
{see a3 below), part of our skill lies in negotiating these rules successfully.

A3 Different styles, different genres
One of the reasons that people can operate within sociocultural rules is because they
know about different styles, and recognise different written and spoken genres.

In Chapter 2c we saw how our language use is determined by a number of factors.
First among these is the purpose of our communication, what we want to achieve.
But the form in which we try to achieve that purpose is determined by other
parameters such as the setting, the channel we are using to communicate by, and the
type of communication (genre) which we are involved with. If we want to give
people facts (our purpose) in a lecture theatre (setting) through a microphone
{channel) we will probably use a lecture genre with fts typical patterns of rhetoric
and organisation, and this genre will determine the style of the language we use. The
whole event will be different from how we might transmit the same information to a
friend in an informal conversation. This in turn would be different from the kind of
language we might use when writing the same information in a particular magazine
genre: when exchanging e-mails on the subject with a close colleague our use of
language will almost certainly be very different again,
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In each of the above cases, the writer or speaker will operate at a different level of
formality. We can characterise this as a level of intimacy, where the more distant a
speaker or writer feels themselves to be from their audience, or the more tentative they
feel about their message, the greater will be their use of formal grammar and lexis.
When people talk about spoken and written grammar, therefore (see Chapter 2, 1),
one of the differences they are sometimes describing is between ‘distance’ and
‘closeness. :

A feeling of distance will make the use of well-formed sentences in writing a
priority. It will suggest the use of full forms and written equivalencies in spoken
communication. Closeness, on the other hand, leads to spentaneity so that in
conversation the occurrence of ellipsis, non-clausal sentences, tags, hesitators etc.
is more commeon.

Distance and closeness are not the same as writing and speaking, however. People
sometimes write ‘closely’ in media such as postcards, e-mails, and notes left around
the house. They can speak more ‘distantly’ in speeches, formal interviews, and
prescribed ceremonies. It may, therefore, be useful to think of language production
as being more ‘writing-like’ or more ‘speaking-like’ { Tribble 1997: 21). Thus essays,
formal articles, reports, and some novels are very distant and ‘writing-like’ whereas
some writing such as particular magazine articles, fiction, advertising and, especially,
e-mail writing is much closer and more ‘speakiﬂg-lﬂ(e’.

In order to speak and write at different levels of intimacy students need practice
in different genres (see Chapter 18, 82) and different styles so that as their level
increases they can vary the grammar, functions, and lexis that they use. It is vital,
therefore, that if the coursebook does not offer a satisfactory range of such
genre-based activities, we should supply it ourselves {see Chapter 21, c2}.

Interacting with an audience

Part of our speaking proficiency depends upon our ability to speak differentially,
depending upon our audience, and upon the way we absorb their reaction and
respond to it in some way or other. Part of our writing ability depends upon our
ability to change our style and structure to suit the person or people we are
writing for.

Where people are giving formal ‘writing-like’ lectures, they are likely to adapt the
way they are speaking and the words they are using on the basis of audience
reaction; just as good actors, for example, are expert at riding a laugh, or changing
their pace to suit public conditions, so good presenters, salespeople, and politicians
keep their ears and eyes open to see how their words are going down and speak
accordingly. Writers engaged in an e-mail correspondence modify subsequent
communications on the basis of the reaction of the people they are communicating
with. Novelists and playwrights at a conscious or subconscious level identify a
prototypical audience to write for. In informal spontaneous conversations we are
constantly alert for the reactions of the people we are interacting with so that we
make our communication as informative as required, amending it depending on
how the other participants in the interaction behave.
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AS Dealing with difficulty
When speakers or writers of their own or of a foreign language do not know a wore
or just cannot remember it, they may employ some or all of the following strategies’
to resolve the difficulty they are encountering:

¢ Improvising: speakers sometimes try any word or phrase that they can come
up with in the hope that it is about right. Such improvisations sometirmes work,
but they can also obscure meaning.

* Discarding: when speakers simply cannot find words for what they want to
say, they may discard the thought that they cannot put into words.

¢  Foreignising: when operating in a foreign language, speakers (and writers)
sometimes choose a word in a language they know well (such as their first
language) and ‘foreignise’ it in the hope that it will be equivalent to the meaning
they wish to express in the foreign language.

¢  Paraphrasing: speakers sometimes paraphrase, talking about something for
cleaning the teeth if they do not know the word toothbrush, or saying that they
are not happy with somebody when they want to say that they are really fed up.
Such lexical substitution or circumlocution gets many speakers out of trouble,
though it can make communication longer and more convoluted.

Clearly some of these ‘difficulty strategies’ are more appropriate than others.
As teachers we should encourage paraphrasing and improvising as more useful
techniques than discarding thoughts or foreignising words blindly.

B Productive skills in the classroom

When students write or speak in lessons they have a chance to rehearse language
production in safety, experimenting with different language in different genres that
they will use on some future occasion away from the classroom.

When students are working on their language production, they should be operating
towards the communicative end of the communication continuum (see Chapter 6,
A4). Activities at the non-communicative end of the continuum — such as langnage
drills — are excluded from the category of productive skills even though they may be
done orally. Similarly, the writing of sentences to practise a grammar point may be
very useful for a number of reasons, but such exercises are not writing skill activities.
This is because language production means that students should use all and any
language at their disposal to achieve a comrmunicative purpose rather than be
restricted to specific practice points.

However, skill training is not always communicative in itself, since teaching people
to take turns or use correct punctuation, for example, is often fairly controlled - and
may involve quite a lot of teacher intervention,

One of the chief advantages of production activities is that they provide evidence
for students and their teachers to assess how well things are going (see Chapter 78).
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The freer the task the greater the chance of seeing how successful a language learning
programme has been.

Reception and production
The teaching of productive skills is closely bound up with receptive skill work.,
The two feed off each other in a number of ways.
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Output and input: when a student produces a piece of language and sees how
it turns out, that information is fed back into the acquisition process. Qutput
becomes input.

Such input or feedback can take various forms. Seme of it comes from
ourselves, whether or not we are language learners. We modify what we write or
say as we go along based on how effective we think we are being. Feedback also
comes from the people we are communicating with. In face-to-face spoken
interaction our listeners tell us in a number of ways whether we are managing
to get our message across. On the telephone listeners can question us and/or
show through their intonation, tone of voice, or lack of response that they have
not understood us.

Teachers can of course provide feedback too, not just when a student finishes
a piece of work but also during the writing process for example {see Chapter i8,
B1), or when as prompters or as a resource teachers offer ongoing support {see
Chapter 4B).

Figure 22 shows the relationship between input and output:

stft)ctl];zis' Other Stud
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Teacher’s feedback students Student
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his/her
* understanding
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how it
/ turns out

INPUT -,
Audiofvideo tapes ' ; OUTPUT
Mative speakers in person E: . b
Native speaker media SAMREEEE . T }% - E Speecl

STUDENT i
Reading and pedagogic texis i Wriung

b The teachﬂw

F1GURE 22! The circle of input and output

Texts as models: especially where students are working with genre-focused
tasks, written and spoken texts are a vital way of providing models for them to
follow. One of the best ways of having students write certain kinds of report, for
example, is to show them some actual reports and help them to analyse their
structure and style; to get students to give spoken directions they will benefit
from hearing other people doing it first.
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Productive work need not always be imitative. But students are greatly
helped by being exposed to examples of writing and speaking which show
certain conventions for them to draw upon.

¢ Texts as stimuli: a lot of language production work grows out of texts that
students see or hear. A controversial reading passage may be the springboard
for discussion, or for a written riposte in letter form. Listening to a tape or disk
in which a speaker tells a dramatic story may provide the necessary stimulus for
students to tell their own stories, or it nay be the basis for a written account of
the narrative.

®  Reception as part of production: in many situations production can only
continue in combination with the practice of receptive skills. Thus conversation
between two or more people is a blend of listening and speaking; comprehension
of what has been said is necessary for what the participant says next. In writing
too what we write often depends upon what we read. Letters are often written
in reply to other letters, and e-mail conversation proceeds much like spoken
dialogues. Indeed, in the case of chat rooms and MOOs {permanent spaces on
the Internet where a mumber of users can meet in real time in virtual rooms),
the computer discourse takes place, like spoken conversation, in real time (see
Teeler 2000: 31—-35).

The fact that reception and production are so bound up together suggests
strongly that we should not have students practise skills in isolation even if such
a thing were possible. That is why many of the examples in this book show
integrated skill sequences, where the practice of one skill leads naturally on to
other linked activities,

*  Production enables reception: productive skill work is a way of helping
students with their receptive skills. Students can apply the insights they gain
from their writing work to their reading. When they have tried to speak within
certain genres, they are better attuned to understanding other people speaking
in the same context.

Praoblems and solutions

There are a number of reasons why students find [anguage production difficult,
especially with tasks at the communicative end of the communication continuum.
However there are a number of ways in which teachers can help students get as

much out of such activities as possible. In the first place, we need to match the tasks |
we ask students to perform with their language level. This means ensuring that they
have the minimum language they would need to perform such a task. Secondly, we
need to ensure that there is a purpose to the task (that it has some outcome} and

that students are aware of this. We should also remember that students who are not
used to speaking or writing spontaneously need to be helped to cultivate such ,L
habits. Teachers should not expect instant fluency and creativity; instead they should
build up students’ confidence ‘bit by bit’ (see Chapter 6, 1), giving them restricted
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tasks first before prompting them to be more and more spontaneous later. Finally,
teachers need to assess the problems caused by the language they need, and the
difficulties which the topic or the genre might create.

Language
Learners engaged in a productive task can become very frustrated when they just do
not have the words or the grammar they need to express themselves. Sometimes, of
course, they can research language they would like to use (see Chapter 12}, but this
can make writing a very cumbersome process, and in speaking such an option is
anyway not available, at least not in spontaneous speech.

There are a number of steps we can take which will help students achieve success;

¢ Supply key language: before we ask students to take part in a spoken or
written activity we may check their knowledge of key vocabulary, and help
them with phrases or questions that will be helpful for the task —e.g. an
interview situation or the writing of a particular kind of letter. However, where
speaking is concerned, we should remember that language which students have
only just met for the first time (whether grammatical, lexical, or phrasal} is
often not available for instant use in spontaneous conversation; more expostire
and practice is usually necessary before people can use new language fluently.
We should not expect, therefore, that we can introduce new language and have
students use it instantly in communicative activities,

¢  Plan activities in advance: because of the time-lag between our students
meeting new language and their ability to use it fluently, we need to plan
production activities that will provoke the use of language which they have had
a chance to absorb at an earlier stage.

Language production activities which fall at the communicative end of the
communication continuum are not just practice activities, however. One of the
strategies which speakers need to develop is the art of getting round language
problems in communication; writers, too, will have to find ways of saying things
even though a lack of language makes this difficult.

Topic and genre

If students are not interested in the topics we are asking them to write or speak
about, they are unlikely to invest their language production with the same amount
of effort as they would if they were excited by the subject matter. If they are
completely unfamiliar with the genre we are asking them to write in, for example,
they may find it difficult to engage with the task we have given them.

In order to write or speak successfully it helps if we ‘know what we are talking
about’. Yet the variety in a general English classroom sometimes means that
students are at times expected to write or speak about topics they have little
knowledge of.

When students with language limitations are asked to work with topics that do
not interest them, perhaps in unfamiliar genres, and without the necessary
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information, then language production activities suffer. We need to have ways of
avoiding such a scenario:

Choose interesting topics: although there is no magical way of ensuring that
our students wili be engaged with the topics we offer them, it is nevertheless
important to try and find the type of tasks (and the toplc material) which will
involve the members of our classes.

One way of doing this is to use our instinct, but this is unreliable. It may
be better to find out from students what their favourite topics are through
interviews and questionnaires — or, by observing them (see Chapter 4, 88) — and
then come to conclusions about what kinds of topics seem to produce the best
results.

However, it is worth reminding ourselves that even unpromising tasks and
topics can be invested with success if teachers can think of ways of engaging
their students with them.

Create interest in the topic: because we want students to be engaged in the
task we are asking them to become involved in, we will want to create interest in
the topic which the activity explores.

We can create interest by talking about the topic and communicating
enthusiasm. We can have students discuss the topic in ‘buzz groups’ (see Chapter
19, B3) to get them involved in it, or we can ask the group if anyone knows
anything about the topic and can therefore tell the others about it. We can ask
students to think about what they might say or write and give them opportunities
to come up with opinions about the topic before the activity starts.

Activate schemata: even though students are now interested in a topic, they
may find it difficult to take part with any enthusiasin if they are unfamiliar with
the genre the task asks them to work in. For this reason, we should give them
time to do things such as discuss what happens in interviews if they are going to
role-play an interview, or show them examples of typical letters written to
newspapers before we ask them to write one themselves.

Vary topics and genre: variety, as a cornerstone of good planning (see
Chapter 22, 4 and B) does not just apply to the activities we ask students to be
involved in. It is also important to vary the topics we offer themt so that we
cater for the variety of interests within the class. OQur chances of organising
successful language production activities over a period of time will be greatly
enhanced if we provide a varied diet of topic and activity.

It is also vitally important to vary the genres we ask our students to work
with if we want them to gain confidence in writing and speaking in different
situations.

Provide necessary information: when we plan a writing or speaking task we
need to ask ourselves which bits of information are absolutely essential for the
task to be a success and then give that information to our students before they
start. We cannot expect them to role-play if they do not know who they are
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supposed to be and what they are supposed to achieve. We cannot ask them to
write a report if they do not have the necessary facts at their disposal.

Chapter notes and further reading

¢ Interacting with an audience
Making communication as informative as required and amending it on the basis
of participant reaction were major features of the ‘cooperative principle’
(H Grice 1975).
¢ Dealing with difficulties when speaking
See M Bygate {1987: Chapter 5).
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Writing conventions

Written text has a number of conventions which separate it out from speaking.
Apart from differences in grammar (see Chapter 2, a1) and vocabulary, there are
issues of letter, word, and text formation, manifested by handwriting, spelling, and
layout and punctuation.

Handwriting

Many students whose native-language orthography is very different from English
have difficulty forming English letters. Such students should get special training,
This might involve practice in the formation of individual letters as the following
example demonstrates:

-

vely
o=

Sometimes the teacher can write sentences out neatly with spaces underneath for the
student to imitate that writing;:

_Good handwriting is precious.

Handwriting is a personal issue. Students should not all be expected to use exactly
the same style, despite copying exercises like the one above, Nevertheless badly-formed
letters may influence the reader against the writer, something which is undesirable
whether the work is the product of some creative task or, more seriously, work that
is going to be assessed in a test or exam. We should encourage students with
problematic handwriting to improve it.

Though more and more written communication takes place from a computer
keyboard, handwriting is still important for personal letters, written assignments,
and most (but not all) exams (see the Chapter notes on pages 333-334).
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Spelling

Although incorrect spelling does not often prevent the understanding of a written
message, it can adversely affect the reader’s judgement. All too often bad spelling is
perceived as a lack of education or care.

One of the reasons that spelling is difficult for students of English is that the
correspondence between the sound of a word and the way it is spelt is not always
obvious (see Chapter 2, D4). A single sound (or more correctly, a single phoneme)
may have many different spellings { paw, poor, pore, pour, daughter, Sean), and the
same spelling may have many different sounds (or, word, information, worry,
correspontd). When students work on different phonemes, we need to draw their
attention to the common spellings of those phonemes. We should also get them to
look at different ways of pronouncing the same letters (or combinations of letters)
or have them do exercises to discover spelling rules (see Chapter 13, B4). When
students come across new words we can ask them what other words they know with
the same kinds of spelling or sounds. When they listen to tapes they can study
transcripts and/or copy down sections of the tape.

An issue that makes spelling difficult for some students is the fact that not all
varieties of English spell the same words in the same way. Which is correct: color or
colour, and theater or theatre? How do we decide between the use of sand zin words
like apologise and custontize. What position can we take about those Internet users
who seem to enjoy breaking spelling rules?

To help make things clear, we should get our students to focus on a particular
variety of English {British or American English, for example) as a spelling model for
them to aspire to, But we should also make them aware of other spelling varieties,
drawing their attention to dictionary entries which show such differences.

One of the best ways to help students improve their spelling is through reading,
especially extensively (see Chapter 15, A1). We can also draw their attention to spelling
problems and explain why they occur. Copying from written models is one way to
do this; when students see and reflect on their copying mistakes, their spelling
‘consciousness’ is raised {Porte 1995).

Layout and punctuation

Different writing communities (both between and within cultures) obey different
punctuation and layout conventions in communications such as letters, reports, and
publicity. These are frequently non-transferable from one community or language
to another. Such differences are easily seen in the different punctuation conventions
for the quotation of direct speech which different languages use, or the way in which
commas are used instead offas much as full stops in certain languages, while comma
‘overuse’ is frowned on by many writers and editors of English. Some punctuation
conventions, such as the capitalisation of names, months, and the pronoun I, are
specific to only one or a few languages. Though punctuation is frequently a matter
of personal style, violation of well-established customs makes a piece of writing look
awkward to many readers.
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Different genres of writing are laid out differently; business and personal letters
are different from each other, and e-mails have conventions all of their own.
Newspaper articles are laid out in quite specific ways, and certain kinds of ‘small ads’
in magazines follow conventional formats (see Chapter 2, c4). To be successful as
writers in our own or another language, we need to be aware of these layouts and
use/modify them when appropriate to get our message across as clearly as we can.

Approaches to student writing

There are a number of different approaches to the practice of writing skills both in
and outside the classroom. We need to choose between them, deciding whether we
want students to focus more on the process of writing than its product, whether we
want them to study different written genres, whether we want to encourage creative
writing — either individually or cooperatively — and how the computer can be a B
useful writing tool. We need to be aware of the different roles we can and should
assume for writing activities.

Process and product

In the teaching of writing we can focus on the product of that writing or on the
writing process itself. When concentrating on the product we are only interested in
the aim of a task and in the end product. Those who advocate a process approach to

“writing, however, pay attention to the various stages that any piece of writing goes
through. By spending time with learners on pre-writing phases, editing, redrafting,
and finally ‘publishing’ their work, a process approach aims to get to the heart of the
various skills that should be employed when writing.

In its simplest form a process approach asks students to consider the procedure of
_putting together a good piece of work. We might, for example, discuss the concept of
first and final drafts with our students and then ask them to say whether the following

activities take place at first or final stages, and to put them in the best order:

oo

Check Tahguiage use (gram

Check punctuation (and tayout).

Check your spelling.

Check your writing for unnecessary repetition of words and/or information.
Decide on the information for each paragraph, and the order the paragraphs
should go in,

Note down various ideas.

Select the best ideas for inctusion.

Write a clean copy of the comrected version.

Write out a rough version.

T 4t o

LT T - Y

First draft Final draft
fv
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In reality, the writing process is more comnplex than this of course, and the various
stages of drafting, reviewing, redrafting and writing, etc. are done in a recursive way:
we loop backwards and move forwards between these various stages (Tribble 1997:
37-39). Thus at the editing stage we may feel the need to go back to a pre-writing
phase and think again; we may edit bits of our writing as we draft it.

Ron White and Valerie Arndt are keen to stress that *writing is re-writing; that re-
vision — seeing with new eyes — has a central role to play in the act of creating text’
{White and Arndt 1991: 5). In their model, process writing is an interrelated set of
recursive stages which include:

- drafting

— structuring (ordering information, experimenting with arrangements, etc.)

— reviewing (checking context, connections, assessing impact, editing)

— focusing (that is making sure you are getting the message across you want to

get across)

— generating ideas and evaluation {assessing the draft and/or subsequent drafts)

White and Arndt’s model can be represented diagramatically, as in Figure 23:

Drafling

Structuring Reviewing Focusing

Generating
ideas Fvaluating

FIGURE 23: White and Arndt’s process writing model

One of the disadvantages of getting students to concentrate on the process of
writing is that it takes time: time to brainstorm ideas or collect them in some other
way; time to draft a piece of writing and then, with the teacher’s help perhaps,
review it and edit it in various ways before, perhaps, changing the focus, generating
more ideas, redrafting, re-editing and so on. This cannot be done in fifieen minutes.
However, the various stages may well involve discussion, research, language study,
and a considerable amount of interaction between teacher and students and
between the students themselves so that when process writing is handled
appropriately it stretches across the whole curriculum.

There are times when process writing is simply not appropriate, either because
classroom time is limited, or because we want students to write quickly as part of a
communication game, or when working alone, we want them to compose a letter or
brief story on the spot.

Writing and genre
In a genre approach to writing students study texts in the genre they are geing to
be writing before they embark on their own writing, Thus, if we want them to write
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business letters of various kinds we let them look at typical models of such letters
before starting to compose their own. If we want them to write newspaper articles
we have them study real examples to discover facts about construction and specific
language use which is common in that genre. This forms part of the pre-writing
phase.

Chris Tribble (1997: 148—150) suggests the following ‘data collection’ procedure as a
prelude to the writing of letters to newspapers. Students are asked to spend some
time every day, for a week, looking at letters to the newspapers. They are asked to
make notes of particular vocabulary and/or grammar constructions in the letters.
For example we might tell them to find any langnage which expresses approval or
disapproval, or to note down any if-sentences they come across. They can use
dictionaries or any other resources they need to check understanding. At the end of
a week they bring the results of their research to the class and make a list of
commonly occurring lexis or grammar patterns.

The teacher now gets the students to read controversial articles in today’s paper
and plan letters (using language they have come across in the data collection phase)
in response to those articles. Where possible they should actually send their letters in
the hope that they will be published.

A genre approach is especially appropriate for students of English for Specific
Purposes (see Chapter 1, 83). But it is also highly useful for general English students
if we want them, even at low levels, to produce written work they can be proud of.

Students who are writing within a certain genre need to consider a number of
different factors. They need to have knowledge of the topic, the conventions and
style of the genre, and the context in which their writing will be read, and by whom.
Many of our students’ writing tasks do not have an audience other than the teacher,
of course, but that does not stop us and them working as if they did.

Asking students to imitate a given style could be seen as extremely prescriptive,
encouraging them to see writing as a form of ‘reproductiony’ rather than as a creative
act. Imitation is only a first stage, however, designed as much to inform as to enforce
adherence to strict genre rules. In the end it is up to them to decide what to do with
the data they have collected (however this has been done).

83 Creative writing
The term ‘creative writing’ suggests imaginative tasks such as writing poetry, stories,
and plays. Such activities have a number of features to recommend them. Chief
~amongst these is that the end result is often felt to be some kind of achievement,
and that ‘most people feel pride in their work and want it to be read’ {Ur 1996: 169).
This is significantly more marked for creative writing than for other more standard
written products.

Creative writing is ‘a journey of self-discovery, and self-discovery promotes
effective learning’ (Gaffield-Vile 1998: 31). When teachers set up imaginative writing
tasks so that their students are thoroughly engaged, those students frequently strive
harder than usual to produce a greater variety of correct and appropriate language
than they might for more routine assignments. While students are writing a simple
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poem about someone they care about, or while they are trying to construct a
narrative or tell stories of their childhood, for example, they are tapping into their
own experiences. This provides powerful motivation to find the right words to
express such experience. Creative writing also provokes the kind of input—output
relationship we described in Chapter 17, B1.

In order to bolster the ‘product pride’ that students may feel when they have
written creatively, we need to provide an appropriate reader audience. Apart from
ourselves as teachers, the whole class can also be such an audience. We can put
students’ writing up on a class noticeboard, or copy it and include it in class
magazines. We can make anthologies and distribute them to friends, parents, and
other teachers; we can, if we want, set up web sites for our classes on the Internet
(see Chapter 10F).

There is always a danger that students may find writing imaginatively difficult.
Having ‘nothing to say’ they may find creative writing a painful and de-motivating
experience, associated in their minds with a sense of frustration and failure. A lot
will depend upon how we encourage them (see B6 below}. It is also important not to
expect whole compositions from the very first. We need to build up creative writing
bit by bit (see Chapter 6, B1}, starting with phrases and sentences before expecting
whole compositions.

Writing as a cooperative activity

Although many people in their personal lives write on their own, whether at home
or at work, in language classes teachers and students can take advantage of the
presence of others to make writing a cooperative activity, with great benefit to all
those involved. In one example of such an approach, group writing allowed the
lecturer to give more detailed and constructive feedback since she was dealing with a
small mamber of groups rather than many individual students (Boughey 1997).
Individual students also found themselves saying and writing things they might not
have come up with on their own, and the group’s research was broader than an
individual’s normally was.

Cooperative writing works well with both process and genre-based approaches. In
the first case, reviewing and evaluation are greatly enhanced by having more than
one person working on it, and the generation of ideas is frequently more lively with
two or more people involved than it is when writers work on their own. In genre-
based writing, two heads analyse genre-specific texts as well as, if not better than, one
head would do, and often create genre-specific texts more successfully as a result.

Writing in groups, whether as part of a long process or as part of a short game-
like communicative activity, can be greatly motivating for students, including as it
does, not only writing, but research, discussion, peer evaluation and group pride in a
group accomplishment.

Using the computer

Where schools have computers which students have access to, there are many good
reasons for using them for writing, as the following list shows:
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— A word-processing package removes the problem of poor handwriting that
some students suffer from.

— A word-processing package allows the competent user to edit his or her
material at great speed and with great facility.

- Spellcheckers can ease the task of achieving correct spelling.

- If students are working in groups, a computer screen can sometimes be far
more visible to the whole group than a piece of paper might be.

A computer screen frequently allows students to see their writing more objectively.
It also has the advantage of greatly enhancing the participation of individuals when
they are working with their colleagues in pairs or groups.

An important use of the computer is as the means of creating ‘mouse-pals, the
e-mail equivalent of pen-pals. Getting students to write e-mails in English to others
around the world can be extremely motivating. The communication is immediate
and exciting, and may well stimulate and motivate students where other letter
writing does not.

Teachers can have students e-mail each other within a school provided that they
can set up the requisite number of individual addresses. If teachers can make contact
with another school, they can then get lists of those students’ addresses and have
their own students write to individuals at the other school.

E-mails represent a genre all of their own where linguistic accuracy is not so
formally important. But despite this, we can still encourage students to ‘sit back’ and
consider the results of their efforts before clicking on the ‘send’ icon.

The roles of the teacher

Although the teacher needs to deploy some or all of the usual roles (see Chapter 48)
when students are asked to write, the ones that are especially important are as
follows:

*  Motivator: one of our principal roles in writing tasks will be to motivate the
students, creating the right conditions for the generation of ideas, persuading
them of the usefulness of the activity, and encouraging them to make as much
effort as possible for maximum benefit. This may require special and prolonged
effort on our part for longer process-writing sequences.

Where students are involved in a creative writing activity it is usually the
case that some find it easier to generate ideas than others, During poem-writing
activities, for example, we may need to suggest lines to those who cannet think
of anything, or at least prompt them with our own ideas.

¢ Resource: especially during more extended writing tasks, we should be ready
to supply information and language where necessary. We need to tell students
that we are available and be prepared to look at their work as it progresses,
offering advice and suggestions in a constructive and tactful way. Because
writing takes longer than conversation, for example, there is usnally time for
discussion with individual students, or students working in pairs or groups.
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¢ Feedback provider: giving feedback on writing tasks demands special care
(see Chapter 7p). Teachers should respond positively and encouragingly to the
content of what the students have written. When offering correction teachers
should choose what and how much to focus on based on what students need at
this particular stage of their studies, and on the tasks they have undertaken.

Writing lesson sequences

In the following examples the writing activity is specified, together with its
particular focus. The way that the text can be used within a lesson is explained.

Exarnple 1: Paul's business trip Activity: punctuating a text
Focus: writing conventions
Age:  young adult and abave
Level: elementary

In this task students practise basic punctuation such as capital letters, commas,
apostrophes and full stops. To complete the task, they need to be aware of where a
speaker would pause to breathe when reading the text out loud, as this will help
them punctuate the task correctly.

Students are told to look at the pictures and listen to the story. While and after
they listen, they have to change the unpunctuated text by using capital letters,
commas, apostrophes and full stops (the ends of the first two sentences are given}):

it was friday and it was pauls big
business trip to new york in america / he
got up at 5 am got dressed had a cup of
coffee and read the newspaper / at 6 am
a taxi arrived to take him to london
airport paul lacked the door and put his
bags in the taxi but he left his briefcase
in the house his business papers his
money his credit cards his plane ticket
and his passport were all in his briefcase
luckily the taxi driver asked paulifhe %
had his ticket paut ran back into the
house and got his briefcase but this time
he ran out of the house and left his keys
inside

From Elementary Matters Workbook by G Cunningham (Pearson Education Ltd)

If the unpunctuated text can be displayed on computer screens, students can discuss

as a whole group how to punctuate it, helping each other to understand how
punctuation works.
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"Example 2: The genre analyser Activity: writing a review §
Focus: identifying genre features ==

Age:  young adult and above

tevel: upper intermediate and above

In this sequence we want our students to write reviews of plays, concerts, or films
they have seen, and to do this in a way which is appropriate for the kind of audience
(either real or imaginary) they are writing for.

First we ask our students to look at a collection of reviews of plays and films,
from newspapers, magazines, and/or on the Internet. For each one they have to use
the following reviewers’ ‘genre-analysing kit:

REVIEWERS’ GENRE-ANALYSING KIT

Answer the following questions about the review you are reading:

MEANING

What is being reviewed?
Does the reviewer like it? .
What, if anything, was especially good about the thing/event being reviewed?
What, if anything, was especially bad about the thing/event being reviewed?
Who, if anybody, deserves credit for their part in it

Who, if anybody, should be criticised for their part in it

What, if anything, does the thing/event remind the reviewer of?

CONSTRUCTION
How is the headline/caption constructed?
What does each paragraph contain, and how are the paragraphs sequenced?
What grammar and lexis is used to show approval?

What grammar and lexis is used to show disap

By studying the reviews and answering the questions above about them, students
build up a picture of how they are usually written.

We can now show them a video or get them to go to a play or a film. While
watching it they make notes about such items as the plot, the characters, the
performances, the music, the cinematography and the special effects.

Afterwards students draft their reviews, using language — if appropriate — from
the reviews they read previously. The teacher can go round, encouraging and
helping. If there is time he or she can read the full drafts and give constructive
feedback on each one. Students then write their final version, and later, when all the
reviews have been read, the class can vote on the best one.

Writing reviews can be greatly enhanced by having students write in pairs or
groups, keying their opinions directly into a word processor. The discussion and
focus which the computer screen provides will add to the creative nature of the
activity in many ways.
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Studying different writing genres — whether through a ‘genre-analysing kit data
collection, or even putting a variety of texts into a corpus to run with concordancing
packages (see Chapter 12 ¢) —is a vital first stage in having students do their own
writing in specific genres.

Activiby: ‘running dictation’

Focus: writing for fun, concentrating on
writing correctly

Age:  any

Level: predntermediate and above

In the following example (adapted from Davis and Rinvolucri 1988) the basic idea of
a dictation has been subverted somewhat so that students dictate to each other,
making the writing that happens as a result of this enjoyable and perplexing in turns,

Students are put into groups. The teacher puts an A4 copy of the following poem
on a table at the front of the classroom:

A man bought a pianoe for his wife

which she constantly tunes

and polishes. He says her hands and fingers
are less flexible than once they were

which is depressing.

She came home and she found it there,

a big surprise. Its brown respectability

dominates the room. He watches her straight back
and fumbling fingers in the evening city, lit

by brakes and klaxons.

Each group sends a representative to the front of the class to read only the first line
of the poemn, memorise it, and then run back to their group and dictate the line.
When this has happened, groups send a second (and then a third} representative
to read the second (and third} line(s) and take that back to their groups and
dictate it.

The activity goes on in this way until one group has the whole poem, The teacher
can then give that group a further task while the others finish, or stop the class and
show everyone a complete version of the poem for them to check their own version
against. They are then asked to decide on their own title for the poem {originally
called ‘Piano Piece’).

An alternative procedure at this point is to ask all the students to write down, in
complete silence, what the poem means for them — however flippant or profound their
response is. They can, for example, write ‘nothing’ if they feel like it. When they have
done this they stand up, still in silence, and go round reading what other people have
written. The effect of writing and silence in this way can be dramatic and enjoyable.
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Example 4: Julia’s story Activity: story circle
Focus: cooperative narrative writing
Age: any
Level: elementary and above

In this activity students join together to write a story. But there is an element of
fun built into the activity and the results are not intended to be taken too
seriously. :

Students are put into groups of about five, sitting in circles, The teacher then
dictates a sentence such as:

That day, when Julia came back from work, she knew something was
different.

Each student writes the sentence at the top of their piece of paper. They are then
asked to write the next sentence in Julia’s story; all they have to do is write one
sentence which follows on from this introduction.

When all the students have done this the teacher tells them to pass their pieces of
paper to the person on their left. They all now have to write the next sentence of the
story which has just been passed to them. When they have finished, the teacher asks
everyone to pass their papers to the person on their left. They all now have to write
the next sentence of the story on the piece of paper in front of them.

The procedure continues until the pieces of paper return to their original owners.
At this point the teacher tells everyone to write a sentence to finish the story off —
however ridiculous!

The students are then encouraged to read out the stories they have just finished.
The results are often highly amusing, and because many hands have collaborated
in the process, nobody has to suffer individual responsibility for the final versions.
The teacher should make sure that quite a few of the stories are heard by the class,
and that the rest are available for everyone else to read.

This kind of group writing is enjoyable and useful for developing writing fluency.
However, it should be used sparingly, otherwise it will lose its main attraction of
spontaneity.

Example 5: Lady Margarst Activity: iooking at nates
Beaufort Focus: abbreviations and ather
note-taking conventions
Age:  adult

Level: advanced

If students are to write complex compositions they will need to make notes when
they plan their work. In this example at the advanced level students are first asked
to think of at least three situations when they might need or want to take notes.
They are then asked to say when abbreviations, punctuation, initials, numbered
points and drawings might help them. They are then asked if they have any special
methods that they personally find useful.
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Students are then asked to say what the following signs and symbols mean and to
write examples of each in an appropriate context:

a eg e ¢ 500 people i = %
b etc. f Shakespeareetal. j <
¢ N.B. g — k >

d 15thc. h 1 & 3

From English Panorama 1 by F O’Dell (Cambridge University Press)

They are now given the following text and task:

i

Lady Margaret Beaufort. b 1443
= d. of Sir jehu Beacfort, 15t Dicke of someriet
= we. of ey VI (b 1457)

1455 (1) marvied Edmeand Tudor

Dutking part of Wars of Roses (1455-85, betw:
Hories of Lancaster & York) ME inpiisored at
Pesbroke by Yorkists.

Lancastrian, cladm to Eng. throue passed: to B
as grosc-d. of fohus of Gaunt (after extinction
of made fine}

Henry ascended throns after defeat Rickard 1T
1485 (Buttle of Bosworth: Field,)

1964 w. 2 Heney Stafford: (v of Duke of
Buckinghant)

1475 we. 3 Thowas Stauley (15t Earl of Derty)
Forcided CRYISEs aud 5t Johe’s Colls, Camb
Endowed 2 divinily professorsitips at Oxford

& Lambridge

Patron of Will Caxton. (1it Eng. pringer)

A. 1508

Subsequently students read and listen to additional infoermation related to the topic
which they have to make notes on.

The whole sequence has allowed students to consider the business of note-taking
and the symbols we use, We could also show students three or four different
note-taking methods (numbered points, a spidergram, or points recorded in no
particular style or order) and ask which they would find most useful (see page 338).

Example B6: Women in thae US Activity: report writing
Focus: coherence
Age: adult

Level: advanced
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In this sequence students write a report based on the following statistics about

women in the USA:
¥

NUMBER:
More than haif of the population

RACE:
6 of 7 are winie

e’

Of ail females —

101 6 mullion ar B5 percent are wh tes

14 G allin or 12 percent are blacks 2 9
mullron are of ather races

The nations 119 1 million females

_ comphse 51 3 percent of the 1olal

§ populabion Ten years from now they wilf
number 130 3 mithion bt thew proportion

% of the total population wiil be about the
sama a3 today Mow there are 88 4

L milhon women age 18 and up

? LIFE SPAN:

EDUCATION:
. Women lve longer than men

More hkely to artend college

= The average female lives to a iittke more
F than 78 years o

E nearty ight years

2 longer than the

E #verage mate The gap
¥ m lfe expactanty 15

* widenng — it was

little more than seven

Among persons age 1810 24 35 percent
of women are enroled n college
compared with 34 percent of men At last
count 23 4 percent of graduating medical
docters were women as were 30 2

years two decades pd

b ago percent of lavwyers

£
Thase headed by women rise Woment want fewer offspring
sharply
More than Tin 7 »‘ i
famihes g 1 millon ‘:\ ? (4
~ are beaded by Aﬁ
wornen The number o oy 0f childless marred women age 18-34
has risen by 69 ' 23 percent expect 10 have ons child or
percent since 1570 “ nore while 72 percent expect 1o bear
laigely begause of ,' L two oF thiee children Only 5 parcent

the climbing divorce expect four or morg IF fulfdled these
rate plang mean bitle ponulation growth

AT ST ™

: Women in the U.S. — A New .00}

AGE:
Ofder than men

on the average i

The median age "'%l% j
of females 1s - ‘
31 Gyears

coinpared with

29 3 years for males And females are
geteng older n 10 years ther madsan
age will be 34 Syears and by the year
2000 36 3 years

MARRIAGE:
More woren are pithag It off

Just over half of the
women age 20 34
have never been
marned compared
with 35 § percent in
1970 and 78 4
percent m 1960 But
83 percent of women
ultimately do macry

POLITICAL POWER:
Edge vt numbers at the top

h )

Women of vating age are 57 2 percant of
2 Amencans age 18 and up With
wornen hung langer than men the
WOPOrHoN IS ROWING e m

From Latiguage Issues by G Porter-Ladeusse (Pearson Education Ltd)

They start, in groups of three, by deciding which topics go together to make a
coherent paragraph (as an example they are told that the topic of children probably

goes well with the topic of families).

Each person in the group chooses one of the paragraphs they have planned and
writes it up. They are told to link the information together with cohesive devices
they have studied, especially contrasting two pieces of information with words such

as whereas, but, in spite of, etc.

In their groups students now study their three paragraphs and work out what
order they should go in and how to join them together. If they have access to
computer screens, each group has a chance to make immediate changes of sequence

and language.

When the complete reports have been finished, they can be put up on the board or
included in a web site so that they can be compared with other groups’ versions. A
discussion can now develop about which versions are more coherent or easy to read.
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This sequence shows how planning the order of ideas in a text, coupled with the
use of previously studied cohesive language, can produce well thought out reports
which can then provide good material for comparison and discussion.

Chapter notes and further reading

¢ Spelling and pronunciation correspondence
See ] O’Connor and C Fletcher (1989), G Kelly (2000: Appendix ), and
R Shemesh and § Waller (2000).

* Genre writing
C Tribble (1997: Chapters 5 and 6) makes a strong case for a genre-based approach.
R Badger and G White {2000) advocate a ‘process genre’ approach!

¢ Computers
An early but still extremely useful article on word processing for students is
A Piper {1987).

¢ Pen-pals/mouse-pals
See H Hennigan {1999} on how pen-pals became, in his words, ‘keypals’ See also
D Teeler (2000: 175-176).

There are many pen-pal sites on the Internet as any search will show. Typical of
what is on offer at the time of writing are:

http:/fwww.penpalgarden.com/ — a large free pen-pal site where you fill in
details about yourself and indicate whether you want pen-pals of the same or
opposite gendert.

http://www.penpal.net - one of the largest free pen-pal sites on the Internet,
you can select contacts by age and country.
http://www.nationalgeographic.com/kids/ngo/penpal/index.html — where
children are matched to similar pen-pals around the world. There is a small
charge per person.

¢ Dictation
The renaissance of various forms of dictation {such as the poetry dictation in this
chapter) can be chiefly ascribed to P Davis and M Rinvolucri (1988).
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A Elements of speaking

The ability to speak fluently presupposes not only a knowledge of language features,
but also the ability to process information and langunage ‘on the spot’

A1

Language features
Among the elements necessary for spoken production (as opposed to the
production of practice examples in language drills, for example), are the following:

Connected speech: effective speakers of English need to be able not only to
produce the individual phonemes of English (as in saying I would have gone)
but also to use fluent ‘connected speech’ (as in I'd’ve gone). In connected speech
sounds are modified {assimilation), omitted (elision), added {linking ), or
weakened {through contractions and stress patterning) (see Chapter 2, p4 and
Ds}. It is for this reason that we should involve students in activities designed
specifically to improve their connected speech (see Chapter 13, 85).

Expressive devices: native speakers of English change the pitch and stress of
particular parts of utterances, vary volume and speed, and show by other
physical and non-verbal {paralinguistic) means how they are feeling

{especially in face-to-face interaction). The use of these devices contributes to
the ability to convey meanings. They allow the extra expression of emotion and
intensity. Stadents should be able to deploy at least some of such
suprasegmental features and devices in the same way if they are to be fully
effective communicators.

Lexis and grammar: spontaneous speech is marked by the use of a number of
common lexical phrases, especially in the performance of certain language
functions (see Chapter 2, c1). Teachers should therefore supply a variety of
phrases for different functions such as agreeing or disagreeing, expressing
surprise, shock, or approval. Where students are involved in specific speaking
contexts such as a job interview, we can prime them, in the same way, with
certain useful phrases which they can produce at various stages of an
interaction.

Negotiation language; effective speaking benefits from the negotiatory
language we use to seek clarification and to show the structure of what we are

saying,
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We often need to ‘ask for clarification’ when we are listening to someone else
talk. For students this is especially crucial. A useful thing teachers can do,
therefore, is to offer them phrases such as the following:

(I'm sorry) I didn't quite catch that.
(I'm sorry) T don't understand.

What exactly does X mean?

Could you explain that again, please?

A way of getting students to practise this language is to give individuals cards
which each have one of these phrases written on them. We can then start to
explain something but insert words or explanations that are purposefully
incomprehensible or obscure. Students then have to use the language forms
written on their cards to interrupt and ask what we mean.

Speakers also need to ‘structure their discourse’ if they want to be
understood, especially in more ‘writing-like’ speech such as giving
presentations. They need to use certain phrases to highlight the content
structure of their discourse. They use negotiation language to show the
structure of their thoughts, or reformulate what they are saying in order to be
clearer, especially when they can see that they are not being understood.

We can help our students to structure discourse by giving them language
such as the following:

The important thing to grasp is that ...
To begin with/And finally ...

What I am trying to say is that ...
What I mean is ...

The point I am trying to make is that ...
... O, to put it another way ...,

etc.

If students are going to give a presentation they can be told to include this kind
of structuring/reformulating language. We can provoke its use, too, by giving
those who are listening role cards like the following:

Without speaking, show that you do not understand what
the speaker is saying, by looking confused, scratching
your head in confusion, etc. However, only do this once.

Without speaking, show that you do not agree with
something the speaker is saying, by looking angry,
shaking your head, etc. However, only do this once.
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A2 Mental/social processing

B1

If part of a speaker’s productive ability involves the knowledge of language skills
such as those discussed above, success is also dependent upon the rapid processing
skills that talking necessitates.

¢ Language processing: effective speakers need to able to process language in
their own heads and put it into coherent order so that it comes out in forms that
are not only comprehensible, but also convey the meanings that are intended.
Language processing involves the retrieval of words and phrases from memory
and their assembly into syntactically and propositionally appropriate sequences.
One of the main reasons for including speaking activities in language lessons is
to help students develop habits of rapid language processing in English.

¢ Interacting with others: most speaking involves interaction with one or more
participants. This means that effective speaking also involves a good deal of
listening, an understanding of how the other participants are feeling, and a
knowledge of how linguistically to take turns or allow others to do so (see
Chapter 17, A2).

¢  (On-the-spot) information processing: quite apart from our response to
others’ feelings, we also need to be able to process the information they tell us
the moment we get it. The longer it takes for ‘the penny to drop’ the less
effective we are as instant communicators. However, it should be remembered
that this instant response is very culture-specific, and is not prized by speakers
in many other language communities.

Classroom speaking activities

Many of the classroom speaking activities which are currently in use fall at or near
the communicative end of the communication continuum (see Chapter 6, A4). In
this section we will look at some of the most widely-used.

Acting from a script

We can ask our students to act out scenes from plays and/or their coursebooks,
sometimes filming the results (see Example 5 in Chapter 20, p2). Students will often
act out dialogues they have written thernselves. This frequently involves them in
coming out to the front of the class.

When choosing who should come out to the front of the class we need to be
careful not to choose the shyest students first, and we need to work to create the
right kind of supportive atmosphere in the class. We need to give students time to
rehearse their dialogues before they are asked to perform them, Where the whole
class is working on the same dialogue or play extract, we can go through the script
as if we were theatre directors, drawing attention to appropriate stress, intonation,
and speed. By giving students practice in these things before they give their final
performances, we ensure that acting out is both a learning and a language
producing activity.
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Communication games

Games which are designed to provoke communication between students frequently
depend on an information gap (see Chapter 6, A4) so that one student has to talk to
a partner in order to solve a puzzle, draw a picture {describe and draw), put things
in the right order (describe and arrange), or find similarities and differences
between pictures.

Television and radio games, imported into the classroom, often provide good
fluency activities, as the following examples demonstrate. In ‘ Twenty Questions’ the
chairperson thinks of an object and tells a team that the object is either animal,
vegetable, or mineral — or a combination of two or three of these. The team has to
find out what the object is asking only ‘yes/no’ questions such as Can you use it in the
kitchen? or Is it bigger than a person? They get points if they guess the answer in
twenty questions or less.

‘Just a Minute’ is a long running comedy contest where each participant has to
speak for sixty seconds on a subject they are given by the chairperson/teacher
without hesitation, repetition, or deviation — or, in the case of language students,
language mistakes. If another contestant hears any of these he or she interrupts, gets
a point and carries on with the subject. The person who is speaking at the end of
sixty seconds gets two points,

‘Call My Bluff involves two teams. Team A is given a word that members of the
other team are unlikely to know. Team A finds a correct dictionary definition of the
word and then makes up two false ones of their own. They read out their definitions
and team B has to guess which is the correct one. Now team B reads out three
definitions of their word {(one correct and two false} and team A has to guess.

In other games, different tricks or devices are used to make fluent speaking
amusing. In ‘Fishbowl, for example, two students speak but at a prearranged signal
one of the participants has to reach into the fishbowl and take out one of the many
pieces of paper on which students have previously written phrases, questions, and
sentences. They have to incorporate these into the conversation straight away.

Discussion

One of the reasons that discussions fail {when they do) is that students are reluctant
to give an opinion in front of the whole class, particularly if they cannot think of
anything to say and are not, anyway, confident of the language they might use to say
it. Many students feel extremely exposed in discussion situations.

The ‘buzz group’ is one way in which a teacher can avoid such difficulties. All it
means is that students have a chance for quick discussions in small groups before
any of them are asked to speak in public. Because they have a chance to think of
ideas and the language to express them with before being asked to talk in front
of the whole class, the stress level of that eventual whole-class performance is
reduced.

Buzz groups can be used for a whole range of discussions. For example, we might
want students to predict the content of a reading text, or we may want them to talk
about their reactions to it after they have read it. We might want them to discuss
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what should be included in a news broadcast or have a quick conversation about the
right kind of music for a wedding or party.

Another way in which we can train students to respond fluently and immediately
is to insert ‘instant comment’ mini-activities into lessons. This involves showing
them photographs or introducing topics at any stage of a lesson and nominating
students to say the first thing that comes into their head.

The opposite extreme to informal buzz groups is the formal debate, where
students prepare arguments in favour or against various propositions, so that, when
the debate starts, the panel speakers produce well-rehearsed ‘writing-like arguments,
whereas others in the ‘audience’ pitch in with their own {less scripted) thoughts on
the subject as the debate progresses.

A popular debating game which has survived many decades of use is the ‘balloon
debate; so called because it is based on a scenario in which a group of people are
travelling in the basket of a balloon. Unfortunately, however, the balloon cannot take
their weight. There is a leak, and unless someone leaves the balloon, they will all die.
Students take on the role of a real-life person, either living or historical - from
Confucius to Shakespeare, from Cleopatra to Marie Curie. They think up arguments
about why they should be the survivors either individually, or in paits or groups.
After a first round of argument, everyone votes on who should be the first to jump.
As more air escapes a second round means that one more person has to go, until,
some rounds later, the eventual sole survivor is chosen.

Participants in a balloon debate can represent occupations rather than specific
characters; they can take on the roles of different age groups, hobby enthusiasts,
or societies.

Some discussions just happen in the middle of lessonssthey are unprepared for
by the teacher, but, if encouraged, can provide some of the most enjoyable and
productive speaking in language classes. Their success will depend upon our ability
to prompt and encourage and, perhaps, to change our attitude to errors and
mistakes (see Chapter 7¢) from one minute to the next, Pre-planned discussions, on
the other hand, depend for their success upon the way we ask students to approach
the task in hand.

One of the best ways of encouraging discussion is to provide activities which force
students to reach a decision or a consensus, often as a result of choosing between
specific alternatives. An example of this kind of activity (with particular relevance to
schools) is where students consider a scenario in which an invigilator during a
public exam catches a student copying from hidden notes, The class has to decide
between a range of options, such as:

The invigilator should ignore it. i
She should give the student a sign to show that she’s seen (so that £
the student will stop).

She should call the family and tell them the student was cheating.

She should inform the examining board se that the student will not

be able to take that exam again,
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The fact of having to make such an awkward choice gives the discussion a clear
purpose, and an obvious outcome to aim for.

Prepared talks

A popular kind of activity is the prepared talk where a student (or students) makes a
presentation on a topic of their own choice. Such talks are not designed for informal
spontaneous conversation; because they are prepared, they are more ‘writing-like’
than this {(see Chapter 17, a3). However, if possible, students should speak from notes
rather than from a script,

Prepared talks represent a defined and useful speaking genre, and if properly
organised, can be extremely interesting for both speaker and listeners. Just as in
process writing (see Chapter 18, 51) the development of the talk, from original ideas
to finished work, will be of vital importance.

Questionnaires

Questionnaires are useful because, by being pre-planned, they ensure that both
questioner and respondent have something to say to each other. Depending upon
how tightly designed they are, they may well encourage the natural use of certain
repetitive language patterns — and thus be situated in the middle of our
communication continuum (see Chapter 6, a4).

Students can design questionnaires on any topic that is appropriate. As they do so
the teacher can act as a resource, helping them in the design process, The results
obtained from questionnaires can then form the basis for written work, discussions,
or prepared talks,

Simulation and role-play
Many students derive great benefit from simulation and role-play. Students ‘simulate’
a real-life encounter (such as a business meeting, an encounter in an aeroplane
cabin, or an interview) as if they were doing so in the real world, either as themselves
in that meeting or aeroplane, or taking on the role of a character different from
themselves or with thoughts and feelings they do not necessarily share. Simulation
and role-play can be used to encourage general oral fluency, or to train students for
specific situations especially where they are studying ESP (see Chapter 1, 83).

For a simulation to work it must, according to Ken Jones, have the following

characteristics:

¢ reality of function: the students must not think of themselves as
students, but as real participants in the situation.

¢ a simulated environment: the teacher says that the classroom is an
airport check-in area, for example.

¢ structure: students must see how the activity is constructed and they
must be given the necessary information to carry out the simulation
effectively.

From K Jones {1982: 4-7)
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In a role-play we add the element of giving the participants information about who
they are, and what they think and feel. Thus we might tell a student that they are

a motorist who thinks that parking restrictions are unnecessary or You are Michelle and
you want Robin to notice you, but you don’t want him to know about your brother, etc.

Role-plays are effective when they are open-ended, so that different people have
different views of what the outcome should be, and a consensus has to be reached.
That way there is a dynantic movement as the role-play progresses, with people
clearly motivated to say as much or as little as they need to achieve their aims. In one
such intermediate level activity (‘Knife in the school’} a boy has brought a large
hunting knife into a school and the boy, his parents, the head teacher, and class
teacher have a meeting to decide what must be done about it. The students take the
role of one of these characters based on a role card which tells them how they feel
(e.g. Jo Glassman, teacher: Two of your pupils, Sean and Cathy, told you that they had
seent the knife, but are afraid to confront Brian about it. You believe them absolutely
even though you didn’t actually see the knife yourself. However, you don’t want Brian to
know that Sean and Cathy are responsible for this meeting. You want to see Brian
suspended from the school.}. In groups of five the students role-play the meeting, and
at the end different groups discuss the decisions they have come to.

Clearly ‘Knife in the school’ might be inappropriate in some situations, but other
role-plays such as planning meetings, television ‘issue’ shows, and public protest
meetings are fairly easy to replicate in the classroom.

In a different kind of role-playing activity, students write the kind of questions
they might ask anybody when they meet them first. Students are then given
paintings by Goya, for example, and are asked to answer those questions as if
they were characters from the painting (Cranmer 1996: 68—72). The same kind
of imaginative interview role-play could be based around people in dramatic
photographs.

Simulation and role-play went through a period of relative unpopularity, yet this
is a pity since they have three distinct advantages. In the first place they can be good
fun and thus motivating. Second, they allow hesitant students to be more forthright
in their opinions and behaviour than they might be when speaking for themselves,
since they do not have to take the same responsibility for what they are saying.
Third, by broadening the world of the classroom to include the world outside, they
allow students to use a much wider range of language than some more task-centred
activities may do (see Chapter 6, as).

The roles of the teacher

As with any other type of classroom procedure, teachers need to play a number of
different roles (see Chapter 48) during the speaking activities described above. However,
three have particular relevance if we are trying to get students to speak fluently:

*  Prompter: students sometimes get lost, cannot think of what to say next, or in
some other way lose the fluency we expect of them. We can leave them to
struggle out of such situations on their own, and indeed sometimes this may be
the best option {see Chapter 7, c1). However, we may be able to help them and
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the activity to progress by offering discrete suggestions. If this can be done
supportively — without disrupting the discussion, or forcing students out of role
~ it will stop the sense of frustration that some students feel when they come to
a‘dead end’ of language or ideas.

*  Participant: teachers should be good animators when asking students to
produce language. Sometimes this can be achieved by setting up an activity clearly
and with enthustasm. At other times, however, teachers may want to participate
in discussions or role-plays themselves. That way they can prompt covertly,
introduce new information to help the activity along, ensure continuing student
engagement, and generally maintain a creative atmosphere. However, in such
circumstances they have to be careful that they do not participate too much,
thus dominating the speaking and drawing all the attention to themselves.

*  Peedback provider: the vexed question of when and how to give feedback in
speaking activities is answered by considering carefully the effect of possible
different approaches.

When students are in the middle of a speaking activity, over-correction may
inhibit them and take the communicativeness out of the activity. On the other
hand, helpful and gentle correction may get students out of difficult
misunderstandings and hesitations, Everything depends upon our tact and the
appropriacy of the feedback we give in particular situations.

When students have completed an activity it is vital that we allow them to
assess what they have done and that we tell them what, in our opinion, went
well. We will respond to the content of the activity as well as the language used.
Feedback for oral fluency work is described in detail in Chapter 7, c3.

C Speaking lesson sequences

In the following examples the speaking activity is specified, together with its
particular focus.

Example 1: Experts Activity: communication game

Facus: contralled language processing
Age: any
Level: elementary and abave i

The following game-like activity based on a London ‘Comedy Store’ routine is used
by the writer Ken Wilson {Wilson 1997) for getting students to think and speak quickly.

The class chooses four or five students to be a panel of ‘experts. They come and sit
in a row facing the class. The class then chooses a subject that these students are
going to have to be experts on. This can be anything, from transport policy to film
music, from fish to football. In pairs or groups, the class write down the questions
they want to ask the experts about this particular subject. The teacher can go round
the class checking the questions as they do this. Finally, once the questions have been
written, they are put to the experts.
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The element of this activity that makes it amusing is that each expert only says
one word at a time, so the sentence is only gradually built up. Because the experts
often cannot think of how to continue it, it can ramble on in ever more extreme
contortions until someone is lucky enough or clever enough to be in a position to
finish it (with just one word). The following example shows how it might begin:

Question: How do fish breathe?
Expert 1: The
Expert 2:  answer
Expert 3: to
Expert 4;  this
Expert 1:  question
Expert 2: s

Expert 3: an
Expert 4. answey
Expert 1: that ...
etc.

‘Experts’ encourages even reluctant speakers on the panel to speak, even if (or
perhaps because) they only have to produce one word at a time. It keeps both
experts and questioners engaged in the construction of utterances in a controlled
but often surreal environment.

Example 2: Fims Actity; questionnaire

Focus: lexis and grammar, interacting %
with others
Age: young adult and above %

Level: Jower intermediate and above

In this sequence the class have recently been working on the contrasting uses of the
present perfect and the past simple.

The activity starts when the teacher talks to the students about the five or six most
popular fms that are currently on show or which have been extremely popular in
the last six months or a year. They are then told that they are going to find out which
of these films is the most popular one in the class.

The teacher hands out the following questionnaire form — or writes it on the
board and has the students copy it. They put the names of the films they have
discussed in the left-hand column.

Name of film Tickif | Good (Vv), satisfactory (v/),
seen bad (X} or very bad (XX)
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The class now discuss the kinds of questions they can use, e.g. Have you seen X?
What did you think of it? In pairs students now interview each other and ask if they
have seen any of the films and what they thought of them. They complete the charts
about their partner.

The teacher now gets a student up to the board and asks them to fill in the chart
based on what students have found out, e.g. How many people have seen X? and
How many peaple thought that X was very good? This can then leadonto a
discussion of the films in question. Students can be encouraged to say which was the
best bit of one of the films, who their favourite actors are, etc. The results of the
questionnaires can be put on the board.

Questionnaires are often the first stage in much longer sequences, leading on to
written reports and discussions. In this case, for example, students can use the
questionnaire results for discussion or to write their own ‘film page’ for a real or
imagined magazine.

Exampla 3: Whese line is it Activity: improvisation game
anyway? Focus: language processing, interacting
with others

Age:  upper intermediate and above
Level: young adult and above

‘Whose Line is it Anyway?, taken from a British Channel 4 television game, isa
challenging exercise for students. Two students come to the front of the class. The
teacher asks the rest of the class to say who each of the students is {e.g. policeman,
nurse, teacher, president) and chooses the most interesting and communicatively
generative suggestions. The pair of students might now represent a policeman and
a midwife — or any other combination of occupations.

The teacher then asks the students where a conversation between these two is
taking place; they might suggest a café, the street, a cinema, or a beach, Finally, the
teacher asks the students what they are talking about. It could be speeding, nuclear
physics, childcare, a film they have both seen, or football, The pair at the front might
now be a policeman and a midwife on a beach talking about speeding.

The two students playing the game have to improvise a conversation straight
away. They win points based on how well they manage. As an added twist the
teacher can give one of the participants a card with a word describing how they
speak, e.g. politely, angrily, ingratiatingly, and when the conversation is over the rest
of the class has to guess what word that participant was given.

The game does not have to be quite so brutal, however. Students can practise the
conversations in pairs before coming up to the front. Everything depends upon the
teacher—student relationship.

Example 4: Rooms in a house Activity: discussion

Focus: interacting with others
Age:  adult

Level: upper intermediate
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The following sequence is designed to train students for the speaking component of
the Cambridge First Certificate exam (FCE — see page 333 for details).

Students are shown the following information about a family who are going to
move into a house:

[Tiworanon T | [[cownsTAms | g;} UPSTAIRS g

MR and MRS WHITE =
+ P Yhie snocae

MRS BEACK t

ts Mrs White's mather -

a B yeacs old
* Haz some dficuley walkong
= A light sheeper

JAMES WHITE
= L years old
 ls gl ae schasd
& Likes boud mwee [

AMNGELA WHITE

« 19 years old

* Ax voverscy

« s qurar and soudloars.

From New First Certificate Masterclass by S Haines and B Stewart (Oxford University Press)

They then have to decide which bedroom would be the most suitable for each
member of the family. Subsequently, they have to choose any two members of the
family and say how they might decorate and furnish their rooms.

Though the task is, in itself, fairly easy, the ability to discuss issues like this in a
foreign language is not, especially when (as in an FCE exam situation) they have to
talk to each other with an examiner listening and assessing their performance.

A lot will depend on how we have approached discussion, in general, in the class (see
B3 above).

Example 5: Travel agent Activity: role-play
Focus: interacting with others, information
processing
Age: any
Level: intermediate and ahaove

In this example, an information gap is created which means that the role-play has a
genuinely communicative dimension built into it. The students have been working
in the area of tourism. They are told that in pairs they are going to act out a scene in
a travel agency, where one student is a customer and the other is a travel agent.
Student A is given the following information:
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A Customer

You want:
* adoiible room ) _ * a children’s swimming pool for your
* to goto a hotel in Miami for 7 nights srnall son
{You can spend up to $1400 on a * someone to be avarable to look after
hotel} your son at the hotet
* to be as near as possible to the city * the hotel to serve good food

centre .

) a comfortable room twith a good view)
* tegoto a hotel with a good discotheque

Student B gets the following hotel information which he or she can show to the
customer if necessary, but which he or she will probably have more success
explaining by telling student A the information:

B Travel agent

Study the following information carefully so that you can answer A (the customer),

Sun Inn Regency Park  Paradiso _Dasis
Cost (double) permight 18D 3175 $210 $135— )
L1 (1) [ X ] LXATENS
Vo 9 W Sg 08
Uistance from centre 10 miles 12 miles 20 miles 3 miles

(n(ae(se
0 A By -
Restaurant ©© @l;)@ ©©©

Aduits’ LU © L &

swimmiitg pool

Children’s 3! O (D)D) I— :

swimming poo :
T «g

Chitdcare facilities — DS ) &

Note: Various features (e.g. view, discos, restaurants, etc.) have been given different
*smle’ ratings to indicate quality.
(D) = excellent, (L)L) = very good, and = goad .
As an example we can say that you get a better view if you're staying at the
Paradisa than you do if you are staying at the Regency Park.

Students are given time to study their information. The teacher points out that the

customer needs to select the hotel based, as far as possible, on the six qualities they want.
While students act out the scene in pairs we can go round listening, prompting if

necessary, recording examples of especially good or not very successful language use.

When the pairs have completed their role-plays we can have them compare what
happened. Did all the customers choose the Regency Park (the hotel with the nearest

set of qualities to the customer’s needs)? What did they find difficult/easy? We can
then discuss things we heard which went well — and not so well.
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Chapter notes and further reading

¢ Discussion
P Ur (1981) is still a classic account of different discussion activities. On developing
discussion skills, see C Green et al. (1997).

¢ Debate
On “democratic debates’ (with the students choesing the topic) see P Capone and
K Hayward (1996).

® Prepared talks
On student lectures see M Geldicke (1997).

® Teacher roles
On intervention during communication activities see T Lynch (1997).

® Role-play and simulation
The best account of role-play and simulation is still K Jones (1982) (see 86 above)
which includes a wonderful simulation about simulations for teachers, However,
A Al-Arishi (1994) sees reasons why role-play should not be widely used.
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Teaching with
video

A Using video in language learning

The use of videotapes has been a commeon feature in language teaching for many
years. It is rare, these days, for a publisher to produce a major coursebook without a
video component added in, and teachers frequently enliven their classes with off-air
material or tapes produced for language learning.

A

Why use video?

To some people videotape is merely a glorified version of audiotape, and the use of
video in class is just listening ‘with pictures’ But there are many reasons why video
can add a special, extra dimension to the learning experience:
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Seeing language-in-use: one of the main advantages of video is that students
do not just hear language, they see it too. This greatly aids comprehension, since
for example, general meaning and moods are often conveyed through
expression, gesture (see Chapter 2, E2), and other visual clues, Thus we can
observe how intonation can match facial expression. All such paralinguistic
features give valuable meaning clues and help viewers to see beyond what they
are listening to, and thus interpret the text more deeply (see Chapter 14, a4).

Cross-cultural awareness: video uniquely allows students a look at situations
far beyond their classrooms. This is especially useful if they want to see, for
example, typical British ‘body language’ when inviting someone out, or how
Americans speak to waiters. Video is also of great value in giving students a
chance to see such things as what kinds of food people eat in other countries,
and what they wear.

The power of creation: when students use video cameras themselves they are
given the potential to create something memorable and enjoyable. The camera
opetators and directors suddenly have considerable power. The task of
video-making can provoke genuinely creative and communicative uses of the
language, with students finding themselves ‘doing new things in English’
(Cooper et al. 1991: 6).

Motivation: for all of the reasons so far mentioned, most students show an
increased level of interest when they have a chance to see language in use as well
as hear it, and when this is coupled with interesting tasks.
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A2 Video problems
If we wish to use video successfully in classes we need to be aware of a number of
potential problems:

¢ The ‘nothing new’ syndrome: just switching on the monitor in a classroom is
not especially exciting for a television (and Internet} viewing population. Both
in our choice of video material and in the way we exploit it, we have to provide
video activities that are unique learning experiences and do not just replicate
home television viewing,

*  Poor quality tapes and disks: poorly filmed and woodenly acted material will
not engage students who are used to something better. When deciding whether
to use a videotape or disk, we have to judge whether the quality is sufficiently
good to attract our students’ interest.

*  Poor viewing conditions: we have to be sure that students can see and hear
the video. The monitor must big enough for the people at the back of the class
' to see the screen clearly. We also need to see if we can dim the ambient light
sufficiently for the picture to be clear.

®  Stop and start: some students become frustrated when teachers constantly
stop and start the video, only showing little bits at a time. It can also be
extremely irritating if a teacher fails to show the class how the ‘story” ends.
Sometimes this is done on purpose — as a spur to creativity or prediction —
but at other times some teachers fail to take students’ natural curiosity into
account.

There is no hard and fast rule about this. We need to ask ourselves how
many stops and starts we ourselves could cope with, and how much we would
want to see the end of a sequence. The answers will guide the way we use video
with others.

minutes of video sends students to sleep. Others, however, like to show students
whole programmes.

Short video sequences of between one and four minutes can yield a number
of exercises, demonstrate a satisfying range of language, are easier to
manipulate, and can be highly motivating. Such short extracts are usually the
best option; where we want to use longer ones — because of the topic, or
because it is impossible to extract a good short extract — we will need to design
activities to keep our students involved.

} ¢  The length of extracts: some people think that more than two or three

*  Fingers and thumbs: students can be irritated by teachers who cannot find
what they want or get back to where they have just been on the tape or disk.
Teachers themselves become frustrated when the machine does not work the
way they want it to. The only answer is for us to familiarise ourselves with the
system we’re using.
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A3 Video types
There are three basic types of video which can readily be used in class: ‘off-air’
programmes, ‘real-world’ videos, and language learning videos.

¢ Off-air programmes: programmes recorded from a television channel
should be engaging for our students, and of a sensible length. We have to
consider their comprehensibility too. Apart from overall language level, some
off-air video is also extremely difficult for students to understand, especially
where particularly marked accents are used or where there is a high
preponderance of slang or regional vernacular. The best programmes and
excerpts are ones which we can use for a range of activities including
prediction, cross-cultural awareness, teaching language, or as spurs for the
students’ own creativity.

All television programmes have copyright restrictions which vary from

country to country. It is important to know what that law is and realise that
breaking it can have serious consequences.

¢+ Real-world video: there is no reason why we and our students should not use
separately published videotape material such as feature films, exercise ‘manuals,
wildlife documentaries or comedy provided that there are no copyright
restrictions for doing this. Once again we need to make our choice based on
how engaging and comprehensible the extract is likely to be, and whether it
has multi-use potential. We need to judge the length of the extract in the same
way too.

¢ Language learning videos: many publishers now produce free-standing
language learning videos — or videos to accompany coursebooks. Frequently
these have accompanying workbooks.

The main advantage of specially made videos is that they have been
designed with students at a particular level in mind. They are thus likely to be
comprehensible, designed to appeal to students’ topic interests, and multi-use
since they can not only be used for language study, but also for a number of
other activities as well.

The danger of language learning videos, however, is that they fail the quality
test either because the production is poor, the situations and the language are
inauthentic, or the content is too unsophisticated. Qur choice, therefore, has to
be limited to those sequences which our students will accept and enjoy.

#d4 Whole-lesson video
Where there are no copyright restrictions, teachers can record programmes off-air
and base a whole-class sequence around them. For example, suppose that with an
intermediate class we wish to show all or part of a thirty-minute documentary about
young boys being sent to private boarding schools in Britain. We might start the
sequence with a discussion about which of the following types of school students
would prefer to go tofsend their children to and why:
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Single sex Co-educational

Privately owned

State run

We might then check our students’ knowledge of certain key vocabulary, before
giving them a prediction exercise based on what they are going to see. They then
watch and listen for gist, and having checked that they have a general understanding
of what they have seen, we can then ask them whether the programme has changed
the views that they expressed in the initial discussion {above).

Students now watch excerpts from the video again to check on detailed aspects of
the video sequence such as how a particular seven-year-old felt about being sent
away from home, what his mother’s reaction was, and what the head teacher of the
school said about the system’s advantages.

Before leaving the watching of the video, we can rewind and pick out particular
uses of language, which we can ensure students understand and know how to use.

We can follow up this viewing with a number of possible activities: writing a
review of the programme, role-playing an interview with the school’s head teacher, a
parent, or one of the children, discussing the pros and cons of sending children away
to school, or writing letters to the programme makers,

This sequence shows a way of exploiting a documentary strand — whether about
private schooling, slum living, medical progress, the environment or recent
developments in pop music. The video programme has become the main text for a
topic-focused lesson.

Video as part of a lesson

We can use a short video extract as one component in a longer lesson sequence,
whether to illustrate the topic we are working on, to highlight language points, or to
settle a class after a noisy activity.

¢  Topic: we will often be able to introduce a short two- or three-minute video
extract into a lesson devoted to a particular topic. If students are working on a
reading text about genetically modified food and animals, for example, we
might show a guick interview clip with a government minister, or a quick burst
of a news bulletin about campaigners against genetic modification.

®  Language: when a class is working on an area of language, whether
grammatical, functional, or lexical — or a mixture of all three — the lesson
can be greatly enhanced by a video extract which shows that language in
operation,
Video extracts can be used to introduce new language, practise already
known items, or analyse the language used in certain typical exchanges and
genres {see Chapter 14, B2).
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¢ Relaxation: video can occasionally be used for relaxation, but this use must
not be overdone since, as we have said, we usually need to make it an active
process. But we might show/play a music video at the end of a long lesson or
show a quick bit of video filin about a place or a person as a bridge between, for
example, a noisy activity and a quiet one,

Self-access video
Students do not have to watch videos only in the classroom. They can also watch
them at home, or in their school’s self-access centres (see Chapter 24, a2). These will
be especially useful where there are worksheets and related material for them to
work with, and where teachers are on hand to offer guidance since both may
encourage students to make the most of self-access viewing rather than just whiling
away the time in non-focused watching,

Many modern language laboratories (see Chapter 10€) have video stations too,
where students can watch and interact with specially designed sequences on film
or disk,

Common video teaching techniques

There are a number of teaching techniques which can be used in video-based lessons.

Viewing techniques

All of the following viewing techniques are designed to awaken the students’
curiosity, through prediction activities {see Chapter 14, a4}, so that when they finally
watch the video sequence in its entirety they will have some expectations about it.

¢  Fast forward: the teacher presses the ‘play’ button and then fast forwards the
video so that the sequence shoots pass silently and at great speed, taking only a
few seconds. When it is over the teacher can ask students what the extract was
all about and whether they can guess what the characters are saying.

¢  Silent viewing (for language): the teacher plays the tape at normal speed, but
without the sound. Students have to guess what the characters are saying. When
they have done this, the teacher plays the tape with sound so that they can
check to see if they guessed correctly.

¢  Silent viewing (for music): the same technigue can be used with music.
Teachers show a sequence without sound and ask students to say what kind of
music they would put behind it and why. When the sequence is then shown
again, with sound, students can judge whether they chose the same mood as the
director/composer.

®  Freeze frame: at any stage during a video sequence we can ‘freeze’ the picture,
stopping the participants dead in their tracks. This is extremely useful for asking
the students what they think will happen next or what the character will say next.

e  Partial viewing: one way of provoking the students’ curiosity is to allow them
only a partial view of the pictures on the screen. We can use pieces of card to
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cover most of the screen, only leaving the edges on view; we can put litte
squares of paper all over the screen and remove them one-by-one so that what
is happening is only gradually revealed.

A variation of partial viewing occurs when the teacher uses a large ‘divider,
placed at right angles to the screen so that half the class can only see one haif of
the screen, whilst the rest of the class can see the other half. They then have to
say what they think the people on the other side saw.

B2 Listening [and mixed) techniques

1

Listening routines, based on the same principles as those for viewing, are similarly
designed to provoke engagement and expectations,

e  Pictureless listening (language): the teacher covers the screen, turns the
monitor away from the students, or turns the brightness control right down.
The students then listen to a dialogue and have to guess such things as where 1t
is taking place and who the speakers are. Can they guess their age, for example?
‘What do they think the speakers actually look like?

¢  Pictureless listening (music): where an excerpt has a prominenf music track,
students can listen to it and then say — based on the mood it appears to convey
—what kind of scene they think it accompanies and where it is taking place.

*  Pictureless listening (sound effects): in a scene without dialogue sindents
can listen to the sounds to guess the scene. For example, they might hear the
lighting of a gas stove, eggs being broken and fried, cofiee being poured and
the milk and sugar stirred in. They then tell ‘the story’ they think they have
just heard.

¢  Picture or speech: we can divide the class in two so that half of the class faces
the screen, and half faces away. The students who can see the screen have to
describe what is happening to the students who cannot. This forces them into
immediate fluency while the non-watching students struggle to understand
what s going on, and is an effective way of mixing reception and production in
spoken English (see Chapter 17, B1). Halfway through an excerpt the students
can change round. '

Video watching activities

In this section we will look at a number of activities designed for specific video
situations. They explore the range of options for use with both ‘off-air’ and language
learning videos. The specific comprehension skills that each activity seeks to develop
are specifted; many of these are similar to the skills required in listening to purely
audio materials (see Chapter 14, A4}.

General comprehension
The following activity is designed to have students watch a video in order to
understand the gist of it, and then look back again for details.
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Example 1: Witness statement Activity: being chservant
Skills:  watching, listening for detail
Age: any

Level: elementary and above

AP Moa gk NG e e

In this activity the students have to try and give as much information as they can
about what they have seen — as if they were witnesses being questioned by the police.
The best kind of video extract for this is a short one- or two-minute conversation in
an interesting location.

After being told to remember as much as they can, they watch the sequence. In
pairs they now have to agree on everything they heard and saw: Who said what to
who? Where did the action take place? Who was wearing what? How many people wete
there in the scene? What was the name of the shop? How many windows were there in
the house? Was there anything in the distance? What exactly did the characters say
(if anything)?

When the pairs have finished their discussion the teacher reads out questions and
the students have to write their answers. The questions might be something like the
following:

1 How many people did you see in total in the excerpt?

2 How many of them were women? How many were men?

3 What did the man say first?

4 Were there any vehicles in the picture? If so what were they?
5 How many different buildings were there?

6 What colour was the old man's jacket?

etc.

‘When students have written the answers, they compare them with other pairs to see
whether they all agree. Now they watch the excerpt again to see how good they are as
witnesses.

Other general comprehension tasks include watching to confirm expectations,
similar to reading and listenting tasks of the same type, and using a genre analyser to
scrutinise advertisements (see Example 2 in Chapter 18c).

Working with aspects of language
The activity in this section shows language work unique to the medium of video.

Example 2: Subtitles Activity; comparing languages
Skills:  watching for gist, watching for
detailed comprehension, translation
Age:  adult
Level: intermediate and above

A way of getting students in monolingual groups to focus on language is to get hold
of English language films which have subtitles in the students’ language. The way in
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which dialogue is subtitled can sometimes seem strange or funny, but even where
this is true, the subtitler has tried to capture the meaning which the speakers wished
to convey in the best way they can.

The teacher can start by discussing film subtitles in general. How accurate are
they? Why do they sometimes miss out bits of dialogue - especially where there are
many speakers talking rapidly? She now tells them that they are going to watch an
extract with no sound, but that they will be able to read the subtitles. For the first
viewing they should just concentrate on the ‘story.

After the first viewing the teacher and students discuss what they have seen. She
then tells them that they are going to watch again, also without sound, but that this
time she will stop the video every time a subtitle comes up. The students will then
have to do their best to write down what they think the original English words were,
When they have done this they can compare their attempts with a colleague, For the
final viewing they watch the extract with the sound turned up, to compare their
English with the words that were actually spoken.

Video as a springboard to creativity

The activity in this section shows how a video excerpt can be used to spark
students’ creativity by encouraging interpretation, provoking thought, and asking
for langnage use.

Example 3: Different season, Activity: making changes
different sex Skills:  watching for gist, interpreting text
Age: young adult and above
Level: lower intermediate and above

In this activity students watch a video excerpt and the teacher makes sure that they
understand it. They do any language work which may be appropriate.

The teacher now asks the students to watch the excerpt again. But this time they
have to imagine how the scene would be different if, for example, instead of the
summer which is clearly shown, the episode were taking place in an icy winter. Or, if
the excerpt takes place in rain, how would it be different in bright sunshine? They
can discuss the differences in pairs or groups, talking about everything from what
the characters might wear to how they might speak, how they might behave.

An interesting variation on this is to ask students how the scene would be
different if the participants were the opposite sex. Would the conversation between
two women be different if the women were changed into men? How might the
invitation dialogue they have just watched change if the sex of the participants were
reversed? The responses to these questions are often revealing (and amusing). What
students say will depend a lot upon their age and culture, of course, and there is
always the danger of unnecessary sexism. But where teachers handle the activity
with finesse and skill, the exercise can be very successful.

Having students think about video excerpts in this way not only helps them
understand more about the language being used (and how it might change), but
also directs them to insights about language and behaviour in general.
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We can also get students to write captions (similar to the captions in early films) for
videos which we play without sound.

Video-making activities

The activities in this section suggest ways in which the camera can become a central
learning aid, as a result of which students work cooperatively together using a wide
variety of language both in the process and the product of video-making, Where
sophisticated editing facilities are available, and there are trained video personnel on
the premises, high production values can be achieved. But that is not the main point
of these activities, since a lot can be achieved with just a hand-held camera and a
playback monitor.

Video simulations

Video can enhance simulations, not only because it can provide very telling
feedback when students can watch themselves and evaluate their performance, but
also because the presence of a video camera helps to make media simulations (such
as TV programmes) more realistic.

_Exampie 4: News bulletin Activity: presenting information clearly
Ef‘ Age:  young adult and above

Level: elementary and above
News bulletins are especially interesting for students of English not only because
they will want to be able to understand the news in English, but also because news
broadcasts have special formats and use recognisable language patterns.
Recognition of such formats allows teachers to ask students to put their own
bulletins together, based on the news from today’s papers, or on stories which they
have been studying. How would television news present the deaths of Romeo and
Juliet, the Spanish conquest of Mexico, or the demise of Captain Ahab in his pursuit
of the great white whale?

Students can first watch news bulletins and analyse the language that is particular
to this genre (for example, passive usage, the use of present tenses to tell stories, and
the way in which speech is reported). In small groups they then choose the stories
they wish to tell and the order in which they wish to tell them. After writing the
script ~ and editing it with the help of the teacher — they film their broadcasts; these

are then watched by their classmates, and by the teacher who can lead the feedback
session which ensues.

We can also have students record their own political broadcasts or advertisements.

Creative ideas

The following activity expects the students to use their imagination and creativity to
bring a fresh dimension to their learning.
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Example 5: Put it on screen Focus: acting from a script, interpreting
text
Age:  any
Level: any

When students read a story, study an extract from a novel, or work with a
coursebook dialogue, they form some kind of mental picture of what they are
understanding. This ranges from a perception of the setting to an idea of what
characters look and sound like.

A way of really ‘getting inside the text’ is to have students film the episode they
have just read. If they are studying a textbook dialogue, for example, we might tell
them that they should disregard the textbook illustration, and take the words and
situation only. With these in mind they should plan and film their own versions of
the text. On the other hand, we might encourage them to change aspects of the
dialogue - the ending perhaps - that they do not like, so that even a textbook
dialogue becomes their own.

Any text which involves human interaction can be exploited in this way. Would it
be possible to film Robert O’Connor’s first nerve-wracking class in the prison (see
Example 1, Chapter 15, 51)?

Filming an episode involves discussion about acting and direction and a close
focus on the text in question. However, despite possible problems of logistics and
time, the results can be extremely satisfying, and the activity itself highly motivating.

Working with language

We can ask students to make videos with a focus on particular language points,

Example 6: The grammar lecture Focus: ilanguage description
Age: young adult and above
Level: intermediate and above

For more advanced students the teacher can set a ‘grammar lecture’ task where the
group makes their own grammar teaching video for their classmates or for students
at lower levels.

Students select, or are given, a particular grammar topic. The teacher can give
them ideas about sources of information for their research (see Chapter 128 and ).
In groups they then do their research and then discuss how to explain the grammar
to a different group of learners. They have to do this in the form of a filmed lecture,
with acted out examples. More than one person should take part, giving examples or
taking over the next point in the explanation, but the object is for a short video
sequence to give the essential information about a language point.

Provided that we do not expect a superb finished product, this kind of grammar
exploration, and the attempt to put such concepts into words, really does focus the
students’ attention on features of the language. It is not for the faint-hearted,
however, since it demands time, patience, and doggedness. The focus does not have
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to be grammar of course; lectures can also concentrate on lexical areas, features of
pronunciation, or ways of performing language functions.

Students can also conduct interviews with competent speakers and use what they
say for language analysis. ‘Vox pop’ interviews (where members of the public are
asked their opinions on a certain issue) are ideal for this.

Getting everyone involved

Because filming usually involves one camera operator, and may be confined to one
narrator and one overall director, there is a danger that some students may get left

out of the video-making process. However, there are ways of avoiding this danger:

®  The group: if more than one video camera is available we can divide a class
into groups.That way each member of each group has a function.

®  Process: we can ensure participation in the decision-making process by
insisting that no roles (such as actor, camera operator, director) are chosen until
the last moment,

5 Assigning roles: we can assign a number of different roles as in a real film
crew. This includes such jobs as clapperboard operators, script consultants,
lighting and costumes.

What to do with the videos

One of the main benefits of video-making for students is the chance to display what
they have done and get feedback on it from classmates and teachers. This can be
achieved in a number of ways:

¢ Class feedbaclc: when students show their videos to the rest of the class,
there are a number of ways in which those classmates can react. They can
vote for the best video, or they can record the successful and less successful
examples of what they hear and see {see Chapter 7, c3). This will be greatly
enhanced if different students take charge of different areas such as
effectiveness, clarity, grammar, vocabulary, production, and voice quality.

®  Teacher feedback: one of the ways in which we can be sure that video-making
is a learning process is by responding to the students’ work with the same care
that we give to written work (see Chapter 7p}. This means responding to each
video, saying either face-to-face or in writing what we liked about it, correcting
mistakes, where appropriate, and making suggestions about how it might be
improved.

¢  Video installation: we can organise a video day in which all of our students’
videos are shown in an exhibition. If possible, we will have more than one
machine running so that visitors to our exhibition can see all the videos that
have been made while walking around. With the appropriate technological
resources we can also put the video clips on to a student web site.

292




D6

TEACHING WITH VIDEO

* Individual and library copies: if we have copying facilities we can make
copies of our students’ work. These can then be deposited in the school’s video
library or given to each student as a memento.

Video and the teacher

We cannot leave the topic of video without mentioning the invaluable contribution
that it can make to teacher development (see Chapter 24B). Having someone film
you when you are teaching can be a challenging experience, but it can be extremely
valuable. :

Most teachers have an idea of how they appear as teachers — and about how
effective certain mannerisms and techniques can be. Most of us have favourite
activities, and cultivate particular classroom personae. We judge the success of what
we do not only on the students’ gradual acquisition of the language, but also on their
minute-by-minute reactions to how we behave in class, and on the perceptions this
gives us of how well and appropriately we are teaching. Watching a film of a lesson
we have taught, however, may give us different perceptions altogether, since it offers
us the opportunity to see our teaching as others see it

Many teachers are alarmed at seeing themselves on video, just as many people
dislike their voices on audiotape. It is very easy to perceive one’s own faults in such
a situation: favourite catchphrases sound hackneyed and repetitive; rapport seems
over-strained or over-intimate, and the voice is too dramatic or too boring. But
viewers should treat themselves charitably. The point of watching ourselves teach
is not to engage in an orgy of self-criticism, but to evaluate our actions in terms of
their effectiveness. Which bits of the lesson clearly work? How could we change
the way we do this exercise so that next time it is more engaging, less confusing,
more efficient?

One major caveat about classroom videoing is that the camera does not actually
tell the truth. If the lens is focused on the teacher it automatically makes them the
main player in the scene even if what they are actually doing is just listening to
students. This is why it is a good idea for the camera to be pointed as much at the
students as at the teacher. This means that the teacher can see the effect of what she
does. Not can a vision and sound medium entirely capture the atmosphere of a
lesson. The classroom on the video screen is only a partial version of the real thing,

Chapter notes and further reading

® Video and motivation
See S Stempleski and B Tomalin (1990: 3).

* Video activities
A range of excellent video activities can be found in S Stempleski and B Tomalin
(1990}, R Cooper et al. (1991), and M Allen (1986).
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® Subtitles
For the use of teletext subtitles, see R Vanderplank (1988 and 1996).

® Videoing teachers
See ] Laycock and P Bunnag (1991} and R Cooper {1993).

+ Copyright
Copyright regulations vary from country to country, and depending on the type
of video involved. Under US law, fair use of videos includes education provided
that off-air videos are not used for profit, and provided that they are not kept
beyond a certain time. The same kind of law operates in the UK, though at the
time of writing the European Union may be bringing in draconian new laws to
prohibit this. Commercially produced videos have their own restrictions; teachers
should carefully check the copyright notices that come with them. There are
restrictions, too, on the copying of most specially made educational videos,

For more on copyright issues, see A Williams et al. (1999). University law faculties
have sites which can be searched for copyright law, and for the USA it might be
worth looking at ‘miultimedia law” at http://www.oikoumene.com/.
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Syllabuses and
coursebooks

Writers and course designers have to take a number of issues into account when
designing their materials. Once they have a clear idea of how their theories and
beliefs about learning can be translated into appropriate activities they will have to
think about what topics to include. This will be based on perceptions of what
students find engaging, what research shows in this area, and on the potential for
interesting exploitation of the topics they might select. It will also be necessary to
consider what kind of culture the material should reflect or encourage, and to
ensure some kind of appropriate balance in terms of gender and the representation
of different groups in society, racial, ethnic, and socioeconomic.

Writers and course designers also have to decide what language variety or varieties
they wish to focus on or have represented (see Chapter 18), and they need to adopt a
position on how authentic the language should be, especially at beginner levels (see
Chapter 14, B1).

Once these decisions have been taken, coursebook writers (and language program
designers in general) can then turn their attention to the central organising strand of
their materials, namely the syllabus.

A Syllabus design

Syllabus design concerns the selection of items to be learnt and the grading of those
items into an appropriate sequence. It is different from curriculum design (Nunan
1988a: Chapter 1). In the latter, the designer is concerned not just with lists of what
will be taught and in what order, but also with the planning, implementation,
evaluation, management and administration of education programmes.

There are now a number of different types of language syilabus (see A2 below), all
of which might be taken as a starting point in the planning of a new coursebook, or
of a term’s, or year’s work. But, whatever type it is, every syllabus needs to be
developed on the basis of certain criteria, such as ‘learnability’ and ‘frequency’, which
can inform decisions about selection and ordering, as described below.

A1 Syllabus design criteria
When designers put syllabuses together they have to consider each item for
inclusion on the basis of a number of criteria. This will not only help them to decide
if they want to include the item in question, but also where to put it in the sequence.
However, these different design criteria point, in many cases, to different
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conclusions. The syllabus designer has to balance such competing claims when
making decisions about selection and grading.

Learnability: some structural or lexical items are easier for students to learn
than others. Thus we teach easier things first and then increase the level of
difficulty as the students’ language level rises. Learnability might tell us that, at
beginner levels, it is easier to teach uses of was and were immediately after
teaching uses of is and are, rather than follow is and are with the third
conditional. Learnability might persuade us to teach some and any on their
own rather than introduce a whole range of quantifiers (much, many, few, etc.)
all at the same time.

Frequency: it would make sense, especially at beginning levels, to include

items which are more frequent in the language, than ones that are only used
occasionally by native speakers. Now that corpus information can give us
accurate frequency counts (see Chapter 2, B1), we are in a position to say with
some authority, for example, that see is used more often to mean understand
(e.g. Oh, I see) than it is to denote vision. It might make sense, therefore, to teach
that meaning of see first — but that decision will also have to depend upon the
other design criteria listed here, which might lead us to a different conclusion.

Coverage: some words and structures have greater coverage (scope for use)
than others, Thus we might decide, on the basis of coverage, to introduce the
going to future before the present continuous with future reference, if we could
show that going to could be used in more situations than the present continuous.

Usefulness: the reason that words like book and pen figure so highly in
classrooms (even though they might not be that frequent in real language use)
is because they are useful words in that situation. In the same way, words for
family members occur early on in a student’s learning life because they are
useful in the context of what students are linguistically able to talk about.

Different syilabuses
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The grammar syllabus: this is the commonest type of syllabus, both
traditionally and currently. A list of items is sequenced in such a way that the
students gradually acquire a knowledge of grammatical structures, leading to
an understanding of the grammatical system. Even in multi-syllabuses (see a3
below), it is the grammar syllabus which tends to be the main organising
foundation, with units devoted to the verb to be, the present simple, the
present continuous, countable and uncountable nouns, the present

perfect, etc.

Although grammar syllabuses have been used with success over a long
period of time, many methodologists have come to see grammar as the wrong
organising principle for a syllabus and have proposed a number of alternatives
as frameworks to hang a language programme on {as we shall see below).
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¢  Thelexical syllabus: it is possible to organise a syllabus on the basis of
vocabulary and lexis to create a lexical syllabus (see Chapter 6, 48},
Applying syllabus design criteria to a lexical syllabus can be complex since
there are so many facets to lexis, such as:

— the vocabulary related to topics (e.g. art, clothes, crime)

- issues of word formation (e.g. suffixes and other morphological changes)
— word-grammar triggers (e.g. verbs which are followed by certain syntactic
patterns)

compound lexical items (e.g. walking-stick, multi-storey car park)
connecting and linking words (e.g. when, if, he/she)

semi-fixed expressions (e.g. Would you like to ... 2, If Iwere you I'd ...)
connotation and the use of metaphor (see Chapter 2, 3)

Another problem with lexical syllabuses is the relationship between lexis and
grammar. Should phrasal verbs be taught as simple multi-word lexical items
as they occur, or as a grammatical class? At what stage is the study of word
formation appropriate, and when will it be useful to include fixed and
semi-fixed expressions? What grammar should be included with new words,
and how should that be selected and graded?

Though syllabus designers may have little difficulty in applying design
criteria to individual words, melding all the other concerns of lexis into a
coherent order to make a truly lexical syllabus has not yet been shown to
be feasible. A lexical syllabus produced by John Sinclair and Antoinette
Renouf was ‘several hundred pages long’ (Sinclair and Renouf 1988: 156).
Nevertheless, lexis in all its many forms does appear in wider syllabus plans
(see a3 below).

¢  The fanctional syllabus: in his book Notional Syllabuses David Wilkins (1976)
included categories of ‘communicative function’ (see Chapter 2, c1}. These
language functions are events which ‘do things’ such as inviting, promising, and
offering, so that a functional syllabus might look like this:

1 Requesting

2 Offering

3 Inviting

4 Agreeing and disagreeing  etc.

The syllabus designer then chooses exponents for (ways of expressing) each
function. For example, for offering she could choose from the following:

Would you like me to ... ?
Do you want some help?
I'll help if you want.

Let me give you a hand.
Here, let me.

I'll do that ..., etc.
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But the syllabus designer can then run into problems of lexical and structural
grading. If a syllabus is designed on the basis of the functions which students
are most likely to have to perform (their ‘usefulness’), the designer still needs to
choose and order the exponents for each of those functions on the basis of
‘learnability’ ‘coverage) and ‘frequency’ and may have trouble matching the
functions with these criteria. It is possible to end up, too, with a series of
phrases rather than a coherent system.

The modern consensus seems to be that functions may not be the best sole
organising units for a syllabus, but that the teaching and learning of functions is
an important part of a wider syllabus (see below}.

The situational syllabus: a situational syllabus offers the possibility of
selecting and sequencing different real-life situations rather than different
grammatical items, vocabulary topics, or functions. A situational syllabus might
look something like this:

1 At the bank

2 At the supermarket
3 At the travel agent
4 At the restaurant
etc.

Where students have specific communicative needs (see Chapter 1, B3},
organising teaching material by the situations which students will need to
operate in is attractive, since the syllabus designer will be able to define the
situation, the likely participants, and communicative goals with some certainty.
Material for business or tourism students, for example, can profitably be
organised in this way. But situational syllabuses are less appropriate for students
of general English largely because it is difficult to guarantee that language for
one specific situation will necessarily be useful in another. Furthermore,
choosing which situations are ‘key’ situations for a general class is problematic
since it depends on who the students are (they are never all the same) and
where they are learning. It is for these reasons that situations are rarely taken as
the main organising principle in general syllabus design.

The topic-based syllabus: another framework around which to organise
language is that of different topics, e.g. the weather, sport, survival, literature,
music, and so on. This list can then be refined, so that the weather topic is
subdivided into items such as the way weather changes, weather forecasting,
weather and mood, and the damage that weather can cause.

Topics provide a welcome organising principle in that they can be based on
what students will be interested in. It may also be possible to identify what topics
are most relevant to students’ communicative needs (their usefulness) — though
this may differ from what they want. Yet marrying topics to the concepts of
learnability, frequency, and coverage is once again problematic since they will
still have to be subdivided into the language and lexis which they generate.
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Providing students with a sequence of topics which are relevant and engaging
is an important part of a syllabus designer or coursebook writer’s skill. But on
its own such organisation is unlikely to be sufficient for syllabus organisation.

¢  The task-based syllabus: a task-based syllabus (see Chapter 6, a5} lists a
series of tasks, and may later list some or all of the language to be used in those
tasks. N S Prabhu, whose experiments in Bangalore, India did so much to

i advance the cause of task-based learning, organised a programme in just such
a way, calling it a ‘procedural syllabus’ (Prabhu 1987). The only piece of
‘deliberate language grading’ occurred when teachers set oral before written
tasks (Prabhu 1987: 26}. Otherwise it was a question of putting one task before
or after another.

Prabhu’s tasks are related to topics, as in this example:

1 Clockface
a Telling the time from a clockface; positioning the hands of a
clock to show a given time.
b Calculating durations from the movement of a clock’s hands;
working out intervals between given times.
¢ Stating the time on a twelve hour clock and a twenty-four hour
clock; relating times to phases of the day and night.

From N § Prabhu {1987: 138)

! Jane Willis Lists six task types that can be used with almost any topics. These are:
listing, ordering and sorting, comparing, problem solving, sharing personal
expetience, and creative tasks (Willis 1996: 26—27 and 149-154).

As with situations and topics, it is difficult to know how to grade tasks in
terms of difficulty, Prabhu does suggest sequences of lessons where the same
topic information is used in more than one lesson and where the tasks to go
with that information become more complex with each subsequent lesson, but
there is little to say how such complexity is measured. The focus is, in David
Nunan’s words, on ‘learning process’ rather than ‘learning product’, and there is
‘little or no attempt to relate these processes to outcomes’ (Nunan 1988a: 44).

A variety of factors interact to determine the difficulty of a task, but as yet, no
one has worked out a satisfactory system with which to combine them into
any kind of decent measure of difficulty.

A task-based syllabus may well satisfy the desire to provide medning-based
learning but until there is a way of deciding which tasks should go where, such
a syllabus remains tantalisingly ‘ad hoc} and fails to command sufficiently
widespread support amongst teachers and methodologists for it to become
universally accepted.

A3 The multisyllabus syllabus
A common solution to the competing claims of the different syllabus types we have
looked at is the ‘multi-syllabus’ Instead of a program based exclusively on
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grammatical or lexical categories, for example, the syllabus now shows any
combination of items from grammar, lexis, language functions, situations, topics,
tasks, different language skill tasks or pronunciation issues.

Where coursebook writers are not following a syllabus laid down by an education
ministry, educational institution, or examination board, this is the approach that is
most often followed. As the following example shows, authors often present their
multi-syllabus in a ‘map of the book’:

s oo A1 e R
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Adapted from Wavelength Elementary by Kathy Burke and Julia Brocks (Pearson Education Ltd)

In practice, many multi-syllabuses of this type take a grammar syllabus as a starting
point. The materials designers then start the long and often frustrating business of
trying to match this list with all the other items they wish to include — the
vocabulary and the skills, the tasks and the functions. As the process goes on, the
original order of the grammar syllabus will have to change to accommodate some
of the other claims; the list of functions will shift around to accommodate the
grammar, and the tasks will have to take account of the language at the students’
disposal for the performing of those tasks. No one element predominates; all have to
shift to accommodate the others, and the end result is always a compromise between
the competing claims of the different organising elements.
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Choosing coursebooks

The ‘assessiment’ of a coursebook is an out-of-class judgement as to how well a new
book will perform in class. Coursebook ‘evaluation, on the other hand, is a
judgement on how well a book has performed in fact.

One approach to the assessment of coursebooks is to use a checkiist — or checklists
prepared by others which analyse various components of the material whether
linguistic, topic, or activity based {see Cunningsworth 1984 and 199s; Littlejohn
1998). However, a problem with such assessments is that however good they are, they
may still fail to predict what actually happens when the material is used. And when
we use a checklist prepared by other people we are accepting their view of what is
appropriate in our particular situation. Nevertheless, we need some basis for
choosing which books to use or pilot, whether we use checklists prepared by others
or whether we make them ourselves (see B1 below). We can then see whether our
out-of-class judgements are borne out in reality.

A potential difficulty for successful post-use ‘evaluation’ of a coursebook, on the
other hand, is that ‘teachers see no need for systematic and principled post-
programme evaluation’ (Ellis 1998: 221). In part this is because teachers tend to feel
that they ‘know’ whether a coursebook worked or not, and they are reluctant to give
time to a more formal evaluation once a course has finished. Yet we need to evaluate
material in a reasonably structured way if we are to propetly see if our pre-use
assessment was accurate, and whether to continue to use the coursebook.

Whether assessing or evaluating coursebooks, we should do our best to include
student opinion and comment. Their view of layout, design, content and feel should
inform our pre-use assessment and our post-course evaluation.

Criteria for assessment
The following three-stage procedure allows teachers to assess books on the basis of
their own beliefs and their assessment of their students’ needs and circumstances:

®  Selecting areas for assessment: we first need to list the features we wish to
look at in the coursebook(s) under consideration, as in the following example:

Price {of coursebook components)
Availability

Layout and design

Instructions

Methodology

Syllabus type, selection and grading

Language study activities
Language skill activities
Topics

Cuttural acceptability
Usability

Teacher's guide
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The list can be reduced or expanded, of course. We might separate language
study activities into vocabulary, grammar, and pronunciation, for example; or,
we might want to concentrate solely on topics and cultural acceptability. We
can choose what we want to focus on in the light of our own teaching situation.

Stating beliefs: we are now in a position to make ‘belief statements’ about any
or all of the areas we have decided to concentrate on. This can be done by a
group of teachers writing their individual beliefs and then combining them into
an agreed set - such as the following statements about layout:

The page should look clean and uncluttered.

The lesson sequence should be easy to follow.

The illustrations should be attractive and appropriate.
The instructions should be easy to read.

ER——

Using statements for assessment: we are now ready to use our statements of
belief as assessment items. This means that for each of our areas we list our
statements, and can then use a simple tick and cross system to compare
different books, as in this layout and design checklist:

—— -

Area Assessment statements Loursebook 1 ) Coursebook 2 | Coursebook 3
Layout | The page is uncluttered. v/ X Vv
and design | The lesson sequence is easyto | ¢ v/ X

follow.

The illustrations are attractive | v/ v X

and 2ppropriate for the age

group.,

The instructions are easy to read.| v X 4 I

B2 Evaluation measures
Evaluation of materials which we have been using is somewhat different from
assessment. Once again, however, it can have three stages:
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Teacher record: in order to evaluate materials we need to keep a record of how
successful different lessons and activities have been. One way of doing this is to
keep a diary of what happens in each lesson (see Chapter 24, B1}. A more formal
version of the same thing might involve detailed comments on each activity, for
example;

Unit/lesson:
General comments

(include timing, effectiveness,
ease, etc.):
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Comment on the advantages/disadvantages of:

Exercise 1:
Exercise 2:
Exercise 3:
Exercise 4:
Exercise 5:

Exercise 6:
How did the students react to the lesson?

There are many other ways of keeping records: we could give each activity a score
from 0-5; we could design a rating scale to measure student satisfaction with a
lesson or parts of a lesson. We could write reports at the end of every week under
headings such as recycling, reading progress, vocabulary work, or teacher’s guide.
Some teachers write comments in the coursebook itself. But in each case we will
end up with sormething which is more useful than a mere feeling,

Teacher discussion: when new books are being used it helps if the teachers
who are using the same book get together and compare their experiences. This
may involve going through lessons {and exercises) one by one, or it may centre
round a discussion of the audio material and its related exercises. Someone in
the group should circulate a record of what is said, so that teachers can review
the discussions before coming to a conclusion.

Student response: as with teachers’ reactions, student responses can be collected
in a number of ways. One way is to ask them if they enjoyed the material they
have just been using. This kind of oral feedback can be unreliable, however, since
some students can dominate the conversation and influence their colleagues.

We may get better feedback by asking for a written response to the materials
with questions such as the following:

What was your favourite lesson in the book during the last week? Why?
What was your least favourite lesson from the book during the last
week? Why?

What was your favourite activity during the last week?

What was your least favourite activity during the last week? Why?
etc.

Because students’ perception of their own progress will influence their
responses to the material they are using, it is important to encourage them to
assess their own performance, in the ways we suggested in Chapter 7, B2, and to
discuss the conclusions they come to. Alternatively, we could have them (in
groups) talk about the lessons they have been studying and provide a short
written summary of their group’s joint conclusions.
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The information gained through the evaluations we have been discussing now has to
be set against other measures such as achievement test scores (see Chapter 23, a1),
and durability. With all this information we can compare results with colleagues so
that we reach confident decisions about whether the book has lived up to the
original assessment we made of it.

Using coursebooks

For years methodologist have been arguing about the usefulness of coursebooks,
questioning their role (Allwright 1981), defending their use (O’Neill 1982), worrying
that they act as methodological straitjackets ( Tice 1991) or promoting their value as
agents of methodological change (Hutchinson and Torres 1994).

Coursebook or no coursebook?
The benefits and restrictions of coursebook use can be easily summarised;

¢  Benefits: good coursebooks are carefully prepared to offer a coherent syllabus,
satisfactory language control, motivating texts, tapes and other accessories such
as videotapes, CD-ROMs, extra resource material, and useful web links. They
are often attractively presented. They provide teachers under pressure with the
reassurance that, even when they are forced to plan at the last moment, they
will be using material which they can have confidence in. They come with
detailed teacher’s guides which not only provide procedures for the lesson in
the student’s book, but also offer suggestions and alternatives, extra activities,
and resources. The adoption of a new coursebook provides a powerful stimulus
for methodological development (see Hutchinson and Torres 1994).

Students like coursebooks too since they foster the perception of progress as
units and then books are completed. Coursebooks also provide material which
students can look back at for revision, and at their best their visual and topic
appeal can have a powerfully engaging effect.

®  Restrictions: coursebooks, used inappropriately, impose learning styles and
content on classes and teachers alike appearing to be ‘faits accomplis over which
they can have little control’ (Littlejohn 1998: 205). Many of them rely on
Presentation, Practice, and Production as their main methodological
procedure (see Chapter 6, a2) despite recent enthusiasm for other teaching
sequences. Units and lessons often follow an unrelenting format so that
students and teachers eventually become de-motivated by the sameness of
it all. And in their choice of topics coursebooks can sometimes be bland or
culturally inappropriate.

One solution to the perceived disadvantages of coursebooks is to do without them
altogether, to use a ‘do-it-yourself” approach {Block 1991; Maley 1998). Such an
approach is extremely attractive. It can offer students a dynamic and varied
programme. If they can see its relevance to their own needs, it will greatly enhance
their motivation and their trust in what they are being asked to do. It allows teachers
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to respond on a lesson-by-lesson basis to what is happening in the class. Finally, for
the teacher, it means an exciting and creative involvement with texts and tasks.
In order for the DIY approach to be successful teachers need access to (and
knowledge of } a wide range of materials, from coursebooks and videos to
magazines, novels, encyclopedias, publicity brochures and the Internet. They will
have to make (and make use of) a variety of homegrown materials {see Chapter
106}. They will also need the confidence to know when and what to choose,
becoming, in effect, syllabus designers in their own right. This not only makes
preparing lessons a very time-consuming business, but also runs the risk that
students will end up with an incoherent collection of bits and pieces of material.
However, where there is time for the proper planning and organisation of DIY
teaching, students may well get exceptional programmes of study which are
responsive to their needs, and varied in a way that does not abandon coherence.

Options for coursebook use
Where teachers reject a fully DIY approach because of time, a lack of resources,
or a preference for published materials, they then have to decide how to use the
coursebooks they have chosen. One way of doing this is to start at page 1 and keep
going until you get to the end. But that will probably bore both the students and the
teacher and has far less chance of answering the needs of a class than if teachers use
the book more creatively, adapting it in various ways to suit the situation they and
their students are in.

When we plan a lesson around our coursebook, we have a number of possible
options:

¢ Omit and replace: the first decision we have to make is whether to use a
particular coursebook lesson or not. If the answer is ‘no), there are two possible
courses of action. The first is just to omit the lesson altogether. In this case we
suppose that the students will not miss it because it does not teach anything
fundamentally necessary and it is not especially interesting, When, however,
we think the language or topic area in question is important, we will have to
replace the coursebook lesson with our own preferred alternative.

Although there is nothing wrong with omitting or replacing coursebook
material, it becomes irksome for many students if it happens too often,
especially where they have had to buy the book themselves. It may also deny
them the chance to revise (a major advantage of coursebooks), and their course
may lose overall coherence.

*  To change or not to change? When we decide to use a coursebook lesson we

can, of course, do so without making any substantial changes to the way it is
presented. However, we might decide to use the lesson, but to change it to make
it more appropriate for our students. If the material is not very substantial we
might add something to it — a role-play after a reading text, perhaps, or extra
situations for language practice. We might rewrite an exercise we do not
especially like or replace one activity or text with something else such asa
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download from the Internet, or any other homegrown items (see Chapter 10G).
We could re-order the activities within a lesson, or even re-order lessons
(within reason). Finally, we may wish to reduce a lesson by cutting out an
exercise or an activity. In all our decisions, however, it is important to
remember that students need to be able to see a coherent pattern to what we are
doing and understand our reasons for changes.

Using coursebooks appropriately is an art which becomes clearer with experience. If
the teacher approaches lesson planning (see Chapter 228) in the right frame of mind,
it happens almost as a matter of course. The options we have discussed for
coursebook use are summarised in Figure 24:

Yes\
/ Change _ Replace activities

Use th% ,
courseboo
Re-order
extract? Omit \
/ " Reduce

FIGURE 24: Options for coursebook use

Chapter notes and further reading

¢ Choosing appropriate topics
On classroom needs (and ‘wants’) analysis, see P Seedhouse (1995) and L Kuc (1999).

¢ Culture in language materials and teaching
See C Alptekin (1993) and M Ziilkuf Altan (1995). A Pulverness (1995) argues for
the importance of cross-cultural awareness.

¢ Gender issues in coursebook design
See C Manheim (1994) and other articles in J Sunderland (ed.) (1994: Quadrant 11).

® Syllabus and curriculum

See D Nunan (1988b) on the ‘learner-centred curriculum’ The Council of Burope
has commissioned detailed syllabuses. See, for example, ] Van Ek and ] Trim (1998,
1999, and 2001},

¢ The lexical syllabus
On the lexical syllabus, see D Willis (1990) and also M Lewis (1993 and 1997) ~
though see S Thornbury (1998).
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The only coursebook to have used a lexical syllabus as its main organising
principle is D and ] Willis (1988—1989).

Functional syllabuses

For functional syllabus design see K Johnson {1982: Chapter 8), K Johnson and K
Morrow (1978), and C Brumfit (1980).

The situational syllabus
For an example of a situational syllabus approach absorbed into a multi-syllabus
for tourism students, see M Jacob and P Strutt (1997).

Grading tasks
C Candlin (1987) attempts a complex task-grading system. On the evaluation of
tasks see R Ellis {1998).

Coursebooks — to use or not to use

I Freebairn (2000) defends coursebook use, though S Thornbury (2000), using
the example of ‘Dogme’ film makers, suggests (half seriously) material-free
classrooms where communication between teacher and students is all that
matters.

Coursebook evaluation
See A Cunningsworth {1984 and 1595) and A Littlejohn (1998).

The Internet in a non-coursebook programme
D Teeler (2000: Chapter 6) shows how the Internet can be used as an alternative to
a coursebook, giving guidance about routines and planning,

Internet-based courses for self-study are available on the Web. At the time of
writing two of the best are the Surf2school site at /www.surf2school.com/ and
Global English at /www.globalenglish.com/. However, many other organisations
run, or are in the process of designing, online courses and learning systems (see
Chapter 10F).

Using coursebooks

Neville Grant offered the options of ‘omit, replace, add and adapt’ for coursebook
users - see N Grant (1987: Chapter 1). R Acklam {(1994) suggested ‘SARS,, which
stands for Select, Adapt, Replace, Supplement. A Maley says that materials use is a
‘complex trade-off between the three major elements in the equation: the
materials, the teachers and the learners’ (1998: 279).
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Planning
lessons

Lesson planning is the art of combining a number of different elements into a
coherent whole so that a lesson has an identity which students can recognise, work
within, and react to — whatever metaphor teachers may use to visualise and create
that identity. But plans ~ which help teachers identify aims and anticipate potential
problems ~ are proposals for action rather than scripts to be followed slavishly,
whether they are detailed documents or hastily scribbled notes.

Pre-planning

Before we start to make a lesson plan we need to consider a number of crucial factors
such as the language level of our students, their educational and cultural background
(see Chapter 6, B1), their likely levels of motivation (see Chapter 3c), and their different
learning styles (Chapter 3, B3). Such knowledge is, of course, more easily available
when we have spent time with a group than it is at the beginning of a course. When
we are not yet familiar with the character of a group, we need to do our best to gain
as much understanding of them as we can before starting to make decisions about
what to teach.

We also need a knowledge of the content and organisation of the syllabus or
curriculum we are working with {see Chapter 214), and the requirements of any
exams which the students are working towards (see Chapter 23).

Armed now with our knowledge of the students and of the syllabus we can go on
to consider the four main planning elements:

& Activities: when planning, it is vital to consider what students will be doing in
the classroom; we have to consider the way they will be grouped, whether they
are to move around the class, whether they will work quietly side-by-side
researching on the Internet or whether they will be involved in a boisterous
group-writing activity.

We should make decisions about activities almost independently of what
language or skills we have to teach. Qur first planning thought should centre
round what kind of activity would be best for a particular group of students at
a particular point in a lesson, or on a particular day. By deciding what kind of
activity to offer them — in the most general sense — we have a chance to balance
the exercises in our lessons in order to offer the best possible chance of
engaging and motivating the class.
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The best lessons offer a variety of activities within a class period. Students
may find themselves standing up and working with each other for five minutes
before returning to their seats and working for a time on their own. The same
lesson may end with a whole-class discussion or with pairs writing dialogues to
practise a language function or grammar point.

¢ Skills: we need to make a decision about which language skills we wish our
students to develop. This choice is sometimes determined by the syllabus or the
coursebook. However, we still need to plan exactly how students are going to
work with the skill and what sub-skilis we wish to practise.
Planning decisions about language skills and sub-skills are co-dependent
with the content of the lesson and with the activities which the teachers will get
students to take part in.

¢ Language: we need to decide what language to introduce and have the
students learn {see Chapter 114), practise (see Chapter 1, B3), research (see
Chapter 12) or use (see Chapters 18 and 19).

One of the dangers of planning is that where language is the main focus it is
the first and only planning decision that teachers make. Once the decision has
been taken to teach the present continuous, for example, it is sometimes
tempting to slip back into a drill-dominated teaching session which lacks
variety and which may not be the best way to achieve our aims. But language is
only one area that we need to consider when planning lessons.

¢  Content: lesson planners have to select content which has a good chance of
provoking interest and involvement, Since they know their students personally
they are well placed to select appropriate content.

Even where the choice of subject and content is to some extent dependent
on a coursebook, we can still judge when and if to use the coursebook’s topics,
or whether to replace them with something else. We can predict, with some
accuracy, which topics will work and which will not.

However, the most interesting content can be made bland if the activities
and tasks that go with it are unimaginative. Similarly, subjects that are not
especially fascinating can be used extremely successfully if the good planner
takes time to think about how students can best work with them.

‘When thinking about the elements we have discussed above we carry with us not
only the knowledge of the students, but also our belief in the need to create an
appropriate balance between variety and coherence. With all of these features in
mind we can finally pass all our thinking through the filter of practical reality, where
our knowledge of the classrooms we work in, the equipment we can use, the time we
have available, and the attitude of the institution we work in all combine to focus
our planning on what we are actually going to do. Now, as Figure 25 on the next
page shows, we are in a position to move from pre-planning to the plan itself.
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Teacher’s knowledge of the students

Teacher’s knowledge of the syllabus

' ! }

Language L Subject and
skills anguage type content

| | ]
!

Practical realities

!

The plan

Activities

FIGURE 25: Pre-planning and the plan

The plan

Having done some pre-planning and made decisions about the kind of lesson we
want to teach, we can make the lesson plan. This may take a number of different
forms, depending upon the circumstances of the lesson and depending also, on our
attitude to planning in general.

The planning continuum

The way that teachers plan lessons depends upon the circumstances in which the
lesson is to take place and on the teacher’s experience. Near one end of a ‘planning
continuum, teachers may do all the (vague) pre-planning in their head and make
actual decisions about what to include in the lesson as they hurry along the corridor
to the class. Those with experience can get away with this some of the time because
they have a number of familiar routines to fall back on.

Another scenario near the same end of the continuum occurs when teachers are
following a coursebook and they do exactly what the book says, letting the
coursebook writers, in eftect, do their planning for them. This is especially attractive
for teachers under extreme time pressure, though if we do not spend time thinking
about how to use the coursebook activities (and what happens when we do) we may
run into difficulties later. Really effective coursebook use is more complex than this
{see Chapter 21, c2).

At the very end of the planning continuum is the kind of lesson described by one
writer as the jungle path’ where teachers walk into class with no real idea of what
they are going to do (Scrivener 1994b: 34-37); thus they might say What did you do
last weekend? and base the class on what replies they get. They might ask the
students what they want to do that day; or take in an activity to start the class with
no real idea of where it will lead themn and their students. Such an approach is
favoured by Mario Rinvolucri, who has suggested that instead of working to a
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pre-arranged plan, a teacher should be more like a doctor, basing treatment upon
accurate diagnosis. All classes and students are different, he argued, so to decide
beforehand what they should learn on a given day (especially when this is done
some days before) is to confine them to a mental structure and ignore the ‘flesh-and-
blood here-and-now learners’ (Rinvolucri 1996).

Experienced teachers may well be able to run effective lessons in this way, without
making a plan at all. When such lessons are successful they can be immensely
rewarding for all concerned. But more often they run the risk of being muddied and
aimless. There is a real danger that if teachers do not have a clear idea of their aims —
and, crucially, if the students cannot or will not help to give the lesson shape, ‘then
nothing useful or meaningful can be achieved at all’ (Malamah-Thomas 1987: 3).
And though some students may enjoy the adventure of the jungle path, the majority
will benefit both linguistically and psychologically from the forethought the teacher
has given to the lesson.

At the other end of the continuum teachers write formal plans for their classes
which detail what they are going to do and why (see B3 below), perhaps because
they are about to be observed or because they are required to do so by some
authority.

The vast majority of lesson planning probably takes place between these two
extremes. Teachers may scribble things in their notebooks, sometimes only noting
the page of a book or the name of an activity. Other teachers may write something
more complex. Perhaps they list the words they are going to need, or write down
questions they wish to ask. They may make a list of the web sites they want students
to visit together with the information they have to look for online (see Chapter 10F).

We can represent this planning continuum diagrammatically in the following
way:

jungle path vague (corridor) plan formal plan

0% 100%

follow the coursebook exactly planning notes

FIGURE 26! The planning continuum

The actual form a plan takes is less important than the thought that has gone into it;
the overriding principle is that we should have an idea of what we hope our students
will achieve in the class, and that this should guide our decisions about how to bring
it about. However, written plans {both sketchy and more detailed) do have a
secondary function as a record of what has gone on (see c2 below), and in the lesson
itself they help to remind teachers of what they had decided to do, what materials
they need, and how long they had planned to spend on certain activities.
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Making a plan
The following example of making a plan exemplifies how a teacher might proceed
from pre-planning to a final plan.

¢  Pre-planning background: for this lesson, some of the facts that feed into
pre-planning decisions are as follows:

1 The class is at intermediate level. There are 31 students. They are
between the ages of 18 and 31. They are enthusiastic and
participate well when not overtired.

2 The students need ‘waking up’ at the beginning of a lesson.

They are quite prepared to ‘have a go’ with creative activities.

4 Lessons take place in a light classroom equipped with a whiteboard
and an overhead projector.

5 The overall topic thread into which the lesson fits involves forms of
transport and different travelling environments. In the coursebook
this will change next week to the topic of “avoidable disasters.

6 The next item on the grammar syllabus is the construction should
have + DONE.

7 The students have not had any reading skills work recently.

8 The students need more oral fluency work.

w

¢ Pre-planning decisions: as a result of the background information listed
above the teacher takes the following decisions:

1 Thelesson should include an oral fluency activity.

2 The lesson should include the introduction of should have + DONE.

3 It would be nice to have some reading in the lesson.

4 The lesson should continue with the transport theme — but make it
significantly different in some way.

*  The plan: on the basis of our pre-planning decisions we now make our plan.
It should be emphasised that the following lists are not examples of any
planning format since that is a matter of style unless we are planning formally
(see below),

The teacher has taken the decision to have the students read the text about a
space station (see Example 1in Chapter 11), and build activities around this. The
text does not come from their coursebook, but is one the teacher has used before.

The probable sequence of the lesson will be:

1 ,An oral fluency activity with ‘changing groups’ (see Chapter 8, 52}
in which students have to reach a decision about what five personal
possessions they would take into space.

2 Reading for prediction and then gist, in which students are asked to
say what they expect to be in a text about a space station, before
reading to check their predictions and then reading again for
detailed understanding.
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3 Ending the story, in which students quickly devise an ending for
the story.
4 WNew language introduction in which the teacher elicits ‘should
have’ sentences and has students say them successfully,
5 Language practice in which students talk about things they did or
did not do, and which they should not or should have done.
6 A space job interview in which students plan and role-play an interview
for a job in a space station,

However, the teacher makes (or thinks of ) a list of additional task
possibilities, for example:

1 Interview Cathy years later to find out what happened to her.

2 Students write a ‘newsflash’ programme based on what happened.

3 A short extract from a video on future space exploration.

4 Students discuss the three things they would miss most if they were
on a space station.

B3 The formal plan
Formal plans are sometimes required, especially when, for example, teachers are to
be observed and/or assessed as part of a training scheme or for reasons of internal
quality control. A formal plan should contain some or all of the following elements:

*  Class description and timetable fit: a class description tells us who the
students are, and what can be expected of them. It can give information about
how the group and how the individuals in it behave, as in the following example:

CLASS DESCRIFTION

The ctudeats in this upper infermediate cdac ave between the ages of 18-31
There are 21 women amd 9 men There e FAg/eoretaries, 5 hoendives, 10
vniversity shdents (3 of these are post: dvates), teachers, 2 businessmen, 3
musician, 3 scientist, a chef, o shop agsichant and a warter

Becavse the clags clarte at F 45 in the evening, ¢lvdents are often @/u]‘fb tired
sfter 3 long day ot worke (or st their studies) y con switch off qute eaily,
especially if they are involved in a Iong and not c&PcdaIILT inf'omcﬁng_ piece. of
veading, for example However, if they get involved they can be norgy and
enthusiache. Sometimes this enthuciagm 5&‘*‘; a fitte ovt of control and )rhu! start
U‘;iné_ thear firgt Isngya? a ot

Depending on the circumstances of the plan, the teacher may want to detail
more information about individual students, e.g. Hiromi has a sound knowledge
of English and is very confident in her reading and writing abilities. However, she
tends to be rather too quiet in groupwork, since she is not especially comfortable at
‘putting herself forward’. This tends to get in the way of the development of her oral
fluency. Such detailed description will be especially appropriate with smaller
groups, but becomes increasingly difficult to do accurately with larger classes.
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However, a record of knowledge of individual students gained through such
means as observation, homework, and test scores is invaluable if we are to meet
individual needs.

We also need to say where the lesson fits in a sequence of classes (the before
and after) as in the following example:

TIMETABLE FIT

The legson takes place from T 45 1o 9 pm on Tietday and Thurcday eveningg in the
past three lesons the Shidents havie been al“mrf;;'mg.fho igues of Journeqs and
Havelling, — how Pc.opia adapf 1o different traveliing. environments T]ﬂcﬂ havee lictened
fo an ivré-wiow with Someone whe fives i a bug and tvavell arownd the country fookzin,

for places do parke it They have been looking. t vocabulary and expresgions related fo
‘hfavb"ing. They have revicited a number of past fenges, inofudin& hupothetical pact
(Hhivd) conditionals (*If he hadnt loct hig Jeb he wouldn™t have Sold i hovse’).

Next weeks the clags will chnt morking_on a ‘erime and punichment” wnit which
inchides a cowtroom vole—play, with work. on crimevelated lexs, and passive
constvietions

We will also include information about how the class have been feeling and
what kind of activities they have been involved in (e.g. controlled or
communicative, pairwork, or groupwork). All these factors should have
influenced our planning choices for this lesson.

Lesson aims: the best classroom aims are specific and directed towards an
outcome which can be measured. If we say My aim is that my students
should/can ... by the end of the class, we will be able to tel], after the lesson,
whether that aim has been met or not. Aims should reflect what we hope the
students will be able to do, not what the teacher is going to do. An aim such
as to teach the present perfect is not really an aim at all — except for the teacher.

A lesson will often have more than one aim. We might well say, for example,
that our overall objective is to improve our students’ reading ability, but that
our specific aims are to encourage them to predict content, to use guessing
strategies to overcome lexical problems, and to develop an imaginative response
to what they encounter.

Aims can be written in plans as in the following example:

AlMS

1 To allow tudents to practise %b% spontancously and floently abovt €oma+h'w5_
that may provoke the vie of words and th;o; ‘H‘wu«; havie. been Ioaming_
vecentiy,

2 To give thudenty practice in raad'mg_ both for 5i§+ and for detail

3 To enable shudents to falic about what pecple have “done W"S; in the- pact,

wing. the ‘shovld (not) have’ + ‘done’ conchruction

4 To Ié-awo shdents think of the infervien gonre and lict the kinds of e;yod‘iom

which ave agked n quch a srvation

T T
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Activities, procedures, and timing: the main body of a formal plan lists the
activities and procedures in that lesson, together with the times we expect each
of them to take. We will include the aids we are going to use, and show the
different interactions which will take place in the class,

When detailing procedure, ‘symbol’ shorthand is an efficient tool to
describe the interactions that are taking place: T.= teacher; S = an individual
student; T—C = the teacher working with the whole class; 5,5, = students
working on their own; S¢——8 = students working in pairs; $5«—8S = pairs of
students in discussion with other pairs; GG = students working in groups, and so
on, The following example shows how the procedure of an activity can be
described:

I P\,’/\—"‘
l\ Aoﬁvifxlfkidc Interaction | Procedure Time
{1 | Gmoup 3 ToC T telis chidents 4o list 1
Aco};ion-makiug_ fve +hin5$ they wovld take
info space with them (apart
Fen and paper from eggentialc)
b 55,5 S5 make their licks
indi\xia!uafl'q
& Se—% n pair; shudents have fo
ate. their ems fo come

wp with a chared lict of onl'l1
five Heme to take o 2 Space
station

d $5e—%S | Fairg Joir. with other pairg
() The hew groups have to
ate Their Hems o come
vp with 3 chaved fist of om'b’
five items fo fake 1o 2 Space
station

¢ Te—=EE | The T encowages the grwp';

p_,J fo compare their ligte
m_,,\__’_/\\_/\__
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Specific language that is to be focused on should also be included, as in this
example:

—TTT—
e Ty
r ﬁh:«ﬁv?h,/&id; Interaction Frocedvre
4 Langyagp Studly 3 Te—d T eficits sentonces based on
the Pmﬁouc ‘Pmbfm
Space station identification” session e
et /board She chovidn™t have been
rude 1o Ga‘f'hq.’
"She. chovld have looked at
the vecord book)

'She chovdd have told the
athers wheve she wag 5pin3.’

b Te—555 | T hag students oy the
sentences, amd tia do
individvalfedacs work. on the.
promunciation of the
Shortened form c.

[Jadav/ — sholdve, and
[Tadntav/chovidn't have

Problems and possibilities: a good plan tries to predict potential pitfalls and
suggests ways of dealing with them. It also includes alternative activities in case
we find it necessary to divert from the lesson sequence we had hoped to follow
{see c1 below),

When listing anticipated problems it is a good idea to think ahead to
possible solutions we might adopt to resolve them, as in the following
example:

Anticipated problems m
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Where we nieed to modify our lesson dramatically, we may choose to abandon
what we are doing and use different activities altogether. If our lesson proceeds
faster than we had anticipated, on the other hand, we may need additional
material anyway. It is therefore sensible, especially in formal planning, to list
additional possibilities, as in the following example:
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ADDITIONAL POSSIBILITIES
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B4 Planning a sequence of lessons
Planning a sequence of lessons is based on the same principles as planning a single
lesson, but there are number of additional issues which we need to pay special
attention to:

Before and during: however carefully we plan, in practice unforeseen things
are likely to happen during the course of a lesson (as we shall see in ¢1 below),
and so our plans are continually modified in the light of these. Even more than
a plan for an individual lesson, a scheme of work for weeks or months of
lessons is only a proposal of what we hope to achieve in that time. We will need
10 revisit this scheme constantly to update it.

Short and long-term goals: however motivated a student may be at the
beginning of a course, the level of that motivation may fall dramatically if the
student is not engaged or if they cannot see where they are going — or know
when they have got there.

In order for students to stay motivated, they need goals (see Chapter 3, c3)
and rewards. While a satisfactory long-term goal may be ‘to master the English
language), it can seem only a dim and distant possibility at various stages of the
learning cycle. In such circumstances students need short-term goals too, such
as the completion of some piece of work (or some part of the programme), and
rewards such as success on small, staged lesson tests, or taking part in activities
designed to recycle knowledge and demonstrate acquisition.

When we plan a sequence of lessons, we need to build in goals for both
students and ourselves to aim at, whether they are end-of-week tests, or major
reviston lessons. That way we can hope to give our students a staged
progression of successfully met challenges.

Thematic strands: one way to approach a sequence of lessons is to focus on
different content in each individual lesson. This will certainly provide variety. It
might be better, however, for themes to carry over for more than one lesson, or
at least to reappear, so that students perceive some coherent topic strands as the
course progresses. With such thematic threads we and our students can refer
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backwards and forwards both in terms of language — especially the vocabulary
that certain topics generate — and also in terms of the topics we ask them to
invest time in considering,

¢ Language planning: when we plan language input over a sequence of lessons
we want to propose a sensible progression of syllabus elements such as
grammar, lexis, and functions (see Chapter 21, A2 and a3). We also want to
build in sufficient opportunities for recycling or remembering language, and
for using language in productive skill work. If we are following a coursebook
closely, many of these decisions may already have been taken, but even in such
circumstances we need to keep a constant eye on how things are going, and
with the knowledge of ‘before and after” modify the programme we are working
from when necessary.

Language does not exist in a vacuum, however. Our decisions about how to

weave it through the lesson sequence will be heavily influenced by the need for
a balance of activities,

¢ Activity balance: the balance of activities over a sequence of lessons is one
of the features which will determine the overall level of student involvement
in the course. If we get it right, it will also provide the widest range of
experience to meet the different learning styles of the students in the class
(see Chapter 3, B3).

Over a period of weeks or months we would expect students to have
received a varied diet of activities; they should not have to role-play every day,
nor would we expect every lesson to be devoted exclusively to language study
(in the ways we described it in Chapter 11). There is a danger, too, that they
might become bored if every Friday was the reading class, every Monday the
presentation class, every Wednesday was speaking and writing. In such a
scenario the level of predictability may have gone beyond the sufficient to the
exaggerated. What we are looking for, instead, is a blend of the familiar and
the new.

Planning a successful sequence of lessons means taking all these factors into
consideration and weaving them together into a colourful but coherent tapestry.

Using lesson plans

However carefully we plan, and whatever form our plan takes, we will still have
to use that plan in the classroom, and use our plans as records of learning for
reference.

Action and reaction

Planning a lesson is not the same as scripting a lesson. Wherever our preparations fit
on the planning continuum, what we take into the lesson is a proposal for action,
rather than a lesson blueprint to be followed slavishly. And our proposal for action,
transformed into action in the classroom, is bound to ‘evoke some sort of student
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reaction’ (Malamah-Thomas 1987: 5). We then have to decide how to cope with that
reaction and whether, in the light of it, we can continue with our plan or whether we
need to modify it as we go along.

There are a number of reasons why we may need to modify our proposal for

action once a lesson is taking place:

*

Magic moments: some of the most affecting moments in language lessons
happen when a conversation develops unexpectedly, or when a topic produces a
level of interest in our students which we had not predicted. The occurrence of
such magic moments helps to provide and sustain a group’s motivation. We
have to recognise them when they come along and then take a judgement about
whether to allow them to develop, rather than denying them life because they
do not fit into our plan.

Sensible diversion: another reason for diversion from our original plan is
when something happens which we simply cannot ignore, whether this is a
surprising student reaction to a reading text, or the sudden announcement that
someone is getting married! In the case of opportunistic teaching (see Chapter
11, A2}, we take the opportunity to teach language that has suddenly come up.
Similarly, something might occur to us in terms of topic or in terms of a
language connection which we suddenly want to develop on the spot.

Unforeseen problems: however well we plan, uniforeseen problems often crop
up. Some students may find an activity that we thought interesting incredibly
boring; an activity may take more or less time than we anticipated. It is possible
that something we thought would be fairly simple for our students turns out to
be very difficult (or vice versa). We may have planned an activity based on the
number of students we expected to turn up, only to find that some of them are
absent. Occasionally we find that students have already come across material or
topics we take into class, and our common sense tells us that it would be unwise
to carry on.

In any of the above scenarios it would be almost imipossible to carry on with
our plan as if nothing had happened; if an activity finishes quickly we have to
find something else to fill the time. If students cannot do what we are asking
of them, we will have to modify what we are asking of them. If some students
(but not all) have already finished an activity we cannot just leave those
students to get bored.

It is possible to anticipate potential problems in the class (see c2 below) and
to plan strategies to deal with them. But however well we do this, things will still
happen that surprise us, and which, therefore, cause us to move away from our
plan, whether this is a temporary or permanent state of affairs.

However well we plan, our plan is just a suggestion of what we might do in class.
Everything depends upon how our students respond and relate to it. In Jim
Scrivener’s words, ‘prepare thoroughly. But in class, teach the learners — not the plan’
(Scrivener 1994b: 44).
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Plans as records and research tools

Written plans are not just proposals for future action; they are also records of what
has taken place. Thus, when we are in the middle of a sequence of lessons, we can
look back at what we have done in order to decide what to do next.

Since we may have to modify our lessons depending on student reactions we
need to keep a record of how successtul certain activities were to aid our memory.

A record of lessons can also help colleagues if and when they have to teach for us
when we are absent.

Our original written plans will, therefore, have to be modified in the light of what
actually happened in the classes we taught. This may simply mean crossing out the
original activity title or coursebook page number, and replacing it with what we
used in reality. However, if we have time to record how we and the students
experienced the lesson, reflecting carefully on successful and less successful activities,
not only will this help us to make changes if and when we want to use the same
activities again, but it will also lead us to think about how we teach and consider
changes in both activities and approach. Lesson planning in this way allows us to act
as our own observers and aids us in our own development (see Chapter 24, B1).

Chapter notes and further reading

¢ Lesson'metaphors
Penny Ur (1996: 213) and Scott Thornbury (1999b) both suggest seeing lessons as,
for example, a show, a menu, a story, a film. Thornbury stresses the importance of
the ‘sense of an ending’ for lessons.

¢ To plan or not to plan?
When Craig Thaine wrote an article about getting teacher trainees to plan a
sequence of lessons (Thaine 1996a}, Mario Rinvolucri replied with a letter
attacking the whole principle of lesson planning (Rinvolucri 1996), Thaine’s reply
(Thaine 1996b) defending the need for (and benefits of) planning helps to make
the three contributions into a fascinating discussion about the purpose and value
of planning.

¢ Unforeseen problems
See R Gower et al. (1995: 178).
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A The characteristics of tests

A1 Different types of test
There are four main reasons for testing which give rise to four categories of test:

¢  Placement tests: placing new students in the right class in a school is
facilitated with the use of placement tests. Usually based on syllabuses and
materials the students will follow and use once their level has been decided on,
these test grammar and vocabulary knowledge and assess students’ productive
and receptive skills.
Some schools ask students to assess themselves as part of the placement
process, adding this self-analysis into the final placing decision.

*  Diagnostic tests: while placement tests are designed to show how good a
student’s English is in relation to a previously agreed system of levels, diagnostic
tests can be used to expose learner difficulties, gaps in their knowledge, and skill
deficiencies during a course. Thus, when we know what the problems are, we
can do something about them.

¢  Progress or achievement tests: these tests are designed to measure learners’

language and skill progress in relation to the syllabus they have been following.

Achievement tests only work if they contain item types which the students
are familiar with. This does not mean that in a reading test, for example, we give
them texts they have seen before, but it does mean providing them with similar
texts and familiar task types. If students are faced with completely new material,
the test will not measure the learning that has been taking place, even though it
can still measure general language proficiency.

Achievement tests at the end of a term {like progress tests at the end of a unit,
a fortnight, etc.) should reflect progress, not failure, They should reinforce the
learning that has taken place, not go out of their way to expose weaknesses. They
can also help us to decide on changes to future teaching programmes where
students do significantly worse in {parts of) the test than we might have expected.

¢  Proficiency tests: proficiency tests give a general picture of a student’s
knowledge and ability (rather than measure progress). They are frequently used
as stages people have to reach if they want to be admitted to a foreign
university, get a job, or obtain some kind of certificate.
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Proficiency tests have a profound backwash effect since, where they are
external exams, students obviously want to pass them, and teachers’ reputations
sometimes depend (probably unfairly} upon how many of them succeed.

Characteristics of a good test
In order to judge the effectiveness of any test it is sensible to lay down criteria against
which the test can be measured, as follows:

¢ Validity: a test is valid if it tests what it is supposed to test. Thus it is not valid,
for example, to test writing ability with an essay question that requires specialist
knowledge of history or biology — unless it is known that all students share this
knowledge before they do the test.

A particular kind of ‘validity” that concerns most test designers is face

validity. This means that the test should look, on the ‘face’ of it, as if it is valid.
A test which consisted of only three multiple choice items would not
convince students of its face validity however reliable or practical teachers
thought it to be.

¢ Reliability: a good test should give consistent results. For example, if the same
group of students took the same test twice within two days — without reflecting
on the first test before they sat it again — they should get the same results on
each occasion. If they took another similar test, the results should be consistent.
If two groups who were demonstrably alike took the test, the marking range
would be the same.

In practice, ‘reliability’ is enhanced by making the test instructions
absolutely clear, restricting the scope for variety in the answers, and making
sure that test conditions remain constant,

Reliability also depends on the people who mark the tests — the scorers.
Clearly a test is unreliable if the result depends to any large extent on who is
marking it. Much thought has gone into making the scoring of tests as reliable
as possible (see c2 below).

Types of test item

Whatever purpose a test or exam has, a major factor in its success or failure asa
good measuring instrument will be determined by the item types that it contains.

Direct and indirect test items

A test item is direct if it asks candidates to perform the communicative skill which
is being tested. Indirect test items, on the other hand, try to measure a student’s
knowledge and ability by getting at what lies beneath their receptive and productive
skills. Whereas direct test items try to be as much like real-life language use as possible,
indirect items try to find out about a student’s language knowledge through more
controlled items, such as multiple choice questions or grammar transformation
items. These are often quicker to design and, crucially, easier to mark, and produce
greater scorer reliability.
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Another distinction needs to be made between discrete-point testing and
integrative testing. Whereas discrete-point testing only tests one thing at a time
(such as asking students to choose the correct tense of a verb), integrative test items
expect students to use a variety of language at any one given time — as they will have
to do when writing a composition or doing a conversational oral test.

In many proficiency tests where students sit a number of different papers, thereisa
mixture of direct and indirect, discrete-point and integrative testing. Test designers find
that this combination gives a good overall picture of student ability. Placement tests often
use discrete-point testing to measure students against an existing language syllabus, but
may then compare this with more direct and integrative tasks to get a fuller picture.

Indirect test item types
Although there is a wide range of indirect test possibilities, certain types are in
common use:

¢  Multiple choice questions (MCQs): a traditional vocabulary multiple choice
question looks like this:

The journalist was by enemy fire as he tried to send a
story by radio.

_ g wronged b wounded ¢ injured d damaged

K

For many years MCQs were considered to be ideal test instruments for
measuring students’ knowledge of grammar and vocabutlary. Above all this was
because they were easy to mark, and since the advent of computers the answer
books for these tests can be read by machines, not people, thereby cutting out
the possibility of scorer error.

However, there are a number of problems with multiple choice questions. In
the first place, they are extremely difficult to write well, especially in the design
of the incorrect choices. These ‘distractors’ may actually put ideas into students’
heads that they did not have before they read them. Second, while it is possible
to train students so that their MCQ abilities are enhanced, this may not actually
improve their English. The difference between two student scores may be
between the person who has been trained in the technique and a person who
has not, rather than being a difference of language knowledge and ability.

MCQs are still widely used, but though they score highly in terms of
practicality and scorer reliability, their “validity’ and overall ‘reliability’ are suspect.

¢ Cloze procedures: cloze procedures seem to offer us the ideal indirect but
integrative testing item. They can be prepared quickly and if the claims made
for them are true, they are an extremely cost-effective way of finding out about
a testee’s overall knowledge.
Cloze, in its purest form, is the deletion of every nth word in a text
(somewhere between every fifth or tenth word). Because the procedure is
randorn, it avoids test designer failings, It produces test items like this:
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They sat on a bench attached 1 a picnic table. Below them

they 2 see the river gurgling between overgrown

3 . The sky was diamond blue, with 4 white clouds
dancing in the freshening 5 . They could hear the call of

6 and the buzzing of countless insects. 7 were

Egggm—— __,-_%1%:.&

Cloze testing seems, on the face of it, like a perfect test instrument, since, because
of the randomness of the deleted words, anything may be tested (e.g. grammar,
collocation, fixed phrases, reading comprehension), and therefore it becomes
more integrative in its reach. However, it turns out that the actual score a student
gets depends on the particular words that are deleted, rather than on any general
English knowledge. Some are more difficult to supply than others, and in some
cases there are several possible answers. Even in the short sample text above it is
clear that whilst there is no doubt about items such as 1 and 8, for example, item
4 1s less predictable, Different passages produce different results.

Despite such problems of ‘reliability} cloze is too useful a technique to
abandon altogether, however, because it is clear that supplying the correct word
for a blank does imply an understanding of context and a knowledge of that
word and how it operates. Perhaps it would be better, therefore, to use ‘rational’
or ‘modified’ cloze procedures {Alderson 1996: 222} where the test designer can
be sure that the deleted words are recoverable from the context. This means
abandoning the completely random nature of traditional cloze procedure.
Instead, every eighth or tenth word is deleted, but the teacher has the option to
delete a word to the left or right if the context makes this more sensible,

Modified cloze is useful for placement tests since students can be given texts
that they would be expected to cope with at certain levels — thus allowing us to
judge their suitability for those levels. They are useful, too, as part of a test
battery in either achievement or proficiency tests.

Transformation and paraphrase: a common test item asks candidates to
rewrite sentences in a slightly different form, retaining the exact meaning of the
original. For example, the following item tests the candidates’ knowledge of
verb and clause patterns that are triggered by the use of I wisi:

I'm sorry that I didn’t get her an anniversary present. 4
I wish 4

In order to complete the item successfully the student has to understand the
first sentence, and then know how to construct an equivalent which is
grammatically possible. As such they do tell us something about the candidates’
knowledge of the language system.

Sentence re-ordering: getting students to put words in the right order to
make appropriate sentences tells us quite a lot about their underlying
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knowledge of syntax and lexico-grammatical elements. The following example
is typical:

Put the words III1 order to make correct sentences.
called/ I/Tm /in / sorry / wasr't / when / you

Re-ordering exercises are fairly easy to write, though it is not always possible to
ensure only one correct order.

There are many other indirect techniques too, including sentence fill-ins (Jan _____ w
the gym every Tuesday morning), choosing the correct tense of verbs in sentences and
passages {I have arrived/arrived yesterday), finding errors in sentences (She noticed
about his new jacket), and choosing the correct form of a word (He didn’t enjoy being
on the (lose) side), All of these offer items which are quick and efficient to score
and which aim to tell us something about a student’s underlying knowledge.

Direct test item types

For direct test items to achieve ‘validity’ and to be ‘reliable) test designers need to do
the following:

®  Create a‘level playing field’: in the case of a written test, teachers and
candidates would almost certainly complain about the following essay question:

Why was the discovery of DNA so important for the science of the
twentieth century?

since it unfairly favours candidates who have sound scientific knowledge and
presupposes a knowledge of twentieth-century scientific history.

However, the following topic comes close to ensuring that all candidates
have the same chance of success:

Some businesses now say that no one can smoke cigarettes in or :

even near any of their offices. Same governments have banned

smoking in all public places - whether outside or inside. §
This is a good idea but it also takes away some of our freedom.”
Do you agree or disagree?
Give reasons for your answer.

TR ey e O e

General writing question from The IELTS Handbook (see notes at the end of

this chapter)
Receptive skill testing also needs to avoid making excessive demands on the
student’s general or specialist knowledge. Receptive ability testing can also be
undermined if the means of testing requires students to perform well in writing
or speaking (when it is a test of reading or listening). In such a situation we can
no longer be sure that it is the receptive skill we are measuring,
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¢ Replicate real-life interaction: in real life when people speak or write they
generally do so with some real purpose. Yet traditional writing tests have often
been based exclusively on general essay questions, and speaking tests often
included hypothetical questions about what candidates might say if they
happened to be in a certain situation. More modern test writers now include
tasks which attempt to replicate features of real life (Weir 1993: 167}, They will
often look similar to the kind of speaking activities described in Chapter 19.

Tests of reading and listening should also, as far as possible, reflect real life.

This means that texts should be as realistic as possible, even where they are not
authentic {see Chapter 14, B1). Although there are ways of assessing student
understanding (using matching tasks or multiple choice questions) which do
not necessarily satisfy these criteria, test items should be as much like real
reading and listening as possible,

The following direct test item types are a few of the many which attempt to meet the
criteria we have mentioned above:

SPEAKING

* an interviewer questioning a candidate about themselves

® ‘information gap’ activities where a candidate has to find out information
either from an interlocutor or a fellow candidate. { The role-play on page
279, Example 5, would not need much modification to serve as a test item. )

¢ ‘decision-making’ activities, such as showing paired candidates ten
photos of people and asking them to put them in order of the best and
worst dressed

* using pictures for candidates to compare and contrast, whether they can
both see them or whether (as in many communication games) they have
found similarities and differences without being able to look at each
other’s material

® role-play activities where candidates perform tasks such as introducing
themselves, or ringing a theatre to book tickets

WRITING

® writing compositions and stories

* ‘transactional letters’ where candidates reply to a job advertisement, or
pen a complaint to a hotel based on information given in the exam paper

¢ information leaflets about their school or a place in their town

* aset of instructions for some common task

® newspaper articles about a recent event

READING

& multiple choice questions to test comprehension of a text
* matching written descriptions with pictures of the items, or procedure,
they describe
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¢ transferring written information to charts, graphs, maps, etc. (though
special care has to be taken not to disadvantage non-mathematically
minded candidates)

* choosing the best summary of a paragraph or a whole text

¢ matching jumbled headings with paragraphs

* inserting sentences provided by the examiner in the correct place in the
text

LISTENING

¢ completing charts with facts and figures from a listening text

* identifying which of a number of objects (pictures on the test paper) is
being described

¢ identifying which (out of two or three speakers) says what

¢ identifying whether speakers are enthusiastic, encouraging, in
disagreement, or amused

* following directions on a map and identifying the correct house or place

In the interests of ‘reliability’, listening tests are most often supplied on tape to ensure
that all candidates have the same opportunities, irrespective of the speakers’ voices,
speeds, or expressions. Sometimes, as in the computerised TOEFL test (see the notes
at the end of this chapter} candidates work with headphones from an individual
computer. Where a group of students listen to the same tape or disk, however, we
need to be sure that the material is clearly and easily audible (see Chapter 16, a2).

Writing and marking tests

At various times during our teaching careers we may have to write tests for the students
we are teaching, and mark the tests they have completed for us. These may range from
a lesson test at the end of the week to an achievement test at the end of a term or a year.

Whriting tests
Before designing a test and then giving it to a group of students, there are a number
of things we need to do:

®  Assess the test situation: before we start to write the test we need to remind
ourselves of the context in which the test takes place. We have to decide how
much time should be given to the test-taking, when and where it will take place,
and how much time there is for marking.

¢ Decide what to test: we have to list what we want to include in our test. This
means taking a conscious decision to include or exclude skills such as reading
comprehension or speaking (if speaking tests are impractical). It means
knowing what syllabus items can be legitimately included (in an achievement
test), and what kinds of topics and situations are appropriate for our students.
Just because we have a list of all the vocabulary items or grammar points the
students have studied over the term, this does not mean we have to test every
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single item. If we include a representative sample from across the whole list, the
students’ success or failure with those items will be a good indicator of how well
they have learnt all of the language they have studied.

¢  Balance the elements: if we are to include direct and indirect test iterns we
have to make a decision about how many of each we should put in our test.
A 200-item multiple choice test with a short real-life writing task tacked onto
the end suggests that we think that MCQs are a better way of finding out about
students than more integrative writing tasks would be.

Balancing elements involves estimating how long we want each section of
the test to take and then writing test items within those time constraints. The
amount of space and time we give to the various elements should also reflect
their importance in our teaching.

¢ Weight the scores: however well we have balanced the elements in our test,
our perception of our students’ success or failure will depend upon how many
marks are given to each section or sections of the test. If we give two marks for
each of our ten MCQs, but only one mark for each of our ten transformation
items, it means that it is more important for students to do well in the former
than in the latter.

¢  Making the test work: it is absolutely vital that we try out individual items

and/or whole tests on colleagues and students alike before administering them

to real candidates.
When we write test items the first thing to do is to get fellow teachers to try

them out. Frequently they spot problems which we are not aware of and/or

come up with possible answers and alternatives that we had not anticipated.
Later, having made changes based on our colleagues’ reactions, we will want

to try out the test on students. We will not do this with the students who are

going to take the test, of course, but if we can find a class that is roughly similar

— or a class one level above the proposed test — then we will soon find out what

items cause unnecessary problems. We can also discover how long the test takes. 1
Such trialling is designed to avoid disaster, and to yield a whole range of

possible answers/responses to the various test items. This means that when

other people finally mark the test we can give them a list of possible alternatives

and thus ensure reliable scoring. 1

Marking tests

‘When Cyril Weir gave copies of the same eight exam scripts to his postgraduate
students they marked them first on the basis of ‘impressionistic’ marking out of a
possible total of 20 marks. The results were alarming. Some scorers gave higher
marks overall than others. But for some of the EFL student scripts, the range of
marks was excessive. For one script the lowest mark awarded was 5, whereas another
scorer gave it 20. For another the range was 1-15. As Cyril Weir writes ‘the worst
scripts ... if they had been marked by certain markers, might have been given higher
marks than the best scripts!’ (1993: 157).
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There are a number of solutions to this kind of scorer subjectivity:

*  Training: if scorers have seen examples of scripts at various different levels and
discussed what marks they should be given, then their marking is likely to be
less erratic than if they come to the task fresh. If scorers are allowed to watch
and discuss videoed oral tests, they can be trained to ‘rate the samples of spoken
English accurately and consistently in terms of the pre-defined descriptions of
performance’ (Saville and Hargreaves 1999: 49).

¢ More than one scorer; reliability can be greatly enhanced by having more than
one scorer. The more people who look at a script, the greater the chance that its
true worth will be located somewhere between the various scores it is given. Two
exantiners watching an oral test are likely to agree a more reliable score than one.
Many public examination boards use moderators whose job it is to check
samples of individual scorers’ work to see that it conforms with the general
standards laid down for the exam.

¢ Global assessment scales: a way of specifying scores that can be given to
productive skill work is to create ‘pre-defined descriptions of performance’
Such descriptions say what students need to be capable of in order to gain the
required marks, as in the following assessment {or rating) scale for oral ability:

Score Description

0 The candidate is almost unintelligible, uses words wrangly, and
shows no sign of any grammatical understanding.

i The candidate is able to transmit only very basic ideas using
' individual words rather than phrases or fuller patterns of
discourse. Speech is very hesitant and the pronunciation makes
intelligibilicy difficult.

2 The candidate transmits basic ideas in a fairly stilted way.
Pronunciation is sometimes problematic and there are examples
of grammatical and lexical misuse and gaps which impede
communication on occasions.

3 The candidate transmits ideas moderately clearly, Speech is
somewhat hesitant and there are frequent lapses in grammar and
vocabulary use, Nevertheless, the candidate makes him/herself
understood.

4 The candidate speaks fairly fluently, showing an ability to
communicate ideas with not too much trouble. There are some
problems of grammatical accuracy and some words are
inappropriately used. i

5 The candidate speaks fluently with few obvious mistakes and a wide
i variety of lexis and expression. Pronunciation is almost always
intelligible, and there is litde difficulty in communicating ideas.
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Global assessment scales are not without problems, however: perhaps the
description does not exactly match the student who is speaking as in a case
(for the scale above) where he or she had very poor pronunciation but was
nevertheless grammatically accurate. There is also the danger that different
teachers ‘will not agree on the meaning of scale descriptors’ (Upshur and
Turner 199s: 5). Global assessment, on its own, still falls short of the kind of
reliability we wish to achieve.

Analytic profiles: marking gets more reliable when a student’s performance is
analysed in much greater detail. Instead of just a general assessment, marks are
awarded for different elements.

For oral assessment we can judge a student’s speaking in a number of
different ways such as pronunciation, fluency, use of lexis and grammar, and
intelligibility. We may want to rate their ability to get themselves out of trouble
{repair skills) and how well they successfully completed the task which we set
them.

The resulting analytic profile might end up looking like this:

Criteria Score (see analytic scales)

Pronunciation

Fluency

Use of vocabulary

Use of grammar

Intelligibility

Repair skitls

Task completion o N
For each separate criterion, we can now provide a separate ‘analytic scale’ as in
the following example for fluency:

-

Score Description

0 The candidate cannot get words or phrases out at all,
| The candidate speaks hesitatingly in short, interrupted bursts.
2 The candidate speaks slowly with frequent pauses, j
3 The candidate speaks at a comfortable speed with quite a lot
of pauses and hesitations.
4 The candidate speaks at a comfortable speed with only an §
occasional pause or upset. “
5 The candidate speaks quickly with few hesitations. ‘
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A combination of global and analytic scoring gives us the best chance of reliable
marking. However, a profusion of criteria may make the marking of a test
extremely lengthy and cumbersome; test designers and administrators will have
to decide how to accommodate the competing claims of reliability and
practicality.

¢  Scoring and interacting during oral tests: scorer reliability in oral tests is
helped not only by global assessment scores and analytic profiles but also by
separating the role of scorer {or examiner) from the role of interlocutor (the
examiner who guides and provokes conversation). This may cause practical
problems, but it will allow the scorer to observe and assess, free from the
responsibility of keeping the interaction with the candidate or candidates
going.

In many tests of speaking, students are now put in pairs or groups for
certain tasks since it is felt that this will ensure genuine interaction, and will
help to relax students in a way that interlocutor—candidate interaction might
fail to do on its own. However, at least one commentator worries that pairing
students in this way leads candidates to perform below their level of proficiency,
and that when students with the same mother tongue are paired together their
intelligibility to the examiner may suffer (Foot 1999: 52).

D Teaching the test

When students are preparing for a public exam or school test it is the teacher’s
responsibility not only to help them get their English to the level required, but also
tamiliarise them with the kinds of exam items they are likely to encounter, and give
them training in how to succeed.

Students can be prepared for future tests and exams in a variety of ways:

¢  Training for test types: we can show the various test types and ask them what
the item is testing so that they are clear about what is required. We can help
them to understand what the test or exam designer is aiming for; by showing
them the kind of marking scales that are used, we can make them aware of what
constitutes success. We can then give them training to help them approach such
items more effectively. After they have completed a test item type we can tell
them what score an examiner might give and why. We will also equip students
with appropriate negotiating language {see Chapter 19, A1) to help them get
over awkward moments in such tasks.

When training students to handle reading test items we will discuss with
them the best way to approach a first reading of the text, and how that can be
modified on second reading to allow them to answer the questions provided.

If the test or exam is likely to contain multiple choice questions, we can
help students to appreciate the advantages of finding the obvious distractor(s)
first. They can then work out what similarities and differences the other
distractors have so that they can identify the area of meaning or grammar that
is being targeted.
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Discussing general exam skills: most students benefit from being reminded
about general test and exam skills, without which much of the work they do
will be wasted. Such general skills for written tests include studying questions
properly, and then reading them again so that they are absolutely sure what
they should do. Students need to check their work over thoroughly before
considering that they have finished. They need to pace themselves so that they
do not spend a disproportionate amount of time on only one part of an exam.

Doing practice tests: students need a chance to practise taking the test or
exam so that they get a feel for the experience, especially with regard to issues
such as pacing. At various points in a course students can sit practice papers, or
whole practice tests, but this should not be done too often since not only will it
give teachers horrific marking schedules, but it will also be less productive than
other test and exam preparation procedures are.

Promeoting autonomy: although we can do a lot of exam preparation in class,
we need to impress on students that their chances of success are far greater if
they study and revise on their own. We will want them to read more, listen
more, work on self-study exercises, and use dictionaries and other means to
build up their language store. All of these activities are desirable for any student
{see Chapter 24, A1), but are especially appropriate when an exam is approaching.

Having fun: just because students need to practise certain test types does not
mean this has to be done in a boring or tense manner. There are a number of
ways of having fun with tests and exams.

If a typical test item asks candidates to put words in order to make
sentences {see B2 above), the teacher might prepare the class for this kind of
item by giving students a number of words on cards which they have to
physically assemble into sentences. They can hold them above their heads (so
that they cannot see the words on them) and their classmates have to tell them
where to stand to make a ‘human sentence’. Students can play ‘transformation
tennis’ where one student ‘serves’ a sentence, ¢.8. India is the country I would like
to visit more than any other and the receiving student has to reply with a
transformation starting with The country, e.g. The country I would most like to
visit is India (Prodromou 1995; 22-23). They can change the sex of all the people
in direct and indirect test items to see if the items still work and if not, why not.

Students can be encouraged to write their own test items, based on
language they have been working on and the examples they have seen so far.
The new test items can now be given to other students to see how well they have
been written and how difficult they are. This helps students to get into the
minds of their test and exam writers.

Ignoring the test: if students who are studying for an exam only ever look at
test types, discuss exam technique, and take practice tests, lessons may become
monotonous. There is also the possibility that general English improvement
will be compromised at the expense of exam preparation.
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When we are preparing students for an exam, we need to ignore the exam
from time to time so that we have opportunities to work on general language
issues, and so that students can take part in the kind of motivating activities
that are appropriate for all English lessons.

Chapter notes and further reading

¢ Public exams
Among the international exams which students can take are the following:

~ Cambridge exams are offered by the University of Cambridge Local
Examinations Syndicate (UCLES), Cambridge, UK (http://www.cambridge-
efl.org.uk). These are exams in general English. There are five main levels:
Key English Test {KET) for elementary candidates
Preliminary English Test (PET) for lower intermediate candidates
First Certificate in English (FCE) for upper intermediate candidates
Certificate of Advanced English (CAE) for upper intermediate/advanced
candidates
Certificate of Proficiency in English (CPE) for very advanced candidates

- City and Guilds Pitman qualifications offered by City and Guilds, London
(hitp://www.city-and-guilds,co.uk/Pitman/default.htm). Exams are offered in:
Communication in Technical English
English for Business Communication
English for Office Skilis
ESOL (English for Speakers of Other Languages)
ESOL for Young Learners
Spoken ESOL
Spoken ESOL for Young Learners

— IELTS (International English Language Testing System), administered jointly by
UCLES {see above), the British Council, and IDP Education, Australia
{hitp:/fwww.ielts.org).

IELTS scores (on a 0-9 band) are used especially by British and Australian
universities to gauge the level of would-be students or trainers/teachers.
There are papers in listening and speaking. Candidates then choose general or
academic writing, and general or academic reading.

— Diploma in English for International Communication is offered by the Institute of
Linguists, London (http://www.iol.org.uk) for anyone who has reached a degree-
equivalent level of attainment and does not have English as their first language.

— SESOL {Spoken English for Speakers of Other Languages) offered by Trinity
College London (www.trinitycollege.co.uk). These are one-to-one interviews
with an examiner at a level to suit the candidate.
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— TOEFL (Test of English as a Foreign Language) is offered by Educational
Testing Services, New Jersey, USA (http:/fwww.toefl.org).
TOEFL scores are used by colleges and universities in North America and
elsewhere to measure English proficiency for would-be students. The tests are
now computer-administered in parts of the world where this is possible.

~ TOEIC (Test of English for International Communication) is offered by TOEIC
Service International, Princeton, New Jersey, USA (http://www.toeic.com).
TOEIC scores are used by a number of companies in the USA and elsewhere to
judge the level of English of potential employees.

— Exams for Business are offered by the University of Cambridge Local

Examinations Syndicate (see above) and by the London Chamber of
Commerce and Industry (LCCI) (http://www.lccieb.org. uk/qualifications.htm).

Testing in general
The best and most accessible books on testing are still A Hughes (1989) and
C Weir (1993). See also ] C Alderson et al. (1995).

Cloze procedures

A Hughes (1989: 67—70) repeats his earlier claims that cloze passages taken from
real conversation transcripts can be good predictors of oral ability.

Oral testing
B Knight (1992) describes a fascinating workshop in which teachers investigate
how to measure students’ speaking skills.

Using rating scales

J Upshur and C Turner (1995) suggest replacing descriptive rating scales with
scales where test markers have to answer a series of binary {yes/no) questions
about student performance.
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The autonomous learner

However good a teacher may be, students will never learn a language — or anything
else — unless they aim to learn outside as well as during class time. This is because
language is too complex and varied for there to be enough time for students to learn
all they need to in a classroom, Even if students have three English lessons a week, it
will take a great number of weeks before they have had the kind of exposure and
opportunities for use which are necessary for real progress. As David Nunan
suggests, not everything can be taught in class (Nunan 1988a: 3), but even if it could
a teacher will not always be around if and when students wish to use the language in
real life (Cotterall 1995: 220).

To compensate for the limits of classroom time and to counter the passivity that is
an enemy of true learning, students need to develop their own learning strategies, so
that as far as possible they become autonomous learners. This does not always happen
automatically, Attitudes to self-directed learning are frequently conditioned by the
educational culture in which students have studied or are studying (see Chapter 6,
B1, and az below); autonomy of action is not always considered a desirable
characteristic in such contexts. Teachers sometimes, as a result, encounter either passive
or active resistance if they attempt to impose self-directed learning inappropriately.

Even where there s no resistance to self-directed learning, some students will be
more successful than others as autonomous learners because of their learning
style(s) (see Chapter 3, B3). Icy Lee points out that some of her students responded
well to work in this area after they had signed a ‘learner contract’ with their teacher,
but that others were not nearly so successful (Lee 1998). The more enthusiastic of
her learners spent more time learning ‘on their own, and felt more positive about
themselves and about learning both during and after a term in which self-directed
learning had been actively promoted by their teacher. They were confident that they
would continue learning on their own after the course. The less enthusiastic
learners, however, suffered from low self-esteem, had an ambivalent attitude to
learner autonomy and spent less time in self study than their peers. They were
unlikely to continue studying on their own after the course had finished.
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Despite such variation, however, there are various ways that we can help students
to become autonomous learners, both during language courses and then for
continuing learning when such courses have finished.

Routes to autonomy
Teachers can promote autonomous learning in a number of ways:
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Learner training: in the classroom we can help students to reflect on the way
they learn, give them strategies for dealing with different kinds of activities and
problems and offer them different learning-style alternatives to choose from.

Reflection helps students to think about their own strengths and weaknesses
with a view to making a plan for future action. Thus, for example, we might ask
students to complete a questionnaire in which they profile their feelings about
aspects of language:

How difficult do you think each of these language areas are?
Give a score from 0 (= very easy) to 5 (= very difficult). Say why you
have given each score,

Score
{0-5} | Comment

Language area

Grammar

Words and phrases
Pronunciation
Listening

Reading

Writing

Speaking

Personal language reflection

We can then probe the student’s self-analysis in more detail, discussing with
them issues such as why listening is difficult and what strategies they might
adopt to deal with this {(see Chapter 14, A4 and Chapter 168}. We can refer them
to practice exercises for grammar or vocabulary and tell them where to find
pronunciation practice or extra reading (see Chapter 15, a1).

Having students reflect privately on how they learn can be enhanced by
frequent discussion of the learning experience. At certain times (such as at the
end of every two weeks) students can be asked to describe their favourite
lessons, and say which lessons or parts of lessons they found easiest or most
difficult and why. They can discuss how and why they remember certain words
and not others (they often remember ones they love or hate, or ones that they
notice often and in different contexts} and what they might do to help them
with the less memorable or difficult words (writing their own sentences,
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looking for them in anything they read, reading more, memorising lists). They
can also be encouraged to evaluate their own progress (see Chapter 7, 82) by
answering questions about how well they think they have learnt the material in
the last few lessons.

We can have students reflect on the language itself: they can list the most
difficult grammar they came across, or say what their favourite ten new words
have been in the last fourteen days. We can give them opportunities to ask us
specific questions about things they are having difficulty with,

Students can be given specific strategies for better learning. This may be
given in the form of ‘learning hints, such as these:

» Make your own vocabulary notebook.

« List the words in the notebook alphabetically.

+ For each word write an example sentence showing how the word
is used, for example:

library | went to the library and borrowed a book for
two weeks.

Vocabulary ‘learning hints’

When training students to be better readers (see Chapter 15), we can encourage
them not to worry about the meaning of every single word when they are
reading for gist (see Chapter 14, A4). When training students in speaking, we
can give them exponents for turn-taking (see Chapter 17, a2); for listening we
can show them how to recognise the meaning of various intonation patterns,

When training students in writing skills (see Chapter 18B) we may want to
train them in effective note-taking or composition planning. However, we need
to be cautious about the way we do this. Rather than attempting to impose our
own habits on students, we might instead offer them three alternatives (as in
the example below} as a stimulus for discussion and as prompts for their own
future note-taking methods:
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Three possible note-taking techniques

Homework: learner autonomy gets a powerful boost the first time that
homework is set for students to do out of class. They will now have to study
without the help of a teacher.

Homework is not easy for teacher or students to get right. In the first place a
decision has to be made about how much homework to set. Many school and
college students have a number of different subjects to contend with, and English
homework sometimes gets put to the bottom of the pile. When students are
adults working in full-time jobs, the demands of self study may have to fight it
out with work, family responsibilities, and other pursuits and hobbies.

In order to get the level just right, teachers need to discuss with students
how much homework they can cope with, given the other commitments they
have. If there is class agreement between students and teacher about what is
reasonable, there is a much greater chance of compliance (see Chapter 9, B1 for
agreement on a general code of conduct).

Homework is frequently seen as a necessary evil rather than as an
important contribution to learner autonomy. The teacher Lesley Painter
noticed that when she set homework tasks she looked at her students and
noticed their ‘glazed expressions’ (Painter 1999: 42). Her students did the
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homework, but it bored them. They were not engaged by it and neither was she.
Her response was to think how she might make homework ‘more relevant to
their personal and language-learning needs. She constructed a homework
questionnaire which students could administer to each other and to students in
other classes. In the questionnaire respondents were asked what type of
homework they were normally given, whether they ever skipped homework and
why, and what homework they would find most useful. They were then asked to
dream up a fun activity which both they and their classmates would find useful.

The result of this questionnaire was that the nature of homework tasks
started to change dramatically. They now included scanning English language
newspapers to report back on stories they found, writing film reviews,
collecting real-life language examples, presenting English language songs to
their classmates, or researching a topic for a future written or spoken
performance.

None of these activities are particularly new, but, as Paintter suggests, they
are student-driven and, as a result, command much greater student
engagement. As with all successful moves to encourage greater student
autonomy, teacher and students together arrived at techniques and exercises
which best suited the students themselves. Homework tasks become more like
personal schemes of study, relevant, interesting, and useful.

Keeping ‘learning journals’ many teachers ask students to keep journals or
diaries of their learning experiences, in the hope that their students will then
reflect on their lessons, explore their successes and difficulties, and come to a
greater understanding about learning and language.

Journal writing can be entirely voluntary or the teacher can set aside time
for writing (ten minutes at the end of every Friday). Students can be directed to
either write about anything they want, to write about what they have learnt in
their lessons (and how they feel about it} or to write entries using recently
studied language.

Once students have started keeping journals, the way we respond to them
may determine whether or not they keep them up. We might first discuss with
the students exactly what responses they can expect from us. For example, we
might decide to comment on content only. This would have the advantage of
opening up a dialogue about learning and related issues without worrying
overmuch about correct language use. But we might also agree to offer
language comment or make suggestions about how to improve.

Soime teachers write letters rather than have students keep journals. Mario
Rinvolucri started a course by writing the same letter to all his students inviting
them to write back to him about anything they wanted (Rinvolucri 1983, 1995).
He then entered into a correspondence with some of the class, and because the
communication was written and personal, he was able to address learning
problems in a way that was easier than in face-to-face interactions, especially
during a whole-class discussion.
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There are some dangers to letter writing of this kind — and to journal
keeping in general. We may want to keep a greater distance between ourselves
and our students than letter writing, especially, seems designed to encourage.
Responding to letters and journals also takes time. Yet the advantages of having
students think about what they are doing outweighs the disadvantages in the
eyes of many teachers.

The self-access centre (SAC)

A useful adjunct to classroom learning — or indeed alternative to it — is the self-
access or open learning centre. In SACs students can work on their own (or in pairs
and groups) with a range of material, from grammar reference and workbook-type
tasks to cassette tapes and video excerpts. SACs may have large collections of learner
literature (see Chapter 15, A1), dictionaries (see Chapter 124), reading texts and
listening materials. Increasingly, SACs are equipped with computers for reference
and language activities, together with access to the Internet and the rich possibilities
it provides (see Chapter 10r). Where possible, SACs are rooms divided into sections
for different kinds of material, though it is also possible to put large amounts of self-
access materials on a trolley that can be wheeled from class to class,

The idea of a self-access centre is that students should drop into it either as a
regular part of the timetable or in their own spare time. Some students may not
actually be following a regular course, but may have signed up to be allowed to use
the SAC even though they are not in any English class. Once inside the room,
learners will decide what work to do, find the right kind of material, and settle down
to complete the learning task. However, in order for this procedure to work
effectively, a number of things have to take place.

®  Classification systems: nothing will de-motivate a student more than trying
to work on something that is too easy or way outside their reach, Yet this is a
distinct possibility unless there is a clear system of classification which details
the type of material and the level it is designed for. Thus when students come
into a SAC they should find it easy to know where listening material is kept,
what kind of listening material there is, and what levels are available. Such
classification information shouid be visually prominent, using colour coding
and/or clear labelling. Students should also be able to consult a card index or
database. Guidance will also be needed for students who wish to access the
Internet so that they do not waste their time on fruitless searches and
inappropriate web sites (see Chapter 10F).

¢ Pathways: once students have completed an exercise, they can be given
suggestions about where to go next. The material they have been using can list
other items on the same topic or comment that, for example, Now you have
done this scanning exercise, you might want to try R/6/2 which asks you to skim a
text — another important reading skill. The activity thus becomes the jumping-
off point for students to follow pathways suggested by SAC designers (and
written into the material itself).
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SAC assistants and teachers have a major role to play in helping students to
use the centres successfully and follow appropriate pathways. Students can be
shown where things are, be helped with hardware and software problems, and
directed down new pathways. In order to help students in this way teachers
need to be fully aware of a centre’s contents and benefits, and trained - through
induction materials, specially designed SAC lessons, and staff seminars — to help
students appropriately (O'Dell 1992}.

Although the materials and/or the teacher may suggest pathways for users
to follow, our eventual aim is that students should be able to design their own
routes for maximum personal benefit.

Training students: most students, left to their own devices in a self-access
centre, will not know how to use the facility to its best advantage, however good
the classification system is. A self-access centre is likely to look either boring or
intimidating, To prevent this situation students need to be trained to use
centres appropriately.

Some teachers provide training in class, giving students clear tasks and then
taking them directly to the SAC to have them complete these tasks, This can
happen on a regular basis over a period of weeks, at the end of which time the
students are thoroughly familiar with what is in the centre and how best to use
it. Many teachers design quizzes to get students hunting around the centre, in
the process finding out what it has to offer. Guy Aston took a slightly different
approach; he told his students to explore the centre, trying out the machines
and rumimaging through the shelves, with a view to producing leaflets and
notices to show other students how to use them. Thus one group wrote about a
concordancing package and other computer-based programmes with advice on
which items were the best; another group gave advice on the video material
{Aston 1993). The need to make things clear for their colleagues meant that
students spent more time than they might otherwise have done investigating
the contents of the centre.

Even though students have been trained to use a self-access centre, they will
still benefit from the help that assistants and teachers can give them in the
centre itself,

Making self-access centres appropriate for students: one view of a SAC
has a group of individual students sitting apart from each other in silence,
working profitably and autonomously. Yet as Jeremy Jones points out: “To make
autonomy an undiluted educational objective in a culture where it has no
traditional place is to be guilty at least of cultural insensitivity’ (Jones 1995: 229).
Working at Phinom Penh University in Cambodia, he was concerned to make
SAC use appropriate to the styles of learning which his students found most
comfortable. Clear evidence suggested that students enjoyed working
collaboratively and so, instead of the usual individual seating spaces in many
SACs, students could choose more ‘coffee-table’ places, designed specifically to
have groups working together. There was a higher tolerance of noise than might
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be expected in some other places, and tasks were designed which specifically
encouraged pair and group interaction.

Anyone setting up a SAC or designing material and tasks for use in it should
think carefully about who is likely to use it and what patterns of use will be
most culturally appropriate. One way of doing this is to set up a student
advisory panel who take part in planning and evaluating the centre. Apart from
guaranteeing the involvement of those particular students, this has the potential
for a SAC design which really meets the needs of its users.

Keeping interest going: SACs really come into their own when students take
the decision to go and study there by themselves — and continue to do so over a
period of time. For this reason, administrators and teachers have to devise
methods to keep users involved and interested.

One way of doing this is to give students a feedback sheet to fill in after
every activity. Though such forms are ostensibly for the centre’s use the process
of reflecting on an activity helps to maintain the user’s engagement and
prepares them for the next task.

Another means of maintaining student involverment is through a SAC-
users’ committee which students can apply to become members of. With
monthly meetings which bring about change and improvement, they have a
genuine part to play in directing the centre’s present and future course.

An ideal way of keeping users ‘on board’ is for the centre to provide a
monthly or quarterly newsletter and/or web site in which students and centre
administrators list new material, and new ways of using things. Different
pathways can be explored, and different users can be profiled. The
newsletter/web site can run competitions and include the kind of news and
gossip that newsletters in other fields use to keep their members involved.

After the course

At some stage in any student’s learning life, they will find themselves studying on
their own, either out of choice or because they cannot attend lessons or use a self-

access centre, We need, therefore, to give them help and advice about how to
continue with their learning when they have stopped attending our lessons.
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Staying in touch with the language: for those students who wish to continue
learning the most important thing we can tell them is that they should stay in
contact with English. They can do this by finding an English language TV or radio
channel, by watching English [anguage films, especially those with subtitles (see
Chapter 20, c2}, by listening to pop songs (especially if they can get hold of the
lyrics), or by reading English language newspapers, magazines, and novels.
Students should also use the various sources of learner literature (see Chapter 15,
A1}, reading and rereading as many books at their level of proficiency as possible.
Students can also be encouraged to use the Internet for learner sites (see Chapter
10F) or as a varied general English language resource. They can also sign up for
Internet-based courses (see, for example, the sites listed at the end of Chapter 21).
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Training students to continue learning: much of the advice that students are
given about continued learning is not taken up (Braymen 1995). It is too general
and though students know it is all sound counsel, they cannot follow the advice
because the whole idea is too ‘big), too amorphous. We need, therefore, to offer

specific guidance which will allow them to focus on exactly what suits them best.

The first thing we need to do is to include ‘continuing learning’ as a topic in
the syllabus. We can involve students in awareness-raising activities; together we
can list all available sources of English before discussing which are most
appropriate for their individual needs and how and where to get hold of them.
We can consider the various skills that the students might want to work on
(see Chapters 14-19), and revisit various styles of language study (Chapter 11}
and language research {Chapter 12) which they can usefully carry out on
their own.

To train students in ways of using resources at their disposal, we can organise
‘self-study’ projects. We might direct them to watch an English language news
channel (or video) and note down the main story headlines before following up
those stories in newspapers or on the Internet under our guidance, At the beginning
we can provide the material on tape, but later students can start accessing news
material on their own, using the techniques we have practised earlier.

We can get students to use classroom techniques on their own, encouraging
them to predict the content of texts before they read in detail, and then decide
on a maximum of ten unknown words to look up in their dictionaries after
they have read (see Chapter 15, A3). We can train them to be their own language
researchers by looking for new words and patterns that they have come across
in subsequent texts.

Personal plans: we can negotiate personal study plans for future use based on
our students’ individual needs. Thus we might have them complete ‘work cards.
The following example is for a learner at intermediate level who works in an
office where the British magazine The Economist is available, who has their own
learner dictionary (see Chapter 124}, and who has a copy of the vocabulary
book English Vocabulary in Use (McCarthy and O'Dell 1994):

Aim: to improve "y mbulm,
Tasks:

1 Read at least Hhvee magaz.ina avticles from The Economict’ every week For
cach arficde nofe down three words | want fo know the moaning_of Look the

word up in my dictionary Find the words ags‘m in next weekl arficles and
check (with the dictionary) that they mean the. Same in the new articles
Do one wnit from 'Enéligh Vocabwlary in Use’ every week and check with the
angwer key anel my dioﬁoﬂan?

If we do not have time for this, we can offer general work plans for anybody
and everybody in which we list, for example, three good techniques for
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maintaining listening ability (and where to find listening material), or give
details of Internet sites for language learners.

¢  Staying in touch: we can encourage students to stay in touch with each other
after the course either by letter, e-mail, or through meeting up with each other
from time to time, That way they can consult each other about problems, talk
about the best magazines or books to read, share the most enjoyable web sites,
or tell each other the best places to find English speakers to talk to.

The developing teacher

A potential danger for many teachers is that though each year or term brings us new
groups of students with challenging individual personalities and distinct group
dynamics, it is sometimes difficult to maintain a sense of excitement and engagement
with the business of teaching. The constant repetition of lesson routines, the revisiting
of texts and activities with student reactions that become increasingly predictable, can —
if we do not take steps to prevent it — dent even the most ardent initial enthusiasm,

Perhaps what we are talking about is the difference between teachers ‘with twenty
years’ experience and those with one year’s experience repeated twenty times’ (Ur
1996: 317). Teachers who seek to develop themselves and their practice — despite, or
because of, their ‘twenty years’ experience’ — will benefit both their students and
themselves far more than those who, by constant and unthinking repetition,
gradually become less and less engaged with the task of language teaching.
Development may be a move from ‘unconscious incompetence’ (where we are
unaware that we are doing something badly) to ‘unconscious competence’ (where
we do something well without having to think about it). In order for this to happen
we have to become aware of our incompetence (conscious incompetence) and know
that we have made it better (conscious competence) (Underhill 1992: 76).

Development may be brought about by breaking our own teaching rules or
norms as a way of challenging what we have taken for granted (Fanselow 1987). It
may involve trying out new ideas or changing the ways we use old ones. It may
involve investigating something that puzzles us or that we do not know about. But in
all these cases our intention is not only to improve our own performance, but also to
learn more about teaching and about ourselves,

Many teachers transform their professional lives by entering in-service training
programmes, by studying for higher teaching qualifications, or by getting a place on
a postgraduate course such as an MA in Applied Linguistics or TESOL. Such
training not only offers chances for promotion, but also adds to our knowledge of
issues which a heavy teaching timetable often makes it difficult to consider. Apart
from such formal training, however, there is a great deal we can do to ensure that we
continue to develop and grow.

Action research
Action research is the name given to a series of procedures teachers can engage in,
either because they wish to improve aspects of their teaching, or because they wish
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to evaluate the success and/or appropriacy of certain activities and procedures.
Julian Edge describes a process where a teacher, feeling unhappy about what she is
doing, sets out on her own course of action to see how she might change things for
the better (Edge 1999). The teacher is worried about the kind of feedback she gives in
distance-learning courses. She feels her criticisms often seem very negative, She does
some reading on the subject of feedback and then sends out her conclusions to
students and colleagues for their opinions on her conclusions. Once she has
synthesised all these opinions she issues her criteria for giving feedback. Her
students are then asked to grade her feedback according to these criteria, She tries
giving spoken feedback on cassette and finds that student response is very
favourable. However, one student points out that written notes were much easier

to refer back to later. The teacher then talks to her colleagues about what has
happened so far. Some of them decide to try taped oral feedback; some decide to
remain with written feedback. The teacher then writes up the whole process as an
article for a teachers’ magazine. The point of this description is that, like much
action research, theory comes out of experience rather than experience being
dependent upon theory.

The teacher described by Julian Edge is following a version of the classic action
research sequence in which teachers first consider problems or issues in their
teaching which lead them to design questions {or use other methods) in order to
collect data. Having collected the data they analyse the results, and it is on the basis
of these results that they decide what to do next. They may then subject this new
decision to the same examination that the original issue generated (this possibility is
reflected by the broken line in Figure 27). Alternatively, having resolved one issue
they may focus on a different problem and start the process afresh for that issue.

identify a problem/issue 4 -
1 b

think of questions to ask/information to be gained \
collect data

analyse data

L | - o
decide on furure action Sl

FIGURE 27: An action research cycle

A Y
y
w

¢  Aims: there are many possible reasons for conducting our own action research.
We may want to know more about our learners and what they find motivating
and challenging. We might want to learn more about ourselves as teachers —
how effective we are, how we look to our students, how we would look to
ourselves if we were observing our own teaching. We might want to gauge the
interest generated by certain topics, or judge the effectiveness of certain activity
types. We might want to see if an activity would work better done in groups
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rather than pairs, or investigate whether reading is more effective with or
without pre-teaching vocabulary.

It is a good idea to think carefully about what our aim is before we embark
upon research. Although general observation on its own often yields results,
identifying a specific aim is far more effective in terms of deciding how to
collect the data we need.

Methods: there are a number of different methods for collecting the data
we need:

KEeEPING A JOURNAL: many teachers keep a record of what they and their
students do in the form of a journal or diary. This encourages them to reflect
upon their practice, and allows them to compare different reactions and
re-evaluate the predi¢tions that were made based on what actually happened.

OBSERVATION TasKs: we ¢an record who speaks when in class, how many times
each individual student asks for the teacher’s help over a week’s study, who
chooses to sit with whom in freely-chosen pairs, or count how many times
certain specific items of language are used. We can watch and make written
records of student language production in general.

If we set ourselves tasks such as these, the data we collect will often be more
reliable than more general reflection such as journal keeping. Everything will
depend on identifying our aims and choosing the most appropriate methods
for the data we think we need.

Videotape and audiotape are especially useful for precise observation tasks
since they allow us to watch and/or listen to events repeatedly. If we have taped
one group working over a period of time, we have the opportunity to identify
exactly who says what and how the members of a group interact with each
other. If a class is filmed as they respond to an activity we have a chance to
measure their reactions objectively. Video filming also allows us to watch
ourselves (see Chapter 20, D6); where we decide to change something for the
sake of variety (see Chapter 224 and B4), the videotape helps us to gauge the
effects of the change. Audiotape can be used in this way too, though without the
visual element it is often less easy to use.

INTERVIEWS: we can interview students and colleagues about activities,
materials, techniques and procedures. However, a lot will depend upon the
manner and content of such interviews. When we discuss something with the
whole class, for example, the results we get will be unreliable since not all
students are prepared to offer an opinion, especially if it runs counter to a
perceived majority opinion. Even with one-to-one interviews (if there is
enough time for this), a lot will depend upon the questions we ask and how
well we listen to the answers we are given.

An alternative to whole-class interviews is for teachers to ask students to
discuss certain issues in small groups and then have group reporters give their
conclusions back to the whole class.

i
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WRITTEN QUESTIONNAIRES: these are often more effective than interviews,
especially when administered to individual students. Questionnaires can get
respondents to answer open questions such as How did you feel about activity
X7, “yes/no’ questions such as Did you find activity X easy?, or questions which
ask for some kind of rating response, for example:

Activity X was:

extremely easy 0 easy Q quiteeasy O

difficult Q very difficult O impossible U
S———T

We can also ask students to rate the qualities of an activity in order of importance
or write a short paragraph about an activity, some material, or a unit.

LANGUAGE PROGRESS: we can measure the students’ language progress as a
result of our new and different activities through homework assignments and
test results,

Data collection frequently involves more than one method. Indeed the more
methods we use, the more reliable our analysis is likely to be. By weighing up our
journal entries, our observations, and our students’ written responses, we willbe in a
good position to decide on future action.

Professional literature

There is much to be learnt from the various methodology books, journals, and
magazines produced for teachers of English. Books and articles written by teachers
and theorists will often open our eyes to new possibilities. They may also form part
of the action research or ‘search’ and ‘research’ cycles discussed above, either by
raising an issue which we want to focus on, or by helping us to formulate the kinds
of questions we wish to ask.

There are a number of different journals which cater for different tastes (see the
list at the end of this chapter); whereas some report on academic research, others
prefer to describe classroom activities in detail, often with personal comment from
the writer. Some journals impose a formal style on their contributors, whereas
others allow for a variety of approaches, including letters and short reports. Some
journals are now published exclusively on the Internet, while others have Internet
archives of past articles.

Developing with colleagues
Not all reflection, action research, or reading needs to be done by teachers working
alone. There are many ways teachers can confer with each other.

¢ Cooperative/collaborative development: teachers need chances to discuss
what they are doing and what happens to them in class, so that they can
examine their beliefs and feelings. However much we have reflected on our own
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experiences and practice, most of us find discussing our situation with others
helps us to sort things out in our own mind. This has given rise to the concept
of cooperative development (Edge 1992a, 1992b), where the role of the listener
is crucial since ‘the queen of facilitative skills is listening in a non-judgemental,
respectful and empathetic way” (Underhill 1992: 79).

In cooperative development, speakers interact with understanders; a
teacher, in this case, talks to an empathetic colleague. The empathetic
colleague (the understander) makes every effort to understand the speaker
but crucially, in Edge’s realisation, does not interpret, explain, or judge what
he or she is hearing. All that is necessary is for the understander to say ‘this
is what I'm hearing. This is what I've understood. Have I got it right?’

(Edge 1992a: 65).

This style of empathising is similar to ‘co-counselling, where two people
agree to meet, and divide the allotted time in half so that each is a speaker and
listener for an equal time period (Head and Taylor 1996: 143-144).

Charles Lansley, while sympathetic to the idea of empathetic colleagues,
suggests that just listening does not change anything {Lansley 1994) and that
‘phatic communion’ may even reinforce the opinions that the speaker started
with. People do not progress, he suggests, just by having good listeners agree
with them all the time. What is needed is collaborative development, a
sympathetic but critical discourse where colleagues challenge what each
other says, tease out exactly what they mean, and subject their beliefs to
careful scrutiny. :

Peer teaching, peer observation: in our teaching lives we are frequently
observed by others. It starts on teacher training courses and goes on when
academic coordinators, directors of study, or inspectors come into our class as 4
part of some quality control exercise. In all these situations the observed teacher
is at a disadvantage since the observers — however sympathetically they carry
out their function — have power over the teacher’s future career.

Peer observation and peer teaching, on the other hand, involve colleagues —
who are equal — watching and teaching together so that both may be helped in
their understanding and practice.

There are various forms of peer teaching. In the first, two teachers hold a
dialogue in front of the class about a language point, a text, or an aspect of
culture. Students gain from hearing different views on the same topic, and the
participating teachers learn through their public interaction with each other.
Sometimes two teachers can take different parts of the same lesson so that at
one stage one might be acting as organiser and then observer, while the other
plays the roles of prompter, and resource {see Chapter 4B). At other points in
the lesson one teacher could explain a grammar point before the other takes
over to run a short controlled practice session.

A more formal way of organising peer teaching and observation is for two
teachers to plan a lesson which one of them then teaches. After the lesson they
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both describe what happened to their joint plan and detail their experiences of
the lesson. They can then discuss how it could be improved. For the next class
the position is reversed.

As teachers most of us are understandably nervous about having other
people observing our lessons. However, when we work with peers this
nervousness is dissipated, and the result of our collaboration helps each
participant to develop as teachers and as people.

The teachers’ group: one of the most supportive environments for teachers,
where real teacher development can take place, is the small teachers’ group.

In this situation colleagues, usually working in the same school, meet together
to discuss any issues and problems which muay arise in the course of their
teaching.

Some teacher development meetings of this kind are organised by
principals and directors of study. Outside speakers and animators are
occasionally brought in to facilitate discussions. The director of studies may
select a topic — in conjunction with the teachers — and then ask a member of
staff to lead a session. What emerges is something halfway between bottom-up
teacher development and top—down in-service teacher training {(INSETT). At
their best, such regular meetings are extremely stimulating and insightful. In
many schools an INSETT coordinator is appointed to arrange a teacher
development programme. Where this is done effectively, he or she will consult
widely with colleagues to see what they would most like to work on and with,

A popular alternative is where a group of teachers takes the decision to meet
once a week and runs what is, in effect, its own support group (Plumb 1994).
Any member of the group can suggest topics for future meetings; topics can
range far and wide, from new ideas for pronunciation teaching to how to react
when stidents make complaints, from the most appropriate kind of clothes to
wear for teaching to five new uses for the video camera. The point of this kind
of peer development is that teachers themselves are in charge of it, and as such
are best placed to identify areas for development which are most relevant to them.

Teachers’ associations: there are many teachers’ associations around the
world. Some of them are international such as JATFFL based in Britain and
TESOL, based in the USA; some are country-based such as JALT (in Japan),
FAAPI (in Argentina), ELICOS (in Australia) or ATECR (in the Czech
Republic); still others are smaller and regional such as APIGA (in Galicia,
Spain)}, or BELTA (in Bournemouth, England).

Teachers’ associations provide two possible development opportunities:

CoNFERENCES: attending conferences, meetings, and workshops allows us to
hear about the latest developments in the field, take part in investigative
workshops, and enter into debates about current issues in theory and practice.
We can ‘network’ with other members of the TEFL community, and best of al}
we learn that other people from different places, different countries and systems
evert, share similar problems and are themselves searching for solutions,
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PrESENTING: submitting a paper or a workshop for a teachers’ association
meeting, whether regional, national, or interniational, is one of the most
powerful catalysts for reflecting upon our practice, When we try and work out
exactly what we want to say and the best way of doing it we are forcing
ourselves to assess what we do. The challenge of a future audience sharpens
our perceptions.

Some teachers get very nervous about presenting, vet audiences of their
peers are on the whole overwhelmingly supportive and friendly. Teachers
who present to them, work with them, or lead discussions usually find their
self-esteem enhanced, their beliefs challenged and expanded, and their
possibilities for the future expanded.

The virtual community: there are now a large number of channels on the
Internet by which teachers can ‘talk’ to each other, exchanging ideas and
opinions, and asking for help. Some of these, like TESL-L are extremely large,
with daily postings of anywhere between fifteen and thirty submissions. Some
of them, on various more or less formal sites, are smaller. Many language
departments, institutes, and schools operate their own teacher-talk sites for
people to visit and exchange information.

Teachers who work on their own or feel isolated can enter into interesting
discussions on these sites. In particular, they can post questions (asking for
information about books, places, techniques, etc,) which someone will
probably be able to answer,

Communication via the Internet will, hopefully, never replace face-to-face
encounters; it cannot really emulate cooperative and/or collaborative
development or peer teaching, for example. But in subscribing to some
teachers’ mailing lists, we can keep ourselves in touch with a larger teacher
community, so that the information we find there, and the ‘discussions’ we
enter into, can all feed into our continuing development.

4 A broader view of development
In order to enhance professional and personal growth, teachers sometimes need to
step outside the world of the classroom where the concentration, all too frequently,
is on knowledge and skill alone. There are other issues and practices which can be of
immense help in making their professional understanding more profound and their
working reality more rewarding, such as:
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Learning by learning: one of the best ways of reflecting upon our teaching
practice is to become learners ourselves so that our view of the learning—
teaching process is not always influenced from one side of that relationship. By
voluntarily submitting ourselves to a new learning experience especially (but
not only) if this involves us in learning a new language, our view of our
students’ experience can be changed. We might suddenly find out how
frightening it is to speak in class (Lowe 1987); perhaps we will realise that many
‘communicative’ activities are mundane, or realise how difficult it is to speak
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when we have nothing much to say (Ahrens 1993a); we might be surprised by
how much we want to go through texts word for word (Gower 1999). It can

be eye-opening to find out how important our teacher’s approval is for us,
how susceptible we are to teacher criticism, or to realise how important it is for
the teacher to set us clear goals and guide us in other ways.

Those who teach a language which they themselves learnt as a foreign or
second language will, of course, have highly relevant memories of the experience.
Teachers who teach their first language will not have the same history. However,
in both cases, continuing {or restarting) as a learner will offer significant
insights into the whole business in which we are engaged as professionals.

Mind and body: in his article ‘Finding the centre’ Alan Maley suggested that
because teachers have stressful jobs, they need to pay attention to their physical
well-being, not only so that they can teach better but also so that they can
survive, learn, and grow as people (1993: 14).

Teachers need to care for their bodies to counteract stress and fatigue. Katie
Head and Pauline Taylor (1996: Chapter 6) suggest techniques for breathing
and progressive relaxation. They advocate the use of disciplines such as Tai Chi,
yoga, and the Alexander technique to achieve greater physical ease and
counteract possible burnout.

One of a teacher’s chief physical attributes is the voice. Roz Comins observes
that at least one in ten long-serving teachers need clinical help at some time in
their career (1999: 8) to counteract vocal damage. Yet voice is part of the whole
person, both physically and emotionally. When we misuse it, it will let us down.
But when we care for it, it will help to keep us healthy and build our confidence.
We can do this by breathing correctly, and resting our voice and ourselves when
necessary. We can drink water or herbal tea rather than ordinary tea, coffee or
cola if and when we suffer from laryngitis; we can adjust our pitch and volume,
and avoid shouting and whispering.

Supplementing teaching: one way of countering the potential sameness of a
teacher’s life is to increase our range of occupations and interests, so that teaching
becomes the fixed centre in a more varied and interesting professional life.

There are many tasks that make a valuable contribution to the teaching and
learning of English. First among these is writing materials — whether these are
one-off activities, longer units, or whole books. Materials writing can be
challenging and stimulating, and when done in tandem with teaching can
provide us with powerful insights, so that both the writing and the teaching
become significantly more involving and enjoyable.

It is not just materials writing that matters here, however. There are other
things of equal potential interest, Some people write jtems for public exams,
Some make tapes or set up web sites. Some help to organise entertainments for
their students or run drama groups, sports teams, or conversation get-togethers.
But whatever the tasks are, the positive effects of them can be felt in all aspects
of our professional lives.
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Chapter notes and further reading
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Learner training and learner autonomy

See A Scharle and A Szabo (2000). The most often cited work in this area —and
still one of the best — is G Ellis and B Sinclair (1989) which expounds a theory of
learner training and then provides a range of activities for preparation and skills
training. See also K Bertoldi et al. (1988) which describes a three-stage process
from awareness to action, and L Dickinson (1987). M Geldicke {2000) describes
how she gives learners ‘action plans’ to guide their learning and S Cotterall {1995)
discusses course design principles for promoting learner autonomy.

Student journal writing
See L Lonon Blanton (1987) and K Richards (1992).

Classification systems in self-access centres
See L Barnett and G Jordan (1991) for a description an early database.

Pathways in self-access centres
See C Gierse (1993) and L Barnett and G Jordan (1991).

Learning outside the classroom
Two articles which are well worth reading are N Braymen (1995) and N Pickard
(1996).

The developing teacher

On teacher development see especially the excellent K Head and P Taylor (1996),
S Bax (1995), ] Edge and K Richards (1993), D Nunan (1989b) and A Underhill
{1991). IATEFL (see below) has a special interest group (SIG) devoted to teacher
development which publishes its own newsletter.

Reflective teaching
The best all-round book on the subject that I know is M Wallace (1998).

Keeping journals
The most impressive published teacher journal is ] Appel (1995) — a whole book of
reflections on his teaching experiences.

On journals as training tools, see ] McDonough (1994). S Hundelby and S Breet
(1988) used journals as a kind of self-generated methodology book when giving
Chinese teachers language improvement courses. See also J Jarvis (1992),

S Thornbury (1991b), H Woodfield and E Lazarus (1998).

Observation tasks
D Kurtoglu Eken {(1999) suggests having students themselves perform observation
tasks as a way of collecting lesson data.

Peer teaching
See W Assinder (1991) and D Britten (1991).
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¢ Teacher development groups
K Head and P Taylor (1996: Chapter 5) describe different kinds of/experiences
with teacher development groups.

* Voice
See A Maley (2000), R Comins (1999), and R Whitehead in K Head and P Taylor
{1996: 137-139).

* Teachers’ associations
Two of the major international teachers’ associations {whose web sites have links
to other associations) are:

— {IATEFL) The International Association of Teachers of English as a foreign
language, 3 Kingsdown Chambers, Kingsdown Park, Tankerton, Whitstable,
Kent CT5 2DJ, UK (http://www.iatefl. org/)

— (TESOL) Teachers of English to Speakers of Other Languages,
1600 Cameron Street, Suite 300, Alexandria, Virginia 22314, USA
(http:/fwww.tesol.edu/)

¢ Journals for teachers Some of the more useful journals for teachers are:

— English Language Teaching Journal (ELT]), published jointly by the British
Council and Oxford University Press. (http://www.eltj.oupjournals.org/) —
articles are both practical and research-based and cover the full range of topics
to do with language, methodology, class management, and theory. Niche
Publications (http://www.niche-publications.co.uk/) supply a CD-ROM with
all the articles from 1981-1998.

— Modern English Teacher (MET) published by Pearson Education Ltd — a variety
of articles with classreom ideas, current issues, ‘about language; tips and hints
for individual activities, and book reviews (hitp://www.onlineMET.com/}.

— English Teaching Professional (ETP) published by First Person Publishing —a

practical magazine with articles on background theory, classroom activities,
teacher development, etc. (http://www.etprofessional.com/)

¢ Online journals, newsletters, ELT mailing lists and other teacher sites
There are too many teacher sites on the Internet to list here. [nstead, teachers may
want to go to some of the ‘gateway’ sites which offer links of all sorts for teachers.
At the time of writing two of the best links sites are:

- David Eastment’s links page at http://www.eastment.com/links.html/

— The Internet TESL Journal’s links page — one of the biggest around - at
http://www.aitech.ac.jp/%7Eitesli/links/
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Follow-up tasks

Chapter 1

1 Pick a commeon language function, such as inviting someone, thanking them, or
acknowledging thanks. How many different variations can you think of for this function in
the English used in different countries or different language communities within a country?

2 What effects has the introduction or learning of English had upon other languages (or a
particular language you know about) which it has come into contact with?

3 Profile a student (or group of students} of English as a foreign or second language. What
variety or varieties of English should that student or group be exposed to and why?

Chapter 2

1 Is the following piece of language an example of speech or writing? How would it look
different if it was the other variety?

A: Cold?
B: Yes. I'm freezing.
A:  Coffee?

B: Sure. Two sugars.

2 Animal species, noises, and movement are often used for metaphorical purposes. What
examples of animal words that operate in this way can you think of?
Take any of the examples you have come up with.

a How many different meanings does the word have?
b What part of speech {word class} is it?

¢ Can you change it inte another part of speech?

d What words can your word combine with?

€ Does it commonly occur in lexical phrases?

3 Record some conversation either of an informal nature and/or from the radio/television.
Take no more than two minutes of the conversation, transcribe it, and say as much as you can
about exactly how it takes place and how it is structured. What situational factors affect the
use of language?

4 Loock at the following sentence and answer the questions about it.

She talked to Peter at the club,

a What would be the difference between starting the sentence at a low or a high pitch?

b How many phonemes are there in Peter, club, and talked to?

¢ How can you make the sentence sound like a question?

d How many different meanings can you give the sentence by varying the main stress?

Chapter 3

1 Choose a classroom activity for a particular age group that you are familiar with. What
changes would you make to it for use with other age groups?

2 Take any three classroom activities that you are familiar with - or that you have been told
about, In each case, describe the kind of students who would benefit most from the activity.
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3 You are teaching a group of young adults on a Friday evening. Their motivation is not strong, and
after a long week of studying and/or work they are a bit tired. What kind of topic/activity/material
can you think of which would make the dlass ‘interesting’ enough to keep them engaged?

Chapter 4

1 Choose a classroom activity and then say how you would organise it, including the lead-in
and instructions. How would you finish it?

2 How would you answer students if they asked (a) What's the difference between ‘ironic’ and
‘sarcastic’? or (b) When can we use the phrase ‘You must be joking'?

3 What performance adverbs would you use for appropriate teaching behaviour when
(a) giving a lecture, (b) observing students having a discussion, {c) offering help to a group
of students working at a computer screen, or {d) getting students to sing a song?

Chapter 5

1 Design a language drill which follows a basic Stimulus-Response—Reinforcement model.

2 Think of opportunities which your students might have for receiving comprehensible input.
How can you be sure that it is not incomprehensible input?

3 Take any newspaper article and say what language you would ask students to notice in it.

Chapter 6

1 What invented situation can you think of with which to use the PPP procedure to teach can
and can't to express ability? What six sentences (three affirmative, three negative) can you get
out of your situation?

2 ‘Which of the following tasks would be appropriate for elernentary students?

How would you use Willis’ task cycle with them?
— aradio commercial

~ inviting friends for dinner

- buying a railway ticket at the station

— writing a play

3 Which of the following topics would you be happy to ask students to talk about and why?
- fifms they have enjoyed
- girlfriends and boyfriends they have had
— the death of a close relative
- helidays they have enjoyed
— how they feel about their own appearance
~ hopes and ambitions for the future

4 List five lexical phrases in English (see Chapter 2, B4). How might you teach them to students?

Chapter 7

1 Transcribe a minute’s worth of student speech. How many mistakes can you hear?
What kind of mistakes are they, do you think?
2 Would you correct in the following two situations and if so, how would you do it?
a Discussion
Student 1:  Look, I don’t think that people should be let smoking in public places.
Student 2:  But that's not fair. Some peaple like to smoking.
Student 1:  Perhaps they do, but ...
b Accuracy work
Teacher:  Give me a sentence with ‘like’, Sergio.
Student:  Okay. He like watching television,
3 You are going to observe your students in a formal debate, where opposing points of view ae
discussed. Design a form which you could use to record more and less successful anguape oe.
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Chapter 8

1 Think of two activities which would be appropriate for whole-class teaching, and which
would be difficult to do with any other grouping.

2 Choose three different activities and say whether individual study, pairwork, or groupwork ;
would be the best grouping to use with them.

3 Choose an activity (or activities) where you would definitely want to group students
according to ability {streaming).

Chapter 9

1 List ten examples of problem behaviour and put them in otder of seriousness,

2 What solutions would you employ for these situations: (a} two students are always chattering
and giggling together, (b) a student never does any homework, (¢) a student always shouts
out answers before anyone else has a chance?

3 Think of two activities where it would be inappropriate for students to use their mother
tongue and two where you would not be too concerned.

Chapter 10

1 Design or find a selection of pictures that you could use to present the vocabulary of jobs and
occupations to a beginners’ class,

2 Design a gapped text activity for use with an overhead projector. OQutline the procedure you
would use with it in a lesson.

3 Think of a topic which your students would find interesting. See what you can find out about
it on the Internet. On the basis of what you find, plan an Internet-based lesson.

Chapter 11

1 List at least three language points that it might be appropriate to ‘introduce’ 1o elementary
language students,

2 What kind of discovery activity could you use to help students work out either {a) how
adjectives become adverbs, or (b) how passive sentences work.

3 Think of an activity to help students ‘remember’ the contrasting uses of the past simple and
the past continuous.

Chapter 12

1 Design three activities for intermediate students in which you introduce them to different
aspects of dictionary use.

2 Consult more than three grammar books on the use of either reported speech or adverbs.
Which grammar is most useful for you? Which would be most useful for your students?

3 Which is more common: the pattern /ike to + infinitive or like + verb -ingt Use a language
corpus and concordancing software to find out.

4 If you found the following sentence in a student’s homework, what ‘research’ suggestions
would you write in the margin: *I am not interesting by that opinions of yours?

Chapter 13

1 Design an activity to teach the difference between /&/ (hat}, /of {hot), and /a/ (hut).

2 Design an activity to show contrastive stress in a sentence or question.

3 How would you include intonation teaching in a lesson about ways of expressing agreement
and disagreement? Give examples.

4 Design an exercise to make students aware of the different spellings of the sound /i:/.

5 Make a list of utterances you could use to help students improve their connected speech ata
lower intermediate level,
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FOLLOW-UP TASKS

Chapter 14

1 Find a text designed for competent Janguage users. What schemata are necessary for readers
to understand it without difficulty?

2 List examples of the kind of texts you might want to read or listen to for (a) gist, (b) specific
information, and {c) detailed information.

3 Find a written or spoken text. What level can you use it with? Will you pre-teach any
vocabulary? Could you rewrite it o make it more suitable for a lower level whilst at the same
time maintaining its realism?

4 Find a written or spoken text for students at an intermediate level. What will you do to try
and ensure their interest in it?

5 Take any article from a newspaper and/or record an extract from the radio.

Write appropriate comprehension tasks for students at different levels.

Chapter 15

1 Take any of the reading texts from Section 81 of Chapter 15. Design completely different
lesson sequences for them from the ones detailed there.

2 Choose a topic that might be of interest to a young intermediate learner. Find a text in that
topic area and design a lesson sequence around it.

3 Write your own text for adult beginners and design questions and activities to go with it.

Chapter 16

1 Take a listening extract from Chapter 16 — or from a coursebook you know.
What different ways can you think of for exploiting it?

2 Make your own taped extract for use in class. Say what level it is for and design the
exploitation to go with it.

3 Find two contrasting pieces of music which you could use in class, What would you ask
students to do while they listened to them?

Chapter 17

1 Take any transcript of speaking (or a written text) and analyse how the speaket or writer has
organised their ideas, and the cohesive devices they have used.

2 Describe a group of students and then say what topics for production activities they might be
interested in. How would you try and find out which those topics are?

3 Consider any spoken interaction type your are familiar with in your own working or social
life. How culturally specific is the behaviour of the people involved in the interaction type?
What would someone froim another culture find difficult to understand in it?

Chapter 18

1 Write an unpunctuated text which would be appropriate for elementary students to practise
their punctuation on,

2 Find a poem that would be suitable for a running dictation. What level could you use it with,

and why?

Write the questions for a ‘newspaper article analysing kit’

Write a first sentence which you could use to start off a story circle.

5 Find a text or listening extract that will be useful for practising note-taking. Design the lesson
sequence you would use with it.

Chapter 19

1 Design a sitvation with a number of alternatives which could be used for a consensus-
reaching discussion {see Chapter 19, B3).

2 What games from the radio or any other source which you know could be adapted for use in
language classes?

[T
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FOLLOW-UP TASKS

3 Find a dialogue from a coursebook or a play extract. Say what level you would use it for, and
what suprasegmental elements you would concentrate on when coaching students to perform it.

4 What typical work situation could you use for a simulation? What functional or other
language will it be helpful for your students to have at their command?

Chapter 20

1 Find a video sequence which could be used for prediction using typical video-watching
techniques. What activities would follow a second and third viewing?

2 Video your favourite programme from the television. How much of it could you use for what
level of student? How would you exploit it?

3 Choose a dialogue from a coursebook you know that would be appropriate for filming, How
could you help students film it successfully?

Chapter 21

1 Find three coursebooks —if possible published at different times over the last thirty years —
and say what kind of syllabus they are based on.

2 Select an area for coursebook assessment (apart from layout and design). Write down four
‘belief statements’ and use them to assess two or more coursebooks.

3 Design a questionnaire to find out iffhow much a group of students have enjoyed using their
coursebook.

4 Take a lesson from a coursebook. What different options are there for using or not using it?
How might you add to it, rewrite it, replace parts of it, re-order it, or reduce it?

Chapter 22

1 Design a lesson for a group of students you know and/or can describe.

2 Find a group of learners and describe them as you might in a formal lesson plan.

3 With a particular group in mind, plan a sequence of four classes. What thematic and
linguistic links will you build into the sequence? How can you ensure a suitable balance
between variety and coherence?

Chapter 23

1 Choose a vocabulary or grammar area, and write indirect discrete-point items to test it.

2 Find a text for a particular test leve] and adapt it using a ‘rational’ or ‘modified’ cloze procedure.

3 Design a choice of writing topics which constitute a ‘level playing field” for candidates at a
specified level to choose from.

4 Find a reading or listening text and write questions designed to test students’ comprehension of it,

5 Design a speaking task for the assessment of oral performance. Write global assessment scales
and analytic profiles for scorers to use.

Chapter 24

1 Write ‘learning hints’ (see Chapter 24, a1) for intermediate students about either reading
techniques or fluent speaking.

2 Design ot find a reading activity and a grammar practice activity for use in a self-access
centre. What instructions would you include? How (if at all) would you provide answers?
What future pathway hints would you include? How would you label the activity?

3 Choose a specific class and write a general work plan to give to them at the end of the course.

4 Choose an area of doubt or interest in your teaching. How would you set about gathering
data on the topic as part of an action research plan?

5 If you were part of an informal teachers’ group, what three topics related to any aspect of
teaching and learning would you most like to discuss?

6 If you had to present a paper or workshop at a teachers’ conference what would your topic
be, and how would you structure your presentation?
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goals and goal setting 53
ttlatng and sustainng 524,
101, 127-8,261, 282, 293
imteresting classes 534,128
mtrinsic 51
learnung emvironment 53
sources 51-2
mouth, parts of 29-30, 301
multiple mrelligences 46-8, 47/, 55
music 2424, 245, 287

Neurc-iingustic programming
(NLP) 46,55,9%0

noticing 734,76

nouns 21-2,174

OHE (Observe, Hypothesise,
Experment) 83 (see also
methodology)

OHPs (overhead projectors)136-7

open learning centres see self access
centres

oral work see histeung, speaking

avethead projectors (OHPs) 136-7

parrwork see grouping students
paragraphs 26
paralinguistic features
echoing 35
facial expression 33—
gesture 34, 34f 64-5, 178
physical 33-5, 36
posture 34-5
proximity 34-5
vocal 33
parts of speech 21-2
peer observation and teaching
348-9, 352, 353
pen-pals and mouse-pals 148, 153,
261, 268 (see also Internet)
perfortnance 13
performanives 23, 36
phonemes 29-31, 30f
phonerme symbols 185-6, 189-91,
98
phrasal verbs 21
phrases see lexical phrases

SUBJECT INDEX

pictures and images 1346, 152, 153
pich 28
planning see lesson planning
plateau effect 44-5
plosives 30
polyserny 18
posture 34-5
Presentation, Practice, and
Production (PPP} 803,97 (see
afso methodology)
criticisms and alternatives 82—4
problemn behaviour 126
code of conduct 127-8, 132,133
mother-tongue use 1n class 131-3
preventing 127-9
reacting to 129-30
reasons for 1267
teachers and students 128-9
productive skalls see spealang,
writing
pronunclabon 36, 183
connected speech and fluency
197-8, 269
dichionaries 36
mtonation 259, 33, 184, 185,
1946
lesson sequences 186—7
perfection vs intelbgibabity 184,
198
phonemes 29-31, 30f
phonemc alphabet 185-6,
15991, 198
pitch 28
problems 184-5, 198
Recerved Pronunciation (RP) 7
sounds { see sounds}
stress 32-3, 138f, 141, 154, 1914
proxumty 34-5
punctuation 256-7, 262

parpose 234

reading 226

aloud 656,67, 230-1

authentiaty 204-5

book reviews 212

comprehension tasks 207-8, 213,
21526

diaries 212

extensive 204, 210-13, 227

genres 203-6

intensive 21315

Internet use 221-2

language difficulty 203-5

mn language laboratones 145

lesson sequences 215-26

hbraries 211

materials 210-11

modified cloze procedure 220-1

negative expectations 208

pre exstent knowledge {schema)
199-204), 206, 209

reasons for 200-1

scanming 202, 221-2

shalls 201-2,215

skamming 202

teacher roles 211-12, 213

testing 227, 325

top down and bottom-up 261
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SUBJECT INDEX

topics 2056

‘viclous'/virtuons’ circles 227

vocabulary 203-4,213-15
Recerved Pronunciation (RP) 7
receptive skalls see hstening, reading
record-keeping

lesson plans 320

recordmg mistakes 108-9

reports 102

study activities 1589

teaching aids 1512, 228
recotds of achievement (ROAs) 104
reference tools see language research
reference {within text) 26
reports 102
role-play and simulation 274-5,

279-80, 281,290

RP (Recewved Pronunciation) 7

schema {schemata) 199-200, 206,
209
schwa 32,151
self-access centres (SACs) 30
appropniacy 341-2
classification systems 340, 352
mamtaming intersst 342
pathways 340-1, 352
trammg students 341
self-esteern 127,129, 133
Silent Way 83-9, 98 (see also
methodology)
sociograms 120-1, 123
sounds { see also ntonation,
pronunciation, stress}
mdandual phonemes 29-31
junicture 32
L1 wnierference 184-5, 198
hinking sounds 32
piich 28
and spelling 31-2, 1967, 198, 268
teaching 187-91
voiced and voaceless 30-1,31F
Southern English standard 29
speakang (see also accuracy, fluency,
language laboratores,
pronunciation)
actmg from a scoipt 271,291
classroom activities 271-6
commutucation games 272,
276-7,278
connected speech 197-8, 269
debates 273, 281
discussion 2724, 278-9
expressive devices 269
feedback 104-9, 250, 276
wnformation processing 271,
279-80
mteracting with an avdience 248,
254,271,277-80
language features 26970
langnage processing 24%, 252,
271,276-7,278
lesson sequences 276-80
lexacal phrases 21, 35,91-2, 269
negotiaicn language 269-70
prepared talks 274, 281
problems and solutons 249,
2514
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questionnares 274, 277-8
reception and production 250-1,
250f
role-play and simulation 274-5,
27980, 281, 290
rules and conventions 246-7
skulls o the classroom 24951
structuring discourse 246
styles and genres 247-8,252-4
teacher roles 275-6, 281
topics 252—4
speling 31-2, 196-7,198, 256,
268
story-telling 26, 656,231
streaming 121
stress 32-3, 138f 141, 184, 1914
students see learners
student-talking time (STT} 66
Suggestopaedia 89-90,98 {see also
methodelogy)
superordinates 19, 19f
syllabuses 306 (see afso
coursebooks)
ctiteria 2956
design 295-300
fanctional syllabus 297-8, 307
grammar syllabus 296
lexacal syllabus 297, 306~7
multi-syllabus 299-300, 306
situational syllabus 298, 307
task-based syllabus 299
topic-based syllabus 298-9, 306
synonyms [5-19
syntax 13

Task-based learnmg (TBL) 86-8,
87}, 98 (see alse methodology)
teacher development 344, 352
action research 344-7, 345f 352
cooperativefoellaborative
development 347-8
journals 353
learming by learmng 350-1
mind and body 351
peer observation and teaching
348-9, 352, 353
professtonal Iiterature 347
supplementing teaching 351
teachers’ assocrations 349-50, 353
teachers’ groups 349, 353
videotapes for 293, 294
virtual commumty 350, 353
teachers 56, 57,67 {see also teacher
development)
assessors 5960 {see also assessing
student performance}
controllers 58
enthusiasm 128
feedback prowniders 5960, 213,
232,262,278
language models 65-6
and learner differences 48-51 (see
also language laboratories)
learner-centred 567
machine operators 231-2, 283
mume and gesture 64-5
mohvators 52-4, 101,261
observers 62,213

orgamsers 58-9,213,231,232
participants 60-1, 276
performers 634, 64f
professionalism 128
prompters 60, 213, 232, 2756
providers of comprehensible
Input 66-7
rapport with students 128-%
as resource 61, 261
roles 57-63,67,98,211-12, 213,
2312, 261-2, 27546, 2581
tutors 62
teachers” associations 349-50, 353
teachers’ groups 349,353
teacher-tallang time (TTT) 66,67,
i32
teachung aids 134, 13940 {see also
computers, coursebooks,
dictionares, grammar books,
Internet, langiage laboratones;
videotapes)
aucho tapes 225-30, 231-2,
235-7, 23841, 245
boards {black/wlute) 137-9, 1387
139f
cards and posters 140-1
Cusenaire rods 89, 141, 1414,
152, 1%4
homegrown matenials 151-2,
153,2356
mume and gesture 64-5
overhead projectors (OHPs)
136-7
phonemuc charts 189-9¢
pictures and unages 1346, 152,
153
realia 140
record-keeping 1512, 228
testing 334
achievement tests 321
analytic profiles 330-]
aptitude 54
cloze procedures 3234, 334
comprehension tasks 207
computer programs 147-8, 147f
dhagnhostic tests 321
direct tems 322, 325-7
discrete-pont tesung 323
farness 325
global assessment scales 329-30
indirect ttems 322, 3235
ntegrative testing 323
International exams 333—4
marking tests 328-31, 334
moderation 329
multiple choice questions
{MCQs} 323
oral tests 331,334
placement tests 321, 323
proficiency tests 321-2, 3334
real-life interaction 3267
receptive slall testing 227, 325
rehabiity 322, 325-6, 327
sentence re-ordermg 324-5
teachmng for 331-3
transformation and paraphrase
324
valdiy 322,325-6



weighting 328
wrTting tests 327-8
tones of voice 33
topics 25, 45, 205-6, 2524, 2989,
306, 30%

Total Physical Response (TPR) 90,
98 ( see also methodology)
TTT (teacher-talking ume) 66,67,

132

verbal expressions see lexacal phrases
verbs 22
miransive 22
performatives 23, 36
phrasal 21
transitive 22
videotapes
for comprehension 287-9
copyright 294
dsplay 292-3
feedback 292
invobnng whole class 292
for language focus 258-9, 291-2
bstening techniques 230, 283, 287
as part of lesson 285-6
problems 283
reasons for use 282,293
self-access 286
as sprmgboard te creatrnty
28290, 291
and teacher development 293,294
types 284
video-making actnaties 282,
290-3

viewng techniques 2867, 294
watching actraties 287-90, 293
whole lessons 284-5
visual aids see teaching aids
viocabulary
connotations 19
grammar of words 21-2
language cotpora 16-17, 35-5,
175-7,182
reading 203—4, 213-15
word combinations 20-1
word meaning 18-19, 22, 35,
214-15
wotd use 19-2¢, 36
vocal cords 30-1, 31f
owels 31
artieulation 31
bp posiion 31f
schwa 32,191

web sites 147, 148-50, 152-3, 268,
307,353
whole class teaching 114-15
word processors 110, 150, 2601,
268
words see vocabulary
wnnng {see also spelling}
as cooperative actvity 260,
2645, 266~-8
creatrve wotmg 135, 25960
dictatton 264, 268
e-mail 148, 153, 2478, 261, 268
feedback 109-12, 150, 262
focusing 112
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