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PSST!

Introduction

To the trainees using Tasks for
Teacher Education

Tasks for Teacher Education helps you to develop into
an aware, self-critical teacher with a sense of
self-direction. It contains a wide range of practical

tasks which you experience as learners and teachers

and is designed mainly for pre-service trainees and
teachers of English as a foreign language and
English as a second language. The tasks in the book
may also be adapted for use by trainees and teachers
of other foreign languages. '

Our teaching and learning beliefs

Tasks for Teacher Education is based on a reflective
model of teacher education, where you reflect both
on your experiences as you do tasks and on your
past experiences as a language learner and learn
from them. You will not be told categorically how
to teach. Instead, you will often be encouraged to
evaluate a number of different options and then
choose the one which most suits you and your
situation.

Tasks for Teacher Education has been shaped by our
own beliefs about teaching and learning, which we
would like to share with you:

Learning-by-doing

By experiencing activities and discovering for
yourself, you can learn more effectively. The tasks in
Tasks for Teacher Education are experiential and help
you discover aspects of teaching and learning for
yourself. '

Learning in groups

Working in groups is an effective way to learn about
yourself and others. Tasks for Teacher Education
encourages the group to value the knowledge, skills,
needs, learning styles, personalities and interests
each individual brings to the group.

IR S

Awareness

Awareness to us means understanding possible
alternative directions to take and becoming more
conscious of your own beliefs and attitudes about
teaching and learning. In Tasks for Teacher
Education, you are encouraged to develop awareness
about teaching and yourself as a teacher.

Atmosphere

A group of learners who have good relationships
with each other will learn better. In Tasks for Teacher
Education, the creation of an effective, comfortable
learning atmosphere is encouraged.

Existing experience and knowledge

Effective learning takes place when a trainer or
teacher taps into the existing experience and
knowledge of the learness in a group. Tasks for
Teacher Education builds on your owrn rich classroom
experiences, particularly as a language learner, to
increase your learning as a teacher,

Individual responsibility

Ultimately, you are responsible for your own
individual learning. As a teacher, you are alone in
the classroom and your way of teaching is as unique
as your fingerprint, Through using Tasks for Teacher
Education, you will learn to take charge of your own
professional life as a teacher. For the trainer, this
means helping trainees to develop in areas they are
interested in and to be more confident in choosing
their own ways in becoming a teacher.

Alternatives

Just as there are always alternative ways to teach
something, 5o can there be many different ‘right
ways' of teaching. Tasks for Teacher Education helps
you to find your own preferred teaching style and to
respond to your learners in your own way.



atures of Tasks for Teacher Education

h.of the sixteen self-contained units deals with
'pi_c and provides a variety of practical tasks.
:s.for Teacher Education is designed so that the
s may be used separately and in any order. Each
-  begins with a Map of the unit, which gives an

- pyerview of the whole unit and each separate task.

2: The Tasks

The tasks include:

» observation ¢ microteaching .

¢ developing materials e journal entries

¢ case studies * games

e role-plays ¢ problem-solving

+ simulations s guestionnaires

 discussions » reflection

+ readings s ranking

¢ brainstorming ¢ adapting materials

s jigsaws * mind maps

¢ evaluating tasks and ¢ classroom activity
techniques design

¢ designing lesson plans * homework
+ matching

The tasks in Tasks for Teacher Education have been
used by teachers and trainees in many different
contexts and countries, from lengthy pre-service
courses to weekend in-service sessions,

3 Further reading

At the end of each unit is an annotated list of
suggested books or articles related to the unit topic,
which will enable you to pursue points of particular
interest or relevance to your own teaching situation
and to develop your ideas further.

4 Glossary

The glossary of terms which follows this introduction,

on pages vili-x, includes a list of defined terms which
often occur in Tasks for Teacher Education.

5 Trainer’s Book

The trainer’s book for Tasks for Teacher Education
contains trainer’s notes and accompanying
Photocopiable material for use with the fasks.

The photocopiable material is supplied as photocopy
masters for ease of use. These masters include
observation tasks, role cards, information-gap tasks a
lesson transcript, games and pictures.

PSST! INTRODUCTION

More about the tasks

1 Observation tasks

Most units include Observation tasks; the teachers
that you observe can be other trainees on teaching
practice or experienced teachers. By using these
observation tasks, you gain new insight into your
own actions in the classroom. The areas of focus for
observation vary (topics include, for example,
instruction giving, eliciting, dealing with spoken errors),
but each observation task requires you to watch. a
lesson closely and describe what you see. Your
trainer will provide you with observation tables -
from the Photocopy Masters in the trainer’s book to
use while observing. After the observation task,
post-observation questions guide you to reflect on
what happened and to apply new ideas arising from
the observation to your own teaching. Unit 2
Mirror, Mirror on the Wall... is an introduction to
observation as a tool for teacher development.

2 Time out, take five: lournal entries

Most units of Tasks for Teacher Education contain
Journal entries, within the section TIME OUT, TAKE
FIVE. These assignments encourage you to pause for
a few minutes and reflect and write about your own
feelings and thoughts. Through writing in your
journal, you develop your awareness of your own
beliefs and attitudes. If you have never kept a
journal before, concentrate on expressing your ideas
in any way you can, reflecting on how you are
developing. You might like to purchase a separate
notebook to write in, as it is especially useful to
re-visit journal entries and see how themes have
reoccurred or your thoughts have changed over
time. A few ways you can use journals include:

s writing to yourself: the contents of your journal
are for yout eyes only

* writing to a fellow trainee: write a dialogue in
pairs, reacting to each other’s journals

* writing to your trainer: establish a dialogue
between. you and your trainer around issues that
are of concern to you'

3 Microteaching tasks

Microteaching tasks in Tasks for Teacher Educatzon
are denoted by the symbol §7§. During a
microteaching task, one trainee teaches a short
activity to fellow trainees for five or ten minutes.

tIf you are interested in reading more about the use of
journals in teacher education and teaching, read Porter et ai,
and Bailey in Richards and Nunan 1990.
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The aims of these tasks are for you to experience
teaching for a short time and to receive feedback in
a supportive environment although the learning
situation is inevitably a bit artificial and simplified.
(It is unlikely, for example, that there will be
discipline problems with a class of your peers.)

For each microteaching task, instructions are given
for the trainee who is doing the microteaching: you
will need to prepare in advance. Your trainer will
provide you with any necessary material from the
Photocopy Masters in the Trainer’s Book. You then
teach the short lesson and receive feedback.?

4 Feedback questions

After every microteaching task, there are Feedback
questions which help you to focus on different -
aspects of teaching and to give appropriate
feedback.

Giving feedback is probably the most important
and exacting part of a microteaching task. After
completing a microteaching task, it helps if
sufficient time is saved for the trainee who taught to
experience immediate feedback in order to ensure
that the lesson is fresh in everyone’s memory;
alternatively, feedback can be given at a later stage.

It is vital that one’s confidence in teaching is not
shattered during a feedback session. To avoid this
happening, after the very first microteaching
session, you and your trainer can limit your
feedback initially to only the positive elements.
In later microteaching classes, you might discuss

2 To learn more about microteaching and its varieties, read
Chapter 6, Microteaching, in Wallace 1992.

three positive points and three points for
improvement (rather than three bad points!). It is
essential always to include those positive parts ~
something positive can always be said about
someone’s teaching. It also helps perhaps to focus
on a few elements only, rather than offer advice on
many items at once, which might be overwhelming.
If you do microteaching in pairs in initial
microteaching activities, you can support each other
both during preparation and feedback.

Some alternative ways of giving feedback after a
microteaching task are:

¢ Give spoken and/or written feedback.

* Discuss what feedback to give in small groups
and share each group’s conclusions in class.

» Focus on only one aspect of teaching.

s Two or three frainees watch and complete an
observation task; they do not participate in the
activity. They then give feedback on what they
observed.

« Appoint a secretary, who notes down what is said
during the feedback session and gives the notes
to the microteaching trainee after the discussion.
These notes are then a concrete reminder about
what was said during feedback.

5 Focus questions

In many of the tasks there are Focus questions
which ask you to think about your learning and
teaching. These give you an opportunity for
reflection and consideration of your future teaching.



Symbols and abbreviations

Here are some recurrent symbols and abbreviations
used throughout the book:

individual task

. pair work
i small group work (3-5 participants)

whole class task

F71 microteaching task
T teacher
L. learner
Ls learners
LA, LB learner A, learner B, etc.
L1, L2 first language, second language
CB coursebook '
**  error in English (placed next to an
incorrect statement)
To avoid confusion, we have used the following -
terminology:

(teacher) trainer  the person who is leading
‘ teacher training classes

(teacher) trainee  participant on a course who is

using this book

teacher practising English language
teacher

learner secondary or primary pupil of

English

For ease of reading, we have mostly used one
personal pronoun, she. When needing to
distinguish between two individuals, we have also
used he. No sexism is intended.

PSSTH INTRODUCTION

Your feedback to us

We would very much like to hear your feedback on
this book and any of the tasks, since we are
continually updating our own ideas and tasks for
teacher education. Write to‘us care of Longman:

Rosie Tanner,and Catherine Green
Addison Wesley Longman

ELT Division

Edinburgh Gate

Harlow

Essex CM20 2JE

United Kingdom



GLOSSARY .

This is an alphabetical list of texms which are used in
Tasks for Teacher Education.

accuracy The ability to produce language in an
grammatically correct way. Compare fluency.

acquisition  See language acquisition.
activity A short task which is part of a lesson,

perhaps lasting 15-20 minutes. Synonymous here
with fask.

affective Influencing or influenced by the emotions.

affective filter An imaginary device, first used by
linguist Stephen Krashen (1980) who believes that
individuals with a positive attitude toward the
target language and/or culture have a lower

. affective filter, a kind of screen through which

new language and information passes on its way
to the brain. According to Krashen, the lower the
affective filter, the more language the individual
is likely to acquire.

aims The behavioural o-bje.ctives of a lesson
(e.g. The learners will be able to order tickets for a film
over the telephone.)

authentic materials Texts from real-life sources (e.g.
magazine articies, original cassette recordings)
originally intended for native speakers.

body language Non-verbal communication. The way
sorneone commmunicates a message with their body
(e.g. by eye contact, facial expression, gestures,
posture).

brainstorm  To collect together ideas very quickly,

without judging whether the ideas are good or not.

Also a brainstorm.

classroom management The way a teacher organises
her classroom and learners (e.g. how the furniture
is organised, when to start and stop activities).

cloze A technique used commonly in teaching
reading and listening, where words are removed
from a text and replaced by gaps. The learners
then fill in the gaps.

communicative language teaching The goal of this
teaching method is communication, both in the
classroom and in real life. It generally encourages
more learner talk for real communicative purposes
and a facilitative role for the teacher.

concept checking In teaching vocabulaiy, a
technique in which teachers check learners’
comprehension of a new concept by asking related
questions (e.g. What can you buy in a bakery?)

content-based Focusing on a content area (e.g. the
rain forest), so that learners will acquire language
through a meaningful study of a content area.

dialogue journal A written diary exchanged between
two individuals (e.g. learner to learner, learner to
teacher); content is more important than form.
Errors are not addressed, generally.

EFL  Acronym for English as a Foreign Language.
The role of English in a country where English is
not a language of communication.

elicitation A procedure where a teacher gets
learners to produce language, draws information
out of the learniers. Also fo elicit and eliciting.

error A mistake made in language learning which
shows that the learner hasn't yet learnt
something. Compare mistake. See also page 93
for a dictionary definition.

evaluation Gathering information about a class or
an individual in order to form a judgement (e.g.
about English level or about a trainee’s teaching).
Contrasted in this book with observation.

extensive reading Reading a long text (e.g. a book)
or a lot of text on a variety of topics to obtain
an overall understanding of it. Compare
intensive reading.

facilitator ~ An assistant to or a guide of a group,
who helps the group to find their own answers
rather than providing them with ‘right” answers.

feedback Information that is given to learners
about their spoken or written performance, or to
trainees or teachers about their teaching.

fluency The ability to produce language easily, to
communicate quickly but not necessarily with
grammatical correctness. Conmipare accuracy.

genre  Type of text (e.g. a magazine, a letter, a note).

gist The main idea or message of a text, either
spoken or written.

group dynamics  The way a group of people interacts
with each other.



humanistic activities Teaching techniques which
emphasise the whole person and acceptance of his
or her individual values and emotions. Also
hurnanism.

hyponym A word which is included in the meaning

of another word (e.g. daisy is a hyponym of flower).

Compare superordinate.

inference A guess about something from a text,
reading between the lines. Also fo infer.

information gap  An activity in which a learner
knows something that another learner does not
know, so has to comnmunicate to ‘close the gap’.
Information gaps are used a lot in communicative
language teaching (e.g. two learners have two
different pictures and have to find the differences
between them without showing their pictures to
each other).

information transfer activity An activity where a
learner has to move information from one place to
another (e.g. a learner has to complete a table
according to information on a map).

input Language which learners experience in a
lesson, from which they can learn.

integrated skills  All of the language skills (listening,
reading, speaking, writing) together. Integrated
skills activities bring fogether different language
skills (e.g. learners discuss a writing assignment,
thus practising listening, speaking and writing).

intensive reading Careful reading to obtain specific
information from a text (usually a short text).
Compare extensive reading.

interaction Patterns of communication (verbal and
non-verbal) between people.

jigsaw reading  An activity which involves
re-ordering a mixed up text to find its correct
order; it hieips learners see the connections
between parts of a written text.

journal A written diary. Compare dialogue journal.

L1 The language you first know as a child.
L2 The language you learn second.

language acquisition ‘Picking up’ a language; not
learning it consciously, but by being exposed to it
in natural situations (e.g. as a child learns his first
language). Often contrasted with language learning,
which involves a conscious knowledge of the
language (e.g. grammatical rules).

longuage skills There are four principal language
skills: listening, reading, speaking and writing. The
skills also involve grammar and vocabulary.

GLOSSARY

learner-based activity An activity in which learners
supply personally relevant information (e.g. their
favourite hobbies) or help create materials.

learner-centred teaching Learning situations where
information and ideas are brought to the class
by learners and used as learning material and
which are concerned with the interests, needs,
learning styles, feelings, lives and/or values of
learners.

learner talking time The amount a learner (or
learners) talk during a lesson.

learning strategy A process or technigue which a
learner uses to help herself to learn a language
(e.g. looking at a photograph above a newspaper
article before reading is a reading strategy).

learning style ‘The way a particular learner learns
something (e.g. by watching, by doing).

lexical set A group of related words, a word family
(e.g. a lexical set of furniture might be chair, table,
television, sofa).

method The procedures and techniques
characteristic of teaching.

microteaching A teaching situation which has been
reduced in some way {e.g. the teacher’s task is
sitnplified, the lesson is very short, the class size
is small); often used in a training situation to
concentrate on one particular aspect of a trainee’s
teaching. Usually one trainee teaches a short
activity to her classmates.

mind map A diagram which supposedly represents
the brain or the mind: topics are clustered on the
page together as they are believed to be collected
in the brain. For an example of a mind map, see
page 43.

mistake A mistake in linguistic terms is a language
mistake made by a learner when he is careless.
Compare ¢rror. See page 93 for a dictionary
definition.

mixed-ability class A group of learners whose
proficiency levels span a range (e.g. high-
beginning, low intermediate, high-intermediate).

monitoring  What a teacher does while learners are
doing an activity (e.g. group work); walking
around the class and listening to, checking or
helping learners.

Monitoring is also used by linguists in connection
with language learning theory; learners are
considered to monitor their language when they
are consciously following the (spoken or written)
language they are producing.



GLOSSARY

observation Gathering information together by
watching a class, in order to describe what is
happening. Contrasted in this book with
. evaluation.

perceptual learning style A learning style related to
the senses (e.g. an auditory learning style, a visual
learning style). See Unit 15: Us and Them for
tasks on perceptual learning styles.

personalisation 'When learners communicate about
themselves or their own lives.

pictogram A drawing of a word which represents
that word. See page 27 in Unit 4: How Do You
Do? for an example.

pie chart A circular graph, divided into sections like
pie slices, useful for displaying the relationship of
parts to each other and to the whole. See page 128
for an example.

' What is done after an activity,
usually intended as a logical
consequence fo that activity
(e.g. post-reading is done after
reading).

post-listening
post-reading
post-speaking
post-writing

What is done before an activity to
prepare Jearners for skills work
(e.g. pre-reading is done

before reading).

pre-listening
pre-reading
pre-speaking
pre-writing
pre-teach  To prepare learners for an activity, by
introducing new language or a topic.

problem-solving activity An activity where a learner
has to solve a problem (e.g. learners have
descriptions of several applicants and have to
decide together who might be the best one for a
certain job).

productive skills Speaking and writing. Learners are
required to produce the language by speaking and
writing. Compare receptive skills.

rank To put items in a certain order, often in order
of preference or importance.

realia.  Things from real life which are used for
learning (e.g. classroom furniture, pictures,
household objects).

receptive skills  Listening and reading. Learness are
receiving language and processing it, without
producing it. Compate productive skills.

role-play A communicative activity in which
learners talk to each other in different character
roles. '

scanning Reading quickly to find specific
information from a text. Compare skimming. .

simulation A role-play where you play yourself in a
given situation.

skills

skimming Reading quickly to find the main idea(s)
of a text. Compare scanning.

See language skills.

strategy  See learning strategy.

superordinate A general term which includes other
terms (e.g. transport is a superordinate). Compare
hyponym.

synonym A word which means the same, or nearly

the same, as another (e.g. large is a synonym
of big).

task Another word for a short classroom activity.

tapescript  The transcription of a tape-recorded text,
dialogue, etc.

teacher talking time The amount of time a teacher
talks in a lessomn.

teaching space The area that a teacher uses in the
classroom while teaching.

time line A straight line representing the passage of
time, often used in teaching verb tenses.

transcript A written record of what happens in a
classroom,

transition The way a teacher makes a link between
two separate parts of a lesson.

while-listening
while-reading
while-speaking
while-writing

What learners do while they are
doing another activity (e.g. a
while-listening activity might be
_to tick boxes as learners are
listenting to a tape recording).

word set  See lexical set.



1 FIRST THINGS FIRST
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_FIRST THINGS FIRS
The first lesson

R

TASK 1 The first time ever | saw your face

In this task, you recall first lessons that you had and
share your dreams and dreads about first lessons.

Step 1

Work individually.

Recall a first lesson or first lessons you had as a
learner. It could be a first language lesson but it
might equally be another type of lesson - a driving
lesson, a sports lesson, a computing lesson, a
drawing class. Think about the other learners, your
feelings, your new teacher, your expectations, your
fears, your first impressions of the subject. Write
two lists: one of the positive aspects of your first
lesson, the other of the negative aspects. Remember,
think about yourself as a learner, not as a teacher.

Step 2 and

Work in groups.
1 Describe some of the positive and negative

WLY DID | EVER GET aspects of your first lesson in Step 1.
TALKED INTO THIS 2 a As alearner, what do you ideally want to
: happen in a first lesson? In other words, what are
your dreams for a first class? Individually, note
down some dreams that you, as a learner, have for
first lessons.

b What do you dread in a first lesson? What do
you not want to happen? Note down your dreads
as a learner.

3 Share your wildest dream and your darkest dread
with your group.

4 What kind of first impression would you, as a
teacher, like to make on your learners? Share your
ideas.in your group.




1 FIRST THINGS FIRST

Beliefs about ﬁrst le SSOMS letter(s) of the beliefs next to each action. There

may be more than one answer for each. The first is

done for you as an example.
TASK 2 Digging deeper '
gging p 2 Write any additional actions and beliefs of your

own in the spaces provided.

In this task, you think about actions that teachers

take in first lessons and the beliefs that might 3 Individually, circle the numbers of those actions
influence these actions. that you would like to do in your own first lesson.
Step 1 Step 2

Work in pairs. | - . Workin groups.

1 Look at the table below. On the left are actions 1 Discuss which actions and beliefs you matched.

that a teacher might take in a first lesson. On the
right are beliefs which a teacher might have. Match
each action with a belief or beliefs, by writing the

2 Tell each other which actions you would take in
your first lesson and why.

Actions in first lessons : Underlying beliefs

1 Establish a particular ‘ a Learning means forming a series of good habits from
Example:

classroom atmosphere: the start.
co-operative and respectful. 4 i A b Learners should understand what the course is about
2 Establish a code of to be properly oriented and motivated to learn.
classroom conduct ¢ Language is for communication, and learners should
(acceptable behaviour, etc.). begin using a foreign language for this purpose.
3 Learn about learners’ d Learners should take responsibility for their own
expectations. " learning.
4 Present the course: point e A teacher must know something about her learners’
out important information personal lives to make the class interesting to them.

about course content, ways

) f It is difficult and unnatural to work with strangers.
of working, assessment.

g Learners’ attitudes about the course will be formed
5 Introduce yourself. quickly, by the end of the first lesson.
6 Learners introduce

themselves, or each other,
or learn something about

each other.

h A teacher cannot teach learners properly unless she
knows who they are and what their needs are.

i Discipline is an important element in the classroom,

and learners should be shown that early on.
7 Pre-test learners to assess

their proficiency level j Learning should be fun in order to be motivating.

k Learners should believe that their teacher is

8 Teach a typical lesson, well-qualified and interesting.

saving unusual activities
(introductions, etc.) for the I
second lesson.

9 m

10 n




Tasks for first lessons

TASK 3 Starting out

In this task; you evaluate different activities for first
lessons.

Step 1

Work in groups.

Below and on pages 4-5 are six activities for first
lessons; evaluate each of them by answering the
Focus questions.

1 FIRST THINGS FIRST

Focus questions

1 What is/are the aim(s) of the activity (it/they
might be linguistic or other aims)?

2 What kind of class might do this activity (age,
level, type of learner)? .
3 What do you like about the activity?

4 What do you dislike about the activity?

5 Which activity out of the six would you prefer as
a learner in a new class? Why?

6 Which activity out of the six would you prefer if
you were the teacher of a new class? Why?

lass-to add any ruies.
be kept, tearners discuss
|

son holds :ﬂ:{e. bailHe thmwsthe
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1 FIRST THINGS FIRST

Step 2

Work in pairs.

1 Read the brief descriptions of first English lessons
(1) to {vii) in the box. Choose the activity from

Step 1 which you think would be most appropriate
for each first lesson (1) to (vii); write its letter in the
right-hand column, or, if none is appropriate,
suggest an entirely different activity.

First English lessons Possible activity

{f) A group of twelve 10-year-olds who are new to English and new to you
and each other.

(ii) Thirty 12-year-olds who have had one year of English at various schools;
only a few of them know each other.

(iif} Your own first lesson in your first job. Your class is fifteen 15-year-olds
who know each other well; it is their fourth year of English.

{iv) A class of twenty-eight 13-year-olds who have a reputation for being
noisy but friendly. They have been learning English and have been in the
same class for two years; you have never taught them before.

(v} A class of quite advanced learners who will be leaving school at the end
of the term and who are taking an important English exam in two
months’ time. They know each other well.

(vi) Twenty-eight adults; you taught them last year, which was their first year
of English, and know them well.

(vii} A group of intermediate-level 18-year-olds who are new to each other.
They are false beginners who want to brush up their language skills in
their spare time.
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Microteaching

TASK 4 First impressions

In this task, you design and teach an activity for a
first lesson.

Step 1

Work in pairs.

1 Decide the type of first class you are going to
teach. It might be:

* an imaginatry class
this first training class
a real class.

L 3

b

Discuss the following factots about your class:

3 Design a new activity or adapt one of the ideas in
this unit for a first meeting with a class. It should
last 5-10 minutes.

Step 2 : A

1 One trainee teaches their activity to the

class. If you are new to microteaching, read

3. Microteaching tasks and 4. Feedback questions
on pages v-vi of the introduction.

2 Give feedback to each other on the effectiveness
of the activity for a first lesson. Concentrate on
giving positive feedback about the good elements of
the lesson.

Time out, take five -
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Classroom observation

TASK 1 Picture this

In this task you reflect on how you feel about being
observed.

Step 1

Work individually. Read the following situation.

Imagine you have been teaching English in a schoal for
two months now. At the beginning of the week, the
head of your school/director of studies tells you that she
is going to observe your lessons during the next two
weeks. Some days pass and now it is the evening before
the observation.

Step 2

Work in pairs.

Make notes on your answers to the Focus questions.

Focus questions

1 How do you feel about being observed? (Think of
two to six adjectives to describe your feelings.)

2 What expectations do you have of the person
observing?

3 Why is the observer coming?
4 What will she look at?

5 How will the observer talk to you about the lesson
(how soon afterwards, for how long, etc.)?

6 What kinds of topics might she touch on?

TASK 2 True confessions

In this task you read some opinions of experienced
teachers about observation.

Step 1

Work individually.

Read the teachers’ rerarks about observation on
page 8. Make notes on your answers to the following
questions:

1 Whose opinion(s) do | agree with the most? Why?

2 Whose opinion(s) do I disagree with the most?
Why?

Step 2

Discuss your opinions in groups.
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rI
being observed. | try to do my best and that
means that | try to make sure both my English

and my teaching are just perfect, | always hope
that my learners will be on their best behaviour

n some ways | am not quite myself when | am j

too, but you can't count on that. J

& Vanida

rMayhe V'm weird, but | really like it when other j
teachers observe my classes. it's a good
opportunity for me to get some feedback from a
totally different perspective. Sometimes | invite
another teacher to come and watch my elass, and

| ask her to observe a particular aspect of the
lesson, such as trying to balance the class to get

all the different levels of loarners actively

involved. It's so difficult teaching mixed-ability
glasses, and another teacher's feedback about

what happened in my class is invaluable to me. )

& Anna

m dislike being observed. | feel like the person isj
judging me. |t's usually the school inspector who
observes my classes, and | feel he's only looking

at what's wrong with my lesson. Maybe he's just
trying to help me, but | resent his eriticism. Why
ean't he spend an equal amount of time telling me
about what is positive in my lessons? J

\
& Andreas

-----------------------------------------------------------------------------

Observation vs. evaluation

TASK 3 Apples and oranges?

In this task you analyse the differences between
observation and evaluation.

rI rarely have a chance to talk to other teachers j
about a new idea; we're ail so busy. Recently,
another teacher at my school asked me if | would
like to come and observe some of her classes, and

in exchange she would observe some of mine. At
first | was a bit nervous, but then | thought,

‘This is what | have been waiting for!" It's been

ane of the best things I've dons and | definitely

(—Observing other teachers is something | began fm

feel | have a buddy at work now. _ J

\_
& Kinfe

ﬁ don’t really mind when 2nother teacher comes in

to my ¢lass to observe my lesson. I¥'s 4 great way

to get new ideas about how to teach a particular
point or handle a situation | usually find awkward

or difficult. But | do feel as ihoagl our privacy is
being invaded. | mean, | feel | have a certain
rapport with my learners, and my classes have a
positive atmosphere. When an outsider enters our
clagsroom, there is always a chance that the

special atmosphere we have created will be upset. J

& Tomek

do many years ago. At the very beginning | think |
tended to be rather critical and constantly see the
lesson in comparison to the way | think 1'd teach
it. But the more | did it, the better | bacame at
it. Doing observations well is definitely something
that takes some practice, but you can gain a lot

from them, if you're willing to put in the effort. J

& Masaaki

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

Step 1 G

Work in groups.

Discuss the Focus questions on page 9. As you
answer, draw up a table comparing evaluation and
observation (see example).



2 MIRROR, MIRROR, ON THE WALL...

OBSERVATION

EVALUATION

! describes an action or behaviour

2 focuses on one or many different
acts or ways of behaviour

3 may be done by a leacher irainee,
a ,&//cw teacher, a parend or a

! judges an action or behaviour

2 may be broad or narvow in focus,
though general is move common

& is usually done by a teacher's
superior

school inspecior

W

Focus gquestions

1 What is the purpose of
a observation b evaluation?

2 What is the focus of
a observation b evaluation?

3 Who
a observes b evaluates?

4 What forms are used by
a observers b evaluators?

5 When is evaluation done?

-----------------------------------------------------------------------------

Evaluating

TASK 4 Shifting viewpoints

In this activity you role-play a discussion between a
teacher and an evaluator just after a lesson, then
reflect on the experience.

Step 1

Work in groups.

1 Divide into four groups. Your trainer will give
each group a different role card. Read the role card
for your group and then examine the lesson you
hear, watch or read about. As you experience the
lesson, stay in role.

Your role cards are:

~ Group 1 Role 1: Enthusiastic teacher
Group 2 Role 2: Critical teacher
Group 3 Role 3: Supportive evaluator
Group 4 Role 4: Negative evaluator

Do one of three things, as directed by your trainer:
Listen to a recording of a lesson, or

Read a transcript of a lesson, or

Watch a lesson on video.

S Ta M

6 When does a teacher see the observation form?

7 When do discussions take place follov)ving the
observation? ‘

Step 2

Work individually.

1 Read the passage Reading: Observation and
Evaluation on page 11 in order to find additional
differences between observation and evaluation.

2 Add any new information you find to your table.

3 During and after the lesson, take notes on your
experience: list ‘positive’ comments and ‘negative’
comments. Remember: write in role!

Step 2

Work in pairs.

Pair up with another person so that one teacher
and one evaluator are working together. Role-play
a short discussion about the lesson, remembering
to stay in role as you talk to each other.

Step 3

Work in groups.

Create new groups of four: each group should
contain, as far as possible, someone from the
original groups 1, 2, 3 and 4. Complete the
staternents and discuss the following questions:

1 As ateacher, I felt ... during the role-play with
the evaluator because...

2 As an evaluator, I feit ... during the role-play
with the teacter because...
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3 Personally, did you agree with the person whose Focus questions
role you played?
you piay 1 Is an evaluation usually negative? How could it be

4 What is your real, personal evaluation of the different?

lesson?
2 What effect on the teacher might an evaluator’s

5 How did you feel if your own evaluation of the words have? :

lesson was quite different from that of the role you

played? q : ¥ 3 What cultural rules of behaviour exist in your

’ teaching situation which may influence a face-to-face

meeting between teacher and evaluator?

Step 4

4 How might an evaluator’s particular interest or
point of view influence his impression of the lesson?

Work as a whole class.
5 When is a good time to schedule a discussion

Discuss the following Focus questions. about  lesson? Why?

Observmg

TASK 5 Excuse me, may | come in? TASK 6 Telescopic or microscopic viewing?

In this task you reflect on how to approach a In this task you experience and analyse two

teacher whose class you wish to observe, different kinds of observation tables.

Step 1 Step 1

Work in groups. Work in pairs.

1 Brainstorm the most important things you think Your trainer will give you a Class observation

you should mention to a teacher whose lesson you table, A or B. Observe a lesson, using one of the two

are going to observe. Make a ‘“What?’ list. For tables.

example: ‘ .
YA ' Y Step 2 )

Work in groups.

1 Read each other’s observation tasks.

2 Discuss the following Focus questions.

2 For each point you list, note the reason for your Focus questions
1de1 a hy?‘ht For eample - a What was the purpose of each observation?

b How easy was it to use the observation task?

¢ How accurately does each observation task
describe or record what happens in the
classroom?

d Which Sarnple, A or B, do you prefer? Why?

Step 2 ' ot

Share your answers with the class.



3 Complete a table like the one below based on
your discussion of the above questions.

Telescopic or microscopic viewing?

2 MIRROR, MIRROR, ON THE WALL...

PROS CONS
{Reasons For) (Reasons Against)
Table A Table A
Table B Table B

ns?

think you, personally, can
m observing? o

ifident do you feel about making.

Reading: Observation and Evaluation
(for Task 3 Apples and Oranges?, p.8)

As your class discussion may have pointed out
already, observation may be very broad and cover a
variety of issues, or it may bé extremely narrow and
focus on only one aspect of the classroom
experience. More and more, teacher trainees,
current teachers, teacher trainers, researchers and
even school inspectors are making observations in
order to fearn something about the classroom
experience while it is happening. They do not
necessarity watch in order to judge whether the
lesson is good or bad, but rather to describe what
is happening. The point of their observations is to
provide a kind of mirror for themselves or the
person doing the teaching; the mirror may help the
observed or the observer to see the action that
takes place in the classroom more clearly.

The ultimate aim of observing, then, is to learn
more about what feaching and learning are about:
an observer may focus, for example, on a teacher’s
eye contact with her iearners and discover that she
is not looking at everyone during the lesson. The
observer may decide that he, as a teacher, will
consciously try to sweep his eyes over his own class
(now or in the future) and make eye contact with
all the learners. On the other hand, by focusing on
a particular point, the observer may discover that
he already behaves in a similar way to this teacher
or in a different way from her. In both cases the
ohserver develops an awareness of a behaviour
found in the classroom, and this awareness can be
useful in generating alternative actions or changes
that might be appropriate in another classroom
situation.

Evaluation, on the other hand, means that
someone s placing value on some behaviour,
either an act of the teacher or the learners. The
evaluator may be trying to decide how good the
teacher is, or how well the leamers are
progressing, for example. A written record may
be put into the teacher’s file and used later to
help determine how the teacher is progressing in
her work.

To conclude, in this book in general and in this unit
in particular, observation is seen as a learning tool
and thus is not used in order to pass judgement on
someone’s teaching practices.
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Further reading

Allwright, Dick. 1988. Observation in the Language

Classroom. Harlow: Addison Wesley Longman.
An account of classroom observation from an
historical and educational perspective.

Bowers, Roger (Ed.). 1987. Language Teacher
Education: An Integrated Prograrmme for ELT Teacher
Training (ELT Documents: 125). London: Modern
English Publications and The British Council.
Contains an appendix of 10 worksheets with
instructions for use in classroom observation.

Day, Richard. 1990. ‘Teacher Observation in Second

Language Teacher Education’ in Richards, J. C. and

D. Nunan (Eds.), Second Language Teacher Education.

Cambridge: Cambridge University Press, pp. 43-61.
Explains the advantages and disadvantages of
several techniques and instruments for
observation.

Fanselow, John. 1987. Breaking Rules: Generating and
Exploring Alternatives in Language Teaching. New
York: Addison Wesley Longman.
Helps teachers look at what happens in the
classroom and think about new or different ways
of doing things.

Hancock, Robert and David Settle. 1990. Teacher
Appraisal and Self-Evaluation. Oxford: Basil Blackwell.
Practical activities to promote self-evaluation.

Malamah-Thomas, Ann. 1987, Classroem Interaction.
Oxford: Oxford University Press.
Contains 155 tasks on the topic of classroom
interaction. Maiiy of the activities are well suited
for observation tasks.

Nunan, David. 1989. Understanding Language

Classrooms: A Guide for Teacher-Initiated Action.

Hemel Hempstead: Prentice-Hall International.
Contains a range of observation tasks, from
easy-to-use to fairly complex.

Wallace, Mike. 1991. Training Foreign Language
Teachers: A Reflective Approach. Cambridge:
Cambridge University Press.
Chapter 5 and Chapter 7 provide a discussion of
central issues in observation as well as several
useful observation tasks.

Wajnryb, Ruth. 1992. Classroom Observation Tasks:
A Resource Book for Language Teachers and Trainers.
Cambridge: Cambridge University Press.
This book includes 35 observation tasks in seven
different areas. Each task includes a guide for
preparation for and follow-up to the observations.




GRASPING GRAMMAR

Presenting structures

-

Reftection

LS

TASK 1 What's grammar got to do with it?

In this task, you reflect on your own beliefs about
the role of grammar in learning English.

Step 1

Work individually.

1 Read the two statements below about learning
and teaching grammar and decide to what extent
you agree or disagree with each one:

You don't really need to teach grammar explicitly,
saying things like, "This is the past perfect tense
and you form it like this'. That's unnecessary.
Learners will pick it up for themselves. If they
want grammar, the teacher can give them exercises
to do outside class, but don't waste precious class
time teaching it. | think it's better to teach
learners to communicate, to practise as much
English as possible in class with real language.
U%rammar will look after itself. -

Amanda J

| always look over a new unit in 2 book and then ‘w
teach my pupils the grammar rule before we even
begin the unit; | explain the rules that are going
to come up and then do some exercises with the
¢lass. That really helps them to be clear about
what the unit is about and they can do the
activities in the unit better. 1 think they learn

Lbeﬁer that way. | J
& Julio

2 Now write a short paragraph about your own
beliefs about the role of grammar in English lessons.

Step 2

Discuss some of your ideas with your class.
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.

M icroteachingg

TASK 2 Making connections

In this task, you think about effective grammar
presentation techniques and then present a new
grammar point to your class. If you are new to
microteaching, read 3. Microteaching tasks and
4. Feedback questions on pages v-vi of the
introduction.

Step 1

Work in groups.

Make a list of what you think are effective grammar
presentation techniques, For example:

Step 2

Work individually.

You are going to present a new grammar pointtoa
group of three or four classmates. Choose one of the
following:

* the use of much and many

* the difference between the simple present tense
and the present continuous tense

* imperatives

* present tense of the verb fo be

* past tense questions

* other (your own choice).

Your lesson mmust last only ten minutes, so do not be
over-ambitious. As you prepare your mini-lesson,
think about:

e the exact aims of your presentation
s effective presentation techniques
¢ stages in your presentation

* how much time you will need for each stage
» materials (e.g. visuals, the blackboard, realia)
* how you might involve your group.

Step 3 B and

1 Appoint a timekeeper.

2 Each person has ten minutes to present their
grammar point, The timekeeper must watch the
time strictly: even if the lesson is not finished, tell
the teacher to stop after ten minutes,

3 Again, strictly limiting yourselves to ten minutes,
discuss your answers to the Feedback questions
below.

Feedback questions

a What was clear about the grammar presentation?

b What might be added to clarify it further?

¢ What might have been changed to make the
learning more effective?

d What was particularly effective about the
teaching?

e Any other comments?

4 The next person presents their grammar point
and receives feedback.

Presenting

TASK 3 Let me count the ways...

In this task, you evaluate twelve presentation
techniiques for the present perfect tense.

Step 1

Work in pairs.

Read each of the techniques on pages 16-19 for
presenting the present perfect tense to a class for the
first time. Then complete the table opposite. In the
appropriate columns, make notes on the advantages
and possible problems of each technique. One
example is done for you.
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Grammar presentation techniques

Technique Advantages Possible problems

1 Using a song text

P 2 Using a time line

3 Reading

4 Using a picture

5 Using realia

6 Personalising

7 Explaining directly

8 Practising and presenting | - yses Ls’ real lives; - Ls might not undersiand
- clear explanation given the guestions
- Ls begin with the use, - needs good elicitation
then learn the form technigues from T
- some amusing questions |- Ls have lo be used ‘o

working (n pairs
- not much context provided

9 Discovering

10 Usinga chart

11 Eliciting

12 Comparing L1 and L2
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PRESENTATION TECHNIQUES

1 USING A SONG TEXT

The teacher finds a song text which contains a lot
of present perfect tenses. She makes a worksheet
where some of the present perfect tenses are
pasted out and, as the learners listen to the song
on the cassetie recorder, they try to filt in the gaps.
She then asks for the answers, and asks the
learners why the present perfect tense is used and
not the past tense. She gradually eficits {or explains,
if necessary) the use and form of the present
perfect tense.

2 USING A TIME LINE

The teacher draws a time line on the board,
representing the example sentence / have seen her
as the dotted fine - - - - - - - - - | on the diagram
below. She tells her class that it is placed between
PAST and NOW because it represents the present
perfect used for unspecified time: | saw her, but |
don’t tell you when or where so | use the present
perfect tense,

[ have seen her

PAST NOW EUTURE

3 READING

Learners do the following worksheet in groups:

Here is part-of Ursula’s school report.

7 She has

Read Ursula’s report. Are these sentences true (T) or false (F)?

1 Ursula has worked hard in Geography. T/F

2 She has received low marks in her English test. T/F

3 She has written a project about Wales. T/F

4 She has not worked hard in her Maths lessons. T/F

5 She has danced in the Sports lessons. T/F

& She has done better in Maths this term than she did last term. T/F

Now write two more sentences about Ursula:

& She has
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4 USING A PICTURE

The teacher shows the learners pictures A and B
below.

The teacher explains that picture B'is now and
picture A was at 7 o'clock this morning. She makes
statements pointing cut the differences between
the pictures, such as, /in picture B, the children have
come {o school. She asks the class to try to make
sorme sentences for themselves in pairs; learners try
to make sentences. The teacher elicits their
“sentences and correcis their mistakes. {Learners are
unlikely to make well-formed sentences at this
stage because they have never encountered the
tense formally before aithough they are likely to
recognise it.)

. The teacher asks the learners to repeat some of the

Sentences that were made during the presentation

and writes them on the board. She points out how

| toform the present perfect tense and explains that
- itis used when we are talking about events

that happened in the past but we don't know

exactly when.

5 USING REALIA

The teacher puts some objects on a desk in front of
the class: her briefcase, some books, her cup of
coffee, her chalk, and some objects from the
fearners in her class. She then asks the class to
close their eyes or turn around for a few seconds,
and quickly moves some objects. She asks the class,
What have | moved? and tries to elicit examples of
the present perfect using You have moved from
them. For example, You have moved the coffee,
You have moved the blue book. She writes
examples of the sentences that she or the learners
have provided on the board.

6 PERSONALISING

The teacher writes the names of five people she
knows on the board. She tells the dlass about each
of the five people, using a present perfect tense
with just for each one, for example, My son has
just started school or My friend Yuri has just gone
to Greece on holiday. She writes the sentences on
the board, explaining that if we use just and the
present perfect tense,-and we don’t say exactly
when, it means that something has happened in
the very recent past.

She explains the third person form of the present
perfect tense (has plus the past participle) and asks
the learners to write down the names of five
people they know. The learners then try to use the
present perfect tense, writing .about the five people
in their lives, using the present perfect and just.

.7 EXPLAINING DIRECTLY

The teacher writes the form of the present perfect
on the board and explains 1o the class that the
present perfect is used:

(i) for unspecified time in the past and

(i) when something started in the past and is stil
true now.

She gives some examples to itustrate, for (i} / have
been to America and for (i) She has lived here for
five years.
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& PRACTISING AND PRESENTING

The teacher gives out the table below, asking learners to work in pairs and to ask and answer the questions.
The learners are familiar with the vocabulary in the table, but not with the present perfect tense. She does a few
examples with individual learners first.

an elephant?

your great-grandmother or great-grandfather?
a television programme about dolphins? No, | haven't.
a UFO or a spaceship?
a shooting star?

the Mediterranean Sea? Yes, | have.
the Tower of London?
(etc)

Have you ever seen

The teacher gradually eficits the form of present perfect tense questions by asking her class, What question
did | ask you? Some learners will probably reproduce her question, with prompting. She eventually writes on
the blackboard:

- Present Perfect Tense Questions

has/have + person + past participle?
(Have) (you) (seen)

She asks the class when they think these types of questions are used. The learners explain to the teacher what
they think. She explains that the present perfect tense is used with Have you ever...? to ask general questions
about what people have done in the unspecified past.

9 DISCOVERING

The teacher asks the learners to look at a reading passage which the learners have studied before as a reading
text. The learners then guess in groups which of the following sentences (a) to (g) are grammatically correct (C)
or incorrect (f) and circle the C or the | next to each sentence: -

{a) The children have brought pencils to the lesson, C/l
{b) The children has understand Miss Honey's speech about Mrs Trunchbuft. C /1
{c) Matilda have begun school a bit late. C/I
(d) The children have just start school. C/l
(&) The lessons has started today. C/l
{fi Matilda has not been to school before, C/i
(g) Miss Trunchbull.has been Headmistress for a long time. . O/

Learners then complete the two substitution tables below. if they have problems, the teacher supplies them
with the words have and has, but does not tell the learners where to place the words until they have tried
for themselves,

THE PRESENT PERFECT: STATEMENTS
Subject » ' have/has Rest of sentence

|, you, we, they, the children
he, she, (it), Matiida

school.

After the iearners have completed the table, the teacher asks them to correct the original incorrect sentences (a)
to (g). She checks their answers.
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10 USING A CHART
The teacher draws the following chart on the board:

Name France Spain India Britain USA
Rudi . ' v J
Liu Feng v v

Spain and Britain).

She asks different learners in the class, Have you been to France? or Have you been to India?, completing the
table by ticking (v) the appropriate boxes as the learners give their answers, Once the chart is complete with, say,
five learners, she asks the class what question she was asking. She then writes her guestion on the board and
gives a short explanation of the form of the present perfect tense and its question form. She rubs the ticks off the
board. Learners then copy the empty table into their notebooks, leaving space for five names and ticks. They then
ask each other the question Have you been to...? and tick the appropriate boxes in their tables. Afterwards, they
write five sentences in their notebooks about the five people they interviewed (for example, Rudi has been to

11 ELICITING

The teacher tells her class what she has done this morning: /'ve had my
breakfast. I've said goodbye to my children. I've drunk two cups of
coffee. I've driven to school. {etc.) She writes on the board, What have
you done this morning? and then asks individual learners this question,
gradually eficiting present perfect sentences from her learners. If they
make mistakes, she corrects theém gently. She slowly builds up correct
present perfect sentences on the board {/'ve fed my dog, I've eaten some
bread) and also writes up some non-contracted forms (f have fed my dog,
etc.) She then points out that the present perfect tense is used for
unspecified past time ~ if the time in the past when an event happened is
not mentioned, the present perfect tense is often used.

12 COMPARING L1 AND L2

A French-speaking teacher
of English introduces the
present perfect tense,
pointing out the differences
between the use and the
form of the present perfect
tense in English and the
perfect and past tenses in
French.

Step 2

and :

Work in pairs.

1 If you were introducing the present perfect tense

- for the first time, which of the twelve presentation

techniques would you use? (You may choose to
combine several of them.)

2 In which order would you use your chosen
presentation techniques?

3 Share your answers with your class and the
reasons for your choice(s).
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TASK 4 Getting it across

This task focuses on presenting both the form and
the use of a new grammar point.

1 Read the passage opposite, Form and Use, and
then do the task in pairs.

2 In the twelve presentations in Task 3: Let me
count the ways..., the form and the use were both
presented. But which use of the present perfect
tense was presented in each one?

Complete the table below with the use of the |
present perfect which was presented in each case.
Two examples are done for you.

Form and Use

When we present a new grammar point to
learners, it is useful to present two different
aspects: its form and its use.

Form means the grammatical form of an item and
the rules for it. For example, does a word have an s
at the end? When do we add an -ed to the end of
a verb and when not? What Is the word order of a
question? When do you use do and when do you
use did in a question?

Use deals with context. When or where is an itern
used? To discover the use of an item, ask yourself,
In which situation is an itern used in natural
communication? For example, one use of the
present simple tense is for describing actions that
people do every day (/ get up at 7.30), so in your
presentation for the present simple tense you might
include a natural situation where a person is telling
someaone else what they do every day, such as a
learner writing to a new penfriend, telfing her
about a typical day at his school.

Technique

Which use of the present perfect is presented?

-

Using a song text

2 Using a time line

unspecified time in the past

3 Reading

4 Usinga picturé

5 Using realia

6 Personalising

7 Explaining directly

8 Practising and presenting

questions and lag questions;
general questions in the past with ever

9 Discovering

10 Using a chart

11 Eliciting

12 Comparing L1 and L2




TASK 5 Jumbled grammar

3 GRASPING GRAMMAR

Step 2

In this task, you re-organise a mixed-up grammar
presentation and evaluate it.

Step 1

Work in pairs.

Your trainer will give you a copy of a jumbled
lesson plan which is a presentation of Would you like
to...?* Organise the lesson plan into a logical order.
The lesson plan begins with (m) and ends with (f).

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

Eliciting and observation

TASK € Drawing it out

In this task, you observe eliciting techniques.

Step 1

Work individually.

Arrarige to observe a teacher or, if possible, more
than one teacher to obtain different styles of
eliciting. Read through this entire task before you
begin. Your trainer will give you a copy of the
Observation table: Fliciting to record at least

five times when eliciting takes place in the class(es)
you observe. :

Step 2

Work individually.

Answer the Post-observation questions individually
in writing as soon as possible after you have done
the observation task.

Post-observation questions

Which eliciting techniques did the teacher use?

face (e.g. questioning look)

words (e.g. question words)

body language (e.g. gestures with hands)
intonation

questions

other

~ o Ta e

' This lesson is based on Unit 21, Mode 1.

Work in pairs and answer the Focus questions below.

Focus questions

1 a Which of the presentation techniques in
Task 3 Let me count the 'Ways... were used in
the grammar presentation?
b Why do you think the presentation techniques
were used in this particular order?

2 Which other presentation techniques were used?

3 Think of one other presentation technique which
could have been used in this presentation and add
another stage to the middle of the lesson. Share your
ideas with your class.

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

2 How did the teacher use silence while waiting for
responses? (For example, the teacher waited a few
seconds for a learner’s response, but not long
enough for the learner to become embarrassed.)

3 How did the teacher indicate that the learners
had right answers?

4 How did the teacher indicate that the learners
had wrong answers? '

Step 3

Work in groups.

Discuss the eliciting that you observed in class and
then together write a list of what you think are
effective eliciting techniques (e.g. What were the
best types of eliciting you observed? Which
question words (who/what, etc.) were most
effective in eliciting responses from learners?

What successful use of body language or visuals did
you observe?).

Example
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TASK 7 The eliciting game

This is a game where you practise your eliciting
skills. Your trainer will provide the eliciting cards.

Materials per group

* one set of Eliciting Cards
* a watch with a second hand

Rules

1 Work in groups of four to six. Place the cards,
face down, in the middle of your group. Appoint
one person as a timekeeper.

2 The first player takes the top card, without saying
what is on it. He must elicit what is on the card
from the rest of the group in two minutes. He is
allowed to use gestures, paper and pen —in fact, any
resources he can think of. If he manages to elicit

-----------------------------------------------------------------------------

Carlisi, Karen and Jocelyn Steer. 1991, The Advanced
Grammar Book. Boston, Massachusetts: Heinle and
Heinle.
A communicatively-oriented grammar textbook
for advanced learners.

Celce-Murcia, Marianne and Diane Larsen-Freeman.

1983. The Grammar Book: An ESL/EFL Teacher’s

Course. Boston, Massachusetts: Heinle and Heinle.
An exhaustive review of English grammar, with
insights into the everyday needs of teachers.

Frank, Christine and Mario Rinvolucri, 1983.
Grammar In Action. Oxford: Pergamon.
Fun awareness activities for grammar learning for
elementary and intermediate learners.

Harmer, Jeremy. 1987. Teaching and Learning
Grammar. Harlow: Addison Wesley Longman,
Practical suggestions for graimnmar teaching.

what is on his card, he can keep the card. If not, o1
if he accidentally reveals what is on the card, the
card is replaced at the bottom of the pile.

Example:

Four players sit around a table. Player 1 picks a

card which says ‘six examples of sentences with is”.
She says, Tell me something about Han and the group
starts telling her. Each time she elicits a sentence
containing is, she writes it on a piece of paper

on the table in front of the group, encouraging

the group to create senteénces particularly with is,
perhaps asking further questions, such as, Is he

old? ot Is he a teacher? until she has elicited six
sentences.

3 Player 2 repeats the process.

4 The winner is the player with the most cards at
the end.

-----------------------------------------------------------------------------

Rinvolucri, Mario. 1984. Grammar Garnes and

Rinvolucri, Mario. 1995, More Grammar Garmnes.

Cambridge: Cambridge University Press.
Games for practising grammar.

Quirk, Randolph and Sidney Greenbaum. 1973.
A University Graramar of English. Harlow: Addison
Wesley Longman.

A very complete grammar reference.

Uz, Pennty. 1988, Grammar Practice Activities.
Cambridge: Cambridge University Press.
As the title suggests, a mixture of interesting
activities for practising grammar.

Willis, Dave. 1991. Collins Cobuild Student’s
Grammar. London: HarperCollins.
Grammar explanations and exercises, with
examples taken from the COBUILD Database of
authentic English.



HOW DO YOU DO?

Introducmg vocabulczry

&

Reflection
AN {%‘C.!;I;Q}M

TASK 1 At first sight

In this task you consider how to present vocabulary
to make learning effective.

Step 1

 Work individually.

1 Write down five or more words or phrases that
you have recently learnt while studying a foreign

B SR BT A S ad R S RN A PR B i R

[}
i

language or that you remember learning in a
particular situation in the past. ‘Learnt’ means really
learnt and remembered, so that they are words
which have remained in your memory.

2 Write down the reasons why you learnt those
particular words, and perhaps not others which
were presented to you. What made the experience
memorable and effective?

Examples:
BRIEFCASE

The teacher showed us her briefease and we
fearnt what it was cailed: actually seeing and
touching that green briefease helped me
remember its name.

Erkan
JUS

FI remember sitting in a café in Amsterdam and s‘W
friend ordering me an orange juice, which in

Duteh is ‘jus’; | remember | found it strange that
the Dutch use a French word, but perhaps because
of that | remember learning the word ‘jus’ on that

uar?icu!ar day. _ | J
g Rasie

SHAVE, SHOWER, BRUSH MY TEETH

The teacher made me laugh because he mimed the
presentation of some verbs (shave, shower, brush
my teeth): because of that mime, | remembered

- the words.
& Samuel
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Step 2

Work in groups.
1 Share two words or phrases that you each learnt
and discuss your reasons for learning them.

2 Now relate your vocabulary learning experiences
to presenting new words or phrases in the
classroom. Together, make a list of ten elements
which constitute for you an effective presentation of

Presenting vocabulary

TASK 2 Mark my words

In this task, you evaluate different ways of
presenting vocabulary.

Step 1

Work in pairs.

Spread over the following pages are eleven different
techniques for presenting new vocabulary. Spend
about ten minutes looking quickly at all the

- techniques and answering the Focus questions.

Focus questions

1 Which four techniques do you personally prefer?
Why?

2 Which one technique would make the words
‘stick’ best? Why?

3 Which ore technique do you consider the least
effective? Why?

4 Which techniques were commonly used when
you were first learning a foreign language?

5 Which techniques do you think are especially
popular in your teaching situation now?

6 What other techniques do you know for
presenting new vocabulary?

new vocabulary: what, in other words, in the
classtoorn, makes something new really stick?

1 Realia and visuals

Show real objects or pictures of real objects to your
learners.

Example:

The topic of a unit is cooking. The teacher brings
the following kitchen teols into class and shows
them to the learners:

bowl whisk fork spoon knife
wooden spoon

She then cooks something, using the items and
repeating the new words often.

2 Word-building

Use parts of words to help learners build words or
guess their meaning.

Example:

Vocabulary Development

Prefixes

We can change the meaning of an adjective by
putting a prefix in front of it Add the prefix
un—, in— or im—to these adjectives and put
them in the correct column. Check in your
dictionary to see if you put un— or in—. You
put im—in front of most adjectives beginning
with mor p.

tidy dependent safe exciting mature
happy  precise adequate  polite patient
friendly expensive interesting competent

realistic  possible human perfect

Taken from Mode 2




3 Matching

Learners match words to words (e.g. synonyms or
opposites) ot sentences (e.g. definitions) or pictures.

Examples:

Find these nouns in the text. Match them with the

definttions.

1 ghetto blaster — a large piece of material with a message

‘ written on it

2 raids L a radio-cassette player with built-in speakers

3 broadcasting  — surprise attacks

4 resurgence — atax on the reproduction of music for the
public

5 airwaves — commerce

6 following — the means by which radio signals are
transmitted

7 banner —— supporters

8 copyright levies — reappearance and growth

9 trade — transmission of radio or television
programmes

Taken from Mode 3

4 HOW DO YOU DO?

5 Song The Monster Rock
a L::h:, Listen to the song and
ratch the words on the left with -
the words on the right. Then
match them with the correct

pictures.

clap arms
shake fest
shap your toes
stamp : hands
swing head
wiggle ‘ fingers

Taken from Mosaic 1
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4 Guessing
from context
Use the context ’
. Yesterday’'s weather
Sunoundlng a P R L L L T T T Ry T Y Y Y e YN T Y Iy
word to guess its Worldwide
meaning. .
{Temperatures at midday yesterday)
Example:
°C °F °C °F
Amsterdam F 35 95 Istanbut S 24 75
Athens 5 28 82 L.ondeon F 18 64
Berlin F 18 84 Madrig 5 32 80
Birmingham C 15 §g Manchester C 12 54
Bombay F 33 9N Moscow c 19 66
Brussels F 15 59 Newcastle c 15 58
Buenos Aires C 12 54 Faris F 17 83
Cairo F 32 80 Perth C 11 52
Chicago S 30 88 Rome 8 23 73
Bublin F 15 59 Sydney C 17 63
Edinburgh R 14 57 Washington 5 27 81
Glasgow R 14 57 Weilington S 10 50
*C = degrees Centigrade °F = degrees Fahrenheit
C = Cloudy F = Fair R = Rain § = Sunny
London readings
From 6 pm Friday to 6 am 6.am to 6 om Sat
5 Look at the weather report. What do these words
mean?
worldwide ternperature degrees
Centigrade Fahrenheit
Taken from
Fountain Elementary
5 Demonstrating 6 Synonyms

Act out, mime or demonstrate words.

Example:

The class is going to listen to a song, where they
have to act out these verbs:

clap shake snap stamp swing wiggle

As an introduction, the teacher acts out the words
and asks the class o act, too.

As the words occur in the song, the learners act
out the words.

Use words learners already know to teach them
similar words.

Example:

Learners read a text and have to find the words in
the text which mean the following:

very thin identical
short and fat tiny
very large crying




7 Familiar or famous words

Use well-known English song titles, books or people.

4 HOW DO YOU bO?

10 Translating

Translate words into L1.

Example: Example:
When introducing new words, the teacher reminds *,}:3"‘5’3’:;’3‘:;;‘:5(;3 ;!;‘;;‘;;1232;’@‘33? itthey are
learners of famous or familiar places where they
ight have come across the words before, for earth ... SpAdes .......
mig L. : ! hailed . milestone
example in film titles or songs or pop groups. adjourned ___ inquiry .
Examples: cruelty . foxhole
qal ith chorus ‘Wiaal iaale’ burled ____ ungs . .
wiggle pop song wi orus "‘Wiggle, wiggle savaged injuries
jungle Jungle Book denied ... CEEE wmne
roffing  The Rolling Stones captive solf .
provide wound ...
badger-baiting _____ tied ____
. abused ____
8 Examples
Work out their meaning from the context and write a
Give examples of words you want to introduce. translation,
_ Discuss your translations with another student and
Exa mp le: change as necesfsary._qu check your answers with
your teacher or in a dictionary.

The teacher wants to introduce the word fruit. She
explains that you can eat fruit and there are various
kinds: apples, bananas, peaches, oranges, etc. (The
class knows the words for some individual fruits
already.) She asks the learners for meore examples
of fruit.

9 Pictograms
Draw the words to represent their meaning.

Example:

1 Vocabulary

a8 Look at the adjectives below.
Match the opposites.

b Name two things for each
adfective.

hot - the sun, a cup of coffee

¢ How many more adjectives do
you kriow? Write a list.

4 Draw two of these adjectives.
Give them to & friend. Can he or
she say what they are and draw
their opposites? Taken from

Mosaic 2

Taken frorm Mode 3

11 Dictionaries
Learners use dictionaries to check meaning.

Example:

3 Vocabulary Development

Adjective—adverb link

Can you find the adverbs which come from
these adjectives? You can use your dictionary
to help you.

ADJECTIVE
obstinate

ADVERB

usefid
fantastic
fast
good (betier best)
bad {worse worst)

Sometimes it is easy to make an adverb from an
adjective, Can you form any rutes for doing
this?

You can form twe adverbs from some
adjectives in this list. Find them and write
sentences to show you understand the different
meanings.

Some adjectives are exactly the same as their
adverbs. Which ones?

Can you think of any more to
add to the list?

Taken from Mode 2
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1 Step 2 TASK 3 Double check
You need to choose your presentation technique In this task, you practise concept checking. When
according to the words you teach, since not every you are teaching vocabulary, you need to ensure
new word can be presented using each technique. that your learners have understood the words you
For example, if the word is a small household are teaching. You can do this by concept checking.
object, like a needle, you can bring a needle into This means that you ask simple questions using the
class; if the word is a concept, such as cruelty, you new word(s), like this teacher is doing with the new

can't use realia to teach the word and so might use a word bakery:
situation or a story.

1 Work in pairs. Below are 12 words (a) to (1).
Imagine you are going to present each one for the
first time to an intermediate class of teenagers.

Which of the techniques in Step 1 would you use for
each word? An example is provided below. a e r y
‘ {a) vote I |
{c) tiger (d) skinny ' '

(e) wonderful 1 (P medicine 1

l (g) thatch = = I ! (h) August '
i dba i) ignorantt. %
Rl L_.(.!).i.%_i_——l Work in groups.

1 Imagine you have just presented the following
new words;

f team ' fashionable
1 picnic I kangaroo

UFO I float
‘ glasses I imagination

2 In your group, divide up the words so each of ﬁzou--
has two words to work on. It doesn't matter if the
same word is used twice.

Can you buy shoes in a bakery?

(b) disappear

|

50

Tell me where fo find
a bakery near here.

RS RAN

N

. g
Griygoubuy cakes indbakery?

|

|

1L

2 As a whole class, role-play a few of your 3 Individuaily, write down four concept checking
presentations to each other and discuss their questions for your own words that you could use to
effectiveness. check understanding:

: 4 In your group, try out your concept checking -
. questions on each other and comment on their
: etfectiveness.
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“Lexical sets

TASK 4 Why lexical sets?

In this task, you read about lexical sets and the role
they play in vocabulary teaching.

Work individually.

1 How do you think that we store words in our
memory? Write some notes about this question.

2 Read the passage Why lexical sets? to discover
i one theory about how we store words.

_ WHY LEXICAL SETS?

! What is a lexical set?

A lexical set (sometimes called a word set) is a cluster or group of related words.

How are words related in lexical sets?

Words can be related in several different ways, for example:

By topic furniture, clothes, farhily relationships, animals
By similarity of meaning  gorilla, chimpanzee, orang-utang, ape

or synonymy

in pairs ~ opposites hot/cold, oldinew, hard/soft

In pairs — synenyms slipisiide, roughtharsh, booklet/brochure

In pairs — idioms black and white; black and blue

In a series or a scale boifing, hot, warm, cool, cold, freezing

By superordinates and  superordinate: FRUIT .

hyponyms hyponyms: orange, apple, pineapple, banana, strawberry
By activity or process steps in making a cake or building a bookcase
Word families paint, painter, painting, paint work

OR know, knowledge, knowing, knowledgeable, known

Why are lexical sets important?

We probably don't store words in our brains in alphabetical order like a dictionary does. Research into memary
has shown that we apparently store words in our brain in groups of related words {or lexical sets). Words that are
related are somehow joined together in our brains; if a new word can be ‘hooked’ to words which are already
stored, it might be easier to remember it. It would seem logical, therefore, that we should teach words in lexical
sets to our Jearners, so that it is easier for them to retain and store the words in their memory. Task 5 deals with
teaching a lexical set.
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Microteaching

TASK 5 Choice of words’

This microteaching task practises writing a lesson
plan for a lexical set and teaching it. If you are new
to microteaching, read 3. Microteaching tasks and
4. Feedback questions on pages v-vi of the
introduction.

Step 1

Work as a whole class.

Choose a lexical set of eight to ten related words for
someone to teach to you.

Step 2

. and HI74

Work in groups.

1 Write a clear and detailed lesson plan to teach the
lexical set you chose in Step 1 (your trainer will
choose later on in the task who will teach: it might
be you!). Use any vocabulary presentation and
checking technigques that you like and as many
techniques as you like. Look back at Task 2 Mark
my words and Task 3 Double check for
inspiration.

-----------------------------------------------------------------------------

Further reading

Carter, Ronald and Michael McCarthy. (Eds.) 1988.
Vocabulary and Language Teaching. Harlow: Addison
Wesley Longman.
An edited collection on aspects of vocabulary
teaching.

Gairns, Ruth and Stuart Redman. 1986. Working
With Words. Cambridge: Cambridge University
Press.
How to select, organise and teach vocabulary;
includes both theory and practical activities.

1 This is based on an idea from Woodward,

2 Make sure your plan is clear, The teacher must
know exactly what to do at each stage of the lesson.
Think about:

¢ when you want to hear, read, say and/or write the
new words

* any helpful visuals

* concept-checking

* practice activities.

3 Experience the lesson. Your trainer will decide
whose lesson plan to use for the microteaching
and who will teach it; one trainee will teach the
whole class.

Step 3

Work as a whole class.

Give feedback to the trainee who taught the words,
using these Feedback questions as a guide.

Feedback questions
1 What in the lesson helped you?
2 What in the lesson hindered you?

3 Suggest improvements to the lesson so that the
vocabulary learning might become more effective.

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

Morgan, John and Mario Rinvolucyi. 1986.

Vocabulary. Oxford: Oxford University Press.
Practical and original vocabulary learning
activities,

Stevick, Earl W. 1976. Memory, Meaning and Method.
Rowley, Massachusetts: Newbury House.
A study of memory in language learning,
including applications for language teaching.
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TASK 1 Why warm up?

This reading introduces you to the reasons for using
warming-up activities and-their aims.

Step 1

Work in pairs. Discuss the following question before
reading the text Why warm up?:

Why are warming-up activities important? Think of
at least three reasons.

)Teaching the four skills: task }}é;aration

Step 2

Work individually.

Now read this text Why warm up? about warming-
up activities and confirm or add to your original
arnswers.

Why warm up?

This unit is about preparing our learners for 1
language skills work. You will be introduced to
various types of pre-skiils (or warming-up)

activities and, by the end of the unit, you will

have experienced and evaluated several 5
warming-up activities; you will also be able to

design some pre-skills activities for your own
learners.

The type of work your learners are going to do

and the type of task you are teaching will, of 10
course, influence which type of pre-skills activity

you might choose. Some are short, others are

long; some are content-based and others are
language-based: your pre-skills activity will also
depend on the amount of time you have and the 15
importance you wish to place on each language

skill. Of course, during the preparation stage,

the learners will also be using English — perhaps
talking about a picture or discussing a topic or
learning new vocabulary. But by the time 20
they do the language task, they should be

well prepared for it.

‘Warming up’ in real life

In reat life, before you read, listen, watch, speak,

or write, you already know a lot about what you 25
are going to do. You have all kinds of

expectations and predictions in your head. Even
before you open a letter from a good friend who
frequently corresponds with you, you usually

have a reasonably clear idea about possibie 30
topics in that letter: you know who sent it, you
know something about the events in their life

and what kind of letters they usually write.

When you wite, you probably think about what

you are going to write before you put pen to 35
paper: if you are writing a report, you might

plan each section carefully beforehand; if itis a

quickly-scribbled note, you know who you are
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writing to and what your message is. If you

switch the radio on, you anticipate the kind of 40
programme you are going fo listen to:; whether

it will be news or drama or pop music; or you

will tune the radio to your favourite station.

When you meet someone, it is likely that you

have anticipated some of the topics you might 45
discuss and perhaps imagined some of the

things you will say.

In the classroom, if a teacher turns on the tape
recorder and says, Listen to this, without having
introduced the topic of the tape, for example, it 50
may be very difficult for the learners to understand
what is happening on the tape. It can help our
fearners if we prepare them for language work,

thus trying to replicate how they often read or

listen or speak or write in real life. 55

In real life, in your own language, you are aware
of many things before you communicate; other
aspects of communication are unconscious. For
example:

you predict
you expect
you hope
you know something about a topzc
you know the language you will use
you are motivated to read 65
you have a context or situation in which
1o communicate
» you are focused on what you are gomg

to do
* you have a purpose for fistening, reading, etc. 70
* you are personally involved,

We can relate this knowledge to teaching English
by using warming-up activities with our learners,

6C

which helps them to contextualise their learning.
This, in turn, may help them to be more 75
successful learners.

Some aims of warming-up activities in class

The general goal of warming-up activities is to help
learners learn better. Some more specific aims are:

* to create expectations about language, so 80
that learners can understand better what is
going to happen

* to give learners a reason to listen, read, speak
or write

* to motivate fearners to want to read or fisten, 85
speak or write

* tointerest or intrigue learners in a topic

*» toinvolve learners by asking for their ideas or
knowledge about a topic

* tointroduce or pre-teach vocabulary or 90
difficutt language which might otherwise
prevent learners from understanding

* tointroduce learners to the topic, for example
by giving background information which is
necessary for understanding or communicating 95

* to get learners communicating about the topic

* to draw attention to something of importance

* to focus learners (after a change in activity or if
the lesson is beginning)

* to prepare learners with language to use during 100
the activity

* to provide links between different stages of a
lesson.

Pre-skills activities, therefore, aim to make language
learning a more meaningful and effective 105
experience so that learners can be successful in

their learning in the classroom,.

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

Observation

TASK 2 Do as | say

In this task, you discuss instruction giving and
observe and reflect on a teacher’s use of instructions.

Step 1 3! and *

1 Work in groups. Make a list of factors which you
consider to be important for effective instruction
giving. For example:

clear voice quality, good eye contact, ..

2 As a class, collect together the factors you thought

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

of in 1 and discuss how far they contribute to
effective instruction giving.

3 Now look at the variables below. Are these the
ideas you thought of? Add any more which you
discussed and which you feel are important.

[dar;ty and srmpllcnty of language
» “yoice quality ‘
) body language and ges‘{ure

use of visual aids -~ e
: ‘jcheckmg understandmg
Ceusingltorlz 0 T
- yourown teaching style
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Step 3

work individually.

Your trainer will give you a copy of the Observation
table: Instruction-giving skills for each activity in
the lesson. (Alternatively, if you have only one copy
for all the activities, use a different-coloured pen
each time.) Familiarise yourself with the table.
Observe the instructions the teacher gives during the
lesson and each time the teacher gives instructions
for an activity, complete the table.

In the second column of the table are scales like this:
clear 4321 uniclear

For each skill you observe, circle the number on the
scales to show how clear you feel the instruction
giving skill is, as follows:

4 = very clear

3 = quite clear

2 = not very clear
1 = unclear

If you do not observe one of the skills, leave the
scale blank.

In the right-hand column of the table, write in any
comments which you feel are relevant to instruction
giving.

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

Pre-reading

TASK 3 Before you read

In this task, you read about using ragazine articles
for teaching reading, as well as experiencing a
pre-reading task for yourself.

Step 1

Work in groups.

1 You are going to read the first part of an article
entitled Reading tasks with magazines from a
magazine for English language teachers in
secondary schools. What do you think the general
topic of the article will be?

Work individually.

As soon as possible after your observation, answer
the Post-observation questions in writing.

t
Post-observation questions

1 Summarise in one paragraph the instruction
giving that you observed.

2 a In the activities you observed, was the
instruction giving, in general, successful or
unsuccessful?

b Add up your circled numbers to obtain an
overall mark and comment on the mark.

3 In your opinion, which three elements from the
left-hand column made the instruction giving
particularly successful?

4 In your opinion, which three elements from the
left-hand column made the instruction giving less
successfal?

5 Look at the scales in the centre column which
you circled with a 2 or less. How might these aspects
of instruction giving have been improved?

6 What are the most important factors for you
personally in instruction giving?

7 What have you learnt for your own teaching after
doing this observation task?

Step 4

Discuss your answers to the Post-observation
questions in class or give them to your trainer.

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

2 What do you think might be in the section
entitled ‘Using headlines’?

3 What would you hope to learn in the section
entitled ‘Key words’?

4 Below are some key words taken from the article.
Based on these, what else do you think the article is

about?
| [ personally I
effectively I, o skill I .
 idea I sub-headings I‘ develop I
! guesﬁ I arouse curiosity I




5 WARMING UP

In the third part of her series on using magazines in the
language classroom Clare Lavery, who works with
teachers in Italy and France, presents a variety of
magazine activities designed to help your students read
more effectively.

We rarely read a magazine article without having at least a

Reading tasks with magazines

about the topic before reading. If students are given an
article without preparation they may struggle through
without focus. Here are some hints for preparing students
before they read and to involve them personally in the
reading process. All of the tasks are designed to arouse
curosity, to inject a puzzle element and to maintain
students” interest.

vague idea of its content and interest for us - we use
headlines, sub-headings, pictures and captions to think

Usmg heﬂdl Ines ‘

L’t..,-_\ TRen
e bran po

oo ynited
47 acrrt I peouert
nah, o nam:‘:‘“"’ 5:;’{,,:,‘;‘&"‘?
e
on 1908 83 o, 10 S Wmmﬁ;‘ e e g
Tarats Wit 3o o8 S0 oo NS ey a;gy‘ DS T vao 10
g L MY \ n G 207 1
gr SO B E gy of 1 o 0L A ,.mlawf coatpirt: 3 at,
T a0 p};lh’-:’ s ol ok O e e O cnw;-:m narorSt: SO0, oaal: n}:tcg‘_ 0
o e T wd- a3 ":ﬁ{vca (T g

" students can justy teirchoice,

Key words

3 it you méke a fist. of the key words in an aricle they gws us an idea, of
P the story'or geaeraf subject matier. In class they can give stugdents:,
. suppart before eadmg and-can be exp!elters to develcp sk Ils of predactlon

puza b
. 1T trst PIEED

,\5.\ g3  PEL i
Ta bvaf 2

ere. are some key words from two amcles m dlﬁerent maga2|

From an article about the British NHS:
treatment, Britain, resources, money, charges, doctors, nurses, patient,
governmient, problems, efficiency

From an article about working as an au pair in the USA:
America, Europeans, moxney, work, visas, family, home exchanges,
au pair, driving licence

'réadlr:g as prempts for dlscussson or: summary wm ng ‘

4 YOl} can also ask studenis o read ihrough an artnc%e and underiing the. -
key words, They shouid then compare their chosen words {0 their partner’s '
This focuses students’ attention on getting the maln ideas rath_er tha. S
concentrating too much on the datail or on unknown items. '

‘Students can be asked fo guess whal the arficle is about and then, if you
wish, they can invent their own headiing. After reading they may wish to
change their headling in the light of what they have discovered.

Taken from Practical English Teaching Vol.12 no.2 December 1991




Step 2

work individually.

Read the article Reading tasks with magazines
(page 34). As you read, think about the predictions
you made in Step 1: are they correct?

Step 3 and §

Discuss these questions as a whole class.

1 How did the pre-reading activity in Step 1 help
you to read the article more effectively?

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

Pre-listening

TASK 4 Forearmed

Below is a listening text from a book for beginners.
On pages 36 and 37 are five different pre-listening
activities, A to E, which you are going to evaluate in
this task.

Taken from Fountain Beginners Teacher’s Book

5 WARMING UP

2 a How has this task helped you to teach reading?
b How would you teach reading differently now?

3 Now work individually or in pairs.
a Find another text, either in this book orin a
coursebook used in your teaching context.
b Create a pre-reading activity using key words
or headlines for your chosen text.

4 Share your pre-reading activities with each other,
either by posting them on the wall or copying them
for each other.

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

Step 1

Work in pairs.
1 Read the listening text, Mrs Berry below.

2 Read each pre-listening activity A-E (do not do
every activity!), remembering that your learners will
do pre-listening activities without seeing or hearing
the listening text. The learners can see all the
information that you have, except for the
tapescript.

3 Complete the table on page 36, filling in the
aim(s) of each activity and the skill(s) practised
during each activity. One example has been done
for you.

4 Which activity would you prefer, as learners?
Give at least three reasons.

Girl: Did you have a television?

listened to dance music,

We used to go for a drive every Sunday...

Listening text: Mrs Berry

Presenter: What did Mrs Berry have in her home in 193G7 What didn't she have? Listen.

Gitl: What was life like when you were a child, Grandma? Were things very different then?

Mrs Berry: Oh, yes. Very different. Life wasn’t so easy in those days, you know, We didn’t have a fridge. Only rich
people had fridges then. We had to go shopping every day to buy fresh food. And we didn’t have a
washing machine. We washed all our clothes by hand in a big tub. It was very hard, very hard. We had
electric light, though. Lots of people had electric light by then.

Mrs Berry: A television? Oh no! Ordinary people didn’t have televisions in those days. But we had a radio -

a great big radio. We all sat round the radic in the sitting-room, the whole family, listening to the
news. And we had a record player, too. You had to wind it up, not like record players today. We

Mrs Berry: No, we didn’t. Only rich people had telephones then, you know, not fike today. We wrote letters in

Girl: What about a telephone? Did you have a telephone?
those days.
Girl: Did you have a car?

Mrs Berry: Yes, we had a car, a lovely little car. A lot of people had cars, even then ~ they weren't very expensive.
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Pre-listening activity

Aim(s) of activity

Skill(s) practised

A Using pictures

1) fo contextualise the listening texi
2) do moltivalte learners fo want o listen

writing, speaking

B Personalising

C Predicting vocabulary

A g

D Predicting facts

E Practising tenses

Your notebooks, Learners listen
-.check how many things they g




5 WARMING UP

Step 2

Work in groups.

Reading and listening are both receptive skills,
which means that the learners are receiving
information (from texts) when they learn.
Warming-up activities for the receptive skills can,
therefore, be similar. Write down as many
similarities as you can between warming-up
activities for reading and listening.
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5 WARMING UP

Pre-writing and microteaching

TASK 5 Paving the wéy

The aims of this task are to examine some problems
connected with writing, to think about solutions to
those problems using pre-writing, and to design and
teach a pre-writing activity.

Step 1

Work in groups.

1 Think about language classes where you have
written something. Together, make a list of
problems you encountered when you were learning
to write in a foreign language.

Examples:

I couldn’t think what {o wrile.
I wrole {oo informally.

2 Some pre-writing activities can prevent learners
from having some wiiting problems. Next fo each
problem, add a possible pre-writing activity which
might help to solve it. -

Examples:

Problem Possible pre-writing

aciivity

Brainstorm or
gather logether
ideas in class.

I couldn? think
what do write.

Give learners a
model of what they
are {o wrrie

{ wrole too
informally.

Step 2

Work in groups.

Imagine your class is a group of 30 learners, aged
13-14, who have been learning English for one or
two years. Here is your learners’ writing task:

Writing Task: Coming Home

Jerry, a 14-year-old, arrives home. His parents told
him to be home by 7 o'clock and it is now

11 o'clock. Write the dialogue between Jerry and
his parents, just after he comes in the door,

1 Your trainer will give you a pre-writing activity,
A B, CorD.

2 Design your group’s pre-writing activity, Your
activity should help your learners in some way to
write their dialogue.

3 Use the Focus questions to help you think about
your pre-writing activity.

Focus questions

1 What activity will the learners do?
2 How exactly will you set up your activity?

3 Will the learners work individually, in pairs, in
small groups or as a whole class?

4 Which language skill(s) will they practise?
5 How long will your activity be?
6 What are the precise aims of your activity?

Step 3 f78 and (C

If you are new to microteaching, read
3. Microteaching tasks and 4. Feedback questions
on pages v-vi of the introduction.

Work as a whole class.

Each group chooses one representative to teach
the activity: the rest of the group observes but does
not participate. Teach the pre-writing activity as if
the class are teenagers: pay particular attention to
instruction giving. Each group in turn has a
maximum of ten minutes to microteach their
pre-writing activity or part of their activity,

After each group has done some microteaching,
discuss the following Feedback questions in groups.



Feedback questions

1 How well did each pre-writing activity help you,
as learners, to prepare for the writing activity?

2 Was the pre-writing activity enjoyable and
motivating? Why/why not?

3 Comment on the instructions given for the
activity.

Pre-speaking

TASK 6 Before you open your mouth...

In this task, you evaluate pre-speaking activities.

Step 1

Work in pairS.

1 Look at this speaking activity;

tudent B Study rofe 2
ctout the situation. : .

our

i a’t;? . Ocdmeﬁaﬂgn-, e

.:g ®
5y

{\}1 ':f '
¢

goio fis/her REID. Y.

5 WARMING UP

4 What would you add to the activity if it were
taught again?

5 What would you leave out of the activity?

6 Suggest one practical improvement for the
teaching of the pre-writing activity.
i

2 On pages 40-41, there are four different
pre-speaking activities, A-D, which your learners
might do before they do the role-play. Read quickly
through these.

3 Complete the colummns Skill(s) practised,
Grouping and Aim(s) in the table on page 40,
referring to the four pre-speaking activities, A-D.
(Ignore the Rank column for the moment.) For
each speaking activity, write in:

e the skill(s) that each pre-speaking
activity practises

e the groupings required (whole class,
pairs, groups)

¢ the aim(s) of each activity.

Some examples are given for you in
the table.
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Pre-speaking activity

Skill(s) practised Grouping Aim({s) Rank

A Eliciting ideas

raising intervest in the
fopic;

reminding learners what
language they can use

B Listening to a - listening, spedaking

dialogue

C Using key words

pairs

D Using photographs

.

4
i

!
v

| @-pf;_e-_s;séaki

book She ises questions to elxc;’c

. the Ieamers similar information to the
situation, for example: You have just

met a new friend and want to go
somewhere with him or heér. You

telephone him/her to invite him/her

out. Where are you going? What

are you going to talk about? How do

you feel about the situation? The

teacher then explains the role-play and

gives out the role cards. Learners

choose which role they would like to
play; before they begin, each learner S :
writes some guestions that they will o &
ask each other in their notebooks.

Tt A T

- Pre-speaking actlwty B Llstenmg to a dlaiogue

{ The teacher records a telephone conversatlon ontoa cassette
) asking two colleagues to role-play the two characters in.the
from book's role-play. She hands out the questsons below to the. =~ {
(\ learners, who listen to the dialogue and answer- the questions -
(
]
[
!

individually; they then compare their answers in pairs.

THE PHONE CONVERSATION I |

else
‘ 1 Why does the man phone the woman?
( - 2 How does the woman feel about being telephoned? , |

3 What did the woman do last night?
4 What are they going to do together?

The learners read their role cards and the role-play begins.

Pre-speaking activity C: Using key words

The teacher writes some key words from the role-play on the board, for exampie:

phone  athome  party

film  invitation  homework  cinema

She asks the learners to write a dialogue in pairs, containing all the words on the

board. Some learners read their d
teacher gives the role cards out.

ialogues aloud 1o the whole dass. Finally, the
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Pre-speakmg actlv;ty D: Usmg photographs

The teacher finds two photos
of lnd;\nduals on the phone
and shows them to her class.
She reminds her learners how
British people answer the
phone (stating the number)
-and how they greet each
other. She introduces the
situation: You have just met
each other. One of you is
phoning the other to invite
them to go to a party. -

You will work in pairs, with
role cards. Here are the
rofe ¢ cards

S— ot g et <
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T ,"‘—_’"“'"\“—/__"M\__/\. e

Step 2 ' ‘I and P

1 Work individually.

Decide which pre-speaking activity you would like
best to teach, which you would like second best, and
so on. In the Rank column of the table on page 40,
number the activity you like most 1, the second one
2, etc.

2 Work in pairs.

a Discuss your answers to question 1, giving
reasons for your first and last choices.

b How do you feel the pre-speaking activity that
you ranked number 1 would prepare your
learners to prepare to speak effectively?

Further reading

Grellet, Francoise. 1981. Developing Reading Skills.
Cambridge: Cambridge University Press.
‘Sensitising’ pp 28-33.
Includes some warming-up activities to use with
reading texts.

Grundy, Peter. 1993. Newspapers. Oxford: Oxford
University Press.
Many pre-skills activities to use with newspaper
articles.

¢ Is there a difference between the one you
prefer and the one you feel would be most
effective? Explain why.

Step 3 G

Work in groups.

Speaking and writing are both productive skills:
learners have to actively produce something when
they speak and write. Warming-up activities for the

" productive skills can, therefore, be similar. Write

down as many similarities as you can between
warming-up activities for speaking and writing.

Hess, Nathalie. 1991. Headstarts: One Hundred
Original Pre-Text Activities. Harlow: Pilgrims-Addison
Wesley Longmarn.

A hundred ideas for pre-reading activities.

Nuttall, Christine. 1996 (New edition). Teachirg

Redding Skills in a Foreign Language. Oxford:

Heinemann. Chapter 2: ‘Reading for what purpose?’
Discusses reasons for reading.

Ur, Penny. 1984. Teaching Listening Comprehension.
Cambridge: Cambridge University Press. Chapter 1:
‘Real-life listening.”
Lists what we listen to in real life and how
listening in real life is related to classroom
teaching.



NOW HEAR THIS!

Teaching ltstemng

Re(lectio
HEAIGCLION

TASK 1 Al ears

In this task, you compare listening to English inside
the classroom and hstemng to your first language in
real life,

Step 1

Work in groups.

Complete the Listening Mind Map on page 43; it
compares listening to L1 oufside the classroom with
listening to English inside the classroom. Use the
prompts written on the branches to help you and
add other branches if you like. A few examples have
been done for you.

Step 2

Work in groups.

Discuss your answers to the Focus questions.

Focus questions

1 What are the differences between listening to L1
outside the classroom and listening to English
inside the classroom? Give at least three examples.

2 How can a teacher make the purpose of a
listening activity clear to the learners?

3 How can a teacher create a context for a listening

passage? Give at least three examples,

4 How can a teacher help to reduce learners’
worries or negative feelings about listening in the
classroom? Suggest at least three ways.

Step 3

Discuss your answers to Step 2 as a class.
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Listening tasks Step 1 P

W k N . .
TASK 2 Using an ear trumpet OrX in pairs

Match each of the Listening aims (1-10} in the table
below with the instructions to the learner in
Listening activities A-] (pp. 44-46), by writing the
letter of one or more activities (A-]) in the right-
hand column. Some aims apply to more than one
activity. One example has been done for you.

In this task you examine and evaluate ten listening
activities and decide on their aims.

Listening aims’ Listening activity

1 Listening for the main ideas / gist AR

2 Listening for specific information [

3 Listening to check if your answers are right or not

4 Listening to check for mistakes - L';
§ Listening for dictation L
6 Listening to re-order a jumbled dialogue -{’:

7 Liétening to take notes

§ Listening to complete a picture

9 Listening to other learners (-

10 Listening to match pictures with descriptions

H D

, e e e S I " . . B Tt —— e e, e e T e e

Listening activity A : Listening activity C ¢

Listen to the story about
Michael’s big surprise. Write
down what Michael's big

Listert to two conversations, What's the time in each conversation?
Write the times in numbers.

{Learners cannot see tapescript.)

i surprise is. |
!j Presenter. Tapescript 42. Listen and write the times. Conversation 1. |
. . Burglar 1: What's the time? ‘:
: , e e e : Burg]ar 2. Sshl 3
1 . A . y Burglar 1 What's the time? .;
: ‘ Listening activity B ; Burglar 2: It's twenty-five to four. _ &
Listen to the sequence of sounds ¢ :
on the cassette. Make a list of g\ Fresenter. Conversation 2. '

the things you heard, e.g. @ baby & Marn: Excuse me. Could you tell me the time, please?

Waoman:

N AL

crying, a door closing. In pairs,
compare lists. ;
i

e Bt i ek

Adapte.d fxom Mode 3

Man:

R e I (T o T gt AT

Yes, of course. It's quarier 1o three,
Thank you.

Adapted frdm Foz'mt.ain' Begiﬁ'ﬁers Téachér"suBbok




" Look at the p[cture and listen o ten senterices.

6 NOW HEAR THIS!

' '.'.H"Say tcgether ‘Yes thats right’ or ‘No, that‘s wrohg

i ‘Example The cafe is number 3,
You say: No, that's wrong

r” T T
Lo Llstenmg actlwty E

" Answer these questions about Susan’s room. As
you listen, note down elther Yes, she has or No,
she hasn't.

1 Has Susan got a big bookcase? Yes, she has.

2 Has she got a picture of a kangaroo on the wall?
No, she hasn’t.

Has she got an easel?

Has she got a cassette player?

3
4 Mas she got two pianos? S é
5

| Aﬁapted from FounmmBegmners

) A_-W_Ww-wm__/m_w—_m__“ww e o i,

Show your project to your teacher and your friends.

\J | iistenmg actmty G
[F Look at your friends’ projects and tatk about them.

Téken frém Moﬁaic 1

e e st e

{)
|
/
(\
J
\g
!
i
b

L|stenmg actmty F

: 1 Here is a'd|a!ogue between Anna and Mr Baker.

Read it to yourself and put it in the right order.

Mr Baker: Five pencils, two exercise books, a
rubber, and... how many envelopes?

Anna: Can | have a newspaper, please?

Mr Baker: Heiio Anna. I'm fine thanks And you?

Anna: Heiio Mr Baker. How are you7

Mr Baker:. Yes, ceriainty Here you are.

Anna: - Thank you. And can | have ... let's see ...
five pencils, two exercise books, a
rubber and, er, ten envelopes.

Mr Baker Good: ‘

“Anna: . Ten, please.

Anna:  I'm OK, thanks.

Mr Baker: Right. Here you are. Anything else?

2. Now listen to the dialogue. Did you have the
right order?

e e 0, ,—ﬂ“—-ﬂﬁmw“-u-*"‘—.km__ﬁm._.wl

1

' Adaﬁted from Mosaic 1 '

~ Adapted from Mosaic 1
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This is my ©| Trisis my sister Thisis my And this Is me.
brother Peter. Jare. father. He isn't myoung and
tall and thir. P'ra rics.

No, ha's short - Oh, yeg2:: &
“and fat,

Is he nice? 1§ she nica?

No, hgisht. Yes, sheis.
Ha's horrible.

Who's this? ; . 0 is this your
s Al mother?

My grandfather,

Yes, itis,

She's tall and
tiin.

Yes, shels.

Ard this is my
grandmother,

She's old,

Yes, she is, Bul
she's nice.

Taken from Mosazc 1

Step 2 G

Work in groups.

Discuss the Focus questions.

Focus questions
1 Look at the Listening activities A-J again.

a Which of the activities require a silent
response {e.g., drawing, writing)?

b Which activities require the learners to answer
with a short (spoken or written) response?

¢ Which require a longer answer?

d What are some advantages of making short

f responses during or immediately after listening?
e What are some disadvantages of making long
{ responses during or immediately after listening?

Adaptéci from Mosai‘c.jl[

2 a Which Listening activity A-J do you prefer?
b Why?
:fu‘rn;ture‘ Draw the tWG sofas, Th@ Iamps the . 3 a Think of, or find, three other types of listening
e 'ffee 1 b‘le the mat the bookcase the stereo and ] activities (e.g. from coursebooks).
: ' b What is the aim of each type of task?

R T R ¢ Give one advantage and one disadvantage of
each of the listening activities you found?




Observation

TASK 3 Eavesdropping on a teacher

In this task you observe a listening lesson, in order
to think about the learners’ success in listening and
to reflect upon possible ways of improving that
SUCCESS.

Step 1

Work individually,

1 Your trainer will give you a copy of the
Observation table: Teaching listening. You will
also need a watch.

2 Arrange to observe a class where the learners will
listen.

3 Complete the Observation table: Teaching
listening, noting in the appropriate columns:

¢ the kind of preparation the learners do for
listening

s the time spent on preparing learners to listen

¢ the learners’ purpose in listening: was it stated by
the teacher?

= the type, topic and length of listening passage

o the number of times learners listened to the same
text o1 part of the text. '

4 As soon as possible after your observation, write
your answers to the Post-observation questions in
Step 2.

6 NOW HEAR THIS!

Step 2

Wortk individually.

Answer the Post-observation questions in writing.

Post-observation questions

1 a What preparation (i.e. pre-listening activity)
were the learners given before they listened to
the passage? If they had some preparation,
answer (b); if they did not, answer (c).

b How did the pre-listening activity help them to
understand better? .

¢ What pre-listening activity might have been
done to help them understand the text better?

2 a Did the learners experience a while-listening
activity, or more than one? If 50, answer (b);
if not, answer (c}.
b What were the aims of the while-listening
activity/activities?
¢ What while-listening activity might have
helped the learners to listen?

2 a Did the learners experience a post-listening
activity, or more than one? If so, answer (b);
if not, answer (c).
b What were the aims of the post-listening
activity/activities?
¢ What post-listening activity (or activities)
might have helped the learners to understand
what they had heard?

4 a How many times did the learners listen?
b How much more would the learners have
understood if they had been allowed to listen to
the text again? Explain.
¢ Did the learners hear the whole text at once?
If so, was that helpful? If not, would that be more
helpful?

5 a What are the thiee advantages for teachers and
learners of using the model of pre-, while- and
post-listening activities to teach a listening
lesson?

b What are two disadvantages for teachers and
learners of using this model (pre-, while- and
post-listening activities) to teach a listening
lesson? :
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Listening

TASK 4 And the winner is... P

Microteaching

TASK 5 Tunein

In this activity you evaluate techniques for teaching
listening.

Work in pairs.

.1 Your trainer will give you a copy of the table
 Teaching listening techniques.

Score the teaching listening techniques in the table
according to your own opinion. Use this scale:

1 = very effective

2 = rather effective

3 = rather ineffective

4 = completely ineffective

2 In the table, write the advantages and
disadvantages of each technique. The first example

has been done for you. A

3 Be prepared to tell the rest of the class which ‘.Kw}
techniques you thought the most effective and /-
which the least effective, and why,

In this task you prepare and teach or experience a
pre-listening, while-listening or post-listening
activity. If you are new to microteaching, read

3. Microteaching tasks and 4. Feedback questions
on pages v-vi of the introduction.

Step 1 G and ‘P

Work mé’gfowup of 6. o

\\«“""- L had

1 Find a listening text you would like to usein a
listening lesson; you will need a copy of the tape and
the tapescript.

2 Divide into three pairs and prepare the following:

Pair A: a pre-listening activity
Pair B: a while-listening activity
Pair C: a post-listening activity

Each activity should last no more than five minutes.

Work with your partner to prepare to teach your
activity, including any extra materials necessary.
Decide who is teaching what.

3 Together, read through all of your activities and
suggest improvements to them before you teach.

Step 2

1 Teach your activities to your class.

2 Tell them, at the beginning, the level and age of
learners for whotn you designed the lesson and the
aims of your activity. Keep to your five-minute time -
limit for each part of the lessomn.

3 Have a feedback session, focusing on teaching
listening; discuss both the strengths and possible
improvements to your activities.



Time out, take five

-~ Journal entry
If t had only known then what I know
now...

How have your ideas about teaching -
listening and learning to listen changed
i since you began the unit? How Would
" you approach a lzstemng lesson
Y differently now? '

What reinaining questions or concerns do
you have about teaching listening?

6 NOW HEAR THIS!

Further reading

Beckerman, H. 1989. Guessworks! A Musical Mystery
Play. New York: Collier Macmillan.
A theatrical approach to listening, incorporating
text, music, and lyrics (intermediate level).

Cornelius, ET., Jr. 1981. Inferview. New York:
Addison Wesley Longman.
Bases listening tasks on ten authentic mterwews
with Americans workers (high-intermediate-
advanced).

Morzgan, J. and M. Rinvolucri. 1983. Once Upon a

Time. Cambridge: Cambridge University Press.
Suggests many creative ways to use story-telling
in class.

Murphey, Tim. 1992. Music and Song. Oxford:
Oxford University Press.
Lots of ideas for using music and song in
listening and other lessons.

Rinvolucri, M. and P. Davis. 1988. Dictatiorn: New
Methods, New Possibilities. Cambridge: Cambridge
University Press. '
A fresh look at dictation, with many creative
activities suggested.

Rost, M. 1990. Listening in Language Learning.
Harlow: Addison Wesley Longman.
Covers background issues in listening, with
numerous examples and questions.

Ur, P, 1984. Teaching Listening Comprehension.
Cambridge: Cambridge University Press.
Contains an elaborate taxonomy of listening task
types and thorough analysis of the listening
process.

Swartz, B.F. and R. L. Smith. 1986. This is a
Recording: Listening with a Purpose. Englewood Cliffs,
N.J.: Prentice-Hall, Inc.
Presents numerous tasks based on recorded
telephone messages (intermediate-level).
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SPEAKING YOURMIND
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TASK 1 Talking of speaking

In this task you practise speaking and become more
aware of some of the issues in teaching speaking.

Step 1

Work as a whole class.

1 Read the Find someone who... statements about
speakmg activities in the box on the opposite page.

2 Walk around the classroom and find at least one
person in your class who agrees with each
statement. Write their name next to the statement
that they agree with.

3 There is one rule: you can only ask two questions
to one person at a time. You must then change
partners and ask someone else another question.

Step 2

Work in groups.

What do you think makes a good speaking class?
Write down at least two criteria for a good speaking
class under each of the following five headings:

the teacher, the learners, the atmosphere,
correction, activities. Then give reasons for each
criterion, e.g.

The learners

- need do be tolerant of each other.

Why?

- they might be shy or embarvassed
if they are scarved of other learners.

Step 3 <

Have a class discussion and add to your own list of
criteria and reasons, by sharing vour ideas so far
with each other about speaking classes.
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STATEMENT NAME

Find someone who...

... likes pair work.

... enjoys drills. ;

... doesn’t like creating a dialogue and acting it out.

... doesn’t like speaking in front of the whole class.

... likes it when one student reads aloud to the whole class from a text.

... likes speaking classes where one learner gives a talk.

... enjoys speaking foreign languages with his or her classmates, even out of class.

... dislikes role-plays.

... likes discussion classes where the whole class discusses a topic together.

... likes activities using visuals.

... €njoys group work.

... likes guessing games.

- enjoys using questionnaires.

... likes drama activities.

----------------------------------------------------------------------------------------------------------------------------------------------------------

Speaking activities

TASK 2 Filling the gap . Step 2 | P
In this task, you learn about information-gap Work in pairs.
activities.

Discuss these questions:

Step 1 1 a Was the activity Find someone who... in
Task 1 an information-gap activity?
Work as a whole class. ' ' b Why/why not?
Discuss the following: 2 a On page 52 are four speaking activities (A-D).
, ’ o ‘ Which of them are information-gap activities?
1 What do you think are the characteristics of an b Why/why not?

information-gap activity?

2 Why are information-gap activities important in
teaching speaking?
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Speaking actlwty A: Completlng a questionnaire ‘ Speakmg actz\nty B: Havmg a dlscussmn
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Learners have created the questlonna re be§ow L ¢ Learners work in groups of four They havea. | &

' about their teacher. They ask the teacher the _ - discussion, answering the questions below. They
-questions and ;Qmpietelthe‘lr guestionnaires. g { then tell the rest of the class what ‘chey decided.
Question Answer 4 | What would you do ff... C ‘
' ' 1. ... someone fainted in class? e

‘1Areyoumarried?: © | Yes

2. you ieft your Enghsh homework at home?

3. ... you forgot that your | Mum. Wanted youto | "
babysit and you had arraniged to go to the cinema, * ¢
with a friend? e

3 [If so, how many?

4 What are their names? é

e e,

4. ... someone offered you a free year atan

5 Where do you live?
; i Engi;sh school?

|

/

]

|

%

\

' _

3 2 Do you have children?
i

Adapted from Fountain Elémentary
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“F WTMOMENTANOTHEIECM MANDY 15,
: _Rl_,.ESAT m&' HOUSE... SCARED

BUTWHAT =
HAPPENED? WHERE'S ‘g
ﬁ em /AN ANP HOW

o~
-’

pip YOUGET
HERE'?

ILL EXPLAIN
S ON THE WAY TO
' B WIMBLEPON
OH, DETECTIVE = MANDY...
SERGEMNT BRIGHT! :
THANK 6OD! ... YOU'RE
ALREADY VERY
LATE!

 Taken from Mode 1

Speaking activity D: Creating and reading a weather forecast

1 By yourseif, write a weather forecast for the UK tomorrow. Then read your weather
' forecast to your partner, Can he/she draw the weather map of the UK correctly? .




TASK 3 Talking the hind leg off a donkey

In this task, you evaluate three speaking activities.

Step 1 ]

Work in pairs. Your trainer will give you a copy of
the table Talking the hind leg off a donkey.

Look at the three speaking activities (A-C). Imagine
you are going to teach them. Look at each one and
complete the table by writing a brief comment
about each activity in the appropriate square. Some
examples are done for you.

Step 2 o

Wotk in pairs and do one of the following tasks:

1 Write a short lesson plan for teaching one of the
three speaking activities. (For help with lesson
planning, look at Unit 13 Plan of attack.)
‘».172 Design a pre-speaking activity to prepare your
/' class for one of the activities {A-C}. :

lrt pa:rs N

Stident A You are the mmother o father.-

Student B You are Student A's son or daughter Look at
page 127. ’ :

Read your raies and act out the mtuahon

Stadent A : -
You are Student B's mother or father You are going away to *
Barry lsfand for the weekend. You are feaving on Friday evening”
at seven o'clock and coming back on Sunday night for dmner at
gight o'clock. The telephone ntimber of the Basry Istand
Excelsior Hotel is 572 9743. While you are away you want your
son or daughter to do some things for you. These are the
things: Friday evening: da the shoppmg and feed the cat.
Saturday motning: cut the grass in the garden — afternoon: do
the cleaning, — evening: visit your grandmother, Sunday
morning: tidy your room — afternoon: wash the car — evening:
prepare dinner.

StudentB

Yeu are Student A's son or daughter. Your parents are going
away for the weekend. Ask them when they are leaving and.
when they are coming back, Also ask them for the phone
number of the hotel they are staying at. You have got a busy
weekend. You don't fike doing housework. You have got a lof of
homewsrk this weekend. On Friday night you're going dancing.
On Saturday afternoon you're playing volleyball with friends, On
Saturday evening you're going to the cinema. On Sunday
morning and evening you are going to do your homework and
on Sunday afternoon you're going to invite some friends to
your house to listen to music.

é

E

" Taken from Mode 1
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e et b,

Speakmg actmty A

B lee mstrucuons to your partner on how to draw th1s
picture Start hke thxs ‘Draw a rectangle Malke the top ‘
and bottom 12 cm long and the s1des 9 cm..

E 'F‘:'YO‘_Ua PARTNER

choose your own ¢

olhés"? '
"bo’ they make ye :
keiep Vol rdom tigy?. T
stay at hcrne and study" }
go out wnth them at weekends’?ﬁ"" o
Iaythetab[e" Ay R .
ga shopping with them.?' '_ .

Do they want you
fo get high marks at schaof? -
togoto umversuty’?
to ledve schoot and gei a fab?
to getajob it the holidays?
to do the same things as
your brother/sister?
to become independent? '

“‘meﬂw»ﬂ‘—*——__/——“-___“_,"_ﬂf = .

e T

Taken fromMode.?
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This task aims to get you thinking about how to
teach a specific speaking activity.

Step 1

Work in pairs.

Opposite is a speaking activity, ‘When's your
birthday?’

This is how one teacher prepared her class to do this
activity. Read what she says and discuss the
following questions:

1 What do you like about her preparation?

2 What would you change in her preparation?

1o speak Engﬂ .w _en theg slipped mto Lr tt

“wasa bit nmsg, but they worked hard. Before
.theg ieft ] askeoE some of them to teu the rest of
the class the dates of some of the:r classmates
blrthdags For homework they wrote down in
_Engtssh the birthdays of five of the people iﬂ
'thesz" famiijes.

%i&’%dw

SN

Step 2

Work in pairs.

Look at Speaking activity C Parent power in Task 3
Talking the hind leg off a donkey (p. 53). Imagine
you are going to teach the activity. Your class is a
class of 30 thirteen-year-olds, who mostly enjoy

- speaking activities; they are lively, and usually

cooperate,

Discuss the Focus questions to help you to decide
how to teach Parent power.

Focus questions

1 What grammar and/or vocabulary will your
learners need to know before doing this activity?

2 What will you do to prepare and motivate your
class for the pair work?

3 How exactly will you divide your class up and at
what stage?

4 What examples will you give to your learners?

5 What instructions will you give your class to help
themn understand what to do? State exactly what
you will say.

6 What will you do during the activity (e.g. correct
them, listen in, sit at the front)?

7 What will you do when everyone has finished?

8 What will you do as a follow-on from the activity
to help the learners consolidate what they have
been learning?




Microteaching

TASK 5 Chatterbox

In this task, you teach or are taught a speaking
activity. If you are new to microteaching, read

3. Microteaching tasks and 4. Feedback questions
on pages v-vi of the introduction.

Step 1 M|

One of you is the teacher, and the others are the
learners. Read your instructions: your trainer will
provide the teacher’s instructions, and the learners’
instructions are below.

i.earners’ instructions

One of your classmates is going to teach you a

. speaking activity. While she is teaching, make
notes on the following aspects of her teaching and
be prepared to give some feedback to her on:

a how she givas instructions

b how much English the teacher and learners
speak during the activity

¢ what she does during the pair work
d how she starts and siops the activity
e what she does after the activity.

Wy

AT
Wt s

Step 2 G

Work in groups.

Discuss the feedback to be given to the teacher,
using the Feedback questions. The aim of feedback
is to help someone improve, so be tactful.

Feedback questions

1 Discuss the points about the microteaching that
you observed during the activity in the Learners’
instruction box.

2 Choose two more things to say to your classmate
who taught the activity as feedback:

a one thing about her teaching that you liked
b one improvement that could be made in her
teaching.

Step 3 G

Give feedback to your classmate about her teaching.

7 SPEAKING YOUR MIND
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TASK 6 They've lost their tongues

In this task you discuss problems of teaching
speaking and think about possible solutions.

Step 1

i,

A common problem in speaking classes is that some
learners don’t say much in their classes, even if they -
are asked to. Why don’t they? What problems have
you met in speaking classes, either as a teacher or a
learner? As a class, list some typical problems to do
with teaching speaking, e.g. Some learners refuse to
speak English. :

Step 2 o

Work in pairs.

Read the teachers’ statements (1-7) and the possible
solutions for these problems (a—k} on page 56.
Match each problem to one or more solutions: more
than one solution might be possible.

Statements
1 My class says they don’t have anything to say and
don’t like speaking English.

2 My learners say they can’t talk because they'll make
lots of mistakes.

3 My learners say their friends will laugh at them if
they talk.

4 My learners say they don’t know how to say anything
in English.

5 My pupils just don’t understand what they should do
in group work; I've given up!

4 My pupils are all really shy and daren’t say anything.
They say they aren’t good enough.

7 My class just speaks in their own language if we do
group work.
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Possible solutions

a Keep speaking as much English as you, yourself, can,
s0 your class gets used to hearing English in the
classroom.

b Teach learners the necessary language for the activity,
or revise ity practise an example with them first.

¢ Ask a learner to repeat the instructions of an activity
fo the rest of the class.

d Don’t correct all mistakes: in some speaking classes,
encourage learners to speak but don’t correct their
English continually while they are speaking.

‘e Correct mistakes at the end of an activity (you can
collect a list as you go around the class listening).

f Teach your class ‘helping’ language e.g., "How do you
say .... in English?’ ‘It’s my turn.’

g Repeat instructions in a different way in case some
learners weren't listening or didn’t quite understand.

h Encbumge your learners to support each other;
discourage learners who laugh at others.

i Give your learners a lot of encouragement and praise.
For example, say ‘Well donel’ or ‘You did really well
during that activity.’

j Tell your learners very specifically WHY it is
important to speak English in class or discuss with them
why they don’t want to speak English.

k Ask some learners to do an example together in front
of the class.

Step 3

Work in groups.

Read the case study below and then answer the
Focus questions.

Focus questions

1 Describe the problem with Emil.

2 Why do you think this problem exists?

3 Think of at least three different solutions for the
problem. :

esmt work.

TASK 7 The atmosphere game

Step 2 i

The aim of this game is to practise creating a
comfortable atmosphere in your classes.

Step 1 o

Work as a whole class.

Brainstorm ways in which English teachers you
have known have established a good atmosphere
where learners have felt able to contribute,
particularly in speaking lessons.

Work in groups.
Play ‘The atmosphere game’.
Materials per group (provided by your trainer):

* one copy of the board

s two dice

¢ one copy of rules of “The atmosphere game’
¢ 1 counter per player



Step 3

Work in the same group. Write down ten pieces of
advice for teachers on establishing a good
atmosphere for successful speaking activities.

Example:

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

Further reading

Doughty, Catherine and Teresa Pica. 1986.
“Information gap” tasks: do they facilitate second
language acquisition?’ TESOL Quarterly, 20:2.
Article about research done into how information
gap tasks might affect language acquisition.

Hopson, Barrie and Mike Scally. 1981. Lifeskills
Teaching. London: McGraw-Hill.
Interesting sections on working with groups in
the classroom and how to establish a positive
climate.

Klippel, Friederike. 1984. Keep Talking. Cambridge:
Cambridge University Press.
Lots of ideas for speaking activities at all levels.

Krashen, Stephen D and Tracy D Terrell. 1983. The

Natural Approach. Oxford: Pergamon/Alemany.
Krashen and Terrell’s ideas on teaching speaking,
including Krashen’s affective filter theory.

Long, Michael and Patricia Porter. 1985. ‘Group
work, interlanguage talk, and second language
acquisition.” TESOL Quarterly, 19:2.
Important article on research done into group
work and how it might affect language
acquisition.
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fake five

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

Moskowitz, Gertrude. 1976. Caring and Sharing in
the Foreign Language Class. Cambridge, Mass;
Newbury House.

Lots of ideas for humanistic speaking activities.

Nolasco, Rob and Lois Arthur, 1987, Conversation,
Oxford: Oxford University Press.
ideas for speaking activities at all levels.

Porter-Ladousse, Gillian. 1987. Role Play. Oxford:
Oxford University Press.
Many ideas for using role-plays.

Puchta, Herbert and Michael Schratz. 1993. Teaching
Teenagers. Harlow: Pilgrims-Addison Wesley
Longman.
Communicative activities which have really
worked with teenagers.

Willis, Jane, 1981, Teachirnig English Through English.
Harlow: Addison Wesley Longman. ‘
A book which very explicitly helps teachers with
using English in their lessons.
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Qbservatioq

TASK 1 Private eye

In this observation task you investigate what, how
and why people read in real life (i.e., outside the
classroom) and contrast this with reading English in
the classroom.

Step 1

Work individually.

Your trainer will give you a copy of the Observation
table: Real-life reading. Complete the task within a
48-hour period, observing at least ten people who
are reading something (not necessarily English nor

a book).

Step 2

Work individually.

Arrange to observe a reading lesson. Your trainer
will give you a copy of the Observation table:
Classroom reading. Include at least five examples
of reading observed.

Step 3

Work individually.

After completing the task, answer the Post-
observation questions in writing.

Post-observation questions

1 a What appeared to be three purposes of people
reading in real life (e.g. for information)?
b What appeared to be three purposes of reading
English in the classroom (e.g. for pronunciation
practice)?



2 a How often did someone read aloud in
real life compared with reading aloud in the
classroom?
b What appeared to be the aim of reading
aloud?
¢ What is your opinion about reading aloud in
the classroom? ) :

3 What was the difference between the sort of texts
read inside and outside the classroom?

-----------------------------------------------------------------------------

Reflection

TASK 2 The tortoise or the hare?

In this task you decide which reading strategies you
believe are effective or ineffective when you read in
a foreign language and then you identify which
reading strategies you use.

Step 1 -

Work in paits.

1 Your trainer will give you a copy of the table
Which reading strategies are effective? Discuss
the reading strategies (a-v). Think about reading in
a foreign language. In the middle column, if you
think the strategy is effective, write an E; if you
think the strategy is ineffective, write an 1.

2 In the right-hand column, niote down the
reason(s) for your opinions. One example is done
for you.

8 BETWEEN THE LINES

4 How can reading inside the classroom be made
to resemble real-life reading (e.g. allow time for
reading for entertainment, create a more home-like
atmosphere by playing quiet background music)?

5 What can a teacher do to make the aims of
reading clear to her learners (e.g. She can say, Today
we're going t0...)?

6 What are some possible ways to motivate learners
to read English and to enjoy reading?

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

Step 2 . - G

Work in groups.
Discuss these questions:

.1 Do you agree about which are effective and

ineffective reading strategies?

2 How many of the effective strategies do you use
when you read in a foreign language?

3 How many of them do you use when you read in
your own language?

4 a Having done this task, do you think you are
efficient readers in a foreign language?
b Why or why not?

5 a Which of these effective reading strategies are
new to you?
b Which of these would like to try out? Why?

6 a Do any of the members of your group use the
same ineffective strategies when reading in a
foreign language?

b If these ineffective strategies are commonly
encouraged in your country, what is the teacher’s
apparent aim in using them?
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Reading

TASK 3 Browsing...

This task introduces you to different ways of
teaching reading.

Step 1

Work individually.

Read the quotes from experienced teachers around
the world. As you read, underline any new ideas
about teaching reading that appeal to you.

ﬁ like to use English language newspaper or W
magazine articles with all of my learners some of
the time. My colleagues ask me, ‘How can you do
that with beginning readers? | can't!’ | think they
imagine that | ask my learners to sit down and
read a whole article, which | never do. ln fact, |
only use selected parts of the articles from the
paper. Sometimes | just ask them to match
headlines to pictures, other times to find three
words in an advertisement deseribing a product.
Or they might scan for the name of the country
that an article was written about. These are
pretty simple tasks, but the learners seem to like
knowing that they can understand parts of a real

English-language newspaper.
\_ J

& Juana

rInvariably, when | give my learners a text to read,‘w
| first ask them to read it once very quickly for

the main ideas. Once everyone has got the general
idea, they read the whole passage again, then one
or two of them tell me in their own words what
they understood. Next, | usually ask them to work
in pairs or small groups to find answers to more
detailed questions: they always read the passage
at least twice more to scan and find the answers,
By doing it like this, | think they get a lot more
out of the text, and there's plenty of learner-to-

' m lot of teachers | have worked with often ask j

Gamer interaction, too, - J
& Britt

(Tdiseourage the use of dictionaries in the j
classroom: learners can become over-dependent on
thewm. | try to get my learners to quess words that
they don’t know, or if they can't manage that, then

| try to help them to find out the meaning by

asking leading questions. |f they really don't
understand something, they can look it up in their
dictionaries at home. J

\_
& Astrid

rl-'w; been teaching for ten years and in my raadingj
lessons | always go around the eclass, asking
individua! learners to vead aloud in turn. In this

way, the other learners understand clearly: they

can hear something as they follow in their books

and | can also check their pronunciation. They

seem to like being the ones to ‘shine’ — at least,
when they pronounce the sentences correctlyl )

.
“ Ahmed

When | teach reading, | give the learners the fexn
to vead and ask them to read it aloud, one by one.
Thea we go over any unfamiliar vocabulary, whea

| try to have learners guess the meaning. If they
san't, | give them the equivalent word in their
native language. Then | ask them a couple of basic
questions to check their comprehension of the main
idéas. After that learners work in pairs to answer
sompreheasion questions and then we re-assemble
Gfu one ¢lass and check all the answers, J

&Xu

their learners to read aloud. When a learner reads
aloud, he often feels tense, and that can't really
help him to grasp new language, can it? Besides,
after he's read aloud, he usually can’t even answer

a basic question: he has to reread the passage
silently to try to find the answer. So | don't think
it's helpful at all and | doa't do it any more.
Llwish more of my colleagues agreed! J

\\’ Annemarie




(’

to do at the same time as | give out the text;

| never ask them just to ‘read the text' because
they wouldn't have a reason, then, to read. So |
explain the activity and then they can do it while
they are reading.

| always give my class the activity that they are j

)

\-\- Oriando

the other skills, teo. | do various things. Fer
example, hefore reading a passage, my learners
diseuss the topic or brainstorm vocahalary they
predict they will hear; or they listen to a short
passage on a related topic and discuss it. At the
reading stage, | make sure to spell out why they
are reading. We read a passage more than once,
each time with a new task. The learners fill in a
chart, or match pictures to paragraphs or answer
true/false questions. Finally, | save enough time
for a follow-up, like a role-play or group work
where the learners write a different ending or

(When | teach reading, | like my learners to use ‘\
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-

('ln my intermediate-level class, | try to get my j
learners to read as much English as possible; the
only way learners will really become good readers
is by reading. We have assembled an attractive-
looking English reading shelf in the classroom,
collecting as much interesting information as
possible, such as teenage magazines or articles
that we've taken from newspapers or course books.
| don't make the learners read anything specific,
but they have to choose and read three passages
in a week and keep a log of what they've written.
In the log, | just ask them to write a couple of
sentences about what they found interesting

about each text they read. After all, their ideas

J

discuss the issue in the text.
k\‘ Kate

it once or twice and underline essential words
that the learners might not know. | cirele the
words which might be similar to the learners’ first
fanguage or which might be easily explained by
the context surrounding the word; 1 then decide
how many of the remaining underlined words to
pre-teach. | only pre-teach a few new key words —
maybe five in 2 passage that's two or three
paragraphs long — because | don't want my
leacners relying on me for every single definition.
With the circled words, | often write the
seatences in which they occue. on the board and
the learners work in small groups to quess the
meaning from the context. After they've read the
text, | often do an activity, such as a rele-play or
a game, to practise the new vocabulary they have

r—When { prepare to teach a reading passage, | readj

dme 401088,
& Liti

really matter. J

\\
AN

lsabella

Step 2

‘Work in pairs. Answer the Focus questions.

Focus questions

1a Identify four pre-reading activities from the
~ quotes.
b What are the aims of each one?

2 a On the topic of reading aloud, which teacher
do you most agree with, Ahmed or Annemarie?
b What is the aim of reading aloud?
¢ Do you think reading aloud is effective?
d Why/why not?

3 a Kate and Xu’s quotes outline two different
models for teaching a reading lesson. Briefly
outline these two models,

b What is one advantage and one disadvantage
of each of these models?

4 a Several of these teachers give their students
activities to do as they are reading. Why do they
do this?

b Do you like this way of teaching reading?
Why/why not?

5 Why does Britt advocate reading for the main
ideas before reading for details?

6 a Identify five post-reading activities from the
quotes which students do after they have
understood the text.

b What is the aim of each one?
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TASK 4 Reader’s choice P

In this task you match different reading techniques
with reading activities from coursebooks.

Work in pairs.

1 Read the descriptions of reading techniques
{1-12) in the table below.

2 Look at the reading activities (A-K) on pages
63-65. Which reading techniques do they practise?
Write the corresponding letter of each reading
activity (A-K) in the right-hand column of the table.
Two examples have been done for you.

Reading techniques and their purposes
Reading technique Description and purpose Activity
1 Skimming Reading a passage quickly to grasp the main idea (or gist).
2 Scanning Reading a passage quickly to find specific information.
'3 Contextual Making guesses about the meaning of words by looking at the
guessing surrounding words or situation.
4 Cloze exercise Fill-in-the-blank exercise, in which some words are omitted,
designed to measure how well the reader understands how a text
is linked together.
5 Outlining Note-taking technique designed to help the reader see the overall
organisation of a text.
6 TParaphrasing The ability to say or write ideas in other words; measures the AE
reader’s understanding of the main ideas of a text. ’
7 Scrambled Also known as ‘jfigsaw reading”: the reader re-orders the mixed up
stories pieces of a text to show he understands how a text fits together.
8 Information Exercise which requires readers to transfer information from the
transfer text into another form of related text or drawing (e.g. filling in a
chart, tracing a route on a map); designed to measure
comprehension.
9 Making ‘Reading between the lines’: the reader understands what is meant
inferences but not stated in a passage.
10 Intensive Reading carefully for complete, detailed comprehension,
reading (e.g. main ideas, details, vocabulary).
11 Extensive Reading widely in order to improve reading comprehension, A
- reading reading speed and vocabulary. o
12 Passage Finishing a reading passage (orally or in writing); involves
completion predicting a logical or suitable conclusion based on a thorough
understanding of the text.




READING ACTIVITIES A-K

Adapted from Fountain Beginters

3
\

' E.adles and gen?%emen'

Behind this screen ‘

there are three bottles.

One bottie is red, one 1 ]
bottleisblue, andone || [1 {1 0
bottle is green. : Lj L} ] ]
in one bottle ; S,
there’s water. L onie nthe, ot
In one bottle

there’s milk. And ]
in ohe bottle e

there’s Coca-Cola.

Can you find the Coca-Cola? Is it on the | eft in the
middle, or on the rlght'P Read the clues and fmd i
the answer ' e :

Clues

1 The blue bottle is between the red bottle and
the bottle of water. ‘

2 The green bottle is next to the bottle of malk

3 The red bottle is on the left. :

e P R e TS

Taken from'Mosmc 1"
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Taken from Mosaic 2

e L e T .,_—”“‘*"\v—“**—w—'—mw\ e et a0

1
_ Readmg actlvnty F

Match the_mstructaorzs thh the plctures The
prctures afe m the correct order the InSti’UCthRS

' Instructions

- 1..Cut the rieck off the balloon,

2 ‘P_u't: the hottle into the bowl.

3 'Wai_t“for' two b( three minutes.

4 Pull the balloon over the top of the bottle.
5 Watch carefully.

Taken from Mosaic 1
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WZ—'C'.‘.A.-n.&: 'ﬁ.‘\e wi—m-‘&: ngf;,( el

be one Countr-j ' il ene

ane Wil JTpES

g 3over~r~.r\r\2nt Every
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A reading lesson

TASK 5 Upside down, inside out

Step 2

Int this task you re-order a mixed-up reading lesson
which includes pre-reading, while-reading and
post-reading. You then plan a reading lesson of
YOUI OWIL.

Step 1 G

Work in a gfoup.

1 Together, re-order the reading lesson provided by
your trainer. The reading passage for this lesson is
entitled ‘Fads and Trends in the USA’ (not reproduced
here). Be ready to tell the rest of your class why you
arranged the lesson in this order.

2 Which of the stages of this lesson are:

a pre-reading activities?
b while-reading activities?
¢ post-reading activities?

Work in groups.

1 Find a reading passage that you would like to
teach.,

2 Write an outline of a reading lesson of your own.
Make sure the following is covered in your outline:

» three stages: pre-reading, while-reading and
post-reading

» the specific aims of each activity

*» logical transitions from one stage of the lesson to
the next,

3 Share your lesson outlines with other groups or
give them to your trainer to look at.



Microteaching

TASK 6 You can't judge a book by its cover
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Step 2

In this task, you teach or are taught a reading
activity. If you are new to microteaching, read

3. Microteaching tasks and 4. Feedback questions
on pages v-vi of the introduction.

Step 1

Work in pairs.

-

Prepare the following:

1 Select a short reading passage (maximum length
of 150 words) to teach to your class: find a passage
in a coursebook or some authentic material.

2 Devise a ten-minute while-reading activity to use

~with this text. (For inspiration, look back at other
tasks in this unit.) Be clear yourself about the aim(s)
of your activity.

3 As you design your reading activity, think
through the Feedback questions in Step 2, which
will be discussed after the microteaching.

-----------------------------------------------------------------------------

Game

AR T

TASK 7 If the shoe doesn't fit...

In this game, you ‘think on your feet,’ making
decisions in order to suggest solutions to a variety
of common situations that may arise while
teaching reading.

Instructions:

1 Sit in threes around a table. Place a set of
Situation cards (from your trainer) face down in
the middle of the table. ‘

Work in groups of 6 or 8.

1 Decide upon your roles. Either teach your
while-reading activity, or experience one as if you
were a learner.

2 Give feedback to the teacher(s} involved in
leading the activity by discussing the Feedback
questions. ' ‘

Feedback questions

1 Did the teacher(s) motivate you to want to read?

2 How effectively did the activity help you to
comprehend the entire reading text?

3 How would you improve the activity?
4 Which reading skills were practised?

5 Are the reading skills in the activity useful in
teal life?

6 Any further comments on the teaching?

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

2 The first player draws a Situation card. He reads
the situation on the card aloud to the rest of the
group, then describes what he would do to solve
that problem. The others in the circle listen and
either approve or disapprove of the suggestion; if
they approve, the first player gets a point. If not, he
has to pass, putting the card at the bottom of the
pile; the next person draws a new card and takes
his turn.

3 Continue unti! all the Situation cards have been
used or a time limit has been called. The winner is
the person with the most points.
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Further reading

Carrell, Patricia L., Joanne Devine and David Eskey,

eds. 1988. Interactive Approaches to Second Language

Reading. Cambridge: Cambridge University Press,
Selected articles on recent research and theory into
reading as an interactive process between the text
and reader.

Day, Richard, ed. 1993. New Ways in Teaching
Reading. Alexandria, VA: TESOL.
An anthology of recipes to teach reading for
diverse levels and purposes.

Frederickson, Terry L. and Paul F. Wedel. 1984,
English by Newspaper. Boston: Heinle and Heinle.
Texts for advanced readers.

Grellet, Francoise. 1981. Developing Reading Skills,
Cambridge: Cambridge University Press.
A thoughtful analysis of reading skills with
suggested activities for how to use them.

Grundy, Peter. 1993. Newspapers. Oxford: Oxford
University Press.
1deas for creating your own activities using
newspapers.

Hadfield, Jill and Charles. 1995. Reading Games.
Harlow: Addisonr Wesley Longman
A collection of reading games and activities for
intermediate to advanced learners.

Hess, Natalie. 1991. Headstarts. Harlow: Pilgrims-
Addison Wesley Longman.
A hundred activities for pre-reading.

Holme, Randall. 1991. Talking Texts. Harlow:
Pilgrims-Addison Wesley Longman.
Lots of ideas for intensive reading tasks.

Kirn, Elaine and Pamela Hartmann. 1985.
Interactions II: A Reading Skills Book. Second edition.
New York: McGraw-Hill, Inc.
A reading text based on skills development for
the low-intermediate learner.

Lazar, Gillian. 1987. Literature in the Language

Classroom. Cambridge: Cambridge University Press.
Contains a series of activities (with key) designed
to encourage reflection on issues in using
literature to teach language.

Nuttall, Christine. 1996. Teaching Reading Skills in a
Foreign Language. Oxford: Heinemann.
A new edition of a classic book on all aspects of
teaching reading.

Sokolik, Margaret E. 1993, Global Views: Readings
about World Issues. Boston: Heinle and Heinle,
An advanced reading textbook focusing on global
citizenship, with exercises to encourage reflection
and comprehension.
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Teachi‘ﬁé‘ wri ﬁng

TASK 1 To whom it may concern

In this task you experience and compare two
approaches to writing. .

Step 1 L and {

1 Divide into two groups, A and B.

2 Individually, do the writing assignment that
corresponds to your letter, which will be provided
by vour trainer. You must finish it in 30 minutes.

Step 2

Pair up with another person from your group, A or
B, and discuss the Focus questions below.

Focus questions

1 What was the aim of your writing assignment?
2 Who was your intended audience?

3 How did your assignment help you prepare to
write? .

4 How would you improve the assignment
provided?

Step 3

Form groups of four: two As and two Bs. The As read
Bs’ writing, and the Bs read As’ writing. Next,
discuss the Focus questions below with your group.
Focus questions

1 Describe your assignments. Find at least two
main differences between the two writing activities.

2 How did the stages of your assignment help or
hinder your writing?

3 What are two strengths and two weaknesses of
each assignment, A and B?

4 Which approach to writing do you prefer? Why?
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TASK 2 Putting pen to paper

" In this task you experience group writing, then
analyse its advantages and disadvantages.

Step 1 G

Work in groups.

Imagine you are a teamn of journalists and that you
are going to write a description of a vacation spot
for a travel magazine.

1 Look at your picture of a holiday destination
(your trainer will provide this). Complete these
sentence stems with several different words
and phrases you might use to liven up

your article:

a We can see...
b We can smell...
- ¢ We can hear...

2 Together, write a short paragraph (about five
sentences), describing your vacation spotin a
catchy way and incorporating some of the words
and phrases that you like from your notes.

Lirnit your time to ten minutes. Note: others in the
class will be asked to match your picture with your

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

Analysing writing activities

TASK 3 Doodling

Writing activities are sometimes incomplete or do
not give our learners the practice they need. In this
task you analyse several writing activities and
suggest pre- and post-writing activities for some

of them,

Work in pairs.

1 What did you write in your own language in the
last 48 hours? Make one list for the two of you.

2 Look at your list. For three of your items, tell each
other the following:

a the aim (e.g. to remind, to apologise, to
inform)

description, so don't be too obvious or too obscure
when you write.

3 Display your paragraphs and pictures separately
and then match the pictures to the descriptions.

Step 2 G

Work in new groups.

- Discuss these Focus questions.

Focus questions
1 What was the purpose of each stage in Step 1?

2 How did the pre-writing activity (question 1) help
you to write?

3 What would be a logical activity to do after the
writing activity is finished?

4 What did you enjoy about writing in a group?
Write down three advantages of group writing.

5 What did you NOT like about writing in a group?
Write down some possible disadvantages.

6 Think of two examples of group writing that
occur in real life. What are the aims of the real-life
group writing?

-----------------------------------------------------------------------------

b the audience (i.e. the person who read
the item) ‘

¢ the genre, or text type (e.g. shopping list,
personal letter, registration formy).

3 Do we always have an aim, audience and genre
when we write in ‘real life’?

Step 2 G

Work in groups.

On pages 71-2 are six examples of writing activities
{(A-F) from coursebooks. Identify four different
characteristics for each writing activity:

a aim

b audience

¢ genre

d level (beginner, intermediate, etc.)

Note: Some activities may already be suited to more
than one genre or level. For others there may be
some missing elements. An example is done for you.
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Example:
. a ainu not specified (implied aim is to sell a
Write a one-page magazine advertisement for a washing machine to a prospective customer)
washing machine your company produces, called b audience: a potential customer
WHIRLCLEAN. ¢ genre: a one-page ad
d level: intermediate to advanced

GRIMCASTLE ‘S.;CHOOL T Summer term
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LEISURELY CYCLING

in beautiful English Lakeland as seen

on T.V. Choice of good Hotels, Guest |

1_:: 9 hole par 3 golf course, 20 lovely
i, Acres. Near Eastbourne/sea.
| Col. Broch.

Homes. 7 day price choice from
4 £126/260. ‘All luggage transported.
! Pree days. Highly recom. for all age
groups. Col. Broch.
CYCLORAMA HOLIDAYS
GRANGE HOTEL

TENNIS HOLIDAYS

Weekends/5 days/7 days. Expert |-

coaching / play. 18 outdoorfindoor
courts. Fuli accom. Heated poof.

Wingmill Hill Place Tennis Resort,
Dept O, Hailsham, E, Sussex,
(0323) 832552

Grange—over—Sands 1),
Cumbria, LA 6E]
Tel: (04484} 3666,

Taken from Mode 2

i3
Portugal; Italy, Gréece
“urkeyy Austria dnd France.
e Alfama, the Leaning Tower of Pisa, -
‘the Acropolis, St Sophia, the Big Wheel
e and the Arg de Triomphe.

P STAY in five-star hotels, &l
" 'NUMBER OF DAYS: |4 COST:£850

Fountain Elementary

Step 3 G

Think about:

a introducing the topic of your writing activity
b introducing helpful language

¢ interesting learners in the topic.

Work in groups.

1 Pre-writing

2 -Writi
Choose one of the writing activities in Step 2. What Post-writing

would you do to prepare your learners for writing?
For more guidance, look back at writing assignment
B in Task 2 Putting pen to paper (p. 70} and also
Task 5 Paving the way (p. 38) from Unit 5
Warming up.

Once your learners have completed their writing
activity, what could they do to consolidate and
perhaps practise the language they used while
writing? Design a post-writing activity for your
learners, practising another skill (e.g. speaking).




TASK 4 A stroke of the pen

In this task you adapt writing activities from
coursebooks to make them more comrunicative, i.e.
'you give each activity a realistic aim, audience and
genre.

Step 1

Work in pairs.

1 Read these two writing activities from coursebooks:

9 DEAR DIARY

2 Neither of these writing activities include a clear
aim, an audience or a genre. Rewrite each activity so
that it includes:

a an aim
b an audience
¢ agenre. ,

In this way, you are making the activities
communicative, that is making them resemble
written communication in real life. You might have
to change the activities quite a lot, but try to keep
them at the same level and to include the

same language that is implied by the original
activities.

Step 2

Work in pairs.

Read the new activities created by at least five other
pairs. Discuss which you like best and why.
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Microteaching

TASK 5 Take note

In this task, you design and teach or are taught a
pre-writing or post-writing activity. If you are new
to microteaching, read 3. Microteaching tasks
and 4, Feedback questions on pages v-vi of the
introduction. :

i and

Step 1

1 Work in groups of four. Read the following
writing activity.

Taken from World Class 2

‘Write down the aim, audience, genre and level of '
the writing activity.

TASK 6 Writer's block

Typically learners experience a number of problerms
when writing. In this game, you match possible
solutions to typical problems that learners face
when learning to write in English.

Work in groups.

Materials:

Your trainer will provide:
one set of Problem cards per group,;
one set of Solution cards per group.

Instructions:

1 Sitin groups around tables. Appoint a person to
keep score.

2 Divide into two pairs.

a One pair designs and prepares to teach a
five-minute pre-writing activity for the writing
assignrent. Clarify who is going to teach what
and in which order.

b The other pair designs and prepares to teach a
five-minute post-writing activity. Clarify who is
going to teach what and in which order.

and IR

You will either work with a partner to teach one
stage of a writing activity, or you will experience
one as if you were a learner. After each micro-lesson
has been taught, give feedback to the teacheis. Use
the following Feedback questions as a guide.

Step 2

Feedback questions

1 How did the pre-writing activity prepare you for
the activity?

2 How did the post-writing activity complete the
lesson?

3 How would you do the pre- and post-writing
activities differently?

4 Any additional comments on the teaching?

2 Deal out the Solution cards and put the
Problem cards on the table, face down.

3 The first player draws one Problem card and
reads it aloud. The person who thinks he has
matching solution should read it aloud. The rest of
the players listen to the proposed solution and
accept or reject it. If everyone agrees it is a good
solution and no one has a better one in his hand,
the person with the Solution card receives one
point. If someone else proposes a better solution
from his hand and the group accepts it, he gets the
point. The person receiving the point keeps the
matching Problem card.

4 If you draw a Wild card, invent your own
problem or solution. Try to create situations you
really expect to encounter in your teaching context,

5 The game continues until all the problems have
been: soived or time is called. The winner is the
player with the highest score.



Further reading

Greuber, Diann and Dunn, Viviane. 1987, Writing
Elementary. Oxford: Oxford University Press.
Task-based activities for writing.

Boutin, Marie-Christine, Suzanne Brinand and
Francoise Grellet. 1987, Writing Intermediate. Oxford:
Oxford University Press.

Task-based activities for writing.

Hadfield, Charles and Jill Hadfield. 1990. Writing

Games. Harlow: Addison Wesley Longman.
Writing games and creative activities for
low-intermediate to advanced learners.

Hedge, Tricia. 1988. Writing. Oxford: Oxford
University Press.
Contains a wide variety of writing activities for all
levels and numerous purposes.

Hill, David A. 1990. Visual Impact. Harlow:
Pilgrims-Addison Wesley Longman.
Creative language learning activities using
pictures.

~ Maley, Alan and Alan Duff. 1989, The Inward Ear:
Poetry in the Language Classroom. Cambridge:
Cambridge University Press. '
Using poetry in the classroom to develop
learners’ writing of poetry.

Nolasco, Rob. 1987. Writing Upper-Intermediate.
Oxford: Oxford University Press.
Task-based activities for writing.
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Nunan, David. 1995. ‘Chapter Five, Developing
Writing Skills’ in Language Teaching Methodology:
A Textbook for Teachers. Hemel Hempstead:
Phoenix ELT.
Surveys recent literature and includes insightful
perspectives on theory of teaching writing.

Peyton, Joy Kreeft and Leslee Reed. 1990. Dialogue

Journal Writing with Non-native English Speakers:

A Handbook for Teachers. Alexandria, VA: TESOL.
Practical guide for using journal writing in the
ESL/EFL classtoom.

Pevton, Joy Kreeft, ed. 1990. Learners and Teachers
Writing Together: Perspectives on Journal Writing.
Alexandria, VA: TESOL.
Selected articles on the role of journal writing in
language development.

Raimes, Anne. 1983. Technigues in Teaching Writing.
Oxford: Oxford University Press.
Addresses complex theoretical issues in simple
English and includes practical techniques for
teaching writing at multiple levels.

White, Ron. 1987. Writing Advanced. Oxford: Oxford
University Press.
Task-based activities for writing.

Woolcott, Lyn. 1992. Take Your Pick. Harlow:
Addison Wesley Longman.
Activities for using photographs in language
learning, including sets of photos provided.
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TASK 1 Warp and weft

In this task you reflect on how language skills are
interwoven in real life.

Step 1

Work in pairs.

Use the table on the next page, Match one event in
the Initial events column with the event that
would best come after it in the Following events
column. Note: not all the Following events will
match the Initial events. One example is done

for you. '

Step 2

Work in pairs.

Imagine a classroom activity in which the learners
listen to a conversation among four people talking
about plans for a New Year’s Eve party:

1 What might be an appropriate (i.e. like real life)
follow-on activity to do in class, using a different
language skill?

2 What might be an appropriate activity to do in
class before the activity, using a different language
skill?
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INITIAL EVENTS

FOLLOWING EVENTS

a) Read with horror a very high gas bill.

b) Listened to a message on the answering
machine; wife explained that she is
bringing her boss home for dinner tonight.

¢) Wrote a note to a colleague, requesting a
meeting to discuss a problem,

d) Spoke to a learner about his absence.
¢} Listened to a friend’s medical problem.

f) Phoned in an order to send flowers for
Grandma's 70th birthday.

g Heard some famiiy news on the telephone.

h) Received a printed invitation to a fancy dress
party next Saturday.

1 Called to speak to a babysitter.

2 Read about her problem .in a medical textbook.
3 Listened to her proposedi solutions face to face,
4 Wrote a card to accompany the flowers,

5 Read a doctor’s excuse the learner gave me.

6 Rang another family member to tell them
the news.

N~ 7 Spoke to the gas company representative

by phone.
8 Wrote a letter to address the probiem.
9 Read some recipes for quick gourmet dinners.

10 Read about a new policy in the newspaper.

-----------------------------------------------------------------------------

TASK 2 In unison

In this task you re-order the stages of an integrated
skills lessoni. This onie is based on a coursebook for
teenage beginness.

Step 1 P

Work in pairs.

Your trainer will provide a mixed-up lesson plan.
Put the stages of the lesson plan {a—i) in a logical
order.

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

Step 2 G

Join another pair of trainees and agree on a joint
plan. Discuss the Focus questions.

Focus questions

1 a What is another possible order for this lesson?
b How might a different order affect learners’
learning?

2 What do you think of the balance of the skills in
this lesson?

3 Which parts would you most enjoy teaching and
why?

4 What might be a logical follow-on to this lesson?

5 How is this lesson similar to or different from
lessons in your teaching context?



TASK 3 There’s a song in my heart
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. Workin groupé.

In this task yoﬁ analyse an integrated skills lesson
based on a song.

Read the lesson plan below and the materials
accompanying the lesson on the next page. Then
discuss the Focus questions.

‘e e e &

‘ Lesson plan: Integrating the skills based on a song
Aims:
To listen for the main idea of a text and for specific information
To guess vocabuiary from context and learn new vocabulary
To discuss reactions to the lyrics of a song
To write a letter to a penfriend -

To develop critical thinking skills (making inferences, analysing)
To foster learner independence and coogerative learning.

* & & & & B

Materials:

* Recording of song 'Why?" by Tracy Chapman (1986)
Copies of Cloze exercise "Why?' by Tracy Chapman
Copies of Matching opposites exercise

Copies of Writing task

Casselte recorder

Stages of the Lesson:

1 Warm up (5 min): Tell Ls théy are going to wark on a song today.
Give out Matching Opposites exercise to pairs of fearners. Ls complete in
3 min. Tell Ls that many of these words are taken from the song.

Whole class brainstorms the topic of the song and, possibly, the singer’s
name (2 min).

2 Give out song with gaps; play song once or twice, depending on Ls’
needs. Learners fill in blanks while listening, then check in pairs.

3 Ls check answers on overhead projector (5-10G min)

Answer key 1o cloze exercise:
1} alone; 2) peace; 3) safe; 4) love; 5) war; 6) free; 7) answer, 8) truth;
9) answer; 10) blind

4 (5 min). Write sentences a—¢ on board and ask ciass which sentence best
summarises the song:
(a) There is a ot of injustice in the world and something must be done.
(b) There are many lonely people in the world and they should
be helped.
(c) Poor people have a right to the same job as rich people.

5 Ask whole class what words they don’t understand; elicit answers from
gther Ls as far as possible; help with problems (5 min).

6 Ls work in 4s. Discuss (a) what emotions the person in the song feels
and (b) why they believe this (5 min).

7 Give Ls individual Writing task; check that Ls understand Ls begin in
class and finish for homework.

8 Re-cap homework (2 min): finish writing the letter. Tell Ls to be prepared
to show it o others in class during the next lesson.
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Materials accompanying the Lesson plan

Matching opposites

Match the words in the left column with their
opposites (or near-opposites) in the right column.
One example is done for you. ‘

a} love 1t death

b) life 2 enslaved
¢) safe 3 question
d) together 4 hate

' e) peace 5 injustice -
f) truth 6 in danger
g) answer 7 alone

h) sighted 8 war

0 justi;e 9 blind

iy free 10 falsehood

Writing task

Imagine your American penfriend is the person in
this song. She is feeling bad and has written the
song ‘Why?'. She sent you a copy of the lyrics and
asks you for help. You want to try to help her have
more hope about the future. In your letter, put
your friend's ideas into your own words to show
that you understand her feelings.

Cloze exercise: "Why?' by Tracy Chapman
[CHORUS = lines 1-12]

1 Why do the babies starve
When there’s enough feed the world
Why when there’re so many of us
Are there people still 1)

5 Why are the missiles called 2) keepers
When they're aimed to kill
Why is a woman still not 3y __
When she’s in her home

9 4) is hate
5) is peace
No is yes

And we're all 6)

13 But somebody’s gonna 1o have to 7}
The time is coming soon
Amidst all these questions and contradictions
There're some who seek the 8)

[CHORUS]

17 But somebody’s gonna to have 10 9)
The time is coming scon
When the 10) ________ remove their blinders
And the speechless speak the truth

[CHORUS]

Focus questions

1 What level (beginning, intermediate, etc.) is this
lesson most suited for? Why?

2 a Not all language areas — the four skills,
grammar and vocabulary - are practised in this
lesson. Which area is not taught?

b What is the effect of omitting it?

3 What are two advantages of using songs for an
integrated skills lesson? '

4 What might the disadvantages of using songs be?

5 Why is it useful to use the same material to
practise different language skills, grammar or
vocabulary?

6 Suggest two English songs that you think are
suitable for an integrated skills lesson and say why
you think they are suitable.

ime Out take ﬁve
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Integrated skills activities

TASK 4 Kaleidoscope

In this task you examine ten activities to do after
reading a passage.

Step 1 G

Work in groups.

1 Read the intermediate-level reading text The
flying boat and the ten Integrated skills activities
(A-]) that are based ot it.

2 a Which two activities does your group like
the most? '
b Why?

3 a Which two activities do you like the least?
b Why?

Mrs Carrel That's rngh‘c It was _wnthout dou
the most comfortable jourdey ['ve made by air:
life. There was also the advantage of slowly gett
used 0 the change in temp@r

: s freezing ébecause 1§
* The onfy time we were F
Rangoon and Slngapore The heatmg
we were alf wrapped up |n blankets

Taken from Shades of Meanmg

rhﬂﬁﬂu‘“‘-

lntegrated skills activity E

Write your own conclusion to the .'nterwew
. . K i 5~ 10 min

Pretend you ar@ Mrs Carrei On your own, erte
swer to the nterwewer s Iast questlon

2 :intéjgréiéd skills ‘a’éti'v‘ity F

Reteﬂ the sto':y P

With' your classmates take turns bef mg I\/Irs Carrel
The first person begins the story by mentioning one
point that Mrs Carrel said. The next person adds
another point and so on until a chain has been
formed and everyone has spoken,

i od 10 15 min =




Step 2

Form new groups. Discuss your answers to the
following questions.

1 What is the aim of each of the activities A-J?
2 a Which of the activities might you use for a
group of thirty 13-year-olds?

b In which order would you teach your chosen
activities? Why?

10 PUTTING IT ALL TOGETHER

Lesson planning and
microteaching

TASK 5 A unified vision

In this task you write an integrated skills lesson
plan and teach part of it. Examples of such lessons
are included in this unit, in Task 2 In unison

(p. 77) and Task 3 There’s a song in my heart

(pp. 78-79). If you have never written a lesson plan
before, you can look at Unit 13 Plan of attack
[Task 1 Bits and pieces (pp. 98-9), and Task 5 Aim
straight (p. 102}].

Step 1

Work in paizs.

1 Pick a theme around which you can create a
45-minute lesson plan integrating the skills.

Profile of learners
& 30 learners (half bays, half girls)
o Age: 16-17
e Level: Intermediate
o Number of 45-minute English lessons per week: 5

2 Select some materials from a general English
coursebook (one that covers multiple skills) or some
authentic materials and write a lesson plan using
those materials. Include the following points in
your plan:

* aim(s) of the lesson

* rnaterials

» stages of the lesson {with suggested timing and
groupings of learners)

e several different language areas (reading,
listening, writing, speaking, grammar,
vocabulary).

Step 2

Work in groups.

Exchange plans with another pair. Tell them about
two strengths of their lesson plan and suggest two
possible improvernents.
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Step 3

Work in different groups.

1 Read the lesson plans. Choose two linked
activities from one lesson plan which practise at
least two different language areas and which you
would like to use for microteaching to your class.
Your two activities should last a maximum of
ten minutes.

2 Decide on two people from your group who will
teach. Choose who will teach which stage and
prepare your lesson together.

C and 874

1 Work in large groups of 10-12 or as a whole class.
Your trainer will clarify who is teaching and who
the learners are for the microteaching. If you are
new to microteaching, read 3. Microteaching tasks
and 4. Feedback questions on pages v-vi of the
introduction.

Step 4

-----------------------------------------------------------------------------

Further reading

Anderson, J.R. et alia. 1983. Integrated Skills
Reinforcement: Reading, Writing, Speaking and
Listening Across the Curriculurn, New York: Addison
Wesley Longman.
Focuses on the integration of skills across the
curriculum in an ESL context.

Brinton, Donna, Marguerite Ann Snow and Marjorie
Bingham Wesche. 1985. Chapter 3, ‘Theme-Based
Instruction in the ESL and FFL Contexts,” in
Content-Based Second Language Instruction. New York:
Newbury House.
A teacher reference examining the theory and
practice of integrating skills in thematic lessons.

Brown, H. Douglas et alia, 1991. Vistas: An
Interactive Course in English. Englewood Cliffs, NJ:
Regents/Prentice Hall.

An integrated skills coursebook for four levels.

Enright, D.S. and M.L. McCloskey. 1988. Integrating
English: Developing English Language and Literacy in
the Multilingual Classroom. Reading, Mass: Addison-
Wesley Longman.

A teacher reference book for ESL and EFL.

2 Give feedback to the teachers who teach the
lesson by discussing the Feedback questions.
Feedback questionsr

1 Were the teachers’ instructions clear?

2 What were the aims of the activities? How well
did the teachers reach the aims?

3 How were the activities linked? How else might
the teachers have linked them? .

4 How would you change or improve the lesson?

5 Any other comments on the teaching or the
activities?

-----------------------------------------------------------------------------

Lawley, Jim and Roger Hunt. 1992. Fountain.
Harlow: Addison Wesley Longman,
A four-level course for young teenagers, from
beginning to intermediate level. Designed for
large, mixed ability classes in secondary schools.

Radley, Paul and Chris Millerchip. 1990. Mode 1, 2
and 3. Harlow: Addison Wesley Longman.
A three-level course, from beginner to
intermediate level, designed to appeal to teens
and young adults.

Richards, Jack C. with Jonathan Hull and Susan
Proctor. 1991. Interchange: English for International
Communication. Cambridge: Cambridge University
Press.
A three-level coursebook for adults and young
adults,

Soars, John and Liz. 1987, Headway (Intermediate and

Upper-Intermediate). Oxford: Oxford University Press.
Coursebooks integrating listening, speaking,
reading, writing, grammar and vocabulary.
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Responding to learners’ writing

Reflection Step 1

HELISTIION
Work individually.

TASK 1 ‘Respohding’ means...

In this task you think about and discuss different

ways that teachers can respond to learners’ writing.
A Fully agree
B Mostly agree

C Mostly disagree

D Fully disagree

Read the following twenty statements and decide
how far you agree or disagree with each one. Circle
the letter you choose, as follows:

RESPONDING TO WRITING means...

praising learners’ writing for its strengths.

using a red pen.

correcting every single error.

providing correct answers for learners.

learners rewriting answers after teachers have corrected them.

giving specific feedback to learners {e.g. remarks about past tense questions).
correcting some errors, leaving others alone.

getting learners to cooperate (e.g. give feedback to each other).

giving marks for grammatical accuracy.

reacting to what learner writers express {the caontent).
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11 reacting to how learner writers express something (e.g. the form, the organisation). 11T ABCD
12 sometimes using a green, purple or pink pen. _ 12 ABCD
13 encouraging learners to experiment with new language {e.g. vocabulary). 13ABCD
14 collecting important errors for analysis by the whole class. 14 ABCD
15 insisting on correct grammar. 15 AB CD
16 helping fearners self-correct. 1 ABCD
17 using correction symbols to indicate errors (e.g. S = spelling error, P = punctuation error). 17 A B C D
18 encouraging learners to write enthusiastically. 18 A'BCD
19 asking learners to evaluate their own writing. 19 ABCD
20 giving a general mark for content and form. 20 ABCD

Step 2

Work in groups.

Imagine you are learners. How would you like your
teacher to respond to your writing? Discuss which
type of teacher response to writing you think is
ideal. Include in your ideal response at least four
items from Step 1. Be ready to share your ideas with
the rest of your class. '

TASK 2 Taking the plunge

In this task you respond to a piece written by a
learner as if you are his teacher. You then reflect on
the reasons for your response. '

Step 1

1 Read the profile of the learner, Henny, and his
writing task.

Profile of the learner: Henny
e 13-year-oid boy
« 3rd year of English study
e Class has five 50-minute English lessons a week

s (Class recently reviewed past tense and present
perfect tense

¢ Henny has not yet studied the passive voice
{e.g. was taken, had been found)
Henny's writing task

Write your own conclusion to the story we read in
class. Use your imaginationt

2 Your trainer will provide a copy of Henny's story
for you, Read it through.

3 Imagine you are Henny’s teacher. Think about
the type of response you are going to write to him.
Before you write your response, think about these
questions:

a What colour ink will you use?

b How will you indicate or comment about
Henny's grammar?

¢ Will you comment on the organisation of his
ideas?

d Will you comment about the content of his
work?

e Will you use correction symbols

(e.g. § = spelling error)? If so, which ones?

f Will you indicate the errors (e.g. by
underlining or circling them) or will you write in
the correct form of the errors?

£ Where will you respond or write comments
(e.g. in the margins, in the body of the text or in
a separate paragraph at the end)?

h Will you give an overall mark to Henny? If so,
how will you decide on your mark?

4 Imagine you are Henny's teacher and write
yout response on his work, as if it is in his
exercise book.

Step 2 G

Work in groups.

1 Read and discuss your responses to Henny's
writing. What do you like or dislike about each
other’s responses?

2 Discuss the Focus questions on page 85.



Focus questions

1 a What kind of response frorm you as a teacher
would help to develop Henny’s fluency in
writing?

b What kind of response would help Henny to
write with more dccuracy?

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

Responding

TASK 3 if u kn rd ths...

In this task you use symbols'a{s a means to give
feedback, then reflect on the value of using such
symbols.

Step 1

Work individually.

1 cither

a Make a list of any symbols that your teachers
have used when responding to your writing.
What was the meaning of each symbol

(e.g. S = spelling error)?

or

b 1f your teachers did not use symbols when
responding to your wiiting, what symbols might
they have used? Invent five (e.g. S = spelling
error).

2 Add to your Hst some symbols which you could
use to give positive feedback. Include the meaning
of your symbols (e.g. () = that's great).

Step 2 . P

Work in pairs,

1 In the left-hand column of the table Correction
symbols (p. 86) are some symbeols that a teacher
_might use when responding to learners’ writing. In
the middle column is an explanation of each
symbol. Add any extra symbols from Step 1 which
you would like to use as a teacher, together with
your explanations.

2 Look at Henny's assignment again. In the right-
hand column of the table, Correction symbols,
write down one exarnple of each type of error in
Henny's text. An example has been done for you.

11 RIGHT ON!

2 a If you had to, what overall mark would you
give to Henny for his writing?
b Give reasons for your chosen mark.
¢ What are two advantages of giving Henny an
overall mark?
d What are two disadvantages of giving him an
overall mark? *

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

Stép 3 P

Work in pairs.

1 Imagine you are Henny's teachers. You are going
to use symbols to respond to his work. Before doing
that, discuss the following:

a Which errors will you indicate (e.g. all his
errors, or only those which interfere with
understanding)?

b How will you indicate where Henny's errors
are (e.g. circle them, underline them with a wavy
line)?

¢ Will you use symbols to give positive feedback
to Henny? If so, which ones?

d Which symbols {from Step 2) will you use?

e Where will you put your chosen symbols

(e.g. in the margins, above each error)?

2 Based on your discussion, write your chosen
symbols together on Henny’s paper, as if yoh were
his teacher. Write directly on the page, as if you are
going to hand it back to Henny.

Step 4 .

L]

Work in groups and discuss the Focus questions.

Focus questions

1 Exchange papers and look at each other’s
responses. How were your responses different?

2 Explain to each other your reasons for
responding in the way you did.

3 a Which is the most important type of error to

focus on in Henny's work?
b Why?

4 How important is it to give positive feedback?

5 1f you did Task 2 Taking the plunge (p. 84), how

have your ideas about responding to a piece of

learner writing changed since then?
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CORRECTION SYMBOLS

SYMBOL EXPLANATION EXAMPLE

v/ S ) spelling error

{ P punctuation error
Y verb tense error
s

\/</\f o incorrect word order

WwW wrong word used
Ag}/{r agreement (subject-verb,
b adjective-noun or nOUN-pronour.)
L,% | new paragraph needed
1,/“/R-O' run-on sentence line 1: .in her Haus probably she..
// A something’s missing
@ good; well done; I like this
? I don’t understand this
(Add more
here)

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

TASK 4 A bird's eye view
Profile of the learner: Margareta

In this task you learn how to respond to the s 16-year-old gitl
organisation and content of a piece of writing. o 4th year of English study
Step 1 /1 » High intermediate level
e Class has English lessons three times a week for
Work individually. 45 minutes
Read the Profile of the learner: Margareta, and her Margareta’s writing task
writing task. In the previcus lesson the learners read and
Step 2 P discussed an ad from Fortune business magazine, in
which one cagtion read You needn’t be ashamed of
Work in pairs. wanting to be something in Jife. The class had a
, - , discussion and sore learners did not agree that
Read Margareta's letter to Jagdeesh provided by your success means having a lot of money. The teacher
trainer, then discuss the Focus questions about the asked the learners to write a letter to their indian
organisation and contents of her letter. Ignore penfriend, Jagdeesh, who asked them in his last
Margareta’s grammar, spelling and punctuation letter what it meant to them to be successful in life.

€ITOors.




Focus questions

1 What are the main ideas of Margareta’s letter?
2 How many different ideas are there in each
paragraph?

3 a Find one of Margareta’s main ideas that is
supported by insufficient detail.
b What extra information might Margareta
add to support the main idea you found
in (a)?

Step 3

Work individually.

Respond to Margareta, as if you were her teacher,
Limit yourself to three sentences or three minutes,
whichever is shorter, as you have 30 other learners’
assignments to review. Comment only on the
overall organisation of her ideas and the contents
and suggest practical ways to improve her letter.

Ignore all grammar, spelling and punctuation errors.

Step 4

Work in groups.
1 Read all of the responses to Margareta’s letter in
your group.

2 Decide which response best addresses the
organisation and contents of Margareta’s writing
and how it does this.

3 Read out your best response to your class and
give your group’s reasons for your choice,

11 RIGHT ON!

-

TASK 5 Tips from teachers

In this task you read about and reflect on how some
teachers treat errors in learners’ writing.

Work in groups.

Answer the Focus questions as you read the
teachers’ opinions below and on page 88 about
responding to writing, then discuss your answers
with your group.

Focus questions

1 Which good new ideas did you read about
responding to writing?

2 a Which teacher’s ideas might you follow if you
were working with beginners? Why?
b Which ideas might you use with advanced
classes? Why? :

3 Which ideas would you avoid if you were,
working with large classes (e.g. classes of 30 or more
learners)? Why?

4 Which tips would you use for teaching children
or teenagers and which for adults? Why?

TEACHERS' OPINIONS ABOUT
RESPONDING TO WRITING

~

rI'helie\m that errors aren't necessarily bad habits
that my learners have picked up. Sometimes they
are very creative indications of their trying out
new forms, based on their own ideas about how
the language works. They're hypothesising and
Lsemetimes they get things right.

Amanda J

_J

rTlike to give my learners marks for their writing.
| usually use a 30 point scale and | divide that up
further: | give ap to 15 points for content, 10
points for arganisation, and 5 points for grammar.
| want them to become more flueat writers who
feel confident and motivated to take risks, o |
deliberately keep the emphasic on what they're

Lsaying, not g0 much on how they're saying it. )

Kala J
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ﬁfind that my learners, all in their early teens, W
really like a little friendly competition in the
clagsroom. So | do things like give out prizes such
a¢ posters and comic books to encourage them to
write well — they get so many points for each piece
of writing, and the points can be added up for
prizes. My friend who teaches businessmen says
that my system wouldn't work for her learners. They
are serious about learning and expect learning to
be serious! To motivate them, she says she brings
in samples of their own writing and shares them
with the whole class, who look them over for errors
and try to correct them. Apparently, this really

motivates her group, but | think that it would make
my learners too self-conscious.
\ _

2/

(-I do believe that learners expect a teacher to w
sorrect their writing, so it undermines them it |
don't make any remarks on their errors. But they
understand that first they are to look for their

own mistakes and see if they can correct them.
Sometimas we do this in groups, and then | give

the class more input if they need it. Also, 1 often
collect 4 few common mistakes and write them on

Johah_

the board for the whole ¢lass to correct. -
k ¢ board Tor the wnole ¢lass 1o corvec __)
EQey

{ think it's really important to 'talk’ to my learaers
when they write, to respond to what they say more
than how they say it. | like to give some kind of
personal comment about what they've writter and
usually mention something about my life, too.

Frank

rlrlike to publish my learners’ writing whenever 1
possible. Sometimes we do a newsletter for the
school, other times we simply display their
writing on our walls. It helps motivate learners to
write well and more carefully edit their own work
L for mistakes. They're really proud when their work

is published.
S

Ishmael ~Z/

When | sit down to read my learners’ papers, | fryw
to avoid holding on to any pen or pencil, espesially

a red one! | also try to read the eatire piece of

writing through once and think about the whole

thing, before lifting my pen to mark anything.

Guus J

_J

mee read that the human mind can only hold W
seven pieces of information in its memory at any .
one moment, After that | stopped correcting, or
aven pointing out, all the errors my learners made
in their writing. | figured that they couldn't
remember them all even if they wanted to! Now

| focus my attention, and theirs, on one or two
items only — like a structure we practised in class
Uast week — and | think the feedback helps _fhem.‘)

Bartholomew j

Sometimes | use a correction key to indicate the
type of errors made and sometimes the learners
use the same key when they edit each other's
work. 1t's a nice short-hand way of showing that
something's wrong.

Doreen y

riheip my learners select their best projects to
put into a portfolio. This portfolio is then
reviewed at the mid-point and end-point of the
year to measure the learners’ progress, and believe
me, even the learners who started out in the
bottom third of the class are able to see some
L progress and feel more confident that they can

improve, with effort.

Leni y

When | see several errors made by learners of the
same L1, | try to figure out what the cause of the
erors could be. Perhaps there is something in
their native language that is similar and that's
why they make that mistake.

Haluk J

,)




TASK 6 Bravol

In this task you evaluate and write comments about
the strengths of a piece of learner writing.

Step 1

- Work individually.

Re-read Margareta’s letter from Task 4: A bird’s eye
view (your trainer will provide you with a copy).
Think now only about the good points in her
writing. Make notes on:

a_good points about the content of her writing
b good points about her organisation
¢ good points about her grammar.

Step 2

Work individually.

Imagine you are Margareta’s teacher and you have
30 other letters to read. Write a short, encouraging
remark to her. In your remark, say what is good
about her writing: be specific and brief.

Step 3

Work in pairs.

Compare your comments with a partner and discuss
how Margareta might feel when she receives your
comiments.

Tlme out tgkg ﬁvg
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Using journals

TASK 7 Very truly yours

In this task you explore using dialogue journals with
your learners. ‘

Step 1 '

Work as a whole class.

What do you already know about journal writing
with learners of English? Brainstorm your ideas with
the rest of the class using the question words below.

Step 2

Work in pairs.

Your trainer will give you two examples of journal
entries written by learners and their teachers. Fill in
the missing information surrounding them. You
may have to guess.

Step 3 L

Work individually.

The following was written by Elizabeth, a
12-year-old whose level is high-intermediate.
Respond to this journal entry as if you were
Elizabeth’s teacher.

ELIZABETH'S JOURNAL

What weould You do of someane o

was r J . @ had the
meoney to go to San Fancisco or San
Deiego. They had abowt §1000. You had
a[reaag tried Lo conwince them lo stay
but they were still going to. Werndd youe
tell their parents? What wadld you Ao?

Taken from Dialogue Journal Writing
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Step 4 G

Work in groups and discuss the following Focus
questions,

Focus questions

1 Look at the teachers’ responses to Catalina’s,
Miguel’s and Flizabeth's journal entries (including
your own response to Elizabeth’s journal).

a Does the teacher correct errors?

b Does the teacher address the learner’s ideas?
¢ Does the teacher introduce a new subject? If -
s0, why?

ﬁomewoﬂg

TASK 8 Tackling it yourself

In this task you respond to a piece of learner
writing, considering its content and organisation,
strengths and weaknesses.

Work individually.

Step 1

1 Read the following:

Profile of the fearner: Jan

11-year-old boy

beginner

has studied English for nine months
has English lessons three times a week

Jan’s writing task

Design your own island and write about it, Use at
least eight words from Chapter 9. Use your
imaginationi

“Step 2

2 'Would the teacher give the learners a mark for
these journals? Why/why not?

3 What topics might a teacher suggest that her
13-year-old learners write about in a journal if they
have been learning English for two years?

' 4 How can dialogue journals be used in a large

class?

5 How can dialogue journals be used with
beginners?

6 What are two advantages of using dialogue
journals when teaching or learning English?

-----------------------------------------------------------------------------

Your trainer will provide you with a copy of Jan's
piece of writing., Write on it as if you were Jan's
teacher. Your response should deal with:

+ content

® organisation

» strengths

* errors and areas for improvement.

Spend no more than 15 minutes on this. In a real-life
teaching situation, you would not have much time.

Step 3

Note down briefly some comments on your
response to Jan's work, Answer these questions:

1 How did you respond to the content of what Jan
wrote and his drawing?

2 How did you give feedback on his errors?

3 How did you respond to the organisation of his
work?

4 What comments did you make about his
strengths as a writer?

5 How did you encourage Jan to improve his
writing?

6 Why did you decide to give the sort of response
that you did?

7 How does the way you responded to Jan's work
compare with the way you originally responded to
Henny’s story from Task 2 Taking the plunge

(p. 84)?



Further_ﬂ__g;eqding

Bartram, Mark and Richard Walton. 1991.
Correction. Hove: LTP Publications.
Chapters 6 and 7 provide tasks and comments
about responding to written errors.

Edge, Julian. 1989. Mistakes and Correction. Harlow:
Addison Wesley Longman.
Easy-to-read book about practical ways of
responding to spoken and written errors.

Hedge, Tricia. 1988. Writing. Oxford: Oxford
University Press.
‘Chapter 4, Improving’, deals with activities such
as marking, redrafting and editing.

Makino, Taka-Yoshi. 1993. ‘Learner self-correction
in EFL written compositions’ in ELT Journal, 47 (4)
Octaber. pp. 337-341.
Discusses study showing that guided learner
self-correction can, in some cases, be more
helpful than teacher correction of written errors.
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Peyton, Joy Kreeft and Leslee Reed. 1990. Dialogue

Journal Writing with Nonnative English Speakers:

A Handbook for Teachers. Alexandria, VA: TESOL.
A useful guide for teachers who have not had
much experience with journal writing.

Peyton, Joy Kreeft, ed. 1990: Learners and Teachers
Writing Together: Perspectives on Journal Writing.
Alexandria, VA: TESOL.
Relates the use of journals to a wide range of
classroom situations (e.g. deaf learners’ writing,
interactive teaching of reading).

Raimes, Ann. 1983. Techniques in Teaching Writing.

Oxford: Oxford University Press, pp. 22, 150-153.
These pages suggest practical ways to respond to
learners’ writing, including content and form,
strengths and weaknesses.



TASK 1 Look where you're going!'

In this task, you reflect on your feelings and beliefs
about mistakes.

Step 1

Work individually.

Complete these sentences about yourself learning a
foreign language:

1 When my classmates made mistakes when they
spoke, I felt...

2 When my classinates corrected my mistakes,
I felt...

3 When the teacher corrected my spoken language,
I felt...

4 The way I like a teacher to correct me is for
her to...

Step 2

Work in groups.

Discuss your sentences in your group. Choose a
group secretary to write down any particularly
interesting or problematic areas on the topic of
spoken errors that you would like to share with the
whole class.

- Step 3

Work individually.

The following passage Reading: Learning steps
deals with the importance of errors in language
teaching. Read it and decide how far you agree with
the point-of-view of the writer.
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(Edge 1989: 17).

Reading: Learning steps

One theory of language learning states that hypothesis testing is & part of our learners’ development, and thus
learners making mistakes should be viewed as positive (Chaudron 1988:134): language mistakes are a sign that
our fearners are learning something. It is thus possible to see language errors as 'learning steps’ that we can learn
from (Edge 1989: 13-17). For exampie, a student who makes the mistake / goed** to the cinema yesterday
instead of saying / went to the ¢inema yesterday is aware that a simple past tense is formed by adding -ed to the
stemn of the verb: she does not say / go** to the cinema yesterday because her intention is to speak about
yesterday. However, she is unaware that the verb to go is irregular in the past simple, or she has simply forgotten.
She is moving towards correctness in the past tense, although she hasn't quite yet reached her goal. Edge’s view
is that 'many of the things we call mistakes and see as problems are in fact signals that our students are
successfully learning the language’ (Edge 1989: 14); our learners are trying things out, testing out their knowledge
and skills in learning the language, and making mistakes is a part of their language-tearning development.

He points out that we should not, therefore, see mistakes as negative. Helping learners by correcting them can
be ‘a way of giving information, or feedback, to your students, just when it will support their fearning’

What are errors and mistakes?

FTASK 2 Was it an error or a mistake?

In this task, you learn about the difference between an
error and a mistake.

Step 1 R

Some linguists differentiate between an error and a
mistake. Read the following dictionary def1n1t10n and
the reading Exrors and mistakes.

Dictionary definition

error fera/

{1) (in the speech or writing of a second or foreign language learner), the
use of a finguistic item (eg a word, a grammatical item, a SPEECH ACT, €tC) in
a way which a fluent or native speaker of the language regards as
showing faulty or incomplete learning.

A distinction is sometimes made between an error, which results from
incomplete knowledge, and a mistake made by a learner when writing or
speaking and which is caused by lack of attention, fatigue, carelessness, or
some other aspect of perrorMANCE, Errors are sometimes classified
according to vecabudary (lexical error), pronunciation (phonological
error), grammar {syntactic error), misunderstanding of a speakes’s
intention or meaning (interpretive error), production of the wrong
communicative effect, eg through the faulty use of a speech act or one of
the RULES OF SPEAKING (pragmatic error).

In the study of second and foreign language iearning, errors have been
studied to discover the processes learners make use of in learning and
using a langudge (see ERROR ANALYSIS).

(2) see under SPEECH ERROR.

see also DEVELGPMENTAL ERROR, GLOBAL ERROR.

Taken from Loﬁgman Dictionary of Applied Linguistics

Reading: Errors and mistakes

A mistake, then, is a slip of the
tongue; the learner knows the
correct form but has temporarily
fargotten it. A learner can probably
correct his or her own mistakes.

- For exampie, a teacher is asking
" guestions about her learner’s

weekend. He asks, What did you do
at the weekend, Frits? Frits answers,
fgo**... no, I went to the ¢inema.
Frits knows that he should answer in
the past tense, but forgets for a
momeni; he then corrects his own
mistake. An error, on the other
hand, occurs because the learner
does not know the correct form and
so cannot produce it at this stage of
learning. Menika, a near-beginner, is
talking about what she would like to
do in the future, and says, / fike** to
be a teacher; | like** to go to Spain
next year. These are errors; because
she does not yet know the form

I want to do something, she uses the
present simple tense, which she is
familiar with. Errors, however, can
show evidence of learning, since
learners can be applying rules, either
from their own language or from
what they know of English, even
though at this stage they are getting
something wrong.
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and

Step 2

Answer the following questions individually, then
discuss in groups:

1 Write down some mistakes that you often make
when you speak a foreign language nowadays. Why
do you think you make them?

2 What spoken errors have you made recently?
Write them down. What caused them?

TASK 3 Don't make a fool of yourself
and

and

In this task you reflect on the errors that learners
make in English and possible reasons for them.

1 In pairs, make a table as follows. On the left-hand -

side of the page write three or more English
language errors that either (a) you heard recently
or (b) are typical of speakers of your language.
Include different types of errors: for example,

Qbservatiolg

TASK 4 Whoops!

The aims of this task are to observe and reflect on
how a teacher deals with spoken errors.

Step 1

Work individually.

Use one or more copies of the Observation table:
Spoken errors provided by your trainer. Arrange to
observe an English teacher for one or two lessons.
Complete the table as you watch the class; some
examples are provided. The lesson will need to
involve some speaking, since you are observing
spoken errors.

Step 2 o

After completing the table, answer the
Post-observation questions in writing.

pronunciation errors, grammar errors or word order
errors. On the right-hand side of the page, write
down what you consider the cause of each error
might be.

Examp!e‘

2 Make a group of four. Share your errors and
possible causes and add more to your table.

3 Discuss your answers as a whole class and collect
together all the causes of errors that you have
thought of.

you oioNT PO A
MISTAKE, UOU 1DIOT, 40U
MADE A
MISS,
DIP A
MISTAKE,

Post-observation questions

As soon as possible after your observation, write
down your answers to the following questions. Use
specific examples to support your arguments.

1 What kind of errors or mistakes did the teacher
correct (for example: a grammatical error, a
vocabulary erroz, a pronunciation mistake)?

2 Why did the teacher correct the errors that you
mentioned in question 17




3 Think about the teacher’s error corrections:

" & Would you have acted in the same way or
. would you have done something else?
“ b If so, what might you have done?

‘4 ‘@ Were there any errors or mistakes made that
you thought should have been corrected but

. which were not? Give reasons.

b How might they have been corrected?

..... PP R R T P P PP P

Correcting in ?1“35

'_I"AS!( 5 Erroroleplay

In this task you experience different types of error
correction and reflect on different ways of
correcting errors.

i and I3

In this task, four different teachers, role-played by
you or your classmates, teach four different
speaking activities which aim to improve learners’
fluency. After each activity write down your answers
to the questions below and a few comments about
the teacher and particularly about their error
correction techniques.

1 What did the teacher do during the task?
2 What did she do after the task?

Step 1

3 What was her attitude to your errors?
4 Did the teacher correct all the errors made?

5 How exactly did the teacher correct errors?

12 WE ALl MAKE MISTAKES

5 Were there mistakes or errors made that were
corrected but which, in your opinion, should not
necessarily have been corrected? Give reasons.

6 Do you have any other comments on error
correction in the class you observed?

7 *What have you learned from doing this
observation task, either related to spoken error or
to anything else related to teaching?

------------------------ P Y T R T T T T P TP

Step 2

Work in groups.

Complete the sentence stems below together. Be as
practical and specific as you can.

1 Teachers should interrupt learners
when they make a mistake or error
when .

2 Teachers can give delayed feedback
in the following situation: ..

3 Some ervors or mistakes should
remain uncorvected by the leacher,
for example ..

4 Teachers can corvect learners in
different ways according to the
dype of lasks which ithey do, for
example .

5 Teachers can vary theiv ervor
correction siralegies according to
learners’ personalities, by ..

6 Teachers can help learners fo
self-correct or to corvect each other’s
spoken ervors by .

7 Some advaniages of self-correction
and peer corveciion are ..

8 Some disadvaniages of self-correciion
and peer correction are . ’

9 Five practical ways of giving feedback
ONn spoken ervors are ..

10 I have learnd the {ollowing aboul
giving feedback on spoken ervors
in this task: ..
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TASK 6 What | would do

In this task you decide how you would correct some
mistakes and errors which occur in a lesson.

Work in pairs.

Discuss each situation and decide: ‘

1 Would you correct the error or mistake?
2 How exactly would you correct it?

3 When exactly would you correct it?

SITUATION 1

You are doing a grammar drill to practise the
gii}enz per;ect tense. You ask, Have Yyou ever been
€ beach? A student responds, f*
L ve w ok
the beach on** France last year. reno

SITUATION 2

ing a posteard in pairs about

ers are writ -
Your learn to a friend at home. One palf

their suramer holiday
has written,  am go** to th

SITUATION 3

Lc;tf; ;Iass has Just been introduced 1o the function
‘ lo something. You are organising a trip with

,y ur class and you are discussing what to do; 3
earner says, Let** go Swimming ’

SITUATION 4

warming-up activity with your
parents. One

dmother is three

You are doing a ‘
class, asking them about their grand

student tells the class, My gran
and seventy.*™

o beach every day.

Maths and Fnglish pest.

'SITUATION 5

\I’ou have just introduced
time. You have co

his and hers for the #i
irst
llected some jtems belonging to

desk. You ask, picki

, Picking u
keys, .%/i/hose keys are these? A student agnsfvzime
pointing at the owner of the Keys, They're him o

your class on your

SITUATION 6

Your learners are working in groups their task 15 ‘;o
plan what 10 do together at the Wegkend. Seve;a
iearners in different grouds are making the s?/r:/w
mistake, saying, We go**toa restaurant or We

go** ona trip.

SITUATION 7
You are revising ta
atest. You are pro
must provide the ¢

to the station... an
Isn't jt?

g questions hefore your class has
viding sentences; the students
ag qgest%ons. You say, He went
d point to a student, who says,

SITUATION 8

Your class is reading 2 dialogue aloud from the

in pal ' d the class and
hook in pairs. As you walk aroun
listen to?them, you hear that a lot of them cannot

pronounce the words ready and happened
correctly.

SITUATION 9

Your class is working |
s 9 In groups, creating a typi
day at their ideal school. A learner says,g/ /;'k}%ﬁl

SITUATION 10

Your class is working in pa’gs doing a speaking .
activity. One student is asking the othei 'io gotou
for the evening. A student says, | want** go 108

Chinese restaurant.
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Eurther reading

Bartram, Mark and Richard Walton. 1991,
Correction: A Positive Approach to Language Mistakes.
Hove: LTP Publications.
Practical tasks dealing with spoken and written
errors and how teachers can react to them.

Chaudron, Craig. 1988. Second Language Classrooms.
‘Chapter 5: Teacher and student interaction in
second language classrooms.” Cambridge:
Cambridge University Press.
Overview of recent research on errors and
feedback.
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Edge, Julian. 1989. Mistakes and Correction. Harlow:
Addison Wesley Longman.
Easy-to-read book which views mistakes as an
important part of learning; practical advice for
teachers on when and how to correct mistakes.

Gower, Roger, Phillips, Diane and Walters, Steve.
1995 (New edition). Teaching Practice Handbook.
Oxford: Heinemann. pp. 164-170.

Practical advice on error correction.



Lesson planning

Lesson plans

Beflection

TASK 1 Bits and pieces

In this task, vou reflect on which elements you
think a lesson plan should contain.

Step 1 & B

Read this account of an aerobics exercise class.

PLAN OF ATTACK

—
My example is an aerobics class. I go every Saturday
morning. The teacher had a plan in her head, | think,
and a few notes on paper beside her cassette recorder
to remind her of the exercise sequence, which she
referred to when she changed the cassettes. The aims
of her lesson are always to build up stamina and to
strengthen museles and hev plan is always 2 sequence
of activities which link together smoothly, moving from
exercising one part of the body to another. The content
of the lesson was exercises for different parts of the
body and we had worked on all parts of the body by the
end of the lesson. It lasted about 55 minutes: the first
20 minutes was stamina work to raise our heartheats,
then we did 30 minutes’ muscle work, and then we

had about five minutes for stretching and relaxation.
At the beginning of the lesson, she welcomed us,
asked if anyone was new, and started exercising after a
few moments, giving us some encouraging comments.
At the ead she said we had worked hard and she would
see us next week; she noted who had been present.
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Step 2 \ @ the beginning of the 1essor?|

Tell each other about a lesson you had, in any
subject. This can be any lesson you have ' b the aims of the lesson d what the plan
experienced as a learner: a sports lesson, looked like on

a music lesson, 2 language lesson, etc. ; the page (or in the
Describe the lesson plan that you imagine l'c how the lesson was sequence?‘ teacher’s mind)
was prepared for your lesson, using the .
points a-h on the right.

(e the balance of activities within the 1esso;‘

f transitions (how the teacher
linked different stages together)

& the timing of ’ h the end of the lesson
the lesson stages

Step 3 G

Work in groups and discuss which of the Elements
of lesson plans below you would use in a lesson
plan for teaching English. Tick those which you
would like in your own lesson plan.

Elements of lesson plans
1 number of learners (3 aids used [} different colours for important points
) overall aims [ timing of each stage [ review of last lesson
[ aims of each stage {1 skills practised [ sex of learners
J coursebook used ) page numbers (J short description of each activity
i numbers of exercises/activities L} anticipated problems L] level of dlass
1 what the learners do at each stage 3 new vocabulary [ time of class
(J what the teacher does at each stage [ extra activities 1 name/number of class
(] materials used 1 age of learners 2} length of class
[ homework [ the date 3 which learners work together
[ groupings of learners (individuais / ] interaction [Q abbreviations (e.g. L = learner)
pairs / groups / whole class) {e.g. S«+S or SeT)

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

TASK 2 My blueprint { depend on the learners to give me information so R

| can plan a class. | have a card that goes back and
forth every week. | hand out a card to each learner
on the heginning of the first day and 1 ask them to
Work individually. write information on the card: their own name and
things fike that and also what they think their needs
are. And every week | hand back the card and they

In this task, you evaluate different teachers’
opinions about lesson planning.

On this page and page 100 are some teachers’

opinions about and strategies for lesson planning. have an opportunity of adding to the card what they
Read them and decide whose opinion you share and now think they need as opposed to what they did in
which type of lesson plans you would like to make the beginning. So | have continual feadback from
yourself. k them as U'm preparing. J

Sonja J
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(I-try to divide my ¢lass into approximately )
15-20 minute connected micro lessons to ereate 2
sense of variety. | use my written plan in elass as 2
check list. | put a check mark next to each item as

it is completed. That way | know where | am when

| glance at my plan during the lesson, and it is easy

kfo find my place.

Stefanie y |

| have a general idea of what | want to do in a2 week
but [ never plan out the whole week in advance
because | never know how far I'm going to get.
Basically, | have a notebook which | divide inte double
pages. Each pair of pages eventually has a whole week
of plans on it. The right hand page has the day
planned out and it has little nofes to myself of what

| want to do first, what | want to do second; | even
write things down like collect homewark, otherwise

{ forget it. Then the facing page is where | put all my
little charts and the examples | want to use. | also
write notes there to remind me to talk to learners,
because | never remember those type of things but
perhaps | want to follow-up on a conversation we had.
i always keep my notebooks for a couple of years, and

| go back and | refer o them, so | use them a lot.
L,ge. ack and | vefer to them, so | use the )

Cindy J

r\;ery often | start writing down things that | want fﬂ
have in the lesson, in a very chaotic manner, topics
and activities, anything: | brainstorm. | start
brainstorming, and thea usually 1 have two or three
versions and third version is the closest to what it
should be like. | simply write down anything that has
to be in there and then | re-organise everything. You

kcnuldn‘t really eall it a lesson plan. D

Krys J

(I'plan everything in my head. All of it. | write a f’ea
things down usually. Partly | remember because I've
taught courses before, and it's partly improvising as
well. Improvising helps me 2 lot. There are always
situations when you plan to do some things, but then
you find out that they don't wark, so you try
ksome%hing else. The plan doesn’t work any more, D

Jon y

Observation

TASK 3 Deduce the lesson plan

In this observation task you deduce a lesson plan as
you observe. Do not discuss or look at the teacher’s
lesson plan in advance, but warn the teacher that you
would like to see a copy of her lesson plan afterwards!

Step 1

Observe a lesson, individually or in pairs. As you
observe the lesson, write down what you think the
teacher’s lesson plan looks like, using a copy of the
Observation table: Deduce the lesson plan
provided by your trainer. Alternatively, write the
lesson plan in your own personal style on a separate
sheet of paper. At the end of the lesson, add what
you think were the overall aims of the lesson.

Step 2

After completing the table, answer the
Post-observation questions in writing, with your
partner if you observed together.

Post-observation questions

1 a If possible, obtain a copy of the teacher’s
lesson plan of the lesson you observed and
compare your plan with the original. How does
vour observed plan differ from the teacher’s
original plan?

b Why do the plans differ?

2 Did the teacher do everything that was planned?

Why/why not?

3 a To what extent were the aims you wrote down
the same as the teacher’s aims?

b How might you explain this?

4 What changes would you make in the lesson plan
(for example, activities, groupings) if you taught
this lesson?
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L es5011 pl aris about thirty English lessons so far. Your trainer will
give you a jumbled lesson plan. Re-order it in the

‘ way that you would teach it.

TASK 4 Topsy-turvy

Step 2 L
In this task, you re-order a jumbled lesson and -
suggest a stage which might follow it. Work in groups. ‘
1 Compare your order of the lesson with another
Step 1 ,
group; explain to each other your reasons for
. your order. (There are several different
Work in groups.

possibilities.)
Look below at the coursebook extract and the
tapescript. The book is the first in a series for
beginners in their early teens; the learners have had

2 In your new group, suggest what the next stage of
the lesson might be.

Extract from coursebook

Look at the pictures of Joe and Ban King's typical Sundays.
Read the sentences. What does Joe say? What does Dan say? Listen. Are youl correct?

BOE AMD DAN KING -A TYPICAL SUNDAY.

2 | have breakfast in bed. e | have unch in bad, i |have a shower at six 0'cicek. m | have lunch at one o'clock.
b | play golf, f idon't go to bed on Sundays. 3§ Ihave breakfast at seven o'clock. n iplay rugby.
¢ | goto bed at eight o'clock. g Fdon't study. K |write ietters. o Istudy Maths.
d | don't watch television. h tdon't have  shower on Sundays. { Histen to music. p ['watch televigion,
Taken from

Fountain Beginners

Tapescript accompanying the coursebook extract

Presenter: Tapescript 48, Listen and check your answers.
Dan's typical Sunday.

Dan: | have a shower at six o’clock. | have breakfast at seven o'clock. | have iunch at one
o'clock. | study Maths. | play rugby. [ write letters. | don‘t watch television. i go to bed at
eight o'dock.

Presenter: Joe's typical Sunday.

Joe: 1 don't have a shower on Sundays. | have breakfast in bed. | have funch in bed. | don’t Taken from

studly. | listen to music. | play golf. | watch television. | don't go to bed on Sundays. Fountain Beginners
Teacher’s Book
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4

AlmS LESSON AIMS STAGE
TASK 5 Aim straight 1 Learners come across the present

simple tense for the first time.
This task looks in more detail at the aims of the
lesson in Task 4 Topsy-turvy. 2 Learners prepare for a

. writing activity.
Step 1
3 Learners are introduced to
Work in groups. joe and Dan.
Opposite are some lesson aims for the lesson in
Task 4 Topsy-turvy. In the right-hand column, 4 Learners listen to discover the
write the letter of the lesson stage which matches an ansSwers.
appropriate aim or aims in the left-hand column. i )
One example is done for you. Be careful: there are 5 L.eamers practise using present
sorne extra aims which have nothing to do with simple tense.
this lesson!
6 Learners practise vocabulary from b e

Step 2 previous lessons, ’
Work in pairs, 7 Learners link real-life activities to
Read the Types of aims and Examples below. the Jesson.

Match each of the Lesson aims in Step 1 with a
Type of aim below..

TYPE OF AIMS EXAMPLES

Topic aims

Grarnmayr aims
Communication aims
Vocabulary aims
Function aims

Skill aims

Pronunciation aims

Group dynamics aims
Reviewing aims

Cuitural aims

Organisational aims

Learners read about a new topic: dinosaurs.
l.earners discuss capital punishment.

Learners practise the present perfect tense by writing a grammar exercise from the book.
Learners discuss the difference between direct and indirect speech.

Learners talk to each other about what they do every Saturday.
Learners reply tc letters written to each other.

Learners match pictures of clothing with words.
Learners listen for all the words related to school.

Learners learn how 1o greet people in English in different situations (formal/informal).
Learners learn how to complain in a shop.

Learners write a holiday postcard.
Learners listen to a song and write words in the gaps on the worksheet.

Learners identify the difference between the sounds [ /i/ ] and [ /¢ ] {listening).
Learners read a passage aloud to each other, concentrating on getting the [ /iv/ ]
and [ 4/ ] sound correct.

Learners discuss an outing o the theatre for the class.
Learners discuss their learning experience this term.

Leamaers revise the vocabulary from the last unit.
L.earners revise descriptions of places.

Learners read about recent political events in an English-speaking country.

Learners correct last week's homework in the workbook.
Learners are given their end of year reports.
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Evaluating a plan

teacher

TASK 6 Face lift

In this task, you evaluate a lesson plan written by a
teacher trainee and rewrite it.

Step 1 P

Work in pairs.

Look at these photographs taken from a page in a
coursebook. What grammar and vocabulary do you
think they are being used to teach?

footballer

librarian

Taken from Fountain Elementary
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Below is a lesson plan written by a teacher trainee
on teaching practice, Helena, using the ‘What’s my
job?’ photographs. Her learners have had about
twelve English lessons. Answer the Focus questions
to help you to evaluate Helena’s plan.

Focus questions

1 Are Helena’s aims fulfilled by the end of the-
lesson?

2 Can you add some aims or clarify Helena's
stated aims?

3 What could you add at what Helena .
calls 2 PRESENTATION?

4 Would you change the variety or type of
activities? I so, how?

5 How are the different parts of the lesson linked to
each other? '

6 What could you change to make the links
between the activities stnoother?

7 How could you make it clearer what exactly the
learners should do at each stage?

8 How is the writing activity related to the rest of
the lesson?

9 How might you improve the writing activity to
fit in better with the aims of the lesson?

10 What would you remove or add to the lesson?

Step 2

Work in pairs.

1 Imagine you are teaching this lesson. Together,
write your own lesson plan for it.

Z Copy your new lesson plans and circulate them to
other members of vour class.




Game

Pl R

TASK 7 Lesson planning snakes and ladders

In this Lesson planning snakes and ladders game,
you practise being flexible and improvising when
surprises happen. Your trainer will provide the
materials for the game. Play the game in groups.

Materials

¢ A Snakes and Ladders Board

+ One pair of dice per group

* (One counter per person

* One set of Improvisation Cards per group, copied,
cut out and divided into three piles: Teacher
Cards, Learner Cards, Surprise Cards

* One set of RULES »

Further reading

Gower, Roger, Phillips, Diane and Steve Walters.

1995 (New edition). A Teaching Practice Handbook.

Oxford: Heinemann. pp. 175-187. '
Advice and activities on lesson planning.

Harmer, Jeremy. 1991 (New edition). The Practice of
English Language Teaching, Harlow: Addison Wesley
Longman.
‘Chapter 12: Planning’ covers lesson planning,
including a detailed example.
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Time out, tak

Parker, Sue. ‘A question of planning.’ Practical
English Teaching. September 1990. p. 25.
A brief article on thinking about planning your
first lesson.

Philpott, Patrick. ‘The lesson planner’s balancing

act.” Practical English Teaching. June 1991. pp. 21-22.
Article about the many factors teachers must
juggle to produce a lesson plan. '
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Beflection

TASK 1 Speak for yourself

In this task, you reflect on using your first language
and English when teaching.

i and

Step 1

1 Work in pairs.

Together, describe briefly in writing a typical
classroom situation in your country {e.g. forty
secondary school children aged fourteen, a small
group of seven adult learners, a one-to-one
lesson).

2 Work individually.

Keeping vour classroom situation in mind, look at
the statements in the table L1 or English? (p. 107)
and give each an appropriate score according to
your opinion, as follows:

4 totally agree
3 partly agree
2 partly disagree
1 totally disagree

3 Discuss your answers with a partner.

Step 2

There are many good reasons for using mostly
English in your classtoom with your learners (and
outside!). How can you encourage your learners to
speak as much English as possible?

Work in groups. Discuss the two Focus questions.

Focus questions

1 Which variables influence how much English you
speak in a class?

2 What can you do both to encourage yous learners
to begin to speak English and to keep speaking
English? Think of at least fen ways.

Exampfe.
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L1 or English?

STATEMENT SCORE

1 A teacher should translate all new vocabulary into L1.

2 It is best to use English to teach grammar.

3 A teacher should give instructions first in Ehglish and then in L1.

4 Tt is not necessary for a teacher to insist on learners speaking English to each other
or to the teacher.

5 A teacher should only use L1 when it is obvious that there is absolutely no other
way for learners to understand her.

6 It's more effective to use English to discipline learners (for example, when asking
a class to be quiet).

7 A teacher needs to use L1 to be able to maintain a good relationship with a class.

8 It's acceptable to speak L1 to learners outside class,

9 It's not possible, even with the use of gesture, body language, facial expressions,
examples, etc., to comanunicate clearly in English with beginners.

10 A teacher should always speak to learners in English in class.

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

Ob Servatlon - 2 For the second ten minutes, observe the teacher’s

i Spuss eye contact.

TASK 2 On the move 3 For the rest of the lesson, observe the teacher’s
body language.

In this observation task, you look at three aspects Instructions for each part of the observation task

of a teacher’s use of her body: (1} teaching space, can be found below.

(2) eye contact and (3) body language.
1 Teaching space

Step 1 Teachers have their own teaching space in a

o classtoom; this is the area where teachers mostly
Work individually. prefer to sit or stand in a classtoom, the area where
Draw two ]_arge sketches of the classroom you are they U.SU.B.HY feel safe. For the first ten minutes of
observing, one for the first part of this task and this task, concentrate on the teacher’s teaching
another for the second part. space. Fach time the teacher moves, draw a line to

show where she moves to. Don't worry if your
observation sheet looks a bit of a mess! In the box
on page 108 is an example of what your observation
1 For the first ten minutes, observe the teacher’s sheet might look like after a few minutes, with
teaching space. a teacher who moves around a lot. Stop observing’
‘ teaching space after ten minutes and move on to
the next part of your task: eye contact.

Observe a compiete lesson, dividing your
observation into three parts, as follows:
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32 Body language

Example: teaching space For the remaining part of the lesson, observe what
body language (e.g. facial expressions, gestures) the
Ao teacher uses to communicate with her class. Try to
describe what the body language means in writing.
For example:

Body language Meaning

T uses hands {o dividing class
divide class up

T raises eyebrows | surprised by
' answer
e e o™ e P b e T N e

Step 2

Work individually.

2 Eye contact Answer the Post-observation questions in wrifing

. after your observation.
For the next ten minutes of the lesson, use your

second sketch to note the teacher’s eye contac‘t. Post-observation questions
Draw in lines to indicate where the teacher directs )
her eyes, which learners she makes eye contact 1 Teaching space

with, etc. Again, don’t worry if your observation
sheet looks a bit of a mess. In the box below is a
partly-completed example observation sheet for
eye contact for a few minutes of a lesson. Stop
observing eye contact after ten minutes and move
on to the next part of your task: body language.

1 a Draw a small square or rectangle to represent
the classroom you observed and shade in the
teaching space that your teacher used. For
example:

Example: eye contact

pesk | T b Describe the teaching space of the teacher you
observed (e.g. She mostly sat behind her desk.).
// \ ¢ Suggest reasons why you believe the teacher
used that particular space (e.g. She seemed a bit
It O ] 1/ 0] L] nervous and ‘stuck’ to the front of the class and
5 S S 5 55 5 S S\ S her desk.).

g g] g I? [;J {;] l;] L_gi Q Q 2 a How could the teacher you observed change

her teaching space? (e.g. She could sit less behind
her desk.)

b What might the resuits be of her moving
[S] L_S] I; L;] ES] g g [;I g] E; into different spaces in the classroom?
(e.g. That would make her classroom manner seem
more informal.)




2 Eye contact

1 a Describe the eye contact of the teacher you
observed. Which area(s) of the classtoom and
which learners did the teacher focus on? Give
possible reasons for this (e.g. She only looked at
the boys. She seemed to think they needed more
dttention.).

b Which areas of the room and which learners
did she not make eye contact with? Give possible
reasons for this (e.g. She did not look at the very
front rows; she didn’t seem to notice learners

sitting there.).

¢ What were the overall effects of the teacher’s
use of eye contact? (e.g. Her eye contact probably
made some learners feel more accepted and others
igrored.)

3 Body language

1 a Which types of body language did the teacher
who you observed mostly use? (e.g. She used her
arms a lot.)

b How helpful or confusing was her body
language in conveying her meaning? (e.g. Her
arm gestures were sometimes confusing and learners
didn’t understand what she meant.)

2 Give at least three reasons for using clear body
language during a lesson.
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Managing

TASK 2 Silent movie

In this game, you practise appropriate body
language to use in a lesson.

Materials per group

* one set of Silent movie cards

* a watch with a second hand

Rules

1 Sit in groups around a table.

2 Your trainer will give you a set of cards. Place
these face down on the table. Find a watch with a
second hand.

3 The first player takes the card from the top of the
pile. Do not show it to the group. Written on the
card is an action and the part(s) of the body you are
allowed to use: you are only allowed to use the
part(s) of the body on the card!

Example:

‘listen’
{hand/ear)

4 Use body language so that the rest of the group
guesses the meaning of what is on the card; for this
card, you could cup your hand around an ear to
indicate listen. The group should time the player: if
they don’t guess what is meant within one minute,
the card, unseen, goes to the bottom of the pile. If
the group guesses correctly, player 1 Keeps the card.

5 The next player takes the next card.
6 Repeat until all cards have been used.

7 The winner is the player with the most cards at
the end.
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Microteaching

TASK 4 In the hot seat =B and ' €

In this task, you choose an area of classroom
management to microteach. Prepare as homework
one of the following activities (a-k) to microteach;
your activity should not last more than five
minutes, If you are new to microteaching, read

3. Microteaching tasks and 4. Feedback questions
on pages v—vi of the introduction.

a Fit d\an act:v:ty and teach the'very start of i

ask the class o

unconventlonaf
ting arrangemen't

: _ i:smg with three learners who
' have amved early (ask three of your dassmates
10 role-play this situation).

J.. Teach a short activity and use all the space in
“your classroom that you can (inclyding the back).

_‘_‘k Choose an‘area of classroom management
§ anttowork‘on and prepare an actiwty
“dealing with that area.. SEE R

Feedback

Give the microteaching trainee feedback on: his or
her classroom management in particular. Offer
suggestions for improvement, especially in the area
focused on.

Time out, mke ﬁve

Further reading

Gower, Roger, Phillips, Diane and Steve Walters.
1995 {New edition). Teaching Practice Handbook.
Ozxford: Heinemann.
‘Chapter 2: Managing the Class.” Sensible advice
for trainees on teaching practice.

Nolasco, Rob and Lois Arthur. 1988, Large Classes.

Hemel Hempstead: Prentice Hall International.
‘Chapter 5: Coping with limited resources’. Gives
helpful advice on classroom management of large
classes.

Nunan, David. 1991. Language Teaching Methodology:
A Texthook for Teachers. Englewood Cliffs, NJ:
Prentice Hall Inc.
‘Chapter 10: Focus on the Teacher: Classroom
Management and Teacher-Learner Interaction.’
Surveys recent literature on classroom
managemernt topics.

Richards, Jack C. and Charles Lockhart, 1994,
Reflective Teaching in Second Language Classrooms.
Cambridge: Cambridge University Press.
Chapters 6 and 7 go into some detail about how a
lesson is siructured and how people interact
during lessons.
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Learning styles and classroom interaction

Learning styles

Re('lection
HSAIRTLION

TASK 1 Curtain up

In this task, you discover your own perceptual
learning style by completing a questionnaire.

Step 1

Work individually.

1 Read these brief descriptions of learning styles:
which do you think is your strongest learning style?

Visual learners

You learn better by visual means, for example by
reading and by looking at pictures or films. You
remember instructions best if you see them, for
exarnple on the board.

Auditory learners

You learn well by hearing things, for example
lectures or tapes. You like teachers 1o give oral
instructions and you like making tape recordings
of what you are learning and having discussions.

Kinaesthetic learners

You learn best when you have hands-on
experience, when you are physically involved or
can actively participate. You like moving around
when you learn and you also like a variety of
classrocm activities,

2 Now complete the questionnaire about learning
styles provided by your trainer and calculate your
total scores.
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Step 2

Discuss the following Focus questions in groups.

Focus questions
1 Which is your primary learning style: visual,
auditory or kinaesthetic?

2 Do you have one strong and one weak learning
style, or do you have an even mixture of styles?

-----------------------------------------------------------------------------

TASK 2 Acting out

In this task, you discuss how you can accommodate
your learners’ different learning styles in your
teaching. '

Step 1

Work in groups. Try to have people with different
strong learning styles in each group. Discuss the
following:

You yourself use a mixture of fearning styles. In
your classes, too, there will be different learners
with different learning styles. How can you help
them to learn better? Think about each learning
style in turn. Write down five more pieces of
advice that you, as teachers, would give to each
type of learner in order to help them study and
learn more efficiently. Some examples are given to
start you off,

Visual learners
1 Write things down.

2 To help you stay focused, look at people who talk
10 you.

3 Look at the pictures and models in a chapter
before you read it.

Auditory learners

1 Study out loud with a friend or alone.

2 Ask your teacher for oral instructions if you don't
understand.

3 Play tape recordings to yourself about what you
are studying, or make them yourself.

3 Does this agree with what you predicted in
Step 1?

4 Which is your weakest learning style: visual,
auditory or kinaesthetic?

5 How could you improve your weakest learning
style?

6 How might your learning style influence your
teaching style?

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

Kinaesthetic learners

1 When you are learning, walk around the room or
change your position every so often.

2 Take short breaks often, say every 20 minutes
Or $0.

3 Highlight or underline your notes or draw things
on them.

Step 2

Work in pairs.

As a teacher, you can teach in a way that helps each
type of learner to understand. For example, if you
present the word hippopotarnus to your class, the
visual learners will like it if you show them a picture
of a hippo and ask them to write the word down,
the auditory learners will appreciate saying the word
and hearing it, and the kinaesthetic learners will
enjoy an exercise where they have to match pictures
with definitions.

1 Imagine you are presenting these new words:

Ttaly

Design a presentation which will accommodate the
three types of learning styles discussed in this task.

saxophone downsiairs

2 Share your ideas with another pair.



Classroom interaction

Re ection
GAIECLION

TASK 3 Many hands make light work

In this task, you think about groups you have
belonged to and then reflect upon what makes a
group successful or not successful.

Step 1

Work alone.

1 Write down some groups that you have belonged *
to, or belong to now.

Example:

2 Choose one group that vou really like and write
down two aspects which make a successful group
effective.

Example:

3 Think about the group which you don’t like and
write down two aspects which make a less
successful group less effective.

Example:

15 US AND THEM

Step 2

Work in groups.

1 Looking at your notes for Step 1, make a list of
what you consider makes an effective, or successful
group. List at least five aspects.

Example:

2 Make a similar list of some aspects of an
unsuccessful group. Again, list at least five aspects.

Example:

3 Share your ideas with the rest of the class.

Step 3

Work in pairs.

Look back at the groups in your first list in Step 1
and read about the stages of group development on
page 114. Identify the stage of development for each
of your own groups and explain why you think they
are at that stage.
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questions about being in the group.

and values emerge.

STAGES OF GROUP DEVELOPMENT

Group dynamics theory recognises that groups have a life of their own, and that every group goes through similar
stages of development’. These five stages can be simplified and characterised as:

FORMING Group members are getting acquainted, and are rather anxious; they are full of expectations and
. NORMING The group is beginning to become a recognised group where members accept each other. Norms

STORMING In this stage, groip members commonly have conflicts and there is a lack of unity.

PERFORMING The group is working well together and a sense of group identity emerges. Conflicts are coped
with effectively. The group has become an entity and can solve problems constructively together.

MOURNING The group is ready to come to an end and if it has worked well then this stage can be painful and
upsetting, since individuals must go their own way and say goodbye.

-----------------------------------------------------------------------------

Observation

TASK 4 Criss-cross

In this observation task, you observe interaction
patterns in a classroomy; in other words, you record
who interacts with whom and how often.

Step 1

Work individually.

1 Draw a bird’s eye view of the classroom you are
going to observe. Draw in the desks, the board, the
windows, the door and the teacher’s table. Indicate
where boys and girls are sitting, with some sort of
sign (e.g. B/G); alternatively, write the learners’
names in their places. Your plan might look

something like this:
Door

wlJwl o Je[]
o Joof Jeol Jw[]
wl ] o Jwl_J=[]

ol Jol = j={]
ol Jal ][ la[]
o Jw ol ][]
o lo ol ][]
o Jool Jool Joo[ ]

Tuckman 1965, Stanford 1990, Heront 1989. Tuckman
places storming before norming.

-----------------------------------------------------------------------------

2 After a few minutes have passed, draw in the
interaction patterns that occur in the classroom. Do
this for about 10-15 minutes, as follows:

___...9__.__
s

T says something to a §

or 5 says something to T

or § says something to another S

(the arrow indicates the direction of the
interaction and between which people)

X T asks a question to the whole class
(place one X beside the teacher to
indicate each question)

Use any other symbols that you find helpful as you
record the interaction in the classtoom, and say
what they mean.

Example:
---?-¢~~~ Question from S to T or vice versa

Argument between two people

wmm!*!*__._

A partially completed interaction pattern might look
like this:

h4 Door
vy ez I o
Y LEy A O
KB BT BAG Y Y= - By
A\l
o7 DI W
- B/
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-

Step 2 Interaction
Work individually.
Y TASK 5 It takes all sorts
After completing the observation, answer these
Post-observation questions in writiing. In this task you read one teacher’s problems with
. ) mixed ability classes, then evaluate and suggest
Post-observation questions advice for handling similar problems.
1 Comment on the interaction patterns of the
teacher you observed: Step 1
a Describe the areas where the teacher Work in pairs.

concentrated her attention. Did she interact with
one area of the classroom, of one row, or one
type of pupil, or one pupil, or with all of the
class? Why?

1 On your own, read Chitra’s letter to an English
teachers’ magazine. As you read, note two major
problems she describes,

b Does the teacher have a ‘blind spot’ in her 2 a With your partner, list the major problems
classroom, i.e. a place where she never looks? Chitra faces.
Why? b Which of her problems are common to

teaching situations in your teaching context?

¢ How do you think a teacher can handie each
problem from (b)? For solutions, draw upon
lessons you have experienced as learners, as
trainees or as teachers.

2 In your opinion, what should you pay attention
to when you are interacting with a class? Why?

CHITRA'S LETTER

Besides-ﬁaving very crowded classes

 havi , miy clas

aﬂsq quite mixed in abifity. My case, gﬂat T;Znim
ﬁavmg somfa Faigﬁ~ﬁeginnars in the same clgss gs
some more intermediate-level, Some learners fiave

Dear Editor, fr y

L :of teachers from arow: :

Thank you for inviting Eng fis oM arouie:
. Ty tenc situations.

the world to write to you abo G;L; moﬂﬁff? _there are

wioy reading your magazine every momw ‘ )
}f::,fv?\?:)% 50 m%; niew and exciting mﬂs o each 155:; | Eg:n sentto private language sehoofs in addition to
Yot T fave to adnit that I often feel o bit c{«;?coul.mg’ e reqular classes they get in school, so they are
after reading about many of these commmucaﬁg; - usually ahead of tfe rest of the learners and
[ think they would be r@aﬂy furd to put to Wor Ly :nooﬂjequﬁ:tfy bored, My school director says we can’t
situation. Let me explain. o tﬁeyiﬁfw souPP@T‘Cm;L learners into g different section;
. r s . €10 stay wit tFL?, s Clhs ?
. o secondary school which is very crowe : 4 e same class. I feel torn
Ic[fsiﬁ 1;;‘: rseaffy iage _ and 1 am the only qualified i!;zw fc{s}%now that they will be ored Yet the rest of
English teacher for our whole sc&ooﬂgfgﬁ over ’;)Jé% A ot 2 ; Sictwugg);ag:; two-thirds of eachi class) are
fisk Dut it is 68 ahi .
country people want 0 study Englis et g

1 teachers. The Ministry of E It seems that whatever T do, [ can please everybody.

tojiné 50 teachers leave
gy schiool teachers very tsch, S0 Ay FE5 Sotne days I just don’t know what to o, Isn’
zﬁz scfiools in order to teach privetely. That' WRYWE | Soimeone whip could give me some adyice? IS juf;:eﬁf;?e

n furve onfy one or two Eﬂ,gfi?ﬁ, ‘teachiers for the
ontire school. I teach several sections of ?{asses e
fave too marty [earners t0 respond to. It's C«(;Oeryw
frustrating, especially when you warit to do so
commuicative activities with them.

;;(g grateful for any hefp You or your readers could

Yours sincerefy,
Chitrg
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Step 2

Work individually. Read the advice contributed to
the magazine by four other teachers, then discuss
with a partner what advice you would offer Chitra.

Dear Chitra,

I also have to teach large classes —
it is a lot of work! But | do try to
make the lessons communicative,
at least some of the time.

| use a lot of pair and small group
work, which means that the
groups are often unmonitored, but
at least they get a chance to talk.
You can't learn to talk without
talking, after alll

- Sarah, Indonesia

Dear Chitra,

1 think most of us have classes with
mixed abilities, at least at some
level.

A tip I've found helpful is to group
the students by level, so that the
upper-end students are working
on a more complex version of the
same task that the lower-end
students are working on.

For example, in learning about
apologising, the lower-level
learners are learning phrases for
the first time and perhaps filling in
one line missing from a dialogue.
The upper-level students,

meanwhile, are also working on
apologising, but they have to write
their own dialogue and perform it
for the class. They can be good
role models and inspiration for
other learners.

- Tomek, Ukraine

Dear Chitra,

Fthink one of the biggest
chalienges in mixed ability classes
where there is a fairly wide spread
is to refrain from labelling some
students as "slow’ or ‘dumb’ and
others as ‘quick’ or ‘bright’.

t find | have to bite my fongue to
keep from referring o them in this
way, especially when | am talking
about them with other teachers.

 find it can be helpful to see how

the students who are strugghing
are doing in cther subjects as well,
not only English, and discuss their
progress with their other teachers,
It may be a question of their not
having good study habits or
nositive role models outside of
school to help them progress.

—Jinan, China

Dear Chitra,

When | have large classes, |
inevitably end up doing some
choral repetition and lots of group
work, when I'm circulating around
to check their work and answer
guestions.

But in terms of the make-up of the
groups, | try to let the students
pick their own groups to work

-with. They usually seek out

students whao are at a similar level
(and often, are their friends). In
cases where they want to work
with students of a very different
level, | try to enforce a ‘buddy
system’ where the upper-end
student is given credit for serving
as a coach. Not on exams, of
course, but in working on oral
homewaork. They like it, but | have
to make sure that everyone is
comforiable with this

arrangement. We usually negctiate

it at the beginning of the term.
- Michael, Nigeria

TASK 6 Problem-solving CASE STUDY ONE: GRAMMAR

In this task, you discuss case studies to do with class ﬁ wag trying to explain the difference between the

relationships. past tense and the present perfect tense, using
- six pictures in the book. As the pistures were not
Step T G. very clear, the class started to arque with me and
_ ask me difficult questions, trying me out. | got
Work in groups. involved too much in the discussion and started to

get angry, because | was not prepared for this to
happen. | could not control the class anymore, so
| simply stopped the exercise and said they could
Léo it for homework. J

& Mina

On this page and page 117 are four real case studies,
written by teacher trainees. Read them through and
then discuss how you would deal with the people
involved in the case studies: Think of as concrete a
solution as possible for each case.




CASE STUDY TWO: GEORGI
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Step 2

ﬂna of my pupils, Georgi, knows me hecause he ‘w
lives in the same street as | do; he knows

personal details about me, such as who my
boyfriend is and who my brothers are, ete. This in
itself is not really a problem for me, but because
- Georgi knows me personally he vefuses to treat me
as his teacher. He doesn't call me ‘Miss’ or
anything and he is a bit cheeky, |t never gets
realy bad — he doesa't embarrass me, for example
~ but | feel uncomfortable having him in my
class; | generally just ignore him. [ think I'm
scared of teaching people | know personally,

kespesia!ly on teaching practice. )

Andrea y

CASE STUDY THREE: KARA

('At the beginning of my teaching practice, | had ﬂ
conflict with one of my students, Kara. | wanted
the students to do a pair work activity, and |
decided who worked together so they were not the
usual pairs. Kara objected and said she wanted fo
work with her friend. | responded that | would
like her to wark with the giel | suggested. She
answered that if | continued, she would not
cooperate and not do the pair work. | looked at
her angrily, and said she should not do that,

because | could make life difficult for her, too. J

\—
& Jon

CASE $TUDY FOUR: FREDDY

-

ﬁgave my ¢lass some homework and was checking
it the next morning. There | was, standing i
front of 30 pupils, feeling rather nervous and
hoping that everyone had done their homework.

| had decided to ask oral questions to check the
homework. Before | even had a chance to ask the
first question, 2 boy called Freddy told me that
he had not done the homework. My first reaction
was to ask him what his reason was. | then heard
him whispering to his neighbour that he didn't
Lwanf to do that boring stuff.

Roula J

_

Work in groups.
1 Together, choose one of the case studies.

2 Two or more of you role-play your situation and
try to solve it, one being the teacher and the
other(s) being the individual or class involved; the
other group members should be observers and give
feedback and suggestions for improvement.

3 When you have done one role-play, choose
another case study for other group members to
role play.

4 Repeat as often as you like, with different
combinations of role-players interacting with each
other.

TASK 7 Virtual reality®

In this task, you experience three short simulations
about relationships related to teaching.

Work in groups of three.

Step 1 _ G

1 Label yourselves A, B and C.

2 Read your own role card (provided by your
trainer) for Simulation 1. Role A is an English
learner; Role B is an observer; Role C is an English
teacher.

3 Do the simulation for ten minutes.
4 Discuss the simulation briefly, the observer giving
feedback to the others.

Step 2 G

1 Read your own role card (provided by your
trainer) for Simulation 2. Role A is an observer;
Role B is a teacher training director; Role Cis a
native-speaker English teacher.

2 Do the simulation for ten minutes.

3 Discuss the simulation briefly, the observer giving
feedback to the others.

z At a workshop in Jedlirisk, Poland, Carol Breeding inspired
us to use sirmnulations in teacher training.
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Step 3

1 Read your own iole card (provided by your
trainer) for Simulation 3. Role A is a teacher trainer;
Role B is a teacher trainee; Role C is an observer.

2 Do the simulation for ten minutes.

3 Discuss the simulation briefly, the observer giving

feedback to the others.

Step 4

Have a class discussion on the following Focus
questions about the simulation.

-----------------------------------------------------------------------------

Microteaching

TASK 8 Actions and reactions

In this task, you teach a group and have to react
appropriately to the group’s behaviour. If you are
new to microteaching, read 3. Microteaching tasks
and 4. Feedback questions on pages v-vi of the
introduction.

Step 1

Work in groups of 8 or 10. One of you will teach an
activity and the others will role-play learners.

Teacher Ro'fe

At home, prepare to teach the following activity:

—

T

The other trainees in your group will behave in
certain ways according to their role cards. Teach

. your activity, but keep order by dealing with
problems as they come up; don't forget to
acknowledge good behaviour as well as dealing with
problem behaviour.

Focus questions
1 What did you do well in the simulation?

2 What did you do badly in the simulation and
how might you have ‘performed’ better?

3 What kinds of behaviour or words helped the
communication in each conflict?

4 What kinds of behaviour or words hindered the
cormmnunication in each conflict?

5 Asan outside observer, what did you notice that
you did not tend to see while in role?

6 Discuss anything else you found interesting

about the experience of doing this simulation.

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

Trainees’ Roles

Your trainer will give you each a role card; stick to
your given role throughout the microteaching,
while you participate in the activity.

Step 2. _ &

Work in groups to answer the Feedback questions
below. (Before your discussion, you might like to
show the ‘teacher’ your role cards.)

Feedback questions

1 How did the teacher deal with the problems that
came up? :

2 Would you have dealt with any of the problems
in a different way? If so, how exactly?

3 Together, prepare some useful comments on the
teacher’s reactions for the rest of the class.

4 Share your final comments with the whole class.



Time out, take five
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Further reading

Dynes, Robin. 1990. Creative Games in Groupwork.
Bicester: Winslow Press.
Ideas for games for groups.

Ellis, Gail and Barbara Sinclair. 1989. Learning to
Learn English. Cambridge: Cambridge University
Press.
A practical course to help learniers discover their
own learning strategies and learn more effectively.

Hadfield, Jill. 1992. Classroom Dynamics. Oxford:
Oxford University Press.
Practical activities to solve classroom dynamics
problems as well as some easily-understood group
dynamics theory.

Houston, Gale. 1984. The Red Book of Groups.
London: The Rochester Foundation.
Written by a therapist, this slim book contains
somie easy-to-follow group dynamics theory and
some exercises for improving groups. '

Hutchings, Sue, Jayne Comins and Judy Offiler.
1991. The Social Skills Handbook. Bicester: Winslow
Press.
Practical activities for social communication. Ideas
for sessions based on group work.

Oxford, Rebecca. 1990. Language Learning Strategies:
What Every Teacher Should Know. Boston, Mass:
Heinle and Heinle.
Practical recommendations for developing
learners’ second language learning strategies.

Reid, Joy {(ed.). 1995, Learning Styles in the ESL/EFL
Classroom. Boston, Mass: Heinle and Heinle.
Issues in the study of individual learning
differences; includes appendix of tests to discover
teaching and learning styles.

Richards, Jack and Charles Lockhart. 1994. Reflective
Teaching in Second Language Classrooms. Cambridge:
Cambridge University Press.
Includes chapters on teacher-learner interaction,
teacher roles and beliefs, as well as learmer belief
systems and strategies.

Scarcella, Robin and Rebecca Oxford. 1992. The
Tapestry of Language Learning. Boston, Mass: Heinle
and Heinle.
Examines different learning styles and their
impact on our classroom teaching.

Stanford, Gene. 1990. Developing Effective Classroom
Groups. Bristol: Acora Books.
Theory about classroom groups, plus suggestions
for activities for the different stages in a group’s
development.

Stevick, Earl. 1989. Success With Foreign Languages.
New York: Prentice Hall International.
Stevick interviews seven successful language
learners and explores the language learning
strategies they used.
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TASK 1 Straight from the horse's mouth

" Materials evaluation and adaptation

In this task you interview two teachers about a
coursebook they use to teach English.

Step 1

Work in pairs.

1 Find two teachers to interview (ask vour trainer
for suggestions).

2 Introduce yourselves to the teachers and explain
why you want to interview them (i.e. to ask their
opinions about a coursebook they use).

3 Together, interview each teacher, completing the
Interview: Coursebook analysis table provided by

your trainer and spending about five to ten minutes
per teacher. '

'T ALWAYS GET WHAT YOU WANT |

Step 2 and

Work in pairs.

Prepare a surnmary of the results of your interviews
and discuss them with your fellow trainees.

'TASK 2 At first glance

In this task you use a quick assessment test to
analyse a coursebook, called The MATERIALS Test.

Step 1

Read the description of The MATERIALS Test. In
Step 2 you will use the test so clarify now any
questions you have about it with your trainer.

Step 2

Work in pairs,

1 Obtain a coursebook that is used to teach
English. It may be old or new, familiar or
unfamiliar. Use one book for the two of you.

2 a Your trainer will provide you with a
Coursebook evaluation chart. Make a guick
note of your initial gut reaction to the book.

b Spend no more than 15 minutes putting the
book to The MATERIALS Test, by completing
the chart. Write remarks in the your comments
column (e.g. list the actual price under
Affordable, write its level under Level.). If you
don’t teach now, try to judge the book in terms
of the type of learners the author states it is
intended for (e.g. 12- to 14-year-olds in a
secondary school, beginners’ level).

¢ Give each aspect of your book a score to make
a final total.

i
b
2
2
~
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Reading: The MATERIALS Test

A quick assessment of a coursebook can be achieved by evaluating several aspects
of the book, Use The MATERIALS Test below to help you. MATERIALS stands for
the following:

Method
Appearance
Teacher-friendly
Extras

Realistic
Interesting
Affordable
Level '
Skitis

The MATERIALS Test can help you determine whether a book is worth looking at
more closely, outside the shop or away from a publisher’s book exhibition. Each of
the above aspects can be considered further by asking a few key questions:

Method

Does the book's method suit your own teaching method and
overall aims?

N —=m-> s

Appearance

Is the book’s appearance — including its cover, design, illustrations, colour
and feel - appealing and attractive? Or does it appear duli?

Teacher-friendly

Is the book easy for the teacher to use? Is it well organised? Is there an
index? Does it have an answer key? Does it help you save preparation time?

Extras

Are there additional materials, such as a workbook, cassette, teacher’s
notes or separate teacher’s book? How heipful are these extra materials?

Realistic

How authentic is the communication in the book? Does the language seem
true-to-life and current?

Interesting

Is the book likely to be interesting for your learners? How do the topics
relate to their lives? Just as important, is it interesting to you?

Affordable

Is the book affordable? Is it worth the price that learners, parents or the
school will have to pay?

Level

s the level suitable for the class you are teaching?

Skills

Does the book cover all the skilis you want to teach {e.g. listening,
speaking, reading, writing) in a way you want to teach them? Does it
match your institution’s syllabus?




3 Discuss your answers to these questions with
your partner:

@ What strengths did The MATERIALS Test
reveal in your book?
b What weaknesses did The MATERIALS Test
reveal in your book?
¢ How does your MATERIALS Test evaluation of
the book differ from your initial, gut reactions
to it?
d Would you recommend this book for a class of
30 learners who are at the age and level the book
says it is intended for? Why/why not? Give three
reasons for your answer.

Step 3 <]

Work in groups.

1 Imagine you are members of staff of a school.
You are meeting to discuss possible coursebooks for
your learners.

2 Describe the group of learners that your book is
intended for (e.g. level, age, interests).

3 Present your arguments for or against the
coursebook that you evaluated in Step 2.

16 YOU CAN'T ALWAYS GET WHAT YOU WANT

Materials adaptation

TASK 3 You can't always get what you want

Because each group of learners is different,
coursebooks are probably never able to meet gll the
needs of all learners and teachers. In this task you
think about ways of adapting a coursebook.

Step 1 G

Work in groups.

Brainstorm all the things that you can think of
doing to improve a less-than-ideal coursebook

(e.g. bring pictures to class to liven it up) Jot down
your ideas.

Step 2

Work in pairs.

Read the table You can’t always get what you
want below to see whether your brainstormed
answers from Step 1 are mentioned, then discuss the
following questions with a partner:

1 Which of the four types of action (change,
remove, replace, add) have you already had
experience with, if any?
2 a Which requires the most work for the teacher?
Why?
b Which requires the least work for the teacher?
Why?

You can’t always get what you want

Changes of some sort are ineviiable if you want a
book to fit your aims, your setting, and most of all
your learners. There are various actions you can
take to taifor a selected coursebook to fit your
teaching situation:

Remove
Remove a

Change
;. Make small changes
i to the existing matenal coursebook activity
in the coursebook. from the lesson.

T T T L TE T T T LT T P PRI VR PPIOT)

Replace Add
Replace one activity | Add an extra activity !
with another related i in an area not covered
one which is sufficiently in ;
more suitable. the book.




TASK 4 Upon closer inspection
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Step 1 ‘P and ‘G

In this task you examine part of a coursebook unit,
evaluate some adaptations to some activities in the
book and think about how you would adapt it
yourself.

Work in pairs.

1 Look at the two pages of Unit 1 taken from the
coursebook Mosaic 1.

Monique
French

Roberte

@ In Britain.

8 eight

Hans
German e at John
Maria English
Greek GEOV‘SGS’
1 Vocabulary  French 2 Grammar practice
he and she
Har name’s Listen and repeat. o
Marla. She's from ik Listen and repeat.
Greece, His name’s ‘France  Germany Greece
Georges. Holland  lraly Portugal @& s Georges from Britain?
Spain Turkey Britain 9 No, he isn.
@ s he from France?
B Yes hais.

Listen and answer,

® Where's London?

Keman
Turkish

Ana
Portuguese

Gina

Ttalian

,M'A /»-

1 Yt
IR,

@ ts Maria from Haly?
@ No, she isn't.

@ Is she from Gregce?
@ VYes, sheis.

Taken from Mosaic 1 {reduced)
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"6 Grammar

3 communication‘ :
Lo k, you, he, she

. Ask énd aﬁsu}er vw’th another '

- friend.

® Is: fmm ‘ ?'

@ No, hefshe fsnt. "~
2

@ [s hefshe from ...
© Yes, befsheis.

b Match the people
with the countries.

e Look at page 99.
@ Ask. Then answer.

Countries

= my, your, his, hér

People R
Maria Greece o ‘ T
Hans Germany y -
Monique 7 ‘Pronunclatmn S
i‘;?:; Holland o {2l Usten, repeat&nd
Roberto Spain } under[me S
Gina Haly : et
Kenan countries -~ | nationaiities
Ana ; e ) T
Georges France Spain Spanish
. : France French
Greege Giresk
Holtand Dutch
Germany German
ltaly itatian .’
Portugal Poriuguese
Turkey Turkish’
Britain British
- o *10 Study.skllls
- _ TE 8 .Speakmg o words
5 Grammar practice ' Ta!kaboutthepeopiem e
his and her pictures. IO S
e "} my is France . French
a [ Listen and repeat. né ‘what Gresde - am’ you
e o Spamsh Britain  British .
& What's his na n's from Britain. He's. . .. she ltafian her Greek
@ His name's:Hoberlc his are ltaly your Spain
@& What's her name? where
© Her name’s Wiara.
b point to a picture or a student,

Ask and answer

@ What's hisfher name?
.

" ning 9

Taken from Mosaic 1 (reduced)




Imagine you are using this book with the following
group of learners:
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Class profile
Level: Beginner
Age: 13-14 years old
Class size:' 30 (half boys, half girls)

Purpose in studying English: To communicate with
tourists/cther visitors who speak English.

Other comments: Ls have done some
communicative activities in the past and enjoyed
them. They seem generally bright and motivated.

2 Your trainer will give you a copy of the Table:
Inspecting activities to complete. In the table,
write the activity number(s) corresponding to the
categories listed on the left. A few examples have
been filled in.

3 Work in groups, by joining another pair to
compare your answers. Report your answers to the
whole class.

Step 2

Work in groups.

1 Read the four adaptations of activities in the unit
below. Remember the four possible ways of
materials adaptation: Y

2 Which of the adaptations to the unit below
(change, remove, replace, add) do vou like the best?
Why? Discuss. '

3 Which of the adaptations do you like the least?
Why? Discuss.. -

Sample Adaptations for
Masaic I, Unit 1, activities 1-10

A Change

Make small changes 1o the existing material in the
coursebook.

Activity to be changed: 5b

b Point to a picture or a student.
Ask and answer. '

® What's his/her name?
e .

1 T's aims in changing activity: To stimulate
learner interest in the subject; to encourage fluency
through repetition; 1o introduce humour/aughter
to the lesson; to recycle 1st person of verb to be
('m) and contrast with 3rd person {He’s...).

2 Adaptation: After activity 5a, each learner
assurnes the identity of one of the pictured
fearners, without telling who he or she is. Learners
introduce themselves in a chain, using their new
identities. LA introduces himself; LB repeats what -
LA said, then adds her own introduction. Example:

LA: My name’s Hans. I'm from Germany.

LB: His name's Hans. He's from Germany. And my
name’s Monique. I'm from France.

LC: Her name’s Monique. She's from France.
My name's Kenan. {'m from Turkey.
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B Remove C Replace
Rernove a coursebook activity from Replace one activity with another refated one which is
the lesson. more suitable.
Activity to be removed: 10 Activity to be replaced: 7
10 Study skills 7 Pronunciation
Types of words : o 7
‘ iz Listen, repeat and
Write the words.. underline.
{ my is France French : countries nationalities
he what Gregce am. you
Spanish Britain  British Spain Spanish
she IMalian her Greek France French
his are fltaly your Spain Greece Greek
where Holiand Dutch
Germany German
ltaly italian
Portugal Portuguese
Turkey Turkish
Britain British

1 T's aim in replacing activity: To increase learner interest,

1 T's aim in removing activity: To sense of personal relevance to learning English place names.
de-emphasise grammatical terminology . | 2 Adaptation: Learners draw a map of their own country
during first lessons. and label it in English. They add names of several cities and
2 Adaptation: Remove activity 10, study neighbouring countries. They then imagine that they are
skills. from different cities in their country and do a role-play

introducing themselves.

D Add o 4 Dictation 6 Grammar
Add an extra activity in . i, you, he, she
an area not covered 50 Listen and write. - my, your, his, her
sufficiently in the book. @ ®w wg me.8 8 g - B
Activities to be added & W . PetEr ? SR, TR e
' deé 9 's G - Write the words. ‘ ‘
onto: 4 an ® Mary 2 8.1 .. name's Michael. 1Y
1 T’s aims in adding o T ®  —fromBrtain.. . 8
onto activities: To develop ; 2 ~PmorMy? ‘=&
learners’ writing abilities. ‘. 2__..name’s Gina. -
) , a8 . from ltaly. CoaB
. 2 Adaptation: Learners bring a photo of themselves to class o " YourorYouwre? g
and create captions for a poster of a group of classmates. @ g . nanie"sﬁ'D'imitri D@
They write statements about others in their group, giving them . from Greece. ’ )
new identities (e.g. 'His name’s Marek. He's from Edinburgh.’ rs He's or His? 8
or."Her name's Sara. She's from Tel Aviv."). Posters are put up % 4 hame’s Ana. B
and read by other members of the class. a from Spain. g
Her or She’s? '
ga =) mE e;Be u W & ; gw
The@wm B 8 5 W3 98 o,
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Step 3 i and §

Work in groups. 3 Brainstorm ideas together for your chosen
1 Choose one activity from Task 4 Upon closer alteration and then share your ideas with the rest of
inspection, pages 123-6. your class.

2 Decide if you want to change or replace the ‘

activity or add a new activity.

TASK 5 Learners do it themseives

This task explores the potential of using materials

produced by the learners.

Step 1

Work in groups.

On a piece of paper, note down in two columns Reading: Introduction to

what sort of materials learners can bring to class learner-based activities

an< how these materials can be used. Here’s

one example: {earner-based activities are those in which the

learners themselves provide information or
material. One example of a short learner-based
activity was already outlined in Task 4 Upon
closer inspection, on page 126 (D Add), as a
supplement to a coursebook unit: learners created
a poster of their classmates, writing captions for
photos. Learner-based activities can be useful in
English language classes because they provide
opportunities for the learners to make English
relevant to their own needs and interests. Also,
when learners perform tasks to which they
themselves have contributed, they may feel a
greater sense of belonging to the dass. Thus, such
1asks may serve to increase learner motivation,
improve class morale, and stimulate learning.
Learner-based activities can also be helpful to

step 2 teachers who have few additional resources
available to them {e.g. few native speakers,

Discuss the Pre-reading questions with your group, additional cassettes or workbocks) or who have
then read the Reading: Introduction to learner- limited time to prepare supplementary materials.
based activities individually to confirm or revise Regarding the teacher’s role, the teacher often
your answers. serves as a kind of facilitator of the learners’

) , activities, helping to make sure the activity flows
Pre-reading questions: smoothly. Depending on the learner-based activity,

the teacher may also be an active participant equal
to the learners: for example, along with the
learners, she may share her opinions while taking
2 What are two disadvantages of using learner- care not to dominaie the group.

based activities?

1 What are two advantages of using learner-based
activities?
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Step 3

2 How might you prepare your learners if they have
never done learner-based activities® before?

Work in groups. Discuss these questions. 3 a What are some potential difficulties with your

1 a Which of the following two learner-based chosen activity?
activities would be the most interesting for a b How might you overcome these difficulties?
group of learners you know (or for one that you :
can imagine)?
b Give three reasons for your answers.

charts 1 thé_é?.ébiﬁes with.
round:the room, -

- interesting
+each other.

Many more examples of such tasks can be found in Deller (1991) and Campbell and Kryszewska (1992).
*This activity was inspired by ‘Character Building’ from Campbell and Kryszewska (1992).
$This activity was inspired by ‘Interest Pies’ in Defler (1991).




Eyr:ther reading

Brandes, Donna and Paul Ginnis. 1986. A Guide to
Learner-Centred Learning. Oxford: Basil Blackwell.
A book which lays the emphasis on teacher
learner collaboration and activity-based learning.

Brandes, Donna and Paul Ginnis. 1990. The Learner-
Centred School. Oxford: Basil Blackwell.
Lots on leatner-centred learning.

Campbell, Colin and Hanna Kryszewska. 1992.
Learner-Based Teaching. Oxford: Oxford University
Press.
This book contains many ideas for learner-based
activities.
Deller, Sheelagh. 1991, Lessons from the Learner.
Harlow: Addison Wesley Longman.
This book encourages learners to bring their own
knowledge and enthusiasm to the classroom by
helping them produce their own study material.

Grant, Neville. 1987. Making the Most of Your

Coursebook. Harlow: Addison Wesley Longman.
This book examines coursebook analysis and
selection in a detailed manner. It contains many
practical examples of ways to adapt your
coursebook or part of it.

Hill, David A. 1990, Visual Impact. Harlow: Pilgrims-
Addison Wesley Longman.
Lots of ideas for using pictures to practise all
English language skills.
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-

Holme, Randal. 1991. Talking Texts. Harlow:
Pilgrims-Addison Wesley Longman.
A book full of ideas for using written texts.

Murphey, Tim. 1992. Music and Song. Oxford:
Oxford University Press.
Ideas for using music and songs in the EFL
classroom; includes ideas for instrumental music
as well as pop songs.

Nunan, David. 1989. Designing Tasks for the
Communicative Classroom. Cambridge: Cambridge
University Press. '
" This book integrates recent research and practice
in language teaching into a framework for
analysing learning tasks.

Rinvolucri, Mario and Paul Davis. 1988. Dictation:
New Methods, New Possibilities. Cambridge:
Cambridge University Press.
This book provides numerous examples of
learner-generated and learner-led dictations.

Uz, Penny. 1981. Discussions That Work. Cambridge:

~ Cambridge University Press.

This book addresses some fundamental issues
about analysing and designing tasks for fluency
Ppractice, :
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presenting grammar 14-21

role of grammar in learning 13
groups 113-114
group dynamics 113-114
group writing 70

icebreakers

see warming-up activities

integrated skills
. €valuating integrated
skills activities
lesson plan for
integrated skills
inforration gaps
instruction giving
interaction

journals

L1 and L2
learner-based materials
learning styles
lesson planning
lexical sets
listening
evaluating listening
activities
pre-listening

76-82
80-81

77-79
51-52
32-33
115-118

89-90

106-107
127-128
111-112
98-105

. 29,30
42-49

44-46
35-37

stages of a listening lesson 48
techniques for teaching

listening

materials
materials adaptation
" materials evaluation
the MATERIALS test
microteaching
introduction to
mistakes
See errors
mizxed ability classes

observation
versus evaluation

peer-correction
see correction

personalising

reading
evaluating reading
activities
jigsaw reading
pre-reading
reading skills

47-48

120-129
122-128
120-122

121

vi
93

. 115-116

7-12
8,11

15,17,36
58-68

62-66
66
33-35
58

reading strategies 59
stages of a reading lesson 67
technigues for teaching

reading 60-65,68
realia 15,17
rules -

see discipline -

see gramnar

- second language (L2) 106-107
self-correction

see correction
simulation 117-118
songs

using songs in the

classroom 16,25,78-9
speaking 50-57

evaluating speaking

activities 53

giving feedback 92-97

pre-speaking 34-41

techniques for teaching-

speaking 51,54,55
time lines 16
transitions : 122

visual aids  15,17,24,27,36,41,118

vocabulary 23-30
concept checking - 28
lexical sets 29
presenting vocabulary 24-28
vocabulary building 23

warming-up activities 31-41
for listening 35-37
for reading 33-35
for speaking 39-41
for writing 38-39

writing 69-75,83-91
communicative writing
activities 70-73
correction symbols 85-86
giving feedback 83-91
group writing 70
pre-writing 38-39,74
problems 74
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