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UNIT 1: Communicative competence and the principles of communicative language teaching and learning 

The goal of teaching and learning a foreign language is the development of communicative competence. 

Definitions of the term communicative competence

(Taken from Teaching Language in Context: proficiency-oriented instruction, by Alice C. O`Maggio, Heinle and Heinle Publishers, Boston, 1986, pp. 7-8; referring to Canale and Swain, 1980 and Canale, 1983.)

An integrative view of communicative competence with four major components:

1. Grammatical competence refers to the degree to which the language user has mastered the linguistic code. It includes knowledge of vocabulary, rules of pronunciation and spelling, word formation, and sentence structure. Canale  and Swain (1980b) maintain that such competence is an essential concern for any communicative approach that is oriented toward the eventual attainment of higher levels of proficiency, in which accuracy of understanding and expression are important goals.

2. Sociolinguistic competence addresses the extent to which grammatical forms can be used or understood appropriately in various contexts to convey specific communicative functions, such as persuading, describing, narrating, and giving commands. Such factors as topic, role of the participants, and setting will determine the appropriateness of the attitude conveyed by the speaker and his choice of style or register. A style that is appropriate among friends, for example, may be totally inappropriate in a more formal setting.

3. Discourse competence, the third component of the Canale and Swain model, involves the ability to combine ideas to achieve cohesion in form and coherence in thought. A person who has a highly developed degree of discourse competence will know how to use cohesive devices, such as pronouns and grammatical connectors (i.e., conjunctions, adverbs, and transitional phrases and expressions), to achieve unity of thought and continuity in a text. The competent language user will also be skilled in expressing and judging the relationships among the different ideas in a text (coherence).

4. Strategic competence, the final component  of the model, involves the use of verbal and nonverbal communication strategies to compensate for gaps in the language user’s knowledge of the code or for a breakdown in communication for other reasons. This component is qualitatively different from the other three in that the more proficient or communicatively competent an individual becomes, the less he or she needs to draw on strategic competence. However, even educated native speakers sometimes experience breakdowns in their communication with others for a variety of reasons and must rely on this component for the successful transmission of messages.

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

A pedagogical perspective on communicative competence

(Taken from Discourse and Context in Language Teaching, by M. Celce Murcia, no further reference, p. 16)

Referring to Canale and Swain, 1980 and Canale, 1983, Celce Murcia describes communicative competence as consisting of at least four components:

1. Linguistic or grammatical competence, which consists of the basic elements of communication: sentence patterns, morphological inflections, lexical resources, and phonological or orthographic systems.

2. Sociolinguistic competence, which consists of the social and cultural knowledge required to use  language appropriately with reference to formality, politeness, and other contextually defined  choices. 

3. Discourse competence, which involves the selection, sequencing, and arrangement of words, structures, and sentence/utterances to achieve a unified spoken or written whole with reference to a particular message and context.

4. Strategic competence, which includes the strategies and procedures relevant to language learning, language processing, and language production. It activates knowledge of the other competencies and helps the language users compensate for gaps or deficiencies in knowledge when they communicate.

In Celce-Murcia´s opinion, the core or central competency in the Canale and Swain framework is discourse competence since this is where everything else comes together: It is discourse and through discourse that all the other competencies are realized. Moreover, it is discourse and through discourse that the manifestation of the other competencies can best be observed, researched, and assessed.   

PRINCIPLES OF A COMMUNICATIVE METHODOLOGY

(Keith Morrow (1981), Communication in the Classroom. Longman)
  One of the most striking characteristics of English language teaching in the United Kingdom in the past few years has been its preoccupation with language rather than teaching. We have recently been interested much more in what should be taught than in how. With few exceptions, research workers and course writers have focussed their attention on the content of the language program rather than the ways in which this content should be taught. Notional syllabuses are widely debated and discussed; communicative methodology is still largely unexplored.

  This may seem to some a rather sweeping claim. After all, it might be argued, activities such as role-play are now much used. What are they if not communicative? The answer of course is that role-play may or may not be communicative, but it is in itself merely an isolated activity. A consistent methodology is more than just a collection of activities or techniques. It requires an underlying set of principles in the light of which specific procedures, activities or techniques can be evaluated, related and applied.

  A number of terms have been introduced in the preceding paragraph, which it is perhaps worth clarifying briefly. By method I mean some overall means of achieving the general objectives of a course; a method will be realized as carrying out of a set of procedures or activities which will have been chosen by the teacher because they together relate coherently to the way in which it is hoped to reach the course objectives. A method is thus realized as a set of procedures; the procedures themselves involve the use of specific techniques to ensure their success. IN an ideal language course it should therefore be possible to see a set of precise objectives in terms of which the classroom procedures and the techniques which the teacher uses to implement them, have been structured and applied. My feeling is that thus far little communicative language teaching has been “ideal” in these terms. Too often it has concentrated on a specific technique (e.g. Dividing the students into groups or pairs) or procedures (e.g. role-play); too rarely has there been much evidence of an overall method. 

  The aim of this paper is then, to consider some of the principles which might guide us in our search for a method. It will not be concerned with particular procedures – they will be mentioned in other papers in this section. But the principles considered here should certainly suggest criteria by which teachers can judge procedures proposed to them, which they can take into account in developing their own, and which they can use to relate specific procedures to each other and to the overall aims of their teaching.

  Before discussing what a communicative method may be, let us clarify immediately one thing which it is not. It will be noted that earlier a distinction was drawn between notional syllabuses and communicative methodology. This distinction is crucial. The mere adoption of a notional, or more specifically, functional syllabus does not guarantee that we are going to teach our students to communicate. Functions are expressed through elements of the language system; in other words a functional course is ultimately concerned with language forms – just as a grammatically-based course is. The differences may lie simply in the way the forms are organized. But communication involves much more than simply knowledge of forms; it depends crucially on the ability to use forms in appropriate ways. The problem with most first-generation “functional” textbooks is that they have concentrated too much on setting out forms – not enough on practicing communication. This is why it seems to me that this distinction of terminology is so important. In this paper we are making no assumptions about the form, content, or even existence of a syllabus; we are interested in ideas that might help us to see that our students can use the language they learn in order to communicate, without concerning ourselves with the way in which this language is specified. 

1. PRINCIPLE ONE: Know what you are doing

I mean by this that the focus of every lesson (or part of a lesson) should be the performing of some operation – learning how to do something. Of course, this is not a sufficient clarification because “something” could be chanting verb conjugations or reciting Shakespeare. In fact, I mean that the starting point (and end point) of every lesson should be an operation of some kind which they student might actually want to perform in the foreign language. In reading, this might understand a set of instructions; in writing, it might be a letter reserving accommodation at a hotel; in listening it might be a weather forecast on the radio; in speaking it might be asking for directions in a strange city. All these operations can be approached on a variety of different levels of sophistication, and bearing them in mind throughout the teaching –learning process ensures that there is a clear answer to the student who asks: “Why am I learning this? What am I learning to do?” Learning the third person singular of the present tense because it is on page 23 of the textbook is one thing; learning it so that you can ask questions at a railway station (“Does this train go to Birmingham?” “Does it stop at?”, etc.) is quite another. Every lesson should end with the learner being able to see clearly that he can do something which  he could not do at the beginning—and that the “something “ is communicatively useful.

  In some respects, the change that is needed here is largely a psychological one. Very mundane and prosaic activities such as pattern drilling can be give a communicative dimension if teachers and students ask themselves why they are doing them and are able to relate them to the performance of some communicative task. At the same time, this principle must be equally clearly borne in mind when doing activities which seem more overly oriented towards communication. Role-play, for example, can only be communicative on the extent that the student (and the teacher) sees it as contributing to the performance of some real and specific task in the foreign language. Otherwise, it, too, can become merely empty mouthing.

2. PRINCIPLE TWO: The whole is more than the sum of the parts

One of the most significant features of communication is that it is dynamic and developing phenomenon. In other words, it cannot easily be analyzed into component features without its nature being destroyed in the process. It is of course possible to identify various formal features of the way language is used communicatively, and this can be studied individually. But the ability to handle these elements in isolation is no indication of ability to communicate. What is needed is the ability to deal with strings of sentences and ideas, and in the oral modes (speaking and listening). These strings must be processed in what is called “real” time. When you are having a conversation with somebody you cannot study what they say at length before producing an appropriate reply: The whole process must be instantaneous. It goes without saying that many users of a foreign language find this extremely difficult, and their communicative ability is thus severely hampered. In the written modes, the time pressure may not be so severe but it is still not enough to be able to decipher or produce individual elements of the message. What is needed is the ability to work in the context of the whole. 

   Thus, a crucial feature of the communicative method will be that it operates with stretches of language above the sentence level, and operates with real language in real situations. Interestingly this principle may lead to procedures, which are themselves either synthetic or analytic. A synthetic procedure will involve students in learning forms individually and then practicing how to combine them; an analytic procedure will introduce complete interactions of texts and focus for learning purposes on the way these are constructed. Some discussions of the differences between “analytic” and “synthetic” approaches to language teaching have obscured the fact that both of these may be made to share the same concern with the “whole” rather than the “parts”.  A communicative method is likely to make use of both.

3. PRINCIPLE THREE: The processes are as important as the forms
  A method which aims to develop the ability of students to communicate in a foreign language will aim to replicate as far as possible the processes of communication, so that practice of the forms of the target language can take place within a communicative framework. I will like to look at three such processes which can be isolated, and which can be incorporated either individually or together in teaching procedures. Without denying the value of certain purposes of exercises which incorporate none of the following, the general point may be made that the more of them that are incorporated, the more the exercise is likely to be communicative rather than mechanical.

3.1. Information gap
 In real life, communication takes place between two (or more) people, one of whom knows something that is unknown to the other(s). The purpose of the communication is to bridge this information gap.

   This may seem to me a gross oversimplification of the uses of language. What about comments such as “Hello” or “Nice day, isn’t it?” Surely no transfer of information is taking place here. In fact, it depends on what you mean by “information”. Communication is taking place here, but the information which is transferred is of the “interpersonal” (social) type rather than the “ideational” (factual). In other words, the speakers are exchanging or confirming information about their social relationship. 

   In classroom terms, an information gap exercise means that one student must be in a position to tell another something that the second student does not already know. If two students are looking at a picture of a street scene and one says to the other, “Where is the dog?” when he knows that the dog is sitting outside the post office because he can see it as clearly as his fellow student can, then this is not communicative. There is no information gap. But if one student has the picture of the street scene and the other has a similar feature with some features missing which he must find out from the first student, then the same question becomes real, meaningful- and communicative. 

   This concept of information gap seems to be one of the most fundamental in the whole area of communicative teaching, any exercise or procedure which claims to engage the students in communication should be considered in the light of it, and one of the main jobs for the teacher can be seen as setting up situations where information gaps exist and motivating the students to bridge them in appropriate ways.

3.2. Choice

    Another crucial characteristic of communication is that the participants have choice, both in terms of what they will say and, more particularly, how they will say it. From the point of view of the speaker this means that he must choose not only what ideas he wants to express at a given moment, but also what linguistic forms are appropriate to express them. Deciding on this under the severe time pressure which language use involves, is one of the main problems which foreign users of the language face and is an aspect of communicative ability which has been frequently overlooked hitherto in the classroom. A similar problem confronts the listener. The choice that is open for the speaker means that there is always doubt in the listener’s mind about what is to come next.  This means that an exercise where a speaker and listener are controlled in their language use by the teacher fails to practice this aspect of communication.

3.3. Feedback
  The third and final process of communication that I want to discuss is to some extent implicit in the two already outlined. When two speakers take part in an interaction, there is normally an aim of some kind in their minds. This is what I referred to earlier as the operation or task which might form the basis of the classroom activity; successful completion of the task is the aim the participants have in mind. In real life, one person speaks to another because he wishes, for example to invite him, to complain to him, to threaten him, or to reassure him, and this aim will be in his mind all the time he is speaking. What he says to the other person will be designed to research that aim, and what the other person says to him will be evaluated in terms of that aim. In other words, what you say to somebody depends not only on what he has just said to you (though this is obviously very important) but also on what you want to get out of the conversation.  The strategies and tactics involved in using language in this way are of fundamental importance in communication, and again they are left out of account in a method which fails to give practice in using language for real purposes. 

   Taken together the three processes outlined above seem central to the development of any procedure for teaching the communicative use of language. Students are to practice in the classroom then the activities in which they are engaged must take them into account.  It is a moot point whether procedures which do not incorporate these processes are automatically without value – but they are certainly not communicative.

4. PRINCIPLE FOUR: To learn it do it

  It is now widely accepted that education must be ultimately concerned not just with teaching but with learning. One consequence of this is that what happens in the classroom must involve the learner and must be judged in terms of its effects on him. Another equally important consequence is that learning becomes to a large extent the learner’s responsibility. The teacher can help, advice and teach; but only the learner can learn. Both of these ideas have direct implications for a communicative method of language teaching.

  We have seen how developing control of the use of language involves the students in doing things, in making choices, evaluating feedback, bridging information gaps. Such activities demand an environment where doing things is possible. Sitting in regimented rows under the eagle eye of a magisterial teacher, addressing all remarks to or through the teacher – this is a scene, which destroys all hope of communication.  There are problems of course, particularly at secondary school level, in combining activity with discipline, but a cardinal tenet of learning theory is that you learn by doing. Only by practicing communicative activities can we learn to communicative.

   However, the above should not lead us to conclude that the teacher can just sit back and let the students get on with it. There is still a great value in a framework within which learning can be structured, and the provision of this framework is largely the responsibility of the teacher. The difference between a lesson organized around, for example a grammatical structure, focusing on form, and one organized around the idea of learning to “do” something in the language will be considerable, but the essential point is that both can – and to my mind should – be organized. There is no reason why a communicative method should not encompass stages of presentation, practice, and production, the ideas behind which are perhaps more familiar in a grammatical context. What is presented, practiced and produced will be quite different, as will the ways in which it is done, but the principle of organization seems to me as relevant as valid here as it was before. Much published material which claims to be communicative turns out to be effective at only one of the three stages, and  the extent  to which it embodies a total method is thus rather limited.

5. PRINCIPLE FIVE: Mistakes are not always a mistake
  One of the most frequently voiced criticisms of a communicative approach to language teaching is that it encourages students to make mistakes, particularly of grammar. There are probably two factors which may account for this and they should be viewed rather differently.

   The first possibility is that the student may be taught by a teacher who believes that “trivial” mistakes of grammar or pronunciation do not matter as long as the student gets his message across. The second is that the student may be forced into activities for which he has not been prepared, and in an effort to deal with them he makes mistakes. The attitude one takes to these two possibilities must depend on the context in which one is working, but two points are worth making in general. Firstly “trivial “mistakes of grammar or pronunciation are often not trivial at all. Even a teacher who adopts a totally communicative stance must accept that grammatical and phonological mistakes hamper communication and enough of them – especially in the wrong place – can totally destroy it.  Secondly, a learner who makes mistakes because he is trying to do something he has not been told or shown how to do, or which he has not yet mastered, is not really making a mistake at all.  Trying to express something you are not quite sure how to say, is a vital feature of using a foreign language, for few learners ever reach the stage of total fluency and accuracy in every situation, and it is often necessary to “make do” with whatever resources one can master. Niggling criticism of what he produces will ultimately destroy the learner’s confidence in his ability to use the language.
  If these two comments seem contradictory then it is perhaps because they are. What I am trying to say is that the question of what constitutes a mistake and how the teacher should react to it is far more complex than many have so far thought. Conventional language teaching methods aim at eradicating mistakes by tightly controlling what the learner is allowed to say. When we remove these controls an encourage  the learner actually to start using the language with all that this involves, then from a certain point of view problems are bound to arise; but these problems are not solved by an approach which insists on formal accuracy at the expense of use. A communicative approach certainly does not provide an easy solution to the problem of mistakes, but it at least highlights an area which some have treated over-simply hitherto; a communicative method must go back to first principles in deciding how it will reach its aim of developing the communicative ability to the student. It may well be that it will require the flexibility to treat different things as “mistakes” at different stages in the learning process. 
   To conclude this introductory paper let us consider briefly the place of the ideas which have been discussed in it within language teaching as a whole. Despite the concentration here on aspects of the use of language, I do not want to leave the impression that I consider form to be unimportant in language teaching. Communicating involves using appropriate forms in appropriate ways, and the use of inappropriate or inaccurate forms militates against communication even when it does not totally prevent it. The acquisition of forms is therefore a central part of language learning; those of us interested in communicative approaches must not forget this in our enthusiasm to add the communicative dimension. It therefore follows that the principles discussed in this paper may not underlie the totality of language teaching procedures, and that a total method for language teaching may have a component which uses a quite different set of principles to teach language forms and which thus gives rise to procedures, which, though not communicative, are justified in their own terms.

   This view implies the rather large assumption that it is possible (and desirable) to divide language teaching into two phases – learning the forms and then learning to use them. While I think it is undeniable that language learning does involve these two aspects and that it is possible to separate them logically, it seems to me that one of the major unresolved issues in communicative is to work out under what conditions it may be more efficient to teach the forms through the uses, when a more efficient solution would be to attach uses to pre-specified and pre-taught inventory of forms, or finally, whether it is actually possible to marry the two in some satisfactory way for teaching purposes. This may seem to be primarily a matter of syllabus design, but in fact it is central to how we teach as well for it affects crucially the way we view the language and the activities we practice. For the moment I would just emphasize that, notwithstanding everything written here about the importance of ‘use’, it is possible and may in certain cases and contexts be legitimate to ignore ‘communication’ altogether and focus on the forms of the language. In a narrow sense, this perhaps represents a reactionary view; more responsibly, I feel it merely emphasizes the need for teachers to assess their own priorities in their own situation. Finding ways to reconcile these two aspects of language in the classroom represents the biggest challenge for our profession in the 1980s.

Principles of Communicative Language Teaching
(By Dr. Neil Naiman, from York University, Ontario, in an article entitled “A Communicative Approach to Pronunciation Teaching”, published in Avery P. and Erlich S. (editors) (1995), Teaching American Pronunciation. OUP. Oxford.  
In this article, Dr. Naiman did not develop thoroughly his ideas about each principle. What you will read here was developed by Dr. C.  Alfredo Camacho Delgado, based on Naiman’s views expressed later in a lecture that he delivered at the “Félix Varela” Pedagogical University, in Santa Clara, Cuba.  

1. MEANINGFUL PRACTICE BEYOND THE SENTENCE LEVEL 

This principle asserts that language operates at levels higher than isolated words or sentences, and that it acquires meaning in context. In addition, it affirms that practice in the classroom should provide for the students to experiment with whatever bits of language they know in order  to convey real communicative purposes (orally or in writing); and to process stretches of language as they occur in real life (listening and reading). This principle also has implications in terms of students’ motivation since it implies asking them to communicate and to process real meanings of language.

2. STUDENT-CENTERED CLASS

This principle claims that if students are expected to develop skills, they should be given many opportunities to participate in pairs, in groups, and for the whole class. In other words, this principle implies that students should play an active role in the classroom, and that their needs and interests should be taken into account during the planning and development of the teaching-learning process.

3. TASK- ORIENTATION OF CLASSROOM ACTIVITIES

When teaching reading and listening, students should be asked to listen or read with a purpose in mind. When they are asked to write a particular type of text, they should write with a purpose in mind as well; for example, they may be asked to write a letter in order to invite a friend to their birthday party. The same is true about speaking, when we place our students in a real communicative situation, we should state to them clearly what purposes they have in mind when communicating with their peers or a strange audience; for example, asking for and giving information about good places to eat in town. 

Task-orientation of classroom activities means that the trend should be for classroom activities to show such nature: being close to real life, which does not undervalue classroom exercises intended to develop accuracy, which are not task-oriented.   

4. DEVELOPMENT OF STRATEGIES FOR LEARNING BEYOND THE CLASSROOM

This principle acknowledges the need for students to develop learning strategies so that they become autonomous in learning and thus they carry own learning outside the school environment. This enables them to become independent and to regulate themselves when learning. The development of learning strategies by our students is crucial since it is impossible to teach people everything that they need to know; rather, people should be helped to be able to learn on their own.

5. PEER CORRECTION IN GROUP WORK

This principle considers that teachers must help students develop self-correction and self-monitoring skills by using feedback-correction techniques so that the students star to reflect on their errors and gradually starting to remedy their gaps in language accuracy. In addition, students should be trained to monitor their peer´s oral and written production by assuming such tasks, which means controlling and helping their peers get rid of mistakes that hinder communication with an audience. 

And obviously, if students are able to correct their own mistakes, they will certainly have the ability to correct their partners’ mistakes as well, while working in groups or pairs, and even in situations beyond the classroom.  

Principios de una metodología comunicativa para la enseñanza de la lengua extranjera contextualizada en la escuela cubana 

(Adaptados por Dr. C. Alfredo Camacho Delgado, 2002, a partir de K. Morrow, 1983, N. Naiman, 1989 y R. Antich, 1989) 

(Actualizados en julio de 2018)
1. La clase centrada en los estudiantes, sus necesidades de aprendizaje y sus preferencias

El proceso de enseñanza aprendizaje será planificado y dirigido a partir de las necesidades de aprendizaje de los estudiantes, diagnosticadas sistemáticamente, tomando en consideración los intereses y preferencias de los estudiantes en términos de temáticas, tipos de actividades y formas organizativas de trabajo en el aula y fuera de esta, a fin de que el alumno se implique afectivamente en el aprendizaje de los nuevos contenidos. No obstante, la ampliación de espectro de intereses y del marco referencial de los estudiantes es una meta insoslayable para el profesor de lenguas extranjeras en la escuela.

Los estudiantes asumirán un papel protagónico en la clase, involucrándose desde el punto de vista afectivo y psicomotor, movilizando su voluntad, su pensamiento y su acción, en todas las etapas de la actividad (orientación, ejecución y control), por lo que cada clase o actividad deberá significar un reto mental para ellos. Por tanto resulta imprescindible el logro de la motivación de los estudiantes y la practica intensiva en función de la corrección lingüística y el desarrollo de las habilidades de comprensión y comunicación. En función de estos objetivos, se debe estimular la repetición grupal, el trabajo en parejas y en pequeños grupos, preferentemente de tres estudiantes.  
El profesor será un elemento esencial en la dirección del proceso: orientará, organizará, proporcionará recursos y ayuda; no será un mero instructor ni evaluador, será un facilitador del aprendizaje, para lo cual deberá asumir un papel protagónico en el desarrollo del currículo adaptando tanto éste como los materiales didácticos para que respondan a las necesidades de aprendizaje de los estudiantes.

2. Actividad consciente de los estudiantes en el aprendizaje del sistema de la lengua y de los procesos de comprensión y comunicación 

Para que los estudiantes comprendan el sistema de la lengua y la lógica de los procesos de comprensión y comunicación en la lengua extranjera no basta con que sean expuestos a una variedad de muestras idiomáticas auténticas o preparadas para el aula, pues estos contenidos no se aprenden sin la actividad consciente de los estudiantes. 
Se requiere que los estudiantes reflexionen sobre el sistema de la lengua y sobre el aprendizaje de los procesos de la lectura, la escritura, la audición y la comunicación oral; en otras palabras, que analicen muestras idiomáticas e infieran reglas relacionadas con las características de la pronunciación, el vocabulario, la gramática y el texto, el proceso de la comprensión auditiva, la comprensión lectora, la escritura y la comunicación oral, tomando en consideración que en nuestro país al inglés y el francés son lenguas extranjeras que se estudian en la escuela como asignaturas con un fondo de tiempo limitado y el enfoque consciente contribuye a que el estudiante adquiera conocimientos sobre la lengua y los procesos de comprensión y comunicación en las lenguas extranjeras haciendo un uso racional de las horas de estudio disponibles en la escuela. 
3. Enfoque holístico en el tratamiento del sistema de la lengua y de los componentes de la comunicación
El aprendizaje de una lengua extranjera puede ser concebido a partir de enfoques en los que predominen el análisis o la síntesis. En el estructuralismo se parte de la enseñanza de las partes, es decir, de las estructuras de la lengua, al nivel de la palabra y la oración, sin revelar sistemáticamente en las partes las propiedades del todo, es decir, del texto o del proceso de la comunicación. Por tanto el alumno es quien debe realizar el proceso de síntesis del sistema de la lengua para llegar a comunicarse, sin haber aprendido que en las estructuras se ponen de manifiesto reglas de uso que deben ser observadas a nivel del texto. El enfoque sintético presente en el estructuralismo parte del supuesto de que para comprender un texto el alumno debe conocer de antemano todas las palabras y estructuras que el texto contiene, algo bastante alejado de la vida real, pues hasta en nuestra lengua materna podemos comprender la esencia de un texto sin que necesariamente debamos conocer el significado de todas las palabras, gracias a nuestra capacidad de predicción y de inferencia del significado por el contexto y por la formación de las palabras.

El enfoque comunicativo es un enfoque analítico, es decir, presenta a los estudiantes muestras de idioma a nivel del texto y promueve el análisis por parte de aquellos desde el nivel textual hasta el nivel de la palabra y del fonema. Procede de esta manera tanto en la enseñanza del sistema de la lengua como en la enseñanza de los procesos de comprensión y comunicación, lo que permite que los estudiantes puedan aprender todas las dimensiones presentes en el sistema de la lengua: forma, significado y uso, y desarrollar aquellas estrategias de compresión y de comunicación oral y escrita que se requieren para usar el idioma en la vida real y para continuar aprendiendo por si solos. 

4. Orientación de la práctica idiomática fundamentalmente hacia la solución de tareas comunicativas

Las tareas comunicativas son aquellas dirigidas tanto al procesamiento como a la producción textual que incluyen procesos psicológicos de la comunicación como vacío de información, retroalimentación y selección, están diseñadas a nivel del texto y se centran en el significado de la lengua.

Sin demeritar el valor de la ejercitación lingüística reproductiva, centrada en el desarrollo de hábitos idiomáticos, en la escuela cubana se debiera buscar un equilibrio de la práctica idiomática en favor de la realización de tareas comunicativas para alcanzar un nivel elemental de competencia comunicativa en los estudiantes con el fondo de tiempo del que se dispone, pues las capacidades se forman y desarrollan en el proceso de adquisición y realización de aquellos tipos de actividades para las cuales ellas son necesarias. 

5. Tratamiento  flexible de los errores de los estudiantes  

La clase de idiomas extranjeros puede producir temor e inhibición en los estudiantes ante los errores si estos no son tratados con flexibilidad y ‘afecto’, partiendo de la comprensión de que los errores son consustanciales al aprendizaje de una lengua extranjera, y que cuando los estudiantes se equivocan al tratar de expresar algo que aún no han aprendido, ciertamente no están cometiendo errores.

Lo aceptable en términos de corrección lingüística en la escuela cubana es una producción textual que sea comprensible al interlocutor, es decir, que sea coherente aunque presente algunos errores lingüísticos. Es por ello que la estrategia de corrección de errores debe ser flexible, entendida la flexibilidad como la actitud del profesor que tolera aquellos errores que no interfieren la comunicación, que es selectivo ante los errores atendiendo a su incidencia en el logro de la comunicación, que varía su estrategia en dependencia de la etapa de la unidad en que está trabajando: corrección total y directa en la fase de práctica controlada, corrección selectiva e indirecta en la fase de práctica libre, y que estimula la autocorrección y el autocontrol por parte de los estudiantes.  

El autocontrol y la autocorrección permanente entre los estudiantes resultan esenciales si se quiere transferir a los estudiantes la responsabilidad por su propio aprendizaje mediante la estimulación en ellos del desarrollo de estrategias de autocorrección y autocontrol.

Una estrategia de corrección de errores que no tenga en cuenta lo anteriormente señalado puede tener efectos negativos en el desarrollo de la autoestima de los estudiantes y en el establecimiento de relaciones de comunicación abiertas entre profesores y estudiantes, y por ende puede arruinar totalmente el proceso de desarrollo del alumno.

6.  Establecimiento de relaciones interdisciplinarias

Los materiales didácticos y las clases propiciarán el establecimiento de relaciones verticales y horizontales, pues conocer es establecer relaciones. Referente a las relaciones horizontales son imprescindibles las que se  establecerán con la disciplina Lengua Materna, fundamentalmente en términos del enfoque metodológico para el tratamiento de los cuatro aspectos de la comunicación, toda vez que las habilidades y estrategias de comprensión y producción textual son transferibles de una lengua a otra cuando no existen contradicciones metodológicas entre la enseñanza de ambas, y en definitiva entre ninguna de las asignaturas del currículo pues ciertamente todas deben contribuir al desarrollo de la competencia comunicativa en la lengua materna.

El desarrollo de un nivel elemental de competencia comunicativa en la lengua extranjera es acelerado aún más cuando se ofrecen a los estudiantes oportunidades para aprender contenidos de otras materias del currículo escolar a través de la lengua extranjera, lo que a su vez contribuye a elevar la cultura general de los estudiantes y a desarrollarles actitudes positivas y valores. En este sentido la disciplina Inglés estimulará el aprendizaje de contenidos socioculturales de la cultura cubana y de la cultura de algunos países de habla inglesa, con una orientación hacia los contenidos básicos establecidos para el área de Humanidades y desde una óptica transversal, entendida ésta como una manera de articular los contenidos curriculares en torno a temas que constituyen problemas sociales que comprometen la actuación presente y futura de los individuos, a lo cual la escuela debe atender como mediadora sociocultural. 
Concreción de los principios en la enseñanza de los componentes de la comunicación y del sistema de la lengua

Componentes comprensión auditiva y lectora

Para desarrollar habilidades de comprensión auditiva y lectora se seguirá una concepción metodológica congruente con los principios metodológicos, que se concreta de la siguiente forma:  

a) Las habilidades se desarrollarán mediante la solución de tareas auditivas y de comprensión lectora que transiten por los diferentes niveles de significación del texto. 

b) Las habilidades se desarrollarán más eficientemente si se sigue un enfoque holístico, es decir, si las tareas exigen el procesamiento del texto haciendo uso del conocimiento previo y del contexto por parte de los estudiantes, estimulando así la predicción y la inferencia  de significados.
c) Las habilidades se desarrollarán en mayor medida si se propicia la apropiación consciente por parte de los estudiantes de los procesos de la de la comprensión lectora y auditiva seguidos por los lectores eficientes y por las personas que procesan información oral eficientemente.  

d) Las habilidades se desarrollarán en mayor medida si se propicia la interacción y la cooperación entre los estudiantes en el aula y fuera de esta.  

e) Las habilidades se desarrollarán en mayor medida si se facilita el trabajo independiente intensivo de los estudiantes fuera del aula, para que accedan a fuentes de información oral y escrita en diferentes soportes cuyo procesamiento resulte significativo para los estudiantes. 

Componente comunicación oral

El éxito en el logro de los objetivos de la comunicación oral radica en los siguientes pilares:

a) Utilización del mayor tiempo posible de trabajo en el aula a la práctica intensiva de la comunicación oral en parejas o pequeños grupos para favorecer el desarrollo de la fluidez con un mínimo de corrección lingüística. 

b) Gradación de las tareas de comunicación oral de semi-comunicativas a comunicativas y ofrecimiento de diferentes niveles de ayuda a los estudiantes para que las clases sean asequibles y contribuyan a romper las barreras psicológicas que generalmente se interponen en el aprendizaje de la lengua extranjera. Pueden propiciarse los siguientes niveles de ayuda:

· Realización de demostraciones colectivas previas al trabajo en parejas, por parte del profesor o de estudiantes aventajados.

· Realización de las actividades en dos fases: una primera en que los estudiantes trabajan en parejas discutiendo qué deben hacer y cómo (AA y BB) y una segunda fase en que se forman nuevas parejas (AB) y se desarrolla la actividad comunicativa. 

c) Diseño de las tareas de comunicacion oral sobre la base de funciones comunicativas donde se incluyan vacíos de información. 

d) No interrupción del trabajo de los estudiantes para rectificar errores durante la práctica comunicativa. Los errores se rectificarán fundamentalmente durante una etapa de retroalimentación posterior a la realización de las actividades comunicativas, en la misma clase, en clases posteriores o como trabajo independiente. 

La pronunciación como parte esencial de la comunicacion oral

El tratamiento de la pronunciación puede realizarse destinando para ello clases especializadas, durante un tiempo de 10 a 15 minutos dentro de otro tipo de clase, o incidentalmente en todas las clases. 

La aspiración en cuanto a los niveles de corrección en la pronunciación de  los estudiantes debe ser el logro de una pronunciación comprensible para cualquiera que sepa inglés. Es por ello que se priorizará la atención a aquellos aspectos que contribuyen a lograr un buen ritmo, como son la acentuación, la sinalefa y la cualidad vocálica. Igualmente se le prestará atención a aquellos sonidos vocálicos y consonánticos cuya pronunciación indebida ocasionaría cambios en el significado de lo que se quiere decir, tomando en cuenta la lengua materna. 

La gramática como componente de la comunicacion oral

En el tratamiento de la gramática se tendrán presentes las siguientes consideraciones: 

a) Contextualizar las estructuras gramaticales, lo que en términos prácticos implica relacionar convencionalmente la estructura con una o varias funciones comunicativas, en una situación comunicativa dada. 

b) Prestar atención a las distintas dimensiones de la gramática: el significado (la gramática es expresión de conceptos), la forma (morfología y sintaxis) y el uso (la dimensión pragmática del lenguaje y lo socialmente adecuado). Obviamente no todas las estructuras gramaticales requieren del tratamiento lo socialmente adecuado pues no todas varían en dependencia de los diferentes contextos en que sean usadas. 

c) Diseñar sistemáticamente las actividades en tres etapas: presentación, práctica controlada y práctica libre. En la primera fase debe lograrse la comprensión por parte de los estudiantes, en la segunda un mínimo de automatización de las estructuras gramaticales, del vocabulario y de la pronunciación, lo cual se logra tanto en el aula como fuera de ella, mediante ejercicios de los cuadernos de trabajo y de software educativos. Y la tercera fase es de aplicación y persigue el objetivo de desarrollar fluidez, por lo que debe ocupar un tiempo mayor de trabajo en el aula que la presentación y la práctica controlada. 

El vocabulario 

La adquisición del vocabulario se logrará desde todos los componentes de la comunicación (lectura, audición, escritura y comunicación oral). Sin embargo, el trabajo sistemático con este aspecto lingüístico se implementará desde el componente oral, mediante ejercicios de reflexión sobre la formación de las palabras, ejercicios controlados de vocabulario del cuaderno de trabajo y el software educativo y a partir de las actividades de comunicación oral. 

Se prestará especial atención al aprendizaje de los procesos de formación de palabras y al aprendizaje de aquellos recursos lexicales que contribuyen a la cohesión textual o que son marcadores discursivos atendiendo a las siguientes razones, al aprendizaje de frases lexicales (lexical phrases o lexical chunks) y collocations: 

· La apropiación de los procesos de formación de palabras permite multiplicar el repertorio léxico de los estudiantes. 

· La apropiación por parte de los estudiantes de los recursos lexicales que son marcadores discursivos o que contribuyen a la cohesión textual les prepara para afrontar cualquier tipo de texto. 
· El aprendizaje de frases lexicales y collocations, que son aportes de la lingüística del corpus, contribuye al logro de la autenticidad en el uso del idioma extranjero y enriquece el repertorio léxico de los estudiantes. 
En trabajo con el vocabulario puede combinarse una organización en campos semánticos y un tratamiento siguiendo el método de organización al azar. Se priorizará el primero dadas sus posibilidades para asegurar un aprendizaje más duradero, pues se aprende mejor cuando se establecen relaciones. 

El componente escritura

Se prestará especial atención al establecimiento de la relación fonema– grafema por parte de los estudiantes, lo cual debe lograrse fundamentalmente a través de las siguientes actividades realizadas sistemáticamente: 

a) Presentación de los exponentes de las funciones comunicativas, o de los aspectos gramaticales, generalmente sin adelantamiento oral. Es decir, los alumnos escuchan las muestras de idioma y a la vez tienen acceso al texto escrito.
b) Estímulo a la búsqueda de regularidades entre los sonidos y las grafías mediante la reflexión o análisis por los estudiantes, como parte de las actividades de la práctica de la pronunciación. 

c) Toma de dictados realizados por el profesor y entre los propios estudiantes. 

d)  Lectura oral del idioma que se está aprendiendo dentro del componente comunicación oral. 

e) Realización de ejercicios escritos de gramática y vocabulario. 

f) Revisión de trabajos escritos y de las libretas de los estudiantes, por parte del profesor y de los propios estudiantes, incentivando la autocorrección. 

Para incentivar el desarrollo de habilidades de comunicación escrita se procederá como sigue: 

a) Se partirá de modelos de textos de tipo interactivo (cartas, mensajes, correo electrónico, etc.) que los estudiantes recibirán como si fueran destinatarios. 

b) Se prestará atención primeramente al significado de los textos a fin de lograr que los estudiantes los comprendan, para lo cual resulta imprescindible que los textos contengan propósitos comunicativos, temas, gramática y vocabulario que hayan sido estudiados como parte del componente comunicación oral. 

c) Se incentivará a los estudiantes para que respondan la “correspondencia” que han recibido, ofreciéndoles niveles de ayuda como la generación colectiva de ideas, de vocabulario, formas de comenzar, continuar y concluir, elementos de enlace oracional o mediante el trabajo cooperativo entre los estudiantes. Se podrán incluir ejercicios de escritura guiada que se centren en la organización del texto, en los recursos formales de la cohesión textual, en los marcadores discursivos o en la puntuación y la mecánica de la escritura. 

d) Se asignarán tareas de escritura propiamente dichas que incluirán los siguientes elementos: 

· Razón para escribir

· Destinatario (s)

· Tipo de texto que escribirán

· Intención comunicativa (una o varias)

e) Se incentivará en los estudiantes la apropiación del proceso de la escritura que incluye las siguientes acciones: planificación, escritura de borradores, revisión individual y colectiva y reescritura individual o colectiva, divulgación del texto escrito.  

f) Se promoverá la revisión de los trabajos escritos en parejas o pequeños grupos, o la edición en grupos. La retroalimentación que ofrezca el profesor estará fundamentalmente dirigida al significado del texto (a las ideas). Lo que el profesor escribe a los estudiantes sirve de modelo para aprender a escribir mejor. 
g) Lo que escriban los estudiantes debe encontrar respuestas por parte del profesor o de sus propios compañeros y los mejores trabajos deben ser “publicados”, en el mural del aula o en alguna carpeta en el laboratorio de computación. Cuando esté disponible el correo electrónico en las escuelas, este será explotado a tales efectos. 

h) La evaluación será holística: lo primero es premiar el logro de la comunicación por escrito. Si el texto que el estudiante ha producido resulta comprensible, ello indicará que ha vencido los objetivos.    

Recomendaciones para el uso y adaptación de los materiales didácticos atendiendo al diagnóstico de aprendizaje de los estudiantes.
Los materiales didácticos disponibles en las escuelas (libros de texto, cuadernos de trabajo, selecciones de lecturas u otros ejercicios, video clases y software educativo), deberán siempre ser objeto de la valoración critica de los docentes tomando como referente fundamental el diagnóstico de sus estudiantes, en aquellos centros docentes donde se disponga de suficientes profesores de la disciplina y con suficiente preparación. 

Para realizar la valoración de los materiales los profesores podrán tomar en cuenta los siguientes aspectos (Camacho A., 2003): 

· El contenido, en cuanto a su volumen, su correspondencia con un nivel elemental de competencia comunicativa, la cobertura de todas las dimensiones del contenido del programa de inglés en la escuela y su estructuración metodológica;
· Los textos, en cuanto a su autenticidad, pertinencia con respecto a la edad de los estudiantes y el nivel de desarrollo de las habilidades comunicativas en inglés alcanzado, así como las temáticas que abordan;
· El sistema de ejercicios, con respecto a su concepción sistémica, los niveles de asimilación que reflejan, la concepción metodológica que reflejan, en particular si son comunicativos o estructuralistas.

Tomando el libro de texto como guía principal que ofrece la estructuración metodológica del contenido y de los sistemas de actividades, los profesores podrán realizar las siguientes adaptaciones a los materiales didácticos: 

a. Separación: separar aspectos de los materiales didácticos que se encuentran unidos y que por ende resultan poco asequibles para determinado grupo de alumnos.

b. Complementación: utilizar partes de otros materiales didácticos que ayuden a suplir las carencias del material base con que cuentan los profesores.

c. Omisión: suprimir determinada parte de un material didáctico por considerar que no es asequible para los estudiantes, porque no responde a los objetivos del programa, para  insertar otro tipo de actividad que incentive la participación activa y productiva de los estudiantes, o por presentar otras dificultades que aconsejan su eliminación.

d. Integración: unir dos o más aspectos en un mismo tema con el objetivo de contrastarlos; integrar las distintas dimensiones de la gramática (estructural, semántica y pragmática); integrar el tratamiento en secuencia de distintos aspectos de la comunicación; concebir un tratamiento interdisciplinario de un tema, entre otros.

La evaluación del aprendizaje

La evaluación del aprendizaje responderá a las siguientes exigencias metodológicas:
1. Correspondencia entre enseñanza y evaluación 

Se evalúa lo que ha sido enseñado y de la manera en que ha sido enseñado. 

2. Prioridad para la evaluación formativa

La evaluación formativa es la que se realiza durante el proceso de aprendizaje de los estudiantes y por tanto permite tomar decisiones curriculares sobre la base de las necesidades que se van diagnosticando.  Este tipo de evaluación además facilita la emisión de criterios evaluativos sobre el aprendizaje de los estudiantes atendiendo a su evolución en el tiempo con respecto al punto de partida diagnosticado, por tanto facilita la atención a las particularidades individuales de los estudiantes y les responsabiliza con su propio aprendizaje. 

3. Prioridad para la evaluación holística e integradora

La evaluación integradora es aquella que mide la capacidad de los estudiantes  para comunicarse oralmente o por escrito así como para procesar la esencia del significado de textos orales y escritos. El carácter holístico se refiere a la calificación del producto de los estudiantes en cuanto a su dominio de la comunicación oral y escrita y la comprensión auditiva y lectora. Su esencia consiste en la realización de la calificación sobre la base de una impresión global sobre el trabajo de los estudiantes sobre la base de escalas de medición cualitativa, elaboradas sobre la base de descriptores. 

4. Carácter no invasivo de la evaluación

La evaluación siempre genera ansiedad y temores en los estudiantes, máxime cuando se trata de una lengua extranjera. Ello puede ser atenuado si se discute siempre con los estudiantes qué se les avaluará y cómo, si se les transmite confianza y seguridad, si se potencia el éxito y no el fracaso, si se les avalúa fundamentalmente en el transcurso de las actividades que realizan diariamente en el aula. En eso consiste el carácter no invasivo de la evaluación, que estableciendo un paralelo es como el cirujano que no abre el abdomen del paciente sino que opta por el mínimo acceso.     

5. Potenciación de la autoevaluación y el autocontrol

La observación de esta exigencia contribuye al desarrollo de la autorregulación en los estudiantes, a desarrollar su espíritu crítico y solidario y elevar su responsabilidad por su propio aprendizaje y por el aprendizaje de sus compañeros de clase.
UNIT 2:  Know your students

Young learners 
(Harmer J. (2012), Essential Teacher Knowledge: Core concepts in English language teaching. Pearson Education Limited, England. Page 88) 
Many people think that children are better language learners than other age groups.

· Children need a lot of good exposure if they are to acquire a language.

· Children take in information from everything around them, not just what is being taught. This is often just as important as more formal explanations. 

· Children are usually curious about the world and like learning.

· Children often find abstract concepts difficult to understand. However, this depends on what developmental stage they have reached. 

· Many children are happy to talk about themselves, and like learning experiences which involve and relate to their own lives.

·  Children are pleased to have the teacher´s approval.

· Children often find it difficult to concentrate on the same thing for a long time.

· We need to remember, however, that children develop at different rates and that there is a clear difference between a child of five, for example, and a child of ten. 

Tips for teaching young learners 

· Change activities frequently.

· Combine learning and play.

· Use appropriate activities (including songs, puzzles, games, art, physical movement, etc.) for different kinds of student.

· Make the classroom an attractive, light and convenient learning environment.

· Pay special attention to your own pronunciation- children are good imitators! 

Adolescents 

For many teachers, adolescent students are the most exciting- but also the most challenging people to have in classrooms.

· Depending on their stage of development, teenagers can start to think in abstract terms.

· Many adolescent students become passionate about things that interest them.

· Many adolescent students have a large amount of energy. This is sometimes a good and creative thing, but sometimes, if we don’t channel it correctly, it can lead to more or less serious discipline problems.

· Many adolescents are extremely conscious of their age and find it irritating when adults continue to teach them as children- even though, in many ways, they still are children.

· Adolescents usually have not chosen to come to our English lessons. They are there because they have to be there. They may not see any good reason for learning English.

·  Many adolescents want and need peer approval (the good opinion of their classmates) far more than they want and need approval of the teacher. 

Tips for teenagers

· Encourage teenagers to have opinions and to think critically and questioningly about what they are learning.

· Use the students´ own knowledge and experience as much as possible.

· Treat the students like adults but remember they are still children.

· Encourage the students to have agency (take responsibility for their own learning).

· Be super- organized! Teenagers like to know what they are doing and why.

· Be consistent when there are discipline problems. Criticize the behavior, not the student. 

(Harmer J. (2012), Essential Teacher Knowledge: Core concepts in English language teaching. Pearson Education Limited, England.  Page 89) 
Teaching Children

Popular tradition would have you believe that children are effortless second language learners and far superior to adults in their eventual success. On both counts, some qualifications are in order. First, children's widespread success in acquiring second languages belies a tremendous subconscious effort devoted to the task. As you have discovered in other reading (see PLLT, Chapters 2 and 3, for example). Children exercise a good deal of both cognitive and affective effort in order to internalize- both native and second languages. The difference between children and adults (that is, persons beyond the age of puberty) lies primarily in the contrast between the child's spontaneous, peripheral attention to language forms and the adult's overt, focal awareness and attention to those forms. Therefore, the popular notion about children holds only if "effort" refers, rather narrowly, to focal attention (sometimes thought of as "conscious" attention-see Chapter 11 of Pan to, language forms.

Nor are adults necessarily less successful in their efforts. Studies have shown that adults, in fact, can be superior in a number of aspects of acquisition. They can learn and retain a larger vocabulary. They can utilize various deductive and abstract processes to shortcut the learning of grammatical and other linguistic concepts. In addition, in classroom learning, their superior intellect usually helps them to learn faster than a child. Therefore, while children, with their fluency and naturalness, are often the envy of adults struggling with second languages, children in classrooms may have some difficulties learning a second language.

Third, the popular claim fails to differentiate very young children from pre-pubescent children and the whole range of ages in between. There are actually many instances of older (school-age) children manifesting significant difficulty in acquiring a second language for a multitude of reasons. Ranking high on that list of reasons are a number of complex personal, social, and political factors at play in elementary school teaching of second Ianguages.

Teaching ESL to school -age children, therefore, is not merely a matter of setting them loose on a plethora of authentic language tasks in the classroom. To successfully teach children a second language requires specific skills and intuitions that differ from those that you would use for adult teaching. Five categories may help to give you some practical approaches to teaching children.

1. Intellectual development

An elementary school teacher once asked her students to take out a piece of paper and pencil and write something. A little boy raised his hand "Teacher, I ain´t got no pencil." The teacher, somewhat perturbed by his grammar, embarked on a barrage of corrective patterns: "I don't have a pencil. You don't have a pencil. We don't have pencils." Confused and bewildered, the child responded, "Ain't nobody got no pencils?"

Since children (up to the age of about eleven) are still in an intellectual stage of what Piaget

called "concrete operations," you need to remember their limitations. Rules, explanations, and other even slightly abstract talk about language must be approached with extreme caution.

Children are centered on the "here and now," on the functional purposes of language. They have little appreciation for our adult notions of "correctness” and they certainly cannot grasp the metalanguage we use to describe and explain linguistic concepts. Some rules of thumb for your classroom:

Don't explain grammar using terms like "present progressive" or "relative clause."

Rules that are stated in abstract terms ("To make a statement into a question, you add a 'do' or 'does"') should be avoided.

Some grammatical concepts, especially at the upper levels of childhood, can be called to learners' attention by showing them certain patterns ("Notice the 'ing' at the end of the word.") and examples ("This is the way we say it when it's happening right now: 'I'm walking to the door.')

Certain more difficult concepts or patterns require more repetition than adults need. For example, repeating certain patterns (without boring them) may be necessary to get the brain and the ear to cooperate. Unlike the scene with the little boy who had no pencil, children must understand the meaning and relevance of repetitions.

2. Attention span
One of the most salient differences between adults and children is attention span. First, it is important to understand what attention span means. Put children in front, of a TV with a favorite cartoon show on and they will stay riveted to their seats for the duration. So, you cannot make a sweeping claim ,that children have short attention spans! The short attention spans come up only when you present stuff that to them is boring, useless, or too difficult. Since language lessons can at times be difficult for children, your job then is one of making them interesting, lively, and fun.

How do you do that?

Because children are focused on the immediate here and now, activities should be designed to capture their immediate interest.

A lesson needs to have a variety of activities to keep interest and attention alive.

A teacher needs to be animated, lively, and enthusiastic about the subject matter. Consider the classroom a stage in which you are the lead actor; your energy will be infectious to others. While you may think that you're overdoing it, children need this exaggeration to keep spirits buoyed and minds alert.

A sense of humor will go a long way to keep children laughing and learning. Since children's humor is quite different from adults', remember to put yourself in their shoes.

Children have a lot of natural curiosity. Make sure you tap into that curiosity whenever possible and you will thereby help to maintain attention and focus.

3. Sensory input

Children need to have all five senses stimulated. Your activities should strive to go well beyond the visual and auditory modes that we usually feel are sufficient for a classroom.

Pepper your lessons with physical activity, such as having students act  out things (role play), play games, or do Total Physical Response activities.

Projects and other hands-on activities will go a long way toward helping children to internalize language. Small group science projects, for example, are excellent ways to get them to learn words and structures and to practice meaningful language.

Sensory aids here and there will help children to internalize concepts.

The smell of flowers, the touch of plants and fruits, the taste of foods, liberal doses of audio-visual aids like videos, pictures, tapes, music-all these are important elements in children's language teaching.

Remember that your own nonverbal language is important as children will indeed attend very sensitively to your facial features, gestures, and touching.

4. Affective factors

A common myth is that children are relatively unaffected by the inhibitions that adults find to be such a block to learning. Not so! Children are often innovative in language forms but still have a great many inhibitions. They are extremely sensitive, especially to peers: What do others think of me? What will so-and-so think when I speak in English? Children are in many ways much more fragile than adults. Their egos are still being shaped, and therefore the slightest nuances of communication can be negatively interpreted. Teachers need to help them to overcome such potential barriers to learning.

Help your students to laugh with each other at various mistakes that they

all make.

Be patient and supportive, to build self-esteem, yet at the same time be

firm in your expectations of students.

Elicit as much oral participation as possible from students, especially the

quieter ones, to give them plenty of opportunities for trying things out.

5. Authentic, meaningful language
Children are focused on what this new language can actually be used for right here and now. They are less willing to put up with language that doesn't hold immediate rewards for them.

Your classes can ill afford to have an overload of language that is neither authentic nor meaningful.

Children are good at sensing language that is not authentic; therefore, "canned" or stilted language will simply not be accepted.

Language needs to be firmly context embedded. Story lines, familiar

situations and characters, real-life conversations, meaningful purposes in

using language -these will establish a context within which language can

be received and sent and thereby improve attention and retention.

Context reduced language in abstract, isolated, unconnected sentences

will be much less readily tolerated by children's minds.

A whole language approach is essential. Don't break up Ianguage into too many bits and pieces or students won't see the relationship to the whole. And stress the interrelationships among the various skills (listening, speaking, reading, and writing), otherwise they won't see important connections.

It takes a very special person to be able to teach children effectively. Along with all these guidelines, there is a certain intuition that an elementary school teacher develops with increasing months and years of experience. If you don't have the experience, you will, in due course of time.

Meanwhile, you must begin somewhere, and these rules of thumb will help.

Teaching in-between

It is of course much too absolute to consider that a "child" ceases to be a child at the age of puberty and that all of the rules of adult teaching suddenly apply! It is therefore appropriate to consider briefly the sort of variables that apply in the teaching of what we might call "young adults," "teens," or high school age children whose ages range between 12 and 18 or so.

The "terrible teens" are an age of transition, confusion, self-consciousness, growing, and changing bodies and minds. What a challenge for the teacher! Teens are "in between" childhood and adulthood, and therefore a very special set of considerations applies to teaching them. Perhaps because of the enigma of teaching teen agers, little is specifically said in the language teaching field about teaching at this level. Nevertheless, some thoughts are worth verbalizing, even if in the form of simple reminders:

(1) Intellectual capacity adds abstract operational thought around the age of 12. Therefore, some sophisticated intellectual processing is increasingly possible. Complex problems can be solved with logical thinking. This means that linguistic metalanguage can now, theoretically, have some impact. But the success of any intellectual endeavor will be a factor of the attention a learner places on the task; therefore, if a learner is attending to self, to appearance, to being accepted, to sexual thoughts, to a week-end party, or whatever, the intellectual task at hand may suffer.

(2) Attention spans are lengthening as a result of intellectual maturation, but once again, with many diversions present in a teenager's life, those potential attention spans can easily be shortened.

(3) Varieties of sensory input are still 'important, but again increasing capacities for abstraction lessen the essential nature of appealing to all five senses.

(4) Factors surrounding ego, self-image, and self-esteem are at their pinnacle. 
Teens are ultrasensitive to how others perceive their changing physical and emotional selves along with their mental capabilities. One of the most important concerns of the secondary school teacher is to keep self-esteem high by:

avoiding embarrassment of students at all costs

affirming each person's talents and strengths

allowing mistakes and other errors to be accepted

de-emphasizing competition between classmates

encouraging small group work where risks are more easily made

(5) Secondary school students are of course becoming increasingly adult-like in their ability to make those occasional diversions from the "here and now" nature of immediate communicative contexts to dwell on a grammar point or vocabulary item. But even in teaching adults, care must be given not to insult them with stilted language or to bore them with over analysis.


This chapter was an attempt to provide a number of factors for you to consider carefully as you attend to the age of your learners. At this point, these factors have come out as a series of pointers and reminders rather than anecdotal or observational references to classrooms full of students. You can make those references yourself as you observe and as you begin to teach. The next time you're in an ESL classroom, notice how someone you're observing (or how you yourself) accounted for age variables in the overall lesson, in the type of techniques that were used, in the management of the classroom, in verbal registers as well as body language, in the teacher-student exchanges, and in the relationship that those exchanges conveyed. You may actually surprise yourself by how much of what we do and say as teachers is a factor of age!
UNIT 3: Motivation 

Motivating teenagers
Joanna Budden, British Council, Spain
"Motivation is as much an effect as a cause of learning." Ausubel

In this article, I will discuss how teachers can aim to improve the motivation levels of teenage students. I will link three practical classroom activities to the ideas of American Psychologist Carl Rogers. 

· The ideas of Carl Rogers 

· Types of motivation and teenagers 

· Ways to improve motivation    
· Journals - empathy 

· Using photos - authenticity 

· Music - acceptance 

The ideas of Carl Rogers
Rogers (1957) outlined 3 attitudinal qualities that a teacher, or in his words, a facilitator, should have to assist the learning process. They are empathy (seeing things from the students' view point), authenticity (being yourself) and acceptance (of students' ideas and opinions). 

Types of motivation and teenagers
It is widely agreed that motivation has a great effect on a student's capacity to learn. Motivation can be broken down into extrinsic and intrinsic forms. Intrinsic motivation comes from within the learner, who wants to learn for the sake of learning. Although not impossible to find an intrinsically motivated teenage student, five years of experience working with Young Learners in Spain leads me to believe that they are few and far between! It is much more likely that our teenage students will be extrinsically motivated, meaning that their motivation comes from external sources such as wanting to pass an exam or please their parents. The good news for teachers of teenagers is that there are many things we can do in the classroom to increase the levels of extrinsic motivation.

Ways to improve motivation 

· Journals - Empathy
Journal writing can create wonderful opportunities to find out more about your students' lives. When introducing the idea of writing journals it is important to make the aims and general rules clear to students. 

Students should each have their own notebook to use as their journal. These should be kept by the teacher and it should be made clear that the teacher will not read anyone's writing out in the class. It will be strictly a two-way 'conversation' between the individual student and the teacher. At the end of the course I always give the students their journals to keep. 

It should be made clear that the idea is to communicate effectively in English and not to worry too much about mistakes. The teacher will not correct mistakes and will focus solely on the meaning. I always keep a list of common mistakes that are made in the journals and deal with them as and when it is appropriate as an integrative part of the course. I would never use a sentence lifted directly from a journal to focus on an error. 

Class time should be set aside for journal writing. At the start of a course, I ask students to begin their journals by telling me about themselves and their reasons for studying English. The teacher collects all the journals in and replies individually to each one and asks a question or two, which will be the prompts for the next class's journal writing. 

Although replying to the writing in the journals can be time consuming it really does help the teacher to empathise with the students. Discovering, for example, that the reason one of my students didn't like to sing in class was because his voice was breaking, or that one of the students was having problems with a group of friends at school really helps to remind us of what it is like to be a teenager! I am sure these students would not have seen it as appropriate to come and talk to me about these issues but they did feel comfortable to write about them. Many students have really enjoyed the process of journal writing and have felt motivated to write in English on a regular basis. 

· Using photos- Authenticity

Teenage students can be very curious and inquisitive. Given half the chance they want to know more about you and your life outside the classroom. It is a personal decision how much of yourself you want to give away and share with your students. I have always found that personalising really helps to increase students' interest levels. Carl Rogers claimed that learning would be much more effective when the facilitator does not hide behind a façade. 

Using photos can really help to spark genuine interest and generate a lot of language. Topics that lend themselves to the use of photos are describing people, family, holidays or describing places. How much more interesting to describe a photo of the teacher's friend or sister than to describe a photo of a random unknown man in a book? How much more engaging to see holiday photos from the teacher's summer break rather than the typical desert island shots used in course books? Grammar lessons can also be supported with photos. To give a simple example, teaching 'used to' becomes much more memorable when sentences with a visual image can be formed. Eg. "my teacher used to have long hair and a moustache" 

Of course there can be drawbacks with letting the students into your personal life, and you should think carefully about who to 'introduce' your class to! Teenagers have excellent memories, so questions about the people in the photos will last for the whole course, sometimes the relationships may not last quite as long! 

· Music - Acceptance
Teenagers love listening to music! A sweeping generalisation, but on the whole I have found it to be true. Due to the fact that so much popular music is in English it can be a source for highly motivating activities. 

Although it can be tempting to only use music in the class that you enjoy listening to, teenagers really appreciate it if you make the effort to find out what they like listening to. To get this information, students can write surveys to do with the class to find out the top five favourite bands. When you know what they like to listen to encourage students to lend you the CDs or tapes. I often record music videos from a local TV channel. 

Most teachers have a variety of activities to use with songs. Lyrics can be easily found on the internet and there are many opportunities to exploit language in songs. Students themselves can be involved in creating activities to use with their favourite songs. 

Having music on in the background can really change the atmosphere of a classroom. When students are working in groups I sometimes like to have music playing softly in the class. Rather than always play my own tastes I allow students to bring in their own tapes. A class vote decides what we listen to when we work. By accepting their music tastes and 'tuning in' to them, the motivation levels of a class can be improved. Teenagers know a lot about music and will be willing to tell you all about it. Rather than ignoring the differences in taste between them and you, exploit them and use them as a real information gap! 

Sense of humour
Nik Peachey, teacher, trainer and materials writer, British Council
For me, one of the most under exploited and neglected areas within language learning is humour. How many course books have a section on humour? How many syllabi include the ability to tell or understand a joke? Yet understanding the sense of humour of a people is a key element of understanding the culture and language and perhaps even more importantly of developing relationships with people from that country.

· Humour and culture  
· Humour and classroom dynamics 
· A few ideas 

· When the laughter stops 

· Conclusion 

Humour and culture 
The humour of a nation or individual is an integral part of that person or nation's culture and we need to help students to appreciate the humour in order to help them understand the culture and language. To try to define the 'humour' of a nation is always going to be an impossible task, as different people within that nation are always going to have their own individual sense of humour, but we can help our students to explore this area. 

· One way of doing this is to look at the kinds of TV comedy programmes which are popular within that country. What kinds of topics are they based around? Are they similar topics to those of the students' own country? 

· Looking at popular joke genres can also be useful. Some examples of common genres within the UK are, 'Knock knock' jokes, jokes which have the structure " what do you get if you mix [ X ] with [ Y ] a [ Z ], Jokes which begin "A man walked into a bar .." There is certainly no shortage of these kinds of jokes to be found in the Intranet joke sites so if you would like to find suitable examples, it won't be difficult.

Humour and classroom dynamics
Many researchers, and particularly Stephen Krashen, have written about the negative effects of anxiety on students' ability to learn. Using humour can play an important part in helping to relax students and help them overcome stress and nerves and so make them more receptive to learning. Humour can also help to improve the classroom atmosphere particularly for students who are worried about making mistakes or nervous about their speaking abilities. It is, however, very important that we learn with our students to laugh 'about' mistakes rather than at the people who make them.

A few ideas
Here are a few ways in which I've tried to integrate humpour into my classes. 

· Telling a joke
Just telling a joke can be a great listening activity for your students and really there's no need to prepare anything. Every joke comes with its own comprehension task. If the listener laughs at the end of the joke then they have understood it.

· Translating a joke
Sometimes I try to get students to translate jokes from their own country to retell in English. They can then either try telling them to me or their classmates or send them to one of the many joke websites on the Internet. Sometimes I have got students to collect the jokes together to publish in a small class joke book.

· Humour and prejudice
Jokes and humour can form the basis of serious class discussions. Many jokes in may countries mask some quite negative underlying prejudices and stereotypes about people from different regions of the country or different sectors of the society. Exploring these prejudices can be a first step towards over coming them.

· Quotes about humour
Looking at quotes about humour can provide useful discussion for students. They can try to decide what they mean and which ones they agree with most, try to translate some from their own culture or even try to write their own. 
Here are some examples.

· "He who laughs last laughs longest."

· "Always leave them laughing."

· "Friendship: a building contract you sign with laughter and break with tears."

· "One can never speak enough of the virtues, the dangers, the power of shared laughter."

· "Laughter is the shortest distance between two people."

· "Laughter is not at all a bad beginning for a friendship, and it is far the best ending for one."

· "If you can look into the mirror without laughter, you have no sense of humour.”
· "A person without a sense of humour is like a wagon without springs, jolted by every pebble in the road.”
· Joke websites
As a reading activity you could try getting your students to each look for one joke on a website that they like, try to memorise it and then come to class and tell it. Be sure though that the site you choose has jokes which are suitable for the types of class that you have, as many have 'adult' content on.

· Video
If you have access to TV or video recordings of popular comedy programmes, these can form a fantastic resource for exploitation in the language class. They can be used in many ways, for general listening activities or you could just focus on one particular part and explore the humour. A lot of humour on TV is very rich in cultural references and this too can be an interesting, though very challenging area to explore.

When the laughter stops
One of the negative sides, particularly when I have had younger or less mature students, of using humour in the classroom, is its potential to undermine my role as the manager of the class and my students' respect for me in that role. I have tried to be very careful when creating a balance between providing an atmosphere that my students enjoy and feel relaxed working in and what can sometimes be a decent into chaos. I haven't always been successful and have at times worked hard to re-establish the balance between enjoyment and getting some work done. Things have worked best when I have had specific times when humour has been appropriate, usually nearer the end of a class when things can bubble over into break times or home time.

Conclusion
I think it's important to remember that not everyone is, can be or wants to be funny. As teachers I think we should, above all, genuinely be ourselves and if that doesn't include being a person who tells jokes then that is fair enough. I do believe though that there is a genuine need for our students to understand this integral part of the culture and language they want to understand and it is an important part of our role as teachers to help our students address this need. 
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Motivational Strategies in the Language Classroom

(Zoltàn Dörnyei (2001) Cambridge University Press Cambridge, Cambridge. p.p. 137-144)
Motivational strategies: Creating the basic motivational conditions

1. Demonstrate and talk about your own enthusiasm for the course material, and how it affects you personally

· Share your own personal interest in the L2 with your students.

· Show your students that you value L2 learning as a meaningful experience that produce satisfaction and enriches your life.

2. Take the students´ learning very seriously.

· Show students that you care about their progress.

· Indicate your mental and physical availability for all things academic. 

· Have high expectations for what your students can achieve.

3. Develop a personal relationship with your students

· Show your students that you accept and care about them.

· Pay attention and listen to each of them. 

· Indicate your mental and physical availability

4. Develop a collaborative relationship with the students´ parents.

· Keep parents regularly informed about their children´s progress.

· Ask for their assistance in performing certain supportive tasks at home. 

5. Create a pleasant and supportive atmosphere in the classroom.

· Establish a norm of tolerance.

· Encourage risk-taking and have mistakes accepted as a natural part of learning.

· Bring in and encourage humour.

· Encourage learners to personalize the classroom environment according to their taste.

6. Promote the development of group cohesiveness.

· Try to promote interaction, cooperation and the sharing of genuine personal information among the learners.

· Use icebreakers at the beginning of the course.

· Regularly use small-group tasks where students can mix.

· Encourage and if possible organize extracurricular activities and outings. 

· Try and prevent the emergence of rigid seating patterns.

· Include activities that lead to the successful completion of whole-group tasks or involve small group competition games.

· Promote the building of a group legend.

7. Formulate group norms explicitly, and have them discussed and accepted by the learners. 

· Include a specific group rules activity at the beginning of a group´s life to establish the norms explicitly.

· Explain the importance of the norms you mandate and how they enhance learning, and ask for the students´ agreement.

· Elicit suggestions for additional rules from the learners and discuss these in the same way as the rules you have proposed.

· Put the group rules (and the consequences for violating them) on display.

8. Have the group norms consistently observed. 

· Make sure that you yourself observe the establishment of norms consistently.

· Never leave any violations go unnoticed. 

Motivational strategies: Generating initial motivation
9. Promote the learners´ language related values by presenting peer role models.

· Invite senior students to talk to your class about their positive experiences.

· Feedback to the students the views of their peers, e.g. in the form of a class newsletter.

· Associate your learners with peers (e.g. in group or project work)

10.  Raise the learners´ intrinsic interest in the L2 learning process.

· Highlight and demonstrate aspects of L2 that your students are likely to enjoy.

· Make the first encounters with the L2 a positive experience. 

11. Promote an “integrative” and open-minded disposition towards the L2 and its speakers, and towards foreigners in general.

· Include a sociocultural component in your language curriculum.

· Quote positive views about language learning by influential public figures.

· Encourage learners to conduct their own exploration of the L2 community (e.g. on the internet).

· Promote contact with L2 speakers and L2 cultural products. 

12. Promote the students´ awareness of the instrumental values associated with the knowledge of an L2.

· Regularly remind the students that the successful mastery of the L2 is instrumental to the accomplishment of their valued goals.

· Reiterate the role the L2 plays in the world, highlighting its potential usefulness both for themselves and their community.

· Encourage the learners to apply their L2 proficiency in real-life situations.

13. Increase the students´ expectancy of success in particular tasks and in learning in general.

· Make sure that they receive sufficient preparation and assistance.

· Make sure they know exactly what success in the task involves.

· Make sure that there are no serious obstacles to success.
14. Increase your students´ goal-orientedness by formulating explicit class goals accepted by them. 

· Have the students negotiate their individual goals and outline a common purpose, and display the final outcome in public.

· Draw attention from time to time to the class goals and how particular activities help to attain them.

· Keep the class goals achievable by renegotiating if necessary.

15. Make the curriculum and the teaching materials relevant to the students.

· Use needs analysis techniques to find out about your students´ needs, goals and interests, and then build into your curriculum as much as possible.

· Relate the subject matter to the everyday experiences and backgrounds of the students.

· Enlist the students in designing and running the course.

16. Help create realistic learner beliefs. 

· Positively confront the possible erroneous beliefs, expectations, and assumptions that learners may have.

· Raise the learners´ general awareness about the different ways languages are learnt and the number of factors that can contribute to success. 

Motivational strategies: Maintaining and protecting motivation

17. Make learning more stimulating and enjoyable by breaking the monotony of classroom events.

· Vary the learning tasks and other aspects of teaching as much as you can.

· Focus on the motivational flow and not just the information flow in your class.

· Occasionally do the unexpected. 

18. Make learning stimulating and enjoyable for the learner by increasing the attractiveness of the tasks. 

· Make tasks challenging.

· Make task content attractive by adapting it to the students´ natural interestsor by including novel, intriguing, exotic, humorous, competitive or fantasy elements.

· Personalize learning tasks.

· Select tasks that yield tangible, finished products. 

19. Make learning stimulating and enjoyable for the learner by enlisting them as active task participants.

· Select tasks which require mental and\or bodily movement from each participant.

· Create specific roles and personalized assignments for everybody. 
20. Present and administer tasks in a motivating way.

· Explain the purpose and utility of a task.

· Whet the students’ appetite about the content of the task.

· Provide appropriate strategies to carry out the task.
21. Use goal-setting methods in your classroom.

· Encourage learners to select specific, short-term goals for themselves.

· Emphasize goal completion deadlines and offer ongoing feedback.

22. Use contracting methods with your students to formalize their commitment.

· Draw a detailed written agreement with individual students, or whole groups, that specifies what they will learn ad how, and the ways by which you will help and reward them.

· Monitor student progress and make sure that the details of the contract are observed by both parties.

23. Provide learners with regular experiences of success.
· Provide multiple opportunities for success in the language class.

· Adjust the difficulty level of the tasks to the students’ abilities and counterbalance demanding tasks with manageable ones.

· Design tests that focus on what learners can rather than cannot do, and also include improvement options.

24. Build your learners’ confidence by providing regular encouragement.

· Draw your learners’ attention to their strengths and abilities.

· Indicate to your students that you believe in their effort to learn and their capacity to complete the tasks.  

25. Help diminish language anxiety by removing or reducing the anxiety-provoking elements in the learning environment.

· Avoid social comparison, even in subtle forms.

· Promote cooperation instead of competition.

· Help learners accept the fact that they will make mistakes as part of the learning process.

· Make tests and assessment completely “transparent” and involve students in the negotiation of the final mark.

26. Build your learners’ confidence in their learning abilities by teaching them various learner strategies. 

· Teach students learning strategies to facilitate the intake of new material.

· Teach students communication strategies to help them overcome communication difficulties. 

27.  Allow learners to maintain a positive social image while engaged in the learning tasks.

· Select activities that contain “good” roles for the participants.

· Avoid face-threatening acts such as humiliating criticism or putting students in the spotlight unexpectedly. 

28. Increase student motivation by promoting cooperation among the learners. 

· Set up tasks in which teams of learners are asked to work together towards the same goal.

· Take into account team products and not just individual products in your assessment.

· Provide students with some “social training” to learn best to work in a team.

29. Increase student motivation by actively promoting learner autonomy.

· Allow learners real choices about as many aspects of the learning process as possible.

· Hand over as much as you can of the various leadership/teaching roles and functions to the learners.

· Adopt the role of a facilitator. 

30. Increase the students’ self-monitoring capacity.

· Raise your students’ awareness of the importance of self-motivation.

· Share with each other strategies that you have found useful in the past.

· Encourage students to adopt, develop and apply self-motivating strategies.

Motivational strategies: encouraging positive self-evaluation

31. Promote effort attributions in your students.

· Encourage learners to explain their failures by the lack of effort and appropriate strategies applied rather by their insufficient ability.

· Refuse to accept ability attributions and emphasize that the curriculum is within the learners’ ability range. 

32. Provide students with positive information feedback.

· Notice and react to any positive contributions from your students.

· Provide regular feedback about the progress your students are making and about the areas which they should particularly concentrate on.  

33. Increase learner satisfaction 

· Monitor student accomplishment and progress, and take time to celebrate any victory.

· Make student progress tangible by encouraging the production of visual records and arranging regular events.

· Regularly include tasks that involve the public display of the students’ skills.

34. Offer rewards in a motivational manner.

· Make sure that students do not get too preoccupied with the rewards.

· Make sure that even non-material rewards have some kind of lasting visual representation.

· Offer rewards for participating in activities that students may get drawn into because they require creative goal-oriented behavior and offer novel experiences and consistent success.

35. Use grades in a motivating manner, reducing as much as possible their de-motivating impact.

· Make the assessment system completely transparent, and incorporate mechanisms by which the students and their peers can also express their views.

· Make sure that grade also reflect effort and improvement and not just objective levels of achievement.

· Apply continuous assessment that also relies on measurement tools other than pencil-and-paper tests.

· Encourage accurate student self-assessment by providing various self-evaluation tools.   

UNIT 4: Classroom management

Teen angst
Richard Frost, British Council, Turkey
Establishing and maintaining discipline in the classroom. 

· Background 

· Preventing discipline problems 

· If a problem occurs 

· A few things to remember


Background
Teaching teenagers can be a frustrating and stressful experience. They tend to be less motivated than other age groups, they can have a low 'world' awareness and can be unpredictable. Often they don't want to be in class. However, they can also be the most rewarding, fun and liveliest students you'll ever teach. 

Effective teachers are those who can prevent problems from occurring in the first place and know what to do and feel confident when trouble starts. Following a few rules can help.


Preventing discipline problems 
· Be friendly but firm. Always start by being firm, you can relax later
. 

· Establish the rules and stick to them. From the first lesson make it clear to the students what is and isn't permissable. This can be done either as a negotiated classroom contract or as a list of rules laid down by you and the school. The latter is more effective if you think a contract will not be taken seriously by the students. Remember to treat the students consistently and fairly.

· Know the disciplinary procedure. Find out what steps can be taken if you have a problem and make it clear to the students as well. If you don't have a discipline procedure at your school, suggest one. It will give you confidence to deal with problems effectively.

· Put in the time to prepare motivating, fun lessons. Take into account the students' likes and dislikes. Ensure that you provide the right level of challenge. Too easy and they will become bored and disruptive, too difficult and they will feel de-motivated, switch off and become disruptive.

· Keep a snappy pace in your lessons. Allowing activities to drag on for too long will result in boredom. Change the focus and pace of the lesson regularly. Also, be aware of what is happening in your classroom. Keep your eyes and your ears open to all parts of the room. Personal contact will encourage the students to participate in the lesson and will give you an idea of how the lesson is going. Look out for signs of lost interest or distraction.

· Treat them like adults (don't patronise them), but don't forget that they are still children. Teenagers often respond well to being treated as older than they are. It is often how they wish to be perceived. Remember though that they can still get carried away very easily.

· Don't forget to highlight good work and praise the positive things in your students. All too often most of the attention is given to the students who misbehave.


If a problem occurs 

· Know what you are going to do before the trouble really starts. This will give you the confidence to deal effectively with difficult situations and will prevent them from getting any worse. It will help you remain calm, because you know where the situation is heading. React quickly and firmly.

· Don't issue empty threats. If you threaten a student with disciplinary action, you must follow through exactly what you promised. If not, you will lose their respect and create more problems for later.

· Remain calm and avoid personal confrontation. It is extemely difficult at times to maintain calmness in the face of aggression or rudeness. Remember though you need to take the heat out of the situation. Losing your temper or shouting at a student will simply make you weaker. You can't win a battle with a student face to face in the class you will lose your authority in front of the students. Talking to a student in one to one situation after the lesson will put you in control again and will leave them with something to think about during the lesson.


A few things to remember
· If anything does occur in the classroom, don't take it personally. Remember that most of the time it is not directed at you. Like the disgruntled guest shouting at the receptionist in the hotel, you represent not only the school but also the teaching establishment. The students may have had bad experiences in the past and you are the nearest target.

· I have always found teaching teenagers the most rewarding part of my job. The enthusiasm and energy that can be harnessed from a class of teenagers can make for a wonderful experience.

Discipline problems
Nina M. Koptyug, Ph.D., Associate Professor of English, Lyceum # 130, Novosibirsk, Russia
In this article, we'll be looking at the causes of discipline problems, and at various ways of solving the problems. We shall try to see how the traditional four skills can be varied according to the class level and aptitude, and to work out some strategies for maintaining law and order in the classroom! 

· Identifying the causes 

· Identifying the ringleader(s) 

· Varying the traditional tasks 

· Increasing motivation 

· Establishing the priorities 


Identifying the causes
"For every person wishing to teach, there are thirty persons not wishing to be taught" (anonymous)

This phrase may be a more real reflection on modern life than we realize. None of us teachers works in a vacuum. Students come to our classroom from their good or dysfunctional families; they also come to us right after a very difficult test in geometry, or right before a hated lesson of P.E. In other words, they come to our classroom in a certain state of mind, in a good or bad mood, and we become the unwilling recipients of the aftermath, or the pre-shock, as the case may be. 

One of the most widespread reasons for bad discipline, however, is usually a student's inability to cope with the tasks. The noisiest students will demonstrate their frustration by loud outbursts, disruptive behavior, while the rest of the class may remain passive. 

Identifying the ringleader(s)
Watch your class carefully each time a disruption occurs to see if indeed you are dealing with the same student(s) every time. Start your lesson as usual, follow your general plan. At the same time, be ready with an extra task or two for your ringleader. 

Example: a girl in one of my senior class who had trouble with Conditionals erupted with, "You talk of those silly conditionals, I only want to talk of sex!" I said at once, "Good. Please come out to the board and write five sentences about your interest in Conditional 3". She capitulated at once and began to do the class exercise. Keep your troublemaker occupied! 

Varying the traditional tasks
Your students' disruptive behavior may stem from their inability to cope with any one of the traditional skills. For example, one class may be quite good at speaking, but have trouble listening; or they may like to write, but dislike pair or group work. Try to identify the real source of trouble, and introduce some variety into your work. You may tell your class A, "Hmmm, your Listening Comprehension test is rather weaker than class B's… but you're quite good at grammar. Why don't we listen to similar recordings again and work out some new approaches?" A lesson in a computer lab, where students can use Spell Check and various Web dictionaries while writing, can do wonders for their writing. 

Increasing motivation 
What does a teacher do when students tell them they do not need this subject, and so they don't want to work at it? The answer depends on their grade level. 

· If they still have a few years of school ahead of them, tell them this is a compulsory subject, period. 

· If it is their last year of school, remind them they need it for their GCSE (School Certificate). Be matter-of-fact about it. 

· Do insert phrases about the role of English, or any other foreign language you may be teaching, in the modern world.

· Extend their horizons by offering some creative tasks (see TRY)

· Find a Web project they may take part in at the European Schoolnet (www.eun.org)

· look for e-mail correspondence partners

· Be sure to praise them for any and every little success they have. 

Establishing the priorities
This is your classroom. You are responsible for everything that goes on. Before facing your problem class, do a little auto-training: "I am a good teacher. I know what I am doing. I'll cope". 

If your students do not pay attention to the bell, begin the lesson by either writing something on the board, or turning on the recorder at normal volume. Distribute some cards, open your book. Two minutes does it, usually. Define the priorities. 

With younger students, you may tell them what it is they are going to master this time. With seniors, you may tell them that a certain aspect is a must because it is part of the final exam, while the other two tasks may be done as optional or group activities. Remember, it is normal for children to laugh at a lesson, sometimes! 

Conclusion
"Headmasters have powers at their disposal with which Prime Ministers have never yet been invested." Winston Churchill. 

Though not a headmaster, you have the power in your classroom. Even if you are dealing with children from dysfunctional families, or children who "do not want anything", you are the boss. Be sure of yourself, and your students will always feel it.
  Teaching large classes
Teachers in Action, BBC World Service / OLSET
Large classes are a reality in many countries and they pose particular challenges. This article suggests ways to help discipline, to use group work and to cope with limited resources.

· What are the challenges of teaching a large class? 

· How can you use group work to help learning in a large class? 

· How can group work help in a large class when resources are lacking? 

· How can you develop good discipline in a large class? 

· The advantages of a large class

· Next steps 

What are the challenges of teaching a large class?
· It's difficult to keep good discipline going in a large class. 

· You have to provide for more children of different ages and different abilities, wanting to learn different things at different speeds and in different ways. 

· You can't easily give each child the individual attention they need. 

· You may not have enough books or teaching and learning aids.


How can you use group work to help learning in a large class?
In a large class of children pairs and groups can help each other and learn from each other. They don't get bored listening to teacher talk. Try these strategies:

· Organise the groups to suit the children's abilities
Teachers of large classes have tried different strategies: 

· mixed-ability groups: The more able learners in the group can help the others to master the work so that the teacher need not teach some parts.. 

· same-ability groups: The teacher can leave the groups of faster learners to get on with the work on their own. S/he can give extra help to individual learners in the slower groups. 

· using group leaders/monitors: Some teachers appoint faster, more able learners as group leaders or monitors who can help slower learners. 

· Monitor the groups yourself
The teacher needs to move around the classroom to see what progress learners are making and what problems are coming up. S/he can give advice, encouragement and extra individual help where it is needed. 

How can group work help in a large class when resources are lacking?
Group work can help you manage with few textbooks, or even only one text book. If you do not have enough books for each child, form groups so that each group has one book.

If you have only one book: - let each group have some time to work with the book. The other groups can do activities that fit in with the theme of the passage in the book. For example, if the topic is 'family life' those groups who have not read yet can work on pre-reading tasks around 'family life'. They can write down words they know on that topic, or talk about their families.Those groups who have finished reading can talk about what they have read, or write down a summary. After about ten minutes give the book to another group, so that by the end of the lesson all the groups will have done some work with the book.

With or without group work, if you have only one book, you could:
· Write the important bits of text on the blackboard before the lesson. 

· Make the text into a dictation, so everyone has a copy of the text written down. 

How can you develop good discipline in a large class?
· Establish a code of behaviour that is created by teacher and learners together. It should state clear basic rules of conduct that learners understand, such as: 

· They have to work quietly; 

· They may talk, but not loudly; 

· Children who have finished the lesson tasks can read a book to keep them busy. 

· Use the environment outside the classroom. It offers a new, different space when children get noisy or bored, and helps to reduce overcrowding. Remember that: 

· You can work with some groups inside the classroom while the other groups are working outside (use different tasks or the same task) 

· You need to set up outdoor activities clearly and carefully and monitor them. 

· Appoint responsible group leaders who can help maintain discipline. They can also give out and take in work for the groups, and explain what groups must do. 


The advantages of a large class 

· When there are many children in a class they can share many different ideas and interesting life experiences. This stimulates the children and enlivens those parts of your lesson where children can discuss and learn from each other. 

· During project work, children can learn to share responsibility and help each other. This also brings variety and speeds up the work. 

Next steps
Remember these are not the best or only ways to teach and learn in large classes, but if you have not used these techniques before, you may want to try them with your class.

· Discuss with your class a code of conduct, that would suit your situation. The children can write the points on a poster. Put this poster in a visible place. 

· Plan a variety of activities that can be used when you have only one book. 

· Plan a group project in which each group member will have their own special task that is connected to the others. Each group should sign a contract in which they each agree to do their own task and finish it by a certain date.

This article is based on the ideas from a BBC World Service radio programme 'Teachers in Action', with contributions from teachers and teacher educators in India, Ghana, South Africa and Zambia.

Contributors to this programme are: Dr George Kankam (Ghana), Maria Asamwe Bothawe (Ghana), Joseph Garty Ampia (Ghana), Ponstance Jennifer (Ghana), Violet Debali (Zambia), Fathima Bismillah (SA), Jean Tylie (SA), Sue Lake (SA) and Rohini Michigan (India).

	


Teaching mixed-ability classes 1 
Gareth Rees, teacher/teacher trainer, London Metropolitan University, UK 
You may often be teaching a class which has students who are clearly of different levels. They may have different starting levels of English or they may learn at very different speeds - for any number of reasons. There are several strategies that a teacher can use to deal with this situation. This is the first of two articles on the topic.

This first article deals with the following strategies.

· Discussion and needs analysis 

· Student self-awareness 

· Work groupings 

Discussion and needs analysis
It is easy for students to get frustrated in a class of mixed ability. Stronger students may feel held back, weaker students may feel pressured. The teacher may feel stressed. The best solution to this is to have an open class discussion about the classroom situation - to ensure the best for everyoneit is better to acknowledge the situation and for everyone to agree how to deal with it. It is probably best to stage and structure the discussion.

· Needs Analysis
Use a needs analysis to prompt the students to reflect upon their learning style, learning strategies, language needs, learning enjoyment, motivation, language strengths and weaknesses. Questions that might be included are...

· What kinds of class activities do you enjoy / benefit from?

· Which language skill do you most wish to develop?

· Do you prefer working individually or with a partner?

· Would you rather sit and listen to the teacher all lesson or participate in group work?

Students compare their answers in pairs or small groups. You should collect the information and prepare a statistical representation of the key questions and answers. This will help to develop the sense of shared community in the class.

· Explain and discuss
Explain the mixed level situation to the students and give a list of possible approaches to the teaching and learning. In pairs, the students rank the approaches/ideas according to their suitability for the situation. 

Following feedback, you should highlight the strategies you plan to use.

· A student contract
Developing with the students, or perhaps writing it yourself, a contract of behaviour for activities is a useful device. 'I will help and support my activity partner.' 'I will participate in group work.' 

· Tell them what you are going to do
If you think your students are not mature enough to carry out this kind of reflection, explain the situation to the class and tell them what strategies you will be using. If students know what to expect, you can hope that they will cooperate. 

All of the above work could be done in the mother tongue, although I feel it is best done primarily in the target language (as it draws attention to the fact that this is a learning language issue.)

Student self-awareness
Encourage students to develop an awareness of their own language abilities and learning needs. What are their strengths and weaknesses, and how can they focus on these? How can they measure their own progress?

This may take the form of a learner's diary, regular self-assessment, keeping records of mistakes, keeping a record of things learnt.

Work groupings
Varying the way students work in the class will help meet the variety of levels in the class. 

· Pair work
You can pair strong with strong, weak with weak, or strong with weak. Perhaps in a very controlled activity, the strong with weak will work well. In a freer activity, perhaps strong with strong will be of benefit. Variety in the pairings is the key here - and you should also be sensitive to the general relationships between different students, and learn to note who works well with whom. 

· Group work
These groups could be of mixed levels or similar ones. The hope is that in a smaller group, the weaker student will feel more able to contribute. Also, if the group is working with a set of information, divide the information between the students, forcing them to work together. 

You may consider dividing your class into groups by level for the whole lesson, enabling you to give a different level or number of tasks to each group. Discussion of this strategy with the class should help prevent stigmatisation.

· Whole class - mingles
This is a favoured strategy of mine. A mingle activity involves students talking or interacting with many different members of the class in a short period of time in order to achieve a task. This means that any one student will work with students at different levels - experiencing stronger and weaker levels of communication. This supports the weaker students and provides opportunities for the stronger ones. 

A classic activity is a 'Find someone who...'

· In this activity the student has to survey the class to find people who…(for example)
…have got something - Do you have a CD player? Or…
…have done something - Have you eaten fish and chips? Or…
…like something - Do you like tennis?

If a student answers yes to a question, then the other student should ask for more information. If a student answers no, then the other should find a new person to ask, and may come back to the first student with another question later on. 

The potential for this is endless. It is a great way to provide practice of a particular language structure/area (10 questions all using the past simple) and provides controlled practice as well as the opportunity for further freer discussion. It also creates a lively classroom dynamic.

Mingles can take many forms - students may have to find the person who has a matching word to theirs, or the second half of a split sentence. The students may all have the same or different questions, or a mixture. The key is the general principle of an information gap or communicative need.


Overall, variety in the types of working groups, and an open discussion of the class situation will help to deal with some of the diffculties that are present in mixed ability classes. The aim of these strategies is to create a positive working environment, which is all part of ensuring better learning. 

Related
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Teaching mixed-ability classes 2
Gareth Rees, teacher/teacher trainer, London Metropolitan University, UK 
You may often be teaching a class which has students who are clearly of different levels. They may have different starting levels of English or they may learn at very different speeds - for any number of reasons. There are several strategies that a teacher can use to deal with this situation. This is the second of two articles on the topic.

This second article deals with the following strategies.

· Range of tasks 

· Extra work / Homework 

· Student nomination 

· Error correction 

· Conclusion

Range of tasks
This involves creating or providing different tasks for different levels. 

For example, the number of comprehension questions for a text. You might have two sets of questions, A and B. Perhaps all students have to complete set A, the stronger ones also have to complete set B. Or, they even have an extra reading text.

This obviously increases the amount of lesson preparation. However, it is possible to think of fairly simple extra tasks. For example, during a reading lesson, the stronger students have to do detailed dictionary work on vocabulary in the text. It takes very little time to select words for the students to research. With the stronger students spending 10 minutes working with dictionaries, you have time to monitor and help the weaker ones with the text. Then you can go through the shared comprehension tasks as a class, and perhaps the stronger students can make a presentation about the words they have researched.

Extra work / homework
It is straightforward to give different students different homework - unless it is part of a standardised assessment procedure. Give weaker students homework which really does consolidate the class work, and give the stronger students work that will widen their knowledge or put it to the test a little more. When teaching mixed ability classes, the weaker students will be missing things during the lesson, or failing to understand. Use homework to address this. The stronger students may feel held back during the class, so homework can now really push them (if they are so inclined!)

Writing tasks are great for homework, as a productive skill that can be performed individually. You can expect more from the stronger students, and use it as a way to identify their weaknesses, which may not be so apparent during the class. 

Student nomination
This is a simple classroom management technique that really helps in the mixed ability class. 

When asking for answers to questions, ask particular students, rather than asking the class in a open fashion e.g. 'What's the answer to number 9?' is an open question, whereas 'What's the answer to number nine, Maria?' is a nominated question. If you ask open questions, the same old strong students will provide the answers. This creates a poor dynamic to the class, for many reasons.

When nominating...

· Ask the question before you give the name of the student. That way, everyone has to listen 

· Consider how easy it is for the student to answer. If a weak student will struggle, perhaps ask a stronger student. If a weak student should be capable, then ask them. 

· Avoid making students seem foolish, and yet also avoid patronising them by only asking super simple questions 

· Nominate with variety. Be careful to avoid nominating the same selection of students. In a large class, I keep a note of the students I have asked over a lesson; just to make sure I haven't developed a pattern.

Error correction
In a mixed level class you can have different expectations of the language the different students produce. Sometimes, it can push stronger students if you correct them heavily - although you should be sensitive about this. And for weaker students, be more selective in your error correction. 

To conclude
The key strategies for teaching mixed level classes are probably developing a positive and collaborative working atmosphere and providing a variety of work suitable for different levels. It probably doesn't work to stick your head in the sand and pretend the class is all of one homogenous level, a situation which doesn't exist anywhere.

Group work v.s whole-class activities 
Simon Andrewes, teacher, president of Granada English Teachers' Association 

Group and pair work (henceforth group work) are so much a part of our everyday teaching routine that we hardly pause to think before partitioning the class to tackle some particular communicative task. But group work may not always be the best option. There will be a time and a place for whole-class activities in the English language classroom, just as there's a time and a place for group and pair work. 

· In praise of group work 

· In praise of whole class discussion 

· Tact and sensitivity 

· Repertoire 

· Variety adds spice to the classroom 


In praise of group work
Group work came into the standard EFL teaching repertoire with communicative methodologies in the 1970s. At that time, studies of contemporary foreign language classes revealed that as much as 80% of lesson time consisted of the teacher talking to (at) the students. In a class of, say, 30 students, it is evident that the learner hardly got a chance to practice the language. Teacher Talking Time (TTT) became taboo and ways were devised to stamp it out and train the students to actually perform in the language they were learning. 

Group work was thus introduced into the EFL repertoire to come to grips with a particular problem. Group work made it possible for the teacher to devote more time to the students' oral production, which perhaps before had not been a priority of the foreign language classroom. Thanks to group work, less confident students get the chance to put their knowledge of the new language into practice in a non-threatening environment, away from the critical eye and ear of the teacher. Instead of being dependent on the teacher, students get used to helping and learning from each other. Meanwhile, the teacher is left free to discreetly monitor progress and give help, advice and encouragement where and when it is needed.

In praise of whole class discussion
An important aspect of whole-class discussion is the welding together of the whole group and the camaraderie that comes about when a whole group works together towards a common goal. Moreover, there is diversity in numbers; the larger the group, the more variety there is in the ideas, opinions and experiences which can contribute to the learning process. This can stimulate a greater involvement in each member of the class. Furthermore, whole class discussion is likely to be content based, rather than form based, encouraging fluency and a more memorable and meaningful exchange among the participants. It might also be more appropriate for the introverted and reflective learner. Finally, if we are talking about classes of 15 students or so, there are likely to be many opportunities of letting the whole class function as a single unit instead of dividing it into groups.

The two techniques can go hand in hand. After a session of group work, a whole-class feedback phase will give cohesion to the learning process. Ideally, the group work that has gone before will ensure that everyone has something to say, and also a reason for listening. Having "rehearsed" in a more intimate context beforehand, students may face the whole class with more confidence in their ability to handle the target language. 

Tact and sensitivity
Dealing with whole-class discussions requires the experience and sensitivity to strike the right balance between neutrality and commitment, the tact to deal with explosive situations and domineering students, the knowledge and the analytic mind demanded by the topic under discussion, and the diplomacy to ensure a fair discussion with maximum participation. 

Dealing with group work demands just as much tact and sensitivity. The teacher may have to decide whether to intervene to bring an enthusiastic discussion onto a more linguistically fruitful path, or to stay in the background to allow the students to make their own discoveries about the language and the best way to learn it. Should groups be of mixed ability, so the more able language learners help the weaker ones, or would same-ability groups be preferable, so that faster learners can progress at their own pace, while the teacher gives extra help to individual learners in the slower groups?

Repertoire
Like any kind of praxis, group work can lose its meaning if it is handled in an automatic and unthinking way. It was developed under particular circumstances to solve a particular problem and it is not per se intrinsically better than any other technique. No technique is the panacea for all our teaching problems and its value should be reviewed from time to time. 

The article on this site about repertoire demonstrates the point clearly. We are advised to take a regular look at the techniques we are using and, if one, such as whole-class discussion activities for example, has fallen out of our active repertoire, we should ask ourselves: Is there a good reason for this? It worked before; can it work again? 

Although we build up a repertoire of tried and tested techniques and we cannot be constantly 'reinventing the wheel', we also need to be wary of unimaginative and ritualistic routine. Just as old numbers from our past teaching praxis may be found to have a value, parts of our current repertoire may prove to have none. So from time to time it is worth putting our group work practice under scrutiny and asking ourselves the same question: Is there a good reason for doing this? Badly handled group work can be as detrimental for the learning process as any other inappropriate technique. 

Variety adds spice to the classroom
It is generally recognized today that individual learners have different learning styles, strategies and preferences. It is also generally accepted that to be effective lessons need a change of pace and focus to maintain the concentration of the learners. For both these reasons it is important that we teachers have as wide and flexible repertoire. And for this reason, asked to choose between group work and whole class activities, my inclination is to say: Both! 

Teaching children with additional educational needs
Gail Ellis, Head of the Young Learners Centre, British Council, Paris and Special Lecturer in the School of Education, University of Nottingham 

This article is about teaching English to children who may have learning difficulties or other additional educational needs. It deals with the rationale behind teaching English to such children and provides teaching strategies for the institution and the classroom.

· English as a foreign language for children with additional educational needs 

· Diverse needs 

· A school policy 

· Methodological approaches 

· Supporting the learner 

· Organising classes

English as a foreign language for children with additional educational needs
It is often thought that foreign language learning for a child with additional educational needs can waste valuable time that could be spent more profitably on teaching 'more relevant' skills and that it may confuse children who already have problems mastering their mother tongue. However, it is important to provide every opportunity to expand and enhance the range of learning experiences available for these children by including them in a wide range of activities throughout life. One of these activities is foreign language learning. This article builds on the principles of inclusion and is written in the ethos that children with additional educational needs should have the same right as other children to experience and enjoy foreign language learning, and in the belief that they have the potential to benefit and to progress linguistically, psychologically, cognitively, socially and culturally. 

Diverse needs
Children with additional educational needs may have physical and conceptual difficulties, mild and moderate learning difficulties, severe learning difficulties and emotional and behavioural difficulties, and will usually require some sort of extra support. This article will address the needs of children with mild and moderate learning difficulties, which can include short attention spans and a lack of concentration, memory problems - both short and long term, poor generalisation skills, auditory discrimination problems, visual discrimination problems, a lack of imaginative thinking and poor eye-hand co-ordination. Their needs are diverse and, when deciding what to teach and how to teach, foreign language programmes should aim to start with the needs of each individual child in order to build on their strengths.

A school policy
In order to cater as effectively as possible for the diverse learning needs of such pupils, a school should agree its policy and implement it as a team. This will include decision-making concerning methodological approaches, assessment procedures, ways of supporting the learner, and how best to organise classes depending on the context in which you work.

Methodological approaches
As we can see above, some of the special needs described are not so very different from those of our 'regular' pupils, and many of the familiar principles which underlie good educational practice, as used by foreign language teachers of young learners, are appropriate. These include effective teaching strategies and techniques, selection of materials, task design, including differentiation, and classroom management skills. 

· Teaching strategies and techniques
Good teaching strategies and techniques include the planning and stating of carefully balanced, varied learning sequences with clear achievable objectives, so children know what is expected from them. They will also include using the mother tongue, as appropriate, to contextualise and support learning, so children can relate something new to something familiar and thereby develop a sense of security; providing clear, meaningful, concrete contexts in which to present language; providing plenty of repetition, recycling and reviewing; using plenty of mime, signs, gestures, expressions to convey and support meaning; involving children actively in the learning process as much as possible through the use of action rhymes and songs, stories, colouring, making things, dancing, drawing, total physical response activities and games; stimulating childrens' senses as much as possible through multi-sensory aids.

· Assessment procedures
Children need to be clear about the learning objectives, which could accommodate the graded objective principles and the Council of Europe statements: for example, I can understand and use familiar everyday expressions. Once these are established, and with systematic post-activity reviewing, children will be able to perceive their progress. In many cases, this will be small-step progression, and needs to be established by the school and team of teachers as part of their overall policy.

· Materials selection
Materials need to be varied, accessible and clear and provide plenty of visual stimulus and support in the form of pictures, objects, puppets, realia, storybooks, videos, ICT, etc.

· Task design
Tasks should provide a reasonable degree of effort or challenge within the linguistic and cognitive abilities of each child, and have short-term goals and clearly identified steps leading to successful completion, as well as purposeful outcomes allowing immediate feedback and positive reinforcement. In order to design tasks, teachers need to be able to judge whether the level of demands made on each child is appropriate and also to identify the types of demand made. These relate to concepts and notions of language, such as shape, size, colour, location, cause and effect, and language functions, such as describing, classifying, sequencing, predicting etc. Teachers also need to be aware of the kinds of concepts which their pupils can cope with at specific stages of their development. Furthermore, each learner possesses their own learning styles and intelligences and some tasks may only be suitable for specific learning styles or intelligences, making them difficult for learners who do not possess these or have low levels of specific types of intelligence. Differentiation of tasks is also central to successful methodology and needs to be done in a way that the areas of experience, for example, a topic or theme, will be the same for each child but the depth in which it will be covered will be different.

· Classroom management skills
A well-managed classroom will be one where routines are established, the teacher is firm but fair and establishes a secure, non-threatening learning environment. He or she will explain methodological approaches to avoid a mis-match of expectations and to establish clear ways of working, and will praise all effort, however small. Classroom dynamics will be analysed and seating arrangements planned accordingly. Teacher talk will be analysed in order to keep this clear and simple for instructions and demonstrations, to be sensitive to the level of challenge different questions imply and to pitch them appropriately for individual children, and to avoid excessive teacher talk, which can be confusing. Pupils' attention will be focussed so they keep on task and teachers will be aware of the behavioural effect of activities which settle or stir, occupy or involve, and sequence these appropriately. 

Supporting the learner
In addition to the methodological approaches described above which support the learner, the school may decide that the help of a support teacher or teaching assistant is required. Their help may be requested on a full-time, part-time or sessional basis and they may work with individual pupils, several pupils or a whole class or department. In whatever setting a support teacher may work, he or she can help the pupil's learning by having a clearly defined role in the classes, time to share the planning and evaluation of lessons, adequate resources. In addition, the importance of their role in the staff team must be recognised.

Organising classes
From a Vygotskian view point, a child with special needs who is integrated into a regular class would be able, through co-operation and interaction with classmates, to develop their knowledge, language and thinking. In a primary EFL context classes tend to emphasise oral communication, especially in the initial stages. Thus, one of the main weaknesses of the child with additional needs, that is, writing, is avoided. This can be beneficial in that he or she starts out on an even footing with his academically more able counterparts.

Many of the responses required are whole-class ones so a child is rarely singled out and can learn to communicate in a foreign language without fear of failure. Integration may require the presence of a support teacher to deal with possible unpredictable behaviour which may disrupt classmates and incite general bad behaviour; to explain to classmates a child's particular needs so they can understand and respect these differences and respect the additional effort such a child may have to make in the learning process, to diffuse any potential peer ridicule through such explanation as above, to help with activities that may require cutting, pasting, writing, to help explain the teacher's methodology and to reinforce the classroom code of conduct and to liaise with parents as required. Once basic oral/aural skills have been acquired and other pupils progress perhaps at a faster rate, a school may feel that separate specialised classes may be more appropriate to meet the children's needs, although these classes would be integrated within the framework of the regular school. 

The teaching of foreign languages to children with additional educational needs is complex and each school needs to decide on a policy that is best for their context. 
A great deal of support can be found through CILT who publish an annual Languages and Special Educational Needs Bulletin and have a discussion forum to generate ideas and mutual support for all those who are involved in teaching modern foreign languages to pupils with special educational needs in both special schools and mainstream classes. 
You can join the mflsen-forum and browse archives of previous discussions on the forum web pages at: www.mailbase.org.uk/lists/mflsen-forum/
2003 has also been designated European Year of the Disabled and for activities related to this see www.eddp.org/eddp/index_2.html
The BBC and British Council are not responsible for the content of external websites. 
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UNIT 5: The teaching and learning of vocabulary 

Presenting vocabulary
Richard Frost, British Council
This article looks at what needs to be taught when teaching vocabulary and ways to present and teach vocabulary. 

· Introduction 

· What a student may need to know about an item 

· Ways to present vocabulary 
· Alternative ways of teaching vocabulary
· Other things to consider 

Introduction
With hundreds of thousands of words in the English language, teaching vocabulary can seem like a very daunting prospect. Remember though that the average native speaker uses around only five thousand words in everyday speech. Moreover, your students won't need to produce every word they learn, some they will just need to recognize. Selecting what to teach, based on frequency and usefulness to the needs of your particular students is therefore essential. Once you have chosen what to teach, the next important steps are to consider what students need to know about the items, and how you can teach them. 

What a student may need to know about an item 
· What it means
It is vital to get across the meaning of the item clearly and to ensure that your students have understood correctly with checking questions. 

· The form
Studens need to know if it is a verb/a noun/an adjective etc to be able to use it effectively. 

· How it is pronounced
This can be particularly problematic for learners of English because there is often no clear relation between how a word is written and how it is pronounced. It is very important to use the phonemic script in such cases so the sts have a clear written record of the pronunciation. Don't forget also to drill words that you think will cause pronunciation problems for your students and highlight the word stresses. 

· How it is spelt
This is always difficult in English for the reason mentioned above. Remember to clarify the pronunciation before showing the written form. 

· If it follows any unpredictable grammatical patterns
For example, man-men / information (uncountable) and if the word is followed by a particular preposition (e.g. depend on ) 

· The connotations that the item may have
Bachelor is a neutral/positive word whereas spinster conjures a more negative image. 

· The situations when the word is or is not used
Is it formal/neutral/informal?For example, spectacles/glasses/specs. Is it used mainly in speech or in writing? To sum up is usually written whereas mind you is spoken. Is it outdated? Wireless instead of radio. 

· How the word is related to others
For example, synonyms, antonyms, lexical sets 

· Collocation or the way that words occur together
You describe things 'in great detail' not 'in big detail' and to ask a question you 'raise your hand' you don't 'lift your hand'. It is important to highlight this to students to prevent mistakes in usage later. 

· What the affixes (the prefixes and suffixes) may indicate about the meaning
For example, substandard sub meaning under. This is particularly useful at a higher level. 

Which of these areas you choose to highlight will depend on the item you are teaching and the level of your students. Now it's time to think about how we can get the meaning across. 

Ways to present vocabulary 

There are lots of ways of getting across the meaning of a lexical item.

· Illustration
This is very useful for more concrete words (dog, rain, tall) and for visual learners. It has its limits though, not all items can be drawn. 

· Mime
This lends itself particularly well to action verbs and it can be fun and memorable. 

· Synonyms/Antonyms/Gradable items
Using the words a students already knows can be effective for getting meaning across. 

· Definition
Make sure that it is clear (maybe check in a learner dictionary before the lesson if you are not confident). Remember to ask questions to check they have understood properly. 

· Translation
If you know the students' L1, then it is fast and efficient. Remember that not every word has a direct translation.. 

· Context
Think of a clear context when the word is used and either describe it to the students or give them example sentences to clarify meaning further. 

Again, which you choose will depend on the item you are presenting. Some are more suitable for particular words. Often a combination of techniques can be both helpful and memorable

Alternative ways of teaching vocabulary 

· Give your students a few items of vocabulary and tell them to find the meaning, pronunciation and write an example sentenced with the word in. They can then teach each other in groups. 

· Prepare worksheets and ask your students to match words to definitions. 

· Ask students to classify a group of words into different categories. For example, a list of transport words into air/sea/land. 

· Ask students to find new vocabulary from reading homework and teach the other students in the class.


Other things to consider 

· Review the vocabulary you teach through a game or activity and encourage your students to do the same at home 

· Encourage autonomy in your learners. Tell them to read, watch films, listen to songs etc and note the useful words 

· Have a section of your board for vocabulary items that come up as you are teaching. Use different colours for the word / the phonemics / the prepositions / the part of speech 

· It is a good idea to teach/learn words with associated meanings together 

· Encourage your students to purchase a good dictionary and use class time to highlight the benefits of one 

· Teach your students the grammatical names for the parts of speech and the phonemic script 

· Always keep a good dictionary by your side in case a student asks about a word you don't know 

· If you don't and have never heard of the word, tell the student you will check and get back to them. Do get back to them 

· Give extra examples sentences to the students if they are unsure and encourage them to write the word in an example sentence (maybe for homework) 

Conveying meaning
Nik Peachey, British Council
When teaching any language whether it is a word, a phrase or a verb form, at some point it will be essential to convey and check that your students have understood the meaning. In most classrooms this is most commonly done through translation by the teacher or students, but is this really the best way? In this article I'd like to share some alternative methods which I have used in my teaching.

· Problems with translation 

· Moving away from translation 

· Possible problems 

· Conclusion 

Problems with translation
All though it is quick and simple, there are many possible problems with relying on translation. 

· The word you want to translate to doesn't always cover the same range of meaning and connotation of the target word.

· Some structures or verb forms that exist in English either don't exist in other languages or the parallel form carries either additional or less meaning.

· Using translation can make students very teacher / dictionary dependent.

· By relying on translation, students don't develop the 'real world' strategies, which could help them to negotiate meaning and communicate when they need to make themselves understood or to understand someone who doesn't share their language.

Moving away from translation
Here are some methods I have used to in attempting to move away from dependence on translation.

· Mime. This includes noises or gestures. Some words particularly actions are easy and quick to mime. 

· This can actually make lesson much more enjoyable too, especially if you get the students used to miming words.

· Pictures. This includes photos and drawings. These are very useful for when the words you are trying to teach are objects. Doing a quick drawing on the board can very simply convey the meaning of words that come up unexpectedly in class. 

· Again, if you get students to do the drawing too, then this can make the class more memorable and can be made a regular revision feature of your lessons. Time lines are also a great way of conveying the meaning of different verb tenses.

· Clines. These are graphs showing degree and they can be really useful for sets of words like, love, hate, don't mind, fond of, detest, enjoy or things like adverbs of frequency. They rely on students' existing knowledge and extend that knowledge. 

· If you know that your students understand love and hate then you can place these at extremes on the graph and get your students to decide where the other words in the set should be in relation to those.

· Realia or the real thing. This relies on the words you are teaching being objects and you being able to bring that object into class, but it can be really effective for students who are tactile learners and who need to touch. 

· This can be particularly effective for teaching words like fluffy, rough, smooth, furry, hairy, which have very subtle differences which would be hard to explain.

· Dictionary. A mono lingual dictionary can be really useful in helping to build up your learners independence. 

· Using a monolingual dictionary well is a skill and one that you may well need to work on in order to help your students get the best out of it.

· Explanation. Being able to explain what a word means in the target language can be a really useful skill for students. 

· By giving students concise and accurate explanations of words we can help them to develop the ability to explain words that they want to know.

· Synonyms / Antonyms. Giving opposite words or similar words can be a very quick way of conveying meaning, but you will need to be careful. 

· Using thin as a synonym for skinny can be quite effective, but there is still a difference in connotation and you'll need to consider whether and how you deal with these slight differences in meaning.

· Word formation or to be accurate breaking down complex words to their root parts. This method can also help students to understand how some of the suffixes and morphemes of the language work. 

· The word 'misunderstanding' can be divided into three parts; the route (understand), its prefix (mis) and the 'ing' at the end. By breaking words down in this way students learn more about the language than the word itself and can start to apply this knowledge to other words they want to use.

· Context. This could be within a written text, audio, video or even a play and is by far one of the most useful and powerful ways to convey meaning. 

· If students are able to deduce the meaning of a word or phrase through the context in which they see or hear it, then they are well on the road to becoming independent learners. 

Possible problems
Of course using the techniques above takes time and planning and there are always likely to be words that 'come up' unexpectedly in class when it will be just more economical to use translation. There is also the fact that you may have to battle against your students' expectations.

· If they are used to having the teacher give them translations of every new word or phrase they learn, then they might not readily take to having to do some of the thinking work for themselves. If this is the case, you might want to start introducing these methods gradually by using them as part of revision games.

· If, as is the case with many learners, they are really uncomfortable with not having a translation to match their new language points against, you could try telling them that you will give them translations for new words at the end of the class which will also act as a good way to revise any new language which has come up in the class.

Conclusion
Although many of these ways of conveying meaning may be more time consuming and require more planning than translating words, I believe by using them we are in the long term making better learners of our students. We are not only teaching them words and phrases, but the ability to convey and understand new meaning within the framework of the language they want to learn. This will make them more independent learners and better able to cope when the time comes for them to actually use the language in the 'real world'.

This article published: 8th June, 2005
Related

Think - Article - Time lines
Seven steps to vocabulary learning 
Paul Bress
Have you ever considered why a learner (even an advanced one) can hear a difficult English word or phrase literally thousands of times and still not use that word in the way that a native speaker does? You might expect that, after having been exposed to a word in ten, twenty, or maybe at the very most thirty, contexts, a learner will gradually piece together the word's meaning and start to use it correctly, appropriately and fluently.

· Classroom context 

· Seven steps to vocabulary learning 

· Conclusion 

Classroom context
Of course we cannot expect a learner to acquire difficult words in the same way as a young child acquires their first language, but, perhaps as teacher we can somehow help learners to arouse their 'learning monitor' by, for example, providing rich contexts containing the target language and by giving our learners time to reflect on what the language item means. In this way teachers can use the EFL classroom to replicate the real world and nurture strategies to help students understand and produce difficult language items which often seem beyond their grasp.

Seven steps to vocabulary learning
Here are some practical steps that I have used to help my students. As an example I want to focus on one very tricky word ('actually') and suggest ways that a student can understand what it means, and, thereafter, be able to use it more fluently. This model (which consists of seven steps) can be used for any difficult word/phrase.

Step 1
I get my students to listen to the word or phrase in authentic-sounding dialogues

Here are the dialogues I use for 'actually':

· Do you want a chocolate?
No, thanks. I'm on a diet actually.

· Do you want a coffee?
Actually, I'm a bit pushed for time.

· Could I just borrow your book for a moment?
Actually, I'm just about to use it in class. Sorry.

· How's John doing?
Actually, he's doing all right!

· Ready to go?
Yeah…erm…actually I'm going to take my umbrella. It looks like it might rain.

· I see you're still following your diet! (meant sarcastically)
Actually, I've lost a couple of pounds since we last met.

I think the students need at least six contexts to start to understand all the different nuances of meaning of a difficult target item.

Step 2
I give my students plenty of time to study the word in these contexts, so that they can work out what the meaning / function is. I either get them to study the contexts individually and then get them to compare their thoughts in pairs or groups or I get them to discuss in pairs / groups straight away. I prefer the first option, because, this way, each student gets more time to think for him / herself. 

Step 3
I discuss the meaning in plenary. I do this in two stages. First, I simply say "So what do you think?" Then, after having heard their thoughts, I ask concept questions that uncover the heart of the meaning. 

· Examples of concept questions for actually might be: 

· Is the speaker saying something quite important?

· Does the speaker give the other person the answer they want / expect?

· Is the speaker asserting him/herself?
Answers: a) important; b) not; c) standing up for him/herself
After doing such concept question work, I use a summing up concept statement, like this one: 
"So we use 'actually' after someone asks us a question (often a request or offer), and we don't give them the answer they want or expect."
Step 4
I provide a phonological model (including pronunciation, stress, and intonation) in a surrounding sentence. 

· Most native speakers devote three syllables to 'actually', the stress is on the first syllable, and there is a rise/fall/rise intonation pattern (which signals the conflict in the situation). 

Step 5
I provide a prompt - to elicit use of the word in a natural way.

· Here are some prompts I use for actually: 

· "So what do you think of __________ ?" (London) I use a facial expression to show that I expect a positive response.

· "Would you like a cigarette?"

· "Shall we go out for a meal tonight?"

· "How's your friend Bill?"

· If I don't get the response I want, I repeat and try to get another student to help. Then, if necessary, I get individual students to repeat the response until they feel completely comfortable with it.

Step 6
I set up a simulation, providing students with the chance to say the word in a natural situation. I distribute the following scenario and get two of my stronger students to act it in front of the class and then I get all the students to act it in closed pairs (rotating roles). This is an example scenario I have used for 'actually'.

· John and Mary are in a pub.
1. John asks Mary if she'd like an alcoholic drink.
2. Mary declines this (as she doesn't drink alcohol).
3. John buys her some mineral water.
4. Mary suggests sitting down.
5. John agrees.
6. John asks if it's OK to light a cigarette.
7. Mary says she's got a bronchial problem.
(etc.)

Step 7
I set up a review schedule, in which words are elicited and practised. It's always important to review such lessons in the future, but each time I do this, I spend less time on it, and insert bigger gaps between the inclusion of this language item in the review sessions. Ultimately, I reach the point where I just need to say to someone "Fancy a chocolate?" and I automatically get the response "Actually I'm on a diet."

Conclusion
Students who are living in an English speaking country are often happy learning what difficult words and phrases mean through their everyday study or work lives, but for the majority of students, learning a language is a slow and painful process, and we must try to do something to accelerate the pace of learning. My students should, I believe, benefit from the teaching procedures I've described in this article. If they learn words and phrases in this systematic way in class, they are not only likely to achieve more communicative success in class but also to become more aware of the how they learn and the knowledge they need to acquire to learn words more successfully.

This article published: 26th July, 2005 
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Try - Classroom activities - Vocabulary
From mother tongue to other tongue
Luke Prodromou - teacher, teacher trainer, writer
British Council, Greece
The issue of whether or not to use the mother-tongue (L1) in the English language (L2) classroom is complex. This article presents the results of a survey into student attitudes towards the use of L1 in class and some suggestions for using the L1 and its culture as a learning resource.

· Reinstating the mother tongue 

· What about the learners? 

· Survey result summary 

· Beyond monolingualism 

· Conclusion 

· References 

· Survey results in full 


Reinstating the mother tongue
In Teaching Monolingual Classes (1993) Atkinson suggests 'a careful, limited use of L1' to help students get the maximum benefit from activities which in other respects will be carried out in the target language. The mother tongue may be useful in the procedural stages of a class, for example:-

· setting up pair and group work 

· sorting out an activity which is clearly not working 

· checking comprehension 

Beyond these managerial functions of L1, Atkinson also suggests using the L1 for translation as a teaching technique. 

From my research with teachers, the overall rationale for this procedural use of L1 is that it is necessary to keep the lesson from slowing down or because things just can't be done any other way. 

What about the learners?
But do the learners agree with such uses?

A questionnaire was addressed to 300 Greek students at three levels, beginner, intermediate and advanced. The students were, for the most part, adolescents or young adults. They were asked general questions to elicit their view on whether the teacher should know and, in principle, use the students' mother tongue. 

Survey result summary
65% of students at beginner level and about 50% of students at intermediate and advanced level believe the teacher should know the students' mother tongue. 

Should teachers USE the mother tongue in class? Here, the figures for beginners and intermediate are quite high (66% and 58% respectively) but only a minority of advanced learners (29%) find the use of L1 in the classroom acceptable.

The greatest differences arise when students are asked to approve particular uses of L1 in the classroom. Overall, the higher the level of the student, the less they agree to the use of the mother-tongue in the classroom. For example, with regard to the use of L1 to explain grammar, beginners are significantly in favour (31%) and intermediate and advanced are almost unanimously against (7% and 0%). 

1. Explaining differences in use between L1 and L2 rules
It seems that roughly 1 in 3 beginners and 1 in 5 intermediate/advanced students find using the L1 for 'contrastive discourse' acceptable. 

2. Asking for vocabulary
'How do we say ( L1 word) in English ? ' The intermediate learner feels most strongly the usefulness of asking for the English equivalent of a mother-tongue word (38%).

In all other instances of L1 use in the classroom, most students of intermediate and advanced levels feel they should be hearing and using English. This feeling includes 'procedural' or managerial uses of the target language: giving instructions; checking listening and reading. The conclusion is that procedural language in the classroom is too good an opportunity to expose students to natural English to waste on the mother-tongue. This contrasts very strongly with the view of Atkinson given above.

On the other hand, the general scepticism towards L1 in the ELT classroom shown by these particular students does not mean there is no place for the L1 at all. I will go on in the next section to illustrate a range of techniques for using the L1 to promote both learning and acquisition.

Beyond monolingualism
In response to the survey and in the light of my own feelings that the L1 language and culture are a valuable resource, I now make some suggestions for activities which use L1 in some way. I assume mono-lingual classes. 

1. Awareness-raising activities
A questionnaire such as the one I used opens up the debate concerning the use of L1 and so may help deal with some of the students' scepticism.

2. Contrasting L1 and L2
Useful areas for study in this way are collocations, proverbs and idioms. Comparing verb-noun collocations across the two languages helps students understand how L1 interference can often give them problems. Comparing proverbs gives an insight into cultural as well as linguistic differences. 

3. Research in L1, Presentation in L2
For example, following textbook work on famous English writers, I asked the students to research famous people from their country (using L1 and L2) and to make a presentation in a later class, in L2. An alternative is a local history project, in which grandparents are interviewed in the L1, and a report is made in L2. 

In these examples, the foreign language is a medium through which the students explore their own culture, using the mother-tongue as a bridge towards English. The English language can help you learn things about your own community.

Conclusion 
In general, students seem sceptical about the use of L1 in the classroom, particularly at higher levels. However, the bilingual / bicultural teachers are in a position to enrich the process of learning by using the mother tongue as a resource, and then, by using the L1 culture, they can facilitate the progress of their students towards the other tongue, the other culture. 
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Skills circuits: Recycling language 
Malisa Iturain, Teacher, British Council, Barcelona
Skills circuits are a fun way to review language. They also provide a change to coursebook activities allowing learners to work together to re-cycle grammar or vocabulary and share knowledge. They require careful planning of both materials used in the circuit and attention to the timing of the activity itself.

· What are skills circuits? 

· Some examples 

· The importance of re-cycling 

· When to use skills circuits 

· Classroom management considerations 
· Conclusion 
What are skills circuits?
This is a competitive group activity in which learners work in groups of 3 or 4 and move round the classroom to work at a number of 'work points' or stages where they do different tasks on a group answer sheet. The answers sheets are then exchanged and marked by other groups. The group or team with the most correct answers wins.

· Teams work at each station for a short period of time and at the end of the allotted time, which is usually about 5 minutes, the groups are stopped by the teacher and asked to move to the next station where they start the next task.

· Each group has its own group answer sheet with the different stages of the circuit clearly marked. 

· To ensure maximum participation, I ask learners to change the 'secretary' at each stage. This means everyone has the chance to write.

· In the event that a group finishes the activity before the allotted time, I tell them they can sit quietly and rest. It's amazed me how motivating the idea of a rest can be! I've also noticed how it gives learners the chance to chat together more freely so strengthening the group dynamic.

Some example activities
Although many types of tasks can be used in a skills circuits I have found the following ones work well because they are clear to do and uncomplicated to correct.

· Muddled up sentences
Example: Put the words in the correct order
time / you / up /what / this / get / morning / did /?
· Filling in table with opposite adjectives or verbs
Example:

	hot
	cold

	near
	_______

	thin
	_______

	tiny
	_______


· Gap filling sentences
Example: Complete this sentence
While Maria _____ (do) her homework, the telephone rang.
· Reading comprehension questions from a short text
· Gap filling sentences with Make and Do
Example: Complete this sentence using either make or do.
Miguel ______ his bed every morning.
· Writing more words in vocabulary groups
Example: Add more words to each of these groups

	Jobs
	Food
	transport
	Clothes

	 
	 
	 
	 


· Filling in table with Irregular verbs
Example: Complete the table with the other forms of the verb

	run
	ran
	run

	swim
	_______
	______ 

	go
	______
	______

	sing
	______
	______


The importance of re-cycling
In his book 'Teaching and Learning Languages', Earl Stevick talks about short term memory (STM) lasting only 20 - 30 seconds, long term memory (LTM) lasting hours or days and permanent memory (PM). In order for information to move from STM to PM learners need repeated exposure and practice of language. Skills circuits can be an enjoyable and fun way of doing this.

· It is also interesting to remember that learners vary in their learning styles. Research suggests that learners come to a task with a different set of skills and preferred strategies for completing them. Patsy Lightbown and Nina Spada mention 'visual' learners who respond to images, colour and patterns, 'aural' learners who rely more on sound and rhythm, and those who benefit from adding a physical action to the learning process.

· Whatever the learning style of students they need to 'live' the language in a way which is memorable to them. A skills circuit can provide variety in its presentation which stimulates learners giving them a memorable learning experience. 

When to use skills circuits
Once the system has been established, skills circuits can be used regularly throughout the course. Many course books have a revision section at the end of each unit or module, or test materials in the teachers' or activity books. It's easy to adapt this material to be used in a circuit. 

· It's important for learners to be familiar with the type of task set at each stage and be able to start the exercise as soon as the allotted time starts. If more than a quick word of explanation in needed, it disrupts the timing of activities and can be distracting for you and other groups.

· As your class progress through the circuit it becomes obvious to you which areas of language need more work, since learners will consistently get stuck at a certain stage or will score very few points at others. For this reason circuits can be helpful a few lessons before mid or end of year assessments, not only to revise language but also to reveal areas needing more work.

Classroom management considerations
· Instructions
Before the first circuit it's important to check through instructions for each task carefully so once a group arrives at that stage they can start the task immediately. Students themselves will say it's 'unfair' if they don't know what to do and the clock is ticking on.

· Answer sheet
I always prepare an answer sheet for the circuit with clear areas marked for answering tasks. Each group works together on one answer sheet with the secretary changing from stage to stage. Since groups change answer sheets to check them in the checking stage of the class at the end, it's important to remind learners to write clearly since if it's not possible to read their writing they won't be able to score points. 

· Timing
Unless groups have worked on a skills circuit before, the first time will take longer than following ones since learners are on unfamiliar territory and will be quite excitable. It's therefore important to keep this in mind when planning since the success of the circuit depends on all groups working through all stages. Usually I allow 5 or 6 minutes for each stage and then a minute for moving on to the next one. Calculating the time needed for the complete circuit is easily done by multiplying the number of tasks by 6 minutes. I've found that 5 to 7 stages works well which means that 35-40 minutes are needed to do a complete circuit. Obviously, the amount of time and number of tasks will depend on how much time is available and both can be adapted to fit in with timetables, available space and size of groups. 

· Checking time
I've found it an advantage to plan in 'checking time' on a circuit lesson plan for the following reasons. 

· First of all, learners have still have tasks clear in their minds and so immediate feedback is beneficial in reinforcing target language or correcting mistakes.

· Since the activity is 'played' in a competitive spirit learners are keen to know the results straight away.

· Finally, the checking part of the circuit provides a natural progression to the end of the class. Making the most of the momentum created by the skills circuit is a good way of holding attention and reinforcing language in a stimulating environment.

· Competition
Although the skills circuit can be very motivating due to its competitive nature, it's important to remember that not all learners are motivated by competition. For this reason I always remind groups that although it always feels good to win, it is as important to collaborate, cooperate and think in English!
It might also help to take a part in the group selection at the start of the activity. Not only is it important that more able students are distributed throughout the groups for the sharing of knowledge, but it can also be de-motivating for some groups if they feel they have no chance of getting a high score.

Conclusion
Once the system is established I let groups know in advance that we will be doing a circuit so giving them time to look over recent work. I encourage learners by engendering an element of rivalry between groups. This can be carried further by keeping the same groups as much as possible.
Perhaps one of the most positive elements of working with circuits is that it allows the teacher to interact in the target language on an individual basis. While learners are busily doing tasks with the motivation of the time limit, the teacher is free to seek out one to one interaction. This can prove to be satisfying and rewarding for both teachers and learners alike.
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Circle games
Joanna Budden, British Coucil, Spain
Circle games are a great way to encourage the whole class to work together. They also provide an often welcome change in working pattern. They are mostly used with young learners, but teenagers will play them and so will the right kind of adult class: one that doesn't take itself too seriously. 

This article links to further activities in Try - Other try - Circle games 

· What are circle games? 

· Why and when 

· Managing circle games with young learners 

· A few games 


What are Circle Games?
Circle games are any games or activity that involves the whole class, sitting in a circle. Many of the games recycle vocabulary and involve an element of fun. I would like to outline a selection of my favourite circle games that can be used in young learner and adult classes. Some of the ideas were given to me by colleagues or they are classic children's party games which have been adapted to the English language classroom. I do not claim to have invented them all myself! 

Why and When?
Nowadays, in the world of EFL, pair work and work in small groups is very much in fashion. The communicative approach encourages teachers to use a lot of pair work and therefore increase 'student talking time'. I believe that for a group to gel and for a good group dynamic to prevail there are times when the class should work together as a whole. Circle games are a good opportunity to bring the group together. I tend to use them to start or end a class. They can be used as warmers at the beginning of a class or as a 'filler' at the end.

Several of the activities, such as Chain Drawings and Consequences are great for when you have to do a last minute substitution class for a colleague. Very little material is required, they're suitable for all levels and a lot of language can be generated.

Managing circle games with young learners
Circle games can be incorporated into the regular routine of a young learner class.
If students are introduced to the idea of working in a whole group from the beginning of a course it is easier to establish the rules and acceptable behaviour for this type of activity. 
They should be seen by the students as a normal part of the class and clear parameters should be set as to what is and isn't acceptable behaviour when participating in a circle game.
If you have never used any circle games and want to start, set up the class before the students arrive and begin the class with one of the simple activities. It may make a nice change and it also gives you an opportunity to greet each student on arrival and do the register. 
Speak to young learners about the importance of listening to fellow students and respecting each others' talking time and turns. To calm lively students and focus them, try some basic TPR activities which demand their concentration. For example, "if you're ready to start the activity, touch your nose", "if you're ready to start the game, point to the door". 
When students get to know the routine and the activities you can nominate one of them to start the game and lead it. 

A few activities


· Chain drawings 
· Give each student a piece of paper and some coloured pencils. 

· Tell them that you are going to play some music and you want them to draw whatever comes into their heads. 

· As music is playing, all students should be drawing.

· After 20 or 30 seconds, stop the music. 

· Students stop drawing and pass their picture to the person to the left of them in the circle.

· Play the music again and they continue with the drawing the person next to them had started. 

· Stop the music again, pass pictures on and this continues until the end of the song. 

· When you have finished each student will have a picture that several students contributed to. 

· Then it's up to you what to do with the pictures. 

· They can be used to describe to the group, to write a story about, or to pretend they were a dream the student had last night. 

· The rest of the class can try to analyse the meaning of the dream.

· Use different types of music to get different types of pictures. I've found that reggae and samba produce happy beach scenes and dance music gets futuristic city scenes! 

· If you want to 'force' the pictures towards a topic you are studying, ask some questions about the topic first and get students into thinking about the theme. Beware - with teenagers this activity can be quite an eye-opener as it tends to reveal what is going on in their minds!

· One word stories
For higher-level groups this can be really fun. 

· Each student adds a word to create a group story. 

· The teacher can begin by saying the first word and in a circle each student adds the next word, without repeating what has come beforehand. 

· Good starting words are "Suddenly" or "Yesterday" to force the story into the past tense. 

· It is great for highlighting word collocations and practising word order. The stories can develop in any number of ways. Some groups may need the teacher to provide punctuation and decide that the sentence should end and a new one should begin.

· Change places if……
This is a TPR activity with students in a closed circle, with the teacher in the middle to begin the game. 

· There should always be one less chair than participants. 

· Depending on what you want to revise the teacher says, "Change places if …… you're wearing trainers." 

· All students who are wearing trainers must stand up, and move to another chair and the teacher should sit on one of the recently vacated seats. 

· The person left without a seat stays in the middle and gives the next command, "Change places if you …… like pizza" and so it goes on.

Young learners can get very excited, so be careful to incorporate this activity in the class at an appropriate time. It is a definitely a 'warmer' as opposed to a 'cooler' and may be better at the end of a class.

· Picture consequences 
· Each student needs a piece of paper and a pencil.

· Make sure students have their paper in portrait (not landscape) and ask students to draw a hat at the top in the middle. When they have finished they should draw two short lines to show where the head begins and then fold over the paper leaving only the two short lines showing. 

· Students then pass the folded paper to their right and the teacher instructs them to draw a face and neck. 

· Students fold, leaving the two lines of the neck peeping out from the fold. Instruct students to draw the body, to the waist. Fold and pass as before. 

· Then they draw to the knees, then fold and pass, then to the feet. 
It's important to tell students not to cheat and peep at the folded part of the body. That will spoil the fun!

· Students then unfold the paper and reveal the misfit type character they have created between them. 

· Use the pictures to practice describing people, revise clothes vocabulary or to create role plays.

· Written consequences 
Similar to picture consequences in the way the activity is conducted but this one creates a story. 

· At each stage, before folding and passing to the student on the right, give these instructions.

· 1) Write the name of a man. It can be a famous man or a man everyone in the class knows. (Depending on the group, allow them to put the names of class mates) 

· 2) Write the name of a woman. It can be a famous woman or a woman everyone in the class knows. (Depending on the group, allow them to put the names of class mates) 

· 3) Write the name of a place where the two people meet.

· 4) When they meet, he says something to her. What does he say? Students write what he says to her. 

· 5) She replies to the man. What does she say?

· 6) What's the consequence of this encounter? What happens?

· 7) What's the opinion of the whole story. What does the world say as a comment? 

· The end result is a mixed up story that can often be amusing.

· Read yours as an example of how you want the students to tell the story.

· Then invite students one by one to unfold their stories and read them to the group. 

· Depending on the level you can encourage use of connectors, reported speech etc. 

Remembering vocabulary
Richard Frost, British Council
This article presents ideas on how to help your students remember vocabulary. 

· Introduction 

· Forgetting 

· The implications for teaching 

· Memorable teaching
· Recycling 

· Learner training 

· Noting and storing vocabulary 

· Conclusions 


Introduction
"And what's your mobile phone number, sir?"As the question is put to me I suddenly realise that I can't remember my number. I repeated it to myself over and over a few days before, it's there somewhere in my mind but I just can't get the information. Much to my embarrassment, I have to resort to finding it in my diary. 

Everyone who has tried to force themselves to learn information will know the problem. Despite repeating it again and again and being able to hold it in our short term memory, keeping inormation in our long term memory is much more difficult. Despite the fact that there seems to be an infinite amount of information that can be stored there, getting things into our long term memory and back again can be a difficult process. 

Forgetting
So why is it that we forget information? Decay theory suggests that unless we use the information that is stored regularly, it will slowly disappear from our memory. A second theory suggests that information in fact stays in our memory, but we are unable to reach it. Cue-dependent forgetting is an idea based on experiments where subjects found they forgot lists of learnt words but could remember them if they were given appropriate information to help them recall. With a cue, ('It's a fruit' when they were trying to remember the word 'pear') students' performance was greatly enhanced.

The implications for teaching
As teachers we need to take this into account and find ways of helping students to combat the effects of memory decay and give them the tools to improve their retrieval ability. We also need to think of ways of making the experience of learning vocabulary more memorable and of recycling the information that we teach. 

Memorable Teaching
There are many things we can do to make the learning process more memorable for our learners. Using pictures, interesting contexts and stories can help memory and giving the students the opportunity to practise the new vocabulary in personalised and meaningful tasks are also essential tools. The idea is that if the students are asked to analyse and react personally to new information, it will help them process the language more deeply, facilitating their ability to retain it in their long term memory. This also is a powerful argument for using guided discovery techniques that require the students to find the meaning of vocabulary (with help and guidance from the teacher) and to own the learning process.

Recycling
By giving the students opportunities to revise vocabulary in the classroom we will be able to help students remember it. This can be done at the start and end of a lesson with a quick warmer (see the Try - Vocabulary for suggestions). Getting students to keep a bank of cards (see Think - Vocabulary and Autonomy, Visnja Pavicic) is also a great idea. I like to divide the class into groups of four or five, giving each group a set of blank cards. At the end of the lesson/week I brainstorm all the words onto the board and ask each group to write the words onto their cards. I bring the cards back every week enabling the students to test each other in groups or in a mingle, put the words into categories and justify their choices and even build a story by sharing the cards and adding sentences using a word on a card. By encouraging the students to retrieve the words in subsequent lessons and repeatedly re-exposing them to what has been presented, we are able to counteract the effects of forgetting. 

Learner training
Most of the responsibility for retaining the new items falls on the students' shoulders. Some may be unaware of this and even unsure of the best ways to aid memory.
It is essential therefore that class time is spent highlighting the importance of learning strategies. It is a good idea to start early in the course. Raise your students' awareness of the difficulties they will have remembering, and highlight what they can do. You can tell them some of the following: 

· try to use the new words either in class, for homework or in some other way 

· look out for the words and expressions you are trying to learn when you are reading or listening to English 

· write short stories or paragraphs connecting the words and expressions that you want to learn 

· write personalised sentences using the new words, something that is relevant to your life 

· keep the words you want to learn in a small notebook with an example sentence. You can then take it with you wherever you go and when you have a few minutes (whilst waiting for a bus), test yourself.

It would be very beneficial to point out to the students that they should revise the vocabulary themselves at regular intervals, e.g. looking again the next day, then next two days after that, then four days and then a week later etc.

Noting and storing vocabulary
Helping your students to organise their notes will also benefit them in their studying. You can show alternative ways to organise a vocabulary notebook (using diagrams, word trees or bubble networks) and get the students to compare ways that they find most useful. Also point out to them the benefits of adding things like the phonemic transcription, definitions, example sentences, the part of speech of the item they are recording, prepositions, and the importance of learning words with associated meanings together.

Conclusions
By taking all of this into account we are better equipped to help our students deal with the difficult task of trying to remember all of the lexis that comes their way. And who knows, one day I may even remember my mobile phone number. 


Vocabulary and autonomy
Visnja Pavicic, MA, Pedagoski fakultet [Faculty of Education], University of Osijek, Croatia
This article looks at ways to improve your students' abilities to both explore, store and use vocabulary. The general aim is to involve the students in a more autonomous fashion in their learning, rather than simply having them presented with word lists selected by the teacher or syllabus.

· The role of vocabulary teaching 

· How can teachers help their learners? 

· Self-initiated independent learning 

· Formal practice
· Functional practice 

· Memorizing 

· Best approach 
· Practical activities 

· References 


The role of vocabulary teaching
In the context of learning English as a foreign language, a learner is forced to be autonomous and independent and make conscious effort to learn vocabulary outside the classroom simply because the exposure to the target language is limited in class. So teachers cannot rely on their Ss 'picking up' lexical items. This makes explicit vocabulary teaching necessary. However, vocabulary is notoriously difficult if not impossible to teach because of the complexity of its linguistic, semantic and psycho-cognitive aspects. 

How can teachers help their learners?
First of all, ways of presenting new vocabulary should be varied. In order to improve the efficiency of vocabulary learning (memorizing and retrieving lexical items) students should be encouraged to make use of learning strategies that are at their disposal, and be taught, either implicitly or explicitly, new strategies for vocabulary learning. According to one research (Pavicic, 1999) strategies can be divided into four groups 

Self-initiated independent learning
These strategies involve planned, active and motivated learning and exposure to language outside the classroom (media). 

· Examples of strategies 

· Word grouping 

· Making notes of vocabulary while reading for pleasure/watching TV 

· Word cards / Leafing through a dictionary 

· Planning 

· Recording and listening 

· Regular revision

In this group cognitive strategies which include direct manipulation of lexical items are connected to meta-cognitive strategies that make the use of cognitive ones more effective. The aim is communicative use of vocabulary. 

Formal practice
These strategies promote systematic learning and vocabulary practice. The aim is accurate reproduction and is often connected to the tasks of formal instruction.

· Examples of strategies 

· Loud repetition 

· Bilingual dictionary 

· Testing oneself 

· Noting new items in class. 


Functional practice
These strategies are based on context as a vocabulary source. They also include exposure to language, but without making a conscious effort (incidental learning). They also have a social aspect, i.e. interaction. 

· Examples of strategies 

· Remembering words while watching TV/reading 

· Using known words in different contexts 

· Looking for definitions 

· Listening to songs and trying to understand 

· Using words in conversations 

· Practice with friends. 

Memorizing
This group includes a number of memory strategies based on inter-, intra-lingual and visual associations. 

· Examples of strategies 

· Using pictures, illustrations

· Associations with L1 (cognates or key word method)

· Looking for similarities between words

· Visualisation 

Best approach
There are no universally useful strategies and they contribute to vocabulary learning in different ways. Students use a number of strategies, often simultaneously. The efficiency of vocabulary learning depends on how students combine individual strategies. If students combine and employ individual strategies from different groups they will be more successful in developing the target language lexicon. Thus, the ideal combination would be that of strategies from all four groups. 

The teacher should create activities and tasks (to be done both in and outside class) to help students to build their vocabulary and develop strategies to learn the vocabulary on their own. Students experiment and evaluate and then decide which to adopt or reject since strategies are not intended to be prescriptive. 

Practical activities
Here is a selection of practical activities that direct learners towards using strategies of vocabulary learning. 

The useful alphabet (self-initiated independent learning) 

Each student gets a letter and has to find 5, 10 or 15 words s/he thinks would be useful for them. They then report to the class, perhaps as a mingle activity, using word cards (on one side they write the letter, on the other the information on the word - spelling, pronunciation, definition).

Word bag (formal practice)
This is to get your students to write down new words they hear in class.

At the beginning of the term/course divide students into groups of about 5 and give each group a number (e.g. 1-6). At the beginning of each class give each group about 10 cards on which they write the number of their group and the new words they hear in class. At the end of each class they put their cards into the "word bag" and every 2 weeks you check whether they still know those words and which group has the most cards. In the end there are two winners: the group that has the most cards, and the one that knows more words.

Especially for you (Functional practice)

The teacher prepares a list of words. Each student gets one word which is prepared especially for him or her. The trick is that each student gets a word whose initial letter is the same as the initial of the student's first name, e.g. Linda gets listless. Each student must look it up in the dictionary during the class and after a few minutes report to the class. E.g. "My name is Linda and I'm listless. That means that I am ... (definition)...". For homework students can do the same using their surname. 

Word tour (memorizing)

Instructions for your students: 'Think of a town or city you know well. Imagine that you are organising a sightseeing tour. Think of 5 places you would include on your tour and write down the order in which the tourists would visit them. Learn your tour off by heart so that you can picture it in your mind. Whenever you have 5 new English words to learn, imagine these words are the tourists on your tour and picture the words in the places on your tour like this.
Tour: Trafalgar Square; Buckingham Palace; Houses of Parliament; Westminster Abbey; Downing Street. Words to learn: apron; dustpan; vacuum cleaner; feather duster; broom. Imagine Nelson on his column in Trafalgar Square wearing an apron, the queen brushing the floor in Buckingham Palace and using a dustpan...
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Lexical notebooks
Shaun Dowling, Teacher trainer, Cultura Inglesa, Brasilia 
I don't think there is ever a class where a student has not queried a new word. Words pop up all of the time and it seems that the more words students notice inside or outside the classroom, the more likely they are to see their own level of English progress.

So teaching vocabulary is one of the most important areas for teachers to deal with. The problem with vocabulary is that there seem to be so many words and sometimes it is difficult to know which ones to teach. They are all over the place and don't come in nice little rules like so many grammar items. So, what can we do to help both our students and ourselves learn such a diverse area of language?

· Ways to help our students 

· How I start 

· Using it on the course I'm teaching 

· What I have to do 

· Autonomy 

· Conclusion 

Ways to help our students
The first way is not to "teach" vocabulary, but help learners to "see" words as Lexis. This means seeing words that come in phrases, groups or words that combine together, which then means looking at areas of Lexis such as fixed and semi-phrases, idioms, and collocations. The second is by organising these phrases in order to help our learners actually produce new language through speaking and writing. 

· One efficient way of doing this is having your learners keep their own lexical notebooks. It aids autonomous learning and, when designed correctly, can give them a long-term strategy for dealing with vocabulary. By keeping a record of their work in this way students can see that their learning does not just stop and start as each semester starts and finishes but continues and improves as they maintain their notebook.

How I start
So, how do we make lexical notebooks? I have found small A5 notebooks (148x210mm) that you find in any supermarket or shop which sells school material. They do not cost very much, are small enough to be carried around, have 200 pages and strong enough to last years. 

· When you introduce the lexical notebook to your students, ask your students at the start of the semester to buy one of these notebooks. This allows them to have a sense of ownership; the books are theirs, not the schools, the teachers or anyone else's. I have found this means they will take more care of them and use them far more often.

· If you take a look at the photocopiable page which accompany this article you can see 3 different sections that I have successfully used (with my Brazilian students), that you should be able to cut out and fit into the first 3 pages of your students notebooks. Of course you may have to adapt them for your own particular students needs. So when your students have bought their book collect them and stick these (or your adapted versions) into each one. Let's have a look at the reasons why we have each one and how can they help the learners.

· The first page is a statement, which will help your learners see how important it is to study Lexis. It is very explicit and clearly explains how they can make a shift in their learning by focusing far more on words rather than grammar.

· The second page has a simple explanation as to how learners should look at vocabulary. Not in single words but in phrases, groups or chunks. I have used the word "collocations" as I have found it much easier for Latin languages, such as Portuguese, to understand this word concept rather than that of the commonly used word "chunk".

· The third page organises the notebooks in themes. The list shows some of the most frequently used lexical combinations, which can be allocated to different pages or each theme. This helps you and your learners see the main typical word combinations to be concentrated on. Choosing to separate language in themes helps not only contextualisation of these word combinations but gives students an organisational tool that they can use to produce language. If the class theme was for example "the environment", the learner can note down the combinations studied and then use them when they come to speak and write about the subject. 

Using it on the course I'm teaching 
In a period of study, many courses and course books are designed by themes and so the notebook can follow a course quite easily. Throughout a long-term course of study these themes will reappear and if your students have already studied a theme, they can go back to their notebook and add new word combinations as well as review the old ones. 

· This means learners see both old and new language and when they go back to a new theme they will naturally notice the progress in their own learning. Their notebooks then become a tool to use outside of class. 

What I have to do
Upon receiving my students' notebook, I first stick in these first few pages from the photocopiable sheet, then I write on the first 20 pages (the first two Themes) the word combinations the students must note down in each page. Then as a new theme in class comes up my learners have an example of how they should organise the rest of their book. If you do this students see a model of how each theme is set out, some personal input by the teacher and lots of space for them to continue expanding their learning.

Autonomy
The lexical notebook can be initially compared to teaching someone to ride a bike. You need to guide and secure the students before they are balanced and can peddle by themselves. When they start noticing language and writing down words they are becoming self-sufficient and autonomous. The more autonomous our learners become the much more likely it is that they will become better language learners. 

· Learning strategies such as lexical notebooks will set them on the road to becoming much more successful in their studies and reach levels they might not have thought possible. By organising their learning I can give students a chance to achieve this. Hopefully a few years later, students will still remember the teacher who wanted to give them a way to really improve their whole English studying. You never know they may even come back one day and say "Thank you".

Conclusion
I hope this article will help you make your own lexical notebooks with your students and bring you success when teaching vocabulary. I am sure by doing this it will help benefit your own personal development and go some way to becoming more understanding towards your students needs.

This article first appeared on the British Council ELT Online Community website at:
http://www.britishcouncil.org.br/elt/ 
Further reading
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Lexical Approach 1 - What does the lexical approach look like?
Carlos Islam, The University of Maine
Ivor Timmis, Leeds Metropolitan University
This article looks at the theories of language which form the foundations of the lexical approach to teaching English.

· Introduction 

· The theory of language 

· Principle 1 - Grammaticalised Lexis 

· Principle 2 - Collocation in action 
· About the Authors 

· Further Reading
Introduction
The principles of the Lexical Approach have been around since Michael Lewis published 'The Lexical Approach' 10 years ago. It seems, however, that many teachers and researchers do not have a clear idea of what the Lexical Approach actually looks like in practice. 

In this first of two THINK articles we look at how advocates of the Lexical Approach view language. In our second THINK article we apply theories of language learning to a Lexical Approach and describe what lexical lessons could look like.

We have also produced two TRY pieces containing teaching materials for you to try out in your own classrooms. Your feedback, opinions, comments and suggestions would be more than welcome and used to form the basis of a future article.

The theory of language
Task 1
Look at this version of the introduction. What do the parts printed in bold in square brackets have in common?

The principles of the Lexical Approach have [been around] since Michael Lewis published 'The Lexical Approach' [10 years ago]. [It seems, however, that] many teachers and researchers do not [have a clear idea of] what the Lexical Approach actually [looks like] [in practice]. 

All the parts in brackets are fixed or set phrases. Different commentators use different and overlapping terms - 'prefabricated phrases', 'lexical phrases', 'formulaic language', 'frozen and semi-frozen phrases', are just some of these terms. We use just two: 'lexical chunks' and 'collocations'.

'Lexical chunk' is an umbrella term which includes all the other terms. We define a lexical chunk as any pair or group of words which is commonly found together, or in close proximity.

'Collocation' is also included in the term 'lexical chunk', but we refer to it separately from time to time, so we define it as a pair of lexical content words commonly found together. Following this definition, 'basic' + 'principles' is a collocation, but 'look' + 'at' is not because it combines a lexical content word and a grammar function word. Identifying chunks and collocations is often a question of intuition, unless you have access to a corpus. 

Here are some examples.

Lexical Chunks (that are not collocations) 

by the way 
up to now 
upside down
If I were you 
a long way off 
out of my mind 
Lexical Chunks (that are collocations) 
totally convinced
strong accent 
terrible accident
sense of humour
sounds exciting 
brings good luck 


Principle 1- Grammaticalised lexis
In recent years it has been recognised both that native speakers have a vast stock of these lexical chunks and that these lexical chunks are vital for fluent production. Fluency does not depend so much on having a set of generative grammar rules and a separate stock of words - the 'slot and filler' or open choice principle - as on having rapid access to a stock of chunks: 

"It is our ability to use lexical phrases that helps us to speak with fluency. This prefabricated speech has both the advantages of more efficient retrieval and of permitting speakers (and learners) to direct their attention to the larger structure of the discourse, rather than keeping it narrowly focused on individual words as they are produced" (Nattinger and DeCarrico 1992).

The basic principle of the lexical approach, then, is: "Language is grammaticalised lexis, not lexicalised grammar"(Lewis 1993). In other words, lexis is central in creating meaning, grammar plays a subservient managerial role. If you accept this principle then the logical implication is that we should spend more time helping learners develop their stock of phrases, and less time on grammatical structures.

Let's look at an example of lexical chunks or prefabricated speech in action:

Chris: Carlos tells me Naomi fancies him.
Ivor:: It's just a figment of his imagination. 

According to the theory we have just outlined, it is not the case that Ivor has accessed 'figment' and 'imagination' from his vocabulary store and then accessed the structure: it+to be+ adverb + article + noun + of + possessive adjective + noun from the grammar store. It is more likely that Ivor has accessed the whole chunk in one go. We have, in Peters' words, in addition to vocabulary and grammar stores, a 'phrasebook with grammatical notes'. Probably, the chunk is stored something like this:

It is/was + (just/only) + a figment of + possessive + imagination
Accessing, in effect, 8 words in one go allows me to speak fluently and to focus on other aspects of the discourse - more comments about Carlos, for example. We can make 2 more points about this example:

· A number of friends and colleagues were asked to give an example of the word 'figment'. They all gave an example which corresponds to our chunk above. When asked to define the word 'figment', hardly anyone could do this accurately. This is an example of how native speakers routinely use chunks without analysing the constituent parts.

· There is nothing intrinsically negative in the dictionary definition of the word 'figment', yet it is always, in my experience, used dismissively or derisively. This is an example of how we store information about a word which goes beyond its simple meaning. 


Principle 2 - Collocation in action
In an application form a candidate referred to a 'large theme' in his thesis. This sounded ugly, but there is nothing intrinsically ugly about either word, it's just a strange combination to a native-speaker ear. In the Lexical Approach, sensitising students to acceptable collocations is very important, so you might find this kind of task: 

Underline the word which does not collocate with 'theme': 
main theme / large theme / important theme / central theme / major theme 

Task 2
Complete the following sentences with as many different words as you can.

(a) The Lexical Approach has had a strong…………….on me.

(b) Carlos and Ivor ……………..me to try out the Lexical Approach.

A second important aspect of the Lexical Approach is that lexis and grammar are closely related. If you look at the examples above, you will see in (a) that 3 semantically related words - impact, influence, effect - behave the same way grammatically: have a/an impact/influence/effect on something. In (b) verbs connected with initiating action - encourage, persuade, urge, advise etc all follow the pattern verb + object + infinitive. This kind of 'pattern grammar' is considered to be important in the Lexical Approach.
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UNIT 6: The teaching and learning of grammar
The stages of the grammar lesson
1. The presentation stage
During this stage, the teacher presents the grammar structure, in context, either inductively or deductively. The teacher´s goal is to attain comprehension of the different dimensions of the grammar being presented, on the part of the students: its form (syntax and morphology); its meaning (the concepts or notions that are being taught through the grammar point); and its use (rules of use, in case the grammar point is sensitive to sociolinguist factors, and the pragmatic meaning that the grammar and vocabulary express in context). In other words, the teacher needs to call the students´ attention to what communicative purpose or communicative function is intended, which the students will have to accomplish later during the free practice stage. Again, attaining comprehension on the part of the students is the learning goal for this type of class and the focus is on the grammar and vocabulary in context, not on the communicative function. 

For this reason, the class objectives at this stage must be set in terms of understanding, which a very important skill in learning a foreign language.

2. The controlled practice stage.
During this stage, the students participate in repetitive and reproductive practice of the grammar structure, with the purpose of developing a minimum of accuracy (linguistic correction). The focus at this stage is on pronunciation, vocabulary and the grammar of the sentence (questions and statement). For this goal, drilling exercises are crucial. Once the students have gotten their sentences right, the teacher may provide reproductive practice of texts (conversation) dealing with the vocabulary and grammar that he or she has presented previously.  
For this reason, the class objectives at this stage must be set in terms of the development of pronunciation skills, vocabulary skills and grammar skills, which though practice, should become habits. This process and its results is known as automaticity. 
3 The free practice stage
The goal of this stage is to provide the students with fluency practice. For that reason, communicative exercises are provided that call on them to accomplish the communicative functions that were expressed in the context in which the grammar and the vocabulary were presented initially. 
3. Teacher feedback and correction 
Feedback and correction must take place throughout the three stages of the grammar lesson. However, during the controlled practice stage, correction should be done straight forward and on the spot; whereas, during the free practice stage, correction should be done as remedial work once the students have done the communicative practice.
(Ideas drawn from Celce-Murcia and Hilles 1988)

Next is another idea by another author, who introduces slight changes which you may want to learn for variety. 

THE GRAMMAR LESSON
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USE....................................................Create a context where students feel the need to communicate. Diagnose weaknesses.

 INDUCTIVE

                                                            Examples: exposure to selected data, 

                                                            rule induction, explanation.

PRESENTATION
(Controlled input of new                   

DEDUCTIVE

language through visual or                 Explanation of the rule,

aural channels)                                   examples of rule in language data.

Criteria: 
efficiency

economy

directness

clarity of explanation

personalization and 

relevance

   liveliness

PRACTICE                                      CONTROLLED, e.g. drill

(Repeated use in writing                             Output restricted,

or speech                                                     single predictable structure,

of target forms)                                           repetition.

 FREE, e.g. role-play, games, information

gap activities;
more  creative,

unpredictable,

mixed structures.

                                                           Criteria: 
                                                                     meaningfulness

                                                                     creativity       

                                                                     interest

                                                                     amount

                                                                     emphasis on success

                                                                     personal relevance.

USE................................................ Approximation to natural language use,

holistic, mobilization and integration of all    language resources, opportunity for teacher to diagnose.

(Ferguson, 1991)
Drilling 1
Julie Tice, Teacher, Trainer, Writer, British Council Lisbon
Drilling is a technique that has been used in foreign language classrooms for many years. It was a key feature of audio lingual approaches to language teaching which placed emphasis on repeating structural patterns through oral practice.

· Based on the Behaviourist view that learning to speak a foreign language - like other skills - was simply a question of correct habit formation, it was thought that repeating phrases correctly lots of times would lead to mastery of the language. 

· Nowadays we know that language learning is not like this - it is a far more complex and creative process - and language is a lot more than just a list of structures to be memorised. 

An approach based mainly or only on language drills is unlikely to find many adherents today. However, drilling remains a useful technique in the classroom if it is used appropriately. 

· What drilling is 

· What drills can be useful for 

· What we should drill 

· When we should drill 
What drilling is
At its simplest, drilling means listening to a model, provided by the teacher, or a tape or another student, and repeating what is heard. This is a repetition drill, a technique that is still used by many teachers when introducing new language items to their students. The teacher says (models) the word or phrase and the students repeat it.

· Other types of drill include substitution drills, or question and answer drills. Substitution drills can be used to practise different structures or vocabulary items (i.e. one or more words change during the drill). 

· Example: 
Prompt: 'I go to work. He?'
Response: 'He goes to work.'

· In question and answer drills the prompt is a question and the response is the answer. This is used for practising common adjacency pairs such as 'What's the matter?', 'I've got a (headache') or 'Can I have a (pen) please?', 'Yes here you are.' The words in brackets here can be substituted during the drill.

In all drills learners have no or very little choice over what is said so drills are a form of very controlled practice. There is one correct answer and the focus is on 'getting it right' i.e. on accuracy. Drills are usually conducted chorally (i.e. the whole class repeats) then individually. There is also the possibility of groups or pairs of students doing language drills together.

What drills can be useful for
For the learners, drills can:

· Provide for a focus on accuracy. Increased accuracy (along with increased fluency and complexity) is one of the ways in which a learner's language improves so there is a need to focus on accuracy at certain stages of the lesson or during certain task types.

· Provide learners with intensive practice in hearing and saying particular words or phrases. They can help learners get their tongues around difficult sounds or help them imitate intonation that may be rather different from that of their first language. 

· Provide a safe environment for learners to experiment with producing the language. This may help build confidence particularly among learners who are not risk-takers. 

· Help students notice the correct form or pronunciation of a word or phrase. Noticing or consciousness raising of language is an important stage in developing language competence. 

· Provide an opportunity for learners to get immediate feedback on their accuracy in terms of teacher or peer correction. Many learners want to be corrected.

· Help memorisation and automisation of common language patterns and language chunks. This may be particularly true for aural learners.

· Meet student expectations i.e. They may think drilling is an essential feature of language classrooms.

For the teacher, drills can:

· Help in terms of classroom management, enabling us to vary the pace of the lesson or to get all learners involved.

· Help us recognise if new language is causing problems in terms of form or pronunciation.

What we should drill
At all levels we should drill vocabulary or chunks of language that cause pronunciation problems. 

· At low levels students are still getting used to the sounds of English and need plenty of opportunity to get their tongues around them so it is likely that drilling will be used more. 

· Sounds that either do not exist in their L1 or occur differently. 

· Consonant clusters and weak forms may also cause difficulty - for example in words like vegetable, comfortable.

· At the phrase level intonation, stress, and weak forms often cause learner difficulties and at higher levels there may still be problems with these aspects of pronunciation. Phrases such as, 'If I'd known you were coming I'd have stayed at home' are difficult to say.
· Intonation patterns that are crucial to meaning may also be usefully practised through drilling, for example tag questions (which ask for confirmation or which are genuine questions) or expressions like You could have told me it was his birthday! (as a rebuke) 

If we believe that drilling helps our learners memorise language, we should also drill useful and common language chunks to help them internalise them. This would include many common phrases such as,

· 'Hello, how are you?' 

· 'Can I have a ..?'

· 'Have you got a …'

· ' If I were you I'd.. '

· etc.

Drilling of structures per se seems much less likely to be useful because of the mental processing that is required to apply grammar rules accurately, particularly if it is a new piece of language for the learners. 

When we should drill
For drills to be meaningful, learners need to understand what they are being asked to say. Monotonous chanting of decontextualised language is not useful to anyone.

· This means that work on the meaning of the language must come before drilling. 

· Drilling can be comfortably and effectively incorporated into many types of lessons - whether you use a PPP model or a task based approach, for example.

· Drilling may follow a language focus stage particularly if you are dealing with spoken language. It may be too much, however, to expect learners to get it right immediately so you may want to introduce drilling later for remedial purposes. Or you may do it after a fluency task as a correction strategy. 

It shouldn't be used too much however; if boredom sets in it is unlikely to be useful at all.

Drilling 2
Julie Tice, Teacher, Trainer, Writer, British Council Lisbon
Drilling is a technique that has been used in foreign language classrooms for many years. It was a key feature of audio lingual approaches to language teaching which placed emphasis on repeating structural patterns through oral practice.

This second part will focus on how we drill. Here are some ideas for using drilling effectively in the classroom.

· Repetition drills
· Guessing games
· Disappearing text
· Dialogue building
· Mingle activities
· Information gaps
· Songs, rhymes and chants
· Conclusion
Repetition drills
When learners are getting used to the sounds of English it may be easier for them not to see the language written down before they practise saying it, so get them to listen to your model and then repeat. 

· Make sure you give clear, natural sounding and consistent models.

· Use hand movements to indicate intonation, use your fist to beat the stress, and join or separate fingers to show word boundaries and where linking occurs in phrases. This kind of gesturing may in particular help visual learners since it helps them visualise the language they are practising.

· Back chaining helps learners focus on correct pronunciation and intonation and is also attention-grabbing. For example, when you are modelling a phrase, start at the end, getting the learners to repeat after each chunk you give them. 
For example: yesterday / get up yesterday/ did you get up yesterday/ what time did you get up yesterday?

You can vary the drill in terms of who repeats - whole class, half the class, boys only, girls only, individuals. Make sure drilling is done at a snappy pace.
You can also try: 

· Whisper drills (for quietening down a rowdy class) 

· Shouting drills (for livening them up )
These ideas work particularly well with young learners. 
Or you can liven drills up by saying things in different ways. For example, sound very happy, very sad, very bored, very excited with a facial expression to match as you model the language and get the learners to do the same. 
Putting expression into it and exaggerating the intonation helps make the language more memorable.

Guessing games
Simple guessing games which require lots of repetition of the target language are ideal for practising language items at low levels and are in fact a form of drill. 

· After you have used pictures to introduce vocabulary or phrases stick the pictures on the board back to front so they can't be seen. Students try to guess which picture is which. 

· Pick out one picture and don't show it. Students guess which one it is. 
If you're using real objects you can use the same principle by hiding the objects under a cloth or in a bag and getting them to guess which object you're holding. 

· For practising 'Is it..?' questions, classroom objects and describing location with children, hide a plastic spider somewhere in the room and get the children to guess where it is. 'Is it under the teacher's desk?', 'Is it behind Jose's chair?'

Disappearing text
This can be done with a list of vocabulary items or phrases, a short text or a dialogue at any level. 

· Write up the text on the board. Read out the text and drill. 

· Rub off a small part of it. Students have to say the whole text again.

· Gradually rub off more and more in bits and each time get the students to say the whole text.

This provides intensive drilling practice as the students have to repeat it so many times. However, the game factor also increases motivation to get it right and that gets more challenging as the activity continues. 

Dialogue building
This is useful particularly for low level students to build confidence in speaking and to learn useful chunks of language. Use pictures to set a scene and elicit a dialogue.
Example: 

· Have you got a pet? 

· Yes, I've got a cat. 

· Oh, what's its name? 

· It's called Fred.

Drill each line as you elicit the dialogue. 
Rather than writing the whole dialogue on the board as you go, you can just write one or two words to help them remember each line. 
Example: 

· Have/pet?

· Yes/

· /name?

· /Fred

· Then let the students choose different pets and make up similar dialogues in pairs. Aim for not more than eight lines or so in the dialogue or it may become difficult to memorise.

Mingle activities
With smaller classes, mingle activities work well and provide opportunities for lots of repetition of target language. A simple example of this for low level learners is 'Say and swap'. 

· Learners are given flashcards or small pictures of target vocabulary items or phrases. 

· They mingle and swap their pictures but as they swap they have to say the word on the picture they have. 
Alternatively this can be done as a more stationary chain drill: students pass the flashcards or pictures around the whole class and again say the word each time they pass it on.

· Another example is 'Find Someone Who' which can be adapted to any level. Students have a list of people to find.
Example:Find someone who 

· gets up before 7.00 

· watches TV in the morning

· eats toast for breakfast etc.
Students go around asking the question. In this example the language practised is 'Do you…?' and the topic daily routines. This activity generates lots of repetition of this pattern as well as providing opportunities for freer responses if the learners develop the conversation. In larger classes it can be done as a stationary group work activity.

Information gaps
Information gap activities are often designed to provide highly controlled practice of particular structures. By swapping information which requires use of a particular language pattern, the students have to solve a problem. This problem solving provides a communicative purpose to what is essentially a drill.
Example: 

· The students have a shopping list of fruit they need to buy (6 oranges, 1 kilo of apples etc.) 

· Student A has the prices of various fruits in one shop, student B has the prices in another shop. 

· They have to ask each other and answer about the prices and complete a grid with the information. 

· The task is then to decide which shop will be the cheaper one for them to buy their fruit in.

Songs, rhymes and chants
Many primary aged learners respond very well to songs, games and chants. These young learners can find it very difficult to remember how to say complete phrases in a foreign language when they are first learning, but they remember whole songs and chants with ease. Action songs like 'Head, shoulders, knees and toes' provide fun drills of language for parts of the body. Or you can make up your own action songs by putting target language to a well known tune and getting the children to do actions. For example, as you sing this to the tune of 'Frere Jacques', do actions of putting on all the clothes mentioned : 

· Shorts and T-shirt
Shorts and T-shirt
Shoes and socks
Shoes and socks
Jumper hat and trousers
Jumper hat and trousers
Skirt and dress
What a mess!

When accompanied by gestures and actions, songs and chants appeal to different learning styles such as aural and kinaesthetic. Older learners may be self conscious about singing but chants and raps can still work well and, once again, involve lots of repetition. 

Conclusion
Drilling is not a new or a fashionable classroom technique, but, used appropriately in the classroom, it can be of great value to our learners. 

· Only drill language that will benefit from being drilled (for example if it causes pronunciation problems or if it is a useful chunk of language to be memorised)

· Don't drill too much and keep drilling stages lively.

· Respond to your learners' needs - drill if you, or they, think it will help them pronounce or memorise words or language chunks.

· Vary the way in which you do drills to help make the language more 
Test question types
Richard Frost, British Council, Turkey

In my previous article Test writing I looked at some of the difficulties of writing good tests and how to make tests more reliable and useful. I will now go on to look at testing and elicitation and in particular some different question types and their functions, advantages and disadvantages. 

Types of test
Before writing a test it is vital to think about what it is you want to test and what its purpose is. We must make a distinction here between proficiency tests, achievement tests, diagnostic tests and prognostic tests.

· A proficiency test is one that measures a candidates overall ability in a language, it isn't related to a specific course. 

· An achievement test on the other hand tests the students' knowledge of the material that has been taught on a course. 

· A diagnostic test highlights the strong and weak points that a learner may have in a particular area.

· A prognostic test attempts to predict how a student will perform on a course. 

There are of course many other types of tests. It is important to choose elicitation techniques carefully when you prepare one of the aforementioned tests.

Types of task
There are many elicitation techniques that can be used when writing a test. Below are some widely-used types with some guidance on their strengths and weaknesses. Using the right kind of question at the right time can be enormously important in giving us a clear understanding of our students' abilities, but we must also be aware of the limitations of each of these task or question types so that we use each on appropriately.

Multiple choice
Choose the correct word to complete the sentence.
	Cook is ________________today for being one of Britain's most famous explorers.

	a) recommended
	b) reminded
	c) recognised
	d) remembered


In this question type there is a stem and various options to choose from. The advantages of this question type are that it is easy to mark and minimises guess work by having multiple distracters. The disadvantage is that it can be very time-consuming to create, effective multiple choice items are surprisingly difficult to write. Also it takes time for the candidate to process the information which leads to problems with the validity of the exam. If a low level candidate has to read through lots of complicated information before they can answer the question, you may find you are testing their reading skills more than their lexical knowledge.

· Multiple choice can be used to test most things such as grammar, vocabulary, reading, listening etc. but you must remember that it is still possible for students to just 'guess' without knowing the correct answer.

Transformation
Complete the second sentence so that it has the same meaning as the first.
	'Do you know what the time is, John?' asked Dave.

	Dave asked John __________ (what) _______________ it was.


This time a candidate has to rewrite a sentence based on an instruction or a key word given. This type of task is fairly easy to mark, but the problem is that it doesn't test understanding. A candidate may simply be able to rewrite sentences to a formula. The fact that a candidate has to paraphrase the whole meaning of the sentence in the example above however minimises this drawback.

· Transformations are particularly effective for testing grammar and understanding of form. This wouldn't be an appropriate question type if you wanted to test skills such as reading or listening.

Gap-filling
Complete the sentence.
	Check the exchange ______________ to see how much your money is worth.


The candidate fills the gap to complete the sentence. A hint may sometimes be included such as a root verb that needs to be changed, or the first letter of the word etc. This usually tests grammar or vocabulary. Again this type of task is easy to mark and relatively easy to write. The teacher must bear in mind though that in some cases there may be many possible correct answers.

· Gap-fills can be used to test a variety of areas such as vocabulary, grammar and are very effective at testing listening for specific words.

Matching
Match the word on the left to the word with the opposite meaning.
	fat
	old

	young
	tall

	dangerous
	thin

	short
	safe


With this question type, the candidate must link items from the first column to items in the second. This could be individual words, words and definitions, parts of sentences, pictures to words etc. Whilst it is easy to mark, candidates can get the right answers without knowing the words, if she has most of the answers correct she knows the last one left must be right. To avoid this, have more words than is necessary. 

· Matching exercises are most often used to test vocabulary.

Cloze
Complete the text by adding a word to each gap.
	This is the kind _____ test where a word _____ omitted from a passage every so often. The candidate must _____ the gaps, usually the first two lines are without gaps.


This kind of task type is much more integrative as candidates have to process the components of the language simultaneously. It has also been proved to be a good indicator of overall language proficiency. The teacher must be careful about multiple correct answers and students may need some practice of this type of task.

· Cloze tests can be very effective for testing grammar, vocabulary and intensive reading.

True / False
Decide if the statement is true or false.
	England won the world cup in 1966. 
	T/F


Here the candidate must decide if a statement is true or false. Again this type is easy to mark but guessing can result in many correct answers. The best way to counteract this effect is to have a lot of items. 

· This question type is mostly used to test listening and reading comprehension.

Open questions
Answer the questions.
	Why did John steal the money?


Here the candidate must answer a simple question after a reading or listening or as part of an oral interview. It can be used to test anything. If the answer is open-ended it will be more difficult and time consuming to mark and there may also be a an element of subjectivity involved in judging how 'complete' the answer is, but it may also be a more accurate test. 

· These question types are very useful for testing any of the four skills, but less useful for testing grammar or vocabulary.

Error correction
Find the mistakes in the sentence and correct them.
	Ipswich Town was the more better team on the night.


Errors must be found and corrected in a sentence or passage. It could be an extra word, mistakes with verb forms, words missed etc. One problem with this question type is that some errors can be corrected in more than one way.

· Error correction is useful for testing grammar and vocabulary as well as readings and listening.

Other Techniques
There are of course many other elicitation techniques such as translation, essays, dictations, ordering words/phrases into a sequence and sentence construction (He/go/school/yesterday).

It is important to ask yourself what exactly you are trying to test, which techniques suit this purpose best and to bear in mind the drawbacks of each technique. Awareness of this will help you to minimise the problems and produce a more effective test.

This article published: 7th February, 2005
Further reading
Techniques in testing by Harold S Madsen: OUP

Automaticity 
What is automaticity?

Acquisition of a new skill is generally associated with a decrease in the need for effortful control over performance, leading to the development of automaticity. Automaticity by definition has been achieved when performance of a primary task is minimally affected by other ongoing tasks.

People often refer to automaticity by saying they can do the task "on auto-pilot" or "in my sleep".

Examples of automaticity are common activities such as walking, speaking, bicycle riding, and driving a car. Try to remember your first few driving lessons. How hard you had to concentrate on what to do when to prevent the car from wrapping itself around the nearest tree! You had to think about when to use the mirror, where the indicator is, how to coordinate your feet with your hands when changing gear, what's happening on the road and so on. But the more you practiced, the more automatic your driving became, until you could eventually drive without thinking about it. In fact, while driving, your mind is now probably on something else most of the time, like talking to the other people in the car, or listening to the radio, or looking at the scenery outside.

Why is automaticity necessary?
Any person, who speaks a language that he knows well, does not concentrate on vocabulary, or on sentence structure, or on grammar. His mind is focused on what he wants to say. As explained in the Journal of Learning Disabilities, "if the skill on the primary task is automatized, it will not be disrupted by concurrent processing on the secondary task because automatic processing does not take up attentional resources."

If, on the contrary, the skill is not automatized, it will be disrupted by concurrent processing of a second skill because two skills are then competing for limited attentional resources. Therefore, when a person attempts to speak a language in which he has not become automatic yet, he will necessarily have to divide his attention between the content of his message and the language itself. He will therefore speak haltingly and with great difficulty.

This also applies to the act of reading. The person, in whom the foundational skills of reading (for example, visual discrimination of position in space and visual discrimination of forms) have not yet become automatic, will read haltingly and with great difficulty. The poor reader is forced to apply all his concentration to word recognition, and therefore has "no concentration left" for content, and as a result he will not be able to read with comprehension.

Studies show that the brain is a limited-control processor that isn't capable of efficiently managing both fixed knowledge processing and higher-order reasoning simultaneously.

The development of automaticity involves a shift in brain usage and a reduction in brain activity. The processing of new information makes heavy use of working memory. Dramatic changes in brain activity can be seen on fMRI scans as automaticity develops. The development of automaticity of skills generally reduces the load of the working memory by 90%.

How Is automaticity accomplished?
It is usually the result of learning, repetition, and practice. The main process by which we develop automaticity is called overlearning (also called overtraining). Overlearning is a pedagogical concept according to which newly acquired skills should be practiced well beyond the point of initial mastery, leading to automaticity.

Overlearning is a frequently used tool by people who make speeches, or who must perform in any way to an audience.

A violinist, for example, doesn't stop learning a piece he or she will perform once it's initially mastered. The violinist instead keeps practicing that piece so that it is automatic and there is little possibility of forgetting it when performing in front of a large crowd. Similarly, actors, dancers, and other musicians may calm the jitters by overlearning their parts, and may actually improve their performance by continuing to practice beyond initial memorization of lines, steps or moves, or musical notes.

Time lines
Gareth Rees, teacher, trainer, London Metropolitan University, UK 
"I am sorry, I don't understanding 'temporary repeated action', and why you have said 'Present consequence of a completed event in the past at an unspecified time or a state which commenced at a point of time in the past and continues until the present time and in all likelihood will continue into the future time'?
I haven't understood. Please help me!"

The language used by teachers to explain time reference, particularly of verb forms, can be confusing for the students. Timelines are neat devices that can be used clarify our teaching language. Timelines enable the communication of sophisticated concepts to the lowest level of learner, and can prompt sophisticated discussion amongst higher level learners.

This article is a basic introduction to timelines. Later articles will discuss when to use timelines in class, concept checking, activities and strategies that use timelines and their potential drawbacks. This introductory article covers the following areas.

· What is a timeline? 

· Why use timelines? 
· What does a timeline look like? 
· The basics
· Symbols
· Examples 

· Conclusion
What is a timeline?
One of the keys to learning a language is learning how that language refers to, and describes, time and events, or states, that occur in the realm of time. In English, this reference to time is most commonly described by the verb, in its various tenses and aspects. Unfortunately, when learning a language, it is at times difficult to understand the concepts that are given as explanation. 

· Timelines are diagrams that illustrate the reference to time made by a given piece of language. They are used to show how a particular language item (often a verb in a particular tense and aspect) places particular events or situations in time and in relation to other events.

Why use timelines?
The concepts which underline time reference in a language are often difficult to explain using controlled language and are often linguistically difficult to understand. Timelines are used to explain language in the more universal form of pictures, diagrams and symbols. Most people will follow the direction indicated by an arrow.

Timelines are used to:

· Simplify linguistic explanation

· Reinforce the understanding of a concept

· Illustrate the differences between verb forms and other language items

· Help students with a visual learning style

· Provide a reference point for students

· Encourage awareness of how language refers to time in different ways

What does a timeline look like?
There are no set rules for the appearance of timelines, rather, there is a common sense convention which will be described below. Teachers will have there own idiosyncrasies and develop their own micro styles (representing time through diagrams is never going to be a standard affair), however, the similarities between the timelines used in Room 12 in London and Room 14 in Shanghai are greater than the differences.

The basics
A horizontal line represents the basic line of time. The left end of the line is the first point in time, the right end is the final point in time. Thus, time is deemed to move forward as the line moves from left to right.

This line is usually marked with a point that represents now. Thus, the timeline is divided into the past and the future.
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To emphasise the direction of time, the line may be capped with an arrowhead. I also like to represent Now with a triangle, as below.
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This simple template can then be added to in order to show everything from the difference between the words before and after and the meaning of the future perfect continuous!

Symbols
The following is a summary of the common symbols used on timelines

	A single event or action
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	A repeated action or habit
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	A permanent state or situation
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	A temporary state, situation or repeated/continuous action
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	Exact time of event is unknown
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	A point in time
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	A period in time
	[image: image10.png]





Examples
Here are some timeline examples demonstrating the use of these symbols.

· Yesterday, I met Bob in the bank, quite by chance.
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· Last night, I was walking home when I slipped on the icy path
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· I have been learning Japanese for three years.
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· I have been to New Zealand, Iceland and Taiwan.
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· I get up at seven o'clock every day.
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Conclusion
These examples should show how the symbols act to illustrate a sentence or phrase. In the second article you will see how to use these diagrams in class, in particular how to use them to check the understanding of key concepts.

This article published: 19th April, 2005
Total physical response - TPR
Richard Frost, British Council, Turkey
This is an introduction to the teaching approach known as total physical response. 

· Where is it from? 

· How can I use it in class? 
· When should I use it? 

· Why should I use it in the classroom? 

· A few useful variations 

· Are there any disadvantages with using TPR? 


Where is it from?
TPR stands for Total Physical Response and was created by Dr. James J Asher. It is based upon the way that children learn their mother tongue. Parents have 'language-body conversations' with their children, the parent instructs and the child physically responds to this. The parent says, "Look at mummy" or "Give me the ball" and the child does so. These conversations continue for many months before the child actually starts to speak itself. Even though it can't speak during this time, the child is taking in all of the language; the sounds and the patterns. Eventually when it has decoded enough, the child reproduces the language quite spontaneously. TPR attempts to mirror this effect in the language classroom.

How can I use it in class?
In the classroom the teacher plays the role of parent. She starts by saying a word ('jump') or a phrase ('look at the board') and demonstrating an action. The teacher then says the command and the students all do the action. After repeating a few times it is possible to extend this by asking the students to repeat the word as they do the action. When they feel confident with the word or phrase you can then ask the students to direct each other or the whole class. 

It is more effective if the students are standing in a circle around the teacher and you can even encourage them to walk around as they do the action. 

When should I use it?
TPR can be used to teach and practise many things. 

· Vocabulary connected with actions (smile, chop, headache, wriggle) 

· Tenses past/present/future and continuous aspects (Every morning I clean my teeth, I make my bed, I eat breakfast) 

· Classroom language (Open your books) 

· Imperatives/Instructions (Stand up, close you eyes) 

· Story-telling

It can be adapted for all kinds of teaching situations, you just need to use your imagination! 

Why should I use it in the classroom? 

· It is a lot of fun, students enjoy it and it can be a real stirrer in the class. It lifts the pace and the mood. 

· It is very memorable. It really helps students to remember phrases or words. 

· It is good for kinesthetic learners who need to be active in the class. 

· It can be used in large or small classes. It doesn't really matter how many students you have as long as you are prepared to take the lead, the students will follow. 

· It works well with mixed-ability classes. The physical actions get across the meaning effectively so that all the students are able to understand and use the target language. 

· It doesn't require a lot of preparation or materials. As long as you are clear what you want to practise (a rehearsal beforehand can help) , it won't take a lot of time to get ready. 

· It is very effective with teenagers and young learners. 

· It involves both left and right-brained learning.


A few useful variations

When I use TPR, first I get the students to do the actions, and then I do them, and drill the students (chorally and individually) to give them an opportunity to practise making the sounds. They are then ready to give commands to each other. 

A game I like to play is to organize the students into a circle around me, I say the word and the last person to do the action is out. This person then stands behind me, and watches for the student who does the action last. Eventually there is only one student, she is the winner.

You can extend this by playing Simon Says. This time when you give a command, students should only do it if you say "Simon says..." at the start. I might say, "Simon says, 'slice some bread'" or "Simon says, 'chop and onion'" and the students must do the action. However if I say, "Whisk an egg" the students shouldn't do this. If anyone does the action that Simon doesn't say then they are out and have to watch for the mistakes of the other students. 

Are there any disadvantages with using TPR? 

· Students who are not used to such things might find it embarrassing. 
This can be the case initially but I have found that if the teacher is prepared to perform the actions, the students feel happier about copying. Also the students are in a groups and don't have to perform for the whole class. This pleasure is reserved for the teacher. 

· It is only really suitable for beginner levels.
Whilst it is clear that it is far more useful at lower levels because the target language lends itself to such activities I have also used it successfully with Intermediate and Advanced levels. You need to adapt the language accordingly. For example, it helped me to teach 'ways of walking' (stumble, stagger, tiptoe) to an advanced class and cooking verbs to intermediate students (whisk, stir, grate). 

· You can't teach everything with it and if used a lot it would become repetitive. I completely agree with this but it can be a successful and fun way of changing the dynamics and pace of a lesson used in conjunction with other methods and techniques.

UNIT 7: The teaching and learning of pronunciation

Seminar questions 

Article 1: Word stress, by Emma Pathare

1. Why is word stress important? 

2. What do we do so that listeners can hear the stress we put on a word?

3. Are there any rules for word stress? Explain.

4. What can be done in order to help students with word stress? 

Article 2: Sentence stress, by Lynn Gallacher

1. English is a stress-timed language. What does this mean?

2. What may be done in the classroom in order to help students raise awareness about sentence stress, and in order to provide them with practice on it?

3. How would you use the limericks that are included in this article, for pronunciation teaching?
Articles 3 and 4: Connected Speech 1, and Connected Speech 2, by Vanessa Steele

1. What is connected speech? How does it affect native and non-native speakers?

2. List and explain some aspects of connected speech.

3. What can you do in the classroom in order to help your students in perceiving and producing connected speech?

Article 5: Teaching pronunciation with phonemic symbols, by Alan Stanton

1. What are the five reasons given by the author to suggest that students should know the phonemic symbols?

2. Do you agree with the author? Explain. 

Teaching pronunciation with phonemic symbols
Alan Stanton, teacher trainer and materials writer
Phonemic symbols represent the sounds of the English language. Using them can be a valuable tool to improving your students' pronunciation. 

· Why use phonemic symbols? 

· Is it important for teachers to know the phonemic symbols? 

· Is it difficult to learn phonemic symbols? 

· What is the best way to learn phonemic symbols? 

· Which phonemic symbols are the easiest to learn? 

· Don't I need to have a perfect English accent in order to use phonemic symbols? 

Why use phonemic symbols?
The alphabet which we use to write English has 26 letters but (British) English has 44 sounds. Inevitably, English spelling is not a reliable guide to pronunciation because

· Some letters have more than one sound 

· Sometimes letters are not pronounced at all 

· The same sound may be represented by different letters 

· Sometimes syllables indicated by the spelling are not pronounced at all 

Here a few challenging questions to put to your students:

· How do you pronounce gh in 'enough', 'through' and 'ghost'? (like f in fun, not pronounced, like g in got) 

· How many syllables are there in 'chocolate'? (2)

The letters of the alphabet can be a poor guide to pronunciation. Phonemic symbols, in contrast, are a totally reliable guide. Each symbol represents one sound consistently. Here are five good reasons why students should know phonemic symbols.

· Students can use dictionaries effectively. The second bit of information in dictionaries for English language learners is the word in phonemic symbols. It comes right after the word itself. Knowing phonemic symbols enables students to get the maximum information from dictionaries. 

· Students can become independent learners. They can find out the pronunciation of a word by themselves without asking the teacher. What is more, they can write down the correct pronunciation of a word that they hear. If they cannot use phonemic symbols for this, they will use the sound values of letters in their own language and this will perpetuate pronunciation errors. 

· Phonemic symbols are a visual aid. Students can see that two words differ, or are the same, in pronunciation. For example they can see that 'son' and sun' must be pronounced the same because the phonemic symbols are the same. They can use their eyes to help their ears and if they are able to hold and manipulate cards with the symbols on, then they are using the sense of touch as well. The more senses students use, the better they will learn. 

· Phonemic symbols, arranged in a chart, are part of every student's armoury of learning resources. Just as they have a dictionary for vocabulary and a grammar book for grammar, so they need reference materials for pronunciation: the phonemic symbols and simple, key words that show the sound of each symbol. 

· Although speaking a language is a performance skill, knowledge of how the language works is still of great value. Here is another question to ask students: How many different sounds are there in English? Usually, students do not know. Phonemic symbols on the wall in a classroom remind them that there are 44. Even if they have not mastered all of them, they know what the target is and where the problems are. The chart is a map of English sounds. Even with a map, you can get lost but you are better off with a map than without one. 

Is it important for teachers to know the phonemic symbols? 
To be frank, yes. Every profession has specialist knowledge that is not widely known outside the profession. If you are a doctor, you will be able to name every bone in the human body, which most people can't do. If you are a language teacher, then you know phonemic symbols, which most people don't. Students can learn these symbols by themselves and one day you might meet a student who asks you to write a word on the board using phonemic symbols. It is best to be prepared.

Is it difficult to learn phonemic symbols?
Absolutely not. 19 of the 44 symbols have the same sound and shape as letters of the alphabet. This means that some words, such as 'pet', look the same whether written with phonemic symbols or letters of the alphabet. That leaves just 25 to learn. Compare that with the hundreds of different pieces of information in a grammar book or the thousands of words in even a small dictionary. It is a very small learning load. Moreover, it is visual and shapes are easy to remember. Anyone who can drive is able to recognise more than 25 symbols giving information about road conditions. Even if we go beyond separate, individual sounds and include linking, elision and assimilation, there is still a limited and clearly defined set of things to learn.

What is the best way to learn phonemic symbols?
Most native-speaker teachers of English learn grammar from the textbooks they use when they first start teaching, because they are unlikely to have been exposed to any formal study of English grammar. They learn by teaching, which is a very effective way of learning. It is possible to learn phonemic symbols in the same way. You just need to keep one symbol ahead of the students.

Which phonemic symbols are the easiest to learn?
The consonants are the easiest, because most of them have the same form as a letter of the alphabet (17 out of 24). Therefore, it is best to start by teaching students a large number of consonant symbols and a small number of easy vowel symbols such as /e/ and /i/. Note, however, that the sound /j/ represents the initial sound of 'yellow', not the initial sound of 'judge'. Experience shows that students are very likely to make mistakes with the symbol /j/, so it needs special attention.

Don't I need to have a perfect English accent in order to use phonemic symbols?
Not at all. It is true that the 44 phonemes in British English are based on the sounds of Received Pronunciation, an accent which is not frequently heard nowadays. Most native-speaker teachers do not have this accent but still use phonemic symbols. When the symbols are arranged in a chart, each one occupies a box. This indicates that the real sound that you actually hear can vary up to certain limits, depending on the influence of other sounds and on individual ways of speaking. There is not just one perfect way to say each sound - there is an acceptable range of pronunciations. Think of the pieces in a game of chess. They can vary considerably in size, shape and appearance but we can always recognise a knight because it behaves like a knight and not like a king. The point is that words such as 'ship', sheep', 'sip' and 'seep' should sound different from each other, not that each sound is pronounced exactly like the sounds of RP. Learning phonemic symbols will help students to understand the importance of length and voicing. Simply knowing that the symbol: indicates a long sound can be very helpful.

There is no end to our study of grammar and vocabulary but phonemic symbols are limited, visual and physical. They may seem challenging at first but it is like learning to swim or ride a bicycle. Once you can do it, it is easy and you never forget.

Related
Classroom activities - Pronunciation
Teaching tips - Teaching phonemic symbols
 
Young learners and the phonemic chart
Nicola Meldrum, British Council, Spain
The main aim of this article is for teachers to help their students become more knowledgeable and interested in learning the sounds of English and to help them see how it can facilitate autonomous learning with self-study English language learning material and dictionaries. Hopefully if we start educating learners from a young age they will be more comfortable the phonemic script and see the benefits of it when they are older and more self-aware learners.

· Why use the chart? 

· Background to the activities 

· The phoneme race

· Make your own wall charts 

· Chinese whispers 

· Using dictionaries 

· Going shopping 

Why use the chart?
First of all let's take a look at why we should use the phonemic chart at all in class. I've spoken to many teachers who say they shy away from using the chart. Perhaps they are unfamiliar with the sounds and symbols, or they see it as too difficult for their students to learn. Or they might have come up against student resistance to using the symbols in class doing pronunciation work. Hopefully this article will help us to see how it can be incredibly beneficial for teachers and students to become more familiar with the sounds and give them some ideas of how they can become more confident (teachers and students) about using the phonemc chart. 
Here are some of the reasons I can see for using the phonemic chart in pronunciation work:

· It provides a standard from which to teach and learn pronunciation. 

· It enables the students to better use their dictionaries. 

· It gives the teacher a fast and effective tool for teaching pronunciation and for correcting errors. 

· Once accustomed to it the students can use it in their notes to help learn the correct pronunciation of new vocabulary. Often without proper drilling etc, it can be difficult for students to remember the correct pronunciation as the spelling of English can be confusing. 

· If, as a teacher, you feel you are still learning about pronunciation or want to learn about the phonetic chart then doing activities is one of the best ways of doing this. 

· As Jennifer Jenkins suggests in her article, teachers can be selective about the sounds they help their learners to focus on. Learners should be made aware of the importance of pronunciation and of which sounds help them to become more comprehensible in the English speaking world. 

Background to the activities
Although the following activities are aimed mainly at young learners many would be ideal for adult groups. Adults also enjoy kinaesthetic activities, and many of the ones described in this article are just that! 
The ideas are for the most part are discrete item approach activities- isolating sounds. I have also included an activity which shows how we can incorporate pronunciation work into more communicative activities.
Now for the fun part. Here are 10 ideas for teaching pronunciation using the phonetic alphabet.

The phoneme race
This is useful for introducing students to new phonemes and revising recently learnt sounds.

· Put six or so symbols on the board. 

· Write words on cards big enough to be seen when stuck on the board. Five for each sound is enough. 

· Drill the sounds. Be imaginative with your voice if doing it with young learners. They will remember it better if they are having fun. 

· Put the students in teams. One person form each team races to the teacher and is given a card. They return to the group and decide which phoneme is used in the word from the board. They write the phoneme on the back of the card and run back to the teacher. If the symbol is correct the student is given another card. They must keep the cards and try to accumulate as many as possible. The winning team is the one with the most cards at the end. 

· Give the students blu tack and ask them to stick the symbols to the board. Then do another drilling session. 

· Then, in the teams, the students choose two symbols and race to make a sentence for each that includes three of the words from that symbol. The sentence must make some sense! 

· Then you can reward the most imaginative sentences.

Make your own wall charts
· Put the symbols you want to learn on the board and drill them. 

· Then ask students to match flash cards with each symbol. For example, /i:/ can be matched with a picture of cheese. 

· Then ask the children to draw the symbol and the picture on the top of a large piece of coloured card. These cards are then stuck to the wall for the next class. 

· In the next class, the children are put into coloured teams. Each team is given ten words on cards which they have to stick to the posters. Play some fun music to do this! Give them a time limit. 

· Then, check how many they got correct. (Try to use words they are familiar with, or words you want to revise.) The winners are those with most correct. 

· Every few classes you can revise this, repeat it and add to it. So you end up with a comprehensive and colourful wall display all created by them. Much more interesting than a published phonemic chart for young learners.

Chinese whispers
Again, this is for revising individual sounds. 

· The teacher sits the learners in a circle and shows a student a symbol, also whispering it in their ear. 

· The sound is passed around the class. If the sound is correct at the end for the symbol the students get a point, if not the teacher gets a point. 

Using dictionaries
This should be done with students who are familiar with the script and is suitable more for teenagers and adults. 

· Choose five words from the dictionary and write them in phonetic script. 

· Ask the students in pairs to write down what they think the word is. 

· Then get the students to swap papers with a different group and ask them to look up the word to see if they were correct. 

· The winners are the group with most correct. 

· Then they can make a new list of five words for the other group to repeat the activity with. 

· This can be combined with a revision of vocabulary from the course book they are using. The students look up words in the dictionary from the book and transcribe them for the other group to guess.

Going shopping
This is a communicative activity which incorporates some sounds you have been doing in class into a shopping list activity where the students have to practise dialogues buying certain items like cheese, meat, /i:/, and crisps, milk /I/. 

· Students can be put into two groups of shop owners and customers with a budget to make it more 'authentic'. 

· Then they have a certain time to buy all the items they can on the list. 

· For the shop owners, give them flash cards of food items or pieces of card with the food and prices on them. 

· Afterwards they can decide the cheapest and most expensive shops as a class.

Word stress
Emma Pathare, Teacher, Trainer, Dubai
A major benefit of focusing students on how words are stressed is the extra mental engagement with the word that it gives. A language learner needs to engage with a word many times, preferably in different ways, in order to really learn it - identifying and practising word stress can provide one or two of those engagements. 

· Why word stress is important

· What word stress is

· Some 'rules' of word stress

· How I help my students

· In the classroom

· Conclusion

Why word stress is important
Mistakes in word stress are a common cause of misunderstanding in English. Here are the reasons why:

· Stressing the wrong syllable in a word can make the word very difficult to hear and understand; for example, try saying the following words:

	o O 
	O o 

	b'tell
	hottle


And now in a sentence:
"I carried the b'tell to the hottle."
Now reverse the stress patterns for the two words and you should be able to make sense of the sentence!
"I carried the bottle to the hotel."
· Stressing a word differently can change the meaning or type of the word:

"They will desert* the desert** by tomorrow."
	o O
	O o

	desert*
	desert**


Think about the grammatical difference between desert* and desert**. 
I will look at this in more detail later.

· Even if the speaker can be understood, mistakes with word stress can make the listener feel irritated, or perhaps even amused, and could prevent good communication from taking place. 

These three reasons tell me that word stress is an important part of the English language, and it is something I should help my students with.

What word stress is
When we stress syllables in words, we use a combination of different features. Experiment now with the word computer. Say it out loud. Listen to yourself. The second syllable of the three is stressed. What are you doing so that the listener can hear that stress?

· A stressed syllable combines five features: 

· It is l-o-n-g-e-r - com p-u-ter

· It is LOUDER - comPUTer

· It has a change in pitch from the syllables coming before and afterwards. The pitch of a stressed syllable is usually higher.

· It is said more clearly -The vowel sound is purer. Compare the first and last vowel sounds with the stressed sound.

· It uses larger facial movements - Look in the mirror when you say the word. Look at your jaw and lips in particular.

It is equally important to remember that the unstressed syllables of a word have the opposite features of a stressed syllable!

Some 'rules' of word stress
There are patterns in word stress in English but, as a rule (!), it is dangerous to say there are fixed rules. Exceptions can usually be found.

· Here are some general tendencies for word stress in English:

	Word 
	Type of word
	Tendency
	Exceptions

	apple
table
happy
	two-syllable nouns and adjectives
	stress on the first syllable
O o
apple
	hotel
lagoon

	suspect
import
insult 
	words which can be used as both
nouns and verbs
	the noun has stress on the first syllable
O o
"You are the suspect!"

the verb has stress on the second syllable
o O
"I suspect you."
	respect
witness

	hairbrush
football
	compound nouns
	fairly equally balanced but with stronger stress on the first part
O o
hairbrush 
	


How I help my students
Students can be alarmed when they meet words which are similar but have different stress patterns: 

	O o
	o O oo
	O o o
	o o o O o

	equal
	equality
	equalise
	equalisation


A useful thing you can do is to help students see connections with other word families. Patterns can usually be found, for example: 

	O o
	o O oo
	O o o
	o o o O o

	final
	finality
	finalise
	finalisation

	neutral
	neutrality
	neutralise
	neutralisation


There are some recognised differences in word stress which depend on the variety of English being used, for example: 

	o o O o
	o O o o

	Caribbean
	Caribbean 

	aluminium (British English)
	aluminium (American English)


These differences are noted in good learner dictionaries. If words like these come up in class, point them out to students. Ask if there are similar cases of differences in word stress in their own language - this will heighten awareness and interest.

In the classroom
· Raise awareness & build confidence
You can use the same questions with your students that I have used in this article. These will help to raise the students' awareness of word stress and its importance. Some learners love to learn about the 'technical' side of language, while others like to 'feel' or 'see' the language more, hearing the music of word stress or seeing the shapes of the words. Try to use a variety of approaches: helping students to engage with English in different ways will help them in their goal to become more proficient users of the language. Build students' confidence by drawing their attention to the tendencies and patterns in word stress that do exist.

· Mark the stress
Use a clear easy-to-see way of marking stress on the board and on handouts for students. I use the big circle - small circle (O o) method. It is very easy to see and has the added advantage of identifying the number of syllables in the word, as well as the stressed syllable. 

Students also need to be aware of the way dictionaries usually mark stress - with a mark before the stressed syllable, e.g. 'apple. By knowing this, students will be able to check word stress independently.

· Cuisenaire rods
These different sized, small coloured blocks are great for helping students to 'see' the word stress. The students build the words using different blocks to represent stressed and unstressed syllables. (Children's small building blocks are a good substitute!) 

· Integrate word stress into your lessons
You don't need to teach separate lessons on word stress. Instead, you can integrate it into your normal lessons. The ideal time to focus students' attention on it is when introducing vocabulary. Meaning and spelling are usually clarified for students but the sound and stress of the word can all too often be forgotten. 

Quickly and simply elicit the stress pattern of the word from the students (as you would the meaning) and mark it on the board. Drill it too! 

Students can use stress patterns as another way to organise and sort their vocabulary. For example, in their vocabulary books they can have a section for nouns with the pattern O o, and then a section for the pattern o O. Three syllable words can be sorted into O o o (Saturday, hospital) and o O o (computer, unhappy). 

Remember what I noted before: The more times students mentally engage with new vocabulary, the more they are likely to actually learn it. Engaging students through word stress helps to reinforce the learning of the words.

· Troubleshooting
Initially, many students (and teachers!) find it difficult to hear word stress. A useful strategy is to focus on one word putting the stress on its different syllables in turn. For example:

	o o 0
	0 o o
	o 0 o

	computer
	computer
	computer


Say the word in the different ways for the students, really exaggerating the stressed syllable and compressing the unstressed ones. Ask the students which version of the word sounds 'the best' or 'the most natural'. 
By hearing the word stressed incorrectly, students can more easily pick out the correct version.

A personalised and effective way of getting students to hear the importance of correct word stress is by using people's names as examples. I introduce word stress with my name:

· "How many parts/syllables are there in my name?"

· "Which is the strongest - the first or second?"

· "Is it Emma or Emma?"

Then you can question students about their own names - this will give them a personalised connection to the issue of words stress, with a word they will never forget!

Conclusion
Any work on aspects of pronunciation can take a long time to show improvements and be challenging for both the students and the teacher, but working on word stress can be fun and over time will help your students to be better understood and more confident speakers.

Further reading
Sound Foundations by Adrian Underhill
Pronunciation by Dalton and Seidlholfer
How to Teach Pronunciation by Gerald Kelly
Teaching English Pronunciation by Joanne Kenworthy

English sentence stress
Lynn Gallacher, British Council, Spain
Sentence stress is a difficult area to work on for learners and teachers alike. For this reason it's also an area which is often neglected, but this aspect of the language can cause problems for learners in both their speaking and perhaps more importantly listening.

· English is a stress timed language 

· Listening 
· Listening activities 

· Speaking 
· Speaking activities 

· Conclusion

English is a stress timed language
The English language is often referred to as stress-timed. This means that stress in a spoken sentence occurs at regular intervals and the length it takes to say something depends on the number of stressed syllables rather than the number of syllables itself. 

Try saying or listening to the sentences below:


	1
	2
	3
	4

	1 and
	2 and
	3 and
	4 

	1 and a 
	2 and a
	3 and a
	4

	1 and then a 
	2 and then a
	3 and then a 
	4


The four sentences take the same length of time to say and you will notice the numbers are stressed and the unstressed words in between are said much more quickly in order to keep the rhythm of the language. In other languages, which are not stress-timed the stress would fall more equally on each word and syllable. 

Listening
In a recent class I discussed with my students the reasons they found listening difficult in English. Some comments were: 

"The words come too fast"
"I panic when I don't understand every word"
"Some words are swallowed"

I think what students are referring to here, amongst other things, is the stress-timed aspect of English.

Listening Activities
Here are some activities I've done in class with students of all levels to raise awareness of stress time in English and help them overcome the difficulties it causes during listening.

· After completing a listening comprehension task in class, give the students the tape script and play a very short extract. Students mark on the tape script the words that are stressed. Discuss the kinds of words that are stressed. They will usually be the words that give meaning: verbs, nouns and adjectives.

· Give the students the tape script to a listening before they hear it and ask them to predict which words they think will be stressed. Play the tape to check the predictions.

· Play a fairly short listening extract, maybe a paragraph in length, students write down the important (stressed) words they hear. You can play the tape several times. 

· Emphasise that this isn't a dictation exercise you don't want students to try to write down every word. 

· In groups ask the students to try and recreate the listening extract using the words they have and their knowledge of the English language. Compare the students' version with the original. 

· Discuss with students the aim of this activity - to show how native speakers listen and understand the language, taking note of the important words, usually stressed ones, and using their knowledge of the language to build meaning. 

· The important conclusion being it is not necessary to understand every word.

Speaking
Stress timing can help speakers communicate meaning. Learners need to be made aware of the fact that the way they say something can affect it's meaning. Listen to the sentence below with the stress on different words. You can hear that the meaning changes. 

· I asked you to buy me a bunch of red roses.

· I asked you to buy me a bunch of red roses 
· I asked you to buy me a bunch of red roses.

· I asked you to buy me a bunch of red roses.

Not using stress-time can also make students sound laboured when they speak and can cause irritation on the part of the listener. The activities below are designed to practise stress-time and increase students' fluency.

Speaking Activities
Stress timing is most noticeable in patterned language such as poetry and limericks. 

· Here are some limericks I've used with my students: 

There was a young lady from Niger,
Who smiled as she rode on a tiger.
After the ride
She was inside,
And the smile on the face of the tiger.


There once was a lady named Lynn
Who was so uncommonly thin,
that when she essayed
to drink lemonade,
she slipped through the straw and fell in!

· I read the limericks aloud and checked the students understand them. The students in groups then try writing one. It's fun to use the names of the students in the class to start the limerick. Next we mark the stressed syllables and the students read the limericks out, trying to keep to the rhythm.

· Recently I was working with 2 advanced students who were about to take the speaking part of the Proficiency exam. Their grammar and vocabulary was fine but when they spoke English they didn't sound fluent. They spoke very deliberately and gave words equal stress. 

· I asked them to record themselves speaking and then listen to the recording. They were aware they didn't sound fluent but still didn't know what to do about it. 

· Next we used the cassette from the course book they were using, and chose a two-person dialogue to listen to. The students, using the tape-script, recorded themselves again and again until the dialogue sounded as close as possible to the original. 

Conclusion
In this article I have outlined the difficulty my students have with listening and speaking in relation to English as a stress-timed language and suggested some ways to help students. It should be noted that stress-time is only one of many factors that influence how we say something. Speech rhythms change according to the meaning the speaker wants to convey, who the speaker is talking to and the context they are speaking in. It's also quite a difficult area for students to work on, so don't expect instant results. 

Connected speech
Vanessa Steele
Teaching pronunciation used to involve little more than identifying and practicing the sounds of which a language is composed, that is to say, its phonemes. Recently however, there has been a shift of focus towards the other systems operating within phonology, which may be more important in terms of overall intelligibility.

· What connected speech is 

· How this affects native and non-native speakers 

· Aspects of connected speech 

· Working on weak forms 
· Conclusion
What connected speech is
"English people speak so fast" is a complaint I often hear from my students, and often from those at an advanced level, where ignorance of the vocabulary used is not the reason for their lack of comprehension. When students see a spoken sentence in its written form, they have no trouble comprehending. Why is this?

The reason, it seems, is that speech is a continuous stream of sounds, without clear-cut borderlines between each word. In spoken discourse, we adapt our pronunciation to our audience and articulate with maximal economy of movement rather than maximal clarity. Thus, certain words are lost, and certain phonemes linked together as we attempt to get our message across.

How this affects native and non-native speakers
As native speakers, we have various devices for dealing with indistinct utterances caused by connected speech. We take account of the context, we assume we hear words with which we are familiar within that context. In real life interaction, phonetically ambiguous pairs like " a new display" / " a nudist play", are rarely a problem as we are actively making predictions about which syntactic forms and lexical items are likely to occur in a given situation.

Non-native speakers, however, are rarely able to predict which lexical item may or may not appear in a particular situation. They tend to depend almost solely on the sounds which they hear. Learners whose instruction has focused heavily on accuracy suffer a "devastating diminuation of phonetic information at the segmental level when they encounter normal speech." (Brown 1990.) 

Aspects of connected speech
So what is it that we do when stringing words together that causes so many problems for students?

· Weak Forms
There are a large number of words in English which can have a "full" form and a "weak" form. This is because English is a stressed timed language, and in trying to make the intervals between stressed syllables equal, to give the phrase rhythm, we tend to swallow non-essential words. Thus, conjunctions, pronouns, prepositions, auxiliaries and articles are often lost, causing comprehension problems for students, particularly for those whose language is syllable timed. Some examples of words which have weak forms are; 

· And
fish and chips (fish´n chips)
a chair and a table (a chair ´n a table)

· Can
She can speak Spanish better than I can (The first "can" is the weak form, the second the full form.)

· Of
A pint of beer
That´s the last of the wine!

· Have
Have you finished? (weak)
Yes, I have. (full)

· Should
Well, you should have told me. (Both"should" and "have" are weak here)

The relevance of certain features of connected speech to students' needs is often debated. However, this is not the case with weak forms. Learners must come to not only recognise and cope with the weak forms they hear, but also to use them themselves when speaking English. If they do not their language will sound unnatural and over formalised, with too many stressed forms making it difficult for the listener to identify the points of focus. This, the degree to which connected speech contributes towards "naturalness" or "intelligibility", is a useful starting point from which to measure the value to students of the different features of connected speech.

Working on weak forms 
Here are some ways in which we can attempt to help our students with weak forms. 
· How many words do you hear?
Play a short dialogue, or a group of sentences, and ask students to listen and write down the number of words they hear. Go over each phrase to check whether they could identify all the words and then to see if they can accurately produce what they heard. Contrast the weak or natural version with the full version, pointing out that the full version is often more difficult to pronounce.

· Unnatural speech
Activities built around "unnatural speech" are an enjoyable way of working on weak forms and rhythm. To obtain "unnatural speech", record someone reading a sentence as if it were just a list of words. A good way of doing this is to put the words onto flash cards, and to reveal one at a time, so the reader gives each word its full pronunciation. 
When you have a few sentences, play them several times to the students, who should then work in pairs to try to make the speech more natural sounding. They can then either use graphics to show the points they would change, or take turns reading out their different versions, or record themselves using a more natural pronunciation. Conduct a general feedback session at the end of the activity, discussing reasons for the changes the groups have made.

· Integrating
Integrate pronunciation into vocabulary work, practising, for example, the weak form in phrases with "of" (a loaf of bread, a cup of coffee, a can of coke ). 

· Integrate weak forms into grammar work. If practising "going to" for example, the teacher can write on the board examples such as; 

· Go on holiday

· Earn more money

· Buy a car

· Ask different students to read these phrases as a sentence with "going to". Listen for and highlight the weak form of "to" before the consonant sounds, and the "full" form of "to" with the linking "w" sound before the vowel. 

Conclusion
Pronunciation work should be seen as an integral part of what goes on in the classroom. Try not to fall into the text book trap of dividing language up into isolated chunks. One lesson on grammar, the next on vocabulary, then pronunciation and so on. All language, like speech, is connected, and students will benefit from learning the weak forms and stress patterns of new words from the start, rather than in a remedial lesson months later.

Raising students’ awareness of these forms, whenever they arise, is the first step towards helping your learners to speak a little more naturally. Even if they do not assimilate these forms at first, "...in many cases, the simple awareness of their existence can help enormously in enabling students to better understand the language they hear." (Gerald Kelly- "How to Teach Pronunciation.")

Further reading
Sound Foundations by Adrian Underhill
Pronunciation by Dalton and Seidlholfer
How to Teach Pronunciation by Gerald Kelly
Teaching English Pronunciation by Joanne Kenworthy

Connected speech 2
Vanessa Steele
An advanced student of mine speaks both clearly and usually correctly, but can often sound over formal and at times stilted. He has learnt his English "through the eye" and has trouble interpreting the utterances of native speakers who do not monitor their output. His delivery is an attempt at a precise version of every sound. With native speakers, articulatory precision is a stylistic device, a conscious choice if we want to emphasize a point, be insistent or threatening. In normal social interaction though, this is not usually the case and articulatory imprecision is the more natural and functional option.

· Aspects of connected speech 

· Intrusion and linking 

· Elision 

· Working on connected speech 

· Integrating work on connected speech 

· Conclusion
Aspects of connected speech
Speech is a continuous stream of sounds, without clear-cut borderlines between them, and the different aspects of connected speech help to explain why written English is so different from spoken English.

So, what is it that native speakers do when stringing words together that causes so many problems for students?

Intrusion and linking
When two vowel sounds meet, we tend to insert an extra sound which resembles either a / j /, / w / or / r / , to mark the transition sound between the two vowels, a device referred to as intrusion. For example:

· Intruding / r/
The media / r /are to blame.
Law(r)and order. 

· Intruding / j /
I / j / agree.
They / j /are here! 

· Intruding / w/
I want to/ w/eat.
Please do/ w/it.

Word boundaries involving a consonant and a vowel are also linked, as we tend to drag final consonants to initial vowels or vice versa. For example:

· Get on. (geton )
· Not at all. ( notatall )
· It´s no joke. ( snow joke)
Elision
As I have mentioned, a native speaker's aim in connecting words is maxium ease and efficiency of tongue movement when getting our message across. In minimizing our efforts, we weaken our articulation. If articulation is weakened too much, the sound may disappear altogether, a process known as elision. It is the vowels from unstressed syllables which are the first to be elided in non-precise pronunciation. 

· Common sound deletions
A syllable containing the unstressed "schwa" or is often lost. For example, 

· int(e)rest, 

· sim(i)lar, 

· lib(a)ry, 

· diff(e)rent, 

· t(o)night.

· / t / and / d /
With consonants, it is / t / and / d / which are most commonly elided, especially when they appear in a consonant cluster. For example,

· chris(t)mas

· san(d)wich
The same process can occur across word boundaries, for example,

· mus(t) be

· the firs(t) three

· you an(d) me

· we stopp(ed) for lunch

· / h /
The / h / sound is also often deleted. For example,

· you shouldn´t (h)ave

· tell (h)im.

Working on connected speech
If your learners have not worked on these forms before, you might wish to set some lesson time aside to work specifically on these features of connected speech. One way of introducing them to sound deletions could be to write a few short phrases on the board. For example: 

· That´s an interesting idea.

· Are you coming out tonight?

· It´s the tallest building.

· You must tell him.

Try if possible to use language you have recently been working on in the classroom. Then ask the class to count the number of sounds in each word, and write the numbers which they give you on the board above the words, like this:

	3
	4
	4
	3

	You
	must
	tell
	him


Now play a recording of the phrases, or read them yourself, and ask the learners to listen again and write down how many sounds they hear. Prompt them if necessary, asking if, for example, the "t" is really pronunced twice between "must" and "tell", or only once. 

· Drill the phrases then ask the students to practise these phrases themselves.
You could also read out the phrases, once using the elided forms, then again in a more clipped, emphatic manner. 

· Ask the learners which sounds more natural. Highlight that the features of connected spech not only make the phrase more natural sounding but that it is also easier to pronounce the words in this way.

Exercises like this help to show learners the differences between written and spoken English, and they highlight the importance of listening to words rather than relying on their written forms.

Integrating work on connected speech
It is a good idea to try and integrate work on connected speech into everyday lessons. When studying grammar for example, don´t focus solely on the form of the words, draw attention to the way they are pronounced in natural conversation.

· Superlatives, for example, provide practise of sound deletions. You could write a few phrases on the board: 

· The Nile is the longest river in the world.

· The Vatican is the smallest country in the world.

· Ask the students to listen to the sounds while you repeat the phrases a few times and see if they can spot the disappearance of the "t" on the superlative adjective. 

· Drill the phrases, chorally and individually. Students might like to write their own general knowledge quiz, using questions such as, "Which is the tallest building in the world?". 

· As they read their questions, make sure they elide the final "t" (unless of course, the next word begins with a vowel).

Such exercises provide practice of both grammatical form and pronunciation, and the repetition helps students to begin using these features of connected speech in a natural manner.

Anything which you have recently been working on in class can be used as a basis for pronunciation work. For example, a useful way of practising the intruding sounds 
/ r /, / w / and / j / is when studying phrasal verbs. 

· Do/ w /up

· Play / j / up

· Go/ w /away

· Go/ w /out

· Drill the verbs chorally and individually before providing a more personalized practice activity in which students ask each other questions using the verbs you are focusing on.

Phrasal verbs can also be used to show how we tend to link final consonants and initial vowels across word boundaries.

· Get out ( getout )
· Put on ( puton )
· Come out ( cumout )
Conclusion
Students often find pronunciation work fun and stimulating, as well as valuable. However, they will need time and confidence in order to assimilate the features of connected speech and to make them their own. Research does suggest though, that by simply drawing students attention to these forms, you are givng them considerable help towards making sense of the language they hear.

This article published: 28th February, 2005
Further reading
Sound Foundations by Adrian Underhill
Pronunciation by Dalton and Seidlholfer
How to Teach Pronunciation by Gerald Kelly
Teaching English Pronunciation by Joanne Kenworthy

Integrating pronunciation into classroom activities
Barney Griffiths, Teacher trainer, Teacher, Materials writer, Spain
Pronunciation work has traditionally taken a secondary role in language teaching to work on grammar and more recently lexis. In my work as a teacher trainer I have been surprised at how often experienced teachers are reluctant to tackle pronunciation issues in class. I can think of at least two reasons why pronunciation tends to be neglected: firstly, the lack of clear guidelines and rules available in course books, and secondly the fact that isolated exercises once a month do not seem to have much of an effect. This is not surprising, however; like all other areas of language teaching, pronunciation needs constant attention for it to have a lasting affect on students, which means integrating it into daily classroom procedures. I find that addressing issues regularly during the language feedback or group correction stage of a lesson helps to focus learners' attention on its importance and lead to more positive experiences.

· Using student talk to teach pronunciation 

· Word stress 

· Vowel sounds 

· Diphthongs 

· Weak forms 

· Sentence stress 

· Conclusion

Using student talk to teach pronunciation
Pronunciation work can be kept simple and employ exercises which are both accessible and enjoyable for students, whatever their level. Whenever students do a freer speaking activity, the main aim is usually for them to develop their spoken fluency in the language. However, the activity also serves to work on students' accuracy through the feedback we give them on their use of language.

· When my students do such a group or pair work activity at any level I listen in and take notes which are divided into three areas of language: pronunciation, grammar and lexis. Within the latter, as well as unknown lexis I will also include areas such as register, function, set phrases…and within the former I will include notes on any area of pronunciation that leads to miscommunication. This includes diphthongs, vowel sounds (including weak forms), consonant sounds, word stress and sentence stress. All of these areas can be dealt with quickly and efficiently by having some simple exercises ready which require nothing more than the board and a basic knowledge of the phonemic chart. 

· If learners are introduced to the phonemic chart one phoneme at a time, it can be introduced from beginner level and students are quick to appreciate its value. A rule for when 'ea' is pronounced /e/ (head) and when it is pronounced /i:/ (bead) will not necessarily aid production, whereas the activities I propose here will. Once your students get used to the exercises, pronunciation work becomes even more efficient and dare I say it, effective. 

Word stress
Here is a simple exercise I repeat regularly for work on word stress and individual sounds.

· I hear a pre-intermediate learner say: 'I suppose (pronounced with stress on first syllable) I will see her tonight'. The listener doesn't understand because of the mispronunciation and asks the other student to repeat until finally they write it down and we see what the word was.

· After the activity, on the board I put a column with two bubbles to represent word stress, the first small, the second much larger. I write 'suppose' under the bubbles and drill it before asking students to think of other two syllable words with second-syllable stress. 

· I get 'outside', 'today', 'below' and 'behind', which I accept as correct before asking for verbs only. I then get 'accept', 'believe', 'forget'….and these go in the same column. 

· If a student asks for rules during this exercise, in this case 'Do all 2-syllable verbs have this stress pattern?', for example, I either ask them to think of examples that contradict their rule to give myself time to consider it or I tell them we will look at rules for this the following lesson. As a general rule I find that this procedure encourages learner autonomy by having learners form their own hypotheses which are then confirmed or disproved by the teacher in the following lesson. 

Vowel sounds
I hear a pre-intermediate learner say: 'Not now because he is did (dead)'. 

· After the activity, on the board I draw a column with the heading /e/. 
In this column I write the word 'dead' and have students repeat it. I then ask for examples of words which rhyme with this, which students find easy ('red', 'bed', etc.). 

· I do not write these, however. I then ask for words which rhyme and have the same vowel spelling, i.e. 'ea'. I put students in pairs or groups to think of words, giving myself some thinking time, too. In this case, depending on the level I will get 'head', 'bread', 'read', 'lead',… and we end up with an extendable list of words with the same spelling and sound.

· It is the cognitive work of trying to think of similar words, writing them down and their organisation into columns that helps learners retain sounds and spellings, rather than their simply revising the lists. This is why all students should be encouraged to copy the list into their notebooks.

· If the classroom allows it, it's also a great idea to have students pin posters with sound columns up on the wall and add to them whenever a new item comes up for that sound, particularly if it is a strange or different spelling. 

· The idea is to get a basic poster with a phoneme at the top and various columns with different spellings. 

	
	/e/
	

	'e' 
	'ea'
	'ai' 

	bed
	dead
	said

	pen
	head
	


Diphthongs
I hear an intermediate learner say: 'I didn't find (pronounced / f i: n d /) it anywhere'. 

· I make a column with /ai/, drill 'find' and my students give me 'fight', 'bike', 'buy', 'eye', 'my', etc. for the sound.

· I accept these without writing them and then encourage students to think of other words spelt like 'find'. I get 'mind' and 'kind'. 

· There may be only one or two for any given pattern. If I have thought of any other words myself I add them to the column, ensuring that they are not obscure words or too high for this particular level (in this case I might choose to introduce 'bind' and 'grind', but probably not 'rind' or 'hind').

Weak forms
I hear an elementary learner say: 'I will buy vegetables (pronouncing 'table' at the end)'. I note that this is also an opportunity to work on word stress.

· I make a column with a schwa, and drill 'vegetable', marking the word stress.

· With an elementary class there is a case for simply teaching this point rather than eliciting known words, so I point out the number of syllables and the stress on the beginning of the word, explaining that this makes the final syllable weak and not pronounced as the word 'table'.

· I add to the list 'comfortable' and 'presentable' as further examples, but avoid adding more so as not to overwhelm students at this level. 

· For the second example I point out that the stress is on the second syllable. I can think of objections teachers have made to my suggesting this, such as students' confusion at the lack of a steadfast rule or the non-uniformity of the examples, for example, but to cater to this merely serves to reinforce students' belief that a language always obeys a strict set of rules. In my experience this approach is not a useful one. The only way to learn these fundamental pronunciation points is to notice them, note them down and practise them regularly.

Sentence stress
I use fluency drills to work on sentence stress. I hear an intermediate learner say: 'He told me I couldn't have a holiday' (bold words are stressed). This causes confusion due to the stress being placed on the wrong words in the sentence, i.e. the pronouns, or grammar words, as opposed to the content words.

· The activity is simply a choral drill, but of the whole sentence and maintaining an English rhythm. 'He told me I couldn't have a holiday'.

· The trick here is not to over-exaggerate on the stressed words, but keep the stress and rhythm natural. Think in terms of modelling a rhythm, rather than a stress pattern. Using gesture like the conductor of an orchestra or tapping on the board to show the rhythm is especially helpful for students who cannot hear it easily. 

Admittedly, this latter exercise on sentence stress does seem to take longer to have an effect, but if highlighted early on and practised relatively often, students do seem to internalise how English stress differs from their own language and helps overcome what in later stages of learning becomes a fossilised way of speaking. Sentence stress causes more communication problems for a fluent speaker than any number of grammatical errors.

Conclusion
One of the beauties of using student speech for pronunciation work is that it directly addresses students problems. I have attempted to provide a couple of very simple exercises here to help teachers integrate pronunciation into their classes on a regular basis. Regular work in this area helps learners to develop their own hypotheses and gut-feeling for English pronunciation, something experts and researchers have long emphasised as an essential skill of a good language learner.

Related
Think - Article - English sentences stress
Classroom activities - Pronunciation
Try - tips - Pronunciation
Download - Phonemes
Error Correction 1
Rolf Donald, teacher and teacher trainer, Eastbourne School of English
When it comes to error correction we are dealing with one individual's reaction to a student's piece of writing or utterance. This inevitably means that there will be some disagreement among teachers about what, when, and how to correct. Therefore the aim of this article is not to be prescriptive, but to highlight some key areas. It is in 2 parts. In the first part we look at

· Attitudes to error correction 

· Categorising errors 

· A model for correcting writing 

· The role of planning 

· Practical techniques / ideas for correcting writing

Attitudes to Error Correction
Attitudes to error correction vary not only among teachers but also among students. A teacher may be influenced by:

· The fact that English is their second language and great emphasis was placed on correctness at their teacher training college. 

· The fact that as a native speaker they have never had to worry about their English. 

· A particular methodology / approach. In the 1960s a teacher using Audiolingualism would have adopted a behaviourist approach to error. More recently a teacher following the Natural Approach (influenced by second language acquisition theory) would have adopted a wholly different approach. Other methodologies / approaches, such as Suggestopaedia and Total Physical Response, highlight the psychological effects of error correction on students. 

As for students, we not only have to consider their age but also their approach to learning. Some students are risk-takers, while others will only say something if they are sure it is correct. While being a risk-taker is generally positive as it leads to greater fluency, some students only seem to be concerned with fluency at the expense of accuracy. The same can be true when it comes to writing. Some students take an eternity to produce a piece of writing as they are constantly rubbing out what they have written while at the opposite extreme the writing is done as fast as possible without any planning or editing.

Categorising errors
We can categorise an error by the reason for its production or by its linguistic type.

· What's the reason for the error? 

· It is the result of a random guess (pre-systematic). 

· It was produced while testing out hypotheses (systematic). 

· It is a slip of the tongue, a lapse, a mistake (caused by carelessness, fatigue etc.) (post-systematic).

To be sure about the type of error produced by a student we need to know where the student's interlanguage is (the language used by a student in the process of learning a second language). 

· What type is it?
We can classify errors simply as productive (spoken or written) or receptive (faulty understanding). Alternatively we can use the following: 

· A lexical error - vocabulary 

· A phonological error - pronunciation 

· A syntactic error- grammar 

· An interpretive error - misunderstanding of a speaker's intention or meaning 

· A pragmatic error - failure to apply the rules of conversation 


A model for Correcting Writing
When writing we do not have the chance to rephrase or clarify what we are saying. Our message must be clear the first time. Written errors are also less tolerated than spoken errors outside the classroom.
Look at this model for correcting written work and evaluate it for your teaching situation. 

· 1. Comprehensibility 

· Can you understand the output? 

· Are there areas of incoherence? 

· Do these affect the overall message? 

· Does communication break down?

· 2. Task 

· Has the student addressed the task? 

· 3. Syntax and Lexis 

· Are they appropriate to the task? 

· Are they accurate?


The role of planning
Giving students time to plan not only results in a wider range of language being used, it also helps students to avoid some of the following:

· Inappropriate layout 

· No paragraphs 

· Lack of cohesion 

· Inappropriate style 

Whichever style of plan (linear notes or a mind map) these questions will help students to plan their writing:

· What am I going to write? (An informal letter etc.)

· What layout do I need?

· What information am I going to include? 

· How many paragraphs do I need?

· What grammar / vocabulary am I going to use?

· What linking words ( because, and etc.) am I going to use? 


Practical techniques / ideas for correcting writing
· Training students to edit
Even though they have invested time in doing a writing task, students often don't spend a few more minutes checking their writing. The following activities not only help to develop students' editing skills in a fun way, but also enable the teacher to focus on key errors without individual students losing face. 

· Grammar auctions: (From Grammar Games by M.Rinvolucri CUP) Students receive a number of sentences taken from their written work. Some are correct, some wrong. Students in groups have to try to buy the correct ones in the auction. They have a limited amount of money. The team with the most correct sentences wins.

· Mistakes mazes: (From Correction by Bartram and Walton Thomson Heinle). Students have a list of sentences. Their route through a maze depends on whether the sentences are right or wrong. They follow white arrows for correct sentences and black ones for incorrect ones. If they have identified all the sentences correctly they escape, if not they have to retrace their steps and find out where they went wrong.

· Correction techniques
It can be difficult to decide on what and how much to correct in a student's piece of writing. Students can develop a negative attitude towards writing because their teacher corrects all their errors or if the teacher only corrects a few, they might feel that the teacher hasn't spent sufficient time looking at their work. Evaluate the following techniques and decide which would be appropriate for your teaching situation.Underline inappropriate language in a piece of writing using a specific colour. 

· Using a different colour from above, underline examples of appropriate language.

· Correct errors by writing the correct forms in their place.

· Use codes in the margin to identify the type of error(s), for example, VOC = a lexical error. Students have to identify the error(s) and if possible make a correction.

· Alternatively put crosses in the margin for the number of errors in each line. Students then try to identify the errors and make corrections.

· Put students into pairs / groups. They correct each other's work using one or more of the techniques above.

· From time to time give students an individual breakdown of recurring problems in their written work.

Error Correction 2
Rolf Donald, teacher and teacher trainer, Eastbourne School of English
As mentioned in Error Correction 1, students can differ greatly in their attitude to producing spoken English. Some are only interested in developing their fluency at the expense of accuracy while others are so focused on accuracy that they have no fluency. While these are clearly extremes, it is not unusual to find students like this in a typical class. In Error Correction 2  we look at...

· A basic approach to improving fluency and accuracy 

· Dictogloss - A way of raising students' awareness of their inter-language 

· Criteria for dealing with spoken errors 

· Practical techniques for correcting spoken errors 

· Further reading

A basic approach to improving fluency and accuracy
In contrast to writing, students have very little processing time when it comes to speaking, so it is hardly surprising that the following may occur.

· Students don't experiment with new language presented by the teacher. 

· At lower levels students' output is mostly lexical. 

· The more accuracy-focused students test the patience of the listener in the time they take to say something. 

· The speech of some very fluent students is littered with errors and therefore may have a negative effect on the listener. 

Just as with writing we can help students to improve their accuracy and fluency. Teachers can help students improve their fluency by giving guided preparation time for a task. Students receive specific guidance in choosing appropriate language as well as rehearsal time. Task-based learning research shows that this leads to a greater range of language being used.

When it comes to accuracy, research into second language acquisition says that the first stage of improving accuracy is awareness-raising. Namely, raising students' awareness of gaps in their inter-language. You can do this by using a recording of teachers / higher level students performing the same task that your students have done. Use awareness-raising exercises to focus on specific linguistic areas in the recording. 


Dictogloss - A way of raising students' awareness of their inter-language

Dictogloss (see 'Grammar Dictation' by R.Wajnryb OUP) is a very effective technique for doing this. After an introduction to the subject and some pre-teaching of essential lexis, students are read a text twice. The first time they listen to get the gist of the text. The second time they have to note down the key words. Then, in groups they work together to produce a version of the text. The emphasis is on successfully communicating the main points using their English. If they can reproduce the original text, that is great, but it is not essential. The teacher and groups then correct their texts and compare them with the original. The aim is to make students aware of the gaps in their inter-language. 


Criteria for dealing with Spoken Errors
In 'Correction' by M.Bartram and R.Walton present these questions as a guide to deciding whether to let an error go or not. Which do you consider to be the most important? 

1. Does the mistake affect communication?
2. Are we concentrating on accuracy at the moment?
3. Is it really wrong? Or is it my imagination?
4. Why did the student make the mistake?
5. Is it the first time the student has spoken for a long time?
6. Could the student react badly to my correction?
7. Have they met this language point in the current lesson?
8. Is it something the students have already met?
9. Is this a mistake that several students are making?
10. Would the mistake irritate someone?
11. What time is it?
12. What day is it?
13. What's the weather like?

Practical techniques / ideas for correcting spoken English 

· On-the-spot correction techniques.
These are used for dealing with errors as they occur.

· Using fingers
For example, to highlight an incorrect form or to indicate a word order mistake.

· Gestures
For example, using hand gestures to indicate the use of the wrong tense.

· Mouthing
This is useful with pronunciation errors. The teacher mouths the correct pronunciation without making a sound. For example, when an individual sound is mispronounced or when the word stress is wrong. Of course it can also be used to correct other spoken errors. 

· Reformulation
For example: 
Student: I went in Scotland
Teacher: Oh really, you went to Scotland, did you?

· Delayed Correction techniques - For example, after a communication activity.

· Noting down errors
Either on an individual basis i.e. focusing on each student's mistakes or for the class as a whole. 'Hot cards', as Bartram and Walton call individual notes, can be used to focus on recurring mistakes. The student then has a written suggestion of what to work on.

· Recording
In addition to recording students (individually, in pairs etc.) during a speaking task to make them aware of errors that affect communication we can use a technique from Community Language Learning. Students sit in a circle with a tape recorder in the centre. In monolingual classes they check with the teacher, who is bilingual, about how to say something in English, then rehearse it and record it. At the end of the lesson they listen back to the tape and can focus on specific utterances etc. With higher level multilingual classes students take part in a discussion which they have prepared for in advance. When they have something to say they record themselves and then pause the tape. Just as with monolingual classes they can use the teacher as a linguistic resource. At the end of the discussion students analyse their performance with the teacher. The focus is on improving the quality of what they say and expanding their inter-language. Although this form of discussion may seem a bit artificial it has two main advantages: 

· Students pay more attention to what they say as they are taking part in a kind of performance (it is being recorded)

· Students not only become more aware of gaps in their spoken English but also can see how their spoken English is improving.

Further reading
'Correction' by M.Bartram &R.Walton Thomson Heinle (2002)

Quiz on pronunciation teaching

Here is a limerick that you want to use in your classes with general education students. Do this: 

1. Mark stress and blending. 

2. Identify sounds that give rhyme to this limerick and transcribe them phonologically. 

3. Mention at least two activities that you would do with this text to provide pronunciation practice to your students and expalin fully the procedures that you would follow.  

UNIT 8: The teaching and learning of speaking in English in the context of primary, junior and senior secondary levels in Cuba
Author: Dr. C. Alfredo A. Camacho Delgado 

In this chapter you are provided with a communicative view of the teaching learning process of speaking, and a brief repertoire of teaching techniques for you to make this process more effective, in the contexts of primary, junior and senior secondary levels in Cuba.

You are expected to attain the following goals, as a result of reading and reflecting, participating in lectures, seminars and workshops,sharing with your classmates and teacher educators, and gaining experience during the practicum. 

Learning goals:

1. Understand basic concepts such as speaking,speaking enabling/microskillsand oral communication strategies; accuracy,intelligibility,fluency, appropriateness and coherence; functions and notions, and information gap.  

2. Classify exercises into accuracy and fluency practice.

3. Classifyaccuracy and fluency exercises into type of technique. 

4. Select accuracy and fluency exercises for primary, junior and senior secondary levels 
5. Gradeaccuracy and fluency exercises.

6. Explain how to conduct accuracy and oral fluency practice in the classroom.

Once you have dealt with this topic, you may want to fill out this self-evaluation sheet,which is given in the form of can-do statements, with a scale from 1 to ten, where 1 represents your lowest command of the goals, and 10 your highest.  
Self/evaluation sheet
	Goals
	1
	2
	3
	4
	5
	6
	7
	8
	9
	10

	I can understand basic concepts about the teaching and learning of speaking
	
	
	
	
	
	
	
	
	
	

	I can classify exercises into accuracy and fluency practice.
	
	
	
	
	
	
	
	
	
	

	I can classify accuracy and fluency exercises into type of technique. 
	
	
	
	
	
	
	
	
	
	

	I can select accuracy and fluency exercises for, junior and senior secondary levels.


	
	
	
	
	
	
	
	
	
	

	I can grade accuracy and fluency exercises.
	
	
	
	
	
	
	
	
	
	

	I can explain how to conduct accuracy and oral fluency practice in the classroom.
	
	
	
	
	
	
	
	
	
	

	I can conduct accuracy and oral fluency practice in the classroom.
	
	
	
	
	
	
	
	
	
	


1. What to teach and towards what goals,in the context of primary, junior and senior secondary levels in Cuba

Task 1

Before you go on, read this problem situation and discuss it with your teacher educator and peers. 
Puzzling question
In a survey passed to 30 seventh-grade students by a fifth-year student teacher, 18 (60 %) students stated  that they thought they were doing well in speaking English, whereas 12 (40 %) of them answered that their performance in English ranged from fair to poor.  Only 50 % of the students stated that they preferred speaking, despite the fact that this subject component is most prioritized in the classroom. This may indicate that the students are not comfortable with speaking in English due to lack of success in this activity, as was stated by  40 % of these students who think that speaking is the most difficult language learning aspect for them. 

· Why are some students unsuccessful in learning to speak English at a basic user level?  
Let’s set out to discover possible solutions to this problem situation.
Communication is an active process of interaction which entails mutual influence of participants in sharing information, emotions and behaviors in a communicative situation, which occurs in the context of an activity.
Oral communication is a particular way of communicating information, emotions and behaviors among people without resorting to the written word. 

Communication requires a sender, a message, and a recipient, although the receiver need not be present or aware of the sender's intent to communicate at the time of communication, thus it can occur across vast distances in time and space. 

Oral communication is a two-way process between a speaker and a listener (or listeners) and involves the productive skill of speaking and the receptive skill of listening. It is important to remember that both speaker and listener have a positive function to perform. In simple terms, the speaker interacts with a listener and they both exchange their roles in the conversation; in other words, the speaker may become a listener and the other way around.
It should be kept in mind that the listener's interpretation will not necessarily correspond to the speaker’s intended meaning. That is why oral communication entails a process of negotiation of meaning between the participants in such act.
In the process of oral communication,the listener is helped by prosodic features, such as stress and intonation, which are part of the meaning of the spoken utterance, as well as by facial and bodily movements such as gestures. 

Oral communication skills are the conscious mastery of the actions thatcorrespond to partial goals of the communicative process between two or more people. 
Oral communication skills coverthe different dimensions of language in use. These dimensions are: 
1. The linguistic: The students need to develop skills to interpret (understand) the linguistic forms and to use them accurately. In other words, students need to understand and use the pronunciation features of the foreign language, its grammar and a core of meaningful vocabulary, depending on the level of ability they are at (elementary, intermediate or advanced).
2. The sociolinguistic: The students need to develop skills to interpret (understand) utterances according to rules of use, the communicative situation, and the participants in the communicative act. They also need to be able toproduce language that is appropriate to a variety of contexts. 
3. The sociocultural: The students should develop skills toprocess (understand)the cultural meaning underlying linguistic forms, and in general to understand the culture of the people whose language is being studied. (De la Paz Gálvez E., 2012: 19)  

4. The discourse: The students need to develop skills to interpret the different layers of meanings of different types of texts and to produce particular text genrescoherently.

5. The strategic: The students need skills to interpret (understand)verbal and non–verbal communication strategies and to use those strategiesin order to compensate for breakdowns in communication.

Communicative language teaching acknowledges the importance of teaching all of these dimensions of language, as opposed to traditional approaches where the emphasis was heavily on the teaching of structures (the linguistic dimension of language in use).

Let´s see how all of these dimensions are covered in a well-known specification of listening and speaking enabling/ micro skills proposed by H. DouglasBrown.
Task 2
In pairs, go through the specification of listening and speaking micro-skills (or enabling skills), put a number next to each of them, and group them under the dimensions of language in use:

	Dimensions of language in use
	Microskills of listening
	Microskills of speaking

	The linguistic
	
	

	The sociolinguistic
	
	

	The sociocultural
	
	

	The discourse
	
	

	The strategic
	
	


Specification of the listening and speaking microskills (or enabling skills)
	Listening microskills 
	Speaking microskills 

	Retain chunks of language of different lengths in short-term memory.
	Produce chunks of language of different lengths.

	Discriminate among the distinctive sounds of English.
	Orally produce differences among the English phonemes and allophonic variants.

	Recognize English stress patterns, words in stressed and unstressed positions, rhythmic structure, intonational contours, and their role in signaling information.
	Produce English stress patterns, words in stressed and unstressed positions, rhythmic structure, and intonational contours.

	Recognize reduced forms of words.
	Produce reduced forms of words and phrases.

	Distinguish word boundaries, recognize a core of words, and interpret word order patterns and their significance.
	Use an adequate number of lexical units (words) in order to accomplish pragmatic purposes.

	Process speech at different rates of delivery.
	Produce fluent speech at different rates of delivery.

	Process speech containing pauses, errors, corrections, and other performance variables.
	Monitor your own oral production and use various strategic devices, pauses, fillers, self-corrections, backtracking- to enhance the clarity of the message.

	Recognize grammatical word classes (nouns, verbs, etc.), systems (e.g., tense, agreement, pluralization), patterns, rules, and elliptical forms.
	Use grammatical word classes (nouns, verbs, etc.), systems (e.g., tense, agreement, pluralization), word order, patterns, rules, and elliptical forms.

	Detect sentence constituents and distinguish between major and minor constituents.
	Produce speech in natural constituents -in appropriate phrases, pause groups, breath groups, and sentence constituents.

	Recognize that a particular meaning may be expressed in different grammatical forms.
	Express a particular meaning in different grammatical forms.

	Recognize cohesive devices in spoken discourse.
	Use cohesive devices in spoken discourse.

	Recognize the communicative functions of utterances, according to situations, participants, goals.
	Appropriately accomplish communicative functions according to situations, participants, and goals.

	Infer situations, participants, goals, using real world knowledge.
	Use appropriate registers, implicature, pragmatic conventions, and other sociolinguistic features in face-to-face conversations.

	From events, ideas, etc., described, predict outcomes, infer links and connections between events, deduce causes and effects, and detect such relations as main idea, supporting idea, new information, given information, generalization, and exemplification.
	Convey links and connections between events and communicate such relations as main idea, supporting idea, new information, given information generalization, and exemplification.

	Use facial, kinesics, "body language," and other nonverbal clues to decipher meanings. 

Distinguish between literal and implied meanings.
	Use facial features, kinesics, "body language," and other nonverbal cues along with verbal language in order to convey meanings.

	Develop and use a battery of listening strategies, such as detecting key words, guess the meaning of words from context, appeal for help, and signaling comprehension or lack thereof.
	Develop and use a battery of speaking strategies, such as emphasizing key words, rephrasing, providing a context for interpreting the meaning of words, appealing for help, and accurately assessing how well your interlocutor is understanding you.


(H. Douglas Brown (1994), Teaching by Principles, An Interactive Approach to Language Pedagogy. Prentice Hall Regents. New Jersey. San Francisco StateUniversity.)

Summing up
The teaching and learning of speaking includes knowledge and  skills in:
· Pronunciation, grammar and vocabulary. 
· Expressing meanings (concepts/ notions) through grammar and vocabulary (semantic meaning).
· Connecting ideas beyond the sentence level.
· Using language in order to accomplish communicative purposes (pragmatic meaning).
· Behaving appropriately, both verbally and non-verbally.
· Taking turns and cooperating when interacting with someone else.
· Monitoring your own production.  
· Using communication strategies in order to avoid communication breakdowns.  

· Processing (understanding) in real time, what other people are telling us (listening).  

However, we teachers of a foreign language are not only concerned with helping our students develop skills and strategies, because that would only cover instruction; we are also concerned with encouraging our students to strengthen their moral and patriotic values; in other words, we should care about their education.

We certainly can make a contribution to the education of our students in many ways, such as:

· Making sure our students respect the school and community norms of behavior;

· Choosing topics that are value-rich, for the students to listen to, talk, read and write about; 

· Prioritizing language areas that are sensitive to sociolinguistic factors and thus encouraging the students to be polite. For example, requesting, inviting, approaching someone politely, thanking, greeting and saying goodbye, giving an opinion, and in general using softeners like, please, maybe, perhaps, though, and indirect language like Would you mind …?,  in order to give the other person a choice rather than imposing something on them; 

· Encouraging our studentsto behave properly non-verbally; for example, using gestures that are appropriate in our culture and elsewhere;

· Avoiding sexist and violent language, and speaking in a loud voice;
·  Helping our students widen their spectrum of interests so that they may eventually become cultured people;

· Encouraging them to show commitment with their family, other people, their community and the environment;

· Using the arts, history, and culture in general, as a medium to learn the foreign language;

· Encouraging the students to lead a healthy life;

· Making them feel proud of our country, our culture and our people, by talking, reading and writing about them and expressing such feelings in English;

· Helping them to take responsibilityfor their own learning and that of their peers. 

We may send those messages by word of mouth and by being role models for our students. We may also have at our disposal oral and written texts, material aids such as pictures, videos and software, and a group of students who can exert a positive influence on the collective, if we guide them effectively.   

All the ideal behaviors that are listed above are connected to the essential values that we share in our socialist society; namely, responsibility, solidarity, honesty, integrity, hard work, social justice and patriotism.

Going back to the puzzling question as to why some of our students areunsuccessful in learning to speak English, at least at a basic user level, Scott Thornbury reminds us that:  

“…one frustration commonly voiced by learners is that they have spent years studying English, but still can´t speak it. One of the main difficulties, of course, is that speaking usually takes place spontaneously and in real time, which means that planning and production overlap. If too much attention is paid to planning, production suffers, and the effect is a loss of fluency. On the other hand, if the speaker´s attention is directed solely to production, it is likely that accuracy will suffer, which could prejudice intelligibility. In order to free up attention, therefore, the speaker needs to have achieved a degree of automaticity in both planning and production.” (Scott Thornbury, 2006, An A-Z of ELT, Macmillan Books for Teachers, p. 208)

Let´s analyze in detail two of the concepts that came up in the previous quote: accuracy andfluency. 

Fluency

“Fluency is the feature which gives speech the qualities of being natural and normal, including native-like use of pausing, rhythm, intonation, stress, rate of speaking, and use of interjections and interruptions. Conversely, disfluent is considered the result when a disorder causes a breakdown in normal speech; it is therefore, the opposite of fluency.” (Longman Dictionary of Applied Linguistics, 1985, p.107).

We can notice that a student is not fluent in speaking when:

· He/she has to make a great effort to pronounce, 

· He/she makes long pauses, which denotes that the student is groping for words or is having a hard time producing sentences and linking them, due to a grammatical deficit,

· He/she does not react quickly when the other person speaks,

· He/she is unable to take the lead (or the initiative) when participating in a conversation.
Fluency describes a level of proficiency in communication which includes:

a) The ability/skill to produce spoken and/or written language with ease;
b) The ability/skill to speak with a good but not necessarily perfect command of intonation, vocabulary, and grammar;

c) The ability/skill to communicate ideas effectively;

d) The ability to produce continuous speech without causing comprehension difficulties or breakdown of communication. (Longman Dictionary of Applied Linguistics, 1985)

When someone is fluent in a foreign language, this means that he/she is able to use the language freely in order to communicate ideas effectively and appropriately.  

According to Byrne D. (1989, p.8) “[Fluency] can be defined as the ability to express oneself intelligibly, reasonably accurately and without too much hesitation.”

A student may be fluent in speaking English, or any other foreign language,even when he/she is not 100 % accurate.

Task 3

Discuss these questions around the class,with your peers and teacher educator. Your teacher educator may want to write notes of your main contributions on the chalkboard:
· Are you accurate in English?

· How accurate are you?

· Are you fluent? How much does your degree of accuracy affect your fluency?

· What is accuracy?
· Do you sound intelligible when you speak, even if some slips may come up here and there in your speech? How do you know?

· Are you able to use language that is appropriate to the context in which you are communicating? Is this crucial? 

· What may happen if you sound inappropriate, for example, when you are talking to a native speaker of English who is visiting your university?

· Which is more important, accuracy or appropriateness? How do you know?
Task 4

In pairs, study the definitions that you are given next and compare them with the notes of your main contributions that were written on the chalkboard.  How close were your ideas to the definitions of accuracy, appropriateness, andintelligibility? 
Accuracy

“Accuracy is the extent to which a learner´s use of a second language conforms to the rules of the language. This is usually measured in terms of grammatical accuracy.... It is also possible to talk about accuracy of vocabulary use…,and of pronunciation as well…”(Scott Thornbury, 2006, An A-Z of ELT, Macmillan Books for Teachers, p. 2)

Appropriateness

 “If you use language appropriately, you use it in a way that is suitable for the context, including the cultural context, and in a way which meets the expectations of the people you are communicating with….” 

If you want your students to use language appropriately, you need to teach them these aspects:

· When it is appropriate to speak and when not,

· What to talk about with whom, when and where (topics),

· In what mannerthey should talk depending on the context (using what sort of language, and in general behaving appropriately, verbally and non-verbally).

(Thornbury S., op. cit., 14)

Intelligibility
“If you are intelligible, other people can understand what you are saying. In the teaching of pronunciation, it is generally accepted that intelligibility should be the standard to aim for. 

“One of the factors that affect intelligibility is the speaker´s accent. The accent is formed by the way the speaker pronounces the individual sounds (or phonemes), and the way these are combined in order to produce connected speech. Generally speaking, the suprasegmental features of a speaker´s accent – i.e., their rhythm, stress, and intonation, have a greater impact on intelligibility than the segmental features, such as the pronunciation of the individual sounds. Thus, a speaker can mispronounce individual vowel and consonant sounds, but still be largely intelligible so long as the stress is correctly placed on the appropriate syllables and words. 

“Successful communicators can make themselves intelligible despite having a strong accent. They can do this by using communication strategies, for example, including knowing how to recognize and repair communication failure.”(Thornbury S., op cit., p. 107)

Remember this:
When we teach English or French as a foreign language to general education students, in the Cuban context, and probably elsewhere in the world, we do so under some of the following conditions, and many others:

· A limited number of class hours,

· Fairly large classes,

· Shortage of materials and teaching aids,

· Few opportunities for students to practice the language out of class, etc.

These conditions certainly bring about implications for setting reasonable learning goals, which often times imply a trade off. For example:

· If we spend most of our class time practicing grammar, vocabulary and pronunciation, expecting that our students should sound very accurate, we may run the risk of being unsuccessful. Perhaps we will find that some students may sound very accurate, but the vast majority of them probably will not, because time is not enough and large classes (beyond 25 students) do not lend themselves for the teacher to provide systematic feedback and correction to the students.A reasonable goal, then, is to aim at attaining intelligibility in what the students can say in English or French (we want them to sound intelligible in the foreign language).  
· If we spend most of our class time practicing grammar, vocabulary and pronunciation, expecting that our students should sound very accurate, we may be surprised to find out that eventually they may not be either accurate or fluent in the foreign language. Thus, we need to strike a balance between the emphasis that we put on accuracy practice and fluency practice. 

· If we only pay attention to attaining accuracy and fluency in our students, we are certainly missing a very important dimension of language in use: we definitively want them to sound appropriate in L2; if they don’tsound appropriate, they may be misunderstood when talking to native speakers of the foreign language, and they may even offend the L2 native speakers unintentionally. 
Scott Thornbury warns us that:

 “There is often a trade-off between accuracy and fluency: if you focus on one, the other suffers, and vice versa. What´s more, accuracy can vary according to task factors, such as the amount of time the speaker has for planning while speaking. The more time you give learners, the more accurate they are likely to be. At issue, too, are the standards by which accuracy is measured. For learners of English as an international language, in particular, native-speaker standards of English may no longer be applicable (op cit., page 2).” 

Task 5

Read these excerpts and discuss about them in pairs. Do you agree with the ideas expressed in them? Explain.

Excerpt 1
Fluency 

“It is the ability to link units of speech together with facility and without strain orinappropriate slowness or undue hesitation….
“Non-fluency in an English language learner is discernible in frequent pauses, repetitions, and self-corrections …”

(Tricia Hedge (1993), Key concepts in ELT. In ELT Journal Volume 47/3 July 1993.Oxford University Press.)
Excerpt 2

Fluency versus accuracy

When giving tasks to learners we need to make it clear if we are focusing on accuracy or fluency. It is important to learn to use language correctly as too many mistakes will impede understanding. However, we also need to get our message across with reasonable speed and choice of appropriate content that suits our message. When this fluency is missing, you have a very correct, labored and robot-like delivery. All this does not mean giving them a lecture on language learning. Simply indicate with a comment:  ‘I will not correct you during these dialogues because I want you to try to speak as naturally as possible’, or ‘Be careful to use the words “do” or “does” when asking your questions.’ 

(Clare Lavery (2001), Language Assistant.  The British Council, p. 28)  

Excerpt3

What do speaking skills involve?

Speaking a language involves using the components correctly – making the right sounds, choosing the right words and getting constructions grammatically correct. Pronunciation, grammar and vocabulary tasks will focus on the need for practice in language accuracy. At the same time, we also need to get a clear message across and this involves choosing appropriate content or ideas to suit a situation, e.g. deciding what is polite or what might appear rude, how to interrupt or how to participate in a conversation. All this involves practice in language fluency. Both types of practice are equally important, although some traditional approaches can concentrate rather too much on accuracy tasks which result in students speaking like a grammar book. 

(Clare Lavery (2001), Language Assistant.  The British Council, p.36)  

Reflect

Now that we can understand the above concepts, we are in a better position to reflect on the prevailing practices at school, and thus ask ourselves:

· Are we teachers devoting too much class time to accuracy practice (practice of pronunciation, vocabulary and grammar) at the expense of fluency practice (practice devoted to develop oral communication skills)? 

· Are we devoting too much time to fluency practice and are not providing accuracy practice so that students may develop an awareness of the system ofthe language and some control of it,for them to be able to “create” when trying to communicate orally? 

· Or is it that students often don’t understand what we, the teachers,are trying to teach them?

· Or does it have to do with the students not receiving enough support (scaffolding) during the learning process, in class or out of it? 
· Is it a matter of lack of motivation?

2. How to teach speaking in the context of the Cuban primary, junior and senior secondary levels
The presentation - controlled practice – free practice model (PPP)
The teaching and learning of speaking is a process that must be carried out in stages that facilitate meaningful learning, at least in a context like general education in Cuba, where English is taught as a foreign language, with a limited number of hours allotted in the school curriculum.

The presentation stage

In this stage, the teacher’s task is to present new language in context and to make sure students understand what has been presented. During this stage students are expected to listen to or read (or both at the same time) meaningful language input and to reflect on the grammar, the vocabulary, the pronunciation or on other aspects such how people take turns in a conversation or how they behave verbally or non-verbally to be appropriate in different contexts. 

This stage, thus, focuses on the acquisition of knowledge, and understanding is the key skill that we want the students to develop. 
A. Presenting grammar

Grammar is a systematic description of the rules that govern how words are combined and sequenced in order to form sentences in a given language. It deals with morphology and syntax (form).  

Morphology is the way words are inflected for grammatical purposes, such as the verb-endings –s in she works, and –ed in I worked. 

Syntax describes the rules that govern the way the elements of a sentence (including phrases and clauses) are assembled and sequenced. 

Grammar is also concerned with the meanings\concepts that are expressed through the structures, and with their use in context, in order to attain a communicative purpose. 

When planning to present a new language item the teacher needs to be sure of the following points:

• How the language item is made - what the grammatical structure of the form is, how it is pronounced and written, how negatives and questions are formed if appropriate (form).
• Concept - what the form actually means (meaning).
• Context - when the form is actually used (use).
(Thornbury Scott and Peter Watkins (2007), The Cambridge Certificate in English Teaching to Adults, CELTA. Trainer Manual. University of Cambridge ESOL Examinations)

Most presentation techniques involve exposing the students to the language through oral and written texts and dialogues. Often times this input is available in the school ELT materials, but there are times when this is not true and the teacher has to do this selection on his/her own. For example, we may use:
· Sample\marker sentences
· Dialogues (supported by video tape or audio tape)

· Text passages (supported by video tape or audio tape)

· A song

· A jazz chant

· A nursery rhyme

· A short fable

· A little story 

· A proverb

· A saying

· Pictures, realia or mime 
· Total Physical Response (TPR)

· Teacher-student interaction
Grammar may be taught either deductively or inductively, depending on who the learners are, their needs and preferences, their level of ability, or how complex the structure might be for them. When you formulate a rule and then give examples, your procedure is deductive; when you start with examples and encourage the students to discover the rule, you are doing it inductively.

There are at least four key aspects a teacher should not forget when presenting a grammar point:

· Start from what the students already know, which is the basis for the new structure is. For example, if you are presenting the past tense, you most surely will want to start interacting with the students using the simple present.
· Present the grammar in context.
· Check that the students have understood the grammar point, using concept questions, or any other type of comprehension exercise.
· Use grammar charts, time lines or clines to show how the syntax of the structure works and the meaning that the grammar conveys.
Task 6

a. Is this statement true or false? Explain. 
Deductive reasoning applies a general rule to particular instances while inductive reasoning involves inference from the particular to the general.

b. Order these actions to form a logical inductive learning procedure to present a grammar point:

· The teacher establishes a context or situation.
· Then he or she may ask students to formulate a rule.

· Or he or she might put two contrasting items on the board and elicit the difference in meaning between them.
· Then he or she elicits appropriate language, asking concept questions to check understanding of form, meaning, and use.
c. Discuss this question with your peers. 
Which way do you prefer to learn, inductively or deductively? Why?
Task 7
In pairs give a logical order to this sequence of teacher actions when presenting a grammar point:

a. Activate previous knowledge of related grammar point(s).

b. Expose students to samples of language using texts, dialogues, and sample sentences, or through elicitation\teacher student-interaction. 
c. Establish a context: who, where, when and why?

d. Check understanding of form, meaning, and use by asking concept questions

e. Use charts, timelines or other visual means to illustrate form and meaning.

B. Presenting vocabulary

Definition

«Vocabulary describes that area of language that is concerned with word knowledge.» (Scott Thornbury (2007))
«The vocabulary of a language is all the words in it.» (Collins Cobuild Intermediate Learner´s Dictionary, 2014)

When presenting vocabulary make sure you pay attention to the three dimensions of word knowledge (what it takes to know a word). These dimensions are:

· Form: which includes spelling, pronunciation, word class, affixes and their meaning;
· Meaning: the notions or concepts expressed through vocabulary; and 
· Use:  the style, the meaning relations a word may have with other words (synonyms, antonyms) and collocation (what other words normally co-occur with the one you are presenting. For example: You make a decision)
(Scott Thornbury and Peter Watkins (2007), op. cit.)

You present vocabulary using the same techniques that are suitable to present grammar.In addition, a teacher needs a repertoire of techniques in order to convey the meaning of words to his/her students. When a teacher has such repertoire “up his/her sleeve”, this enables him /her to speak English in class most of the time. Next is a list of such techniques.

Task 8
Decide with your partner which techniques are more suitable for advanced students and which may be used with any students.

Techniques used to convey the meaning of words
· Mime

· Pictures, including photos and drawings. 

· Clines. 

· Realia(or the real thing)

· Dictionary definition. 

· Explanation 

· Synonyms / Antonyms 

· Word formation 

· Context 

· Translation
Authors of textbooks or teachers may decide to organize the teaching of vocabulary in at least two ways:

· Teaching unknown words as they come up

· Teaching lexical (or semantic) sets of words
Examples of lexical (or semantic) sets are: family members, sports, toys, food words, class objects, means of transportation, etc. When you decide to organize the teaching of vocabulary in lexical sets, your assumption is that in this way learning is more effective because we remember better when we can relate some words with other words. 

We may also present lexical chunks (or formulaic language, or language exponents), which is considered within vocabulary teaching. For example:

	Communicative function
	Language exponents

	Suggesting
	Let’s …

Why don’t we…?

What if we …  ?

I suggest you …


: 

Another way to enhance the vocabulary range of our students is teaching them the word formation processes. Our students also need to learnlanguage exponents (ways to say it) in order to make communication work. Jeremy Harmer calls this negotiatory language (Harmer J., 2005, p.269). For example,

Functions to make communication work

	Communicative function
	Language exponents

	Asking someone to say something again
	Pardon?

Sorry?

Could you say that again?

	Finding out about pronunciation
	How do you pronounce … ?

	Finding out about correctness in communication
	Is it correct to say … ?

Can I say … ?

	Finding out about meaning
	What does … mean?

What’s another word for … ?


(Taken from Searching 1, Morales Calvo Antonio y coautores. Editorial Pueblo y Educación. La Habana, Cuba) 

The controlled practice stage

 During this stage, the teacher will provide opportunities for students to practice pronunciation, grammar and vocabulary in contrived exercises,which focus on manipulating the language forms; that is, practicing the linguistic skills until they become habits in the students, with the purpose of facilitating in them the development of a minimum of accuracy. This process is calledautomaticity. 

There are at least two reasons why this kind of language practice is controlled:

a. What the students will say is predictable for the teacher. In other words, this kind of practice encourages restricted language output on the part of the students (one single structure or language item), and

b.  The teacher will organize interaction in such way that he/she can listen to most of his/her students, and will try to provide feedback and correction on the spot. 
Task 9
In pairs, read this definition of automaticity and discuss whether this definition may be applied, for example, to learning how to ride a bicycle. 
“If you can perform a task automatically, you can do it without having to focus attention on it. (sic) In language speaking terms, this automatization process means being able to draw on a set internalized procedures in order to construct utterances under the pressure of time (sic). Without stored language plus the routines for retrieving it, you would have to assemble each utterance slowly and consciously, word by word, at the obvious expense of fluency (Thornbury S., op cit., p. 22).” In other words, this term alludes to the formation of habits. 

Task 10

Controlled practice of grammar

In teams of four, search for examples of grammar practice exercises, covering all the types that are listed below, and adding other types that you may come across. 

Exercise types for grammar practice

· Drills
· Gap-fill (sentences, dialogues or passages)

· Sentence completion
· Quizzes
· Accuracy games
· Dictation
· TPR
· Reproduction of texts
Task 11

Controlled practice of vocabulary

In teams of four, search for examples of vocabulary practice exercises, covering all the types that are listed below, and adding other types if you come across them. 

Exercise types for vocabulary practice

· Drills
· Gap-fill (sentences, dialogues or passages)

· Sentence completion
· Quizzes
· Accuracy games
· Dictation
· TPR
· Categorizing
· Grouping 
· Word maps
· Match exercises
· Questionnaires 
· Clines
Task 12

Controlled practice of pronunciation
In teams of four, read these ideas about the communicative teaching of pronunciation, and: 
· Say what you think about them.  
· Search for examples of pronunciation awareness-raising activities.
· List the features of English pronunciation.
· Define intelligibility and say how it relates to accuracy.
· Plan three exercises in which you show the use of peg words, brainstorming, and meaningful repetition practice of pronunciation.
Some ideas about the communicative teaching of pronunciation
1. When teaching pronunciation in the context of the Cuban primary, junior and senior secondary levels,aim at attainingintelligibility on the part of the students.

2. Provide opportunities for students to hear and perceive the features of English pronunciation.

3. Bring into your classes language awareness-raising activities.

4. Focus on form as well as on meaning.

5. Engage your students cognitively (make them think). For example, ask them to brainstorm words with particular phonemes that you want to focus on; use mnemonic resources such as peg words, symbols, charts with patterns, etc.

6.  Make pronunciation practice meaningful both linguistically and psychologically. For example, use interesting and relevant texts such as chants, raps, poetry, songs, tongue twisters, proverbs and sayings, depending on the students’ age and level of ability.

7. Drill pronunciation aspects with your students. Repetition may take the form of shadowing, reciting, singing, rapping, repeating and miming at the same time.

8. Try to incorporate all your students into the practice through chorus, pair/trio and individual repetition.

9. Prioritize the suprasegmental features of the language (stress, rhythm and intonation) and features of connected speech such as weak forms, elision and assimilation, linking and blending. Also, prioritize pronunciation practice on those sounds that are different from the students’ mother tongue sounds, and which bring about a change in meaning. 

10. Combine an integrated focus on pronunciation (integrate pronunciation practice with vocabulary and grammar practice, for example), and a segregated focus on pronunciation (deal with pronunciation only, once in a while, perhaps during ten or fifteen minutes). Pronunciation teaching may also be linked to listening practice. 

11. Relate pronunciation teaching with the teaching of spelling.

12. Integrate aspects of pronunciation teaching into open-ended communication activities. In other words, encourage practice beyond the word and sentence levels. 

13. Use feedback correction techniques in order to encourage self-correction on the part of the students. Encourage self-monitoring as well. This will eventually lead to autonomy in learning on the part of your students (learning on their own). 

(Naiman N., 1988)

Pronunciation practice exercise types
· Receptive exercises

· Language awareness exercises

· Drilling

The free practice stage
I. The general goal of free practice, characteristics of the exercises and the role of the teacher. Key concepts: communicative function and information gap. 

The general goal of this stage is to facilitate the development of oral fluency in the students.

The exercises that are used in this stage have the following characteristics:

· They are designed on the basis of communicative functions.

· They include an information gap and are thus unpredictable in terms of the answers that students are likely to produce.
· The students are asked to “work as much as possible on their own, talking to one another directly and not through the medium of the teacher” (Byrne D., 1989, p. 53). This implies a change from plenary work to pair work and small group work, and a change in the teacher´s role, who will be there as a resource person, organizer, animator, facilitator and monitor of the interaction among the students.
Task 13

 “During the free practice stage the exercises are designed on the basis of communicative functions.” What does this mean? 

Read the definition of communicative function given below and provide an example from the Integrated English Practice book that you are currently using. 
Communicative function: The communicative purpose of a piece of language.

Finocchiaro M. and C. Brumfit (1989)
This implies that the communicative functions are the learning goals the students are expected to attain. Going back to the table of speaking micro skills given above,in it we can find this one: 

The students should:  
“Accomplish communicative functions appropriately, according to situations, participants, and goals.”(H. Douglas Brown, 1994)
But of course, in your lesson plan you want to be more specific, so you may write, for example: 

The students should:  

· Ask and talk about daily routines
Task 14

“During the free practice stage the exercises include an information gap and are thus unpredictable in terms of the answers that students are likely to produce.” 

What does this mean? 

Read these definitions of information gap and:

· Decide with your partner which is clearer for you.

· Give an example of an exercise that includes an information gap.

· Discuss why it is so crucial that students should have opportunities to do exercises that include an information gap. 
Information gapis themissing or incomplete part of a message which makes communication necessary.Communicative exercisesin class make use of this to establish a need for genuine communication.

(New David et al (2007), European Portafolio for Student teachers of Languages (EPOSTL).)

Information gap
In real life, communication takes place between two (or more) people, one of whom knows something that is unknown to the other(s). The purpose of the communication is to bridge this information gap. (Morrow, K., 1983, in Camacho A., 2016)
Information gap

Traditional approaches often require students to reproduce a written dialogue verbally. This does not prepare them for the unpredictable nature of real communication where the person you are speaking to has information you do not know. Information gap is less artificial, providing a purpose to speak since the other person possesses some information that you need to know.

Speaking “freely” in the foreign language may be threatening for some students. For this reason, a relaxed classroom climate is crucial. This climate can be attained if the following conditions are created:

· Practice is meaningful, which may mean that it is personalized.

· Motivation is high, whichcontributes to achieving the objective.

· Language is of an acceptable level.
· Students are encouraged to support one another and are given preparation time. 
· Students can be creative and take risks, but support is at hand if they need it.
· Students get positive feedback after they have done the free practice exercises.  
(Ur Penny, 1996; and S. Thornbury, op. cit.)

Practice becomes personalized when the students can connect with the topics that are being talked about, because they like those topics, or because they are talking about themselves, their family and their immediate environment.
II. A typology of fluency exercises 

A specific classification has been adopted, drawing on Littlewood´s typology of fluency exercises and adding to it from other sources and experiences (Littlewood W., 1981; Finocchiaro M. and C. Brumfit, 1989; Byrne D., 1989; Ur P., 1996; Klippel F., 2002; and Thornbury S., 2005) 
Task 15

As you read the typology of exercises, jot down ideas about these questions:

· What communicative functions may be practiced with each exercise?

· Where is each type of exercise applicable? (primary, junior or senior secondary levels or elsewhere)

· How should you proceed in the classroom when conducting these exercises?

Discuss your with your partner, and then ideas around the class with your teacher educator.  

1. Exercises that ask students to play roles
You may take dialogues from a language course book thatare suitable for your students, and turn them into exercise types such as A, B, C and D next.

The students may be asked to play themselves or someone else in a simulated situation.
A. Disappearing dialogues

Write a dialogue on the blackboard and start erasing lines from it, from bottom to top. As you do so, ask students to act out the dialogue by heart, or adding something logical to it, if they can´t remember something.  

B. Gapped dialogues
These are dialogues where one of the speakers has to supply the missing utterances.
An example

A: Like to come out tonight?

B: …

A: How about tomorrow, then?

B: …

A: OK. See you about (eight), then. 

B: …

C. Open-ended dialogues

What you do here is you simply leave the dialogue unfinished and ask the students to go on as long as they can.
An example

Practice in pairs.

Two foreigners are traveling on a bus.

Foreigner 1: Excuse me. I´m_________________.

Foreigner 2: How do you do. My__________________.

Foreigner 1: How do you do. 

Keep the conversation going as long as you can.

D. Cued-cards or mapped dialogues 

The students are given separate cards, with a situation and separate roles, where they are told which functions they have to use when interacting. The names of the functions are given a fixed order, which maps the whole conversation. An information gap is created by leaving blank spaces and by separating the roles in different cards.
An example 

Act out this conversation in pairs. 

Two kids meet at the gym:

Kid AKid B

Introduce yourself.                                          __________________.

_______________ .                                       Ask about school.

Say today is your birthday.                             _____________________

____________________                                Ask how old A is.

Show B a picture of your family.                     _______________________
E. Role play with instructions and goals

The students are given separate cards with a situation and goals (e.g. Ask about their names) which gives them the choice of developing the conversation with their own ideas and using whatever language is appropriate for the situation and the goals. 

Three things are important with this type of exercise. First, make sure each role has enough tasks to carry on the situation. Second, check that the cards do not reveal what the characters will have to say to each other. And third, the instructions might be more difficult for the students to understand than what they will actually have to say, which may be solved by using the students native language, without taking away the information gap. 
An example 

Work in pairs and act out this situation. 

Student A

You are the principal, or the head of the department, or a teacher. This is the first day of the school year. You are in the schoolyard. Introduce yourself to individual students. Ask about their names. Ask them to spell their names and last names.

Student B

You are a student. This is the first day at school. You are in the schoolyard. You meet the principal/head of the department/teacher. Respond to an introduction and answer his/her questions.

F. Improvisation

An example

Work in pairs. You are at home talking to a friend on the phone. Improvise the conversation.

The students may also be given the chance to read or listen to a dialogue and then improvise it.

G. Drama

Drama may include activities such as play reading, recitation and improvisation.
Students work together to learn by heart a fragment of a theatre play and then they act it out “on stage”, adding their own words and ideas whenever they can´t remember something. 

H. Simulation

A simulation is an exercise where the students discuss a problem, or a series of problems, in a defined setting.

An example
You are at a private party and some intruders have sneaked in.  Play these roles:

· The house owner

· The guests 

· The relatives

· The intruders 

· The police 

2. Exercises that involve the students in asking questions

A. Questionnaires

This exercise asks the students to ask and answer questions that preferably revolve around a topic. The questions may be provided in the workbook, by the teacher or may be created by the students themselves. 

This exercise includes having the students report back to the whole class. 
An example

Walk around the class and ask three students in class these questions. Make notes of the answers that you are given. 

a. What´s your name? _________________________

b. How old are you? ___________________________

c. How are you? ______________________________

d. What´s your teacher’s name?  _________________

e. What´s your phone number? __________________

f. What´s your ID number? _____________________

g. What´s your house number? __________________

Another example

	Find someone who: 
	Name

	· Is wearing black socks
	

	· Likes flying
	

	· Can´t swim
	

	· Has never been abroad 
	

	· Would like to go to the moon 
	


B. Interviews

You may want to design interviews with a format like the one you are given next, which is very open, or you may decide to give some cues, depending on the students’ level of ability. 
An example

Work in groups of three. You are applying for a scholarship at the school of music, and now two teachers are interviewing you. 

C. Surveys

A survey like this one implies opinion polling, recording the information in some sort of chart or grid, tallying the results and communicating them to the “public”. This implies considering all those actions as part of the exercise procedure.  

Notice that, again, a survey is built around a topic. 
An example

Entertainment survey

a. How many hours do you watch TV every day? 

b. What is your favorite program?

c. Do you have a color TV?

d. What annoys you most about TV?

e. When do you listen to the radio?

f. How often do you go to the movies?

g. What´s your favorite kind of film? Why?

D. Quizzes

A quiz is a test of background knowledge, that is, knowledge of the world. It may be turned into a contest like some TV shows that we are familiar with everywhere in the world. 
An example

· What´s the capital of Turkey?

· What language do they speak in Egypt?

· Where is Mount Olympus?

· What´s the longest river in the world?

· What´s the capital of India?

· Can horses see colors?

3. Exercises that rely on creating an information gap using visuals 

If you take a picture or an object, show ít to your students and ask them to describe what they can see (What all of them can see!), you will probably find that once you have listened  to two or three students saying the same things, most of the class will show signs of boredom.

But if you take a picture or an object, show it to your students and ask them to describe what is not evident, you will probably find that all the students will want to contribute their own guesses, and thus, the practice will remain lively longer than if you just ask the students to describe what they can see. 

The secret is that, when using visuals, you create an information gap by:

· Asking questions about what is not evident to the students, 
· Hiding part of the picture or object,

· Flashing the picture or object around,

· Hiding an object or more than one in a bag or box. 
A. Using objects/ realia

(Ask your teacher educator to show you in class) 

B. Using pictures

(Ask your teacher educator to show you in class) 

C. Using mime

An example 

Miming people and objects  

Preparation: Several piles of small paper with descriptions of people (e.g. an old man, a fat bus conductor), names of objects, photos or drawings of people and objects. 

Procedure: 

Instructions as to what students have to mime are given verbally and visually. The individual mimes can be organized in one of the following ways:

a. Every student chooses a piece of paper from a pile and mimes the person or the object. The others guess. 

b. Two or three students combine their miming tasks to mime a short scene together. The others observe and make suggestions about the people and objects in the mime.

c. Each group of students is given the same people and objects to mime. Performances and different realizations are discussed.

d. Chain mime. One student starts by miming his object/person. Another student joins him until up to ten students are involved in miming a situation. 

(From Klippel F. Keep, Talking, Cambridge University press, 2002. pp. 116-117) 

4. Talking points and discussion 

A. Talking points

An example

Work in groups of three, ask and talk about these points: 

· Music these days

· Being trendy these days 

B. Discussion

An example 

Discuss these topics with your teacher:

· Autumn is very hot in Cuba.

· Classes in the morning are better than in the afternoon.

· Writing is boring; speaking is fun.

· Girls learn foreign languages faster than boys do. 

5. Fluency games 
Also known as communication games) (Harmer J., 2005, p.272)
(See books devoted to games) 
6. Presentations and talks

Some examples 

· Show and tell: Ask the students to talk about and answer questions about an object or image of special significance to them. Allow extra time for questions. 
· Did you read about …?The stimulus is something the students have read or heard on TV or the radio. It may be done in small groups and the most interesting story in each group can be told to the class as a whole.
· Or you may simply ask your students to present personal information. 
(Thornbury S. 2005, p. 94)

7. Stories, jokes and anecdotes

· Have the students recount amusing or dramatic incidents based on a series of pictures. Encourage them to tell their own stories as well.

· Chain stories: In groups, the students take turns to tell a story, each one taking over from, and building on the contribution of their classmates.

· Party jokes: Students learn and rehearse a joke that has a narrative element. They then simulate a party and stand up to exchange jokes in pairs or groups of three. 

(Thornbury S. 2005, p. 96)

8. Information-sharing activities 

An example 

Talk about your country

Do this:
Ask the students to work in groups of four. Each group will receive some information about Cuba that they will read, memorize and not let people from other pairs read. Once everybody is ready, the students will stand up and walk around the class asking this question:

Did you know that ...?

The person who answers is expected to ask more questions before revealing his information to his/her partner.

(Sources: The information provided next has been adapted and translated into English from Geografía de Cuba Tomo 2, by Pedro A. Hernàndez et. Al., Editorial Pueblo y Educación, La Habana, 2005. And from Historia de Cuba: el desafío del yugo y la estrella, by José Cantón Navarro. Editorial SI-MAR S.A., 1996)
Student 1
Rivers

The Cauto River is 343 m long and covers the largest area in the country: 8969 km².

The waters of the Toa River flow at 53.2 m³/s, which makes this river the fastest one in Cuba.

Main rivers in Central Cuba

	Rivers
	Area in km²
	Length in km

	Sagua la Grande
	2188
	144

	Caonao
	1235
	132

	Màximo
	653
	59.6

	Tacajò
	620
	54

	Damujì
	1167
	62

	Arimao
	287
	86

	Agabama
	1713
	118.5

	Zaza
	2413
	145.1

	Jatibonico del Sur
	835
	117.0

	San Pedro
	893
	115.5

	Najasa
	895
	103.5

	Sevilla
	743
	91.5


(Taken by Hernàndez et. al., 2005, from INRH, 2004, in www.hidro.cu/cuencas.htm)

Student 2
Mountains

The largest mountains in Cuba are the Nipe-Sagua-Baracoa Mountains with 9350 km².

The eastern part of Cuba is the region with most mountains: 50 % of its total area. The Sierra Maestra Mountain is the longest of all in Cuba with 242 km.

The Turquino Peak is the highest mountain in Cuba with 1972 m. 

In western Cuba the highest mountain is Pan de Guajaibòn with 962 m. Then there are other mountains:

	Mountain
	Height

	Pan de Matanzas 
	389 m

	Palenque 
	372 m

	Sierra del Grillo
	317 m

	Sierra de Cañada
	303 m

	Bejucal-Madruga-Coliseo
	220 m


In Central Cuba the highest mountains are:

Pico San Juan 1156 m (Trinidad)

Loma de Banao (Sancti Spiritus)

Student 3
Constructions 

The oldest house built by the Spanish in the western hemisphere is in Santiago de Cuba: Diego Velázquez´ house. 

The first seven villas founded by Diego Velàzquez in Cuba are these:  

	Villas 
	Foundation date

	Baracoa                             
	1511

	Bayamo
	1513

	Trinidad 
	1514

	Sancti Spiritus
	1514

	Santa María del Puerto del Príncipe 
	1515

	San Juan de los Remedios
	1515

	Santiago de Cuba 
	1515


Other cities founded later: 
	Cities
	Foundation date

	San Isidro de Holguín       
	1523

	Santa Clara                       
	1689

	Cienfuegos    
	1819

	Ciego de Ávila                   
	1840

	Las Tunas  
	1752

	Nuevitas
	1775

	Baire
	1700

	Jiguanì
	1701

	Mayarì
	1757

	Guisa
	1768

	Guantánamo    
	1797


Student 4
Distances between Cuba and its closest neighbouring countries

Haiti and the Dominican Republic              77 km (East)

Jamaica                                                   140 km (South)

The Florida Peninsula (USA)                   180 km (North)

Mexico                                                      210 km (West)

9. Problem-solvingexercises

An example

A snail is climbing out of a well. The well is twenty meters deep. Every day, the snail climbs up three meters and every night it slips back two meters. How many days will it take to get out of the well?

III. Some tips for conducting fluency exercises in the classroom 

· Make sure your students understand what they are asked to do. To achieve this, you may want to tell the exercise instructions in Spanish and then in English, until your students can understand you in the foreign language all the time. You may also check that they have understood the instructions by asking one or two students to tell the class what they are instructed to do. 
· Remember that organizing pair work and group work, and getting it going, takes time, which you want to save. This means that you need to come to the classroom with a decision in mind.
· Decide beforehand how you are going to organize your class. If you have a fairly large class with little empty space available in the classroom, fixed desks and rows, you may probably have to ask the students to work in fixed pairs (students always working with the ones sitting next to them). Even in a situation like this one, you may want to ask a few students in the class to change seats, at least temporarily, so that you may grant support to the less able ones from the more able ones, or getting a pair with the same level of ability to work together at their own pace for a while.

· Allow preparation time before the students actually begin to work. You may let them write first and talk later, or you may ask them to work in two phases: Phase 1, A´s and A´s work in pairs preparing themselves, and so do B´s and B´s; and Phase 2: the pairs are now A´s and B´s. 

· Time each activity that you assign and keep control of your watch. Tell the students how long each exercise should last and what product, if any, they will have to present to the whole class later on. 

· Stand at a place in the classroom where you can make sure that everyone is working. If you notice that most of them are not working, stop the activity and provide a cue on the board or give an example.

· Do not start moving around the class until you have made sure that all the students are working. If you notice that a pair here and a pair there are not working, approach them and animate them or help them briefly if needed.

·  Walk around the class now, but do not lose track of what is happening in the classroom. In other words, keep an aye open to the whole group.

· Do not wait until all the students have finished, in order to stop the activity. When you notice that one or two fast pairs have finished, go and give them another task. When you see that most of them have finished, stop the activity. 

· Praise the students who were working well all the time,

· Do what you had in mind as a follow up to the pair work, which might be asking a couple or two to volunteer to act in plenary, to present a product or to report back what they discussed in their pairs. 

·  Use a note or two that you might have made during the pair or group work in order to provide positive feedback to the students, 

· Teach or reteach briefly something that came up in which the students showed a gap of knowledge.
Task 16

Microteaching 1

  Practice these goals with your teacher educator.

· Classify exercises into accuracy and fluency practice.

· Classify accuracy and fluency exercises into type of technique. 

· Select accuracy and fluency exercises for primary,junior and senior secondary levels.

· Grade accuracy and fluency exercises.

As you listen to other teams presenting their ideas, focus on these questions:

· What did you like about your peers´ideas?

· What would you do differently?

Microteaching 2

Practice these goals with your teacher educator.

· Explain how to conduct accuracy and oral fluency practice in the classroom.

· Model conducting accuracy and oral fluency practice in the classroom with your peers and teacher educator.
As you listen to other teams presenting their ideas, focus on these questions:

· What did you like about your peers´ ideas?

· What would you do differently?

Task 17

Discuss in small groups these questions:

· Why are some students unsuccessful in learning to speak English at a basic user level? 
· What can we do in order to help our students be successful in learning to speak English at a basic user level?
Task 18

Go back to the beginning of this chapter and self-evaluate using the Self/evaluation sheet given there. 

Glossary with other useful conceptsfor this topic
1. Coherence: The quality of a text which is meaningful, unified and purposive. (Cook G., 1990)
2. Enabling skills: The skills which assist the learner to achieve success in a complex process such as reading, which consists of a range of different skills all operating together.  

3. Exponent: The utterance containingthe language items used to express the communicative purpose of the language. These stem from the integration of function, situation, structure, topic, and notions. 
4. Notion: A unit of analysis of meaning in a language. General notions refer to the ways in which a language expresses categories like space, time, result, causality, etc. specific notions may be simpler meaning elements and are often interpreted to be simply the lexical items, or vocabulary, in a language. 
5. Technique: Techniques are different types of classroom activity. Examples of techniques used in particular methods are drills, dialogues, role plays, sentence completion, etc. (Richards et al., 1992 p. 20)
6. Communication Strategies: tactics adopted by learners to help performance in listening and speaking, reading and writing. These may include; when speaking: using ‘fillers’ (e.g. well, I mean, really…), hesitation markers (e.g. euh, um …) to create ‘thinking time’; when listening: to try to identify known words and not worry about unknown ones, using the context to hypothesize what is being said, interpreting gestures, facial expression, intonation etc.; when reading: making intelligent guesses about meaning, reading beyond unknown words, using the context; when writing: basing what is written on models, phrases, words taken from native speaker sources.

7. Compensation Strategiesare strategies used by native speakers and learners of a language when they do not know, or cannot immediately recall a word or words needed when speaking or writing.

8. Learning Strategiesare the range of tactics a learner uses to make learning effective. These may be ‘specific actions, behaviors, steps, or techniques that students employ – often consciously– to improve their progress in internalizing, storing, retrieving, and using the L2 (second language)’ (Oxford 1993 p175).
9. Socio-culturalrefers to language actions, activities, behavior, attitudes, values, norms etc. which relate to specific communities, and which are also manifestations and reflections of a particular culture or particular cultures in which they are embedded.

(Definitions taken from Finocchiaro M. and C. Brumfit (1989), and New David et al (2007), European Portafolio for Student teachers of Languages (EPOSTL). 
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Appendix

Holistic rating scales to evaluate seminar oral presentations 

(Dr. C. Alfredo Camacho Delgado)
1. Task achievement

· Presents ideas clearly and logically showing full interpretation of what they are telling. Uses paraphrase all the time. (5 points)

·  Presents ideas clearly and logically showing full interpretation of what they are telling. Tends to stick to the written notes and to say the exact words taken from the bibliographical sources consulted.  (4 points)

· Generally presents ideas clearly and logically, though at times shows signs of misunderstanding of what they are saying and tends to stick to the written notes and to say the exact words taken from the bibliographical sources consulted.  (3 points)

· Does not meet the requirements of the task. (2 points)

2. Fluency and accuracy in speaking

· Develops the topic fully, without noticeable effort and with normal pauses. Shows a good control of grammar and pronunciation. (5 points)

· Develops the topic fully without noticeable effort and with occasional use of hesitation, repetition or self-correction due to insufficient vocabulary. Shows an acceptable control of grammar and pronunciation. (4 points)

· Develops the topic acceptably, with noticeable effort and frequent use of hesitation, repetition or self-correction due to lack of vocabulary or insufficient control of grammar or pronunciation. (3 points)

· Unable to develop the topic fully.  (2 points)

3. Involving the audience

· Involves the audience all the time by keeping eye contact, standing at a convenient place in the room and rephrasing what they are saying in response to feedback obtained.  (5 points)

· Generally involves the audience though they may loose contact and focus more on what they are saying due to apparent lack of confidence. (4 points)

· Tends to focus more on what they are saying, due to apparent lack of confidence, than in keeping contact with the audience. (3 points)

· Loses control of the audience due to lack of knowledge about the topic or insufficient mastery of L2. (2 points)

4. Handling questions from the audience

· Handles questions from the audience appropriately and knowledgably.(5 points)

· Handles questions from the audience acceptably, though lack of vocabulary or knowledge gaps may show up. (4 points)

· Handles most questions from the audience acceptably, though lack of vocabulary or knowledge gaps may show up, which results in his or her apparent lack of confidence. (3 points)

· Unable to handle questions from the audience. ( 2 points) 

UNIT 9: Lesson planning 

Tasks for discussion 

1. Why do we need to plan our teaching?

2. What problems can we anticipate when we are planning a lesson? 

3. Is a lesson plan a strait jacket? Explain.

4. What levels of planning of the teaching learning process are there for teachers of a particular subject at school? Explain.

5. What are the elements of a lesson plan in our context? 

a. What is the structure of a lesson plan? 

b. What do we plan for each of the stages of a lesson plan? 

c. How detailed should a lesson plan be? Explain.

6. According to L. Jensen (2001) there are some basic principles of lesson planning:

· A good lesson has a sense of coherence and flow

· A good lesson exhibits variety

· A good lesson is flexible

· A good lesson should have clear aims

a. Can you explain what each of these principles mean? Do you agree with them? Explain.

b. What other principles would you add? Explain. 

Planning 1
Callum Robertson, BBC English
Planning is one of those essential skills of the competent teacher. This article looks at some general lesson planning questions:

· What should go into an English language lesson? 

· What is a lesson plan?

· Why is planning important? 

· Do you need to plan if you have a course book?

· What are the principles of planning? 


What should go into an English language lesson?
Every lesson and class is different. The content depends on what the teacher wants to achieve in the lesson. However, it is possible to make some generalisations. Students who are interested in, involved in and enjoy what they are studying tend to make better progress and learn faster.

When thinking about an English lesson it is useful therefore to keep the following three elements in mind - Engage - Study - Activate
Engage
This means getting the students interested in the class. Engaging students is important for the learning process.

Study
Every lesson usually needs to have some kind of language focus. The study element of a lesson could be a focus on any aspect of the language, such as grammar or vocabulary and pronunciation. A study stage could also cover revision and extension of previously taught material.

Activate
Telling students about the language is not really enough to help them learn it. For students to develop their use of English they need to have a chance to produce it. In an activate stage the students are given tasks which require them to use not only the language they are studying that day, but also other language that they have learnt.

What is a lesson plan?
A lesson plan is a framework for a lesson. If you imagine a lesson is like a journey, then the lesson plan is the map. It shows you where you start, where you finish and the route to take to get there. 

Essentially the lesson plan sets out what the teacher hopes to achieve over the course of the lesson and how he or she hopes to achieve it. Usually they are in written form but they don't have to be. New or inexperienced teachers may want to or be required to produce very detailed plans - showing clearly what is happening at any particular time in the lesson. However in a realistic teaching environment it is perhaps impractical to consider this detail in planning on a daily basis. As teachers gain experience and confidence planning is just as important but teachers develop the ability to plan more quickly and very experienced teachers may be able to go into class with just a short list of notes or even with the plan in their heads.

Whatever the level of experience, it is important that all teachers take time to think through their lessons before they enter the classroom.

Why is planning important?
One of the most important reasons to plan is that the teacher needs to identify his or her aims for the lesson. Teachers need to know what it is they want their students to be able to do at the end of the lesson that they couldn't do before. Here are some more reasons planning is important:-

· gives the teacher the opportunity to predict possible problems and therefore consider solutions 

· makes sure that lesson is balanced and appropriate for class 

· gives teacher confidence 

· planning is generally good practice and a sign of professionalism 

Do you need to plan if you have a course book?
Many teachers will find themselves having to use a course book. There are advantages and disadvantages to having a course book - but although they do provide a ready made structure for teaching material, it is very unlikely the material was written for the teachers' particular students. Each class is different and teachers need to be able to adapt material from whatever source so that is suitable for their students. A course book can certainly help planning, but it cannot replace the teacher's own ideas for what he or she wants to achieve in a class. 

What are the principles of planning?
· Aims - considering realistic goals for the lesson, not too easy but not too difficult. You may find the following checklist useful: 

· What do the students know already? 

· What do the students need to know? 

· What did you do with the students in the previous class? 

· How well do the class work together? 

· How motivated are the students? 

· Variety - an important way of getting and keeping the students engaged and interested. 

· Flexibility - expect the unexpected! Things don't always go to plan in most lessons. Experienced teachers have the ability to cope when things go wrong. It's useful when planning to build in some extra and alternative tasks and exercises. Also teachers need to be aware of what is happening in the classroom. Students may raise an interesting point and discussions could provide unexpected opportunities for language work and practice. In these cases it can be appropriate to branch away from the plan. 

Effective lesson planning is the basis of effective teaching. A plan is a guide for the teacher as to where to go and how to get there. However - don't let the plan dominate - be flexible in your planning so that when the opportunities arise you can go with the flow.

Planning 2
Callum Robertson, BBC English
Planning 1 outlined the rationale behind lesson planning. This article looks at some of the elements to consider when planning an actual lesson; aims, concepts, contexts and marker sentences. 

· Aims and concepts 

· Contexts and marker sentences 


Aims and concepts
It is important to have clear and realistic aims for your lessons. One way to check this is actually to write out what your objectives are. To demonstrate let's take the topic of the use of the prepositions 'for' and 'since' with the present perfect. We can assume that the students have recently been introduced to the structure and use of the present perfect. You could write out your aim like this:-

Aim
To present and provide practice of the use of 'for' and 'since' with the present perfect.
This is a clear but basic statement of aims. It indicates what you intend to do, but note, not how you intend to do it. 

It is helpful also to define the overall concept or meaning of the target language when it is used naturally. For our teaching point we need to consider when native speakers use 'for' and 'since' with the present perfect. We can now adjust our aim statement accordingly:

Aim
To present and provide practice of the use of 'for' and 'since' with the present perfect when talking about the duration of a continuing state or action.
Phew! It hardly trips of the tongue but it is important to do. It clarifies for the teacher exactly what the teaching point is. Many language items are used in different ways, with different concepts. Take the present continuous aspect as an example. Compare these two sentences:-

"I'm writing this at my desk."
"I'm visiting my best friend next weekend"

Both of these sentences use the same form, but the concept is different. It is important when planning your lesson to be accurate in your analysis of the concept. It can be confusing for students if different concepts are not clearly identified or are mixed up during a presentation.

By expressing the concept in the aims, it provides a focus for the planning and that can help to prevent possible confusion. It may be not appropriate for all situations, but it's a good habit to get into. Every planned activity and example sentence can then be referred back to the aim to check that it fits the concept you are trying to teach. It is essential to make sure that the exercises and activities you decide to do actually fit your aims.

Contexts and marker sentences
Having established the concept, the next step is to think about natural contexts or situations where the language item to be taught is used. 

For our lesson we need to think of a situation when a native speaker would use the present perfect with 'for' and 'since'. It can be used when people talk about how long they've had their jobs and possessions. We do this, for example, when talking about our lives - so we could take a party as our context. At a party, you might meet new people and talk about yourself.

A common method of introducing a structure to the students is to use marker, or model sentences. These are contextualised examples which illustrate how to 'make' the target language. If the context is clear they also show how and when it is used. A marker sentence can be taken from almost any source. It could be from a listening or reading text, it could come from the students themselves or the teacher can provide it. The important thing is that the sentence is a natural and accurate example of the target language.

Marker sentences are used in the 'study' phase of the lesson (remember Engage - Study - Activate from Planning 1). There are different ways of exploiting them. If you have a number of examples, you could ask the students to look at the sentences and infer the rules for using 'for' and 'since'. This is what's known as an inductive approach. Alternatively you can use the sentences to highlight and explain the rules yourself. This is a deductive approach.

Summary
Aims, concepts, contexts and marker sentences are some of the elements that should be considered carefully by the teacher when planning a lesson. When these are clearly established it is much easier to ensure that the lesson being presented to the students is clear and appropriate. 

Lesson Planning
By Linda Jensen 

(In Celce Murcia Marianne (Editor) Teaching English as a Second or Foreign Language. Third Edition. Heinle and Heinle. 2001.)

Lesson planning is considered a skill teachers need to perform their jobs effectively and professionally.

All good teachers have some type of plan when they walk into their classrooms. It can be as simple as a mental checklist or as complex as a detailed two-page typed lesson plan that follows a prescribed format. 

Usually, lesson plans are written just for the teacher´s own eyes and tend to be rather informal.

There are times when the lesson plans have to be written as a class assignment or given to an observer or supervisor, and therefore will be a more formal and detailed document. 

Why we plan 

Deciding what to teach, in what order, and for how much time are the basic components of planning. The lesson plan serves a map or checklist that guides us in knowing what we want to do next; these sequences of activities remind us of the goals and objectives of our lessons for our students. As previously mentioned, a lesson plan is also a record of what we did in class; this record serves as a valuable resource when planning assessment measures such as quizzes, midterms, and final exams. A record of previously taught lessons is also useful when we teach the same course again, so that we have an account of what we did the term or year before to avoid reinventing the wheel. When we have to miss class, a lesson plan is a necessity for the substitute teacher, who is expected to step in and reach what had been planned for the day. In addition, just as teachers expect their students to come to class prepared to learn, students come to class expecting their teachers to be prepared to teach. A lesson plan is part of that preparation.

Yet in spite of the importance of planning, a lesson plan is mutable, not written in stone; it is not meant to keep a teacher from changing the duration of an activity or forgoing an activity altogether if the situation warrants. A good lesson plan guides but does not dictate what and how we teach. It benefits many stakeholders: teachers, administrators, observers, substitutes, and of course, students. 

When and How We Plan    

To be perfectly honest, a certain amount of lesson planning takes place the night before a class is taught. This planning, taking place just hours before entering the classroom, should be the fine micro tuning of the lesson, not the big picture or macro planning that is based on a programmatic philosophy or syllabus design. A good lesson plan is the result of both macro planning and micro planning. On the macro level, a lesson plan is a reflection of a philosophy of learning and teaching which is reflected in the methodology, the syllabus, the texts, and other course materials and finally results in a specific lesson. In brief, an actual lesson plan is the end point of many other stages of planning that culminate in a daily lesson. 

Before a teacher steps into the second language classroom, he or she should have developed his or her own understanding of second language and teaching. This background includes knowledge of theories of second language acquisition and learner characteristics (see Oxford´s chapter in this text) as well as familiarity with both historical and current trends in second language pedagogy (see chapters by Celce Murcia and Savignon in this text). This background knowledge will create a personal philosophy that is realized whenever the teacher is preparing lessons, teaching classes, or grading assignments or tests. A good teacher cannot help but bring his or her own sense of good learning and teaching into the classroom. Ideally, this philosophy will be consistent with the teaching methodology employed by the institution since the methodology will then help implement the syllabus and influence the choice of textbooks for most programs.

Once the syllabus and the texts have been decided, planning for the year or term takes place. For many teachers, especially newly hired ones, these decisions have already been made and the macro planning has been taken care of by colleagues or supervisors. In some cases, however, the new teacher may be responsible for the macro planning as well as the micro planning. Consulting or planning with fellow teachers about syllabus design and textbook selection can be very helpful in this type of situation (see chapters by Nunan and Byrd in this text). In rare cases, nothing may be in place so it may be entirely up to the instructor to design the course syllabus, choose the teaching materials, and plan the daily lessons. Generally the opposite is true for the novice teacher, however, who will have very little input at first in terms of macro and even micro planning. (See Appendices B, C, and D for examples of macro planning: a course overview, a module overview, and a weekly overview.) 

What a Lesson Plan Looks Like 

Although there are a variety of formats to use when creating a lesson plan, most templates share certain characteristics. When creating a lesson, a teacher must consider the background of the students, the objectives of the lesson, the skills to be taught, the activities, the materials and the texts, the time constraints, and the connections to previous and future lessons. Like most activities, a lesson plan has stages: a beginning, middle, and an end. As mentioned previously, the amount of detail actually written down will vary with the individual preferences and experience. Some instructors like to keep notebooks of lessons plans for each class; others may use cards or loose sheets of paper that can be shuffled around. Many instructors now use computers to write up lesson plans: the advantages of this are that the lessons are neatly typed, easy to save, and can readily be copied and modified as needed. Keeping at least one paper copy filed away in case of a technological breakdown is also a good idea. 

Most plans begin with a brief description of the class and students; for example, the name of the course and the level, and the background of the students are a useful note. It is also important to add the date as well as the week and the day of the course. Given the trend of adhering to competency requirements and published standards, a lesson plan may also need to include the competencies and standards that the lesson addresses. Some teachers list the grammatical structures and the key vocabulary terms that will be introduced as well.

Teachers also find it wise to note what has been covered during the previous class or what students already need to know for the particular lesson, especially if it will begin with a review of previous material. The day´s goals and objectives should be included as should a list of texts, materials, and equipment such as audiovisual aids. Some instructors find it helpful to list the day´s materials and audiovisual aids in a box at the top of the page to serve as a reminder of what they need to bring to class. If more elaborate material preparation is necessary before class, teachers may also list the steps necessary to prepare the materials. Noting any homework or assignments to be returned or collected that day is also useful information to have at the beginning of the lesson plan.

The middle component of a lesson plan is the lesson´s content; this includes procedures or activities along with transition notes, as well as time management notes such as the students´ sitting arrangements for different activities. Novice teachers should also try to anticipate what may go wrong or prove to be problematic so that contingency plans are prepared in advance and written into the lesson plan.

Lessons usually begin with a warm-up and-or review activities. Teachers need to decide how they will connect the day’s lesson to the previous class meeting and how they want to interest and motivate their students for the day´s activities. Once warmed up, the class is then ready for the presentation and practice stages of the lesson. These stages have been referred to with a variety of labels such as into, through, beyond (Brinton, Goodwin, and Ranks 1994); engage, study, activate (Harmer 1991); lead-in, elicitation, explanation, accurate reproduction, and immediate creativity (Harmer 1991); and verbalization, automatization, and autonomy (Ur 1996). All of these labels describe stages in which first, the language form or content is introduced and presented; second, comprehension is checked before a form of guided practice is implemented; and third, some type of less structured, communicative activity takes place so that students can practice what they have just learned in a less controlled, more natural situation. The communicative stage also provides an opportunity for students to integrate the new knowledge presented in the lesson with the previous knowledge. Finally, teachers and students should evaluate how well the new material has been learned in order to determine the shape of future lessons.  

Some teachers find it useful to write brief comments on a lesson plan that help with the transition from one activity to another, so that the lesson flows well and the various activities have a sense of connection. For example, when transitioning from a listening activity to a reading activity a teacher can discuss how certain listening strategies can be adapted as reading strategies. Creating smooth transitions and links can be challenging for novice teachers, so planning these moves and noting them in a lesson plan is worthwhile and valuable for both instructors and students.

Time management can also be challenging for beginning teachers and even experienced teachers cannot always accurately predict how long a certain activity will take or when a discussion will become so engaging that it should be allowed to continue longer than planned. Nonetheless, it is important to note the number of minutes allotted for each activity in the margin of the lesson plan; this also means that the teacher should wear a watch or be able to see a clock in the classroom in order to be aware of the time. More often than not, an activity is underestimated in terms of length, so teachers should decide ahead of time what part of a lesson could be skipped or shortened or saved for the next class. This does not mean that teachers should overplan. There are times when an activity will take less time than anticipated or suddenly seems too easy or too difficult, so the teacher will decide to sacrifice it; good teachers err on the side of overplanning and/or have some useful five to ten minute supplementary activities available in their repertoire of teaching tricks. It can be a very frightening experience for the novice teacher to look up at the clock and see that she has ten minutes left until the end of class and no idea of what to do. Initially, it is useful for inexperienced teachers to plan their lessons so that each minute of the class is accounted for before they step into the classroom. 

Seating arrangements for various activities should also be noted in the lesson plan. Preplanning pair and group work seating arrangements is more efficient than standing in front of the class and moving students around randomly. 

There are times when random pairs or small groups may make sense but there are many other times when a rationale is needed in deciding who works with whom. Often we want to contain a mixture of talkative and quiet students; we probably want to mix language groups or separate best friends who talk only to each other. Planning these seating arrangements beforehand helps the class run smoothly and saves time. Most teachers also find it useful to give instructions for group or pair work to the class as a whole before breaking the class up; once students start moving around, they may become so active that getting their attention can take up valuable class time.

Teachers need to anticipate where a lesson may break down. Especially when trying an activity or teaching a grammar point for the first time, novice teachers need to think about what may go wrong. What part of the lesson may be difficult for the students? What kinds of questions can the instructor expect? Will there be problems with student-student interactions? This type of forethought is especially important for lessons that rely on technology or equipment that may fail or nor be available as planned. Anticipating problems and thinking of solutions beforehand makes both novice and experienced teachers feel more comfortable and confident when they walk into the classroom.

The final section of a lesson plan should include comments that end the lesson such as a review or summary of the lesson and that indicates homework or assignments. Although homework may be noted at the end of a lesson plan, it is probably not a good idea to wait until the end of the class to assign it to the students. Find a place on the board where homework can be consistently posted so students always know where to check for it. Post it there at the beginning of class or during the break so that everyone has a chance to write it down before those final hectic minutes of class when students are packing up their belongings and running out the door.

Some teachers like to leave a space on their lesson plans to comment on what needs to be covered during the next class session based on what went on during the day´s lesson. Perhaps an activity had to be placed on hold or a teaching point needs to be covered again. Some teachers also like to note students´ unanswered questions in order to research their responses before the next class meeting.

It is also a good idea to include space for lesson evaluation by the teacher after the class is over. The evaluation component of a lesson plan provides an opportunity for honest reflection about what activities worked well and did not work and why, as well as how the lesson could be improved or modified the next time around. Teachers also find it useful to add comments concerning student reactions to the lesson. It is these evaluative comments that can make a lesson plan a truly useful resource for future course and lesson planning. (See Appendices A and E for a lesson plan template and a sample lesson plan.)

Basic Principles of Lesson Planning 

As with any skill, lesson planning becomes easier over time. As teachers gain experience in the classroom, they learn certain principles about planning. When seasoned teachers are asked to list some basic principles of lesson planning that novice teachers should be aware of, the ones that are frequently mentioned are actually basic principles of good teaching: coherence, variety, and flexibility. These principles have proven useful for all teachers, not just the second/foreign language teacher. 

1. A good lesson has a sense of coherence and flow. This means that the lesson hangs together and is not just a sequence of discrete activities. On a macro level, links or threads should connect the various lessons over the days and weeks of a course. On a micro level, students need to understand the rationale for each activity; also, they learn best when there are transitions from one activity to the next. 

2. A good lesson exhibits variety. This variety needs to be present at both macro and micro levels. While for most students, a certain degree of predictability in terms of the teacher, the texts, classmates, and certain administrative procedures is comforting; however, to avoid boredom and fatigue, lesson plans should not follow the same pattern day after day. On a macro level, there should be variety in terms of topics (content), language, and skills over the length of the course. On a micro level, each daily lesson should have a certain amount of variety in terms of the pace of the class, such as time spent on various activities, depending on the difficulty or ease of the material being covered. The percentages of teacher-fronted time and student-centered activities should vary from lesson to lesson; there are days when we want our students to participate and be active, but there are other days when we want them a bit calmer in order to be receptive to the new material or practice a listening or reading strategy. Some teacher-trainers have referred to this as the ability to `stir` or `settle` our students depending on the need. Each lesson should also have some variety in terms of classroom organization such as whole-class, small-group, pair, and individual activities. The mood of different lessons will vary as well; mood shifts can reflect the teacher´s disposition on a certain day, the chemistry of the mix of students, the weather, current events, or something unexplainable. 

3. A good lesson is flexible. Lesson plans are not meant to be tools that bind teachers to some preordained plan. Good teachers think on their feet and know when it is time to change an activity, regardless of what the lesson plan says. An interesting student question can take the class in an unanticipated direction that creates one of those wonderful “teaching moments,” not to be missed. A brilliant idea can come as the teacher is writing on the board; sometimes pursuing these ideas is well worth a risk or failure. Even failure can be a valuable lesson for both the novice and experienced teacher.   

Conclusion

Knowing how to go about planning a second/foreign language lesson is the result of many other stages of preparation. The teacher must be familiar with the principles of second language learning and teaching, as well as the needs of the institution and student population. He or she must first see the big picture of the course and be aware of the goals and objectives for the entire term before planning weekly and daily lessons. If the big picture is kept in mind, the individual lessons will connect to form a learning experience that benefits both the teacher and the students. 

Further reading 
· Harmer, J. 1998. How to teach English. Harlow, UK; Longman.

· Harmer, J. 1991. The practice of English Language Teaching. Harlow, UK; Longman.

· Nunan, D. 1999. Second language teaching and learning. Boston, MA: Heile and Heinle Publishers. 

· Ur, P. 1996. A Course in Language Teaching: Practice and Theory. Cambridge: Cambridge University Press. 

· Woodward, T., and S. Lindstromberg. 1995. Planning from Lesson to Lesson: A Way of Making Lesson Planning Easier. Harlow, UK: Longman.  

Appendix 1: Lesson plan samples  

Lesson plan 

Unit x, class xx, seventh grade

Topic: Presentation of the simple present 

· Meaning: present habitual action or event

· Use: Ask and talk about daily routines

· Form: Affirmative and negative sentences in simple present; yes/no questions and wh-questions (What) 

Aims: 

Students should be able to:

· Infer the meaning and use of the simple present, as well as rules for building affirmative and negative sentences and yes/no and wh-questions, and for conjugating the main verb in the simple present.

·  Show positive feelings and attitudes, such as love for their family and pride in what they do routinarily. 

I. Warm up

· Start by eliciting from the students information about themselves and their nuclear family, concerning these topics: names, age and what they do for a living. For example: 

· What are your parents´names?

· How old are your parents?

· What about your bothers and sisters? What are their names? 

· How old are they?

· What´s your father´s job?

· What about your mother´s? Is she a housewife? 

· Then tell them about the aims of this unit and particularly the aims for this class. 

II. Follow-up

· Present the simple present by telling them about what you do everyday and then start asking them yes/no questions about them. For example:

· I get up at six a.m and have coffee and milk everyday. What about you? Do you get up at six every day? Do you have coffee every morning?

· Repeat the same procedure, this time telling and asking about someone else in the family.  For example:

· My brother gets up at five a.m every morning, and he doesn´t drink coffee. He drinks milk only. What about your brother or sister? Does you brother drink coffee every morning? Does she drink a glass of milk?  

· Copy on the chalkboard the sample texts that were built as a result of the interaction carried out with the students. Ask students to copy along with you. 

Sample texts to be copied on the chalkboard  

Text A


Text B


· Through questions and other comprehension activities, promote reflection on the sample texts that are written on the chalkboard. Begin with the meaning and use of the simple present. For example: 

Comprehension activities 

A.  Listen and mime

· My brother John gets up at seven every day. 

· My sister Lucy drinks coffee every morning.

· My uncle doesn´t drink milk ever. 

· I eat bread for breakfast every day. 

· I don´t eat eggs for breakfast. 

                 B. What do these sentences express? Tick the right answer

· Ability

· Possibility

· Present habit

· Past habit  

                

C. Match the questions in column A with their corresponding answers in column B 

     Column A                                                                  Column B

      Do you get up at six every morning?                         No, she doesn´t.

      What do you normally eat for breakfast?                   Yes, I do. 

     Does your mother drink coffee for breakfast?     Maybe bread and milk.            D. Make three lists of words from texts A and B.

   Food words                     Words the express action   Time expressions  

· Then move on to the analysis of the order of the elements in statements and yes/no and wh-questions. Use a chart in order to show this. Call students´ attention to the use of auxiliaries, the conjugation of the verb in the third person singular and the negative particle in negative sentences.

Charts 

	
	
	
	
	

	Do 
	you

they 

we 
	get up
	at six 
	every day?

	Does 
	John 

he

Jane

she
	drink coffee
	for breakfast
	every morning? 


	
	
	

	Yes
	I
	do.

	No,
	I 
	don´t


	I 
	get up 
	at 5 a.m. 
	every day. 

	My brother
	gets up
	at five a.m
	every morning


	I 
	don´t
	drink
	coffee
	for breakfast 
	every day.

	My brother
	doesn´t
	eat
	bread
	for breakfast
	every morning.


Reflective questions  (Probably in Spanish)
How are y/n questions formed?

What difference do you notice in the conjugation of the verb in affirmative sentences?

How is negation expressed in simple present sentences?   

· Ask them to repeat after you the two sample texts that are copied on the chalkboard.   Do this around the class, row by row, in chorus. 

III. Close-up 

· For homework, ask them to do three controlled practice activities from the workbook (choose them from the workbook or make them up) (Rationale behind this  activity) 

Designed by Dr. C. Alfredo Camacho Delgado
Lesson plan 

Unit x, class xx, seventh grade

Topic: Controlled practice of the simple present to express habits in the context of asking and talking about daily routines

· Building affirmative sentences in order to express habitual present.
· Building negative sentences in order to express habitual present.
· Building yes/no questions in order to ask about routines.
· Building wh-questions, with what, when and where, in order to ask about routines. 

· Completing and reproducing mini-dialogues dealing with asking and talking about daily routines. 

· Learning new action verbs in this context.

Aims: 

· To build affirmative and negative sentences in order to express habitual present.

· To build yes/no questions and wh-questions, with what, when and where, in order to ask about routines. 

· To reproduce mini-dialogues dealing with asking and talking about daily routines 

· To use new action verbs in this context. 

· To show positive attitudes such as collaboration with their peers, self-criticism and criticism, as they work in pairs and do self-evaluation and self-monitoring tasks. 

Teacher training tasks 

Work in groups of three for these tasks. Be ready to share with the whole class what you discuss and do in your team. 

1. Analyze the contents and aims of this class and determine what you would do during the warm-up stage.

2. What techniques may be used to provide practice of the simple sentence with the present tense? Discuss this. 

3.  Design four activities in order to cover objectives 1 and 2 from this class.

4.  Build two mini-dialogues dealing with asking and talking about daily routines. Then turn them into two activities in order to cover objectives 3 and 4 above. 

5. Decide on what activities you would assign as homework. 

6. Discuss in groups of three the rationale behind this class that you have planned. 

Designed by Dr. C. Alfredo Camacho Delgado 
Appendix 2: Microskills 

Micro skills of Listening Comprehension

(Taken from H. Douglas Brown,1994). Teaching by Principles, An Interactive Approach to Language Pedagogy. Prentice Hall Regents, Englewood Cliffs, New Jersey 07632. San Francisco State University.)

Jack Richards (1983), in his seminal article on teaching listening skills, provided a comprehensive taxonomy of aural skills involved in conversational discourse. Such lists are very useful in helping you to break down just what it is that your learners need to do as they acquire effective interactive listening strategies. Through a checklist of micro skills, you can get a good idea of what your techniques need to cover in the domain of listening comprehension. As you plan a specific technique or listening module, such a list helps you to focus on clearly conceptualized objectives. And, in your evaluation of listening, these micro skills can become testing criteria. Following is just such a checklist, adapted from Richards and other sources:

Pronunciation

1. Discriminate among the distinctive sounds of English.

2. Recognize English stress patterns, words in stressed and unstressed positions, rhythmic structure, intonational contours, and their role in signaling information.

3. Recognize reduced forms of words.

4. Distinguish word boundaries, recognize a core of words, and interpret word order patterns and their significance.

5. Process speech at different rates of delivery.

6. Process speech containing pauses, errors, corrections, and other performance variables.

Vocabulary 

1. Retain chunks of language of different lengths in short-term memory.

Grammar 

1. Recognize grammatical word classes (nouns, verbs, etc.), systems (e.g., tense, agreement, pluralization), patterns, rules, and elliptical forms.

2. Detect sentence constituents and distinguish between major and minor constituents.

3. Recognize that a particular meaning may be expressed in different grammatical forms.

Discourse

1. Recognize cohesive devices in spoken discourse.

2. Recognize the communicative functions of utterances, according to situations, participants, goals.

3. Infer situations, participants, goals, using real world knowledge. 

4. From events, ideas, etc., described, predict outcomes, infer links and connections between events, deduce causes and effects, and detect such relations as main idea, supporting idea, new information, given information, generalization, and exemplification.

5. Distinguish between literal and implied meanings.

6. Use facial, kinesics, "body language," and other nonverbal clues to decipher meanings.

Strategies

1. Develop and use a battery of listening strategies, such as:

· detecting key words, 

· guess the meaning of words from context, 

· appeal for help, and

· Signaling comprehension or lack thereof.
Micro skills for Reading Comprehension

(Taken from Douglas Brown H. (1994), Teaching by Principles, An Interactive Approach to Language Pedagogy. Prentice Hall Regents, Englewood Cliffs, New Jersey 07632. San Francisco State University. 

An adaptation of the models of micro skills offered in the previous two chapters follows on the next page, this time a breakdown of what students of ESL need to do in order to become efficient readers.

Spelling

1. Discriminate among the distinctive graphemes and orthographic patterns of English.

Vocabulary

1. Retain chunks of language of different lengths in short-term memory.

2. Recognize a core of words, and interpret word order patterns and their significance.

Grammar

1. Recognize grammatical word classes (nouns, verbs, etc.), systems (e.g. tense, agreement, pluralization), patterns, rules, and elliptical forms.

2. Recognize that a particular meaning may be expressed in different grammatical forms.

Discourse

1. Process writing at an efficient rate of speed to suit the purpose.

2. Recognize cohesive devices in written discourse and their role in signaling the relationship between and among clauses.

3. Recognize the rhetorical forms of written discourse and their significance for interpretation.

4. Recognize the communicative functions of written texts, according to form and purpose.

5. Infer context that is not explicit by using background knowledge.

6. From events, ideas, etc., described, infer links and connections between events, deduce causes and effects, and detect such relations as main idea, supporting idea, new information, given information, generalization, and exemplification.

7. Distinguish between literal and implied meanings.

8. Detect culturally specific references and interpret them in a context of the appropriate cultural schemata.

Strategies

1. Develop and use a battery of reading strategies

· scanning and skimming, 

· detecting discourse markers, 

· guessing the meaning of words from context, 

· activating schemata for the interpretation of texts.

Micro skills of Oral Communication

(Taken from H. Douglas Brown (1994), Teaching by Principles, An Interactive Approach to Language Pedagogy. Prentice Hall Regents, Englewood Cliffs, New Jersey 07632. San Francisco State University.) 

In the previous chapter, 17 micro skills for listening comprehension (adapted from Richards, 1983) were presented. Here, many of the same micro skills apply, but because of major cognitive and physical differences between listening and speaking, some noticeable alterations have been made.

(Grouped differently by A. Camacho)

Pronunciation

1. Orally produce differences among the English phonemes and allophonic variants.

2. Produce English stress patterns, words in stressed and unstressed positions, rhythmic structure, and intonational contours.

3. Produce reduced forms of words and phrases.

4. Produce chunks of language of different lengths.

5. Produce fluent speech at different rates of delivery.

Grammar

1. Express a particular meaning in different grammatical forms.

2. Use grammatical word classes (nouns, verbs, etc.), systems (e.g., tense, agreement, pluralization), word order, patterns, rules, and elliptical forms.

3. Produce speech in natural constituents-in appropriate phrases, pause groups, breath groups, and sentence constituents.

Vocabulary

1. Use an adequate number of lexical units (words) in order to accomplish pragmatic purposes. 

Discourse

1. Appropriately accomplish communicative functions according to situations, participants, and goals.

2. Use cohesive devices in spoken discourse.

3. Use appropriate registers, implicature, pragmatic conventions, and other sociolinguistic features in face-to-face conversations.

4. Convey links and connections between events and communicate such relations as main idea, supporting idea, new information, given information generalization, and exemplification.

Communication strategies

1. Monitor your own oral production and use various strategic devices, pauses, fillers, self-corrections, backtracking- to enhance the clarity of the message.

2. Use facial features, kinesics, "body language," and other nonverbal cues along with verbal language in order to convey meanings.

3. Use a battery of speaking strategies, such as emphasizing key words, rephrasing, providing a context for interpreting the meaning of words, appealing for help, and accurately assessing how well your interlocutor is understanding you.
Micro skills for Writing

(Taken from H. Douglas Brown (1994), Teaching by Principles, An Interactive Approach to Language Pedagogy. Prentice Hall Regents, Englewood Cliffs, New Jersey 07632. San Francisco State University.) 

Following the format from the previous three chapters, microskills for writing production can be enumerated:

Spelling

1. Produce graphemes and orthographic patterns of English.

Vocabulary

1. Produce an acceptable core of words and use appropriate word order patterns.

Grammar

1. Use acceptable grammatical systems (e.g., tense, agreement, pluralization), patterns, and rules.

2. Express a particular meaning in different grammatical forms.

Discourse

1. Appropriately accomplish the communicative functions of written texts according to form and purpose. 

2. Produce writing at an efficient rate of speed to suit the purpose.

3. Use the rhetorical forms and conventions of written discourse.

4. Convey links and connections between events and communicate such relations as main idea, supporting idea, new information, given information, generalization, and exemplification.

5. Use cohesive devices in written discourse.

6. Distinguish between literal and implied meanings when writing. 

7. Correctly convey culturally specific references in the context of the written text. 
Strategies
1. Develop and use a battery of writing strategies, such as:
· Accurately assessing the audience's interpretation, 
· using pre-writing devices, 
· writing with fluency in the first drafts, 
· using paraphrases and synonyms, 
· soliciting peer and instructor feedback, and 
· using feedback for revising and editing.
Appendix 3: Bloom´s taxonomy

Bloom's Taxonomy 

Benjamin Bloom created this taxonomy for categorizing level of abstraction of questions that commonly occur in educational settings. The taxonomy provides a useful structure in which to categorize test questions, since professors will characteristically ask questions within particular levels, and if you can determine the levels of questions that will appear on your exams, you will be able to study using appropriate strategies. 

	Competence
	Skills Demonstrated

	Knowledge 
	· observation and recall of information 

· knowledge of dates, events, places 

· knowledge of major ideas 

· mastery of subject matter 

· Question Cues:
list, define, tell, describe, identify, show, label, collect, examine, tabulate, quote, name, who, when, where, etc. 

	Comprehension
	· understanding information 

· grasp meaning 

· translate knowledge into new context 

· interpret facts, compare, contrast 

· order, group, infer causes 

· predict consequences 

· Question Cues: 
summarize, describe, interpret, contrast, predict, associate, distinguish, estimate, differentiate, discuss, extend 

	Application
	· use information 

· use methods, concepts, theories in new situations 

· solve problems using required skills or knowledge 

· Questions Cues: 
apply, demonstrate, calculate, complete, illustrate, show, solve, examine, modify, relate, change, classify, experiment, discover 

	Analysis
	· seeing patterns 

· organization of parts 

· recognition of hidden meanings 

· identification of components 

· Question Cues:
analyze, separate, order, explain, connect, classify, arrange, divide, compare, select, explain, infer 

	Synthesis
	· use old ideas to create new ones 

· generalize from given facts 

· relate knowledge from several areas 

· predict, draw conclusions 

· Question Cues:
combine, integrate, modify, rearrange, substitute, plan, create, design, invent, what if?, compose, formulate, prepare, generalize, rewrite 

	Evaluation
	· compare and discriminate between ideas 

· assess value of theories, presentations 

· make choices based on reasoned argument 

· verify value of evidence 

· recognize subjectivity 

· Question Cues
assess, decide, rank, grade, test, measure, recommend, convince, select, judge, explain, discriminate, support, conclude, compare, summarize 


Bloom's Taxonomy
Model Questions and Key Words



Based on Bloom's Taxonomy, Developed and Expanded by John Maynard



  

	I. KNOWLEDGE (drawing out factual answers, testing recall and recognition)

	
	who
	where
	describe
	which one

	
	what
	how
	define
	what is the best one

	
	why
	match
	choose
	how much

	
	when
	select
	omit
	what does it mean


  

	II. COMPREHENSION (translating, interpreting and extrapolating)

	
	state in your own words
	classify
	which are facts

	
	what does this mean
	judge
	is this the same as

	
	give an example
	infer
	select the best definition

	
	condense this paragraph
	show
	what would happen if

	
	state in one word
	indicate
	explain what is happening

	
	what part doesn't fit
	tell
	explain what is meant

	
	what expectations are there
	translate
	read the graph, table

	
	what are they saying
	select
	this represents

	
	what seems to be
	match
	is it valid that

	
	what seems likely
	explain
	show in a graph, table

	
	which statements support
	represent
	demonstrate

	
	what restrictions would you add
	
	

	  III. APPLICATION (to situations that are new, unfamiliar or have a new slant for students)

	
	predict what would happen if
	explain

	
	choose the best statements that apply
	identify the results of

	
	judge the effects
	select

	
	what would result
	tell what would happen

	
	tell how, when, where, why
	tell how much change there would be

	  IV. ANALYSIS (breaking down into parts, forms)

	
	distinguish
	what is the function of 

	
	identify
	what's fact, opinion 

	
	what assumptions
	what statement is relevant

	
	what motive is there
	related to, extraneous to, not applicable

	
	what conclusions
	what does author believe, assume

	
	make a distinction
	state the point of view of

	
	what is the premise
	state the point of view of

	
	what ideas apply
	what ideas justify conclusion

	
	what's the relationship between
	the least essential statements are

	
	what's the main idea, theme
	what inconsistencies, fallacies

	
	what literary form is used
	what persuasive technique

	
	implicit in the statement is
	

	  V. SYNTHESIS (combining elements into a pattern not clearly there before)

	
	create
	how would you test
	make up

	
	tell
	propose an alternative
	compose

	
	make
	solve the following
	formulate

	
	do
	plan
	how else would you

	
	choose
	design
	state a rule

	
	develop
	
	

	  VI. EVALUATION (according to some set of criteria, and state why)

	
	appraise
	what fallacies, consistencies, inconsistencies appear

	
	judge
	which is more important, moral, better, logical, valid, appropriate

	
	criticize
	find the errors

	
	defend
	compare


UNIT 10: The teaching and learning of listening
By MSc Sirelda García Cabrera 

Dr. C Alfredo Camacho Delgado  

1. What is listening?

When people listen - whether they are listening to a lecture, a news broadcast, or a joke, or are engaging in a conversation - they are listening to a stretch of discourse. In fact, listening is the most frequently used language skill in everyday life. Researchers (...) estimate that we listen to twice as much language or we speak, four times as much as we read, and five times as much as we write! It is thus remarkable that several of the otherwise excellent publications that have appeared over the past several years with the purpose of informing language teachers about discourse analysis and its pedagogical applications (…) have had little to say about the listening process (Celce Murcia, 2000:102).

Many people seem to think that listening and comprehending, generally, is fairly easy- it is certainly much easier than speaking or writing. This is maybe because in most circumstances the act of comprehending listening material causes less anxiety in us. It is much less public than speaking or writing where our performance, mistakes and all are available for inspection. Errors in listening are easier to cover up (or have people be unaware of our errors).

Listening, as reading, is a receptive skill. In the process of listening, the listener is not passive but active since while listening we are involved in a process of decoding and interpreting as we get the gist of what we hear. We smile, nod occasionally, look generally attentively. It also implies that after listening the listener assumes the role of a speaker since he/she has to answer or reply to the message received. The listener also participates as speaker in, for example, a conversation or discussion. So speaker and listener exchange roles in a communicative interaction. That is why it is an interactive process. (Douglas Mckeating, 1989:58).

2. What do we listen to in real life?

People usually listen to different types of texts.

Jane Willis in the book Teaching English Through English (1981) lists the following:

· Discussions                                   

· Descriptions

· Talks

· Dialogues

· Stories

· Soap operas

· Instructions

· Telephone conversations

· Advertisements

· Interviews

· Lectures

· Radio shows

· Songs

· Games/talks/cooking shows

· News reports (TV, radio)

· Weather forecasts/reports (TV, radio)

· Directions (how to make something, giving location).

3. What do we listen for?

Jane Willis (1981) offers some of the listening purposes:

· For general information – main points

· Specific information – particular items

· Cultural interest – general

· Organization of ideas

· Sequence of events

· Lexical items – words expressing noise/movements

· Structural items – their use and meaning.

· Functional items – their form and use.

4. How do we listen?

The answer to this question has to do with the type of listening. We usually listen:

· Extensively, that is, for the general idea or the gist.

· Intensively, that is, for details as in lectures.

· Focused, that is for a specific piece of information.

In the process of listening we can go from the general to the specific or the other way around.

5. What are the enabling listening skills?

Listening, as any other linguistic skill may be broken down into sub-skills. According to Jane Willis they are:

1.  Predicting what people are going to talk about

2.  Guessing at unknown words or phrases without panicking.

3.  Using one’s own knowledge of the subject to help one understand.

4.  Identifying relevant points, rejecting irrelevant information.

5.  Retaining relevant points (note taking, summarizing)

6.  Recognizing discourse markers, e.g., ‘Well’, ‘oh’, ‘another thing is’ and ‘Now, finally…’  

7.  Recognizing cohesive devices, e.g. ‘such as’, ‘which’, including link      words, pronouns, references, etc.

8. Understanding different intonation patterns, and use of stress, etc., which give clues to meaning and social setting.

9. Understanding inferred information, e.g. speakers’ attitude or intention.

6. How can the teaching of listening be approached?

Both L1 and L2 models of the listening process (cf. Anderson and Lynch, 1988) acknowledge that listening has both top-down and bottom-up aspects. Top-down listening processes involve activation of schematic knowledge and contextual knowledge. Schematic-knowledge is generally thought of as two types of prior knowledge (Carrell and Eisterhold, 1983): (1) content schemata, i.e., background information on the topic. And (2) formal schemata, which consist of knowledge about how discourse is organized with respect to different genres, different topics, or different purposes (e.g., transactional versus interactional), including relevant sociocultural knowledge. Contextual knowledge involves an understanding of the specific listening situation at hand, i.e., listeners assess who the participants are, what the setting is, what the topic and purpose are. All of this gets filtered through pragmatic knowledge to assist in the processing of oral discourse. In addition, good listeners make use of their understanding of the ongoing discourse or co-text, i.e., they attend to what has already been said and predict what is likely to be said next. 

The bottom-up level of the listening process involves prior knowledge of the language system, i.e., phonology, grammar, vocabulary. Knowledge of the phonological system allows the listener to segment the acoustic signals as sounds that form words, words and/or phrases that form clauses or utterances unified by intonation contours having some key prominent element. Knowledge of vocabulary allows the listeners to recognize words within phrases; and knowledge of grammar allows for recognition of inflections on words as well as recognition of the phrases or clauses that function as parts of cohesive and coherent instances of text. Thus, all types of language analysis can come into play at the level of discourse when listening is being done.

The bottom-up processing of oral discourse is where the physical signals or clues come from; however, it is generally acknowledged that this level cannot operate with any accuracy or efficiency on its own and that it requires the benefit of interaction with top-down information to make discourse comprehensible to the listener. 

For native speakers and skilled L2 speakers, bottom-up processing is assumed to be automatic, whereas it is not automatic and can be the source of serious problems for beginning and less than expert L2 learners. For example, a university lecturer said “commonest” in one segment of her lecture, and one of the L2 listeners in the class wrote “Communist” in his notes, thus indicating that he had misunderstood in a fundamental way that segment of the lecture (Harada, 1998).

To help compensate for less than automatic bottom-up processing, learners need to make use of listening strategies and metacognition (two components in Figure 6.1. that we have not yet discussed but shall take up at this point). Examples of listening strategies include: 

a. Extracting important detail from ongoing speech; 

b. Identifying the gist of a segment; 

c. Predicting what will come next in a segment.

Mendelsohn (1995, 1998) outlines how to teach strategy-based L2 listening:

1. Raise learner awareness of the power and value of using strategies.

2. Use pre-listening activities to activate learners´ background knowledge.

3. Make clear to learners what they are going to listen to and why.

4. Provide guided listening activities designed to provide a lot of practice in using a particular strategy (e.g., listening for names or dates) using simplified data initially, if needed.

5. Practice the strategy using real data with focus on content and meaning.

6. Use what has been comprehended: take notes on a lecture to prepare a summary, fill in a form to gather data, and so forth.

7. Allow for self-evaluation so that learners can assess how accurate and complete their listening has been (Vandergrift, in press).

Metacognition is also a type of strategy that learners can use to enhance L2 listening, Metacognition involves the planning, regulating, and management of listening and thus is related to several of the listening strategies listed, in particular 1,2,3, and 7. Metacognitive strategies give learners an overview of the listening process. They allow for prediction, for monitoring of errors or breakdowns, and for evaluation (Vandergrift, 1997).
  8. What are the stages of a listening lesson?
As in reading, a listening lesson has there main stages:

a) Pre/before listening. This stage is aimed at:

· Getting the students interested in the topic.

· Finding out what students already know about the topic (shared knowledge).

· Activating topic vocabulary.

b) While/during listening. The purpose of this stage is:

· To develop particular skills or strategies.

c) Post/after listening. This stage is aimed at:

· “Rounding off the activity”

· Taking opportunity to expand into other skill areas (speaking, writing, etc.).

What are some types of activities that may be used in class to develop listening skills in our students?

	

	

	PRE-LISTENING  

Warm-up exercises:          

· to elicit something associated with the   

	                               1. Elicitation/discussion    topic.

	                                   about the topic               - to encourage students to exchange   

	                                   (perhaps based on         -  ideas/opinions about the topic.

	                                   visuals, title)

	

	

	                               2. Brainstorming               - word-star: ask students to predict the 

                                                                          words and expressions likely to appear in 

                                                                          the passage. Teacher writes them on the 

                                                                          blackboard

	                                                                            

	                                                                            

	                                                                     -- expressing hypotheses about the content 

                                                                        of  the, passage, based on previous 

                                                                        knowledge, by writing notes down.

                                 3. Games                      -- for warming-up relaxation

                                                                      -- for training in basic listening skills, e.g., 

                                                                           miming words and expressions heard; 

                                                                           minimal-pair distinctions

                                  4. Guiding questions    -  teacher asks/writes questions that help 

                                                                        students exploit passages



	                                                                 

	WHILE-LISTENING

   1. Comparing                    - to compare passage with prediction in pre-listening           

	   2. Obeying instructions    - students are given instructions and show comprehension by                                                                           

	                                            physical movement, finishing task, etc.                       

	   3. Filling in gaps             -  e.g., students hear the utterances of only one of the participants                              

	                                            and are asked to reconstruct those of the others.



	    4. Repetition                   - students are asked to repeat short phrases or complete utterances                          

	                                           recorded.

	    5.Detecting differences  -  students listen to passages, responding only when they come 

	       or mistakes                  across something different or wrong.

                               

	    6. Ticking off items         -students listen to a list of words and tick off or categorize them 

	        (bingo)                        as  they hear them.

	    7. Information transfer     - maps/plans/grids/forms/lists/pictures, etc.



	    8.Paraphrase                   - students are asked to focus on certain sentences and paraphrase      

	                                            them.         

	    9.Sequencing                  - e.g., students are asked to give the right order for a series of                                                                          

	                                            pictures.        

	  10.Information search       - students listen to passage and take notes on the segments that                  

	                                            answer a particular question.

	   11.Filling in blanks           - students are given the transcript of a passage with some words                                 

	                                            missing and must fill in the blanks while listening.  

	   12. Matching                   -  e.g., students are asked to match items that have the same 

	                                            meaning as those they hear.

    

	POST-LISTENING  

1. Answering to show          - e.g., multiple-choice or true/false questions        

	    comprehension of

	    messages        

    

	2. Problem solving               - Students hear all the information relevant to a particular      

	                                             problem and then set themselves to solve it 



	3. Summarizing                   -Students are given several possible summary-sentences and   

	                                             asked to say which of them fits a recorded text.  

                                                        

	4. Jigsaw listening               -Different groups of students listen to different but connected 

	                                             passages, each of which supplies some part of what they need    

	                                             to know. Then they come together to exchange information 

	                                             in order to complete a story or perform a task.



	5.Writing as follow-up to     - e.g., letters/telegrams/postcards/messages, etc., related to 

	                                                 listening activities             passages. 



	6.Speaking as follow-up       - e.g., debate/interview/discussion/teleplay/dramatization, etc.,    

	   to listening activities           associated with the passages heard.



	 7. Discussion of topic. 



	 8. Role play on topic



	 9.Focus on some language points from the text.




OTHER TYPES OF LISTENING ACTIVITIES

1. Matching: match what you hear with what is provided:

· e.g., the appropriate picture:

· the appropriate series of pictures; 

· a series of sentences 

2. Transferring: put what you hear into a different format:

· e.g. locate what you hear on map;

· make a graph;

· draw a picture;

· write a letter to someone describing the incident on the tape

3. Transcribing: write down what you hear:

        E.g. dictation or Cloze activities.

Scanning:  listen for specific details only not everything all at once:

     - E.g. write down the time the bus leaves Toronto and arrives in                          Hamilton.

     - The two people in this dialogue have two different opinions of another person. What are these opinions?

5. Condensing:  summarize what you hear on a grid or chart.

6. Extending: go beyond what you hear; try to fill in missing details:

      - E.g. predicting the end of a conversation;

      - Hearing only one side of a telephone conversation and describing the other side.

 7. Recalling:  remember factual details, often in response to wh-questions or multiple-choice format questions.

 8. Inferring:  make inferences or evaluate what you hear:

       - E.g. interpreting attitudes (“Who is being sarcastic and why?”)

       - Making cultural comparisons.

What is the difference between teaching and testing listening?

While teaching, teachers help the students to understand the process of listening through choices. While in testing we test listening accuracy, we do not give any support. That is, when teaching we should help the learners to improve their listening skills and strategies; when testing we assume they already have the ability to deal unaided with the listening text.

Finally, we should aim at gradually withdrawing our guidance as the learners´ progress, so that they eventually become independent listeners. Remember that we should provide sufficient guidance but we must avoid spoon-feeding our learners. (John Greenwood, 1989:83)

What is the difference between listening and reading when it comes to processing information?

· Initial perception may be more difficult, as there is the possibility of greater range of variation in the way different speakers produce the same sound; there is a narrower range of variation in types of print. So, students should be exposed to contact with a variety of English speakers.

· Speech is much more likely to be distorted by various types of noise. It demands a great degree of concentration.

· The listener has little or no control over the speed of the input of the spoken material. We can occasionally ask someone to slow down but in most circumstances his/her comprehension just has to try to keep up pace with the speed at which the message is being delivered.

·  Spoken material is usually heard only once. While we can re-read and go back for better comprehension.

·   As we can not stop the inflow of information we have very little time to try to work out the meaning of unfamiliar stretches of material.

·  The listener sometimes has to deal simultaneously with another task: note taking or taking down messages from telephone calls.

·   Spoken material is less densely packed with information. There is much more repetition, rephrasing and recasting. It is full of pauses, hesitations.

·   Aspects of speech as intonation and the placing of stress help comprehension. They are not available to the reader who has to rely on punctuation.

· The listener can get additional cues to meaning from questions, movements, etc made up by the speaker.

·  The listener can ask for clarification of something he is unsure of.

In short, in listening we have to process in real time, we seldom have the chance to go back as in reading.

Is dictation useful for listening practice?

Although dictation is thought as a test of spelling, and may include an assessment of a wide range of skills, it has long been closely associated with listening comprehension.

When you give a dictation to your class, begin by reading through the whole dictation passage at normal speed. Then, dictate meaning units of words (phrases and short clauses), reading them aloud as clearly as possible. Finally, after finishing the actual dictation of the various phrases and clauses, read the whole passage once more at slightly slower than normal speed. Students will then be given an opportunity to check the spelling of words and their overall understanding of the text.

Don’t forget the following:

· Don’t read out the text very slowly, word by word, because it can be very harmful as it encourages students to concentrate on single words. It also makes it difficult for them to follow what is being dictated.

· Give students enough time to write down what you are dictating and pause at the end of meaningful units.

· Choose a suitable text.

· Prepare beforehand by dividing the text into intelligible segments.

DICTATION AS LISTENING PRACTICE

1. Some advantages of dictation

· Calms the class

· Can be used in large classes

· Keeps students active

· Can be used with mixed ability groups

· Teaches perception of sounds

· Can be used to help learners notice grammatical features and absorb them

· Can lead to discussion and other oral follow-up activities

2. Types of dictation 

· Opinion poll dictation

· Messenger and scribe dictation

· Speed dictation

· Dictogloss dictation

· Picasso dictation

· Intensive dictation

3. Correction of dictation

e.g. 

	Arthur Hemingway was born in Cuba. There he wrote the “Young Man and the Sea”, which later became a very famous book. Some years later he travelled to Greece where he enjoyed bull fighting and swimming, and wrote a book called “Death in the Morning”.  Eventually he died in Hungary.


4. Differences between traditional and newer types of dictation

	Traditional 
	Newer types of dictation



	Teacher controls reads the text and controls the pace, etc.
	Student may tell teacher when to stop and repeat or student may dictate the text



	Student writes down everything teacher says
	Students write:

· Selected bits of the text

· Reconstruct the grammar of the text

· Correct facts to make text factually accurate

· Draw what they hear or perform

· Just the gist of what they hear



	Teacher corrects
	     Students may correct each other


VARIATIONS ON TRADITIONAL DICTATIONS

1. Picture dictation (Davis & Rinvolucri p.-56)

T. describes a picture to the students who then draw it. Students can then `give it back to the teacher who draws it on the board.

Variation: Students can `dictate’ own picture to fellow student.

 Aims: practice prepositions and check vocabulary.

2. Split Dictation (Davis & Rinvolucri p.73)

· Students, in pairs, each have part of text. The must dictate to each other for full text

3. Running dictation

· Text split in parts (paragraphs) round wall. Ss in pairs – one as writer, one as runner. Must run to wall; memorize one section and return to dictate to partner.

4. Br-American dictation (Davis & Rinvolucri p. 38)
· T dictates text using British English. Ss then convert to American English (could also use for phrasal verbs and equivalents, singular & plurals)

5. Disagreement dictation

· The teacher dictates a text and students change aspects of it if they disagree wholly or partly with the ideas. E.g. “Students have a very easy life and do not have to work hard for exams.”

· Plenary discussion of students´ ideas and how they have made the changes.

6. Grammar dictation or Dictogloss (Wajnryb)

· The teacher reads out a text once only at normal speed. Groups try to reconstruct the text. Then plenary discussion of grammatical and lexical choices is carried out.

7. Cloze Dictogloss (Rinvolucri p. 77)

· groups given parts of text e.g. one group all nouns, another group all verbs, etc. Must reconstruct text within group and then confer with other groups.

8. Dialogues

a) Split exchanges

· The teacher dictates several sentences to the students. The students write them down and then sort them out into several two-part exchanges.

b) Mixed up  dialogue

· The teacher dictates several sentences which belong to two separate dialogues. The students write them down and then sort our which sentences belong to which dialogue and the correct order for each.

9. Geometric dictation

· The teacher tells the students to draw geometric shapes in different parts of a sheet of paper and then to add dates, names and places which are significant to them. Students then discuss in pairs.

10. Sentence halves

· The teacher dictates several sentences giving the first half only. The students then complete the sentences with their own ideas and discuss them with partner.

· E.g. I like....

     The best holiday I ever had was...

BIBLIOGRAPHY
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Listening Focus 
Read the statements below. Do you agree or disagree with them? Discuss your reasons with a partner. 
1. You can’t teach students listening as a skill – we can only teach them grammar and vocabulary and hope for the best! 

2. Listening to recordings can be more difficult to understand because you cannot see the body language and gestures of the speakers. 

3. It is important to understand every word in a listening text; if we don’t, we won’t be able to understand what we are listening to. 

4. You should always pre-teach students any difficult vocabulary they might come across in a listening text. 

5. Listening lessons tend to follow this structure: pre-listening tasks; during listening tasks and post-listening tasks. 

6. When we listen in our own language, we don’t always have a reason for listening. 

7. When we listen in our own language, we rely on our existing knowledge of the world to help us. 

8. Focusing on aspects of listening (e.g. connected speech, sub-skills, problem sounds, new vocab and grammar) help to develop students’ listening skills. 

9. When teaching students to listen, we should aim to get them to use listening strategies they use in their first language. 

10. Meaning is carried in the stress and intonation of a sentence as well as in the content words. 

Listening for young learners
Wendy Arnold, Teacher, Trainer, Author, IATEFL YL SIG e-list moderator.
In this article I will briefly focus on how I try to develop listening skills with our young learners who are learning English as an additional language. I will identify a number of learning theories, together with a list of considerations and cautions with some insights that I have gained from trying to make listening in my classroom more comprehensible.

· The nature of listening 

· Why we need to develop listening skills 

· Theories I consider when I develop listening skills 

· Some considerations for classroom listening 
· What I do to be more comprehensible 

· Conclusion 

The nature of listening
'Listening is an active not a passive operation.' Garvie. With this in mind I would like to emphasise three things:

· The importance of understanding this concept of listening being an active engagement. That is, as a listener, the mind is actively searching for meaning.

· The importance of what Krashen calls 'comprehensible input' (CI) or that 'we acquire when we understand what people tell us or what we read, when we are absorbed in the message.' Individual progress is dependent on the input containing aspects of the target language that 'the acquirer has not yet acquired, but is developmentally ready to acquire.' 

· This seems to imply the importance of ensuring that the language level is matched to the learners, which means teachers, must understand their learner's abilities.

· Krashen advises that acquisition proceeds best when 'the acquirer's level of anxiety is low and self-confidence is high.' 

· This seems to enforce the importance of making the learning environment in our classrooms non-threatening.

Why we need to develop listening skills
'If someone is giving you a message or opinion, then of course you have to be able to understand it in order to respond.' (Brewster, Ellis, Girard). 

· Listening skills need to have a 'real-life' meaning, Donaldson says that children need 'purposes and intentions' which they can recognise and respond to in others 'these human intentions are the matrix in which the child's thinking is embedded.' 

· This implies that we need to carefully select materials and purposes for practising listening skills and that they need to have an authentic meaning to young learners.

Theories I consider when I develop listening skills
Keeping in mind that listening is an active process, Brewster, Ellis and Girard caution that asking children to 'listen and remember' can make them 'anxious, places a great strain on their memory and tends not to develop listening skills.' 

The teacher would support children's understanding more effectively, if they direct their pupils' attention to specific points that have to be listened for 'using activities that actively support learners' understanding and guide their attention to specific parts of the spoken text.'

Wells says a lot of children's learning 'is dependent on making connections between that they know and what they are able to understand in the speech they hear' but they don't learn only listening, motivation for learning language is to be able to communicate 'using all the resources they have already acquired to interact with other people about their needs and interests.' This seems to be in line with social constructivist theories.

1. Piaget believed that a young learner 'constructs' or builds understanding over time.

2. Vygotsky believed that learning was ahead of development and for development to occur, interaction with adults or peers who are more knowledgeable is needed. This has been termed the 'zone of proximal development'.

3. Bruner extended Vygotsky's ZPD theory by defining the role of the more knowledgeable 'other' as someone who is actively involved in the learning processes by closing the gap between what has been partially and fully understood. This has been termed 'scaffolding'.

Some considerations for classroom listening
These are some of the things I consider when I try to develop my students' listening.
(Brewster, Ellis & Girard) 

· Give the children confidence. We should not expect them to always understand every word and they should know this.

· Explain why the children have to listen. Make sure the learners are clear about why they are listening, what the main point or purpose of the activity is.

· Help children develop specific strategies for listening. An important strategy that the teacher should teach is 'intelligent guesswork'. Pupils are used to drawing on their background knowledge to work out something they are not sure of.

· Set specific listening tasks. I try to think of listening in three stages, pre-listening, while-listening, post listening and have activities for each stage.

· Listening does not have to rely on the availability of a cassette or pre-recorded material. Most listening is teacher talk.

What I do to be more comprehensible
There are a number of ways that I try to make myself easier to understand.

· Keep sentences short and grammatically simple

· Use exaggerated intonation to hold the child's attention

· Emphasise key words

· Limiting the topics talked about to what is familiar to the child

· Frequently repeating and paraphrasing

Conclusion
Listening is an active process, as the mind actively engages in making meaning. It is therefore our duty as teachers to ensure that the materials we use are comprehensible to our young learners, as well as within the range of what they are developmentally ready for. Listening is also hard work! And can be stressful! So in order to maximise the potential for acquisition of language, we need to ensure that our young learners are not stressed about this process.

This article published: 12th July, 2005

Further reading
Brewster, J, Ellis, G & Girard D (2002) The Primary English Teacher's Guide. New Edition. England: Pearson Education Limited

Donaldson, M (1978) Children's Minds. London:Fontana Press

Ellis, G & Brewster, J (2002) Tell it again! The New Storytelling Handbook for Primary Teachers. England:Pearson Education Limited

Garvie, E (1990) Story as Vehicle. England:Multilingual Matters Ltd

Krashen, S.D. (1997) Foreign Language Education. The Easy Way. California:Language Education Associates

Maybin, J, Mercer, N and Stierer B (1992) Scaffolding Learning in the Classroom. In K. Norman (ed) Thinking Voices. The Work of the National Oracy Project. London:Hodder & Stoughton

Vygotsky, L.S. (1978) Mind in Society:The Development of Higher Psychological Processes. Great Britain:Harvard University Press

Wells, G (1987) The Meaning Makers. Children Learning Language and Using Language to Learn. London:Hodder & Stoughton Educational.
Tasks

1. As a learner of two foreign languages, do you prefer to be taught to listen following a top-down or a bottom up approach?  Explain.

2. Do you think students in middle school in Cuba need to be given practice in listening to different texts in English and French? Explain. 

3. If you think listening in English should be taught in middle school, what types of texts do you think may be used? And would you provide this practice in the classroom or extracurricularly? Explain.   

4. Plan a listening class for young learners and be ready to substantiate it.

UNIT 11: The teaching and learning of reading

Designed by,  
MSc Sirelda Garcia Cabrera
Dr. C Alfredo Camacho Delgado  

What is reading?

Reading is an active process involving guessing, predicting, checking and asking oneself questions, as we purposefully interact with a written text in context, and try to understand it, based on our previous knowledge, beliefs and values. 

It is normally a silent and independent activity, which involves decoding the message by recognizing the written signs, interpreting the message by assigning meaning to the string of words, and understanding the author’s purpose.
(Adapted from Francoise Grellet, 1981)

Why do people read? (The reader´s purpose or goal)

People read: 

· for pleasure or escape;

· for information (general or specific) in order to do something with it.

(Grellet F., 1981) 

Depending on our purpose for reading, we try to reach different levels of comprehension, such as:    

· Literal comprehension: reading in order to understand or recall the information explicitly contained in a text;

· Inferential comprehension: reading in order to find information which is not explicitly stated in a text, using our  experience and intuition, which entails inferring meaning form the text; 

·  Critical or evaluative comprehension: reading in order to compare information in a text with our own knowledge, beliefs  and values;

·  Appreciative comprehension: reading in order to gain an emotional or other kind of valued response from a passage (J. (Richards, 1997).
How do people read?

That is, what are the reading tactics or strategies that people use which contribute to successful reading comprehension? 

·  Skimming: running our eyes quickly over the text to try and understand its gist;

· Scanning: Quickly going through a text trying to locate specific information and rejecting irrelevant information;

· Extensive reading: Fluency reading for global understanding. This type of strategy is used with longer texts usually for pleasure;

· Intensive reading: Reading shorter texts intensively in order to understand all details.

(Grellet F. 1981)

What are the enabling reading skills? (F. Grellet, 1981) 

1. Recognizing the script of the language

2. Deducing the meaning and use of unfamiliar lexical items

3. Understanding explicitly stated information

4. Understanding information when not explicitly stated

5. Understanding conceptual meaning

6. Understanding the communication value (function) of a sentence and utterances

7. Understanding relations within a sentence

8. Understanding relations between the parts of a text though lexical cohesive devices

9. Understanding cohesion between parts of the text through grammatical cohesive devices

10. Interpreting the text by going outside it

11. Recognizing indicators in discourse

12. Identifying the main points or important information in a piece of discourse

13. Distinguishing the main ideas from supporting details

14. Extracting salient points to summarize (a text, an idea, etc.)

15. Selective extraction of relevant points from a text

16. Basic reference skills

17. Skimming

18. Scanning to locate specifically required information

19. Transcoding information to diagrammatic display

What are some reading techniques? (Grellet F. 1981)
1. SENSITIZING

· inference: through context, through word formation

· understanding relations within the sentence

· linking sentences and ideas: references

· linking sentences and ideas: link words

2. IMPROVING READING SPEED

3. FROM SKIMMING TO SCANNING

· predicting

· previewing

· anticipating

· skimming

· scanning

4. HOW THE AIM IS CONVEYED 

a. aim and function of the text

· functions of the  text

· function within the text

b. organization of the text: different thematic patterns

· main ideas and supporting details

· chronological sequence

· descriptions

· analogy and contrast

· classification

· argumentative and logical organization

c. Thematization

5. UNDERSTANDING MEANING 

a. non-linguistic response to the text

· ordering a sequence of pictures

· comparing texts and pictures

· matching

· using illustrations

· completing a document

· mapping it out

· using the information in the text

· jigsaw reading

b. linguistic response to the text

· reorganizing the information: reordering events, reorganizing the information, using grids

· comparing several texts

· completing a document

· question types

· study skills: summarizing, note taking

6. ASSESSING THE TEXT 

· fact versus opinion

· writer’s intention

An example of a reading class 

Text 8: Tobacco
Objective: To summarize a text about the chemicals contained in a cigarette, with the purpose of rejecting tobacco addiction
Before reading tasks

Task 1

Discuss these questions around the class:

a) What do you think about the people who smoke?

b) Do you think it can cause problems in our health? Give examples.

c) What are the chemicals that a cigarette contains?

While reading tasks

Task 2

Read the text and select the correct answer.Work individually first, and then around the class.
 The text is about:

· Tobacco addiction

· The causes of been a smoker.

· The contents of a cigarette.

Task 3
Work in pairs, find in the text the chemicals that a cigarette contains and its consequences and put them in the following chart:

	
	
	

	
	
	


Task 4

Work individually first, and then in pairs and find in the text:
· Three nouns

· Two verbs


· An adjective 

· A preposition 

· A modal verb

Task 5

Summarize the content of the text with your own word. Work individually first, and then around the class.
After reading tasks

Task 6
Write a brief paragraph giving your opinion about this theme. Then discuss what you wrote in groups of three. 
 

Workshop  

A. Work in pairs. Go through an example of a Reading class and discuss these questions: 

a. What is similar in this class with respect to a listening class?

b. What is the purpose of each of the stages in this class?

c. Why are tasks included in all the stages? / What is the importance of tasks?

d. How are the students asked to work during this class? Why?

e. Is the class structured logically? How do you know?

f. Can the class learning goal be attained in one class period?

g. Can you think of any other criteria to affirm that this goal is didactically sound?

h. Why has this reading topic been selected?

B. Go through Grellet´s list of enabling reading skills and discuss these questions in groups of three.

a. Are these skills similar to the ones for listening? Explain and give examples.

b. Go though each of the tasks included in the sample class and identify the skill that is being practiced.

C. Information-sharing activity. Make six teams of 4 and distribute slips of paper with information to answer these questions: What is reading? Why do we read? How do we read? 

Stage 1

The teams will read their slips of paper and prepare themselves to share their information with people from other teams who have different information.

Stage 2

All the students stand up and mingle around the class, with their notebooks and pencil looking for answers to all three questions.

Stage 3

Follow up around the class: numbers will be put in a box, representing the class list. Two students will be called to the front to pick out numbers from the box. The ones who get chosen will be asked to answer one question, and so on. 

 Session 2 

A. Discuss the following statements. Write a T next to any which you consider to be True and an F next to any you consider to be False. 
1. Extensive reading, both inside and outside the classroom, helps to improve learners’ reading skills. 

2. You can help learners to deal even with difficult texts by providing the right kind of task. 

3. Learners should be encouraged to use dictionaries during reading lessons. 

4. Only give your learners texts from authentic sources, such as newspapers, etc. as these are more meaningful than texts which are specially created for learners. 

5. Teachers should teach sub-skills such as skimming and scanning to their learners, as they do not come naturally. 

6. Learners should read texts where they are likely to understand the majority of the words. 

7. When preparing a reading lesson, teachers need to bear in mind that learners need different skills at different ages and different competency levels. 

8. Teachers should use texts which relate to learners’ interests when possible, as this will help to motivate them to read. 

9. Learners should not read texts on unfamiliar subjects as this makes them difficult to interpret. 

10. Reading lessons should always include a set of comprehension questions. 

(Taken form TKT Essentials) 

Answers 
1. True. Stephen Krashen has researched extensively into the effects of extensive reading on reading skills and language development. See http://www.sdkrashen.com/ for more information. 
2. True. Simple activities such as matching tasks or T/F questions can make difficult texts more accessible to lower level learners. 
3. False (unless the aim of the lesson is specifically to practice dictionary use). 
4. ??? This is controversial. Some teachers believe that only authentic texts can support reading development but well written ‘semi-authentic’ texts can be equally valuable. The answer is probably to give learners a variety of texts – both those specifically written for learners and those from authentic sources, depending on the level of the learners and the skills being practiced. 
5. ??? Also contentious. Readers may already have natural skimming and scanning skills from their L1 – the question is whether they transfer these to English. 
6. This depends a little. Knowing most of the words will clearly give most learners confidence. The other side of the coin is that comprehension does not usually depend on knowing every word and that learners also need to be challenged in order to learn. Working with texts in which they do not know all the words can be a good opportunity for them to develop inference skills. Some literacy researchers claim that if more than one word in 25 is unguessable, the reader will have difficulty in understanding a text. 
7. True 
8. True 
9. True where practicable - sometimes the learner’s purpose for studying English may be to help understand study-related texts. 
10. False. This depends on the learners’ purpose for reading. If they are reading for pleasure, it may be very useful and motivating to ask them to give their opinions about characters, say how they think a story will develop, and so on. 
B. Match the terms in the table with the definitions below. The first one has been done for you.

	a (four) skills 
	b receptive skill 
	c productive skill 
	d cohesion 

	e subskill 
	f inferring 
	g scanning 
	h skimming 

	i reading for detail 
	j extensive reading 
	k intensive reading 
	l authentic material 


Definitions

	(C) A term used to describe writing and speaking. 
	Reading which focuses learners on the linguistic aspects of a text. 
	Techniques for dealing with texts, e.g. skimming and scanning. 
	A reading technique to get the general meaning of a text quickly. 

	Reading a longer text, e.g. novel, for pleasure or interest. 
	Reading to find a specific piece of information. 
	Any text which hasn’t been specifically written for language learners, e.g., newspapers, books, adverts, etc. 
	A term used to describe reading and listening. 

	The use of devices to link words so that a text makes sense and holds together. 
	Deducing meaning from context. 
	Reading a text carefully for maximum understanding. 
	Reading, listening, speaking and writing 


(Taken form TKT Essentials) 

Answers 

C, k, e, h

J, g, l, b

D, f, i, a 

C. Work in groups of three and list all the do´s and don’ts you can think of with respect to the teaching of reading. Be ready to substantiate your ideas.  

D. Work in pairs and plan an activity to encourage global understanding of this text. 

Getting a Good Night's Sleep

[image: image16.png]



Sleep is as important as food and air.  Quantity and quality is vital for restfulness.  However, if you feel you’re not getting enough sleep, don’t stress.  Stress will make sleep more elusive.  It’s better to relax and know you will sleep eventually.  For tips...

Tips to great sleep:

1. Keep regular hours. 

2. Stay away from stimulants like caffeine. 

3. Use the bed just for sleeping. 

4. Avoid bright light around the house before bed. 
5. Avoid exercise near bedtime. 

6. Don't go to bed hungry. 

7. Avoid looking at the clock if you wake up in the middle of the night. It can cause anxiety. 

8. If you can't get to sleep for over 30 minutes, get out of bed and do something boring in dim light till you are sleepy. 

9. Keep your bedroom at comfortable temperature. 

10. If you have problems with noise in your environment you can use a white noise generator. A fan will work. 

11. Know that the "night cap" has a price. Alcohol may help you to get to sleep but it will cause you to wake up throughout the night. 

Good Night and Sweet Dreams – Sleep is a part of a healthy lifestyle – Get Active, Eat Well, and Sleep will come….

How do we select or evaluate the reading texts that we use for our students?

Here are some criteria: 

Students' needs, authenticity, background knowledge, linguistic complexity, information gap, up-datedness (Day Richard R., 1999)
What is cross-curricular teaching and how does it relate to the teaching of reading? 

Cross-curricular teaching involves a conscious effort to apply knowledge, principles, and/or values to more than one academic discipline simultaneously. The disciplines may be related through a central theme, issue, problem, process, topic, or experience (Jacobs, 1989). The organizational structure of cross-curricular teaching is called a theme, thematic unit, or unit, which is a framework with goals/outcomes that specify what students are expected to learn as the result of the experiences and lessons that are a part of the unit. 
There seem to be two levels of integration that schools go through: The first is integration of the language arts (listening, speaking, reading, writing, thinking) (Fogarty, 1991; Pappas, Kiefer, & Levstik, 1990); the second involves a much broader kind of integration, one in which a theme begins to encompass all curricular areas.

Cross-curricular teaching is often seen as a way to address some of the recurring problems in education, such as fragmentation and isolated skill instruction. It is seen as a way to support goals such as transfer of learning, teaching students to think and reason, and providing a curriculum more relevant to students (Marzano, 1991; Perkins, 1991). 

With respect to themes in Cuban schools that following are a priority since they relate to global issues which jeopardize human existence and society in general:
· Environmental education

· Moral and patriotic values education

· Saving resources and energy

· Sexual and health education

Health education is any combination of planned learning experiences based on sound theories that provide individuals, groups, and communities the opportunity to acquire information and the skills needed to make quality health decisions. Or the World Health Organization has defined health education as consciously constructed opportunities for learning involving some form of communication designed to improve health literacy, including improving knowledge, and developing life skills, which are conducive to individual and community health.

The goal of health education is to promote healthy lifestyles. Thus, health education has a preventive character.

Currently in Cuba health education must address the following health issues:

· Tobacco addiction

· Alcoholism

· Irresponsible sexual behaviour

· Lack of knowledge concerning traditional medicine

· Violence

· Lack of healthy hygiene habits

Health education includes the following areas:

1. Personal and collective hygiene

2. Sexual education

3. Nutritional education and food hygiene

4. Anti-tobacco, anti-alcohol and antidrug education

5. Pedestrian education for accident prevention

6. Traditional and natural medicine

7. Communicating and living together

UNIT 12: Skill integration 

Project work with teenagers
Lynn Gallacher, British Council, Spain
Project work is becoming an increasingly popular feature within the ELT classroom. Common projects are class magazines, group wall displays about students' countries and designs for cities of the future. A project involves students in deciding together what they want to do to complete a project whilst the teacher plays a more supporting role.

· Some advantages

· Planning the project

· Some possible drawbacks

· Example projects

· References


Some advantages of project work are:
· Increased motivation - learners become personally involved in the project.

· All four skills, reading, writing, listening and speaking, are integrated.

· Autonomous learning is promoted as learners become more responsible for their own learning.

· There are learning outcomes -learners have an end product.

· Authentic tasks and therefore the language input are more authentic.

· Interpersonal relations are developed through working as a group.

· Content and methodology can be decided between the learners and the teacher and within the group themselves so it is more learner centred.

· Learners often get help from parents for project work thus involving the parent more in the child's learning. If the project is also displayed parents can see it at open days or when they pick the child up from the school. 

· A break from routine and the chance to do something different.

· A context is established which balances the need for fluency and accuracy.
Haines (1989)


Planning the project 

· Opening
To give learners an idea of what projects are and what they should be aiming to produce, it is good to have examples of past projects: a photocopy of a previous group newspaper or a photograph of a wall display.

· Proposing
After explaining the idea behind the project I ask learners to propose a scheme of work: 

· What they want to include in the project

· What form it will take

· Who will be responsible for what

· An idea of the time it will take to produce each part of the project 

· Any material or resources they might need


I would then sit down with each group for 10 minutes to discuss their proposals (a copy of which both I and the learner would keep to refer to as the project develops). At this point the evaluation procedures would also be explained.

· Time
Allocate an agreed amount of time for the project. For a summer 60 hour course of 3 hours a day I would dedicate 5 hours to project work so approx. 6 sessions of 45 minutes each with a round up session at the end. I would also have the sessions on the same day each week - Wednesday, and Friday, for example, so learners know to bring materials to class on that day.

· Space
Show the learners the space they will have for the project, it could be wall space or a corner of the classroom, so they have some idea how much material they should produce and can plan the layout.

· Materials and resources
Provide the learners with materials they might need: card, scissors glue, paper etc. It is fairly common now for learners to want to use the Internet to find information for their projects. Encourage a keen student with Internet to do this at home! If there is time and Internet available in the school make sure the students have informed you of exactly what they're looking for - photos- or that they have prepared a list of information they want to find. Simply giving the learners time on the computers can lead to them aimlessly surfing the net. If the facility is available learners often like to write finished drafts of their work on the computer.

· Presentation
Projects need to be seen, read and admired so schedule the last project session as a presentation. Ask the group to prepare a task for the others in the class to do connected to the project: it could be a quiz with questions for a wall display, a crossword using vocabulary for the project or comprehension questions for a video that learners have made.

· Evaluation
As with any piece of work a project needs to be acknowledged and evaluated. It's not enough to just say 'that's great' after all the work learners have put in. I use a simple project evaluation report, which comments on aspects of the project such as content, design, language work and also evaluates the oral presentation stage of the project.

Some possible drawbacks to project work
· Learners using their own language
If the class are monolingual they may use their L1 a lot (it often happens anyway in YL classes) so you should decide whether the benefits of doing project work outweigh this factor.

· Some learners doing nothing
By giving more freedom to the learners you may also be giving them the freedom to do nothing! If the project is planned carefully and roles decided at the proposal stage this is less likely to happen.

· Groups working at different speeds
One group may have 'finished' the project after a couple of hours and say they have nothing to do. Remind them it is their responsibility to fill the time allocated to project work and discuss ways they could extend the work they have already completed.

Examples of project work
· A project based on readers
At a summer school I worked in learners were encouraged to have a reader during the month course. This is not always a popular requirement so I decided to have the learners use the readers in a way they might find motivating. 

· First I chose 4 different readers that had also been made into films - The Full Monty, The Client, Dracula, Mosquito Coast. Each group were given copies of their reader.

· The learners were then given free reign to do whatever they liked as long as it was somehow connected to the reader. 

· Examples of the work produced were: 

· Summaries of the story.

· Crosswords / word searches of vocabulary from the story.

· Reviews of the book.

· Information found about the history of Dracula.

· Filmed scene from the book.

· Presentation of a clip from the film of the book compared to a scene in the book.

· Biographies and photos of actors from the film.

· Music Project
If your class loves songs this could be a motivating project. 

· Make a CD Cover.

· Invent the band and the names and biographies of the band members.

· Video an interview with the band.

· Record a song. (Students often borrowed the music and wrote their own lyrics)

· Write gig reviews.

· Photo shoot of the band.

· Design a poster advertising gigs.

There are also many other ideas but I hope this shows the variety of work which can be produced.
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UNIT 13: The teaching and learning of writing 

Product and process writing: A comparison
Vanessa Steele 
There are several ways to approach writing in the classroom. It should be said at the beginning that there is not necessarily any 'right' or 'best' way to teach writing skills. The best practice in any situation will depend on the type of student, the text type being studied, the school system and many other factors. Thus, this article cannot prescribe a system for the teaching of writing that is optimal for all teaching situations. Rather, I hope to describe and contrast two popular, yet very different approaches, and examine how both can be used in the classroom.

· A product approach
· A process approach
· A summary of the differences
· Which approach to use
· One or the other
· Further reading

A product approach
This is a traditional approach, in which students are encouraged to mimic a model text, which is usually presented and analysed at an early stage. A model for such an approach is outlined below:

Stage 1
Model texts are read, and then features of the genre are highlighted. For example, if studying a formal letter, students' attention may be drawn to the importance of paragraphing and the language used to make formal requests. If studying a story, the focus may be on the techniques used to make the story interesting, and students focus on where and how the writer employs these techniques.
Stage 2
This consists of controlled practice of the highlighted features, usually in isolation. So if students are studying a formal letter, they may be asked to practise the language used to make formal requests, practising the 'I would be grateful if you would…' structure.
Stage 3 
Organisation of ideas. This stage is very important. Those who favour this approach believe that the organisation of ideas is more important than the ideas themselves and as important as the control of language.
Stage 4
The end result of the learning process. Students choose from a choice of comparable writing tasks. Individually, they use the skills, structures and vocabulary they have been taught to produce the product; to show what they can do as fluent and competent users of the language. 

A process approach
Process approaches to writing tend to focus more on the varied classroom activities which promote the development of language use; brainstorming, group discussion, re-writing. Such an approach can have any number of stages, though a typical sequence of activities could proceed as follows; 

Stage 1
Generating ideas by brainstorming and discussion. Students could be discussing qualities needed to do a certain job, or giving reasons as to why people take drugs or gamble. The teacher remains in the background during this phase, only providing language support if required, so as not to inhibit students in the production of ideas.
Stage 2
Students extend ideas into note form, and judge quality and usefulness of ideas.
Stage 3
Students organise ideas into a mind map, spidergram, or linear form. This stage helps to make the (hierarchical) relationship of ideas more immediately obvious, which helps students with the structure of their texts. 
Stage 4
Students write the first draft. This is done in class and frequently in pairs or groups.
Stage 5
Drafts are exchanged, so that students become the readers of each others work. By responding as readers, students develop an awareness of the fact that a writer is producing something to be read by someone else, and thus can improve their own drafts.
Stage 6
Drafts are returned and improvements are made based upon peer feedback. 
Stage 7
A final draft is written.
Stage 8
Students once again, exchange and read each others' work and perhaps even write a response or reply.

A summary of the differences 
Process driven approaches show some similarities with task-based learning, in that students are given considerable freedom within the task. They are not curbed by pre-emptive teaching of lexical or grammatical items. However, process approaches do not repudiate all interest in the product, (i.e. the final draft). The aim is to achieve the best product possible. What differentiates a process-focussed approach from a product-centred one is that the outcome of the writing, the product, is not preconceived.

	Process writing 
	Product writing

	· text as a resource for comparison

· ideas as starting point 

· more than one draft

· more global, focus on purpose, theme,text type, i.e., reader is emphasised

· collaborative 

· emphasis on creative process 
	· imitate model text

· organisation of ideas more important than ideas themselves

· one draft 

· features highlighted including controlled practise of those features

· individual

· emphasis on end product


 Which approach to use 
The approach that you decide to use will depend on you, the teacher, and on the students, and the genre of the text. Certain genres lend themselves more favourably to one approach more than the other. Formal letters, for example, or postcards, in which the features are very fixed, would be perhaps more suited to a product-driven approach, in which focus on the layout, style, organisation and grammar could greatly help students in dealing with this type of writing task.

Other genres, such as discursive essays and narrative, may lend themselves to process-driven approaches, which focus on students' ideas. Discursive activities are suited to brainstorming and discussing ideas in groups, and the collaborative writing and exchanging of texts help the students to direct their writing to their reader, therefore making a more successful text.

One or the other 
The two approaches are not necessarily incompatible. I believe that process writing, i.e. re-drafting, collaboration, can be integrated with the practise of studying written models in the classroom.

What I take from the process approach is the collaborative work, the discussion which is so important in generating and organising ideas. Once students have written their first drafts, model texts can be introduced as texts for comparison. Lightbown found that learning appeared to be optimal in 'those situations in which the students knew what they wanted to say and the teacher's intervention made clear to them there was a particular way to say it.' Teacher intervention through model texts could thus aid the learning process. 

I also like to incorporate the exchanging of drafts, so that the students become the readers of each other’s work. This is an important part of the writing experience as it is by responding as readers, both during the collaborative stage of writing in groups, as well as when reading another groups work, that students develop an awareness of the fact that a writer is producing something to be read by someone else.

As Lewis Carroll makes clear in Alice's adventures in Wonderland.

"I haven't opened it yet," said the White Rabbit, "but it seems to be a letter, written by the prisoner to somebody."
"It must have been that," said the King, "unless it was written to nobody, which isn't usual, you know."


Further Reading 

Process Writing by Ron White and Valerie Ardnt
Language Teaching Methodology by David Nunan 
Progressive Writing Skills by Will Fowler
Discourse Analysis for Language Teachers by Michael McCarthy

Sobre el componente escritura en la secundaria básica 

(Dr. C Alfredo A. Camacho Delgado)  

Se prestará especial atención en los primeros grados al establecimiento de la relación fonema–grafema por parte de los alumnos, lo cual puede lograrse fundamentalmente a través de las siguientes actividades realizadas sistemáticamente: 

g) Presentación de los exponentes lingüísticos necesarios para realizar las funciones comunicativas, o presentación de aspectos gramaticales, generalmente sin adelantamiento oral. 

h) Búsqueda de regularidades entre los sonidos y las grafías como parte de las actividades de la práctica de la pronunciación. 

i) Toma de dictados realizados por el profesor y entre los propios alumnos. 

j)  Lectura oral del idioma que se está aprendiendo dentro del componente expresión oral. 

k) Realización de ejercicios escritos de gramática y vocabulario. 

l) Revisión de los trabajos de los alumnos, incentivando la autocorrección. 

Para incentivar el desarrollo de habilidades de expresión escrita se procederá como sigue: 

e) Se partirá de modelos que los alumnos recibirán como si fueran destinatarios a los que van dirigidos esos textos de tipo interactivo. 

f) Prestar atención primeramente al significado de los textos; en otras palabras, lograr que los alumnos los comprendan, para lo cual es imprescindible que los mismos contengan en lo fundamental funciones comunicativas, temas, gramática y vocabulario que hayan sido estudiados como parte del componente expresión oral. 

g) Incentivar a los alumnos para que respondan la correspondencia que han recibido, ofreciéndoles niveles de ayuda como pueden ser la generación colectiva de ideas, de vocabulario, formas de comenzar, continuar y concluir, elementos de enlace oracional o mediante el trabajo cooperativo entre los alumnos. Se podrán incluir ejercicios de escritura guiada mediante el uso del microprocesador Word o algún tipo de software educativo disponible en las escuelas. 

h) Las tareas de escritura propiamente dicha incluirán los siguientes elementos: 

· Razón para escribir

· Destinatario(s)

· Tipo de texto que escribirán

· Intención comunicativa (una o varias)

i) Se debe incentivar en los estudiantes la apropiación del proceso de la escritura que en lo fundamental incluye las siguientes acciones: planificación, escritura de borradores, revisión individual y colectiva y reescritura individual o colectiva.  

j) Lo que escriban los alumnos debe encontrar respuestas por parte del profesor o de sus propios compañeros. 

k) Se promoverá la revisión de los trabajos escritos en parejas o pequeños grupos, o la edición en grupos. La retroalimentación que ofrezca el profesor estará fundamentalmente dirigida al significado del texto (a las ideas): lo que el profesor escribe a los alumnos sirve de modelo para aprender a escribir mejor. 

l) La evaluación será holística: lo primero es premiar el logro de la comunicación por escrito. Si el texto que el alumno ha producido resulta comprensible, ello indicará que ha vencido los objetivos.  
How to Improve Spelling

(Laura Correa Restrepo, Major paper, 2013) 

Some specialists suggest learning strategies to favour the acquisition of spelling skills, drawn from a combination of educational studies and interviews with spelling experts.

As it might be expected, there is not a single approach or method on how to teach spelling that is best for all students and all teachers. However, there are some general guidelines the authoress found over her practicum and research that can be applied to almost every English class to improve spelling skills while dealing with vocabulary, as well as with oral, and written exercises.

Some authors establish that to become a good speller there are four ways to achieve spelling goals and improve it as well; they call them ‘forms of spelling knowledge’ These are: phonological knowledge: how words sound, visual knowledge: how words look, morphemic knowledge: how words change form, and etymological knowledge: where words come from. These forms of knowledge will make the student understand and use a correct spelling of words, depending on which they feel more comfortable with and are able to write and to spell.

Integrating the four forms of spelling knowledge

Students do not necessarily draw on just one of the four forms of spelling knowledge to spell a word. In order to become proficient spellers, they need to be able draw on and integrate several forms of knowledge to spell. For example, in order to write the word “their”, a student may rely on phonological knowledge to write down the initial sounds th-, then use visual knowledge to recall the ending -eir, and confirm this by syntactic knowledge as to which form of the word is needed in writing. In working out how to spell hydroelectricity, a student may use etymological knowledge to write hydro-, phonological knowledge to write  –electri- and visual knowledge to write -city.

Other authors agree with the visual and hearing method to learn how to spell; this is the case of the multisensory methodology used in the book named above and the one described -in the book: “All About Spelling Level 1 Teacher's Manual”- as an approach that reinforces and ensures student’s spelling improvement combined with systemic and guided activities.

Multisensory learning activities help the student master important spelling strategies. Some of these activities are:

· Flashcards provide a visual and hands-on way to help him/her learn and review phonograms, words, and spelling rules.

· Segmenting Words is an activity that helps the student identify the individual sounds in a word so that he can spell it more easily and accurately.

· Concept-oriented spelling lists that are grouped by similar phonograms and spelling rules accelerate learning by organizing ideas in the student’s mind and allowing the student to concentrate on and master one or two main concepts before moving on.

· Key Cards clearly present key ideas, concepts, and spelling rules that help kids thoroughly understand why a word is spelled the way it is and how to apply that knowledge to many other words.

· More Words and Dictate Phrases  reinforces current and previously learned concepts, increase the student’s repertoire of words, and allow the student to apply his knowledge in practical situations.

· Progress Charts give students a visual reminder of how far he has come and motivates him to master the next step.

The traditional method 

Some other authors consider the traditional method a still-worthy one, as there are rules that help students to spell words, write, and read more easily, as they generalize while learning new words, though this method has to become more interesting, and has left behind its “boring” strategies. 

Take for example, the difference between "hard c" (as in cat) and "soft c" (as in cell)”- explain the experts. After accumulating many words containing the letter "c," students discover that "c" is generally hard when followed by consonants (as in club and crash) and the vowels "a," "o," and "u" (as in cat, cot, and cut). In contrast, "c" is usually soft when followed by "i", "e" and "y" (as in circus, celebrity, and bicycle).

Leipzig, D. H. says in this regard that for every rule there are exceptions that threaten the rule. Students learn, though, that spelling patterns exist and that these patterns help to explain how to spell, read, and write words.

To achieve relevant progression in spelling, teachers and students alike must become word detectives, involved in an ongoing attempt to make sense of word patterns and their associations to one another. Spelling rules are not dictated by the teacher for students to memorize; instead, spelling patterns and generalizations are discovered by students.

Some teaching strategies -according to experts in word study- establish that teachers must encourage students to compare and contrast features in words. One common method for doing so is having students sort words. When sorting, students use their word knowledge to separate examples that go together from those that do not.

In addition to sorting, students may hunt for words in their reading and writing assignments that fit the pattern being studied. They may construct a word wall illustrating examples of the different patterns studied, and they may keep a word study notebook to record the known patterns and their new understandings about words, or may play games and activities to apply their word knowledge (Bear et al., 2000).

A cycle of instruction for word study might include the following:

1. Introduce the spelling pattern by choosing words for students to sort

2. Encourage students to discover the pattern in their reading and writing assignments. 

3. Use reinforcement activities to help students relate this pattern to previously acquired word knowledge.

Teachers then test students' pattern knowledge rather than their ability to memorize single words. 

Specialists suggest some useful tips like:

1. Our brains work best with sequential patterns; hence, spelling should be taught as patterns.

2. Understanding of roots, suffixes and prefixes enhances spelling of bigger words and comprehension of texts.

3. Breaking words into the syllable level and into morphemes creates accessible "word bits."

4. Direct teaching of odd words (only 5% of English) is necessary.

Other strategies are:

· Teach specific sounds, patterns and meaningful parts;

· Use a multi-sensory approach: students must feel how words are spoken and written;

· Memorize "No Excuse" words (sight words);

· Provide ample opportunities to practice;

· Make students accountable in their personal writing;

· Use spelling games for kids during the lessons.

Do's and Don'ts of Spelling

Many teachers have developed the tried and true strategies to help their students become better spellers. Here is what they say and do:

· Do have a word wall.

· Don't forget to change the words.

Word walls provide a great strategy for young learners to see and write the words they need, when they need them. Change the words as needed throughout the year to ensure maximum learning. Use it all year, refer to it often and make sure the words are relevant to their learning throughout the year. Word walls will benefit students in kindergarten to the 3rd grade. However, they can be used in the inclusion classroom at any grade. Word wall words should be alphabetized to help children locate the word they need quickly.

· Do provide spelling lists that meet the weekly/monthly needs. 

· Don't use those traditional spelling texts.

students need to be able to spell the words they need to write. Therefore, their spelling lists need to be connected to other things that are currently being taught. For instance, if you are teaching transportation, the spelling words should be those that they need to know like: fast, slow, air, ground, fly, train etc. Have your students brainstorm the list of words they need to learn on a regular basis. Everyday words should be included in their word walls. Words that have certain patterns are good to learn as well. These would be the word families and words with similar patterns like through, enough, etc.

· Do focus on the 44 sounds throughout the year.

· Don't just focus on the long and short vowels and beginning and ending consonants.

When you think about ape and apple, long and short come to mind. However, what about the “a” sound in star and in jaw? Is it long or short? If you're teaching about some of the spelling patterns, be aware of the 44 different sounds.

· Do provide strategies to help them spell.

· Don't bother with weekly spelling tests.

Help students recognize spelling patterns, generalizations and some of the basic rules. When students write, have them circle the words they are uncertain about. This will help them learn them. Spelling tests only support short term memory and don't tend to lead to permanent learning. Help them to notice the patterns and help them to make connections. (If funny has two consonants, how do you think bunny and runny would be spelled? Prompt children to identify the patterns) Do use spelling patterns, everyday words and theme based words focused on your specific curricular area. Although some children enjoy the weekly spelling tests, others spend far too much time memorizing words and all too often forget them. The weekly spelling test tends to only be a test of short term memory.

Don't over emphasize spelling rules. Remember that thinking is more important than memory and leads to more permanent learning. There are also many exceptions to the spelling rules so choose the rules you teach carefully. http://specialed.about.com/od/literacy/a/spell.htm
The previous strategies and advice on how to teach spelling are useful steps to follow and incorporate into English lessons, to work with vocabulary, and to improve students’ spelling skills. All of them emphasize the importance of the process of thinking and hand-on way of the students, as well as the enormous significance of the correct guide on the part of the teacher to encourage kids to learn how to spell.

Effective Classroom Practices for Spelling
The following practices and activities may be used in the classroom to reinforce the four forms of spelling knowledge and encourage students to integrate and use these strategies in the appropriate contexts.

As demonstrated in the daily observation during the practicum, students in their spelling development will benefit from an emphasis on different forms of knowledge. Most of these strategies would first be modeled by the teacher, and then used in guided practice by groups with similar needs, before students would be expected to use them independently. This research will include some of these practices into the lesson plan, as there is no a specific class devoted to spelling, but it is integrated into the lesson. Some effective practices are:

Word webs
Word webs can be constructed around morphemes or topic words, to build up lists of words based on a particular form of spelling knowledge. The webs can be added to over days or weeks, as additional examples are experienced in reading, e.g.

Etymological

from the Greek “aer” meaning air

Aeronautaeroplane

Aerodromeaeronautics

Aero

Aerobics aerodynamics

Morphemic
Running hoping

Jumping ingtrying

Seeing being

This can be adapted at later stages by the use of a dictionary or thesaurus for checking or finding additional words.

Dictation

Writing a dictation based on previously treated words is one way of assessing memory. It is most beneficial if early feedback is given. The dictation passage can be given when the words are introduced, with the words underlined or in bold, so that meaning within the context of other words can be made explicit. After writing a dictation, students should be encouraged to proofread their work.

Words to learn

Students can be encouraged to look carefully at a word in order to identify which types of knowledge and strategies would be the most useful in helping them learn to spell the word. This encourages the thoughtful integration of knowledge and strategies. For example, the following knowledge and strategies would be helpful in learning to spell the following words: 

· Morphemic understanding of two words making a compound word:

cupboard= cup + board

· Morphemic generalization of words ending in -y where y changes to i

before an ending is added e.g. happiness, happily

· Phonological knowledge: kangaroo

· Etymological knowledge from the root “octo” meaning eight: octopus

· Phonological and visual knowledge to spell slight.
Clapping sounds

Hearing the sounds within words is an important first step for spelling and reading. In early stages, students can be assisted to hear the sounds within words by clapping once for each syllable heard, starting with one- and two-syllable words and moving on to three- and four-syllable words, e.g.:

pup-py chil-dren gar-den com-pu-ter  tel-e-vi-sion

Silent partners

In modeled reading sessions, with text in big books or on an OHP, the teacher masks silent letters in words e.g. the road si-n was -nocked over. Students are asked to supply the missing letter or letters that complete the word. Younger students may be given plastic letters to select from in order to complete the words. The teacher can record words on cards for follow-up games in guided and independent sessions.

Look, say, cover, write, check

This approach is useful when particular words need to be learned automatically, e.g. high frequency words, technical terms for a particular topic, or a student’s own nominated errors. A folder or pad can be kept with the words on the left hand side and attempts made on the right side.

The student looks at the word, says it (perhaps s-t-r-e-t-c-h-ing it out to help articulate sounds), covers it up, writes an attempt and then checks carefully against the original. Repeat this process if the word is incorrect the first time.

The left-hand pad of paper is used for the student to enter words to be learnt during the week. The right-hand pad is used for the student’s attempts at spelling the words during the week.

Patterns

Visualizing the shape of a word can help students to remember correct spelling. First, the teacher explicitly models how box shapes can show the pattern of letters e.g. 
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Students can then make up the patterns for words they are currently studying, then match shapes with words in the list.

Finding rules

This activity is useful in guided spelling sessions after it has been modeled. Rather than giving students a rule to learn, ask them to attempt a generalization about a group of words with a similar pattern. Display these generalizations in the classroom and adapt them, as more examples or exceptions are found over time, for example the rule for adding -ing: hope + ing = hoping.

Concept groupings

These are words which could be taught using any of the four forms of knowledge but they would usually be presented together. At this stage, they would be modeled for students and used by them from sources around the room. Many students should then be able to spell these words independently in their writing.

a) Family words, e.g. mother, father, brother, sister, aunt, uncle, cousin, stepfather, grandmother

b) Pastimes, e.g. soccer, ballet, computer, swimming, tennis, reading, football

c) Parts of the body, e.g. arm, body, leg, hand, face, ear, eye, nose, knee

d) Descriptive words, e.g. tired, pretty, ugly, terrible, fluffy, sleepy

e) Senses, e.g. ear, hear, touch, feel, taste, nose, smell

f) Clothing, e.g. t-shirt, jeans, dress, pants, shoes

g) Building words, e.g. door, chair, window, table, cupboard

h) Weather words, e.g. sunny, rainy, cloudy, warm

i) Time words, e.g. hour, minute, o'clock, digital

j) Seasons: spring, summer, autumn, winter

k) Shapes, e.g. square, circle, triangle, rectangle, oblong

l) Properties of objects, e.g. thick, thin, narrow, broad

m) Verbs used in steps of procedures, e.g. cut, put, mix, fold.

These strategies are flexible, active, and interesting. They provide a wide source of possibilities for students to go forth their basic lexical stock, and take them to the betterment of their spelling skills.

Other Considerations on the Teaching of Spelling

Images before rules
At school, students are drilled in long lists of spelling rules; for example, 'I before E, except after C' rule. However, two major drawbacks to this approach to spelling have been pointed out. Firstly, the English language has exceptions to just about every spelling rule, because that language is such a collage of other languages, it is impossible to describe it using a group of simple rules. In fact, it is for this reason that Spelling Bees have come to play such a big part of English-speaking culture. 

Secondly, and most important of all, brains usually do not master spelling through rules. Research confirms that human brains acquire spellings through images. What is learnt to recognize is not usually rules, but rather the picture of the word (the experts call this a Mental Orthographic Image).

The secret to correct spelling in English lies in exposing your brain to the image of a word over and over again. Moreover, the image needs to be quite large (larger than the words of a typical printed book or Web page) and free from other distractions.

Flashcards, whether electronic or the 'cards in a shoebox' variety, are perfect for implementing this. 

Avoid looking at misspellings

This one follows logically from the previous tip, but it must be highlighted because it is a mistake that will be seen in classrooms frequently. People sometimes think they are helping students learn to master a tricky spelling by showing ways in which it is often misspelled. Just as repeated exposure to word-images is responsible for most of students’ ability to spell words correctly; it can also be responsible for their tendency to spell words incorrectly; if students keep staring at commonly misspelled versions of words. Teachers must make sure that all of the spelling lists are full of correctly spelled words only. 

See it, hear it, say It

Involving several senses in the learning process can really speed up word-acquisition. Each time a new word is seen, it is important to find out how it is pronounced and to say it aloud. If possible, somebody else can help out by saying the word too.

Not only do the different sensations (seeing, hearing, saying) work together to help ingrain a new word, but the repetition of the spelling of a word will also help to fix it.

Target specific weaknesses

Word study has to be personalized if it is to be efficient. When students receive a spelling list from a teacher, it will typically contain a large number of words they already know. Although students need to revisit familiar words occasionally they will improve spelling far more rapidly filtering out all the familiar words. Not just by crossing the familiar words out - which still leaves distractions all over the page - but by constantly recreating new lists filled only with the unfamiliar ones. But research has shown that almost no students study this way. It seems to be obligatory to go over and over the list that was handed out by an authority figure, as if there was something innately special about it. There cannot be, because a teacher, or an educational body, cannot adapt their lists to suit individuals. To progress as rapidly as possible, it is needed to take charge of students’ own spelling program.

First test, then study

Traditional teaching requires teachers to study a set amount of material for weeks on end, and then tests themselves at the end to see how well it was mastered. There are several weaknesses in this approach. For one thing, and this recaps on a point made earlier, it may then be devoted far too much precious time on that things are already known. For another, it can take a very long time to find out that the study has been ineffective: test first, and then it must be developed a study program around the weaknesses found in the test. This also means that teachers do not have to make guesses at what they think students already know. 

Form relevant associations

Disorganized lists of words and facts are very difficult to remember. There is a well-known strategy for achieving almost miraculous feats of memory when it comes to recalling long random-looking lists, and that is to make extensive use of images and stories. 

The idea then is to group words together into meaningful lists, where each list has a clear theme. It can then be used pictures, stories, and other clever memory devices to glue the words in each list together.

This practice can also help reinforce distinctions that are often accidentally blurred. People may forget the spelling of a specific word, but just by remembering the group it belonged to people can be confident about the correct spelling.

The suffix -OUS, for example, usually sounds just like the suffix -OSE, making it difficult to remember which words end in which suffix. Rather than disperse these words indiscriminately through the spelling lists, it is far more effective to group all the -OUS words together in one list and all the -OSE together in another list.

While testing the weaknesses and strengths, these words will be thrown randomly. But when students go to save a word from their brain, it will be connected to its neighbors through a mnemonic, a story, or one of their own ingenious inventions.

Time repetitions carefully

There are far too many words in any dictionary to rehearse every word every day. It would take most of people a whole year to get through it once. Not to mention the fact that most of them would die of boredom well before getting to the end. But words have to be repeated many times (experts say 6 or 7 is typical) before they become a part of the working vocabulary. So how can be possibly mastered a long list of words in a reasonably short period? The answer lies in carefully timing repetitions.

Once a word has been successfully spelled on three or four occasions, remove it from the frequently tested list. Other words need to be rehearsed more frequently (daily or weekly, depending on students’ success rate).

It is not necessary to test students on a given word too frequently though. It is possible to recall words from their short term memory (e.g. if you just tested them a half an hour ago) but then fail to recall the word a week later. Leave at least a day between repetitions of any given word. 

Stay motivated

Being motivated is important, because many people might think that being motivated requires you to enroll in a 'positive-thinking' program, but it really means keeping the brain alert throughout every study session, and ensuring that students are always enticed to keep going.

Here are a few tips that help keep you on the job when it comes to what may seem like a very monotonous task - SPELLING.

Work with others

Many people find group work more stimulating than solo study sessions. In addition to the obvious reasons that groups can break the monotony, there are a couple of not so obvious ones here. Firstly, by divvying up spelling tasks (finding all words having a certain tricky-to-spell quality, for example), you can pool your resources. Secondly, the only way to test on spelling a word from its pronunciation is if another person pronounces it. When working in groups it can be taken turns of testing each other, and the sessions are not only more useful, but far more entertaining.

Regular feedback 

Test students frequently and in small batches. Getting feedback after six months of hard slog is no fun at all. Getting a score out of 20 on a daily basis, every single time students sit down to study is far more rewarding and motivating. This 'immediate gratification' plays a big part in the appeal of computer programming to many students. When a student writes in a computer program and executes it, the computer tells immediately whether it has been committed a mistake or not. Instant feedback works wonders for most people.

Focus on the unfamiliar

Repeating long lists of familiar words, stumbling across a new and interesting word only every now and then is boring. By weeding out all the familiar words, only revising them occasionally, and filling the lists with weird and wonderful words that the student is just not 100% sure about, keeps your mind alert, interested, and far less likely to drift on to something going on outside. 

Exercise types for spelling practice 

1. Dictation (see lots of ideas in another material here). 

2. Reading aloud

3. Rainbow words – Write your words and trace over them in three different colors. 

4. Hidden words: Write your word and find hidden words in it. 

e.g. that, hat, at

5. Look/Say/Cover/Write/Check: you may get an activity sheet from the teacher or you may make your own list. 

6. Word search and find your words.

7. Way words: write your words three ways: big, small and in your best handwriting. 

8. Spelling sentences: Write the word, use it in a sentence, and write the word.

For example, 

Cat. I have a cat named bangs. Cat  

9.  Crossword puzzle.

Create a crossword puzzle and solve it. 

(For more ideas, see ideas given by Sarah Sahar in pdf document.)

Notice that 

These exercises encourage students to hear the words and to fix their visual representation, by copying, coloring, deciphering, discovering, reading aloud, etc. However, this is not enough. If we want our students to produce the graphemes and orthographic patterns of English, we need to help them raise awareness about those patterns. 

Awareness raising activities 

Encourage your students to discover patterns of phoneme grapheme correspondences. Here is an example with vowels, which we used for pronunciation, which may also be used for spelling.  

You can see all English vowel sounds in the names of colors. 

ǀἰǀ as in green

ǀɪǀ as in pink

ǀɛǀ as in red

ǀæǀ as in black

ǀΛǀ as in buff or mustard

ǀǝǀ as in magenta
ǀɤǀ as in color

ǀɝǀ as in purple

ǀɑǀ as in olive

ǀɔǀ as in orange

ǀυǀ as in wood

ǀuǀ as in blue
ǀɛɪǀ as in grey
ǀaɪǀ as in white

ǀɔɪǀ  as in turquoise

ǀɑυǀ as in brown

ǀoυǀ as in yellow
You can use these colors as code (or peg words) for the vowels and diphthongs of English.

(Morales Calvo A. y otros, Searching 1. Editorial Pueblo y Educación. La Habana, 1990, p. 240.) 

Dictation is useful for listening practice, and for spelling practice 
(Adapted from a version compiled by MSc Sirelda García Cabrera) 
Although dictation is thought as a test of spelling, and may include an assessment of a wide range of skills, it has long been closely associated with listening comprehension.
When you give a dictation to your class, begin by reading through the whole dictation passage at normal speed. Then, dictate meaning units of words (phrases and short clauses), reading them aloud as clearly as possible. Finally, after finishing the actual dictation of the various phrases and clauses, read the whole passage once more at slightly slower than normal speed. Students will then be given an opportunity to check the spelling of words and their overall understanding of the text.
Do not forget this:
· Do not read out the text very slowly, word by word, because it can be very harmful as it encourages students to concentrate on single words. It also makes it difficult for them to follow what is being dictated.
· Give students enough time to write down what you are dictating, and pause at the end of meaningful units.
· Choose a suitable text.
· Prepare beforehand by dividing the text into intelligible segments.
DICTATION AS LISTENING PRACTICE
5. Some advantages of dictation.
· It calms the class.
· It can be used in large classes.
· It keeps students active.
· It can be used with mixed ability groups.
· It teaches perception of sounds.
· It can be used to help learners notice grammatical features and absorb them.
· It can lead to discussion and other oral follow-up activities. 
6. Types of dictation 
· Opinion poll dictation
· Messenger and scribe dictation
· Speed dictation
· Dictogloss dictation
· Picasso dictation
· Intensive dictation
7. Correction of dictation
e.g. 
	Arthur Hemingway was born in Cuba. There he wrote the “Young Man and the Sea”, which later became a very famous book. Some years later he travelled to Greece where he enjoyed bull fighting and swimming, and wrote a book called “Death in the Morning”. Eventually he died in Hungary.


8. Differences between traditional and newer types of dictation
	Traditional 
	Newer types of dictation


	Teacher controls, reads the text and controls the pace, etc.
	Students may tell teacher when to stop and repeat or students may dictate the text.


	Students write down everything the teacher says
	· Students write selected bits of the text
· Students reconstruct the grammar of the text
· Students correct facts to make text factually accurate
· Students draw what they hear or perform
· Students just the gist of what they hear


	Teacher corrects
	     Students may correct each other.


VARIATIONS ON TRADITIONAL DICTATIONS
11. Picture dictation (Davis & Rinvolucri, p.56)
The teacher describes a picture to the students who then draw it. Students can then give it back to the teacher who draws it on the board.

Variation: Students can `dictate’ their own picture to a fellow student.
Aims: Practice prepositions and check vocabulary.
12. Split Dictation (Davis & Rinvolucri, p.73)
Students, in pairs, each have part of text. They must dictate to each other the full text.
13. Running dictation
A text is split in parts (paragraphs) round wall. Students in pairs – one as writer, one as runner, must run to the wall, memorize one section and return to dictate to their partner.
14. British-American dictation (Davis & Rinvolucri, p. 38)
The teacher dictates a text using British English. The students then convert the text to American English (they could also use for phrasal verbs and equivalents, singular & plurals, etc.)

15. Disagreement dictation

The teacher dictates a text and students change aspects of it if they disagree wholly or partly with the ideas. E.g., “Students have a very easy life and do not have to work hard for exams.”

There should be plenary discussion of students´ ideas, and of how they have made the changes.

16. Grammar dictation or Dictogloss (Wajnryb)

The teacher reads out a text once only at normal speed. Groups try to reconstruct the text. Then there is plenary discussion of grammatical and lexical choices.

17. Cloze Dictogloss (Rinvolucri, p. 77)

Groups are given parts of a text. For example, one group gets all nouns; another group get all verbs, etc. They must reconstruct the text within the group and then confer with other groups.

18. Dialogues

c) Split exchanges

· The teacher dictates several sentences to the students. The students write them down and then sort them out into several two-part exchanges.

d) Mixed up  dialogue

· The teacher dictates several sentences that belong to two separate dialogues. The students write them down and then sort out which sentences belong to which dialogue and the correct order for each.

19. Geometric dictation

The teacher tells the students to draw geometric shapes in different parts of a sheet of paper and then to add dates, names and places which are significant to them. Students then discuss in pairs.

20. Sentence halves

The teacher dictates several sentences giving the first half only. The students then complete the sentences with their own ideas and discuss them with partner.

E.g. I like....

The best holiday I ever had was...
21. Shouted dictation

In a class arranged in a semicircle, ask your students to dictate something interesting to someone sitting across from them, pretending they are shouting the message. 
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Unit # 1:  What’s your name​?

Lesson 3

Title: Getting to know you better.

Objective: To fill out a form providing personal information; to write a paragraph about a person; to recognize the role of cohesion in a sentence: singular/ plural 

Grammar: Simple Present Tense: Verb to be, Subject Pronouns, Possessive Adjectives.

Function: Giving personal information.

Exercise 1

The school secretary is collecting information from all the students at school. The      following sentences are part of some of the students’ answers. Complete them using appropriate subject pronouns and possessive adjectives.

1. Paul is eleven years old. ____ was born in 1994.

2. Helen’s phone number is 216378. ___ is in Group 9.

3. Monica is a new student. ___ is from Spain. ___ full name is Monica Cruz.

4. ___ full name is Dayana Ruiz. ___ am 11 years old. ___ father’s name is John. ___ is a doctor. 

Exercise 2

The following document is a student identification card. Work in pairs. Use appropriate questions to get information from your partner to help him/her fill out the school card. 

[image: image17]
· Work with a new partner and ask questions with the items given in the cards. Be ready to fill out a new card with the information received.

Exercise 3

Louis is a seventh grader who lives in Havana and has plans to move to Santa Clara city very soon. He will be another member of your group and is anxious to know all about you. Today he has decided to write about him, and he would like each member of the group to write to him including your personal information. You may follow the same example.

My name is Luis Achion A-C-H-I-O-N. This is a Chinese name. I am eleven years old. My phone number is 22-56-46. I live in Santiago de Cuba. My mother’s name is Julie and my father’s name is Andrew. The name of my school is Osvaldo Herrera. Susana is the name of my English teacher. She is twenty years old. She is a nice person and we love her very much.

Lesson 6 

Title: A letter to a penfriend.

Objective: To learn to write an informal letter. 

Grammar: Present Simple of verb to be.

Function: Giving personal information.

Exercise 1

The following text appears in a students’ magazine. Read it carefully and say if the text is:

___ A story.

___ A menu. 

___ A letter.

___ A telegram. 

3423 Grand Street

                                                                                                                            Paris, France

                                                                                                                       August 5th, 2005

Dear pen friend,

I am Sabine. I am thirteen years old. I am a Secondary School student. I am French. My phone number is 719-429106. My city, Paris, is large and beautiful. I live near the Eiffel Tower. It is a magnificent construction. What about your place? Do you live in a town or in a city?

My favorite color is yellow and my favorite subject is English. Which are your favorites?

                                            Yours,

                                                         Sabine

  Complete the notes about this person in your notebook.

    Name ____________ Address __________

    Age ____ Nationality ____________

    Telephone number _________ Favorite color ____________

LOOK

When writing a letter to a friend, it is important to include the following:

1. The address. Place your own address in the top right corner of the letter. First, write the house number, then the street name. After this, write the city and country.

2. The date: Include it under the address.

3. Start: Start with “ Dear + name,”

4. The first sentence: Start a few spaces with a capital letter.

5. End: There are many ways to end a letter. For friends, use “Yours sincerely” and your full name or simply “Yours” or “Love”. 

6. You must write your name when ending your letter.

Exercise 2

The following names and addresses appeared in a magazine that your teacher brought to class.  You would like to have a pen friend from an English-speaking country.  Write a brief letter similar to Sabine´s in the previous exercise. Use this letter outline.



Addresses:                                                                                                  

Exercise 3

Give your letter to another student and ask him/her to write a reply for it. Do the same with your partner’s letter.  


UNIT 14: Testing 

Testing and assessment
Richard Frost, British Council, Turkey
I will always remember the horror of receiving my chemistry result when I was thirteen years old. I knew it wasn't going to be high, but to come bottom of the class was very upsetting. It was all made worse by the fact that the chemistry teacher read the results to the whole class, from first to last place. My humiliation was complete. Students can have very negative reactions towards tests and it's no surprise when they too may have had experiences like this.

· Why testing doesn't work 

· Reasons for testing 

· Making testing more productive 

· Learning from tests 

· Alternatives to testing 

· Conclusions 

Why testing doesn't work
There are many arguments against using tests as a form of assessment:

· Some students become so nervous that they can't perform and don't give a true account of their knowledge or ability

· Other students can do well with last minute cramming despite not having worked throughout the course

· Once the test has finished, students can just forget all that they had learned

· Students become focused on passing tests rather than learning to improve their language skills.

Reasons for testing
Testing is certainly not the only way to assess students, but there are many good reasons for including a test in your language course. 

· A test can give the teacher valuable information about where the students are in their learning and can affect what the teacher will cover next. They will help a teacher to decide if her teaching has been effective and help to highlight what needs to be reviewed. Testing can be as much an assessment of the teaching as the learning

· Tests can give students a sense of accomplishment as well as information about what they know and what they need to review. 

· In the 1970's students in an intensive EFL program were taught in an unstructured conversation course. They complained that even though they had a lot of time to practise communicating, they felt as if they hadn't learned anything. Not long afterwards a testing system was introduced and helped to give them a sense of satisfaction that they were accomplishing things. Tests can be extremely motivating and give students a sense of progress. They can highlight areas for students to work on and tell them what has and hasn't been effective in their learning.

· Tests can also have a positive effect in that they encourage students to review material covered on the course. 

· At university I experienced this first hand, I always learned the most before an exam. Tests can encourage students to consolidate and extend their knowledge.

· Tests are also a learning opportunity after they have been taken. The feedback after a test can be invaluable in helping a student to understand something she couldn't do during the test. Thus the test is a review in itself.

Making testing more productive
Despite all of these strong arguments for testing, it is very important to bear in mind the negative aspects we looked at first and to try and minimise the effects. 
· Try to make the test a less intimidating experience by explaining to the students the purpose for the test and stress the positive effects it will have. Many may have very negative feelings left over from previous bad experiences. 

· Give the students plenty of notice and teach some revision classes beforehand. 

· Tell the students that you will take into account their work on the course as well as the test result. 

· Be sensitive when you hand out the results. I usually go through the answers fairly quickly, highlight any specific areas of difficulty and give the students their results on slips of paper.

· Emphasise that an individual should compare their results with their own previous scores not with others in the class.

Learning from tests
Finally, it is very important to remember that tests also give teachers valuable information on how to improve the process of evaluation. Questions such as:

· "Were the instructions clear?"

· "Are the test results consistent with the work that the students have done on the course. Why/why not?"

· "Did I manage to create a non-threatening atmosphere?"
All of this will help the teacher to improve the evaluative process for next time.

Alternatives to testing
Using only tests as a basis for assessment has obvious drawbacks. They are 'one-off' events that do not necessarily give an entirely fair account of a student's proficiency. As we have already mentioned, some people are more suited to them than others. There are other alternatives that can be used instead of or alongside tests.

· Continuous assessment
Teachers give grades for a number of assignments over a period of time. A final grade is decided on a combination of assignments.

· Portfolio
A student collects a number of assignments and projects and presents them in a file. The file is then used as a basis for evaluation. 

· Self-assessment
The students evaluate themselves. The criteria must be carefully decided upon beforehand.

· Teacher's assessment
The teacher gives an assessment of the learner for work done throughout the course including classroom contributions. Conclusions
Overall, I think that all the above methods have strengths and limitations and that tests have an important function for both students and teachers. By trying to limit the negative effects of tests we can try to ensure that they are as effective as possible. I don't think that tests should be the only criteria for assessment, but that they are one of many tools that we can use. I feel that choosing a combination of methods of assessment is the fairest and most logical approach.
Testing 

Communicative Approaches to Evaluation in Foreign Languages Training
(Compiled by Suzanne Aubin, from British Columbia Teachers’ Federation. July 2007) 
The following ideas on evaluation in the second-language learning classroom are taken from an article written by three Canadian university professors. The full article may be read in the Canadian Modern Language Review, October 1990 edition. 
Formative vs. Summative Evaluation
The goal of formative evaluation is to gather information as the students are learning, to help plan teaching, direct student remediation and motivate learners through ongoing feedback. Results can b used to assign grades but since tests are often discrete-language type, the results should be looked at in light of more integrative-style testing. 

The goal of summative evaluation is to assess students´ performance at the end of a course of study or for purposes of admission, grading or selection. 

Formative evaluation 
The teacher uses this information to make decisions about effective instruction for students or groups of students. The information is also used to help the student become aware of strengths and areas of improvement. Students can then set goals 

The teacher may gather formative information though methods such as observation, short quizzes, first drafts, examination of daily work or interviews with students. 

The purpose of formative evaluation is to give the students guidance and feedback while they are in the process of working toward a major outcome. 

Summative evaluation 
The teacher uses these judgments to decide how the student has done in reference to the widely held expectations for his\her age and the learning outcomes of the curricular area. 

It is used for the major demonstration of understanding, the complex performance the teacher designed at the end of a series of smaller tasks or skills which have been taught and practiced. 

Summative evaluation is most often used at the end of a major unit of work, at a point when interim reports are being sent home, or at the end of a term. 
Validity and reliability
A test item valid if it measures what it purports to measure and not something else Some evidence that a test   valid may be a degree of congruence between the test and the test behavior of the students (face validity). Tests which mimic previous learning activities present the highest face validity.

A test or test item is said to be reliable if it consistently produces the same results every time it is used on a similar group of students. 

Tests should be more then valid and reliable; they should be worthwhile, involving activities which are meaningful to the students and to curricular goals. 

Discrete- point Vs. Integrated language tests 
Both are important components of the language-learning classroom. Discrete- point tests isolate skills such as listening, adding, speaking or writing. They provide information which is quick to mark and to remediate but which is often decontextualized. 

Integrativelanguage tests attempt to measure global proficiency and pay little attention to particular skills. The emphasis is on applying what has been earned in a task-based situation. Most summative language tests tend to be integrative requiring the student to draw on a range of language functions and rules and incorporating natural discourse. 

Test Formats 
Close-ended formats include: multiple choice, true\false, matching items.

Open-ended formats include: written compositions, roleplaying, and information-gap tasks.

Various types of cloze procedures where deletion of pre-determined items or part of the item requires the students to fill in what is missing. Dictation of the cloze passage is an option. 

Editing tasks where the passage with errors is corrected by the students.

Correcting of tests so the learner knows why it is wrong. 

Observation and Recordkeeping
Day-to-day checklists are important to determine trends in a student’s learning for purposes of remediation and evaluation. They are invaluable for reporting to parents. Examples include: homework completion, participation, oral performance, etc. Checklists need not be done every day; five to eight students could be tallied each day so that the class is covered entirely in a week. 
Language records can take the form of portfolios, audio or video tapes, student self-assessment records, etc. these “for keeps” records help take the study of language into the student’s future when they have left your class. 

Self-reporting and Self-evaluation 
Students should be asked to judge and report on their own work. Such self- evaluations are a valuable complement to teachers’ observations and judgments. These types of reporting are important to fulfilling and measuring the effective and cultural learning outcomes in a language-learning curriculum. They may take the form of inventories, questionnaires, reflective journals, attitude scales, etc. 

Criteria

Details which delineate the components or aspects of the standard. Criteria set out in specific terms what is involved in meeting the standard. For example:

Here are the criteria from the reading Reference Set:

· Shows concern for making sense

· Tries to use phonics to make sense of unfamiliar words

· May ask for help from adult or peer

· Uses pictures ad other clues to predict and confirm meaning

Glossary 
1. Assessment: Assessment is the systematic process of gathering information about students learning, what they know, are able to do, and are trying to do.
2. Evaluation: The process of making judgments and decisions based on the interpretation of evidence of student learning gathered throughout assessment. Evaluation might be done by the teacher or the student independently or in collaboration. 
3. Performance assessment: Assessment that is based on students’ demonstrating what they can do. The term is sometimes used to describe assessment using performance tasks. More generally, it is used to describe approaches to assessment which value process as well as product. 
4. Authentic assessment:  This is a direct examination of student performance on significant tasks that are relevant to life outside of school. The focus is on a student’s ability to produce a quality product or performance. 
5. Portfolio:A purposefulcollection ofstudent work that shows the student’s effort, progress, or achievement over time.

6. Portfolio assessment:Portfolio assessment is a method of gathering student work samples for the purpose of evaluating student knowledge and learning. 

7. Reporting: The presentations of information gained through evaluation based on identified standards. Reporting may be done in writing, through a scheduled conference, or informally. 

8. Self-assessment\ Self-evaluation: The ongoing process in which   students get to know themselves as learners by reflecting on their own performance, product, thinking, and learning. 

9. Student-centered Conference: A meeting of teacher, parents and student to discuss the student’s learning. 

10. Standards: Global expectations or competences. Often, we have widely held expectations for what a student of a certain age or in a certain level o a course should be able to do. Or example: “Most students will be beginning to read by the spring of their second year in school. 
Testing 
(From Thornbury, S. (2006), An A-Z of ELT. Macmillan Books for Teachers, Page 227)
Testing is a form of assessment. 

In order to monitor the learning process, learners may … be given periodic tests during their course (achievement tests). These are also called formative and summative tests, respectively.

One reason to encourage progress tests is to encourage revision.

The criteria by which the worth of a test is judged include its validity, its reliability and its practicability.

A test is valid if it measures accurately what it is intended to measure. 

A test is reliable if it gives consistent results: if two learners of obviously different levels get roughly the same score on a test, or if the same learner gets a different score on a test, or if the same learner gets a different score on two different occasions, the test lacks reliability.

Practicability: how easy is it to administer the test, in terms of time, marking and space? (British Council, handout,  Roadshow, Santa Clara, 2014.)

Tests also have to be judged on the way they affect the classroom teaching that leads up to them: this is called their washback (or backwash).

The impact of a test is its overall effect on the educational and social context. (For example, the impact of current policies about the teaching and learning of English in Cuban universities, on the teaching of English in general education.)
Assessment testing

(From Thornbury, S. (2006), An A-Z of ELT. Macmillan Books for Teachers, Page 18)
Assessment refers to the different ways of collecting information about the learner’s progress and achievement. One of these ways is by testing the learner, but testing and assessment are not necessarily the same thing. Assessment may include informal procedures such as those carried out by the teacher in the course of a lesson. Teachers, for example, can assess their learners by listening to what they say in pair work, and collecting examples of error for subsequent feedback. Assessment may take place at certain key points in a course, such as half-way through and at the end, or it may be ongoing, in which it is known as continuous assessment. The ability to assess one’s own progress is seen as crucial in the development of autonomy as a learner. Research shows that learners usually need to be trained in self-assessment skills, but once trained, they can accurately assess their own progress. The accuracy of self-assessment increases when learners are given clear descriptors in the form of can do statements, e.g. I can express myself fluently and spontaneously without much obvious searching for expressions. However, research suggests that the learners find it easier to say what they can’t do, rather than what they can do.

Assessment is also distinguished from evaluation, which is concerned with evaluating the effectiveness of the overall course or program, rather than the progress of individual learners on it. 

Reglamento para la aplicación del sistema de evaluación escolar  
Educación Primaria 

Resolución No. 238\2014

1. De segundo a cuarto grado se califica deexcelente, muy bien, bien, regular e insuficiente.(Pág.1) 
2. En cuarto y quinto se califica otorgando puntos. (Pág.7) 

3. En inglés en todos los grados  el tipo de evaluación que se emplea es la sistemática. Los grados 3ro, 4to y 5to evalúan de forma oral  y se utilizan pequeños diálogos, descripciones de láminas, animales o personas, teniendo en cuenta los contenidos del grado.

4. En 6to grado las evaluaciones son orales y escritas, pudiéndose evaluar ejercicios sencillos para completar o enlazar preguntas y respuestas, descripciones de láminas sobre lugares, animales, o personas y se puede seleccionar ejercicios del cuaderno, de las videoclases. La revisión de libretas y cuadernos pueden ser objetos de evaluación sistemática al igual que en el resto de las asignaturas. 

5. En todos los grados se recomienda la orientación de trabajos prácticos, como evaluación sistemática, para evaluar el vocabulario estudiado a partir del uso de láminas, dibujos o figuras. 

6. Los ejercicios alcanzan la categoría de excelente siempre que el alumno utilice el vocabulario estudiado con una correcta pronunciación y escritura.

7. Esta asignatura se trabaja a nivel de familiarización y en todos los casos la evaluación es cualitativa. (Pág. 15)
Reglamento para la aplicación del sistema de evaluación escolar 

Educación Secundaria Básica  

Resolución No. 238\2014

La evaluación sistemática se concibe en tres etapas del curso: de septiembre a diciembre, de enero a abril y de mayo a junio. Cada profesor determina la cantidad de evaluaciones y las vías, y elabora los instrumentos… en Inglés se incluye la comprensión auditiva. (Pág. 1) 

Sobre la evaluación parcial y final en Inglés (Pág. 7) 

	7mo grado
	8vo grado
	9no grado

	2 trabajos de control parcial y 1 trabajo práctico final
	2 trabajos de control parcial y 1 trabajo práctico final 
	2 trabajos de control parcial y 1 trabajo práctico final 


Los trabajos de control parcial tienen tres preguntas. En el caso de Inglés tienen dos preguntas escritas y una oral. La oral se realiza en los turnos de clase anteriores a la aplicación del control escrito. (Pág. 2)

En la asignatura Inglés el trabajo práctico no excede una cuartilla. (Pág. 5) 

Se evalúa cualitativamente el componente educativo. (Pág. 7-13) 

La evaluación del aprendizaje responderá a las siguientes exigencias metodológicas:

(Dr. C Alfredo Camacho Delgado) 

 4.1.  Correspondencia entre enseñanza y evaluación 

Se evalúa lo que ha sido enseñado y de la manera en que ha sido enseñado. 

 4.2.  Prioridad para la evaluación formativa

La evaluación formativa es la que se realiza durante el proceso de aprendizaje de los alumnos y por tanto permite tomar decisiones curriculares sobre la base de las necesidades que se van diagnosticando.  Este tipo de evaluación además facilita la emisión de criterios evaluativos sobre el aprendizaje de los alumnos atendiendo a su evolución en el tiempo con respecto al punto de partida diagnosticado, por tanto facilita la atención a las particularidades individuales de los alumnos y les responsabiliza con su propio aprendizaje. 

4.3.Prioridad para la evaluación holística e integradora

La evaluación integradora es aquella que mide la capacidad de los alumnos para comunicarse oralmente o por escrito así como para procesar la esencia del significado de textos orales y escritos. El carácter holístico se refiere a la calificación del producto de los alumnos en cuanto a su dominio de la expresión oral y escrita y la comprensión auditiva y lectora. Su esencia consiste en la realización de la calificación sobre la base de una impresión global sobre el trabajo de los alumnos sobre la base de indicadores cualitativos o de escalas cualitativas de evaluación. 

4.4.   No invasividad en la evaluación

La evaluación siempre genera ansiedad y temores en los alumnos, máxime cuando se trata de una lengua extranjera. Ello puede ser atenuado si se discute siempre con los alumnos que se les avaluará y cómo, si se les transmite confianza y seguridad, si se potencia el éxito y no el fracaso, si se les avalúa fundamentalmente en el transcurso de las actividades que realizan diariamente en el aula. En eso consiste el carácter no invasivo de la evaluación, que estableciendo un paralelo es como el cirujano que no abre el abdomen del paciente sino que opta por el mínimo acceso.     

4.5.Potenciación de la autoevaluación y el autocontrol

La observación de esta exigencia contribuye al desarrollo de la autorregulación en los alumnos, a desarrollar su espíritu crítico y solidario y elevar su responsabilidad por su propio aprendizaje y por el aprendizaje de los demás en el aula.

Holistic rating scales

From The Common European Framework of Reference (CEFR)

Global Scale

	Proficient
	C2
	Can understand with ease virtually everything heard or read. Can summarise information from different spoken
 and written sources, reconstructing arguments and accounts in a coherent presentation. Can express him/herself
 spontaneously, very fluently and precisely, differentiating finer shades of meaning even in more complex situations.

	User
	C1
	Can understand a wide range of demanding, longer texts, and recognise implicit meaning. Can express him/herself 
fluently and spontaneously without much obvious searching for expressions. Can use language flexibly and
 effectively for social, academic and professional purposes. Can produce clear, well-structured, detailed 
text on complex subjects, showing controlled use of organisational patterns, connectors and cohesive devices.

	Independent
	B2
	Can understand the main ideas of complex text on both concrete and abstract topics, including technical 
discussions in his/her field of specialisation. Can interact with a degree of fluency and spontaneity that
 makes regular interaction with native speakers quite possible without strain for either party. Can produce clear,
 detailed text on a wide range of subjects and explain a viewpoint on a topical issue giving the advantages 
and disadvantages of various options.

	User
	B1
	Can understand the main points of clear standard input on familiar matters regularly encountered in work, school,
 leisure, etc. Can deal with most situations likely to arise whilst travelling in an area where the language is spoken.
  Can produce simple connected text on topics which are familiar or of personal interest. Can describe 
experiences and events, dreams, hopes & ambitions and briefly give reasons and explanations for opinions and plans.

	Basic
	A2
	Can understand sentences and frequently used expressions related to areas of most immediate relevance
 (e.g. very basic personal and family information, shopping, local geography, employment). Can communicate
 in simple and routine tasks requiring a simple and direct exchange of information on familiar and routine matters. 
 Can describe in simple terms aspects of his/her background, immediate environment and matters in 
areas of immediate need.

	User
	A1
	Can understand and use familiar everyday expressions and very basic phrases aimed at the satisfaction
 of needs of a concrete type. Can introduce him/herself and others and can ask and answer questions
 about personal details such as where he/she lives, people he/she knows and things he/she has.
 Can interact in a simple way provided the other person talks slowly and clearly and is prepared to help.


	
	A1
	A 2
	B 1
	B 2
	C 1
	C 2

	WRI
T
ING
	I can write a short, simple postcard, for example sending holiday greetings. I can fill in forms with personal details, for example entering my name, nationality and address on a hotel registration form.
	I can write short, simple notes and messages relating to matters in areas of immediate needs. I can write a very simple personal letter, for example thanking someone for something.
	I can write simple connected text on topics which are familiar or of personal interest. I can write personal letters describing experiences and impressions.
	I can write clear, detailed text on a wide range of subjects related to my interests. I can write an essay or report, passing on information or giving reasons in support of or against a particular point of view. I can write letters highlighting the personal significance of events and experiences.
	I can express myself in clear, well-structured text, expressing points of view at some length.

 I can write about 

complex 

subjects in a letter, an essay or a report, underlining what

 I consider to be the salient  issues. I can select style appropriate

 to the reader in mind.
	I can write clear, smoothly-flowing text in an appropriate style. I can write complex letters, reports or articles which present a case with an effective logical structure which helps the recipient to notice and remember significant points. I can write summaries and reviews of professional or literary works.


Qualitative aspects of spoken language use 

	
	RANGE 
	ACCURACY
	FLUENCY 
	INTERACTION
	COHERENCE

	C2
	Shows great flexibility reformulating ideas in differing linguistic forms to convey finer shades of meaning precisely, to give emphasis, to differentiate and to eliminate ambiguity. Also has a good command of idiomatic expressions and colloquialisms. 
	Maintains consistent grammatical control of complex language, even while attention is otherwise engaged (e.g. in forward planning, in monitoring others´ reactions). 
	Can express him/herself spontaneously at length with a natural colloquial flow, avoiding or backtracking around any difficulty so smoothly that the interlocutor is hardly aware of it. 
	Can interact with ease and skill, picking up and using non-verbal and intonational cues apparently effortlessly. Can interweave his/her contribution into the joint discourse with fully natural turn-taking, referencing, allusion making, etc. 
	Can create coherent and cohesive discourse making full and appropriate use of a variety of organizational patterns and a wide range of connectors and other cohesive devises. 

	C1
	Has a good command of a broad range of language allowing him/her to select a formulation to express him/herself clearly in an appropriate style on a wide range of general, academic, professional or leisure topics without having to restrict what he/she wants to say. 
	Consistently maintains a high degree of grammatical accuracy; errors are rare, difficult to spot and generally corrected when they do occur.
	Can express him/herself fluently and spontaneously, almost effortlessly. Only a conceptually difficult subject can hinder a natural, smooth flow of language. 
	Can select a suitable phrase from a readily available range of discourse functions to preface his remarks in order to get or to keep the floor and to relate his/her owns contributions skilfully to those of other speakers. 
	Can produce clear, smoothly flowing, well-structured speech, showing controlled use of organizational patterns, connectors  and cohesive devises. 

	B2+
	
	
	
	
	

	B2
	Has a sufficient range of language to be able to give clear descriptions, express viewpoints on most general topics, without much conspicuous searching for words, using some complex sentence forms to do so. 
	Shows a relatively high degree of grammatical control. Does not make errors which cause misunderstanding, and can correct most of his/her mistakes. 
	Can produce stretches of language with fairly even tempo; although he/she searches for patterns and expressions. There are few noticeably long pauses. 
	Can initiate discourse, take his/her turn when appropriate and end conversation when he/she needs to, though he/she may not always do this elegantly. Can help the discussion along on familiar ground confirming comprehension, inviting others in, etc. 
	Can use a limited number of cohesive devices to link his/her utterances into clear, coherent discourse, though there may be some “jumpiness” in a long contribution. 

	B1+
	
	
	
	
	

	B1
	Has enough language to get by, with sufficient vocabulary to express him/herself with some hesitation and circumlocutions on topics such as family, hobbies and interests, work, travel, and current events. 
	Uses reasonably accurately a repertoire of frequently used ¨routines´ and patterns associated with more predictable situations. 
	Can keep going comprehensibly, even though pausing for grammatical and lexical planning and repair is very evident, especially in longer stretches of free production. 
	Can initiate, maintain and close simple face-to-face conversation on topics that are familiar or of personal interest. Can repeat back  part of what someone has said to confirm mutual understanding. 
	Can link a series of shorter, discrete simple elements into a connected, linear sequence of points. 

	A2+
	
	
	
	
	

	A2
	Uses basic sentence patterns with memorized phrases, groups of a few words and formulae in order to communicate limited information in simple everyday situations.
	Uses some simple structures correctly, but still systematically makes basic mistakes. 
	Can make him/herself understood in very short utterances, even though pause, false starts and reformulation are very evident. 
	Can answer questions and respond to simple statements. Can indicate when he/she is following but is rarely able to understand enough to keep the conversation going of his/her accord. 
	Can link groups of words with simple connectors like “and”, “but” and “because”. 

	A1
	Has a very basic repertoire of words and simple phrases related to personal details and particular concrete situations 
	Shows only limited control of a few simple grammatical structures and sentence patterns in a memorized repertoire. 
	Can manage very short, isolated, mainly pre-packaged utterances, with much pausing to search for expressions, to articulate less familiar words, and to repair communication.  
	Can ask and answer questions about personal details. Can interact in a simple way but communication is totally dependent on repetition, rephrasing and repair. 
	Can link words or groups of words with very basic linear connectors like “and” or “then”.  


UNIT 15: Professional development 

Professional competence 1
Saleh M. Abdo, English Language Unit, National College of Science & Technology
Salalah, Sultanate of Oman
Here is a selection of top tips to help teachers of English develop their professional competence. They cover issues of professional conduct, strategies for dealing with students and their language production, the importance of meaningful communication and the example the teacher sets. This is the first of two such articles. 

· Professional conduct 

· Classroom management 

· Teacher's approach 

· Language production 

Professional conduct
· Be prompt and punctual because promptness and punctuality lead to systematic work.

· You are bound by the virtue of your professional growth to change and modify your approach to fit the ever-changing factors in the fields of learning and teaching. Therefore, seek the best ways to improve and brush up your English.

· Evaluate your teaching tactics occasionally through self-criticism, which is highly constructive and leads to perfection. 

Classroom management
· Create a relaxed atmosphere in the classroom to achieve full student participation.

· Discipline and firmness are of paramount importance especially when students practise group work. The friendly relationship between you and the class has its vital impact on the students' attitude towards learning the language.


Teacher's approach
· Be creative because much of the teacher's success depends upon his/her imaginative power, originality and creativity. Teaching is more an art than a science.

· Be an example of a good planner and organizer. By doing so, you encourage your students to develop their planning and organizational abilities.

· Preparing the lessons regularly and adequately makes you surefooted in the classroom. It sets your mind at ease and makes you realize the main aim of the lesson. Do not over-plan. Make your lesson plan brief, informative, clear and purposeful. Include various activities to suit the individual differences in the classroom.

· Be active. An active teacher means an active lesson. Avoid being indifferent because this creates a sort of boredom in the classroom.

· Make your lesson enjoyable because the ability to enjoy is the key to effective learning. Remember that what one learns through enjoyment, one never forgets and its effect on the memory never fades. Lack of interest means lack of response. 


Language production
· Involve your students in authentic communication situations, which encourage a continuous flow of speech. In fact, the acquisition of the language depends on practising it naturally.

· Give your students every possible chance to use the language. Talk as little as possible to give the students the opportunity to interact. Do not over teach. Make the lesson student centred, not teacher centred.

· Teach the language in appropriate social contexts. Relate the world to a sentence, the sentence to a situation and the situation to real life.

· Use the teaching media properly to make the lesson more attractive and perceptive. They save time and effort.

· Use effective means to eradicate errors. Always look at what they have achieved rather than at what they have failed to achieve.

· Be accurate in evaluating your students' achievement. The marks given should be in conformity with the real standard of the class. 

Do you have some ideas that we could add to this list?
Tips to help teachers of English develop their professional competence

 Saleh M. Abdo, English Language Unit, National College of Science & Technology
Salalah, Sultanate of Oman
Here is a selection of top tips to help teachers of English develop their professional competence. They cover issues of professional conduct, strategies for dealing with students and their language production, the importance of meaningful communication and the example set by the teacher. This is the second of two such articles. 

· Professional conduct 

· Classroom management 

· Teacher's approach 

· Language production 

· Ideas from other teachers 

Professional conduct
· Do not lose your temper. To be patient and tolerant means you are able to solve your problems.

· Visit the classes of your colleagues and respond to your inspectors' guidance and advice for developing your professional competence.

Classroom management
· Concentrate on the low achievers in your classroom. They are always in need of your help and encouragement

· Be an observer, a guide and a participant when students practise group activities. Do not be indifferent as this makes the class noisy and spoils the aim of the activity.

· When students practise activities, appoint group leaders to keep order and direct the work.


Teacher's approach
· Tests reveal certain points of weakness. Therefore, it is your duty to analyze the test findings in order to prepare the required remedial work and exercises for uprooting such weakness.

· Move from the known to unknown gradually and logically, because such a procedure is important from a psychological point of view.

· Begin the lesson by warming the class up for a short time. Some revision questions or warm up activities create a positive atmosphere for tackling the new lesson.

· Transfer the process of learning from being 'Skill-getting' to 'Skill-using' in order to achieve the desired goals

· Avoid errors in pronunciation. If you feel any doubt, consult a good pronunciation dictionary. If students repeat a mispronounced word, it will be fixed in their minds. Moreover, it will be difficult to correct in the future.


Language production
· Written work is considered an active production of the language. Therefore, it should be an application of what you have already dealt with orally in the classroom.

· Always present the new material in meaningful situations with skills integration. Linguistics considers the exchange to be the unit of speech.

· Train your students to speak the language with reasonable fluency. Frequent exposure to authentic recorded materials improves their oral performance.

· Give the right intonation due attention .The students must know the proper fall and rise in speech because the wrong intonation may change the function of the utterance.

· An increased number of assignments is highly desirable and the more the better. Remember to check the assignments regularly and give the necessary appreciative comments. The homework assignments should be as short as possible without anything tricky or puzzling.

· When you communicate with your students, do not insist on getting full answers. Short answers are accepted in natural communication.

· Let your students have various realizations of each function because this helps them to express themselves in different ways. Moreover, this develops their communicative competence and their self-confidence.

· Do not interrupt your student to correct mistakes while she/he is speaking because it perplexes her/him and makes her/him withdraw from the scene. Remember that fluency comes before accuracy.

Ideas from other teachers 

Susan Manser, U.K.
I have two small suggestions to add to the Professional Competence article. 

· Should the occasion arise when you don't know or are not certain of the answer to a question or grammar point, admit that you don't know, but will find out or check the answer. Don't forget!

· Show respect for your students by dressing in a clean, tidy manner. 

Do you have some ideas that we could add to this list? 

Indicators of Professional Competence

The following questions can be used to help us focus on specific growth and development within each of the three goal areas. Students are not expected to demonstrate mastery in these areas. They are expected to strive for increased competence that would encourage us to believe that they are ready to emerge as confident and effective first-year educators. 

A. The Student Teacher as a Growing Professional

1. Is the student teacher’s behavior thoughtful, reflective and rational?

2. Is the student teacher self-initiating and responsible?

3. Does the student teacher have a positive outlook?

4. Is the student teacher non-defensive, non-judgmental and open to possibilities and alternatives?

5. Does the student teacher’s behavior seem to be genuine?

6. Does the student teacher have a clear, coherent and well-thought out philosophy?

7. Does the student teacher care for and include all learners?

8. Does the student teacher put students at the center of decision making?

9. Does the student teacher uphold the ideals of inquiry?

10. Does the student teacher practice and promote collaboration?

11. Is the student teacher able to establish and maintain ethical and professional working relationships with all members of the educational and wider community?

12. Is the student teacher committed to life-long learning?

B. The Student Teacher and the Pupils
13. Does the student teacher show respect for students with varied backgrounds, interests, points of view, goals and aspirations?

14. Does the student teacher treat each learner with dignity?

15. Is the student teacher able to recognize and respond to individual learning needs?

16. Is the student teacher aware of what is happening in the classroom?

17. Does the student teacher understand how students learn?

18. Does the student teacher prize students without trying to dominate them?

19. Is the student teacher unbiased and sensitive to students?

20. Does the student teacher’s classroom behavior seem authentic and real?

21. Can the student teacher organize harmonious and effective working groups? 

22. Do the student teacher’s interactions with students show caring and respect?

23. Does the student teacher encourage students to clarify and examine ideas?

24. Is the student teacher unpretentious and honest?

25. Does the student teacher communicate openness and a tolerance for uncertainty?

26. Is the student teacher able to observe, understand and respond appropriately to students with learning and behavioral difficulties?

27. Does the student teacher attend and hear students and respond in a non-judgmental way?

C. The Student Teacher and the Curriculum

28. Can the student teacher develop curriculum materials that are appropriate to educational goals and the principles of learning?

29. Are the student teacher’s lessons lively and imaginative?

30. Does the student teacher engage the students in “minds-on” and “hands-on” ways?

31. Does the student teacher promote thinking and challenge the students intellectually?

32. Are the student teacher’s lessons relevant to the needs and interests of the students?

33. Is the student teacher sensitive to issues of social equity and cultural diversity?

34. Does the student teacher focus of the “big ideas” rather than trivialities?

35. Is the student teacher able to put sound ideas into practice in organized ways?

36. Is the student teacher able to use evaluation practices that promote learning?

37. Are the student teacher’s evaluative practices authentic to the learning goals?

38. Does the student teacher promote self-evaluation and self-assessment?

39. Is the student able to flexibly recreate, reinvent and discard practices they find to be inappropriate?

40. Does the student teacher have knowledge of the subject matter that allows them to communicate knowledge clearly to students?

Pro

Professional behaviors   (CPD Materials BC) 

Planning lessons and courses

• Plan individual lessons and series of lessons that fulfill course objectives, use appropriate methodology and meet learners’ needs.

Understanding your learners

• Effectively manage learners as individuals and groups, applying your understanding of the learning process to specific groups of learners.

Managing the lesson

• Deliver lessons that facilitate learning and interaction, using a variety of resources and techniques, and responding to the needs of the learners.

Evaluating and assessing learners

•Be able to assess learners’ needs and progress and provide useful feedback to learners on their performance.

Knowing the subject of English

• Be able to use the English language correctly and clearly.

• Be able to analyze and describe aspects of the language and its use, and communicate this effectively to learners.

Managing your own professional development

• Actively plan your own development.

Repertoire
Andy Baxter, British Council, Portugal
All teachers have a variety of techniques and activities that they regularly use - their repertoire. This changes all the time, but is that a good thing?

· What is repertoire? 

· What happens to our repertoire? 

· Why do items fall out of our repertoire? 

· Is a changing repertoire a good thing? 

· How can we maintain and extend our repertoire? 

What is 'repertoire'?
Let's just explain that word: a theatre company may, for example, be able to perform at any one time, five plays. Of course, they have performed other plays in the past, and will learn new plays in the future. But at the moment they have the costumes and the scenery for only five. As teachers, our repertoire consists of the techniques and activities that we use in the classroom.

What happens to our repertoire?
Being teachers, we are used to working on a weekly pattern: we have to follow the timetable. And we use academic years instead of calendar ones. Where were you in 1996/97? And so we go on, doing more or less the same thing year after year… 

Or do we? Let's have a look at what we do in the classroom. We probably think that we are pretty much the same now as we were then. But it's almost certainly not true. As teachers, we tend to develop. We don't change much over a year, but if you looked at one of your lessons from ten years ago, would it look the same as it does now? 

What happens as we get more experienced is that some things fall out of our repertoire. Teachers continually develop and learn new techniques and activities. But what happens to the old ones? Each idea coming in may replace a technique or activity which you use less frequently.

Why do items fall out of our repertoire?
· Better things replace them
Some of us were experts at making multicoloured Gestetner sheets. Then along came cheaper photocopiers. Fewer inky fingers, more speed, but back to black and white and a dependence on technicians… 

· We no longer agree with it
Do you do as many drills as you used to? There has been a general move away from drilling, or, at least, a reassessment of when to use it and why. 

· We got more experienced
We learn more effective ways of doing things. We used to write long and repetitive comments on every essay: now we use a symbol system which saves time and encourages learner responsibility and text-editing skills 

· We got lazier
We used to cut things up and stick them on lots of pieces of card. Now we get the learners to do a mingle-dictation. 

· They stopped appearing in books.
Remember functional flowcharts and dialogues? Things like: Offer your friend something to eat - Decline politely and ask for a drink - Apologise and offer a drink - and so on. Where are they now? Gone. 

· I forgot
Occasionally you observe a class and think "Dialogue building on the blackboard! I'd forgotten all about that". 

· Situations change
Moving from multi-lingual classroom to a mono-lingual classroom increases the likelihood of using translation rather than complex mimes to help learner understanding.

These are just some of the reasons we could suggest. You may be able to think of more.

Is a changing repertoire a good thing? 
In most cases, there is a good reason for not doing things any more. But there will always be those techniques that we simply forgot that we could still use, or that we might need to review. Why? 

· New developments and attitudes
As theory develops, we may need to reassess "discredited" ideas in the light of new research and socio-political attitudes. For example, there is a growing general belief in the learners taking more responsibility for their learning. What would the effect be, say, on dictation? Teachers used to do dictation to test learners' - what? Oh, yes. Their ability to do dictations. However, we could change the way the dictation works by asking learners to read out a sentence each to the class. The class could then combine them into a story. This effectively changes the purpose of the dictation. For example, it makes the learner realise the importance of their pronunciation to their classmates. It also creates material for the second stage of a lesson. 

· Re-inventing the wheel
If there is already a technique for effective practice of the conditionals, why spend time thinking it up again. Let's build that historical archive… 

· Avoid repeating mistakes
As the Spanish philosopher George Santayana (1863-1952) wrote, "Those who cannot remember the past are condemned to repeat it". And believe me, there are some ugly things waiting for us back there! Knowing the limits of previous techniques allows us to maintain and extend our repertoire more efficiently 

· The published "blink-and-it's-gone" factor
Sometimes, a book is published that is so good that you wonder why more people didn't buy it. Once it's out of print, the idea has gone. This site is where we can record and possibly revive those great ideas… 

· It worked before, why can't it work again?
Sometimes a technique becomes discredited or unfashionable. However, students still learnt through the old technique. It's not as if there weren't any fluent speakers of English as a foreign language before 1990! So, perhaps the technique would work again. We understand that each learner may learn in different ways, and so we should have as wide a repertoire as possible. This is all part of the eclectic approach to language teaching.

How can I maintain and extend my repertoire?
· Review your teaching
Regularly look at the techniques you are using - perhaps keep a record of them. As you do this, note which ones have fallen out of your active repertoire. Is there a good reason for this? Can you review the technique? 

· Peer observation / interaction
Talking to fellow teachers about techniques, either in your institution, at conferences and workshops or internet discussion sites can lead to discovering new techniques or remembering older ones. 

· Professional Journals
These regularly feature techniques for dealing with certain aspects of teaching. When did you last look at a journal? Did you make an active decision to try something out, or did you read a good idea and then forget about it? 

· Use this website (and others)
On this site we are building an archive of activities and also running a teachers' discussion page. The archive will host warmers, revision ideas, practice activities, lesson plans and articles. Perfect for that last minute activity or when you have to cover someone else's class. And, of course, ideal for extending your repertoire in general. The discussion pages allow you to ask for, or suggest, ideas for dealing with a particular point or problem. This global exchange can only be a positive development.

Shadow Day Observation Assignment

Here are some things to consider while you are observing your “passionate teacher” in their natural habitat:

· The physical nature of the school: size, old, new, school grounds, facilities, natural light, evidence of ownership by students and teachers and parents.  How are classrooms arranged?  Why are they arranged in specific ways?  How does a particular classroom help or impede learning?

· The community/social nature of the school: How does the teacher make people feel welcome?  What factors work against this?  What is the population of the school?  Does it serve the neighbourhood?  Are students bussed in?  Do students and teachers acknowledge each other in the hallways?  What services does the school offer the community?  What services does the community offer the school?

· How does your teacher structure the activities that create community? How are students grouped?  How do students interact with each other in the classroom?  How do they interact with the teacher? How do students interact outside of class?  

· Consider the Profiles of Competency in relation to the teacher’s practice as well as the school as a whole.  (This is not an invitation to place a particular situation on a scale but rather a way in which you can consider another’s practice in relation to your own growing understanding of teaching and learning).  It is important to keep in mind that teaching is not a perfectible act and you are there to observe and develop understanding not to judge the teachers performance but rather to learn from what works and consider alternatives and possibilities.

· What ARE the problematic aspects of the teaching practice?

· How do you think the staff (including administration and support staff) perceives your teacher?

· What similarities/differences did you witness in terms of the lives of the teachers in the film, “The First Year” and your shadow teacher?

· What teaching styles, attitudes, strategies or personal traits would you like to adopt from your shadow teacher?

· How did the teacher demonstrate pedagogical sensitivity? Other Directedness? Critical mindedness? And Reflective Capacity?

Field Notes:

____________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________

Peer observation
Graham White, Principal of Eastbourne School of English
All academic institutions have to demonstrate their commitment to providing effective teaching. Peer observation has an important part to play in this process. In this article I shall look at the basic principles underlying peer observation and its value to institutions and to individual teachers.

· What is peer observation? 

· Quality control or professional development? 

· How should peer observation be organised? 

· What are the advantages of peer observation for teachers? 

· What are the advantages of peer observation for institutions? 

What is peer observation?
Peer observation is the observation of teachers by teachers, usually, though not always, on a reciprocal basis. 

Pairings may be mentor/novice or experienced teacher/experienced teacher. In the first case the focus will be more clearly on helping the novice to develop their teaching skills both by observing and being observed by an experienced colleague. In the second case, the objective is to provide opportunities for experienced teachers to reflect on their teaching in a calm and private environment.

Quality control or professional development?
· Quality control
Peer observation may be used by an institution as part of its quality assurance procedures. In this model, teachers are asked to assess and report formally on the performance of their colleagues according to criteria set out by the institution. Observation reports form part of the ongoing evaluation of the teacher's performance and may influence decisions on promotion or tenure. 

There are clear advantages to this type of peer observation. An experienced and competent teacher may be perceived by the institution as the best person to appraise his or her peers. Such a teacher is familiar with the subject, the materials, the methods and may be able to offer both practical help to a fellow teacher, at the same time demonstrating good practice for the fellow teacher to observe and incorporate into his or her own teaching.

However, there are major problems with this model. A good teacher is not necessarily a good appraiser. Unless there are very clear guidelines for the observations, supported by appropriate training for all involved, observers may record subjective and unsubstantiated judgements on their peers. These judgements may unfairly influence the institution against the teacher. This can lead to a deterioration in peer relationships.

Despite these drawbacks, some American universities use peer observation as part of their quality assurance procedures.

· Professional development

The model favoured by academic institutions in the UK focuses on the professional development of the observing and observed teachers, while at the same time ensuring that the institution remains uninvolved and uninformed about the outcome of the observation and the issues discussed.

The institution provides a framework for the observation, takes care of the administrative arrangements and ensures that the observations take place as agreed. 

The framework and objectives will vary according to whether the observations involve a novice working with an experienced teacher, or whether two experienced teachers are paired. 

How should peer observation be organised?
· Choosing your partner
As far as possible, pairs should have the freedom to choose their own partners. Clearly, if there is trust and respect on both sides, the outcome is likely to be more useful for both participants. 

· Agreeing the format of the observations
Both parties should agree on a focus for the observation in advance. The observed teacher may request feedback on a specific area of their teaching which they are finding particularly challenging or which they would value input on from a trusted colleague. The institution may have identified an area of focus for peer observation, for example the introduction of a new curriculum area or a specific area which external quality control mechanisms have revealed as needing attention, for example error correction, the teaching of pronunciation or learner training. 

· Background
The observer will need to be informed in advance by the observed teacher about the students in the class, the content of the lesson, and how the lesson fits into the overall structure of the course. 

· The observation
Normally the observer will play no active role in the lesson itself, unless an element of team teaching is agreed in advance. The observer will keep notes on the observation to refer to during feedback. 

· Follow-up
The observer and the observed should meet soon after the observation. The focus should be on identifying the strengths of the teaching observed as well as the sharing of practical ideas as to how the teaching might be improved. Care needs to be taken to focus only on areas agreed in advance. 
Where two experienced teachers are involved they should take the opportunity to reflect on the underlying rationale of their teaching, rather than more superficial issues of procedure or technique. 

· Confidentiality
Both parties need to be sure that their post-observation discussion and any notes on the observations will remain confidential. 

What are the advantages of peer observation for teachers?

Peer observation gives teachers an opportunity to learn from each other in a non-threatening environment. Where there is no judgmental outcome and an atmosphere of trust between the participants, it is to be hoped that teachers will share ideas and suggestions openly and constructively to their mutual professional benefit. 

What are the advantages of peer observation for institutions?

Institutions need to ensure that their students are being taught effectively and - equally important - consistently. Peer observation is a powerful tool for disseminating good practice throughout an experienced staff. It is also an important way of helping less experienced teachers both to improve their teaching skills and to absorb the shared values of the institution.

The teacher as a teaching aid
Sima Jalil 
Although we now live in a high tech world and have access to a variety of teaching aids, there is one aid that is convenient, portable, uses no electricity, can be used effectively in light or dark and is available all the time. Yes, the teacher him or herself!

In my experience as a teacher I have discovered that I can involve students more in classroom discussion and activities if I follow certain simple steps.

· Movement 

· Use body language 

· Eye contact 
· Gesture 
· Facial expression 
· Speech

· Student talk 

· Names


Movement
Sitting behind a desk or standing on a dais creates a "distance" between the teacher and the students. Try to have an aisle and enough space between the rows so that you can easily reach those at the back. This way you can talk to individual students, allow the shy ones to ask questions quietly without the fear of embarrassment, as well as check their work and help them .

Some movement on your side is essential, because it allows the students to focus on you. 

· Stepping forward to emphasise a point, small steps towards different sides of the class lets the student feel that the teacher is taking genuine interest in what he or she is saying.


Use body language
Your body should be in your control. Hold it in such a way that you look alert and awake. Avoid slumping and sagging. Just as too little movement is boring, too much movement can be a distraction. 

· When your posture is erect it puts the you in control of the situation and the students realise this. It also encourages the students subconsciously, to become alert as well. You may notice the lazy ones sitting up and paying more attention to what is happening around them.


Eye contact
Make an effort to keep eyes lively, aware and interested. Move them around to take in everything. Fix them on specific students, but not for so long that they become uncomfortable! Avoid focusing on the worst or best students.

· Knowing that the teacher demands eye contact keeps the students alert. It also gives the teacher a feedback on the impact of what he or she is saying. 
This is particularly important in large classes, where "distance" between the teacher and learner is greater, and individual attention is more difficult. 

· An effective teacher can control class behaviour to a great extent by the expression of his or her eyes.

· Make sure that you make eye contact with each student, so that it seems you are talking to him or her individually.

Gestures
Arms and hands are a very expressive visual aid. They can be used to describe shapes, actions, movements etc. but, remember to keep still while listening to a student . Otherwise the message sent to the student is that he is being longwinded or boring. 

· Habits such as fiddling with notes and books, playing with pens , key chains, or doodling with chalk on the black board can be both distracting and irritating for the student.

Facial expressions
There's nothing worse than a constant frown, which discourages students from asking questions, feeling free to discuss a problem or coming for help. 
A smile can work wonders. 

· It encourages the student to participate more actively and dispels the notion that the teacher is over critical. 

· Look interested while a student is speaking. 

· A smile, a grimace, a curl of the lips, raised eyebrows etc. at appropriate moments will send messages as needed.

· Send positive vibes and cultivate a sympathetic and encouraging expression!


Speech
Have you ever heard yourself speak? Do you know what your voice sounds like to others? A low monotone or a high-pitched voice can be difficult to understand or grating to the ears. Does the sound of your voice send students to sleep or running for earplugs?

· Be critical of yourself. Try taping your voice - listen to yourself. Where are you slipping up? 

· Make your own personal checklist: 

· Are you speaking at the right volume?

· Does the end of your sentence fall so low that students sitting at the back cannot hear?

· Are you hemming and hawing too much?

· Are you speaking too fast?

Student talk
Break the monotony and give students plenty of time to talk! It will keep them alert. Make small jokes, be friendly.


Names
Call students by their name. It sounds warmer and friendlier and lessens the distance between the teacher and learner.

The teacher is the best teaching aid. Be sure that you are using yourself to the full effect.

Action research
Cheron Verster, teacher trainer and materials developer, South Africa
Action research can make you a "student of teaching" (John Dewey). 

· What is action research? 

· Why should teachers do action research?

· What are the steps in the action research process? 

· Where can your research question come from? 

· What evidence can you collect to see whether your solution has worked or not? 

What is action research?
It is a process in which teachers investigate teaching and learning so as to improve their own and their students' learning.


Why should teachers do action research?
· To help them notice what they and their students really do, rather than what they think they do.

· To get feedback as to the success or failure of what they are doing.

· To help them tailor teaching and learning to their learners and their settings.

· So that they are able to justify the teaching and learning choices they make.

· To increase their knowledge of learning and teaching and become authorities on teaching.

· To become less dependent on decisions made by people who are far away from their learning and teaching sites, people like textbook writers and school administrators.

· To ensure that they don't become bored with teaching.


What are the steps in the action research process?
Sue Davidoff and Owen van den Berg (1990) suggest four steps: plan, teach / act, observe and reflect. Here are some guidelines for each step.

· Plan 

· Identify the problem area.

· Narrow it down so that it is manageable.

· Investigate the problem. When does it happen? Who does it affect? Where does it happen?

· Think about what might be causing the problem. Talk to other teachers and/or read to get more ideas about this.

· Think about a solution and how to implement it.

· Think about what evidence you will collect to decide whether your action is successful or not. How will you collect it? How will you analyse it? 

· Teach / Act 

· Implement your solution. 

· Observe 

· Gather evidence which you will analyse to decide whether your solution was successful or not.

· Reflect 

· Analyse the evidence you gathered. Has the problem been solved? If not, what step will you try next? If yes, what problem will you try to solve now?

Where can your research question come from?
Research questions can come from:

· a problem/difficulty which you or your students are experiencing. 

For example, you might notice that only a few students take part in group work activities. Before looking for a solution, investigate the problem.

· Do students know how to give and support their ideas, disagree with others, ask questions etc. in the language they must use in group work activities?

· Do students know that they should take different roles in groups? Group activities usually need a facilitator, a recorder, a reporter and a time-keeper.

· Are the activities suitable for group work or could the students do them on their own?

Once you have a better understanding of the problem, plan what solution you will try. 

· observing the teaching and learning processes in your classroom. 

For example, you could observe how you use questions in your classroom.Record a lesson and then listen to find answers to the following questions: 

· How many questions do I ask my students?

· What type of questions do I ask them? (Who? What? Where? When? How? Why?)

· How long do I wait for students to answer?

Depending on what you find, you could plan to ask more "why" questions, or you could give students more time to answer your questions. How does the change affect the learning and teaching process?

· something you have read. 

For example, you may have read an article in which the author said that letting students use their Mother Tongue in group work improves the quality of their feedback. You might want to test this idea and so set yourself the question, "How does allowing students to use their Mother Tongue in group work activities affect the length of their feedback? The number of ideas presented in their feedback? The accuracy of the language they use in their feedback? The level of language they use in their feedback?"

· previous research. 

For example, a South African teacher, Rosh Pillay, started doing action research in an attempt to solve the following problem: My students don't know how to structure an argument essay. While working on this problem she discovered that her students didn't know how to analyse essay questions. She then carried out a second cycle of action research in which she tried to answer the question, "Will the quality of my students' essays improve if I teach them how to analyse the essay question?" 

What evidence can you collect to see whether your solution has worked or not?
You can collect many types of evidence. For example:
· Students' exercises, essays, assignments, tests etc.

· Other documents like your lesson plans, notes to students' parents, minutes of meetings etc.

· Personal notes. Write short notes as you observe your students.

· Observation schedules. Draw up a list of behaviours and language to look for while students are working in groups, reading aloud, doing a report back, performing a role play etc.

· Peer observations. Ask a colleague to observe you while you teach. Ask him/her to look for particular behaviours, language use etc.

· Audio recordings

· Video recordings

· Interviews of learners, their parents, teachers, administrators etc.

· Questionnaires

· Student journals

· Teacher journals 

If you have never done action research before, start small. Ensure that the problem you try to solve is manageable. And don't be afraid of making mistakes. As all teachers know, we learn through our mistakes.

About mentoring you as a student-teacher 
(by Carollyne Sinclaire

Faculty Associate. Simon Fraser University

carollyne_sinclaire@sfu.ca)

Time on campus is limited and we value the mentorship you provide to the student teachers. Your student teacher will benefit from your coaching in some of the areas listed below:

LESSON PLANNING:

• sequence of activities

• appropriateness to student learning

• motivational hook, stating relevance to students

• clarity of instruction

• questioning techniques

• providing visual instruction, i.e., charts, overhead, blackboard

• providing students with guided practice before independent work

• checking for understanding

• ways to engage the reluctant student

ASSESSMENT AND EVALUATION of student work:

• how to monitor student progress in process, i.e., during a lesson and products of their work

• establishing criteria in advance with students

• developing standards for the grade level

• examining Performance Standards if you use them

• student self-assessment

• keeping marks, sharing your marking system

• making comments on student work

CLASSROOM MANAGEMENT:

• tips on how to handle transition times, routines such as gathering student work

• developing a standard for acceptable behaviour for classroom discussion, listening, speaking volume (30 cm. voices, project work, whole class discussion)

• movement of students in the classroom

• observing and engaging students who sit on the periphery in the classroom

• adapting and modifying materials to meet student needs

• dealing with challenging students

EMOTIONAL SUPPORT

• surviving the “bad day”

• finding something of value in a lesson that ‘went haywire’

• celebrating the successes

YOUR TIME AND EXPERTISE

• A regular time between you and your student teacher to debrief the work you do with students and share your knowledge and expertise.

Time is precious in the classroom and we appreciate all the work you do as a mentor teacher.  
There was a young lady from Niger,�Who smiled as she rode on a tiger.�After the ride�She was inside,�And the smile on the face of the tiger.


There once was a lady named Lynn�Who was so uncommonly thin,�that when she essayed�to drink lemonade,�she slipped through the straw and fell in!





I get up at six a.m and have coffee and milk every day. What about you? Do you get up at six every day? Do you have coffee every morning?


Yes, I get up at six too, but I don´t have coffee, I have tea. 








My brother gets up at five a.m every morning, and he doesn´t drink coffee. He only drinks milk. What about your brother (or sister)? Does you brother drink coffee every morning? Does he drink a glass of milk?  


No, he normally doesn´t drink coffee or milk. He eats bread and eggs, and a soft drink.





My brother John gets up at seven every day. 


My sister Lucy drinks coffee every morning.


My uncle doesn´t drink milk ever. 


I eat bread for breakfast every day. 


I don´t eat eggs for breakfast. 





What is in a puff? Tobacco smoke contains about 4,000 chemicals. Some of which are harmful, others � HYPERLINK "file:///D:\\websiteadults\\magazine\\magazine_home_smoking.html" \l "vocab" �deadly�. Here are 3 of the deadliest


Tar: Tar, a mixture of chemicals such as � HYPERLINK "file:///D:\\websiteadults\\magazine\\magazine_home_smoking.html" \l "vocab" �formaldehyde�, � HYPERLINK "file:///D:\\websiteadults\\magazine\\magazine_home_smoking.html" \l "vocab" �arsenic� and � HYPERLINK "file:///D:\\websiteadults\\magazine\\magazine_home_smoking.html" \l "vocab" �cyanide�, can cause serious lung diseases. Seventy percent of the tar from tobacco smoke remains in the smoker’s lungs


Nicotine: Many people are unaware that nicotine is more � HYPERLINK "file:///D:\\websiteadults\\magazine\\magazine_home_smoking.html" \l "vocab" �addictive� than heroine. A powerful and fast- acting drug, nicotine reaches the brain in about seven seconds. One of the major effects of nicotine is an increased heart rate and blood pressure.


Carbon monoxide�Carbon monoxide is a poisonous gas formed when a cigarette is lit. The red blood cells absorb the gas more easily than oxygen, so up to fifteen percent of a smoker’s blood may be carrying carbon monoxide instead of oxygen. Breathing becomes more difficult because the heart has to work harder to pump less oxygen around the body.

















Student Card


-Name:


-Last Name:							


-Age:


-Marital Status:


-Address:


-ID Number:


-Phone Number:

















PHOTO





                                       


                                                                   Number ____   Street _____


                                                                   Town _____ Country________


                                                                   Date ____________________


   Dear ____________,





   Start ____________________________________________


   ________________________________________________


   ________________________________________________


   ________________________________________________   


  End ________________________





                                                  Name _________________ ______________              








Barbara Lee


336 East High St


Toronto, Ontario


Canada.








Sheila Garrot


74 Thomson Hill


Sheffield, 


England








Jonathan Mc Coy


430 Delaney Ave.


Kingston, 


Jamaica
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