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Preface by Halliday

Foreign Language Teaching & Research Press is to he congratulated on its initiative
in making these publications in linguistics available to foreign language teachers and
postgraduate students of linguistics in China .

'The books are a representative selection of up-to-date writings on the most important
branches of lingistic studies, by scholars who are recognized as leading authorities in
their fields.

The availability of such a broad range of materials in linguistics will greatly help
individual teachers and students to build up their own knowledge and understanding of the
subject. At the same time, it will also contribute to the development of linguistics as a
discipline in Chinese universities and colleges, helping to overcome the divisions into
“English linguistics” . * Chinese linguistics” and so on which hinder the progress of
linguistics as a unified science.

The series 15 to be highly commended for what it offers to all those wanting 1o gain
insight inte the nature of langeage, whether from a theoretical point of view or in
application to their professional activities as language teachers. It is being launched at a
time when there are increasing opportunities in China for pursuing linguistic studies, and

[ am confident that it will succeed in meeting these new requirements .

M.A.K. Halliday

Emeritus Professor

University of Sydney
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WEFR, BERXEDIZEHAYE, BERFASEELR, BHT 4
M ATHILE . ¥4iE. HIME. BASMEHAZT; FARIEFTF
MR FIEE¥FWAST TRXFTEB LY LHERESL T, 8 F FH
T EfMEIE B ET BREFA UL Y, ¥ B EFFERAEE
R AT A, AT HMENF WU AR GEER, E aF XA
B A A EET . A THEFURTEAREAREBE, ¥ KWEF,
EERE, BRMNM LXEFNESHFTFEFENAFT—FRCHR (EHR
EsEEFEFRAEETFIE)

XEEMBE AP EEXES, TBETESFFHEARAIESE
H A FTEMN, XHFERMNITEHRAXETEABERRET KNS
Rk ks, HEXHFAAENEEFXFENABEFAS, XER
HiEF¥ AP EHFRERARE — Ko

RN, HETALAFER? WK, EHEHRFHAXT
iR R AR KNI T, AL, #E -EFHF KL TR
EHEHAL, BHES S ETEEREARFEREL, B
W%

BN FEXANAXERR S PRSI BFRFRERIHRFTFHER
BHL: BOAEvEA B R SRAEEFEFER, FEHAALFTE
BT HE T LRI FEHNSERIAE; BRIFE, ATREPS, &
TS ERRAEESE YN AR A AT THE; RMNMFE, AL
FES, FEMEHRITASE, RiEFHE R ELE IR,
ERAEAMY Ko

P ERNMEE, TENA  AEHFHEER, INMXEETHAN
HUHEGHWALER? RIE, RERXREE-THRHUEARA, ® o
WX EBHETIGWEA, B ARE L -BEEAHRSE

BABIFFA—K, AYBRNRNISERFMIEEFFESEHETS
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FHRERFESRN, EEXRFEZLBLHEF T,

FEERREFIE, FABIEZXEF AR EM. XIBEFZHR,
NEETEHNETXWER, DELAGEE, TREAEENNH#T B
EEX, FEAHH LB ENRE, BHETEEFNEN, £R
R HiAE, FLBEMEASOFERETAL, RTREHABRESTHS
N

EEEEALAFFE, BNARTE —-BEFTHN., ALT20891K08.
HAWR, 1957 FWHE I IFMALEFHLERIBEF, LAHLHFE
Chomsky; WA A#, EF 4B XMEH; £AF AR, HEFFH
wAHEAFES RN EFE, EHEFEFTHEE R, |

BRESEHF, FUFEHEELHUTEBRFN, FAUA
THRHFEREFH, FTEEE, A AN EREEHT =,
FHOE, Ao BEXHERGEEE, FEA 0 0F, BH WL,
Mt B EWRERFE, HFEEFLEPHERTFTERE, HEF
HIAR,

Fakac s s, BN EAF, AERNEWNA G, LA H
i, U Ak TFART. T %#, RINKBEHFE| L
HMih, WEES TSR, BEXACE, BERIN LELTREW
#®R,

AN E, BRANEBMFEFT HX.

—FE, AP, AR, RKF, RFREHEAEE
BIIFBE—-R2E, T RE-FSEFHREEZH, EE¥FITR
AETYNETH¥HERZFHTHNAANEN, 2 XERTEFHAR
EHEETY. BEERITEEFXER, RINBKAT £F; HEF,
E YA A AFR, BANLRETAHXHRITENE

B E, RIS FTENANR L LRI, It ERWH
4 FHBELRE, FEHFEFER, FEEF¥FPUABEEFXEEEFLCTE
W OMFEERETRESELRLE, ATHEN-FZh, &2X
Ehg _RBRNBEEES T —FFELENFEMNB, FEFF
WAL EE, HAEAESME -THEHAA, EFPFEMBRRF
&H—i, —EHRFHKE, EEBE L
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EERRXH, RMBEHMEZFZENANENZN, EFTRH
2+ FELEMAX; RNEFFTHRANME; B FFTRAREHE A,
BN ELEHEBBFE R, AHESRHEFT R, Faya
Bl XHN AR, BEXARARZTEFRITANMNERRMNAE LN E
HRAE. F-REFTFMEAESTSE, A THERMNNET EIR,
MBEAMA TP LFERI ARG, BRINAFHREBES - E,
FNECTHBER. HFZUE, LFFAR.
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=

AHE—FIFEHENEEIE T T IENEF FT B AE R A RS ey
[EHmIEH - EERE 'ﬁ*'ﬁﬁﬁ(.]emmy Harmer) , B) T+ fb2g A 5248 RUEE [E i 5
B R AVRIE R ER) ( The Practice of English Language Teaching ) — B HIVE
He CEREHESRIE PR BRF R0 —SATE 1998 A/ 35 [E BH 30 { Longman } 23 ) H
AR, 53 206 0L, 4r A =8 BE S T S RO RIE S HERA AL

CERERIOE )M BRI A TR SLIFE BN WA I S ST IE# P LES ¥
HHFTHEUENPFRAFAEIGEH WS — R AT O# A ES
Ho EPFANERE,CEE, FEARM  FEA S Y BB E SR
ol A ook 4N S 1 s o

AP EEEIVTEOGEE /MBS TR SR E NSy fEEREME
H B E AR ERINEETE 2H7H R KBS EE BRI, = HEUT
JUAHe -

L. B i A S HAbFE R L H 4 L HY (S Sy D s i A
REAEVERIMERE BTN E B F P B oA ' AR ) 8
HIEW R B EREGEEEES .

2. WIBEEFENTEEGEEF U FIE Sz, N E O & M khH 2H B 5T
i

3. HIEVERMBEE IR EFEBFFEER ¥ IEFEINEEHAE.

4. FIBERIMEENN FEiLEE KEEMESEE. BREEEA
DAEE A BEMMELGT R E.

5. B EFEIEIEEERAFEIEFR ML IE I ERZ R,

A BHEEKFHE LRERE, 2B —-MItM S EIEESE, EAMERIEAES
BEE PR EERHANT

1. +F84%3 {EZESESPZELAERMS EBEOhEERN T -2
DT 25 57 0, 40 45 15) 2 8 e B R SE il ) - RE B TR PREE IR SS B e B .
SRR AIE Y A B RE BT B B BN T i B A M AR, ST TERL AR,
e B BN ok FEE IR s B 2e B EHE A S s E ST RSk fE .

2. AWres A PEERRABFER TR, B BEFINHEL, i A
Fo.LoayEeHE, EEEMHLIRMIE TS, S E N E S, R N B FNER
XETEAAM MR ERiEn &M, BESIHREE, XX ERE S R TR
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MBS, FFEXTF I3 A FAE R 48 5.

3. MMM R PR EZMHMZR.E WOaETIESHEEY AN
& FIMEFSMA TS . B FENE T ARE IR, & iR
HET=r/mEadE368: 0 AR TR FRFEAENEBEETS, 184
PR OCHBHE FIAR T-AR LT HbhE s 2) HEHE S J?’él’&ﬁ%ﬁ?&ﬁ’}ﬂ%ﬁﬁ#f??ﬁ%ﬁ
g, PR R T HRCR ISR HCA U 20T MaE;3) S EMEET SR
BXREZEFHLRSEZFFEMNEBXET. HHTUAEREER LR ™E, 5
SEF a4 AR -

CEMHIOE)R - B RIFHAETE . MR EFERITHES L 5K
HEM RS RIMEBRE R RIE S U S FRFFERTRENA RIEW., EF
B, FTLGBE S B LIRS Ji . &8, exthERs N EY , JHita o
FIRESEEMMAM— TR, FE—F T2 RE A tsh, A AR E 3k,
SEIEACEEBMEYT. FIXFBREEN -EEFNE, ALK SEE
AR, o B & E Mo M EX BN WSS E TR A,

F—E EFW—GIFED

VR EEAPBRE —EEHEW T A X#HENRESEE, B/ EREM-— G0
EIF, TEATHUR FEMEEHRARM T KBRS RES . A THEIRMA
DR B Z S G AR EIM RS S RIS F R R AR Y .
FEBE BB,

VE 2538 18 5] #L 0H 1% 7587 18] ( Teacher Talk Time ) 5 %% 24 1515 87 [6] ( Student Talk
Time) #1 HEFIEF . FEIEF IR EF 2T, HFUNGE &SR] (TTT)A B T2 4 15
= (B RARELULAME F A BT R (STT) ., REFMIREHENEREAETE
B, ATEAE. I EUTLY 3K EE A iR TR A5 X AT F 8 M ( Predictability ) F1i Ai%
ShEi AP (Surprise )R 5 (FiIREE M EF NG F . FHIPE R F RN
AFFE 7, REE IS R TR & L /e F R RPEAF.

F-E EFdM—iFEHE

EEES BB THEA ESWIFIER S FEFRAKE LN ZES.
EFHVRFEREIDVIEFEE, mIIHEIEHSHRBEFEIYER.
LAY EMEANER, RS RAME-ESsHHESHMESTEY
L5 &MY T EH (Integrative motivation) . XFRBIPLAF R 2 FyE= S @B 1 T.BE4%
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2# 5 BHL (Instrumental motivation) T R 15 2. B 22 SMWR B¢ A A SR
TR v DL AR AR nsi st . SR Eds —y i O fce 3%
17155 ( Take responsibili )25 . 1B T A EMIBESE THR%. A 2HFEME
., KEEITAH LB RS —RIL &L FRrr BB, e TR
W AR B TEHR B EHRE, EEAE  BEEZ 2pHtiF i .

Wl B e I8 i IE B 2 B2 4 2 A W 24 (beginner ) | 14 (intermediate )
MIEL 2% (advanced) =28, —REURE  TERTEE BT B A BERV R Rl ) gy 2, 5
TR E gL E B, 25 2 2R B BELAUW (plateau effect) , BFE AFIF 3 By, )
G e o N i it =+ TRt SRR IV 2 00 I RN A% N 2 oo B o= K N 1 B 0 £

EoE ERAARSS

AZE T ST ISR AN SR AR 2 . fEE VO E N S REE
LHE,BUFMN AT, RN E,. S ITH M s, 5¥E
AR BT R BE B N AR XT AR L IR BB E = A e . BUF AR F R TR B, R
W R RFES TR B, — iR S T, BN T .

Bk B e A HE R AR R A B AL, & W2 A M AR (Corderdy
rows } ; [B] BB { circle ) 5% 25 BE 72 { horseshoe ) 3 LA 5 8 8. {57 43 B8 71N 2 ( separate tables) -
ENEENE, REEMM AR RS . A8 EAE AH, #EFE s RUE 25
B LATEER O A —EER LA =D ER AR A . FOUM R AR 48 A B a8 3l R BUR [N
H4r2H ik

BB, #INE S T RAEHF BB, HEE Mot E 5 E AR
B L AR R R WY L T B R S8 B B R, o B LR RIRYL R
LIAE 8 G540 . BT LY 224 R AR R L 0h 7 4% = B o 24 i 3 R AE i iV A .
DA, AR T RS MR REFHESF,

ENE ERFREFESHEH

AEEAGTICIE S RENEEMFE . AT TR SEE P IBEFTHT
HFAMEEESRE FOERINEBMESFEIHE. EFERE TREESH
2R = AR AREE LB A (Engage ). 27 2] (Study } . 33 B ( Activate ) 5 ¥ T H=
ARABEHMESHAOISIFASTMEZHTHN=ZFRFE IR, 8. H278
(Straight Arrows sequence }, FZ 381 &I ( Boomerang sequence ) F1 2 3t B ( Patchwork se-
quence) . AZEIRNE T YSIBEFHETRITHE T HEFE W= P ¥ (Presen-
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Lation 2 A, Practice 3B, Production 8138 ), i & & 36 25 2% 5 ¥ ( Task - Based
Leaming ) M1 38 FRik ( Communicative Language L(?ﬂming)%c. mAt, fEHF BEF T 8
Yo T B AT P I F IR

fE &t it Ei P E s Bl P AL w8 2 iEGE S
FAEL T 1 g e R 3g PR m 2 2, 47 2 W 8h 5 T T Ml £2i2 BB B g AT A
fERE T iR & 5t P Ii8E s G AR B FiE Sr i, =) &0
BEEFHIE S MIETIE - M ES  HEEME S R &iE
. B E#E ERZAVEIFHARLA T LM, RAFUEE S ARTE
A IR QUEE IR 3 AR AR RIS LR BT FIR S R R s 00 R
Z 4. FAWMARE RSN S A EEES EE AL ERET M
iz FH RS T S ST AR R TR 2 (T e | R AL SEhokbas TR S Bl gk sl |
EAC e e, B AR, et aH RS, HEPENE S A FE
2 GEH=ER EETIMAAIFEAT LR EER. HEAER RETH AECR
S MR R L S| ARESEPCE USRI E RN E B HA R ER D), GliEis
FrrNERYLS . FORARE AR FOMSE BT T3 AL, )30, B S8 A X 38 T4 Ty
AR RN ESEIRAN RN, BT EMEM S EEEEEASH
SR AR fT RS S , SA S B SR IE S BUAYIE B R R B ey RIS A
HESEIHATINR RS . B - IRFEIT A AE . g RINIE S A 7E, #UT AT AR iR 2L
2E R AN S S =8 R A RS B T

TEHE D AAFER LN 7 ES HFERHEBE AW LR FEERRIK, &€
TR B i I . = P TS 3.0 B AE IRk

EHBE. BA FEY ERCERRESHFERTINREA R AN ENZ
B WA A S T e, AT L s B SRR Y BUE L BB B RO B RO .

SRE ESHEKBIES

FEECE T WA AR Y RE — S E B B EE - FEanE B AE XA
{BF e EHAT MR, EESMNETH RN T e e a7 iR,
fi] 24l TE X SL4BR ., AR B S A SRR T X MR-

VEETEARE §5iHe TH RS A FHEEMA 7. Kb N@ErhE
i%  BhiA L REIE B RIEZF AR R R AN E S SRR AT EEE
F TSR T &R shin) AR R AR BE L AR RS A) R IR SE IR R R R
W I B ENTE AT FEGRMAER., F#IE RS, AN R R
AT T AR, T B H THRBRAE A MR, AT FRRER. TR
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TR AR F R TS & LM% R B G R S SR S RE, —
ol AL T p T SO i . B 77 B 10 g TS (5 7 1A 9 BUAE i 7 4
SE. B FT B E A s aERISEF, 0.1 m seeing him tomorrow . 55— A TH , ¥
5 A B R T L B 2 IS 2 S i L AN ) 7 P 2 1 0 M A
R,

FEW ISR T RS RAJE R EIRE , NiEf S st E Rl L & DE s
SRS B R SR, AR T AL R TG, X R A RIE
AR E WG A 4G -

AE ESEHEE

FEH FEHWIES  FHELTEEMTE . ERTHEX, THENENX
ML BEA SN, FEH AR RA)E T EB T AN G E M, Bl =
A d4ar 5 E T RSB R, FNnREAERE2EM TN RS &G3£Y
ENibE R EME F B RIE R B R SMERIE (Mime) I HFH B X
HE R ERHRIE SSRGS EE N

Ve  FEAEEI IR SE AR S, FRNAMT . —EES G
BB T3 (Interderence) , — B2 EH S B A RARTY. EEREESE Y
IR — B4y, EERER T, F L miZEEY 8 2 EiRFIFFMESIR. BmR
AT A BRI ENX . -8, A IERNR AR T BT — RS . fEE U, BUTR R E
FHL i = R 2EAE T B (G- L

VEFEEZHRISIBET TIEFH¥ I XL WM MR TIEE WEFEESES
1.

ELtE ERFHEHEE

BiZERIESEIN--MEEHE. (EHUY. BIRPEAARITFIE TS5,
o] LAAE S PR iR TS R 8T DUOA LS B E R HIFRE S ¥ uiil =

&1 F REA R Yt 4% B B DT BR B e B R (E B TR & AR th B3R
RETR¥EERHHESBETIEINEFHE. BERXERNFEE, LA WER
B3R, M T SOm LR R B R M E .

R e R A R T A EEE . A EP IR RO E LA
{ Scanning) FIBS 1 ( Skimming ) , 3 EAt 785 40 fo] 4R 48 A5 [ /9 B 1 H a9 A A [l gy
Bl 7 g, (] i 4R R332 { Reading for pleasure ) HI¥5 1% ( Reading for detailed compre-
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hension ) ®E v KB A ] gty ] 345 175

KT BT AFF R T AFEW ST S B — i # ( Passive ) F
BE ;2 0 R BR 5 R ERSCHR AR EE A 3 W EE RN R R BERLEAM N E, M A2
W A o4 FT ( Prediction) R DY - THE BRI 25 /& F (Task ) T 545 &1
(Topic) VL AC ;6 0 & FUM AL HE TR AT IR IR R R

) AF R AT Y ) ) 1 B AT %) R RE R S04 A 5 5 ( Engage exer-
cise ) MG BN Z5 21 ( Active exercise ) 5| T2 4 T BRSO N 5, H¥F P58 04 T ik d
ZE7E 3 Follow — up activities )} A BL 80

FNE EBEHREE

BRI —THEEMS LMY AR S AR EETERHN . SIFR
AR AR S UL, AR RIE S SRR H ASEAR E S At [E g
L PRI ARSIA TEEE HE U E I FE KR, SR FEMNE S .. R . 51E
AL A LR S BIFGER &5 .

FEBHFEEFESE L A AN NNIE ARG FIEEERNFE K AEBEH
F, —RORE, FA N NS ME N CBE i AR RS ES B
B E R AGERE ., (E& 23 7 D853 B3R Wi 9 A< [R] 7K a9 7 A ik
HUARBI AR5 -

0T HE SCIRRR , 7E 3 8 DL RUT I 8 o i) & aanle 3h )y A B SR B B R
BB RSB EREG L. FEDR AR RPN F T

ATEREHCERAT BERIZE. EFHIANA, BEH AT ANSE, 8T ATREXR
b BEIFEMTERT . ENRREMINER TG F R HE RE K BB, UM
R A e R B A R ) R

FhE EHEHOIF

VEBTEX - SH AT INTiEHERNE G ES 2 FEET (Acu-
vate) , T A B2 (Smudy ) iB S A E#4T. BREPEHEVLEHBE FEBNIES
SERTIE(TS A= EAML . iR & D S SR A AL 7 8 45 ( Rehearsal ) Y
P4, i 2e A 18 8 P AME JET A R A B SE B s B8R0 1E B 25 FUM F0 48 4 R 4R
T {5 B 15 Feedback ), M #2240 K IR F O IBEHF A F O8RS T
F i &4 19 A Engagement} . fF2EE T A S -

sehr b FEFTE SR - A B R AR LA SO FE I i OB TS shef TR Y
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R, R, IR OIEE AR AR ? & M AR T O
DEREED . {5 B &k O (Information gap ) (#1220 | F 20 € Survey ) (FTER ) L g
( Discussion) { P/ PG LA O { Role-play) (P& 2B/ 52k ) .

R AEE S FEINE SEFEEEIS P AEYF R BT T8 Rl vEmn
R REZCGA BRI BZ IR A 2T T AW IR ITER R 1Y 438, MRS
IZHFEARABFTZIE  BHEEE L. BT AT SR 1 ESZE T [
B, FUMERFEWMIPHESEERGRE, T AEFHE AL, HEF £ 1
g whatt B AR O, B IR TR S I, RIE UL, TR IE O 15 7% 37 09 B2
AT

B fE&fEE EEIHEFE A HIH 7 FREAMAR I8 A (Engage)
iz FH ( Activate ) 22 (Stady) . THEGX-THEERS T HIEEYF EF RS E L9,

F+E EHFEBWA

HEEX BRI T REEMNEREEY . HIEEI T SER
B, H T EREAE LU, X B iR A {UEREE S A A SR
EEH . B IR EERT L e Ea T HFISMRIEEREINER.
Wy rd k@t R TR R RS B EEXTE SE R E A R T IE AL
FRAFE S AR BRMEER L EAHIRME TIES . TE AW ..
B ESANMAEEFER. X3 T4 8IEF 27 1% (Language acquisition) &2 K77
=mALRY .

g F R A BT He #5050 - B S UT IR DI I I B ORIk S B
WA RS IE T, S S NS AR a5 Ssd Bk B mavifsar. fER R
W EIRE | S R, TIAE TR RN FE . Hax . I e
ESAEATE, AER,&RHRNER (5,24 HAEF TR T OHETES
B9 LB AR ASRE , A REMNE P EE P EH IR E .

e 8T 17 EF NN A ARERNERST . BE BRIFHEFISMARE:
BT, TR A A E AL B S FL R EWHEA =R, LA IS
iR At E AR R BB BB EEIT MRS AU EIETE RN
A £ BT AR RS E MO F1 K AR B AR AT JHE S IR E ST R A E
k. S5k fOFS SR R BRI GO e i S OB AT A BT A Bk BB RS
AT B 5 L 28 X H < BLSE " ( Authentic) , {H % /b B % 2 18 B " ( Realistic) A, 1EH ¥
BR R [B) 4 25 28 4 DI 36 B BA O 7 iR B 50 R el TR FR dR pE 6, RO IRATAE S T
MER A EEMNTFY. HEREEERETUBEREISMNIESTHLLFEE.
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AT B KPR FE R 2 s R AE R A3 b AP L B0IM AT LUK FRAF # B - 2 fy — e
FELL BT O AR #I R EF IRy EBUR

F+—E ERFEHAEH

EREE AR AT P 3R EE . 1EE A A M A
AR —IM3EA L. AR, i@ 24 A2 A58 — 173
AN, B XAV R E . A EAESIEH, HE A A
PHRE & HE A *F /- G & e, 8] % H] DY RS 5 7R R Comit) L 3% X (re-
place) ¥ FECadd Y FO M 8GR (adapt) . tEE B FE AT AHESEEM T X2 H#HTH
RN R SRR S5 -

X ROUDGE B AT RO RS VE e S4B MESE R B R E O —EHM AL
TR FE S 2R R A Aol KE; NBMMAEER . #MRLYEEAAEN
KAMPERE . A IS F R B, PR G S e d HE &L, Bl b a SR USR] AT B
PE SR B IR T U Ei BA ol B A 8900 48 (I A RTHENE .
A EREPRIR R RS RS T IR S BRI L 3 VS aY BT
FZHE F2FERRANE MRS Mo B8l I A B AMHES TE R -
anfar 2 i - W LA R g @R T FE & O R H BUE W A5 3R 41 B (Analy-
sis) iR (Pileting) | % 18] ( Consultation } FIU& /F ( Gathering opinions )

Ve B S %38, B R SO B2 b IR TR B8R, (R S X R i
FALE T RS A R E A

B+-5F ERIETHRE&S

YEE X —F B et hie TR ETTER . ZeEA B ST ERESGT
TR B O br oS Y TE A B AETE , B & (i AR B AR P AL, S IR TR AR
YE 3 IA N - B R R T R R — B (coherence Y I BF N HF S FEZEH
(variety ) BUEE S I WA 5 -

YE 5 HiR B BCFRITTRIRE R AT Eal @, R AR . KRN EMETE . EEE
BTN, BT S, EH4 4 TFBL. BRAHE, A REMNE, HF
E 4%, i (8] 53 Be , TR BE A AR R R B, SRR B FR, e P R LR = 15 5
B9 H &9 BERFAT A e, LR XIS sh iR s Ak s shry fr s .

YEHIA IR TR ERFENEE BN EELIREE SIS SRR
MR I TR B 5 ME . 20 B taE R T ) T 5 - B e B FcE T
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- - FIREVLTIRE R AT B F AR M R AR LR R (H P IR R HF
TR—MHROAL, EEEAHEE Bt E IR R 2 — Y B0y
IREFFE R, 8 T IREECEX D2 A, W ECE =8 K (Engage, Study and
Activate) U7, B) iy SRS 4 HOGE  EEHRIA AR E¥FFIBE iR &
b BT A E X e A T s AR SSERIE Bl

F+=F EFELEFNEE

EEARBEG —FREL 75 0P AR WERE, e TR
E= P

1. s EI|RFARE 207 EEENHFEFIRARIER, M
5 AR ROk ok AR R ARk, BEAT R A WIROTE 8 A TR R E Mg E B,
b RSl T AHRE B

2. EHIERAKREA i EERE P ERAY A T HER A
f1 ok 2 A —2H 8/ 8 5 R B S TR el e VB BB W Bk ST s 2B /N RIS AT

3. %4 0 EIRE A ERESUAEREE SR £ ioeid A
W AT IA] ; B U IE A FUR s AT A RR R S RE ~

4. %% FIRRGIEEAN? FHEEICRBREDMH2EERIEN T K05l
R B A A9 2 WS R G R A B, LR SRS 1 SOREAR
itk [F] B8 A B% B s S AR (el g sr 5 ) E AR S  BABET R BRI A

5. %4 FEEBFNEAH? EERNMASIAA—HeE A —HEy DHTE
S RMRATTE N B O RAW S RE RG] TR, v TR 20 R
AR AT RS AR AR SR EYULEE RS RS -

6. B RHERFE A EFBINRR TGS AR HRE
B FRERHR SO N B A A IR R EBHE — R BRI — IR
IO AL s I B ROE B ER A 69— D B s SR B R AR RIS A T M
b 45 SR L LR R HERIT AN E .

7. NRIEERE SE I E £ RIS R G A0 /B B EUN R S
BE FAS L RUE SRR A, FERER & — R R B S B IR B R 5
A4 S
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Whao is the hook for?

What is it about?

Introduction

How to Teach English s a book designed for people at the start of their
teaching career, at that stage where they are just about to do — or have just
done — an nitial teacher rraining course. It is written for people who teach
mostly adults of whatever age.

How to Teach Engfish s about teaching English as a forcign or second
language: what it is about, and how to do it. Here is what it conrains.

The first two chapters discuss general issues abour reaching and learning:
how ro be a good teacher, how to be a good learner.

Chapter 3 looks at issues that help teachers to manage classes berter —
using their physical presence and voices, and orgarising the room and
students in a variety of wavs.

Chapter 4 suggests a way of looking at all teaching and learning — a way
which helps teachers to decide how to put teaching sequences together,
Chapter 5 is about the language itself. It introduces some basic concepts of
grammar, vocabulary, language use, pronunciation and puncruation and is
intended for new teachers who may have hittle experience in this area.
Chapter 6 looks at the various options for studying language, from very
teacher-led presentanons to rather more learner-centred ‘discovery”
activities,

Chapters 7-10 look at examples for teaching the so-called *four skills’
{reading, writing, speaking and listcning}.

Chapter 11 discusses how teachers shouid use textbooks — should they be
followed slavishly or adapied 1o the teacher and the students’ particular
needs?

Chapter 12 looks at why teachers need to plan rheir lessons and how they
can do so.

The final chapter (called “What if*") deals with problems which teachers
frequently encounter. How, if at all, can they be resolved?

The Task File at the back of the book comprises a large number of
cxcrcises and activities designed to predict and/or build on the information
in the chapters of the main book. These are intended to be photocopied
for use on rraining courses or ta he used by individual teachers working on
their own.

The bock ends with three appendices. One describes equipment
commonly in use in the classroom. The second gives suggestions for
further reading, and the third contains the phonetic alphabet and some
examples of phenetic script.
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How to Teach Fnglish is a practical book, concentrating on examples of
teaching and teaching practice rather than on a derailed snalysis of learning
theory. It aims to give a general picture — with examples showing procedures
for beginners, elementary and intermediate students, and procedures
reflecting a range af current teaching and learning styles.

Teachers and potential teachers may want to read How ro Teach Engiish from
cover to cover before they start a trasming course. They will then have a
general overview of the pmﬁzssmn and what it entails.

Dhring a course, however, readers may want to skip around, locking at
indivndual chapters as and when the topics come up. However, the
Engage—Study—Aetivare dcscnptmn in Chapter 4 is crucial, since much of the
subsequent material flows from it

Readers may also want to start by looking at the Task File for a particular
chapter before actually reading the chapter. That way, they can see if their
opinions and conclusions coincide with the author'’s. This will depend on the
nature of the task.

Finally, the teacher 1s referred to throughout the book as *he’, 'she” and
‘they' in about cqual propoertions. Gender and proncun usage look sct to
bedevil the English language for some years vet!
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What makes a
good teacher?

ow to be a good
eacher

What makes a good teacher?

How should teachers talk to students?
How should teachers give instructions?
Who should talk in class?

What are the best kinds of lesson?

How important is it to follow a pre-arranged plan?

In an attempt to find out what we all think about teachers and teaching I
recently asked a variety of people the question “What makes a good
teacher?' [ was especially interested to see what their instant response would
be since that might throw some light upon deeply-held beliefs about this
fundamental part of human experience.

Many different people were asked the question, almost always with a
tape machine there to record their answers. There were teachers of English
in the UK, in Spain and from Finland. Some of the respondents were
teacher trainers and methodologists. Last — but by no means least — I
interviewed students of different nationalities smdvmg at private language
schools in Britain, and secondary school students studying at a Cambridge
comprehensive school.

The following answers are representative of the many that were given.

= They should make their lessons interesting so you don't fall asleep in them.
This was said by an adult student at a private language school in
England.

= A teacher must love her job. If she really enjoys her job that'll make the lessons
more interesting.
This was also said by an adult student in England. Teachers who look
fed up or unhappy with what they are doing tend to have a negative
effect on their students. When you observe good teachers you will
notice that, even when/if they are feeling terrible (outside the
classroom), they put on a good ‘teacher’s face’ when they enter the
classroom.

= [ like the teacher who has his own personality and doesn't hide it from the
students so that he 15 not only a teacher but a person as well — and 1t comes
through the lessons.
Students tend to be interested in their teachers — at least at first. The
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ones who share their personality with their classes often have berter
results than those who don',

I litke a teacher who bas lots of knowledae, not snly of Bis subject,

The preaccupation with the teachers personality is reflected here too:
teachers should not be afraid to bring their own interests and lives into
the classroom (within reason, of course).

A good teacker is an entertainer and I mean that in a positive sense, not a
negative iense.

Students enjoy being entertained and amused. However, a balance has
ta he struck between entertainment (which often gives teachers
enjoyable feedback) and teaching/learning. Somertimes, the former can
overwhelm the latter.

Although, as we can see, the characrer and personality of the teacher is a
crucial 1ssue in the classroom, by far the greatest number of responses to the
question “What makes a good teacher?” were not so much about teachers
themselves, but rather about the relationship between the teacher and the
students. This is borne out in the following responses.

-
o

Its important that you can talk to the teacher when you have problems and
you don’t get along with the subfect.

These are the words of an adult student. Teachers must be
approachable.

A good teacher 15 ... somebody who bas an affinity with the students that
theyre teaching.

Successful teachers are those people who can identify with the hopes,
aspirations and difficulties of their students while they are teaching
them.

A good teacher should try and draw out the guiet ones and control the rvre
talkative ones.

Experienced teachers can tell you of classes which are dominated by
bright, witty, loud, extrovert students. As this EFL tcacher implies, it’s
easy to be captivated by such students. It takes more effort to ensure
that the quiet, shyer students also get a chance. One of the secondary
students | questioned said, ‘A good teacher 1s ... someone who asks the
people who don't always put their hands up.’ _

He should be able to correct peapie without offending them.

Explaining to students that they have made a misrake is one of the most
perilous encounters in the classroom. It has to be done with tact. The
teacher has to measure what 15 appropriare for a particular student in a
particular situation.

A good teacher is .. someone who helps rather than shouts.

Said by a secondary school student, this was one of the many comments
about discipline. The people who resent bad behaviour most are not
teachers, but other students who feel their fime 15 being wasted.
Learning how to manage students and how to control boistcrous classes
15 one of the fundamental skills of reaching.

A good teacher is ... somecne wheo krnows gur names.



How should
teachars talk to
studants?

1 + How 10 be 8 good teacher

Class management — the ability to control and inspire a class ~ is one of
the fundamental skills of teaching. Teachers find it much easier if their
students believe that they are genuinely interested in them and available
for them.

In a book of research called Making Sense of Teaching, the authors Sally
Brown and Donald Mclntyre selected a group of guod teachers, chosen by

_their pupils. They wanted to find out how these ‘good teachers’ did their

job so they asked them about their teaching. This is what they found out.

The most obviocus common feature of the different teachers’ accounts was
that in response to our question 2about their teaching they almost always
talkeg about what their pupils were daing.

A simple answer to the question “What makes a good teacher? therefore,
is that good teachers care more about their students’ learning than they do
about their own teaching.

Teachers can never be quite sure what their students think of them,
however. The least predictable things can affect their pupils’ perception.
One 13-year-old girl was adamant that “The teacher needs to have dress
sense — not always the same old boring suits and ties!’

The way that teachers talk to students — the manner in whach they snteract
with them — 15 one of the crucial reacher skills, bur it does not demand
technical expertise. It does, however, require teachers to empathise with
the people they are ralking to.

One group of pecple who seem to find it fairly natural to adapt their
language to their audience are parents when they talk to their young
children. Studies show that they use mare exaggerared tones of voice, and
speak with less complex grammatical structures than they would if they
were talking to adults. Their vocabulary is generally more restricted too
and the attempt to make eye contact (and other forms of physical contact)
is greater. They generally do these things unconsciousty.

Though teachers and students are not the same as parents and children,
this subconscious ability to ‘rough-tune’ the language is a skill they have in
commoan. Rough-tuning is that unconscious simplification which both
parents and teachers make. Neither group sets out to get the level of
lanpuage exactly correct for their audience. They rely, instead, on a general
perception of what is being understood by the people listening to them,
Their empathy allows them to almost feel whether the level of language
they are using is appropriate for the audience they are addressing.

Experienced teachers rough-tune the way they speak to students as a
matter of course. Newer teachers need to concentrate their focus on their
students’ comprehension as the yardstick by which to measure their own
speaking style in the classroom.

Apart from adapting their language, experienced teachers also use
physical movement: gestures, expressions, mime. [t becomes almost second
nature to show happiness and sadness, movement and time sequences,
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How should
teachers give
instructions?

Who should talk
in class?

concepts (e.g. ‘heavy’ and ‘drunk’) using these techniques. They become
part of the Iangu.ige teachers use, especially with students at Jower levels.

This tssue of how to talk to students becomes crucial when teachers are
giving their students instructions, The best actrvity 1n the world 15 a waste
of time if the students don't understand what it is they are supposed to do.

There are rwo general rules for giving mstructions: they must be kepr as
simple a3 possible, and they must be logical. Before giving insrructions,
therefore, teachers must ask thernselves the following questions: What 1s
the unportant information 1 am tr}qng to convey? ¥Whar must the students
know if they are to complete this activity successfully? Which informartion
do they need first? Which should come next?

When teachers give instructions, it 15 importaat for them to check thar
the students have understood what they are being asked to do. This can be
achicved cither by asking a student to explain the activity after the teacher
has given the instruction or by getting someone to show the other people
in the class how the exercise works. Where students all share the same
mother tongue {which the teacher also understands}, a member of the class
can be asked to translate the instructions as a check that thev have
understond them.

There 15 a continuing debare about the amount of time teachers should
spend talking in class. Trainees’ classes are sometimes criticised because
there 1s too much TTT (Teacher Talking Time) and not enough STT
{Student Talking Tlmc)

As we shall see in Chapter 4, getting strdents to speak — to use the
language they are learning —1s a vital part of a teacher’s job. Students are
the people who need the practice, in other word:,, not the teacher, In
general terms, therefore, a good teacher maximises STT and minimises
TTT.

Good T'TT may bave beneficial qualities, however. If teachers know how
to talk to students — if chey know how to rough-tune their language to the
students’ level, as we have discussed above — then the students get a chance
to hear language which is certainly above their own productive level, but
which they can more ur less understand. Such ‘comprehensible input’ {a
term cotned by the American methodologisr Stephen Krashen) — wherf:
students receive rough-tuned input in a relaxed and unthreatening way —
an important feature in language acqulsmom TTT works!

A classroom where the teacher’s voice drones on and on day after day
and where you hardly ever hear the students say anything is not one that
most teachers and students would approve of, however. TTT can be terribly
over-used. Converscly, a class where the teacher seems relucrant to speak is
not very atiractive either,

The best lessons are ones where STT is maximised, but where at
appropriate moments dufing the lesson the teacher 15 not afraid to
sumrnarise what is happening, tell a story, enter into discussion erc. Good
teachers use their common sense and experience to get the balance righe.



What are the best
kinds of lessan?

How important is it
to follow a pre-
arranged plan?

1+ How 10 be d good teacher

One of the greatest enermics of successful teaching 15 student boredom.
This is often caused by the deadening predictability of much classroom
time. Students frequently know what Is going to happen in class and they
know this because it will be the same as what happened in the last class —
and a whole string of classes before that. Somerhing has to be done to
break the chain.

In his monumental book, Breaking Rules, John Fanselow suggests that,
both for the teacher’s samity and the students’ continuing invelvement,
teachers need to violate their own behaviour patterns. If a reacher normally
teaches in casual clothes, he should turn up one day wearing a suit. If a
teacher normally sits down, she should stand up. If he or she is normally
noisy and energetic as a teacher, he or she should spend a ¢lass behaving
calmly and slowly. Each time teachers break one of their own rules, in
other words, they send a ripple through the class. That ripple 15 a mixture
of surprise and curiosity and it Is a perfect starting poit for student
involvement.

The need for surprise and variety within a fifty-minute lesson is also
overwhelming. If, for example, students spend all of that time writing
sentences, they will probably get bored. But if, in that fifty minutes, there
are a number of different tasks with a selection of different topics, the
students are mach more likely to remain interested. This can be seen most
clearly with children at primary and secondary levels, bur even adults need
a varied diet to keep them stimulared.

However, variety is not the same as anarchy. Despite what we have said,
students tend to like a certain amount of predictability: they appreciate a
safe structure which they can rely on. And too much chopping and
changing — toe much variety in a fifty-minurte lesson — can be de-
stabilising. Good teachers find a balance between predictable safety and
unexpected variety.

It is one thing to be able to plan lessons which wall have variety — an issue
we will lock at in Chapter 12 — but being fexible when the class is actually
taking place is another matter altogether. Once again, a balance has to be
struck between teachers attempting to achicve what they set out to achieve
on the one hand and responding to what students are saying or doing on
the other.

Suppose that the teacher has planned that the srudents should prepare
a dialogue and then act it out, after which there is a reading text and some
exercises for them to get through. The teacher has allowed twenty minutes
for dialogue preparation and acting cut. But when the students start
working on this activity, it is obvious that they need more time. The
teacher then discovers thar they would like to spend at least half the lesson
on just the acting-out phase which they are finding helpful and enjoyable.
At that moment, he or she has to decide whether to abandon the original
plan and go along with the students’ wishes or whether it is better to press
ahead regardiess.

Another scenario is alse possible: all the students are still working on a
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Conclusions

Looking ahead

dialogue preparation except for two pairs who have already finished. The
teacher then has to decide whether to tell them to wait for the others to
catch up {which might make them bored and resentful) or whether to stop
the rest of the class to prevent this. Then the other students might end up
teeling frustrated because they didn't have a chance to finish.

There are other crises too: the tape recorder suddenly doesn’t work; the
teacher has forgotten to bring the material they were relying on; the
students look at the planned reading text and say "We've done that before’.

Good teachers are flexible enough to cope with these situations. Because
they are focusing on the students and what they need, they are able to react
guickly to the unplanned event. Perhaps, in the case of the pairs who finish
early, for example, they have a couple of quick useful tasks ‘up their sleeves’
which they can ask the pairs to do while theyre waiting. Good teachers
recogruse that their plans are only prototypes and they may have to
abandon some or all of them if things are going too fast or too slow. Goeod
teachers are flexible.

In this chapter we have

* described some of the qualities which good teachers possess: an
akility to give interesting classes, using the full range of their
personality; the desire tc empathise with students, treating them
all equally however tempting it is to do otherwise; and ‘knowing
all their names’.

s jnvestigated the kind of language teachers use with students. It
should at all times be comprehensible, and, especially when giving
instructions, it should be clear and well staged.

* discussed the relative merits of Student Talking Time and Teacher
Talking Time. TTT can have uses - helping students to acquire
language - but should not predominate at the expense of STT.

s stressed the need for variety within a secure setting. We have said
that teachers need ta walk a fine line between predictability and
surprise, without lurching into either meonotony or anarchy.

# concentrated on the teacher's ability to respond flexibly 1o what
happens in class, even while attempting to foliow a pre-arranged
plan.

* Many of the issues about the teacher's rapport with students wil!
come up in Chapters 6-10 when we look at teaching techniques.

» |ssues of variety and fiexihility are absolutely crucial to the
planning of lessons. You will find that these concepts resurface in
Chapter 12.

# Since we have spent this opening chapter discussing what makes a
good teacher, the next chapter looks the other way and considers
what makes a good fearner, Are some people better at it than
others? Why?
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to describe a good
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% Why is it difficult to describe a good learner?

y How important is the students’ motivation?

Who is responsible for learning?

What characteristics do good classroom learners share?
What's special about teaching adults?

What are the different levels?

How should we teach the different levels?

Maiiy factors need to be taken into account when considering the
qualities of good learners. What are their backgrounds, for example,
their past learning experiences? Why are they in the classroom?
Why is one study method appropriate for student A but not for
Student B> Because each student brings a unique personality to the
classroom, it is often difficult to assess the factors involved.

Research results don’t necessarily tell us what we really want to
know either. For example, a recent university research team in
Britain wanted to find out why some children who learned musical
instruments became very good at it while others remained at best
competent. They found that the most common factor was simply
the number of hours the children had practised.

It is comforting when old sayings like ‘practice makes perfect’
come true! But the research still leaves us with questions. It doesn’t
tell us why some children practise more than others, nor about the
type of practice they do. Neither does it account for those
exceptional children who become expert players even when they do
not practise as much as others.

Teachers have some commonly-held views about good learners.
Anecdotally, they will tell you that the students who do best are the
ones who always do their homework, for example. We might be able
to say, therefore, that doing homework is the trademark of a good
learner. But again we are left with questions. Why do some people
do homework while others don't> Why do some exceptional
students succeed who don't do homework? Is it the homework itself
that makes the difference or the underlying state of mind of the
student?
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How important is
the students’
motivation?

What we need to find out 15 whether there are any generalisations which
will help us to encourage habits in students which will heip them,
mndividually and/or collectively. Then we can add them to the kind ot
research indings descrnibed bere.

One of the maost successful lanpuage learning experiences we know about
took place towards the end of the Second World War when the American
military peeded to teain their personnel in the languages of the countries
they would have to administer and/or deal with, In short intensive courses,
the students learnt fanrastically tust. Likewise in Britain, Air Force
persunnel were taken to Cambridge and taught Russian, for exampie, with
COOTIMOUS SUCCEsS,

Whatever we think of the teaching methods used — or the reasons for the
language learming, — the tcachers and students in these cases had a number
of things on their side: they were highly motvated, they really wanred ro
lcarn and they had powerful reasons for doing so — including, of course, a
fear of failure.

The desire to Jearn can come from rmany causes, Perbaps the students
love the subjecr or are simply intcrested to see what 1t 1s like. On the ather
hand, they may have a practical reason for their study: they want to jearn
an instrument so thev can play in an orchestea, learn English so they can
watch American TV or work with Enghsh people, study Tat Chi so that
they van hecome fitter and more relaxed, or go to cookery classes so that
they can prepare better meals.

Famous research carried our in the second half of the twenticth century
by Gardner and Lambert suggested thar students who felt most warmly
about a lunguage and who wanted to integrate into the culture of s
speakers were more highly motivated {and learnt maore successfully) than
those who were only learning language as a means to an end (e.g. getting a
better job). In other words fasegrative motivation was more powertul than
Tristrumental motivatior. But wharever kind of motivation students have, it
is clear that highly motivated students do better than ones without any
motvation at ail.

If good learners are those that have a posttive attitude towards thewr
subject, what can we do if we get students who aren’t ke thar* Wili
students whose motivation is only skin-deep be bad learners? Will people
who are not extremely keen to learn automatically fail?

One of the main tasks for teachers is to provoke miterest and involvement
in the subject even when students are not initially wnterested in it. It is by
their choice of topic, activity and linguistic content that they may be able
to turn a class around. It is by their attitude to class participation, their
conscientiousness, their humour and their scriousness that they may
influence their students. It is by their own behaviour and enthusiasm that
they may inspire.

Teachers are not, however, ultimatcly responsible for their seudents’
motivation. They can onlv encourage by word and deed. Real motivation
comes from within each individueal.
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In many modern language institutes, a sizeable percentage of time is given
over to ‘self-study’. Typically, the institute will have a large room equipped
with textbooks, exercises, tape and video recorders {with individual
headphones), reference books such as dictionaries, grammars etc, fiction
and non-fiction bouoks and magazines. There will be a competent teacher
on duty to offer help and advice, but the idea is that the students should
g0 in to this ‘self-access’ centre and choose what they want to do based on
their own interest and needs. They can decide whether they want to go to
the centre in other words, and, once there, they can take chargc do whart
they thank is best, rake responsibility for their own icarmng

The undcr]}'mg philosophy behind self-access centres is that students
who are prepared to take such responsibility for their own learning (by
studying in their own time, doing homework, thinking carefully about
what would be best for them} are good learners. Good learners, in other
words, don't just wait to be taught.

Of course, not every school has self-access facilities. They are expensive
to set up and demand space and time. But the principle — that learners
should take charge of their learning - is one that we need to promote with
or without such physical resources. Students need to be aware that we
cannot teach them English unless they themselves are prepared to take
some of the strain. Learning is a partnership berween teachers and
students.

This message may be difficult for some students from certain
educational backgrounds and cultures who have been led to believe that it
1s the teacher’s job to provide learning. In such cases, teachers will not be
successful if they merely try to impose a pattern of learner independence.
In such cases, it is much betrer to start very gradually with a piece of
homework, for example, or some solowork in class where individual
students have to investigate a grammar issue or solve a reading puzzle on
their own. As students get used to working things out for themselves
and/or doing work at home, so they can gradually start to take their own
decisions about learning.

Gemting students to do various kinds of homework like written
exercises, compositions or study is the best way to encourage student
autonomy. What is important is that teachers should choose the right kind
of task for the students. It should be within their grasp, and not take up
too much of their time — or oceupy too little of it by being trivial. Even
more importantly than this, teachers should follow up homework when
they say they are going to, imposing the same deadlines upon themselves
as they do on their students.

As teachers, then, it is up to us to encourage students to take charge of
their learning by guiding them in their choice of work ¢ither at home or
in self-access centres (if they exist} and by being available to discuss
individual plans of study. The most important thing, however, is to be
sensitive to their own expectations of learning and act accordingly.
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adults?

Inside the classroom, some learness seem to take advantage of what’s going
on more than others, It looks as if they are more engaged with the process
of learning thuan their colleagues. Teachers are aware of this roo. They will
frequently say that successful students possess some or all of the following
characreristics.

A willingness to listen: good learners listen to what's going on ~ not just
in the sense of paying attention, but also in terms of really listening to the
English that is being used, soaking it up wich eagerness and intelligence.

A willingness to experiment: many good learners are nor afraid to ‘have a
go'. They are prepared to take risks, to try things out and see how it works.
Of course, not afl successful language learners are extroverts, but the urge
to use the language (loudly or quietly} is an important one.

A willingness to ask questions: although some teachers can become
irritated by students who are constantly asking difficult {and sometimes
irrelevant) questions, the urge to find out why is part of a successful
learner’s equipment. Good teachers frequently invite students to ask if they
don't understand something. Good learners do this, jadging when it is
appropriate to do so and when It is not.

A willingness to think about how to learn: good learners bring or invent
their own study skills when they come to a kesson (and/or when they soudy
on their own}. They think about the best way to write vocabulary in their
own wordbooks, tor example, the best way to read a texr {slowly, translating
every word? or quickly, trying to get a general understanding?), the best
method of drafting and re-drafting a piece of writing.

A willingness to accept correction: good learners are prepared to be
corrected if it helps them. They are keen to get feedback from the teacher
and act upon what they are told. But this only works where teachers are able
to offer constructive criticism rather than castigating them for being wrong,
Giving feedback involves praising students for things they do well, and
offering them the ability to do things berter where they were less successtul.
It involves teachers in judging their students’ responses to correction so thac
they can act accordingly.

If these are good learner qualities, then it is part of a teacher’s job to
encourage them by creating an atrnosphere which shows students that their
experimentation and questions are welcome (warhin reason). Teachers can
spend some time discussing how 1o learn with them, guiding them towards
their own best methads of study.

Perhaps the greatest difference between adults and younger ages is cthat the
former come 1o lessons with a long history of learning experience, They will
usually have gone through at least ten years of schooling and may then have
gone on to study at a higher level. Those learning experiences — both bad
and good — will have helped them to form strong opinions about how
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teaching and learming should be carried out. They also come with their
own record of success or failure. Those who underachieved at school may
subconsciously assume that they are going to fal again; those who were
school successes may believe that learning English will be easy,

Adolescents (and to a lesser extent children) have their own histories
too. Each failure predisposes them to more failure, each success provokes
the hope of more success. Bur the younger the student the less likely it is
that these educational histories are fixed.

Adults are frequently more nervous of learning than younger pupils are.
The poteatial for losing face becomes greater the older you get.
Adolescents dislike being made to look foolish in front of their classmates
too, but there are probably other things which make them vulnerable in
this way rather than an inability to learn (English). Older students, on the
other hand, who are coming back to the classroom after a long absence,
may have a high degree of anxiety about the process of learning itself.

One of the recurring nightmares for teachers of adolescents 1s losing
control: the lesson that slips away from them, that they can't control
because the students don't like the subject, each other, the teacher or the
school — or sometimes just because they fecl like it. Adules can be
disruptive and exhausting too. They may not do it in the same way as
younger learners, but teachers of this age group will have experiences of
students who spend the lesson taiking to their neighbours when the
teacher is trying to focus their attention or whe disagree vocally with much
of what the teacher is saying. They arrive in class late and fail to do any
homework. And, whatever the causes of this behaviour, a problem is
created.

Nevertheless, adults as a group have nuch to recommend them. They
bring life experience intc the classroom which younger learners do not
necessarily have. They may well have a view of the importance of learning
which makes them stick to a course of study in a specifically adult way. The
attention span that cooperative adults can offcr is almose certainly greater
than that of children and adolescents. Lastly, teachers of adults are much
jess likely to have to deal with ongoing daily discipline problems than
secondary school teachers are. They can expect more immediate
cooperation from the majoricy of their students.

Whereas in pritary schools much learning takes place through play and
knowledge gathering is done through games, songs and puzzies, aduits, on
the other hand, do not necessarily necd their learning to be camouflaged,
dressed up in quite the same way. If they can see the point of learning -
and if we are able to explain the reason why we are asking them to do
things to their satisfaction ~ we do not have to play games or sing songs to
get their cooperation.

It is, of course, possible for adults to suffer from boredom in class,
especially when they are studying on a full-time course and/or have
studied in the same kind of class for a long time. Such people may respond
well to lessons that are entertzining and which use enjoyable activities to
facilitate language learning. We won't want to treat them like children, but
some of them might, nevertheless, respond well to a lighter style of
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learning which does, indeed, involve quizzes, puzzles and the study of
CONTEMPOrary songs.

Goond teachers are able to balance the serious study of English with the
more entertaining activities that they think their students sometimes need.
By watching their classes and asking their students what they think and
feel, they can selecr a judicious blend of activity and style.

What are the Teachers of English generally make three basic level distinctions: beginner,
different levels? intermediate and advarced {though exactly what these terms mean often

depends where you work and what textbook (if any) you arc using).
Broadly, however, feginners are those who don’t know any English and
advanced students are those whose level of English is comperent, allowing
them to read unsimplified fact and fiction and communicate fluently with
native speakers. Berween these two extremes, infermediate suggests a basic
competence in speaking and writing and an ability to comprehend fairly
straightforward listening and reading,

Between these levels, other descriptive terms are used too. A disninction
is rade between beginners and fafse beginners to reflect the fact that some
adults start a beginners’ course having heard virtually no English, whereas
many others can't really use any English but acrually know quite a lot which
can be quickly activated; they're not real beginners. Efementary students are
no longer beginners and are able to communicare in a basic way. They can
string some sentences together, construct a simple story or take part n
predictable spoken interactions. However, they have not yet achieved
intermediate competence which involves greater fluency and general
comprehension of some general suthentic English: there are still areas of
knowledge — tense strucrures, noun phrase construction, vocabulary use etc.
— which elementary students have not come across. Upper intermediate
students, on the other hand, have the competence of intermediate students
plus an extended knowledge of grammatical construction and skill use,
However, they may not have achieved the accuracy or depth of knowledge
which their advanced colleagues have acquired. The following diagram
shows the labels which are frequently used to describe different levels.

Although each student is an individual, it is nevertheless possible to
malke some broad generalisations about the different levels.

beginners imermediate advanced

|

faise elementary laveer upper
beginners intermediate intermediate

Terms for studenit levels
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Beginners: success is easy to see at this level, and easy for the teacher to
arrange. But then so is failure! Some adult beginners find that languapge
learming is more stressful than they expected and reluctantdy give up.
However, if things arc going well, teaching beginners can be incredibly
stimulating — and great fun. It may be restricting for the teacher, but the
pleasure of being able to see vour part in your students' success is
invigorating.

Intermediate students: success is not so easy to perceive here,
Intermediate students have already achieved a lot. Gone are the days when
they could observe their progress almost daily. Sometimes, it may seem o
them, they don't improve that much or that fast anymore. We often call
this the platean effect, and the teacher has to make strenuous attemnpts to
show students what they still need to learn without being discouraging.
One of the ways of doing this is to make the tasks we give them more
challenging and to get them to analyse language more thoroughly, We
need ta help them to set clear goals for themselves so that they have
something to measure their achievement by.

Advanced students: they already know a lot of English. There is still the
danger of the plateau effect (even if the plateau irself is higher up} so we
have to create a classroom culture where learning is not seen as learning a
language little-bit-by-lirtle-bit. At the advanced level, we need to be able
to show students what still has to be done and we need to provide good
clear evidence of progress. We can do this through a concentration not so
much on grammatical accuracy, but on style and perceptions of
appropriacy, connotation and inference, helping students to use language
with more subtlety. It is at this level, especially, that we have to encourage
students to take more and more responsibility for their own learning.

Although many activities can clearly be used at more than one level
(‘designing’ newspaper front pages, writing radio commercials etc.), there
are some which are obviously more appropriate for beginners, for example,
pronunciation practice of /3/, simple introduction dialogues, while there
are others which are more appropriate for advanced students, such as
discursive essay writing or formal debaring.

One obvious difference in the way we teach different levels is language.
Beginners need to be exposed to fairly simple language which they can
understand. In their language work, they may get pleasure (and good
learning) from concentrating on straightforward questions like “What's
your name?, “What's your telephone number?’, ‘Hello', ‘Geodbye’ etc.
Intermediate students know all this language already and so we will not
ask them to concentrate on 1t,

The level of language also affects the teacher’s behaviour. At beginner
levels, the need for us to rough-tune our speech is very great: we can
exaggerate our voice tone and gesture to help us ro get our meaning across.
But at higher levels, such extreme behaviour is not so important, Indeed,
it will probably come across 1o the students as patronising.

13
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The activities we otfer students otten depend on thewr language level too.
For beginners, we will nor suggest abstract discussions. For adwvanced
students, a drill {with repeiinon in chorus} forusing on simple past iense
questions will almost certainly be inappropriate. Where a simple role-play
with ordinary information questions (‘What time does the next trzin to
London leave?, "Whar's the platform for the London train?’ etc.) may be a
good target for beginners to aim at, the focus for advanced students will
have to be richer and more subtle, for example, ‘Whart's the best way o
persuade someone of vour opinion in an argument?’, ‘How can we structure
writing to hold the reader’s atrentian?, “‘Whar different devices do English
speakers use to give emphasis to the b1l:s of information they want vou to
notice?

Teachers react both overtly and subconsciously to different levels. The
material they use — and the activities they get studernts to engage in — reflect
the unique needs of those students at the level they have reached.

In this chapter we have

* |ocked at what makes a good learner and talked abaout how
learners differ from each other in age and [evel.

* discussed the issue of motivation - the students’ desire to learn. We
have said that, even where it isn‘t present, positive experiences in
the classrcom may change the students’ attitude — for the better.

* stressed that good learners take some of the responsibility for
learning themsetves. Whilst being sensitive 1o their own
educational and cultural background, we should try and encourage
the practice of self-study.

* sajd that good learners are willing to experiment, listen, ask
questions and think about how to learn. This implies the
desirability of using appropriate study skiils.

* described adult iearners. We have said that, like adolescents, they
can be disruptive {though in different ways), that they can be quite
nervous about learning but that they also have more world
knowledge and a greater tolerance for "serious’ learning.

® described some of the different levels which students can reach.
We have seen that in the choice of language and activities, what is
important is to choose appropriately. What is suitable for
beginners may not be so popular for advanced students.

® In Chapters 6-10, the intended student level {elementary,
intermediate, advanced etc.} for each activity wili be suggested.

* Chapter 12 on lesson planning will draw together many of the
issues about matching activities to the appropriate age group or
level made in this chapter.

* However ‘good’ or ‘bad’ the students are, the teacher needs to
manage the classroom, both in terms of his or her own presence
and in the way the classroom is physically organised. That is what
we look at in the next chapter.
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How should teachers use their physical presence in class?
How should teachers use their voices in class?

How should teachers mark the stages of a lesson?
What's the best seating arrangement fof a class?

What different student groupings can teachers use?

How can teachers evaluate the success or failure of their

lessons?

How should As we saw from the comment about a teacher’s clothes (page 3), the
teachers use their teacher’s physical presence plays a large part in his or her
management of the classroom environment. And it's not just
appearance either. The way the teacher moves, how he or she stands,
how physically demonstrative he or she is — all these play their part
in the effective management of a class.

All teachers, like all people, have their own ph}fsu:a]
characteristics and habits, and they will take these into the
classroom with them. But there are a number of issues to consider
which are not just idiosyncratic and which have a direct bearing on
the students’ perception of us.

physical presence
in class?

Proximity: teachers should consider how close they want to be to
the students they are working with. Some students resent it if the
distance between them and the teacher is too small. For others, on
the other hand, distance is a sign of coldness. Teachers should be
conscious of their proximity and, in assessing their students’
reactions to what is happening in the classroom, they should take
this into account.

Appropriacy: deciding how closely you should work with students
is a matter of appropriacy. So is the general way in which teachers
sit or stand in classrooms. Many teachers create an extremely
friendly atmosphere by crouching down when they work with
students in pairs. In this way, they are at the same level as their
seated students. However, some students find this informality
worrylng Some teachers are even happ}' to sit on the floor, and in
certain situations this may be appropriate. But in others it may well

15
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voices in class?

lead to a situation where students are put off from concentrating.

All the positions teachers take — sitting on the edge of rables, standing
behind a lectern, standing on a raised dais etc. — make strong statemcnts
about the kind of person the teacher is. 1r is important, therefore, to
consider what kind of effect such physical behaviour has so that we can
behave in a way which is approprnate to the students we have and the
relationship we wish to create wirh them. If we want to manage a class
cffeetively, such a celationship s cructal.

Movement: some teachers tend to spend most of their class time 1 one
place — at the front of the class, for example, or o the side, or in the rddle.
Others spend a grear deal of time walking from side te side, or striding up
and down the aisles between the chairs. Although this, again, 15 to some
extent & matter of personal preference, it is worth remembering that
motionless teachers can bore students, whilst teachers who are constantly
in motion can turn their studenes into tennis-match spectarors, their heads
moving from side to side until they become exhausted.

Muost successful teachers move around the classroom to some exient.
That way they can retain their students” interest (if they are leading an
activity} or work maore closcly with smaller groups (when they go to help a
PALr Or gmup].

How much a teacher moves around in the classroom, then, will depend
on his or her personal style, where he or she feels most comfortable for the
management of the class, how she or he feels it eastest to manage the
classroom effectively, and whether or not he or she wants 1o work with
smaller groups.

Contact: much of whar we have said is about the issue of contact. How can
teachers make contact with students? How close should that contact be?

In order to manage a class successfully, the teacher has ro be aware of
what students are doing and, where possible, how they are feeling. This
means watching and listening just as carefully as teaching. It means being
able to move around the class, getting the level of proximity right. It means
making eye contact with students (provided that this is not culturally
inappropriate), listening to what they have said and responding
appropriately.

It is almost impossible to help students o learn a language in a classroom
setting without making contact with them. The exact nature of this contact
will vary from teacher to teacher and from class to class.

The teacher’s physical approach and personality in the class is one aspect of
class management to constder. Another is one of the reacher’s chief tools:
the voice.

Perhaps the teacher’s most important instrument is the voice. How we
speak and what our voice sounds like have a crucial impact on classes.
When considering the use of the voice in the management of teaching
there are three issues to think about.
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Audibility: clearly, teachers need to be andible. They must be sure that the
students at the back of the class can hear them just as well as those at the
front, But audibility cannot be divorced from voice quality: a rasping shout
is always unpleasant.

Teachers do not have to shout to be audible. In fact, in most classrooms,
there is a danger of the teacher’s voice being oo loud. Good teachers try
to get this balance between audibility and velume just right.

Variety: it is important for teachers to vary the quality of their voices — and
the volume they speak at — depending on the type of lesson and the type
of activity. So the kind of voice you use to give instructions or introduce a
new activity will be different from the voice which is most appropriate for
conversation or an informal exchange of views or information.

In one particular situation, teachers often use very loud voices, and that
1s when they want students to be quiet or stop doing something (see the
next section). Bur it is worth pointing out that speaking quictly is often
just as effective a way of petting the students’ attention since, when they
realise that you are ralking, they will wanrt ro stop and listen in case you are
saying something important or interesting. However, tor teachers who
almost never raise their voices, the pccasienal shouted interjection may
have an extremely dramatic effect, and this can sometimes be beneficial.

Conservation: just like opera singers, teachers have to take great care of
their voices. It is important that they breathe correctly from the diaphragm
s0 that they don't strain their larynxes. It is important that chey vary thew
voices throughout a day, aveiding shouting wherever possible, so that they
can conserve their vocal energy. Conserving the voice is one thing teachers
will want to take into account when planning a day's or a week’s work.

If, as we said in Chapter I, the teacher needs to provide vanety, then
clearly he or she will have to include different stages in his or her lessons.

When he or she arrives in the classroom, the teacher needs to start the
lesson off Where possible and appropriate, he or she needs to tell the
students whart they will be doing or, 1n a different kind of lesson, needs to
discuss with them what they are hoping to achieve.

Teachers do not always explain exactly what they are going to do,
however, since they sometimes want to maintain an element of surprise.
But even in such cases, a clear start to the lesson is necessary just as a play
often starts with the rise of a curtain, or a visit to the doctor starts when
he or she asks you, Now then, what scems to be the problem?” or ‘How can
I help you® _

When an activity has finished and/or another one is about to start, it
helps if teachers make this clear through the way they behave and the
things they say. It helps students if they are made clearly aware of the end
of something and the beginning of what is coming next. Frequently,
teachers need to re-focus the students’ attention, or point it in some new
direction.

In order for such changes of direction to be effective, the teacher first

17
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needs to get the students’ artention. This can sometimes be difficul,
especially when teachers try to draw a speaking activity to a conclusion, or
when students are working in groups. Some teachers clap their hands to get
students’ attention. Some speak loudly, saying things like, ‘Thank you ..,
now can [ have your amtention please? or “OK ... thanks .., let’s all face the
front shall we?” Another method is for the teacher to raise his or her hand.
When individual students see this, they raise their hands briefly in reply to
indicate that they are now going to be quiet and wait for the next stage.

Finally, when an activity or a lesson has finished, it helps if the teacher
is able to provide some kind of closure — a summary of what has happened,
perhaps, or a prediction of what will take place in the next lesson.
Sometimes, teachers find themselves in the middle of something when the
bell goes, but this is unfortunate, because it leaves unfinished business
behind, and a sense of incompleteness. It is much better to round the lesson
off successfully.

In many classrooms around the world swidents sit in orderly rows.
Sometimes, their chairs have little wooden palettes on one of the arms as
surfaces to write on. Sometimes, the students will have desks in front of
them. It is not unknown to find the chairs bolted to the floor. At the front
of such classrooms, frequently on a raised platform (so that all the students
can see them), stand the teachers. In contrast, there are other institutions
where you can find srudents sitting in a large circle around the walls of the
classroom. Or you may see small groups of them working in different parts
of the room. Sometimes, they are arranged in a herseshoe shape around the
teacher. Sometimes, it 15 not immediately obvious who the teacher is.
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Clearly, we are seeing a number of different approaches in the different
arrangements of chairs and tables and this raises a number of questions.
Are schools which use a variety of seating plans progressive or merely
modish, for example? [s there something intrinsically superior about rigid
seating arrangements — or are such classrooms the product of traditional
orthodoxy? Is one kind of seating arrangement better than another? Whar
are the advantages of each? The following discusses these wvarious
arrangements.

Orderly rows: when the students sit in rows in classrooms, there are
obvious advantages. It means that the reacher has a clear view of all the
students and the students can all see the teacher — in whose direction they
are facing. It makes lecturing easy, enabling the reacher 1o maintain eye
contact with the people he or she is ralking ro. It also makes discipline
easier since it is more difficult to be disruptive when you are sitting in a
row. If there are aisles in the classroom, the teacher can easily walk up and
down making more personal contact with individual students and
watching what they are doing.

Orderly rows imply teachers working with the whole class. Some
activitics are especially suited to this kind of organisation: explaining a
grammar point, watching a video, using the board, demonstrating text
organisation on an overhead transparency which shows a paragraph, for
example. [t 1s also useful when students are involved in certain kinds of
lanpuage practice (as we shall see in Chapter 6). If all the students are
focused on a task, the whole class gets the same messages.

When teachers are working with the whote class sitting in orderly rows,
it is vitally important to make sure that they remain in conract with the
students and that they keep everyone involved. So, if they are asking
questions to the class, they must remember to ask students at the back, the
quiet ones perhaps, rather than just the ones nearest them. They must
move round so that they can see all the students to gauge their reacrions
to what’s going on.

One trick that many teachers use is to keep their students guessing.
Especially where teachers need to ask individual students questions, 1t is
important that they should not do so in order, student after student, line
by line. That way, the procedure becomes very tedious and the students
know when they are going to be asked and, once this has happened, that
they are not going to be asked again. It is much better to ask students from
all parts of the room in apparently random order. It keeps everyone an
their toes!

In many classrooms of the world, teachers are faced with classes of
anywhere between 40 and 200 students at a time. In such circumstances,
orderly rows may well be the best or only solution.

Circles and horseshoes: in smaller classes, many teachers and students
prefer circles or horseshoes. In a horseshoe, the teacher will probably be at
the open end of the arrangement since that may well be where the board,
overhead projecror and/or tape recorder are siruated. In a circle, the
teacher’s position — where the board is situated - is less dominating.

19
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Classes which are arranged in a circle make quite a strong starement
about what the teacher and the students believe in. The Round Table 1n the
legends about King Arthur was designed by him specially so that there
would net be arguments about who was more important than who — and
that included the King himself when they were in a meeting. So 1t s in
classroomns. With all the people in the room sitting in a circle, there is a far
greater feeling of equality than when the teacher stays out at the front. This
may not be quite so true of the horseshoe shape where the teacher is often
located in a central position, but even here the teacher has a much greater
opportunity to get close to the students.

If, therefore, teachers believe in lowering the barriers berween
themselves and their students, this kind of scating arrangement will help.
There are other advantages too, chief among which is the fact that all the
students can see each other. In an 'orderly row’ classroom, vou have to turn
round — that is, away from the teacher — if you want to make eye contact
with somecone behind you. In a circle or a horseshoe, no such disruption 1s
necessary. The classroom is thus a mare intimate place and the potential for
students to share feelings and information through ralking, eye conract or
expressive body movements (eyebrow-raising, shoulder-shrugging etc.} is
far greater.

Separate tables: Even circles and horseshoes seem rather formal compared
to classes where students are seated in small groups at individual tables. In
such classrooms, you might sce the teacher walking around checking the
students’ work and helping out if they are having difficulties — prompting
the students at this table, or explaining something to the students at the
table in the corner.

When students sit in small groups at individual tables, the armosphere
in the class is much less hierarchical than in other arrangements, [t is much
easier for the reacher to work at one table while the others get on with their
own work. [t feels less like teacher and students and more like responsible
adults gerting on with the business of learning.

Heowever, this arrangement is not without its own problems. In the first
place, students may not always want to be with the same colleagues: indced..
their preferences may change over fime. Secondly, it makes ‘whole-class
teaching more difficult, since the students are more diffuse and separated.

The way students sit says a lot about the style of the teacher or the
institution where the lessons take place. Many teachers would like to re-
arrange their classes so that they are not always faced with rows and rows
of bored faces. Even where this is physically impossible — in terms of
furniture, for example — there are things they can do to achieve this as we
shall see in the next section,

Whatever the seating arrangements m a classroom, students can be
organised in different ways: they can work as a whole class, in groups, in
pairs, or individually.
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Whole class: as we have seen, there are many occasions when a teacher
working with the class as a whole is the best type of classroom
organisation. However, this does not always mean the class sirting in
orderly rows; whatever the scating arrangement, the teacher can have the
students focus on him or her and the task in hand.

Groupwork and pairwoerk: these have become increasingly popular in
language teaching since they are seen to have many advantages.
Groupwork 1s a cooperative activity: five students, perhaps, discussing a
topic, doing a role-play or solving a problem. In groups, students tend to
participate more equally, and they are alse more able to experiment and use
the language than they are in a whole—class arrangement,

Pairwork has many of the same advantages. It is mathematically
attractive if nothing else; the moment students get into pairs and start
working on a problem or talking about something, many more of them will
be doing the activity than if the teacher was working with the whole class,
where only one student talks at a time.

Both pairwork and groupwork give the students chances for greater
independence. Because they are working together without the teacher
controlling every move, they take some of their own learming deaisions,
they decide what language to use to complete a certain task, and they can
work without the pressure of the whole class listening to what they are
doing. Decisions are cooperatively arrived at, responsibilities are shared.

The other great advantage of groupwork and pairwork (but especially
groupwork) is that they give the teacher the opportunity to work with
individual students. While groups A and C are doing one task, the teacher
can spend some time with Group B who need special attention.

Neither groupwork nor pairwork are without their problems. As with
‘separate table’ seating, students may not like the people they are grouped
or paired with. In any one group or pair, one student may dominate while
the others stay silent. In difhicult classes, groupwork may encourage
students to be mare disruptive than they would be in a whole-class setting,
and, especially in a class where students share the same first language, they
may revert to their first language, rather than English, when the teacher is
not working with them.

Apart from groupwork and pairwork, the other alternative to whole-class
teaching is solowork.

Solowork: this can have many advantages: it allows students to work at
their own speed, aliows them thinking time, allows them, in short, to be
individuals. It often provides welcotne relief from the group-centred
nature of much language teaching. For the time that solowork takes place,
students can relax their public faces and go back to considering their own
individual needs and progress.

How much teachers use groupwork, pairwork or sclowork depends to a
Jarge extent on teacher style and student preferences. Do the students
actually enjoy pairwork? What do they get out of it? Do the advantages of
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groupwork — cooperation, involvement, autonomy — outweigh the
advanrages of whole-class grouping — clarity, dramatic potential, teacher
control? Do the students work conscientiously during solowork sessions?

(Good teachers are able to use different class groupings for different
activities. While they do this, they will monitor which is more successtul
and for what, so that they can always seck to be more effective.

All teachers, whether at the start of their careers or after some years of
teaching, need to be able to try out new activities and techniques. It is
important to be open o such new ideas and take them into the classroom.

But such experimentation will be of little use unless we can then evaluate
these activities. Were they successful® Did the students enjoy them? [Hd
they learn anything from them? How could the acrivities be changed to
make them more effective next time?

One way of getting feedback is to ask students simple questions such as
‘Did you like that exercise? Did you find it useful” and see what they say.
But not all studernts will discuss topics like this openly in class. It may be
hetter 1o ask them to write their answers down and hand them in.

Another way of getting reactions to new techmigues is to mvite a
colleague into the classroom and ask him or her to observe what happens
and make suggestions afterwards. The lesson could also be videoed.

In general, 1t is a good idea to get students’ reactions to lessons, and their
aspirations about them, clearly stared. Many teachers encourage students to
say what they feel about the lessons and how they think the course is going,
The simplest way to do this is to ask students once every forenight, for
example, to write down two things they want more of and two things they
want less of. The answers you get may prove a fruitful place to start a
discussion, and vou will then be able to modify what happens in class, if you
think it appropriate, in the light of your students’ feelings. Such
modifications will greatlvienhance the reacher’s ability to manage the class.

Good teacher managers also need to assess how well their students are
progressing. This can be done through a variety of measures including
homework assignments, speaking activities where the teacher scotes the
participation of each student, and frequent small progress tests. Good
teachers keep a record of their students’ achievements so that they are
always aware of how they are gerting on. Only if teachers keep such kinds
of progress records can they begin to see when teaching and learning has or
has not been successtul.

In this chapter we have

s discussed the teacher’s physical presence, saying that we should
pay attention to our proximity to the students, think about how
much we move around the class, and consider the appropriacy of
our behaviour in genaral,

s said that teachers need to make contact with their students,
especially eye contact.

* discussed the fact that teachers need to be clearly audible without
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shouting in a disagreeable way and stressed the need for variety
in the way teachers use their voices. Different activities call for
different voices, and the varied use of the voice makes for more
interesting classes.

mentioned that it is important for teachers to conserve their
voices, perhaps their most important instrument.

emphasised that teachers need to mark stages and changes of
activity clearly so that students know what’s going on. We said
that successful teachers knew how to start classes and also how to
close them so that there was a feeling of completeness.

looked at different ways of arranging a class physically, from
orderly rows to separate tables.

discussed the uses of ‘orderfy row' classrooms and said that
teachers need to keep in touch with what’s going on and involve
all the students in such a situation.

suggested that circles, horseshoes, and, especially, separate tables
make a class less regimented and teacher-dominated, whilst
recognising that rows have their uses, and that the other
arrangements are not without disadvantages.

looked at the way teachers group students: whole class,
groupwork, pairwork and solowork. We have stressed the
advantages of groupwork and pairwork and looked at times when
solowork comes as a great relief to students. Whole-class teaching
is axtremely beneficial in certain circumstances too.

said that teachers need to try out new technigues and that,
crucially, they need to evaluate them too. In particular, they need
1o be able to find out whether the students found them useful
and/or enjoyable. We showed ways of doing this.

finished by suggesting that teachers can use a variety of means to
keep track of their students’ progress — an important part of class
management.

In many of the activities in Chapters 6-10, we will be suggesting
the use of groups or pairs. Many of these activities will also work
just as well if not better with varying seating arrangements of the
kinds we have discussed here,

When considering lesson planning in Chapter 12, issues of variety,
marking stages, seating, groupings etc. will be of vital importance.
For all the suggested activities in Chapters 6-10 {and in Chapter 11
about using textbooks) it will be vital for the teacher to evaluate
how successful the activity has been.

in Chapter 13 What if? we will look at what to do if students
become disruptive — a major management issue.

The next chapter suggests a model for teachers to follow and
briefly discusses other models which have influenced the practice
of English language teaching.
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What do we know about language learning?

What elements are necessary for successful language learning

in classrooms?

®  How do the three elements of ESA fit together in lesson
sequences?

®  What teaching models have influenced current teaching

practice?

Outside the context of any classroom, all children who are repeatedly
exposed to a language will in normal circumstances learn it. They do this
unconsciously — rather than as a form of study.

Most adults can learn a language without studying it, providing they are
in the right kind of contact with it. Though they may have more trouble
with pronunciation and grammar than younger learners, they may still be
able to communicate fluently.

However, not all adults who come into contact with a foreign language
learn it. They might not want to. Perhaps the language they come into
contact with is, in their view, just too complex for them. Perhaps, they don't
hear or see enough of it or have sufficient opportunities to try it out.

Children and adults who do acquire language successfully outside the
classroom seem to share certain similarities in their learning experiences.
First of all, they are usually exposed to language which they more or less
understand even if they can’t produce the same language spontaneously
themselves. Secondly, they are motivated to learn the language in order to
be able to communicate. And finally, they have opportunities to use the
language they are learning, thus giving themselves chances to flex their
linguistic muscles — and check their own progress and abilities.

Babies and children get endless exposure to their first language coupled
with emotional support. Adults living in a foreign country get continual
exposure to the language at various different levels and can get help from
the surrounding language speakers.

All these features of natural language acquisition can be difficult to
replicate in the classroom, but there are elements which we should try to
matate.
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Classroom students don't usually get the samc kind of exposure or
encouragement as those who — at whatever age — are ‘picking up’ the
language. But that does not mean they cannot learn a language if the right
canditions apply. Like language learners outside schools, they will need to
be motivated, be exposed to language, and given chances to use it. We can
therefore say what elements need to be present in a language classroom to
help students fearn effectively. We will call these elements ‘ESA’, three
elements which will be present in all - or almost all — classes. They are:

Engage: this is the point in a teaching sequence where teachers try 1o
arouse the students’ interest, thus involving their emotions.

Most people can remember lessons at school which were uninvolving
and where they ‘switched off’ from what was being raught them.
Frequently, this was because they were bored, because they were not
emotionally engaged with what was going on. Such lessons can be
contrasted with lessons where they were amused, moved, stimulated or
challenged. It seems quite clear that those lessons involved not only more
‘fun’, but also bertter learning.

Activities and materials which frequently Engage students include:
games (depending on age and type), music, discussions {(when handied
challengingly), sumulating pictures, dramatic stories, amusing anecdotes
etc. But even where such activities and materials are not used, teachers will
want to ensure that their students Engage with the topic, exercise or
language they are going to be dealing with. They will ask students what
they think of a topic before asking them to read about it, for example. They
will look at the picture of a person and be asked to guess what their
occupation is before they listen to that person on tape, they will have been
stirnulated by the fact that the teacher {who normally dresses very formally
and always stays in the sarme place in class) suddenly arvives in class dressed
casually and moves around the room with unaccustomed ease, and so on.

When students are Engaged, they learn better than when they are partly
ar wholly disengaged!

Study: Seudy activities are those where the students are asked to focus in
on language (or information) and how it is constructed. They range from
the study and practice of a single sound to an investigation of how a writer
achicves a particular effect in a long text; from an examination znd practice
of a verb tense to the study of a transcript of informal speech to discuss
spoken styie.

Students can study in a variety of different sryles: the teacher can
explain grammar, they can sctudy language evidence to discover grammar
for themselves, they can work in groups studying a reading text or
vocabulary. But whatever the style, Szudy means any stage at which the
construction of language is the main focus.

Some typical areas for Study might be the study and practice of the
vowel sound in ‘ship’ and ‘sheep’ (c.g. ‘chip, cheap, dip, dgep, bit, beat’ etc.),
the study and practice of the third person singular of the present simple
{"He sleeps, She laughs, It works' etc), the study and practice of inviting
patterns {"Would you like to come to the cinema/to a concert? ete.), the
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study and practice of the way we use pronouns in written discourse (e.g. ‘A
man entered a house in Brixton. He was tall with an unusual hat. It was
multicoloured .7 etc.}, the study and practice of paragraph organisation
{topic sentence, development, conclusion) or of the rules for using ‘make’
and ‘do’.

Successful language learning in a classroom depends on a judicious blend
of subconscious language acquisition (through listening and reading, for
cxamplc} and the kind of Study activities we have looked at here.

Activate: this element describes exercises and activities which are designed
to get students using language as freely and ‘communicatively” as they can.
The objective for the students is not to focus on language construction
and/or practise specific bits of language (grammar patterns, particular
vocabulary items or functions) but for them to use all and any language
which may be zppropriate for a given situation or topic. Thus, desivare
exercises offer students a ¢chance to try our real language use with lirtle or
no reseriction — a kind of rehearsal for the real world.

Typical Actrvate exercises inchrde role-plays (where students act out, as
realistically as passible, an exchange between a travel agent and a client, for
examnple), advertisement design {(where students write and then record 2
radio commercial, for example), debates and discussions, ‘Descnbe and
Draw’ {where one student tries to get another to draw a picture without
that other student being able to see the original), story and poem writing,
writing in groups etc.

If students do not have a chance to Aetrvaze their knowledge in the safety
of a classroom, they may find transferring language acquisition and study
into language use in the real world far more problematical.

These ESA elements need to be present in most lessons or teaching
sequences. Whether the main focus of the lesson is a piece of grammar (in
which case there will be opportunities for Study and Activation), or whether
the focus is on reading (where there may be a lot of Acfivation of language
knowledge in the processing of the text, but where, at some stage, the
students will also Srudy the construction of that text or the use of some
language within it), students atways need to be Engaged, if possible, so that
they can get the maximurn out of the learning experience. Most students
will want to have Studied some aspect of language, however small or of
short duration, during a lesson period.

There are some exceptions to this, of course, notably in classes where an
Activation exercise takes up a lot of time, for example, with a debate or a
role-play or a piece of extended writing. In such cases, teachers may not
want to interrupt the flow of Activation with a Study stage. Bur they will
want to use the exercise as a basis for previous or subsequent study of
language aspects which are crucial to the activity. The same might be true
of an extended Study period where chances for Activation are few. But, in
both these cases, the only limitation is time. The missing elements will
appear, only pechaps later,

¢ majority of teaching and learning at lower levels is not made up of
such long activities, however. Instead, it is far more likely that there will be
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more than one ES4 sequence in a given lesson sequence or period.

To say that the three elements need to be present does not mean they
always have to take place in the same order. The last thing we want to do
is bore our students by constantly offering them the same predictable
learning patterns — as we discussed in Chapter 1. It is, instead, our
responsibility to vary the sequences and content of our lessons, and the
different ESA patterns that we are now going to describe show how this
can be dene.

One type of teaching sequence takes students in z straight line: first the
teacher gets the class interested and Engaged, then they S#udy something
and they then try vo Acrivate it by putting it into production. Here is an
example of such a ‘Straight Arrows' sequence designed for elementary-
level students.

1 Engage: students and teacher look at a picture or video of modern
robots. They say whart the robots are deing. They say why they like or
don't like robots.

2 Study: the teacher shows students (the picture of) a particular robot.
Students are introduced to ‘can’ and ‘can’t’ (how they are pronounced
and constructed) and say things like 't can do maths’ and ‘It can’t play
the piano’. The teacher tries to make sure the sentences are pronounced
correctly and that the students use accurate grammar.

3 Activate: studenrs work in groups and design their own robot. They
make a presentation to the class saying what their robot can and can't

do.

We can represent this kind of lesson 1n the following way.

ESA

Es4 Srmt'gér Arrows sequence

Straight Arrows lessons work very well for certain structures. The robet
example abave clearly shows how ‘can’ and ‘can't’ are constructed and how
they are used. It gives students a chance to practise the language in a
controlled way {during the Study phase) and then gives them the chance
to Activate the 'new’ language in an enjoyable way.

However, if we teach all our fessons like this, we may not be giving our
students’ own learning styles 2 fair chance. Such a procedure may work at
lower levels for straightforward language, but it might not be so
appropriate for more advanced learners with more complex language.
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Thus, while there is nothing wrong with going in a straighr line — for the
right students at the right level learning the right language — it is not always
appropriate. Instead, there are other possibilities for the sequence of the
ES8A elements. Here, for example, 15 a '‘Boomerang’ procedure.

1 Engage: students and reacher discuss 1ssues surrounding job interviews.
What makes a2 good interviewee? What sort of thing does the
interviewer want to find out? The students get interested in the
discussion.

2 Activate: the teacher describes an interview situation which the students
are going to act out in a role-play. The students plan the kind of
questions they are going to ask and the kind of answers they might want
to pive (not focusing on language construction erc., but treating it as a
real-life task). They then role-play the interviews. While they are doing
this, the teacher makes a note of English mistakes they make and
difficulties they have.

3 Study: when the role-plays are over, the teacher works with the students
on the grammar and vocabulary which caused them trouble during the
role-play. They might compare their language with more correct usage
and try to work out {discover! for themselves where they went wrong,
They might do some controlled practice of the language.

4 Activate: some time later, students role-play another job interview,
bringing in the knowledge they gained in the Stxdy phase.

The diagram for boomerang lessons represents this procedure m the
following way.

Engage Study Activate

EAS(A} Boomerang sequence

In this sequence the teacher is answering the needs of the students. They
are not taught language until and unless they have shown (in the Autivaze
phase) that they have a need for it. In some ways, this makes much better
sense because the connection between what students need to learn and
what they are taught is more transparent. However, it places a greater
burden on the teacher since he or she will have to be abie to find good
teaching material based on the (often unforeseen) problems thrown up at
the Activate stage. It may zlso be more appropriate for students at
intermediate and advanced levels since they have quite a lot of language
available for them ar the Activase stage,
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The two procedures we've shown so far demonstrate two different
approaches to language teaching. In straight arrows sequences the teacher
knows whart the students need and takes them logically to the point where
they can Activare the knowledge which he or she has helped them ro
acquire. For the boomerang sequence, however, the teacher selects the task
the students need to perform, but then waits for the boomerang to come
back before deciding what they need to Sfudy.

Many lessons aren't quite as clear-cur as this, however. Instead, they are
a mixture of procedures and mini-procedures, a variety of short episodes
building up to a whole. Here is an example of this kind of ‘Patchwark’
lesson.

1 Engage: students look at a picture of sunbathers and respond to it by
commenting on the people and the activity they are taking part in.
Maybe they look at each other'’s holiday photos etc.

2 Activate: students act out a dialogue between a doctor and a sunburn
victimn after a day at the beach.

3 Adctivate: students look at a text descrnibing different people and the
effects the sun has on their skin. They say how they feel about it. {The
text 15 on page 75 in this book.)

4 Study: the teacher does vocabulary work on words such as ‘pale, fair-
skinned, freckles, tan’ etc., ensuring that students understand the
meaning, the hyphened compound nature of some of them, and that
they are able to say them with the correct pronunciation in appropriate
CONTEXTS.

5 Activate: students describe themselves or people they know in the
same kind of ways as the reading text.

6 Study: the teacher focuses the students’ attention on the relative clause
construction used in the text (e.g. T'm the type of person who always
burns', T'm the type of person who burns easily’). The use of the ‘who’
clause is discussed and students practise sentences saying things like
“Fhey’re the kind of people who enjoy movies’ ete.

7 Engage: the teacher discusses advertisements with the students, What
are they for? Whar different ways do they try to achieve their effect?
What are the most effective ads the students can think of? Perhaps the
teacher plays some radio commercials or puts some striking visual ads
on an overhead projector.

8 Activate: the students write a radio commercial for a sunscreen. The
teacher lets them record it using sound effects and music.

The patchwork diagram for this teaching sequence is shown on the next
page.
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Such classes are very common, especiallv at intermediate and advanced
levels. Not only do they probablv reflect the way we learn — rather
chaotically, not always in a straight line — but they also provide an appealing
balance berween S.a'uaj' and Activation, between language and topic. They
also give the students the kind of flexibility we talked about in Chapter 1.

For as long as people have been learning and teaching languages, there has
been continual debate about how to describe the process and what the best
ways of doing it are. Much current teaching practice is the direct result of
such constructive argument.

There have been some traditional language learning technigues that have
been used for many years. In more recent times, there have been five
teaching models which have had a strong influence on classroom practice -
and which teachers and trainers still refer to. They are Grammar-
transkation, Audio-lingualism, PPP, Task-Based Learning, and Communicative
Language Teaching,

Grammar-teanslation: this was probably the most commonly used way of
learning languages for hundreds of years — and it is still practised in many
situations. Practitioners think that, by analysing the grammar and bv
finding equivalents between the students’ language and the language to be
studied, the students will learn how the foreign language is constructed.

Ir is certainly true that most language learners translate in their heads at
various stages anyway, and we can learn a lor about a foreign language by
comparing parts of it with parts of our own. But a concentration on
grammar-translation stops the students from getting the kind of natural
language input that will help them acquire language, and it often fails to
give them oppormunities to activate their Eanguagc knowlcdgt The danger
with grammar-translation, in other words, is that it teaches people about
the language and doesn’t really help them to learn the language itself.

Audio-lingualism: this is the name given to a language-teaching
methodelogy based heavily on behavicurist theoties of learning. These
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theories suggested that much learning is the result of habit formation
through conditioning. As a result of this, audio-lingual classes
concentrated on Jong repetition-drill stages, in which the teacher hoped
that the students would acquire good language habits. By rewarding
correct production during these repetition phases, students could be
conditioned into learning the language.

Audio-lingualism (and behaviourism) went out of fashion because
commentators from all sides argued that language learning was far more
subtle than just the formation of habits. For example, students are soon
able to say things they have never heard or practised before because all
humans have the power to be creative in language based on the underlying
knowledge they have acquired — including rules of construction, and a
knowledge of when a certain kind or form of language 1s appropriate.
Methodologists were also concerned that in audio-lingualism students
were not exposed to real or realistic language.

However, it is interesting to note that drilling is still popular {in a far
meore limited way) during the S¢udy phase, especially for low-level students
— as some of the examples in Chapter 6 will show.

PPP: this stands for Presentatiorn, Practice and Production and is similar
to the straight arrows kind of lesson described above. In PPP classes or
sequences, the teacher presents the context and situation for the language
{e.g. describing a robot), and both explains and demonstrates the meaning
and form of the new language (‘can’ and ‘can’t’). The students then practise
making sentences with ‘can’ and ‘can’t’ before going en to the production
stage in which they talk more freely about themselves (' can play the viola
but I can't play the drums’} or other people in the real world (e.g. My
girlfriend can speak Spanish’ etc.). As with straight arrows lessons, PPP is
extremely effective for teaching simple language at lower levels. It becomes
less appropriate when students already know a lot of language, and
therefore don’t need the same kind of marked presentation. A typical
example of a basic PPP procedure is given'in Chapter 6 (Example 1).

Task-Based Learning: here the emphasis is on the task rather than the
language. For example, students might be encouraged to ask for
information about train and bus timetables and to get the correct answers
(that is the task). We give them the timetables and they then try and
complete the task (after, perhaps, hearing someone else do it or asking for
exxarnples of the kind of language they might want to use). When they have
completed the task, we can then, if necessary — and only if necessary — give
themn a bit of language study to clear up some of the problems they
encountered while completing the task. Alternatively, we might ask them
to write part of a guidebook for their area. When they have completed the
rask (which will invelve finding facts, planning content and writing the
brochure etc.), we can then read their efforts and de some
language/writing study to help them to do better next time.

It wilt be noticed immediately that task-based learning sequences fit
very neatly into our boomerang lesson description, where language
Activation is the first goal and Study comes later it and when appropriate.
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Communicative Language Teaching: this was a radical deparmre from
the PPP-type lessons which had tended to dominate language teaching.
Communicative Language Teaching has two main strands: the first is that
language 1s not just bits of grammar, i¢ also involves language funcrions such
as imviting, agreeing and disagreeing, suggesting etc., which students should
learn how to use. They also need to be aware of the need for appropriacy
when talking and writing to people in terms of the kind of language they
use {formal, informal, tentative, technical etc.}.

The second strand of Communicative Language Teaching developed
from the idea that if students get enough exposure to language and
opportunities for its use — and if they are motivated — then language
learning will take care of itself. In other words, the focus of much
commuricative language teaching became what we have called Aetivation,
and Study tended to be downplayed 1o some extent.

Communicative Language Teaching has had a thoroughly beneficial
effect since it reminded teachers that people learn languages not so that
they ‘know’ them, but so that they can communicare. Giving students
different kinds of language, pointing them to aspects of style and
appropriacy, and above all giving them opportunities to try out real
language within the classroom humanised what had sometimes been too
regimented. Above all, it stressed the need for Aerivarion and allowed us to
consider boomerang- and patchwork-type lessons where before they
tended to be less widely used.

Debate still continues, of course. Recent theory and practice have included:
the introduction of Discovery activities (where students are asked to
‘discover’ facts about language for themselves rather than have the teacher
or the book tell them — see example 4 in Chapter 6); the Lexical Approack
in which it is argued that words and phrases are fac betrer building blocks
for language than grammatical structure; classroom stages being given new
names to help us describe teaching and learning in different ways (e.g. see
the reference to Scrivener on page 187); and the smdy of the difference
between spoken and written language to suggest different activities and
content on language courses. Further reading on all these s given in
Appendix B on page 187.

Whichever way of describing language teachers prefer, the three elements
described here — Engage, Study and Activare — are the basic building blocks
for successful language teaching and learning. By using them in different
and varied sequences, teachers will be doing their best to promote their
students’ success.
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tn this chapter we have

»

talked about the elements necessary to learn fanguage in the
‘real’ world: exposure, motivation and use,

described the three efements necessary for succesasful teaching and
learning in class: £ (Engage), § (Study) and A (Activate).

descuribed three different lesson sequences which contain the
Engage, Study and Activate elements, In straight arrows lessons,
the order is £-5-A, but in boomerang lessons, teachers may move
straight from an Engage stage 1o an Activate stage. Study can
then be based on how well students performed {£-4-5}). Patchwork
classes mix the three elements in various different sequences (e.qg.
E-A-A-5-A-5-E-A | etc. ).

talked about different models which people have used to describe
teaching such as PPP (Presentation, Practice and Production), Task-
Based Learning {which puts the task first and language study last)
and Communicative Language Teaching {with its twin emphasis on
appropriate language use and Activation methodology).

seen how PPP is a form of straight arrows lessons, while Task-
Based Learning is more tike boornerang or patchwork sequences.
We pointed out that Communicative Language Teaching was
responsible for the modern emphasis on the Activate stages of
lessons.

mentioned, in passing, some of the issues which pecople are
currently debating.

pointed out that good teachers vary the ESA sequences they use
with their students - to avoid monotony and offer a range of
learning sequences. The three elements are always present, but in
many and different combinations.

Chapter 6 How to Teach Language will iook at many Study-focus
activities {including a PPP-like sequence and a more ‘discovery’-
based procedure) and how such study sections fit into £54A
sequences.

In the chapters on reading, writing, listening and speaking
{Chapters 7-10) we will see how the teaching examples can fit into
different £54 procedures.

Next, though, we are going to look at what teachers and students
need to know about language.

33



to describe
guage

What does this chapter do?
Sentence constructions
Parts of speech

Noun types

Verb types

Verb forms

Pronouns

Adjectives

Adverbs

Prepositions

Articles

Conjunctions and conditionals
Forms and meanings
Language functions

Words together: collocation
Speaking and writing

Pronunciation

What does this Both students and teachers need to know how to talk about language at
chapter do? various points during learning and teaching. This is not only so that
teachers can explain and students come to understand, but also so that
teachers know what's going wrong where and how to correct it. While it is
perfectly possible to learn a language outside the classroom with no
reference to the technical aspects of language, in classrooms with teachers
it will help if all the participants are able to say how the sounds /b/ (as in
‘berry’) and /v/ (as in ‘very’) are made, why we don't say F-heveseentnm
)'eeﬁad'ﬁy or what is wrong with eh-rldaah—eﬂﬁﬁe when we mean ‘juvenile
crime’.
In order to be able to talk about language, we need to know how to
describe its various elements. In this chapter, we will therefore look at
some fairly basic language descriptions and issues. However, it is
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important to realise that a shart chaprer can only scratch the surface of an
extrermely complex and challenging collection of different language issues.
It can only be a basic beginning to a much much bigger area for
investigation. It is intended only as an introducrion to some of the terms
and issues which teachers and students may need. Teachers must follow up
the themes touched on here; indeed they need to have ar least one of the
grammar books mentioned in Appendix B on page 187 {or an equivalent)
on their shelves so that they can learn and investigate further, and as a
constant reference work during their teaching lives. In other words, this
chapter only introduces concepts which teachers {and students) need to
become familiar with and which they will then need to build on in their
different ways and at different ievels.

In order to work out some of the issues raised in this chapter, it will be
a good idea to read about them in conjunction with the Task File for the
chapter on pages 148-52. In doing the tasks, some of the issues will
become clearer, some of the contrasts will becomes starker.

We will start by looking at a number af ‘Grammar’ issues.

One way of describing different kinds of sentences 1s to use the terms
Subject, Object, Verb, Complement and Adverbial. Thus, a simple
sentence such as “The dog bit the man’ contains a subject ("The dog'), a
verb (‘bit’) and an object (‘the man’). Other similar sentences can be ‘He
read the paper’, ‘She solved the problem, ‘Columbus discovered America’,
Verbs like these, with objects, are called fransitive.

Complements: a complement is used with verbs like ‘be’, ‘seew’, ‘look’ ete.
to give information about the subject. For example, the sentence ‘She
seems happy’ contains a subject ('She’), a verb {‘seems’) and a complement
(‘happy’). Examples of other sentences with complements are “They are
Irish’, 'He was a brilliant pianist’, ‘She was in a bad mood’.

Subject + verb only: some sentences are formed with only subjects and
verbs (¢.g. ‘He laughed’, *They disagreed’, 'It poured!’). Verbs such as these
which can’t take an object are called intransitive, e.g. ‘laugh’, ‘disagree’.
Some verbs can be either transitive or intransitive, e.g. ‘She opened the
door/The door opened’.

‘Two objects: there arc two kinds of objects, direct and indirect. Direct
objects refer to things or persons affected by the verb, e.g. ‘He sang a song’,
‘Pizarro conquered Pery’, “She loved him’.

An indirect object refers to the person or thing that (in one
grammarian’s phrase) ‘benefits’ from the action, e.g. ‘He sang mc a song’,
‘She painted hun a picture, 'l gave a ring 1o ray girlfriend’, “Why should we

to the government?'.

pay taxes

Adverbial {phrases): adverbials or adverbial phrases complement the verb
in the same way that a complement ‘complements’ the subject, e.g. ‘He hived

in Paris’ (adverbial of place), “They arrived latefat night’ (adwverbial of
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Parts of speech

Noun types

time), ‘She sings beauritully/like an angel (adverbial of manner}.

Multi-clause sentences: all the sentences we have looked at so far are
simple sentences, that is, they only have one clause. We can make much
longer and more complex sentences by joining and amalgamating a number
of different clauses. For example, the following sentences:

“The garl met the woman.’

“The woman was standing by the canal’

‘They went to a café.’

“They had a meal.’

“They enjoyed it very much.’
can be amalgamated inro a mulu-clause sentence like chis:

“The gir! mer the woman whe was standing by the canal and they went
1o a café and had a meal, which they enjoyed very much.’
It is possible also to convert some elements of the separate sentences inta
phrases, e.g. “The girl met the woman sfanding by the canal .. erc.

When considering sentence grammar we need to know various things:
What words can be used for subjects? How do we join different sentences?
What can come before and after nouns? etc. In other words, we need to be
able to talk about paris of speech.

The parts of speech which teachers must be able to recogrse are
summarised in the chart on page 37.

We can now look at each of these parts of speech in more detail.

Countable and uncountable; a distinction nesds to be made berween
countable nouns and uncountable nouns. As their name implies, you can
‘count’ what the words refer to in the first category {and therefore you can
make them plural}, but you can’t count whar the words refer to in the
second category {and you can't make them plural). A word like ‘apple’ is
countable — we can say ‘three apples’, ‘twenty apples’. So are words like
‘table’, “horse’, “cottage’ and ‘novel’. But words like *furniture’ and ‘comfort’
are usually uncountable — we can't say ‘ewe-fuenieurey’, ‘cipht-comfors. (Sce
chart on page 38.)

Many words are sometimes countable when they mean one thing but
uncountable when they mean somerthing different. For example, the word
‘sugar’ is uncountable when we say ‘I Like sugar’, ‘Td like some sugar’, but
countable if we say ‘One sugar or two?’ (where ‘sugar’ = spoonful/cube of
sugar). When we tatk about someone’s hair, it 1s an uncountable noun {we
don't say ‘He’s going bald, he hasn't got memy—hews’ — instead, we say ‘He
hasn’t got much hair’), but we can talk about ‘a hair’ or ‘the hairs on his neck’
in which case the word (which has a diffcrent meaning) is countable.

Plural nouns, singular verbs: there are some nouns that appear to be
plural, but which behave as if they are singular — you can only use them with
singular verbs, e.g. ‘Darts is a popular pub game’, “The news is depressing.
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part of speedch description examples axamples
{words) {(sentences stc.}
MGun a word {or group of words) Eleanor Elzanor arrives tomorrow.
{noun phrase) that is the narme of a person, Devon | love Devan.
a place, a thing or activity or a book | reccmmend this book.
guality or idea; nouns can be sense LIse your comman sense,
used as the subject or object of | walking stick I don't need a walking stick.
a verb town hall Meet me at the town hall,
pronoun a word that is used in place of her Jane's husband loves her.
a noun of noun phrase she She met him two years ago.
him Look at him!
they They don't talk much.
adjective a word that gives more kind What a kirtd man!
information about a noun better We all want a better life!
G pronoun impetuous She's s0 impetucus,
best That's the best thing about her.
werb a word {or group of words} write He wrote a poem.
which is used in describing an rice | like riding horses.
action, experience or state be We are not amused.
set cut She set aut on her journey.
adverb a word lar group of words) that | sensibly Please talk sensibly.
{adverbial describes or adds to the carefully He walked across the bridge
phrase) meaning of a verb, adjective, carefully.
another adverb or a whale at home I like listening to music at home.
sentence in half arn hour ! See you in hatf an hour.
praposition a word (or group of words) for a plan for life
{prepositional which is used to show the way of Bring me twe bottles of wine.
phrase} in which other words in Put that in the box.
are connected on top of You'll find it on top of the
cupboard.
determiner definite article the the queen of hearts
indefinite articie a a princess in love
an an article in the paper
possessives my, your etc. my secret life
demaonstratives this, that, Look at those photographs!
these, those
quantifiers sQme, many, Few people believed him.
few o1,
conjuniction a word that connects sentences, | and fish and chips
phrases or dauses L1} My car broke down, so | went
by bus.
bt | Tike it but | can't afford it.
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Verb types

ExaMPLES {See Countable and uncountable nouns on page 36.)
The weather is terrible today. {uncountable}

There isn"t much doubt about the future. [uncountable)

He hasn't got much money. {uncountable}

There aren't many peopfe out in this starm. {rountable)

Sha's got a lot of friends to help her through this. {(countable)
I've only got a few coains in my pocket. (countable)

Collective nouns: nouns which describe groups or organisations {e.g.
‘family’, ‘tearn’, ‘government') are called collecstve nouns. They can either be
singular or plural depending on whether we are describing the unit or its
members. We can say ‘'The army are advancing’ or “The army is advancing’.
This choice isn't usually available in American English, however, where you
would expect speakers to use singular verbs enly.

Some collective nouns are formed by making adjectives bebave lLike
nouns and in this case they are always plural, e.g. “The poor live in terrible
conditions’, “The vertically challenged scmetimes feel discriminated
against’.

Whether 4 noun is countable, uncountable, plural or collective affects the
construction of the sentences it occurs in. Uncountable nouns are used with
singular verbs, and words/phrases like ‘much’, ‘a lot of’ and ‘some’,
Countable nouns, on the other hand, are used with singular or plural verbs
and with words like ‘many’.

Compound nouns: we are used to nouns being one word. But English also
has many compound nouns, construcred from more than one word, e.g.
‘walking stick, cherry tree, town hall, boyfriend’.

Not all compound words are nouns, however. We can also have
compound adjectives, for example (‘fair-skinned, neat-locking').

Noun phrases: some quite long phrases can have the same function in
sentences as a single noun. Such phrases, which have a noun at their heart
are called noun phrases, e.g. ‘the man with the hat’, 'the tall grinning
acrobat’, ‘the girls I met last night". In each of these cases the phrase can be
the subject or cbject of a sentence, c.g. “The man with the har ordered a large
whisky’, "The children photographed she fail grinning acrobar’, T'm going to
ting up the girls I met last night'.

“There arc three important types of verb to be aware of: auxifiary verbs, main
verbs and phrasal verbs.

Auxiliary verbs: these are ‘be’, ‘do’ and ‘have” and the modal auxiliary verbs
‘shall’, ‘should’, ‘will’, ‘would’, ‘cart’, ‘could’, ‘may’, ‘might’, ‘must’ or ‘ought’.
They are used with main verbs (see below) in affirmative sentences,
negative sentences and question formation.
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EXAMPLES

We are staying at our friend’s house.
we hawve only just arrived.

We don’t expect to stay for long.

We can't afford to pay for a hotel,
We ought to find a place of our own.
Could we move 10 another town?
Did you live in Glamorgan once?

We hadn’t thought of moving.

Note that we often use contractions with auxiliaries, e.g. ‘don't’ instead of
‘do not’, ‘we’re’ instead of ‘we are’.

Main verbs: these carry the main meaning.

EXAMPLES

He arrived at six o'dock.

He said that he had just seen a ghost.

We didn't believe him. He is always tefling stories.

MHe shouted at us because we were faughing at him.
Someone pgoured him a drink. He feft better after that.

Phrasal verbs: these are formed by adding an adverb or a preposition (or
an adverb and a preposition)} to a verb to create new meanings, e.g. “set out’
{"We sct out the following day’ or ‘He sct out his agenda for the meeting’},
which has a completely different meaning from ‘set’ {e.g. ‘set an exam’, 'set
the table’) or ‘put up with’ {I'm not going to put up with this any more’),
which has a completely different meaning trom ‘put’ (e.g. ‘He put her
photographs with the letters’).

These new two- or three-word verbs are single units of meaning. For
example, ‘set out’ could mean leave on a journey or explain, ‘put up with’
means tolerate, or stand.

Phrasal verbs confuse students of English because not only do many
other languages not have this kind of meaning unit, but also it is difficult
to work out when you are dealing with a single unit of meaning (e.g. "She
looked up the word in her dictionary’) and when you are simply dcaling
with a verb and a following preposition {e.g. ‘She fooked up at him’.} In the
second example, the meaning of ‘lock” has not been changed by “up’; in the
first it has.

EXAMPLES

she rar over a dog.

I'll just ook over the plans before we start.

Can we put off the wedding till after the funeral?

I take after my father - all his good qualities, that isl
You wan't get away with treating her like that. J
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verb forms

We describe the form of verbs in the following ways.

Present: ‘Your brother is upstairs’, 'I love it here’, “What's happening?, I'm
not missing that plane’,

Past: ‘Eleanor said goodnight’, ‘She cried’, 'Her parents were packing their
suiteases .

Simple: this is the base form of a verb (e.g. ‘walk’, ‘do’, ‘run’) which can be
inflected to agree with the subject.(‘He walkg’, ‘She doeg’, ‘Tt rung’) or to
indicate time and tense {‘They walkad', 'She did’, ‘He ran as fast as possible’).

Continuous: continuous verbs (also called ‘progressive’} are formed by
adding *-ing' to the base form and using it with the verb ‘to be,’ e.g. "She is
writing a letter’, *She was looking out of the window’.

Present and past verb forms can be described as presens simple, for example,

or present confimuous, past simple O1 past continuous. We can summarise these
particular verb forms in the following table.

! simple continuous

prasant Mr D Arey is in the hall, What's happening?
| igve it here. I'm net listening.

past She said goodbye. He was waiting at the gate.
She csied. They were listening ta the
She hought a new phone, radic,

Form and meaning: it is tempting to think that when a verb form is called
the present continuous or the present simple, for example, it must always refer
to the present. Much of the time this is the case, of course, e.g. ‘Look over
there! He's sitting in the driver's seat’ or ‘Gillian has breakfast at seven
o'clock every morning’, but the verb forms can also have many other uses.
In the question, “What ate you doing tomorrow?’, the present continuous
refers to the future. In storytelling, we often use the present simple to talk
about the past, especially to give a sense of drama and immediacy, e.g. ‘Last
Friday, right? 1 arrive at the house and knock on the door ..,

What we are saying is that there is no one-to-one correspondence
between form and meaning {as we shall see in more detail on page 46).
Despite their names, the verb forms mentioned here can be used to talk
about different times and different kinds of event or state.

Perfect verbs: perfect verbs are those made with ‘have/had’ + the past
participle or ‘have/had been’ + the -ing’ form of the verb, e.g. ‘T have lived
here for six years, ‘They had just arrived’, ‘He's been jogging', He hadn't
been listening.

People have struggled for years to explain the meanings of the presens
perfect tense. It has been variously described as suggesting the idea of an
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action started in the past but continuing up until the present, the idea of
an action started in the past which has present relevance, or the idea of an
action on a continuum which has not yet finished. Thus, we can say Tve
been to Santiage’ and, although we are talking about an evenr in the pasr,
we don't use the past simple (see above) perhaps because we wish to stress
the present relevance of having been to Santiago or because it occurred on
the unfinished continuum of ‘my life’.

Apart from presenz perfect verb forms with ‘have’, c.g. ‘She’s studied
Portuguese’, we can also have past perfect verb forms with "had’, e.g. ‘He
had been asleep’, ‘They had been laughing all the way home’. In this case,
the verb describes an action before the past and continuing up until that
point in the past — or at least having a kand of *past relevance’.

As with past verb forms, there are both simple and continuous perfect
verb forms as the following table shows.

simple continuous
present I have read Othelio. I've been reading Cthello.
perfect They haven't arrived yet. They havent been

travelling for long.

past perfect He had studied English as She'd been living in

a child. Argentina for years.
s$he hadn't talked to him They hadn't been talking
before, for more than a minute
when ... .

———

Participles: there are two participles in English: present, e.g. ‘taking,
'‘talking’, ‘happening’, ‘going’, and pass, ‘e.g. ‘taken’, ‘ralked’, "happened,
‘gone’,

Regular and irregular verbs: we can talk about verbs as regwlar or
irregular. Regular verbs take the ‘-ed’ ending in the past, e.g. ‘ralked’,
‘happened’, ‘laughed’. Irregular verbs have different past tense forms, e.g.
‘ran’, ‘went’, ‘bought’, ‘saw’ etc.

Active and passive: another distinction to be made about verbs is that
between active and passive, Active sentences have a subject (8), a verb (V)
and an object {O), e.g.

A scene of utter chaos confronted her.
5 v o

If we flip things around, however, starting with the object {and in effect
making it the subject) we get a passive sentence, e.g.

She was confronted by a scene of utter chaos.
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Passives are formed by the auxiliary + past parriciple of the verb in question.

The past participles in the following chart are in #a/ics.

tenses examples

presani simpla
continuoLus

it's made in Taiwan.
They're being processed right now.

prasent perfect

He was met by the President.
The plan was being discussed.

past simple
continuous

She's heen photographed many
times.

past perfect They had been seen in the area.

future with “will’ You'll be taken to the airport by taxi.

future perfect The job will have been compieted by

then.

‘going to’

They're going to be offered & new

holiday.

Passive constructions are often used when we dont know or want to say
who did something {e.g. ‘It's been destroyed’, It was decided that you
should leave”) or when we want to give a different emphasis to the subject
and object of an action.

Verb complementation: this describes what words and kinds of words we
can use after particular verbs. As we saw with modal auxiliaries, some verbs
are followed by infinitives (‘I can swim’, ‘He should go), some are followed
by "to’ + infinitive {‘T like ¢o swir', 'He tried fo save her'), some are followed
by participles ('l don't enjoy running’), and some by ‘that’ + a new clause.
There are many other complementation patterns too. Some verbs can be
followed by more than one grammatical pattern.

EXAMPLES

i like to watch TV /| like watching TV.

 must go. {not ! Frustta-ge.}

| explained the problem to him. {not | explaired-Rirm-the-prebient.)

She protected me from the dragon. (not she pretected-me-to-the-dragen.)
She suggested that | trained as a teacher. (Not she sw@gesied-fre-to-tramas

a-tedgeker ]

Types of pronoun: there are three basic types of pronoun: persenal
pronouns, reflexive {personal} pronouns and relative pronouns.

Personal pronouns: personal pronouns are ‘T ‘you', “he’, 'she’, "we' and 'they’
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~ and ‘it’ which isn't really personal at ail! Not only do they have these
subject realisations, however, but they can be object pronouns (‘1 saw bimt'),
reflexive pronouns {‘I cut myself), and possessive pronouns ({Give 1t to me.
It's mine!’). We can summarise personal pronouns in the following chart,

subjeact object reflexives possessives
i e myself mineg
you Yo yourself YOours
he him himself his
she her herself hers
it it itself its
we s ourselves ours
you wou yoursalves yours
they them | themselves theirs

Relative pronouns: the pronouns ‘who’, ‘whose’, ‘where’, “‘which’ and ‘that’
are used to join clauses/ideas. If we have the following two ideas (1} ‘I saw
a girl’, {2} 'she was wearing a beaugiful blue dress’, we can stick them
together with a relative pronoun, e.g. ‘1 saw a girl whe was wearing a
beautiful blue dress’. We call ‘who was wearing a beautiful blue dress’ a
relative clause.

EXAMPLES

The man whe walked into my office was tall and biond.

She gave me a pen that ) still use.

That's the schoo! where | taught my first class.

That's the woman whose courage saved her child.

The saxophone is the instrument which makes the nicest sound.

Adjectives can be used before and after nouns. They can have many forms.

Comparative and superlative: adjectives can be made comparative (‘good
— better’, 'nice — nicer’, ‘young — younger') and superiative (‘best’, ‘nicest’,
‘youngest'). They fall into a number of categories: one-syllable adjectives
generally add ‘-er’ or *-est’ to become comparative and superlative; some
adjcctives ate srreguiar, like ‘good’, ‘bad’ erc.; adjectives which end in vowel
+ consonant double the final consonant, like "big — bigger’, ‘thin —
thinner’ etc.; and adjectives that end in 'y’ usually change the ¥’ to ‘i’ like
‘silly — sillier’, ‘friendly — friendlier’.

Longer adjectives — three or more syllables — stay the same and are
prefaced by ‘more’ or ‘most’. The same is true of some two-syllable
adjectives {(more careful’, ‘most pleasant’) while others like ‘clever’ can be
both ‘cleverer’ and ‘more clever’ in modern English usage.

43



Howw to Teach English

Adverbs

Prepositions

adjective comparative superlative
good . better best
big | bigger biggest
Hice . nicer ricest
young i younger youngest
sitly | sillier silhest
clever cleverer/more clever cleverest/most clever
interesting more interesting more interesting

Adjective order: When we use a string of adjectives, there 15 a generally
accepted order.

size — cofaour — origin — material S purpose -—=Snoun
e.g. the small purpie German  silk eveEniNg  gown
the large {1} {} wooden | ) crate

Adjective and preposition: many adjectives are followed by speafic
prepositions, e.g. ‘interested in’, *keen on', ‘happy about” etc.

Adjectives as nouns: we can use somge adjectives as if they were nouns, e.g.
‘the blind’, ‘the poor’ ete.

Adverbs and adverbial phrases can be of sime (early’, ‘late], ‘yesterday
morning’), manner (He plaved wel?, ‘She ran guickdy’, ‘He spoke Sfrercely')
and place ("They work upstairs, 'l live in Camébridge, “You'll burn in bell for
this').

Adverb position: adverbs usually appear at the end of sentences, but they
can sometimes be used at the beginning or in the middle.

Most adverbs of frequency (‘always’, ‘usually’, ‘often’, ‘somenmes’ etc.)
can usually go at the beginning, middle or end of a sentence, ¢.g. "Sometimes
he rings me up in the morning’, He sometimes rings me up in the morning’,
‘He rings me up in the morning semetimes, Bur this often depends on the
particular adverb being used (for example ‘never’ can only occur in the
middle position).

Adverbs cannot usually come between a verb and its object. We say °l
usually have sandwiches for lunch’ but not :

Jmeads’.

Modifying adverbs: adverbs can modify adjectives, e.g. ‘a wonderfully
physical performance’, ‘an wnusually large cucumber’, ‘a really fascinating
film’ erc.

Position of prepositions: prepositions (‘at’, ‘in’, ‘ot for”, ‘of ', ‘with’ etc.}
usually come before a noun but can also come at the end of a clause with
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certain structures. For example, we can say “The book’s o the shelf’ or ‘It’s
not something I'm very interested 7',

Particular prepositions: many words and expressions can only be

fallowed by particular prepositions, e.g. ‘anxious about’, ‘dream about/of’,
‘good at’, ‘kind to’ ete.

Prepositions and adverbs: some words can be both prepositions and also
adverbs (often called adverbial particles). In the sentence ‘She climbed
down the ladder’, 'down’ is a preposition because it has an cbiject (‘the
ladder’). In ‘She sat down, it 1s an adverb because it does not have an
object.

Determiners: articles {'the, ‘3, ‘an’) belong to a class of words called
determiners. Other examples of determiners are ‘this’, 'that’, ‘these’,’ those’,
‘some’, ‘all of . Determiners usually come before a noun or at the beginning
of a noun phrase, e.g. ‘an apple’, ‘the red bus’, “seme of my best friends’, ‘2
Spanish teacher I know’.

Definite article: we use the definite article (‘the’) when we think that the
reader ar listener knows which particular thing or person we are talking
about or when there can only be one, e.g. ‘the Pope’ (we know which one
because there is only ane), ‘the book I read’ {= we both know which one I'm
talking about}, ‘the oldest man in the world’ {because there can only be one
‘oldest’ man) etc.

We do not use the definite article when we are ralking about people and
things in general using plural or uncountable nouns, e.g. “Teachers should
establish a good rapport with their students’, ‘Life’s a beach’ (a Californian
saying), ‘People who live in glass houses should buy curtaing’ etc.

However, just to confuse things, we do sometimes make general
staternents with the definite article and a singular noun, e.g. "The great
whirte shark i1s a dangerous creature in the wrong situation’ {(sec also the
indefinite article below).

Indefinite article: the indefinize arricle ('a/an} is used to refer to a
particular person or thing when the listener/reader doesn’t know which
one is being described, e.g. 4 man was reading the paper’, ‘I saw a plane
take off’, 'P'm going to buy & new computer’,

As with the definite article {see above), we can alsc use ‘a/an’ to refer to
a member of a group — in arder to refer to the whole group, e.g. ‘4 man's
gatta do what a man's gotta do’, ‘A good nurse will always spend time with
his patients’ etc.

Conjunctions: these join two clauses, e.g. ‘Nicky said goodnight and
walked ount of the house with 2 heavy heart’, “She was going to be away for
a fortnight so she took 2 large suitcase’, T can sing duf 1 can't play the
guitar’, ‘P'm a teacher becanse I like working with people’ etc.

We only use one conjunction for two clauses. We say ‘Although it was
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carly he jumped out of bed’, not Adeleugh—rwaseeriy-buthequrmped-out
ot bed’. ‘

Conditonal sentences: these are formed when the cunjunction i is used
to preface a condition, e.g. "I it rains {rondition), you'll get wet (resui?). In
this case, it s quite hkelv that it will rain, and therefore the result is
possible. However, if we change the sentence to *If it rained, you would get
wet we are suggesting that the chance of it raining is unlikely — in other
words, we are talking Aypothetically — and this is signalled b} the use of
would rather than 'will” A further change of verb tense/form (using the
past perfect) will produce an impossible condition, e.g. “If it had rained, you
would have got wet’. But it didn't so you were spared!

These three conditional forms are often called firss, second and third
conditionals. It is useful to understand whether they are rea/ {= possible/
ikely) or Ayposhetical (= unlikely/impossible) and whether they refer to the
present, furure or past. The following table gives some examples of this,

real hypothetical
talking about the If you pay by cash, you iIf | had & dog,
present get a discount. I'd take it for walks.
talking about the if you work hard, you'll | If | won the {ottery, {'d
future t>ass the aexam. travel around the
woarld.
I | were you, I'd get a
new jacket.
talking about the If it was very warm, we If I'd known about the
past ate outside. rail strike, | would have
come by car

However, it 1s important to reahise that there are many conditional clauses
which fall cutside these basic patterns by using a variety of different tenses
and verb types, e.g. ‘If you finish before time, hand your papers in and go’,
‘If I'd been informed abour this, T could solve the problem’ — and, in
American English, ‘If I would have met her earlier, I would have mamed
her’, though this use of ‘would’ in both clauses (instead of only in the resu/r
clause) 1s considered unacceprable by many speakers of British English.

One form, many meanings: on page 40 we saw how the present
continuous can refer to both the present ('I'm not Listening”) and the future
{I'm seeing him tomorrow’). It can be used to refer to a temporary
uncompleted event ("They are enjoying the weather’) or to a series of
completed events ('He's always putting his foot in it"). What 1s happening
is that the same basic form (the present continuous} is being used to express
a number of different concepts of time and duration.

Individual words can mean more than one thing oo, for example, "book’
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(= something to read, to reserve, a list of bets etc), ‘beat’ (= to wan, to hit,
to mix (an egg), the 'pulse’ {of music/a heart] and ‘can’ {= ability,
permission, probability — and a container made of aluminium)}. Notice
that, 1 these examples, not only can the same form have many meanings,
but it can also be different pares of speech.

With so many available meanings for words and grammatical forms, it
is the context the word occurs in which determines which of these
meanings is being referred to. If we say ‘I beat him because I ran faster than
he did’, ‘beat’ is likely to mean win rather than physically assauit or mix
{though there is always the possibility of ambiguity, of course}. Likewise,
the present continuous changes its meaning with different time adverbials.
The sentence T'm talking to the president’ changes dramatically 1f we use
these different expressions: ‘ar this very minute’ or ‘tomorrow at noorn.

One meaning, many forms: one form can have many meanings, therefore,
but it 1s also true that a meaning or concept can be expressed in many
different ways, Consider, for example, the concept of ‘the future’. We have
already seen the present continuous used for this, but we can also use
different forms to express the same basic concept.

EXAMPLES

Il see you tomorrow.

I'm going to win the race — with luck.

i can get to you by tomorrow evening.

The president arrives at her home on Saturday.

However, it is worth pointing out that each different form has a slightly
different meaning — even if they are all *future’ sentences.

The same is true of word meaning. Even where words appear to have
the same meaning — to be synonyms, in other words — they are usually
distinct from each other. For example, we can describe an intelligent
person with a number of different words: ‘intelligent’, "bright’, ‘brainy’,
‘lever, ‘smart’ etc. But each of these words has a different connotation.
‘Brainy’ is an informal word and might well have 2 negative connotation
when used by a schoolchild about her colleague. ‘Bright' carries the
connotation of lively, young. ‘Smart’ is commonly used in American
English and has a slightly tricky connotation. ‘Clever’ is often used in
phrases with negative connotations, ¢.g. ‘too clever by half’, ‘He may be
clever but he's not going to get away wath it

What is clear is that students and teachers need to be aware of the fact that
form does not equal meaning and vice-versa. Even where two different
forms appear to have the same meaning, you will usually find a difference
in those meanings somewhere.
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Language
functions

Words together:
collocation

An exasperated teacher tells a habitually late student “You'd better get here
on time next class!’ She is making a recommendation, semething which is
between advice and an order.

There are other ways in which the teacher can make recommendarions,
oo,

EXAMPLES

I suggest you get here on time next class,

'd get here on time next class if | washwere you.

{ strongiy recammend that you get here on time next class.

{ think it would be a really good idea if you got here on time next class.

As we can see, the function of making a recommendation can be realised
in a number of different ways (much in the same way that we can express
the future in a number of separate grammatical realisations}.

A language function is a purpose you wish to achieve when you say or
write something. By ‘performing’ the function you are performing an act of
communication. If you say ‘T invite you’ you are performing the function of
inviting, if you say 'l apologise’, you are performing the function of
apologising. Of course, you could also say ‘D’you want to come to the
cinema?® to invite someone or ‘Sorry’ to apologise.

As with our example suggestions above, there are, of course, many
different ways/forms of inviting, apelogising, agreeing, giving aduvice, asking
for snformation ete.

If our students want to express themselves in speaking or writing, they
need to know how to perform these functions — in other words how to use
grammar and vocabulary to express certain meanings/pusposes.

Before leaving the subject of meaning, we will look ar 2 particular feature
of vocabulary use which language speakers need to know about, whether
consciously or subconsciously.

‘How was your lesson® a teacher asks a colleague. ‘A complete disaster?
he replies. ‘Complete’ is a word which quite often co~occurs (collocates)
with the word ‘disaster’. He could also have said ‘toral disaster’ and,
perhaps, ‘utter disaster’. However, he would not say ‘Gall-disasrer’ or ‘whole
dswoter” even though his meaning would be clear.

What we find is that some words live happily together and other words
dont. There are collocations which work and collocations which don't. We
talk abour ‘common/good sense’, but not ‘ead-sense’, ‘making the bed’ but
not ‘melénp-the-howseworl’ (in the last, we use ‘doing the housework’), we
can say ‘harmful/damaging effects’, but nor ‘bad-eieets’ ctc.
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A typical piece of informal spoken English locks something like this.

A Hi.

B: Hi.

A Come in.

g: Thanks.

A Cup of coffee?

B Great.

A Come on through.

8. Cold!

A Yes, cold. Really cold. | nearly froze out there earlier this
morning. Here's your coffee.

B Thanks. That's better. How've you spent your day?

Al Reading a magazine.

B Anything interesting?

Characteristics of speech: we immediately notice some characteristics of
spoken English in this extract. Firstly, people speak in incompicte
sentences, e.g. ‘Cold’ instead of ‘It’s cold’, ‘Cup of coffeer’ instead of
“Would you like a cup of coffee?, ‘Anything intecesting? instead of “Was
there anything interesting in it?. Secondly, speakers repeat what each
other says (and themselves), e.g. ‘Cold!" “Yes, cold, really cold.’ Speakers
alsc tend to use contractions (“here's’, ‘that’s’, ‘how've’} whereas in writing
we us}uaﬂ}' use the full form of the auxiliary verbs (‘here is’, ‘that is’, *how
have’).

Recent research has also shown that different words are used differently
in speech and writing. ‘However' is more common in writing than
speaking, for exarnple, bur ‘started” is much more common than *began’ in
speaking. People use ‘go’ to mean 'said’ {'She goes how you feeling and [ go
not so bad ...") in speech but almost never 1n wintng.

Paralinguistic features: there are many non-linguistic ways in which
speech can be affected. Speakers can change the tone of their voices and
the emphasis they give. They can speak faster or slower, louder or softer.
And if they are involved in face-to-face communication they can use thewr
expressions and body language too.

Writing devices: writing has its own set of tricks:

— dashes

! exclamations marks

new paragraphs

y COIMMas

CAPITAL letters etc.
All of these can be used to create rhythm and effect. But whereas in speech
the participants can clarify what they are saying as they go along
depending on who they are talking to, in writing it's much more important
to get it absolutely right. Writing tends to be more precise and uses special
devices to keep it going — as we shall see in Chapter 8.
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There are three areas we need to know about in the pronunciation of
English — apart from speed and volume — which are intimately connected
with meaning.

Sounds: words are made up of individual sounds {or phonemes). For
example ‘beat’ = /b + 11 + ¥ (ii 15 the symbol for the sound ‘ee’), ‘cotfee’ -
ARofiy and ‘cease’ = fsisd

Sounds {phonemes) are represented here by phonetic symbols (/b/, /it
and /k/ for ewample). This is hecause there is no one-to—one
correspondence between written {etters and spoken sounds. Thus the ‘¢’ of
‘cat’ is pronounced differently from the ‘¢’ of ‘cease’, but is the same as the
'’ of ‘coffee’. “Though', 'trough’, and ‘rough’ all have the '-ou-" spelling but
it 15 pronounced differently in each case. Different spellings can have the
same sound too: ‘plane’and ‘gain’ both have the same vowel sound, but they
are spelt differently.

By changing one sound, we can change the word and its meaning. If we
replace the sound /b/ with the sound /m/, for example we get ‘meat’ instead
of ‘beat’. And if we change /ii/ to /i/ we get ‘bit’ instead of ‘beat’. A
complete list of phonetic symbols 15 given in Appendix C on page 191

Stress: the second area of importance is stress — in other words, where
emphasis 15 placed in words and sentences.

The szressed syllable {the syllable which carries the main stress) is that part
of a word or phrase which has the greatest emphasis because the spraker
increases the volume or changes the pitch of their voice when saying that
syllable, e.g. ‘important’, ‘complain’, ‘medicine’ etc. And in many longer
words, there is both a main stress and a recondary stress, e.g. injgrpretation,
where ‘ter’ has the secondary stress and ‘ta’ the main stress. In addition,
different varieties of English can often stress words difterently. For
example, British English speakers usually say ‘adyertisement’ whereas some
American speakers say ‘advertisement’. The placing of stress can also affect
the meaning of a2 word. For example, ‘import’ is a noun, but ‘import’ is a
verb.

In phrases and sentences, we give special emphasis to certain parts of the
sentence (by changing our pitch, increasing the volume etc), e.g. Tm a
teacher because 1 like people’. But we could change the meaning of the
sentence by placing the stress somewhere else, for example, Tm a teacher
because I like people’. You can imagine this being said as an angry response
to someone asking a teacher to do something terrible to their students. If,
on the other hand, the sentence is said with the main stress on the word ‘T’
it is suggested that this 15 what makes the speaker different from others
who do not like people.

Teachers use a variety of symbols to show stress, e.g.

ol @ s B @

‘teacher perfermance rapport engagement

Pitch and intonation: pizch describes the level at which you speak. Some
people have high-pitched voices, others say things in a low-pitched voice.
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When we pitch the words we say, we may use a variety of different levels:
higher when we are excited or terrified, for example, but lower when we
are sleepy or bored. Insonation is often described as the music of speech. It
encompasses the moments at which we change the pitch of our voices in
order to give certain messages. It is absolutely crucial for getting our
meaning across. The word “Yes', for example, can be said with a falling
voice, a rising voice or a combination of the two. By changing the direction
of the voice we can make ‘Yes' mean ‘I agree’ or ‘Perhaps it’s true’ or *You
can’t be serious’ or “Wow, you are so right’ or any number of other things.

Teachers often use arrows or wavy lines to show intonation tunes {pitch

change}, like this:

Ymmu? or YMyou?

Notice that the first question seems tv be a genuine request for
information, whereas the second is asking for confirmation of something
the speaker assumes to be true. We know this because the two different
intonations convey two different meanings.

In this chapter we have

* made it clear that this short chapter is only the briefest
introduction to a huge subject and suggested that it should be
read in conjunction with the Task File on pages 148-152.

» studied sentence construction, showing how sentences are
constructed of and from subjects, verbs, objects, complements and
adverbials.

* |ooked at aspects of nouns, verbs, adjectives, adverbs,
prepositions, determiners and conjunctions.

» noticed that a grammatical form or a word doesn’t gquarantee its
meaning. Words and structures can have many meanings just as
similar concepts <an be represented by different forms or words.

¢ examined the differences between speech and writing. Each has
its different characteristics and students heed tc know about
these. As teachers, part of our job is to expose students to written
and (spontaneous} spoken English.

* looked at three aspects of pronunciation: sounds, stress and
intonation.

* |n the next chapter we are going to look at how to study
language — including gramratical patterns, pronunciation, word
formation and word meaning.

* In the chapters on reading and writing (7 and 8) we will pay
attention to the special features of writing we have discussed in
this chapter.

* |n the chapter on listening {10) we will look at taped exampies of
spontanecus speech and talk about how students can be helped
to deal with them.
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to language?

w to teach
guage

What does language study consist of?

How should we expose students to language?

How can we help students to understand meaning?

How can we help students to understand language form?
How should students practise language?

Why do students make mistakes?

How should teachers correct students?

Where do language study activities fit in teaching sequences?

Whatever the level of the students and however language Study is
organised within ESA teaching sequences, there are four things that
students need to do with ‘new’ language: be exposed to it, understand its
meaning, understand its form (how it 1s constructed) and pracnsc it.

In the sections that follow, we will analyse each of these issues in some
detail in the light of the study of the following areas of language: the verb
‘to be’ + noun (e.g. ‘It's a pen’), simple invitations, the use of comparative
adjectives, and the word ‘protection’.

To get an overall idea of the teaching procedures envisaged for each
language point, readers can turn to page 64 where we show how Study fits
into teaching sequences. Before that, however, we will look at the four
Study 1ssues (listed above) in detail, giving examples in each case for the
language points being discussed.

In a classroom, a major part of the teacher’s job is to expose students to
language so that they can use it later. Here are some examples of how we
can do this.

Example 1: “It's a pen’ (complete beginners)

The teacher is with a group of complete beginners. She wants them to be
able to say what objects are called. She holds up a pen, points to it and says
‘pen ... look ... pen ... pen’ as many times as she thinks it is necessary. The
students have had a chance to hear the word.

Later, she may want to go beyond unglc words. She can hold up the pen
and say ‘Listen ... it's a pen ... it’s a pen ... it's a pen’. Once again, she is
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giving students a chance to hear the sound of the new language befare they
try to use 1t themselves. Later still, she may start asking the question
"What is 1t? {peinting to #he pen) .. What is 1t?’ so that students get a
chance to hear what the question sounds [ike.

Because many people acguire languages by hearing them first, many
teachers prefer to expose students to the spoken form first (as in this
example). However, some students may need the reassurance of the
written word as well.

Example 2: invitations (elementary)

The teacher wants her elementary students to be able to invite cach onther
and respond te invitations. She plays a rape on which the tollowing

dialogue is heard.

safan: Joe! Hello.

0e; Oh hellp, Sarah.
saran Umm. How are you?
Ioe:  Fine. Why?

saRaH. Er . noreason . {pause .. nervously) Are you doing anything

this evening?
we:  NWo, Why?

sapaH: Would you like to come to the cinemna?
J0E:  res, that would be great. Well, it depends. What's an?

saram: The new Tarantino film.

ICE; t suppose 115 all violent.

saraH: Yeah. Probably. But it's meant to be
really good.

1oer | don't usually fike violent fiims.

saraH: Oh. QK. Well, we could go to the
pizza place or something.

1we:  I'm only joking! I'd love to come.

The teacher plays the tape more than
once so that students get a good chance
to hear the invitation language — some
of which {the present continuous,
vocabulary items) they probably already
know. She may also say the mmvitation
part of the dialogue herself and she may
feel it is a good idea to show the
students a written version.

Example 2: comparatives (jower
intermediate)

In this example for lower intermediate
students, the teacher 15 going to get
students to use comparative adjectives.
Before she does this, however, she hay
them read the rext opposite.

FE

Landg, 11's ever: worse. 1t
- It takes
the atrport and irrto the city. hours ta get out of

P prefer ga by
Oy tailn. Tralhs are muych
better han pl;nes: they 're cheaper, safer. and muTe
A {1 c.'ln walk around in 3 traln and
. Stailons are more convenRient

From Lok Ahead 2 by
Andy Hopking and Jocelyn Potter
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This text gives students many examples of comparative adjectives used in a

fairly realistic way.

Example 4: ‘protection’ {upper intermediate}

With an upper intermediate class, the teacher wants the students to be able
to use the word ‘protection’ correctly. She shows them the following

pl’iﬂtDUt ffDlTl a cumputcr,

i was married, pregnant; and had a dog for
an SPF rating. Now, generally, SPF 2 is [ow on
get wetl These sunscreens do give the best
sunscreen after swimming. Use a higher sun
exhibited a wide variation in the effective
negligence in not providing adequate police
free needles whHl provide any significant
Annual ‘boosters’... provide inexpensive

was of comparable importance. For the farmer
her belly. This meagre shelter gives little

aiso responded to the desire of business for
jugglers who require an excess of praise and
sprays. Your medication may not give absolute
Whereat she shrieked and turned to Summers for
that citizens might value. Integrity provides
everything. There was a mask, a visor for eye
to hasten its recovery, began to give it

stems from any inadequacies of employment
of the villagers but with clothing, food, and
of their people and for their defence - and

to fall again. My sealskin coat was a good

if Mother approves and continues to offer

to their ancestors for life and heatth, and for
a diversified line. This provides further
scrutiny, the bureaucratic system can provide
industry in the country was given increased
can't promise you total and utter and complete
only in terms of the general need for consumer
who have a good record in environmentat

AT e

protection. ‘| dream of your body so luscious
protection, but Bergasol's skin type 2 is high
protection - after all perspiration can wash
protection factor (5PF) on vulnerable spots
protection accorded to the import-substitute
protection for the city, Several weeks
protection. A sufferer from drug addiction
protection for your dog against... diseases
protection against a severe decline in his
protection from either enemies or the wind
protection against foreign competition. The
protection from hard truths.

protection against malaria, some forms of
protection. He assured her she need fear
protection against partiality or deceit or
protection. If it was hot outside it was even
protection against the import of foreign food
protection jegislation. The employment
protection against the sun. But his feelings
protection of the environment and the worke.
protection against the wind and my hands we.
protection. The ogre’s wife hides Jack in a
protection against their enemies. When they
protection. There is danger that technological
protection against allegations of corruption
protection. This was simply the first dose of
protection. All | can promise is that we can

protection, which is encompassed in new claus

protection are officially commended and

Edited sample from the Longman-Lancaster Corpus
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It shows many examples of the word {in the centre} being used. The
examples are taken from a wide variety of sources (books, newspapers,
advertisernents etc.} which have been fed inte a computer. ﬂn}' word can
be looked up in the same way to see how and when it 1s used. The number
of words ro the right and left of the search word (the word in the centre)
is just enough for us to understand the word’s meaming and use correctly
in each case.

Some of the ways we can help students to understand the meaning of new
language are illustrated in the following examples.

Example ¥: 'It's 3 pen’ {complete beginners)

This is perhaps the easiest level at which to explain meaning. The teacher
wants the students to understand the meaning of the form ‘pen’ so she
holds up a pen and says "pen’. The meaning will be clear. She can do the
same with words like ‘pencil’, ‘table’, *chair’ erc.

When, however, she wants to expose students to the question form
‘What 1s it?' she cannot rely on objects. Instead, she asks the question using
gestures (raised shoulders and vpen arms) and expressions (a puzzled look
on her face) to indicate the meaning of the question.

Of course, the teacher can also ensure that students understand the
meaning of a word by showing pictures (photographs, cards ete.} or by
drawing them on the board (even amateur’ stick drawings are useful for
this purpose).

Some of the ways of helping students to understand, then — especially
when dealing with fairly simple concepts — are: objects, pictures, drawings,
gesture and expression.

Example 2: invitations {elementary)

In this example, the teacher starts by showing the students a picture of
Sarah and Joe. She gets the students to ask their names and telis them
what the names are. Then she asks them to speculate on what their
reladionship is (Do you think they are friends®} to catablish the fact that
Sarah hikes Joe.

After she has played the tape of the invitation dialogue she can ask them
questions to check they have understood the situation, for example:

What does Sarah want?

“What language does she use?’
'Does Joe accept?’

‘What are they going to do?’ etc.

The use of questions like these (often called check questions) establishes
that students have understood what the language means.

The teacher could also draw a picture of Sarah with a ‘think’ bubble
coming out of her head which says ‘me -> cinema + Joe??Il
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Exampie 3: comparatives {lower intermediate}

In the ‘Fear of Flying' text, the teacher can start by asking ‘How does the
writer prefer travelling? She cun then explain the meaning of individual
adjectives. She could show a picture of a beautiful sofa and say ‘comfortable’
and follow it with a picture of an old school chair and say 'not comfortable’,
She could then show a picture of a nice armchair followed by the really
comfortable sofa and say ‘The armchair 15 comforeable but the sofa is more
comfortable than the armchair’. She could use check questions to see if the
students have understood the other comparartive concepts, e.g. ‘Which s
safer, monntain climbing or watching television? or “Which 15 slower,
walking or running®

Anything which helps students understand meaning is worth trying. For
example, some teachers like to use time lines to explain tenses. The
tollowing attempts to show the meaning of Tve been living here since
1992 in grapbic torm.

P N Y
| |

A time fine

Example 4: ‘protection’ {upper intermediate}

The teacher may not need to explain the meaning of ‘protection’ to the
students since they can either work it out for themselves (by looking at the
computer printout} or check in a dictionary.

Explaining the meaning of abstract concepts is often difficult and time-
consuming but it may need to be done. We can explain the meaning of
‘vegetable' by listing different kinds of vegetable, we can explain the
meaning of *hot’ through mime (burning cursclves) or by explaining what
it 15 the opposite of. ‘Sad’” and ‘happy’ can be explained by expression,
pictures, music etc. But words [ike ‘protection’ or ‘charity’ are more difficult!

One way of doing it is to show them enough examples of the word being
used so that its meaning emerges naturally (that’s what computer
concordances do — e.g. page 54). Another possibility is to ask students to
write their own dictionary definitions and then check them with a good
learners’ dictionary. The teacher could ask them to explain what the word
means or — in the case of ‘protection’ - she can simply explain that the word
means ‘safety from danger/discomfort’ ete.

As well as hearing/secing language — and understanding what it means —
students need to know how it is constructed, how the bits fir rogether.
Whether the teacher gives them this information or whether they work it
out for themselves, they need ro comprehend the constituent sounds,
syllables, words and phrases of the new language as the foillowing examples
show.
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Example 1: 'It's a pen’ {complete beginners}

When the reacher first says ‘pen’ she can then show whart the sounds in the
word are by saying them one by one, e.g. 'pen ... pen ... /p/ . e/ Lo/ L
pen .... By picking cut the bits in this way, she clearly explains the sound
construction of the word.

Some sounds can be demonstrated. The sound /p/ for example is made
by forcing the lips apart with air from the lungs: the teacher can point to
her meouth and show this happening. However, some scunds which are
created at the back of the mouth {like /g9/ and /k/} are more difficult to
demonstrate in this way.

When the teacher introduces words of more than one syllable she will
want to make sure that the students know which syllable is stressed. So,
when she says ‘table’, she may exaggerate the 'ta’ syllable and add even
more emphasis by clicking her fingers or stamping her foot on the stressed
syllable. When she writes the word on the board, she will indicate which
syllable is stressed in one of the ways we looked ar on page 50.

The exaggerated use of voice and gesture are alse important far
demonstrating intonation. When the reacher wants to demonstrate the
question “What is 1t? she can make the voice fall dramatically on ‘s’ befare
rising slightly on ‘it’ and she can accompany this by making falling (and
rising) gestures with her arm very much like the conductor of an orchestra.

The bits that make up the phrase ‘It's a pen’ need to be clear in the
students’ minds too. One way of doing this is for the teacher to say the bits
one by one {just like the sounds, e.g.*Itisapen..it..is...a..pen..it
.18 ....4 ... pen ... it’s a pen’} or she can write the following on the board.

pen.
It ig -] table.
computer.

A particular feature of spoken and informal written English is the way
in which we contract auxitiary verb forms. We tend to say “It’s a pen’ not
‘It is & pen’; we say Tl see you tomorrow’ not ‘T will sec you tomorrow',
This can easily be demonstrated with hand movements and gestures ete.
For example, if the teacher makes her two hands into loose fises and shows
that one represents ‘it’ and the other represents *is’ she can then bring them
together to give a clear visual demonstration of ‘it’s’. A similar technique
which has been very popular is to use fingers. The teacher points to each
of her fingers in turn, giving each finger a word, as in this illustratien.
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Then she lets students see her bring two fingers together to show the
contraction, as in thas illustranon.

Some teachers use small wooden blocks of different lengths and colours
(called Cuisenaire rods) 1o show word and sentence stress and construction
and there are other visual possibilities too: cards, drawings, getting students
to physically stand in line as if they were word and sentence elements.

The point of all these techniques is to demonstrate to students how the
elements of language add up. So the trick, for the teacher, 15 to work out
what the inportant features of 2 word, phrase or grammatical structure are
and how the bits fit together.

Example 2: invitations {elementary)

With language like invitations, it may be helpful to treat some consecutive
words of the invitation as a single unit. In other words, we can take more
than one word and treat them as one chunk of meaning, e.g.

Would you like 10" + verb phrase etc.
‘That would be’ + adjective

The teacher can then ask students for alternatives for ‘come to the cinema?,
e.g. ‘come to the party/theatre’, ‘have lunch/have a drink’. She can pretend
to have one phrase in her left hand ‘“would you like to’ and another in the
right ‘come to the cinema’ and then draw them together. Or she can write
the tollowing on the board.

would you like 1o | come 1o the party?
come ta the theatre?
have lunch?

have a drink?

As with our previous example, the teacher will say the question “Waould you
like to come to the cinerna? and the answer “That would be great’ with
exaggerated stress and intonation using gesture and expression to help
students understand what the language sounds like.

Example 3: comparatives (lower intermediate)

In the book from which the 'Fear of Flying' text was taken, the students are
given the exercise on the next page.
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Look hack at the article and answar the guestions.
1 What is the comparative form of these adjectives?

safe — safer

safe comfortable conwenient cheap slow important good bad
Z What rules can you make about the comparative form of:

a) most short adjectives?

b) long adjectives?

Are there any irregular adjectives which do not fit these rufes?

When the teacher asks students to do this exercise she is asking them to
discover the construction {of comparative adjectives} for themselves. Both
she and the textbook writers think that the students will be able ro work it
out without having to be told ~ and that this ‘discovery’ will be more
mermeorable for them than if she simply tells them.

Of course, there’s no reason why a book is needed for discovery
activities. Teachers can always ask students to worck things out by using
their own gquestions and procedures. What is important is that the teacher
should be there to tell them if they have worked out the rules correctly.

The teacher will want to make sure that the students know what a
comparative sentence sounds like. She can say “Trains are cheaper than
planes’ showing through voice and gesture how the rhythm and stress of
the sentence works.

Example 4: ‘protection’ (upper intermediate)

Students clearly need to know how ‘protection’ is spelt and what it sounds
like — it is stressed on the second syllable etc. But the computer printout
tetls us more than that, and the teacher can help students to see what is
there.

She can start by asking the simple question ‘What comes before and
after the word “protection” and students working together or individually
will be able to provide the following answers.

A common pattern intc which ‘protection’ fits is *... protection against +
article + noun’ but as the printout shows we can also say "... protection
forMfrom...".

The verbs which corne before ‘protection’ in our sample include “provide’,
‘offer’ and ‘give’.

Adjectives which commonly come immediatety before ‘protection’ include
‘effective’, ‘complete’ and ‘environmentail’,

As a result of this we can ask students to provide their own table showing
where ‘protection’ fits, for example:

cffer effective against
provide | environmenta protection from
give complete for
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(Or we can encourage students to write ‘protection in theiwr own personal
vocabulary books giving the same kind of mformation, e.g.

protection - offer/providefgive protection againstfrom/for

Of course, this information is available in good dictionaries, bue it is not so
memorable, perhaps, when referred to there. Because the students have
studied the computer printout themselves — and worked ourt and discavered
facts about the word ‘protection’ on their own — their understanding of the
construction of the word and its grammatical surroundings is likely to be
much greater and more profound.

If and when students have been exposed to language whose meaning and
construction they understand, it makes sense for them to practise ir under
controlled conditions. This wall allow them to check that they have got it
right.

Practice should not go on for too long, however. There are many other
things that reachers and stadents wanr to do in classrooms and too much
practice will take time away from them.

Example 1. 'It's a pen’ {complete beginners)

Repetition can be very useful for students especially at beginner level. Tt
gives them a chance to see if they've understood what’s happened so far and
if they have, it gives them the confidence to try and use the language
themselves.

The simplest kind of repetition is for the teacher to say ‘pen ... pen’ and
then get students to say ‘pen’ altogether, in chorus. This can be gooed fun
and allows students to try the new word out with everybody else rather than
having to risk getting it wrong in front of the class.

After choral repetition, the teacher can ask students to repeat the word
individually {now that they've had a chance to say it in safety}. She calls
them by name or points to them or indicates who should speak in some
other way and they say the word. She then corrects them if they are not
getting it quite right (as we shall see on page 63).

Choral and individual repetition are useful for sentences as well as words.
The teacher may weil use both techniques for sentences like ‘It’s a pen’and
“What is it?

It is, however, important to move beyond simple repetition during
practice. We want students to be able to use a combination of the new

mmar with the vocabulary items they have learnt so the teacher gets
students to make similar sentences by prompting them with different
words, objects or pictures. She may hold up a pen and indicate a student so
that the student will say ‘It's a pen’. Then she holds up a pencil and
indicates another student so that they will say ‘It's a pencil’. She can point
to the table for the sentence ‘It's a rable’ and 5o on.

Practice scssions at this level are likely to be a combination of repetition
and simple sentence-making of the kind the teacher is using in this
example. With different words and constructions, she may not be able to
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hold up objects or point to them; instead she can use pictures, drawings,
mime, gesture, words etc.

Example 2: invitations {elementary)

As with the previous example, the teacher can get choral and individual
repetition of the key phrases “Would you like to come ro the cinema?' and
“That would be great’. When she has done that, she can get one student to
ask the question and another student to answer.

Now she can ask students to make different invitations. She can try and
elicit alternatives. She can then prompt them by saying ‘concert’ for them
to say “Would you like to come to the concert?’ and ‘nice’ for “That would
be nice’. She may also want to give them the option of T'm afraid I can’t’
or ‘No, thank vou'.

If she thinks students need more opportunity to practise this question-
and-answer exchange, she can put themn in pairs to make as many
invitations and replies as they can. While they are doing this, she can go
round listening and helping where necessary — or she can stand at the front
of the class getting an idea of how it is going before stopping the pairs and
hearing one or two of them with the whole class.

In very large classes, it may be useful to divide the class in half: one half
is Sarah, the other half is Joe. The teacher can ‘conduct’ the halves so that
they can practise questions and answers,

Example 3: comparatives (lower intermediate)

Once zgain, the teacher may want to have students repeat a sentence or
two to give them a chance to try out the new language. She may also feel
that the students need practice of the individual word forms - the new
comparatives. She can get choral and individual repetition of the words
‘safer’, ‘more convenient’ etc. and then ask students to say the sentence
“Trains are slower than planes’. She can then ensure quick practice by
saying ‘faster’ to get students to say ‘Planes are faster than trains’, ‘cheap’
for “Trains are cheaper than planes’ etc.

To check that students have understood the meaning and the
construction of comparative adiectives, she can ask them to make
sentences comparing other things such as bicycles and cars using the
adjectives from the lesson.

Howecver, it is important to stress thar with comparatives — as with any
other language point ~ the amount of repetition (choral or individual)
depends on how useful, enjoyable or comforting the students find it. The
teacher could, for example, ask students to produce their own sentences
straightaway and carrect them appropriately so that they learn as they try
the new language out.

Example 4: ‘protection’ (upper intermediate)

In the case of ‘protection’, it doesnt seem sensible to have students
repeating sentences individually or in chorus. In the first place, the
sentence is likely to be very long and long choruses are notoriously difficult
to get right. In the second place, students at this level should know basic
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sentence construction and pronunciation anyway, so they are unlikely to
need it. Lastly, students at this level may feel that repeating sentences in
chorus {for example) is too unsophisticated for them.

A much better kind of practice is to ask them to make their own
sentences using the word correctly. This often works best if they write
sentences, since in this way they are given time to work things out. When
they read back what they have written, the teacher can tell them if they arc
using the word correctly and appropriately.

Repetition does still have a use at this level despite what we have said.
Students may still have problems pronouncing words — or workang out how
wards should be pronounced just by locking at them. A quick chorus of
‘environmental’ or ‘effective’ can sometimes help to ensure that students
start using these ‘new’ words correctly.

All students make rmmustakes ar various stages of their language learning. It
is part of the natural process they are going through and occurs for a
number of reasons. In the first place, the students’ own language may get in
the way. This is most obviously the case with ‘false friends’ — those words
which sound or lock the same but mean something different such as
‘assistic’ in Spanish which means ‘attend’” in English and oot *assist’. False
friends are more common where the learner’s language shares a common
heritage with English (i.e. Romance languages).

Grammatical considerations matrer too: Japanese students frequently
have trouble with article usage, Germans have to get used tuo positloning
the verb correctly, Arabic students have to deal with a completely different
written system etc.

Interference from the students’ own language is not the only reason for
making tmistakes. There is a category which a number of people call
‘developmental’ errors. These are the result of conscious or subconscious
processing which frequently overgeneralises a rule, as, for example, when a
student, having learnt to say things like ‘T have w go', then starts saying '
rase-te—pe’, not realising that the use of 1o’ is not permitted with ‘must’.

Some mistakes are deep-seated and need constant attention {ask
experienced teachers about the third-person singular of the present
simple!). While these are examples of ‘errors’, others seem to te mare like
‘slips’ made while students are simultaneously processing information and
they are therefore easier to correct guickly.

Whatever the reason for ‘getting it wrong’, it is viral for the teacher to
realise that all students make mistakes as a natural and useful way of
learning. By working out when and why things have gone wrong, they learn
more about the language they are studying.

Correction helps students to clarify their understanding of the meaning
and construction of language. It is a vital part of the teacher’s role, and
something which the teacher is uniquely able to provide, but precisely
because it involves pointing out people’s mistakes, we have to be careful
when correcting since, if we do it in an insensitive way, we can upset our
students and dent their confidence {see page 2). What is appropriate for
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one student may be quite wrong for another one.

In general, the teacher’s job is to point out when something has gone
wrong — and see if the student can correct herself or himself. Maybe what
they said or wrote was just a slip and they are able to put it right
straightaway,

Sometimes, however, srudents can’t put mistakes right on their own, so
we have to help them. We can do this by asking if one of their colleagues
can help out or by explaining the problem ourselves.

If we get other students in the class to help our, we have to make sure
that the student who made the mistake in the firse place iso't going to be
humiliated by this {{How come they all know the answer? I must be
stupid!’). Sometimes, students like that prefer gentle correction from the
teacher. On the other hand, in the right kind of atmosphere students enjoy
helping each other — and being helped in remarn.

The following example shows stedents being corrected during the
practice phase of the Study session on comparatives.

MAOHICAC Trains are safer planes.

TeaCHER:  Sater planes? (with surprised questioning imtonation)
smomica;  Oh .. Trains are safer than planes,

TEacHER: Good, Monica. Mow, ‘comfortable’ ... Simon?

SIMON: Trains more comfortable. Planes are.

TeacHEr:  Hmm. Can you help Simon, Bruno?

BRUNC: Er ... Trains are more comfortable than planes.
TEACHER:  Thank you. Simon?

SIMON: Trains are more comfortable than planes.

TEACHER: That's right, Simon. Great. What about ‘fast’, Matilde?

MaTILDE:  Trains faster planes.

TEACHER Trains are faster?

matipe:  Trains faster planes? | don™t know.

TeacHeR:  OK. Look. Trains go at a hundred miies an hour, planes go at
500 miles an hour, so planes are faster than trains. Yes?

maTiLne:  Planes are faster than trains,

TeacHer:  Well done, Matilde.

With Monica, all the teacher had to do was point out that something
was wrong (by cchoing what she said with a questioning intonation) and
she immediately corrected herself. Simon was not abie to do this, so the
teacher got Bruno to help him. When Martilde made a mistake, however,
{and was not able to correct herself) the teacher judged that she would be
unhappy to have correction from her peers so she helped her out herself.

When orgamsing practice, then, teachers need to listen out for
mistakes, identify the problem and put it right in the most efficient and
tactful way. As we shall see in Chapters 8 and 9, correction is a different
matter when dealing with writing and speaking activities.

Before leaving the subject of correcting, it is worth pointing cut that it
i1s just one response that teachers can make to student language

production. It 1s just as important — perhaps more so — to praise students
for their success as it is to correct them when they fail. Teachers can show
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through the use of expression, encouraging words and noises (‘good’, ‘well
done’, ‘fanrastic’, ‘'mmm’ etc.) that students are doing really well.

As we saw in Chapter 4, "Study’ 1s one element of the ‘Engage-Study-
Activate trinity, The elements can come in different orders and sequences
depending on what 15 being studied as the following descriptions of our
four language topics show.

Example 1: It's a pen’ (complete beginners)

Engagt

In our Brst example, the teacher is working with
cornplete beginners, She starts by walking into the class,
grecting the students in 2 lively and cheerful way. Tt is the
first time she has seen them, so she tells them her name
and, with a combination of mime and expression, gets
them to tell her their names. Then she pantomimes
finding an extraordinary object in her bag and holds up a
pen as i 1t was the most interesting thing in the world.
She has students repeat the word and then shows other |
objects which they learn the names of too. Then she
demonstrates the sentences ‘It's a pen/It's a table” and the
students practise saying them. If she thinks they can take
it, she introduces the question “What is ut? and gets
students practising asking and answering questions.

As soon as she thinks they are ready, she gets them ro
role-play a scene in which two people wake up to find
themselves in a darkened room. They have to find out
what things in the room are by touch and asking “What
s 112 Ir's a desk ... wait ... and a pen .. etc. |

Example 2: invitations {elementary)

Engage

1
The teacher gets students to say what their favourne

evening activities are — where they like going out for
example. She then shows them a picture of Joe and Sarah
and asks ‘Are they friends? etc. to generate a (limited)
discussion about their relavonship.

The reacher tells srudents they are going to listen to a
rape. She asks them what they think it’s about — based on
the picture of Sarah and Joe. She tells them that all they
have to do is say what Sarah wants and what Joe's reply is
(she tells them to listen right to the end for this).

The students listen to the tape more than once and then
compare their answers in pairs before the teacher checks
that they have understood that Sarzh invites him to the
cinema and Joe agrees — eventually.

_i

fromtinued on the next page)
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Study The teacher tells them to histen again for the invitation
language and then models it herself. She gets the
students to repeat the new language and then practise it
in pairs.

Stredy Later, the teacher gives the students a written version of
the whele conversation and with them she works on it as
if she were a theatre director and the students were
actors. They practise the scene in pairs and then some of
Activate the pairs act it out.

Example 3: comparatives {lower intermediate)

Engage The teacher tells a story about a journcy she took that

| was terrible — things going wrong etc. Lhen she puts

Activate | students in groups and tells them to find our what is the

\ most and least favourite means of transport in each.
group. The groups report back to the class.

Activate | The teacher selects two forms of transport and asks
| students to compare them (rthus giving her a chance to
see if any of thern can already use comparatives).
Engage The teacher now tells them to look ar the rtitle of the
| magazine article and asks them to speculare on what the
Activate | article is going to be about. They then read the article
and the teacher asks the students if they agree with the
writer’s apinions.
Stady The students de the ‘discovery’ activity about
comparative adjectives which we looked at on pages 58
and 61. They repeat comparatives sentences and make
nNew Ones,
Activate | Latee, the teacher has them role-play a situation in which
a customer goes into a furniture store to buy a new
sofa/bed. As a result of this, the customer has to
fax/phone his/her flatmate and describe the sofas and ask
which one the flatmate thinks he/she should buy.

Example 4: ‘protection’ {upper intermediate)

Let us imagine that the students have been working on

the subject of suntanning and burning etc. Now the
Enguge teacher asks them whether or not they like
] advertisements and which their favourites are,

Activate | She then asks them to get into groups and discuss what

concepts they would need to express if they were writing
a radio advertisement about a new kind of sunscreen.

fconfinued on the next page)
65



How to Teach English

Conclusions

Study Afrer they have discussed this, she asks them for the

concepts/words they have come up with in their groups
and as a result offers them computer printouts of words
like 'protection’. She asks the students to study them and
work out how they occur in sentences (what comes before
and after them). To check they've understood she gets
them to write sentences using the new words/concepts.

Activate Finally, they get back into their groups and write their

radio advertisernents before rccording them and playing
them back to the rest of the class.

In this chapter we have

said that students need to be exposed to language {in order to
study it). They need to understand its meaning, understand its
construction and practise it.

seen that students can be exposed te language by the teacher
using it for them to listen to/see, by listening to tapes, by reading
texts and by looking at computer printouts. {n each case, the
students are given chances to see or hear the language before they
are asked to produce it themselves.

looked at many ways of making sure that students understand the
meaning of words and grammar. Teachers can show chjects,
pictures and drawings. They can use mime, gesture and expression.
They can use check questions to make sure students understand
concepts. They can use time lines for verb tenses {for example)} or
explain meaning by listing opposite meanings. They can get more
advanced students to write dictionary definitions and then
compare them with the real thing.

discussed the many ways in which we can help students to
understand the construction of words and sentences including:
isciating the 'bits’ and saying them, demonstrating stress and
intonation through exaggerated vocal delivery and the use of arm
gestures, showing how forms are contracted using hands and
fingers, writing tables on the board which make constructions clear
or asking directed questions which prompt students to ‘discover’
facts about construction for themselves.

talked about how teachers can get students to practise the
language they are studying including choral or individual
repetition, using prompt words to get students 1o make new
sentences, asking students to practise questions and answers in
pairs or asking students to write their own sentences.

asked why students make mistakes and said that two main reasons
are interference from their cwn languages and errors caused by
their natural language development. Making mistakes and errors is
part of the process of language learning.
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suggested that an important part of a teacher’s job is to correct
students when and if they make mistakes. Ideally, students will be
able to correct themseltves but if they can’t, the teacher may do it
or ask other students to help. However, we have to choose how to
correct very sensiively.

dermonstrated how the Study parts of cur madel fit into teaching
and learning sequences.

The next four chapters will lock at what are often called ‘the four
skills’ — reading, writing, speaking and iistening — and will
demonstrate the procedures we can use in each case,

We will return to issues of language study in Chapter 11 on
textbook use and Chapter 12 on lesson planning.
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Why teach reading?

What kind of reading should students do?

What reading skills should students acquire?

What are the principles behind the teaching of reading?

What do reading sequences look like?

More reading suggestions

Why teach There are many reasons why getting students to read English texts is an
reading? important part of the teacher’s job. In the first place, many of them want
to be able to read texts in English either for their careers, for study
purposes or simply for pleasure. Anything we can do to make reading

easier for them must be a good idea.

Reading is useful for other purposes too: any exposure to English
(provided students understand it more or less) is a good thing for language
students. At the very least, some of the language sticks in their minds as
part of the process of language acquisition, and, if the reading text is
especially interesting and engaging, acquisition is likely to be even more
successful.

Reading texts also provide good models for English writing. When we
teach the skill of writing, we will need to show students models of what we
are encouraging them to do.

Reading texts also provide opportunities to study language: vocabulary,
Eramimar, puncmation. ﬂ.ﬂd the way we construct sentences, paragraphs
and texts. Lastly, good readmg texts can introduce interesting topics,
stimulate discussion, excite imaginative responses and be the springboard
tfor well-rounded, fascinating lessons.

What kind of  There has been frequent discussion about what kinds of reading texts are
reading should suitable for English language students. The greatest controversy has
students do? centred on whether the texts should be ‘authentic’ or not. That is because
people have worried about more traditional language-teaching materials
which tended to look artificial and to use over-simplified language which

any native speaker would find comical and untypical.
However, if you give low-level students a copy of The Times or The
Guardian (which are certainly authentic for native-speakers), they will
probably not be able to understand them at all. There will be far too many
words they have never seen before, the grammar will be (for them)

convoluted and the style will finish them off.
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A balance has to be struck between real English on the ope hand and
the students’ capabilities and interests on the other. There is some
authentic wntten material which beginner students can understand to
some degree: menus, timerables, signs and basic instructions, for example,
and, where appropriate, we can use these. But for longer prose, we may
want to offer our students texts which, while being like English, are
nevertheless written or adapted especially for their level, The important
thing is that such texts are as much like real English as possible.

The topics and types of reading text are worth considering tco. Should
our students always read factual encyclopedia-type texts or should we
expose them to novels and short stories? Should they only read timetables
and menus or can we offer them business letters and newspaper articles?

A lot will depend on who the students are. If they are all business
people, the teacher may well want to concentrate on business texts. If they
are science students, reading scientific texts may be a priority. Bur if, as is
often the case, they are a mixed group with differing interest and careers,
a more varied diet is appropriate. Among the things the teacher might
want them to read are magazine articles, letters, stories, menus,
advertisements, reports, play extracts, recipes, instructions, poems, and
referenice material.

Srudents, like the rest of us, need to be able to do a number of things with
a reading text. They need to be able to scan the text for parricular bits of
informarion they are searching for. This skill means thar rhey do nat have
to read every word and line; on the contrary, such an approach would stop
them scanning successfully.

Students need to be able to skim a vextr — as if they were casting their eyes
over its surface — to ger a general idea of what it 1s about. Jusr as with
scanning, if they try to gather all the details at this stage, they will get
bogped down and may net be able to ger the general 1dea because they are
concentrating too hard on specifics.

Whether readers scan or skim depends on what kind of text they are
reading and what they want to get ocut of it. They may scan 2 computer
manual to find the one piece of information they need to use their
machine, and they may skim a newspaper article to get a general 1dea of
what's been happening. But we would expect them to be less utilitarian
with z literary work where reading for pleasure will be a slower, closer kind
of activity.

Reading for detailed comprebension, whether looking for detailed
information or language, must be seen by students as something very
different from the reading skills mentioned above. When looking for
details, we expect students to concentrate on the minutiae of what they are
reading.

'C»'m:g of the teacher’s main functions when training students to read is
not only te persuade them of the advantages of skimming and scanning,
but alse to make them see that the way they read is vitally important.
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Principle 1: Reading is not a passive skill.

Reading is an incredibly active occupation. Te do it successfully, we have to
understand what the words mean, see the pictures the words are painting,
understand the arguments, and work out if we agree with them. If we do
not do these things — and if students do not do these things — then we only
just scratch the surface of the text and we quickly forget it.

Principle 2: Students need to he engaged with what they are reading.

As with everything else in lessons, students who are not engaged with the
reading text — not actively interested in what they are doing — are less Likely
to benefit from it. When they are really fired up by the topic or the task,
they get much more from what is in front of them.

Principle 3: Students should be encauraged to respond to the content
of a reading text, not just to the language.

Of course, it is important to study reading texts for the way they use
language, the number of paragraphs they contain and how many times they
use relative clauses. But the meaning, the message of the text, 15 just as
important and we must give students a chance to respond to that message
in some way. It is especially important that they should be allowed to
express their feelings about the topic - thus provoking personal
engagement with it and the language.

Principle 4: Prediction is a major factor in reading.

When we read texts in our own language, we frequently have a good idea
of the content before we actually read. Book covers give us a hint of what's
in the book, photographs and headlines hint at what articles are about and
reports look like reports before we read a single word.

The moment we get this hint — the book cover, the headline, the word-
processed page — our brain starts predicting what we are going to read.
Expectations are set up and the active process of reading is ready to begin.
Teachers should give students ‘hints’ so that they can predict what's coming
too. It will make them better and more engaged readers.

Principle 5: Match the task to the topic.

We eould give students Hamlet’s famous soliloquy “To be or not to be’ and
ask them to say how many tirnes the infinitive is used. We could give them
a restaurant menu and ask them to list the ingredients alphabetically. There
might be reasons for both tasks, but, on the face of it, they look a bit silly.
We will probably be more interested in what Hamiet means and what the
menu foods actually are.

Once a decision has been taken about what reading text the students are
going to read, we need to choose good reading tasks — the right kind of
questions, engaging and useful puzzles etc. The most interesting text can be
undermined by asking boring and wnappropriate questions; the most
commonplace passage can be made really exciting with imaginative and
challenging tasks.
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Principle 6: Good teachers exploit reading texts to the full.

Any reading text is full of sentences, words, ideas, descriptions erc. It
doesn't make sense just to ger students ro read it and then drop it to move
cn to somcthing eise. Good teachers integrate the reading text inro
interesting class sequences, using the topic for discussion and further rasks,
ustng the language for Study and later Aectivation.

In the following four examples, we are going to look at four different kinds
of reading rexts and four different kinds of reading tasks. In each case we
will see how the reading rext fits into an K84 sequence.

Example 1 (elementary)

In the first example for elementary students, the teacher has introduced
the topic of ‘attraction’. He asks the students what they find attractive in
a person, With luck, the discussion of the topic should be enjoyable and
amusing.

He then tells the students they have to fill in the following chart about
what their partner thinks is imperrant when he or she meets a new friend.

very important | important | not very important

physical
appearance

ciothes

job or
educaticn

maney and
possessions

personality or
character

religion

politics

other ...

The students now have ro list the qualities in order of importance for
them as a whole class. The teacher then tells the class to read the text on
the next page to see how their opinions are different from the men and
women being described.

When the students have read the texe, the teacher allows them to
discuss their answers in pairs. This is to give them a chance to clear up any
small comprehension problems before they talk in front of the class,

The students now have to completc the following task.

I
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Read the first part of the article again. Use these words to answer the
questions below.
eyes legs face smile figure teeth

Which do men think are most important?
Which do women think are the most important?
Do you agree?

THE MAIN ATTRACTION

Suddenly It happens. You just know ha’s the man

for you, and you haven't even basn introduced yet,

But how do you know? And can you mala sure he
feals the same way? Company lnvestigates...

What first attrects men (0 women? Whereas womes tend to notice the
eyes, teeth and smile in particutar, men will be more likely 10 assess
the face in general and pay more atemtion to figure and legs.

According to a receat survey by Singles magazine, these are the
top t=n attributcs that men and womea look for in each other, in order
of priority '

® attractive ® tall

® sincere ® professional

® slim ® with a sense of humour
® a non-amoker ® altractive (not necesearily
& with a sense of humour handsome)

# affecHonate & sincere

® tall ® intelligent

@ kind

From the Beginners' Choice by Sue Mohamed and Richard Acklam
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As a follow-up to these reading tasks, the teacher asks the students to
think of people who they find attractive {friends, film stars, athletes erc.).
They are then asked to say what the most attractive thing zbout them is.
The discussion can lead on to descriptive writing etc.

Notice that this patchwork lesson started with an Engage activity, then
went on to an Activate excrcise (working with a partner), followed by an
Activaze reading (do you agree with the passage?}, a Study reading (answer
the questions) before being followed up with Aessvate exercises.

Notice, too, how important the fiest Acfivate exercise was: it gave the
students a chance to predict what was coming,

Example 2 {lower intermediate)

In the second example, the class is once again prepared for the reading by
discussing what, if anything, the students know about ghosts, The teacher
may get them to say whether they believe in ghosts or not and if they have
£ver seen one.

Adter that, the textbook from which this reading text is taken gives
students some information about ghosts (that they are usually the result of
a tragic death, that they appear at night etc.).

The students are now aIZIF:ed to read the text on page 74 to say whether
Orcas Manor is a typical haunted house. This is a general reading task
designed to let them get an overall picture of the text.

For the next reading, the students are asked more detailed Study-type
questions, ¢.g.

Complete tha table

Which ghost He killed ... . You can see him in ...

1 previous owner

F s visitors

3 the corridors

F

From Language in Use by Adrian Doff and Chris Jones
The students can check their answers in pairs before the teacher puts

the chart on the beard and has individuals come out and fill it in to check
that the whole class have understood the text.
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o

ext to the church in the village of
Sandford Orcas there is an old gatehouse. If
you go through the gate you arrive at the
sinister manor house which is famous for its large
number of ghosts.

The present owner of the manor says that it is
difficult to keep servanis because the ghosts
frighten them. Many people have seen the ghost
of the previous owner. He was a farmer who
gatehouse, and he often appears in the garden

Another ghost is an 18th century priest who
used to kill visitors while they were asleep in their
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in the screaming and banging on the door of the room.

From Language in Use by Adrian Doff and Chris Jones

middle of the night by standing over their beds
holding a knife.

The ghost of a servant sometimes walks along
the dark corridors of the house. He murdered his
master at Sandford Orcas, but nobody knows

why.

But perhaps the most frightening story is of a
young man who grew up in the house and then
became a sailor. While he was at sea, he killed a
boy, and then went mad. When he returned to
Sandford Orcas, they locked him in a room at the
when the moon is full, you can hear him

i {2 il & - r——— o '--"_ 11y s e |

L L TRETTE O T M A N P I R A A R “iﬂmmmmiﬂ;;ﬁuﬂiﬂﬂﬂm




7 = How to teach reading

The teacher wants students to understand how we use pronouns to refer
back to subjects we have already mentioned. He asks them who or what
‘it’, ‘them’ and ‘He’ refer to in paragraph two. What do ‘they’, ‘their’, ‘He’
refer to in paragraph three?

As a follow-up task, students can write a description of a haunted house
which they can invent. They can do this individually or in pairs or groups.
They can read out their final versions to the rest of the class.

Once again, a patchwork lesson has started with an Engage session
where teacher and students talk about haunted houses and read some
information about ghosts. Then they read for general understanding — an
Activate type of exercise — before Studying the text — both for meaning and
then for language use (personal pronoun use in text writing) — and then
doing another Activare follow—up.

Example 3 (intermediate)

In this example for intermediate students, the students first look at a
picture of people sunbathing and say whether it is a positive, safe and
attractive image — or whether it is the opposite.

They are then shown the following magazine article.

POLLY GRIFFITHS
GOES DOWN TO THE
SEA FOR ADVICE ON

I'm the type who
always burns. It's
because I'm fair-
skinned - and I've
got red hair and

Yeah | tan easily.
People like me
who are dark-
skinned {with
dark hair and

: freckles. That's = : brown eyes) are

"ow TO I'OOK GUOD why I'm so good-looking! But | not only really cool but we go

still burn unless | use a really high even browner in the sun. I still use

AND STAY SA"I- SPF (sun -protection factor) - a sunscreen though, something
about 20 in strong sun. light with an SPF of about 6 ...

So you think you're too pale and

want to get a goeod suntan this ALICE

MELINDA i

h be Me, I've got built-

summer? Why mot? Except that S 2o lobedres “in prnt:;‘:onl I
wnless you're careful the sun can the type who | ' don't burn, but |
make leathery burns But | don’t sunbathe
your skin old and = do n!:‘l?: the anyway. | mean

can even give you skin cancer. end. If you've " what for? | like

if you must sunbathe (and let's 90t fair hair and blue eyes like me messing around on the beach,

face it, lots of us think it's a good you'd better use quite a strong though.

ides). ¢ | i look at-9 sum?':en{an!‘nﬁufﬁmmn

gorgeous guys and babes | found
on the beach and see which of ETRIS L ASL( SCLINETT SKIN YOU'VE GOT AND THEN BE SAFE AND SENSIBLE
them is like you. AMD HAVE A GOOD TIME! SEE YOU AT THE POOLSIDE BAR!
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The teacher checks that they have understood by asking them questions
like “What sun protection factor does Roger use? ‘Does Melinda burn?
‘Who 1is dark-skinned, fair skinned? etc. Students then use language from
the article to describe thermselves.

In this straight arrows lesson, the teacher starts by Engaging the students
with discussions of sunbathing. They then Srudy the rext before going on
to Activate the knowledge which the text has given them.

Example 4 (intermediate to advanced)

The final example shows that reading does not have to be a static activity
dealing with prose passages. ¥We can make it much more dynamic than that.

The teacher wants to get his intermediate students reading poetry, both
because he thinks they will enjoy it (if done in an Engaging way) and
because he thinks it can provide a useful focus for language study.

He asks students if they like poetry. Can they remnember any poems?
What are they about® What do poers normally write about?

He tells them that he is going to put students in groups of nine. Each
student in the group will get a line from a poem. They can read it aloud but
they must not show it to the other eight members of the group. The task of
the group is to put the lines in the right order for the poem.

He then hands out the following lines (at random) to the nine members
of the group.

And would suffice.

But if 1t had to perish twice

From what I've tasted of desire

i think | know encough of hate lce is alsg nice

| hold with those who favour fire.

Some say in ice.

To say that for destruction
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some say the world will end in fire,

They read their lines out to each other and see if they can put them in
the right order. Ideally, the groups will be standing up in circles so that the
members can change position when the group have decided where their
lines come in the poemn.

As the activity goes on, the teacher goes round the groups listening to
how they are getting on. If they are not making any headway, he may
prompt them by saying ‘Shall 1 tell you what the first line is? or “Think of
the sounds of the last word in each line’ etc. '

When the students (think they) have finished the task, the teacher reads
the poem aloud for them to check their versions. This is what he reads:
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some say the world will end in fire,
Some say in ice.

From what |'ve tasted of desire

t hold with those who favour fire.
Bt if it had to perish twice

1 think | know encugh of hate

To say that for destruction

Ice is also nice

And would suffice.

The groups have to decide on a good title for the poem which they can
then compare with the original (which is ‘Fire and Ice’ — the poem 1s by
Robert Frost).

The teacher can then ask students to say whether they like the poem
and whether they think it is funny, sad, sericus or tragic. He then gets
them to describe the rhyme scheme of the last words in each line (A, B, A,
A, B, C,D,B, B).

The teacher then gives students firsr lines of poems and tells them to
write their own (he can make it ‘the worst poem in the world’ competition
o bring in humour) using a particular thyme scheme, for example.

This reading activity works because students really have to Engage with
the meaning and construction of the poem. When they are trying to put
the poem in order, you will hear them discussing rhymes, punctuation,
logic and word meaning. It is popular with students (if used only
occastonally), even with those who are not natural fans of poetry.
Interestingly, after an initial Engage session, it quickly becomnes a perfect
mixture of Study and Activation — studying the poem’s construction whalst
still activating all the language they know.

1 Students read small ads for holidays, partners, things for sale etc., to
make a choice, They amplify the ads into descriptions. {intermediare/
advanced)

2  Stdents read jumbled instructions for a simple operation {using a
public phonebox etc.) and have to put the instructions in the correct
order. (elementary/ intermediate}

3 Srudents read a recipe and after matching instructions with pictures,
they have to cook the food! {elementary/intermediate)

4 Students read an extract from a play or film and, after ensuring that
they understand it, they have to work on acting it out. (any level)

5 Students are given a number of words from a text, In groups, they have
to predict what kind of a text they are going to read. They then read
the text to see if their original predictions were correct.
(elementary/intermediate)

6 Students have to match topic sentences with the paragraphs they come
from. (intermediate/upper intermediate)

7  Students read a text and have to guess which of a group of people they
think wrote the text {using the pictures provided}. {lower
intermediate/advanced)
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Students read a narrative with the end missing. In groups, they have to
supply their own ending. {intermediate/advanced)

Students read a ‘factfile’ about a country, population, machine or
process etc. They have ro convert the informartion into bar graphs or pie
charts. (intermediate/advanced)

In this chapter we have

talked about the reasons for using reading texts in class: for
language acquisition, as models for future writing, as cpportunities
for language study and, of course, for practice in the skill of
reading.

discussed the balance that has t¢ be reached between genuinely
authentic material {written for fluent native speakers} and material
specially designed for students. We have talked about the need for
topics and reading types depending on who the students are.

said that students need to knhow the difference between scanning
and skimming. They need to realise how 1o read for different
purposes - including reading for pfeasure and reading for detailed
comprehension.

come up with six reading ‘principles’: reading is not a passive skill,
students need to be Engaged while they are reading, students
need to be Engaged with the content of a text, not just its
language, prediction is a major factor in reading, the task needs to
be matched to the topic, and good teachers exploit reading texts
to the fuli.

lcoked at four reading sequences showing the use of Engage and
Activate exercises for prediction, and the need for follow-up
activities. We have seen one example where the main reading
activity {combining Study and Activating} is more like a puzzle.

The teaching of reading is intimately bound up with the teaching

of writing: the one provides the modet for the other. We will lcok
at writing in the next chapter.

Many of the issues related to reading are similar to listening issues
- as we wiltl see in Chapter 19.



to teach writing

Why teach writing?
What kind of writing should students do?
What do writing sequences look like?
How should teachers correct writing?

. What can be done about handwriting?

How does writing fit into ESA?

More writing suggestions

Why teach writing?  The reasons for teaching writing to students of English as a foreign
language include reinforcement, language development, learning
style and, most importantly, writing as a skill in its own right. We
will look at each of these in turn.

Reinforcement: some students acquire languages in a purely
oral/aural way, but most of us benefit greatly from seeing the
language written down. The visual demonstration of language
construction is invaluable for both our understanding of how it all
fits together and as an aid to committing the new language to
memory. Students often find it useful to write sentences using new
language shortly after they have studied it.

Language development: we can't be sure, but it seems that the
actual process of writing (rather like the process of speaking) helps
us to learn as we go along. The mental activity we have to go
through in order to construct proper written texts is all part of the
ongoing learning experience.

Learning style: some students are fantastically quick at picking up
language just by looking and listening. For the rest of us, it may take
a little longer. For many learners, the time to think things through,
to produce language in a slower way, is invaluable. Writing is
appropriate for such learners. It can also be a quiet reflective activity
instead of the rush and bother of interpersonal face-to-face
communication.

Wiriting as a skill: by far the most important reason for teaching
writing, of course, is that it is a basic language skill, just as important
as speaking, listening and reading. Students need to know how to
write letters, how to put written reports together, how to reply to
advertisements — and increasingly, how to write using electronic
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writing shouid

students do?

What do writing
sequences ook

like?

media. They need to know some of writings special conventions
(punctuation, paragraph construction etc.) just as they need to know how

to prencunce spoken English appropriately. Parc of our job is to give them
that skill.

Like many other aspects of English language teaching, the type of writing
we get students to do will depend on their age, interests and level, We can
get beginners to write simple poems, but we probably won't give them an
extended report on town planning to do. When we set tasks for elementary
students, we will make sure that the students have — or can get - enough
language to complete the task. Such students can write a simple story but
they are not equipped to create a complex narrative. It's all a question of
what language the students have at their command and what can be
achieved with this language. As we shall sce with the four examples in this
chapter, the models we give students to imitate will be chosen according to
their abilities.

In general, however, we will try to get students writing in a number of
common everyday styles. These will include writing postcards, letters of
varicus kinds, filling in forms such as job applications, writing narrative
compositions, reports, newspaper and magazine articles etc. We may also
want to have students write such text types as dialogues, playscripts,
advertisernents, or poemns — if we think these will motivate them.

Ancther factor which can determine our choice of writing task is the
students' interests. If everyone in the class works in a bank, we might
choose to get them writing bank reports. If chey are all eravel agents, you
can imagine getting them to write alluring advertisements for special deals.
But, of course, this should not preclude using ather types of creative writing
with such groups.

When we have 2 much more mixed group — students, secretaries,
doctors, teachers and police officers, for example — their interests won't be
s0 easy to pin down. At this point we will choose writing tasks which we
think are generally useful but which, more importantly, they are likely to
enjoy deing. Students may never have a need to write a scene from a soap
opera, for example, but they might enjoy having a go, so it is worth doing.

There is no limit to the kinds of text we can ask students to write. Our
decisions, though, will be based on how much language the students know,
what their interests are and what we think will not only be useful for them
but also motivate them as well.

The four examples of writing we are going to look at show a range of level
and complexity.

Example 1: postcards {elementary)

In this example at the elementary level, students Study a particular type of
writing and then write something which is very similar in design and
structure to what they have just been looking at.

The teacher starts by having students look at this postcard.



8 » How 1o teach writing

We're staying at a lovely hotel near the
beach. We get up late every day and have
a large breakfast. Then we lie around all

morning, swimming and reading. After Judy Saunders

lunch = siestal Then it's more swimming

and a laie supper. Paradisel & Turtas Boad,

Tomorrow we're going to lsla Mujeres
{teland of the Women).
See you s00r,

Lowve
Mary

Cambridae CT5 3YEK

INGLATERRA

T T

The teacher checks that the students understand the information in the
card and then she asks them to identify four different patterns in it: the
present continuous (‘We're staying at a lovely hotel ...}, the present simple
(“We get up late every day ..."), verbless sentences, postcard style (After
lunch - siesta’”) and present continuous for future {"Tomorrow we're going

The students then discuss the fact that, in postcards, greetings (like
‘Dear Judy') are not necessary. Signings-off are informal ('Love Mary').

Now that students have examined the structure of the postcard, the
teacher asks them to imagine that they too are on holiday. They must
decide where. She tells them thar they, too, must send a postcard 1o an
English-speaking friend. Like the example postcard, they should say
where they are, whart they do every day, what they're doing tomorrow/ rnext
week etc., and they should sign off informally.

When the students have completed the task, the teacher can collect the
postcards and correct them later (see below page 84) or the students can
read them out, or they can show their cards to other people.

This postcard activaty is an example of ‘parallel writing’ - where students
stick closely to a model they have been given, and where the model guides
their own cfforts. It is especially useful for the kind of formulaic writing
represented by postcards, certain kinds of letters, announcements and
invitations, for exampie.

Example 2: altering dictations {intermediate)

In this activity, the teacher dictates statements which students have to alter
1o suit their own preferences and priorities. It is a writing activity which s
especially useful during a lesson sequence which is designed to ask people
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to take positions on a certain subject — and can therefore be used as a
prelude to a discussion, or a4 controversial reading, for example.

The teacher tells students she is going to dictate a number of sentences.
However, the students should change the sentences as she dicrates them so
that they reflect their own points of view. In other words, the sentence they
write down will be an amended form of the sentence the teacher starts
with. As an example the teacher reads this sentence.

Human beings do not treat animals well.

and rells students 1o re-write the sentence to suit their own feelings. She
may read this original sentence more than once and she then gives students
time to complete their sentences. Here are examples of what students
might write:

Some people think that human beings do not treat animals well, but 1 do
not think this is very important.

Human beings must treat animals better because they are living ¢reatures
too.

The teacher then reads our more sentences, giving students adequate time
to alter them, e.g.

The way people treat animals telis you what kind of peaple they are.

There is no difference between killing animals for food and killing people in
War,

If all the world was vegetarian, we'd all be a lot happier.

The students then compare what they have written in pairs or groups
before reading them out to the class. The teacher only corrects where there
are glaring errors. Alternatively, pairs and groups could be asked to pool
their sentences and come up with a new one which represents a fair
compromise between the various points of view.

The finished sentences either then lead inte a reading or listening text
about vegetarianism — or they may form the start of a discussion activity

{see Chapter 9).

Example 3: newspaper headlines/articies {intermediate)

In this sequence, the teacher introduces students to the way newspaper
headlines are constructed and then gets students to write their own
newspaper articles. The sequence starts when the teacher asks the students
if they read newspapers, and what they read about. They have a short
discussion. The teacher then gets students to match newspaper headlines
with the stories they came from, as in the following example.

1 Match the newspapear hesadlines with the stories they came

from. At the monthly meeting of the housing ‘\

a I committee of Barkingside district councii,

Nelghbawr slams rock : chairman Geoffrey Caspar resigned
,_H_...._H“,_;.-J dramatically when his opposite number

Glenda Beckett
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b When his neighbours played loud
music until three in the morning Philip
Mitchell {82) went mad. *1 couldn't

Hewsing chief quits ot stormy mevting ;

e T stand it any more,” he said. "I'm an

old man and | need
R i

I

® “I'he teacher now elicits the tacts that, for example, headlines frequently
use the present simple tense and invariably leave out articles and
auxibiaries. She might peoint out that there is special vocabulary for
headlines {e.g. slams’ for ‘complains about’, ‘quits’ instead of 'leaves’).

® Students are then asked to choose vne of the following topics: a disaster,
a neighbourhood quarrel, a resignation/sudden departurc of a public
figure, a sports triumph, a scandal involving a public figure (actor,
politician etc.). In pairs, they have to think of a short story to go with the
topic they have chosen.

® The pairs now write the headlines for their stories and write them up
on the board for the rest of the class — who have to guess whar the story
is about. The teacher can suggest changes, corrections and armnendments to
the headlines during this stage of the lesson.

® The students then write articles 1o go with the headlines, While they
are doing this, the teacher goes round the class offering them help when
and if they need ir.

® ‘The teacher can stick the arricles up on the class noticeboard or, if this
is not possible, have students read their steries out to the rest of the class.
® Newspaper writing can be used in a number of different ways. In this
example, for instance, when pairs have made up a headline they can give 1t
to another pair who have to use it to invent a story of their own. Or
perhaps all the headlines could be detached from their newspaper articles
so that a new matching exercise could rake place.

Example 4: report writing (advanced)

In this example for an upper intermediate or advanced level class, the
writing task forms part of 2 much longer project-like sequence. The
teacher is going to ger students to write a report about letsure activities.

The teacher introduces the topic and asks students to give her any
words they associate with leisure activities. She writes them on the board
and adds any of her own that she thinks the students need.

She then asks students to design a questionnaire which will find out
how people spend their leisure tme (sec pages 89-90 for the use of
questionnaires as speaking activities). When they have collected the
information they need through their questionnaires, they discuss how they
are going to write the report. T his is where the teacher will introduce some
of the features of report writing that are necessary for the task, e.g. ‘In
order to find out how people spend their leisure time we ..." or ‘One
surprising fact to emerge was that ... and *The results of our survey suggest
that ...’ etc. As with many examples of writing style, the teacher can
suggest ways in which the text should be constructed (what comes in the
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How should
teachers correct
writing?

What can be
done about
handwriting?

introduction, middle paragraphs and canclusion) and offer language which
the writing style uses (as in our report-writing example above).

The students now draft their reports which the teacher collects to
correct. When she hands them back, the students write them up in final
form and show them to their colleagues to see if they all said more or less
the same thing.

Most students find 1t very dispiriting if they get a piece of written work
back and 1t i1s covered in red ink, underlinings and crossings-out. It is a
powerful visual statement of the fact thar their written English is terrible.

Qf course, some pieces of wntten wosk are completely full of mistakes,
but even in these cases, over-correction can have a very demotivating effect,
As with all types of correction, the teacher has to achieve 2 balance berween
being accurate and truthful on the one hand and treaung students
sensitively and sympathetically on the other.

One way of avoiding the ‘over-correction’ problem 1s for teachers to tell
their students that for a particular piece of work they are only going to
correct mistakes of punctoation, or spelling, or grammar ete. This has two
advantages: it makes students concentrate on that particular aspect, and it
cuts down on the correction.

Another technique which many teachers use is to agree on a list of
written symbols {§ = spelling, WO = word order etc). When they corne
across 2 mistake they underline it discreetly and write the symbol in the
margin. This makes correction look less damaging.

However many mistakes you may want to identify, it is always worth
writing a comment at the end of a piece of written work ~ anything from
“Well done’ to ‘This is a good stary, but you must Jook again at your use of
past tenses — see X grammar book page 00’.

Two last points: correcting s important, but it can be time-consuming
and frustrating, especially when it is difficult to know what the mistake is
because it is unclear what the student is trying to say. Common sense and
talking to students about it are the only solutions here. The other really
important point is that correction is worthless if students just put their
corrected writing away and never lock at it again. Teachers have to ensure
that they understand the problem and then redraft the passage correctly.

Handwriting is a very personal matter. It is supposed to reflect character.
Different nationalities certainly have recognisable handwriting traits. Some
people have easily readable writing. Some produce written work which is
indecipherable, whether beautiful or messy and ugly.

Many nationalities do not use the same kind of script as English, so for
students from those cultures writing in English is doubly difficult: they are
fichting their expressive limitations as well as trying to work out a
completely new writing system at the same time. And now that word
processors are becoming more and mere common, people have less
motivation for good handwriting.

Teachers are not in a position to ask students to change their
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handwriting style, but they can insist on neatness and legibiliry. Especially
when students are heading towards an exam, such things are crucial. With
students who are having preblems with English seripe, special classes or
group sessions may have to be arranged to help them. In these classes they
can be shown many examples of cerrain letters, and the teacher can
demonstrate the strokes necessary for making those shapes — and where
the letter starts (writing from left to right is difficult for some students}.
They can be asked to write ‘in the air’ to give them confidence or they can
be asked to imitate letrers on lined paper which demonstrates the position

and height of letters, e.g.
. ]

The four writing examples in this chapter approach the FSA procedure
from a number of different angles. In the case of the postcard the teacher
may first talk to students about postcards and/or holidays in such a way as
to Engage them. They then Szudy the postcard looking for typical ‘posteard
features’ and finally they Activase that knowledge by writing their own
version.

In the ‘altering dictations’ activity, the students are, hopefully, Engaged
by the dictation and topic of the sentence they write down. When they
alter the sentence they are Activating the knowledge of English which they
have. After the discussion {Activate) which this will provoke, the teacher
will give feedback on the language used, making corrections where
appropriate (Study).

A different kind of boomerang procedure is evident in the newspaper-
writing, activity. Students are first Engaged with the topic of newspapers
before doing the matching task {(Activaze). They then Srudy headlines
before going on to a creative writing stage (Actioate).

In report writing, a number of stages are gone through, giving the whole
sequence a patchwork fecl. Students need to be Engaged with the topic,
they need to Seudy the language which they will need, knowledge which is
Activared in the collection of results before students come back ro srudy the

structure of reports in order to produce a final piece of work (Activation).

1 Students write letters to a newspaper in response to a controversial
article. (intermediate/advanced)
Students expand a variety of headlines intc newspaper articles.
(intermediate/advanced)

3 Students write/design their own menus. (beginner/lower
intermediate)

4 Srudents design posters for a party/play/concert ete. (beginner/lower
intermediate)

5 Students write a radio news bulletin. (elementary/intermediate)
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6 Stadents write a letter of application for a job. {any level)

7  Students write the description of 2 room while listeming to music,
{intermediate)

8 Students send e-mail messages (real or simulated) to other English
speakers around the world, {any level)

¢  Students write invirations of various kinds. {elementary/intermediate}

In this chapter we have

» |coked at the reasons for teaching writing: reinforcement of learnt
lanqguage, the development of the students’ language through the
activity of writing, the appropriacy of the activity of writing for
some styles of iearning and the importance of writing as a skill in
its owwn right.

* said that what students write will depend on level and the
motivational effect of the task. In general, students shouid practise
writing postcards, letters, forms, nacratives, reports and articles — as
well as (perhaps) more frivolous tasks.

* studied four writing sequences.

* tackied the difficult subject of correcting writing, suggesting that
cver-correction should be avoided and that teachers should always
strive to be encouraging.

* pointed out that, while handwriting is a matter of style, teachers
should expect students 1o write cleariy and egibly. in some cases,
students may need special help in the shaping of letters, for
example.

¢ The next two chapters are akout the spoken word. They mirror
many of the comments made about reading and writing.

s After that comes Chapter 11 on textbook use, a vital teacher skilt,
and then Chapter 12 on lesson planning.
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More speaking suggestions

It is important to be clear about the kind of speaking this chapter is
talking about. We are not going to look at controlled language
practice where students say a lot of sentences using a particular piece
of grammar or a particular function, for example. That kind of
speaking belongs in Chapter 6 and is connected with Study. The
kind of speaking we are talking about here is almost always an
Activate exercise (see Chapter 4). In other words, the students are
using any and all the language at their command to perform some
kind of oral task. The important thing is that there should be a task
to complete and that the students should want to complete it.

There are three basic reasons why it is a good idea to give students
speaking tasks which provoke them to use all and any language at
their command.

Rehearsal: getting students to have a free discussion gives them a
chance to rehearse having discussions outside the classroom.
Having them take part in a role-play at an airport check-in desk
allows them to rehearse such a real-life event in the safety of the
classroom. This is not the same as practice in which more detailed
study takes place; instead it is a way for students to ‘get the feel’ of
what communicating in the foreign language really feels like.

Feedback: speaking tasks where students are trying to use all and
any language they know provides feedback for both teacher and
students. Teachers can see how well their class is doing and what
language problems they are having (that is a good reason for
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‘boomerang’ lessons); students can also see how easy they find a particular
kind of speaking and what they need to do to improve. Speaking activities
can give them enormous confidence and satisfaction, and with sensitive
teacher guidance can encourage them into further study.

Engagement: good speaking activities can and should be highly
motivating. If all the students are participating fully — and if the teacher has
set up the activity properly and can then give sympathetic and useful
feedback — they will get tremendous satisfaction from it. Many speaking
tasks (role-playing, discussion, problem-solving etc) are intrinsically
enjoyable in themselves.

In the following four examples, we are going to look at very different
speaking activities, from puzzle-like tasks to more involved role-playing.
All the activities satisfy the three reasons for speaking tasks which we
mentioned above.

Example 1: information gaps (elementary/intermediate)

One type of speaking activity involves the so-called ‘information gap’ —
where two speakers have different parts of information making up a whole.
Because they have different information, there is a ‘gap’ between them.

One popular information-gap activity is called ‘Describe and Draw’. In
this activity one student has a picture which he or she must not show his or
her partner (teachers sometimes like to use surrealist paintings — empty
doorways on beaches, trains coming out of fireplaces etc). All the partner
has to do is draw the picture without looking at the original, so the one
with the picture will give instructions and descriptions, and the ‘artist’ will
ask questions.

Describe and Draw has many of the elements of an ideal speaking
activity. It is highly motivating (if used only very occasionally), there is a
real purpose for the communication taking place (the information gap,
completion of the task}), and almost any language can be used. Remember
to swap the students’ roles around if the activity is used more than once, so
that the describer becomes the drawer and vice-versa.

A further extension of the information gap idea occurs in the following
story-telling activiry.

The teacher puts the class into four groups, calling them A, B, C and D.
To each group he gives one of the following pictures.
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From Touchdown for Mexico by Jeremy Harmer, D'Arcy Adrian Vallance
and Olivia Johnston

The groups have to memorise everything they can about the pictures —
who's in them, what'’s happening etc. They can talk about the details in
their groups.

The teacher now collects back the pictures and asks for one student
from each group (A, B, C and D) to form a new four-person group. He
tells them that they have each seen a different picture but that the pictures
taken together — in some order or other — tell a story. The task is for the
students to work out what the story is. The only way they can do this is by
describing their pictures to each other and speculating on how they are
connected.

The final stories may be different. The groups tell the whole class what
their version is, and the teacher can finally re-show the pictures.

This story-telling activity can, of course, be used as a prelude to written
narrative work.

Example 2: surveys (elementary)

One way of provoking conversation and opinion exchange is to get
students to conduct questionnaires and surveys. If the students plan these
questionnaires themselves, the activity becomes even more useful.

In this example for elementary students, the present perfect tense has
recently been introduced. The teacher wants students to activate all their
language knowledge and would be only too happy if this provoked natural
use of the present perfect.

The topic is sleep —~ ways of sleeping, sleeping experiences etc. First of
all, the teacher talks about sleep. Perhaps he tells a story about not being
able to sleep, about a nightmare, or about someone he has seen
sleepwalking. He gets students to give him as much ‘sleep’ vocabulary as
they can (e.g. ‘dream’, ‘nightmare’, ‘walk in your sleep’, ‘heavy sleeper’, ‘light
sleeper’). The students now work in pairs to plan questions for their sleep
questionnaire and the teacher goes round helping where necessary.

A simple student questionnaire might end up looking like this:
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QUESTIONNAIRE

® How many hours de you normally sleep? ...

® _Are you a light sleeper/ heavy sleepert .........

® fave you ever yos no

talked in your sleep?
walked in your sleep?
had a nightmare?

Q
Q
Q
fallen out of bed? a

OLC00

The students go round the class questioning other students and noting
down what they say. While they are doing this, the teacher listens and
prompts where necessary and he then gets them to tell the class of any
interesting experiences they have uncovered before moving on to remedial
language work that may be necessary (see How should teachers correct
speaking? on page 94). :

Encouraging students to get up and walk around talking to other
classmates (not only the ones they are sitting next to) has many advantages.
It varies the structure of classroom periods, allows people a bit of physical
movement, and provides a welcome variety of interaction.

Students can design and use surveys and questionnaires about any topic
- smoking, TV watching, feelings and emotions, transport, musical
preferences etc. They are often a good lead-in to writing work.

Example 3: discussion (intermediate/upper intermediate)

Most teachers hope that they will be able to organise discussion sessions in
their classroom, particularly if the exchange of opinions provokes
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spontaneous fluent language use. Many find, however, that discussion
sessions are less successtul than they had hoped.

The first thing to remember is that people need time to assemble their
thoughts before any discussion. The ability to give spontaneous and
articulate opinions is challenging in our own language, let alone the
language we are struggling to learn. The following sequence, therefore,
stresses the need for discussion preparation and shows the teacher building
the discussion up in stages.

The teacher starts by asking individual students to name the last film
they saw. Ihd they enjoy it? Was it funny? Serious? Violent? The replies
he gets at this point will be fairly monosyllabic, but at least the topic has
been intraduced and the students are enjoying thinking about movies.

The teacher now says that the class is going to concentrate on the issue
of violence in films. Is there too much? Does it matter? Should anything
be done about it? He puts the students into groups. In one group, the
students have to think (and make notes about} the leve] of violence in films
and what ¢ffects it mighe have, In another group, students have o think of
{and make notes about} ways of stopping the portrayal of vielence in films.
In another group, studenrs have to think up {and make notes about)
reasons why the level of violence in films is quite justifiable and
UnwoITY1ng,

When students have had a chance to think of ideas {with the teacher
going reund to individual groups offering help where necessary), he asks
for an opinion about violence frum one of the groups, When a student has
given it, he encourages other students to ask questions about thar opinton.
He then asks a differenr student to say what can be done about it, and that
student, in turn, is questioned. Finally he asks a student from the *violence
isn't worrying' group to disagree with the idea that violence in movies is a
bad thing,

The teacher keeps prompting in this way until the conversation takes
off, with different opinions being freely exchanged. Later, when the
activity has run out of steam, he can work on any language arising out of
the activity.

This kind of discussion can be formalised into a proper debate -
speakers on different sides giving speeches, comments from ‘the floor’ and
a vote at the end, It can also be provoked by giving pairs statements they
have to assess on a 0 {= completely disagree} to 5 {= completely agree) scale
for, e.g.

There's toc much violence in movies. D § 2345

or by giving the class a number of different statements. They have to
choose one and defend it.

There are many discussion possibilities. The important thing is that
students need to be Engaged with the topic. They then might do some
Study (if there is a necessity for langnage input, facts or figures, for
example) and move quickly to Activare stages — which include the
discussion itself. Almost certainly, however there will be feedback,
including Sewdy, after the discussion 1s over.
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Example 4: role-play {ugpper intermediate/advanced)

Role-play activities are those where students are asked to imagine that they
are in different situations and act accordingly. We may tell them to role-
plav bt:mg guests at a party, travel agents answering customer questions or
participants in a pubhc meeting about a road-building project for example.

Role-play activities provide the kind of rehearsal possibilities we discussed
at the beginning of this chapter.

In the following example, 2 meeting is being held to decide whether a
new supermarket should be built on land which is corrently used as school
playing fields. Students are put into groups of six. Each student is given the
tollowing card,

Homefield coliege, a teacher training establishment, is running short of
maoney. It wants to sell half of its playing fieids 1o the Taksi supermarket
chain_ The chairperson of the city planning committee has called a meeting
to discuss the issues raised. At the meeting are the chairperson, Colin Grafter
{a represenmtative from Taksi), local residents Muriel Fightwell and Brian

Shetfsurch, and Councillors Clare Howe-5ing and Amby Valent.

The students decide who is who in each group and the teacher then
hands out the following cards to the individuals, with the instruction that
they should read them but not show them to anyone else. This is what the
cards show.

Chairperson ;
It is your job to run the meeting and make sure everyone’s veice is heard,
Start by getting everyone to introduce themselves by name and say what
their occupation is. Ask them to state their point of view, but at all stages
allow other members to question them. At the end of the meeting, you will
call for a vote on the supermarket project.

Colin Grafter, Taksi representative
You represent Taksi. You are offering an important facility for the public. You
will pay for a new sfip road from Taksi's funds and you will make the new

supermarket attractive with adequate parking and play areas for children. i

Muriel Fightwell, local resident

You iove the playing fields and frequently walk there with your dog. The last
thing your area rneeds is a new supermarket with hundreds more cars
clogging up the streets, and polluting the air for the families around, not to
mention the destruction of a beautiful piece of land in the heart of a
residential area.
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Brian Shelfsurch, local resident

You welcome the idea of a new supermarket. The nearest one 15 four miles
away and in the rush hour {when you normally do your shopping} it takes
frours to get there. This new scheme will be just right for your own shopping
naeds - and since Taksi have agreed on a new road it shouldn't cause too
much of a problem.

E]
K
h

i

Councillor Clare Howe-5ing, local pofitician

You do not think the council should agree to this use of the land when

there is 2 shortage of low-¢ost accommodation for the city’'s residents. If
the land is 10 be sold by the coliege, it should be used for building flats
and houses for low-income tenants — that's what the council’s priority

5 should be.

—_—

F Councillor Amby Valent [
You are sympathetic to both sides of the argument. You think the '
supermarket would benefit locals, but you don't want to see the loss of
green spaces. You will decide which way to vote when you have heard the
discussion {you should ask as many questions as necessary to help you
decide}. l

The teacher tells students chat they can ask him about any detas they
are not sure of, He tells them that they must stick to the informanon on
thelr original cards, but that they can invent new facts which fir with that
information.

"The teacher now tells the groups to start, but sets a time [imit for the
chairperson to announce the result of the vore. While the activity is going
on, the reacher goes round the groups prompting where necessary and
making notes on examples of good and bad English usage that he hears.

When the time limit is up, the teacher asks the various chairpeople to
say how their groups voted and why. This can lead into a discussion about
resolving different demands on land use, for example. The teacher then
gives the students feedback: what he heard and was impressed by; what
mistakes he heard which he thinks they might all benefit from
concentrating on.

The role-play van now lead into a number of possible writing tasks: a
segment of the dialogue, a newspaper report on the decision, letters to the
newspaper, posters and newsletters from the anti-Taksi campaign ete.

Two things can be added to this description. Firstly, the teacher could
make the role-play a whole-class activity by having all the students act out
a public mceting with many speakers. This might be very enjoyable but
would cut down on the amount of speaking time for each individual. But
it would at least make the voting more unpredictable, and you could build
in ‘public’ question sessions at varicus stages of the meeting.

Secondly, not all role-plays need to be this intricate. If you ask your
students to role-play a party situation, for example, all you might need to
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do 1s set the party scene and then tell students to go either as themselves —
or as a living or dead person they would like to be!

Role-play is more than just play- acting: it offers chances for rehearsal
and Engagemens that some other activities fail to give.

It is important for teachers to correct mistakes made during speaking
activities in a different way from the mistakes made during a Study exercise.
When students are repeating sentences trying to get their pronunciation
exactly right, then the teacher will often correct (appropriately) every time
there’s a problem (see Chapter 6}, But if the same teacher did the same
thing while students were involved in a passionate discussion about
whether smoking should be banned on tourist beaches, for example, the
effect might well be to destroy the conversational flow. If, just at the
moment one of the stuclcnts 15 making an |mpm'tant point, the teachcr $ays
‘Hey wait, you said “is” but it should be “are”, beaches are ... repeat’, the
point will quickly be lost. Constant interruption from the teacher will
destroy the purpose of the speaking activicy.

Many reachers watch and listen while speaking activities are taking
place. They note down things that seemed to go well and times when
students couldnt make themselves understood or made important
mistakes. When the activity has fimished, they then ask the students how
they thought it went before giving their own feedback. They may say that
they liked the way Student A said this and the way Student B was able to
disagree with her. They will then say that they did hear one or two mistakes
and they can then either discuss them with the class, write them on the
board or give them individually to the students concerned. In each case,
they wall ask the students to see if they can identify the problem and correct
it.

As with any kind of correction, it 1s important not to single studenrts our
for particular criticism. Many teachers deal with the mistakes they heard
without saying who made them.

Of course, there are no hard and fast rules abour correcting. Some
teachers who have a good relationship with their students can intervene
appropriately during a speaking activity if they do it in a quiet non-
cbtrusive way. But it is a risky enterprise. The general principle of warching
and listening so thar you can give feedback later is usually much more
appropriate.

Some teachers get very involved with their students during a speaking
activity and want 10 join in too! They may argue forcefully in a discussion
ot get fascinated by a role-play and start ‘playing’ themselves,

There’s nothing wrong with teachers getting involved, of course,
provided they don't start to dominate. Although 1t is probably better to
stand back so that you can warch and listen to what'’s going on, students can
also appreciate teacher participation at the approprate level — in otber
wards, not too much!

Sometimes, however, teachers will have to intervene in some way if the
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activity is nat going smoothly. If someone in a role-play can't think of what
to say, or if a discussion begins to dry up, the teacher will have to decide if
the activity should be stopped — because the topic has run out of steam -
or if careful prompting can get it going again. That's whete the teacher
may make a point in a discussion or quickly take on a role to push a role-
play forward.

Prompting is often necessary but, as with correction, teachers should do
it sympathetically and sensitively.

The speaking activities in this chapter tend to follow the same basic
pattern: Engage-Activate-Study — that is, the reacher gets students
interested in the topic, the students do the task while the teacher watches
and listens and they then study any Janguage issues that the teacher has
identified as being problems. So, in one sense, these are classic boomerang
sequences such as the ancs we discussed in Chapter 4.

Some commentators like to talk about spportumistic teaching — that 1s,
the desirability of teaching a piece of language which only becomes
apparent as 2 result of something going on in the class. Thus, it may
become clear that students have not been able to use some language that
would have been helpful during an Acrivate stage — or which might be
helpful for something they are doing right now. The teacher uses this as an
ideal opportunity to suddenly decide — opportunistically — to bring
forward some new language for study because it ‘seemed like a good idea
at the time’. The boomerang starts to look more like a parchwork.

A mistake some teachers make is to think that, once a piece of language
has been studied, a good speaking activity will immediately cement it in
students’ minds. This is not always the case. Most teachers will tell you
that it usually takes a bit of time, a few lessons, before ‘new’ language
comnes out in fluency activities, Today's speaking activity may be proveking
students into using language they first learnt some time ago.

Speaking activities may well form one part of 2 much longer sequence
which includes reading or listening and, after the activity, Study work. We
will often use such activities simply to provide welcome relief from more
formal work.

1 Students work in pairs. One has a number of elements {e.g. pictures)
arranged in a certain way. The other student has the same elements, but
loose, and has to arrange them in the same way by talking to his partner
without looking at the partner’s picture/plan. This is called ‘Describe
and Arrange’. {elemenrary/ intermediate)

2 Students, in pairs, each have similar pictures, but with differences.
Through talking to each other, they have to ‘find the differences’
without looking at each other’s pictures. {elementary/intermediate}

3 Students make 2 list of the kind of things that people like or do (e.g. go
jogging, brush teeth five times a day etc.). They have to go round the
class to ‘find someone who' does, did, likes etc. those things. {any level)
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In

Students think of five famous people. They have to decide on the perfect
mft tor cach person. (any level}

Students in groups look at five different photographs They have two
decide which one should win a photographic prize. The groups then
have to agrec with cach other to come to a final decision. {(intermediate/
advanced)

Students role-play a forrmal/business soclal occasion where they meer a
number of peaple and introduce themselves. (elementary/any lcvel)
Srudents give a talk on a given topic and/or person, (advanced)
Students conduct a ‘ballbon debate’ where only ane person can stay in
the Dalloon and Ehur have to muake thelir case as o whv th:.v 511{11.1](.1 515
the one. (upper intermediare/advanced)

Students are presented wirh a ‘moral dilemma’ - e.g. a student 1s caughr
cheating in an important exam. Given the student’s circumstances,
which of five possible courses of action should be followed? Groups
reach a consensus. (intermediate/advanced}

this chapter we have

said that speaking activities perform an Activate rather than a
Study function.

seen how speaking activities provide opportunities for rehearsal,
give both teacher and students feedback and motivate students
because of their Engaging qualities.

inoked at examples of four types of speaking activity: information
gap, survey, discussion and role-play.

discussed the way teachers should correct in speaking activities, not
interrupting while they are going on, but giving feedback later.
suggested that there may be times when teachers need to help an
activity along through prompting (and perhaps participation)
provided it is done sensitively.

decided that speaking activities typically follow a becomerang or
patchwork pattern.

The next chapter locks at speaking’s mirror: listening. After that,
we will discuss textbook use and !esson planning, two essential
teacher skills.

in Chapter 13 What if? we look at various problem situations,
including three that concern speaking activities especially: What
happens if students use their own language rather than Engtish?
wWhat can we do with students who are reluctant to speak? What
happens if some groups finish earlier than others?



Why teach
listening?

ind of listening should students do?

What's special about listening?

What are the principles behind the teaching of listening?
What do listening sequences look like?

Where does video fit in?

More listening suggestions

One of the main reasons for getting students to listen to spoken
English is to let them hear different varieties and accents — rather
than just the voice of their teacher with its own idiosyncrasies. In
today’s world, they need to be exposed not only to one variety of
English [Brmsh English, for example) but also to varieties such as
American English, Australian English, Caribbean English, Indian
English or West African English. When people of different
nationalities speak to each other, they often use English too, so that
a Swiss flight attendant might well have to understand a Japanese
woman'’s English variety, just as an Argentinian might need to be
able to cope with a Russian’s version.

There are, of course, problems associated with the issue of
language variety. Within British English, for example, there are
many different dialects and accents. The differences are not only in
the pmnunmarmn of sounds (‘bath’ like ‘laugh’ vs ‘bath’ like ‘cat’) but
also in grammar (the use of ‘shall’ in northern varieties compared
with its use in ‘Standard English’ — the southern, BBL-n'pc variety;
the grammatically coherent use of ‘done’, e.g. ‘I done it’ in non-
standard English). The same is of course true for American, Indian
or West African English.

Despite the desirability of exposing students to many varieties of
English, however, common sense is called for. The number of
different varieties (and the degree to which they are difterent from
the one students are learning) will be a matter for the teacher to
judge, based on the students’ level, where the classes are taking place
etc. But even if they only hear occasional (and very mild) varieties
of English which are different from the teacher’s, it will give them
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a hetter idea of the world language which English has becorne.

The main methoed of exposing students to spoken English (after the
teacher) is through the use of taped marcrial which can exemplify a widc
range of ropics such as advertisements, news broadcasts, poetry reading,
plays, {pop} songs with lyries, speeches, telephane conversations and all
manner of spoken exchanges. Teachers can imitate these, but good tapes are
far more powerful.

The second major reason for teaching listening is because it helps
students to acquire language subconsciously even if teachers do not draw
attention to its special features. As we have said in Chapter 4, exposure to
language is a fundamental requirement for anyone wanting to learn it.
Listening to appropriate tapes provides such exposure and smdents ger viral
nformation not only about grammar and vocabulary but also about
pronunciation, rhythm, intonation, pitch and srress.

Lastly, just as with reading, students get better at listening the more they
do it! Listening is a skill and any help we can give students in performing
that skill will help them to be better histeners,

The debarte about the use of authentic listening maternal is just as fierce in
listening as it is in reading. I, for example, we play a tape of 2 political
speech 1o complete beginners, they won't understand a word. You could
argue that such a tape would ar least give them a feel for the sound of the
language, but beyond that it 15 difficult to see what they would get out of
ir. [, on the other hand, we give them a realistic {though not authentic)
tape of a telephone conversation, they may learn much more about the
language — and start to gain confidence as a result.

Listening demands listener engagement, too. Long tapes on subjects
which students are not interested in at all will not only be demotivaring, but
students might well ‘switch off” - and once they do that it becomes difficult
for them to tune back into the tape. Comprehension is lost and the
listening becomes valueless.

Everything depends on level, and the kind of tasks that go with a tape.
There may well be some authentic material which is usable by beginners
such as pre-recorded announcements, telephone messages etc. More
difficult material may be appropriate for elementary students provided that
the questions they are asked do not demand detailed understanding.
Advanced students may benefit from scripted material provided that it is
interesting and subtle enough ~ and provided the tasks that go with it are
appropriate for their level.

Since, as we have said, listening to tapes is 2 way of bringing different
kinds of speaking into the classroom, we will want to play different kinds
of tape to them, e.g. announcements, conversations, telephone exchanges,
lectures, ‘plays’, news broadcasts, interviews, other radie programmes,
stories read aloud ete.

There are a numbers of ways in which listening activities differ from other
classroom exercises: firstly, tapes go at the same speed for everybody. Unlike
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language study or speaking practice ~ or even reading, where individual
students can read {to some extent) at their own pace — the rape continues
even 1f individual students are lost. Ifnlike reading, listeners to a tape
cannot flick back to a previous paragraph, re-read the headline, stop to
look at the pacture and think for a bit before continuing. On the contrary,
they have to go with the speed of the veice(s) they are listening ro. Of
course, they can stop tapes and rewind them, but, essendally, the speed of
the spcaker(s} dominates the interaction, not that of the listener.

It 1s perhaps this relentlessness of taped material which accounts tor the
feclmg of panic which many students experience during listening
activaties. If they fail to recognise a word or phrase they haven't understood
— and if, therefore, they stop to think about it = they often miss the next
part of the tape and are soon falling behind in terms of comprehension. It
15 especially for this reason that students have o be encouraged to listen
for general understanding first rather than trying to pick out details
immediately. They must get into the habit of letting the whole tape "wash
over them' on first hearing, thus achieving general comprehension before
returning to listen for specific detail.

Listening 1s special too because spoken language, especially when it is
informal, has a number of uniquf: features including the use of inccmplete
utterances (e.g. ‘Dinner? serving as a perfectly functional way of asking 'Is
dinner ready?’), repetitions {e.g. 'I'm absolutely sure, absulutf:l} SUIe you
know that she’s night’), hesitations ("Yes, well, ummm, yes, possibly, but er
...} etc. Experience of informal spoken English together with an
appreciation of other spoken tactors — the tone of the voice, the intonation
the speakers use, rhythm, and background noise — will help students to
tease meaning out of such speech phenomena.

Because of its special characteristics, teachers need to ensure that
students are well prepared for listening and that they are clearly able to
hear what they listen to. These and other concerns are summarnsed n the
following six principles.

Principle 1: The tape recorder is just as important as the tape.

However good your tape is, it will be useless if the tape recorder has a poor
speaker or if the motor speed keeps changing and the tape goes faster or
slower. You need to be sure thar the rape recorder can be heard all round
the classroom.

Another vital feature s a tape counter that is easy to see. When you find
the right place on the rape, you can either remember the number which
the counter is showing or press the counter at that point so that it now
shows 000. In both cases, you can find your way back when you want to
play the tape for the second or third time - instead of going backwards and
forwards all the tme trying to find the right place. With longer tapes, you
can also note the counter number for each part or section you may need to
returm to.

Remember too that if you want to use your tape recorder for music as
well as speech you may need a better machine,
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Principle 2: Preparation is vital.

Teachers and students need to be prepared for listening because of the
spectal features we discussed above,

Teachers need to listen to the tape all the way through before they wake
it into class. That way, they will be prepared for any problems, noises,
accents etc., that come up. That way, they can judge whether students will
be able to cope with the tape and the rasks that go with it.

Students need to be made ready to histen. This means that they will need
to look at pictures, discuss the topic, or read the questions first, for example,
to be in a position to predict what 1s coming. Teachers will do their best to
get students Engaged with the topic and the task so that they really want to
listen.

Principle 3: Once will not be enough.

There are almost no occasions when the teacher will play a tape only once.
Students will want to hear it again to pick up the things they missed the
first tirne. You may well want them 1o have a chance to study some of the
language features on the tape.

The first listening is often used just to give students an idea of what the
histening material sounds like (see Principle 5) so that subsequent listeruings
are easier for students. Once students have listened to a tape two or three
times, however, they will probably not want to hear it too many times more.

Principle 4: Students should be encouraged to respond to the content
of a fistening, not just to the fanguage.

As with reading, the most important part of listening practice is to draw
out the meaning, what is intendcd, what impression it makes on the
students. Questions like ‘[lo vou agree? are just as important as questions
like *What language did she use to mvire hum?’

Principle 5: Different listening stages dermand different listening
tasks.

Because there are different things we want to do with a listening text, we
need to set different tasks for different listening stages. This means that, for
a first listening, the task needs to be fairly straightforward and general (and
almost certainly of the Aefivate type). That way, the students’ general
undezstanding and response can be successful ~ and the stress associated
with listening can be neutralised.

Later {istenings, however, may focus in on derail — of information,
language use, pronunciation etc.

Principle 6: Good teachers exploit listening texts to the full.

If teachers ask students to invest time and emotional energy in a listening
task - and if they themselves have spent time choosing and preparing the
listening — then it makes sense to use the tape for as many different
applications as possible, Thus, after an imitial play of 2 tape, the teacher can
play it again for various kinds of Study before using the subject matter,
situation or tapescript for a new activity The listening then becomes an
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important event in a teaching sequence rather than just an exercise by
iself.

In the following four examples, we are going to look at listening activities
from beginner to upper intermediate levels. Although the rapescripts are
all differcnt, the sequences have one thing in common: they Engage the
students, before preparing them with a brief S7zudy phase to face the
listening phase.

Example 1 (beginners}

Before the listening takes place, the students have been introduced to {and
practised saying) words like ‘coffee’, ‘tea’, ‘breakfast’ etc. They have done a
quick question-and-answer drill with “What do you have for breakfast?’

They now look at three photographs: a woman ar the counter of a café
giving her order, a woman in an office holding a coffee pot and
{apparently} offering coffee to a man, and a woman at a restaurant table
being attended to by a waiter.

The students look at the pictures and say what they are (a café, an office
and a restaurant). They are then asked to listen to three conversations. All
they have to do is match the conversations to the pictures (e.g.
*Conversation 1 is in .."}. When the teacher has made sure they
understand the task, she plays them these tapes.

Conversation 1

walTER: f3god morning, madam.

woman. Good rmorming. An English breakfast, please.
walTER: Tea or coffee?

woman: Ted, please.

Conversation 2

woman: Cup of coffee?

cLENT.  Oh yes, please, That'd be lovely.
woMaN: Sugar?

CLENT:  Just one, please.

Convarsation 3

cusToMER: A tea, 2 black coffees and an orange juice, please.
WAITER: Anything else?

cusTomeR:  No, thank you.

From the Beginner's Choice by Sue Mochamed and Richard Acklam

The first task has allowed students to Jisten to the rapes with only a very
general (and fairly straightforward) task to perform. Now they are going
to listen in more detail. :
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Listen again. Tick () the drinks they have.

1

conversation 1 2 3
coffec
1ea y

hot chocolate
orange juice

A further listening asks the students to say how many drinks the people
had.

The students are now in a position to role-play cifering and accepting
various kinds of drink. The role-play is a good follow-up to the lhistening
rask

Notice how the sequence moves from preparation to general language
practice foliowed by attention to detail {twice), finishing with a follow-up
task. The whole sequence shows a patchwork lesson in operation from the
early FErugage-Study-Engage-Activare sequence (students learning new
words and then speculating about the content of pictures). Their first
listenting is more like an Activaze stage than anything else, and, as they move

into greater focus on detail, Studying takes over. A final Aetivase role-play
finishes off the lesson.

Example 2 [elementary)

In this example, the listening leads inte grammar work which focuses on
some of the language which has been heard on the tape.

The extract 1s part of a running storvline and the taped dialogue is
consciously theatrical = much like a radic drama or a scap opera. The
students see the textbook page on page 103.

The students read and listen to the paragraphs about the people in the

photographs. Then they ask (and answer) questions about the people in the
pictures.
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CrLassie ENGLILEN

Tony Stuart is a waiter. He works in a “lnutnﬁepanplehpiﬁwemm

restaurant in Oxford. He is tall and === questions can you answer about them?
thin. He's got dark hair. He's twenty- 1 What are their names?

four years old and he loves a beautiful 2 How old are they?

young woman, Her name is Juliet. She’s 3 What can you say about their hair?
got long, fair hair and he thinks she is 4 What does one of them do?

very beautiful. Her father is very rich. Now talk about the people in the other
Maureen Murphy is thirty years old. She pictures. What can you say about them?

works in a museum in Oxford. She is tall

and has got fair hair. -

Basil Newton hasn't got very much hair Listen to two people.
now. It's grey. He isn't tall and he isn't B | Who are the two people?

short. He's fifty-five id and he” 2 One of the two people says “1 don’t want
Juﬂﬂ.__'f;;m ety oy o to talk about him”. Who is ‘him'?

' 3 Does she like him?
Harry is thirtyone years old. He’s got 4 Does she love him?

short, dark hair. He isn't fat but he isn"t
very thin. He's married to Maureen.

From Classic English by Robert O'Neill with Gaynor Ramsey
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Now that thev are familiar with the scenes and are Engaged with the
topic (through the work they are doing and the teacher’s encouragement)
the teacher gets them to look at the guestions in exercise 2. The students
are asked whether they can predict the answers. Then they listen to the
tape. This is what they hear.

BASIL: Well? Do you? Da you love him?

JUET: | dont't wwant to tafk about him,.

gasil.  But T want to talk about him. Mow answer my question, lulia.
JULEET  Why do you want to know?

BASIL Because I'm your father, that's why. Do you love him?

WET: ke him very much,

BasiL!  That isn‘t an answer to my guestion.

e Naoo

BASIL MNo? What does that mean?

wer: Mo, | don't love him, Daddy. But he foves me,
BASIL: Do you see him very often?

mwer: Mo, not very often. He works in the evening,
BASIL: He works in the evening? What does he do?
JULIET: He's 2 waiter, Dagdy,

BASIL: A waiter!

JULIET.  Yes, Daddy. He's 2 waiter in a restaurant. He's a very nice boy. But!
don’t love him!

The teacher gives students a chance to check through their answers
together (to give them confidence) before going through the answers. She
may play the tape again if they have had problems.

The teacher will go on to Study the language of physical description in
the text, the use of pronouns in the dialogue etc. The listening practice part
of the lesson has helped to move the story (and the topic) on.

Apart from the language work, the teacher can also get srudents to look
at the tapescript and act out the dialogue as an Activate stage.

Example 3 {intermediate)

This example shows how listening practice can be integrated into a topic
SEQUEnce.

The sequence starts by getting students to try and match cultural
practices (people asking how much you earn, the importance of saying no
to offers of second heipings, using the right hand only for handling food,
not looking your superiors in the face} with various countries. They then
decide which of the customs they would find it mest difficult to get used
to. '
Clearly, we hope that the students will be Fngaged by this discussion as
well as becoming interested in the topic of cultural difference. They are also
well prepared for the subject matter of the forthcoming listening. They lock
at the following task.
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You will hear someone talking about semething that happened te him in
the Sudan. The story is in three parts.

Part 1

*  What was he doing?

®* How many people were thera?

*  What did they start doing?

*  What do you think the speaker did next?

Part 2
*  What did everyone eat?
* Why do you think they didn't eat the tomatoes?

Part 3
*  Why didn't they eat the tomatoes?

The teacher gets the students to speculate about what they're gomg to hear
- can they predict the story from the question clues? It's obviously
something to do with something the speaker did with tomatoes. It's
something to do with food and cultural issues. 1t takes place in the Sudan.
Can they guess what they will hear?

They are now ready to listen. The teacher stops the tape after each part
to allow students to compare answers with each other. This is especially
important after the second part to allow them time to predict what the
tomato problem was. Here is what they hear.

{ was travelling in the Sudan by train and the jeurney | had 10 make was
geing to last about 48 hours and about an hour into the journey semeone in
my compartment, 1 think there were another seven people In the
compartment, someone spread a large doth on the floor and pecple began
te bring food. No-ene had & knife, so people were breaking up the food
and placing it on the cloth ... .

| realised that this was the thing to do so all | had was three or four
tomatoes. S0 | broke up my tomatoes and put them on the cloth and then
we all started to eat the food. And there was bread and beans and lamb
and many different things and people were eating and | noticed that no-
ane was eating my tomatoes. 5o | encouraged them to eat and everyone
smiled very politely but wouldn't actually take any. And slowly the food
disappeared and disappeared and my tomatoes were left. So at the end of
the meal there was nothing left except my tomatoes. And | felt stightly
uneasy about this, | didn't know why ... .

| thought probably it was because | was a foreigner and perhaps the
Sudanese people didn't want ta take a foreigner's food from them. So in
fact | ate the tomatoes myself. It was only some time later that | realised
that in fact the reason that people hadn't eaten my tomatoes was because |
had broken up the tomatoes with bhoth hands.

From Language in Use Intermediate by Adrian Doff and Christopher Jones
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The tapescript provides good cvidence of the use of different past tenses
{past simple, past continuous, ‘would’, ‘[ realised 1 was’, '[ thought it was’
etc.) and the teacher can get students to listen again to identify examples of
these, filling in a chart for each category.

As a follow-up, students can rtalk about times when they have
misunderstood cultural symbols. Or they can talk about the advice they
would give a foreigner coming to visit their country: What things should
the visitor absolutely not da?

The sequence has here provided opportunities for an Engage-Actrvate
pattern leading back to a Study session on the language mentioned above
before following up with a discussion Actrvate stage.

Example 4 {upper intermediate}

In this example for upper intermediate students, the teacher is faced with
the problem of wanting to use a long taped segment which is complex and
contains much of the (perhaps probll:rnatic] speech phencmena we
discussed in Chapter 4. It will be especially important, therefore, for the
students to be properly prepared for listering.

The teacher starts by asking the students to put the following sports in
order from 1 {= most frightening/challenging} to 10 (= least frightening).

hang-ghding scuba-diving parachuting downhiil-racing
motor-racing moluntaineering ski-jumping horse-riding
motorcycle-racing boxing

When the students have done this, the whole class can discuss which are
the frightening sports and why. This Engage and Aetivats session is
preparing students to tackle a particular topic.

The students are told that they are going to hear a Briush ski-jumper
talking. He is going to tell them how he injured himself some years ago.
They are told to read the following thiee summaries.

a) Eddie Edwards was working for a schoois group in Italy. An |talian skier
raced hirm downhill. The prize was to take a girl out to dinner. At the
bottom of the mountain the Italian took a corner sharply and crashed
into Eddie, who was hurt badly. Later, Eddie married the gir! and now
they have tewo children,

b) Eddie Edwards was in a downhill race in Italy. The prize was the job of ski
technician for a school group. He was racing an Italian skier downhill. At
the bottom of the mountain he tock a corner sharply, flew inta the air
and crashed into a girl spectator. He was hurt badly, but later asked the
girl out to dinner.

¢} Eddie Edwards was working as a ski technician with a school group in
Italy. An Italian skier raced him downhill. The prize was to invite a girl
out to dinner. At the bottom of the mountain Eddie took a corner
sharply, flew into the air, crashed inte the ftalian and then fell against
rocks, hurting himself badly,
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The teacher checks that they understand the summaries and then tells
them that only one of them 15 correct. As they listen they have to decide
which one 1t is. This is what they hear.

Interviewar: In your skiing and in the jumping you've injured yourself a
number of times, haven't you?

Eddie. Oh gosh, yes.

interviewer, What sort of things have you done to yourself?

Eddie: In Italy, when | ... | raced a guy ... he was the lacal charpion and he
was ranked sixth in italy for downhill at the time, and i just went out to
work for 2 company called "Scheols Abroad’, a travel company that deait
specifically with schools, colleges, um, all youth groups of all ages | think ...
um, and ! worked for thern as a ski technician and that allowed me to work
for about two hours a week and I'd ski eight hours a day seven days a week,
you see; and after about a month | was getting pretty good, "cos f was a
good skier anyway but after spending about two months out on the snow |
was getting really hot and er, so everybody started to hear about this
Englishman who was getting an really well at the skiing and getting really
fast and things, and then this local guy came up to me — he was getting on
for about twenty-six | think but he was really ...

Interviewer: VYery old.

Eddie: Very old, yeah, | mean ancient! But he was the super-hot skier of the
whole sort of country and er he came up to me and offered me a race, you
see, and we said that ... 'cos he was having a bit of a, let’s say a flint with the
rep of Schools Abroad who was there with me. And she was a nice-Jooking
girl, a blonde and all this sort of thing, so | said OK, but Il race you and the
winner can take the girl out — June, her name was - so the winner ... we'd
go from the top of the mountain to the bottom and the winner could take
her out to dinner, you see; and so we went up to the mountain one day, up
to the top. We went straight away first thing in the morning so that we
knew there was ncbody down the slope because that was the most
important — we didn‘t want to, we didn’t mind killing curselves, but we
didn’t want to kill anybody else - and so we got to the top. All the er lift
guys were at the bottom watching and ali the ski school; and for a few days
beforehand they were saying, ‘Dor't race hirm, don't race him he’ll hammer
you, you know, you'l! get hurt,’ all this sort of thing, ‘you havent got a ..
you can‘t stand a chance,” and all this sort of thing. 5o we tock off together
at the top of the mountain and we were going down, and he was just in
front of me by about ten metres but it wasnt it wasn't a great deal, and |
knew | could catch it up any time 5o | just sort of stuck behind him. And we
were doing about seventy, seventy-five miles an hour and we were coming
towards the bottom and on the ... at the bottom there was a left-hand bend
going into the finish but on this bend there was a ridge, you see. Now if you
took this hend nice and long on the outside it was only a slight ridge and
you wouldn't take off but the sharper you took the bend the bigger the
ridge so the further you would fly in the air, you see. And | was catching my
this guy up; we were about two matres, within two metres two metres of
each other so | decided i'd take the bend a little bit sharper than him; so |
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took off, was going towards the finish but er going in the air and | was
going across the siope and so er ... you know although | was in control |
couldn’t do anything untit | landed obhvigusly, and we were doing about
seventy miles an hour and | landed right on top of him and er as scon as | hit
him my sikis released. | didn't have a8 helmet on, and | hit him, skis released,
and | went over and { was rotating sideways but still travelling about seventy
miles an haur, | didn't know where | was and then ali of a sudden | had a
great thurmmp on the back of my head and er | hit rocks and want into trees
and all sorts of things, and er they rushed me off to hospital with a suspected
broken neck, broken back, and | paralysed my shoulder and arm; and er he
didn't finish either so nobody won ...

Interviewaer: 5o she didn't get to have any dinner.

Eddie: Mo. In fact now they're married and they've got two kids!

From The Listening File by Jeremy Harmer and Steve Elsworth

The students comparc their answers and decide that the correct summary
15 (¢). The teacher now asks them to listen again, only this time they are
reporters and their editor has asked them to find out details abour Eddie’s
job, who was skiing that day, what the witnesses thought, whart the cause of
the accident was and what injuries Eddie suffered.

When this listening is over {and a subsequent one if necessary) the
teacher asks the students to complete one of the following tasks.

- Eddie rings his dad 1o ask for some money for his hospital bill.

- Eddie is asked tc make the speech at the Italian’s wedding reception.

- Yau are a reporter who is asked to interview Eddie Edwards.

— ¥ou have read about Eddie and the italian’s race in the newspaper. You
object strongly.

This whole procedure — starting with Engape and Acrivare stages and
ending up with Acfivation ~ allows students to tackle a tape they would
otherwise find difficult. It maximises the tape (we could add gap-filling
exercises etc. for S2udy work) and ends with a useful selection of tollow-up

rasks.

Almost everything we have said about listening applies to video o. We
have to choose videc material according to the level and interests of our
students. If we make it too difficult or too easy, the students will not be
motivated. If the content is urelevant to the students’ interest, it may fail to
engage them.

Videa is richer than audio tape. Speakers can be seen. Their body
movernents give clues as to meaning, so do the clothes they wear, their
location etc. Background informarion can be filled in visually.

Some teachers, however, think that video is less uscful for teaching
listening than audio tape precisely because, with the visual senses engaged
as well as the audio senses, students pay less artention to what they are
acrually hearning.
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A danger of video is that students might treat it rather as they treat
watching television — e.g. uncritically, lazily. For this (and other) reason(s)
reachers have developed a number of special techniques for videos such as
the following.

Playing the tape without sound: students and teacher discuss what they
see, what clues it gives them and then they guess what the characters are
actually saying. Once they have predicted the conversation, the teacher
rewinds the video and plays it with scund. Were they night?

Playing the tape but covering the picture: this reverses the previous
procedure. While the students Iisten, they try 1o judge where the speakers
are, what they lock like, what's going on etc. When they have predicted
this, they listen again, this time with the visual images as well. Were they
correct?

Freezing the picture: the teacher presses the pause butron and asks the
students what's going to happen next. Can they predict?

Dividing the class in half: half the class face the screen. The other half sit
with their backs to it. The ‘screen’ half describe the visual images to the
wall® half.

There are many more video techniques, of course. See pages 183-4 for
more on video.

Many teachers use video, It brings an extra dimension to the class and
can be most enjoyable. Used carelessly, however, it suon loses any special
quality and becomes instead a kind of second-rate television.

1 In three groups, students listen to three different tapes (witness reports,
phone conversations arranging a meeting etc}. By comparing notes, they
have to work out the truth. This is called ‘jigsaw listening’
{intermediate/advanced)

2 Students listen to a phone message being given. They have to record the

message on a message pad. {elementary)

Students hear sound effects. They use them to construct a story of what

actually happened. (elementary)

Students listen to a mnarrative and have tw plot the characters’

movements on a map. (elementary/upper intermediate)

Students listen to a news broadcast and compare it with a newspaper

report. What are the differences? (upper intermediate/advanced)

Students listen to three poems being read by three different people.

They have to choose a mood/colour for cach and say which they like

best. (intermediate/advanced)

7 Students listen to people describing their occupations. They have to
decide what the people look like and what the occupations are.
(intermediate/upper intermediare)

8 Srudents listen to a story. They have to put some pictures in the correct
order to macch the story. {(elementary/intermediate)

h-l
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Students listen to a recorded message of films, rimes and prices etc., and
decide which film they are going to see when. (elementary/
itterrnediate)

this chapter we have

discussed the reasons for using listening in the classroom — the
need to expose students to different varieties of English, and
different kXinds of listening. We talked about the benefit to
language acquisition.

said that the needs, levels and interests of the students will
determine the kind of listening that teachers use. Although it
should always be realistic, it may not always be absofutely
‘authentic’,

examined the reasons why listening is different, in particular the
fact that speech goes at the speaker’s, not the listener's speed.
provided six principles for listening: the tape recorder is just as
impartant as the tape, preparation is vital, once will not be
enough, students should be encouraged to respond to the content
of the listening, not just the language, different listening stages
demand different listening tasks, good teachers exploit listening
texts ta the full.

locked at four tistening seguences showing how preparation is a
major part of the sequence, and showing how listening leads on to
follow-up tasks.

discussed where video fits in, mentioning some video technigues
and stressing that using video is not an excuse for TV watching.

The next two chapters shaw how to exploit textbooks to the full
and what to think about when plannring a lesson.

in Chapter 13 What if? we look at various problem situations,
including what happens if students just don’t understand the
taped material in a listening class.



use textbooks

re the different options for textbook use?
do adding, adapting and replacing look like?
hy use textbooks at all?

w should teachers choose textbooks?

What are the  When teachers open a page in their textbook, they have to decide

different options whclthcr they sht}];ﬂd use the lles;c}nhun tha; page with rht!'ji‘ cfl_ass.gs

xthoo 9  the language at the right level? Is the topic/content suitable for the

for te  use students? Are there the right kind of activities in the book? Is the
sequencing of the lesson logical?

If the language, content and sequencing of the textbook are
appropriate, the teacher will want to go ahead and use it. If,
however, there is something wrong with the textbook, the teacher
has to decide what to do next. (We will discuss the general issue of
textbook advantages and disadvantages on pages 116-7.)

In his book Making the Most of Your Textbook, the author Neville
Grant suggests four alternatives when the teacher decides the
textbook is not appropriate. Firstly, he or she might simply decide
to omit the lesson. That solves the problem of inappropriacy and
allows him or her to get on with something else.

There's nothing wrong with omitting lessons from textbooks.
Teachers do it all the time, developing a kind of ‘pick and choose’
approach to what'’s in front of them. However, if they omit too many
pages, the students may begin to wonder why they are using the
book in the first place, especially if they have bought it themselves.

Grant’s second option is to replace the textbook lesson with one
of the teacher’s own. This has obvious advantages: the teacher’s own
material probably interests him or her more than the textbook and
it may well be more appropriate for the students. If the teacher is
dealing with the same language or topic, the students can still use
the book to revise that particular language/vocabulary. But the same
comments apply here as for omission. If too much of the textbook
is replaced, both students and teacher may wonder if it is worth
bothering with it at all.

The third option is to add to what is in the book. If the lesson is
rather boring, too controlled, or if it gives no chance for students to
use what they are learning in a personal kind of way, the teacher may
want to add activities and exercises which extend the students’
engagement with the language or topic.

Addition is a good alternative since it uses the textbook’s
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strengths but marries them with the teacher’s own skills and perceptions of
the class in front of him or her.

The final option is for the teacher to adaps what is in the book. If a
reading text in the textbook is dealt with in a boring or uncreative way, if
an imvitation sequence is too predicrable or if the teacher simply wants to
deal wath the matertal his or her way, he or she can adapt rhe lesson, using
the same basic material, but dotag it in his or her own style.

Using textbooks creatively 1s one of the premier teaching skills. However
good the material is, most experienced teachers do not go through it word
for word, Instead, they use the best bits, add to some exercises and adapt
others, Sometimes, they replace textbook material with their own ideas - or
ideas from other teachers and books — and occasionally they may omit the
textbook lesson complerely.

What do adding,
adapting and
replacing look
like?

In the following four examples, we are going to show how textbook
matetial can be used creauvely by teachers.

Example 1. addition (intermediate)

Maost textbocks have word lists, sumetitnes ar the back of the book,
sometimes at the end of a unit or a section. These are usually ignered,
except by some students who often write inaccurare translations of the
words. Teachers seldom touch them. Yet here is a chance to add to what the
textbook provides in enjoyable and useful ways.

The following wordlist occurs after three lessons of intermediate

rmaterial.
admire exciting kiiler professor
attendance experience law protecticn
attractive factar leader record
bad fair-haired lovely rugged
beautiful fair-skinned lower SCENIC
boring fantastic magnificent sick
cute fascinating Melanin skin cancer
dangerous flight memaorable sang
dark-haired attendant motorway striking
dark-skinned freckles moving stunning
die gang newscaster sunburnt
doctor good-locking picturesque surntanned
dramatic handsome pig trust
eiegant Hhpressive place ultraviolet
event interesting pretty uhmemaorable

victim

There are immediately things that we can do with such an apparently static
collection of words. They fall into three categories: personal engagement,
word formation, and word games.

11z
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Personal engagement: the teacher can ask students to discuss questions
like “Which words have a positive meaning? Which words have a negative
meaning? After they have discussed this with other students, they might
come up with ‘attractive’ and ‘magmificent’ as positive words and
‘dangerous’ and ‘sunburnt’ as negative words. The teacher then asks the
same question about the words in these phrases: ‘dangerous game’,
‘dangerous lover', ‘dramatic success’, ‘dramanc failure’, ‘expensive outht’,
‘expensive train ticket’ etc., to show how words change their connotation.

The teacher can ask students to list their five favourite waords from the
list — words that appeal to them because of their meaning, sound, spelling
ete.

The teacher can ask whether any of the words look or sound Iike words
in their language and whether they mean the same. This is especially useful
for other Romance languages.

Finally, the teacher can ask students which words will be most useful w
them in the furure. *

All of these guestions ask the students to almost physically Engage with
the meaning of the words — and what the wards say to them. The word hst
has immediately become dynamic, not static.

Word study: the teacher can ask a number ot questions about how the
words are constructed. Snudents can be asked to make a list of words which
are stressed on the first, second or third syllables. They can be asked how
many of the adjectives can be changed into verbs and/or what endirnygs the
verbs would need if they were changed into adjectives. They can be asked
to identify compound words {made up from two words — eg ‘dark-
skinned’, ‘skin cancer’, 'suntanned’} and say how they are formed.

There are many other possible activities here: how we make contrary
meanings by adding ‘un-' or ‘in-" for example, how we give adjectives a
comparative form, which of the verbs are ‘regular’ and what sound their
past tense endings make etc. In each case, using a word list reminds
students of some of the rules poverning words and their grammar.

Word games: after a discussion about headlines, the stadents are asked 1o
use words from the list in headlines for a bad tablowd newspaper, e.g.
‘Artractive docter in dramatic motorway experience!’

The word list can be used for ‘expansion’ too. The tcacher gives the
students a sentence like “The man kissed the woman' and asks them to
expand it using words from the list and adding any necessary grammar
words too. They might produce something like “The atractive fair-haired
man with dramatic bur elegant suntanned freckles kissed the fascinating
pretty flight artendant in front of the dangerous woman on the motorway’.

There are many other game-like activities. Their purpose 15 1o get
students using and playing with the words in a word list — something often
seen as dreary and uninteresting.

Exampte 2: adaptation (elementary/pre-intermediate)
In this example, the teacher decides that though there is absolutely
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nothing wrong with the textbook page in front of him, he wanes to do it
differently, perhaps for motivational reasons, perhaps just because he'll
enjoy it more or because he thinks the students need the kind of role-play
activity he is planming.

In the textbook he 15 using, the students are studying a unit called
‘keeping the customer satisfied’. In the last class, they discussed whether
they agreed that ‘the customer 1s always right’. They studied words (like
‘pobite’ and ‘rude’} with positive and negative meanings. They did =
‘customer service’ questionnaire about places they knew and they listened to
people talking about good and bad service. In groups, they discussed
whether staff needed different qualities in different places. The next page
of the textbook s reproduced on page 115,

Instead of having students discuss the implicavions of the bank
manager's decision to dress informally, the teacher tells them that they are
going to write telephone dialogues tor the following situanon: an important
custorner has complained 1o the head office of "The Old Trusted Bank’
hecause his local bank manager was wearing jeans and a sweatshirt when
the custorner had a meeting with him or her the other day. Why did he do
it? What's wrong with it? The personnel director from the head office rings
up the bank manager to discuss the issue.

After students have written the dialogues, they read/act them out and
the students are asked who they agree with: the head office or the manager?

In groups, they now role-play a head office meeting in which a
committee decides whether to let staff dress informally or not. While they
are doing this, the teacher goes around listening. If he hears that students
use ‘will’, ‘might’ or ‘won’t’ perfectly correctly, he moves on to the next
section of the book. If students either don't use these verbs correctly (as he

cts them not to) or if they hardly use them at all, he gets them to open
the book and do exercises 1 to 3. He might then finish the sequence by
having students write from the head effice to the local bank manager
telling him or her what they think about informal clothes and what they are
going to do abour it.

The teacher’s use of role-play, letter-writing etc. is neither better nor
worse than the marerial in the textbook: it is simply different because the
teacher thought it would be more appropriate for a particular group of
students and their teacher on a particular day.

The example shows how a teacher takes an original textbook idea, adapts
it, putting in his own activities whilst staying faithful to the language and
topic of the writers. He is perfectly happy to use the material (exercises 1-
3) if necessary but simply wants to give the lesson his own ‘spin’.

Example 3: replace {lower intermediate)

In this example of replacing textbook material with a teacher’s own ideas,
the teacher’s decision to try and find his own material leads ro 2 radically
different type of lesson.

The textbook he is using wants students to practise the ‘would like’
construction in sentences like ‘T'd like to live in a sunny country’, ‘She'd like
to live on her own’, ‘"Theyd like to move to Kansas’ etc. The material looks
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A CHANGE OF IMAGE i 1 ' :

1 Discuss these questions in groups.
1. Have you got 3 bank sccount? If so, what i ie?
2. Do you usually go to a bank for money or do you
use cash machines?
3. How often do you take out money?

2 The man in the picture is a bank manager.
l‘htﬂhmuﬂ_ﬂﬂhw

i
:
1

3 Can oﬁﬁmnﬂhm--ﬂm
h’:_“hm ;

. In your groups, choose one of two of
the f -u--u-lnn

From True to Life Pre-Intermediate by Ruth Gairns and Stuart Redman
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perfectly all right, but he fears that both he and his students will find it a
bit boring. Insread, he decides to combine the structure practice with an
idea he has had and wanted to use for some time.

At the beginning of the class, he asks students whether they like music
and if so, what kind. Eventually {depending on the discussion), he tells
them thar they are going to listen to four different pieces/exrracts and for
each one, they should complete the following chart, working on their own.

piece 1 piece 2 1 piece 3 piece 4

colour

maod

thermometer
01067 ; |

Where would you ‘
like to hear it?

Who would you like

to hear it with? ‘

b ik ——

For the colour box, they should say what colour the music is {green, red,
light blue etc.). They should then say what mooed the music is (happy, sad,
angry etc.) and what temperature 1t causcs for their own persoual
thermomerer (does it leave them cold ar fire them up?}

When the teacher has played the four extracts, students compare thewr
answers — probably in pairs first so that the teacher can then ask if anyone
wants to tell the ciass about it. Finally, students can wrire a paragraph
describing one of the pieces of music, e.g.

The extract from the Ebony Concerto was black and red to me. It was angry
and funny at the same time and it made me quite excited. i"d like to hear it
in & jazz club, | think, and I'd like to take my brother with me. | think it's his
kind of music.

This kind of replacement activity, if used sparingly, is really good for the
teacher and the class. It completely changes the armosphere and its
unusualness makes it memorable. The students practise the langnage the
textbook wants them to, but in a completely different context.

In this particular case, a lot depends on the music you choose. The four
extracts must be different one from the other, and they must be extracts
which provoke strong reactions,

There are some teachers who have a very poor opinion of textbooks. They
say they are boring, stifling {for both teacher and students} and often
inappropriate for the class in front of them. Such people want to rely on
their own ideas, snippets from reference books, pages from magazines, 1ideas
from the students themselves and a variety of other sources.
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Most teachers and students would recognise the truth behind these
criticisms of textbooks — whether they teach language, mathemarics, or
geography. They are sometimes uninteresting and lacking in variety, for
example, and all teachers can remember times when they saw the way a
textbook treated a piece of language or a reading text and thought they
could do it much berrer themselves. Added to this must be the ever-
present danger that both teacher and students will get locked into the
book, using its content as the only material which is taken into the
classroom, always approaching a piece of teaching and learming in the way
the book savs it should be done. In such circumstances, the book becomes
like a millstone arcund the necks of all concerned, removing, as it does, the
very possibility of Engagement which its writer(s) hoped to provoke in the
first place. As a result, some teachers take the decisicn to do withour
textbooks altogether, a decision which may well be of benefit to their
students if, and only if, the teacher has the experience and time to provide
a consistent programme of work on his or her own and if he or she has a
bank of marerials to back up the decisions that are taken. Such a decision
will need the agreement of the students tco.

For the vast majority of teachers who do use them, textbooks are just
collections of material. However well they are planned, they can be
inappropriate for teachers and students who should approach them with a
degree of heaithy scepticism which allows them not only to assess their
contents carefully but also to use the textbooks judiciously for their own
ends, rather than have the textbook use and control them.

Dlespite these worries about the dangers of textbook use, it should be
pointed out that students often feel more positive about textbooks than
some teachers. For them, the textbook is reassuring. It allows them to look
forward and back, giving them a chance to prepare for what's coming and
review what they have donc. Now that books tend to be much more
colourful than in the old days, students enjoy looking at the visual material
in front of them.

For teachers too, textbooks have many advantages. In the first place,
they have a consistent syllabus and vocabulary will have been chosen with
care, Good textbooks have a range of reading and listening material and
workbooks, for example, to back them up. They have dependable teaching
sequences and, at the very least, they offer teachers something to fall back
ont when they run out of ideas of their own.

It is precisely because not everything in the textbook is wonderful - and
because teachers want to bring their own personality to the teaching task
~ that addition, adaptation, and replacement are so important. That 1s
when the teacher’s own creativity really comes into play. That's when the
dialogue between the teacher and the textbook really works for the benefit
of the students.

At many stages during their careers, teachers have to decide what books to
use. How should they do this, and on what basis will they be able to say
that one book is better or more appropriate than another?
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There are nine main areas which teachers will want to consider in the books
which they are looking at, as the rable on page 119 shows (the issues are not
in any significant order),

But when compieting the questions from the table, reachers should try to
follow this 4-stage procedure.

Analysis: the teacher can look thmugh the various books on offer,
analysing each for answers to the questions on the next page. It helps to
have a chart to write down the answers for this so that the informarion is
clearly displayed.

Piloting: by far the best way to find a book’s strengths and weaknesses is
to try it out with a class, seeing which lessons work and which don’t. If

teachers are teaching rmore than one group at the same level, they may want
to teach owo different haoks to compare them.

Consultation: before choosing a book, teachers should try and find out if
any of their collcagues have used the book before and how well they got on
with it. Through discussion, they can get an idea abour whether or not the
book is likely to be right for them.

Gathering opinions: anyone who might have an opinion on the book 1s
worth speaking to, from the publisher and bookshop owners, to colleagues
and friends. It 15 also a good 1dea to let students look rhr-:)ugh the book and
see how they react to a first sight of it. If they express a preference which
you agree with, they are likely to be more committed to the textbook.

Although choosing a textbook is an important step, it is what a teacher
does with such a book once it has been selected that really matters.
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quastions to consider

1 price

How expensive is the textbook? Can the students afford it? Will they have to buy
an accompanying workbook? Can they afford both? What about the teacher; can
he or she pay for the teacher's book and tapes?

2 availability

Is the course available? Are all its components {students” book, teacher's book,
workbook etc) in the shops now? What about the next level {far the next
term/semester)? Has it been published? Is it available? What about tapes, videos
etc.?

3 |ayout
and design

Is the book attractive? Does the teacher feel comfortable with it?
Do the students like it? How user-friendly is the design? Does it get in the way of
what the book is trying to do or does it enhance it?

4 methodology

What kind of teaching and learring does the book promote? Can teachers and
students build appropriate £54 sequences from it? 15 there a good balance between
Studdy and Agtivation?

5 skills

Daes the book cover the four skills {reading, writing, listening and speaking)
adequately? is there a decent balance between the skills? Are there opportunities
for bath Study and Activation in the skills work? Is the language of the reading and
listening texts appropriate? Are the speaking and writing tasks likely to Engage the
students’ imerest?

5 syllabus

is the syllabus of the book appropriate for your students? Does it cover the
language points you would expect? Are they in the right order? Do the reading and
listening texts increase in difficulty as the book progresses?

7 topic

Does the book contain a variety of topics? Are they likely to engage the students’
interest? Does the teacher respond to them well? Are they culturally appropriate
far the students? Are they too adult or too childish?

B stereotyping

xoes the book represent people ang situations in a fair and equal way? Are various
categories of peaple treated equaily? Is there sterectyping of certain nationalities?
Dces the book display conscious ar unconscious racism or sexism?

9 teachers
guide

Is there a good teachers guide? Is it easy 10 use? Does it have aill the answers the
teacher might need? Does it offer alternatives to lesson pracedures? Does it contain
a statement of imention which the teacher and students feei happy with?
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Conclusions In this chapter we have

* |poked at four different aoptions for textbock use when for some
reason the teacher decides that (the lesson in} the textbook is not
appropriate for the class: the options (actording 1o Nevilie Grant)
are omit, replace, add and adapt.

* said that textbook use is cne of a teacher’s main skills.

* lpoked at examples of adding to, adapting and replacing textbook
material.

* discussed the criticisms often levelled at textbooks: that they are
boring, inappropriate and lacking in variety, for example. But we
have said that their advantages {clanty, solid progression,
attractiveness) often cutweigh these disadvantages, and that it is
precisely because of some of their perceived defects that teachers
need to use them creatively.

® asked how teachers should choose textbooks and identified nine
areas which they need to consider: price, availahility, layocut and
design, methodolaegy, skills, sylfabus, topic, stereotyping and the
teacher’s guide. We suggested that teachers should investigate
these areas through analysis, piloting, consultation and the
gathering of opinions from students and cofleagues.

Looking ahead * |n the next chapter, How to pfan fessons, we are going to look at
how to decide what to teach for a particular class. Part of the
planning will focus on the best way 1o use the textbook.

* The last chapter looks at problems some or all of which teachers
encounter at various stages of their careers.
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1n?
the aims of a plan?
in a plan?
do we need to ask?

What form should a plan take?

How should teachers plan a sequence of lessons?

Some teachers with experience seem to have an ability to think on
their feet, which allows themn to believe that they do not need to
plan their lessons. However, most teachers go on preparing lessons
throughout their careers, even if the plans are very informal.

For students, evidence of a plan shows them that the teacher has
devoted time to thinking about the class. It strongly suggests a level
of professionalism and a commitment to the kind of preparation
they might reasonably expect. Lack of a plan may suggest the
opposite of these teacher attributes.

For the teacher, a plan — however informal — gives the lesson a
framework, an overall shape. It is true that he or she may end up
departing from it at stages of the lesson, but at the very least it will
be something to fall back on. Of course, good teachers are flexible
and respond creatively to what happens in the classroom, but they
also need to have thought ahead, have a destination they want their
students to reach, and know how they are going to get there.

Planning helps, then, because it allows teachers to think about
where they're going and gives them time to have ideas for
tomorrow’s and next week’s lessons. In the classroom, a plan helps
to remind teachers what they intended to do — especially if they get
distracted or momentarily forget what they had intended. Finally,
planning helps because it gives students confidence: they know
immediately whether a teacher has thought about the lesson, and
they respond positively to those that have.

No plan is written on tablets of stone, however. On the contrary,
the plan is just that — a plan, possibilities for the lesson which may
or may not come about, in other words. Of course, we will be happy
if things go ‘according to plan’, but they often don't. As we said at
the very beginning of this book (page 6), all sorts of things can go
wrong: equipment not working, bored students, students who've
‘done it before’, students who need to ask unexpected questions or
who want or need to pursue unexpected pathways etc. That's when
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a plan?

the teacher has to be flexible, has to be able to leave the plan for however
long it takes to satisfy the students’ needs at that point in the lesson,
Sometimes, the plan has to be abandoned completely and it is only after the
lesson that the teacher can look at 1t again and see if some parts of it are
recoverable fior future lessons.

There is one particular situation in which planning 1s especially
important, and that is when a teacher is to be observed as part of an
assessment or performance review. The observer needs to have a clear idea
of what the teacher intends in order to judge the success of the lesson.

As we saw in Chapter 1, a good lesson needs to contain a judictous blend
of coherence and variety. A good plan needs to reflect this.

Coherence means that students can see a logical pattern to the lesson.
Even if there are three separare activities, for example, there has to be some
connection between therm — or at the very least a perceprible reason tor
changing direction. In this context, it would not make sense to have
students listen to a tape, ask a few comprehension questions and then
change the activity completely to something totally unrelated 1o the
listening. And if the following activity only lasted for five minutes before
something completely different was then attempted, we mught wel]l want to
cali the lesson incoherent.

Nevertheless, the effect of having a class de a 45-minute dnll would be
equally damaging. The lack of variety coupled with the relentlessness of
such a pruocedure would militate against the possibility of real srudent
engagement. However present it might be at the beginming of the session,
it would be unlikely to be sustained. There has to be some variety in a lesson
pericd.

The ideal compromise is to plan a lesson that has an internal coherence
but which nevertheless allows students to do different things.

The kind of plan that teachers make for themselves can be as scrappy or as
detailed as the teacher feels is necessary. If you look at experienced teachers’
notebooks, you may find that they have simply written down the name of
an activity, a page number from a book, the opening of a dictation activity
or notes about a particular student. Such notes look rather empty, but may,
in fact, give the teacher all she needs ro remind her of all the necessary
elements. Other teachers, however, put in much more detall, writing in
what they're going to do together with notes like ‘remember to collect
homework’.

On teacher training courses, trainers often ask for a written plan which
follows a particular format. The formats will vary depending on the tramer
and the course, but all plans have the same ingredients. They say who 15
going to be taught, what they are going to learn or be taught, how they are
going to learn or be taught, and with what.

The first thing such a written plan needs to detail is who the students
are: How many are there in the class? Whar ages? What sexes? What are
they like? Cooperative? Quiet? Difficult to control? Experienced teachers
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have all this information in their heads when they plan; tcachers in
training will be expected to write it down.

The next thing the plan has to contain 15 what the teachers/students
want to do: study a piece of grammar, write a narrative, listen to an
interview, read a passage etc. Looking through a plan, an objective
observer should be able to discern a iogical sequence of things to be
studied and/or activated.

The third aspect of a plan will say how the teacher/students is/are going
to do it. Will they work in pairs? Will the teacher just put on a tape or will
the class start by discussing dangerous sports for example (sec the Eddie
Edwards tapescript on page 107)? Once again, an objective reader of the
plan should be able to 1dentify a logical sequence of classroom events. If
four activities in a row are teacher-led dicrations, we might start to think
that the sequence 1s highly repetitive and that, as a result, the students are
likely to get very demotivated by this incessant repetition. For each
activity, the teacher will usually indicate how long she expects 1t to take
and what classroom matenals or aids she 1s going to use. The plan will say
what is going to be used for the activities: A tape recorder? Photocopies?
An overhead projector?

Lastly, the plan will talk about what might go wrong {and how it can be
dealt with} and how the lesson fits in with lessons before and after it.

In order to be able to say these things, however, we need to go a little
bit deeper and ask some searching questions about the activities we intend
to use.

For each activity we 1ntend to use in the lesson (whether it’s a ro]e—pla}f
about building supermarkets or a writing activity while listening to music),
we need to be able to answer a number of questions in our own minds.

They are:

Who exactly are the students for this activity? As we said above, the
make-up of the class will influence the way teachers plan. Their age, level,
cultural background and individual characreristics have to be taken inro
account when deciding to use an activity. Teachers often have a section

- called Description of the cfass in their plans to remind themselves and/or

show an observer what they know about their students.

Why do you want to do it? There has to be a good reason for taking an
activity into a classroom apart from the fact that the teacher happens to
like it or because it looks interesting,

What will it achieve? It is vitally important to have thought about what
an activity will achieve. How will students have changed as a result of 12
It might give the students a greater understanding of an area of vocabulary.
It might give them greater fluency in one particular topic area, or it might
have the effect of providing students with better strategies for coping with
long and difficulr srories rold orally, for example. It might achieve a change
of atrnosphere in the class, too. If it is difficult to say what an activity
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might achieve, then it may well be that the activity is not worth using. In a
plan, this is often called Aims and most trainers expect the aims to be quite
specific. ‘Writing' is too general an aim for observers to get much of an idea
of what the teacher wants to do, whereas ‘to train students to use

appropriate paragraph construction’ does describe exactly what the teacher
intends.,

How long will it take? Some activities which sound very unaginative end
up lasting for only a very short time. Others demand setting-up time,
discussion time, student-planning time etc. One of the thmgs that
undermines the students’ confidence in the teacher is if they never finish
what they set out to do. One of the things that irritates them mest is when
teachers run on after the bell has gouc because they have to finish an
activity. Thinking about how long an activity will take is a vital part of
planning. Most teachers indicate the intended Timing of an activity in their
plan.

What might go wrong? 1f teachers try and idenrtify problems that might
arise in the lesson, they are in a much better position to deal with them if
and when they occur. The attempt o identify problems will also give the
teacher insight into the language and/or the activity which is to be used.
Teachers often call this Antrcipated problems in their plan.

What will be needed? Teachers have to decide whether they are going to
use the hoard or the tape recorder, an overhead projector or some role cards.
It is also important to consider the limitations of the classroom and the
equipment. In their plans, teachers usually indicate the Traching aids they
are going to use or attach copics of print material the students are going to
work with.

How does it work? If teachers wanted to use the poetry activity on page 76,
how would they actually do it? Who does what first? How and when
should students be put in paits or groups® When does the teacher gmve
instructions® What are those instructions? Experienced teachers may have
procedures firmly fixed i their minds but even they, when they try
something new, need to think carefully about the mechanics of the acuvity.
Teachers often call this Procedure in their plans and indicate what kind of
activity it is, sometimes in note form. For example, “T'Q —— SA means
stages where the teacher leads a question and answer session with the
students, and 'S —— 5" means pairwork

How will it fit in with what comes before and after it? An activity on 1ts
own may be useful, engaging and full of good language. But what
connection, if any, does it have to the activities which come before and after
it> Is there a language tie-in® Perhaps two or three activities are linked by
topic, one leading into the other. Perhaps an activity has no connection
with the one before it: it is there to break up any monotony in a lesson or
to act as a ‘gear change’. The point of answering this question for ourselves
is to ensure that we have some reasonable vision of the overall shape for
our lesson and that it is not composed of unrelated scraps.
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There is no ‘correct’ format for a lesson plan. The most important thing
about 1t is that it should be useful for the teacher and for anyone who is
observing him or her. Some teachers, for example, might write their plan
on cards. Others will preter handwritten sheets from a notepad, others will
type 1t out immaculately on a word progessor.

Some teachers highlight parts of their plan with coloured pens. Some
divide their plans into columns with timings on the left, procedures in the
middle and comments in a right-hand column. Still others have an
‘introduction’ page with facts about the class and the aims of the lesson
before going mto detall,

Some teachers write down exactly what they are going to say and note
down each sentence that the students are going to say. Other teachers use
note-form hints to themselves (e.g. T checks comprehension”) or just
write ‘pairwork’ or solowork’ or ‘whole class’, for example.

When teachers are in training, it will be sensible to take the trainer’s
preferences into account. Practising teachers should experiment with plan
formats until they find one that is most useful for them. By looking ar the
plan in the Task File on page 171 with its strengths and weaknesses, 1t wall
be peossible to come to some conclusions about how to design your own.

In Chapter 1, we discussed the need for variery in classroom activines and
reacher behaviour as an antidote to student {and teacher} boredom. This
means that, when teachers plan a lesson, they build in changes of activity
and a variety of exercises. It may well be rhar the lesson has an overall
theme, but within that theme the students do different rhings. This was
demonstrated by our classroom sequences in Chapter 4 and Chapters
6-10. What was being sought for in each case was a confidence-inspiring
coherence lit up by variety and interest,

The same principles apply to a sequence of lessons strerching, for
example, over two weeks or a month. Once again, scudents will want to see
a coherent pattern of progress and topic-linking so that there s a
connection berween lessons and so that they can perceive some overall
aims and objectives. Most find this preferable to a series of ‘one-off’
lessons,

However, two dangers may prejudice the success of a sequence of
lessons. The first is predictability and the second 1s sameness. Despite the
need for coherence, teachers must remember that if students know exactly
what to expect they are likely to be less motivated than if their curiosity is
aroused. In the same way, they may feel less enthusiastic about today's
lesson if it starts with exactly the same kind of activity as yesterday's lesson.

An ideal rwo-week sequence has threads running through it which are
based on a topic or topics. During the two weeks, all four skills will be
covered appropriately. During the two weeks, the language being taughr
will happen in 2 logical sequence. Most importantly of all, there will be a
range of activitics which bring variety and interest to the learning process.
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Perhaps the most important thing to remember, however, is thar a long
teaching sequence (e.g. rwo weeks) 1s made up of shorrer sequences (e.g. six
lessons) which are themselves made up of smaller sequences {one or two per
lesson perhaps). And ar the level of a teaching sequence we have to ensure
the presence of our three elements, Engage, Study and Aetivare.

In this chapter we have

* discussed the purpose of planning: it helps to focus our minds, it
helps to have something to refer to in the middle of the class, it
shows students that we are professional and that we care.

* said that, whatever the format of a plan, it should tell us who is
geing to learn or be taught, what they are going to learn or be
taught, how they are gaing to do it and what with.

» asked a number of important questions which teachers need to
consider before they start to plan an activity: Why do you want to
do 11? What will it achieve? How long will it take? What might go
wrong? What will you need to do it? How will it fit in with what
comes before and after it?

¢ introduced the terms ‘description of the class, aims, timing,
anticipated probtems, teaching aids, procedures’ as headings which
some teachers use to organise their plans.

* suggested that the actual format of a lesson plan is very much a
matter of personal preference, but that trainers may want to guide
trainees into certain formats.

* In the next and final chapter of this bock, we will turn our
attention to the "what ifs?' of teaching - problems that frequently
crop up - and how to solve them.
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fidents are all at different levels?

e class is very big?

Students keep using their own language?

3t if students are uncooperative?

: What if students don't want to talk?
What if students don’t understand the listening tape?
What if some students-in-groups finish before everybody

else?

One of the biggest problems teachers face is a lesson where the
students are at different levels — some with quite competent
English, some whose English isn't very good, and some whose
English is only just getting started. As with many other classroom
subjects, teachers face this problem every day unless the most
rigorous selection has taken place. What then are the possible ways
of dealing with the situation?

Use different materials: when teachers know who the good and less
good students are, they can form different groups. While one group
is working on a piece of language study (e.g. the past continuous),
the other group might be reading a story or doing a more advanced
grammar exercise. Later, while the better group or groups are
discussing a topic, the weaker group or groups might be doing a
parallel writing exercise, or sitting round a tape recorder listening to
a tape.

In schools where there are self-study facilities (a study centre, or
separate rooms), the teacher can send one group of students off to
work there in order to concentrate on another. Provided the self-
study task is purposeful, the students who go out of the classroom
will not feel cheated.

If the self-study area is big enough, of course, it is an ideal place
for different-level learning. While one group is working on a
grammar activity in one corner, two other students can be listening
to a tape and another group again will be consulting an encyclopedia
while a different set of colleagues is working at a computer screen.

Do different tasks with the same material: where teachers use the
same material with the whole class, they can encourage students to
do different tasks depending on their abilities. A reading text can
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have questions at three different levels, for example. The teacher tells the
students to see how far they can ger: the berter ones will quickly fimish the
first two and have ro work hard on the third, The weakest students may not
get past the first task.

In a language study cxercise, the teacher can ask for sumple repettion
from some students, but ask others to use the new language in more
complex sentences. It the teacher is gerting students to give answers or
opinions, she can make it clear that one word will do for some students
whereas longer and more complex contributions are expected from others.
Lastly, in role-plavs and other speaking or group activiries, she can ensure
thar students have roles or functions which are appropriate to their level.

Ignore the problem: it is perfectly feasible ro hold the belief thar, within a
heterogeneous group, students will find their own level. In speaking and
writing activities, for example, the better students will probably be more
daring, in reading and listening, they will understand more completely and
more quickly. However, the danger of this position is that students will
cither be bored by the slowness of their colleagues or frustrated by their
mability o keep up.

Use the students: sume teachers adopt a steategy of peer help and teaching
5o that better students can help weaker ones. They can work with them n
pairs or groups, explaining things, or providing good models of language
performance in speaking and writing. Thus, when teachers pur students in
groups, they can ensure that weak and strong students are put together.
However, this has to be done with great sensitivity so that smdents don't
get alienated by their over-knowledgeable peers or oppressed by their
obligatory teaching role.

Many teachers, faced with students at different levels, adopt a mixrure of
solutions like the ones we have suggested here.

In big classes, it is difficult for the teacher to make conract with the
students at the back and it 1s difficult for the students to ask for and receive
individual attention. It may seem impossible to organise dynamac and
creative teaching and learning sessions. Frequently, big classes mean that it
is not easy to have srudents walking around or changing pairs etc. Most
lmportantl}?, big classes can be gquite intimidating for Inexperienced
teachers.

Despite the problems of big classes, there are things which reachers can

de.

Use worksheets: one solution s for teachers te hand out worksheers for
many of the rasks which they would normally do with the whole class —if
the class was smaller. When the feedback stage is reached, reachers can go
through the worksheets with the whole group — and all the students will ger
the benefit.

Use pairwork and groupweork: in lrge classes, pairwork and groupwork
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play an wmponant part since they maximise student participation. Even
where chairs and desks cannot be moved, there are ways of domg this: first
rows turn to face second rows, third rows to fare fourth rows etc.

When using pairwork and groupwuork with large groups, it is important
te make 1nstructions especially clear, to agree how to stop the actwvity
{many teachers just raise their hands until students notice them and
gradually quieten down) and to give good feedback.

Use chorus reaction: since 1t becornes difficult 1o use a lot of individual
repetition and controlled practice in a big group, it may be more
appropriate to use students mn chorus. The class can be dinded into two
halves - the front five rows and the back five vows, for example, or the left-
hand and right-hand sides of the classroom, Each row/half can then speak
a part in a dialogue, ask or answer a question, repeat sentences or words.
This is especially useful at Iower levels.

Use group leaders: teachers can enlist the help of a few group leaders.
They can be used to hand out copies, check that everyone in their group
{or row or half) has understood a task, collect work and give feedback.

Think about vision and acoustics: big classes often are (but not always)
1 big rooms. Teachers have to make sure that what they show or wnite can
be seen and that what they say or play to rhe whole group can be heard.

Use the size of the group to your advantage: big groups have
disadvantages of course, but they also have one main advantage — they are
bigger, so that humour, for example, is funnier, drama is more dramatic, a
good class feeling is warmer and more enveloping. Experienced teachers
use this potential to organise exciting and nvolving classes,

Ne-one chooses to have a large group: it makes the job of teaching even
more challenging than it already is. However, teachers do find themselves,
in various teaching situations around the world, dealing with groups of
thirty, or fifty, or even sometimes above and beyond 2 bundred students.
Some of the suggestions above will help to turn a potential disaster into
some kind of a success.

One of the problems that tcachers sometimes face with students who all
share the same native language is that they use their native language rather
than English to perform classroom tasks. This may be because they want
to communicate something important, and so they use language n the
best way they know! They will almost cerrainly find speaking n their
language a lot easier than struggling with English.

But, however much teachers might sympathise with their students, the
need to have them practising English (rather than their own language)
remains paramount.

There are a number of things that can be done in this situation.

Yalk to them about the issues: teachers can discuss with srudents how
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they should all fecl about using English and/or their own language in ihe
class. Teachers should try to get their students’ agreement that overuse of
their own language means that they will have less chance to learn English;
that using their own language during speaking acovities dernies them
chances for rehearsal and feedback.

Encourage them to use English appropriately: teachers should make 1t
clear that there is not a total ban on their own language — it depends on
what's happening. In other words, a httle bat of the students’ natve
language when they're working on a reading text is not too much of a

problem, but a speaking Activase exercise will lose its purpaese if not done in
English.

Only respond to English use: tcachers can make it clear by their behaviour
that they want to hear English. They can ignore what students say in their
own language.

Create an English environment: teachers themselves should speak
English for the majority of the time, so that, together with the use af
listening material and video, the students are constanily exposed to how
English sounds, and what it feels like. Some teachers anglicise their
students’ names too.

Keep reminding them: teachers should be prepared to go round the class
during a speaking exercise encouraging, cajoling, even pleading with them
to use English — and offering help if necessary. This techmgque, often
repeated, will gradually change most students’ behaviour over a period of
time.

All expericnced teachers will remember students they have not enjoyed
working with, and most teachers can recall times when students were
deliberately uncooperative, sometimes to a point of great discornfort for the
teacher.

Lack of cooperation can take many forms: constant chattering in class,
not listening to the wacher, failure to do any homework, blunt refusal to do
certain activities, constant Jateness and even rudeness. Sometimes, things
get so bad that students complain to someone in authority.

There are a number of things teachers can do to try and solve the
problems of uncooperative classes.

Talk te individuals: teachers can speak to individual members of the class
outside the classroom. They can ask them what they feel about the class,
why there's a problem and what they think can be done about it.

Write to individuals: the same etfect can be achieved simultaneously with
all students by writing them a (confidential) letter. In the letter, the teacher
says that she thinks there's a serious problem in the class and that she
wants to know what can be done about it. Students can be inwvited to
write back in complete confidence. The replies which are received
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{and not all students will reply) will show what some of the problems are,
The only disadvantage to having students write to the teacher
individually is that the teacher then has to write back to each of them!

Use activities: tcachers can make it clear that some of the more enjoyvable
activities which students like to do wall Gnl}r be used when the class is
functioning properly. Otherwise, they will be torced to fall back on more
formal teaching and Janguage studw.

Enlist help: teachers should not have to suffer on their own! They should
talk to colleagues and, if possible, get a friend to come and cbserve the
class to see if they notice things that the reacher himself or herself 1s not
aware of.

Make a language-learning contract: teachers can talk directly to the
students about issues of teaching and learning. They can get the students’
agreement to ways of behaving and find out what they expect or need from
the teacher. This is the forming of a language-learning ‘contract’ and
subjects covered can include such things as when the students should not
use their language, what teachers expect from homewaork, arriving an time
etc. But teachers will have to bind themselves to good teacher behaviour
too.

When the contract is concluded, it forms a behaviour blueprint for
everyone, and if students have said that they don't want people to talk in
class all the time, for example, then they are likely to ensure that it docsn't
happen often.

Many teachers have come across students who don't seem to want to talk
in class. Sometimes, this may have o do with the students’ own characters.
Sometimes, it is because there are other students who dominate and
almost intimidate. Sometimes, it is becatise students are simply not used
to talking freely — for reasons of culture and background. Perhaps, in their
culture, women are traditionally expected to remain quiet in a mixed-sex
group. Perhaps their culture finds in modesty a positive virtue. Perhaps
they suffer from a fear of making mistakes and therefore ‘losing face’ in
front of the teacher and their peers.

Whatever the reason, it makes no sense to try and bully such students
into talking. It will probably only make them more reluctant to speak.
There are other much better things ro try.

Use pairwork: pairwnrk {and groupwork) will help to provoke quiet
students into talking. When they are with one or perhaps two or three
other students, they are not under so much pressure as they are if asked to
speak in front of the whole class.

Allow them to speak in a controlled way at first: asking quiet students for
instant fluency may be doomed to failure, initially. It is better to do it in
stages, as in the following example. The teacher can dictate sentences
which the students only have to fill in parts of before reading them out.
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Thus, the teacher dictates '"One of the most beautiful things I have ever
seen 18 ... and the students have to complete 1t for themselves. They then
read our their sentences, e.g. ‘Une of the most beautiful things T have ever
seen 15 Mount Fuji at sunset’ cte. '

In gencral, it may be a good idea to let students write dowao what they
are going to say before they say it. Reading sentences aloud does not
demand the kind of risk-taking fluency which spontaneous conversation
does. But aonce students have read out their sentences, the teacher or ather
students can ask them questions. Psychologically, they are more likely to be
able to respond.

Use “acting out” and reading aloud: getting students to act out dialogues is
one way of encouraging quiet students. However, acting out does not just
mean reading aloud. The teacher has to work with the scudents like a drama
coach, working out when the voice should rise and fall, where the emphasis
goes, what emotion the actor should try to convey. When the student then
acts out the role, the teacher can be confident that it will sound good.

Use role-play: many teachers have found that quiet students speak more
freely when they are playing a role — when they are not having ta be
themselves, in other words. As in our exammple on page 92, the use of role
cards allows students to take on a new identity, one i which they can
behave in uncharacteristic ways. [t can be very liberating,

Use the tape recorder: if teachers have time, they can rell students to record
what they would like to say, outside the lesson, The teacher then listens to
the tape and points cut possible errors. The student now has a chance o
produce a more correct version when the lesson comes round, thus avoiding
the embarrassmenr (for them) of making mistakes.

In Chapter 2, we said that a good student shows a willingness to
experiment, to ‘have a go'. Some students, however, feel inhibited about
this, especially where speaking is concerned. The activities above are ways
of getting them to change.

Sometimes, despite the teacher’s best judgement — or the judgement of a
textbook writer — listening material on tape seems to be too difficult for
students to understand. However many times the teacher plays the tape
{and after the third or fourth listening, the teacher and the students will be
getting fairly desperate), it juse doesn’t work. The teacher abandoms the
activity and a general depression ensues.

There are a number of alternatives to this scenario which might help.

Introduce interview questions: if students find (or will find) an interview
difficult, they can be given the questions first and encouraged to role-play
the interview hefore listening to it. This will have great predictive power.

Use ‘jigsaw listening™: different groups can be given different taped
excerpts (either on tape or — for some of them — as tapeseripts). When the
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groups hear about each others extracts, they can ger the whole picture by
putting the ‘gsaw’ peces together,

One task only: studenrs can be given a straighttorward task which does
not demand too much detailed understanding. A uscful possibility 15 to get
them to describe the speaker on the tape — the sound of the voice wall
Suggest sex, age, status ete.

Play a/the first segment only: instead of playing the whole tape, teachers
can just play the first segment and then lee students predict what’s coming
next. Our third example in Chapter 10 (see pages 104-6) was a version of
this.

Use the tapescript (1): it can be cut into bits, The students put them in the
right order as they listen.

Use the tapescript (2} the students can look at the rapescript of the first
segment to give them confidence and ensure that they know what the tape
15 about.

Use the tapescript (3): students can read the tapescript before, during and
after they listen. The rapescript can also have words or phrases blanked
out.

Use vocabulary prediction: students can be given 'key’ vocabulary betore
they listen again. They can then be asked ro predict what the tape will be
about and, because they now know some of the words, they may well
understand more.

When teachers put students in groups and ask them to complete a task -
designing a poster, discussing a reading text etc. — they can be sure that
some groups will finish before others. If the activity has a competitive
element {for example, who can solve a preblem farst), this is not a worry.
But where no such element is present, the teacher is put in 4 quandary:
should he stop the activity (which means aot letting some finish) or let the
others finish (which means boring the people who finished fiest}?

As in so many other cases, common sense has to prevail here. If only one
group finishes way before the others, the teacher can work wath thar group
ar provide them with some ‘spare activity' material. If only one group 1s left
without having finished, the teacher may decide to stop the acrivity
anyway — because the rest of the class shouldn't be kept waiting.

One way of dealing with the problem is for the teacher to carry around
a selection of 'spare activities’ — little worksheets, puzzles, readings etc. -
which can be done quickly (in just a few minutes) and which will keep the
carly-finishing students happy until the others have caught up. Another
solution is to plan extensions to the original task so that, if groups finish
early, they can do extra work on it.
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Conclusions

In this chapter we have

talked about the problem of teaching mixegd ability classes,
suggesting either different material, different tasks, ignoring the
praoblem or using students as ways of dealing with it.

discussed the issue of large classes, suggesting ways of coping with
them such as using worksheets, using pairwork and groupwork,
using chorus reacticn, using group leaders, thinking about vision
and acoustics, and using the size of the group to your advantage.
looked at soluticns to the problem of students using their own
language when we want them to be using English. We suggested
talking to students about the issue, encouraging them to use
English appropriately, only responding to English use, creating an
English anvironment and continuing to remind them of the issue.
studied the issue of uncooperative students, suggesting that where
there is trouble we can talk to individuais, write to individuals, use
activities, enlist help and get agreement on a language-learning
contract.

faced the prablem of students who are reluctant to speak. Possifile
solutions included using pairwork, allewing students to speak in a
controlted way first, using acting out and reading aloud, and using
role-play.

worried about situations where students are having real trouble
with listening material. Among many alternatives, we can give
them interview questions before they listen {again), give them
different bits of the tape 'jigsaw’, concentrate on one simple
listening task only, only play the (first) bit of the tape, use the
tapescript in a variety aof ways and, finally, get students to predict
listening content by giving them key vocabulary.

suggested that teachers should always have some spare activities
‘up their sleeve’ for situations where some groups finish long
before others.
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The material in this section can be photocopied for use in limited
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restrictions on photocopying.
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Task file

Introduction

* The exercises in this section all relate to topics which are discussed in
the chapter ic which the exercises refer. Sore expect definite
answers while others ask only for the reader’s opinions.

* These tasks are a mixture of gereral and/or specific exercises,

General exercises are those for which no specialised knowledge is
required, e.g.

A why is it difficult to describe a good learner? [page 7]

[

Think of two successful learners you know {excluding yourself). What
positive gualities did/do they share?

2  What do you think it takes to be a good student in the following areas?
art boxing driving mathematics medicine swimming the violin
How many qualides apply to all the disciplines?

Specific exercises are those which ask readers to interact with the
technical aspects of teaching which are being discussed, e g

|[ D wha teaching models have influenced current teaching
; practice? {page 20]

Answer these questions after reading the chapter.

a What do the following initials stand for?
1CLT 2PPP 37BL

b What connection do the models in (a} have with the following?
1 Straight Arrows lessons
& Boomerang {essons

-.___‘\‘:trirchwork lessans

—-.-———'—'-—-——.___.r-*—-"“'-m_d———-——-’r'h_-

* Not ail tasks are so clearly general or specific. Much will depend on
the reader and what knowledge he or she brings to the task.

Tutors will, of course, decide when [and if} it is appropriate to use the
tasks in this section. Readers on their own can look at the tasks at any
stage, but where they are clearly more specific they may want to

leave thern until they have read the relevant (section of the) chapter in
the book.
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Chapter |

How to be a good
teacher

A

1

What makes a good teacher? [page 1]

Think of two good teachers from your past. ¥What personal qualines
do/did they share?

Rate the following teacher qualities in order of importance (1-8).

5:' They are good-fooking. W They are very entertaining.
They can controf the class : They give interesting classes.
They know their students. ) They can keep controd,

Thay prepare well. [ They know their subject.

How should teachers talk to students? [page 3]

You want to tell a low-level class about what you did last weekend.
Write down the kind of language you might use.

Rate the following statements D (= totally disagree} to 5 (= totally
agree).

a Teachers should speak very sfowdy and clearly to their foreign-language
students.

b Teachers should always use well-constructed senterices when they
speak to their students.

¢ Teachers should speak to their students fike parents talk to their young
children.

d Teachers should speak normally to their students — as if they were
talking o their own friends.

¢ Teachers should only say things to students whick the students will
understand (otally.

ocoooQo

How should teachers give instructions? [page 4]

Put a tick {v} in the boxes if you think the instructions are good.
Teacher: Now ! want you to work in pairs ... yes {gesturing) ... that’s
right .. you two ... you two .. you two. Good. Now listen carefully. { wani
you to read this text {holding up the book and pointing to it) on page
26 and answer the questions _. OK? Now then, flona, what's the page? ...
Good ... What are you going to do, Danuta ... ?

{_)] Teacher: OX, tkis is the deai — and I hope you really enjoy this 'cos 7
spent a lot of time planning it, you know, in the flat when I shoutd have
been watching sport on my new Flatpic 2 TV - great programme —
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anyway, where was I, yes, well, because F'm ideologically committed to
cooperative work, [ thought you could probably access this grammar
problem vourselves, by looking it up in your book in groups. OK7

I:I Teacher: {sitting at desk, loaking at his/her notes}. Open your books
ont page 28, What's the answer fo question f7

D Teacher: (holding up large picture): Right, we 're going fo do something
a hit different now Fumiko . everybody ... are you listening? Good.
Right. Now ask me gquestions about the pictire (pointing to the picture,
gesturing) . guestions with ‘what' . Anybody? Yes, Fumiko?

2  Whar information would you have to get over if you wanted to explain
how to

a change a tyre? B use a cash machine? ¢ fry an egg?

Write the instructions you would give to a low-level group of students
for one of these procedures.

I3  Who should talk in class? [page 4]

1 [n a class of twenty students and one teacher how much speaking time
will each student have in a 50-minute class (if they are working all
together)?

2 Make 3 list of advantages and disadvantages of the teacher talking in an
English class.

E What are the best kinda of lesaon? [page 5]
1 Complete the following sentences about you.

a When [ was at school, the best lessons were ... .
b The best fesson [ have ever observed was .. .
< [ think the best kind of {essons that f can give are ... .

2  Give the following staternents a score of 0 (= 1 disagree) to 5 (= [ totally
agree).

a Good teachers keep students guessing about what they are going 16 do
next.

b Teachers should be predictable, not ararchic.

¢ The worst kind of teacher is the one who does the same thing every

class. a
d Good teachers always look smarl.
¢ Good reachers are aiways interesting. W

F How important is it to follow a pre-arranged plan? [page 5]
Re-write the following paragraph so that it reflects your own opinions.

Good reachers plan their closses minutely so that everything they do is pre-
arranged. Once they are in the classroom, they follow their plan without
deviation, always watching out for irrelevancies which the students may bring
up and which would disrupt the plan.
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(hapter 2

l_

ow to be a good

learner

A
1

Why is it difficult to describe a good learner? [page 7]

Think of two successful leamers you know (excluding vourself). What
positive qualites did/do they share?

What do you think it takes to be a good student in the following areas?
art baxing dnving mathematics medicine swimming the viclin

How many qualities apply to all the disciplines?

How important is the students’ motivation? [page B]
Re-write these sentences so that they reflect your own opinion,

a It is very difficult for teachers 1o motivate students who are not interested in
their subject.

b Teachers do not have to worry about the continuing motivation of students
who are already motivated.

¢ You can only learn a language successfully if you love the cuiture of the
language.

d ! am interested in fearning a foreign language because f want a job.

Think of a group of students. What would be motivating and de-
motivating in the following areas?

activity linguistic content teacher’s behavicur lopic teacher’s attitude

Who is responsible for learning? [page 9]

List the things you would put in a self-study centre for students if you
had unlimited money. What would each item be designed te de?

Lock at the following activities for students. What are they designed to
do? How well do you think they achieve their aim?

a When you come across a word you don't know in a reading text do you
* look the word up in a dictionary straightaway?
* try and guess the meaning of the word and keep reading?
* underiine words you don't understand as you go along ond ask the
reacher iater?

& List your ten favourite new words from units 20-25.
Which do you think is the best approach?
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What characteristics do good classroom learners share?
[page 10}

Are you a good leamner? List your own positive characteristics and the
ones which you think make you less successful.

Rate the following learner qualities in order of importance from
I {= most important) to 10 (= least important).

getiing to class on time

liking English

being cargful about physical appearance

asking questions

having a go al every opportunity

reflecting on how individual learning takes place
doing homework

laoking for examples of English vutside the classroom
learning how to use dictionaries and grammar books
gefting enough sleep

OO00000000)

What other gualities would you add?

What's special about teaching adulis? [page 10]

Make an advantages/disadvantages grid for children, adolescents and
adults.

Who do you think is being described in the examples? Put € = Children,
A = Adolescents, Ad = Adults or 7 = Don't know in the boxes.

[ A smair group of students come to see you and say that they're finding
learning English much more difficult than they had hoped. They want 1o
stop the classes.

After a lesson, a group of students come o see you and say ‘We don’t fike
the way you 're teaching. We want more grammar’.

One of the students” favourite activities is the chanting of rhythmic
sentences fo emphasise good proruncigtion.

Students get really excited when you offer ta let them sing a song.
Students play tricks such as hiding under desks and giving the wrong
names when you are taking the register.

When you arrive late for class, some of the students are quietly gefting on
with their work,

When you ask a student to come ou! to the front of the class to take part
in @ demonstration, he is extremely refuctant to dé 50 because he is 50
FRervoLs.

You gst students in groups 1o play a board game adapted from a general
knowledge quiz. They are reluctant to play the game.

You get students to write poems on the subject of friendship and you are
surprised and moved by their work.

o0 Ccoo0oo
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F What are the different levels? [page 12}

1 Look at these descriptions of student competence. What level is being
described 1n each case, do you think?

iower intermeas ate

........................... Js beginning to be able to use English for basic
everyday needs.

........................... Knows or remembers a few words or phrases.
Can even sriag wogether a very basic question
oF Sentence.

........................... Knows virtually no English.

........................... Lises a limited range of language, sufficient for
basic everyday practical needs.

........................... {se5 o wide range of language {with some
confidence) in afl but the most demanding
STRQTONS.

........................... [fses @ moderare rate of language, sufficient far
mast practical needs and personal
coRversarions.

........................... Uses a very narrow range of English.

{Adapted from the Bell English Language Learning Scale, Bell Language
Schools}

2  What three differences can you think of between

a a beginner and an advanced student?

b an elementary student and on upper-intermediate student?
¢ a beginner and a false beginner?

d a faise beginner and an intermediate student?

&  How should we teach the different levels? [page 13]

What level are these activities appropriate for? Put B = Beginner,
I = Intermediate or A = Advanced in the boxes. Some may be
appropriate at more than one level

(A Students write and assembie the front page of an imaginary newspaper
with stories you have given them and others they make up.

() Students fisten to a diglogue between a raitwoy official and a tounist
asking for information.
Students fisten fo an interview with an actor talking about how she got
started.
Students practise introducing themselves with language such as 'Pleased
to meet you', ‘Hello, my name’s Karen’.

(Y Students practise repeating / saying words with the /= / sound. e g. cab,
sgnd, bgt, gnd, gt etc.
Students pul together @ radio commercial for a new kind of shoe
Students report back on an unsimpiified work of English-fanguage ficrion.
Students role-play choosing a dress in a clothes store.
Students watch a video of a documentary about global warming.
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Chapter3

How to manage
teaching and learning

A How should teachears use their physical presence in class?
[page 15]

How should teachers use their voices in class? {page 16]

1 Give a rating of 1 (= just right) to 5 {= absolutely terrible) for a teacher
you remember well.

appearance
audibifity
clanty
general presence in class
movement in class
D vocal guality

In the case of a low score, explain your reasons.
Now scare yourself as you are or are likely to be.

2  Try to comnplete this chart with situations/ activities which might be
appropriate for the behaviour described. If you cannot put anything in
the cclumn, explain why not.

teacher behaviour appropriate situations

the teacher shouts

the teacher is at the
back of the class

the teacher i5 at the front
of the class

the teacher is *sithng’ on a
table round which four
students are working

the teacher is sitting on the floor
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B  How should teachers mark the stages of a lesson? [page 17]
1 LUsing your memory, experience and imagination, think of

a three good ways of starting any lesson.
b three good ways of ending any lesson.

2 Nurnber the following ways of regaining the initiative in a noisy class in
order of personal preference and give your opinion of their
effectiveness {1 = most effective, 7 = least effective).

a The teacher blows a whistle.

b The teacher claps his or her hands.

¢ The teacher raises his or her hand, expecting students to raise their
hands and quieten down.

d The teacher shouts at students o be guiet.

e The teacher stands on a table and shouts at students to be guiet.

f The teacher speaks quietly in the hope that students will quieten down
to listen.

E The teacher stands in front of the class with arms folded, fixing the
students with a bafeful stare. The teacher wails.

C 0 o000 00

C What’s the best seating arrangement for a class? [page 18]

1 Do you agree or disagree with the following statements? Give your
TEASONS.

a Classes where students sit in straight rows are easier {o control.

b Classes where students sit in straight rows are old-fushioned and stop
peapie learning.

¢ Having students in straight rows is the best way to teach a large class.

d It is imporiant for students (o face the teacher.

e Students participate more fully in a class where students sit in straight rows.

F Students understand things better when they sit in straight rows.

2  What do you think is the best seating arrangement for the fellowing
situations? Explain your reasons.

a You want lo kave a game in tearns with a class of forty students.

b In your class of fifieen students you wan! them to discuss a fopic with you.
¢ In your class of thirty students you want them o work in pairs.

d You have some reading tasks in a class of ten students.

e Students are designing an gdvertisement in groups.

f The students are going (o listen to a fape.

F You want to explain g grammar point.
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D What different student groupings can teachers use? [page 20}

Think of three things that students could do in groups of five that they
coulld not do in a whole class of twenry-five.

2 Complete this advantages/disadvantages grid.

advantages disadvantages
whole class Teacher can see all the 55 Individual 5S don't get
enough talking time.
groupwork
pairwork
solowork

3  Whats the best grouping for these activities, do you think? Put

W = Whole class, P = Pairwark, G = Groupwork, or § = Solowork in the
boxes.

[ Students chocse one of three afternatives when faced with an imaginary
mora! difemma.

Students design a poster for a school event.

Srudents listen to a tape recording of a conversation.

Students practise saying sentences with the present perfect {'I've lived here
for six years’, 'He's studied here for § months ).

Students prepare a talk on a subject of their choosing.

Students repeat words and phrases to make sure they can say them
correctiy.

Students work out the answers to a reading comprehension.

Students write a dialogue between a travelfer and an immigration official.
Students write a paragraph about themselves.

The teacher expiains the rule for the pronunciation of 's’ plurals {'ping,
cupg, brushes’).

How can teachers evaluate the success or failure of their
lessons? [page 22]

Design a feedback chart for your students to fill in to evaluate one of
the following.

a a lesson based on a reading rext
b a lesson focusing on grammar work
c a lesson in which students are asked to simuiate a job interview

2  Write a list of guestions which you would want a colleague to answer

about your lesson if you invited him ar her in to evaluate an activity or
technigue.
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ow to describe
earhing and teaching

H What do we know about language learning? [page 24]

Task File = Chapter 4

1 Complete this chart with as many differences as you can think of
between bahies/young children learning their first language and
schoolchildrens adults learning a foreign language in class.

first language foreign language

2 How like or unlike natural language acquisition was your experience of
learning a foreign language at school?

B What elements are necessary for successful language learning in
classrooms? [page 25]

1 Engage: give each of the activities a ‘like it score from 0 {= I don't like
it at all} to 5 (= I love it).

[ Students do a puzzie such as matching words to pictires, reassembling
the lines of a poem in the correct order or fistening to @ tape and (rying to
guess what the speaker lpoks fike.

Students read o text and give their opinions on it.
Students lock at an interesting picture as a prelude to some longuage
work.

(LY The teacher comes to class and behaves completely differently from
rormal thus creating surprise and interes!,

[ The teacher gets students standing in a close circle for circles). One
student stands in the middie and falfs. The others keep him or her upright
~ he or she is stopped from falling

[:l The teacher leads a discussion on a cortroversial topic before giving
students something to read or listen to about it.
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2  Study: tick the boxes which are similar to Swudy activities you have
experienced as a learner

(LA Students fisten to the teacher saying individual words and ry (o hear
which syflable is stressed (do we say photograph or photograph?). Then
they say the words with the correct stress.

Students listen to the tone of voice used when saying certain kinds of
questions. They practise saying the questions.

Students look at a Iist of words and say which have positive or negative
connotations. They make sentences using the words.

Students ook ar examples of comparative adiectives ("better’ ‘richer’,
‘bigper', friendiier’, ‘cleverer’, 'more intevesting’, ‘'more expensive } and on
their own try to work out what the rules are for their formation.

Students fook at six different ways of inviting someone to the cinema,
Then they practise saving them.

Students look at the present simpie tense in detail {'f live’, ‘you live’, she
lives” efc ) and then practise making sentences with the third person
singufar (“he, she, it fives/eals/speaks’).

Students look at the verbs ‘make’ and ‘do’. How are they used? Is there a
rizle about when you use one or the other? What thinigs do we make?
What things do we do?

O 0oOu ooy

3  Activate: tick the boxes for the activinies you would enjoy doing if you
were learning a language.

E] Students act out a situation in which one of them goes to a iravel agent fo
buy a ticket.
Students design and record a radio advertisement for mobile phones.
Students formally debate the issue of whether animals can be said to have
rights.

E:I Students listen (o phone conversations, take messuges and then pass them
on.
Studenis role-play job interviews. they decide who should get the job.
Students work in pairs. One of them has a picture. Without showing it 1o
their partner, they try and get their partner to draw the yame picture.

(] Students write a fetter to an imaginary agony aunt. Other students write
the ‘aqunt’s’ reply.

€  How do tie three elements of ESA fit together in Jesson
sequences? [page 27]

1 How would you describe the following lesson sequences in terms of
ESA?

A

I The teacher gives students a number of words and tells them they alf come
from a story. In groups, the students have to try and work out what the
story s

2 The teacher reads the fghost) story aloud and the students see if they were
right. They discuss whether they like the story.

3 The students now read the story and answer detailed comprehension
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questions about it

4 The students look at the use of the past continuous tense fe.g. "They were
sitting at the kitchen rable’) in the story and make their own semtences using
the past continuous.

& The students taltk about ghost stories in general. do they like them/are they
scared by them? etc.

& The students write their own ghost starfes.

e

The teacher stands in front of the class and staris to look very unhappy.

The students are clearly interested /concerned.

2 The teacher mimes feeling 11l The students look like they understand what's
going an.

3 The teacher says, 'I'm feeling ilI'. The students repeat, 'I'm feeling ill"

A The teacher mimes feeling sad /angry /depressed etc., and says, "I'm feeling
sad’ efc., and rhe students repeat the sentences.

5 The teacher models the question "What's the matter?’ The students repeat
the gquestion.

& The students practise guestions and answers, e.g ‘What's the matter?” 'I'm
Jeeling depressed” etc.

7 The students do a rofe-play in which two neighbours meet — and one fas

Just had their car stolen.

c

LY

The teacher asks students if they like photographs.

2 The teacher shows students four photographs and puis them in groups to
decide which should win a ‘photographic competifion’.

3 The students question each other about pholography — do they own @
camera? Do they take a fot of photographs? efc.

4 The students look at @ rumber of words fwhich will appear in stage 5) and
kave to decide which part of speech they are.

5 The students fook at a poem about a photograph with some of the words
blanked out. They have to decide what parts of speech are missing.

& The students now put their words from stuge 4 in the blanks. They listen to
a reading of the poem ta check that they've got it right.

7 The teacher and the students discuss the meaning of the poem. What's the
story? Did they fike it?

8 The students write their own poems on a similar themie.

I} What teaching models have influenced current teaching
practice? [page 30]

Answer these questions after reading the chapter.

a What do the following initials stand for?
1CLT 2PPFP 3TBL
b What connection do the models in {a} have with the following?
I Straight Arrows lessons
2 Boomerang lessons
3 FPatchwork fesions
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Chapter)>

How to describe
lanhguage

A Sentence constructions [page 35]

1 Identify the elements in the following sentences in terms of § {Subject),
V {Verb), O {Object}, C {Complement} and A {Adverbial).

a He left quickly. d The school principal wrote a leter,
b She is incredibly intelligent. e They kissed each other
¢ She read the book very siowly. J They will arrive in fwo hours.

2 Look at the underlined parts of the sentences. Are the verbs transitive
or intransitive? What different kinds of object are there?

a Don't bregk the cup. e Please ging me that sgng ogain.
b He feff I Thar aftershave smells ternble!
c He pave me the letter, B They gent the message to thejr
d It broke. family by e-miaif.

B rParts of speech [page J6]

1  Read the extract on page 149 and then complete the chart below with at
least two words from the text for each part of speech.

noun

proncun

adjective

verh

adverb

preposition

article

conjunchon
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Matilda said goodnight and set out to walk home to her parents' house, which was
aboul an eight-minute journey away. When she arrived at her own gate. she saw a
large black Mercedes motor-car parked outside, She didn't 1ake tow nuch notice of
thar. There were often strange cars parked ouside her father’s place. But when she
entered the house. she was confronted by a scene of utter chaos. Her mother and
tather were buth in the hatl frantically stuffing clothing and various objects into
suitcases.

“What on earth’s going on?” She cried. “What's happening, daddy?

*We're off,” Mr Wormwood said. nat loaking up, “We're leaving for the airport in
half an hour so you'd better get packed. Your brother’s upstairs all ready to go. Gel a
move on, girl! Get goang!l”

O Matiida cried out. "Where 1o

“Spain.” the tather said. "I’y a better climate than this lousy country.”

“Spain!” Matilda cried. T don’t want to go 1o Spain® Llove it here and 1 love my
schoot!™

“Just do as you're wold and stop arawing,” the father snapped. “1've got cnough
troubles without messing abour with you!™

“But daddy.... " Matilda began.

“Shut up.” the father shouled. “Were leaving in thirty minutes! I'm not missing
that plane.” '

“But how tong for, daddy ™" Matilda cried. “When are we coming back™

“We aren't” Lhe father said. “Now beat it ['m busy!”

From Matilda by Roald Dahl
2 Look at the chart in exercise 1. Add two more words to each category
which are not from the text.
C Noun types [page 36]
t In the ‘Matilda extract {B1 above}, find

a some courttoble nouns
b some uncountable nouns

2 Which different kinds of noun {countable, uncountable, plural nouns,
collective nouns} can you put in the blanks?

a I'd like some

b There are two _ in the story.

c The . is ynbelievable.

d Our . are completely crazy!

L is not only unavoidable, but a good idea too!

Choose words to go in the blanks.

D vesn types [page 38]

1 Loock at the ‘Matilda’ extract {B1 above) and answer the following
questicns.

a How many contracted verd forms can you find? What would the full form
be?
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& Can vou find ar least one example of
1 an auxiliary verb? 2 o main verb? 3 o phrasal verb?

2 What are the underlined verbs — auxiliary, main or phrasal?

o fdon’t want to go to Spain.

b We're feaving in thirty minutes.

¢ She can't ynderstand ail the fuss.

d Morildo was brought up very badly by her parents.
€ fmipht not mind.

E Verb forms [page 40)

1 Look at the ‘Matilda’ extract {B1 above) and find one example of each
of the following,

a pasr simple ¢ present simpie
b present contiRUuoNS d a passive verh

2 Describe the verb forms in these sentences.

a [ haven't seen him for o week.

b He was being chased by a figer.

¢ I'm enjoying myself.

d People are usually frightened by the unknown.

2 Thay were sitting in the early evening sunshine.

f He had been practising for the game.

£ 1 get up at about six o'clock every morning — it’s terrible!
K Woater! Water! 've been jogging

{ He finished his drink and watked out of the bar.

F  Pronouns, Adjectives, Adverbs, Prepositions, Articles,
Conjunctions and Conditionals [pages 42-6]

1 Explain what is wrong with these student sentences.

a He bought a French designer red big plastic cheir.
b He himself washed.

¢ { fike often to play tennis.

d i love the nature.

e I'm crazy of French films.

F The lady sat down beside me was bequtiful.

£ She is more bright than her brother.

A The inkumanity is a terrible thing in our world

{ In spite of it was late but he started to revise for his examn.
I il see you at Saturday at five o clock.

k | have seen him yesterday.

2 Expand this sentence from the ‘Matilda extract’ (B1 above) using as
many adverbs and adjectives as you can without the sentence becoming
impossible. You can use commas, colons, sernicolons and hyphens.

We re leaving for the airport in half an hour so you 'd better get packed.
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Give the 'if" conditions in the following sentences a label saying (a)
whether they are ‘real’ or ‘hypothetical” and {b} whether they refer to the
present, future or past (e.g ‘real future’, "hypothetical past” etc.).

a If [ finish the letter, I'll post it this evening

b I'd have heiped you if you had asked me.

¢ If you were af alf interested, [ would tell you about it.

d If vou get caught cheating, you have to leave. That's the rule.
e ['lf drop in on my way back if T have time.

F If she hadn't fellen asleep, she wouldn't have missed her station,
£ I § was clever, i'd know the answer.

& If I got a pay rise, ['d move (o @ nicer apartment.

Forms and meanings [page 46]
Language functions [page 48]

What different meanings can you think of for the following words,
phrases and sentences?

a edge T twist

b end g Theyre off.

¢ flag R 7 don’t want to miss her
d pick i ftsa goal

e shadow F  Thev're watching a video.

Heow many different ways can vou think of for expressing the following
language functions?

& giving advice ¢ affering help

b inviting somecne d giving your opinion

Words together: collocation [page 48]

Which of these words go together? Tick the boxes.

asleep awake alert conscious

wide

fast

fuslly

sound

half

semi{-)

2

Use a dictionary or any other source to say what adjectives and/or
verbs collocate most frequently with the nouns listed on the next page.
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a cease-fire € cxam i thoughts
b crime £ mowth j treaty

c crirurnal B muscle

d driver h temper

Speaking and writing [page 49]

1 1Jse the following sentence frame to make as many sentences as
possible about the differences between speaking and writing.

Speaking iz different from writing because .

2 Record an informal conversation between (yourself and} friends in
English Transcribe some of what you hear on the tape and then
complete these tasks.

a Take any two fines of transcription and write therm out in formal written
English.

b Study the transcriprion. What words are missed out in conversational
English?

J Pronunciation [page 50]

1  How many sounds are there in these words?

a activate e learner i teacher

b arrangement I averhead projectar J willingriess
¢ classroom g performance

d emaotion k rapport

2  Write the following words and mark the stress using underlining, stress
rmarks, squares or circles.

a activate ¢ export (noun} i Shostakovich
& adolescent J export {verb} J willingness
€ classroom F learner

d emotion A procrastinafion

3 How many different ways can you say the following sentences by
changing the stress on the words? What different situations could the
sentences be said in?

a [t was only {gst night that you arnved.
& Thic is not the best art show ['ve ever attended.
¢ She's decided she loves you.

4 How many different meanings can you give the following words by
changing the intonation?

a weil c happy
& no d OF
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Chapter 6

How to teach language

A  What does language study consist of? [page 52]
How should we expose students to language? [page 52

1  What would be the best way (teacher model, tape, reading passage.
something else) of exposing intermediate students to the following
language items?

a the present simple {'I get up at six o'clock’, "She works for the government’,
‘We play football on Sundays’ etc.)

b ways of agreeing and disagreeing (Absolutely!’ ‘Rubbish!" ‘f can’t agree
with you there', ‘Oh [ do so agree’ etc )

¢ words for walking and movement (‘strofl’, fimp’, ‘gaflop’, furch’ eic.)

2  What aspeets of grammar and/or vocabulary would the teacher be
exposing the students to by showing them the following text?

[t was a dark moonless night. The wind was whistling through the trees and it
was taining. The raindrops were hiting his face like knives,

Suddenly he heard & noise like a scream. 1t came from his left.

There was a flash of lightning and a crash of thunder. Then he heard it again. A
scream. He ran to the wall and looked over into the graveyard. Someone was
digging. In the sudden light of another flash of lightning he saw that it was Jane.
Once again the thunder crashed. The parrol on her shoulder screeched.

That was the noise he had heard. He turned 1o leave. Someone was standing
right behind him. *Marigold.” he whispered, "what are you doing here?’

B Howcan we help students to understand meaning? [page 55]

1 How can you make these students understand the meaning of these

words?

a to count d full g to promise J very
b confused e stagger & under

c flower F teacher i vehicle

2  How can you make students understand the meaning of these language
iterns?

a ordinal numbers (1st, Znd, 3rd etc.}

b ‘Do you like X7 "Yes,  do/No, [ don't.’

¢ ‘going to’ future ('I'm going to see my grandmother next week )}

d the first conditional {'If it rains, we'll stay at home’, If I finish work early,
't eall you'l

e the past continuous ("She was waiting at the station’, "The government was
preparing for war’ efc.}
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How can we help students to understand language form?

1  How would you explain the construction of the following structural
items? {You can isolate, distort, use gesture, board diagrams etc.)

a past tense negatives {They didn't feel pood’. ‘She didn’t go to work’ efc)

b present simple, 3rd person ("He steeps’, 'she rakes’ It hurts’ etc.)

¢ superiarives {'best’, ‘youngest' ‘prefiiest’. ‘most alorming’ eic.)

d past passives {"He was secn’, "They were contacted’, [t was designed by ...’

arc)

e compound words with participles {"walking-stick’, "running shoes’, 'sieeping

bag’erc.)

2 What can you discover about the word “affects’ by locking at the

following concardance?

noti randomised failed to show adverse
Dunkirk and Dieppe to offset the adverse
it does matter.) The catastrophic

physical elements. The chemical
temporary crder, to defy the destabilising
they were protesting at the devastating
evidence was shown of the devastating
really fragile areas has had disastrous

it has both beneficial and harmful

first to measure the potentialiy harmful
regulations of the GATT. Thesa harmful
saw that even the adults showed no ill
and that it will bring about long-term
increased research into the long-term
this wery brutal war is the long-term

it does possess. The negative

is to be performed and its possible

her calamity has quite the shattering

two weeks in this patient because of side
don't have to worry that it is the side
Rowntree’s chapter (1.4) various side
Lawrence does not neglect sound

judge the general importance of such
avidence is coming to light about the
sipped her gin, noticing already the

sioli {1985) has examined the

from farmers about compensation for the
could hardly have transmitted the

effects on the baby. Indeed
effects of the Tunnel. However
effects of the most recent drought can be
effects of buriat on the pottery are few
effects of time, if only for a moment,
effects of the Spanish and Italian drift
effects of bottle feeding where there is
effects {and some of these are analysed
effects on plants, animals and people.
effects of cosmetics. Although they
effects can also be exacerbated by the
effects at all when | moved the odd
effects only if it is repeatedly reinforced
effects of industrial chemicals

effects on children who have been terror
effects of lack of stimulation on visual
effects to ensure that this does not
effects an personality and behaviour as
effects from the therapy. This is

effects of drugs, as regrettably, some
effacts of the competitive aspects of
effects in impressing on us the harsh
effects in cantrolling long-term behaviour
effects of domestic violence on children
effects the alcohol was having on her.
effects of deforestation on the soil

effects of low flying on livestock

effects of international competition to
Phiiaiesuiy _

Edited from the British Nationa! Corpus
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How should students practise language? [page 60]

Write six model sentences which you could use 1o practise the following
structures.

a adverbs of manner (weartly’, “happifly’, {oagingly’ et )

b ‘must’ and ‘musta’t’ {You must be guiet, ‘You mustr’t bring the dog " etc.}
¢ past simple (‘They laughed' 'She cried’, "It happened’ etc.)

d prepasitions of place {"an’, 'in’, ‘under}

e the present perfect with ‘never’' {'He'’s never seen Mount Fufi” etc.}

Why do students make mistakes? [page 62]
How should teachers correct students? [page 61]

Complete the blanks with an appropriate form of the correction in the
fallowing exchanges belfween a teacher and her elementary students.

a TEACHER O .. guestion, Juan.
HIAN: Where the buok s
TEACHERD  oooooiieee e e -

& TEACHER: Ofga’
OLGA. He never has been see Paris,
TEACHER: Can aryone help her?
STUDENTS. MHe never hgs seef He never been / He never sees efc.
TEACHER e, TR o

C PAULA: He can to play tennis.
TEACHER . oo, ST

Where do language study activities fit in teaching sequences?
[Page 64]

Design a complete teaching sequence for one of the following items.

a gsking names and introducing each other

& the present continucus { He's listening’, "They're fiving, 'It's taking piace’
et}

¢ crime vocabulary (‘commit a crime’, fuvenile crime’, ‘theft, “assault’ etc)

d past perfect {‘They had arrived’, ‘It had happened’, "We had finished funch’
etc.)

e liking language ('fike, enjoy, love, dislike, hate’ etc.)

Lock at any textbook you can find and answer the following questions.

a What percentage of the activities in the book are study activities?

b How many different ways does the textbook have of getting students to
study?

c Which study activites fin the book) do you like? Which don't you ike?

d What is your apinion of the way the book approaches language study?
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Chapter ]

How to teach reading

A Why teach reading? [page €8]
1 What is your response to the following questions?

a What reasons are there for getting studenls to reqd texts in English?
b What different elements of English can students study in a reading text?

2 Complete the following sentences.

a When [ learnt a foreign language, reading was ___ .
b {think reading in the foreign fanguage classroom is ... .
o Students need to learn how 1o read ... .
B what kind of reading should students do? [page 68}

1 Complete this charn with as many exampies as you can think of.

authentic materials appropriate authentic materials not appropriate
for beginner/elementary students | for beginner/elementary students

2 Re-wrte this sentence so that it accurately reflects your own point of
view.

When reading in class, students should only be given texts which are
authentic.

C What reading skills should students acquire? [page 53]

Make a list of reading texts which would be appropriate for students
who are performing one of the following skills.

scanning {searching a text quickly for specific information)
skimming (reading a text quickly to get the ‘general idea }
reading for detailed informuation

reading for pleasure
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D What are the principles behind the teaching of reading?

[page 70]

1  What would you expect to get out of a good reading text

a as a teacher?

b as a student?

2 What have the following concepts got to do with using reading texts?

active skill appropriate tasks engagement exploitation

prediction

response to content

E Whatdo reading sequences look like? [page 71]
1  Look at the reading text(s) and complete the tasks which follow it.

YOUR SLEEP AND YOU

MIRIAM KELLAWAY REPORTS

How much beauty sleep do you need? According to Philip
Sedgewick, research fellow at the Sleep Disorders Clinic at the
Department of Mental Health at St George's Hospital,-most of us
need roughly eight hours a night if we want to stay healthy.

And we need to have a regular routine too.

Problems for tired people:

x more chance of bugs and infections

n shift workers (people who work at different
times of day and night) get more infectious
diseases than the rest of us

x more chance of stress

x more need for energy food like chocolate,
coffee etc. Students in the USA say tiredness
causes overeating. In a survey of hospital
nurses across the country, ninety percent of
those working on the night shift gained
weight

x irritability, grumpiness

Canadian sleep researcher Harvey Modofsky, at
the Toronto Western Hospital took blood from
.sleeping people and he found that sleeping
bodies were fighting infection better than
those that were awake and in a recent study of
9,000 adults in the UK those who slept between
six and a half and eight and a half hours a night
were more healthy than those who slept less.

REM & Non-REM

= REM stands for Rapid Eye Movement. That's
the time we dream, when we sort out all the
memories, thoughts and feelings in our
head. Non-REM is often called Deep Sleep.

s  Without REM people become forgetful,
irritable and less able to concentrate.

* Deep sleep provides us with physical and
mental recovery.

Things not to do in bed {according to sleep

experts):

X eat

X read

x  watch television

x work

x drink caffeine

X smoke cigarettes

x have alcohol (it interferes with REM sleep. It

can make you tired and irritable the
morning after the night before).
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a What level do you think it might be suitable for?

b What kind of comprehension tasks could you do with if?

¢ How would you get students Engaged with the topic of the text?

d What fanguage, if any, would you focus the students’ attentfon on in the
reading text for a Study exercise?

e What would you do after the students had read the text?

2 (Can you think of answers to these reading-related questions?

a What ikind of Engage activity would you use before students read a text
about rock music?

b What follow-up activity might you use after your intermediate students have
read o text about animal rights?

¢ Where would you look for ‘authentic’ reading material for your beginner
students? What would they be able to cope with?

d Write a mock car advertisement as @ reading text for beginner students,
How easy is ir? What problems did you have doing it?
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Chapter 8

How to teach writing

A Why teach writing? [page 79]
What kind of writing should students do? [page 30]

1 What iz the bhest writing task you can think of for interrmediate students
of English?

2 Put these writing activities in an order of preference for you and a group
of intermediate students.

] filfing in a university application form

imaginary ‘agony cofumn’ fetters

magazine advertisernént

aarrative — autobiographical

poems

postcards

poster for an imaginary amateur drama production
report ot eating - people’s habits

script for an imagingry soadp-opera episode

students re-writing staternents to reflect their own views

INAEEEREN

B what do writing sequences look like? [page 80]

Look at these two writing acuvities for students and give your views on
these guestions.

a Would you feel confident using them as a teacher? Why? Why not?
b What problems, if any, can you anticipate for these qotivities?
c What would you do before the activities to ensure that they were a success?

1 upper intermediate

3 You are going o write an corry for she Locaef customs section of
a rowrist brochure, talking about the custoems and manners of people
in your o ry and giving advice o visitors (.8, ff possitfe risirors
shordd . Take care o . Make sure yor .. Visitors showld be careful rnot
te It is wnurse o IE B never a pood Ydea to.). Include ai least two
examples of had advice but pretend it is good advice (e g Neter Eifr

L drivers, Feel free to srmoke downsieirs on buses) Divide your notes

T T~

From Upper Intermediate Matters by Jan Bell and Roger Gower

intc paragraphs and srite a draf.
“—-..___‘_-‘__
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1680

beginners

Read the rules before you play this game.

Rules

1 Work in pairs. Write four sentences describing another person in the class.

2 Don't write the person’s name. Write 1he or e

3 Write about thew appearance, colour of eyves and hair, clathes, job, etc.

4 Say where she/he s sitting in the class,

S Number the sentences 1—4. Begin with the most difficult sentence for other
people to guess.

& Now read your description, sentence by sentenice. How soon can the class
guess who you are describing?

—_—

e

From the Beaimners' Choice by Sue Mcohamed and Richard Acklam

How should teachers correct writing? [page B4}
Re-write the following paragraph so that it reflects your own opinions.

Teachers should correct ull the mistakes they find in g student’s writfen work.
They should underiine the mistakes in red ink. Students should be made to
write out the wark again.

Correct the fallowing piece of writing by an elementary student beanng
in mind {a} the need to be gncouraging as well as helpful and (b) the
usefulness of your correction for the student.

Lom fratming Englioh beesusr wi  the forac
frog M lnguagt  fo moesz pepuole an
ere  wpidd

Eety bzfdf; st T it Fagleth | am pomb,
Arspusat | Unnerosity | any wlere g Gor gotl
~Fave v wat 2.

Fot me I thonk Exgloh an mpoitiont
for nevdmy | Spabing ol 3 NiZiny,
Most pepale o ehe wotlel speske  Englisk
GEHE potr Ehe g Alew Communcalion
betntn prmrt puple vt Cemopsy
czxma‘?fj;. hogual by vty £aglih dangeage.

-
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What can be done about handwriting? [page 84]

Task Rie = Chapter 8

1  Which of the following examples of student handwriting nead(s)

speciatist help in your opinion?

A’-T faomen 7T :f:_,.qw A Aot I_Jr.vrnf:‘ ATy
TWwe (MFoaT A STogisy Fort Foom masn FAivE

Y oraks mas [ #Aofs 0 B fars Lo EER
BEccAdss T Ae LadOpive TE0 ocw
SPoORT ra ORI e "m T o oo PN TYiry

SFoRT . To #Hatca Axh G FlAcTiEX

demei’

i wemt  wiey owdod mecf

fwffﬂ?J-ﬁoaraudrM

LM i dovwdan |

E7e

,L-'a,_,-“z” — fnﬂf-::; ot about BT F A e i

I itayped  Aor 2 owerks, I oagns = beaen af eyl

chorfigs it

I wkee, T naaded e bvy all ket £ ol I bovp i
2 Uﬁnc&.f PP NI RNy 4 ,-iwﬁ:d"fa&.y cleriws Hogr S

17 riy oprawe Prome T dovve Frovetling coach

ﬁf.:'clf_lh;v\&\:. Cast »Yeoxr Fwent Fo fo-eh =
.n"'—'_r"ﬁ.ﬂ CL enapd faz-‘:ffnnn'- T alse £ilde £
/tﬁft’n;@ ?'a masic Lwfalldime b Like

Fa f_,?i"'f:_; {fjg.uf ;éa”

2  What would you say to the student{s] whose handwriting caused you

concern?

How does writing fit into ESA? [page 85]

Lock at the following description of a writing task for intermediate

students and answer the questions which follow.

Srudents are going to write a discursive essay on one of the following topics:

Is the pen mightier than the sword?", "Patriotism is the last refuge of the

sconndref”.

They should use a basic four-paragraph structure, e g. infroduction — points in

favour — points ageinst — conclusion (including personal opinion).

They shouid use some or all of the following language:

‘Some peaple think thar ...", 'Critics of ... say that .., In my opinion, ..’

[{ o

How would you get students to do the task if you wanted to

a teach a straight arrows fesson (Fngage-Study-Activate)?
b organise a boomerang lesson (Engage-Activate-Siudy ...)?

¢ include it in ¢ patchwork lesson fwhere the elements occur in a variety of

different orders)?
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PHOTOCOPIABLE

161



How tor Teach Englsh Task File = Chapter 9

Chapter 9

How to teach speaking

A  wWhat kind of speaking should students do? [page 87)
Why encourage students to do speaking tasks? [page 87]

1 What should the characteristics of a speaking activity be? Put a tick {¥)
or a cross (x} in the boxes if you agree or disagree with them.

[ 7t should be a Study exercise.
% ft should be an Activate exercise.
It shouid Engage students.
it should imvoive everyone.
[ #r shouid practise specific langudge structures.
Students should concentrate on the accuracy of what they are saying.

2  Which is the odd one cut? Why?

a a role-play o discussion o driff  a communication game

a gquestionnaire
b aletter aspeech a@poem a grammar exercise a play extract
¢ study rehearsal feedback engagement enjoyment

B  What do speaking activities look like? [page 88]

Look at these two speaking activities for students and give your views
on these guestions.

a Would vou feel confident using them as a teacher? Why? Why not?
b What problems, if any. can you anticipute for these activities?
¢ What would you do before the activities to ensure that they were a SHoCess?

1 intermediate

Roleplay
Work in pairs. Student A — you are a happy vegetarian.
Student B — you are a happy meat-eater. You have five
minutes o Loy to convince each other that your way of
thinking is the right one.
—

From Accelerate Intermediate by Patricia Lodge and Beth Wright-Watson
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2 Elementary

2 Work in pairs.

Student A: You work af the Lost Luggage Office at an airport. Try to
identify vour partmer’s suitcase from the suitcases below. Ask aboul
coloar. size and material

Student B: You are at &n alrport and can't find your suttcase. Tarn ta
page 121

Student B

Unit 10 Development

EXERCISE 2

You are at the Lost Luggage Office
at an airport. You can't find your
suitcase, Describe your suitcase

{right} to the airport official.
- m,.,-;_;«"‘"% e —

From Look Ahead Students’ Book 2 by Andy Hopkins and Jocelyn Potter
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C How should teachers correct speaking? [page 94]
What else should teachers do during a speaking activity?
[page 94]

Choose the answer which sounds best to you in each case.

a When teachers hear a mistake during o speaking activity they shouwld
1 correcr it immediatefy
2 Ignore It
3 nore it down and correct it later.
4 wait for a suitable moment in the activity and then correct it

b After a speaking activity teachers shouid
1 discuss how well the students performed the activity, including comments
on the content and the language used.
2 praise the students, not criticise them.
2 talk abau! the content af the activity and the achievement of the task,
but not the language used.
4 talk about the content of the activity before discussing mistakes.

¢ When teachers discuss mistakes after a speaking activity they shouid
I give the class examples of language which was used and ask them to say
if there are any mistakes and if so what they are.
2 indicate the mistakes to the students who made them.
3 telf the class that a mistake has been made but not who made it
4 write notes to individual students detaifing their mistakes.

D How do speaking activities fit into ESA? [page 95]

Which activities are speaking activities in the following sequences?
What order would you put the activities in? Why?

a
1 Students discuss whether smoking should be aliowed in public places.
2 Students dictate a poem about smoking to each other.
3 Students practise making sentences with like/hate verbs
{‘enfoy flove fcan't stand” etc ).
4 Students write letters to a paper about smoking.

I Students role-play a scene in which a traveller asks for information at a
raifway station.

2 Students study present simple questions, g 'When does the train leave?’,
‘Which is the platform for .. 7"

2 Students listen o station arnouRcemens.

4 Students study raifway /timetable-related vocabulary.

5 Students discuss which form of transport they like best.
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Chapter 10

How to teach listening

A Why teach listening? [page 97]
1  How many varieties of English can you think of

a int the world? o in Africa?
b in Eurcpe? £ in North America?
¢ in the Pacific?

2 Name three reasons for using taped histening matenal in class and three
difficulties which teacher and students mipht encountar with taped
material.

B  wWhat kind of listening should students do? [page 98]

1 Complete this chart about types of listening.

advantages | disadvantages

authentic #etening material

specially written listening
maternials for language learners

2  If you were learning a new foreign language. what kind of listening
would be most useful for you, do you think?

C What's special about listening? [page 98]

Use the following sentence frame to make as many sentences as
possible about the differences between listening and reading.

Listening Is different from reading because ... .

I} What are the principles behind the teaching of listening?

[page 99])
1 What would you expect to get cut of a listening exercise as
a g teacher? b o student?

2  You are going to use a tape in class for the first ime with that tape, that
machine and that classroom. How would you prepare before the lesson?
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Task File = Chapter 10

What do listening sequences look like? [page 101]

Read the following tapescript and complete the tasks which follow it

ASSISTANT.
CLLIE:
ASSISTANT.
OLLIE:
ASSIBTANT!
CLEIE:
MERISTANT,
DLLIE:
ASSISTANT:

CLLIES

ASSISTANT.

OLLIE:

ASLISTANTT

QLLIE:

ASSISTANT.

OLLIEY

ASSISTAMT

(JLLIE:
ASSISTANT
QLLIE.

ASSISTANT!

OLLIE:

ASSIETANT.

DLLIE:

ASSISTANT.

OLLIE:

Can 1 help you?

Yes, please. I'm looking for some suncrear.

What kind do you wamt?

['tn not really sure.

Well, the thing 10 do is decide what factor you need,

What factor?

Yes Choose the right factor and iUl protect you from UV rays.
Ultraviolet rays?

Yeah. All you have to do is select the factor which fits your
colouring and skin type.

K. I mean I'm the kind of perscn who burns guite easily
But [ tan in the «nd.

Well, start with this factor 15 and when you've gone brown a
bit you can gradually reduce the strength to, [ don't know,
about 8.

Oh night. So I buy both of these?

Yes. That would be a good idea.

How much are they?

Six pounds fifty.

Each?

Yes.

That's really expensive. ] wasn't expecting ... .

You want to protect yourself against skin cancer or not?
Yes, of course.

Well . .

Oh, QK. Here you are,

Thanks. That's seven pounds change.

Thanks.

Enjoy your sunbathing,

If { can afford it ... .

a What level do you think this tapescript could be used with?

b How would vou Engage students with the topic? Wha! preparation would
you do with the students before they listened to this extract?

¢ What general listening task would be appropriate for this tapescript?

d What Study activity would be appropriate for this activity?

e Can you think of an Activate stage to follow this listening activity?

J Would vou use this tape? Why? Why not?

Where does video fit in? [page 108]

What reasons can you think of for asking students to do one or all of
the follownng?

a walching the picture without the sound

b fistening to the scund without the picture

¢ freezing the picture

Describe the process you might use for one of these
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Chapter 11

How to use textbooks

A What are the different options for textbook use? [page 111}
What do adding, adapting and replacing look like? [page 112]

Look at the extract from an intermediate textbook on page 168 and do
the following tasks.

a What is the aim /are the aims of the lesson?

b What should /might students be able to do at the end of the lesson that they
were not able to do at the beginning?

¢ If you were going to replace any part of the lesson, which would it be?

d What adaptations, if any. would you make to the page?

¢ What additions, if any, wouid you make to the lessan?

B so why use textbooks at all? [page 116]

1 Complete these sentences.

a When I learnt a foreign language at school the textbook .. .
& The best kind of texthooks for a language student ...
c If i wrote a textbook, [ ...

2 Cornplete this chart about using textbooks.

advantapes of textbook use disadvantages of textbook
use

3 Will/Do you use a textbook a lot, often, sometimes, rarely or not at all?
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READING

1 You're going to read a passage by John
Hatt, an experienced traveller, about
the things he never leaves home
without. Can you decide why he might
take the following things?
wreh maps” peck pillow  Dineculars
insect repeflent  door wedge - earpligs
teaspoon light bulb

2 Read the passage and match the items
n 1 with the descriptions.

3 Answer the questions about difficult
vocabulary.

Ireifypert —Is this likely to mean that in
the dark without a torch vou can or
can’t escape? {paragraph 1)

barmed — 1F books are difficult o find
are they likely 1o be legal or illegal
{paragraph 3)

mireimal — Is it likely 10 ake up a lot or
very litthe room? (paragraph 53

unscroned ~ Does this mean something
like take out or put in the old bullhy
ﬁ'-l'-‘lﬂlHﬂ-lF}h b |

4 Work in pairs, Can you remember why
he takes each item? Read the passage
again and check.

He takes earpligs Dt coase there is a for
of mofse

SPEAKING

T Work in pairs. Talk about equipment
you usually take on a car journay, a
skiing trip, or a walking holiday, Explain
why you take each item using the zero
conditional, in case and if.

2 s there anything you never leave home
without? Make a list of the things you
have in your handbag, briefcase or

\vallet. Which items are essential?

1 In certain places il

Task File = Chapter 11

e B PR
hecomes an everyday wol, and in case of emergencies it
is essential. After the bomb explosion at the Graod Hotel in Brighton, Mrs
Thatcher started a habit of keejing one by her bed. She had discovered that you
#re trapped inthe dark withoul one.

2 These often can't be bought afier your jourmey has begun, Even where there
are bookshops, buy them before you go in case the best ones are out of stock or

pedinically vaacceptable and banned,

3 Aithough ihey arc an entirely unnecessary piece of equipment, | always
travel with them. 1 then know that 1 stand a chince of gening some sleep. In
much of the workd, you may be obliged to sleep against the background of 1
Television, juke box and tape reconder afl 2t full volume.

4 Tt akes up mininal room and is usehul in cise you warid 1o emt snacks during
Journeys or in-a hatel mom. I you're equipped witha peaknife ax well, you can
cat almost anything.

§ They ane usefal in cheap hotels, in case you can't bock the doar from the
inside: sleeping frieads have been robbed by thieves entering through the
bedroom doar.

& . On my first evening in Cuba | had dinner with a Ficnd who had just spent
three weeks there. She gave me one, claiming that it was one of the bost presents
§ would ever ge1, She was correct. Every evening T unscrewed the miserable, dim
one in my botel room and replaced it with the 150 watt ane, This cheered up the
room and, mare important, enabled me 10 nead, :

7 If you don’t get the window seat on 4 train, bus of plane, falling axlecp can
be uncomfortuble: when nodding off, vour head suddenly lolis sacomfortably 1o
one side. In recent years blow-up ones have been widely marketed, and can be
found int big stores or airpon shops. With one of these you can sleep comfonably
o any transport.

From Reward Intermediate by Simon Greenall
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C How should teachers choose textbooks? [page 117]

Choose any textbook and complete this chart with comments about it.

area comments

1 prics

Students’ Book?

Other components?
Appropriate for teacher and
students?

2 availability
All components?
Next and previous levels?

3 layout and design
Attractve?

Uszser-friendly design?

4 methodology
ESA opportunities?
Study and activation balance?

5 akdlls

Coverage?

Balance?

Study and Activation?

6 syllabus
Appropriate?
Coverage?
Sequence?
s e

¥ topic

{culturally} Appropriate?
Appropriate level?
Varied?

B stersotyping
Fecple treated equally?
Racism, sexsm’ etc.

8 teacher's guide
Clear?

Useful?

Answers?

Compare your comments with a colleague.
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Chapter 12

How to plan lessons

A why plan at all? [page 121]
What are the aims of a plan? [page 122]
What should be in a plan? [page 122]
What questions do we need to ask? [page 123]

1 Make a list of any written or mental plans you make in your daily life
{e.g. shopping lists etc). What do you use them for? How useful are
they?

2  Rate the following statements 0 {= totally disagree) to 5 (= totaily
agree}.

o Lesson plans restrict teachers when they are in the classroom.
b Teachers should spend more time making good plans than gctually
teaching
¢ If an activity is worth doing {e.g. an enfoyable language drili},
it’s worth spending same fime doing it — e.g for 45 of 50 minutes.
d It doesri’t really matter what's in the plan so long as there is lots
of variety in it
¢ The most important thing about an activity in the plan is that it
should have the potential to amuse the students.

cooou

B What form shouid a plan take? {page 125]
Study the lesson plan on page 171 and answer these questions.

a Do you like the lesson?
b Is it @ good plan? What would you leave out? What would you add?
¢ How useful would the plan be for an observer?
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LESSON FLAN Time

[" = minutes]
Description of Class

elementary/ lower intermediate: 20 students

Difficult to make them take pan in speaking activities and things like that.
They can be very bad tempered especially if they've been out the night
before (because it's a morning class).

Aimas

to teach comparatives a-
fluency practice 5"
writing practice [if time)

Procedurs

1 T tells story about a terrible journey — plane. 5"

2 55 in groups. T tells them to discuss gransport, Which do they prefer?
Which do they dislike? 55 report back to class.

3 T gets 55 1o look at article title. Asks them what it’s going to be about.
55 read aricle. Were they correct?

4 55 do ex 5 on page 24* 5"
EE55doex6 &7 167
Problems?

sounds: /tf/ cheaper
stress: comfortable, conyenient fimpgrtant

& T models sentence 'Trains are cheaper than planes’. Choral & individual | 107
repetition.
Controlled practice of following sentences:
Trains are better than planes.
Trains are cheaper than planes.
Trains are safer than planes.
Trains are more comfortable than planes.
and then revarsed, e.g Planes are moTe expensive than trains.
Problems? Sentence stress: 3-hit thythm {weak ‘are’ '-er* and ‘than’).
Exarnple: Trains are cheaper than planes.

7 T elicits vocabulary to describe furnioure. 15"
T tells 55 they are in a furniture store. Have to decide on which sofa to
buy {see attached role cards).

58 role-play in pairs.

A {if time) Pairs write imaginary fax to their partner with information and 10"
advice about s0fa purchase.

Commants

The students may nat be prepared to talk about transport or role-play the
furniture store. T will encovrage them.

Some S5 may know comparatives. )if so T will miss out controlled practice
stage.

*Page and exercise numbers refer to Look dhead Students Book 2 by Andy
Hopkins and Jocelyn Potter (see pages 53, 56, 58-9, 61, 63 and 65 of this
book for the exploitation of the maternial mentioned here).
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Role cards

Role card &

You and your partner want to buy a sofa — preferably a 3-seater. Your
partner has sent you to check out what's available.

You are especially interested in comfort — and you like the Handsruff
design, if possible. You want to spend around £450 to £6G0.

Aple Card B \
You work in the furniture department of a big store. Greet your
customer and give them information which they require.

makre Z2-saaters 3-seaters

Convivum £310 £514

Comfort ** Comfort ***
Handsruff E525 £630

Comfort **** Comfort ****
Harley-Robertson £620 £765

Comnfory *=>* Comfory **ex*
Match £4590 £570

Comfort *** Cormnfort ***

C How should teachers plan a sequence of lessons? [page 125]

1 Complete the following sentences with as many ideas as possible.

Planning a sequence of lessons is a good idea because ...
Planning a sequence of iessons is a bad idea because ...

which sentence has the mast completions?

2 Make a rough plan {with approximate times) for a sequence of five

lessons of fifty minutes each. Details of the class are as follows.

= The lessons take place from 11.00—11.50 every weekday morning.

» There are twenty stidents in the class. Age range 17-28. 1{ warmen, 3 men.
A mixture of students and young professionals.

« They are elementary students.

~ They ‘know’ the verd 'to be’ (past and present), numbers, days. dates and
most times. They know’ a number of question words, they can perform
imtroductions etc.

= Among the things you want to cover are: the present simple, maybe with
adverbs of frequency, functional diclogues asking for Information (e.g.
about timetables), descriptions of lifestyles etc.
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Chapter I3
What if?

What if students are all at different levels? [page 127]
1 Re-write these sentences so that they reflect your own opinion.

a Mixed ability classes present the teacher with insuperable problems.
b The only thing you con do with @ mixed obifity class is ignore the problem.
e AN closses are mixed ability classes.

2 How would you approach these tasks with 2 mixed ability group?

a You want to use the Fddie Edwards tape on page 67 with your students.

& You want students to write a ghost story, having studied storytelling, and
having heen given some ghost’ vocabulary and phrases.

¢ You want students to study ways of agreeing and disagreeing — and later
use them, if possible, in some kind of discussion.

d You have a poem which you want students to fook at. You can refer to “Fire
and Ice’ on page 76-7 {f you want

€ Three of your good students are making it ciear thar they re finding your
classes too easy for them.

F You want to hand back some written work and deaf with the mistakes that
you found when carrecting.

B what if the class is very big? [page 128]

1 Compiete this chart. In the first column, write things you can do with
small classes {ten or under) but you can't do with big classes (of forty
plus). In the second colurnn, write things you can do with big classes
which you can't do with small classes.

small claszes big clasaes

2 In big classes, what special considerations need to be taken into account
for the following?
& the teacher’s voice
b the teacher’s place in the class
¢ the teacher’s board work /overhead profector use
d using the tape recorder
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€  What if students keep using their own language? [page 129]

1 What action can teachers take if students use their own language in
class all the time? List as many things as you can think of.

2 [n which of the following situations, if any, would you let students use
their own language?

a Students are working in pairs lo practise @ dialogue.

b Students are debating the issue af whether birth control should be imposed
on the world to prevent overpopulation.

¢ Students are working in pairs to soive a reading puzzie.

d Students are checking that they understand the instructians far an activity.

e Students are doing a group writing task.

f Students are taking part in a business meeting simulation.

I wWhat if students are uncooperative? [page 130]

1 How many ways are there for students to be uncooperative in class? List
thern in order where the first one is most difficuit for the teacher to deal
with and the last is the least challenging for the teacher.

2  What might teachers and students write in this contract form?

THE LANGUAGE-LEARNING CONTRACT
TEACHER LEARNER
As your teacher I will As a leamer [ will
As your teacher | expect As a jearner [ expect

IE  What if students don’t want to talk? [page 131]

1  What reasons can you anticipate for students who don't want 1o talk and
‘ who therefore sit silently in the class? Which are the easiest 1o deal
with? Which are the most difficult?
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2 Copy and complete the chart with ideas for making reluctant speakers
talk — and the possible consequences of such actions.

action consequences
encourage them by picking them might work, but might make them
out in whole class work shyer

| What If students don’t understand the listening tape? [pagel132]

1  What problems do students have {in general} when listening to tapes in
class? How can you help them 1o overcome these difficulties?

2  Look at this transcript of an interview with a pub landlord (for vpper
intermediate students) and answer these questions.

a What problems, if any, would you expect students to have with this tape?
{The speaker uses a ‘southern English standard’ variety of Engfish, he
speaks reasonably clearly and sfowly.}

d What action would you take to counter these problems?

PADDY: The man you have to watch is the one who becomes quiedy bel-
ligerent, and you sort of take him gently by the elbow to lead him to the
door and the next thing you know is thump — you've been you've been land-
ed one, and of course without warming you have to collect your senses prerty
quickly before he lands you another one! Er, there was one gentleman who
sat over there; he was wearing a suit, waistcoat, pressed shirt and tie, his hair
immaculately groomed — er he did speak with an Irish accent bur then
there’s nothing wrong with that — and I spotted on dhe second pint of
Guinness that he didn't know how te get his moncy out of his pocket, he
was far too gone for that. But he'd got his pint of Guinness and he managed
to pay for it, and I thought, when he’s finished that one I will say na. But
unfortunately he sat with it in front of him and didn’c drink it, and ten past
eleven came, quarter past eleven came, twenty past ¢leven came and [ said,
‘Drink up or lose it because ir's time to go home. You know the law as well
as I do.’ And he szid, 'If you touch my blankety blank drink I'll blankety
blank work your blankery blank pub over.' So I took his glass away from him
and walked to the bar and put it over the side and er left the door epen for
him te go out, and he swore profusely and started towards the door and 1
thought that was the end of the matter, I thought he'd gone; went behind
the bar to wash up the glass and anc or two others that were there, when
there was an almighey crash and he’d picked up a chair and hurled it right
through the overhead lights which slowed it down, praise be, and it landed
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on the counter, smashing the glasses that 1 was waiting to wash. By the timc
1'd sort of realised what had happened and turned round — that was all in
what? half a half a, a second, rwo seconds - by the time [ had turned round
he was then staggering out the door still calling me ail the blankety blank
names you could think of but he'd done the damage. He had gone. There
was no point in calling the police. There was no point in making any more
issue of it; he had gone. But he still caused quite a lot of damage and er it
was quite ... when I realised what might have happened if he hadn't hit the
Light with the with the chair — ves, guite, 1 would have got the chair in the
back of the neck, literally, but he just aimed it tee high and it got tangled up
in these hanging lamps that you can see here, got caught up in the chain,
and it just slowed it down and it fell onto the counter rather than on me,
and er | thought I'd dealt with the situation quite well, but I've learned not
to turn my back now. You den’t do thar.

From The Listening File by Jeremy Harmer and Steve Elsworth

G  What if some students-in-groups finish before everybody else?
[page 133]

1  What kind of activity could you have 'up your sleeve’ to give o groups
of students who finish before some of the other groups in the class? Can
you think of examples?

2 Look at the ‘Fire and Ice’ poemn activity on pages 76-7. What wouid you
do in these situations?

a One group finish the activity before the others.

& One group still haven't finished the activity even afier the rest have.

€ One group don’t seem 0 be concentrating on the activity, they are talking
about something else.

d One group keep asking you for help to do the activity.

& One group say ‘Oh we know this poem’ when you give them the sheets of
paper.
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Equipment in the
classroom

The following items of equipment (in alphabetical order} are frequently
used in classrooms and study centres.

The board Many boards are still chalk-based, but white boards {which use marker

pens) are also cornmon.

* Boards can be used for anything: writing, drawing, sticking things on,
projecting overhead transparencies etc. {it they are whiteboards).

* The two things to remember abour hoards 1s that {a) your writing needs
to be legible to al] the srudents in the class, and (b) organised boards are
better than chaotic ones! Some teachers divide their boards so that a
column is kept for new words etc. Many teachers use different coloured
pens or chalk to highlight grammar or pronunciation.

Which of the following boards do you prefer? Why?

wednesday, November &

2 Jrne[ B
provide for
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The computer

The dictionary
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The range of uses for computers in English language teaching is growing
all the time, even as you read this!

* The main thing to make sure of when you get
a computer for use in English language
teaching is that it has all the functions you
require (CD, audio, separate or integral
modem etc) and that it is both fast enough
and has a big enough memory for the tasks
you wish it to perform.

* The main uses for the computer in English
language teaching are:

a as a word processor where students can sit round a screen and put
together a text; it is becoming increasingly possible for them to add in
graphics and design too

b as a tool for material specially designed for EFL language games, CDs
attached to courses with workbook-type exercises, film clips,
interactive listening material etc.

¢ as enormous reference tools; not only are there encyclopedias on CDs
(Encarta, Grolier) but there are also dictionaries and especially
language corpuses which produce material like that for ‘protection’ on

age 54

d ls?tugdc:nts can use the Internet — either as a way of being in contact with
others through e-mail, or for the many other ‘talking shops’ available
on the system or as a source of information on just about every subject
under the sun. The facility which allows students to ‘talk’ to other
English speakers from anywhere in the world cannot be praised too
highly. See pages 185-6 for some Internet addresses for teachers.

¢ Of course, the chief problem with computers is their cost, but this is
coming down all the time. There is a danger, too, that students will spend
too much of their time on the machines and/or that computers will
become just as ordinary as everything else. We also have to remember
that people working on their own at computer screens can become
extremely uncommunicative!

Whether the dictionary is on a computer or in traditional book form, it is
the most useful tool the students can use.

* There are a number of excellent EFL dictionaries available at the
moment — including ones designed to help students actually produce
language rather than just looking up meanings and uses. You need to look
for qualities like ease of use, clear presentation, definitions written so that
students can understand them, and good typical examples of use.
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« All classrooms should have a stock of dictionaries. They can be used for
students working on a writing task, for example. They can be used when
working out meanings of difficult words, when looking for ways of
saying things etc. It is important that your students are familiar with
ways of using them.

« There are two main worries about dictionaries: the first is that students
will buy ones which are inappropriate, ignoring the excellent
dictionaries now available especially for them (see page 190) and the
second is that they will get to rely on them too much (for example,
during reading work, when dictionary use would get in the way of
general comprehension). Teachers need to train students in appropriate
dictionary use.
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The overhead  Overhead projectors (OHPs) are really useful for
projector showing pre-prepared overhead transparencies (OHTs)
or as an alternative to the board.

* One of the great advantages of an OHP is that you can put a number of
OHTs one on top of the other, creating an emerging pattern, e.g.

* This ability to put one
OHT on top of beadiines omit

another allows the articles ¢1c. present simple s
teacher to write on often used in headlines
top of a text for NEIG @

example  without ((;mg‘.BOUR DOG IN
marking the original TE

OHT (which 1s

underneath), e.g.
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sopanale " oy <annot afford to,
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* Another advantage of the OHP is that by masking the OHT with bits
of paper/card etc we can reveal things gradually, e.g.

* The two things to watch out for with OHPs is that (a) the
writing/designs on the OHTs should be big enough and clear enough
for everyone to see and (b) that there should be some surface (a screen,
the wall, a board) which is not bleached out by direct sunlight etc.
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Pictures and cards

The tape recorder
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Even in an increasingly technological age, there is still good value to be had
from pictures of all shapes and sizes.

In Chapter 10, we looked at tape recorder use for
listening material.

Pictures can come from a variety of sources: drawings, magazines,
professionally published material, postcards, photographs etc.

Teachers can use pictures as prompts for controlled language work — as
an alternative to holding up objects like pens — as aids for speaking
activities or writing tasks, as a focus for description and discussion
(teasing meaning out of a painting, for example) and as visual aids for
language structure.

The things to watch out for with pictures is that they are durable — if
they are on cards, for example, the cards should be tough and be properly
covered with some kind of laminate so that they can be re-used. They
should look good — there’s nothing worse than a tatty torn picture from
an old magazine — and they should be big enough and visible enough for
the students to see.

The main thing to remember about tape recorders is that you have to
strike a balance between convenience and quality. They may need to be
portable, but they also need to be audible. Features to look out for
include a good tape counter, easy controls, fast winding and loudness.
Tape recorders can be used for playing textbook tapes, tapes of people
speaking, music tapes (for background, for music-related activities — see
page 116 — or for work on songs). They can also be used for students to
record themselves (for checking by the teacher, or as part of an activity,
e.g. after they have written ‘the news’ or a radio commercial, for
example).

If it 1s possible, there are times when it makes sense to have different
groups listening to different machines.

The main disadvantages of tape recorders are that the good ones are
often too expensive and rather unwieldy; the bad ones sound terrible.
Tapes have a habit of stretching and sticking too. Nevertheless, the better
portable machines used with good quality tape are incredibly useful and

versatile.



The video
playback machine

The video camera

in

looked briefly at the use

of

classroom.

Video cameras are incredibly
useful in the EFL classroom.

Appendix A ¢ Equipment in the classroom

Chapter 10, we

videos 1n the

The main thing you need to think about for video playback machines
and their monitors is that the monitors need to be big enough and in
the right place so that everyone can see them. They must have good
speakers so that they can be properly heard. The playback machine
needs to be of good quality too. The functions to look for include a good
remote control device, fast winding and clear ‘freeze frame’ devices.
Video can be used for many things: presenting information, giving
background to a topic, playing various forms of dialogues and
interactions, lectures, and any output from TV channels — the whole
range of documentaries, news programmes, dramas, comedies, game
shows etc.

Video loses its impact if it is over-used and teachers tend to find that
students lose their (intellectual) focus if they watch too much — just like
the soporific television watcher, the famous ‘couch potato’.

The main disadvantage of video machines and their tapes is that
frequently the latter don’t seem to give the clarity of the original. The
other thing you have to be careful about are the copyright laws. You
need to check what you can tape from the TV. There may also be rules
about showing movies in a fee-paying environment etc.

The main thing you need to look out for is ease of use (if inexperienced
people are going to use them) and good microphones. There's no point
in recording students if you can’t hear what they say.

Video cameras have two main uses in the classroom: in the first, the
teacher films the students doing an activity. She can then play the tape
so that she and the students can discuss the activity. Who said or did
successful things? Why didn’t a certain piece of English work? What
was wrong about the way a student delivered a talk etc.?
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* The second use of video cameras is for the students to make films as part.

of a project or an activity. They can record their own news broadcasts or
documentaries. They can record and perform their own play or soap
opera. They can take the camera our onto the street to go and interview
people. In the planning and execution of these tasks, a lot of good
English is learned and used.

There are a number of things to watch out for with video
cameras/camcorders. Firstly, you need to be able to use them properly, so
some training for teacher and students is a good idea. The second danger
to watch out for is that students don't take the siruation seriously enough
and just fool around with the camera. Lastly, we have to make sure thar
a student doesn't get stuck behind the camera — and therefore lose out on
chances o practise English.
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Appendix B

Notes and further
reading

Teachers' associations
- Journals for teachers

®  Further reading, chapter by chapter

Two imporrant teachers associations are The International Association of
Teachers of English as a Toreign Language {IATEFL), 3 Kingsdown
Chambers, Kingsdown Park, Tankerton, Whitstable, Kent CT5 20, UK
[e-mail IATEFL@compuserve.com, web site http://www.lateflorg] and
Teachers of English to Speakers of Other Languages (TESOL), 1600
Cameron Street, Suite 300, Alexandria, Virgima 22314, USA [e-mail
tesol@tesol.edu, web site htrpy//wwaw.tesol.edu]. However, most countries
have their own organisations which are frequently just as relevant, if not
more so, to the needs of teachers working there.

Most countries have their own journals. Examples are TESOL i Context
{Austrahia), ELT News and Views (Argentina), JALT News ( Japan) or fsraef
English Teaching Journal (1sracl}. Such journals are always worth looking at
since they will often reflect local realities more accurately than
international publications.

The UK journals which it is well worth reading on a regular basis are LY
Journal, published by Oxford University Press, Modern English Teacher,
published by Prentice Hall Europe, and English Teaching Professional
published by First Person Publishing.

The two US journals which teachers will want to look at are Ewnglish
Teaching Forum published by the United Stares Information Service and
available through 1JS embassies and FESOL Journal (see the address for
TESQOL above).

At the time of writing there is a large number of sites on the INTERNET
whete teachers can discuss teaching 1ssues. Web sites are being created all
the rime but four places to start looung are:

TES-L — available via e-mail at TESL-L@CUNYVM.CUNY.EDU. This
is a place where you can take part in discussions about any and many issucs

related to English language teaching. It has over 12,000 subscribers, we are
told.
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The Interner TESL fouwrnal ar hopi/Sawwairech.ac jp/~itesly/ This has

links to many other sites.

Dave’'s ESL Cafe at hop//wanw.eslcate.cony’ This site 1s just stuffed full
of information and articles and links all over the place.

Addison-Wesley Longman at hup//wwwawlelt-com/ — not just this
publishcr'ﬁ web site, bur also a place for discussion about ELT issues, news
and views.

The following reading suggestions are arranged chapter by chapeer. The
books mentioned retlect only a fraction of the many published works on
the ropics in question. But all of the books mentioned here make reference
to other books and 10 such a way a search can be started!

All good publishers have a methodology list and/or applied hnguistics
list so 1t worth consulting thern. Alternatively, a specialised ELT bookshap
wil] be able to help, as will a visit to your local library,

Frequent mention 1s made of my book The Practice of English Language
Teacking. This is because it is the elder sibling of this present volume.

Chapter 1 How to be a good teacher

On what it 15 to be a teacher, read Scrivener, | Learning Traching.
Heinemann 1994, Chapter 1 and Brown, $ and Mcloryre, D Making Sense
of Teaching Open University Press 1993 — an account of research into the
topic.

On variety and flexibility, the weighty Fanselow, | Breaking Rules.
Longman 1987 is a hard read but makes a convinaing case for surprising
students and teachers!

Chapter 2 How to he a good learner

On motivation, see Ur, P A Course in Language Teaching. Cambridge
University Press 1996, module 19 and Harmer, ] The Pracrice of English
Language Tracking new edition. Longman 1991, Chapter 1.

On self access (students taking responsibility for cheir own learning}, see
Sheerin, S Seff Access. Oxford University Press 1989,

On learner training, have a look at all the exercises in Ellis, G and Sinclair
B, Learning to Learn English. Cambridge University Press 1989, This was
the groundbreaking work in this area.

On teaching adults, see Rodgers, A Teaching Adults, Open University
Press 1986.



Appendie 8 o« Motes and further reading

Chapter 3 How to manage teaching and learning

For more on the various 1ssues of classroom management mentioned here,
read Gower, R, Phitlips, IO and Walters, 5 Teaching Practice Handbook new
edittion. Heinemann 1995, Underwooed, M Efectrve Classroom
Management. Longman 1987, and Harmer, | The Practice of English
Language Teaching new edirion. Longman 1991, Chapter 11.

Chapter 4 How to describe teaching and learning

On grammar-translation and audie-lingualism, {and on the history of
language teaching in general) it is worth reading Howatt, A P R 4 History
of English Language Teaching. Oxford University Press 1984,

On PPP, read Byrne, D Teaching Oral Skills new edition. Longman
1986.

(On Task-Based Learning, the book to read 1s Willis, | A Framewerk for
{ask-Based Learning. Lungnlan 1996,

For more on Communicative Language Teaching, have a lock at Nunan,
D Designing Tasks for the Communicative Classroom. Cambridge University
Press 1989,

A lexical approach is argued for in Lewis M The Lexical Approach.
Language Teaching Publications 1993.

For a different way of describing teaching elements, see Jim Scrivener in
Learning Teaching. Heinemann 1994, Pages 133—138.

For more on the special features of spoken English, see Carter, R and
McCarthy, M Exploring Spoken Engiish. Cambridge University Press 1997,

For more on various learning and teaching theories, 1t’s well worth
reading the provocative articles in Willis, Db and Willis, | (editors)
Challenge and Change in Language Traching. Heinemann 19%6. See also
Harmer, ] The Practice of English Language Teaching new edition, Longman
1991. Chapter 4.

Chapter S How to describe language

The two grammars I recommend are Swan, M Practical English Usage new
edition. Oxford University Press 1995, and Alexander, L Longman English
Grammar. Longman 1988,

On vocabulary {and vocabulary teaching), read the exceptional Gairns, R
and Redman, S Horking wirh Werds. Cambridge University Press 1986 and
McCarthy, M Focabulary. Oxford University Press 1990. See also Harmer,
J The Practice of English Language Teaching new editien. Longman 1991,
Chapter 9.
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On pronuonciation, have a look at Kemworthy, Y Teaching English
Pronunciarion. Leongmasa 1987 or Dalton, C and Seidlhoffer, B
Pronunciatien. Oxford University Press 1994, On aspects of pronunciation
teaching methodology, it's also well worth reading Underhill, A Sound
Foundaticns. Helnemann 1994

Chapter 6 How to study language

Omn various kinds of study activity, see Byrne, D Teavhing Gral Skdls new
edition. Longman 1986 (for a more traditional appraach), Harmer, | The
Practice of English Language Teaching new edition. Longman 1991,
Chapter 6 and Scrivener, | Learning Teacking. Heinermann 1994, Chapter
9.

On correcting students in general, sec Fdge, | Mistakes and Correctron,
Longman 1989, especially Chaprer § for correction duning accuracy work.

For the use of concordances in the classroom (such as the 'protecton’
examiple), see Tribble, C and Jones, G Concordancing in the Classroom.
Longman 1990, Concordance software includes the Longman AMins
Concordancer published by Addison Wesley Longman and HBoerdSmird Tools
published by Oxford University Press. You can also get some readable
concordances in book form from Coellins CoBuilld/Heinemann (they are
called Concordance samplers) and you can get up-to-date information and
examples from the CoBuild web site at herp://rirania.cabuild.collins.co.uk/

On various kinds of discovery activity, see Hall, N and Shepheard, | T2
anti-grammar grammar bogk. Longman 1991 and Bolitho, R and
Tomlinson, B Discover Engfish new edition. Heinemann 1994,

Chapter 7 How to teach reading

Cn teaching the ‘four skills’ in gencral {which applics to this and the next
four chapters), sce Gower, R, Phillips, 1> and Walters, S Teaching Practice
Handbood new edition. Heinemann 1995, Chapter 5,

On reading in peneral, see Grellet, F Developing Reading Skafis.
Cambridge University Press 1981, Ur, P A Course 1n Language Teaching.
Cambridge University Press 1996, Module 10 and Harmer, ) The Practice
of Englith Language Teaching new edition. Longman 1991, Chapter 10.

Chapter 8 How to teach writing
On writing in general, read Byrne, ¥ Teaching Wriring S&ills new edition.
Longman 1988, Tribble, C Writing. Oxford University Press 1996, angd

Harmer, ] The Practice of English Language Teaching new edition. Longman
1991, Chapters 7 and &
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On varnious enjoyable and thought-provoking dictation activities, see
Davis, P and Rinvolucri, M Dictation: new methodology, new possibifities.
Cambndge Unwversity Pn:ss 1988.

On correcting written work, see Byvine, D Teacking Writing Skills new
edition. Longman 1988, Chapter 10 and Vdge, | Mistakes and Correction.
Longman 1989, Chapter 7.

Chapter 9 How to teach speaking

On speaking activities of various kinds, see Byrne, D Tachnigues for
Classroom Intcraction. Longman 1987, Nolasco, R and Arthur, L
Conversafion. Oxtord University Press 1987, Ur, P Discussions that Work,
Cambridge University Press 1981 and Harmer, | The Practice of English
Language Teaching new edition. Longman 1991, Chapter 8.

(On correcting speaking activities, sce Edge, | Miseakes and Correction.
Longman 1989, Chapter 6.

Chapter 10 How 1o teach listening

On listening in general, see Underwood, M Teaching Listening Skiffs.
Longman 1989, Ur, P A Course in Language Teaching. Cambridge
University Press 1996, Module 8 and Harmer, | The Practice of English
Language Teacking new edition, Chapter 10.

On wvidee, a book well worth locking ar is Cooper R, Lavery, M and
Rinvolucri, M Fidee. Oxford University Press 1991,

Chapter 11 How to use textbooks

The best book 1 know on using textbooks is Grant, N Maéing the Most of
Your Texthook. Longman 1987, Grant’s options {omit, replace, add, adapt)
are paralleled by the textbook writer Richard Acklam who suggest ‘SARS’
{ = Select, Adapt Reject, Supplcmcnt) in a March 1994 arucle in Practical
English Teacking, a magazine which is no longer published, but its
publishers Mary Glasgow Mapgazines may be able to provide back copies.

For many ideas about using music in the classroom, read Cranmer, [ and
Laroy, C Musical Openings. Pilgrims Longman Resource Book, Longman
1992, For the musical activity in this chapter I used a stormy extract from
the first movement of Mahler's second symphony, the last movement of
Holst’s St Paul’s Suite, the beginning of Stravinsky’s Ebony Concerto and
the first movement of Tchalkﬂvsky s String Serenade.
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Chapter 12 How to plan lessons

For more on the issues surrounding planming, see Ur, P A4 Course in
Language Teaching. Cambridge University Press 1996 Module 15, and
Harrner, ] The Practice of English Language Teacking new edition. Longman
1991, Chapter 12.

Chapter 13 What if?

On solving classroom problems of the kind mentioned in chis chapter, a
chapter called ‘Deailing with constraints and problems’ (Chapter 12} from

Scrivener, | Learning Teaching. Heinemann 1994, has some very sound
advice.

On the issues of non-homegenous classes, a2 book well worth consulting
is Prodromou, 1. 3Mixed Ability Classes. Macmillan 1992.

To get more insight into the issue of large classes, try reading Nolasco, R
and Arthur, L Teacking Large Classes. Macmillan 1987

On disruptive students and general issues of discipline, Wragg, E Class
Management and Contrel. Macmillan 1981, is easily accessible,
Underwood, M Effective Classroom Management. Longman 1987, Chapter
7 is clear and worth looking at. See also Harmer, | Tée Practice of English
Language Teaching new edition. Longman 1991. Chapter 11.

On prablems associated with lhistening, the books mentioned for Chapter
11 will have many suggestions.

Appendix A Equipment in the classroom

On the use of boards, pictures and OHPs, an excellent book is Wright, A
and Haleem, S, Visuals for the Language Classroom. Longman 1991, It is
also worth looking at Underwood, M Effective Classroom Management.
Chapter 8. Longman 1987.

On the use of dictionaries, see Harmer, | The Practice of English Language
Teacking new edition. Longman 1991, Chapter 9, and the instructions to
the good dictionaries specially designed for students of English, of which
the four most notable are the Longman Dictionary of Contemporary Engltsh,
the Caméridge International Dictionary of English, the Oxford Advanced
Learners’ Dictionary and the Collins Cobuild English Dictionary.

On computers, see Hardisty, D and Windeath, § CALL. Oxford
University Press 1989. A good introduction to the Internet, its various uses
and appropriate addresses, can be found in Sperling, D, The Internet Guide
for English Language Teachers, 2nd edifion, Prentice Hall 1993.
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Phonetic symbols

consonants

pen, happy, publish
bed, cab, blackboard
time, [ittle, watched
dance, played, advance
cup, kind, pack .
good, mug, toggle
chin, charrer, arch
July, geometry, judge
fan, life, photograph
very, live, advance
think, path, thank
then, mother, that
sail, cell, boats

zen, lens, lends

shell, mesh, ship

he, hymn, hand

meet, bomb, immense
no, can, another

ring, singer, playing
let, sell, lullaby

FiNE, WIIng, toMorrow
yes, yacht, opinion

when, what, wair

E'—-—l'—anan"—rmwwm{ —h&;u: =fuT oog

Examples:

air / eafr} /

calm / ka:m /

clean / klin /

clephant / ‘elifant /
immediately / 1'mi:diath /

we RS

L
U
at
ald
I
12
<

vowels

11 sheep, breathe, these
1 ship, bit, started

¢ when, breath, any

& pat, back, marry

(7  arm, rather, heart

D clock, what, because
o floor, law, caught

wood, would, woman
shoe, school, July
uncle, sor, rough
first, journey, earth
again, photegraph, teacher
play, rage, great

ago, tow, though
climb, kite, buy
house, mouth, clown
spoil, buoy, enjoy
cheer, clear, weird
chair, where, their
pure, luxe, fewer

Judgement / ‘dzadzmont /
photography / fo'togroft /

ploy /

plor /

rubbish / 'raba[ /
yuletide / ju:ltard /
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Index

MOTE: Indea entnies refes w0 the rmain body of the book
[I.ug\ca 1-1340 and the 5,[?|n::nl§'u 5 I[]_IJ.SCE\ 177-1%4 Thee

are e wadey entres for the Task File

Accents I
Acouracy 12

- grammiancal accuracy 13
Actng out 5,132

Axnviare fner by Engape, ESA, Sady] 28, 27, 20,

2930, 32, bd, 6T, £, Fir, ¥6, 136
- Activale exercises 73,75, B7, L3O
- Autivare sTages Y145, 102, 104, 108
- _.'\-;ti_var'mg ]
- Byctivatien 2, 1,32, 35 71 FT 10%
- knowledge Activated  BS
Active verbs ree Verbs, forms
Acrivities | AT
- changes of zctivty 5.12%
- rhimice of activiry #
- cajoyable actidicies 11
- My be sogRgiog 124
- may be wseful 113
reason for koo inne 2lass 123
- SPWACE ACTIVITLES 135,134
nming of activities T4
usng ACTVITies with unfoaoperarive
students 13
Adpectives A7, 38, 43, 5 113
- ad}rctivu order 44
- adjpestives and peepeesitions 44
- wdperives ag noauns 44
- Lorpparanve dec!.‘lll.-‘:s 54, 5
- comparative and superlative adictives 43
+ Corparatives 56, 5K, 59, A1, &3
- compound adjectives 1
Adulesoents 11
Adules 5,10, 14, 24
- bring life experence 11
- can be disrupuve 14
- commumeczte fluemly 24
- opanacns abeut trachang and learning 11
- potential for losing facc 11
- respensible adulss 20
- suceesstul aclules exposed to language 24
- teaching adwlts 186
Advanced 12,13, To, 92
- advanced learners ]
- advanced students 14
- advanced srudents benefin from senpaed
maretial ¥E
Adverbials 35,37 51
- adverbial phrases 3%
- time adverbials 47
Adverhs M
- adwech position a4
« mevdibring adwverbs ddq
Advertisemens 26,29, B0, 94
Aidds

- teaching aids 124
Asles 16, 1%
American English (wer afto English) 47
Appropriacy 15, 15,51
Artcles (see @l Peterminers} 45 %3

- definite arficle 45

- andefinire srnele 45
Atmsphztr FAH

- vhange of atmosphere 123
Artention span 1
Atntude

- pesiive attinde H
,-ﬂudin-lingua]i;m a0, 187
Authentic Fnglich (see ofse Texrs™ (B 93

1

Authentis Eseemng matetial - %E
- usahle by beinnees 98
Authente written material =~ 69

Begpnners 12,13, 14 8001

- gdulr h-rgi_n_ngrs 13

- camplete begnaners 32, 55057, &0, 64,99

- false brginners 12
Belwaviourism

- behaviunst theories of learmng . W
Boands 19,55, 73, 83 124, 177, 190

- chalk-based 77

- white boards 177
Body language {ree ahie Movemeney 4%
Brockshops  1B&
Roomervang lessans Ciee afie ESA, Patchweek lessans,
Straight Acrows lessons]

- Boumcmng prm:cdu.n: 2B, Ra

- Boingrang sequencr 28, 29, 33

- Boomerang-rvpe dessons 37, 32
Roredom

- bored Baces 20

= bared shudents 25 74

- iov class 11

- last l‘hing we want 27

- students ger hored 5
Brmish English speakers 50

Capital letrers 49
Cards of, 182
CIs 178
Chaws 18,19
harrs 1
Checking
- check questions 54
- check chat ... class have undemtmd 7
- reacher checks students understand %1
Chudren (see afre Younger ages) 3, 11, 24
- children ar primarysecondary levels 5
Charus see Repesition
Charus redcnnn 129
Larsle seahog arrangement 18, 15-20
Classes
- hag classes 128 -1
- clars noticeboard B3
- description of the class 122
- make-up of the class 123
- mm-homopeneous olasses 19}
= simaller classes 1w
- very large clusses 61
Classroomms 25
- a more e mate place 20
- classioom crganidaton 21
- classrrom problems 190
« yunikations of the dassroom 124
Collecation 4H
Commumicative language tcaching 32, 33, 187
Complerment 35,51
Compeehensible inpue {er wlsa Rough tuning) 4
Comprohension
- general comprebension 12
{:nmpurcrs 54, 55, 178, 1%
- compuicr primtours 5d, 59, &0, &4
- memory 178
Concordances 18%
« computer comordances 54, 35,56
Conditinpuls 45
- conditonal sentences &0
- hypothetical condifonals 46
- redl condittonals 45
Conditioning 30
Cun}uncﬁuns 17, 45,51
Comnotagon 11,47,113
- nEgative ConnoLation 47
Construction of language ser Lampniage consiructiosn
Constructive crticism 10k
Clantact [see alis Fye contact) th
- personal contact with individual students "



Cemrext 31,47
Linntract
language-learning contracr 131

Cintractinns 49

- <omcracting aushary verh forins 57
Concrol (iee afie 1isciplineg) 11
Conversation [er aic [E)iuussian_s] L7

- TE]:‘phnnr CafweErsations ug
Corpuses [see Concoedances!
Corroction [ree aire Feedback) o2

- can be time-consuming  §d

- coerect appropriately 94

-wuricid Taier k]

- correct people withour otfending 2

- eurrect fensitvely 67

- currecting speaking activities 94, A, 199

- Correcting students im general 188
correcting written work H4, Bh_1E9
- orrction froen peers 61
- genrde curzectien b3
- b should eachers correct? #2584
-unpartane 94
- LLPATTANE MOt o single our 94
- #tudenr carreeted herself 63
- teacher collects tu coreecr B4
- teacher corrects them &0
= teacher . comects them appropriately
- willingncss to acoept correctior. 10
Cuisenaire rmls 5%
Culture
- culbyral differences 104
Cument reaching practice 300

Exchates e adio Discussions) 26
- formal debating 13
Describe and Draw 89
- highly mwotivating 8
Desks 1B-20
Dretorminess S ree afie Artocles? IT 45 51
Dhalecs 97
Dialug'ucs 3,13, 29 53, A0
- students read our dialogues 114
telephone dialogues L4
EHeration 4, Bl
- dictanon actviries  £4, 122 1879
- studicnts re-write sentemces Bl
- acher-led dicrations 123
- wacher tells students 81
Dictionates 34, 60, 178, 178-17%, 190
= classrranms chuwild bave dictionaries
- EFL dicticnaries 17B
ihsciphne 2,19
- dascipline probiems 11
nlﬁ!.' ey
- disgener the constraction . themselves
- discovery activines 32, 5%, 45
- sbadents try o woels aue Far themselyes

a1

179

kL)

2%

- vanrous kands o duscovery acriviries 184

Discussions {irr afve Dichates) 14, 21 25, 26, B1, 82,

BH, N 94, 116
-begin to dryup 9%
- distusgion preparation ¥7
provoked by statementss 91

Dirawings (tee afro Drescribe and Diraw] 53, 58, 61, b6

182
Drill (1er wfie epetiton) 14,122
- repetition-dribl stages n

Elemenvary 53,55, 58, 44, F1, 80, 88, 89 102, 113
Elermentary srudenrs (see aita Beginners] 12, 71, AD

- clcmentary -level studenss 27
E-mal 24,178
Encyclopedius on T 178

Engage (ier adie Activare, ESA, Stdy) 25, 27, 28, 29,

12,64, 65 B5,101, 113,125
- gmetionally engaged 25
- Engage - Activare partern 106

- Engage sctivin, 71

- Engage exercises 78

- Engage session 75,77
- Engage scages 108

- Fngage- Smudy- Activate frinie b4

- Engaged 26 27

- Engagement 8§, 93, 117

- Engaging the snudenrs 7

- prrsacl Fagapement o113

- read student ANLET I3 T 122
Englich

- a worle Language bR

- red English a9

- spoken Englsl: 187
Fyuipment nir working 121
rrors free afie Mlistakes? o), 08

- developmentad ercors 82

ESA (Engage-Srudy - & ctivate’ (ser aific Ergpage, Study,

Activatel 29 36.33, 64, 95, 95
- F";A s{rllnrr'u'v': _}T, 2?. tnz

Exclamanm marks )
Excroises 25
- vanene of exeroses 123

Fxpecrarnms i
Faxposare (o language) 25, 32,98
- 3 good thing for language stadean
- exposing students o language 52
Expressuns d,35, 58,
Ewe contact e afte Contact) 3,19, 20
- culturally wappropnate 16

Faslurs 11,13
False friends g2
Feedback (re afra Corcecrion 32, 91
- fredback fanm the teacher 10
- Feedback stage 128
- giving teedback 10
- teacher will give fecdback %4, 94
Flexcibilony 6
Flueney 12
- Bueney activities 9%
- sponmneoas Hoent language 91
Fn-lldw—up 106
- tolbw-up tasks 75, SUB
-t mading tasks 73
Form  SA-A0
Foermn and meanmg 4, A6
- ot lorm many meanings 46
- ang meaning rmany toems 47
Forme Be
- Ol in torms B
Four skills
- Cove e APl Y 125
- reuching the lour skjlls 18R
Fun (see 2fie Humwour? 25
Functions 26, 32, 48
Furuare, the {rrr ade ¥erbs, forms) 47

Coames 11, 25
Coap-hlling 108
orstures 313, %3, 57, 3R, 59 A1
(S uals 122
- clear puals 11

&3

Grammar 24,26, 28, 32, 34-46, 68, B4, 97, 3R

- AUTRDE EOAMMar 27

- ewplaining a grammar point - 19

- grammancd struchres 3
Grammars (hooks) 9, 187
Urammas -translanon. 303, 167
Croups (e afo Pairs, Students-m-groups)
21, K5, 66, Th, 89,02, 179

- betrer grouwps 127

- four-person groups 89

- growp leadees 129

- groups agndiweloal tables 20

- mixed groups B

- using the srze of the graups 129

16, 18, 20,

193



- weaker proups 127
Groupwork and paicwark (see also Pairwork) 21 123
« chance for . independence 21

Habit tormnation {rer airs Behaviounsm,
Audw-linguaiism) 30
Handwreiting 94

- u very personal matter B4

- gl handwriting a4

- mdecipherable g4

- legibilie 85

- neatness g5
beadlines B2 83 113
Hesitaoons
Hamework e

- homewaotk assigumenes 22

- students fol 1 do homework 11
Huorsechoe seating armangement 16, 20
Humour {ree afra Fun? B

[ATEFL 18%
[ndoadual study 9. 21
Inference 113
Informal Enfj:h 57
Informal spoken Enghsh 90
Tonforma! words 47
Information gaps 88, YA
Instructions 4
- check students hawe gnderstond 4
- hew teacher give instaucnons 4
- make instructions especially clear &, 129
- when does the teacher give? 124
Intecference 62
Intermedizre 12, 1%, 75, 76, B1, 82, 90, i04
- intermediate students 13
- loweer ntermediate 12,53, 56,59, 61, 6%, 73,
- pre-imrermecliaee 153
- upper wntermediane 12, 54,56, 5%, &1, 65,80,
52, 104
Enternet, the 17%, 189
Ent:rmpriﬂﬂ
- constant from the teacher A4
Eneerviews 28
Tntonation (e alra Fronuncaagion) 50, 51, 58, 9899
- oycial for ECTHOE TNELALE, ACC0sS sl
- QUERTLOMINE inFondbhon [k
Inviang 25
- mvitatinn dialogue 55
leregular verhs ere Yerbs, forms

Jig;aw listeniog 132-1
Journals for reachers 185

Languaye (ses afe Emglish) 25

- how te teach lanpuage 72-67

- language evidence 25

- natural banpuage inpat - 30

- new lanigonage 52, 51, %6

- oppoctunities for language use 24

- mrer-iirnpliﬁtd languaage LB

- real language use 6

- students focus i on language 25
L:nsua.!v: :cqui!ilinn 26, K2 ?3, 110
Language construction %

- construction of language as the main kous 25

- not focusing an language constuction 25, 3F

- understanding how ot s construceed 54
Language furm

urnderstanding language foem 56

LGgu:lgl: varieties (e Varieties of Fnglisih
Learner traiming, 184
Lezarners

- backgrounds 7

- differ image 111

- gond learmers 7.9, %, 10, 14, 186

- how ti be gruw! Eeurmer 7-14

- language dcarners franslate WY

194

Learning
- a partnecthip %
- clesire to learn B
- leagmang expericnees 710, 24, 26
leatmnng sryle 79
Learning und reaching theonies  30-I, 187
Lecturing 1%
Lesson planning ree Planning
Lessons 5, 123
- could be vadered 22
- :nbefespng lessens
- rounding the lesson off 18
Lawers B0, B&
lerter wnieng 114
Leevels {12e a1 Bepanmers, Intermediace, Advanced)
- different Lewels 12-14
- different levels of learning 127
Lexical approach, the 32, 187
Listening  97-110, 182
- desmands learmer engagerment
different tasks for di.ﬂ%rcnr scages 100
first lisverning 1003
- tocus on decanl 100
- for diffecent vareries and accents 97
- general comprahension 99
- hebps studenes acqoire language 98
-isasktl 9%
- Jagsaw listerang 132
- leads inks grammar work 102
- listenin ractic= im tapic LEMCES 104
-l .‘\J'Tingﬁ- ype lﬂg =4
- to appropnate wapes 9%
- o pes Db
- using questons for difftcale tapes 132
Li_su:nmg ratcrial {rer ade Macerials) 134
-+ seems toa dificale 132

Magazine articles 80
Magatines for trachers 193
Manageimem
- effective management 15
- how o manage teachingAearnmg 15-23
- of the class &
Mlaterials
- anthentic marterials S8
+ professionally puh].ishcd matkerials 115-11%
- that ook arnficial &8
- using different materials 127
Meaning
- form and meaning 4647
« belp students to understand meaning 35
- students understand the meaning &6
Mierhods
- teaching methods 32
Mime 3,61, 64
Mistakes (see afis Froors} 28,93
- lessing face 131
- why smdenis take mittakes 62
Mixed ability classes {ror adie Classes, Seudents ar
different levels) 134
Model
- students srick closely to 2 model 81
Merher tongue (sec alse Mative speakers] 4
Moenvaton 14, 32
- ipstrueensn bl coeotivation &
. i.nr:gratiw mMoYvaton B
« real motvation %
* teachers and students highly marivared 8
Maovemnent 16
- expressive body movements 20
- nand movements 57
- physical movemene M)
Ivlusic 25,116, 169

Narrative 80

Native speakers 12,68

Wews broadcasts ag

ewspaper arficles 8, B1-83, 85



Man- homogenous classes (e aita Maxed abibty classes,

Seudents at different levels} 1M
MNouns 37
- arfllecove nouns 3R
- compotnd nouns i3
- eppatable and wacouaable nouns 3 -3R
- newn, thﬁ 34, 34
s neun rypes 36, 34
- plural nouns 1]

Cbject [af 2 seritenoe! 35
- direct object 35
- wndivect obpect 55
Observer of lesson plare 123
Oppormunastc teaching 95
Opporfunitics
- oppoTuTaties fnor language uee 32

Crrdeely vws seating arrangement (e aive Rows, Whale

class) 19,19, 24 23
Cheerhead projectors (OHP) 19,123, 190-1£]1, 1%0
Ohierhead tmnsparencies (OHT] 19, 1680

- surface not bleached our 1B1

- writing/design should be lag 188

Paws 15, 21,861,823, 29, 116,123, 124
Parwnck 124
- usim irwnrk 128, 131
Paragraphs ® EF:E;
- dppropliate pRragriph constructon 124
- fiew paragraphs 4%
- cIganisation &
- paragraph construction 68
Paralinguistic framaes 49
Parents 3
Farticiples 41
- past participle 41, 42
- present participle 41
Parw of speech
Passives [t afio Yerbs, orms) a2
Fuast continuous'simple 1o Verba, forms
Past peefect continuour’vimple e Verbs, forms
Parchwork lessons (s afre Boomerang leseoms, ESA,
Srraight Arrowy lewong} 29, 75, 102
- Parchwork feel A5
- Parchwork sequences ), 33
- Parchworke-fype lowsons 32
Paery
-peerhelp 128
Perlecy {verbs) cee Verhs, farms
Photwemes o
Phonctic symbols 20, 191
Photographs 101, 182
Pictures ? 29,55, 56,61, 66, 38, 182, 19)
- are durable 182
- a5 aids for speaking 182
- as foous for description 182
- us prompis for language work 181
- enrnulating pictures 2%
Picch (gre 2fie Pronunciation) 5331
Planning  121-6, 199
- anticipared! problems 124
- gives levsona shape 141
- gives students confidenae 121
-ﬁmvlhmild reachers plan a sequence? 125
- planning variery
- purposc of planning 126
Plana
- aims of a plan 122, T34
- can be K::‘Dp‘j' or detailed 122
#F

- evidence ban 521

- farmat of 2 plan 126

- have m be ed 122
- headings 126

~lack ofaplan 121

- no eorrect format 115

- e 124

- what trachersstudenrs want 1o da 1273

- who are che crudents? 122
werirten plans 122
Fiateau effet 13

Plays B
posters k93
Foerrv Th

- TS i
poetry Il:i.ding o
sirn!:ll-e oS 214
- stidying 4 pocm's construciion F6-7
- writing Z0
Pap songs (1ev adre Songs) 9%
Postcard: B0, B3, B, 182
- poseeard sode 81
- srewcture of the posreard 81
FPEP (Prescnrarian. Practare and Peoductinm) 30, 31,
15,187
Pracrice 11, &0
- ashing and angwering questicons &4, 66
- voeerolled pracoee 2%, 37, 129
« effecrive at lower levels it
- hw shewld students praceise’  A-A2
languﬂgt pmcrict 17
- urgAniSINg pracioe A3
Predicrier in ceading 70
Prepositens 17, 44, 51
- posinon of prepesinons 44
- prepostions and adverbs 45
- prepositional phrases 37
Fresent conbnuuus/progressivessimpzle  nee Varbs, forms
Present perfect vantinunousisimple  1or Verhs, foeme
Presentation (see efse FPP} 31
Problem-solving 21
Production 31
Progre= 13
cvidence of progress. 13
- progrese reiods 22
Projects
- project-lke sequence 83
Frompuong 95,96
Fronwuns 37, 421-43, 75
- wratten discourse 20
- abject pronouns 43
personal proméuns 42
- meflewive personal ponouns 42,43
- pelative promoums 42, 43
- sibgect pronouwns 43
Pronunciation 24, 29, S0-51, 97, 98, 124
- pronGunong words 62
pronunciation practice 15
- sentenoes pronounced eorrectly 27
Proce passages 76
Moecimite 15
Publishers 115, 13&
Punctuation &E. B4
Pupily k)
Purpose for the communication ag
Purrles 11,133

Chuestionnaires 81, 39
- a5 bead-in to wntten work A
Questions §9
- a willingness fe ark questions 10
- question and answer xchanges &3
- question fooma 55

Radio eommercials 29
Fader drama 102
Reading (s aira Beading texts, Texts} 26, 58-78,99,
12H
- thance for vudents to respond 70
- or detailed comprehension 6%, 78
- for general undeseanding 106
- For pleasure 69, 7%
- not 3 paswive skill T
- provi opparfloties 6o shudy L1
- srudy reading 73

195
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Reading alogd 132
doses nat demand risk 13X
Readuing rexes T h, 2529 ph, A4
- as goosd muedels for writing AR
EXCITE [ea Pearita LA
- foae languapye= 70
- peasons for using rading texts AR, 78
- sEmare discusion 68
- rapis and rrpes of rl::.ding EEMTh k]
Reasons for language learning . B
Repuliar verhs ser Verbs, rorms
Repentian {ser adia DRIl 00 62, 9%
- charal and indivdual repettion &1
- charal repentien A0
- in chasus too unsophusticared . A2
- ihdadual epenitivn 129
- students sepeat .. andoaduatly 60
- teaches pots studeets to cepeat . B5
Kepores
- report wririns BO, K3
Rhethin 5d o, ad
Rale vards %2124 112

Rule-play 21, 26, 64, 65, AR, 92-94, %5, 94, 102, 114,

132
- u pood fc)llnw-up 03
- Activating role-plav - 24
- teads ro wrinng rasks 93
- prodes cehearsal 92
Rough uning 3,13
Roorws (oo alee Orderly rows seanng derangements)
123
- back hve mows 124
- Irone five oows 19

Scanmung (see wfse Reading, Skimming? &9, 78
Seating ArtangEmien
Self-acoeas 184
Self-acoess centre o
Selt-study (rer afro Self-access) 9. 14
- elf-spudy Fachties 127

Sentences
- mualti-clause sentences 36
- seTItENLE construction 51

- airmple seoterce-making 640
- speakery . ncomplers sentenees 49
- the Wy we cOneteleT soo oy aH
- verbless sentences 81
Separare rables seating arrapgement 18, 20, 21
Siwations 26, 31
Skimming [ser afic Reading, Scanning) &9, 7R
Soap opers 102
Sobrwock (e adio Individoal skady} 9, 18, 21
Songs 51,98
Sounds (ier afe Pronuncation) 50, 51, 56, 57
- study and practice of a single sound 25
- wewre] so
Speaking 79, B7-54
- a8 rehearsa 97,96
- for feedback 47
- spealung pricrice 9
- teacher spraking quicHy 17
Spoaking activitics 1E, BE, 95, 189
- can give cenfidence BE
- Engaging quabitics 96
- pAT nof 2 'In-ngcr sequence 99
- teachers gee wery imwoheed G4
- teachers take nm arole 95
- teachers watch and listen 94
Speaking and writing 49
Sperch
- characteristicn of speech 49
- speech phenomena 99 106
bpeeches 98
Spelling B4
- different spellings 50
Spoken and writven language, differences a2
Spoken styie 25

SlﬂgES
- different stupes of the lesson 17
Srovies
- dramatic stnries 2%
- amnpe sturies BO
story-telling activire 48
Straight Arrows lessons {ree airo Buomerang bessons,
ESA. Patchwork lessons) 31,33, 74
- may wirk at Jower tevels  27-8
- Straight Amows sequence 27
Straight line {ree alra Straight Arcow lessans] 28, 30
Stress e adte Pronunciation) 50, 51, 59,98
- exaggerated stress iR
- main stress &0
- secondary stess 50
- stressed syllables 5D
student talking tene (5TTF 4.4
snrdents (ree mise Lewrners, Pupi.'ls} 1.5 13, :
- ac diftecent levels 127-12R
- herrer sewdeny 12%
- bnng 2 unagus personaiey 7
- can write a paragraph 116
- check answers in pars 73
- wlasseoarn students 25
- compare thear answers 105, 1408, 116
- compare what they have wrinen 92
confidence undermined 124
- oontinuing wvolvement 3
discover pramamar For themselves 29
- descuss in pas T3
= disruptive sradents 154}
- don't want to tatk 131-2
encouraged to respond to content T, 100
- enjay ﬁpﬁing each other &3
- easopbionad students 7
feel positive about rextbooks 117
- from cermin backgroundsfaulures 9
ot locked o book 117
ﬁggiﬂ}'-motiwted sudents B
individual students: 9
interests 16, B
keep uging their own lainguage  129-30, 134
may fevert o ficst language 21
- nced to ask unexpecred questions 121
need o be Engaged 70, 7R, 91
need to be exposed to language 35, 66
- need ro be goven thances to wse i:.nsuig\c 25
need to be made mady vo lseen 100
need to be otivated 25
= onily wne srudeat tudhs ava e 21
- own Jearning siyles 27
- power to be creative 3
- preferenoes 21
- PEACKIONS W0 JesboTid 2
- read oot their stories 83
- reluctans to rpeak 134
- mepeal A senfence o twn 6]
- $Fu ﬁin their own Bme 9
- gL studens 10
- cake charge of learning 9
- rake resp:mnib':lit}r 3 13

- unc rative students 130-1

- usin::E'Lgﬁsh 1 jately 1340

- using bangnage eely 26

-walk around 90

= weak and stpong togerher 120

- weaker oncs 128

- whao share a nagve language 129

- what will motivawe themr  BO

- who've 'done it before’ 321

- work it our for themselves L1

- workung together ot indipaduaalty 53

- writing in 2 number of sryles 80
Srudents-in-growps (ree offe Groups) 133

- tinish be everyone 133
Srudy {see afts Actovare, Engage, ESA] 2%, 26, 27, 29,
XY X132 52 64 65, &5, BT, F1.T6, 7T, TS, 80 8BS,



7,91, 104, 104, 106, 126

- language studv 31, Ta, 99

- languageSwrining stude 31

- Study phase 11

- Btudy session A3

- smadving takes ower 102

- Sl'ui; work 108
Srudy slalle 10, 14
Subjecr {of a tentenee) 5,51
Buccess 11
Huccessful language teaching/learning 24, 12
Surprise 5. 17
Surveys &0 G

- a5 lead-1n to written work B
Syllables %A

- stressed syllable 57
Synonyms 47

Table
- SCpaTale tables 18, 20, 21
Tape counters 182
Tape recorders 4, 19, %9, 110, 123, 124, 132, 1492
Tapefs] 25 531 55,864,122 123

- hiEFe et ki prds ol £ o8
- ga ak the same 5 93

- h:mg t‘l.PCI:I. sEgTnent 106

- lnng tapes ¥H

- lisreners cannot flick back 99
- musk aper 182
- reqlistic papes R
- rebentlesencss of raped marcrial - 99
- rewind tapes 9
- aop rapes 99
- students don't underind the mpe 132-3
- teacher can play it in 100
- teacher stopm ape x each part 105
Tapescripos
- cur into bits 133
shwdents look ar Fapescript 104
- provide good cridenee 106
- uBing EpesTipts 133
Task-hased h:arning 31, 33, 1B7
Tasks
» challenping nsks 13
- different tasks 3
- different tasks with same mavsrial 127
- good reading tasks 7O
- marchang cask wo tope 70, 78
- oo taak only 133
Teacher amessment 112
Teacher talking time [TTT} 4, &
Teacher rraining courses 122
Teachers  7,11,15,17, 20, 186
- aleiliny tor peprond Aexibly &
- arwwering nesds of studens 28
- are to be obsenved 122
- I eNtErtRIners 2
- ask individual students 19
- behaviour affected by lewel 13
- cany all gee rhe reacher 19
- can collecr poscards 31
- can dicrate searences 131,132
- can explain grammar 25
- ean prompr &1
- chothes 15
- Creaning an En{ish emvirsnment 130
« desire to cmpathise with students &
- dicrare £}
- experienced reachery 2, 3,122, 124,129
- exploit peading .. to the fall 71, ¥8
- hilm etudenrs 183
- ges locked e book 117
- ger tudents engaged with topic 100
- pet students o practise 66
- gerting reactions 22
- gettng students 1o gpeeak 4
- give chance to check answers 104
-] mund class'groups 7h, B3, 93,

wachers 1,4, 5,6, 10, 12, 17,22, 71,
JHOTIL NI, 1RE
- hawe poor opinion of rexbooks 116
have o ba flexibie 322
how 1 e 2 good teacher 1-6
- imriting a cnllc—ag‘u: 22
- ln:n:p prom rjng L |
- may play rﬁt Laps AgAin 104
- model language A5
rowtivndess teachers 14
reed 1w be prepared For listening 100
- nged ti ger snudents’ arrennon 19
need 1v have dness sense
- need o Liaten for mastakes 63
- not. domunare 94
- not nesding to plen lesons 121
- nat playing tape only once 100
- only respand tn English wae 130
- nppartunity to wark with individial
students 21
A crdativty 117
personal style H.
- personality 1,26
- phy!-icai behaaur 16
- physical characteristics 15
- ph}-‘si::l! presence 15
- practising teachers 125
- SARicy 3
- geamm eeluctanc to speak 4
« ser Hme imit 93
- should choose fextbooks 120
- should remdib o coneact 19
- should train sradents in dictionary use 179
- succesehal reachess 16
- suggest iexl construetion %3
- Toeat srudents senstively 34
- try out new kdeas and activicies 22
- ¥irws ?
- walking sround 20
- wath an affioiry 2
- wath Lot of kvowledge 2
Tearhers' apsocianons 185
Teachers o training 123, 125
Teaching and learming
- at lower level: 26
- how ro degcribe teaching and lcaming 2433
TESQL. 128
Ttlti.

- progiess bests 21
Tf_'l’.ﬂ:KmEi ETE; 111-20

are jurt collecrions of marerial 117
avalabilig 119

become a illstone 117

- emverrthing nor wonderfui 117

have consestent syllabus 117

language ar cighr level? 111

Jayout and design 119

methiodalogy 119

more colourful 117

-prce 119

-alalls 119

- somectmes wmnterescing 117

iereonyping 119

syllabus 1%

reachers guil:ll: il19

pextbook use is one of the rsachers mein skills

120
- bopic 119
s usinyg wxthbooks 112,189
Textbooks, gl.mﬂng 117-14

Textbooks, options 120
- adapt what s in tha book 112, 120
- adaptanion  113-14, 117
- add e the l2sson 111,120
- addion  112-15. 117
- ammir the lewson 111, 120
- replace 111,114, 11§, 120
- eplacement 157
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- replacement chacges atrmosphere 116
Textbooks, wailers 59
Tests &R

- as much like real Englisk 59

- authentic 101 noc? ag

-an English - &8

- fong Text 23

- studving che tesr TSR

- bEXE OrgAnIZatian 19
Taune lines S6
Timie sequences 3
Tapuws 23, 16

- elpgive of wopies 3

- ciftercnt topics 5

- feelings aheaut the tapes it

- seuderts are Engaged warh topic 104
Tramers

- Trainer s preferences 125

[lse, language 152 32
Ueterunees, incurnplete F)

Varieraes uf Eaghsh {ree aie Language varcries)
« difterent varienes of Eoglah 110
Varery 5,6, 17, 122
- variery and Aeabifie 134
Verh tenses 25
Verbs 35,37, 51,113
- awdliary verhs 35, 39
- LnfTanstiee verhs 35
- main verbs IE, 3%
- modal auxiliary verbs 3B

- phrasal verks 38, 3%
- plural verbs 36
- singular verbs 16

- transiove wverhs 35
- wverh complementation 42
Verhs, forms 40
- ackve and passive 4L
- past conrinuous 4}
- past perfear cononuoua‘progressive dl
- past perfecr simple 41
- past simple 40
- peelece 400
- present continuous 40, 47, 91
- peesent perfect continuous 4]
- present perfect simple 47, 89
- present sirnp'll: 25, 40 &2, B1,R3
« regular and irregular verbs 41
- which are regutar? 11%
108, §10, 189
- danger of viden 109
- diade class 109
feoege the mpictumse 1049
- giving bac nd T+ a topic 181
- ?:;5 usebul for listening* 108
- loses impact if over-used  1H3
© many teachers use video 109
- material according ra lewel 108
- raicher than gudio tape 108
- stadents make films 184
- tape with oovered pictune 104
- tape wathout sound 109
- used for presenting iatormation 133
- wedleo and right lawes 183
= video BI!ED:;EFI.?!: & L]
- watching a2 viden 1%
Video cameras LE3-54
. CEnC T = 183
- mnt nul?:‘nmick tehind camera 184
- training a good idea 184
Video monitors 183-84
Video playback machines 1B3
Vocabulary 25, 28, 58, 98, 187
- for headlines B3
- merne restricted for chilldren 3
- personal wocabulary books &0

Vaden

198

- using vocabolaey predicnen 133
- wopcabulary tems 26
- wocabulary workk 29
57, 59
- coneervatbien of 17
- in rhz management of reaching 16
- guality 17
- Ve mstrucnens 47
- nane 14, 49 29
- verv loud voices 17

Youee

Whale =lass 19, 20, X, 61, 93
- groupiog 22
- $EAting arrangement 21
Wordbooks 10
Word games 113
Word procegsors (s alre Computss) 84
Words {see adra Collocanen, Conootarion)
- ceHmpou nd words 113
- sircesed on svllable 1t3
- with % Dtgative meameg 113
- wath & positive medring 113
Ward srudy 113
Wortksheets 128,133
‘Writing (ser 8¢ Cormection, Handwriting)
1EE
- actwity . listemeg to musae 123
- appropriacy of witing zcrivicy Bé
- a3 u veflecnve activiry 79
-as skl TY RA
- a5 minlocéement 79, A4
- Creative writing 214
- deviges 49
- drafting and re-drafting 10
- wEsay Writing 13
- extended woiting 26

- for languayr development 749,94
- hw we structure writing 14
-n Zroups 2

- paraliel writing 81
- pocm writing 26
- story Wrikng 28
- students write articles B3
- studears write individually eec. 75
- wriling narmabive compostions 80
- writing s spocizl convwentions 90
- wrimen exercizes 9
- wrirten parrarive wotk B9
Wrinen correction symbeols [see afie Correction)

Younger ugms 10

T3 Bh,
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General Linguistios B8 185

Poule, S.

Radiormd, A .M., et al.

Robins, R.H.

Yule, .

An Introduction to Lingndstics

i FF AN

finguistics : An {nroduction
#FFHAR

General Linguistios Fourh edition
ik E F Wit

The Study of Language Second edilion
HERR

Phonetics and Phonology 15 (7255 ' & &

Clark. J.etl al.

Roach, P.

Syntax Bk
Cook, V.

Radford, A.

Radiord, A.

Sernantics {5 3L

Iyons, J.

Sa{fcdi J-I-

An Intreduction to Fhonetics and Phonology
BEFEFEFANT

English Phonetics and Phonology : A Practical Course
Second edition

EEEFFEHFTAF X ANE

Chomsky " s Universal Grammar : An Introduction
Second edition

T4 By 25 6% 458 35 h AR

Syrtax : A Minimalist Introduction

& kF B FEFI

Transformational Grammar: A Kirst Course

HRIE RS

Linguistic Sernantics 1 An Introduction
#HAFI®

Sernantics
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Marphology {287
Matthews, P.H. Morphology Second edition
Y

Pragmalics i#11]°#
Pecoei, 1.9, Pragmaetics
iR
Verschueren, ], Undderstanding Pragriatics

& ] FRT R

Discourse Analyvsis T 57

Brown, (G.el al. Hscourse Anadviis
IR AT
Cee, T.P. An Itroduction ty Idscourse Analvsis ;. Theory & Method

WwiEg AT it F ik

Lexicography 1) 845

Hartmann, R.R. K. et al. Dictionary of Lexicography
14) iy B F 5 4

Stvlistics W {405

Thomborrow, J. et al. Sevitstics for Students of Language and Literature
HEWA LT AT

Wright, L..et al. Stylisties : A Practical Coursebook
TR R AT

Typology {H o JERIZE
Croft, W. Typology and Universals
HERUF L i85k M ie

Soviolinguistics 3 2nE é’!f:

Fasold, 1. The Sociolingistics of Languoge
#H2EFETF

Hudson, R.A. Sociofinguastics Second edition
it-&iE T F

Wardhough, K. fntroduction to Sociolinguistics Thind edition
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Psycholinguistics U S8 if /55

Attchison, J.

Carroll, 12 W,

The Articudate Mammal - An Introduction to Psycholinguistics Fourth edi-
hon

S AL SO LAY A S IRGE T F A

Psychology of Language Third edition

SE o L. ar
PR NI | i

Interculiural Commumnicaton i gy el 1O

Samovar, [.. A.el al.

Scallon, K. al.

Translulology B iFF

Baker., M.

fonumnnicalion Hetween Crdteres Seoond edition
o Ak 3 R
Intercudtural Comurainication

B AL R

tn Other Words 1 A Courseboak on Translation
R IR A4

l‘_’l_mc:tiona:l Linguistics HIBE1T 5 °F

Halliday, M. A K.

Thompson, €.

Historical Linguistics [J7 %215 =

An Introduction to Functionad Grammar Second edition
o gk 38k ik

Introdueing Functionad Grammar

HHETE E ]

Al

Trask, R.L.

Corpus Linguistics R PRI &

Histortead Linguiistics
BREETF

AL

Biber, T} et al.

Kennedy, .

Corpus Linguistics

iEH EE T F

An fuiroduction to Corpus Lingnastics
& EE T F AN

Slatistics in_Linguistics JEi S

Woods, A.et al.

Statistics in Language Studies
iFE HL P At F
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History of the English Langnage SZiF 8
Freebomn, D, From (Nd Fnglish to Standard Erglich Second edition
4B & A E R B o R E

Child_Language JU #itr55
Pecoei, J. 3. Child Language New edition
LT

Loaming Strategies 5 2 HBE
Cohen, A1) Strategies in Learning and Using a Second Language

F il ik AR iR T e E e

First Lunguage Acquisition 55—if i1 X 9

Condluck, H. Fanguage Acquisitton : A Lingrudstic fntroduction
MIBEZFAHAAAEETIHF

- 3

Second Language Acquisition 315 =5 - 18

Cook, V. Linguisties and Second Language Acquisition
BEHAFEET IR

Cook, V. Second Language Learming and Language Teaching
Second edition
¥oEETFIEHY

{arsen-Freeman, D.et al. An Introduction to Second Language Acquisition Research
FoHEE T IRATA A

Rescarch Method 875 75

MecDonough, 1. et al. Research Methods for English Fanguage Teachers
FiF M FHIF &
Slade, C. Form and Style: Research Pupers . Heports, Theses

Tenth edition
mfT B HEHLEFREKES

Academic Wrnitng ¥R
Roberis, W.H.et al. Abouwt Language : A Reader for Writers Fifth edition
wE T BEREA
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Methodology 0754

Harmer, J.

Richards, J. et al.
Trudgill, P.et al.

1lr, P.

Testing B2
Alderson, ] Clet al.
Heaton, J. B.

Course Design REEIT
Yalden, J.

English Grammar % iF 18
Biber, [}, et al.

Dictionary 8% H

Fussmann, H.

Richards, J.C. e al.

Hene to Tesech English

EA RO E

Approaches and Methods in Languape Teaching

EE T AR

International Frglish Third edition

FiE . W Fi8 B

A Course in fangruage Teaching . Practice and Theary
EEHUF A TR R R

Language Test Construction and Evaluation
W E ORI R 5 R AE

Writing English Language Tests New odition
E N FRES

Principles of Course Design for Language Teaching
i E HOF RAE IR R

fongman Grampar of Spokent and Weitten English
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Routledge Drctionary of Language wnd Finguisties
EELET R

Longman Dhctionary of Language Teaching &

Applied Lingustics
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