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Practical Class 1

THE LEARNERS OF THE ENGLISH LANGUAGE

Outline


1. What makes a good language learner?

· factors which influence success in language learning

· characteristics of good language learners 


2. Learner motivation and interest

· the importance of motivation

· different types of motivation

· ways of arousing learner interest

· fluctuations in learner interest

3. Younger and older learners

· differences between the age groups in learning styles, abilities and motivation

· teaching children, adolescents and adults

4. Basic distinctions of learner proficiency levels 

· what the different proficiency levels are

· how the different levels should be taught

5. Learning styles and strategies

· learning or cognitive styles

· learning strategies

· learners’ roles in the classroom

Discussion Tasks

1. What makes a good language learner? Are some language learners more likely to be successful than others, due to their foreign language aptitude, age, gender, first language background? 

2. Think of two successful learners you know (excluding yourself). What positive qualities do they share?

3. How important do you think motivation is for success in language learning, compared to, for example, language aptitude or other factors such as intelligence, personality, contact with the foreign language outside the classroom? How important is people's past success in language learning for their motivation to learn in the present and future?

4. What characteristics and behaviours do you associate with the image of a motivated learner?
5. Some people are motivated by wanting to integrate into the target language culture (integrative motivation), some by needing the language for their career or other personal advantages (instrumental motivation). Which of the two would you imagine to be the stronger motive, on the whole?
6. The urge to engage in learning activity for its own sake (intrinsic motivation) is distinguishable from the urge to learn for the sake of some external reward (extrinsic motivation). Is there a difference between children and adults in the degree of influence of these two kinds of motivation?
7. How many ways of creating learner interest in learning a foreign language can you think of?

8. How do learners differ from each other in age? Describe children, adolescents and adults as language learners. 
9. What are the different proficiency levels which students can reach? How should the different levels be taught?

10. Do you think the concept of learning style is a useful one? In what ways can the concept of learning style clarify teacher’s understanding of how students learn? 

11. To what extent and in what way can teachers accommodate the variety of learning styles which are present among the members of a class?

12. Think of your own experience of learning languages. Try to characterise your own approach to learning and your own learning style. How does it influence the kind of activities you prefer?

Writing Tasks

1. What characteristics do good learners share? Rate the following learner qualities in order of importance from 1 (= most important) to 10 (= least important) [Harmer, 1998: 140].
a) getting to class on time 

b) liking English 

c) being careful about physical appearance

d) asking questions

e) having a go at every opportunity

f) reflecting on how individual learning takes place

g) doing homework 

h) looking for examples of English outside the classroom 

i) learning how to use dictionaries and grammar books  

j) getting enough sleep

What other qualities would you add?

2. How important is the students motivation? Re-write the sentences so that they reflect your own opinion [Harmer, 1998: 139].
1. It is very difficult for teachers to motivate students who are not interested in their subject. 2. Teachers do not have to worry about the continuing motivation of students who are already motivated. 3. You can only learn a language successfully if you love the culture of the language. 4. I am interested in learning a foreign language because I want a job.

3. What's special about teaching adults? Who do you think is being described in the examples? Put C = Children, A = Adolescents, Ad = Adults [Harmer, 1998: 140].
1. A small group of students come to see you and say that they're finding learning English much more difficult than they had hoped. They want to stop the classes. 

2. After a lesson, a group of students come to see you and say 'We don't like the way you're teaching. We want more grammar'. 

3. One of the students' favourite activities is the chanting of rhythmic sentences to emphasize good pronunciation.
4. Students get really excited when you let them sing a song. 

5. Students play tricks such as hiding under desks and giving the wrong names when you are taking the register. 

6. When you arrive late for class, some of the students are quietly getting on with their work. 

7. When you ask a student to come out to the front of the class to take part in a demonstration, he is extremely reluctant to do so because he is so nervous. 

8. You get students in groups to play a board game adapted from a general knowledge quiz. They are reluctant to play the game. 

9. You get students to write poems on the subject of friendship and you are surprised and moved by their work.
Make an advantages/disadvantages grid for children, adolescents and adults.

4. What are the different levels? Look at these descriptions of student competence. What level is being described in each case, do you think? [Harmer, 1998: 141]
………. Is beginning to be able to use English for basic everyday needs. 
………. Knows or remembers a few words or phrases. Can even string together a very basic question or sentence. 

………. Knows virtually no English.
………. Uses a limited range of language, sufficient for basic everyday practical needs. 

………. Uses a wide range of language (with some confidence) in all but the most demanding situations. 

………. Uses a moderate rate of language, sufficient for most practical needs and personal conversations. 

………. Uses a very narrow range of English.
5. What are the different levels? What three differences can you think of between a) a beginner and an advanced student?       b) an elementary student and an upper-intermediate student? c) a beginner and a false beginner? d) a false beginner and an intermediate student?

6. How should we teach the different levels? What level are these activities appropriate for? Put B = Beginner, I = Intermediate or A = Advanced. Some may be appropriate at more than one level [Harmer, 1998: 141].
1. Students write and assemble the front page of an imaginary newspaper with stories you have given them and others they make up. 

2. Students listen to a dialogue between a railway official and a tourist asking for information. 

3. Students listen to an interview with an actor talking about how she got started. 

4. Students practise introducing themselves with language such as 'Pleased to meet you', 'Hello, my name's Karen'. 

5. Students practise repeating/saying words.
6. Students put together a radio commercial. 

7. Students report back on an unsimplified work of English-language fiction. 

8. Students role-play choosing a dress in a clothes store. 

9. Students watch a video about global warming.
Investigation Tasks

How to Be a Good Language Learner

(personal assessment)

Are you a good language learner? List your own positive characteristics and the ones which you think make you less successful in learning a foreign language.

Finding Out How Adolescents Like To Be Taught

(inquiry)

Look through the questionnaire below [Ur, 1999: 291], noting down for each item which responses you expect. 

SURVEY OF STUDENT OPINIONS

	
	Very much agree
	Agree 
	Undecided 
	Disagree 
	Totally agree

	1. It is important for a teacher to dress nicely and look good.
	
	
	
	
	

	2. It is important for a teacher to care a lot about his/her teaching.
	
	
	
	
	

	3. A good teacher controls the class firmly.


	
	
	
	
	

	4. A good teacher treats his/her students with fairness and respect.
	
	
	
	
	

	5. A good teacher is warm and friendly towards students.
	
	
	
	
	

	6. A good teacher knows and uses students’ names.
	
	
	
	
	

	7. A good teacher is interested in each student as a person.
	
	
	
	
	

	8. A good teacher will change the lesson plan and do something else if that is what the students want.
	
	
	
	
	

	9. A good teacher lets students mark their own tests.
	
	
	
	
	

	10. I like it when the students take over and run the lesson.
	
	
	
	
	

	11. A good teacher makes sure students have fun in lessons.
	
	
	
	
	

	12. A good teacher gets students to work hard.
	
	
	
	
	

	13. I prefer working in groups or individually to having a teacher-dominated lesson.
	
	
	
	
	

	14. I like it when the teacher asks my opinion in class.
	
	
	
	
	

	15. A good teacher always gives interesting lessons.
	
	
	
	
	

	16. A good teacher uses corporal punishment occasionally.
	
	
	
	
	

	17. If we need help, the good teacher finds time to talk outside the classroom.
	
	
	
	
	


Add further items if you wish, or delete any you feel irrelevant. Then find some teenagers learning foreign languages who are willing to answer your questions. If you are in a group, each participant may work with two or three respondents, pooling results at the end.

You may do this as a series of interviews, noting a mark or tick in the appropriate space on your copy of the questionnaire for each answer. Or make copies and distribute them to respondents, collating results later.

Look at your results. Were there any surprises? If so, how would you account for the difference between your expectations and the respondents' answers? 

Assuming that your results are based on honest and fairly representative students opinions, in what way can you use these results to guide you in planning your own teaching approach and procedures? Discuss this question with your fellow students, or note ideas for yourself in writing.

Classroom Action Tasks

If the teacher’s job is to help students learn in a better way, he or she will have to encourage students to develop learning strategies. Teachers can influence the learning strategies their students employ.

Prepare a short activity in which you focus on teaching learners to use effective learning strategies (training students to use textbooks, read for gist, deal with new vocabulary, use dictionaries, deal with difficult words, etc.). 

What kind of learning strategies will you encourage? How will you focus learner’s attention on learner strategies?

Sample material below exemplifies learning strategies for remembering vocabulary.
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[Wilson K., Taylor J. Prospects. Student’s Book. 

Intermediate. — Oxford: Macmillan Heinemann, 1999. — p. 79] 

Supplementary Material 

to Practical Class 1


Read the following text related to the topic and assess how far the information in the text supplements or modifies the information provided in the lecture. 

Take study notes of the reading passage.
THE LEARNERS OF THE ENGLISH LANGUAGE
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Ideas for remembering vocabulary

a IHlustrations
You can draw a picture to remember new words.
You can add new words to the drawing when you
learn them. What kind of words are these? Can you
add words to the list?

pleasant

b Mindmaps
You can draw connecting circles to
indicate that words relate to each other.

¢ Collocations
When you learn a new word, make a note of other
words that you sec with it.
What words can you connect to the vetbs play, see
and visift

d Meanings from contexts
Before you use your dictionary, try to wotk out the meaning of a new word
from the context (the words around it). Here are some lines from the text
about Oxfam. Can you work out the meaning of the words in itakics?

Heavy rains caused massive flooding in the border
region between Bolivia, Brazil and Peru.

The local population faced starvation.

There were unusually heavy snowfalls in the
mountainous plateaux of Tibet.



1. What makes a good language learner?

Many factors need to be taken into account when considering the qualities of good language learners: language-learning ability, attitude toward the language itself as well as toward language learning in general, goals for language learning, previous teaching, motivation to learn, expectations about language learning, preferred learning style, age, personality, interests, cultural background, the size of the group and others. Because each student brings a unique personality to the classroom, it is often difficult to assess the factors involved [Harmer, 1998: 7].
It is often argued that among the attributes of a good language learner is the ability and willingness to take responsibility for learning. Students who are prepared to take such responsibility (by studying in their own time, doing homework, thinking carefully about what would be best for them) are good language learners. In other words, good language learners don't just wait to be taught [Harmer, 1998: 9].

Teachers will frequently say that successful students possess some or all of the following characteristics: a willingness to listen, experiment, ask questions, think about how to learn, accept correction [Harmer, 1998: 10]. It is part of a teacher's job to encourage these good learner qualities by creating an atmosphere which shows students that their experimentation and questions are welcome (within reason). Teachers can spend some time discussing how to learn with them, guiding them towards their own best methods of study.

One of the most successful language learning experiences we know about took place towards the end of the Second World War when the American military needed to train their personnel in the languages of the countries they would have to administer and/or deal with. In short intensive courses, the students learnt fantastically fast. Likewise in Britain, Air Force personnel were taken to Cambridge and taught Russian, for example, with enormous success. Whatever the teaching methods used or the reasons for the language learning — the teachers and students in these cases had a number of things on their side: they were highly motivated, they really wanted to learn and they had powerful reasons for doing so — including, of course, a fear of failure [Harmer, 1998: 8].
Motivation is normally seen as being an important component in successful learning. Desire to learn a foreign language can come from many causes. Students may love the subject or may be simply interested to see what it is like. They may have a practical reason for their study: they want to learn English so they can watch American TV or work with English people.
The teacher has a responsibility not only to provide opportunities for learning, but also actively to 'push' learners to realize their full potential and make maximum progress; and the enhancement of motivation is probably the most effective way to do this [Ur, 1999: 273].
2. Learner motivation and interest

In his book on the role of attitudes and motivation on the language learning process, R. Gardner [1985: 10] suggests that motivation refers to the combination of effort plus desire to achieve the goal of learning the language plus favorable attitudes toward learning the language. That is, motivation to learn a foreign language is seen as referring to the extent to which the individual works or strives to learn the language because of a desire to do so and the satisfaction experienced in this activity. 

According to Penny Ur [1999: 274], the term 'motivation' is difficult to define and it is easier and more useful to think of it in terms of the ‘motivated’ learner: one who is willing or even eager to invest effort in learning activities and to progress. 

Motivation is generally investigated through questionnaires and rating scales which require learners to reveal their attitudes toward the language, the culture and the learning process [Nunan, Lamb, 1996: 210].

Various studies have found that learner motivation is extremely important in successful language learning [Gardner, Lambert, 1972; Gardner, 1980; Nakamura, 1989]. Researchers [Naiman et al., 1978] came to the conclusion that the most successful learners are not necessarily those to whom a language comes very easily; they are those who display certain typical characteristics, most of them clearly associated with motivation: positive task orientation, ego-involvement, need for achievement, high aspirations, goal orientation, perseverance, tolerance of ambiguity. Various other personality traits have been studied, such as introversion or extraversion, but results have been less conclusive.

Researchers distinguish different kinds of motivation. 

A distinction has been made between 'integrative' and 'instrumental' motivation: the desire to identify with and integrate into the target-language culture, contrasted with the wish to learn the language for purposes of study or career promotion [Ur, 1999: 276]. 

Famous research carried out in the second half of the twentieth century by R. Gardner and W. Lambert [1972] suggested that students who felt most warmly about a language and who wanted to integrate into the culture of its speakers were more highly motivated (and learnt more successfully) than those who were only learning language as a means to an end (e.g. getting a better job or education). In other words integrative motivation was more powerful than instrumental motivation. 

Another distinction, perhaps more useful for teachers, is that between 'intrinsic' motivation (the urge to engage in the learning activity for its own sake) and 'extrinsic' (motivation that is derived from external incentives) [Ur, 1999: 276]. Intrinsic motivation is associated with what has been termed 'cognitive drive' — the urge to learn for its own sake, which is very typical of young children and tends to deteriorate with age. A number of researchers have presented data to support the notion that intrinsic motivation is superior to extrinsic motivation [Nunan, Lamb, 1996: 210]. Both of these have an important part to play in classroom motivation, and both are at least partially accessible to teacher influence. 

A third distinction which has been made [Brown, 1987] is that between 'global', 'situational' and 'task' motivation: the first is the overall orientation of the learner towards the learning of the foreign language; the second has to do with the context of learning (e.g. classroom); and the third with the way the learner approaches the specific task. Global motivation may seem mainly determined by previous education and a multitude of social factors, but it is also affected by the teacher. [Ur, 1999: 276].

Some researchers [Girard, 1977] emphasized that it is an important part of the teacher's job to motivate learners. In more recent learner-centered approaches to language teaching, however, the teacher's function is seen mainly as a provider of materials and conditions for learning, while the learner takes responsibility for his or her own motivation and performance.
Extrinsic motivation is that which derives from the influence of some kind of external incentive, as distinct from the wish to learn for its own sake or interest in tasks

Many sources of extrinsic motivation are inaccessible to the influence of the teacher: for example, the desire of students to please some other authority figure such as parents, their wish to succeed in an external exam, or peer-group influences. However, other sources are certainly affected by teacher action, such as success and its rewards, failure and its penalties, authoritative demands, tests, competition [Ur, 1999: 277].

Intrinsic motivation — the generalized desire to invest effort in the learning for its own sake — is largely rooted in the previous attitudes of the learners: whether they see the learning as worthwhile, whether they like the language and its cultural, political and ethnic associations [Ur, 1999: 280]. However, teachers can certainly help to foster these attitudes by making it clear that they share them, or by giving further interesting and attractive information about the language and its background.

Global intrinsic motivation is important when the course is beginning and as general underlying orientation during it; but for real-time classroom learning a more significant factor is whether the task in hand is seen as interesting. It is in the arousing of learner interest, perhaps, that teachers invest most effort, and get most immediate and noticeable pay-off in terms of learner motivation [Ur, 1999: 280]. 

Here are some ways of arousing interest in tasks suggested by Penny Ur [1999: 281]: clear goals, varied topics and tasks, visuals, tension and challenge (games), entertainment, play-acting, information gap, personalization, open-ended cues.

Learner level of attention and interest fluctuates within the period of engagement with a task, and it is important to know what might cause such fluctuations in learner interest. Some temporary lowering in learner interest can be caused by factors beyond teacher’s control — the need of the learner to take a short break or external distractions — but there are also certain teacher behaviours which can quickly catch or lose learner interest, and it is important to be sensitive to their effect [Ur, 1999: 283].

Teacher-associated fluctuations in interest are more obvious in classes of younger or less autonomous learners, but can be observed to some extent in all classes [Ur, 1999: 283].
The teacher addressing the whole class gets most people's attention; when he or she addresses individuals, others sometimes loose interest — particularly if he or she goes into lengthy corrections and explanations of individual error. The teacher's eye contact with individuals raises their attention; extended lack of eye contact lowers it. Hence the importance of constant 'scanning' of the class.

Blackboard writing holds students' attention, particularly when the teacher is writing something the students had said themselves.
When students have to read or write something down, they concentrate; when they only have to listen, they attend less. Students who have something to look at attend better.

Organizational activities (giving out and collecting papers, etc.) are usually accompanied by a lowering of attention; such processes therefore need to be managed as quickly and efficiently as possible.

Pair and group work sometimes produce a very high level of learner concentration and activity, but can also do exactly the opposite. A high degree of teacher sensitivity is needed here, together with very clear instructions, simple and well-structured tasks and careful monitoring.
3. Younger and older learners

Differences between the age groups in learning styles, abilities and motivation entail corresponding differences in the selection of materials and methodology and in lesson planning. 

It is also useful to be aware of the unreliability of various popular myths: for example, that children learn languages better than adults. Many conventional assumptions about age and language learning may turn out, when subjected to careful examination or research to be not quite so obvious or inevitably true as they seem [Ur, 1999: 286-288; Singleton, 1989; Snow, Hoefnagel-Hoehle, 1978; Ellis, 1994: 484-494]: 1) children learn better than adults; 2) foreign language learning in school should be started at as early an age as possible;  3) children and adults learn languages basically the same way; 4) adults have a longer concentration span than children; 5) it is easier to interest and motivate children than adults. 

Teaching children. In general, children have a greater immediate need to be motivated by the teacher or the materials in order to learn effectively. Prizes and similar extrinsic rewards can help, but more effective on the whole are elements that contribute towards intrinsic motivation: interest in doing the learning activity itself. Such elements are most likely to be effective if they are based on an appeal to the senses or activate the children in speech or movement. Three very important sources of interest for children in the classroom are pictures, stories and games: the first being obviously mainly a visual stimulus: the second both visual and aural; and the third using both visual and aural channels as well as activating language production and sometimes physical movement [Ur, 1999: 288-289].
Teaching adolescents. For inexperienced teachers, adolescents are perhaps the most daunting challenge. Their learning potential is greater than that of young children, but they may be considerably more difficult to motivate and manage and it takes longer to build up trusting relationships [Ur, 1999: 290]. 

One of the recurring nightmares for teachers of adolescents is 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 feel like it [Harmer, 1998: 10-11]. 

One source of guidance about how to teach adolescents successfully is on developmental psychology. Another — no less reliable, and underused — is the adolescents themselves. Teachers are advised to find out their preferences on how they like to be taught [Ur, 1999: 290]. 

Teaching adults. The teaching of foreign languages to adults is less important, world​wide, than the teaching of children: most language teaching takes place in schools. However, teaching adults is on the whole easier and less stressful (and better paid!). It is, however, often directed towards special purposes (for business, for academic study and so on), demanding extra areas of expertise on the part of the teacher; and the teacher is often expected to be a native speaker of the target language [Ur, 1999: 294-295]. 

In Jeremy Harmer’s opinion [1998: 10-11], adults are frequently more nervous of learning than younger pupils are. Nevertheless, adults as a group have much to recommend them. They bring life experience into 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 offer is almost certainly greater than that of children and adolescents. Teachers of adults are much less likely to have to deal with ongoing daily discipline problems than secondary school teachers are. 

Whereas in primary schools much learning takes place through play and knowledge gathering is done through games, songs and puzzles, adults, on the other hand, do not necessarily need their learning to be camouflaged, dressed up in quite the same way. They can see the point of learning and teachers do not have to play games or sing songs to get their cooperation.
4. Basic distinctions of learner proficiency levels
Teachers of English generally make three basic language level distinctions: beginner, intermediate and advanced. 
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Between these levels, other descriptive terms are used too. The following diagram shows the labels which are frequently used to describe different proficiency levels [Harmer, 1998: 12].
Beginners are those who don't know any English and advanced students are those whose level of English is competent, allowing them to read unsimplified fact and fiction and communicate fluently with native speakers. Between these two extremes, intermediate suggests a basic competence in speaking and writing and an ability to comprehend fairly straightforward listening and reading [Harmer, 1998: 12].
A distinction is made between beginners and false beginners. Some adults start a beginners' course having heard virtually no English, whereas many others can't really use any English but actually know quite a lot which can be quickly activated; they're not real beginners. 

Elementary level students are no longer beginners and are able to communicate in a basic way. They can string some sentences together, construct a simple story or take part in predictable spoken interactions. However, they have not yet achieved intermediate competence which involves greater fluency and general comprehension of some general authentic English: there are still areas of knowledge — tense structures, noun phrase constructions, vocabulary use — which elementary students have not come across. 

Upper intermediate level 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. 

Although each student is an individual, it is nevertheless possible to make some generalizations about the different levels [Harmer, 1998: 13].
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 language learning is more stressful than they expected and reluctantly give up. However, if things are going well, teaching beginners can be incredibly stimulating — and great fun. It may be restricting for the teacher, but, as Jeremy Harmer puts it, the pleasure of seeing your 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 to them, they don’t improve that much or that fast anymore. Methodologists call this the plateau effect and the teacher has to make strenuous attempts to show students what they still need to learn. One of the ways of doing this is to make the tasks more challenging and to get students to analyze language more thoroughly. Teachers need to 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. At the advanced level teachers need to be able to show students what still has to be done and provide good clear evidence of progress. Teachers can do this through a concentration not so much on grammatical accuracy, but on style and perceptions of appropriateness, connotation and inference, helping students to use language with more subtlety. It is at this level, especially, that teachers have to encourage students to take more and more responsibility for their own learning.
One obvious difference in the way different levels are taught is language. Beginners need to be exposed to fairly simple language which they can understand. The level of language also affects the teacher's behaviour. At beginner levels, the need for teachers to rough-tune their speech is great: they can exaggerate their voice tone and use gesture to get the meaning across. 

The activities teachers offer students should also depend on their language level. Although many activities can be used at more than one level, there are some which are obviously more appropriate for beginners, for example, pronunciation practice, simple introduction dialogues, while there are others which are more appropriate for advanced students, such as discursive essay writing or formal debating. 

It is to be borne in mind that learners have different degrees of aptitude for language learning. Therefore, learners who have the same proficiency at the beginning of a course are likely to be at different levels of proficiency after several weeks of instruction [Nunan, Lamb, 1996: 160].

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 (multilevel instruction) [Bell, 1991: 2-18].  Jeremy Harmer [1998: 127-128] suggests the following ways of dealing with the situation: use different materials, do different tasks with the same material, ignore the problem, use the students.


5. Learning styles and learning strategies

A learning style is an individual predisposition to learn in a particular way. The term is used to describe broad, general characteristics of approach to learning.  The preferred learning style is manifest in all aspects of learning, not just in relation to learning foreign languages. Learning styles are intimately related to personality types [Richards, Lockhart, 1999: 59]. 

Methodologists use a six-part system to categorize learning styles. The six categories are [Richards, Lockhart, 1999: 68-69; Willing, 1988: 40]: 
• Visual learners respond to new information in a visual fashion and prefer visual, pictorial, and graphic representations of experiences. They benefit most from reading and learn well by seeing words in books, workbooks, and on the board. They can learn on their own with a book, and they take notes of lectures to remember the new information.

• Auditory learners learn best from oral explanation and from hearing words spoken. They benefit from listening to tapes, teaching other students, and by conversing with classmates and teachers.
• Kinesthetic learners learn best when they are physically involved in the experience. They remember new information when they actively participate in activities, field trips, or role plays.
• Tactile learners learn best when engaged in ‘hands on’ activities. They like to manipulate materials and like to build, fix, or make things, or put things together.   

• Group learners prefer group interaction and classwork with other students and learn best when working with others. Group interaction helps them to learn and understand new material better.
• Individual learners prefer to work on their own. They are capable of learning new information by themselves, and they remember the material better if they have learned it alone.
Information of this kind is helpful. It is not necessary to put learners into boxes labeled according to learning styles, but it is useful to try to identify which approaches to learning they favour and how teaching can accommodate their learning preferences [Richards, Lockhart, 1999: 62].

Whereas learning styles can be thought of as relatively stable charac​teristics of learners which affect their general approach to learning, learning strategies are the specific procedures learners use with individu​al learning tasks [Richards, Lockhart, 1999: 63]. 

Learning strategies are defined as specific actions taken by the learner to make learning easier, faster, more enjoyable, more self-directed, and more transferable to new situations [Oxford, 1990: 8]. A learning strategy is a measure that the learner actively (although not necessarily consciously) employs to facilitate or advance learning. Each of the following comments by learners describes a learning strategy [Parrott, 1997: 57-58]:

a) When I read a text in which much of the language is unfamiliar, I 'guess' — use my general knowledge of the world and knowledge about the particular topic to help me to understand. 
b) When I'm reading I ignore unfamiliar words unless they crop up over and over again and I know I'm missing something important. 

c) When I'm in the bus I look at my index cards. They have an English word on one side and an example sentence, the pronunciation and an explanation or word in my own language on the other. 
d) I notice other students' mistakes — particularly if they're not speaking to me — and sometimes I realize I make that mistake myself. I try to remember the mistake and what the person should have said. 
e) I like to repeat things over and over so that I can memorize them.
f) When I don't understand I keep nodding and pretending to understand so that they carry on speaking and I get a ‘second chance’ to figure out what they want to say. 

g) I go up to tourists and pretend I am lost so that I can get into conversation with them in English.
h) When I don't understand I ask them to say it again more slowly.
There is a great amount of ongoing research into the nature of learning strategies and into identifying learning strategies that are effective for different purposes [Vann, Abraham 1990; Oxford, 1990]. 

R. Oxford [1990] identifies six types of language learning strategies:
• Memory strategies, which help students to store and retrieve information: creating mental linkages (e.g., placing new words into a context); applying images and sounds (representing sounds in memory); 

• Cognitive strategies, which enable learners to understand and produce new language: receiving and sending messages (focusing on the main idea); analyzing and reasoning (analyzing expressions).

• Compensation strategies, which allow learners to communicate despite deficiencies in their language knowledge: guessing intelligently (using nonlinguistic clues to guess meaning); overcoming limitations in speaking and writing (using a circumlocution or synonym).

• Metacognitive strategies, which allow learners to control their own learning through organizing, planning, and evaluating: arranging and planning your learning (setting goals and objectives); evaluating your learning (self-monitoring).

• Affective strategies, which help learners gain control over their emo​tions, attitudes, motivations, and values: lowering anxiety (using music or laughter); encouraging yourself (rewarding yourself); taking your emotional temperature (discussing your feelings with someone else).

• Social strategies, which help learners interact with other people, creating opportunities for using language: asking questions (asking for clarification or verification); cooperating with others (cooperating with proficient users of the new language); empathizing with others (developing cultural understanding).
Learner strategy research has focused on studying how learners use strategies such as these and what the differences are between the strategies used by successful and unsuccessful learners [Vann, Abraham 1990; O'Malley, Chamot, 1990]. 

R. Vann and R. Abraham [1990: 190-191] studied the strategies of unsuccessful lan​guage learners on a variety of different kinds of tasks and found that what distinguished unsuccessful learners was not the lack of appropriate strat​egies but the inability to choose the right strategy for the task.
An important aspect of teaching is to promote learners' awareness and control of effective learning strat​egies and discourage the use of ineffective ones [Vann. Abraham. 1990: 191].


Learners perform different roles in the classroom. Some models of learning/teaching regard learners essentially as sponges who soak up knowledge offered by the teacher. In fact, learners probably perform a variety of roles in the classroom, of which sponge may at different points in lesson be one: sponge, researcher, negotiator, obeyer, explorer, experimenter, struggler, path-follower, initiator [Parrott, 1997: 63]. Individual learners may prefer certain roles to others. Teachers can attempt to vary the tasks and the learning activities to allow for these preferences. 
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Practical Class 2

THE TEACHERS OF THE ENGLISH LANGUAGE

Outline


1. What makes a good teacher?

· what teachers do

· language learners’ views about effective teaching

· characteristics of effective teachers


2. General teaching styles

· teaching styles and teacher’s qualities

3. Teacher’s roles and functions

· what roles are

· classification of teacher’s roles

4. Autonomy and learning

· self-directed learning

· ways of promoting self-directed learning

5. Teacher development

· the nature and importance of teacher development 

· ways of facilitating professional progress

Discussion Tasks

1. What are the qualities which good teachers possess? Name some important characteristics of good and bad teaching.

2. Think of two good teachers from your past. What personal qualities did/do they share?

3. What teaching styles can you name?

4. Describe your assumptions about the way you teach or plan to teach in the future.

5. How many of the roles listed in the lecture do teachers have in an institution you are familiar with? What other roles do teachers have in the institution?

6. What do you think are the ideal roles for teachers to have in an institution? How can the institution support these roles?

7. To what extent does your own experience of learning validate the argument for learner autonomy? Can you find examples of successful learning by teacher-dependent learners who resist taking responsibility for their learning?

8. Who is responsible for learning? 
9. In what ways can teachers develop learner autonomy?

10. List the things you would put in a self-study centre for students if you had unlimited money. What would each item be designed to do?
11. Is teacher development important? How can teachers further their professional development?

12. What national or international organizations are there for the teachers of English in your country?

Writing Tasks

1. What makes a good teacher? Rate the following teacher qualities in order of importance (1-8) [Harmer, 1998: 137].

a) They are good-looking.

b) They are very entertaining.
c) They can control the class.

d) They give interesting classes.
e) They know their students. 

f) They can keep control.
g) They prepare well.

h) They know their subject.
2. What makes a good teacher? Give the following statements a score of 0 (= I disagree) to 5 (= I totally agree).
a) Good teachers keep students guessing about what they are going to do next. 

b) Teachers should be predictable, not anarchic.

c) The worst kind of teacher is the one who does the same thing every class. 

d) Good teachers always look smart. 

e) Good teachers are always interesting.
3. What are the best kinds of lesson? Complete the following sentences about you [Harmer, 1998: 137].
a) When I was at school, the best lessons were .... 

b) The best lesson I have ever observed was .... 

c) I think the best kind of lessons that I can give are ....

4. Who is responsible for learning? Look at the following activities for students. What are they designed to do? How well do you think they achieve their aim? [Harmer, 1998: 139]
a) When you come across a word you don't know in a reading text do you
• look the word up in a dictionary straight away?
• try and guess the meaning of the word and keep reading?
• underline words you don't understand as you go along and ask the teacher later?

b) List your ten favourite new words from units 20-25. 


Which do you think is the best approach?

Investigation Tasks

Reflecting on the Characteristics of a Good Teacher

(research project)


Think back to your experience as a student. Identify a teacher (Teacher X) who was outstandingly good, from whom you really learnt well, or whose classes you particularly enjoyed. 

Now think of another teacher (Teacher Y) who was just the opposite, in whose lessons you learned very little and whose teaching you did not enjoy. 

For each teacher write down as complete a description as you can of how the teacher functioned, within the classroom and outside it. 

Reading through what you have written, consider how much effort the teachers put into motivating you to learn, whether deliberately or not, and how far your positive assessment of your teacher is based on the way he or she managed to motivate you. 

Share your accounts of your good teacher with others, and discuss the questions with them.
Classroom Action Tasks

Design your own activities to encourage the development of autonomous learning.  

An autonomy encouraging approach might involve the learners selecting vocabulary items they want to learn, researching vocabulary in dictionaries or working out the meaning of words from context and the grammatical characteristics of words from analogy with other English words they know [Parrott, 1997: 48]. 

Sample material below makes students more aware of how language works. Students are involved in studying the way in which phrasal verbs operate [Harmer, 1991: 150-151]. 

[image: image2.png]Complete the following with ‘before’ and ‘after’:

Sometimes the particle (on, up, down, away, etc.) comes the
object. Sometimes it comes the object. It always comes an

object which is a pronoun (it, him, her). If the object is a noun, it can
come or the object.





Supplementary Material 

to Practical Class 2


Read the following text related to the topic and assess how far the information in the text supplements or modifies the information provided in the lecture. 

Take study notes of the reading passage.

THE TEACHERS OF THE ENGLISH LANGUAGE
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Teachers come in all shapes and sizes

1. What makes a good teacher?

There is another person involved in the learning process who should not be overlooked — the teacher. Teachers are particularly important, as research suggests that the attitudes they bring to the classroom are sometimes the single most important influence in the overall success or failure of what happens in the classroom [Lewis, 1994: 29].

If you ask a layperson what teachers do, you will most likely receive the unsurprising response that they ‘teach’. You will probably find that your interlocutor understands the act of teaching as one in which knowers impart knowledge through a process of direct instruction (by telling what they know). This particular view of teaching has been called the ‘good news’ approach. The research into classroom interaction, however, shows that this particular concept of teaching is a very narrow one. There are many types of pedagogical action, and the ‘good news’ approach is only one of them [Nunan, Lamb, 1996: 63-64]. 

A teacher is typically confronted with the following tasks: selecting learning activities, preparing students for new learning, presenting learning activities, asking questions, conducting drills, checking students’ understanding, providing opportunities for practice of new items, monitoring students’ learning, giving feedback on student learning, reviewing and reteaching when necessary [Richards, Lockhart, 1999: 29].

In some institutions, the roles of the teacher have been considerably expanded and include: need analyst, curriculum developer, materials developer, counselor for students who have learning problems, mentor for less experienced teachers, team member, researcher, professional taking part in workshops and conferences, reading professional journals in the field, and joining professional organizations [Richards, Lockhart, 1999: 100].

Learners have very definite views about what constitutes effective teaching. They often have specific expectations as to how teachers teach and what their roles and responsibilities are. The following answers to the question What makes a good teacher? are considered representative [Harmer, 1998: 1-4]:

• Teachers should make their lessons interesting so you don’t fall asleep in them.
• A teacher must love her job. If she really enjoys her job that'll make the lessons more interesting. 

• I like the teacher who has his own personality and doesn't hide it from the students so that he is not only a teacher but a person as well — and it comes through the lessons. 

• I like a teacher who has lots of knowledge, not only of his subject.
• A good teacher is an entertainer and I mean that in a positive sense, not a negative sense.
Although the character and personality of the teacher is a crucial issue 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 [Harmer, 1998: 4]:

• It's important that you can talk to the teacher when you have problems and you don t get along with the subject.
• A good teacher is somebody who has an affinity with the students that they're teaching.

• A good teacher should try and drain out the quiet ones and control the more talkative ones.

• A good teacher is someone who asks the people who don't always put their hands up.
• A good teacher is able to correct people without offending them.
• A good teacher is someone who helps rather than shouts.
• A good teacher is someone who knows our names.

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 [Brown, McIntyre, 1993].
The following classroom practices are typical of effective teachers: instruction is guided by a preplanned curriculum; there are high expectations for student learning; students are carefully oriented to lessons; instruction is clear and focused; learner progress is monitored closely; when students do not understand, they are retaught; class time is used for learning; there are smooth, efficient classroom routines; instructional groups formed fit instructional needs;  standards for classroom behavior are high; personal interactions between teachers and students are positive; incentives and rewards are used to promote excellence [Blum, 1984: 3-6].

Effective teachers share the following characteristics: they are masters of their material; they are well prepared and well organized; they are enthusiastic about the topic of the lesson; they are warm and approachable, but not familiar; they are alert and watchful; they are firm but reasonable; fair and consistent; they have a good sense of humor, but are sparing with jokes; they have clear and well-modulated speech [Wong et al., 1992, 34].

According to Jeremy Harmer [1988: 5], one of the greatest enemies of successful teaching is 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. Something has to be done to break the chain.
In his book, Breaking Rules, John Fanselow [1987] suggests that, both for the teacher's sanity and the students' continuing involvement, teachers need to violate their own behaviour patterns. If a teacher normally teaches in casual clothes, he or she should turn up one day wearing a suit. If a teacher normally sits down, he or she should stand up. If he or she is normally noisy and energetic as a teacher, he or she should spend a class behaving calmly and slowly. Each time teachers break one of their own rules they send a ripple through the class. That ripple is a mixture of surprise and curiosity and it is a perfect starting point for student involvement.
Jeremy Harmer [1988: 5-6] points out that the need for surprise and variety within a lesson is overwhelming. If, for example, students spend all of that time writing sentences, they will probably get bored. But if there are a number of different tasks with a selection of different topics, the students are much more likely to remain interested. This is seen most clearly with children at primary and secondary levels, but even adults need a varied diet to keep them stimulated. However, variety is not the same as anarchy. Students tend to like a certain amount of predictability: they appreciate a safe structure which they can rely on. And too much variety can be destabilizing. Good teachers find a balance between predictable safety and unexpected variety.

2. General teaching styles


The following adjectives are used to characterize teaching styles and describe teacher’s qualities: 

relaxed, resourceful, innovative (favours approaches which are original in themselves), creative (produces original materials but within a traditional approach), hard-working, authoritative, space-giving, well-informed, patient, attentive, caring, well-prepared, flexible, clear, dynamic, intuitive, enthusiastic, accurate, systematic [Parrott, 1997: 90]; 

authoritarian (shows tendency for liking authority and exercising power), affiliative (shows tendency for preferring to form close relationships with others), aggressive (shows tendency towards aggressive behavior to achieve aims), conformist (shows tendency towards wanting to think as others do), cooperative (prefers to work closely with others in performing tasks), achieving (shows tendency towards wanting to achieve status, power, success) [Nunan, Lamb, 1996: 137].


Positive qualities could have a negative side. A dynamic teacher, for example, may not provide the learners with sufficient ‘space’ to set their own pace and to initiate topics of personal interest [Parrott, 1997: 90].

3. Teachers’ roles and functions


In the language classroom teachers and learners will adopt a range of roles. The roles which teachers and learners choose will have a critical bearing on classroom atmosphere, patterns of interaction, and student learning [Nunan, Lamb, 1996: 134]. 


A role can be defined as the part taken by a participant in any act of communication (e.g. doctor–patient, parent–child, teacher–student) [Richards, Lockhart, 1999: 97]. 

The difference between teaching styles/characteristics and role lies in that the role of the teacher depends on the aims and nature of a particular classroom activity, whereas the style embraces the more general predispositions of the teacher. Thus a teacher can act as a manager (role) in giving instructions, and do this in a way which is caring/uncaring, patient/impatient, attentive/distracted, enthusiastic/bored, etc. [Parrott, 1997: 93].

Roles are dynamic, not static, and are subject to change according to the psychological factors brought by the participants into the classroom and also by the dynamics of group activity within the classroom [Nunan, Lamb, 1996: 134].

Jeremy Harmer [1991, 235-243] suggests that most classroom roles of the teacher can be placed somewhere along a continuum, with teacher as controller at one extreme, and teacher as facilitator at the other. The controller role is appropriate at those times in the lesson when the teachers want the whole class to be attending to what they have to say, for example, when setting up a new activity, providing explanations or giving feedback. 

Other roles include the teacher as assessor (when the teacher corrects or provides feedback to the students), the teacher as organizer (when the teacher organizes learning activities); the teacher as prompter (when the teacher needs to encourage students to participate or to provide information on procedural issues), the teacher as participant (there is no reason why the teacher should not participate as an equal in communicative activities such as role plays and simulations), the teacher as resource (providing information and assistance as needed), the teacher as tutor (helping to clarify ideas, point out errors in rough drafts, etc.), and the teacher as investigator (in this role, teachers further their own professional competence through the observation and investigation of processes of teaching and learning in their own classroom).
There are alternative ways of classifying roles: 

entertainer, disciplinarian, conductor of activities in the classroom, foreign language informant, coordinator of students and activities, evaluator/observer of student activities and performances, animator of communicative tasks in the classroom [Nunan, Lamb, 1996: 140];


instructor, educator, motivator, dictator, assessor, mandarin, time-keeper, editor, counselor, confessor, fount of all truth, social organizer, student resource, genial host, language partner, cheerful steamroller, instant reference book, sympathetic interlocutor, representative of authority, baby-sitter, language adviser [Lewis, 1994: 30].

4. Autonomy and learning

In recent years emphasis has been placed on training students to take charge of their own learning. The three main areas that are involved in such learner training are 1) personal assessment (students are asked to think about what kind of learners they are and about what they can do to help themselves); 2) learning strategies (measures that the learner actively employs to facilitate or advance learning); 3) language awareness (students are asked to do exercises about language just as they do exercises about other topics like hobbies, films, adventure, etc.; as students complete the exercise they are being made more aware of how language works) [Harmer, 1991: 149-151].
Methodologists suggest that one of the teacher’s primary tasks is to encourage learner autonomy, not teacher dependence. As Michael Lewis [1994: 188] puts it, teachers have only been really successful when they have made themselves redundant.

This idea is considered to be central to successful teaching. Teacher trainers value the integrity of the learner and emphasize the teacher as facilitator, editor, consultant and adviser rather than instructor or, above all else, performer [Lewis, 1994: 188].

All instruction should ultimately point learners toward self-directed learning because, in the final analysis, it is the learners who have to do the learning. If learners are seriously interested in becoming proficient in the language, then they are going to have to do most of the learning on their own. The most extensive and prolonged period of classroom instruction can only provide a limited introduction to the chosen language [Nunan, Lamb, 1996: 156].


Sometimes teachers feel that it is their responsibility to make the students learn. The truth is that it is the students’ responsibility to learn [Nunan, Lamb, 1996: 162]. 

The principle that learners should take charge of their learning is one that teachers need to promote. Students need to be aware that teachers cannot teach them English unless they themselves are prepared to take some of the strain. Learning is a partnership between teachers and students [Harmer, 1988: 9]. 

This message may be difficult for some students who believe that it is 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. It is much better to start very gradually with a piece of homework, for example, or some work 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 [Harmer, 1988: 9].

Getting 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 occupy too little of it by being trivial [Harmer, 1988: 9]. 

One practical way of giving learners the space for self-directed growth is to develop individual learning contracts of various kinds [Nunan, Lamb, 1996: 158; Dickinson, 1987: 100]. 
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The following key questions can help in the development of a learning contract [Nunan, Lamb, 1996: 158]: 

What are the learning objectives? What activities will help to reach these objectives? What resources will be needed? What evidence will satisfy the learner or an outside observer that the objectives have been achieved? What is an appropriate time frame for achieving the objectives?
Thus the best way forward is to introduce into the learning program elements which train learners towards greater autonomy and aim towards a gradual development towards full autonomy [Dickinson, 1987: 1-2]. Learners are encouraged to see themselves as increasingly competent and self-determined and to assume more and more responsibility for their own learning [Kohonen, 1992: 18].

5. Teacher development

Successful teachers are those who continue to develop throughout their professional lives [Ur, 1999: 317]. Professional growth is a lifelong process, and obtaining initial certification is only a first step in this process [Nunan, Lamb, 1996: 120].
A teacher can and should advance in professional expertise and knowledge throughout his or her career. Ongoing teacher development is important not only for the sense of progress, success and satisfaction in professional work and professional advancement; in some situations it may help to cope with the problems of professional survival caused by both first-year stress and later burn-out [Ur, 1999: 318]. 

Penny Ur [1999: 318-330] suggests the following practical ways in which teachers may further their professional growth:
• Personal reflection on daily classroom events when teachers think about a problem, work out why something was successful, rethink a plan in the light of the last lesson. 

Sometimes teachers find it necessary to write their reflections down. Many teachers practice journal-writing. Such journals can be reread later to contribute to further reflection and learning.

• Sharing with a colleague with whom you feel at ease. What you wish to share may be negative or positive: on the one hand you may wish to find a solution to a problem, confide a failure, get an idea as to how to teach something; on the other, you may wish to tell someone about an original solution you have found to an old problem, share your delight at a success, discuss a new teaching idea you have had.
• Staff meetings of groups of teachers in the same institution can also provide a forum for sharing reflections, problems and successes. 

• Teacher appraisal. It is important to carry out some periodic appraisal of your teaching, on the principle that you cannot move ahead without having a fairly clear idea of where you are now. Obvious sources of feedback on your teaching are colleagues, your own students, and yourself.
• Self-appraisal should be done in writing. One simple system is to divide a page into two columns, headed 'problems' and 'successes', to fill in appropriate items as completely and honestly as you can, and then go on to consider conclusions.
• Reading professional literature (books, journals) is the main source of further learning. 

• Further courses of study provide a valuable opportunity to rethink your own principles and practice in the light of other people's theories and research. 

• Conferences and in-service courses offer a rich selection of lectures, workshops, seminars, panel discussions from which you may be able to update yourself on the latest research and controversies, learn new techniques and methods, become acquainted with the latest published materials in your field and meet other professionals.
• Writing foreign language teaching/learning materials: books devoted to one aspect of language learning, such as listening, or reading, or grammar; theme-based 'enrichment' booklets; simplified readers; computer software; visual materials; audio cassettes; videos, etc.

• Classroom research on foreign language teaching and learning. 
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Practical Class 3 

CLASSROOM MANAGEMENT

Outline

1. How to manage teaching and learning

· what classroom management is

· aspects of classroom management

2. Lesson preparation and planning

· why teachers plan their work

· three main stages of planning 

· making lesson plans

· how important it is to follow a prearranged plan

3. Classroom talk (language use in the classroom) 
· how teachers modify their language: teacher talk
· who should talk in class: balancing teacher talking time (TTT) and student talking time (STT)
· the use of the first language in class
4. Giving instructions and explanations

· rules for giving instructions
5. Questioning students

· reasons for questioning students

· classifications of teacher questions

· criteria for effective questioning

6. Giving feedback

· what feedback is

· different approaches to error correction

· marking

7. Seating arrangements

· different seating arrangements for a class: orderly rows, circles and horseshoes, separate tables


8. Managing student behaviour

· what classroom discipline is

· dealing with discipline problems

Discussion Tasks


1. What is classroom management? What aspects of classroom management do methodologists distinguish?


2. What is the purpose of planning? What questions should teachers consider before they start to plan a lesson? What should be in a plan? How important is it to follow a prearranged lesson plan?


3. How should teachers talk to students? Which of the strategies for modifying teacher talk are most helpful for the learners? 

4. To what extent do you think teachers should modify their language when teaching? How can teachers avoid overusing teacher talk or using an especially unnatural variety of it?

5. In 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)?

6. What are the advantages and disadvantages of the teacher talking in an English class?

7. How should teachers give instructions?


8. What should teachers remember questioning students? 


9. How useful is it for teachers to correct learners' errors? What should a teacher do when a learner repeatedly produces the same kind of error? What error correction strategies do you find to be the most effective?


10. What is the best seating arrangement for a class?

11. What are the reasons why discipline problems might occur? How should teachers deal with discipline problems? 

12. What courses of action would you be prepared to take in cases of indiscipline?

Writing Tasks

1. How important is it to follow a pre-arranged plan? Re-write the following paragraph so that it reflects your own opinions [Harmer, 1998: 138].
Good teachers plan their classes 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.

2. How to plan lessons? Rate the following statements 0 (= totally disagree) to 5 (= totally agree) [Harmer, 1998: 170].
a) Lesson plans restrict teachers when they are in the classroom.  

b) Teachers should spend more time making good plans than actually teaching. 

c) If an activity is worth doing (e.g. an enjoyable language drill), it's worth spending some time doing it, e.g. for 45 of 50 minutes. 

d) It doesn't really matter what's in the plan so long as there is lots of variety in it.
e) The most important thing about an activity in the plan is that it should have the potential to amuse the students. 
3. How should teachers talk to students? Rate the following statements from 0 (= totally disagree) to 5 (= totally agree) [Harmer, 1998: 137].
a) Teachers should speak very slowly and clearly to their foreign-language students. 

b) Teachers should always use well-constructed sentences when they speak to their students. 

c) Teachers should speak to their students like parents talk to their young children.

d) Teachers should speak normally to their students as if they were talking to their own friends. 

e) Teachers should only say things to students which the students will understand totally.

4. How should teachers give instructions? Put a tick (V) if you think the instructions are good [Harmer, 1998: 137].

a) Teacher: Now I want you to work in pairs ... yes (gesturing) ... that's right ... you two ... you two ... you two. Good. Now listen carefully. I want you to read this text (holding up the book and pointing to it) on page 26 and answer the questions ... OK? Now then, Ilona, what's the page? ... Good ... What are you going to do, Danuta ... ?

b) Teacher: OK, this is the deal — and I hope you really enjoy this 'cos I spent a lot of time planning it, you know, in the flat when I should have been watching sport on my new Flatpic 2 TV — great programme — anyway, where was I, yes, well, because I'm ideologically committed to cooperative work, I thought you could probably access this grammar problem yourselves, by looking it up in your book in groups. OK?

c) Teacher: (sitting at desk, looking at her notes). Open your books on page 26. What's the answer to question 1?
d) Teacher: (holding up a large picture): Right, we're going to do something a bit different now. Fumiko ... everybody ... are you listening? Good. Right. Now ask me questions about the picture (pointing to the picture, gesturing) ... questions with 'what' ... Anybody? Yes, Fumiko?
5. Who should talk in class? Make a list of advantages and disadvantages of the teacher talking in an English class.

6. What if students keep using their own language? 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.
7. Should students use the first language in class? In which of the following situations, if any, would you let students use their own language? [Harmer, 1998: 171]
a) Students are working in pairs to practise a dialogue.
b) Students are debating the issue of whether birth control should be imposed on the world to prevent overpopulation. 

c) Students are working in pairs to solve a reading puzzle. 

d) Students are checking if they understand the instructions for an activity. 

e) Students are doing a group writing task. 

f) Students are taking part in a business meeting simulation.
8. What's the best seating arrangement for a class? Do you agree or disagree with the following statements? Give your reasons [Harmer, 1998: 143].
a) Classes where students sit in straight (orderly) rows are easier to control.
b Classes where students sit in straight rows are old-fashioned and stop people learning.
c) Having students in straight rows is the best way to teach a large class.

d) It is important for students to 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.
9. What's the best seating arrangement for a class? What do you think is the best seating arrangement for the following situations? Explain your reasons [Harmer, 1998: 143].
a) You want to have a language teaching game in teams with a class of forty students.
b) In your class of fifteen students you want them to discuss a topic with you.
c) In class of thirty students you want them to work in pairs.
d) You have some reading tasks in a class of ten students.
e) Students are designing an advertisement in groups.
f) Students are going to listen to a tape.
g) You want to explain a grammar point.

10. How should teachers behave in class? Try to think of situations or activities which might be appropriate for the behaviour described [Harmer, 1998: 142].

a) The teacher shouts.

b) The teacher is sitting at the back of the class.

c) The teacher is at the front of the class.

d) The teacher is ‘sitting’ on a table round which four students are working.

e) The teacher is sitting on the floor.

11. Dealing with discipline problems. Number 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) [Harmer, 1998: 143].
a) The teacher blows a whistle. 

b) The teacher claps his or her hands. 

c) The teacher raises his or her hand, expecting students to raise their hands and quieten down. 

d) The teacher shouts at students to be quiet. 

e) The teacher stands on a table and shouts at students to be quiet. 

f) The teacher speaks quietly in the hope that students will quieten down to listen. 

g) The teacher stands in front of the class with arms folded, fixing the students with a baleful stare. The teacher waits.

12. Dealing with discipline problems. What items would you include in a ‘code of conduct’ for a class of thirteen-year-olds? Make a list and then decide how you would present the code to the class [Harmer, 1991: 154].
Investigation Tasks

Beliefs and Attitudes Toward Error Correction

(inquiry)

Interview a group of learners you are familiar with. What are their beliefs and attitudes toward error correction? 

Carefully plan the questions you will ask them. For example [Parrott, 1997: 85]: 

How important do you think ‘being corrected’ is?  How do you feel when attention is drawn to your mistakes?  Do you learn from this? Do you like the teacher to correct mistakes or to give you the opportunity to do so? How aware are you of mistakes you make? 

Discuss the results with your fellow students. How can you use these data to help you in your teaching career?

Classroom Action Tasks

1. Tell a low-class about what you did last weekend. How will you modify your speech? What kind of language will you use?

2. Give instructions to a low-level group of students: a) ask questions about the picture; b) read the text on page 26 in pairs and answer the questions

3. Take any activity from a textbook and say what you will do for the lead-in stage. What instructions will you give?

4. How will you deal with the following situations: a) students use their native tongue too often when completing a pair work task; b) a group of students at the back of the class pays very little attention during your lesson.

5. Study the following lesson plan [Harmer, 1998: 170]. 
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Is it a good plan? What would you leave out? What would you add? How useful would the plan be for an observer?
Supplementary Material 

to Practical Class 3


Read the following text related to the topic and assess how far the information in the text supplements or modifies the information provided in the lecture. 

Take study notes of the reading passage.

CLASSROOM MANAGEMENT
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1. How to manage teaching and 

learning

Class management — the ability to control and inspire a class — is one of the fundamental skills of teaching [Harmer, 1988: 2]. Teacher’s role is to organize and manage the classroom environment and the student behavior in a way that will maximize learning.
By ‘classroom management’ methodologists and teacher trainers mean effective planning, implementing and evaluating of language learning opportunities in foreign language classrooms, creation of a positive pedagogical environment which facilitates learning [Nunan, Lamb, 1996: 1].

The teacher must be a successful manager of instruction in the classroom. One of the most consistent findings from research in classrooms is that learner achievement is highly correlated with effective classroom management [Nunan, Lamb, 1996: 117].

One of the major challenges to the effective management of learning in classroom contexts is the fact that learners are different and learn in different ways; they have different attitudes, expectations and preferences; they want to learn different things, and they want to go about learning in different ways [Nunan, Lamb, 1996: 157].

To be successful at classroom management, teachers need to be able to attract attention; start — warm students up, greet, socialize; deal with different space and furniture arrangements; deal with early arrivals and latecomers; mark changes of phase in a lesson; ask people to do things; thank people; elicit information; praise; indicate error; explain things; check understanding; move on; describe, narrate; interpret, accept interpretation, outline; query meaning; handle discipline problems; offer and accept help and apologies; move to closure; close; predict what's coming next time; set homework; vary style of voice, movement and manner; be normal and human [Woodward, 1997: 50].

The following aspects of classroom management are commonly identified [Everston, 1985; Everard, Morris, 1990; Nunan, Lamb, 1996]: 
• instructional management: lesson preparation and planning, classroom talk, giving instructions and explanations, questioning students, error correction and feedback, monitoring and evaluation.

• seating arrangement: different seating arrangements in the classroom: rows, circles, horseshoes, separate tables, etc.

• managing student behaviour: classroom discipline, dealing with discipline problems.

• managing learning groups: different students groupings or instructional groups: whole class work, individual work, group work, pair work; classroom climate.

• managing resources: using the blackboard, books, visual aids, electronic support; finding and making resources.

2. Lesson preparation and planning

The potential success or relative failure of a lesson will often be determined by the amount of planning and preparation the teacher is able to devote to the lesson, class, or unit of work [Nunan, Lamb, 1996: 43]. Classroom management problems can often be traced to poor or ineffective preparation for teaching.

Good classroom management starts with planning [Baker, Westrup, 2000: 107]. For students, a plan shows that the teacher has devoted time to thinking about the class. It strongly suggests a level of professionalism. For the teacher, a plan gives the lesson a framework, an overall shape, something to fall back on [Harmer. 1998: 121].

Planning is usually divided into three stages [Scott, Ytreberg, 1990: 98]: 1) long term planning which may be for the whole term; 2) short term planning, which may be for a unit of work, and 3) lesson planning for individual lessons.

Before a lesson can be taught it must be planned. In initial teacher training, teachers are generally encouraged to develop lesson plans for every lesson that they teach. 

The lesson plan is intended to help the teacher organize the lesson efficiently and effectively, and usually includes a description of the aims or objectives of the lesson, the activities students will carry out, the time needed for each activity, teaching aids to be used, teaching strategies to be used, grouping arrangements employed for each activity, possible problems that might be encountered, intended learning outcomes at the end of the lesson and alternative possibilities [Richards, Lockhart, 1999: 79].

Planning decisions are made after a process of reflection [Neely, 1986], during which the teacher has to consider the following questions: What is the objective of the lesson? What will my students learn? What activities will be included in the lesson? How will the lesson connect to what students already know? How much time will I need for each activity? How will I organize the lesson into stages or sections? How will I begin and conclude the lesson? How will I deal with different student ability levels in the class? What students have special needs that should be attended to during the lesson? How will I check on student understanding? What role will I take on during this lesson? What discipline and management techniques will I incorporate? What grouping arrangements will I use? What are my alternative plans if problems arise with some aspect of the lesson? What will I do if I have too little or too much time?

The two overriding principles behind good lesson planning are variety and flexibility [Harmer, 1991: 258]. Variety means involving students in a number of different types of activity so that learning is interesting and never monotonous for the students. Flexibility comes into play when for some reasons the teacher has to change the plan during the lesson.
While making a lesson plan it is important to decide how to mark the stages of a lesson [Harmer, 1998: 17-18]. A clear start to the lesson is necessary. Teacher needs to tell the students what they will be doing and what they are going to achieve. When an activity has finished and another is about to start, it helps if teachers make this clear. Students must be aware of the end of something and the beginning of what is coming next. Frequently, teachers need to refocus the students’ attention, or point it in some new direction. Finally, near the end of the lesson, the teacher should provide some kind of closure — a summary of what the students have learned, perhaps, or a prediction of what will take place in the next lesson.  
There is no 'correct’ format for a lesson plan. The most important thing about it 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 type it out on a word processor. 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 into detail. Some teachers write down exactly what they are going to say. Other teachers use note-form hints to themselves (e.g. 'T checks comprehension') or just write 'pairwork' or 'individual work' or 'whole class', for example [Harmer, 1998: 125].

Lessons are dynamic in nature, to some extent unpredictable, and characterized by constant change [Richards, Lockhart, 1999: 83]. Teachers therefore must be prepared for things to go wrong, or rather, not as they planned. 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 [Harmer, 1998: 121]; an external or internal disturbance, the class is out of control, an activity is taking too long, teachers have extra time, an activity doesn’t work, an activity is too difficult [Scott, Ytreberg, 1990: 104- 105]. That’s when the teacher has to be flexible to leave the plan for however long it takes. Sometimes the plan has to be abandoned completely.

All good teachers plan, just as all good teachers are prepared to adapt their plans, and know that they have to be prepared for emergencies [Scott, Ytreberg, 1990: 97].

3. Classroom talk (language use in the classroom)

Talk is the essential tool of the teacher’s trade [Nunan, Lamb, 1996: 60]. The way that teachers talk to students is one of the crucial teacher skills [Harmer, 1998: 3]. Repetition is one of many strategies teachers use to make themselves understood. Other strategies include speaking more slowly, using pauses, changing pronunciation, modifying vocabulary, modifying grammar, modifying discourse [Chaudron, 1988, 182].

These kinds of modifications in teachers’ speech can lead to a special type of discourse which has been referred to as teacher talk [Richards, Lockhart, 1999: 184]. When teachers use teacher talk they are trying to make themselves as easy to understand as possible, and effective teacher talk may provide essential support to facilitate both language comprehension and learner production. 

However, sometimes teachers re​develop a variety of teacher talk which would not sound natural out of the classroom, especially when teaching low-level learners [Richards, Lockhart, 1999: 184]: The book ... we have … (holds up the book) … book is necessary for class. Right … necessary for school. You have book. (The teacher is reminding the students to bring their books to class.) 

Apart from adapting their language, experienced teachers also use physical movement: gestures, expressions, mime, especially with students at lower levels [Harmer, 1998: 3-4].
Teaching means giving information, so some teachers talk a lot in language learning lessons. Researchers have found out that about 70% of class time in teaching is taken up by teachers talking in front of the class or asking questions [Chaudron, 1988, 182]. 

There is a continuing debate about the amount of time teachers should spend talking in class. Teachers are sometimes criticized because there is too much teacher talking time (TTT) and not enough student talking time (STT) [Harmer, 1998: 4].

One of the best ways to learn to communicate is to speak a lot; students therefore need plenty of speaking practice. Teachers must learn to talk less in class and to plan how and when students can have more speaking practice [Baker, Westrup, 2000: 119]. In general terms, therefore, a good teacher maximizes STT and minimizes TTT [Harmer, 1998: 4].

Teachers need to talk for specific reasons, which include: greeting students; talking to students at the beginning and end of lessons; explaining new language; instructing students how to do an activity; indicating change of activity within a lesson; correcting mistakes [Baker, Westrup, 2000: 120]. 

The best lessons are ones where STT is maximized, but where at appropriate moments during the lesson the teacher is not afraid to summarize what is happening, tell a story, enter into discussion. Good teachers use their common sense to get the balance right [Harmer, 1998: 4].

Another important issue is the use of the first language in the classroom. Some methodologists stress the importance of avoiding the use of the first language in the classroom. Learners are encouraged to operate in the target language from the beginning rather than translate from the mother tongue. Another argument is that when teachers use the first language, they encourage students to avoid using the target lan​guage. 

Despite these trends, the use of the first language has been defended by some language teaching specialists. It has been argued that judicious use of the first language can greatly facilitate the management of the learning process, particularly where grammatical and lexical explanations are con​cerned [Nunan, Lamb, 1999: 100; Baker, Westrup, 2000: 122]. 
One of the problems that teachers 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. In this situation teachers are advised to talk to students about the issue and encourage them to use English, respond only to English use, create an English environment, keep reminding students to use English [Harmer, 1998: 129-130]. 

4. Giving instructions and explanations

The issue of how to talk to students becomes crucial when teachers give instructions and explanations. The best activity is a waste of time if the students don't understand what it is they are supposed to do.
According to Jeremy Harmer [1998: 4] there are two general rules for giving instructions: they must be kept as simple as possible, and they must be logical. It is important to check that the students have understood what they are being asked to do. This can be achieved either 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. A member of the class can be asked to translate the instructions as a check that they have understood them.
5. Questioning students (teacher questions)

Teachers ask a lot of questions. Research suggests that questioning is one of the most common tech​niques used by teachers. In some classrooms over half of class time is taken up with question-and-answer exchanges [Gall, 1984]. 

There are several reasons why questions are so commonly used in teaching [Richards, Lockhart, 1999: 185]: they stimulate and maintain students' interest; they encourage students to think and focus on the content of the lesson; they enable a teacher to clarify what a student has said; they enable a teacher to elicit particular structures or vocabulary items; they enable teachers to check students' understanding; they encourage student participation in a lesson; they can be used to control behavior. 
The questions teachers ask have been of interest to researchers in language classrooms [Gall, 1984; Good, Brophy, 1987; Banbrook, Skehan, 1989]. 

There are many different ways to classify questions [Mehan, 1979; Sinclair, Brazil, 1982; White, Lightbown, 1984; Kindsvatter et al., 1988]. The following types of teacher questions are commonly distinguished: procedural, convergent, and divergent [Richards, Lockhart, 1999: 186-187].

Procedural questions have to do with class​room procedures and routines: Did everyone bring their homework? Do you all understand what I want you to do? How much more time do you need? 

Other questions are designed to help students master the content of a lesson (engage students in the content of the lesson, facilitate their comprehension, promote classroom interaction).

Convergent questions encourage simple student responses, or responses which focus on a central theme. These responses are often short answers, such as "yes" or "no" or short statements. They do not usually require students to engage in higher-level thinking in order to come up with a response but often focus on the recall of previously presented information. Language teachers often ask a rapid sequence of convergent questions to help develop aural skills and vocabulary and to encourage whole-class participation before moving on to some other teaching technique. For example, the following questions were used by a teacher in introducing a reading lesson focusing on the effects of computers on everyday life: How many of you have a personal computer in your home? Do you use it every day? What do you mainly use it for? 

Divergent questions are the opposite of con​vergent questions. They encourage diverse student responses which are not short answers and which require students to engage in higher-level thinking. They encourage students to provide their own information rather than to recall previously presented information. For example, after asking the convergent questions above, the teacher went on to ask divergent questions such as the following: Do you think computers have had any negative effects on society? What are the best ways of promoting the use of computers in education?
In view of the importance of questioning, the questioning skill with which teachers use questions has received a considerable amount of attention in teacher education. Among the issues that have been identified are the following [Richards, Lockhart, 1999: 187-188].
The range of question types teachers use. It has often been observed that teachers tend to ask more convergent than divergent questions. These questions serve to facilitate the recall of information rather than to generate student ideas and communication. Since convergent questions require short answers, they may likewise provide limited opportunities for students to produce and practice the target language. 


Student participation. In many classrooms, students have few opportunities to ask questions on their own, although they may be given the opportunity to answer questions. Even when teachers give students opportunities to ask and answer questions, they may address their questions to only a few of the students in the class.

Wait-time. An important dimension of a teacher's questioning skills is wait-time, that is, the length of time the teacher waits after asking the question before calling on a student to answer it, rephrasing the question, directing the question to another student, or giving the answer. Teachers often use a very short wait-time (e.g., one second), which is rarely sufficient to enable students to respond. When wait-time is increased to three to five seconds, the amount of student participation as well as the quality of that participation often increases.
Penny Ur [1999: 230] suggests the following criteria for effective questioning for language teachers: clarity, learning value, interest, availability, extension, teacher reaction.

6. Giving feedback

Feedback is information that is given to the learner about his or her performance of a learning task, usually with the objective of improving this performance [Ur, 1999: 242]. Feedback has two main components: assessment and correction. In assessment the learner is simply informed how well or badly he or she has performed. In correction, some specific information is provided on aspects of learner’s performance [Ur, 1999: 242].

Providing feedback to learners on their performance is another important aspect of teaching. Feedback can be either positive or negative and may serve not only to let learners know how well they have performed but also to increase motivation and build a supportive classroom climate. 

In language classrooms, feedback on student’s spoken language may be a response either to the content of what a student has produced or to the form of an utterance [Richards, Lockhart, 1999: 188]. 

A variety of strategies is available in giving feedback on content [Richards, Lockhart, 1999: 188]: acknowledging a correct answer, indicating an incorrect answer, praising, expanding or modifying a student’s answer, repeating, summarizing, criticizing.
Feedback on form is directed toward the accuracy of what a student says. A number of issues are involved in error feed-back. These include decisions about whether learner errors should be corrected, which kinds of learner errors should be corrected, and how learner errors should be corrected [Richards, Lockhart, 1999: 188].


The place of errors in foreign language learning has been controversial. Some years ago a great deal of effort was spent trying to ensure that learners did not make mistakes. It was believed that they would learn any mistakes they made and would have to endure a painful period of ‘unlearning’. More recently, the view has emerged that making mistakes is a healthy part of the learning process, and that mistakes and their correction can provide the learner with valuable information on the target language [Nunan, Lamb, 1996: 68]. The value of correction is sometimes questioned for there is no general evidence to support the view that learners benefit from their mistakes being pointed out and corrected [Parrott, 1997: 76]. 

The issue of how learner errors should be corrected has been a focus of considerable discussion in language teaching [Allwright, 1988; Allwright, Bailey, 1991; Harmer, 1991; Omaggio, 1986]. Feedback on form can be given in different ways: asking the student to repeat what he or she said; pointing out the error and asking the student to self-correct; commenting on an error and explaining why it is wrong; asking another student to correct the error; using a gesture to indicate that an error has been made [Richards, Lockhart, 1999: 192]; interrupt students before they have completed their turns; wait for the student to finish speaking and then correct [Nunan, Lamb, 1996: 68].

The researchers found that students prefer being prompted, given a choice or told that there was a mistake in their utterance. These strategies will allow the learner some independence in correcting their error. 


Teachers should allow opportunities to self-correct or analyze the errors. Correction should not be used as form of punishment or expression of frustration or anger. Correction should be provided in a positive manner and directed to provide information [Nunan, Lamb, 1996: 80].

R. Wainryb [1992: 80] makes the point that if teachers attempted to correct every error that occurred in class, there would be little time to do anything else. Hypercorrection can create a negative classroom atmosphere discouraging learners from risk-taking and experimentation. 

The answer to the question of when a teacher should correct a student's error must be "it depends" [Nunan, Lamb, 1996: 80]. The following factors need to be taken into account [Parrott, 1997: 70]: the student’s purpose in speaking (accuracy or fluency?), the nature of error (is this something the learner can correct himself?), the personality of the student (is he confident?), the ability of the student (is accuracy a priority for him?), the ease with which the error can be corrected.

As far as correcting written work (written feedback) is concerned, teachers are advised to teach their students a correction code [Baker, Westrup, 2000: 128]. Here is an example: T = wrong tense, G = wrong grammar, W = wrong word, A = missing word(s), WO = wrong word order, S = wrong spelling, ? = I don't understand.

First, students try to correct their own work. Then they try 'pair helping', where they find and correct each other's mistakes. Next, the teacher collects the work, and, without correcting every mistake, guides students towards their mistakes using a correction code. The teacher gives the code-corrected work back to the students and asks them to try and work out their mistakes. Finally, students re-write their work to produce a correct version.
Teachers can also try underlining mistakes and suggesting the type of mistake, so the students have to think for themselves. Correcting written work with a code helps students because it motivates them to think about what they have written, and it helps them learn from their mistakes. 

Marking is also very important. Teachers should mark fairly, positively and helpfully, using a consistent marking system. Teachers must make it clear what they are marking the work for — is it for grammar, vocabulary, content, style, effort or presentation, and give a separate mark for each aspect of written work [Baker, Westrup, 2000: 129].

Teachers are also advised to use a basic list of comments [Baker, Westrup, 2000: 130]. A comment is more helpful than just a grade or a number out of twelve. Comments should be positive, but truthful and encouraging — 'Good, but …'; 'Better than last week'. Indicate how the student can improve — 'Check spellings in a dictionary first'; 'Keep your sentences short, no more than sixteen words'; 'Make sure you have a beginning and an end to your story'; 'Make sure the verb in each sentence agrees with the subject of the sentence’. Remember that 'Must do better' is not a helpful comment.

7. Seating arrangement

There are a number of different arrangements of chairs and tables in the classroom. Jeremy Harmer [1998: 18-20] describes the following typical seating arrangements for a class: orderly rows, circles and horseshoes, separate tables.

When the students sit in orderly rows, the teacher has a clear view of all the students and the students can all see the teacher. It makes lecturing easy, enabling the teacher to maintain eye contact with the people. It 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 watching what the students are doing. 

Orderly rows imply teachers working with the whole class. Such activities as explaining a grammar point, watching a video, demonstrating text on an overhead projector, using the board, are especially suited for this kind of organization. 
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Teachers must remember to ask students at the back, rather than just the ones nearest them. They must move round so that they can see all the students. It is much better to ask students from all parts of the room in apparently random order. It keeps everyone on their toes.

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 where the board, overhead projector and/or tape recorder are situated. In a circle, the teacher's position — where the board is situated — is less dominating. There is a far greater feeling of equality. The teacher has a much greater opportunity to get close to the students. 

All the students can see each other. The classroom is thus a more intimate place and the potential for students to share feelings and information through talking, eye contact or expressive body movements (eyebrow-raising, shoulder-shrugging) is far greater.

When students sit in small groups at separate (individual) tables, the atmosphere in the classroom is much less hierarchical than in other seating arrangements. It is much easier for the teacher to work at one table while the others get on with their own work. 

However, students may not always want to be with the same colleagues: indeed, their preferences may change over time. Secondly, it makes whole-class teaching more difficult, since the students are more diffuse and separated.

8. Managing student behaviour

The phrase ‘classroom discipline’ has for most teachers an immediate and clear meaning, but it is hard to define in words. Penny Ur [1999: 260] suggests the following characteristics of the disciplined classroom: learning is taking place, it is quiet, the teacher is in control, teacher and students are cooperating smoothly, students are motivated, the lesson is proceeding according to plan, teacher and students are aiming for the same objectives, the teacher has natural charismatic ‘authority’.

In the language classroom, Jeremy Harmer [1991: 250] suggests that disruptive behavior can be attributed to the teacher, to the students, or to the institution (although it is probably likely to be a combination of all these factors). 

Student be​havior can be affected by a desire to be noticed, by the proximity of another potentially disruptive student, or even by the time of day (most teachers dislike the first period after lunch or the period after gymnasium or sports) [Harmer, 1991: 250]. 

According to Jeremy Harmer [1991: 250-252], the teacher can do several things to minimize the chances of disruptive behavior:
• Don't go to class unprepared. Students automatically identify teachers who are not sure what to do in class.
• Don't be inconsistent. If the teacher allows students to come to class late without taking action one week students cannot be reproached for doing the same thing the week after.
• Don't issue threats. Teachers who threaten students with terrible punishments and then do not carry them out are doing both the class and themselves a disservice.
• Don't raise your voice. One of the great mistakes of many teachers is to try and establish control by raising their voices and shouting.
• Don't give boring classes. Perhaps the single greatest cause of indiscipline is boredom.
• Don't be unfair. Teachers cannot allow themselves to be unfair, either to the class as a whole or to individuals.
• Don't have a negative attitude to learning. A teacher who does not really care and who is insensitive to the students’ reactions to what is happening in the classroom will lose the respect of the students — the first step to problems of disruptive behavior.
• Don’t break the code. If part of the code is that students should arrive on time, then the teacher must, too.

Penny Ur [1999: 262-267] suggests the following practical hints for teachers on classroom discipline:

• Start by being firm with students: you can relax later.
• Get silence before you start speaking to the class.
• Know and use the students' names.
• Prepare lessons thoroughly and structure them firmly.
• Be mobile: walk around the class.
• Start the lesson with a 'bang' and sustain interest and curiosity.
• Speak clearly.
• Make sure your instructions are clear.
• Have extra material prepared for slower/faster-working students.
• Look at the class when speaking, and learn how to 'scan'.
• Make work appropriate to pupils' age, ability, cultural background.
• Develop an effective questioning technique.
• Develop the art of timing your lesson to fit the available period.
• Vary your teaching techniques.
• Anticipate discipline problems and act quickly.
• Avoid confrontations.
• Clarify fixed rules and be consistent in applying them.
• Show yourself as supporter and helper to the students.
• Don't patronize students, treat them with respect.
• Use humour constructively.
• Choose topics and tasks that will activate students.
• Be warm and friendly to the students.

The teachers who are most successful in maintaining discipline in class are not those who are good at dealing with problems, but those who know how to prevent their arising in the first place [Ur, 1999: 267]. 
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Research in classrooms has shown that students have clear expectations of how teachers should behave, and behavior problems are likely to arise if these expectations are not met. In general, students expect teachers to provide leadership, to manage the classroom effectively and to provide instruction [Nunan, Lamb, 1996: 123].
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Practical Class 4

MANAGING LEARNING GROUPS:

GROUP DYNAMICS

Outline

1. Forming learning groups

· ways of grouping students for instruction

· grouping criteria


2. Maintaining groups after they have been formed: relations 

and atmosphere within the group

· why teachers should pay attention to group processes
· characteristics of a successful group 
· factors which determine the dynamics of a group
· practical ways of developing a cohesive and supportive group atmosphere (ice-breakers, bridging activities, reseating and melee games, empathy activities, inter-class activities and competitions)

3. Dealing with group problems

· three main potential sources for problems with groups

· possible strategies and techniques for coping with conflict


4. Grouping arrangements

· whole-class teaching

· individual work (seatwork or solowork)

· pair work

· group work

Discussion Tasks

1. What grouping criteria can be employed when grouping learners for instruction?

2. Why should teachers pay attention to interrelationships within the group? What is a successful group?

3. What practical ways are there to develop a cohesive and supportive group atmosphere of a kind conducive to learning?

4. What are the main sources for problems with groups?
5. What choices are available to teachers with regard to grouping students for different activities? What different student groupings can teachers use?

6. How much time do you think should be devoted to whole class work, pair work, group work and individual study?

7. Why do you think group work is important?

8. Learners sometimes resist pair or group activities because they prefer to learn from the teacher rather than from another language learner. Do you think this is a legitimate objection? How can it be addressed?
9. What are some of the implications of moving away from whole-class teaching to small group or pair activities? In what ways are the teacher's and learners' roles threatened, and empowered?

10. What are the main types of pair work and group work activities?

Writing Tasks

1. What different student groupings can teachers use? Think of three things that students could do in groups of five that they could not do in a whole class of twenty-five [Harmer, 1998: 144].

2. What different student groupings can teachers use? What's the best grouping for these activities, do you think? Put W = Whole class, P = Pairwork, G = Groupwork, or S = Solowork [Harmer, 1998: 144].
a) Students choose one of three alternatives when faced with an imaginary moral dilemma.
b) Students design a poster for a school event.

c) Students listen to a tape recording of a conversation. 

d) Students practise saying sentences with the present perfect ('I've lived here for six years'). 

e) Students prepare a talk on a subject of their choosing. 

f) Students repeat words and phrases to make sure they can say them correctly.
g) Students work out the answers to a reading comprehension.

h) Students write a dialogue between a traveller and an immigration official. 

i) Students write a paragraph about themselves. 

j) The teacher explains the rule for the pronunciation of 's' plurals ('pins, cups, brushes').

3. What if students in your group are all at different levels? Re-write these sentences so that they reflect your own opinion [Harmer, 1998: 173].
a) Mixed ability classes present the teacher with insuperable problems.
b) The only thing you can do with a mixed ability class is ignore the problem.
c) All classes are mixed ability classes.
4. What if students in your group are uncooperative? How many ways are there for students to be uncooperative in class? List them in order where the first one is most difficult for the teacher to deal with and the last is the least challenging for the teacher.
Investigation Tasks

Students’ Attitudes to Different Patterns of Interaction

(inquiry)

Interview two or three learners of English and make a list of arguments they advance in favour or against the use of whole class teaching, individual work, pair work and group work in the classroom. 

Discuss the results with your fellow students.

	
	Advantages
	Disadvantages

	Whole class
	
	

	Group work
	
	

	Pair work
	
	

	Individual work
	
	


Classroom Action Tasks

1. Look at the textbook you are using (or one you are familiar with) and identify those activities which are intended for pair and group work. How would you organize these activities with your students in the classroom?

2. Design your own sample activities students might engage in in the classroom:

a) activity the most appropriate ‘grouping’ for which would be pairs (e.g. role-playing a situation; writing dialogues; doing coursebook exercises); 

b) activity the most appropriate ‘grouping’ for which would be groups of three to five (e.g. preparing arguments for a discussion or written composition; talking about topics of personal interest); 

c) activity the most appropriate ‘grouping’ for which would be individual work (e.g. reading comprehension passages; repeating words and phrases to improve pronunciation). 

Give reasons for your decisions.

Supplementary Material 

to Practical Class 4


Read the following text related to the topic and assess how far the information in the text supplements or modifies the information provided in the lecture. 

Take study notes of the reading passage.

MANAGING LEARNING GROUPS:

GROUP DYNAMICS
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1. Forming learning groups

Establishing effective learning groups and making decisions about how, when and why to have students work in pairs, groups, or individually are central decisions that need to be made in order to manage the learning process effectively [Nunan, Lamb, 1996: 133].

Numerous grouping criteria can be employed when grouping learners for instruction: proficiency level, aptitude toward learning, learning goals, age, occupation, first language background. 

In recent years teachers have begun to experiment with alternative ways of grouping students for instruction. Several alter​native grouping criteria have been suggested including learning style, strategy preferences and communicative goals. Some teachers prefer to have a group of learners who have the same goal in view (for example, to obtain employment in an English speaking country) and who are different in terms of proficiency than a group in which students are all at the same proficiency level, but with different learning goals [Nunan, Lamb, 1996: 159].

In some situations, students can group themselves. This grouping could be done after an initial session in which students meet each other and share some information about each other. Responsibility for establishing grouping criteria would form a suitable basis for the development of collective responsibility for learning [Nunan, Lamb, 1996: 167].

2. Maintaining groups after they have been formed: relations and atmosphere within the group


Whereas a lot of attention has been paid to the way groups are formed, very little attention has been paid to the process of maintaining groups after they have been formed [Hadfield, 2000: 10].


But why should teachers pay attention to group processes? Isn't their job simply to teach efficiently? Research results show that a successful group dynamic is a vital element in the teaching/learning process Hadfield, 2000: 10]. Jill Hadfield [2000: 10-11] suggets the following reasons why teachers should pay attention to interrelationships within the group:

Firstly, teaching and learning can and should be a joyful experience for both teacher and learner, and there is no more miserable teaching experience than to be shut up inside the four walls of the classroom with a prickly and uncooperative group.
Secondly, in present-day classrooms, where pair work and group work have become the norm, relationships within the group become more important: it is important to have support and co-operation from the group and a harmonious relationship between its members. 

Finally, and perhaps most importantly, research in social psychology confirms what teachers know instinctively: a cohesive group works more efficiently. A positive group atmosphere can have a beneficial effect on the motivation, and self-image of its members, and thus significantly affect their learning, by developing in them a positive attitude to the language being learned, to the learning process, and to themselves as learners. 

A successful group will be one where [Hadfield, 2000: 12]:

• The group is cohesive, and members have a definite sense of themselves as a group.
• There is a positive, supportive atmosphere: members have a positive self-image which is reinforced by the group, so that they feel secure enough to express their individuality.
• The members of the group are able to compromise. They have a sense of direction as a group and are able to define their goals in group, as well as individual terms.
• Group members are not cliquey or territorial but interact happily with all members of the group.
• Members of the group listen to each other, and take turns.
• Group members are interested in each other and feel they have something in common.
• The group is self-reliant and has a sense of responsibility. It is able to overcome difficulties without recourse to the teacher.
• The group is tolerant of all its members.
• Members co-operate in the performing of tasks and are able to work together productively.
• The members of the group trust each other.
• Individuals in the group are not competitive and do not seek individual attention at the expense of others.
• Group members are able to empathize with each other and understand each others' points of view.
• Group members are open-minded, flexible, receptive to new ideas.
• The group has a sense of fun.
• Group members have a positive attitude to themselves as learners, to the language and culture studied, and to the learning experience.
There are many factors which determine the dynamics of a group. Group dynamics is above all a matter of the personality and style of the teacher, the personalities of the people in the group, and the complex interrelationships between them, and it is up to the individual teacher to establish a relationship with the students in his or her own distinctive way. 

It is important to develop such positive characteristics as mutual trust, confidence in self and in the group, empathy within the group, and group identity. Jill Hadfield [2000] suggests practical ways in which the teacher can develop a cohesive and supportive group atmosphere of a kind conducive to learning. 

In her opinion [Hadfield, 2000: 24], it is obviously important to begin to establish a good group atmosphere right from the first lesson. Enough has been written about ice-breakers for most teachers to be familiar with the concept and to have their own favourites. They are used in the first week of term 1) to get the students to make their initial contacts with each other through English (it is then easier to go on speaking English with each other); 2)  to get the students to make contact with as many other people as possible; 3) to learn names; 4) to find out something about other group members; 5) to encourage fluid seating arrangements; 6) to create a relaxed and enjoyable atmosphere [Hadfield, 2000: 24-25]. 

One of such activities is ‘guess my name’ [Hadfield, 2000: 25-26]. The teacher gives a small piece of paper to everyone in the group and asks them to write their names on it, then to fold it up without showing it to anyone and hand it in. Then the teacher asks the students to sit in a circle and redistributes the names, so that everyone gets a piece of paper with someone else's name on it. Students in turns read out the name on their piece of paper and say who they think it belongs to, giving a reason if possible, for example, 'I think this man is called Carlos because he has dark hair and looks Spanish'. Then the real Carlos is asked to identify himself. 

Forming a group is relatively easy. Maintaining a cohesive group over a term is far more difficult. There are activities which help to sustain a healthy group [Hadfield, 2000: 45].
Groups are more likely to be cohesive if their members have some things in common. Jill Hadfield suggests 'bridging' activities designed to bring people together, by emphasizing the qualities they share rather than what is different about them. One of them is ‘The Flat Earth Society’ [Hatfield, 2000: 48]. The students are divided into groups of six to eight. They are given a time-limit, say 10 minutes, to write down as many statements as possible with which they all agree: for example ‘The Earth is flat’ or ‘Politics is a waste of time’ or ‘Women are more intelligent than men’. At the end of the allotted time each group is asked to read out their list. The group with the longest list wins.

One symptom of lack of cohesion in a group is 'territoriality'. Group members show a marked preference for 'their' seats, and they are reluctant to sit and work with other people. In this respect, reseating games is a useful way of reorganizing students into groups or pairs in a way that is fun and apparently random. The second technique, melee games, is a good way of ensuring that students talk to everyone else [Hadfield, 2000: 52]. 

An example activity is ‘changing places’ [Hadfield, 2000: 54]. The teacher prepares small pieces of paper with instructions on them for half the students in the class. For example: ‘Find someone with more brothers than you and sit next to them’. ‘Find someone who can ride a bicycle and sit next to them’. Some students are asked to stand up. They have to find the person described. To do this, they will have to move around asking the seated students questions, until they find the person who answers the description on the card. This activity can be adapted to any level, and used to practise a wide variety of language items: 'Find someone who can...' (modal verbs); 'Find someone who ... yesterday' (past simple).

Members of a group are more likely to have a sympathetic and harmonious relationship if they make an attempt to understand each others' feelings and points of view. Jill Hadfield [2000: 66] presents empathy activities which go a little further than the normal personal information transfer activities in inviting the students to complete questionnaires, or write autobiographies not from their own point of view, but as if they were someone else. Sample empathy activity is ‘If I were you’ [Hadfield, 2000: 68]. Students are seated in pairs, preferably back to back so that they cannot see what their partner is writing, and fill in a questionnaire as if they were their partner: ‘If I found some money in the street I would … If I saw a rat in the bedroom, I would … If I could travel anywhere in the world, I would … My idea of a good evening out would be to … If I won a lot of money I would …’ However, they may not consult their partner during the exercise, but should complete the questionnaire with what they feel would be their partner's most probable responses. When they have finished, they turn to face each other and to compare their answers, commenting on their accuracy.

A group will have a stronger sense of itself if it can define itself in contrast to another group. This is very obviously a dangerous area, as this is the kind of emotion that can lead to nationalism, racism, and wars. However, provided the activity is kept light-hearted and fun, inter-class activities and competitions where one class competes with or interacts with another can help group cohesion by giving the class a sense of themselves as a group [Hadfield, 2000: 114]. The activities suggested by Jill Hadfield [2000: 114-121] range from the fairly serious ('inter-class debate', ‘interclass quiz’) to the totally frivolous ('silly sports') and include examples of different kinds of activity such as quizzes, drama, role play, and games.

3. Dealing with group problems

Jill Hadfield [2000: 148-149] suggests that there are three main potential sources for problems with groups: 1) teacher-group conflict (conflict of expectations about progress; resistance to communicative methods; resistance to leadership style; rebellion against ‘authority’); 2) intra-group conflict (different aims, levels of ability, or motivation; an inharmonious mix of ages, personalities, sexes, or nationalities); and 3) the ‘indigestible’ group member (misfits; the insecure; rebels; frustrated leader).

The following are some possible strategies and techniques for coping with conflict [Hadfield, 2000: 158-161]: 

• defusing tension: listening to others, stating your case; 

• exploring different points of view: making sure all views are represented, seeing the other point of view; 

• finding a solution: solution visualization, brainstorming solutions.

4. Grouping arrangements

The interactional dynamics of a classroom depends on the choices the teacher makes about the grouping arrangements he or she sets up within a lesson to facilitate teaching and learning. 

Most teachers use the following grouping arrangements depending on the kind of lesson they are teaching [Richards, Lockhart, 1999: 146-147]:
• Whole-class teaching. The teacher leads the whole class through a learning task. For example, the teacher conducts a class discussion of an article from a newspaper, asking questions about it and elicit​ing comments around the class.

• Individual work. Each student in class works individually on a task without interacting with peers or without public interaction with the teacher. For example, students complete a grammar exercise by going through a worksheet.

• Pair work. Students work in pairs to complete a task.
• Group work. Students work in groups on learning tasks.
Some grouping arrangements are used more often than others [Richards, Lockhart, 1999: 146].

Choosing grouping arrangements that are appropriate for specific learni​ng tasks is an important decision. Good teachers are able to use different class groupings for different activities [Harmer, 1998: 22]. 

In whole-class activities the teacher typically begins a lesson by reviewing material, then introduces new material, then leads the group in a supervised practice, and then assigns homework for students to do on their own [Good, Brophy, 1987: 353].

Among the advantages to whole-class teaching of language classes are [Richards, Lockhart, 1999: 148]: it enables the teacher to teach large numbers of students at the same time (in some countries, classes of up to fifty or sixty students are common, necessitating the use of many whole-class activities); in situations where a mainstream classroom contains a number of students, the students can feel that they are a part of the mainstream group and are functioning under equal terms with them rather than being singled out for special treatment; it can serve as a preparation for subsequent activities to be completed individually or in groups.
Whole-class teaching usually means that all the class are concentrating, and the teacher can usually be sure that everyone can hear what is being said. The students are usually getting a good language model from the teacher. Many students find whole-class teaching (where choral repetition, etc. takes place) very comforting [Harmer, 1991: 243]. 

However, critics of whole-class teaching have pointed out a number of disadvantages [Richards, Lockhart, 1999: 148]: such instruction is teacher-dominated, with little opportunity for active student participation, students get little chance to practice at all; teachers tend to interact with only a small number of students in the class; whole-class teaching assumes that all students can proceed at the same pace, however, slower students may be lost, and brighter stu​dents may be held back.
Whole-class grouping is not ideal for communicative work. It involves too much teaching and too little learning. It does not mean teachers should abandon whole-class grouping completely. Where feedback is taking place after a reading or listening task clearly it will be advantageous to have the whole class involved at the same time both so that they can check their answers and so that the teacher can assess their performance as a group. Where pair and group work are to be set up clearly the whole class has to listen to instructions, etc. [Harmer, 1991: 243].
Individual work (seatwork or solowork), is generally the second most frequently used teaching pattern in classrooms. It includes such activities as com​pleting worksheets, reading a comprehension passage and answering questions, doing exercises from a textbook or workbook, and composition and essay writing. 

Among the advantages of individual work are [Richards, Lockhart, 1999: 149]: it provides learners with the opportunity to progress at their own speed and in their own way, to practice and apply skills they have learned; it enables teachers to assess student progress, to assign different activities to different learners based on individual abilities and needs; it can be used to prepare learners for an up-coming activity.
Among the disadvantages are [Richards, Lockhart, 1999: 149]: it provides little opportunity for interaction, both with the teacher and with other students; it is sometimes difficult to monitor what students are actually doing during individual work; students may complete a task at different times and run out of things to do, creating a classroom management problem.
For individual work to be accomplished successfully, a number of characteristics of successful individual work have been identified [Good, Brophy, 1987: 233-234]: it should be planned so that it relates to other kinds of learning arrangements, rather than being an isolated ‘filler’ activity; students should be given specific tasks with clear goals; there should be monitoring and follow-up to determine if students under​stand the task or are completing it accurately; tasks should be at the right level of difficulty; students should know what to do when completing an activity.
Despite the need for whole-class teaching and individual work in lan​guage classrooms, teachers need to include other types of groupings to provide learners with useful and motivating opportunities for communicative interaction and individual language use. Methodologists emphasize the use of pairs and small groups in the foreign language classroom. 

Advantages of pair and group work are [Seligson, 1995: 42; Harmer, 1998, 21; Richards, Lockhart, 1999: 153]: it greatly increases the amount of time students can talk in class, especially in larger classes; it increases the opportunities for individual students to practice and use new features of the target language; it improves the quality of talking, allowing for more of the features of natural speech: hesitation, unfinished sentences; it is a natural framework for interaction; it encourages a more communal classroom atmosphere and helps to individualize language learning and teaching; it promotes collaboration among learners; students feel more secure talking quietly to somebody next to them, than individually with the pressure of the whole class listening to them speaking a foreign language; it reduces the dominance of the teacher over the class and encourages learner autonomy; it enables the teacher to work more as a facilitator and consultant; it can give learners a more active role in learning; it makes classes much more active and enjoyable for students, so it is more likely to motivate them.

Neither group work nor pair work are without their problems. Among the arguments a teacher might advance against pair and group work are the following [Parrott, 1997: 137]: students make too much noise; the seating arrangement in the classroom is inappropriate; students will use their own language; this kind of interaction is contrary to students’ assumptions about education, normal educational practice in the students’ culture.

Students might object that [Parrott, 1997: 138]: they want to listen to the teacher; they do not want to listen to other students; they do not want to help other students.

Pair and group work can greatly increase the amount of active speaking and listening undertaken by all students in the class. However, for inexperienced teachers setting up group activities can logistically be difficult. Such activities can consume precious class time, they can make the effective monitoring of student talk impossible, and they can lead to discipline problems. However, for the teacher who believes that the most effective way to develop interactional skills in the target language is through guided opportunities to interact, pair and group work are indispensable [Nunan, Lamb, 1996: 149].

The following factors influence success in pair work activities [Richards, Lockhart, 1999: 152]:
Information flow. For pair work tasks to promote better interaction, both students need to have different information that they are re​quired to share in order to solve a problem or complete a task. Tasks with this type of information flow have been described as two-way tasks, while tasks in which one student has new informa​tion and presents it to his or her partner have been described as one-way tasks. Two-way tasks are essential for pair work.
Product focus. Tasks are often more motivating if the result of the ne​gotiation or interaction is some kind of product, such as a list, a map, a completed diagram, or a chart.
Choice of partner. Many different kinds of pairings are possible: for example, by mixed ability levels, shared ability levels, or mixed ethnic or language background. The pairs should be changed as often as possible so that students can get a chance to work with (to get to know) different people in the class. But forcing groupings, especially on students who do not get on or refuse to work together, can work against the teacher.

Roles of partners. For some tasks both students may share a common role; for other tasks, one partner may serve as a peer tutor.
Successful group work activities involve decisions about the following factors [Richards, Lockhart, 1999: 153-154]:
Purpose. Group activities need a goal, procedures, and a time frame to accomplish them, if they are to be focused and productive. 

Roles. Decisions need to be made concerning the different roles of group members (secretary, leader, presenter, monitor).

Group size. An optimum size for group work needs to be determined based on the kind of task students are carrying out. If the group is too large, student interaction is affected; only a few students may participate, the others remaining silent or passive.
The size of small groups in the language classroom should normally range between two and six members [Honeyfield, 1991: 16]. Odd-sized groups work better than even-sized groups [Nunan, Lamb, 1996: 145]. 

Assigning students to groups. In some situations, it may be natural to allow students to self-select, in which case they will tend to work in friendship groups. Language teaching methodologists currently favor mixed proficiency level grouping (where strong and weak students are mixed together), but suggest that this can be arrived at by allocating students to groups on a random basis. However, there is a limited amount of research evidence that lends some support to mixed proficiency level groupings [Honeyfield, 1991: 16]. Sometimes, it is probably a good idea to make groups of strong students and groups of weaker students [Harmer, 1991: 246].
The following factors influence both pair and group work:
Clear instructions on what students are expected to do. Only when the teacher is sure that all the students know what to do, pair or group work activity can be started. To set up activities, clear instructions are crucial. The teacher can use both the first language and English to give instructions, or show what to do by playing the more difficult role (e.g. the shop assistant). 

Length of activities varies (generally from 5 up to 10 minutes). It is much better to stop activities at their peak before the lesson loses pace and students lose interest. Several short, simple activities provide a much more varied and enjoyable lesson than one over long and complex one.

The teacher should as well have something prepared for ‘fast finishers’, or at least to know what to do with them. For example, they can swap roles; ask the questions again in a different order; do it again, only better; invent more examples of their own; write a sentence or two; just relax [Seligson, 1995: 48].

Monitoring and evaluation (feedback). Once the teacher has asked the students to work together and sits at the desk and appears uninterested, it is unlikely that the students will speak English for long. This is especially true for those students seated further away towards the back of the class. Students can see whether the teacher is watching them or not. A smile to encourage, a glare to control, all make the students think that the teacher listens to them and wants them to perform well. 

Ideally, the teacher should either move right around the class at least once so that to be able to help everybody, or try to get into the middle of the class where it is possible to hear and be near the largest number of students at once [Seligson, 1995: 50].

The teacher should never forget to provide feedback — to praise and encourage to make students’ learning a positive experience and highlight what they have achieved or learned (Well done. That was good. You did it without speaking the first language. Thank you.) [Seligson, 1995: 50]. The feedback can be related to the content of the task, the linguistic performance of the students or both content and linguistic performance [Nunan, Lamb, 1996: 145].

Some teachers worry that students working in pairs or small groups will make errors that may go uncorrected, or, even worse, that students will learn each others’ errors. But at certain times during a lesson it does not matter whether or not the students make errors. From the limited amount of available evidence, it would also seem that learners do not, in general, appear to learn each others' errors. If teachers are bothered by students’ errors, they can circulate during group work, and make a note of the more frequently occurring errors. These errors can be dealt with during a subsequent review session [Nunan, Lamb, 1996: 145].
The teacher should know the aims whether he or she is going to ignore errors, deal with the main ones or sometimes even try to correct all of them. How, when, how much the teacher corrects depend on the type of activity, aims, the time available. But overcorrection can demotivate students and make them reluctant to try again [Seligson, 1995: 50].

Noise. Another problem is that of noise. Group work, by its nature, is designed to generate noise, and in many classrooms this can be disruptive to other classes in adjoining rooms. Teachers must give clear instructions on how the students are expected to behave. Tell your students that all the class will be speaking at the same time, so they must speak quietly.

During pair work and group work, it is important to be able to distinguish between naughty noise and busy noise. Naughty noise is disruptive and it usually means that either the students do not understand what they have to do, or they have finished. In both cases they get bored and start talking loudly in their first language and start misbehaving [Baker, Westrup, 2000: 137].
The main types of pair work and group work activities:

• Role-plays — these are activities in which students are given definite roles to play and are usually asked to assume a different name, background, age (e.g. looking for a house or flat; looking for a job).

• Simulation exercises — these are activities in which students can play themselves but are given a definite task to do or are put in a specific situation and asked to make appropriate responses (e.g. asking the train information).

• One-sided dialogues — these are activities in which students read a dialogue together but can only see their own part, which usually includes opportunities for the students to make their own responses.

• Information-gap activities — these are activities in which students are asked to perform a task together. They all fall into two types: a) student has access to all the information and tries to impart it to his or her partner; b) both students are given access to half the information and by working together try to solve the whole.

• Discussion and conversation activities are designed to stimulate students to discuss a subject or subjects with their partner. These activities are especially useful when students are practising giving opinions and showing agreement or disagreement.

• Problem-solving activities and discovery activities in which students are actively involved in reaching solutions problems or to tasks: brainstorming a lexical field; using a dictionary to research vocabulary relating to a specific topic; discovering how language works.
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Practical Class 5

MANAGING RESOURCES

Outline


1. Using resources to improve motivation and participation 

· what resources are in the classroom

· the importance of using resources

2. Finding, making and collecting resources.

· easily found resources

· using students as a resource

· using real objects as a resource

· making the classroom a world of English

3. Using the most common classroom resource — 

the blackboard

· how to use the blackboard

· letting students use the blackboard

4. Using commercial teaching materials 

· the place of textbooks in the classroom

· how to choose and use dictionaries

5. Using overhead projectors

· advantages of using overhead projectors 

· things to watch out for with overhead projectors
6. Using tape recorders

· the main things for teachers to remember about tape recorders

7. Using video

· video as an underutilized resource in language education

· using video with learners at different levels of proficiency

· linking the syllabus and video resources

8. Using computers in the classroom

· computers in foreign language learning

· computers and small group work

· advantages of computers in managing learning

· concordancing packages

Discussion Tasks


1. What are teaching and learning resources?


2. Why do teachers use resources?


3. What easily found resources are available for teachers in their immediate teaching environment?


4. How can teachers use students and objects as a resource?


5. What should teachers remember about using the board, overhead projectors, and tape recorders? 

6. What are the different options for textbook use? What do adding, adapting and replacing look like? 

7. Why use textbooks at all? What are the advantages and disadvantages of textbook use? Will/do you use a textbook a lot, often, sometimes, rarely or not at all?


8. How should teachers choose textbooks and dictionaries?


9. What reasons can you think of for using video in the classroom?


10. What special techniques have been developed for teaching English with video?


11. What are the main uses for the computer in the English language classroom?

Writing Tasks


1. Why use textbooks at all? Complete these sentences [Harmer, 1998: 167].


a) When I learnt a foreign language at school the textbook …


b) The best kind of textbooks for a language student …


c) If I wrote a textbook, I …


2. Why use textbooks at all? Complete this chart about using textbooks [Harmer, 1998: 167].

	advantages of textbook use
	disadvantages of textbook use

	
	


Investigation Task

Ideal Teaching Materials for Students

(project)

Select a textbook you are currently using or have recently used. Complete the chart below with comments about the textbook.


Compare your comments with those of your fellow students.

	Area 
	Comments 

	1. price
	

	2. availability
	

	3. layout and design
	

	4. methodology
	

	5. skills
	

	6. syllabus
	

	7. topics
	

	8. stereotyping
	

	9. teachers guide
	


Classroom Action Tasks

1. Look at the sample blackboard below [Baker, Westrup, 2000: 143]. How could you improve the organization? Re-draw the blackboard, dividing it into areas for words, grammar and any extras.
[image: image15.png]



2. An important teaching skill is to be able to draw people, objects and scenes quickly, easily and effectively. 

Practice doing the drawings below [Baker, Westrup, 2000: 143]. Copy them until you feel confident. Next close the book and try to remember the drawings, and draw them quickly. Finally practice the drawings on the blackboard. Remember: all classroom pictures must be simple and quickly drawn.
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3. Find some resources and think how you could use them to make teaching and learning more interesting and memorable. 

Practise using these resources, how to hold them easily, while talking, moving and showing them to all the class.
Try these resources out in your practical class. Encourage your fellow students to use your idea, and also to share an idea with you. Package and store your resources for future use.
Supplementary Material 

to Practical Class 5


Read the following text related to the topic and assess how far the information in the text supplements or modifies the information provided in the lecture. 

Take study notes of the reading passage.

MANAGING RESOURCES
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1. Using resources to improve motivation and participation

From one perspective, anything that exists within the classroom can be a resource for learning, not just technical hardware and software such as books, tapes and video, but also the human resources that exist in the shape of the teacher and students [Nunan, Lamb, 1996: 179]. 

Resources are anything which the teacher uses to help students learn. A list of teaching and learning resources could be extended almost infinitely. Resources are books, any person, animal, plant or any object, that make teaching and learning easier, clearer and more interesting [Baker, Westrup, 2000: 155].
Many teachers have few resources, perhaps only a blackboard and a few books. The school may not have technical resources such as tape recorders, radios, television sets, video players or computers.
Teachers use different kinds of resources to improve motivation, learning and student participation. Students need to be motivated, because learning is a long and sometimes difficult process. Seeing, touching and smelling real objects, drawings or photos is very motivating. Using resources makes learning more realistic and helps students understand. Telling a story, describing something or someone, or practising a dialogue is more helpful with an object or picture in front of you [Baker, Westrup, 2000: 155].  

Using resources is critical to the effective management of the classroom. In fact, without skills in using educational software, facilitating the learning process will be a difficult task indeed [Nunan, Lamb, 1996: 201]. 

Teachers can use resources in many different ways, for different levels and to teach different topics in different lessons. For example, food packaging can be used for shopping games, prices, numbers, countries, food likes and dislikes, recipes, shapes, colours. 

Teachers are advised to make notes of how they used each resource and keep this information with the resource. It is a good idea to start sharing resources with other teachers. 

Teachers should make their resource collection as long-lasting as possible. Organizing and storing resources for re-use is much easier if they are packed safely and clearly and ordered with easy-to-see labels. If your box of resources looks like rubbish it may get accidentally thrown away, so mark it very clearly as 'Teaching Resources' [Baker, Westrup, 2000: 155].

2. Finding, making and collecting resources

Finding and using resources can be time consuming; however, it does nor take much time to ask students to bring the packaging from some food to class; use classroom furniture and fittings; bring a bag of vegetables into class; ask students to put something from their school bag on their desk; draw a selection of fruit on the blackboard; find a magazine with pictures; find a newspaper in English; draw a picture on a flashcard; invite a colleague into the class for ten minutes [Baker, Westrup, 2000: 156].
All teachers have certain resources in their immediate teaching environment. 

In class, students can, as part of the learning process, with their teacher’s help, label with English names the furniture and equipment, and make wall charts, word games, dictionary boxes. 

At home, teachers and students can ask their families to find old clothes, household items, packaging, toys, equipment. On the street and in the shops, teachers and students can find food packaging, bags, signs, advertising, postcards, tourist information, etc. [Baker, Westrup, 2000: 157].

One of the easily found resources teachers can collect is used food packaging. You can talk about the English that is written on it. You can write activity instructions for role plays on the back of this card, which keeps longer than a piece of paper. You can stick pictures onto this card, or draw objects or write words [Baker, Westrup, 2000: 157]. 

Another simple but useful resource is simply a big piece of paper or card with a word written on it, or a picture drawn on it, which is large enough for all students to read. Such flashcards are used to prompt drills; ask for suggestions about the characters or process of a story; ask for thoughts about a picture or a situation; prompting 'Yes' or 'No' answers to questions, or questions from statements (with 'Yes', 'No' or '?' on the cards). Flashcards mean that you can do some drawings in advance, and re-use them in a single or a series of lessons [Baker, Westrup, 2000: 157].

Even in an increasingly technological age, there is still good value to be had from pictures of all shapes and sizes [Harmer, 1998: 182]. 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 and they should be big enough and visible enough for all the students to see.
Teachers may use students as a resource. Students often wear different clothes to school, so they themselves are a good source for talking about similarities, differences and compari​sons, such as: 'Her skirt is darker than mine.' 'My socks are longer than his.' 'I’m the tallest in the class.'

Students come from different families, who may have different ideas and opinions. All this information can easily and usefully be gathered by students in the form of class-questionnaires, surveys, interviews and presentations. You can use unusual pictures, or, with higher-level students, controversial statements to elicit their reactions and ideas and to let them imagine what they would feel like in the same situation.
It is useful to present and practise new language using real objects ('Could you lend me a pencil?' and "Could you open the door?'). Students can also use ordinary objects as props or to help when speaking dialogues or role-plays, for example, stones or seeds can be used as money or counters; a broom can be a guitar, a microphone or a crutch; a bin can be used as a hat or a house or an animal; a blackboard rubber can be used as a phone, a sandwich, or a remote control; a length of cloth can be clothing, headwear, a room divider, a shop front, a table cover, curtains, or bedding [Baker, Westrup, 2000: 158].

Students can use real objects to make a shop or a room where they can practise new language. At first students may get excited or confused when there are real objects to touch, different learning resources to look at and respond to. However, if you use resources regularly, then students will soon come to accept and look forward to learning from them.

You can put some small objects into a bag for each group and students can take turns to feel one object in the bag, and without looking at it, describe it to their group. The winner has the next turn.
Ask students to each bring a favourite object to school. In groups, students can talk about the history of their object, why it is their favourite. Then they can make up stories around their group's set of objects.
Some of the resources you and your students collect or make can become a permanent fixture in your classroom. Call this area the English corner [Baker, Westrup, 2000: 155]. This constant and varied access to English helps students become more familiar with English. To create a world of English, pin up any newspapers or magazines in English from or about any English-speaking country. You can start your own class library with any books you find. Use packaging items for a 'shop' arranged on a shelf, or a series of boxes to look like a shop, where students can simply look and learn or play shop​keeper and customer-language games in spare moments or as a planned part of a lesson. Travel brochures and posters can be pinned up for students to talk about. Cinema and theatre posters in English and pictures, can be pinned up, or students can draw their own posters. Students can write comments or a review of the play or film they have seen, or a book that they have read, together with a book-cover illustrating part of the story. Other students can add their own opinions.

Pictures and wall charts illustrating the new vocabulary and language structures that are learnt over the term can be made and pinned on the wall, or hung up on clothes-lines with pegs. To encourage good work and provide a model of good English, you can select or vote to display a selection of students’ work for a week or a month [Baker, Westrup, 2000: 155].

3. The most common classroom resource — 

the blackboard

The most common classroom resource is the blackboard. In many classes, the blackboard is the only teaching aid. Many boards are still chalk-based, but white boards (which use marker pens) are also common.

[image: image17.png]


Teachers need to use the blackboard often and in the most efficient way. Boards can be used for anything: writing, drawing, sticking things on, projecting overhead transparencies, etc. [Harmer, 1998: 177]. The blackboard can be useful at all stages of the lesson. It provides a focus for all the class to learn from [Baker, Westrup, 2000: 142].

The two things to remember about boards is that your writing needs to be legible to all the students in the class, and organized boards are better than chaotic ones. Some teachers divide their boards into columns. Many teachers use different coloured pens or chalk to highlight vocabulary, grammar or pronunciation [Harmer, 1998: 177-178].
Using the board, teachers should follow these guide​lines [Baker, Westrup, 2000: 142]:
• Make words, drawings or pictures clear and large so that students at the back of the class can see easily. 

• Do not stand in front of what you are writing or drawing, so either stand with your side to the blackboard, or frequently move to one side.
• Ask students as you write 'What word is next?’ or 'Is this the correct spelling?'. Ask students as you draw ‘Who is this?' or 'Where is he?' or 'What is he doing?’. Gradually build up the picture or the scene, while constantly asking students 'What is this?', 'Who is this?’. In this way they remain involved, interested and use more English.

An important teaching skill is to be able to draw people, objects and scenes quickly, easily and effectively [Baker, Westrup, 2000: 142]. Teachers can draw objects, alone or in combination, to explain the meaning of new words or to establish a situation in which a new grammatical structure is used. Blackboard drawings are also excellent as cues for drilling. 
Teachers can help students practise new language by making charts, substi​tution tables, or diagrams on the board. In substitution tables, you can draw pictures instead of writing words. Using pictures makes the activity a little more challeng​ing, because the students have to know the words for the pictures and do not simply read the words off the blackboard.
When planning each lesson teachers need to think about where everything will fit on the blackboard. 

Things to think about are how to give a visual context for new language (for example, drawing pictures); explain and record new language clearly; place sentences for copying by students; use pictures and charts effectively; make sure certain areas can be erased to make space for later additions; note homework; deal with unexpected items [Baker, Westrup, 2000: 144].
It is also important to allow students some blackboard participation. If students feel they are an active part of the lesson, they will be more motivated to learn. Students are usually happy to compete for a turn to write or draw on the board, and it is fun for them to check each other's sugges​tions on the blackboard. Students who watch their classmates writing on the blackboard look carefully for mistakes, and they can easily be encouraged to correct and offer alternatives [Baker, Westrup, 2000: 152].
4. Using commercial teaching materials

There are many different types of commercial textbooks available on the market today. Multilevel courses typically include a student's book, teacher's manual, cassette tape, and student's workbook. Most series also contain a video, as well as a testing program [Nunan, Lamb, 1999: 180]. 

However, there are some who take a negative line on the place of textbooks in the classroom, arguing that commercially produced texts are incapable of provid​ing for the needs of learners, they present sanitized stereotypes, stifle the creativity of teacher and students, and ignore, and thereby devalue, the culture of the students [Nunan, Lamb, 1999: 180]. 

Despite the criticisms, methodologists believe that commercial course materials provide invaluable support to teachers, that they can facilitate the introduction of new ideas and can act as teacher training tools, and that they can save the teacher a great deal of stress, time, and additional work [Nunan, Lamb, 1999: 180]. 
For students, 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 done. 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 [Harmer, 1998: 112]. 

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 on when they run out of ideas of their own [Harmer, 1998: 112].
The extent to which teachers draw upon and depend on commercially produced materials will depend on the teachers' training, the context and environment in which they are working, the institutional philosophy of the school in which they teach, and the needs and interests of the students [Nunan, Lamb, 1999: 181].
When teachers open a page in their textbook, they have to decide whether they should use the lesson on that page with their class. Is the language at the right level? Is the topic/content suitable for the students? Are there the right kind of activities in the book? Is the sequencing of the lesson logical? [Harmer, 1998: 111]
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. In his book Making the Most of Your Textbook, Neville Grant [1987] suggests four alternatives when the teacher decides that the textbook is not appropriate: omit the lesson, replace the textbook lesson with one of the teacher's own, add to what is in the book, adapt what is in the book. 

Using textbooks creatively is 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 completely.

At many stages during their careers, teachers have to decide what books to use. When choosing a textbook, teachers should try to follow a 4-stage procedure:  analysis, piloting (trying it out with a class, seeing which lessons work and which don't), consultation (with colleagues who have used the book), gathering opinions (from the publisher and bookshop owners, colleagues, friends, students) [Harmer, 1998: 117]. There are nine main areas which teachers will want to consider while analyzing the books: price, availability of all components, layout and design, methodology, skills, syllabus, topics, stereotyping (nationalism, sexism, racism), teacher’s guide [Harmer, 1998: 118].


Another important resource in the English language classroom is the dictionary. Whether the dictionary is on a computer or in traditional book form, it is the most useful tool the students can use [Harmer, 1998: 178-179]. There are a number of excellent dictionaries available at the moment, including ones designed to help students actually produce language rather than just looking up meanings and uses. Teachers 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.

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. 

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 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.


5. Using overhead projectors

Overhead projectors (OHPs) are really useful for showing pre-prepared overhead transparencies (OHTs) or as an alternative to the board [Harmer, 1998: 180-181].

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. This ability to put one OHT on top of another allows the teacher to write on top of a text, for example, without marking the original OHT (which is underneath).

Another advantage of the OHP is that by masking the OHT with bits of paper or card we can reveal things gradually.

The two things to watch out for with OHPs is that (a) the writing or designs on the OHTs should be big enough and clear enough for everyone to see and (b) that there should be some surface (e.g. a screen, the wall, a board) which is not bleached out by direct sunlight.


6. Using tape recorders

The main thing to remember about tape recorders is that you have to strike a balance between convenience and quality [Harmer, 1998: 182]. 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 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 is 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.

7. Using video

Video has been one of the most underutilized resources in language education [Nunan, Lamb, 1996: 192]. 

There are several reasons, most of which have to do with classroom management. Until relatively recently, video players, as expensive items of equipment, were kept under lock and key, rather than provided as standard equipment in the classroom. Teachers wanting to show a video would have to go through the cumbersome business of obtaining a machine, getting it to the classroom, setting up the program, and then going through all of these procedures in reverse at the conclusion of the lesson. Being extremely busy people, many teachers decided that it was simply too much trouble, in addition, few teachers have received training in how to integrate video into their lessons. 

Video and television are not used in many classrooms because the classes are too large, and most students would simply not be able to make out what was happening on screen. Many teachers (and learners) see video as a form of entertainment and therefore a distraction from the serious business of learning. Until recently, much of the material developed specifically for English language teaching was not particularly exciting or interesting, and there seemed to be confusion as to the role of video. 
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. [Harmer, 1998: 184]. 

The following benefits of using video within the classroom can be pointed out: it can allow the non-native teacher to bring samples of genuine interaction to the classroom and enable the student to eavesdrop on that communication, studying it repeatedly, and absorbing aspects of communication that are difficult to access in any other way, such as non-verbal communication, ways of holding the hands, the head, and the body, and so on [Nunan, Lamb, 1996: 192-193]. Video is richer than audio tape. Speakers can be seen. Their body movements give clues as to meaning. Background information can be filled in visually [Harmer, 1998: 108].

In fact, video can fulfill different functions for learners at different levels of proficiency. For beginning learners it can provide examples of authentic language use in limited contexts of use. In this way, it can validate the language they are learning and demonstrate its use in the world beyond the classroom. With higher-level students, it can provide variety, interest, and stimulation and thereby help to maintain motivation. It can also be used for extensive listening and listening for gist. With advanced students, video can fulfill the same functions as for native speakers, to provide information and entertainment. At this level, it can be used as a stimulus for discussion and debate [Nunan, Lamb, 1996: 193].
In selecting material for use in the classroom, a number of options present themselves. These include teacher- and student-made material, videos made specifically for the language classroom, material taken from televi​sion programs (these might include advertisements, news and weather, drama, comedy and documentaries), and movies, which can be hired from video outlets [Nunan, Lamb, 1996: 193]. 

Teachers have to choose video material according to the level and interests of their students. If they make it too difficult or too easy, the students will not be motivated; if the content is irrelevant to the students' interest, it may fail to engage them [Harmer, 1998: 108].

Assuming teachers have a range of materials at their disposal, the major problem from the perspective of the management of learning is how to integrate the video into their language programs. 

M. Allan [1985: 50] has a number of useful techniques and suggestions in her book on teaching English with video. Video can be linked to the syllabus through the topics or through activities. In integrating video into the lesson, it can be used for eliciting the target language, for pre​senting examples of new material, or for reinforcing language that has already been introduced (stimulating learners to produce the language themselves through roleplay or discussion).

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) teachers have developed a number of special techniques for videos such as the following [Harmer, 1998: 109]:
• Playing the tape without sound (silent viewing): 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 sound. Were they right?
• Playing the tape but covering the picture (sound only): this reverses the previous procedure. While the students listen, they try to judge where the speakers are, what they look 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 (freeze frame): the teacher presses the pause button and asks the students what's going to happen next. Can they predict?
• Dividing the class in half (jigsaw viewing): 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. 
Many teachers use video. It brings an extra dimension to the class and can be most enjoyable. Used carelessly, however, it soon loses any special quality and becomes instead a kind of second-rate television [Harmer, 1998: 109]. Teachers should remember that video loses its impact if it is over-used [Harmer, 1998: 184].

Video cameras are also useful in the English language classroom [Harmer, 1998: 183-185]. 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.?

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 out 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 just fool around with the camera. Lastly, we have to make sure that a student doesn't get stuck behind the camera and therefore lose out on chances to practise English.
8. Using computers in the classroom
The range of uses for computers in language teaching is growing all the time. The main uses for the computer are [Harmer, 1998: 178]:

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 language games, CDs attached to courses with workbook-type exercises, film clips, interactive listening material, etc.
c) as enormous reference tools; not only are there encyclopedias on CDs (Encarta, Grolier) but there are also dictionaries and especially language corpuses which produce word concordances.
d) students 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. 

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. Teachers also have to remember that people working on their own at computer screens can become extremely uncommunicative.
In managing language learning, computers have four main advantages [Hardisty, Windeatt, 1989: 8]. They allow the user to:
1. carry out tasks which are impossible in other media (such as automatically providing feedback on certain kinds of exercise);
2. carry out tasks much more conveniently than in other media (editing a piece of writing by deleting, moving or inserting text).
The main effect that these features have on methodology is that students can:
3. work through some exercises on their own and have them marked automat​ically by the computer (multiple-choice and total-deletion programs provide examples of this);
4. carry out exploratory work which is not assessed by the computer, but which allows them to see the results of their decisions (word-processing, spread​sheet and simulation programs provide examples of this).
D. Hardisty and S. Windeatt [1989: 90] suggest that all of the interactional patterns typically seen in non-computer classrooms are also possible with computers. They illustrate the range of learning modes, student con​figurations and interactional patterns by showing what students, teacher and computer were doing in a single lesson:

Students: writing, editing, commenting, reading each others' work, asking for help, learning terminology, talking to each other, operating computers, listening to an implementing instructions, laughing (a lot).
Teacher: guiding, explaining, editing, reassuring and encouraging students, doing other class work, giving instructions, observing, correcting. 

Computer: memorizing, storing information, providing a stimulus, moving and transferring informa​tion, saving time, anonymous editing, printing.

David Nunan and Clarice Lamb [1996: 198] describe a lesson they observed in Japan using the latest computer technology. Several students were working on a state-of-the-art computer with CD ROM drive, high-resolution color moni​tor, and so on. They were involved in making a radio program and news​paper. In the lesson, they were rehearsing and recording the radio call sign (each student had created their own call sign, following a model that had been taped from a commercial radio program). Students worked intensively on both fluency and accuracy of pronunciation because there was a reason for doing so. They would not have achieved the same success without the assistance of the computer.

Another potentially exciting development is the use of concordancing in language learning. Concordancing has only become feasible in language classrooms with the increasing power and sophistication of microcompu​ters. Concordancing software enables us to identify patterns that exist in authentic language that are not easily identifiable from a casual inspection of the printed text. Students can therefore study the contexts in which particular words occur [Scott, Murison-Bowie, 1993: 8].

There are many different ways of using concordancing programs (concordancers) in lan​guage learning [Scott, Murison-Bowie, 1993]. 

Such programs search for definite words in a text and sort them into lines. Any word can become the focus of a concordance. For example, concordance for home [Thornby, 2003: 78]:

[image: image6.png]1 ne thirty to twelve thirty. Then I went home. And on the way home [ hadto doa
2 Then I went home, and on the way home 1 had to do a lot of shopping. Then

3 six thirty to eight thirty. Then I got home and I went out for supper afterward

4  Saturday morning- And, when I got home - I got home at about lunchtime, Al

5 moming- And, when I got home - | got home at about lunchtime. And I had lunch
6 en her for a long time. And then I came home, and ] went out to supper. And then

7 d I went out to supper. And then I went home again.




Displayed like this, home is available for more focused study than when buried in a text. For example, learners can list the verbs that collocate with home (go, get, come), notice that no prepositions are used in these combinations, and find any other expressions that include home (on the way home) [Thornby, 2003: 78].

Concodrances are a convenient way of presenting learners with data for analysis, from which they work out the regularities and patterns associated with selected words.

Thus teachers have nothing to fear from the advent of new technology. Although there are some aspects of computer-aided instruction that will make different demands on the teacher, managing the learning process in computer-mediated classrooms will present similar problems and respond to similar solutions as those in regular classrooms. The important thing is to see the computer as a tool to facilitate the learning process, not a monster that is going to highjack your classroom [Nunan, Lamb, 1996: 199].
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THE USE OF MUSIC AND SONGS 

IN LANGUAGE TEACHING

Outline

1. Music and songs in English language teaching

· close associations of language and music

· teaching language with the help of music

· the role of songs in teaching English

· teachers’ concerns about using music and song in the language classroom
2. Methodological aspects of teaching English through songs
· choice of songs

· ways of exploiting songs in language teaching

3. The use of songs for teaching different aspects of English

· listening

· pronunciation

· vocabulary

· grammar

· speaking and writing

· language awareness

4. Just music

· effect of background music on students’ performance
Discussion Tasks


1. Is it a good idea to teach language with the help of songs? What is the role of songs in English language teaching?
2. What are the most typical concerns teachers express about using songs in the language classroom? How can some of these concerns be dealt with and resolved?
3. What possibilities do songs offer for teaching different aspects of English (vocabulary, grammar, pronunciation, etc.)?

4. How important is the use of songs in teaching listening? What other song-based listening activities can you name besides gap-filling? 

5. Is there a variety of song-based activities for developing all four language skills (listening, speaking, reading and writing)?

6. What factors influence the choice of songs?

7. Give examples of song-based activities designed for teaching pronunciation, vocabulary, grammatical structures, speaking and writing, raising language awareness.

8. Can you think of some other song-based practice activities to build into this lecture?

Writing Tasks

1. Why songs? Complete this advantages/disadvantages grid. What are the advantages and disadvantages of using songs in language teaching?

	advantages of using songs
	disadvantages of using songs

	
	


Investigation Tasks

Discourse Analysis of Pop Songs

(project)

Study the text below [Murphey, 1992: 85]. 

	THE WHO, WHERE, AND WHEN

OF POP SONG LYRICS

In a recent analysis of 50 pop songs, it was found that all songs but one had an / referent, while 88 per cent had a you, with only one each of these referents being specified by proper names. Of course, the major theme is love in one of its various relationship stages — beginning, ongoing, or breaking up. It seems that the stereotypical message of most songs is I love you, but we are never told who / and you are.

In addition, only six of the 50 song lyrics explicitly mention the sex of the singer (male or female) and only 17 mention the sex of you. This means that usually the pronouns could refer to either sex for either sex. Furthermore, a pop singer's voice is often not distinctively male or female. Thus, we have a type of omniphonic voice, which could be of either sex, speaking to us about undesignated yous and Is.
Another point of interest is that 94 per cent of the songs mention no time reference and 80 per cent have no place reference. These characteristics allow songs to 'happen' whenever and wherever they are heard. Listeners can integrate them into their own world and the people in the songs can become people in their own mind. The 'ghost discourse' which constitutes a song lyric only takes on meaning and form in the minds and environments of the people who use the songs. Thus, we can only say what a song 'means' by focusing on listeners and their interpretations, not by looking at the song itself.
Lastly, the imprecise and highly affective elements of pop songs allow us to use them as 'teddy-bears-in-the-ear': they are verbal 'strokes' which can be ignored or deliberately misunderstood at no risk; like a teddy bear, the song is still 'there' for us. The widespread use of the Walkman makes this analogy even more concrete.


Find a recent pop song you like and analyze it in the light of the description, answering the following questions: Do you agree with the above analysis of pop songs? To what extent do you think the majority of songs fit the above description?
In groups of four, present what you have found to each other and compare your findings.
Then write a short report of your analysis, including a statement of the degree to which the song fits the description in the hand-out, how your song compared with those of others in the group, and the extent to which you think the analysis in the hand-out is an accurate generalization.
Classroom Action Tasks


1. Select from the textbook one of the following song-based activities and try it out with your fellow students: a) song-based listening activities; b) song-based grammar activities; c) song-based vocabulary activities; d) song-based pronunciation activities; e) song-based speaking activities; f) song-based writing activities.

 
Notice how your fellow students reacted to the activity and how the lesson went. Then discuss it with your fellow students and see if you should make any changes.


2. Design your own song-based activity. Explain how you would organize this activity.

Supplementary Material 

to Practical Class 6


Read the following text related to the topic and assess how far the information in the text supplements or modifies the information provided in the lecture. 

Take study notes of the reading passage.

THE USE OF MUSIC AND SONGS 

IN LANGUAGE TEACHING
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1. Music and songs in English language teaching
There is a belief that first musical instruments appeared as early as speech, which means that the language of words and that of music were formed in parallel, completing and enriching each other. Maybe, that is why language of words shows so much similarity to music. Both are characterized by rhythm and melody. It could be that song actually preceded and aided the development of speech in homo sapiens [Livingstone, 1973]. Song also appears to precede and aid the development of language in young children. A growing body of research indicates that the musical babbling produced by infants, and returned by parents, is extremely important in the development of language in young children [Murphey, 1992: 7].

Close associations of language and music have rooted in people's mind very deeply. People often use metaphorically the name of one to refer to the other. They call pleasant words music to their ears. They face the music when accepting criticism or punishment for something they have done. They use the phrase the language of music to describe a way of expressing meaning through sounds. Sound and word are combined to give birth to pieces of vocal music, where music brings to light the internal sense of the text, reveals what is hidden between the lines. 

So it is natural to teach language with the help of music. This idea is by no means new. Teachers of English have long introduced songs in the classroom. Many selections of songs have been published with the aim of teaching English in view, often with useful notes for teachers. Among them are the following: Singing Grammar by Mark Hancock, Grammarchants by Carolyn Graham, Heartland by Tom Reid, The Music Box by Susannah Malpas, Famous British and American Songs by M. Papa and G. Iantorno, Music and Song by Tim Murphey and many others. 

Certain works on methodology touch the issue of using songs in teaching practice too. Despite all this, it is not rare to hear teachers ask questions like ‘What do music and songs have to do with language learning?’, ‘What do you do with a song besides listen to it and possibly sing with it?’, ‘What else can be done with the song besides gap-filling?’ This testifies to the fact that teachers are often unaware of the opportunities songs can present. 
The role of songs in teaching English is often underestimated. In relation to language learning, the use of songs offers numerous advantages:
• Songs raise students' interest and motivation, which are among the most important factors for learning a foreign language. 

Songs are highly motivating, especially for children, adolescents, and young adult learners. But the appeal of music and song is not confined to the young. The motivational appeal is present to many different types of learners [Murphey, 1992: 3]. Music is everywhere and all students have musical tastes.

Methodologists do not claim that all the problems concerning motivation can be solved by introducing songs in the classroom, but singing is certainly one of the activities which generate the greatest enthusiasm and is a pleasant and stimulating approach to the culture of a foreign people. 

• Songs are a good means of improving the teaching effectiveness. They present opportunities for teaching various aspects of English (vocabulary, grammar, pronunciation, listening, speaking, etc.). 

In practical terms for language teachers songs are short, self contained texts. Songs in general also use simple, conversational language, with a lot of repetition, which is just what many language teachers look for.

• Songs bring variety to the classroom and provide entertainment for students. 

The use of music and song in the classroom can stimulate very positive associations to the study of a language which otherwise may only be seen as a laborious task, entailing exams, frustration, and corrections [Murphey, 1992: 6].
• Singing is an exceptional teaching tool. Music is highly memorable. Songs and music ‘stick’ in the head [Murphey: 1992, 3]. Students will take songs outside the classroom and will go on performing them long after the lesson has finished purely for their own pleasure. Songs are unforgettable. Unlike drills, which usually slip from students' minds as soon as they leave the classroom, songs can last a lifetime and become part of one's own culture. 

• Songs can be used as a means for teachers to increase rapport with their students. Music and song is a common activity in which, for a while, the world becomes one [Murphey, 1992: 6]. Music and songs encourage harmony within oneself and within a group. 

Clearly it would be unwise to ignore this flexible and attractive resource. Songs can be profitably introduced by all teachers, whatever method they use, and are easily available.

The following is a list of the most frequently stated concerns about using music and song in the language classroom expressed by teachers [Murphey, 1992: 8]: 
1) Administrators (students) do not take music seriously. 2) It disturbs neighbouring classes. 3) Some students get too excited. 4) It takes away from the normal syllabus. Time is lost.  5) Students disagree about songs, and have different musical tastes. 6) Pop songs have poor vocabulary — too much slang and bad grammar.   7) How do you exploit the material usefully? What is the goal? 8) It is hard to find lyrics — sources of 'old' recorded material no longer available. 9) Students just want to listen, not to work. 10) Poor quality cassette/video recorder. 11) Lack of technical equipment due to cost. 12) Teachers do not like to sing or are not musical. 13) Many songs are not intelligible. 14) EFL songs are boring. 15) Students will not sing. 16) Which songs should you choose? Many express violence and sexism. 17) What to do when students bring music which teachers hate? 18) Songs go out of date very quickly.
According to Tim Murphey [1992: 8], many of these concerns can be dealt with and resolved. Some concerns remain, and probably always will. No material will answer all our different needs. The attraction of the material would overweigh almost all criticisms of it, and that ultimately success depends on successful manipulation of the material by the teacher. 

2. Methodological aspects of teaching English 

through songs

Particular attention should be paid to the choice of songs, which will depend upon students' level and the song's suitableness for the aim set by the teacher. 

Some methodologists (e.g. M. Papa, G. lantorno [1997]) are of the opinion that the tunes must appeal to students and musical arrangements must be modern and lively. M. Hancock [1998: 3] thinks that just because a student might not choose to listen to a certain song outside the classroom, does not mean that the student would not enjoy it as part of a learning activity. Teachers are not advised to present the song as something students are supposed to like. Thus, any song could be used for teaching purposes. The question is how to maximize the opportunities that it offers.
According to Tim Murphey [1992: 14] any song can be useful and motivating. However, those that the students listen to already and want to hear will probably have the greatest impact on them. Teachers should use the students’ choice of music and song as much as possible.

For the teacher, it can be a tremendous learning experience which the students actually teach the subject matter (their songs and music), while the teacher is a resource for the language. Handling material in this way equalizes the encounter between students and teachers, creating mutual respect and approximating the more equal interactions that they find outside the classroom. It reduces the teacher-time and work spent searching materials which many not have as much appeal as those which students themselves contribute [Murphey, 1992: 14].

Whereas young children usually accept any kind of music and song, especially when they are allowed and encouraged to move with it, adolescents are already using their own music as a vehicle for group identity and self-discovery. They often reject dated music (even if it’s only a year old), as being what their parents and older siblings listen to. On the other hand, they may nostalgically embrace rock n’ roll, sixties music or jazz [Murphey, 1992: 17].
Another important issue is whether teachers should always use authentic songs or not. According to Jeremy Harmer [1998], listening material as well as the kind of tasks which go with it are determined by the level of students. Although tapes should always be realistic, they may not always be absolutely ‘authentic’. Not all the teachers share this view. 
M. Papa and G. lantorno [1997] state that pop and folk songs are materials that best reflect young people's concerns as they often relate to important trends in modern society. Young people enjoy original folk and pop songs because of their authentic cultural content. This is one of the reasons why songs specially constructed for the teaching of particular structures often fail to arouse the students' interest and prove to be boring and artificial. 
Some methodologists think that teachers should also present this type of songs (especially when they deal with beginners) because they are often better at bringing into focus vocabulary and grammar structures which are being taught and, therefore, students may make better use of them.
Songs are important in language teaching. There are many ways of their exploitation. Tim Murphey in his book Music and Song [1992] argues that anything you can do with a text you can do with a song or texts about songs. He provides the following ways of exploiting songs [1992: 18]: 

1) Listen. 2) Sing, hum, whistle, tap, and snap fingers while we listen. 3) Sing without listening to any recording. 4) Talk about the music. 5) Talk about the lyrics. 6) Talk about the singer/group. 7) Talk about video clips. 8) Use songs and music to set or change an atmosphere or mood, as background furnishing. 9) Use songs and music to make a social environment, for a feeling of community, dance, make friends. 10) Read about the production, performance, effect, authors, producers, audiences of music and song. 11) Use music in dreams. 12) Use music to make internal associations with the people, places, and times in our lives, so they become the personal soundtrack of our lives. 13) Write songs. 14) Perform songs. 15) Make video clips. 16) Do interviews. 17) Write articles. 18) Do surveys, make hit lists. 19) Study grammar. 20) Practice selective listening comprehension. 21) Read songs, articles, books for linguistic purposes. 22) Compose songs, articles about songs, letters to singers, questionnaires. 23) Discuss a song or some aspect of it. 24) Translate songs. 25) Write dialogues using the words of a song. 26) Use video clips in many ways. 27) Do role-plays. 28) Dictate a song. 29) Use a song for gap-fill, close, or for correction. 30) Use music for background to other activities. 31) Integrate songs 
into project work. 32) Energize or relax classes mentally. 33) Practice pronunciation, intonation, and stress. 34) Break routine. 35) Do choral repetition. 36) Teach vocabulary. 37) Teach culture. 38) Learn about your students and from your students, letting them choose and explain their music. 39) Have fun.
3. The use of songs for teaching different aspects of 

English

It is no exaggeration to say that the song is invaluable in teaching English. No other material gives the teacher such a broad range of possibilities for teaching various aspects of English. It can be used to improve students' listening skills. An illustration of language in action, the song can be subjected to linguistic analysis or turned into an exercise. The song can also serve a basis for various discussions in the classroom. Through the use of songs English pronunciation, vocabulary and grammar can be effectively taught.

Listening. First of all, songs can be used to develop students' listening skills. Their advantage here consists in the fact that they usually go at slower speed than, say, speeches or dialogues, and, therefore, do not throw students in a panic as it sometimes happens at listening sessions. Words, phrases, sentences are being sung which usually means that they are uttered more slowly and often more distinctly than in case of speaking. Besides, certain lines of the lyrics are repeated for several times due to the nature of songs. Thus, if students fail to recognize some words or grammatical structures when they hear this or that line for the first time, they may do it when the line is repeated.  

Listening demands listener engagement. Long tapes on subjects which students are not interested in at all will not only be demotivating, 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 listening becomes valueless. Methodologists think that this is unlikely to happen with songs. They are rarely too long and, in most cases, succeed in getting students interested.
Of course, other types of tapes (speeches, conversations, etc.) provide richer material for teaching purposes. They contain more new words and phrases, their grammar is more complicated and varied. But teachers should bear in mind two important facts that speak in favour of the use of songs. In the first place, students get better at listening the more they do it. Secondly, songs bring so desired variety into the classroom.
There are certain principles behind the teaching of listening which the teacher should take into account while using songs. 

First of all, students need to be made ready to listen. This means that they will need to look at pictures, discuss the topic, or read the questions before the listening itself, to be in a position to predict what is coming. 

Secondly, 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. 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. Later listening may focus on detail of information, language use, pronunciation etc. 
A wide range of song-based listening activities are designed for developing students' listening competence. All the activities enumerated below are applicable to every song.
One of them is picture discussion. The teacher finds the pictures to illustrate the song. It may be one picture or a series of pictures depending on whether the song has a plot or not. Students are asked to describe the pictures and predict what the song is about from them. Alternatively, the teacher presents some key words and/or the title from the lyrics and asks students to predict what the song is about. 

Another interesting activity is known under the name ‘snippets of information’. The teacher plays the first few seconds of the song and asks students to predict from the mood of the music what the song is about. This can be repeated, playing snippets and predicting right through the song. 

Students may do other activities such as gap-filling or sequencing before listening to the song. Then one of the aims of the listening itself will be to check whether students' predictions were correct or not.
A good way to see how well students understood what the song was about is to have them do picture selection. The teacher shows students two or more alternative pictures, magazine photos perhaps, and asks them to say which one best matches the contents or mood of the lyric and why. For the same purpose the teacher can ask students to take notes — of key words, main characters or main events, for example. 

In discourse-type recognition the teacher asks students to listen and identify the kind of discourse in the song: is it a dialogue? a narrative? a monologue in somebody's mind? Is it addressed to the listener? to the person the singer loves, hates or has some other feeling to? self-addressed? Students may also be asked to establish the function of the song. Is the singer promising? warning? requesting? day-dreaming? tale-telling? complaining? reminiscing? inviting? suggesting? 

When the focus is on details, students may do the following activities. 

Word-spotting consists in the teacher presenting some key words from the lyric plus some not in the lyric. He or she asks students to circle the words they hear, and perhaps order the words which are in the song. 

The next activity to name is gap-filling. The teacher gives the students a copy of the lyric with some words erased. While listening, they fill in the missing words. This can be made easier if the teacher provides a jumbled list of the words erased. 

Error-finding is also of use. The teacher gives students a copy of the lyric with some errors, for example wrong words, extra words or words missing. Students are asked to listen, identify and comment on the errors. 

In the activity called ‘sequencing’ (or ‘jumbled lyrics’) the teacher gives students a copy of the lyric with the lines in the wrong order or cut into strips. Students listen and put them in the right order. Not only can the lines of the lyric be ordered but also the pictures with scenes from the lyric. Students could suggest an order and a story before listening. A good thing to do is to give students pictures representing the lyric, but with some differences. Students listen and indicate the inaccuracies in the picture. 

In the activity called ‘dictation’ the teacher plays the song several times with students writing the words from it or a section of it. Students could do this in teams and cooperate to complete the text. 

Sometimes it's useful to prepare comprehension questions. Students listen to the song and answer them. 

Alternatively, the teacher prepares true or false statements about the lyric and asks the students to listen and decide if they are true or false. 

Pronunciation. Songs give students a chance to hear the language used so that they can both imitate the pronunciation and also subconsciously acquire some of its sounds and patterns. 

While listening to songs, students subconsciously acquire some of English sounds and patterns. When it comes to singing, they imitate the pronunciation, learning to use rhythm and stress correctly. The task of learning the correct use of stress and rhythm becomes simpler because students are lead by the rhythm of a song.
Songs, like other kinds of taped material, serve an illustration of different phonetic phenomena. By listening to songs, students get an idea of the specific features which characterize English pronunciation, such as linking sounds, weak forms, etc.
Almost every song can be used to practise pronunciation. But focus in each case will be different. In the following song the focus is on teaching students at elementary levels the way contractions are pronounced. In this song, a student with exams and a lot of homework is envious of the easy life of an orangutan in the zoo. The you of the song is the orangutan.

I've got exams in the afternoon 

I've got a lot of homework too 

I've got a feeling I've got flu 

Why can't I be like you?
You've got a tree there in the zoo 

You haven't got any work to do 

You've got a bunch of bananas too 

Why can't I be like you?

You're just an orangutan 

Sitting in your tree all day 

Have you got any space for me 

Up there in your tree today?

You've got a lot of friends up there 

You sit around and comb your hair 

You haven't got any worries and cares 

Why can't I be like you?

There are some activities students can do with any song. They may be asked to search the text for examples of a given sounds, for rhyming words or for words with a given stress pattern. 

In the activity called ‘script transformation’ students are given a copy of the lyric with some or all of the words presented in phonetic script. They convert these and listen to check. 

Students can practise pronunciation by repeating certain parts of the lyric (drilling). Focus is made on a particular feature: weak forms, contractions, etc. Finally, students sing along to the song, or chant the words to the music.
Vocabulary. Songs are equally suitable for teaching vocabulary. Teachers may use them for two purposes: either to present new vocabulary items (build up vocabulary) or to practise the familiar ones. 

Suppose students are already acquainted with some new vocabulary items. The teacher's task is now to help them remember these items. Here songs are of use. We know that the list of, say, 20 separate words is more difficult to memorize than coherent text made up with the same amount of words. Still easier it is to remember a versified text or the one containing vivid images, play with words. Words are more likely to be remembered if organized into a text, not just listed. The very rhythm and rhyme prompt the needed words. 
We should also take into account that many words students know do not come through learning, but through another route. They may be words that are often used in the classroom or words that have appeared in the listening material as well as reading tests which students have been exposed to. Thus, there is every likelihood that some interesting new words from the song will find their place in students' vocabulary stock.

There are many songs which can be used in teaching topical vocabulary. Suppose students are learning the words denoting animals. The teacher may present them "Winnie the witch's song":

Take three snake's teeth and four frog's legs, 

A tortoise's tail and eight ant's eggs, 

Say "Abracadabra, jim, jam, jell!" 

And now you've got a magic spell!
Take a black bat's ear and a monkey's toes, 

A butterfly's eye and a rabbit's nose, 

Say "Abracadabra, jim, jam, jell!" 

And now you've got a magic spell!
The verses of some songs consist of only one line which is repeated several times. Once the students know the tune, the teacher calls out the first line, and all the class sings the whole verse, as usually happens in a folk concert. This way of singing is useful because it stimulates the students to try to understand and to repeat the line suggested by the teacher so that they can all sing together.
A number of activities can be suggested for work on the vocabulary of the song. One of them is called text-reconstruction. The teacher erases all the words in the lyric or part of it, and numbers each gap. Students listen once, then they try to reconstruct the text by saying the number and the word they think goes in that gap. To make it easier, the teacher may give first letters or specify the part of speech of the word. 

Next comes lexical transformation. The teacher gives a copy of the text, but with words replaced by an antonym where possible. Students are asked to convert the text to opposites, then they listen to check. The teacher could ask students to prepare a transformed version of the song and perhaps sing it. They could replace words with synonyms. 

Students may be asked to search the text for lexically-related words, synonyms, antonyms, etc. as another activity. 

Lexical gaps are very common. Unfortunately, working on songs is very often confined only to this activity. Students are given a copy of the lyric with gaps. The teacher should make sure that it is possible to fill the gaps by looking at the context. Students fill the gaps by guessing, then listen to the song to check.
The teacher may write down some words from the lyric on the blackboard and ask students to put them in three columns: positive, negative and neutral. In which column are there most words? Does the song leave the listener with the same feeling?
Students may be encouraged to add their own verses to lengthen some songs. These newly composed verses may be sung to the tune. One of the difficulties of this exercise is to build up lines which have the same number of syllables as the original ones. Students generally tend to replace the lines of the song word by word, irrespective of the syllables contained in each line.
When the students know the song moderately well, they can try to reconstruct it in two ways:
1. By listening to the sung version on the tape-recorder. During this exercise it is necessary, of course, to stop the tape-recorder after each line, thus allowing the students time to write. The whole procedure should be repeated two or three times.
2. By referring to key words. The teacher should write the most important content words of the song on the blackboard and the students should try to write all the lyrics. In this case you should encourage students to feel that any change in the words of the songs is acceptable, provided that the change makes sense and fits the melody.
There are songs which lend themselves to be used as the basis for dramatization. Among them are shanties (sometimes spelt chanties). These are songs with a strong rhythm sung by groups of workmen to accompany their work. Some are sung by miners as they swing their picks against the rock-face, others by lumbermen hauling tree trunks, others by chain gangs working on the roads or the railway. The best known are the sea shanties. These used to be sung on sailing ships to help the sailors haul the anchor chain round the capstan, or pull the ropes that controlled the sails. A typical sea shanty is "What shall we do with the drunken sailor":

What shall we do with the drunken sailor,
What shall we do with the drunken sailor, 

What shall we do with the drunken sailor, 

Early in the morning?
Chorus:
Hoo-ray, and up she rises, 

Hoo-ray, and up she rises, 

Hoo-ray, and up she rises, 

Early in the morning.
Put him in the long boat until he is sober, 

Put him in the long boat until he is sober, 

Put him in the long boat until he is sober, 

Early in the morning.
Chorus
Pull out the plug and wet him all over, 

Pull out the plug and wet him all over, 

Pull out the plug and wet him all over, 

Early in the morning.
In this song, when they say: "Hoo-ray, and up she rises", they are talking about the big heavy anchor which they are pulling up from the bottom of the sea. Students can sing these songs while pretending to hoist a sail or weigh anchor. 

At an elementary level the dramatization of the song can be useful to express, through gestures, the meaning of some actions. "If You’re Happy" is particularly suitable for this purpose. 

If you’re happy and you know it, clap your hands

If you’re happy and you know it, clap your hands

If you’re happy and you know it, and you really want to show it

If you’re happy and you know it, clap your hands

(stomp your feet, shout hooray, do all three, etc.)

The age-old technique of asking students to perform actions with words has become popular because of well-documented research that shows it to be very effective. The idea is that if students can move and do what is said matching words to the actions, language is learnt more deeply. It is encoded kinesthetically as well as through the ears and eyes. With young children, language divorced from actions seems to be mostly forgotten [Murphey, 1992: 121].

Grammar. In teaching grammar songs may serve the purpose of introducing new structures or reinforcing the structures already known. 

Teachers can use the material of the song in two ways while teaching grammar. 

Firstly, the song can be a sample of language to be analysed. Students may both search the song for the structures they already know or discover new ones. 

Secondly, the song can be turned into an exercise. Here are some ways of doing this. 

The teacher erases the verbs and places the infinitive by the gap. Students put the verbs in an appropriate tense. Then they listen to check. 

Another activity to name is error-identifying. The teacher gives students a copy of the lyric containing grammatical errors. Students are asked to correct the errors. They listen to check. 

In another activity called ‘changing the texts’ students may be also asked to transform the song entirely: from active to passive; from direct to reported speech; from masculine to feminine; from first person to third person; from affirmative to negative; from present to past. They could attempt to sing their transformed versions. The song "Leaving on a Jet Plane" serves as an example [Murphey, 1992: 50]:

All my bags are packed. I’m ready to go

I’m standing here outside your door

I hate to wake you up to say goodbye.

Re-written text would read:



1. All my bags were packed, I was ready to go …



2. All your bags are packed, you’re ready to go …



3. All my bags are unpacked, I’m not ready to go …

Alternatively, the teacher can transform the lyric himself or herself and ask students to transform it back to the original and listen to check. 

One more activity is word-ordering. The teacher gives lines from the song with words in a jumbled order. Students order the words and then listen to check. 

There are songs which contain sentences or choruses that focus on grammatical patterns and are repeated many times. These songs can be used to practise grammatical items in a lively way. They are called sung drills. We will look at the song "Do you always get up early" taken from the book Grammarchants by Carolyn Graham [1993: 21] as an example. This chant presented as a song provides practice with Yes/No questions in the simple present and short responses using do/does. It also practices the possessive adjectives your/her. Students should note the use of I do, too to indicate agreement and the position of the adverb always.

Do you always get up early?



Yes, I do, Yes, I do.


Do you always get up early?



Yes, I do.

Does he always get up early?



Yes, he always gets up early.



Yes, he gets up very early.


I do, too.


Do you always fix your breakfast?



Yes, I do. Yes, I do.


Do you always fix your breakfast?



Yes, I do.

Does she always fix her breakfast?


Does she always fix her breakfast?



Yes, she always fixes breakfast.


I do too.

Jazz chants (rhythm without a singing melody) were made popular by Carolyn Graham and are much easier and often fun for children than actual songs (and so for teachers who may lack confidence in their singing). They consist of time-stressed phrases of certain length that can be tapped out, with foot, hand, or pencil. They are amazingly simple to write and teachers can target vocabulary or particular structures to students. Even students can write them themselves with relative ease [Murphey, 1992: 121].

Speaking and writing. Songs can provide topics for discussion and extension activities. Characters in the song can be used as a basis for role play, letter writing, and so on. The plot of the song can be a basis for story telling and imaginative reconstruction. Poetry in the song can be interpreted and converted into prose. The musical style of the song and its cultural background can be discussed. Thus students are given a chance to develop their productive skills — speaking and writing.

As far as speaking is concerned, students may be asked to role-play the characters from the song. For stimulating students' imagination there is a suggestion for students to extend the characters, imagining what they look like, do in their free time, would do in given situations, and so on. This will give them a chance to speak.

Students may be asked to write diary entries for the characters, letters from or to the characters, giving advice for example. It's a good opportunity for developing their writing skills.

Students may be asked to summarize the events in the lyric (when the song has a well-defined story), or continue the story. The continuation could be written as lyrics and sung. Then, students may be asked to imagine how the characters ended up in the situation they are in. The teacher will suggest that students rewrite the lyric as a newspaper article or tell the story as a personal anecdote to a classmate. The classmate should respond with appropriate emotion, such as interest or sympathy.
Tim Murphey [1992] provides “The bear song” as an example of role-play songs which can be acted out and which has a narrative with different roles. Teacher assigns the roles and asks students to act out what happens in the song at the appropriate places. 

Later students can write a story themselves following the singing and illustrate it with a drawing to reinforce it. 

[image: image7.png]repeating and joining in.

Lead (Others repeat)
One day T went

into the woods

and there I met

a great big bear
(Repeat )

He looked at me
1 looked at him
He sized me up
I sizgd up him
(Repeat )

He said to me
Why don’t you run
1 see you ain’t

got any gun
(Repeat )

The bear song

To be acted out with a lead singer, a bear, and a tree (or perhaps a forest) with the audience

1 said to me

that’s a good idea
So come on feet
let’s get out of here
(Repeat )

And so | ran
away from there
But right behind
me was that bear
(repeat )

Ahead of me
I'saw a tree
Oh glory be

a great big tree
(Repeat)

The lowest branch
was ten feet up

1 had to jump,

to trust my luck
(Repeat)

And so I jumped

into the air

but I missed that branch
a way up there
(Repeat)

Now don’t you fret

and don’t you frown
Cause I caught that branch
on my way down

(Repeat)

That's all there is

there ain’t no more
Because my tongue
is getting sore.





Another activity is genre transformation. Students rewrite the lyric in a different genre or register: a dialogue; a speech; very formally; very informally; a TV report; a newspaper report; a passage from a novel. 

The teacher may ask students to classify the musical style: chant; pop; rock; rock and roll; folk; jazz; rap. He or she may discuss with students how culture is reflected in the song; could this happen in their country? In any country? Could the male/female roles in this song be reversed? How old do you think this character must be?
Language awareness. Songs can be used as a sample of language to be analysed, i.e. to focus on the form of the language, including pronunciation, vocabulary and grammar. This could involve activities such as the students identifying certain pronunciation patterns, searching the song for antonyms or answering questions about grammar features in the song. 


Tim Murphey [1992: 84] suggests the following activity to make students investigate different registers of English (poetic, colloquial, archaic, slang, and non-standard usage). 

The teacher should give the students the hand-out and ask them to look through songs they like for similar examples. 
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Some people think that pop songs are like poetry.

Some say they are written in modern colloquial

English. Others say that they contain unintelligible

slang, with non-standard grammar mixed with

archaic expressions. In reality, the language of pop

can be all of these things.

Examples of different features of pop lyrics:
Poetic

Hello darkness, my old friend. {Paul Simon)
(personification)

And every move you make

Every bond you break

Every step you take

I'll be watching you. (Sting}
(alliteration, parallel structures, rhyme})

For long you live and high you fly,
And smiles you'll give and tears you'll cry.
(Pink Floyd) (inversion}

Colloguial
Take it easy. (Eagles)

It is anybody's ballgame
It is everybody’s fight. (John Prine)

Archaic
There’s an iron train a-travellin’

That's been a-rollin’ through the years.
{Bob Dylan)

Now since my baby left me
I've found a new place to dwell.
(Elvis Presley)

Slang and non-standard English

I'm bad. (Michael Jackson)

Feelin' Groovy. (Paul Simon)

Ain't got no distractions

Can't hear no buzzers and bells.

(Pete Townsend) (subjectless, ain't, double
negatives}

You ain’t nothin’ but a hound dog.

(Elvis Presley) (ain't, double negative)

Sun is shining, the weather is sweet

Make you want to move your dancing feet ...

When the morning gather the rainbow
Want you to know, I'm a rainhow too.
{Bob Marley) (missing articles and subjects)





4. Just music


According to Tim Murphey [1992: 87], music has the potential to change the atmosphere in a classroom. It seems to give energy where there was none, and to spark off images when students complain of having nothing to write about. Music is the stuff dreams grow on. Mood music is very popular now, whether in the dentist's surgery to relax us, or in shopping centres to encourage us to buy. Heart surgeons now use music to relax operating teams during long and stressful operations. In one London hospital women can listen to music on a Walkman during childbirth to relax them. It is only a matter of time before teachers catch on to the powerful effect that music can have on a student's performance, whether it is used as background or foreground to composition, reading, and discussion, in language classes or in other subject areas. 

One teaching method (Suggestopaedia) uses background music as an integral part of the course. Suggestopaedia, a teaching methodology developed by Dr Lozanov in Bulgaria, claims to produce hypermnesia — an excellent memory. Among its many innovations is the use of background music during the reading of dialogues (of which the students have the text and a translation). The dialogue is usually read twice, once slowly and once at normal speed, to the accompaniment of background classical music and at about the same volume. The idea behind using the music is apparently to relax students' defences and to open up their minds to the language. Music may also engage the right hemisphere of their brains more, and make learning a more holistic experience. Teachers are advised to experiment with their students to see how they react to just music or songs.
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Practical Class 7

THE USE OF GAMES IN LANGUAGE TEACHING

Outline

1. About games

· what are language games

· who are games for

2. The role of games in language teaching

· advantages and disadvantages of using games in language learning

· the place of games in the language programme
3. Types of language games

· vocabulary, structure and language skills games

· communicative and linguistic games

· information gap games

· guessing games

· search games

· matching games

· matching-up games

· exchanging games

· collecting games

· arranging games

· picture games

· board games and card games

· sound games

· story games

· word games

· psychology games

· puzzle-solving games

· role-play games

· simulation games

4. Some practical considerations

· choice of games

· constitution of groups and classroom organization

· teacher’s role

· collecting new games

Discussion Tasks

1. What is a language-teaching game?

2. Which age groups are games for? Which level?

3. What are the methodological considerations about the role of games in language learning? 

4. How and where should games be used in class?

5. What types of games for language learning do methodologists distinguish? 

6. What must teachers do at home and in the classroom before making use of a game as part of their lesson plan?

7. Which form of class organization is most appropriate for games? Can all four types of grouping (class, individual, pair and group work) be used while playing games? 

8. Some games require four to six players; in these cases group work is essential. How should teachers choose groups to play games? Is it advisable to have a group leader?

9. What is the teacher’s role, once the groups are in action playing the game between themselves? 

10. How should teachers introduce new games?

Writing Tasks

1. Why games? Complete this advantages/disadvantages grid about using games in language teaching.

	advantages of using games
	disadvantages of using games

	
	


Investigation Tasks

Games in Language Learning

(inquiry)

Interview a group of learners you are familiar with. What are their beliefs about games in language learning? 

Discuss the results with your fellow students. How can you use this data to help you in your teaching career?

Classroom Action Tasks

Select any language-teaching game from a coursebook that you are familiar with. Consult teachers’ resource library, if necessary. 

Complete the following chart with comments about the game.
	Game
	

	Teaching point (language, skills)
	

	Minimum level
	

	Game type
	

	Approximate time
	

	Materials
	

	Rules 
	

	Preparation 
	

	Presentation 
	

	Conducting the game
	

	Making your own versions
	


Introduce the game to your fellow students and try it out in the classroom. 

Supplementary Material 

to Practical Class 7


Read the following text related to the topic and assess how far the information in the text supplements or modifies the information provided in the lecture. 

Take study notes of the reading passage.

THE USE OF GAMES IN LANGUAGE TEACHING
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Description of Class

elementary/lower intermediate: 20 students

Difficult to make them take part 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).

Aims

to teach comparatives
fluency practice

writing practice (if time)

Procedure
1 T tells story about a terrible journey - plane.

2 SS in groups. T tells them to discuss transport. Which do they prefer?
‘Which do they dislike? SS report back to class.

3 T gets SS to look at article title. Asks them what it's going to be about.
SS read article. Were they correct?

4 SS do ex 5 on page 24.*

5SSdoex6&7.
Problems?
sounds: /tf/ cheaper
stress: comfortable, convenient/important

6 T models sentence ‘Trains are cheaper than planes’. Choral & individual
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 reversed, e.g. Planes are more expensive than trains.
Problems? Sentence stress: 3-hit rhythm (weak ‘are’ ,-er’ and ‘than’).
Example: Trains are cheaper than planes.

7 T elicits vocabulary to describe furniture.
T tells SS they are in a furniture store. Have to decide on which sofa to
buy (see attached role cards).
38 role-play in pairs.

8 (if time) Pairs write imaginary fax to their partner with information and
advice about sofa purchase.

Comments

The students may not be prepared to talk about transport or role-play the
furniture store. T will encourage them.

Some SS may know comparatives. If so T will miss out controlied practice
stage.

Time
[" = minutes]

3
5"

5

5"

107

107

157
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1. About games

A game is an activity with rules, a goal and an element of fun. There are two kinds of games: competitive games, in which players or teams race to be the first to reach the goal, and co-operative games, in which players or teams work together towards a common goal [Hadfield, 1990: v].

Games are seen as organized action that is rule-governed, involves striving towards a clear goal through performance of a challenging task, and provides participants and/or onlookers with a feeling of pleasurable tension [Ur, 1999: 289]. Thus the essential ingredient of a game is challenge.
And what is a language game? It is a game played in a foreign language teaching situation. Its participants use the foreign language for a purpose [Zdybiewska, 1994: 6].
Usually games are regarded as an amusing activity for young children. There are many collections of songs and games for children learning English. Adult students or even teenagers have not been so lucky. Their need for relaxation and fun in the classroom has been neglected by teachers who cling to old-fashioned methods. It is high time that we started treating our students like intelligent human beings and not simply as machines that repeat language items [Zdybiewska, 1994: 6]. 

Enjoyment of games is not restricted by age. Some individuals, regardless of age, may be less fond of games than others. It is generally accepted that young learners and adults are very willing to play games. Early teenagers seem to be more reluctant. One must take into account their reticence when selecting games for them. Games which can be played in pairs or groups may be particularly useful in this case [Wright et al., 1997: 2].

We must also acknowledge that many people are so anxious to learn English in order to pass examinations or to improve their employment prospects that they look on games as unnecessary [Wright et al., 1997: 2].

2. The role of games in language teaching

Some methodologists are not in favour of the use of games in language teaching [Ur, 1999: 289-290]. Games are seen as essentially recreational 'time out' activities whose main purpose is enjoyment; language study is serious goal-oriented work, whose main purpose is personal learning. Once you call a language-learning activity a 'game' you convey the message that it is just fun, not to be taken too seriously: a message which is considered anti-educational and potentially demoralizing. Very occasionally we do play real games in the classroom, (at the end of a course, for example, or as a break from concentrated work); but to call something a game when our goal is in fact serious learning may harm the learning — and/or, indeed, spoil the 'game'! — as well as being dishonest.
Two further dangers are: first, the tendency of some teachers to call activities 'games' for the sake of raising initial motivation, when they are not in fact games at all ('Let's play a game: I'll give you a word, you tell me how it is spelt!'); second, the danger that the obvious activity and enjoyment caused by a game may obscure the fact that its contribution to learning is minimal.
However, children generally learn well when they are active; and when action is channelled into an enjoyable game they are often willing to invest considerable time and effort in playing it. If we design our games in such a way that they are productive of language learning they become an excellent, even essential, part of a programme of children's learning activities. Penny Ur’s [1999: 290] conclusion is to include game-based procedures as a substantial component of any children's language course; though she is uncomfortable about using the term 'game', because of the misleading belittling implication and presents them as game-like language-learning activities.
Many teachers and students cling to the attitude that if something is fun, you cannot be learning. Reactions from the students: ‘I didn’t come here to clap and sing. I want to learn English’. The idea that language learning cannot be enjoyable is outdated. Like medicine, these people think, if it does not taste nasty, it cannot be doing you any good [Murphey, 1992: 16].

The majority of methodologists believe that games play an important part in the language learning process generally [Hadfield, Hadfield, 1990: vi; Zdybiewska, 1994: 6; Wright et al., 1997: 1].

 • Language games which bring enjoyment and create a pleasant and more informal atmosphere to classroom work, act as an incentive for language learning [Zdybiewska, 1994: 6]. 

Games of any kind are usually fun. Students who are having fun are usually motivated, so they will find learning made more interesting and more enjoyable, and will begin to improve as a result. Fun is a vital ingredient in the fight against the 'homework syndrome' [Hadfield, Hadfield, 1990: vi].

• Games are a good way to practise language. They provide a realistic framework which brings the students closer to the way in which they will use language in the real world [Zdybiewska, 1994: 6]. 

Andrew Wright, David Betteridge and Michael Buckby [1997: 4] in their book Games for Language Learning give the following example. The teacher asks the learner, for example, 'Where is the red pen?' As the red pen is obviously on the book, the learner understands the question as, 'What sentence in English describes the position of the pen?' However, suppose the teacher says, 'Look carefully at the pens, pencils, etc. Now turn round. Where's the red pen? Can you remember?' In this case the learner's powers of memory are challenged and he/she is motivated to think and speak. And, most importantly, he/she is more likely to understand the question in a similar way to a native speaker.
• Games help to create contexts in which the language is useful and meaningful. The learners want to take part and in order to do so must understand what others are saying or have written, and they must speak or write in order to express their own point of view or give information [Wright et al., 1997: 1].

• Students are encouraged to use their linguistic knowledge actively [Zdybiewska, 1994: 6]. 

• If students are amused, angered, challenged, intrigued or surprised the meaning of the language they listen to, read, speak and write will be more vividly experienced and, therefore, better remembered [Wright et al., 1997: 1].

This raises the question of how and where games should be used in class. If it is accepted that games provide intense and meaningful practice of language, then they must be regarded as central to a teacher’s repertoire [Wright et al., 1997: 1]. 

Games should be regarded as an integral part of the language syllabus, not as an amusing activity for Friday afternoon or for the end of term. They provide, in many cases, as much concentrated practice as a traditional drill and, more importantly, they provide an opportunity for real communication, albeit within artificially defined limits, and thus constitute a bridge between the classroom and the real world [Hadfield, 1990: v-vii]. 

Games can be found to give practice in all the skills (reading, writing, listening and speaking), in all the stages of the teaching/ learning [Wright et al., 1997: 1].

Games are considered appropriate for different levels of language achievement. Many games can, with minor adaptations, be used by beginners, intermediate and advanced students. However, some games are for specific levels of ability. It is important to note that the most advanced and dedicated students can enjoy and value games if the content and language used are relevant to them [Wright et al., 1997: 3].

3. Types of language games

There are many different types of English language teaching games. The classification has often been difficult to make and it is therefore somewhat arbitrary.

To impose some organization on the collected material language games are presented in some resource books in the following order: vocabulary, structure and language skills games [Zdybiewska, 1994: 6].

Vocabulary games are games and contests that provide an opportunity to practise vocabulary items that have been learnt by the students during lessons. 

Find the object. The class is divided into two teams. The teacher has a large box with various objects (known vocabulary items) like keys, pencils, coins, pens, a piece of chalk, an eraser, etc. He/she says the name of an object. A member of the first team comes up to the box and tries to find the right object. If he/she succeeds, the team scores a point. If the student fails, a representative of the other team has a try.
Structure games focus on specific grammatical structures. They are concerned with Yes/No questions, wh-questions, if-clauses, the superlatives of adjectives, adverbials, verb forms, etc. These games help to practise structures in the pleasant, informal atmosphere of a game. 

Questions only, please. The idea of the game is for two players to carry on a conversation asking questions only. If one player forgets and makes a statement in answer to a question, he or she is out of the game, e.g.:
Student A: Where do you live?
Student B: Do you really want to know?
Student A: Aren't you going to tell me?
Student B: What will you do if I don't tell you?
Student A: Can't you guess?
Student B: No, I can't.
Language skills games concentrate on developing the four language skills: listening, speaking, reading and writing.

Survival. The teaching point of this game is practice in speaking. The class is asked either to listen or to read a passage explaining a critical situation. The students then decide which of the items listed are necessary for survival, e.g. on a desert island or on the moon. They work first in pairs, then in bigger groups arguing and explaining their choice to the others.   

Methodologists distinguish communicative games, as distinct from linguistic games [Hadfield, 1990: v-vii]; that is, they are activities with a non-linguistic goal or aim. Successful completion of the game will involve the carrying out of a task such as drawing in a route on a map, filling in a chart, or finding two matching pictures, rather than the correct production of a structure. However, in order to carry out this task it will be necessary to use language, and by careful construction of the task it will be possible to specify in advance roughly what language will be required. The emphasis in the communicative game is on successful communication rather than on correctness of language. 

Language games make use of a variety of techniques. They include information gap, guessing, search, matching, exchanging, collecting, combining, arranging, and card games, board games, problems and puzzles, role play and simulation techniques [Hadfield, 1990: v-vii].
The simplest activities are based on the information gap principle. In these activities Student A has access to some information which is not held by Student B. Student B must acquire this information to complete a task successfully. This type of game may be one-sided, as in the above example, or reciprocal, where both players have information which they must pool to solve a common problem. The games may be played in pairs or in small groups, where all the members of the group have some information [Hadfield, 1990: v-vii]. 

The following is an example of one of the best known of the information gap games.

Describe and draw a picture. One person has a picture and does not show it to his/her partner. There is thus an information gap. The first learner tries to describe the picture so that the second learner can draw it. Language is used to bridge the gap. The picture drawn by the second learner is then visible evidence of whether the gap has been closed [Wright et al., 1997: 2].
Guessing and speculating games are a familiar variant on this principle. The player with the information deliberately withholds it, while others guess what it might be. It is possible to play such games by making short unconnected guesses. Played in this way, the games are useful for learners whose English is limited. However, learners with a wider range of English at their command should be required to think and speak in a more extended, connected way.

Hiding and finding. One group (‘knowers’) hides a small object in class making suggestions using Let’s + verb + object + preposition + place (e.g. Let’s hide the watch on top of the cupboard). Another group (‘guessers’) must find out where the object is hidden by asking questions using Is it + preposition + place (e.g. Is it on top of the cupboard?) [Wright et al., 1997: 169].

Search games are another variant, involving the whole class. In these games everyone in the class has one piece of information. Players must obtain all or a large amount of the information available to fill in a questionnaire or to solve a problem. Each student is thus simultaneously a giver and a collector of information [Hadfield, 1990: v-vii].
Matching games are based on a different principle, but also involve a transfer of information. These games involve matching corresponding pairs of cards or pictures, and may be played as a whole class activity, where everyone must circulate until they find a partner with a corresponding card or picture; or as a pair work or small group activity, where players must choose pictures or cards from a selection to match those chosen by their partner from the same selection; or as a card game on the 'snap' principle.

Picture/text matching. In the most elementary of all the variations of this game the learner is given four or five separate picture cards and on separate cards the words which name the objects in the pictures. The aim of the learner is to match the appropriate text to each picture [Wright et al., 1997: 35].
Matching-up games are based on a jigsaw or 'fitting together' principle. Each player in a group has a list of opinions, preferences, needs or possibilities. Through discussion and compromise the group must reach an agreement [Hadfield,             1990: v-vii].
Exchanging games are based on the 'barter' principle. Players have certain articles, cards or ideas which they wish to exchange for others. The aim of the game is to make an exchange which is satisfactory to both sides [Hadfield, 1990: v-vii].
Exchanging and collecting games are an extension of this. Players have certain articles or cards which they are willing to exchange for others in order to complete a set. This may be played as a whole class activity, where players circulate freely, exchanging cards or articles at random; or as an inter-group activity, where players agree to collect a certain set of articles as a group and then exchange articles between groups; or as a card game on the 'rummy' principle [Hadfield, 1990: v-vii].
Combining activities are those in which the players must act on certain information in order to arrange themselves in groups such as families or people spending holidays together [Hadfield, 1990: v-vii].
Arranging games are also sometimes called sequencing or ordering games. These are games where the players must acquire information and act on it in order to arrange items in a specific order. Items to be arranged can be picture cards, events in a narrative, or even the players themselves [Hadfield, 1990: v-vii].

Picture games are games in which the use of pictures plays a major part. There are various types of picture games. Broadly, they involve: comparing and contrasting pictures; considering differences or similarities; considering possible relationships between pictures, such as narrative sequence; describing key features so that someone else may identify them or represent them in a similar way. Most of the picture games involve the learners in the relatively free use of all the language at their command. There are picture games and variations for all levels of proficiency.


What’s the difference? Each pair of learners gets two pictures which are very similar. The differences between them must be described by the learners making comparisons, e.g. bigger than, too big, not big enough [Wright et al., 1997: 23].

Board games and card games are familiar game types, where the aim is to be first round the board, or to collect most cards, or get rid of cards first. The cards and squares on the board are used as stimuli to provoke a communication exchange [Hadfield, 1990: v-vii]. The following is an example of a board game. 

Christmas shopping is a board game for 5 to 8 players. To play the game you will need:

1) a board (90 cm x 90 cm) with magazine pictures of different objects that will be gifts in the game, e.g.: a hat, a book, a flower, a pair of shoes, a handbag, a pair of jeans, a bicycle, etc. The pictures are stuck to the board in numbered squares in such a way that they form a snake. You will need about 60 medium-size pictures of various objects:
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2) a set of cards with the names of family and friends for whom the players must buy Christmas presents, e.g.: your mother, your father, your boyfriend, your two-month-old nephew, your secretary, your boss, etc.
3) a dice and coloured counters.

The first player throws the dice and moves his or her counter round the board according to the number on the dice. Then he/she draws a card with the name of family or friend. The object of the game is to argue over the suitability of the gift shown in the numbered square for the person mentioned on the card. 

For example: the object shown is a pair of jeans and the person for whom this gift is intended is your Aunt Stella. The player may say: It's an excellent present for her because my aunt adores wearing jeans, she is interested in sport and wears casual clothes.
The group should decide if the argument presented is convincing. If not, the player moves his/her counter back to his/her previous position. The winner is the first player to reach the end of the Christmas Shopping Snake [Zdybiewska, 1994: 92-93].
Language bridge is a card game designed to revise grammar (if-clauses, reported speech, passive voice). To play the game you will need 48 cards about 6 cm x 10 cm made of stiff paper. Think of 24 sentences. Write half of each sentence on 24 of the cards and the other half on the other 24 cards. On the reverse side of the first 24 write the number 1, on the reverse side of the other 24 write 2.
Here is the list of sample sentences: 

1. He got married // four years ago. 

2. They have been married // for four years. 

3. He began studying mathematics // in 1980. 

4. He has been studying mathematics // since 1980. 

5. After I had written a short note // I took out an envelope. 

6. They would be thinner // if they ate less sweats and took more exercise. 

7. I would not buy that car // if I were you. 

8. He would lose some weight // if he tried harder. 

9. She wishes // the people upstairs would stop singing. 

10. I knew I would go down with the ship // if I stayed any longer. 

11. You would have stayed // if the pay had been better. 

12. The man would have died // if he had lost any more blood. 

13. I wish // this rain would stop. 

14. I wish // I had not gone out that night. 

15. I got a good mechanic // to repair my car. 

16. Politicians are just ordinary people // who sometimes forget that they are. 

17. The phone rang just as // I was getting into the bath. 

18. When the letter arrived // they were having breakfast. 

19. While my friend was doing his homework // I was watching television. 

20. He answered eight advertisements // before he got a job. 

21. He told him // to put his hands up. 

22. While you were looking at your book // I switched on the light. 

23. He told him // what he had done. 

24. She cannot go to the party // because she has got a cold.

Deal the first pack out to a group of pupils. Put the second pack face down in the middle. The players, in turn, take a card from the central pack. If they can make a sentence, they lay it down and it is checked by the others. If it is not accepted, the player replaces the card and misses a turn. The first one to have no cards is the winner [Zdybiewska, 1994: 58-59].

Sound games are concerned with listening. Sound effects can create in the listener’s mind an impression of people, places and actions. There is a demand for the listener to contribute through the imagination. This inevitably leads to individual interpretations, and individual interpretations lead to a need to exchange points of view and to express opinions and ideas.

Listening to sounds. So often the present continuous is practised in the classroom by reference to actions which are seen. In this game the learners close their eyes, listen and try to interpret what they hear. Ask everyone to close their eyes and put their heads on their arms to reduce the chance of them sneaking a look! Give a written sequence of actions to one learner to perform, e.g. ‘Walk quietly across the room to the teacher's desk.’ ‘Open and close all the drawers quietly.’ ‘Open the doors and then close them.’ ‘Open the classroom door.’ ‘Go out and close the door.’
Ask the learner to do the sequence of actions twice. During the first sequence the class listen and say nothing. During the second sequence you can ask questions, e.g.
Teacher: What is he doing?
Class: He's walking.
Teacher: Is he walking quietly?
Class: Yes.
Teacher: Now, what is he doing?
Class: He's opening some drawers.
For the past simple, ask the class to describe the sequence of actions once they have been performed. 

If there are mistakes, perform the sequence again. Finally let everyone see the actions and confirm each description by using the present continuous [Wright et al., 1997: 92-93].

Story games are concerned with making up stories and story-telling. Story games, by their nature, provide a framework for learners to speak and write at length instead of engaging in short exchanges. Only interrupt a learner in order to help the story along. 

Should you decide that it might be helpful to correct certain errors that are made, then make a written or mental note of the errors during the story-telling, but delay dealing with them until afterwards.

The following is an example of one of the best known of the story games [Wright et al., 1997: 98-99].

Silly stories. Begin the story with the first half of a sentence. Then ask the class to think of a continuation, e.g. 

Teacher: I saw a horse sitting … 

Learner 1: … in the kitchen. 

Teacher: It was eating … 

Learner 2: … a piece of cake. 

Learner 3: And drinking a cup of tea. 

Teacher: I said …

Learner 4: … 'Don't you have milk in your tea?'

Word games focus on the word rather than the sentence: spelling, pronunciation, meanings (as in ‘definitions’ or ‘the odd man out’), words for sentence-making, words as inferred from contexts (as in ‘missing words’), or words as categorized according to grammatical usage. However, learners are required in many cases to go beyond the initial focus and to communicate in full sentences, sometimes (as in the variation of ‘the odd man out’) to pursue ideas and argue at some length. All levels of proficiency are catered for by word games [Wright et al., 1997: 113].


Psychology games are a variety of games which might all lead to a greater awareness of the workings of the human mind and senses. This is an area of interest for everyone, in which there is much individual variation of opinion and experience [Wright et al., 1997: 37]. Here is an example.


That makes me think of. The first player says any word that comes to his/her mind — say, a flower. The second player says: ‘That makes me think of a garden’. ‘That makes me think of grass’, says the third. ‘And that makes me think of a tree’, says the fourth. And so on but for a few minutes only. The students form chains of associated words. This game is a kind of ‘mind-stretching’ exercise. It can be fun with intermediate or fairly advanced classes [Zdybiewska, 1994: 24]. 

Games may include elements of puzzle-solving, role play, or simulation [Hadfield, 1990: v-vii].
Puzzle-solving activities occur when participants in the game share or pool information in order to solve a problem or a mystery — where did the aliens come from?, did Annie commit the murder?, etc.
Many games include an element of role play. Players are given the name and some characteristics of a fictive character. However, these are not role plays in the true sense, as the role play element is always subordinate to the game for the purposes of language use. The outcome of a game is 'closed'; once cards are distributed it develops in a certain predetermined way, while role play proper is open-ended and may develop in any number of ways [Hadfield, 1990: v-vii].
Simulations — the imitation in the classroom of a total situation, where the classroom becomes a street, a hotel, or an  office — are also used in games, particularly in those games which practise interaction between the individual and services such as cinemas, theatres and estate agents. However, these activities are simulation-games rather than true simulations since the outcome is again 'closed': students have a specific task or series of tasks to complete within the context of the simulation [Hadfield, 1990: v-vii].
3. Some practical considerations
Particular attention should be paid to the choice of games. It is obvious that the chosen game should be an integral part of the lesson plan if it is to be really effective [Zdybiewska, 1994: 7]. It is essential to choose games which are appropriate to the class in terms of language and type of participation [Wright et al., 1997: 6]. 

Teachers are advised to do the following at home and in the classroom before making use of a game as a part of his or her lesson plan [Zdybiewska, 1994: 7]:

At home: First choose a game. Find information on the teaching point a game is designed to practise, the level of difficulty and the necessary preparation on the part of the teacher. The object of the game should be closely related to the teaching point of the lesson. Then read the rules of the chosen game carefully, changing them according to your needs. Next prepare all the necessary materials in advance, e.g. dice, cards, objects, pieces of paper, etc.
In the classroom: First outline the rules to your class if it is a game which they do not know. Why not do that in English? This can be an important part of communication practice between teacher and students. But do not waste too much time on this. If the rules are very complicated, it may be necessary to use the mother tongue. Then provide materials. If necessary, arrange the classroom so that your students can sit in a circle, semi-circle or in pairs. Next have a practice run before playing the actual game so that all your students understand clearly the object of the game. Next play the game.

Games are best set up by demonstration rather than by lengthy explanation. The teacher should explain briefly what the game involves, hand out the photocopied cards, giving the students a little while to study them, and then demonstrate the game with one of the students in front of the class. 

It is absolutely essential that the learners are totally familiar with the games they are asked to play. If the learners are unclear about what they have to do, chaos and disillusionment may result. New games are normally introduced in the following way: explanation by the teacher to the class; demonstration of parts of the game by the teacher and one or two learners; trial by a group in front of the class; any key language and/or instructions written on the board; first try by groups; key language, etc. removed from the board [Wright et al., 1997: 6].
The average time necessary for most of the language learning games is 5-10 minutes, depending on the number of students playing. However, it is often possible to extend the game into a follow-up writing activity to consolidate the language practised in the game [Hadfield, 1990: v-vii].
There are three main types of activity in games: pair work, involving two partners, small group work, involving groups of three or four, and whole class activities, where everyone moves freely around the room. All these activities require some flexibility in the constitution of groups and organisation of the classroom. It is best to have the desks in a U-shape if possible. Students can then work with the person sitting next to them for pair work, and groups of threes and fours can easily be constituted by alternate pairs moving their chairs to the inner side of the U, opposite another pair. Whole class activities, which involve all the students circulating freely, can take place in the empty area in the centre of the U-shape. If it is not possible to arrange the desks in this way, the traditional arrangement of front-facing desks can easily be adapted to pair work, with people at adjoining desks working together, while small groups can be formed by two people turning their chairs round to face the two people behind them. Whole class activities present a little more of a problem, but often there is a space big enough for the students to move around in at the front of the class, or desks can be pushed back to clear a space in the centre [Hadfield, 1990: v-vii].

Many teachers believe that competition should be avoided. It is possible to play the majority of games with a spirit of challenge to achieve, rather than to 'do someone else down'. Andrew Wright, David Betteridge and Michael Buckby [1997: 6] believe that it is wrong and counter-productive to match learners of unequal ability. The less able learner may 'give up' and the more able develop a false sense of his/her own achievement. 

It is wrong to compel an individual to participate. For many such learners there will be a point of 'readiness' to participate similar to the state of 'reading readiness' in young children. Learners reluctant to participate might be asked to act as judge and scorers [Wright et al., 1997: 6].
It is advisable to stop a game and change to something else before the learners become tired of it. In this, way their goodwill and concentration are retained [Wright et al., 1997: 6].
Many of the games involve role play. Role plays involve two distinct phases: preparation and production. In the preparation phase, students should be given sufficient time to digest the information on the role card and to ask the teacher for help with anything they do not understand. When the students are sufficiently prepared, and all problems of comprehension ironed out, the role play can begin. Encourage the students not to rely too heavily on looking at their role cards, but to remember the information. With the shorter role cards, it is a good idea to collect these in before the role play begins; with the longer role cards, the students may feel they need to keep the notes they have made as a back-up, but they should be encouraged to internalize as much of the information as possible and to refer to the notes only if absolutely necessary [Hadfield, 1990: v-vii].

The teacher's role in these activities is that of monitor and resource centre, moving from group to group, listening, supplying any necessary language, noting errors, but not interrupting or correcting as this impedes fluency and spoils the atmosphere. It is a good idea to carry paper and pen and to note any persistent errors or areas of difficulty. These can then be dealt with in a feedback session after the game. In many cases, the game could then be played again with different partners or with different role cards. In other cases, mostly in those activities involving puzzle-solving, this will not be possible. However, a similar game with different information could easily be constructed to practise the same exponents, and suggestions have been made for this where appropriate [Hadfield, 1990: v-vii].

The teacher should never interrupt a game which is flowing successfully in order to correct a mistake in language use. It would suggest that the teacher is more concerned with form than with the exchange of ideas. In general, it is better for the teacher to note the error and to comment on it later [Wright et al., 1997: 6].
It is usually difficult to find a new game for specific language practice just when you need it. It is a wise precaution to collect and file games for use whenever you happen to come across them. Games without materials can be described and filed in a ring binder. Games with visual materials could be kept in similar-sized envelopes bound in the same folder. It is helpful if the description of the game is written on the outside of the envelope and the visuals and handouts kept inside [Wright et al., 1997: 7].
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