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1. O'QUV MATERIALLARI

MODUL 1. APPROACHES TO LANGUAGE TEACHING
1-MODUL. CHET TILI O’QITISH TAMOYILLARIGA TURLICHA YONDASHUVLAR

Lesson 1. Introduction to the course of approaches to language teaching. Differences
between techniques, approaches, and methods in ELT

Module: APPROACHES TO LANGUAGE TEACHING

Topic: Introuction to the course. Differences between techniques, approaches, and
methods in ELT

Time: 80 minutes

Aim: To introduce the students to the course

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language

teaching.
Aids: Charts, PPT, laptop with speakers, audio recordings, handouts, white board
Teacher introduces the course

Aims

_to acquaint students with the history of changes in teaching approaches and methods;

_ to develop students’ ability to differentiate between the purposes, strengths and weaknesses of
different approaches to teaching English.

Objectives

By the end of the course students will be able to:

_ demonstrate a systematic understanding and critical awareness of the history and development
of English teaching approaches and methods;

_ demonstrate an understanding and awareness of goals of, principles and teaching/learning
processes in different approaches to teaching English;

_ critically evaluate the appropriateness of different approaches to their own future teaching
contexts.

Learning outcomes

Students should have developed:

_ their awareness and knowledge of the history and the principles underlying different
approaches to teaching;

_ the ability to critically analyse the level of appropriateness of different approaches to different
teaching and learning contexts

Indicative bibliography

Brown, D. P., & Nacino-Brown (1990) Effective Teaching Practice. Cheltenham: Nelson
Thornes Ltd.,

Johnson, K. (2001). An Introduction to Foreign Language Learning and Teaching. Harlow:
Pearson Education.

Khoshimov, U., I. Yokubov, (2003) Ingliz tili ukitish metodikasi Tashkent: Sharg.
Larsen-Freeman, D. (1986). Techniques and principles in language teaching. New York: Oxford
University Press.

Richards, J., & Rodgers, T. (1986). Approaches and methods in language teaching. Cambridge,
MA: Cambridge.

Rogova, G.V., I.N. Vereshagina (1988), Metodika obucheniya angliyskomy yaziky na
nachalnom etape v sredney shkole. Moskva.

Assessment profile

Semester 7

Continuous Assessment

_ Class work and homework



_ Discussions

_ Presentations (the list of topics should be given to students

2 weeks prior.

40%

10%

5% x 3 discussions = 15%

15%

Mid-course Assessment

The best two written pieces of work will be accepted for assessment. 30%
15% for each work

Final assessment

Essay analysing/comparing/contrasting different approaches in different teaching contexts. The
list of topics should be given to students 3 weeks prior. 30%

Handout 1. Language Teaching Approaches.

An approach is a way of looking at teaching and learning. Underlying any language teaching
approach is a theoretical view of what language is, and of how it can be learnt. An approach
gives rise to methods, the way of teaching something, which use classroom activities or
techniques to help learners learn.

Example

The communicative approach is the best-known current approach to language teaching. Task-
based teaching is a methodology associated with it. Other approaches include the cognitive-code
approach, and the aural-oral approach (audiolingual method).

In the classroom

Learners in the modern language classroom often learn through techniques drawn from a variety
of methods/approaches in what has been labelled an ‘eclectic approach'. Teachers select
techniques from various approaches according to the different needs of their learners. Most
coursebooks mix methods and techniques in this way.

In learning languages, a distinction is usually made between mother tongues, second languages,
and foreign languages. A mother tongue is the first language or languages one learns (or
acquires) as a child. When immigrants come to a new country and learn the language of that
country, they are learning a second language. On the other hand, when English-speaking students
in the United States learn French or Spanish in school, or when Brazilians study English in
Brazil, they are learning a foreign language. The acronyms ESL and EFL stand for the learning
of English as a Second and as a Foreign Language.

Many theories about the learning and teaching of languages have been proposed. These theories,
normally influenced by developments in the fields of linguistics and psychology, have inspired
many approaches to the teaching of second and foreign languages. The study of these theories
and how they influence language teaching methodology today is called applied linguistics.

The grammar-translation method (18th, 19th and early 20th century), for example, is an early
method based on the assumptions that language is primarily graphic, that the main purpose of
second language study is to build knowledge of the structure of the language either as a tool for
literary research and translation or for the development of the learner's logical powers, and that
the process of second language learning must be deductive, requires effort, and must be carried
out with constant reference to the learner's native language.

The audiolingual approach, which was very popular from the 1940s through the 1960s, is based
in structural linguistics (structuralism) and behavioristic psychology (Skinner's behaviorism),
and places heavy emphasis on spoken rather than written language, and on the grammar of
particular languages, stressing habit formation as a mode of learning. Rote memorization, role
playing and structure drilling are the predominant activities. Audiolingual approaches do not
depend so much on the instructor's creative ability and do not require excellent proficiency in the
language, being always railed to sets of lessons and books. Therefore, they are easy to be
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implemented, cheap to be maintained and are still in use by many packaged language courses
(especially in Brazil).

By the middle of the 20th century cognitive psychologists like Vygotsky and Piaget bring up
theories that help to explain the limited effectiveness of the traditional prescriptive and
mechanistic approaches to language teaching. These theories serve as a basis for the new natural-
communicative approaches.

Differences between techniques, approaches, and methods in ELT

Brainstorming:

a) With a partner, brainstorm for a few minutes and draw up a list of five methods according to
which you think foreign languages can be taught.

b) Which particular method has predominated in your own experience as a student? Did it work
for you?

c) Are you familiar with any recent approaches to language teaching? Can you briefly
characterize them?

d) Which approach to language teaching do you think is predominant at present in general
foreign language classrooms? And in Spanish schools?

e) Are there good teachers or good methods? Are there good learners or good methods?

f) The most expensive textbook is the guarantee for a method to work. Do you agree with this
statement? Are there other materials as effective as textbooks?

Handout 1.

* APPROACH: an approach describes how we acquire language knowledge and gives us
guidelines about the conditions in which language learning will be successful.

« METHOD: putting approach to practice. Includes various procedures and techniques to
support the approach.

 PROCEDURES: an ordered sequence of techniques. EX: First you do this...then you do
that....

» TECHNIQUE: a type of activity, designed to support a procedure. EX: fill in te blanks.

| The differences between approach, method and technigque

Approach | Method [plan) Technique [procedure)}

A generalized set of
classroom specifications
for accomplishing
linguistic objectives

Theaoretical positions and
beliefs about the nature
of language, the nature

of language learning

Specific types of
exercises, tasks, or

(psychalinguistic and focusing on the: activities used in class
cognitive processes Soals of the
; . ; for the purpose of
involved) and the teaching/learning _ .
applicability of both to Learnerroles réaching pedagodical
pedagogical settings Teacher role s goals.
[successfuluse of these in et ti |
processes). Fole of instructiona
materials.
Why | How ' W hat

Handout 2. Approaches, methods, procedures, and techniques

Approach : this refers to “theories about the nature of language and language learning that serve
as the source of practices and principles in language teaching”. It offers a model of language
competence. An approach describes how people acquire their knowledge of the language and
makes statements about conditions which will promote successful language learning.



Method : a method is the practical realization of an approach. Methods include various
procedures and techniques as part of their standard fare.

Procedure : a procedure is an ordered sequence of techniques. A procedure is a sequence which
can be described in terms such as first you do this, then you do that... Smaller than a method and
bigger than technique.

Technique : a common technique when using video material is called “silent viewing”. This is
where the teacher plays the video with no sound. Silent viewing is a single activity rather than a
sequence, and as such is a technique rather than a whole procedure.

A term that is also used in discussions about teaching is “model” — used to describe typical
procedures, usually for teachers in training. Such models offer abstractions of these procedures,
designed to guide teaching practice.

The Grammar - Translation Method

This is a method that has been used by language teachers for many years.

At one time it was called Classical Method,since it was first used in the teaching of the classical
languages,Latin and Greek.

Earlier in this century,it was used for the purpose of helping students read and appreciate foreign
language literature.

Classes are taught in the students' mother tongue,with little active use of the target language;
Vocabulary is taught in the form of isolated word lists;

Elaborate explanations of grammar are always provided;

Reading of difficult text is begun early in the course of study;

Little attention is paid to the content of text,which are treated as exercises in grammatical
analysis.

Audio-lingualism

Audio-lingual methodology owes its existence to the Behaviourist models of learning using the
Stimulus-Response-Reinforcement model, it attempted, through a continuous process of such
positive reinforcement, to engender good habits in language learners.

Audio-lingualism relied heavily on drills like substitution to form these habits.

Habit-forming drills have remained popular among teachers and students, and teachers who feel
confident with the linguistic restriction of such procedures.

Presentation, Practice, and Production

A variation on Audio-lingualism in British-based teaching and elsewhere is the procedure most
often referred to as PPP, which stands for Presentation, Practice, and Production. In this
procedure the teacher introduces a situation which contextualises the language to be taught. The
students now practice the language using accurate reproduction techniques such as choral
repetition, individual repetition, and cue-response drills

The Communicative Approach

The communicative approach or Communicative Language Teaching (CLT) is the name which
was given to a set of beliefs which included not only a re-examination of what aspects of
language to teach but also a shift in emphasis on how to teach!

Some methods

These methods developed in the 1970s and 1980s as humanistic approaches to remove
psychological barrieis to learning.

Community Language Learning

- students sitting in a circle

- a counsellor or a knower



- making the utterance
The Silent Way

- the teacher says as little as possible

- interacting with physical objects, especially with Cuisenaire rods
Total Physical Response (TPR)

This method is developed to reduce stress people feel while studying foreign languages.
Learners are allowed to speak when they are ready.

1. Using commands to direct behaviour

2. Role reversal

3. Action sequence
PRINCIPLES

1. The students' understanding of the target language should be developed before speaking.

2. Students can initially learn one part of the language rapidly by moving their bodies.

3. Feelings of success and low anxiety facilitate learning.

4. Language learning is more effective when it is fun.

5. Students are expected to make errors when they first begin speaking. Teachers should be
tolerant of them. Work on the fine details of the language should be postponed until students
have become somewhat proficient.

Activity 1. TEFL Methods and Approaches Quiz. Choose the TEFL method or approach
that most closely matches the example provided.

1. First, the teacher presents the present perfect. Next, the students try using it in structured
exercises. Finally, the students try to have a conversation together using the present perfect.
a) PPP b) TTT c) SSS
2. Students learn English by translating to and from their native language. They memorize
irregular verb forms by writing them down over and over. Speaking skills are not a main focus.
a) the communicative approach
b) the audiolingual method
c) the grammar-translation method
3. Students listen to a dialogue between a taxi driver and passenger. They fill in gaps and then
practise a dialogue with a partner. Tomorrow they will go outside and practise asking for
directions.

a) the silent way

b) the communicative approach
C) immersion
4. The teacher only uses English, but the students can use English or their first language. The
teacher does not correct mistakes when his students speak English. Students can start speaking
English when they are ready.

a) the natural approach

b) task-based learning

c) the lexical syllabus

5. The students learn patterns of language by repeating model sentences that the teacher
provides. They memorize set phrases and receive positive reinforcement from their teacher when
they perform drills correctly.

a) the communicative approach

b) the audiolingual method

c) total physical response



6. ESL students at the school take all subjects in English. They take part in class and school
activities with native English students their own age.

a) task-based learning

b) community language learning

C) immersion

7. First, students learn how to say words properly. Next, they learn to read and write. They use
colour charts and rods to help with the pronunciation of sounds. Teacher talking time is minimal.
a) community language learning

b) the silent way

c) the colour method

8. The teacher says commands and acts them out. The students try to perform the action. The
teacher repeats by saying the command without acting it out. The students respond. The roles are
then reversed.

a) the direct approach

b) total physical response

c) the natural approach

9. First the teacher finds a way for the students to engage with a subject emotionally. Then
students focus on studying the construction of the target language. Then learners activate what
they learned through engaging activities.

a) ESA

b) the natural approach

c) the audiolingual method

10. The teacher introduces grammatical structures and rules by showing a video. The students
practise the grammar in context. The teacher gives lots of meaningful examples to demonstrate
the grammar.

a) the inductive approach

b) the deductive aproach

c) the reductive approach

Answers: 1.3, 2.c, 3.b, 4.3, 5.b, 6.c, 7.b, 8.b, 9.3, 10.a

Do the quiz

1. This method dates back to the late nineteenth and early twentieth century.

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

2. This methodology is based on Structuralism and Behaviourism

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

3. This method places emphasis on the social and situational contexts of communication
A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

4. In this methodology, grammar is seen as a toll to facilitate effective communication
A. Grammar - Translation

B. Audio-Lingual



C. Communicative Language Teaching

5. There is heavy emphasis on written work to the virtual exclusion of oral productions

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

6. There is a heavy dependence on imitating language models and memorization of dialogues
A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

7. The teacher is a facilitator, who creates a classroom climate conducive to language learning
and provides opportunities for students to use and practice the language

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

8. The main activities are memorization of dialogues, question and answer practice, substitution
drills and various forms of guided speaking and writing practice.

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

9. Learners are given opportunities to use the target language within a real-life communicative
context and the language used is not totally predictable

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

10. The emphasis on structural detail makes language learning strenuous and boring

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

11. This methodology maintains a balance between activities that work on communication skills
and those that focus on the development of accuracy

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

12. Language learning is meaningful, multisensory and appeals to a range of learning styles
A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

13. This method was used to teach Latin and Greek

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

14. Learning support consists of printed material which provide the texts of dialogues and the
cues needed for drills and practice exercises. A teachers' edition is also available.

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching
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15. Understanding of grammar should be promoted through the use of contextualized practice.
A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

16. Learners are engaged in meaningful and authentic language use

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

17. This approach supports the development of skills necessary for the production of
‘unrehearsed performances'

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

18. This methodology makes use of language labs, taped material and visual cues

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

19. Learning support material reflects real-life use of the target language - newspapers,
brochures, clippings, songs, labels, packaging and realia

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

20. Learning support material reflects real-life use of the target language - newspapers,
brochures, clippings, songs, labels, packaging and realia

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

21. Little or no attention is given to pronunciation

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

22. Grammatical structures and vocabulary are taught in isolation

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

23. Language mastery is assessed in terms of the learner's knowledge of structures and
vocabulary

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

24. Opportunities are provided for the development of critical thinking skills, creativity and use
of initiative

A. Grammar - Translation

B. Audio-Lingual

C. Communicative Language Teaching

25. Learners are given greater responsibility for constructing their own knowledge
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A. Grammar - Translation (Your Answer)

B. Audio-Lingual

C. Communicative Language Teaching

Answers: 1.A, 2.B, 3.C,4.C,5.A,6.B,7.C, 8B, 9.C, 10. A, 11. C, 12.C, 13.A, 14.B, 15.C, 16.C,
17.C, 18.B, 19.C, 20.C, 21.A, 22.A, 23.A, 24.C, 25.C.

LESSON 2. APPROACHES TO LANGUAGE TEACHING IN PRACTICE TODAY:
WESTERN APPROACHES. THE GRAMMAR-TRANSLATION METHOD.
Module: APPROACHES TO LANGUAGE TEACHING

Topic: Approaches to language teaching in practice today: Western approaches. The
Grammar-Translation method.

Time: 80 minutes
Aim: To introduce the students to the approaches to language teaching in practice
today.

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language
teaching.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1. Approaches to language teaching:
1. The Grammar-Translation Method
2. The Direct Method
3. The Audio-Lingual Method
4. Humanistic Approaches
a. Community Language Learning (CLL)
b. The Silent Way
c. Suggestopedia
d. Total Physical Response (TPR)
5. Communicative Language Teaching

Handout 2. Questions on the Grammar-Translation Method and its use in teaching.

1. What are the goals of teachers who use the Grammar-Translation Method?

2. What is the role of the teacher? What is the role of the students?

3. What are some characteristics of the teaching/learning process?

4. What is the nature of student-teacher interaction? What is the nature of student-student
interaction?

5. How are the feelings of the students deal with?

6. How is the language viewed? How is culture viewed?

7.What areas of language are emphasized? What language skills are emphasized ?

8. What is the role of the students' native language?

9. How is evaluation accomplished?

10. How does the teacher respond to student errors?

Answers:

1. According to the teachers who use the Grammar-Translation Method, a fundamental purpose
of learning a foreign language is to be able to read literature written in the target language. To do
this, students need to learn about the grammar rules and vocabulary of the target language. In
addition, it is believed that studying a foreign language provides student s with good mental
exercise which helps develop their minds.
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2. The roles are very traditional. The teacher is the authority in the class room. The students do as
she says so they can learn what she knows.

Wherever possible, verb conjugations and other grammatical paradigms should be committed to
memory. Principles: Students should be conscious of the grammatical rules of the target
language.

Observations:

11 The teacher asks students to state the grammar rule.

12 Students memorize present tense, past tense, and past participle forms of one set of irregular
verbs.

3. Students are taught to translate from one language to another. Often what they translate are
readings in the target language about some aspect of the culture of the target language
community. Students study grammar deductively; that is, they are given the grammar rules and
examples, are told comemorize them, and then are asked to apply the rules to other examples.
They also learn grammatical paradigms such as verb conjugations. They memorize native-
language equivalents for target -language vocabulary words.

4. Most of the inte raction in the classroom is from the teacher to the students. There is little
student initiation and little student-student interaction.

5. There are no principles of the method which relate to this area.

6. Literary language is considered superior to spoken language and is therefore the language that
students study. Culture is viewed as consisting of lirernture and the fine arts.

7. Vocabulary and grammar are emphasized. Reading and writing are the primary skills that the
students work on. There is much less attention given to speaking and listening. Pronunciation
receives little, if any, attention.

8. The meaning of the tar get language is made clear by translating it into the students' native
language. The language that is used in class is mostly the students' native language.

9. Written tests in which stu dents are asked co translate from their native language to the target
language or vice versa a rc often used. Question subour the target culture or questions that ask
students to apply grammar rules are also common.

10. Having the st udents get the correct answer is considered very important . If students make
errors or do not know an answer, the teacher supplies them with the correct answer.

LESSON 3. AUDIO-LINGUAL APPROACH
Module: ~ APPROACHES TO LANGUAGE TEACHING

Topic: Audio-lingual approach and The Communicative Approach
Time: 80 minutes
Aim: to raise students’ awareness of an audio-lingual approach, its appropriateness

to different teaching and learning contexts

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language
teaching.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white

board
Activity 1 Demo lesson of an audio-lingual classroom
Objective: to expose students to an audio-lingual class
Time: 25 minutes.
Materials: blackboard
Procedure:

» Students become participants in an audio-lingual class.

» Introduce a new dialogue (for example, any one from Small talk (Unit 6: Making a
compliment) or Dialogues for everyday use). Introduce the dialogue twice: (1) by
modeling the correct answers and 2) by modeling the proper sounds in the target
language).
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» Students are asked to repeat each line of the new dialogue several times. Students are
asked to repeat the teacher’s model as accurately and as quickly as possible.

> Introduce a long line of the dialogue by breaking it into several parts. Students repeat
a part of the sentence, preferably the last phrase of the line. Then, following the teacher’s
cue, the students expand what they are repeating part by part until they are able to repeat
the entire line. Begin with the part at the end of the sentence to keep the intonation of the
line as natural as possible.

> Begin the chain by greeting a particular student, or asking him a question. That student
responds, and then turns to the student sitting next to him. The first student greets or asks
a question of the second student and the chain continues.

» Say a line from the dialogue. Next, say a word or phrase-called the cue. The students
repeat the line the teacher has given them, substituting the cue into the line in its proper
place.

» Give students a certain kind of a sentence pattern, an affirmative sentence. Students are
asked to transform this sentence into negative sentence (or they should change a
statement into a question).

» Selected words are erased from the dialogue students have learned. Teacher asks students
to fill in the blanks with the missing words.

N.B.

» Say “Very good” when students answer correctly.

> Try to answer students’ question about the differences between making a compliment in
the US and in Uzbekistan. Explain briefly the differences between American and Uzbek
complimenting.

Activity 2 Beliefs underlying audio-lingual approach
Objective: to help students to explore their beliefs
Time: 15 minutes
Materials: Handout 1
Procedure:
» Students are given handout 1. The teacher asks them to read the statements and choose an
appropriate column to tick.
> Divide students into groups of three, and invite them to compare their answers.
Activity 3 Reflection on the audio-lingual approach
Objectives: to let students critically analyse the introduced approach; to raise their awareness of
appropriateness of the audio-lingual approach to different teaching and learning contexts
Time: 25 minutes
Materials: handout 2 (with 10 questions)

Procedure:
» Distribute handout 2 and ask students to discuss the questions in pairs or in groups of
three.
> N.B. These questions may be first discussed in small groups and then with the whole
class.

Questions for final discussion:

1. Are there any aspects of the Audio-Lingual method that you especially like/dislike?
2. Do you agree that much second language learning is a result of forming habits?

3. Do the habits from your first language interfere with the development of your second
language?

4. Do you believe that dialogues are authentic?

5. Do you believe it is important to memorise dialogues?

6. What do you think is the role of a teacher in the Audio-lingual method?

7. What do you think is the role of a student in the Audio-lingual method?

8. What are the goals of teachers who use the Audio-lingual method?
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9. Do you believe you will use any part of the Audio-Lingual method in your classroom? Why/

Why not?

10. How is the Audio-lingual method different from the Grammar-translation method? Which of
them is used widely in Uzbekistan?

Activity 4 Conceptualising principles of an audio-lingual approach
Objective: to enable students to summarise main principles of audio-lingual approach

Time: 15 minutes
Materials: Handout 3
Procedure:

» Distribute Handout 3. Based on the discussion in activity 3, ask students to fill in the
following table (can be done as home assignment).

The Audio-lingual
method

Possible answers:

Goal

The goal of this approach is based on the behaviourist belief that
language learning is the acquisition of a set of correct language habits
Use the target language communicatively, overlearn it. so as to be able
to use it automatically by forming new habits in the target language
and overcoming native language habits

Method

The learner repeats patterns until able to produce them spontaneously

Teacher's Role
Students Role

Teacher directs, controls students language behavior, provides good
model for imitation, students repeat, respond as quickly and accurately
as possible

Interaction

Most interaction is between teacher and student, initiated by the
teacher

Activities tasks that are
widely used in audio-
lingual approach

Drills mostly (repetition drill, backward build-up (expansion) dnll.
transformation drill, etc ) (see glossary)

Role of Student's
Native
Language

Student s native language habits are considered as interfering, thus
native language is not used in the classroom

View of language and
Culture

Descriptive linguistics influence every language seen as having its
own unique system of phonological, morphological, and syntactic
patterns Culture comprises everyday language and behavior

Glossary

Repetition drill: (used in demo-lesson) Students are asked to repeat the teacher’s model as
quickly and accurately as possible. This drill is often used to teach the lines of the dialog.
Backward build-up (expansion) drill: (used in demo-lesson). This drill is used when a

long line of a dialog is giving students trouble. The teacher breaks down the line into several
parts. The students repeat a part of the sentence, usually the last phrase of the line. Then,
following the teacher’s cue, the students expand what they are repeating part by part until they
are able to repeat the entire line.

Chain drill: (used in demo-lesson) Gets its name from the chain of conversation that forms
around the room as students one-by-one, ask and answer questions of each other. Teacher begins
the chain. A chain drill allows some controlled communication, even though it is limited. A
chain drill also gives the teacher an opportunity to check each

student’s speech.

Transformation drill: (used in demo-lesson) Students are asked to change a statement given by
a teacher into a question/an active sentence into a passive one/direct speech into reported speech.

Approaches to teaching and learning
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Audio-lingual approach
Handout 1, Activity 2

Statements Strongly agree |Agree |Disagree

It is better to learn language in a spoken form before
learning it m a written form

Real meaning of words con only be determined through
linguistic and cultural context and they lose their
meaning in isolation

Teacher provides good model for imitation and students
should imitate the teacher s model

Student s errors should be prevented as much as possible

Students successful responses should be immediately
praised

Teacher should direct, control students language
behavior

The learner should repeat language patterns again and
again until she is able to produce them spontaneously

Approaches to teaching and learning
Audio-lingual approach
Handout 2, Activity 3

Discuss these questions in groups of three:

Questions for final discussion:

1. Are there any aspects of the Audio-Lingual approach that you especially like/dislike?

2. Do you agree that much second language learning is a result of forming habits?

3. Do the habits from your first language interfere with the development of your second
language?

4. Do you believe that dialogues are authentic?

5. Do you believe it is important to memorise dialogues?

6. What do you think is the role of a teacher in the Audio-lingual approach?

7. What do you think is the role of a student in the Audio-lingual approach?

8. What are the goals of teachers who use the Audio-lingual approach?

9. Do you believe you will use any part of the Audio-lingual approach in your classroom? Why/
Why not?

10. How is the Audio-lingual approach different from the Grammar-translation method? Which
of them is used widely in Uzbekistan?

Approaches to teaching and learning
Audio-lingual approach
Handout 3, Activity 4

The Audio-lingual approach

Goal

Method

Teacher’s role
Student’s role
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Interaction

Activities/tasks that are widely
used in audio-lingual approach

Role of Student’s Native
Language

View of language and Culture

The Communicative Approach
Objective: to give participants an opportunity to reflect on the communicative approach to
language and teaching that underlies the current programme

Time: 20 min
Materials: handouts 1 and 2 for trainer, board, markers
Procedure:

> (© (6 min) Show the pictures on handout 1B and 2 B to participants. Ask the following

qguestion:
~ Which of the approaches to teaching how to ride a bicycle do you think is
more effective? Why?

» Elicit random answers and then write down the following statements on the board.
~ Language is a set of rules that should be learnt.
~ Language is a communication tool.

» Ask participants to relate the statements to language teaching and ask the following question:
~ Which of the pictures illustrates each of the statements? Why do you think so?

» Elicit random answers.

Suggested answer:

Picture 1 — Statement 1; Picture 2 — Statement 2

> © (3 min) Tell participants that the approach to language a teacher believes in influences

the way s/he teaches a language. Establish that learning grammar rules and vocabulary by
heart might be compared to learning the names of all the parts of a bicycle, road signs, etc.
but not riding itself. Often teachers only help students learn everything about the language,
but still students find it difficult to apply their knowledge in practice and communicate freely
in real life.
Another approach to language promotes use of language for communication and therefore it
can be compared to learning to ride a bicycle actually riding along the streets. A
communicative approach to language teaching does not necessarily exclude knowledge about
the language; on the contrary, it promotes the use of grammar and vocabulary for
communicative purposes by means of improving speaking, listening, reading and writing
skills.

>» ©00© (6 min) Put participants in groups of 4 and ask participants to reflect on their
experience in the programme and answer the following questions:

~ In your opinion which statement wouldthe authors of this trainingprogramme
agree more with? Why do you think so? Give reasons for your answer.

> © (5 min) Collect random answers.

» Establish that in this programme language is considered as a means of communication,
therefore we are in favour of teaching grammar and vocabulary not in isolation but in a
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meaningful context. For us teaching language as communication also means integrating the
skills in as authentic a way as possible.

Activity 2 Typical CLT activity

Objective: to expose participants to a typical communicative activity
Time: 20 min

Materials: handout 3 per participant

NB: Make sure that the chairs are organised in a circle or semi-circle.

Procedure:
> © (3 min) Ask participants the following question:

~ In your opinion what would be a typical communicative activity?
> Accept any answers and write them on the board.

Possible answers:

Role-play

Info gap activities

Jigsaw, etc.

» Tell participantsthat they will now experience a communicative activity known as a
simulation. Explain that asimulation is an activity which reproduces a situation and which
often involves dramatisation, role-play, or group discussion.

» © (2 min) Distribute handout 3 = to participants and ask them to do the task individually.

> ©0© (10 min) Put participants in groups of 4 and ask them to discuss the six candidates. Ask
groups to come to a consensus and as a group decide on the 3 people out of 6 candidates and
to be ready tojustify their choice.

> © (5 min) Ask groups to share their decisions with the whole class and to justify their

choice.

Activity 3 Principles of CLT
Objective: to give participants an opportunity to reflect on the communicative activity

Time: 35 min

Materials: handouts 4 and 5 per participant, board, markers

Procedure:

» ©00 (10 min) Ask participants to work in the same groups of 4 and distribute handout 4 =,

Ask participants to reflect on the previous activity and the whole programme and answer the
questions given in the handout in Task I.
Possible answers:

1. Yes, because the task was interesting and meaningful.

2. Yes, | had to make a decision so | had a purpose to communicate.

3. Yes, I might encounter such a situation in real life. In reality we often have to make
a choice and be able to justify it.

4. We worked first individually, then in small groups, then in a bigger group.
Individual work helped me to make my own decision and formulate my arguments.
In small groups | had an opportunity to share my ideas and listen to others. If | had
not thought individually before the small group interaction I might have been
influenced by the opinion of others. Besides small groupwork allowed all
participants to speak.

5. The classroom was arranged as a semi-circle;this helped us to see each other’s faces
and interact freely.

6. No, we have chosen the language ourselves, as it was spontaneous speech.

7. In the activity what we said was more importantthan how we said it.
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8.

No, the trainer did not correct our mistakes, but he/she could correct our mistakes
at the end of the activity.

> © (5 min) Elicit random answers. Summarise the points mentioned by the participants and
draw principles of CLT on the board based on the answers:

Main principles of CLT
~ Interactive mode of work (group work, pair work)
~ Natural and spontaneous (free) use of language
~ Meaningful communication
~ Meaning has primacy over form
~ Balance between fluency and accuracy

» ©00(5 min) Askparticipants to stayin the same groups as above and distribute handout 5 .

> © (5 min) Ask participants to refer back to the communicative activities written on the
board. Ask participants to check these activities against the principles of CLT and decide
whether they can be regarded as communicative activities. Ask participants to tick those
activities which are communicative in Task Il in the handout.

> (10 min) Collect the answers.

Suggested answers

Role play v | All principles above apply

Simulation v | All principles above apply

Students repeat words after it is focused on accuracy rather than fluencys; it is not a

the teacher natural use of language, form of a word has a primacy
over meaning, no interaction and communication

Chain story v | All principles above apply

Teacher asks students to it is focused on accuracy rather than fluency; it is not a

read a text aloud during the natural use of language, form of a word has a primacy

class over meaning, no interaction and communication

Information gap activities v | All principles above apply

Students do exercises where it is focused on accuracy rather than fluency; it is not a

they have to convert direct natural use of language, form of a word has a primacy

speech into indirect. over meaning, no interaction and communication

Jigsaw reading v | All principles above apply

Teacher asks students to it is focused on accuracy rather than fluencys; it is not a

learn a dialogue by heart natural use of language, form of a word has a primacy

and retell it. over meaning, no interaction and communication

Teacher asks students to v | All principles above apply

write a letter to their friends.

>» Establish that role-plays, simulation and information gap activities are good examples of
communicative activities and teachers should try to use them more often in their classrooms.

Summary (5 min)
» Establish that communicative language teaching promotes afocus on communicative

competence which is supported by grammatical or lexical competence. Learners use
language for meaningful purposes. Fluency and accuracy are viewed as complementary
principles underpinning communicative techniques.

Follow-up reading
1. White J. Cynthia (1989). Negotiating communicative language learning in a traditional

setting. ELT Journal, vol. 43/3, Oxford University Press.

2. Medgyes Peter (1986). Queries from a communicative teacher. ELT J, vol. 40/2, OUP.
3. Senior Rose (2005). Authentic communication in the language classroom. English
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teaching professional, issue 37 March
4. Senior Rose (2005). Keeping control in communicative classrooms. English teaching
professional, issue 40 September.
COMMUNICATIVE LANGUAGE TEACHING
Activity 1, Handout 1, Picture 1 Approaches to teaching

COMMUNICATIVE LANGUAGE TEACHING
Activity 1, Handout 2, Picture 2, Approaches to teaching

Communicative language teaching
Activity 2, Handout 3, Task

The Task

You have been selected for the TV programme “The Last Hero”. You will spend 90 days on
a desert island somewhere in the Pacific. You will have to find food and shelter for yourself
and survive there. YOU were nominated to choose other 3 people who will live with you out

of 6 candidates. Please read their profiles and decide who the best candidates are and justify
your choice.

Candidates’ profiles

1. Prof. Erkin Nazarov (male, 54) is an Uzbek academic from Fergana. He has carried out a
research on new methods of cultivating cotton in Uzbekistan. He has been in different parts
of the world and knows several languages. Besides he is a good hunter.
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2. Karomat Sobirova (female, 21) is a biology student. She is not married. Good cook; has a
very unpleasant character — likes to quarrel with everybody.

3. Shohruh Aliev (male, 38) is a pop star. He is handsome and very sociable. Enthusiastic
about life and optimistic. Originally he is from a village in Surkhandarya. He served in the
Navy when he was a young man.

4. Svetlana Pak (female, 32) is a nurse. She is interested in traditional medicine so she knows
a lot about different plants. Good cook; very talkative. She is not married, hates men.

5. Andrey Vlasov (male, 45) is a builder. He has worked on an island in Kenya for 5 years.
He knows the flora and fauna of the Central Africa. He dislikes when people around him are
happy and joyful.

6. Laziza Sobirova (female, 18) is a first year student of medicine. She wants to become a
surgeon. She is beautiful, loves life and energetic. She is afraid of the sea.

COMMUNICATIVE LANGUAGE TEACHING
Activity 3, Handout 4, Reflection on the communicative activity
Answer the following questions:

1.

2.
3.
4

~

Did you feel motivated doing the task? If yes, why?

Did you have a clear purpose for fulfilling the task?

Is the task close to real life? Could you imagine encountering such a situation in real life?

In what modes of interaction did you work (individual, group work, pair work)? Was the
mode of interaction useful? Why?

How was the classroom arranged? (Rows of tables with chairs, circle, semi-circle, etc.) What
for?

Did the trainer recommend what kind of vocabulary or grammar structures to use or did you
choose them yourself?

What was more important in this activity: what you said or how you said it?

Did the trainer correct your mistakes? What could a trainer do if he/she notices mistakes in
your speech?

COMMUNICATIVE LANGUAGE TEACHING
Activity 3, Handout 5
Decide whether these activities are more communicative or non-communicative.

Activities Communicative | Why?/\Why not?

Role play

Simulation

Students repeat words after the teacher

Chain story

Teacher asks students to read a text during the class
aloud

Information gap activities

Students do exercises where they have to convert
direct speech into indirect.

Jigsaw reading

Teacher asks students to learn a dialogue by heart

and retell it.
Teacher asks students to write a letter to their
friends.

Handout 6. The Communicative Approach

This is an approach to foreign language teaching which emphasizes the learner's ability to use the
language appropriately in specific situations. It tries to make the learners ‘communicatively
competent'. Learners should be able to select a particular kind of language and should know
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when, where and with whom they should use it. It stresses the need to teach communicative
competence as opposed to linguistic competence , thus functions are emphasize over forms.

One of the main challenges of the communicative approach is to integrate the functions of a
language (information retrieval, problem solving, social exchanges) with the correct use of
structures. The question is how to combine communicative fluency with formal accuracy.

a) Roles

Teacher facilitates students’ learning by managing classroom activities , setting up
communicative situations , students are communicators , actively engaged in negotiating
meaning.

b) Principles & Characteristics

» There is emphasis on communication “ the main objective is to enable pupils to use the
language to express their needs.

* The classroom atmosphere tends to be relaxed so that students can enjoy English lessons.

» Group work is encouraged.

* Teachers assist student in any way that motivates them.

* The center of classroom activities is transferred from the teacher to the student and this leads to
socialization.

* The importance of comprehension is emphasized , especially listening comprehension.

* The language skills — both written and spoken — are equally emphasized.

 Errors are considered inevitable in the process of language learning. The teacher need not
correct every mistake.

* A closer link is required between the classroom activities and their transfer to the real world
outside.

* Deductive explanation of grammar is preferred.

Communicative activities have three features:

» information gap: An information gap exists when one person in an exchange knows
something that the other person doesn't. If we both know today is "Tuesday" and I ask you,
"What is today?" our exchange isn't really communicative.

» choice: In communication, the speaker has a choice of what he will say and how he will say it.
If the exercise is tightly controlled so that students can only say something in one way , the
speaker has no choice and the exchange ,therefore , is not communicative.

» Authentic material: Another characteristic of the communicative approach is the use of
authentic material. It is desirable to give students an opportunity to develop strategies for
understanding language as it is actually used by native speakers.

Hndout 7. The use of the communicative approach

1. What are the goals of teachers who use Communicative Language Teaching (CLT)?

The goal is to enable students to communicate in the target language. To do this students need
knowledge of the linguistic forms, meanings, and functions. They need to know that many
different forms can he used to perform a function and also that a single form call often serve

a variety of functions. They must be able to choose from among these the most appropriate form,
given the social contex t and the roles of the interlocutors. They must also be able to man age the
process of negotiating meaning with their interlocutors. Cornmunicarion is a process; knowledge
of the forms of language is insufficient.

2 What is the role of the teacher? What is the role of the students?

The teacher facilitates communication in the classroom. In this role, one of his major
responsibilities is to establish situations likely to promote communication. During the activities
he acts as an adviser, answering srudents' questions and monitoring their performance. He might
make note of their errors to be worked on a later time during more accuracy-based activities. At
other times he migh be a 'co-communicator' engaging in the communicative activity a long with
students (Littlewood 1981).
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Students are, above all, communicators. They are actively engaged in negotiating meaning-in
trying to make themselves understood and in understanding others-even when their knowledge
of the target language is incomplete.

Also, since the teacher's role is less dominant than in a teacher-centered method, students are
seen as more responsible managers of their own learning.

3 What are some characteristics of the teaching/learning process?

The most obvious characteristic of CLT is that almost everything that is done with a
communicative intent. Students lise the language a great deal through communicative activities
such as games, role plays, and problem -solving tasks

Activities that are truly communicative. according to Morrow (in Johnson and Morrow 1981),
have three features in common: information gap choice and feedback.

An information gap exists when one person in an exchange knows something the other person
does not . If we both know today is Tuesday and I ask you, "What is today!" and you answer,
"Tuesday,' our exchange is not really communicative.

In communication, the speaker has a choice of what she will say and how she will say it. If the
exercise is tightly controlled so that students can only say something in one way, the speaker has
no choice and the exchange, therefore, is not communicative. In a chain drill, for example, if a
student must reply to her neighbor's question in the same way as her neighbor replied to someone
else's question, then she has no choice of form and content, and real communication does not
occur.

Another characteristic of CLT is the use of authentic materials. It is considered desirable to give
students an opportunity to develo p strategies for understanding language as it is actually used.
Finally, we noted that activities in CLT are often carried out by students in small groups. Small
numbers of students interacting are favored in order to maximize the time allotted to each student
for communicating.

Typical features of a CLT lesson:

target language/some mother tongue

learner/teacher-centred

presentation by teacher of new functional language, vocab or structure

practice by learners moving from controlled to spontaneous

pair-work, group-work

worksheets and activity cards

functional language exercises

"real-life" interactive activities including information gap, role-play

plenty of actual listening, speaking, reading and (homework?) writing

games

authentic materials

realia

LESSON 4. Deductive and inductive method of teaching grammar
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Module: ~ APPROACHES TO LANGUAGE TEACHING

Topic: Deductive and inductive method of teaching grammar

Time: 80 minutes

Aim: To raise students’ awareness of deductive and inductive method of teaching
grammar

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language
teaching.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board
Handout 1.

There are two main ways that we tend to teach grammar: deductively and inductively. Both
deductive and inductive teaching have their pros and cons and which approach we use when can
depend on a number of factors, such as the nature of the language being taught and the
preferences of the teacher and learners.

Deductive reasoning is essentially a top-down approach which moves from the more general to
the more specific. In other words, we start with a general notion or theory, which we then narrow
down to specific hypotheses, which are then tested. Inductive reasoning is more of a bottom-up
approach, moving from the more specific to the more general, in which we make specific
observations, detect patterns, formulate hypotheses and draw conclusions.

These two approaches have been applied to grammar teaching and learning. A deductive
approach involves the learners being given a general rule, which is then applied to specific
language examples and honed through practice exercises. An inductive approach involves the
learners detecting, or noticing, patterns and working out a ‘rule’ for themselves before they
practise the language.

Activity 1. Task 2 — What are the different steps?

Letters a to e outline key stages in a lesson that teaches grammar by means of a
communicative activity. Numbers i to v are aims that match each stage. Put the steps in
their correct order in the table below, then match the correct aim to each step.

Stages Aims
a. Teacher-led error correction of student | i. To determine whether students are able to
language. use the target language point and to listen
b. Students do a second communication for their accuracy with other language.
activity. ii. To clarify how the target language point is used
c. Teacher evaluation of student language. | and made.
d. Students do a communication activity iii. To provide an initial opportunity for students to
that requires use of a specific grammar use the target grammar point and to provide
point. speaking practice.
e. Checking of meaning and form by iv. To provide students with an opportunity to
teacher. further practise and consolidate the target

language point.

v. To give students feedback on the language
they produced and to focus on the target
grammar point.

Stages Aims
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4

5

Answers: 1) d,iii  2)c, 1 3)a,v4)e,ii5b,iv

Task 2 — How to achieve the aims

Numbers 1 to 5 below repeat the stages of a lesson that teaches grammar by means of a
communication activity. However, this time they are in the correct order. Lettersatoe
describe activities for each stage. They are in a different order. Match the activities to the
stages.

Stages Activities

1. Students do a communication activity that requires use of a specific
grammar point.

2. Teacher evaluation of student language.

3. Teacher-led error correction of student language.

4. Checking of meaning and form by teacher.

5. Students do a second communication activity.

Activities

a. The teacher writes up the collected errors on the white board. Corrections can either be
elicited from learners, or students can be put in pairs or small groups to correct the language and
conduct feedback.

b. The teacher gives students another communication activity that practises the target language
point and asks them to do this activity and concentrate on using the target grammar point
correctly. Alternatively, students could re-do the original activity.

c. Having elicited corrections of student language, the teacher uses oral concept questions to
check the meaning of the target grammar point, afterwards checking the form by eliciting it and
then writing it up on the white board.

d. The teacher monitors and listens carefully to the language that students are producing,
particularly for the target grammar point, or its absence and finds out what incorrect forms
students are using in its place. The teacher also notes other examples of incorrect language,
noting these down on a piece of paper.

e. The teacher sets up the communication activity, but makes a point of not mentioning the target
grammar point nor asking that students use it.

Answers: 1)e2)d 3)a 4)c 5b

Task 3 — Strengths and challenges

The following statements are about different aspects of lessons that teach grammar from a
communicative activity. Some of them indicate strengths of this approach, while others
describe challenges. Sort them into the appropriate categories below.

Strengths Challenges

Statements

1. This approach heightens the relevance of the target grammar point during the meaning and
form stages. If students have had problems with the point, they can see the need to clarify it.
They are less likely to complain about having studied the point already.

2. It creates a very natural connection between speaking and communication and grammar, rather
than viewing these as separate entities.

3. The teacher needs to listen very carefully when monitoring. This may be a little difficult
because of the noise level in the classroom and quietly spoken students may be harder to hear.

4. The teacher needs to be able to respond to unexpected language issues that can arise. These
issues may not be connected with the target language point.
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5. There is the opportunity to cover more grammar in a lesson. Apart from the target grammar
point, the teacher can also deal with other points that arise during the correction stage.

6. If the students do the first activity well and produce the target language, the teacher needs to
have an alternative activity ready to use in place of the meaning and form stages.

7. Because the lesson involves a lot of speaking, some students may not feel they are learning
grammar in a concrete and tangible way. The teacher may need to point out to them that the error
feedback and meaning and form stages do involve an explicit focus on grammar.

8. This approach means that students are getting consistent feedback on the language that they
produce. This is likely to appeal to learners who want more error correction from their teacher.
Answers: Strengths=1, 2, 5, 8 Challenges = 3, 4, 6, 7

LESSON 5. PHONEMES IN ISOLATION
Module: ~ APPROACHES TO LANGUAGE TEACHING

Topic: Phonemes in isolation
Time: 80 minutes
Aim: To raise students’ awareness of the phonemes in isolation

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language
teaching.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1. What is Phoneme?
The smallest unit of sound in the spoken language is a phoneme. A phoneme can be created by
one letter, such as b: /b/ or more than one letter sh: /sh/. Once a child begins to isolate, blend,
segment, and manipulate sounds at the phoneme level, her literacy world begins to explode!
Phonemic awareness involves the knowledge that spoken words are made up of discrete
sounds. It also involves the ability to manipulate these sounds in different ways.
Phonological Awareness and Phonemic Awareness are not the same.
PHONOLOGICAL AWARENESS is a general term that refers to all sound features in spoken
language. It involves the awareness of sound elements in spoken words.
PHONEMIC AWARENESS -—which is part of phonological awareness—deals only with
phonemes, the smallest units of sounds in words. It involves the ability to recognize and
manipulate these basic sounds. Phonemic awareness involves knowing that Mommy and
Michael begin with the same /m/ sound. It involves knowing that changing the /a/ phoneme in
bad to /u/ changes the word bad to bud. It involves knowing that dropping the /s/ in slap makes
the word lap.
Phonemic awareness deals with sound only. Phonics involves sounds and the symbols that
represent these sounds. (However, phonemic awareness can be helped when children manipulate
letters while engaging in phonemic awareness activities.)
In an instructional setting, phonological/phonemic awareness includes:

e rhyming, recognizing and producing rhyming words

e segmentation, breaking words into component parts

e isolation, identifying individual sounds in words

e deletion, taking out phonemes from spoken words

e substitution, switching one sound for another in words

e Dblending, putting sounds together to form words
RHYMING involves the ability to recognize words that rhyme:

26



bark, dark, mark, park, shark, etc.
It also involves being able to say a word that rhymes with another:
“a word that rhymes with king is...” (sing or ring)
EXAMPLE: Which two words rhyme in the following line?
Snakes and snails and puppy dog tails? (snails and tails)
SEGMENTATION is the ability to break words into their component phonological parts. It
includes separating the independent elements in compound words:
cook-book  air-port base-ball
It includes the ability to segment syllables in multisyllable words:
ta-ble po-ta-to in-for-ma-tion
It includes the ability to segment individual phonemes in spoken words:
Ibl-fal-1t/ Im/-lul-Ishi [b/-lel-In/-It/
EXAMPLE: Listen to the word I say: lamp. How many sounds are in the word?
What are they? (4; /l/ [al Im/ [p/)
ISOLATION involves the ability to identify where phonemes occur in words—at the beginning,
middle, or ending.
Children isolate and identify the /s/ phoneme at the beginning of words like
soup, salad, soda, sun, sit, sad
Children isolate and identify /b/ at the end of words like
cab, rob, club, grab, mob, rib.
Children isolate and recognize medial vowel sounds in words like
make, face, same, cane, wave, late.
EXAMPLE: Which of these four words does not begin with the same sound— fish, phone, light,
finish? (light)
DELETION involves mentally removing part of a word to make another word.
When /d/ is deleted from dear, it makes ear.
When /b/ is deleted from band, it makes and.
When /k/ is deleted from cart, it makes art.

EXAMPLE: If | take away the first sound /j/ from John’s name, what word would | make?
SUBSTITUTION involves changing words by replacing one sound with another.
Substituting /b/ for /r/ changes bat to rat.

Substituting /t/ for /p/ changes cup to cut.

Substituting /a/ for /e/ changes met to mat.

EXAMPLE: If | take away the first sound /j/ from John’s name and add the sound /r/, whose
name would I say? (Ron)

BLENDING is combining individual phonemes to make spoken words:

blending the four phonemes /m/ /i/ /I/ and /k/ to make milk,

blending the five phonemes /d/ /r/ /i/ In/ and /k/ to make drink.

Blending also involves putting onsets and rimes together in words:

[fl-lun/ fun  /h/-/ot/ hot /f/- /ind/find

EXAMPLE: These are the three sounds that make a word that names something that I love to
eat: /k/ /ay/ /k/. Can you tell me what the word is? (cake)

Phonemic awareness is an essential prerequisite to phonics and is highly related to success in
beginning reading.

Handout 2. Phoneme (or Sound) Isolation:
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Developmentally speaking, the best way to introduce phoneme isolation is:
e initial sound in a word- “What sound do you hear at the beginning of the word?”
¢ final sound-“What sound do you hear at the end of the word?”
e medial sound-“What sound do you hear in the middle of the word?”
When you examine kids’ spellings, this is the natural way they spell as they develop in their
awareness of sounds. They start by writing initial consonants; so bed may first be spelled B.
Then they may add the d to spell BD. And finally, BAD or BED for bed.
Sound isolation of initial and final phonemes is another important aspect of phonemic awareness.
Begin with isolating initial phonemes. For example, say, “What sound do you hear at the
beginning of the following words?”

vet bed man fish dad cup
Continue by asking students which word begins with a different sound in each of the following
word groups.

big, band, boy, ripe ten, ton, frog, test

rich, sing, red, right snake, sun, sand, ring
If the students do well, isolate the final phoneme. For example, you could say, “The final sound
is the last sound you hear. What is the final sound in the following words?”

vet bed man fish dad cup
Continue by asking students which word ends with a different sound in each of the following
word groups.

dog, frog, dig, wish hat, rat, find, mat

car, desk, star, far will, fill, bill, still, wet
If helpful, you can also isolate phonemes, using vowel sounds in the middle of words. Ask
students whether the sounds in the middle of words are the same or different. Examples: bed/bad,
dog/dig, cup/cap.

LESSON 6. RETELLING

Module:  APPROACHES TO LANGUAGE TEACHING

Topic: Retelling
Time: 80 minutes
Aim: To raise students’ awareness of the retelling

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language
teaching.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1. What is retelling?

Retelling strategy provides a model of explicit instruction for students on how to retell the
key events from a text using their own words. The purpose of developing the skill of retelling is
to teach students to monitor their understanding whilst reading and to develop the prerequisite
skills required for the more difficult task of summarizing. When we retell what we read in a text,
we tell what the text is about using our own word

* Retelling is when a reader tells the story he/she has read in his/her own words with great

detail.

» Retelling provides an opportunity for readers to process what they have read, seen, heard,

smelled, or touched by organizing it and explaining it to others.
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» Retelling helps students to focus on their understanding of what they read, see, or hear
and challenges then to communicate what they have learned to others
* Retelling can come in the form of oral presentations or a written assignment
Any story, fiction or non-fiction, can be retold:
o fairy tales
*  news reports
» biographies
* science texts
* historical texts
When do you retell a text?
» Avrretelling can occur at anytime to test the comprehension of the text.
* Retelling is done to make sure the reader understood the story.
» Retelling usually occurs AFTER the story has been read.
» Retelling can occur at any point in a story.
How do you retell a text?
» First, you retell what happened in the story in order.
* This means you tell what happened in the beginning, middle, and end of the story.
* You include the setting and the characters.
» Also included are the problem and solution (if applicable).
* Your retelling should answer the 5 w questions: who, what, when, where and why.
What questions can you ask to retell a text?
* What happened in the beginning, middle, and end of the story?
» Where/When does the story take place?
* Who are the characters in the story?
» Tell me about the story.
* What else do you recall?
* What is the main idea and supporting details of the story?
Conclusion
* Retelling is done to make sure the reader understood the story.
» Retelling usually occurs AFTER the story has been read.
* Your retelling should answer the 5 w questions: who, what, when, where and why.
» Arretelling is when you describe what happened in the story in great detail in your own
words.
* Arretelling is not summarizing. Summarizing is a short, condensed retelling.

Handout 2. Examples for retelling prompts

Sample sentences based on the text “The recycling box” (from NAPLAN Reading
Magazine, 2010)

"Children," said Miss Rossi, "this is our recycling box. When it is full, we'll take it to the
recycling centre."

Example of retell in own words: "Miss Rossi started a recycling box with her class."

Mrs Walker saw the soft drink cans and said, "That's what we need for our science project.
Example of retell in own words: "Mrs Walker used some cans from the recycling in science.
Sample sentences based on the text “Learning to track” (NAPLAN Year 5)

Sarah was determined to learn to track, and if her father couldn't teach her, she'd teach herself.
Example of retell in own words: "Sarah decided to teach herself to track."”

She borrowed a book on animal signs and tracking from the mobile library and memorised every
word and illustration in it.
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Example of retell in own words: "Sarah learned about tracking from a book."

Feedback to students

If students are unable to retell events from the sentence, get them to reread the sentence aloud.
Ask, who, what, when, where and why questions. Model how to locate the answer to any
questions students cannot answer.

Finally ask students to retell the sentence. Model this if student is still having difficulty.

At any point if a student makes an error provide the correct response and model how that
response was found.

Handout 3. Expository Retelling Checklist

__What is the topic?

___What are the most important ideas to remember?

___What did you learn that you didn’t already know?

___What is the setting for this information?

__What did you notice about the organization and text structure?

___What did you notice about the visuals such as graphs, charts, and pictures?
___Can you summarize what you learned?

___What do you think was the author’s purpose for writing this article?

Task 1. Instructions

1. Work with a partner.

2. Read the sentence

3. Answer the questions on that sentence:

- Who is the sentence about?

- What happened?

- When did it happen?

- Where did it happen?

- Why did it happen?

Remember you may not be able to answer every question on a sentence.
4. Retell what happened in the sentence using your own words

Text: The recycling box (NAPLAN Reading Magazine 2010 Year 3)

Sentences

Sentence 1 “Children,” said Miss Rossi, “this is our recycling box. When it is full, we’ll take it to
the recycling centre.”

Sentence 2 Later, Mrs Haddad walked past the box and saw all the clean, empty jars.

Sentence 3 Mrs Walker saw the soft drink cans and said, “That’s what we need for our science
project.”

Sentence 4 When the children came in the next morning, their recycling box was empty!

Text: The recycling box

‘Children,” said Miss Rossi, “this is our recycling box. When it is full, we’ll take it to the
recycling centre.’

Tony washed lots of jars and put them in the box. Franca asked her Mum for all their old
newspapers. Mani brought lots of old soft drink cans. Rosila collected cardboard tubes. Everyone
brought something.

Soon, the box was full. “Put the box outside the door please Truc,” said Miss Rossi. ‘“Tomorrow
we’ll take it to the recycling centre.” Later, Mrs Haddad walked past the box and saw all the
clean, empty jars. “Those would be perfect for the art room,” she thought to herself.

Mrs Walker saw the soft drink cans and said, ‘That’s what we need for our science project.’
Miss Nguyen looked in the box and said, ‘Old newspapers! Just what | need to put in my
compost bin at home.’

‘Cardboard tubes,” said Mr Taylor. ‘I need some of those.’
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When the children came in the next morning, their recycling box was empty! ‘How
extraordinary,” said Miss Rossi. ‘I wonder what happened to all our things? Oh well, it looks as
if we’ll have to start again!

Learning to track (NAPLAN Reading Magazine 2010 Year 5)

Sentences

Sentence 1 Sarah was determined to learn to track, and if her father couldn’t teach her, she’d
teach herself.

Sentence 2 She borrowed a book on animal signs and tracking from the mobile library and
memorised every word and illustration in it.

Sentence 3 To the annoyance of everyone in both families, she borrowed all their shoes and, in
the old sandpit, taught herself everyone’s footprints.

Sentence 4 Sarah developed the habit of walking with her eyes fixed on the ground in front of
her, tracking the comings and goings of every person in the place.

Text: Learning to track

Sarah is living on a farm where two families live.

Sarah was determined to learn to track, and if her father couldn’t teach her, she’d teach herself.
She borrowed a book on animal signs and tracking from the mobile library and memorised every
word and illustration in it.

To the annoyance of everyone in both families, she borrowed all their shoes and, in the old
sandpit, taught herself everyone’s footprints. Shoes, sandals, thongs, gumboots, all ended up in
the yard. More than once her father or her uncle Charlie came outside shouting, ‘Sarah, where
are you? Bring me back my boots.’

Sarah developed the habit of walking with her eyes fixed on the ground in front of her, tracking
the comings and goings of every person in the place. She also developed the annoying habit of
questioning everyone. ‘“What were you doing down at the dam, Jack? You’re not allowed to play
with the pump. Did you find what you were looking for in the garage, Auntie Mai?’ and ‘Don’t
swing on the clothes hoist, Jack, you’ll bend it,” or “‘Who was the strange person, a man | think,
who was wearing boots about size ten, who came to visit today, Mum?’

After she’d memorised every pair of shoes that everyone on the farm owned she started on the
farm animals, including the horses, Fred and Freda. By this time even her victims had to admit,
grudgingly, that she was good.

Her best effort came one evening at the dinner table when she told her father that Freda was lame
in her front foot. Pat said that Freda was perfectly all right. Sarah was adamant that she wasn’t,
said her hoof had a split, and she was limping a little.

Everyone trudged out into the home paddock. Kate caught Freda and inspected her hoof.
‘Sarah’s right. The hoof is split. Did you look at this, Sarah?’

‘No. | told you, you can see it in her tracks. Why would | need to look at it? Look.” She moved
the horse away. ‘Look, see there, it’s plain in the dust.

Well, can’t you all see it?’

The others shook their heads.

‘If you can tell she has a split hoof from that heap of dust, you’re pretty good,’ said Pat.

LESSON 7. MODERN PEDAGOGICAL TECHNOLOGIES AND THEIR USE IN
TEACHING FOREIGN LANGUAGES
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Module: ~ APPROACHES TO LANGUAGE TEACHING

Topic: Modern pedagogical technologies and their use in teaching foreign
languages

Time: 80 minutes

Aim: To raise students’ awareness of the goals of English language teaching

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language
teaching.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1. The goals of modern pedagogical technologies and their use in teaching foreign
languages
Cook (2002) made an open-ended list of the goals of language teaching that includes:

o self-development. The student becomes in some way a 'better' person through learning
another language. This goal is unrelated to the fact that some people actually use the second
language, as in the group-related dynamics of Community Language Learning.

e a method of training new cognitive processes. By learning another language, students
acquire methods of learning or new perspectives on themselves and their societies.

e a way-in to the mother-tongue.The students' awareness of their first language is enhanced by
learning a second language.

e an entrée to another culture. Students can come to understand other groups in the world and
to appreciate the music and art of other cultures.

e aform of religious observance. For many people a second language is part of their religion,
whether Hebrew for the Jewish religion, Arabic for Muslims, or indeed English for
Christians in some parts of the world.

e ameans of communicating with those who speak another language. We all need to cope
with people from other parts of the world, whether for business or pleasure.

e the promotion of intercultural understanding and peace. For some the highest goals of
language teaching are to foster negotiation rather than war or changes in the society outside
the classroom.

None of these goals directly state that the learners should approximate native speakers, even
if they are waiting in the wings. They are instead concerned with the educational values of the
second language for the learner. Indeed many of them might be achieved without actually
learning the new language per se; degree courses in literature may be carried out through
translations; courses in French civilisation have been taught in English schools through the
mother tongue.

These goals can be divided into two main groups — external and internal (Cook, 1983; 2002).

External goals relate to the students' use of language outside the classroom: travelling about
using the second language in shops and trains, reading books in another language or attending
lectures in a different country, surviving as refugees in a strange new world.

Internal goals relate to the students' mental development as individuals; they may think
differently, approach language in a different way, be better citizens, because of the effects that
the second language has on their minds. So-called traditional language teaching often stressed
the internal goals: learning Latin trained the brain; studying L2 literature heightened people's
cultural awareness.
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External goals dominated language teaching methodology for most of the last century, first
through situational teaching and then through audio-lingualism with its emphasis on external
situations. Then communicative language teaching introduced syllabuses based on language
function and interaction in the world outside, not in the world inside the student. Lists of
language functions such as Wilkins (1976) ignored the internal functions that L2 users
accomplish in the second language as self-organisation (keeping a diary etc), memory tasks
(phone numbers), and unconscious uses (singing to oneself) (Cook, 1998).

Activity 1. The procedures in ihe table below show a sequence of activities for a lesson with
the main aim of developing intermediate students’ confidence and skill in informal
conversation. The subsidiary aims for the lesson (A- H) are in the wrong order. Put them in
the right order so that they match the correct procedures.

Procedure Subsidiary alms

1. Students move around the classroom to find  |A  to give students fluency practice

students with matching halves of sentences. * to practise using target language in a
meaningful context

2. They talk in pairs about what they find B' to develop peer correction skills

difficult in listening to informal conversation.

3. They hear an informal conversation and C - to listen for detailed Information

identify speakers, place and situation. » to focus students' attention on target
language

4. They listen again and fill in missing phrases  |D- to practise gist listening

in the transcript. to create a context

5. Repetition drill: students practise key E « to get students actively involved

phrases. Pairs practise simple two-line * to put students into pairs

exchanges using key phrases.

6. Pairs write and practise their own F « to give students confidence in speaking

conversation from role cards, using key through controlled practice

phrases where possible. Several pairs perform

and record conversations.

7. Class comment and suggest improvements C » to review the whole lesson

to grammar and vocabulary. * to give the teacher feedback

8. Students discuss what they have learnt. H « to raise awareness of what the lesson aim
will be to encourage personal involvement

Answers: 1E 2H 3D 4C 5F 6A 7B 8G

Activity 2. For questions 1-7, match the lesson summaries with the lesson aims listed A-H.

There is one extra option which you do not need to use.

Lesson summaries

1.Learners put jJumbled sections of a text in order. The teacher focuses on conjunctions, time
expressions, pronouns, etc. Learners make notes on a similar topic, and then they produce a
similar text.

2. Learners look at a town map and discuss the best route from the station to a hotel, and then
they
listen to a conversation on cassette and compare their route with the one on the cassette.

3.1n pairs, learners read different texts about soldiers' duties, and then they exchange information
about them. Pairs work together to complete lists of rules for soldiers, using must, should,
doesn't/don't have to.

4. Learners brainstorm vocabulary and ideas on the topic, and then in groups they draft the text
for
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a leaflet to advertise their town to tourists. Groups then exchange texts to make corrections
and/or suggest improvements.

5.Learners listen to a dialogue and identify the tense the speakers use to talk about future
arrangements. The teacher checks understanding. Learners do repetition drills, and then they
practise using the structure in a guided role-play.

6.Learners work in large groups to brainstorm ideas on different roles, and then form new groups
for a role-based discussion. The teacher monitors the discussion.

7.Learners match words with pictures, and build up word maps, which they compare and
develop. Then they work together to produce entries for a class dictionary.
Lesson aims

A. to practise listening for detail

B. to practise writing for a communicative purpose

C. to present and provide controlled practice of the present progressive

D. to revise and practise modal auxiliary verbs

E. to train learners to learn autonomously

F. to give learners oral fluency practice

G. to raise awareness of how to join sentences and paragraphs

H. to revise and consolidate vocabulary

Answers: 1.G 2A3.D 4B5.C 6.F 7.H

LESSON 8. THE IMPORTANCE OF THE USE OF INFORMATIONAL
TECHNOLOGIES IN TEACHING FOREIGN LANGUAGES
Module: ~ APPROACHES TO LANGUAGE TEACHING

Topic: The importance of the use of informational technologies in teaching
foreign languages

Time: 80 minutes

Aim: To raise students” awareness of the goals of English language teaching

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language
teaching.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1.

Technology-Enhanced Language Learning (TELL), as the name suggests, is the application of
technologies in language teaching and learning. In other words it is the use of technologies that
improve and facilitate educational learning. These technologies could be used interchangeably
with Computer Assisted Language Learning (CALL) or Mobile Assisted Language Learning
(MALL). It has taken up the goal of modern approaches to language teaching, including
communicative language teaching, task-based learning, process approaches to writing and
training in language learning strategies in enhancing student autonomy and control over the
language learning process7 . Modern technology aims at making language teaching and learning
more flexible and students’ learning more autonomous. To reach this goal, technologies such as
computers, cell phones, iPads, etc. together with various programs are used to break the
constraints of time, space and conditions in learning. With new technologies including mobile
computers, Pocket PCs, Apple iPhones, Android phones, and tablets, instructors and students can
communicate in multimodal ways, through voice and image as well as text. The successful
implementation of these technological resources, embraces the mobility and connectivity of
mobile devices and is directly related to the way teachers perceive their use and functionality and
the way they incorporate them into their practice. Advances in mobile technologies have enabled
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educators to use mobile devices for educational purposes, which is becoming a common
expectation of learners today. Learning with mobile technologies is currently a rapidly
developing area of interest for researchers, teachers, materials writers and app developers in the
educational field, not least within language education. Yet to what extent is this growing interest
realized and shared by language learners themselves? How far are they motivated to exploit the
affordances offered by mobile technologies for language learning, and how far can mobile
technologies help to engage and sustain individual motivation for language learning? Some
academics like Rutherford and Krashen8 have long suggested that acquisition of language is
enhanced when learnt in comprehensible, manageable pieces and constitutes ‘comprehensible
input’. Computer-assisted language learning (CALL) and mobile-assisted language learning
(MALL) not only provides second language (L2) learners with ubiquitous learning support,
immediate feedback, and independent and targeted reading practice, but new technology also
helps them achieve advances in social interactivity, context awareness, connectivity,
individuality, and immediacy. Moreover, as Kukulska-Hulme and Shield noted, MALL inspires
new ways of learning, as it emphasizes continuity or spontaneity of access and interaction across
different contexts of use. It also provides a ubiquitous learning that can closely fit learners’
learning habits9 . Godwin-Jones suggests that mobile devices integrate real-life interests and
academic roles10 on the part of learners. This characteristic of MALL would eventually promote
“learner autonomy”11, meaning that learners can take more responsibility for their own learning.

Technology is not just a single homogeneous tool, but various technologically based tools
that enhance L2 leaning in different ways. For example the internet may seem an ideal solution
and a perfect tool for the students and teachers, when they are looking for authentic L2 materials
(realia). The students can virtually ‘travel’ to the target language country and cross the boarders
with just a click of the mouse. Adding Internet access to mobile devices has extended users’
ability to communicate from simply telephoning to emailing, creating and sharing multimedia
messages, accessing social media like Facebook, and so forth. When applied to learning
activities, these mobile communication services increase students’ extrinsic motivation to
participate in learning. Computer mediated communication seems to help the L2 students engage
more frequently and with greater enthusiasm and confidence in the communicative process,
because the students use internet primarily as a tool for communication (instant messaging and
text messaging ). They prefer to communicate in a relatively anonymous and protected
environment, therefore introducing chats into the classroom would maintain and even increase
their motivation in FL learning. The implementation of web tools together with the growth of
independent learning, given the fact that educators provide a wide assortment of materials for
learners to study outside the classroom, encourages the learne’s autonomy. The students can
study at their own pace and listen to the texts as many times as they want, since they no longer
need to rely on the teacher’s assistance, and they receive prompt feedback. The implementation
of web sources has been considered as a framework that facilitates the educator to design and
construct student-centered learning by using the web for planning and application. The web
provides teacher and learners with support tasks and attractive materials to develop and conduct
classes.

The role of Educational Technology in language teaching has changed significantly over
the last decade. Previously, its use in language teaching and learning was only limited to text and
simple exercises like gap filling and multiplechoice drills. The recent developments in
technology and pedagogy allow us to integrate computer technology into language teaching and
learning to a greater extent. Multimedia resources and internet access facilitate student
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immersion into rich environments for language practice and promote learner autonomy. Students
can easily explore language use in authentic context, which activates their motivation for
communication, increases their interest and improves their electronic literacy skills. New Media
allows for publishing in Social networks for a global audience, gives access to various texts and
multimedia information as well as facilitating communication in the target language. Computers
are gradually becoming an integrated part in the language learning process, constituting an
important element of language learning and teaching

Do the quiz

1. The acronym CALL stands for "computer assisted language

C lab

( lesson

C learning
2. Which is a regularly updated audio segment that can be downloaded or streamed?

© a podcast

( a virtual classroom

a transcript
3. The abbreviation CBT stands for "computer-based

" test

C teaching

© text

4. A room with computers and/or audio equipment where learners can practise skills like
listening and pronunciation is a

( virtual classroom

language lab

( demo lesson

5. A collection of images, texts and/or video clips from the internet that's packaged into a
presentation on a certain topic is a

( forum

© Virtual field trip

C podcast

6. The TOEFL iBT is a standardized test that's taken
© offline
offside

online
7. The text version of an audio segment or lesson is called a

f_‘
f_‘

tape or script

© trans tape or transcript

C tape script or transcript

8. An online discussion board where learners and teachers can connect can be called
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a forum

a virtual classroom

m-learning
9. Language learning with the use of mobile personal electronic devices is an example of

a language lab

a virtual classroom

m-learning
10. An online space for learners that allows them to interact and communicate with one another
or with a teacher is a

© Virtual field trip

( virtual classroom

© Virtual podcast

LESSON 9. THE ROLE OF MOTHER TONGUE IN TEACHING FOREIGN

LANGUAGES
Module:  APPROACHES TO LANGUAGE TEACHING
Topic: The role of mother tongue in teaching foreign languages
Time: 80 minutes
Aim: To raise students’ awareness of the goals of English language teaching

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language
teaching.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1.

The use of mother tongue at foreign language lessons can be useful in particular cases. Willis
considered that unless teachers teach multi-lingual classes, theymay not speak English all the
time, and sometimes it might be more economical to use mother tongue instead of English [3].
This can be done for example when:

* Explaining the meaning or use of new words would be time-consuming.

* Introducing the aims of the lesson or the next activity to make sure pupils know what they are
learning.

» When checking of pupils' understanding after the presentation stage.

» Discussing the main ideas of a reading passage, but only when the aim is to improve the
reading skills.

* Pupils got teacher's permission to use their mother tongue, but it is important to make clear
when pupils must stop using the mother tongue and return to English.

Auerbuch adds other possibilities:

* Classroom management.

* Language analysis.

* Presenting grammar rules.

* Discussing cross-cultural issues.

* Giving instructions and prompts.

* Explaining errors.
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As stated above, the reasonable use of mother tongue can play its role in some cases, but the
target language should remain the main language.There is several functions of mother tongue at
foreign language lessons.

1. Motivational function. The native language is often used in the formulation of the goal of the

lesson in the teacher's presentation before introducing new material.Many teachers use the native

language of students summarizing the material at the end of the lesson. It is a very important
moment of the lesson; teacher should say what students have learned at the lesson in order to
provide a sense of progress, for example: "So, let's sum up. Why do we need Present Continuous

Tense? What can we tell about its functions?"Thus, summing up the lesson can serve

simultaneously as an additional explanation, a kind of "framework design".

2. Educational function. The native language is used to explain the peculiarities of the

articulation of individual sounds at the stage of formation of sound-producing skills (usually at

the elementary level). This concerns, first of all, those sounds that are absent in the students’
native language (for example, sounds [0] and [0], nasal [n]) or sounds that are partially coincide
with similar sounds of the native language, ([s], [t], [h], [r]). Many teachers use native language
of students presenting new grammatical material. Teachers try to explain more accurately the
meaning of the new grammatical construction, pay attention to its features and forms,
demonstrate use in speech; thus, examples in Russian can be visual material for comparison.

Mother tongue is used by teachers in the process of explanation of material of linguistic and

cultural nature, when comparison of cultural realities of different countries makes it possible to

remove difficulties in understanding the features of life and the world view of representatives of
another culture.

3. Organizational function. Communicative approach in teaching foreign languages involves the

use of different game technologies, which are effective means of increasing cognitive and

linguistic activity of students and contributing to better learning of lexical and grammatical
material, the formation of speech skills. It is more reasonable to explain the rules of new games
in student’ native language, it will ensure the accuracy of understanding the instructions by all

students and will save time for the game [1].

4. Semantic function. As a rule, teachers use students’ mother tongue when other methods of

explaining of foreign words such as direct demonstration (demonstration or illustrative

visibility), synonyms-antonyms, and conjecture on word-building elements (suffixes, prefixes,
word-building, conversion), foreign interpretation of the meaning of words (definition) cannot be
implemented. In this case, the translation is used for one or two words.

5. Control function. At the stage of improving or controlling the formation of lexical and
grammatical skills, so-called "reverse translation” is effective, when students are presented
with isolated words, phrases (including idioms), individual sentences (there may be proverbs
or sayings) or statements in their native language. Students translate them into a foreign
language on their own or in pairs.

LESSON 10. VIEW OF LANGUAGE AND CULTURE

38



Module: ~ APPROACHES TO LANGUAGE TEACHING

Topic: View of language and culture
Time: 80 minutes
Aim: To raise students’ awareness of the goals of English language teaching

Materials: 1. Larsen-Freeman, D. Techniques and principles in language teaching.
2. Richards, J., & Rodgers, T.. Approaches and methods in language teaching.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Language And Culture

It has been seen that language is much more than the external expression and communication of
internal thoughts formulated independently of their verbalization. In demonstrating the
inadequacy and inappropriateness of such a view of language, attention has already been drawn
to the ways in which one’s native language is intimately and in all sorts of details related to the
rest of one’s life in a community and to smaller groups within that community. This is true of all
peoples and all languages; it is a universal fact about language.

Anthropologists speak of the relations between language and culture. It is indeed more in
accordance with reality to consider language as a part of culture. Culture is here being used, as it
is throughout this article, in the anthropological sense, to refer to all aspects of human life insofar
as they are determined or conditioned by membership in a society. The fact that people eat or
drink is not in itself cultural; it is a biological necessity for the preservation of life. That they eat
particular foods and refrain from eating other substances, though they may be perfectly edible
and nourishing, and that they eat and drink at particular times of day and in certain places are
matters of culture, something “acquired by man as a member of society,” according to the
classic definition of culture by the English anthropologist Sir Edward Burnett Tylor. As thus
defined and envisaged, culture covers a very wide area of human life and behaviour, and
language is manifestly a part, probably the most important part, of it.

Although the faculty of language acquisition and language use is innate and inherited, and there
is legitimate debate over the extent of this innateness, every individual’s language is “acquired
by man as a member of society,” along with and at the same time as other aspects of that
society’s culture in which people are brought up. Society and language are mutually
indispensable. Language can have developed only in a social setting, however this may have
been structured, and human society in any form even remotely resembling what is known today
or is recorded in history could be maintained only among people utilizing and understanding a
language in common use.

TRANSMISSION OF LANGUAGE AND CULTURE

Language is transmitted culturally; that is, it is learned. To a lesser extent it is taught, when
parents, for example, deliberately encourage their children to talk and to respond to talk, correct
their mistakes, and enlarge their vocabulary. But it must be emphasized that children very largely
acquire their first language by “grammar construction” from exposure to a random collection of
utterances that they encounter. What is classed as language teaching in school either relates to
second-language acquisition or, insofar as it concerns the pupils’ first language, is in the main
directed at reading and writing, the study of literature, formal grammar, and alleged standards of
correctness, which may not be those of all the pupils’ regional or social dialects. All of what goes
under the title of language teaching at school presupposes and relies on the prior knowledge of a
first language in its basic vocabulary and essential structure, acquired before school age.

If language is transmitted as part of culture, it is no less true that culture as a whole is transmitted
very largely through language, insofar as it is explicitly taught. The fact that humankind has a
history in the sense that animals do not is entirely the result of language. So far as researchers
can tell, animals learn through spontaneous imitation or through imitation taught by other
animals. This does not exclude the performance of quite complex and substantial pieces of
cooperative physical work, such as a beaver’s dam or an ant’s nest, nor does it preclude the
intricate social organization of some species, such as bees. But it does mean that changes in
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organization and work will be the gradual result of mutation cumulatively reinforced by survival
value; those groups whose behaviour altered in any way that increased their security from
predators or from famine would survive in greater numbers than others. This would be an
extremely slow process, comparable to the evolution of the different species themselves.

There is no reason to believe that animal behaviour has materially altered during the period
available for the study of human history—say, the last 5,000 years or so—except, of course,
when human intervention by domestication or other forms of interference has itself brought
about such alterations. Nor do members of the same species differ markedly in behaviour over
widely scattered areas, again apart from differences resulting from human interference. Bird
songs are reported to differ somewhat from place to place within species, but there is little other
evidence for areal divergence. In contrast to this unity of animal behaviour, human cultures are
as divergent as are human languages over the world, and they can and do change all the time,
sometimes with great rapidity, as among the industrialized countries of the 21st century.

The processes of linguistic change and its consequences will be treated below. Here, cultural
change in general and its relation to language will be considered. By far the greatest part of
learned behaviour, which is what culture involves, is transmitted by vocal instruction, not by
imitation. Some imitation is clearly involved, especially in infancy, in the learning process, but
proportionately this is hardly significant.

Through the use of language, any skills, techniques, products, modes of social control, and so on
can be explained, and the end results of anyone’s inventiveness can be made available to anyone
else with the intellectual ability to grasp what is being said. Spoken language alone would thus
vastly extend the amount of usable information in any human community and speed up the
acquisition of new skills and the adaptation of techniques to changed circumstances or
new environments. With the invention and diffusion of writing, this process widened
immediately, and the relative permanence of writing made the diffusion of information still
easier. Printing and the increase in literacy only further intensified this process. Modern
techniques for broadcast or almost instantaneous transmission of communication all over the
globe, together with the tools for rapidly translating between the languages of the world, have
made it possible for usable knowledge of all sorts to be made accessible to people almost
anywhere in the world. This accounts for the great rapidity of scientific, technological, political,
and social change in the contemporary world. All of this, whether ultimately for the good or ill of
humankind, must be attributed to the dominant role of language in the transmission of culture.
LANGUAGE AND SOCIAL DIFFERENTIATION AND ASSIMILATION

The part played by variations within a language in differentiating social and occupational groups
in a society has already been referred to above. In language transmission this tends to be self-
perpetuating unless deliberately interfered with. Children are in general brought up within
the social group to which their parents and immediate family circle belong, and they learn
the dialect and communication styles of that group along with the rest of the subculture and
behavioral traits and attitudes that are characteristic of it. This is a largely unconscious and
involuntary process of acculturation, but the importance of the linguistic manifestations of social
status and of social hierarchies is not lost on aspirants for personal advancement in stratified
societies. The deliberate cultivation of an appropriate dialect, in its lexical, grammatical, and
phonological features, has been the self-imposed task of many persons wishing “to better
themselves” and the butt of unkind ridicule on the part of persons already feeling themselves
secure in their social status or unwilling to attempt any change in it. Much of the comedy
in George Bernard Shaw’s Pygmalion (first performed in 1913, with subsequent film
adaptations) turns on Eliza Doolittle’s need to unlearn her native Cockney if she is to rise in the
social scale. Culturally and subculturally determined taboos play a part in all this, and persons
desirous of moving up or down in the social scale have to learn what words to use and what
words to avoid if they are to be accepted and to “belong” in their new position.

The same considerations apply to changing one’s language as to changing one’s dialect.
Language changing is harder for the individual and is generally a rarer occurrence, but it is likely
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to be widespread in any mass immigration movement. In the 19th and early 20th centuries, the
eagerness with which immigrants and the children of immigrants from continental Europe living
in the United States learned and insisted on speaking English is an illustration of their realization
that English was the linguistic badge of full membership in their new homeland at the time when
the country was proud to consider itself the melting pot in which people of diverse linguistic and
cultural origins would become citizens of a unified community. A reverse movement, typically
by third-generation immigrants, manifests a concern to be in contact again with the ancestral
language.

The same sort of self-perpetuation, in the absence of deliberate rejection, operates in the special
languages of sports and games and of trades and professions (these are in the main concerned
with special vocabularies). Game learners, apprentices, and professional students learn the
locutions together with the rest of the game or the job. The specific words and phrases occur in
the teaching process and are observed in use, and novices are only too eager to display an easy
competence with such phraseology as a mark of their full membership of the group.

Languages and variations within languages play both a unifying and a diversifying role
in human society as a whole. Language is a part of culture, but culture is a complex totality
containing many different features, and the boundaries between cultural features are not clear-
cut, nor do they all coincide. Physical barriers such as oceans, high mountains, and wide
rivers constitute impediments to human intercourse and to culture contacts, though modern
technology in the fields of travel and communications makes such geographical factors of less
and less account. More potent for much of the 20th century were political restrictions on the
movement of people and of ideas, such as divided western Europe from formerly communist
eastern Europe; the frontiers between these two political blocs represented much more of a
cultural dividing line than any other European frontiers.

The distribution of the various components of cultures differs, and the distribution of languages
may differ from that of nonlinguistic cultural features. This results from the varying ease and
rapidity with which changes may be acquired or enforced and from the historical circumstances
responsible for these changes. From the end of World War Il until 1990, for example, the
division between East and West Germany represented a major political and cultural split in an
area of relative linguistic unity. It is significant that differences of vocabulary and usage were
noticeable on each side of that division, overlying earlier differences attributed to
regional dialects.

THE CONTROL OF LANGUAGE FOR CULTURAL ENDS

Second-language learning

Language, no less than other aspects of human behaviour, is subject to purposive interference.
When people with different languages need to communicate, various expedients are open to
them, the most obvious being second-language learning and teaching. This takes time, effort, and
organization, and, when more than two languages are involved, the time and effort are that much
greater. Other expedients may also be applied. Ad hoc pidgins for the restricted purposes of trade
and administration are mentioned above. Tacit or deliberate agreements have been reached
whereby one language is chosen for international purposes when users of several different
languages are involved. In the Roman Empire, broadly, the western half used Latin as a lingua
franca, and the eastern half used Greek. In western Europe during the Middle Ages, Latin
continued as the international language of educated people, and Latin was the second language
taught in schools. Later the cultural, diplomatic, and military reputation of France
made French the language of European diplomacy. This use of French as the language
of international relations persisted until the 20th century. At important conferences among
representatives of different nations, it is usually agreed which languages shall be officially
recognized for registering the decisions reached, and the provisions of treaties are interpreted in
the light of texts in a limited number of languages, those of the major participants.

After World War 1l the dominant use of English in science and technology and in international
commerce led to the recognition of that language as the major international language in the
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world of practical affairs, with more and more countries making English the first foreign
language to be taught and thus producing a vast expansion of English-language-teaching
programs all over the world. Those whose native language is English do not sufficiently realize
the amount of effort, by teacher and learner alike, that is put into the acquisition of a working
knowledge of English by educated first speakers of other languages.

MODUL 2. TEACHING DIFFERENT AGE GROUPS
2-MODUL. TURLI YOSHDAGILARGA CHET (INGLIZ) TILINI O’QITISH

LESSON 11.
THEME: INTRODUCTION TO THE COURSE. PSYCHOLOGICAL

CHARACTERISTICS AND LANGUAGE DEVELOPMENT IN LEARNERS OF
DIFFERENT AGES

Introduction
Compulsory for English majors
44 hours for practical classes over Year 4, semesters 7 and 8
Aim
By the end of the course, students will have explored approaches, methods, and problems related
to teaching language learners across different age groups and drawn out practical implications
for language teaching.
Objectives
Students will
e Dbe able to identify the key characteristics of different age groups
e examine the commonalities and differences in terms of methods, materials,
management, and testing in teaching different age groups
e learn how to plan lessons and how to deliver them to a range of target groups
e adapt and develop materials with respect to different age groups
Indicative content
e Psychological characteristics and language development in learners of different ages
Changing Teacher’s Roles with Different Age Groups
Principles of Working with Different Age Groups
Planning for Different Age Groups
Classroom Management in Different Age Groups
Adults as learners
Games, Music and Storytelling in Teaching Young Learners
Assessing Different Age Groups
e Adapting and Developing Materials for Different Age Groups
Approaches to teaching and learning
e Task-based practical work
Reading
Discussion
Self study
Internet searches and other means of investigating topics
Materials adaptation
e Observation
Learning outcomes
By the end of the course students should have
e developed an ability to planand deliver lessons addressing the main characteristics of
different age groups
e developed an ability to adapt materials for different age groups
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Assessment profile

Semester 6

Continuous Assessment 40%
e Participation 10%
e Observation-based report 30%
Mid-course Assessment

e Case study on materials adaptation 30%
Final Assessment

e Lesson plan 30%

Indicative bibliography
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Lewis, G and Mol, H (2009) Grammar for Young Learners (Resource Books for Teachers)
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Teachers), Oxford: Oxford University Press
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Cambridge University Press
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LESSON 12
THEME: THE ROLE OF THE TEACHER IN TEACHING DIFFERENT AGE
GROUPS AND AND CLASSROOM MANAGEMENT

Module: TEACHING DIFFERENT AGE GROUPS

Topic: The role of the teacher in teaching different age groups and and classroom
management

Time: 80 minutes

Aim: > to raise students’ awareness of issues in teaching different age groups

> to familiarize students with a new course

» to give students an opportunity to develop their critical thinking abilities
through tasks and readings

Materials: 1. Spratt, M (1994) English for the Teacher, Cambridge University Press
2. James, P. (2001). Teachers in Action. Cambridge and New York: CUP

Objectives:

> to raise participants’ awareness of different approaches and attitudes to teaching mixed
ability classes

> to raise participants’ awareness of the impact that teachers’ attitudes to mixed ability classes
have on learners

> to help participants explore and evaluate different strategies that can be used when teaching
mixed ability classes

Lead in

Time: 5 min
Materials: board, markers
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Procedure:

© (® min) Ask participants the following questions:
Warm-up:
Answer the questions:

1. What age group is best to teach?

2. How will you approach teaching students of different ages?
3. What is a teacher responsibility in the classroom?
4. What makes a good teacher?

YVVVVYVYVYY

Establish that a mixed ability group is a group where students differ in terms of language
background, learning speed, learning ability and motivation, language level, learning styles
etc. Write the following question on the board:
~ What level should we teach towithin a mixed ability group and how?
Ask participants to think about this question but not to answer it immediately. Tell participants
that we will try to answer it in this session.

Activity 1 Learners’ perspective

Objective: to let participants explore how learners feel in a mixed ability class
Time: 25 min

Materials: DVD, DVD player, handout 1 per participant

Procedure:

> © ( min) Ask participants the following questions:
1. How do you think students feel in mixed ability classes?
2. What impact do you think the teacher’s attitude has on learners? How do learners
feel if the teacher focuses mainly on stronger/weaker/average students?
3. Have you ever asked your learners about it?

Possible answers

1. Weaker students might feel demotivated. Stronger students might mock at
weaker ones.

2. The teacher might encourage rivalry or friendship in a classroom. If the teacher
focuses mainly on stronger students weaker ones might be discouraged from
learning. If the teacher focuses mainly on weaker students, stronger ones might
loose motivation to make any further progress.

3. Answers may vary.

» Elicit random answers. Tell participants that they will watch a video fragment where a group
of learners are talking about their feelings and attitudes towards working in mixed-ability

groups. Distribute handout 1 Eand ask participants to take notes.

> (10 min) Play the video. 3

Summary of the video fragment:

Jahongir —His teacher used to focus on weaker ones and used to say that stronger students can
work autonomously; his teacher used to assess the whole group performance to motivate stronger
students to help weaker ones and encourage team work. The teacher should pay more attention to
weaker students.

Rushana — studied in a mixed ability class where stronger students didn’t help weaker ones, now
she regrets that her teacher paid more attention to stronger ones. She thinks that teachers should
find the golden middle and encourage friendship among students.
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Nargiza — she has changed schoolsseveral times and in some she was a weaker student and in
others a stronger one. When she was regarded as strong and received less attentionshe had
stopped learning, “didn’t put much effort”. She would like to get extra tasks. Teachers should
treat all students equally, stronger students should be challenged to achieve more, and weaker
ones should be helped so that they are able tocatch up with others.

» ©00(5 min) Ask participants to share answers to the tasks on handout 1= in their groups.

> © (® min) Elicit random answers.

Suggested answers:
1. 1) Jahongir — c; Rushana — b 2) Nargiza - a
2. Jahongir’s teacher mainly focused on weaker students, she made stronger ones help weaker
ones by evaluating not only individual but group performance as well.

Rushana’s teacher paid more attention to stronger students and it resulted in ignoring weaker
ones.

Nargiza’s teacher addressed mixed-ability classes by giving extra tasks to stronger students and
having additional classes for weaker ones.

3. 1) Jahongir — b; 2) Rushana — c¢; 3) Nargiza - d

> © (Lmin) Establish that a teacher’s attitude towards mixed ability groups has an impact on
learners. If a teacher focuses only on stronger students, weaker ones might feel ignored. On
the other hand if a teacher tries to work mainly with weaker students, stronger students might
stop making progress. Providing equal opportunities for everybody promotes not only
learning at the learners’ optimumspeed, and in her/his preferred style, but also helps to build
trust and friendship in the classroom.

Activity 2 Teachers’ attitudes

Objective: to give participants an opportunity to explore different attitudes of teachers
towards working in a mixed ability class and strategies they employ

Time: 40 min

Materials: DVD, DVD player, handout 2 per participant

Procedure:

> © (® min) Ask participants the following question:
1. Are mixed-ability classes always a problem?
2. Are there any advantages of teaching mixed-ability classes? If there are, what are
they?
3. How can a teacher turn the problem of teaching mixed-ability class into an
advantage?

Possible answers:
1) Yes/no/sometimes.
2) Yes/no/sometimes. In mixed-ability classes stronger students might
help weaker ones.
3) Teacher can use group and pair work, project work, give extra tasks to
stronger students, etc.

> © ® min) Tell participants that now they will watch a video in which teachers say how

they feel about working with a mixed ability class. Distribute handout 2 Eand ask
participants to look through the tasks.
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> 3 (5 min) Play the video.

> ©0©(15 min) Put participants in groups of 4-5 and ask them to discuss their answers.

Suggested answers:
1. Alex complains of teaching a mixed ability class. He teaches only strong students
without paying attention to weaker ones.

2. Natasha enjoys working with her mixed ability class. She is trying to focus on every
student in the class.
3

Strategies Advantages Disadvantages

Grouping stronger students | Stronger students help weaker | Too much noise
with weaker ones ones

Project work Each student can play a Difficult to assess
roleaccording to his/her
abilities/aptitudes
Assigning tasks of Every student can do a task Too much preparation
different complexity according to his/her level,
ability, needs etc. In this case
weaker students will not feel
frustrated, whilestronger ones
will not be bored.

4. Answers may vary.

> © (L0 min) Elicit random answers and establish that there are different attitudes towards

working with mixed-ability classes. Some teachers believe that they should focus only on
stronger students, while others take advantage of the opportunities presented by this
situation. The advantages of working with mixed-ability classes are diversity of opinion, and
the possibility for students to learn from each other. There are different strategies for working
with mixed-ability classes.

Activity 3 Article discussion

Objective: to let participants explore strategies of addressing different levels of learners

Time: 5 min

Materials: handout 3, 4 per participant, articles by Gareth ReesTeaching mixed-ability
classes 1& 2. Available
at:www.teachingenglish.org.uk\THINK\methodology\mixed_abilityl.shtml.htm
and www.teachingenglish.org.uk\THINK\methodology\mixed_ability2.shtml.htm

Procedure:

> @ (& min)Ask participants to try to answer the question asked at the beginning of the

session:
~ What level should we teach within a mixed ability group and how?

> Elicit that teachers should try to address different levels of students by giving group work,
project work, setting tasks of different complexity etc.

>» ©0© (5 min) Ask participants to work in groups and discusswhether the strategies
mentioned in the video will be suitable in their context. Ask groups to add any other
strategies they know to those given in the table on handout 2.

> © (® min)Elicit random answers.
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Distribute handout 4 Eand ask participants to look through the questions. Distribute the
articles by Gareth Rees Teaching mixed-ability classes 1& 2.

>» (Optional) ©@@® (15 min) If time allows ask participants to skim the article and in their
groups try to find answers to the suggested questions.

> If there is no time left ask participants to read the article at home and try to find the answers
suggestedin the articles and to experiment withthe ones they think are relevant to their
context.
Follow-up reading
Rees Gareth. Teaching mixed-ability classes 1& 2. Available
at:www.teachingenglish.org.uk\THINK\methodology\mixed_ability1.shtml.htm and
www.teachingenglish.org.uk\THINK\methodology\mixed_ability2.shtml.htm

MIXED ABILITY CLASSES
Activity 1, Handout 1, Learners’ perspective
You will watch a video where 3 learners are talking about their experience of studying in
mixed ability classes. Watch the video and answer the questions below.
1. Which of the speakers talked about their experience of:
a) being both a strong and a weak student in different schools;
b) being ignored because s/he was a weaker student;
¢) encountering rivalry among strong students because of the discounts in the tuition fee?
1) Jahongir 2) Rushana __ 3) Nargiza
2. How did their teachers manage mixed-ability classes and howdid it affect learners?
a) Jahongir
b) Rushana
c) Nargiza
3. Which of them would advise the teacher to focus on:
a) stronger students
b) weaker students
C) average
d) both?
1) Jahongir __ 2) Rushana ___ 3) Nargiza

Mixed ability classes
Activity 1, handout 1 Learners’ perspective
You will watch a video where 3 learners are talking about their experience of studying in
mixed ability classes. Watch the video and answer the questions below.
1. Which of the speakers talked about their experience of:
d) being both a strong and a weak student in different schools;
e) being ignored because s/he was a weaker student;
f) encountering rivalry among strong students because of the discounts in the tuition fee?
1) Jahongir 2) Rushana __ 3) Nargiza
2. How did their teachers manage mixed-ability classes and howdid it affect learners?
a) Jahongir
b) Rushana
c) Nargiza
3. Which of them would advise the teacher to focus on:
e) stronger students
f) weaker students
g) average
h) both?
1) Jahongir __ 2) Rushana ___ 3) Nargiza
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MIXED ABILITY CLASSES
Activity 1, Handout 2, Teachers’ perspective on teaching a mixed ability class.

Watch the video and answer the questions.

1. What problem does Alex state? What level of students within the group is Alex teaching?

2. What’s Natasha’s attitude to working with mixed ability groups? What level of students within
the group is Natasha teaching?

3. Using thequestions below complete the table.
1) What strategies does Natasha suggest for working with mixed ability classes?
2) What advantages of employing these strategies does shemention?
3) What are Alex’s arguments against these strategies?

Strategies Advantages Disadvantages
Grouping stronger students | Stronger students help Too much noise
with weaker ones weaker ones

4. To what extent do you agree with Alex’s comment that weaker students are incapable and
unwilling to learn?

MIXED ABILITY CLASSES
Activity 3, Handout 3, 4 Pre-reading questions

Pre- reading questions:
1. Should I discuss the situation in mixed ability groups with my students? If so, why?
How can | raise my students’ awareness of their own strengths and weaknesses? How can
| encourage them to evaluate their own progress?
Should I always group stronger students with weaker ones?
How should I set up pairwork in mixed ability groups?
What kind of whole group activities can be used in this context?
Should I give tasks according to the level of difficulty?
What kind of homework should I give to students of different levels?
How should I correct students of different levels when they speakor when they produce
something in writing?

no
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LESSON 13

THEME: APPROACHES, METHODS, AND PROBLEMS RELATED TO TEACHING
LANGUAGE LEARNERS ACROSS DIFFERENT AGE GROUPS
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Module: | TEACHING DIFFERENT AGE GROUPS

Topic: Approaches, methods, and problems related to teaching language learners
across different age groups

Time: 80 minutes

Aim: > to raise students’ awareness of issues in teaching different age groups

» to familiarize students with a new course
» to give students an opportunity to develop their critical thinking abilities through
tasks and readings

The nature of teaching
What makes teaching effective
Learner centredness vs teacher centredness

Activity 1

Role play

1.

w N

No ok

A teacher introduces a piano as a musical instrument by reading out loud the info. Some
words that a teacher thinks are important should be noted down by students. (One student
can work at the board.)

A teacher asks questions about the introduction part.

A teacher distributes the text about piano history. Students read aloud one by one. A
teacher corrects mistakes if any.

A teacher makes a point about hands and asks students to stretch them.

A teacher shows the notes and asks students to repeat the names of notes.

A teacher plays the notes and students try to name the keys.

A teacher gives the home task.

The piano is a musical instrument played by means of a keyboard. It produces sounds by
striking steel strings with felt hammers. The hammers immediately rebound allowing the
strings to continue vibrating at their resonant frequency. These vibrations are transmitted
through a bridge to a soundboard that amplifies them.

The piano is widely used in Western music for solo performance, chamber music, and
accompaniment. It is also very popular as an aid to composing and rehearsal. Although not
portable and often expensive, the piano's versatility and ubiquity have made it one of the most
familiar musical instruments.

The word piano is a shortened form of the word pianoforte, which is seldom used except in
formal language and derived from the original Italian name for the instrument, clavicembalo
[or gravicembalo] col piano e forte (literally harpsichord with soft and loud). This refers to
the instrument's responsiveness to keyboard touch, which allows the pianist to produce notes
at different dynamic levels by controlling the speed with which the hammers hit the strings.

Taken from http://en.wikipedia.org/wiki/Piano

Although there were various crude earlier attempts to make stringed keyboard instruments with
struck strings, most notably hammered dulcimers such as the santur and santoor, it is widely
considered that the modern piano was invented by Bartolomeo Cristofori of Padua, Italy. He was
employed by Prince Ferdinand de Medici as the Keeper of the Instruments. It is not known
exactly when Cristofori first built a piano, but an inventory made by his employers, the Medici
family, indicates the existence of a piano by the year 1709. However, some writings indicate that
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there was a piano built in the year 1698, and a prototype built as early as 1694. The three
Cristofori pianos that survive today date from the 1720s. Two of these pianos date from 1722; a
piano now in Rome, and a harpsichord now in Leipzig.

Like many other inventions, the piano was founded on earlier technological innovations. The
mechanisms of keyboard instruments such as the clavichord and the harpsichord were well
known. In a clavichord the strings are struck by tangents, while in a harpsichord they are plucked
by quills. Centuries of work on the mechanism of the harpsichord in particular had shown the
most effective ways to construct the case, soundboard, bridge, and keyboard. Cristofori, himself
an expert harpsichord maker, was well acquainted with this body of knowledge.

Cristofori's great success was in solving, without any prior example, the fundamental mechanical
problem of piano design: the hammers must strike the string, but not remain in contact with the
string because this would damp the sound. Moreover, the hammers must return to their rest
position without bouncing violently, and it must be possible to repeat a note rapidly. Cristofori's
piano action served as a model for the many different approaches to piano actions that followed.

In groups ask participants to discuss the class they saw and think
1. what was done wrong
2. how it can be improved

Activity 2
What is and is not effective teaching
Matching the illustrated metaphors

Activity 3
Turning characteristics into principles
1 Students construct their OWN knowledge of the world
2 Learning is a search for meaning, looking for the wholes as well as parts
3 Learning is self directed
4, Learning is active
5. Learning derives from experiences
6 Learning happens internally, knowledge cannot be transmitted from external source
7 Learning takes time
8 Learning is a social enterprise
9 Learning involves metacognition

10. Learning cannot happen without motivation
11. Learning is very emotional
12. Learning is a creative business

LESSON 14

THEME: LESSON PLANNING FOR TEACHING DIFFERENT AGE GROUPS
Module: TEACHING DIFFERENT AGE GROUPS

Topic: Lesson planning for teaching different age groups
Time: 80 minutes
Aim: > to raise students’ awareness of issues in teaching different age groups

> to familiarize students with a new course
> to give students an opportunity to develop their critical thinking abilities
through tasks and readings
Materials: 1. Spratt, M (1994) English for the Teacher, Cambridge University Press

2. James, P. (2001). Teachers in Action. Cambridge and New York: CUP

Lead in

Objective: to let students understand the importance of planning aims for a lesson

Time: 15 min
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Materials: Handout 1

Procedure:

>

YV VYV

Distribute handout 1 to students and ask them to think individually to what extent they agree with the
comments from teachers why.

Ask students get into groups of 4-5 and discuss their answers.

Elicit random answers.

Establish that it is important for teachers to plan ahead their aims. Say that when they start teaching it
is particularly important to know where they are trying to get to (or get their students to) by the end of
the lesson. Lesson aims should match with a syllabus, not necessarily a coursebook. A teacher can
decide on how to adapt or supplement coursebook materials to match the lesson aims. After the
lesson, teachers can look back at their lesson plans and reflect on whether they have managed to
achieve their aims. This also helps to select the most appropriate aims for future lessons.

Teachers can tell their students what the lesson aims are at the beginning of each lesson. Teachers can
also write them up on the board. Alternatively, teachers can ask students at the end of the lesson what
they thought the aims were. It might be interesting to see what they say.

Activity 2 Matching aims to lesson summaries

Objective: to enable students to select appropriate aims for a lesson
Time: 25 min

Materials: Handout 2

Procedure:

>

>
>

Distribute handout 2 and ask students to match the lesson summaries with the lesson aims
listed A-F. There is one extra option which they don’t need to use.

Ask students in pairs discuss their answers.

Check the answers.

Answers: 1C. 2A. 3D. 4B. 5F.

Activity 3 Types of aims
Objective: to enable students to differentiate between main aims, subsidiary aims and personal

aims

Time: 15 min

Materials: Handout 3

Procedure:

» Distribute handout 3 to students and ask them to look at the table and work out the difference
between main aims, subsidiary aims and personal aims.

» Elicit random answers.

» Establish that a main aim describes the most important thing we want to achieve in a lesson

or sequence of lessons. For example, teachers want learners to understand and practise using
new language; to reinforce or consolidate (i.e.to make stronger) the use of language they
already know by giving them further practice; or to revise language they have recently learnt.
Subsidiary aims show the language or skills learners must be able to use well in order to
achieve the main aim of the lesson. In addition to learning aims for the learners, we may also
want to think about our own personal aims as teachers. Personal aims show what we would
like to improve or focus on in our own teaching.

Activity 4 Evaluating lesson aims

Objective: to enable students to evaluate lesson aims
Time: 25 min

Materials: Handout 4

Procedure:

>

>

Put students in groups of 3-4. Distribute handout 4 and ask students to look through the aims
and evaluate them answering the questions.

Elicit answers in plenary.

Suggested answers:

51



Aims 2, 5 and 8 seem to be the most appropriately expressed as they are clear and specific.
Aims that are not clear or lack detail:

Aims Comments

1)  To practise reading. There is no mention of the specific reading skill that

is going to be practiced.

3)  Toclarify the present There is no mention of the topic of the dialogue or
perfect continuous using a | the context.
taped dialogue

4)  For learners to practise the | There is no mention of what kind of practice — oral
present continuous with the | or spoken, controlled or free. There is no mention of
attached picture. the context.

3 6) By the end of the lesson There is no mention of whether the speaking is

Aim students will have had
s7, speaking practice and
9 clarification of some tenses.

language practice or more general fluency practice.
The tenses are not named.

11 7)  To provide freer writing There is no mention of the text type (narrative,
are practice in the context of report, argument) or the topic of the text.

for mini paragraphs.

mul 9)  To focus on linking as per There is no mention of whether the linking is to do
ated page 27 ex. 3 with pronunciation or grammar.

fro 10) By the end of the lesson There is no mention of the topic or reading text
ma learners will have done a types or reading skills.

teac great variety of reading

her practice around the topic.

S | 11) To present Past simple tense. | There is no mention of for what purposes students
ﬁ?' will use this tense.

of view, i.e. what a teacher is going to do. Other aims take into account what learners will be

doing during the lesson or what will be able to do by the end of a lesson.

» Emphasise that it is useful to think of the aims of a lesson in terms of what the learners may
have achieved/learned/developed by the end of the lesson, or, ultimately, as a result of the
lesson.

» Draw conclusions on characteristics of a good lesson aim. Elicit answers on the board.

Suggested answers:
A good lesson aim is:
~ clear and easy to understand
~ not too detailed
~ not too vague
~ doable for the students
~ teachable for the teacher

» Say that students can also use SMART criteria to evaluate their own and ready-made lesson
aims: Specific, Measurable, Achievable, Realistic and Time-bound.

Summary
» Ask students to write down what they think were the aims of this lesson. Ask them to

compare with the aims stated in the lesson plan.

Homework:

» Ask students after each lesson they have during the week to think of the lesson aims and take
notes. Ask them to bring their notes to discuss in the next lesson.
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PLANNING FOR DIFFERENT AGE GROUPS

Handout 1Comments from teachers

Think about these comments from teachers. To what extent do you agree with the following

statements? Why?

1. | often discover what my aims are while | am teaching the lesson. Sometimes |
only find out when the lesson is over.

2. My coursebook always tells me what my aims should be, so | don’t plan my
aims.

3. Learners don’t want to know about aims. They just want to get on with the
lesson.

4. A lesson without an aim is like a boat without a rudder or a traveller without a
map: there's very little chance you'll get to your destination because you don't
even know what it is!

Handout 2 Matching aims to lesson summaries

Match the lesson summaries with the lesson aims listed A-H. There is one extra option which

you do not need to use.

Lesson summaries

1. Learners put jumbled sections of a text in order. The teacher focuses on conjunctions,
time expressions, pronouns, etc. Learners make notes on a similar topic, and then they
produce a similar text.

2. Learners look at a town map and discuss the best route from the station to a hotel, and
then they listen to a conversation on cassette and compare their route with the one on the
cassette.

3. In pairs, learners read different texts about soldiers’ duties, and then they exchange
information about them. Pairs work together to complete lists of rules for soldiers, using
must, should, doesn’t/don’t have to.

4. Learners brainstorm vocabulary and ideas on the topic, and then in groups they draft the
text for a leaflet to advertise their town to tourists. Groups then exchange texts to make
corrections and/or suggest improvements.

5. Learners match words with pictures, and build up word maps, which they compare and
develop. Then they work together to produce entries for a class dictionary.

Lesson aims

To practise listening for detail

To practise writing for a communicative purpose

To raise awareness of how to join sentences and paragraphs

To revise and practise modal auxiliary verbs

To give learners oral fluency practice

To revise and consolidate vocabulary

-
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PLANNING FOR DIFFERENT AGE GROUPS

Handout 3 Main aims, subsidiary aims and personal aims

Look at the table. Can you work out what the difference is between main aims, subsidiary aims
and personal aims?

Main aim Subsidiary aims Personal aims
To let learners practise making | To let learners revise modal To improve my organisation
polite requests in the context | auxiliary verbs and functional | of the blackboard; to give
of making holiday exponents could/would you...? | clearer examples
arrangements. To consolidate lexis for travel,

accommodation

53




To give controlled oral
practice

Handout 4 Evaluating lesson aims
Look through the lesson aims, evaluate them answering the questions below.

1) To practise reading.

2) By the end of the lesson learners will have had practice in using strategies to guess the
meaning of new vocabulary in context.

3) To clarify the present perfect continuous using a taped dialogue.

4) For learners to practise the present continuous with the attached picture.

5) To provide practice in listening for specific information in the context of listening to
flight departure information at an airport.

6) By the end of the lesson students will have had speaking practice and clarification of
some tenses.

7) To provide freer writing practice in the context of mini paragraphs.

8) By the end of the lesson learners will have an understanding of which kinds of words can
have both a weak and strong phonological form in authentic spoken language.

9) To focus on linking as per page 27 ex. 3

10) By the end of the lesson learners will have done a great variety of reading practice around
the topic.

11) To present Past simple tense.
1. Which of these aims do you consider to be most appropriately expressed? Why?
2. Which of the aims are not clear or lack detail?
3. Which of the aims are formulated from the students’ point of view?

LESSON 15
THEME: CHOOSING APPROPAITE METHODS CONSIDERING THE KEY
CHARACTERISTICS OF DIFFERENT AGE GROUPS
Module: TEACHING DIFFERENT AGE GROUPS

Topic: Choosing appropaite methods considering the key characteristics of different
age groups

Time: 80 minutes

Aim: > to raise students’ awareness of issues in teaching different age groups

> to familiarize students with a new course
> to give students an opportunity to develop their critical thinking abilities
through tasks and readings
Materials: 1. Spratt, M (1994) English for the Teacher, Cambridge University Press
2. James, P. (2001). Teachers in Action. Cambridge and New York: CUP

Warm-up (10-15 min)

>

State that compulsory schooling in England and Wales is divided into four key stages. Future
teachers are trained according to the key stages they intend to teach. Every teacher is trained
to teach at least two key stages.

Distribute Handout 1 and invite students to draw a similar graph describing the key stages of
compulsory schooling in Uzbekistan.

Ask the following questions:

~ In what ways arethe compulsory schooling systems of thetwo countries similar/different?
~ At what ages areforeign languages taught?

Activity 1 What age group do you prefer to teach?
Objective: to let students’ explore preferences in teaching certain age groups
Time: 30 minutes
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Materials: Handout 2

Procedure:

>

>
>

>

>

Tell students that in an Internet forum teachers from different countries were asked about
what age group they would like to teach and why.

Post handout 2 extracts on the walls.

Ask students to walk around the classroom and read the extracts and choose the opinions that
appeal to them most of all.

Then ask students to form 5 different groups according to their preferences under the
headings:

~ Teaching preschoolers

Teaching primary/elementary school children

Teaching secondary/high school children

Teaching university students

Teaching adults

Distribute Handout 2. Ask students to make a list of pros and cons of teaching certain age
group.

Hold a short debate where each of the groups should advocate the chosen age group.
Summarise the debate and state that each age group has its own challenges and state that the
present course will cover the practical considerations of teaching different age groups.
Present an overview of the course (See Syllabus & Assessment specifications).

l

l

l

l

Activity 2 Features of teaching different ages

Objective: to let students’ explore features of teaching certain age groups

Time: 30 minutes

Materials: Penny Ur, A Course in Language Teaching, Module 20 “Younger and Older
Learners”, Unit 2, “Teaching children”, Unit 3, “Teaching adolescents: student preferences”,
Unit 4, “Teaching adults: a different relationship”

Procedure:

>

>

>

Divide students into 3 groups. Distribute one of the 3 texts for reading:

Texts are taken from Penny Ur, A Course in Language Teaching, Module 20 “Younger and
Older Learners”

~ Group 1 - Unit 2, “Teaching children”

~ Group 2 - Unit 3, “Teaching adolescents: student preferences”

~ Group 3 — Unit 4, “Teaching adults: a different relationship”

Ask groups to present their texts graphically (either with pictures, graphs, tables, or mind
maps, etc.).

Ask students to present their posters and invite discussion on the texts.

Homework (10 min)

>

State the following assumptions about age and language learning:

~ Children and adults learn languages basically the same way.

~ Adults have a longer concentration span than children.

~ It is easier to interest and motivate children than adults.

~ Teenagers are the best language learners.

Ask students to decide whether they agree or disagree with the statements and present
reasons for their arguments in a written form.

State that they will address the statements again at the end of the course in order to see
whether their assumptions have changed or not and if they can present more reasonable and
grounded arguments for their decisions.
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Teaching different age groups
Introduction

Schooling system in England and Wales

The key stages in schools M Frinary [l M Secondary

Key Stage

KS4 ]
KE3 [

WS2 I

KS1 I

Age 34 5 6B 7 8 9 10 1 12 13 14 15 16 17 15 189

This graph matches Key Stages to age groups.

Key Stage 1 applies to primary school children between the ages of four and six.
Key Stage 2 applies to primary school children between the ages of six and 11.
Key Stage 3 applies to secondary school pupils between the ages of 11 and 14.
Key Stage 4 applies to secondary school pupils between the ages of 14 and 16.

Teaching different age groups
Introduction
Handout 2, Activity 1

Eric:

Just started teaching university students. But more and more | find myself wanting to back in the
class teaching elementary age students. | hope | start to enjoy my new students a bit more soon.
@Kids are much more fun and energetic and, believe it or not,

more polite.

Susan:

As for my preferences, | like teaching elementary kids because they are so fun to be with. My
very best class ever was a group of 10-11 year olds whose level was high enough to be
conversational. We could discuss things, and play games and it was all good fun. Once they turn
13 or so, as the enthusiasm begins to lose out to self-consciousness, my interest begins to wane
as well. Plus it's no longer funny if I act like a goof.
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| prefer to teach preschool, it's really fun to be with the kids...
After teaching them, although it's tiring they can still make you smile/laugh and make you feel
tireless with just a hug from them..sweet little kids!so lovely!!!

But now I teach adult most days...Well, i enjoy teaching them also(so far)... It's a different
approach and as for me it's challenging... And you can learn also a lot from them it's a two way
process... they learn from you and you also learn from them...It's fun!!!!

Regards,

Zashi

Despite all the 'baggage’ that comes with teaching adults ie refusal to accept that a language can
be different to theirs, trying to reason too much, using age as an excuse for not learning, lack of
time and energy to do homework properly, being set in their ways etc etc | actually prefer it to
teaching kids. They have more life experience and you can incorporate more ‘issues' into the
lessons ie relationships, current affairs etc. Clearly you have to know your group before you
start spouting off about tensions in the Middle East, for example, but you can usually generate
good discussions.

Yusuf

| really liked the little experience that i've had teaching adults. I am young, younger than most
adult students, so i have to try and spin this into being a positive thing. I've never had a class
that were afraid to talk. | teach adults in much the same way that i teach kids, but i don't let them
know that.

Claire

Prefer teaching kids because I like games and play and adults can be s0000000000000000
inhibited. Sure they will loosen up as they get to know you and each other but they probably still
won’t be keen on singing while hopping around the room doing daft actions.

Having said that I think what I find rewarding is bringing sunshine into their lives through fun
lessons where they progress and feel proud of themselves.

The downside to teaching kids for me is that after one hour with children you can sometimes feel
like you have been working all day because you need to inject so much energy into controlling
the class while keeping it dynamic and fast-paced - whereas the adults are self-motivated and
you don t have to use tricks like switching the lights off or starting a song to get their attention!
Kind regards

Shelley
_________________________________________________________________________________________________________________
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| prefer university age. | have taught second graders (yeah, | loved the little shavers!) but also
taught university in Indiana. The great difference for me is that in at least a general sense, the
university level and even adult learners WANT to be in class.

Mike

Hi to all

I’ve taught every age group, and like the variety. My last job was business English at 7 in the
morning, teenagers after school, and younger kids Saturday morning, but I do think 9 to 11 age
group is the most fun.

I agree also with the person who said you can use the same materials, just a different attitude. I
have many activities that I’ve used with 10 year olds as well as business people...no problem!
Maori

Teaching different age groups
Introduction
Handout 3, Activity 2

Teaching preschoolers

This is for the very active, and teachers who prefer kinesthetic methods of teaching English. You
need to have a sense of fun for this role, not to mention boundless energy! If you're employed
full-time at a nursery school or kindergarten, bear in mind that you’ll probably be expected to
multitask. Working as part psychologist, part nurse, part dinner lady, not to mention part
language teacher! It is a hugely rewarding but demanding role, and not for the faint hearted.

Teaching preschoolers at a language school is a less demanding role, as the parents usually tag
along too! Prepare yourself well and make sure you arm yourself with a variety of songs, action
games, puppets, toys and pictures. Remember: young children of two or three have a very short
attention span, so you will need to keep your activities short and snappy. Plenty of variety and
routine are the keys to successful lessons.

_________________________________________________________________________________________________________________
-Teaching primary/elementary school children

Children of this age are full of enthusiasm, and enjoy learning. Make learning English fun by
including lots of games, songs and stories. Sometimes you may be required to team-teach with
another class teacher. Remember: be patient, and don’t expect all your ideas to be accepted
immediately. Concentrate on building a good working relationship with your class teacher and
then suggest new ideas gradually.

_________________________________________________________________________________________________________________
-Teaching secondary/high school children

Teaching this age group can be challenging, as it is the age where children often become shy and
self-conscious. It can take time and patience to establish a relationship with teenagers, so you
shouldn’t expect immediate results. No matter how hard they try to make you believe otherwise,
teenagers of this age are still children, and enjoy competitive games! You’ll need to show that
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you’re willing to connect with their world and interests, and don’t assume that pop groups and
actors famous in the west are well-known in the country you’re teaching in. Teaching teenagers
can be particularly rewarding as many are desperate to speak to a native English speaker, and
have a genuine desire to learn English.

_________________________________________________________________________________________________________________
-Teaching university students

This is a privileged position, and universities often expect teachers to have an MA in linguistics,
although this is not always the case. You’ll need a thorough knowledge of the English language,
a love of English literature and be prepared to do a lot of marking! That said, this probably won’t
be your first teaching role!

Teaching adults

There are many benefits to teaching adults. For a start, you won’t have to worry about discipline
as, having paid for the lessons; most adults are motivated to learn. However, even this age group
has its disadvantages. Adults may have strong expectations and can even tell you how to do your
job! In these cases you need to be polite, but firm. Don’t let an adult undermine your authority,
or take control of a class. Adults may also be much more resistant to trying new ideas, and feel
that games or role-play are childish! Introduce new ideas slowly, and don’t be deterred if they
don’t work out first time round. Remember, many adults have experienced boring English
lessons at school, so this is your opportunity to make learning a positive experience for them.

LESSON 16
THEME: PRINCIPLES OF WORKING WITH DIFFERENT AGE GROUPS

Module: TEACHING DIFFERENT AGE GROUPS

Topic: Principles of Working with Different Age Groups
Time: 80 minutes
Aim: > to raise students’ awareness of issues in teaching different age groups

> to familiarize students with a new course
> to give students an opportunity to develop their critical thinking abilities
through tasks and readings
Materials: 1. Spratt, M (1994) English for the Teacher, Cambridge University Press
2. James, P. (2001). Teachers in Action. Cambridge and New York: CUP

Duration: 80 min
Objectives:
[ to introduce the new course
(1 to expose participants to a lesson on teaching different age groups
(A to familiarize participants with course syllabus and assessment specifications
Materials:
Course syllabus, Assessment specifications, handouts, and flipcharts.
Warm-up “Jokes” (10-15 min)
Distribute a handout with jokes and ask participants just to read them. (Handout 1)
After they have finished, ask the following questions:
(1 What is the age of students described in these jokes?
(1 How did you identify their ages?
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(d What are the particular features of each age group?
Accept all possible answers at this stage. State that in this session participants will be exposed to
a sample lesson on teaching different age groups and discuss the course content and assessment
specifications.
Activity 1 “Sample Lesson on TDA” (45 min)
Teach a 45-min lesson with participants.

Lesson Plan
Topic: Introduction to the course
Objectives:
e toraise Ss’ awareness of the main issues in teaching different age groups

e to familiarise students with a new course content
e to give Ss an opportunity to develop their critical thinking abilities through tasks and
readings
Warm-up: (10- min)

> T. states that compulsory schooling in England and Wales is divided into four key stages.
The teacher training students receive will be provided according to the key stages they
intend to teach. Every teacher trains to teach at least two key stages.

> T distributes the graph on key stages (Handout 2)

> T invites Ss to draw a similar graph describing the key stages of compulsory schooling in
Uzbekistan

> T asks the following questions:

In what ways are the compulsory schooling systems of the two countries

similar/different?
e At what ages are foreign languages taught?

Activity 1 “What age group?”’(25 min)

> T states that in an Internet forum teachers from different countries were asked the
question: What age group would you like to teach and why?

e Preschool/Kindergarten

° Elementary

° Middle School

° High School

o University

° Adults

> Their answers are posted on the walls (Handout 3) and Ss are required to walk around
the classroom and read them. T states that Ss should choose the opinions that best appeal
to them.

> Then Ss are required to form 5 different groups according to their preferences under the
headings:

e Teaching preschoolers

e Teaching primary/elementary school children

e Teaching secondary/high school children

e Teaching university students

e Teaching adults
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> After Ss have formed their groups T distributes the text (Handout 4) for reading and
handout with photos of classrooms and teaching materials (Handout 5). Groups are asked
to read the texts and then choose appropriate classroom and teaching materials from the
Handout 5 for their age groups.
> T asks groups to report on their findings.
Activity 2 “Pros and Cons” (10-15 min)

> Ss are asked to make a list of pros and cons of teaching in different age groups
> Ss have a short debate advocating their own age groups

> T summarizes the debate results and states that each age group has its own challenges and
states that the present course will cover the practical considerations of teaching different
age groups.

Activity 2 “What is the course about?” (15-20 min)

(1 Ask participants to make predictions about the course and invite them to fill in the table
(Handout 6) in pairs:

(d Distribute the course syllabus and assessment specifications

(A Ask participants to compare their answers to the syllabus

A Invite participants to ask clarification questions about the syllabus and assessment
specifications

A Ask “What changes do you want to make in the syllabus or assessment specifications to
cater to your teaching context?”

Summarise the session by stating that age is an important factor in teaching and learning foreign
languages and teachers need to be age-sensitive while planning and managing their lessons,
along with assessing their students performances.

TDA: Warm-up, Handout 1 “Jokes”

Read the jokes

Student: “ | haven’t got no pencil.”

Teacher, correcting him: * You don’t have any pencil. He doesn’t have any pencils. We don’t
have any pencils.”

Student, with a look of astonishment: “Where have all the pencils gone?”

TEACHER : PAPPU, give me a sentence starting with """,

PAPPU : | is...

TEACHER : No, PAPPU. Always say, "l am."

PAPPU : All right... "I am the ninth letter of the alphabet.”

Stressing the importance of a good vocabulary, the teacher told her young charges, "Use a word
ten times, and it shall be yours for life."”

From somewhere in the back of the room, came a small male voice chanting, "Amanda, Amanda,
Amanda, Amanda, Amanda, Amanda, Amanda, Amanda, Amanda, Amanda."”

Physics Teacher: "Isaac Newton was sitting under a tree when an apple fell on his head and he
discovered gravity. Isn't that wonderful?"

Student: "Yes sir, if he had been sitting in class looking at books like us, he wouldn't have
discovered anything."

~————

A lecturer teaching medicine was giving a class on “Observation”. He took out a jar of yellow
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liquid. "This," he explained, "is urine. To be a doctor, you have to be observant of color, smell,
sight, and taste."

After saying so, he dipped his finger into the jar and put it into his mouth. His class watched in
amazement, most in disgust. But being the good students that they were, the jar was passed, and
one by one, they dipped their finger into the jar and put it into their mouths.

After the last student was done, the lecturer shook his head. "If any of you had been observant,
you would have noticed that | put my second finger into the jar and my third finger into my
mouth."

TDA: Activity 1 “Sample Lesson on TDA”, Handout 2

Look at the graph.

The kKkey stages in schools M Frimary [l Il Secondary

Key Stage

KS4 I
HS3 I

KS2 I

KS 1 I

fAge 3 4 5 685 ¥ 858 9 10 11 12 13 14 13 16 17 13 19

This graph matches Key Stages to age groups.

Key Stage 1 applies to primary school children between the ages of four and six.

Key Stage 2 applies to primary school children between the ages of six and 11.

Key Stage 3 applies to secondary school pupils between the ages of 11 and 14.

Key Stage 4 applies to secondary school pupils between the ages of 14 and 16.

Draw a similar graph describing the key stages of compulsory schooling in Uzbekistan
Answer the following questions:

A In what ways are the compulsory schooling systems of the two countries
similar/different?

A At what ages are foreign languages taught?
TDA: Activity 1 “Sample Lesson on TDA”, Handout 3
Just started teaching university students. But more and more | find myself wanting to back in the
class teaching elementary age students. | hope | start to enjoy my new students a bit more soon.
Kids are much more fun and energetic and, believe it or not, more polite.
Eric
| prefer to teach adults. | am currently teaching kids and | love them too but | would take an adult
class over a kids class if | had a choice. The last job that | was in was excellent and | loved
teaching company and uni students. However that meant that | had to prepare more than | would
have to for kids but | found that when | went into the elementary school that | am at | had to
prepare so much more than I thought I would!
Li Tong Pal
| prefer to teach preschool, it's really fun to be with the kids...
After teaching them, although it's tiring they can still make you smile/laugh and make you feel
tireless with just a hug from them..sweet little kids!so lovely!!!
But now | teach adult most days...Well, i enjoy teaching them
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also(so far)... It's a different approach and as for me it's challenging... And you can learn also a
lot from them it's a two way process... they learn fro you and you also learn from them...It's
fun!t!!

Regards,

Zashi

Despite all the 'baggage’ that comes with teaching adults ie refusal to accept that a language can
be different to theirs, trying to reason too much, using age as an excuse for not learning, lack of
time and energy to do homework properly, being set in their ways etc etc | actually prefer it to
teaching kids. They have more life experience and you can incorporate more 'issues' into the
lessons ie relationships, current affairs etc. Clearly you have to know your group before you start
spouting off about tensions in the middle east, for example, but you can usually generate good
discussions.

Yusuf

Like most of you my vote went to the kids (elementary level) - their energy, openness and just
plain cuteness make them a pleasure to teach. But there's something positive to be gained from
teaching all the different age groups.

Each age group brings a different challenge and a different teaching experience. The skills and
understanding of teaching | have learned from one group have enabled me to become a better
teacher of another group. To be a fully professional, well-rounded teacher we have to learn and
the best way to do that is to embrace a diverse range of teaching situations.

Mine

| really liked the little experience that i've had teaching adults. I am young, younger than most
adult students, so i have to try and spin this into being a positive thing. I've never had a class that
were afraid to talk. | teach adults in

much the same way that i teach kids, but i don't let them know that.

Claire

| prefer university age. | have taught second graders (yeah, | loved the little shavers!) but also
taught university in Indiana. The great difference for me is that in at least a general sense, the
university level and even adult learners WANT to be in class. HS and under usually have to be
there whether they want to be or not.

Mike

TDA: Activity 1 “Sample Lesson on TDA”, Handout 4

Read the text.

Teaching preschoolers

This is for the very active, and teachers who prefer kinesthetic methods of teaching English. You
need to have a sense of fun for this role, not to mention boundless energy! If you're employed
full-time at a nursery school or kindergarten, bear in mind that you’ll probably be expected to
multitask. Working as part psychologist, part nurse, part dinner lady, not to mention part
language teacher!

Teaching primary/elementary school children

Children of this age are full of enthusiasm, and enjoy learning. Make learning English fun by
including lots of games, songs and stories. Sometimes you may be required to team-teach with
another class teacher. Remember: be patient, and don’t expect all your ideas to be accepted
immediately. Concentrate on building a good working relationship with your class teacher and
then suggest new ideas gradually.

Teaching secondary/high school children
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Teaching this age group can be challenging, as it is the age where children often become shy and
self-conscious. It can take time and patience to establish a relationship with teenagers, so you
shouldn’t expect immediate results. No matter how hard they try to make you believe otherwise,
teenagers of this age are still children, and enjoy competitive games! Teaching teenagers can be
particularly rewarding as many have a genuine desire to learn English.

Teaching university students

This is a privileged position, and universities often expect teachers to have an MA in linguistics,
although this is not always the case. You’ll need a thorough knowledge of the English language,
a love of English literature and be prepared to do a lot of marking! That said, this probably won’t
be your first teaching role!

Teaching adults

There are many benefits to teaching adults. For a start, you won’t have to worry about discipline
as, having paid for the lessons; most adults are motivated to learn. However, even this age group
has its disadvantages. Adults may have strong expectations and can even tell you how to do your
job! Introduce new ideas slowly, and don’t be deterred if they don’t work out first time round.
TDA: Activity 1 “Sample Lesson on TDA”, Handout 5

Look at the photos of classrooms and teaching materials and decide what age group does each fit
with.
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TDA: Activity 2 “What is the course about?”, Handout 6

Fill in the table below

Name of the course:

How many hours are allocated:

What are the objectives of the
course:

What topics are covered:

What approaches to teaching
and learning are used:

What assessment tools are used:
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THEME: GAMES, MUSIC, SONGS AND STORYTELLING IN TEACHING YOUNG
LEARNERS
Objectives:
[Jto introduce basic principles of teaching yong learners
"1to give participants an opportunity to evaluate the implications of young learning theory
for the teacher
Activity 1
1.Work with a partner or friend. Look at the list of things below. Which of these do you think
Maria might like? Choose five things from the list you think Maria is going to sing about.
chocolate
snowflakes
kettles
ice cream
warm woolen mittens
doorbells
cakes
whiskers on Kittens
brown paper packages
ponies
2.Watch the video. Listen out for the things Maria sings. How many of Maria’s
“favorite things” did you guess? Write them down.
3Watch the video and listen to the song again. Tick the things you hear.
raindrops on roses
long summer evenings
sleigh bells
girls in white dresses
fluffy white bunnies
whiskers on Kittens
warm woolen jumpers
hot steaming coffee
4. For this task, you are going to write about five of your favorite things. Make up
sentences with each of them using present simple tense.

HANDOUT 5
Listen to the song and fill in the gaps with a missing word.

Raindrops on roses,
And on Kittens,
Bright copper kettles
And warm woolen
Brown paper packages
Tied up with .
These are a ___ of my favorite things.

colored ponies,
And crisp apple
Doorbells and bells
And schnitzel with noodles.
Wild geese that fly
With the moon on their
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These are a few of my favorite things.

Girls in white dresses with blue satin
Snowflakes that stay on my nose and .
white winters that _____ into songs
These are a few of my favorite things.

Raindrops on roses,
And on Kittens,
Bright copper kettles
And warm woolen
Brown paper packages
Tied up with .
These are a ____ of my favorite things.

colored ponies,
And crisp apple
Doorbells and bells
And schnitzel with noodles.
Wild geese that fly
With the moon on their
These are a few of my favorite things.

Girls in white dresses with blue satin
Snowflakes that stay on my nose and .
white winters that _____ into songs
These are a few of my favorite things.

“My favorite things”
(Julie Andrews)

Raindrops on roses,
And whiskers on Kittens,
Bright copper kettles
And warm woolen mittens.
Brown paper packages
Tied up with string.
These are a few of my favorite things.

Cream colored ponies,
And crisp apple strudel.
Doorbells and sleigh bells
And schnitzel with noodles.
Wild geese that fly
With the moon on their wings
These are a few of my favorite things.

Girls in white dresses with blue satin sashes.
Snowflakes that stay on my nose and eyelashes.
Silver white winters that melt into songs
These are a few of my favorite things.
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6Match the following words in column A with their definitionsin column B

Column A Column B
1 copper a long wide belts
2 mitten b atype of long thin pasta
3 whiskers c red-brown metal
4 ponies d very hot
5 sleigh e atype of glove
6 fluffy f athinrope
7 bunnies g atype of pastry with fruit inside
8 steaming h  long hairs that grow near mouth of some animals
9 string i small horses
10 strudel j  soft
11 schnitzel k  rabbits
12 noodles | cutlets
13 sashes m change into
14 melt (into) n vehicle pulled by animals & used for travelling over

SNOW

Match the following words in column A with their definitions in  column B

Column A Column B
1 copper a long wide belts
2 mitten b atype of long thin pasta
3 whiskers c red-brown metal
4 ponies d very hot
5 sleigh e atype of glove
6 fluffy f athinrope
7 bunnies g atype of pastry with fruit inside
8 steaming h  long hairs that grow near mouth of some
animals
9 string i small horses
10 strudel j  soft
11 schnitzel k  rabbits
12 noodles | cutlets
13 sashes m  change into
14 melt (into) n vehicle pulled by animals & used for travelling over

SNoOwW

copper — red-brown metal
mitten — atype of glove

whiskers — long hairs that grow near the mouth of some animals

ponies — small horses

sleigh — a vehicle pulled by animals and used for travelling over snow
fluffy — soft
bunnies — rabbits
steaming — very hot
string — a thin rope
strudel — a type of pastry with fruit inside
schnitzel - cutlets
noodles — atype of long thin pasta that cook quickly

sashes — long wide belts
melt (into) — change into
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Raindrops on roses,

And whiskers on Kittens,

Bright copper kettles

And warm woolen mittens.

Brown paper packages

Tied up with string.

These are a few of my favorite things.
Cream colored ponies,

And crisp apple strudel.

Doorbells and sleigh bells

And schnitzel with noodles.

Wild geese that fly

With the moon on their wings

These are a few of my favorite things.

Girls in white dresses with blue satin sashes.
Snowflakes that stay on my nose and eyelashes.
Silver white winters that melt into songs
These are a few of my favorite things.

LESSON 17
THEME: ASSESSING DIFFERENT AGE GROUPS
Module: TEACHING DIFFERENT AGE GROUPS

Topic: Assessing young learners
Time: 80 minutes
Aim: > to raise students’awareness of the topic

> to let students explore principles of assessing young learners
> to let students discuss different techniques for assessing young learners
1. Spratt, M (1994) English for the Teacher, Cambridge University Press
Materials: 2. James, P. (2001). Teachers in Action. Cambridge and New York: CUP

Warm-up (5 min)
» Ask students the following questions:
~ How do you feel about assessment?
~ Did you like the way you were assessed at school? Why?
~ In what ways should theassessment of children (aged 6-12) differ from the assessment of
teens/adults?
» Elicit random answers.

Activity 1 Issues in YL assessment

Objective: to raise students’ awareness of issues in assessing young learners

Time: 40 minutes

Materials: Handout 1, Handout 2 and/or Power Point presentation

Procedure:

» Distribute Handout 1 and ask students to read the text about assessing young learners,

underline main ideas.

» Invite discussion on the text.

> Invite discussion by asking the following questions:
~ Why is it difficult to assess young learners?
~ Why traditional assessment tools will not be effective if applied to YLs?
~ What techniques can be used?

» Make a presentation (if possible, using Power Point) using handout 2.
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Activity 2 Assessment tools

Objective: to let students explore assessment tools for young learners

Time: 30 minutes

Materials: Handout 3, Handout 4 A or B or C for each group

Procedure:

» Distribute Handout 3 to everyone and put students into 3 groups.

» Provide one of the 3 samples of techniques for assessing young learners’ progress and
achievement (Handout A or B or C).

» Ask students to read the descriptions and discuss them while filling in the table.

Round up (5 min)
» Summarise the main points of the lesson and assigns homework.

Homework

Ask students to read appropriate literature (or do aninternet search) and find 3 techniques for
assessing young learners. They are to present the one they liked best and be ready to discuss with
class.

Teaching different age groups

Assessing young learners

Handout 1, Activity 1

Read the following text and underline the main issues involved inassessing young
learners.

Assessment has various purposes — formative, for assessing progress and summative for
assessing whether instructional goals have been achieved. It has been noted in the literature that
young learners may not perform to the best of their ability on formal standardised tests due to the
time and pressure constraints and general lack of experience with this mode of assessment. In
addition, the use of tests has a strong impact on the self-esteem of young learners particularly on
whether they perceive themselves as ‘successful’ or not which will then affect their attitudes
toward learning the language and future achievements (Wortham, 2005).

In order to allow pupils to demonstrate what they know and can do, assessment in the foreign
language should be a natural outcome of what they do in the classroom setting.
When assessing young learners, the following considerations should be kept in mind:
» Assessments should be an integral part of the teaching / learning process — each lesson is an
opportunity for assessment.

» Methods of assessment should recognize that young children need familiar contexts and
familiar activities which ‘mirror’ the things they do regularly in class, in order to be able to
demonstrate their abilities.

* Information on all dimensions of learning should be monitored: affective and social as well as
linguistic and cognitive.

» The emphasis of assessment should be on “Can Do” - finding out what the pupils can do and
what they still need help with.

» Assessments should be appropriate to age level in terms of content and cognitive demands.
* The teacher should find time to sit with each pupil individually to reflect on learning and allow
the pupil to express his/her feelings about his/her learning.

In the young learner classroom, the teacher should focus on formative assessment activities - to
provide information which will benefit the pupils’ learning as well as inform instruction.
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To this end, assessment should be viewed as an ongoing process of collecting information on the
pupils’ abilities, difficulties and progress. The most effective means of collecting this
information is by observing pupils in the classroom setting, recording their performance as they
are engaged in activities and reviewing samples of their work over time. In addition to on-
going informal assessments, periodic
summative assessment procedures can be used to measure achievements and indicate what goals
have been achieved after an extended period of instruction.
(Bejarano Y, C.Gordon. Considerations for Teaching and Assessing Young LearnersLearning
English as a Foreign Language http://www.eadventure.co.il/?1temld=2819)

P
| 5
Standardised tests are
problermatic for children

o Growveth is most unNnewen and idiosymnocratic
o Skills needed for success are at theirmost

SLIDE 1 floidt

o Failure im these yvears canmn be devastating

Standardized testsoul
fremendous pressure on YLs

o Pressure can imnhibit thinking (Jensaemn, 19%98)
and decrease the accuracy of

SLIDE 2 assessmentT

o “YLls are notoriouskhy poor test takers.....The
yvounger the child being evaluated,
assessed, or Tested, the more errors are
made and the greater the risk of assigning
false labels To them (Katz, 1927}

o Tradiiconal types of assessment are often insufficiently
sensitve to the ways Yls demonstrate their
competencies. They also interrupt the leaming
process in active, engaging classrooms.

SLIDE 3 o Ressarch shows that children in preschool years and
early pnmary grades learn  best through active,
engaged, medgningful experiences. Through these
expeariences YLs construct their owvem kn edge by
interacting with theirenwvironment and others.

o Work of Fiaget has demonstrated importance of
sensory experiences and concrete learming activities.
Howewer, these experiences are difficult 1o assess =
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Techniques for assessing YLs

Obzservation
o one of the most useful assessment techniques
o does r‘ut:::;r_di_rs‘rhurb'rhe |::hilc:lf c:lr'uézj c:lllcwusl Hirm/fher 1o be
assessed in the process of ordinary classroom
SLIDE 4 Gctivities " ""
Ts continually observe and utilze the “observe-
notice-adjust teaching™ process

not realistic to olkbserve every child on every
CCCasion

better to focus on &/7 during one lesson

results in better quality informotion being collected
Most common way of recording observations of
children's perfformance is through a checklst

Techniques for assessing YL

Self-assessment

o A child who learns to assess his/her own work mowes
from being ‘other-regulated’ to "self-regulcated’ or

SLIDE 5 autonomous
o Commonly recognized that autonomous learners waill
e at an adwvanta in continuing to learn and

adjust throughout ir lives
o How feasible is 1t with groups of six/seven-yvear olds¥
o we tend to underestimate the potential for self-
assessment in cur children
o see them as empty vessels in need of being filled with
knowlsedge

Techniques for assessing YL

Portffolio assessment

A collection of work that reveals both the

capability and the progress of a lecarmer

SLIDE 6 o Requires close cooperation between Tand 5

in selecting the contents

o What to include: samples of writing. lists of
books read., audio taped or videotaped
recordings. observation notes, arhwork, self
assessment checklists like K-W-L charts.,
samples of tests and quizzes
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Techniques for assessing YL

o K-W-L Charts
o weihat they knowe, wihat they wornder or wwarnt
LIDE 7 to krnowe arnd wihat they hawe learmed
S o Leacarning logs
o A recorad of S5 experiences with English
outside the classroom including
o the whern and where of language use

o whry certaimn experiences were sucocesstul
carna why others were not

Techniqgques for assessing YL

o Dialogue joumnals

o Cngoing written dialcgue betewesen teacher and student
o Interactive writing charts

o Cbserwation charts that document the presence or
SLIDE 8 absence of a wariety of different writing conwenticons
andfor abilities

< Running records

o A Emple checlklist used during reading alcud actiwities

2 Ts code the presence or absence of g word or O miscus

o A mechanism exists for seif comrecting (Frey & Fisher,
2003)

Handout 2, Activity 1, Presentation on assessing young learners
Teaching different age groups

Assessing young learners

Handout 3, Activity 2

Name of the technique:

Does it match with principles | What are the advantages of this | What are the disadvantages
of assessing young learners? | technique? of this technique?
In what ways?
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Teaching different age groups
Assessing young learners
Handout 4A, Activity 2

1. Assessing Listening
“Clothes”
Level: beginners
Age: 7-10 and above
Time: 15 min
Description: The children listen and colour the clothing items according to a script.
Language: Clothes: pyjamas, hat, sandals, dress, shorts; colours
Skills: Listening for specific information
Assessment criteria: The children should be able to recognize basic clothing items and colours in
a spoken text.
Materials: Photocopy Worksheet of clothing items for each pupil, coloured pencils/markers
In class
1. Explain to the children that they are going to hear a story about clothes. They have to
colour the clothes according to what they hear.
2. Give out theWorksheet and tell the story below or one of your own making
John and Mary are watching television. Suddenly, their dog Bruno runs in front of
them. He looks very funny. Bruno is wearing Mary’s pink hat, blue pyjamas, and
John’s brown sandals. Mary and John run into the bedroom. Their clothes are
everywhere! Mary’s green dress is on the flour and John’s red shorts are on the bed.
What a mess!

3. Tell the story again to the pupils to check or complete their work.

Feedback: Go round checking that children have coloured the clothes correctly.
Assessment of outcome: Award one point for each correctly coloured clothing item. Also give
them half points if they identify the correct clothing item but colour it the wrong colour.

Teaching different age groups
Assessing young learners
Handout 4B, Activity 2

2. Assessing Speaking
“Getting to know you”
Level: beginners
Age: 7-10 and above
Time: 15 min
Description: This is an information-gap activity. The children ask and answer questions to obtain
personal information.
Language: Question formation and asking for personal information
Skills: Speaking: asking and answering questions, providing personal information
Assessment criteria: The children should be able to ask questions to get personal information,
provide information about themselves, carry out the task successfully, and use basic turn-taking
skills.
Materials: Photocopy Worksheet for each pupil
In class
1. Explain to the children that they have to fill in this form by asking four of their
classmates questions. Make sure they ask children they don’t sit with or know to well.
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2. Tell them that they can get up and walk around the room to find the four classmates and

talk to them.
3. Give out worksheet.

Getting to know you

Name Class

Date

Choose four friends. Ask them questions and complete the form. Use English!

Friend 1
Name
Age
Favourite food
Favourite colour
Favourite

Friend 2
Name
Age
Favourite food
Favourite colour
Favourite

Friend 3
Name
Age
Favourite food
Favourite colour
Favourite

Friend 4
Name
Age
Favourite food
Favourite colour
Favourite

4. The children go round asking their classmates, then fill in the form.

Assessment of outcome: Children complete self-assessment form

Portfolio: The children prepare a visual presentation of their classmates or a group of friends.
Depending on their level, they include information on name, age, birthday, etc. If possible they
should bring a picture of their classmates to accompany the report.

Teaching different age groups
Assessing young learners
Handout 4C, Activity 2

3. Reading Log
Level: pre-intermediate
Age: 10 and above

Description: This is to keep track of children’s progress in extensive reading, using graded
readers. It is also a way for them to reflect on their work and to keep a record of their own

progress in reading.

Books are fun!

Name
Class
About the book Started Finished My thoughts
Reading Reading (What | liked/didn’t like)
Book title
Author
Main characters
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Book title

Author
Main characters

LESSON 9
THEME: ADAPTING AND DEVELOPING MATERIALS FOR DIFFERENT AGE
GROUPS
Objectives:

> to help participants explore various ways of adapting and supplementing texts
> to give participants an opportunity to adapt texts
Lead in

Objective:  to uncover participants’ current practices of adapting a text
Time: 10 min
Materials: marker, whiteboard

Procedure:

> @(10 min) Remind participants about the session on materials evaluation and say that there
is no ideal coursebook which contains everything that teachers and students want. Ask the
following questions and write up answers that participants give on the board or flipchart.

~ What problems do you usually have with your coursebook?

Possible answers:
~ Exercises too short / too long (not enough items for practice)
~ Grammar and vocabulary is not contextualised
~ Deductive, ‘top-down’ approach to grammar rules
~ Texts too long / too boring/ too difficult /out of date /
culturally inappropriate
~ Texts not authentic
~ Not enough communicative activities
~ No visual material
~ No listening material
~ No progress checks
~ No pre-, while- and post- tasks for reading
~ Not enough opportunities for a variety of interaction

~ What can you do if an exercise / a text / an activity is not what you want
for your students?
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Possible answers:
~ adapt
~ supplement with interesting exercises or
relevant material

» Elicit random answers and say that in this session we will focus on various ways of adapting
a text from one of Arakin’s books.

Activity 1 Adapting a text

Objective:  to help participants explore various ways of adapting a text
Time: 25 min
Materials: handout 14, 1b, 1c, 1d

Procedure:
> @(5 min)Ask participants the following question:

~ How can you adapt a text if you feel that it is too long, boring, and
difficult? E.g. this text from Arakin. (show the text on page 71 from the
coursebook for the third- year students by Arakin.)

Possible answers:
~ If itis long, divide the text into several parts.
~ If it is difficult, prepare some language exercises etc.
~ If it is boring, add pre, while, post reading activities, supplement with appropriate
pictures.

» Establish that adaptation of a textcan be of two types: easification and simplification. When a
teacher makes the language of the text simpler e.g. paraphrasing, getting rid of difficult
vocabulary, shortening the difficult passages, it is called simplification.This is difficult to do
well, even for native-speakers and is not recommended as the authenticity of the English
language can be lost. Easification is a process in which a teacher uses certain means to make
it easier for the students to understand the text.

» Say that participants will explore 4 techniques for easifying a text.
>» ©OO Divide participants into 4 groups and distribute

handout 1a= to group 1
handout 1bE to group 2
handout 1c to group 3
handout 1d= to group 4
>» ©OO© (15 min)Ask groups to do the tasks on their handouts.

>» ©OO© (5 min)Write the following questions on the board / flipchart and ask groups to
discuss these questions:

~ What did the teacher do with the text?
~ How was it helpful for learners?
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Possible answers:
~ The teacher adapted the text using four various techniques.

~ It was easy for learners to read the text as learners did not waste their time looking up
every word they didn’t know in the dictionary (handout 1a), questions in handout 1b
made learners think about important things in the story and understand what was
happening in the story. It was easy for learners to do the pre reading activity as it
prepared them for reading, gave an idea what the text is about, and raised their interest
in the story. The while reading activity made learners read and complete the task by
paying attention to specific details in the story. Post reading tasks invited learners’
imagination because they asked them to write a letter in the name of the teacher and
the pupil. these post reading activities helped learners to develop critical thinking skills
(handout 1c). It was easy for learners to read the story as it is divided into small parts
with accompanying tasks that encourage learners into further reading (handout 1d).

» Ask groups to share their ideas with the whole group.

» Establish that some texts are not easy to read for students and in order to make them more
accessible for students teachers need to find ways to “easify’ them as in the example they
have just experienced.

Activity 2 Workshop

Objective: to give participants an opportunity to adapt a text in groups

Time: 45 min

Materials: a text from a coursebook for the 3 course by Arakin, scissors, glue, markers,
highlighters, A4 paper, posters, magazines, newspapers.

Procedure:

>» ©OO© (35 min)Divide participants into groups of 4. Distribute the text from a coursebook by
Arakin, (“The Apple Tree’ by J. Galsworthy, page 251, coursebook 3 by Arakin) or ask them
to choose any text from the coursebook they use toteach their students. Ask groups to adapt
the text and prepare a photocopiable version of their work to present it to the whole group.

» Distribute handouts 1a, 1b, 1c, 1dEto the 4 groups and tell them that they can use one of the
strategies presented on the handouts.
» Support groups with ideas as you monitor their work.

» When groups have finished, help participants to make photocopies of the materials they
produced to includein their Portfolio as entry 10.

> Allow ten minutes for groups to review each others’ work.

@(10 min) Invite questions and comments from groups.

> Tell participants that they have easified a long and difficult text which some students may
findboring in order to make it more accessible for their students. Say that in the next activity
you would like them to brainstorm practical ideas on how to supplement a text.

Activity 3 Practical ideas on supplementing a text

Objective:  to give participants an opportunity to brainstorm ideas on supplementing a text
Time: 15 min
Materials: none

Procedure:
> @(15 min) Ask participants the following questions and elicit answers after each question:

79



What can you do if your textbook does not have enough practical grammar/ vocabulary
exercises, pictures, cultural information, listening material or questions to discuss?
Where can you find additional materials?

~

Possible answers:

find appropriate exercises, pictures, additional information for the text and bring
them to class

find pictures inmagazines, newspapers, the internet, use encyclopaedias, other
coursebooks such as Headway, Reward, Inside Out , take additional grammar
exercises from grammar practice books (e.g. from books by R. Murphy, P. Ur or
M. Swan), add your own vocabulary tasks and questions on the text.

Tell participants that by bringing supplementary materials teachers can make lessons
more interesting and raise students’ motivation to learnEnglish.

@(10 min)Ask participants to go back to the list of problems in the Lead in activity. Ask
groups to discuss the following question in groups:

~ Which of these problems can a teacher solve by adapting and/or supplementing

coursebook materials?

Write the answers the groups give next to the problemon the flipchart. See the example
below.

~

Exercises are too short (not enough items for practice) — supplement (e.g. resort to
Murphy)

Grammar and vocabulary is not contextualised — supplement (extra texts) or adapt
by providing mini-contexts

Deductive, ‘top-down’ approach to grammar rules — supplement

Text is too long/too boring/too difficult/out of date/culturally inappropriate — adapt
by easifying

Text is not authentic — supplement with extra material from newspapers etc

Not enough communicative activities — supplement (use resource books)

No visual material — supplement (bring in pictures, draw on the board, act out etc)
No listening material — supplement with appropriate listening material, if given
listening material is difficult, adapt it appropriately

No progress checks — develop progress checks on the material taught

No pre-, while- and post- tasks for reading — supplement and/or adapt

Not enough opportunities for a variety of interaction — adapt (do traditional
exercises in non-traditional ways, e.g. in groups or pairs)

Summary
» Establish that no coursebook is ideal and it is the teachers’ responsibility to find ways of

building a bridge between the class and materials in the coursebook. It will also raise
students” motivation if they see that their teachers are doing extra work in order to make
lessons more interesting and meaningful for them.

ADAPTING AND SUPPLEMENTING MATERIALS
Activity 1, Handout 1a, Adapting a text

TO SIR, WITH LOVE
By E. R. Braithwaite
Chapter 8
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(Extract)

Read the following text and write 3 words that you don’t know, in the right column.

Each Friday morning the whole school spent the pre-
recess period in writing their Weekly Review. This was one of the
old Man’s pet schemes: and one about which he would brook no
interference. Each child would review the events of his school
week in his own words, in his own way; he was free to comment,
to criticize, to agree or disagree, with any person, subject or
method, as long as it was in some way associated with the school.
No one and nothing was sacred, from the Headmaster down, and
the child, moreover, was safe from any form of reprisal.

“Look at it this way,” Mr. Florian said. “It is of advantage
to both pupils and teacher. If a child wants to write about
something which matters to him, he will take some pains to set it
down as carefully and with as much detail as possible; that must
in some way improve his written English in terms of spelling,
construction and style. Week by week we are able, through his
review, to follow and observe his progress in such things. As for
the teachers, we soon get a pretty good idea what the children
think of us and whether or not we are getting close to them... You
will discover that these children are reasonably fair, even when
they comment on us. If we are careless about our clothing,
manners or person they will soon notice it, and it would be
pointless to be angry with them for pointing such things out.
Finally, from the reviews, the sensible teacher will observe the
trend of individual and collective interests and plan his work
accordingly.”

On the first Friday of my association with the class | was
anxious to discover what sort of figure I cut in front of them, and
what kind of comment they would make about me. I read through
some of the reviews at lunch-time, and must admit to a mixture of
relief and disappointment at discovering that, apart from
mentioning that they had a new “blackie” teacher, very little
attention was given to me...

It occurred to me that they probably imagined | would be
as transient as my many predecessors, and therefore saw no point
in wasting either time or effort in writing about me. But if | had
made so little impression on them, it must be my own fault, |
decided. It was up to me to find some way to get through to them.

Thereafter | tried very hard to be a successful teacher with
my class, but somehow, as day followed day in painful
procession, | realized that | was not making the grade. | bought
and read books on the psychology of teaching in an effort to
discover some way of providing the children with the thought of
intellectual challenge to which they would respond, but the
suggested methods somehow did not meet my particular need,
and just did not work. It was as if | were trying to reach the
children through a thick pane of glass, so remote and uninterested
they seemed.

Looking back, I realize that in fact | passed through three
phases in my relationship with them. The first was the silent

Recess n.- a time when children
are allowed to go outside and play
during the day

Brook no sth v. - not to allow
something

Sacred adj. - very important and
treated with great respect
Reprisal n. - Usually: an act of
revenge or punishment

To set smth down v. - to write
something on paper in order to
record it

Fair adj. - just and balanced

Association n. —a connection or
relationshipwith another person or

group

Transient n. - continuing for only
a short time

To make the grade v. - to succeed
/ to reach the necessary standard
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treatment, and during that time, for my first few weeks, they
would do any task I set them without question or protest, but
equally without interest or enthusiasm; and if their interest was
not required for the task in front of them would sit and stare at me
with the same careful patient attention a birdwatcher devotes to
the rare feathered visitor...

| took great pains with the planning of my lessons, using
illustrations from the familiar things of their own background... 1
created various problems within the domestic framework, and
tried to encourage their participation, but it was as though there
were a conspiracy of indifference, and my attempts at formality
fell pitifully flat.

Gradually they moved on to the second and more
annoying phase of their campaign, the “noisy” treatment. It is true
to say that all of them did not actively join in this but those who
did not were obviously in some sympathy with those who did.
During a lesson, especially one in which it was necessary for me
to read or speak to them, someone would lift the lid of a desk and
then let it fall with a loud bang; the culprit would merely sit and
look at me with wide innocent eyes as if it were an accident.

They knew as well as | did that there was nothing I could
do about it, and I bore it with as much show of aplomb as I could
manage. One or two such interruptions during a lesson were
usually enough to destroy its planned continuity... So | felt angry
and frustrated when they rudely interrupted that which was being
done purely for their own benefit.

One morning | was reading to them some simple poetry.
Just when | thought I had inveigled them into active interest, one
of the girls, Monica Page, let the top of the desk fall; the noise
seemed to reverberate in every part of my being and | felt a
sudden burning anger. | looked at her for some moments before
daring to open my mouth; she returned my gaze, then casually
remarked to the class at large: “The bleeding thing won’t stay
up.” It was all rather deliberate, the noisy interruption and the
crude remark, and it heralded the third stage of their conduct.
From then on the words “bloody” or “bleeding” were hardly ever
absent from any remark they made to one another especially in
the classroom. They would call out to each other on any silly
pretext and refer to the “bleeding” this or that, and always in a
voice loud enough for my ears. One day during an arithmetic
period | played right into their hands. | was so overcome by anger
and disgust that I completely lost my temper ... | went upstairs
and sat in the library, the only place where I could be alone for a
little while. | felt sick at heart, because it seemed that this latest
act, above all others, was intended to display their utter disrespect
for me. They seemed to have no sense of decency, these children;
everything they said or did was colored by an ugly viciousness, as
if their minds were forever rooting after filth. “Why, oh why,” |
asked myself, “did they behave like that? What was wrong with
them?”

Conspiracy of indifference n. —
Here: agreement not to show
interest

Culprit n. - a person who has
done something wrong or against
the law

Aplomb n. - if somebody does
something with aplomb they do it
in a confident and successful way,
often in a difficult situation

To inveigle v. - to achieve control
over somebody in a clever and
manipulative way, especially so
that they will do what you want

‘bleeding’ is a taboo adjective;
‘thing’ refers to the lid of the

desk==
To herald v. - to be a sign that
something is going to start

Pretext n. - a false reason that you
give for doing something.

Utter adj. - complete or extreme
Decency n. - morally correct
behaviour

Viciousness n. - Cruelty and
hatred combined

Filth n. - any very dirty and
unpleasant substance
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ADAPTING AND SUPPLEMENTING MATERIALS
Activity 1, Handout 1b, Adapting a text

TO SIR, WITH LOVE
Chapter 8

(Extract)
Read the text and answer the questions on the right column.

By E. R. Braithwaite

Each Friday morning the whole school spent the pre-recess <—— period
in writing their Weekly Review. This was one of the old Man’s pet
schemes: and one about which he would brook no interference. Each child would
review the events of his school week in his own words, in his own way; he was free
to comment, to criticize, to agree or disagree, with any person, subject or method,
as long as it was in some way associated with the school. No one and nothing was
sacred, from the Headmaster down, and the child, moreover, was safe
from any form of reprisal. —

“Look at it this way,” Mr. Florian said. “It is of
advantage to both pupils and teacher. If a child wants to v\
write about something which matters to him, he will take
some pains to set it down as carefully and with as much detail as possible; that
must in some way improve his written English in terms of spelling, construction
and style. Week by week we are able, through his review, to follow and observe his
progress in such things. As for the teachers, we soon get a pretty good idea what
the children think of us and whether or not we are getting close to them... You will
discover that these children are reasonably fair, even when they comment on us. If
we are careless about our clothing, manners or person they will soon notice it, and
it would be pointless to be angry with them for pointing such things out. Finally,
from the reviews, the sensible teacher will observe the trend of individual and
collective interests and plan his work accordingly.”

On the first Friday of my association with the class | was anxious to
discover what sort of figure | cut in front of them, and what kind of comment they
would make about me. I read through some of the reviews at lunch-time, and must
admit to a mixture of relief and disappointment at discovering that, apart from
mentioning that they had a new “blackie” teacher, very little attention was given to
me...

It occurred to me that they probably imagined | would be as transient as my
many predecessors, and therefore saw no point in wasting either time or effort in
writing about me. But if | had made so Tittle impression on them, it MUStbe my
own fault, | decided. It was up to me to find some way to get through to them.

Thereafter | tried very hard to be a successful teacher with my class, but
somehow, as day followed day in painful procession, I realized that | was not
making the grade. | bought and read books on the psychology of teaching in an
effort to discover some way of providing the children with the thought of
intellectual challenge to which they would respond, but the suggested methods
somehow did not meet my particular need, and just did not work. It was as if | were
trying to reach the children through a thick pane of glass, so remote and
uninterested they seemed.

Looking back, I realize that in fact | passed through three phases in my
relationship with them. The first was the silent treatment, i ime, for
my first few weeks, they would do any task I set them without question or protest,
but equally without interest or enthusiasm; and if their interest was not required for
the task in front of them would sit and stare at me with the same careful patient
attention a birdwatcher devotes to the rare feathered visitor...

| took great pains with the planning of my lessons, using illustrations
from the familiar things of their own background... | created various problems
within the domestic framework, and tried to encourage their participation, but it

What do you think pre-
means here?

Were children criticised
for criticising their
teachers?

Do you see only
advantage in this
scheme?

Do you think they had
different teachers in the
past?Why did theyhave
different teachers?

Why do you think
“were”” was used not
was”?
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was as though there were a conspiracy of indifference, and my attempts at
formality fell pitifully flat.

Gradually they moved on to the second and more annoying phase of their
campaign, the “noisy” treatment. It is true to say that all of them did not actively
join in this but those who did not were obviously in some sympathy with those who
did. During a lesson, especially one in which it was necessary for me to read or
speak to them, someone would lift the lid of a desk and then let it fall with a loud
bang; the culprit would merely sit and look at me wigh wide innocent eyes as if it
were an accident.

They knew as well as | did that there was nothing | could do about it, and |
bore it with as much show of aplomb as | could manage. One or two such
interruptions during a lesson were usually enough to destroy its planned
continuity... So | felt angry and frustrated when they rudely interrupted that which
was being done purely for their own benefit.

One morning | was reading to them some simple poetry. Just when |
thought I had inveigled them into active interest one of the girls, Monica Page, let
the top of the desk fall; the noise seemed to reverberate in every part of my being
and I felt a sudden burning anger. | looked at her for some moments before daring
to open my mouth; she returned my gaze, then casually remarked to the class at
large: “The bleeding thing won’t stay up.” It was all rather deliberate, the noisy
interruption and the crude remark, and it heralded the third stage of their conduct.
From then on the words “bloody” or “bleeding” were hardly ever absent from any
remark they made to one another especially in the classroom. They would call out
to each other on any silly pretext and refer to the “bleeding” this or that, and always
in a voice loud enough for my ears. One day during an arithmetic period | played
right into their hands. | was so overcome by anger and disgust that | completely
lost my temper ... | went upstairs and sat in the library, the only place where |
could be alone for a little while. | felt sick at heart, because it seemed that this latest
act, above all others, was intended to display their utter disrespect for me. They
seemed to have no sense of decency, these children; everything they said or did
was colored by an ugly viciousness, as if their minds were forever rooting after
filth. “Why, oh why,” | asked myself, “did they behave like that? What was wrong
with them?”

Do you think there was
more than one culprit?
If you do, what makes
you think so?

ADAPTING AND SUPPLEMENTING MATERIALS
Activity 1, Handout 1c, Adapting a text

Pre reading task
Before you read discuss the following questions in groups:

~ How did the principal / thehead of the chair behave?
~ How did pupils / students behave?

TO SIR, WITH LOVE

Chapter 8
(Extract)

While reading task

b) The narrator didn’t find anything about himself in pupils’ weekly reviews.
C) The narrator worked hard on himself to make his lessons interesting.

~ Think of thetime when you startedteaching at school, college, university?

Read the following text and write T if the statement is true and F if the statement is false:
a) Mr. Florian thinks that reading pupils’ weekly reviews helps teachers a lot in their work.

By E. R. Braithwaite
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d) Pupils’ didn’t like the narrator’s lessons at all and tried to interrupt him during the lessons.

e) The narrator felt angry and frustrated when they rudely interrupted him, but couldn’t do anything.
Each Friday morning the whole school spent the pre-recess period in writing their Weekly Review. This
was one of the old Man’s pet schemes: and one about which he would brook no interference. Each child
would review the events of his school week in his own words, in his own way; he was free to comment, to
criticize, to agree or disagree, with any person, subject or method, as long as it was in some way
associated with the school. No one and nothing was sacred, from the Headmaster down, and the child,
moreover, was safe from any form of reprisal.

“Look at it this way,” Mr. Florian said. “It is of advantage to both pupils and teacher. If a child
wants to write about something which matters to him, he will take some pains to set it downas carefully
and with as much detail as possible; that must in some way improve his written English in terms of
spelling, construction and style. Week by week we are able, through his review, to follow and observe his
progress in such things. As for the teachers, we soon get a pretty good idea what the children think of us
and whether or not we are getting close to them... You will discover that these children are reasonably
fair, even when they comment on us. If we are careless about our clothing, manners or person they will
soon notice it, and it would be pointless to be angry with them for pointing such things out. Finally, from
the reviews, the sensible teacher will observe the trend of individual and collective interests and plan his
work accordingly.”

On the first Friday of my association with the class | was anxious to discover what sort of figure |
cut in front of them, and what kind of comment they would make about me. | read through some of the
reviews at lunch-time, and must admit to a mixture of relief and disappointment at discovering that, apart
from mentioning that they had a new “blackie” teacher, very little attention was given to me...

It occurred to me that they probably imagined | would be as transient as my many predecessors,
and therefore saw no point in wasting either time or effort in writing about me. But if | had made so little
impression on them, it must be my own fault, I decided. It was up to me to find some way to get through
to them.

Thereafter | tried very hard to be a successful teacher with my class, but somehow, as day
followed day in painful procession, | realized that | was not making the grade. | bought and read books on
the psychology of teaching in an effort to discover some way of providing the children with the thought of
intellectual challenge to which they would respond, but the suggested methods somehow did not meet my
particular need, and just did not work. It was as if | were trying to reach the children through a thick pane
of glass, so remote and uninterested they seemed.

Looking back, I realize that in fact I passed through three phases in my relationship with them.
The first was the silent treatment, and during that time, for my first few weeks, they would do any task |
set them without question or protest, but equally without interest or enthusiasm; and if their interest was
not required for the task in front of them would sit and stare at me with the same careful patient attention a
birdwatcher devotes to the rare feathered visitor...

I took great pains with the planning of my lessons, using illustrations from the familiar things of
their own background... I created various problems within the domestic framework, and tried to
encourage their participation, but it was as though there were a conspiracy of indifference, and my
attempts at formality fell pitifully flat.

Gradually they moved on to the second and more annoying phase of their campaign, the “noisy”
treatment. It is true to say that all of them did not actively join in this but those who did not were
obviously in some sympathy with those who did. During a lesson, especially one in which it was
necessary for me to read or speak to them, someone would lift the lid of a desk and then let it fall with a
loud bang; the culpritwould merely sit and look at me with wide innocent eyes as if it were an accident.

They knew as well as | did that there was nothing I could do about it, and | bore it with as much
show of aplomb as I could manage. One or two such interruptions during a lesson were usually enough to
destroy its planned continuity... So | felt angry and frustrated when they rudely interrupted that which
was being done purely for their own benefit.

One morning | was reading to them some simple poetry. Just when | thought | had inveigledthem
into active interest, one of the girls, Monica Page, let the top of the desk fall; the noise seemed to
reverberate in every part of my being and | felt a sudden burning anger. | looked at her for some moments
before daring to open my mouth; she returned my gaze, then casually remarked to the class at large: “The
bleeding thing won’t stay up.” It was all rather deliberate, the noisy interruption and the crude remark, and
it heralded the third stage of their conduct. From then on the words “bloody” or “bleeding” were hardly
ever absent from any remark they made to one another especially in the classroom. They would call out to
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each other on any silly pretext and refer to the “bleeding” this or that, and always in a voice loud enough
for my ears. One day during an arithmetic period I played right into their hands. | was so overcome by
anger and disgust that | completely lost my temper ... | went upstairs and sat in the library, the only place
where | could be alone for a little while. | felt sick at heart, because it seemed that this latest act, above all
others, was intended to display their utterdisrespect for me. They seemed to have no sense of decency,
these children; everything they said or did was colored by an ugly viciousness, as if their minds were
forever rooting after filth. “Why, oh why,” | asked myself, “did they behave like that? What was wrong
with them?”

Post reading task

~ Write a letter to the Headmaster explaining the situation and asking for advice.

~You are a pupil.Write a letter to a friend describingyour feelings and theteacher’s feelings about
what happened in the class.

ADAPTING AND SUPPLEMENTING MATERIALS
Activity 1, Handout 1d, Adapting a text

TO SIR, WITH LOVE
By E. R. Braithwaite
Chapter 8
(Extract)
Read the 4 parts of the text and complete the tasks.

Part 1

Each Friday morning the whole school spent the pre-recess period in writing their Weekly
Review. This was one of the old Man’s pet schemes: and one about which he would brook no
interference. Each child would review the events of his school week in his own words, in his own way;
he was free to comment, to criticize, to agree or disagree, with any person, subject or method, as long as
it was in some way associated with the school. No one and nothing was sacred, from the Headmaster
down, and the child, moreover, was safe from any form of reprisal.

“Look at it this way,” Mr. Florian said. “It is of advantage to both pupils and teacher. If a child
wants to write about something which matters to him, he will take some pains to set it down as carefully
and with as much detail as possible; that must in some way improve his written English in terms of
spelling, construction and style. Week by week we are able, through his review, to follow and observe
his progress in such things. As for the teachers, we soon get a pretty good idea what the children think of
us and whether or not we are getting close to them... You will discover that these children are
reasonable fair, even when they comment on us. If we are careless about our clothing, manners or person
they will soon notice it, and it would be pointless to be angry with them for pointing such things out.
Finally, from the reviews, the sensible teacher will observe the trend of individual and collective
interests and plan his work accordingly.”

On the first Friday of my association with the class | was anxious to discover what sort of figure
I cut in front of them, and what kind of comment they would make about me.

Answer the following question and do thetasks:
~ What do you think students wrote about this teacher?
~ Find any disadvantages in the scheme from astudent’s perspective.
~ Find any disadvantage from ateacher’s perspective.

Part 2

I read through some of the reviews at lunch-time, and must admit to a mixture of relief and
disappointment at discovering that, apart from mentioning that they had a new “blackie” teacher,
very little attention was given to me...

It occurred to me that they probably imagined | would be as transient as my many
predecessors, and therefore saw no point in wasting either time or effort in writing about me. But if |
had made so little impression on them, it must be my own fault, | decided. It was up to me to find
some way to get through to them.
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~ What do you think the teacher willdo next?
Read the next extract.

Part 3

Thereafter | tried very hard to be a successful teacher with my class, but somehow, as day followed
day in painful procession, I realized that | was not making the grade. | bought and read books on the
psychology of teaching in an effort to discover some way of providing the children with the thought of
intellectual challenge to which they would respond, but the suggested methods somehow did not meet my
particular need, and just did not work. It was as if | were trying to reach the children through a thick pane of
glass, so remote and uninterested they seemed.

Looking back, I realize that in fact | passed through three phases in my relationship with them. The
first was the silent treatment, and during that time, for my first few weeks, they would do any task I set
them without question or protest, but equally without interest or enthusiasm; and if their interest was not
required for the task in front of them would sit and stare at me with the same careful patient attention a
birdwatcher devotes to the rare feathered visitor...

I took great pains with the planning of my lessons, using illustrations from the familiar things of
their own background... | created various problems within the domestic framework, and tried to encourage
their participation, but it was as though there were a conspiracy of indifference, and my attempts at
formality fell pitifully flat.

Gradually they moved on to the second and more annoying phase of their campaign, the “noisy”
treatment. It is true to say that all of them did not actively join in this but those who did not were obviously
in some sympathy with those who did. During a lesson, especially one in which it was necessary for me to
read or speak to them, someone would lift the lid of a desk and then let it fall with a loud bang; the culprit
would merely sit and look at me with wide innocent eyes as if it were an accident.

They knew as well as | did that there was nothing | could do about it, and I bore it with as much
show of aplomb as I could manage. One or two such interruptions during a lesson were usually enough to
destroy its planned continuity... So | felt angry and frustrated when they rudely interrupted that which was
being done purely for their own benefit.

One morning | was reading to them some simple poetry. Just when | thought | had inveigled them
into active interest one of the girls, Monica Page, let the top of the desk fall; the noise seemed to reverberate
in every part of my being and I felt a sudden burning anger.

Answer the following questions:

~ Why was the teacher dissatisfied with his class’s attitude to him?
~ What do you think the teacher did? What would you do if you were in the same situation?

Part 4

I looked at her for some moments before daring to open my mouth; she returned my gaze, then
casually remarked to the class at large: “The bleeding thing won’t stay up.” It was all rather deliberate, the
noisy interruption and the crude remark, and it heralded the third stage of their conduct. From then on the
words “bloody” or “bleeding” were hardly ever absent from any remark they made to one another
especially in the classroom. They would call out to each other on any silly pretext and refer to the
“bleeding” this or that, and always in a voice loud enough for my ears. One day during an arithmetic
period | played right into their hands. | was so overcome by anger and disgust that I completely lost my
temper ... | went upstairs and sat in the library, the only place where I could be alone for a little while. |
felt sick at heart, because it seemed that this latest act, above all others, was intended to display their utter
disrespect for me. They seemed to have no sense of decency, these children; everything they said or did
was colored by an ugly viciousness, as if their minds were forever rooting after filth. “Why, oh why,” |
asked myself, “did they behave like that? What was wrong with them?”
Answer the following question:
Why didn’t the narrator do anything to stop the third stage of the pupils’ behaviour? Give reasons for your
answer.

MODUL 3. LANGUAGE TESTING AND ASSESSMENT
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Lesson 19. Introduction to the course.
Basic principlesof language assessment.

Module: Language Testing and Assessment

Topic: Introduction to the course. Basic principlesof language assessment.
Time: 80 minutes
Aim: To introduce the students to the course

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge:

Cambridge University Press.
1. Paul, J.Black (1998) Testing: Friend or Foe?

Aids: Charts, laptop with speakers, audio recordings, handouts, white board

Aims:

to acquaint students with the theory and practice of assessment and testing
to develop students’ ability to differentiate between the purpose and focus of assessment

Objectives
By the end of the course students will:

be aware of basic principles of language assessment
be aware of different types of language tests

be able to analyse the appropriateness of alternative ways of assessment to certain
teaching contexts

be aware of different types of continuous assessment
be able to design assessment tools and plan assessment procedures

Indicative content

Assessment:
0 summative; formative;
Testing:
o validity, reliability, practicality
o Criterion referencing; norm referencing
O Specification
0 Test types (proficiency, achievement, progress, etc.)
CEFR (Common European Framework of Reference)
Test methods (mcqg., multiple matching, etc.); Basics of test design (instruction,
distracters, etc.)
How to test/ assess
0 Writing
Reading
Listening
Speaking
Integrated skills
Vocabulary
o Grammar
Alternative ways of assessment (portfolio assessment, self-assessment, project work,
logs, reflection tools, etc.)
Planning assessment
Washback (influence of assessment on teaching)

O O0OO0OO0O0

Approaches to teaching and learning
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Mini-lectures
Workshop sessions
Self study
Case studies
e Analysis of assessment tools
Learning outcomes
Students should have developed:
e an ability to critically evaluate assessment tools
e an ability to design and use limited range of assessment tools

Semester 7
Continuous Assessment 40%
e Participation 10%
e Test analysis (Analytical Report see specification) 30%
Mid course assessment
e Test analysis 30%
Final assessment
e Project work 30%

Materials and resources
.Hughes A. (2003), Testing for Language Teaching. Cambridge. Cambridge University Press.

Paul, J.Black (1998), Testing: Friend or Foe? The Theory and Practice of Assessment and
Testin. RoutledgeFalmer: London and NY Tylor and Francis Group.

Council of Europe. (2001), Common European Framework of Reference for languages:
Learning, teaching, assessment. Cambridge University Press

Language Testing and Assessment
Assessment Specification

Test analysis
Analytical Report: students analyze language tests from previous language courses (Year 1,
Year 2) and write analytical report (max 350-550 words). The language test analysis should
cover at least two of the following aspects: focus, instructions, face validity, construct validity,
reliability, practicality, test methods.
Assessment criteria: 40%

o Task fulfillment 10%

e Awareness of principles for analysing the given aspects 10%

e Awareness of basics of test development 10%

e Participation 10%
Test analysis
Students develop assessment criteria for evaluating one of the alternative ways of assessment
such as portfolios, logs, essays, reflective writing, diaries, project work, etc. students can use first
or second year students’ portfolios, written works, etc for completing this task.
Assessment criteria: 30%

e Task fulfilment 10%
e Appropriateness of criteria 10%
e Appropriateness of assessment tools (does he/she choose appropriate tool to
create criteria)  10%
Project work specification
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Students, in groups of 4 people, develop a progress test with assessment criteria to assess
(including at least 2 test methods: multiple choice, banked/gap filling, multiple matching):
- Group 1 —grammar + vocabulary
Group 2 - reading
Group 3 - listening
Group 4 — writing
- Group 5 —speaking
Test specification also should be provided by each group.
(Note: Ss may use textbooks that are available at the secondary schools/colleges, and choose
a unit)
Assessment criteria 30%
1. task fulfilment 6%
2. coverage of the focus (language skill/language area) 6%
3. appropriate use of different test methods 6%
4
5

design, layout, and instruction of the test 6%
appropriateness of assessment criteria and specification 6%

Lesson 20. Testing:

. Validity, reliability, practicality;
. Criterion referencing; norm referencing;
. Specification

Module: Language Testing and Assessment

Topic: Testing:
. Validity, reliability, practicality;
. Criterion referencing; norm referencing;
» Specification
Time: 80 minutes
Aim: To let students analyse the validity, reliability, practicality of testing

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge:
Cambridge University Press.
2. Paul, J.Black (1998) Testing: Friend or Foe?
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1. Practicality, Reliability, Validity, Authenticity, and Washback
A. Practicality
An effective test is practical. This means that it
Is not excessively expensive,
Stays within appropriate time constraints,
Is relatively easy to administer, and
e Has a scoring/evaluation procedure that is specific and time-efficient.
A test that is prohibitively expensive is impractical. A test of language proficiency that takes a
student five hours to complete is impractical-it consumes more time (and money) than necessary
to accomplish its objective. A test that requires individual one-on-one proctoring is impractical
for a group of several hundred test-takers and only a handful of examiners. A test that takes a
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few minutes for a student to take and several hours for an examiner too evaluate is impractical
for most classroom situations.

B. Reliability

A reliable test is consistent and dependable. If you give the same test to the same student or
matched students on two different occasions, the test should yield similar result. The issue of
reliability of a test may best be addressed by considering a number of factors that may contribute
to the unreliability of a test. Consider the following possibilities (adapted from Mousavi, 2002, p.
804): fluctuations in the student, in scoring, in test administration, and in the test itself.
Student-Related Reliability

He most common learner-related issue in reliability is caused by temporary illness, fatigue, a
“bad day,” anxiety, and other physical or psychological factors, which may make an “observed”
score deviate from one’s “true” score. Also included in this category are such factors as a test-
taker’s “test-wiseness” or strategies for efficient test taking (Mousavi, 2002, p. 804).

Test Reliability

Sometimes the nature of the test itself can cause measurement errors. If a test is too long, test-
takers may become fatigued by the time they reach the later items and hastily respond
incorrectly. Timed tests may discriminate against students who do not perform well on a test
with a time limit. We all know people (and you may be include in this categoryl) who “know”
the course material perfectly but who are adversely affected by the presence of a clock ticking
away. Poorly written test items (that are ambiguous or that have more than on correct answer)
may be a further source of test unreliability.

C. Validity

By far the most complex criterion of an effective test-and arguably the most important principle-
is validity, “the extent to which inferences made from assessment result are appropriate,
meaningful, and useful in terms of the purpose of the assessment” (Ground, 1998, p. 226). A
valid test of reading ability actually measures reading ability-not 20/20 vision, nor previous
knowledge in a subject, nor some other variable of questionable relevance. To measure writing
ability, one might ask students to write as many words as they can in 15 minutes, then simply
count the words for the final score. Such a test would be easy to administer (practical), and the
scoring quite dependable (reliable). But it would not constitute a valid test of writing ability
without some consideration of comprehensibility, rhetorical discourse elements, and the
organization of ideas, among other factors.

Content-Relate Evidence

If a test actually samples the subject matter about which conclusion are to be drawn, and if it
requires the test-takers to perform the behavior that is being measured, it can claim content-
related evidence of validity, often popularly referred to as content validity (e.g., Mousavi, 2002;
Hughes, 2003). You can usually identify content-related evidence observationally if you can
clearly define the achievement that you are measuring.

Criterion-Related Evidence

A second of evidence of the validity of a test may be found in what is called criterion-related
evidence, also referred to as criterion-related validity, or the extent to which the “criterion” of the
test has actually been reached. You will recall that in Chapter I it was noted that most classroom-
based assessment with teacher-designed tests fits the concept of criterion-referenced assessment.
In such tests, specified classroom objectives are measured, and implied predetermined levels of
performance are expected to be reached (80 percent is considered a minimal passing grade).
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Construct-Related Evidence

A third kind of evidence that can support validity, but one that does not play as large a role
classroom teachers, is construct-related validity, commonly referred to as construct validity. A
construct is any theory, hypothesis, or model that attempts to explain observed phenomena in our
universe of perceptions. Constructs may or may not be directly or empirically measured-their
verification often requires inferential data.

D. Authenticity

An fourth major principle of language testing is authenticity, a concept that is a little slippery to
define, especially within the art and science of evaluating and designing tests. Bachman and
Palmer (1996, p. 23) define authenticity as “the degree of correspondence of the characteristics
of a given language test task to the features of a target language task,” and then suggest an
agenda for identifying those target language tasks and for transforming them into valid test
items.

E. Washback

A facet of consequential validity, discussed above, is “the effect of testing on teaching and
learning” (Hughes, 2003, p. 1), otherwise known among language-testing specialists as
washback. In large-scale assessment, wasback generally refers to the effects the test have on
instruction in terms of how students prepare for the test. “Cram” courses and “teaching to the
test” are examples of such washback. Another form of washback that occurs more in classroom
assessment is the information that “washes back” to students in the form of useful diagnoses of
strengths and weaknesses. Washback also includes the effects of an assessment on teaching and
learning prior to the assessment itself, that is, on preparation for the assessment.

F. Applying Principles to the Evaluation of Classroom Tests

The five principles of practicality, reliability, validity, authenticity, and washback go a long way
toward providing useful guidelines for both evaluating an existing assessment procedure and
designing one on your own. Quizzes, tests, final exams, and standardized proficiency tests can
all be scrutinized through these five lenses.

Avre the test procedures practical?

Is the test reliable?

Does the procedure demonstrate content validity?

Is the procedures face valid and “biased for best”?

Avre the test tasks as authentic as possible?

Does the test other beneficial washback to the learner?

Handout 2. Basics of test design

These are tests, activities and tasks designed 1o give learners opportunities to practise and extend
their use of language, such as new vocabulary, functional exponents or grammatical structures,
or of the subskills of reading, listening, speaking or writing. There are many different kinds of
activities and tasks with different names and different uses.

Task 1. Here are two writing activities. Con you fund three teaching differences between them?

Activity 1 4 1. use a computer.

Complete these sentences about yourself 51....... run very fast.

with can or can 7. Activity 2

11.. swim. Write an invitation inviting your friends
2 |......... speak Mandarin. to your birthday party.

3l play the guitar. * Invite them.
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* Tell them: the time
the date the address of the party.

Wec can see thai both lhese activities give learners an opportunity to use language, but in different

ways.
Activity 1 Activity 2

* isa controlled/restricted practice * is a less controlled/freer practice
activity because learners can only use activity because the language the learners
certain items of language will use is not carefully limited or
 focuses on accurate use of language controlled

* isa gap-fill exercise. » focuses on communicating a message

* isatask.

The same kinds of differences can also be seen in other activities for speaking, writing and
learning new language. Drills (guided repetitions), copying words or sentences, jazz chants,
dictation and reading aloud are other examples of controlled practice activities. In freer activities
the teacher or the materials do not limit the language that learners use. Examples of these are:
discussions; solving problems through exchanging ideas; sharing or comparing ideas
information or experiences; writing emails, stories, letters, invitations or compositions.

Here are six more activities. What skill/siibskill/language do they focus on? What is the name
of the type of activity?

1 Read the story. Then answer these 4  Listen to the tape, and in pairs fill in
questions: this form:

a How old is the girl? Girl'sname: .......cccceeeevivinenn,

b Where does she live? Girl's address: .......ccccoeveeenee.

¢ What is her friend's name? Name of girl's friend: ............

2 A Listen to the tape and choose the 5 Work in pairs. Each of you should use

best answer: one of these role cards.

The children's school is: A Your friend has a problem. Give

a near their house him/her the best advice you can.

b near the shops B You have a problem. You want to

c opposite the post office go to university, but you find

B Now listen again. Are these studying very difficult. Ask your

sentences true or false? friend for advice.

a The school is new. 6 Get into groups of four. Find out which

b The classroom is big. food your friends like and dislike most.

¢ The library has many books. Ask:

3 Look at these pictures and ihen read Which food do you like most?
the story. Put the pictures in the Which food do you dislike most?

correct order. Write the corrcct
number (1-6) under each picture.

Here are the answers to the questions above:

Activity|  Skill/subskill/longuage Type of activity
1 Reading for specific Wh- questions (questions beginning with question words:
information e.g. which/what/how/when/why) for comprehension
2 Listening for specific A Multiple-choice questions (an activity in which you
information choose the best answer from three or more possible
answers)
B True/False questions (an activity in which you decide
whether statements are correct or incorrect)
3 Reading for detail Ordering
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4 Listening for specific Form filling
information

9) Fluency in speaking/freer  |Role-play (an activity in which you imagine that you are
practice of new language  |someone else in a specific situation)

6 Accuracy in speaking/ Survey (finding out the opinions of a group on one topic)
controlled practice of new
language

We can see iliai activities tan differ in several ways: ilie skill or subskill tJ icy focus on; wlial
type they are and what interaction patterns they use. The kinds of skills or the language they
focus on and the interaction patterns they use are not fixed. So, for example, multiple-choice
questions could be used for reading, listening or grammar activities and can be done
individually, in pairs or in groups. Similarly, form-filling could be used lor reading, listening, or
grammar practice, and done individually, in pairs or in groups.

Activities 5 and 6 both involve learners talking to one another to exchange information they
don't know. This means they are talking in order to communicate, not just to practise language.
This kind of activity in which learners exchange information that only one o! them has is called
an information gap or a communicative activity.

An activity may focus on accuracy or communication depending on how it is introduced by
the teacher or the materials. For example, the survey above is focused on accuracy because it
limits the language that learners use to ask and answer two specific questions. If the
instructions for the activity were 'Find out about your friends' likes and dislikes in food', this
would not restrict learners' choice of language and the activity would focus on communication.

Activity 1. What do these activities aim to develop? Put them into the correct column.

Communication Accuracy

choral drilling of pronunciation

role-play

dictation

discussions

gap-fill exercise

story writing

copying words

. repeating new words

L.describing pictures

J. learning conversations by heart

K. problem solving

Activity 2. Which skill(s) could these activities be used to develop?
A. story completion

B. form-filling

C. information gap

D. true/false questions

E. role-play

Activity 3. For questions 1-7, match the descriptions with the teaching activities listed A-H.
There is one extra option which you do not need to use.
Teaching activities

A problem solving

B arole-play

IONMUOE»
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C Labelling

D choral drilling
E form filling

F agame

G asurvey

H project work

Descriptions

1 The teacher says a word and asks all the learners to repeat it together.

2 The teacher puts learners in pairs and asks one of them to act as a lost tourist asking the way,
and the other as a local person giving directions.

3 The learners use maps to work out the best way to get from X to Y

4 The learners listen to a tape and complete a timetable.

5 The learners ask all their classmates their opinion about something and then note it down.

6 The learners go to the local museum, the library and the Internet to find out about dinosaurs.
They then make an exhibition of wall posters about them.

7 The learners choose names of objects from a list and write the names under pictures of the
objects.

Task 1. For questions 1-7, match the underlined clauses with their meanings in the
sentences listed A, B or C. Mark the correct letter (A, B or C) on your answer sheet.
Meanings

A. condition

B. reason

C. result

Clauses

1. It was such a bad film that we walked out.

2. | decided to go and see him since he hadn’t phoned me.

3. | fell asleep in the car because | was so tired.

4. As there was no coffee left, | had a cup of tea.

5. I won’t speak to him again unless he apologises.

6. As long as you can save the money yourself, you can go on the trip.

7. 1 walked into town so that I could avoid the traffic.

Task 2. For questions 8-13, match what the student does with the learning strategies listed
A-G. Mark the correct letter (A—G) on your answer sheet. There is one extra option which
you do not need to use.

Learning strategies

A. illustrating meaning

B. guessing from context

C. memorising

D. highlighting pronunciation features

E. focusing on collocations

F. predicting content from titles

G. consulting reference sources

What the student does

8. I try to identify the part of speech from the other words in the sentence.

9. I make a note of the stress when | put words into my vocabulary notebook.

10. I try to listen out for new words in expressions, rather than individual words.

11. If I’m not sure what form to use, I look it up in a grammar book.

12. I sometimes draw timelines in my grammar notebook.

13. Occasionally, I test myself on recently taught words so | don’t forget them.

Task 3. For questions 14-21, put the stages of a writing skills lesson plan in order.
Mark the correct letter (B—H) on your answer sheet. The first stage (14) is done for you.
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14. A A. The teacher gives the students a short newspaper article about a swimming pool in
their town that may close down and tells them they are going to write a letter to
the newspaper to ask for the pool to stay open.

15. B. Students choose the six best reasons and the teacher writes these on the board.
16. C. Groups check each other’s letters for grammar and spelling errors and correct
these.

17. D. The teacher asks students in groups to brainstorm reasons for keeping the
swimming pool open.

18. E. The teacher asks the students in their groups to write a draft letter using three of
the reasons from the written list.

19. F. The teacher collects all the letters to send to the editor of the newspaper.

20. G. Groups tell the whole class their list of reasons.

21. H. Groups write an improved draft of their letter.

Task 4. For questions 22-26, look at the syllabus areas which a teacher wants to test and
three possible testing methods. Two of the methods are suitable for testing the syllabus
areas. One of the testing methods is NOT suitable. Mark the method (A, B or C) which is
NOT suitable on your answer sheet.

22. spelling of everyday words connected with food and cooking

A. The teacher dictates 25 words from a recipe.

B. Students, in pairs, discuss differences between two pictures of kitchens.

C. Students fi nd mistakes in a restaurant’s menu.

23. knowing the correct word stress for the names of different countries

A. Students underline the appropriate syllable(s) in country names.

B. Students look at three different patterns and categorise each country name under the correct
pattern.

C. Students write country names in the right position on a map of the world.

24. correctly using regular and irregular past simple forms

A. Students tell their partner a story about what they did last summer.

B. Students write an essay about their hopes and plans.

C. Students do a gap-fi I task about a bank robbery in which all the verbs are missing.

25. taking part in simple shopping conversations

A. Students read a text about new supermarkets in Britain.

B. Students do a role-play about buying new shoes.

C. Students record themselves performing a dialogue in a department store.

26. narrating events in writing

A. Students write an email to a friend about something funny that happened to them recently.
B. Students write a business letter to order a product.

C. Students write a story based on a sequence of pictures.
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LESSON 20. ASSESSMENT TYPES: SUMMATIVE AND FORMATIVE. TEST TYPES
(PROFICIENCY, ACHIEVEMENT, PROGRESS)

Module: Language Testing and Assessment

Topic: Assessment types: summative and formative. Test types (proficiency,
achievement, progress)

Time: 80 minutes

Aim: To let students analyse the test types (proficiency, achievement, progress)

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge:
Cambridge University Press.
2. Paul, J.Black (1998) Testing: Friend or Foe?

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Topic: Assessmet types

There are several reasons why we might want to assess learners:

1. At the beginning of a course we might give them a test to find out what they know and don't
know. This is called a diagnostic test. The information from the assessment helps us decide
what to teach and which learners need help in which areas of language.

2.When learners go to a language school or evening classes, the school may want to know what
level the learners are, so they give them a lest. This is called a placement test. We use the
information from a placement test to decide what level of class the learners should go into.

3. After we have finished teaching a part of a course we may want to find out how well learners
have learnt it. This is called formative assessment. If we use a test for this purpose it is
called a progress test. Wc use the information from formative assessment to decide if we
need to continue teaching this area or not, and to give learners feedback on their strengths
and difficulties in learning in this area.

4. At the end of a term or course, we may assess learners to see how well they have learnt the
contents of the whole course. This kind of assessment is called achievement or summative
testing. Learners usually receive a score or mark from this kind of testing and sometimes
feedback on their performance.

5.Sometimes learners take tests to see how good they are at a language. This kind of test is
called a proficiency test. The contents of the test are not based on a course or syllabus that
the learner has followed.

Learners can also assess themselves (self-assessment) or one another (peer assessment).
They usually do this informally with checklists to guide them. The reason for using both of these
kinds of assessment is to help learners to understand their language use and performance better,
and so become more autonomous.

There are many different assessment tasks, e.g gap-fill, multiple-choice questions, true/false
questions, ordering, correcting mistakes, taking part in interviews, conversations or role-plays,
writing letters or compositions, dictation. There are some important difierences between these
tasks:

e Some tasks are like tasks we use outside the classroom to communicate, e.g. a conversation,
an interview, a letter, reading a leaflet for prices. These tasks test communication skills.
Some tasks, e.g. gap-fill, test the accuracy of language use. We do not use them to
communicate, and they do not test communication skills.

e Some tasks, such as gap-fill or choosing between pairs of sounds, just test one thing, e.g.
learners' knowledge of the past tense, or their ability to distinguish between sounds. Some
tasks, such as a composition or a conversation, test many things together. A composition, for
example, tests spelling, handwriting, punctuation, grammar, vocabulary, organisation of
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ideas and fluency of writing. A conversation can test pronunciation, appropriacy,
accuracy, fluency and interaction.

The answers to some kinds of assessment tasks are easy to mark because they are either
right or wrong, e.g. in multiple-choice, true/false, gap-fill and dictation tasks. These are
called objective tests.

Marking some kinds of tasks, e.g. compositions, role-plays, stories, interviews, involves
judging many things together, e.g. for writing: spelling, handwriting, punctuation, grammar,
vocabulary, organisation of ideas, fluency of writing. The learner may do some of these
things well but others poorly. The mark we give to the learners' answers in these kinds of
tasks depends on our judgement. These tasks are called subjective tests.

Another kind of assessment method is a portfolio. This is a collection of learners’ work,
which Ihe learner creates him/herself, or with the teacher, during a course. Often it also
contains comments on the work written by the learner or classmates. Portfolios can be used
for formal or informal assessment.

Some informal assessment methods are: observing learners' spoken or written work and
answers to comprehension tasks: keeping notes on the learners' performance; asking learners
to complete self- or peer-assessment sheets. We often use informal assessment methods to
assess areas such as attitude and effort, particularly with young learners and teenagers.
Informal assessment is often followed up by leedback to the learners on the strengths and
weaknesses of their performance, and suggestions for how to improve.

Activity 1. Here are ten assessment tasks. Can you name them and say what they aim to
test?
1. The learner looks at a simple picture story, then tells the story to the teacher.

2.

The learners listen to a recording describing the appearance of a girl. Then they complete a

picture of the girl by drawing her.

©ENOUIEW

10

Learners take pan in a speaking activity in which they act out parts.

The learners answer some simple questions about themselves orally.

The learners complete blanks with the correct form ol the verb to haw.

The learners choose the correct words lor some pictures, and write them under the pictures.
The learners repeat words after the teacher.

The learners research and write about a topic.

The learners fill in sheets about their own progress.

The teacher keeps notes on learners' difficulties with the area being taught, then discusses

them with the learners.

Answers:

1. Picture composition storytelling: probably use of vocabulary and grammar, pronunciation,
linking, interaction, fluency, accuracy.

2
3.
4

©~No o

10.

Listen and draw: probably listening for spedcific information.

Role-play: probably fluency, specific vocabulary, certain functions and grammar.
. Interview: speaking - probably use of vocabulary and grammar, pronunciation, interaction,

fluency, accuracy.

Gap/blank-fill: the forn of the verb to have accuracy.

Labelling: word and meaning recognition and possibly handwriting.

Repetition drill: pronunciation.

Project work: probably a range of reading skills, problem solving and speaking and writing
skills.

Completing a self-assessment sheet: learners ability to judge their own progress and/or
performance.

Observation. Seeing what difficulties the learners have had in this area, and which areas
may need further teaching.
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Activity 2. For questions 1 -5, match the Instructions with the terms listed A-F. There is
one extra option which you do not need to use.

Terms

A Labeling

B jumbled sentences
C picture composition
D matching

E gap-fill

F discussion
Instructions

1. Read the sentences and complete the blanks with one word only.

2. What are the names of these things? Write the name beside each picture.
3. Draw a line between the words on the left and their meanings on the right.
4. Exchange ideas on the topic with your classmates.

5. Look at these and write the story they tell.

Answer: 1.E 2A 3.D 4F 5.C

TKT Module! Practice test

For questions 56-63. match the coursebook activities with the terms listed A-l.
Mark the correct letter (A-l) on your answer sheet.

There is one extra option which you do not need to use.

Terms

A information gap

free writing
brainstorming
role-play

jumbled text
multiple-choice

form filling
prioritising

wh- comprehension questions
Coursebook activities

56. Read the text and choose the best description of the children.

a) The children played with the ball.

b) The children didn't want to play with the ball.

C) The children couldn't find the ball.

57

Card A

Talk to your partner and find out about his/her family.

Card B

Answer your partner's questions and find out about his/her hobbies.

58. Here is a list of eight objccts you might need on a seaside holiday. With your partner, number
them 1-8 for how important they are to take with you.

toothpaste  sunglasses a good book  your mobile phone

acamera  your credit card a guidebook a swimsuit

59. The paragraphs in this story are in the wrong order. Read them and number them in the
correct order.

60. Complete the blanks with information about yourself.

Name:................. AQE:

P ITOTMOOW
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Address: ................ Nationality: .........ccccevvvvernnnen.

Favourite activity(ies):...... ... Name of best friend:...................

61. Listen to the conversation and then write answers to these questions:
a) Where does the boy live?.........

b) When does he get up?...........

c) Who does he often play with? ........

d) How does he get to school?..........

e) Why does he like going to school?.......

62. Card A

You are lost. Ask a passer-by the way to the National Museum.

Card B

You are in Nathen Street. A tourist asks you the way to the National Museum. Tell him/her the
way.

63. With a partner, make a list of all the words you know about food.

For questions 64-69. look at the following descriptions of assessment activities and three

possible terms for each one.

Choose the correct option A. B or C.

Mark the correct letter (A. B or C) on your answer sheet.

64 The learners listen to two classmates carrying out a role-play and then give them feedback
on their performance.

A a subjective test B teacher assessment C peer assessment

65 The teacher monitors two learners in her class carrying out a role-play. She takes notes on
their performance.

A a placement test B informal assessment C a diagnostic test

66 At the end of term the learners look at their written work, select some of it and putitin a
folder for the teacher to grade.

A formative assessment B a progress test C a portfolio

For questions 75-80. match the classroom activities with their main teaching purposes listed A-
G. Mark the correct letter (A-G) on your answer sheet. There is one extra option which you do
not need to use.

Classroom activities

75  Helping learners to use dictionaries

76  Class discussion

77  Lead-in

78  Vocabulary quiz

79 Jumbled paragraphs

80 Substitution drill

Teaching purposes

A giving controlled practice

B developing understanding of coherence and cohesion
C developing listening skills

D giving fluency practice

E introducing the topic of a lesson

F developing learner autonomy

G revising

Answer:

64C 65B 66C 67B 68C 69C

70B 71D 72C 73A T4E

75F 76D 77E 78G 79B 80A
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Lesson 22. CEFR (Common European Framework of Reference)

Module: Language Testing and Assessment

Topic: CEFR (Common European Framework of Reference)
Time: 80 minutes
Aim: To let students analyse CEFR (Common European Framework of Reference)

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge:
Cambridge University Press.
2.CEFR (Common European Framework of Reference)

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1. CEFR (Common European Framework of Reference)

The Common European Framework of Reference for Languages (CEFR) is an internationally
recognized standard for describing language proficiency. The CEFR is widely-accepted across
Europe, and increasingly common around the world. The EFSET is currently the only
standardized English test that accurately measures all skill levels, beginner to proficient, in
alignment with the CEFR. Other standardized English tests are able to assess some proficiency
levels, but not the entire CEFR scale.

What is the CEFR?

The CEFR is a way of describing how well you speak and understand a foreign language. The
CEFR is a European scale and was specifically designed to apply to any European language, so it
can be used to describe your English skills, your German skills, or your any foreign language
skills (if you have them).

The Common European Framework of Reference gives you a detailed description of learner
level by skill, in a language-neutral format. It is a useful reference document for school directors,
syllabus designers, teachers, teacher trainers and proficient learners.

The CEFR has three broad bands — A, B and C. Very loosely, you can see these as similar to

Beginner, Intermediate and Advanced — though the CEFR levels are more precise than these
terms (and calls them Basic, Independent, and Proficient). Each of those bands is divided into
two, giving us six main levels.

Where did the CEFR come from?

The CEFR was put together by the Council of Europe in the 1990’s as part of a wider effort to
promote collaboration between language teachers across all European countries. The Council of
Europe also wanted to improve clarity for employers and educational institutions who needed to
evaluate candidates’ language proficiency. The framework is intended to be used in both
teaching and assessment.

Rather than being tied to a particular test, the CEFR is a collection of can-do statements that list
the functions you will be able to perform using a foreign language at any given level of
proficiency. For example, one of the level B1 can-do statements is “Can produce simple
connected text on topics that are familiar or of personal interest.” A teacher of any foreign
language can use these can-do statements to evaluate you and design lessons to address the gaps
in your knowledge.

Who uses the CEFR?
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The CEFR is used extensively in language teaching in Europe, both in the public education
sector and in private language schools. In many countries, it has replaced previous leveling
systems used in foreign language teaching. Most education ministries in Europe have an explicit
CEFR-based goal for all students leaving secondary school, for example B2 in their first foreign
language, B1 in their second. For job seekers, many European adults use a standardized test
score, like the TOEIC, to describe their English level.

Adoption of the CEFR is much narrower outside Europe, although some individual countries in
Asia and Latin America have adopted it in their education systems.

Why is the CEFR important?

In Europe, the CEFR is increasingly the standard way of describing your proficiency level in a
foreign language, particularly in an academic setting. If you have studied more than one
language, as most Europeans have, the CEFR is a conveniently standardized way to present two
or more languages on your CV. In school or university, the CEFR is the standard framework
across Europe and can be used without reservation.

However, in a corporate setting, the CEFR is not as widely understood. If you decide to use the
CEFR on your CV for professional reasons, it is still best practice to include a level descriptor, a
standardized test score, and examples of instances in which you used your language skills (study
abroad, work abroad, etc.).

Why do we need the CEFR?

Even among teachers of the same language in similar contexts there can be a lot of variety in
what is meant by terms like ‘beginner’, ‘intermediate’ or ‘advanced’. This variability increases
significantly across different languages, in different countries, with different age ranges of
learners, etc. The CEFR makes it easier for all of us to talk about language levels reliably and
with shared understanding.

CEFR Levels

Level Descriptors:

Al - Beginner: 0 - 30

A2 — Elementary: 31 - 40

B1 - Intermediate: 41 - 50

B2 - Upper Intermediate: 51 - 60

C1 - Advanced: 61 - 70

C2 - Proficient: 71 - 100

Task 1. What is the CEFR? Answer the questions below:

This film from Cambridge English provides a quick and clear overview of the Common
European Framework of Reference (CEFR). It outlines what the CEFR is for, and why it is
useful for candidates, teachers and employers alike.

As a language learner or teacher you may have heard of Common European Framework of
Reference or CEFR, but what is it and why does it matter for English language learners? It's
actually pretty simple.

Different learners have different levels of language ability but opinions about your English level
can be subjective. Your friends may think your English is good but an employer might think it is
not good enough to read better than you can speak.

We need a clear objective way to describe language skills that everyone can agree on. This is
what the CEFR provides.

The CEFR breaks down language learning into six levels which it calls Al to C2.
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The starting point Al describes a very basic language level. As a learner you can move up the
levels until you reach Proficiency, C2 level. This is a really advanced level.

By describing what you can do in reading writing, speaking and listening the CEFR will tell you
where you are on the journey from beginner Al through to Proficiency C2.

There are many Cambridge English exams available for different ages and stages of learning all
matched to CEFR levels from young learners through to university and the workplace or simply
for travel.

The CEFR was developed by the Council of Europe with extensive support from University of
Cambridge ESOL examinations. People from all over the world use the CEFR to explain what
level of English they are at and what level of English they need. It is used by learners, teachers,
universities, governments and employers.

The CEFR has been very influential and not only in Europe. It's been published in more than 35
languages and descriptions of individual languages have also been developed.

Cambridge is a partner in the English Profile program which provides very useful descriptions of
English grammar and vocabulary at each level of the CEFR.

Understanding your language level will help you to achieve your goal whether it's going on
holiday abroad, studying at school or university or getting a job and that's why the CEFR levels
are useful for everyone.

Answer the questions:

1. What does the CEFR provode?

2. What levels of language learning does CEFR separate into parts?
3. What exams are available that matched to CEFR levels?

4. Who was the CEFR developed by?

5. Who use the CEFR and how to people use it?

6. What does Cambridge provide within the levels of the CEFR?

7. Why is it important to understand language level?

Lesson 23. How to test/assess writing

Module: Language Testing and Assessment

Topic: How to test/assess writing
Time: 80 minutes
Aim: To let students analyse how to test/assess writing

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge: Cambridge
University Press.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Handout 1. How to test/assess writing

Writing is a medium of communication that represents language through the inscription or
recording of signs and symbols.

Common tasks for writing tests include:

(1) gap filling;

(2) form completion;

(3) making corrections;

(4) letter writing;

(5) essay writing.

Any chosen task should be evaluated for its relevance to the student's eventual use of the
language. When assessing students at intermediate and advanced levels, test makers must
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consider the instructions, the choice of topics, the choice of tasks, and the level of difficulty and
time allowed. All of these considerations must go into making a test that is appropriate for the
learner, and then the test maker must attempt to ensure that marking the test, which will always
be at least somewhat subjective, is as objective as possible.
Activity 1. Narrative Writing
1. A narrative answers the question
A) Who did it?
B) What happened?
C) What went wrong?
D) How do you do this?
2. Another word for narrative is

A) poem
B) story
C)  play
D) title

3. The most important thing to do when you start a narrative is to
A) name all the characters
B) say when the action took place
C) make the reader want to read on
D) explain where the action took place
4. One way to keep events in order when you write a narrative is to
A) write about a real-life event
B) use consistent verb tenses
C) look in a family scrapbook for story ideas
D) choose an interesting place to write about
5. When choosing details for your story, you should
A) use as few details as possible
B) include as many details as you can
C) choose only the most important details
D) write the details in the order in which you think of them
6.Narratives are often organized by
A) time order
B) place order
C) character order
D) alphabetical order
7. The words spoken by the characters in a story are called

A) action
B) setting
C) dialogue

D) chronological order
8. To show which words a character speaks, put quotation marks
A) at the end of the character’s exact words
B) before and after the character’s exact words
C) at the beginning of the character’s exact words
D) at the beginning and the end of the entire paragraph
9. The best way to show that a different character is speaking is to
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A) use an identifying phrase such as he said

B) use quotation marks around a speaker’s exact words

C) write, "Now a different character is talking"

D) start a new paragraph whenever a different character speaks
10. The story of a person’s life, written by someone else, is a(n)

A) primary source

B) autobiography

C) biography

D) dialogue
Answers: 1.b 2.b, 3.c, 4.b, 5, ¢, 6.b, 7.c, 8.b, 9.d, 10.c

Activity 2. The Writing Process. Fill in the Blank

Directions: Fill in the blanks of the sentences below with vivid and precise words. If you wish,
use a thesaurus to help you find more suitable words than the general ones provided in
parentheses.

Sample: The wheels of the wagon made an annoying as | rounded the corner. (noise)
Answer: The wheels of the wagon made an annoying squeal as | rounded the corner. (noise)

1. The flowers near the lake in the breeze. (moved)

2. The wind made a loud, terrifying moan as it blew through the house. (old)

3. Because of the weather, we had to spend our entire beach vacation indoors.
(bad)

4. The businessman was walking home with his groceries when the bag broke and

spilled out onto the sidewalk. (food)

5. My brother and | worked all day, and when our parents came home, the entire house was

. (clean)

6. Jason was appreciating the quiet drive home when all of a sudden, a truck stopped beside him
music. (playing)

7. The train along the tracks, carrying an important shipment of construction

equipment. (moved quickly)

8. I knew Jamie wanted to talk about something important when she walked into the living room

solemnly and sat down on the across from me. (furniture)

9. The pedestrian's made it extremely difficult for her to be seen in the
darkness. (clothing)

10. My mother is writing a about an American woman who went to France to
help repair flood damage in Paris. (book)

11. The play was , but I couldn't stay for the whole performance. (great)

12. The of the stream as it flows over the rocks is extremely relaxing. (sound)

13. You look in your new glasses! (nice)

14. 1 felt after I splashed some cool water on my face. (good)

15. The girl's expression made me feel comfortable and welcome. (pleasant)

Answers: 1.waved, 2.decaying, 3.miserable, 4.grapes, 5,sparkling, 6.blasting, 7.raced, 8.sofa,
9.black, 10.biography, 11.exceptional, 12.gurgle, 13.charming,14.refreshed, 15.friendly
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Lesson 24 . How to test/ assess reading

Module: Language Testing and Assessment

Topic: How to test/ assess reading
Time: 80 minutes
Aim: To let students analyse how to test/ assess reading

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge: Cambridge
University Press.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Handout 1. How to assess reading

Assessment is an essential element of education used to inform instruction. The first step in
implementing good reading instruction is to determine student baseline performance. Students
enter the classroom with diverse backgrounds and skills in literacy. Some students may enter the
classroom with special needs that require review of basic skills in reading, while other students
may have mastered the content a teacher intends to cover. Due to these various student levels, it
IS necessary to design literacy instruction to meet the individual needs of each student. Individual
needs can be determined by initial and ongoing reading assessments. These assessments provide
teachers with the information needed to develop appropriate lessons and improve instruction for
all students, including students with disabilities. The information gained from appropriate
assessment enables teachers to provide exceptional students with improved access to the general
education curriculum.

There are a variety of measures that can be used to gather data for each area of early reading.
Assessment is a central element for any teacher and should be implemented regularly. Through
its implementation, teachers will be able to help students access the skills and content they need
from the general education curriculum. This will allow all students to achieve to their highest
potential.

The purpose and benefits of assessment

Research provides evidence that specific early literacy concepts can predict young students' later
reading achievement. These reading concepts include letter knowledge, phonemic awareness,
decoding, fluency, and comprehension. An effective reading program includes assessments of all
of these concepts for several purposes.

One purpose is to identify skills that need review. Assessment provides teachers with
information on what skills students have and have not mastered. It is needed to help teachers
know the skill levels of their students, since students have varying experiences and knowledge.
A second purpose is to monitor student progress. A teacher can learn which students need review
before covering additional content and which students are ready to move forward.

A third purpose is to guide teacher instruction. Through consistent assessment, a teacher can
make informed decisions about what instruction is appropriate for each student.

A fourth purpose is to demonstrate the effectiveness of instruction. The information gained from
assessment allows teachers to know if all students are mastering the content covered. It is
important for teachers to use instructional time effectively, and this can be done when teachers
are knowledgeable about what their students are ready to learn and what they already know.
Therefore, the information gained from assessment allows a teacher to create appropriate
instruction for their students.

106



Additionally, a fifth purpose of assessment is to provide teachers with information on how
instruction can be improved.

Assessment examples for specific areas of reading

There are various ways to gather assessment data. Teachers can test students, analyze student
work samples, observe students performing literacy tasks, or interview students on their reading
skills. Teachers can gain the most information by administering all of these methods to collect
data. The following information describes various types of assessments for different areas of
early reading. Each assessment identified is described in the resources section of this brief.
Letter knowledge: the ability to associate sounds with letters

One example of an assessment for letter knowledge is to present a student with a list of letters
and ask the student to name each letter. Another example is to have a student separate the letters
from a pile of letters, numbers, and symbols. Students can also be asked to separate and
categorize letters by uppercase and lowercase (Torgesen, 1998; Wren, 2004).

Phonemic awareness: the ability to hear and manipulate sounds in words

These assessments examine a student's knowledge of how sounds make words. A student can be
asked to break spoken words into parts, or to blend spoken parts of a word into one word.
Additionally, a student can count the number of phonemes in a word to demonstrate
understanding, or a student can delete or add a phoneme to make a new word (Torgesen, 1998;
Wren, 2004).

Reading comprehension: the process of understanding the meaning of text

There are many types of reading comprehension assessments. One type involves a student
reading a passage that is at an appropriate level for the student, and then having the student
answer factual questions about the text. A second type involves a student answering inferential
questions about implied information in the text. A third type involves a student filling in missing
words from a passage. A fourth type is to have a student retell the story in their own words

The assessment tasks prepared for assessing reading skills only serve the pre-decided purposes of
assessment. The variety in the texts and tasks used add to the validity of the assessment. Students
are expected to only scan, skim, infer and understand the structure and meaning of the texts.
They are not asked to and may have to use very little of other language-skills to complete the
tasks. Writing has been minimized in every possible way; vocabulary-based questions have been
kept to minimum; and there is almost no demand for displaying explicit grammatical ability.

The assessment is expected to have positive washback on teaching, learning, teacher and learner.

Such an assessment will help the teacher and student do away with memory-based tests. The
teacher may find it easy to identify the problem areas (in relation to reading) of students. If used
wisely, the tasks may promote learner autonomy. The teacher can also collect information about
the assessment from students and make further improvements.

Activity 1. There are six texts (A, B, C, D, E and F) below. Each text contains a paragraph.
Arrange the texts in order so that you create a nice story.

A

Naduk related the whole story. Everyone in the courtroom burst out laughing. The magistrate
then ordered Lakshman to return the iron beam to Naduk and that Naduk return Lakshman's son
to him.

B

For many years, Naduk traveled far and wide, building his fortune. Luck was with him, for he
became rich once again. He returned home and bought a new house and started his business
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again. He went to visit his friend Lakshman who greeted him warmly. After a while, Naduk
asked him to return his beam. Lakshman knew that the beam would fetch him good money so he
was loath to return it. So he told Naduk that he had kept his beam in the store-room and the mice
ate it.

C

Naduk locked up Ramu in a cellar in his house. By nightfall, Lakshamn was worried and came to
ask about the whereabouts of his son. Naduk replied that on the way to his house, a hawk
swooped down and carried the boy off. Lakshman accused Naduk of lying. He insisted that a
hawk could not carry off a fifteen-year-old boy.

D

Naduk did not seem to mind. He asked Lakshman to send his son home with him so that he
could hand over a gift that he had bought for him. So Lakshman sent his son Ramu with Naduk.
E

Once upon a time, there was a rich merchant called Naduk. But times were bad and his business
was suffering. He decided to leave the city and find his fortune in a new place. He sold off all his
possessions and paid off his debts. All that he had left was a heavy iron beam. Naduk went to say
goodbye to his friend Lakshman, and requested him to keep the beam for him till he returned.
Lakshman promised to look after it for him.

F

A big fight ensued and the matter was taken to court. When the magistrate heard Lakshman's
side of the story, he ordered Naduk to return the boy to his father. But Naduk insisted that a
hawk carried off the boy. The magistrate asked him how it was possible. He replied,that if a huge
iron beam can be eaten by mice, then a boy could definitely be carried off by a hawk.

First paragraph of the story: [E] (Paragraph ‘E’ is the first paragraph of the story.)

Second paragraph of the story: [ ]

Third paragraph of the story: []

Fourth paragraph of the story: [ ]

Fifth paragraph of the story: []

Final paragraph of the story: []

Answers: E (already given), B, D, C, F, A

Activity 2. Read the following passage and answer the questions given below.

Andhra Pradesh, owing to its proximity to the sea, enjoys a moderate climate throughout the
year. The state faces a hot summer but after the rain begins in the middle of June, there is a decline in
the temperature as humidity takes over. Summer season starts from mid-April and continues till mid-
July; the rainy season starts thereafter.

Andhra Pradesh receives most of its annual rainfall from the south-west monsoon as well as
from the north-east monsoon. The south-west monsoon begins in the second week of June and lasts
till September while the north-east monsoon begins between October and November. The state's
coastal belt receives heavy rains during the north east monsoon and is also subject to cyclones
causing enormous damage to residential accommodation and to standing crops. The rainfall
decreases from north to south. Northern parts of the state receive heavy rainfall from the south-west
monsoon while the southern areas like Rayalaseema receive more rainfall from north-east monsoon.

The state experiences a mild winter in December but the temperature hardly goes down
below 16 °C. The hot season causes the mercury to rise to troublesome proportions in the months of
April and May when it could shoot up to 40 degrees or even higher.

(Retrieved from www.andhraonline.in/about/profile/geography/climate.html)
Now, answer the following questions by ticking (V) the most suitable option.
1. The climate of Andhra Pradesh is moderate because

(a) it is situated near the sea

(b) it is far from the sea

(c) it has no effect of the sea

(d) it is surrounded by the sea

108



2. The hottest period in Andhra Pradesh is

(@) June to September

(b) October to November

(c) April to June

(d) November to April

3. The highest rainfall in Andhra Pradesh is experienced in the
(a) coastal best

(b) southern belt

(c) western belt

(d) northern belt

4. There are contradictory statements in the above passage. They are related to
(@) the climate

(b) rainfall

(c) cyclone

(d) monsoon

5. If one of your friends can’t tolerate high temperatures and humidity and love cool weather, the
best month for her to visit Andhra Pradesh will be

(@) April

(b) September

(c) December

(d) June

Answers: 1.(a), 2.(c), 3.(a), 4.(a), 5.(c)

Activity 3. Read the following news article and answer the questions given below the
passage.

August 19, 2007: It’s the kind of superhuman deed that seems so hard to believe because
it is true. One man hacked away at a rocky hill for 22 years to create a three-km-long road
linking his village to the outside world, armed with nothing more than a hammer and a chisel.
What drove the frail man on was a resolve much higher than the hill facing him.

Dasrath Manjhi was from village Gehlour in Gaya District, one of the poorest districts of
the western Indian state of Bihar. Poor and illiterate, he worked as farm labour on fields that lay
on the other side of the hill, as did many other villagers. The villagers had to scrabble up the hill
with its narrow and difficult pass to buy even the smallest thing; skirting it took hours.

One day, Manjhi’s wife, Faguni Devi, slipped on the hill and broke her ankle as she was
bringing him lunch. Enraged, Manjhi decided to cut the hill down to size. He sold off his goats to
buy a hammer, chisel and rope. He even shifted his hut closer to the hill so that he could work
day and night. People called Manjhi a madman but he did not care. He was unstoppable; even
hunger could not win over him.

Manjhi started his work more than 40 years ago. As time passed, the villagers noticed that
the hill was a bit more climber-friendly. It was no longer so steep — Manjhi’s hammer and chisel
had seen to it that a flat stretch had made its appearance. Those who had called Manjhi a
madman fell silent. A few even joined him.

By the early 1980s, a three-kilometre road had been hewn out of the rock. It was wide
enough for even vehicles to pass through. A 50-km journey to the nearest block headquarters of
Wazirganj had now shrunk to a 10 km journey! (Several villages and small towns come under
one block. All the important government departments looking after the affairs of the block are
located in the town which functions as block headquarters.)

(Retrieved from www.pitara.com > News for Kids > India News for Kids)

On the basis of your reading, indicate whether the following sentences are ‘Right’ (a) or
‘Wrong’. If the passage does not provide enough information for choosing ‘Right’ or
‘Wrong’, choose “Not there’ (c).
Example: This article is based on a true story.

(a) Right (b) Wrong (c) Not there Answer: (a)
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1. Manjhi started cutting the hill after her wife injured herself while getting him food.

(a) Right (b) Wrong (c) Not there Answer:

2. People called Manjhi a madman because they thought he should have invited them to work
with him.

(a) Right (b) Wrong (c) Not there Answer:

3. People asked Manjhi not to cut the hill.

(a) Right (b) Wrong (c) Not there Answer:

4. Villagers from the nearby areas benefitted from Manjhi’s efforts.

(a) Right (b) Wrong (c) Not there Answer:

5. This story of Manjhi tells us that great will power can help one overcome great difficulties.
(a) Right (b) Wrong (c) Not there Answer:

Answers: 1.(a), 2.(b), 3.(b), 4.(a), 5.(a)

Activity 4. Read the notice carefully. Then fill in blanks using appropriate information
from the notice.
MODERN SCHOOL

ATTENTION! MUSIC LOVERS!

Begumpet Road, Hyderabad
bth February, 2012
NOTICE

The school is hosting the 6th Inter-School Musical carnival for classes VI-IX at Indian Cultural Centre, Ravindra Bharathi on 10th
April, 2012 at 900 am.

All the talented students with gifted voices may appear for the aundition to be conducted in the presence of a well-known singer, Mrs.

Uma A in the school auditorium on 22" February, 2012 at 9 am.
For further details contact the undersigned.

Varm Rao K.

s f‘. A

Secretary, Music Club

The notice is meant for students of [a]school. Only students of
classes [b], [c]., [d] and __ [e] can participate in the Music Carnival. The
venue for 6th Inter-School Musical Carnival is [f]. 1t will be held in
the month of [g]. The notice invites students with [h] to appear for the
audition. [i] will be the judge who will be selecting the students that will participate in
the Inter-School Muscal Carnival. The interested students are asked to contact []if
they have any query about the event.
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Answers: a. modern, b. VI, c. VII, d. VIII, e. IX, f. Indian Cultural Centre, Ravindra Bharathi
(no marks should be deducted for writing either “Indian cultural Centre’ or ‘Ravindra Bharathi’),
g. April, h. gifted voices (some other phrase representing same meaning should be awarded full
marks), i. Ms Uma A., j. Varun Rao K. (even students writing ‘Secretary, Music Club’ will get
fullmarks)

Lesson 25. How to test/assess listening

Module: Language Testing and Assessment

Topic: How to test/assess listening
Time: 80 minutes
Aim: To let students analyse how to test/ assess listening

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge: Cambridge
University Press.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1. Listening types and activities

Intensive — Intensive listening activities focus specifically on the components of language such
as phonemes, words, intonation, discourse markers, and others.

Responsive — This is a shorter amount of language that is spoke for the students to listen to,
which is usually brief such as greetings, commands, quick comprehension checks, questions, and
others, that elicit a brief response.

Selective — Selective listening is a longer activity with language that would span several minutes
and may be a short dialogue or passage. The students are then asked to listed or "scan" for
specific details. These assessments are used to check the student's comprehension of meaning
rather than the various aspects of language. Students may be asked to recall character names,
numbers, a specific category of grammar (nouns, verbs, articles, etc.) of they may need to
provide a summary response of directions, procedures, or overall facts/events.

Extensive — The mostly lengthy in application, extensive listening is generally similar to a
lecture, an entire conversation, or a longer reading. The student is then asked for the main ideas
and summarization or to make predictions after listening.
When teaching listening, the teacher checks to what extent he/she helps the students do the
following:

e know their reason for listening.

e activate what they know about the topic

e use their background knowledge and context to predict and confirm meaning

e recall important words and structures

e guess unknown words and expressions

e organize what they hear.

e discriminate between sounds

e use expressions in real life situations

e use intonation and stress when saying grammatical structures

o tell the main idea of the listening text

e use content words in sentences of their own

e understand and use reduced forms

Handout 2. Teaching Listening Assessment Checklist:

After the listening lesson students could be able to:
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. know their reason for listening.
. activate what they know about the topic.
. use their background knowledge and context to predict and confirm meaning.
. recall important words and structures.
. guess unknown words and expressions.
. organize what they hear.
. discriminate between sounds.
. use expressions in real life situations.
. use intonation and stress when saying grammatical structures.
. tell the main idea of the listening text.
. use content words in sentences of their own.
. understand and use reduced forms.
Handout 3. What aspects of listening does the theacher assess?
. Listening comprehension of meaning in texts (surface meaning explicitly stated in texts)
. Decoding of words/intonation patterns/ etc.
. Comprehension of structural organisation of texts (e.g. connecting words, etc.)
. Listening as scanning
. Listening as skimming
. Listening for main idea
. Listening for details.
. Listening extensively
. Interpreting message
10. Inferencing meaning
11. Listening to a variety of input (formal, informal, transactional, interactional, variety of
accents, speech rates, etc.)
12. Listening strategies
13. Attitudes to listening
Handout 4. Assessment Types for Listening
e Cloze-tests
Multiple choice tests
True / False
Short answers
Information transfer (e.g. form filling- diagram completion, labelling, listen and draw,
listen and colour)
Ordering
Listening logs
Portfolio
Self-assessment
Peer-assessment
Retellings
Matching
Observation (checklist /anecdotal records)
Selecting / identifying specific information
e Note-taking
Activity 1. Listen closely to the following massage left on a phone. You will hear the
passage two times; then answer the questions below.
“Hi Sam, this is Eliza Jones calling from Family Dental Group. This is a call to remind you that
you have a dentist appointment with Dr. Marshall tomorrow, Wednesday the 24th at 4pm. We
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look forward to seeing you. Again, this is Eliza Jones calling to remind you of your appointment
tomorrow at 4pm. Please call me back at 586-314-7927 to confirm this appointment.”
1) Whois calling?
a. Sam
Dr. Marshall

. Eliza
2) Why is the call being placed?
a. A reminder from the dentist

A reminder to go to dinner.

c. A reminder for a job interview.
3) What time is the appointment?
a. Family Dental Group

. 4:00pm
c. 586-314-7927
4) What day is the appointment?
a. 4:00pm

. Wednesday
c. Family Dental Group
5) Does Sam need to call Eliza? Why?
a. Yes, to confirm the appointment time.
b. No, she does not want to see him.
c. Yes, they are meeting for dinner.
Activity 2. Hear a man who is making a diner reservation. Choose the correct answer from
the questions that follow. You will hear the recording twice.
[phone rings]
Woman: Appletree restaurant, can | help you?
Man: Oh yes, good morning, um, 1’d like to make a reservation please.
Woman: Yes? What day?
Man: Uh, for Friday.
Woman: This Friday?
Man: Yes, the 22nd.
Woman: And what time would you like to come?
Man: Would it be possible at 8?
Woman: Yes, 8 o’clock would be fine. And that’s for how many people?
Man: Um, I’m not sure. It’s going to be 4, or 5. Probably 5.
Woman: Right. I’ll make a reservation for 5. And, uh, what, what’s the name?
Man: The name is Mark Leavens.
Woman: Mark Leavens. Uh, how do you spell Leavens?
Man:Leavens
Woman: Leavens
Man: That’s right.
Woman: Ok, so Saturday the 22nd at 8 o’clock for 5 people.
Man: Lovely.
Woman: Thanks very much. Bye
Man: Bye
1) What is the name of the restaurant?
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A) Appeal Restaurant

B) Apple Inn Restaurant

C) Apple Tree Restaurant

2) What day would the man like to make a reservation for?
A) Thursday

B) Friday

C) Saturday

3) What is the date of the diner reservation?

A) 2nd

B) 12th

C) 22nd

4) What time would he like to make the reservation for?
A) Eight o'clock

B) Nine o'clock

C) 18 o'clock

5) How many people does he make a reservation for?
A)3

B) 4

C)5

6) What is his surname?

A) Leavens

B) Leavins

C) Liavens

Lesson 26. How to test/assess speaking

Module: Language Testing and Assessment

Topic: How to test/assess speaking
Time: 80 minutes
Aim: To let students analyse how to test/ assess speaking

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge: Cambridge
University Press.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Handout 1. How to test/assess speaking

Speaking is often one of the areas of learning English that is not usually assessed.
However, speaking is an important skill for students to develop, and it is important to include
activities in the English classroom that provide opportunities for students to speak in English.
These could be telling a story, a role play, an interview or a discussion. Assessing speaking
activities can tell the teacher about his/her students’ progress in English, what they have learned,
how confidently they can speak in English, or whether they are having problems speaking
English.

The teacher can use any speaking activities to assess speaking skills, especially activities
where students talk about themselves or an interesting topic. Activities such as reading a text
aloud are not very useful for assessing speaking skills, as the only aspect of speaking that these
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activities assess is pronunciation. They don’t take other aspects of speaking into account such as
speaking confidently and fluently, taking part in activities, using vocabulary and grammar
accurately and so on.

Often in speaking activities students are demonstrating what they have understood from a
reading or listening activity. So the teacher keeps in mind that when he is assessing speaking, the
teacher is often assessing other skills at the same time.

What to assess?

Vocabulary, accuracy, communication, interaction and fluency are all markers of a student’s
overall speaking abilities.

Pronunciation is a basic quality of language learning. When evaluating the pronunciation of the
students, the teacher listens for clearly articulated words, appropriate pronunciations of unusual
spellings, and assimilation and contractions in suitable places. Also listens for intonation. Are
students using the correct inflection for the types of sentences they are saying? Do they know
that the inflection of a question is different from that of a statement? He listens for these
pronunciation skills and determine into which level the student falls.

Vocabulary: After noting the students’ pronunciation levels, the teacher moves to vocabulary.
Vocabulary comprehension and vocabulary production are always two separate banks of words
in the mind of a speaker, native as well as second language. The teacher should encourage the
students to have a large production vocabulary and an even larger recognition vocabulary.
For this reason it is helpful to evaluate the students on the level of vocabulary they are able to
produce. The teacher listens for the level of vocabulary the students are able to produce without
prompting and then decides how well they are performing in this area.

Accuracy: Grammar has always been and forever will be an important issue in foreign language
study. Writing sentences correctly on a test, though, is not the same as accurate spoken grammar.
As your students speak, listen for the grammatical structures and tools you have taught them. Are
they able to use multiple tenses? Do they have agreement? Is word order correct in the sentence?
All these and more are important grammatical issues, and an effective speaker will successfully
include them in his or her language.

Communication: A student may struggle with grammar and pronunciation, but how creative is
she when communicating with the language she knows? Assessing communication in your
students means looking at their creative use of the language they do know to make their points
understood. A student with a low level of vocabulary and grammar may have excellent
communication skills if she is able to make you understand her, whereas an advanced student
who is tied to manufactured dialogues may not be able to be expressive with language and would
therefore have low communication skills. Don’t let a lack of language skill keep your students
from expressing themselves. The more creative they can be with language and the more
unique ways they can express themselves, the better their overall communication skills will
be.

Interaction: Being able to say what you mean with a foreign language is one thing, being able to
interact with others is another. Ask your students questions. Observe how they speak to one
another. Are they able to understand and answer questions? Can they answer you when you ask
them questions? Do they give appropriate responses in a conversation? All these are elements of
interaction and are necessary for clear and effective communication in English. A student with
effective interaction skills will be able to answer questions and follow along with a conversation
happening around him. Great oratory skills will not get anyone very far if he or she cannot listen
to other people and respond appropriately. Encourage your students to listen as they speak
and have appropriate responses to others in the conversation.

Fluency: Fluency may be the easiest quality to judge in your students’ speaking. How
comfortable are they when they speak? How easily do the words come out? Are there great
pauses and gaps in the student’s speaking? If there are then your student is struggling with
fluency. Fluency does not improve at the same rate as other language skills. You can have
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excellent grammar and still fail to be fluent. You want your students to be at ease when they
speak to you or other English speakers. Fluency is a judgment of this ease of communication and
IS an important criterion when evaluating speaking.

Activity 1. Speaking Assessment: Grammar and VVocabulary
Word Bank: accurate, appropriate, effective, range

A) Grammar and vocabulary refers to how well you are able touse a ........ of grammatical
structures and vocabulary when expressing yourself.

B) It also describes how ........ your use of English is.

C) The language you use also has to be ........ to the tasks you are asked to do.

D) With all this taken into consideration, you will be assessed on how .... your use of English is.
Answers: A range, B accurate, C appropriate, D effective

Speaking Assessment: Discourse Management

Word Bank: relevant, extent, complexity, coherently

A) This section describes how well you are able to express thoughts and ideas ......... or clearly,
linking your contributions logically during monologues or dialogues.

B) Your utterances, or things you say should be expressed with a level of ........ and fluency
appropriate for the level of your exam.

C) This criteria also describes the ........ of your contributions, which means you say enough, but
not too little or too much when appropriate.

D) During a conversation or discussion your contributions should be ........ or to the point.

Answers: A coherently, B complexity, C extent, D relevant

Speaking Assessment: Pronunciation

Word Bank: intonation, rhythm, sounds, stress

A) Pronunciation describes how well your utterances are comprehensible to the listener. You
will be assessed on things such as ........ , which means how well you pronounce strong and weak
syllables within individual words.

B) It also relates to ........ , Which is your ability to connect words together naturally with stress on
appropriate words.

C) Your use of ........ should be possible to express a range of attitudes and meanings.

D) You should also be able to pronounce individual ........ (for example consonant clusters,
vowels and dipthongs) effectively.

Answers: A stress, B rhythm C intonation, D sounds

Speaking Assessment: Interactive Communication

Word Bank: hesitation, initiate, repair, turn taking

A) This criteria relates to your ability to get dialogues started that is ........ communication.

B) It also describes how well you respond appropriately to utterances without too much .........
C) It covers how good you are at ........ during conversations or discussions.

D) Finally, it relates to your ability to ........ conversation when the unexpected happen such as
interrupting, gaining control or .....

Answers: A initiate, B hesitation, C turn taking, D repair

Activity 2. Read the following statements made about different speakers and decide which
of the criteria they relate to:

A) The speaker answered questions very briefly when longer, more detailed responses would
have been better.
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a) Grammar and VVocabulary
b) Discourse Management
C) Pronunciation
d) Interactive Communication
B) The speaker found it difficult to deal with a comment or question they didn't understand.
a) Grammar and VVocabulary
b) Discourse Management
C) Pronunciation
d) Interactive Communication
C) The speaker repeated the same words and expressions rather too often.
a) Grammar and VVocabulary
b) Discourse Management
C) Pronunciation
d) Interactive Communication
D) The speaker focused too much on speaking accurately so their speech was very hesitant.
a) Grammar and VVocabulary
b) Discourse Management
C) Pronunciation
d) Interactive Communication
E) The speaker had very flat delivery with little use of intonation to express feelings or opinions.
a) Grammar and VVocabulary
b) Discourse Management
C) Pronunciation
d) Interactive Communication
F) The speaker talked too much and rarely asked their partner questions.
a) Grammar and VVocabulary
b) Discourse Management
C) Pronunciation
d) Interactive Communication
G) The speaker had difficultly pronouncing certain vowels and consonant clusters.
a) Grammar and VVocabulary
b) Discourse Management
C) Pronunciation
d) Interactive Communication
H) The speaker found it difficult to use language to express their ideas and opinions effectively.
a) Grammar and VVocabulary
b) Discourse Management
C) Pronunciation
d) Interactive Communication
Answers: AbB.dC.aD.bE.cF.dG.cH.a

Lesson 27. How to test/assess vocabulary
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Module: Language Testing and Assessment

Topic: How to test/assess vocabulary
Time: 80 minutes
Aim: To let students analyse how to test/assess vocabulary

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge: Cambridge
University Press.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1. How to test vocabulary
WHY TEST VOCABULARY?
- Essential when using a language, so is important to test it.
- Is supported with the inclusion of grammar.
Problem and solution in testing vocabulary
- Apparently usefulness of vocabulary test are not as much as in grammar test.
- One alternative is to use published test of vocabulary or construct one for our group of
students.
&R WRITING ITEMS
1. Testing recognition ability
a) Recognise synonyms
b) Recognise definitions > multiple
c) Recognise appropriate word for context choice

2. Testing production ability

a)Picture
b)Definitions\7» achievement test
c)Gap filling

a) Recognise synonims
Choose the alternative (a, b, ¢ or d) which is closest in meaning to the word on the left on the
page.
Gleam a) Gather Db) shine c)welcome d) clean
b) Recognise definitions

Loathe means...

a)Dislike intensely c) Search carefully

b) Become seriously ill d) Looks very angry

c) Recognise appropriate words in context

The strongwind __ the man’s efforts to put up the tent.
a)Disabled b)hampered c)deranged  d)regaled
a) Pictures : the main difficulty in testing productive lexical ability is the need to limit the
candidate to the lexical item that we have in mind. The best way to solve this is using pictures.
(achievement test)
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Each of the objects below has a letter against it. Write down the names of the objects:

b) Definitions: It is important to be careful when selecting a word, because it can be ambiguous
.............. is frozen water

c) Gap filling

Because of the snow, the football match was until the following week.

Handout 2. How to assess vocabulary

There are a variety of ways to assess vocabulary. The most basic technique teachers use to assess
vocabulary is to ask the definition of the word.The students are given their list of vocabulary and
without the use of resources, they are to write out the definition for each word. While this
technique is easy for the teacher to create and grade, it does not fully assess the child's
vocabulary skills. Many students can memorize definitions, but many students can't use these
words in writing and context. Here are some fun and creative ways to assess vocabulary.
Vocabulary games are a great way for teachers to assess if the students are understanding
vocabulary. Some vocabulary games include, but are not limited to:

Crossword puzzles- This can be used for more of a formative assessment rather than summative
assessment. Most likely, the student will do the puzzles correctly because with the process of
elimination and the amount of letter blocks, students can put the words in the correct spots
without having to look at every definition.

Word search- This is can be a formative assessment. The teacher provides the definitions and
students search for the words in the word search. Students would have to write the vocabulary
word next to the definition as well. This is just a fun way for students to study their vocabulary
words. Students could use this as a study guide for the summative assessment.

Synonyms and Antonyms- An assessment over the synonyms and antonyms of a set of
vocabulary words can be used as a summative assessment. If the vocabulary word is difficult for
the students to remember the definition, associating a similar word may help the students use the
word in writing and understand the meaning of the word in reading. Antonyms also help with
word recognition. Here is an example of a synonyms and antonyms worksheet. This may also be
used as a summative assessment.

Assessing During Reading- This worksheet includes a variety of different new vocabulary
techniques. Students can choose a few words out of their vocabulary journal. These words
should be ones students really struggled with or still do not fully comprehend. On the worksheet,
students are asked to provide a synonym, antonym, root word, part of speech, and an illustration.
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As this worksheet is a little more advanced, students in upper middle grades or high school are
best suited to complete this. The teacher can adapt this worksheet for specific grade levels. For
example, for high school students, the teacher may want to take out the illustration section. The
students should not write on the worksheet attached. If the teacher is providing the vocabulary
words, he or she will list the words on this worksheet. The students will complete the sections of
the worksheet on a separate sheet of paper

Lesson 28. How to test/assess grammar

Module: Language Testing and Assessment

Topic: How to test/assess grammar
Time: 80 minutes
Aim: To let students analyse how to test/assess grammar

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge: Cambridge
University Press.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white
board

Handout 1.

WHY TEST GRAMMAR?
-Grammatical ability or the lack of it sets limits to what can be achieved in other skills.
-1t is useful to diagnose what gaps exist in the repertoire of students.
-1t is helpful to inform teachers and learners to take responsability for filling the existing
gaps.
TECHNIQUES FOR TESTING GRAMMAR
1. Gap filling
Ideally gap filling items should have just one correct response.
e What was most disturbing.......... that for the first time in his life Ali was on his way. (was)
e Hearrived late, ......... was a surprise. (which)
e The council must do something to improve transport in the city. .......... they will lose the
next election. (Otherwise)
An item with two possible correct responses can be used. For example:
e He displayed the wide, bright smile ........ had charmed so many people before. (which,
that)
¢ In this case one item is to be rejected.
e There can be use of more than two items for filling the sentence. For example:
e Dri.......... let her cry. She’ll stop in the end. (just, I’d, well, then, etc.)
This technique can be used to test a variety of structures.
2. Paraphrase. Paraphrase items require the students to write a sentence equivalent in meaning
to one that is given. It is helpful to give part of the paraphrase in order to restrict the students to
the grammatical structure being tested
For example: Testing passive, past continuous form.
When we arrived, a policeman was questioning the bank clerk.
When we arrived, the bank clerk.. -
3. Completion: This technique can be used to test a variety of structures.
Simple completion items used for testing grammar consist of a sentence from which a
grammatical element is removed. As
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Hewent ......... school.
There are three steps to follow in preparing simple-completion grammar tests.
1. Select the grammar points that need to be tested.
2. Provide an appropriate context.
3. Write good instructions.
4. Multiple choice: useful when gap filling does not test what we really want.
_Example: use of could

A. They left at seven. They __ be home by now.

B. Yes, but we can’t count on it, can we?

a. Can b. could c. will d.must

Three Basic kinds of Simple Completion Grammar Tests

1. The Option Form

The easiest simple completion items are like multiple choice questions with two options. As
Directions: Complete the following sentences with “do” and “make”.

1.He ........ a lot of money.

2. lalways.......... my best

2. The Inflection Form

Testing the mastery of inflections provides for a productive response. These vary from simple
comparatives to verb tense questions.

Heisthe .......... (tall) person in the class.
Another technique is to use a separate blank for each word in the verb phrase.
He..... deeee reee.. (sleep) for nearly an hour.

3. The Free Response Form

It illustrates how common terminology can be used occasionally.

Example: Add a question tag to these sentences:

Hamlet was indecisive, .................7

Polonius knew a lot of aphorisms, ............?

Directions: Write in the missing part of the two word verb.

What time did he get ...... this morning?

Example of free response with a minimum amount of contextual control:

You would get better sooner if ........... .

4. Multiple Choice

In this test an incomplete sentence is followed by four multiple choice options for completing the
sentence. For example:

While she ......... the house, her children were playing outside.

A. has been cleaning B. cleaned C. has cleaned D. was cleaning

He has lived in this town for only a week and he already has .......... Friends.

A.few B.afew C.notmany D.thefew

5. Cloze tests are prose passages, usually a paragraph or more in length, from which words have
been deleted.

The students rely on the context in order to supply the missing words.

It is easy to prepare and easy to score.

The cloze is simply a story or essay from which a number of words have been deleted.

In this test, the overall meaning and surrounding grammar help to replace the missing parts.

Sentence-completion vocabulary and grammar items are similar in a way to cloze tests.
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Cloze passages simply have much larger contexts.
Every day thhousands of people jog. Why has jogging —
running slowly for long distances—become so popular?
IDonald Robbins, who is forty-two yvears old (1)
works in an office, began jogging - (2) few wyears
ago because he felt = (3) was too far. Aax fArst
he = (4) only run about 100 yvards, and _ = {(S5) ook
hirmm almost thhree months to __ (6) able to run a full
mile. (7)) two wvears larter, he ram in _ = (8) east-—
ern marathon race—over twenty-six miles.

(9) vou jog too? If vyvou decide = (10), be
sure to ask yvour doctor _ (11) advwvice.

IDoes jogging cost much? NWNo, - (12) costs
almost nothing. But most agree _ (13) good run-
ning shoes are very important. _ (14) protect yvour
feet and legs from — (15) shock of running onn hard
surfaces.

Lesson 29. Alternative ways of assessment

Module: Language Testing and Assessment

Topic: Alternative ways of assessment (portfolio assessment, self-assessment,
_ project work, logs, reflection tools, etc.)

Time: 80 minutes

Aim:

To let students analyse alternative ways of assessment (portfolio assessment,

self-assessment, project work, logs, reflection tools, etc.)

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge:
Cambridge University Press.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white

board

Handout 1. Alternative Assessment
Alternative assessments are assessments out of conventional assessment that give more choices,
consideration and freedom for teachers in judging their students proficiency.
Students’ proficiency are assessed more flexibly, dynamically, and realistically because students
perform what teachers ask directly, and assessed at that moment therefore it is more effective.
It works well in learner-centered classrooms as activities with language that focus on
communication for meaningful purposes.
The lists of alternative assessments including journals, logs, videotapes and audiotapes,
checklists, self-valuation, teacher observations, checklists, portfolios, conferences, diaries,
self-assessment and peer-assessment.
Performance Assessment
1) Project -based assessment
2) Problem -based assessment

e Students demonstrate knowledge and comprehension.

e A product is created or a performance is presented.
Performance assessments include projects, interviews, presentations, constructed response
guestions, essays, experiments, demonstrations.

Authentic assessment calls for application of concepts to real life expectations, as in
apprenticeships, student teaching, shadowing, service learning and co-ops.
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e Students’ self assessment is a critical difference in the two approaches.

e Students are expected to present and defend their work to demonstrate mastery.

e Formats for project based and authentic learning opportunities include CDs and DVDs,
audio tapes, debates, constructed models (for design classes, science classes, other), articles
contributed to the school or local paper, oral, visual or virtual presentation to a group,
investigations and science projects, and artistic renderings.

Authentic assessment can include many of the following:

e Observation e Portfolios

e Essays e Journals

e Interviews e Teacher-created tests

e Performance tasks e Rubrics

e Exhibitions and demonstrations e Self- and peer-evaluation
PORTFOLIOS

A collection of students school work collected over a specific period of the school year that
shows student growth and development.

» Useful for special needs child who can not accomplish difficult tasks.

» A working portfolio for examples: homework assignments, journal entries, in-class

writing assignments, professional articles.

The advantages of portfolios
Like photographers collect their work time to time, teachers encourage students to collect theirs
as compile of efforts, skills, achievements and their contribution in class activities.
Portfolio have some advantages such as:

1. Strengthening students’ learning
2. Enhancing the teacher’s role
3. Improving testing process

JOURNALS are writing practices which focus on the expression of a student's opinions,
viewpoints, experiences, and creative imaginings.

The topics of journals would be determined by the teacher. For example teacher asks to write
about students’ favorite subject at school. Or what do you want to be when you grow up? Choose
and describe at least three jobs that you think you would enjoy and so forth.

The advantages of journals:

» Students will be actively engaged to the learning process and course materials. If students
actively engage to their study, they will learn more, remember, enjoy it, and appreciate
more what they have learned rather than students who passively receive what teacher has
taught.

» Toincrease students’ interests, empower students to be more responsible to their own
learning and more reflective in their study.

» Encourage students to be more speak up what is on their mind. Teacher should give
build-up feedbacks on students’ writings for their the betterment.

INTERVIEWS
* Interview is a kind of conference, interaction between teacher and student but it is more
specific.

» A teacher will interview students for assessment purpose so it is not about students
conducting interview of other to gain information.
The goals of the interview are for:
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» Assess the student’s oral production

» Ascertain a student’s needs before designing a course or curriculum
» Seek to discover a student’s learning styles and preferences

» Ask astudent to assess his or her own performance, and

* Requests an evaluation of a course

ALTERNATIVE WAYS OF ASSESSMENT

Activity 1 Project work as one of the vehicles for assessing students’ performance

Objective: to give participants an opportunity to analyse a piece of project work done by students
Time: 15 min

Materials: 4 booklets, 4 posters, board, markers, flipchart paper

Preparation: write the questions from the first bullet point on the board

» Procedure:

1 © © © (5-7 min) Put participants in 4 groups. Explain that students of one university were
given an assessed task to produce booklets and posters. Distribute one booklet and one poster to
each group. Ask groups to look through the materials and answer the following questions
(written on the board):

~ What do you think the task of the project was?

~ How many students do you think worked on the task?

~ What do you think the steps in students” work were?

~ How much time do you think the project took?

"1 © (7-8 min) Invite groups to share the results of their discussion.

) Summarise the activity by saying that project work can be quite an effective way of learning,
teaching and assessment and in answering the questions above participants have thought about
certain things that should be taken into consideration when setting such tasks.

Activity 2 Skills that can be developed through alternative ways of assessment

Objective: to introduce the concept of transferable skills and criteria to assess them Time: 30 min
Materials: board, markers, flipchart paper

» Procedure:

"1 © (5min) Ask participants the following questions::

1. What skills (including language skills) do you think students developed while working on the
projects from activity 1?

Make a list of skills on the board/flipchart.

2. Why do you think it is important for students to develop these skills?

3. How can teachers encourage and motivate their students to develop these skills?

Possible answers:

1. 4 skills — speaking, writing, listening, reading; decision making, leadership skills, team work,
time management, negotiation, problem solving, research skills, IT skills, people skills

2. It is important for students to develop these skills to increase their readiness for future
employment in local or foreign companies, small businesses, etc

3. Teachers can suggest the tasks which will involve these skills, but what is more important they
have to somehow acknowledge students’ effort to develop these skills by giving a certain
percentage of the mark.

1 © © © (5-7 min) Say that now you want participants to think how the project work can be
assessed. In groups of 4-5, tell them to chose 1 booklet /poster and discuss which mark on the
scale from 0 to 10 the group would give to the project work they analysed and why.

1 © (10 min) Invite groups to share the marks they have agreed on and ask each group
representative to comment on how they came up to the decision.

NB Be sure to lead the group to the concept of assessment criteria through this discussion.

While group representatives are presenting their ideas, listen in and make a list (on the board) of
assessment criteria mentioned by them. When all the representatives have spoken, draw the
whole group’s attention to the list of criteria they were using to decide on a mark and ask if
anything should be added. (Make sure participants understand what assessment criteria are, refer
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to the session on Giving Feedback on Writing in module 1) Make the point that if a task aims at
developing the ability to work in groups, or decisionmaking skills, these skills also have to be
recognized and credited in the assessment process.

Suggested criteria:

Language accuracy

Information (content)

Design (creativity)

Structure of information

Evidence of research

Evidence of group work (contribution of each group member)

"1 © © (5-6 min) Say that now you want participants to practise. Distribute handout 117 to each
participant. Allow participants to discuss the project task in pairs. They will need to think of
criteria against which the task can be assessed and distribute 10 marks between these criteria.
Tell participants to follow the questions on the handout.

1 Work with the whole group and take participants’ ideas. Summarise them on the board.
Suggested criteria (you can accept any well-argued variations):

Language accuracy 2 points

Information (content) 2 points

Structure of information 1 point

Evidence of research 2 points

Visual aids 1 point

Evidence of group work (contribution of each group member) 2 points

1 (2 min) Summarise the activity by saying that it is important to offer students different types
of assessment to integrate and develop different skills. It is also very important to give students
credit for any evidence that they have developed these skills (see the example above). Students
should be familiarized with the assessment criteria before they start working on a task. If
students see that teachers give similar attention to group work, research skills, language skills,
and other criteria they will have enough incentives to do the job properly.

Activity 3 More ideas

Objective: to introduce more ideas for non-traditional ways of assessment

Time: 35 min

Materials: handout 2

» Procedure:

"1 © (2 min) Distribute handout 2[ to each participant and ask teachers to tick the types of
assessment they are not familiar with. Encourage participants to work in pairs or small groups.

"1 © © (8 min) Invite participants to share. Make a list of the least familiar types of assessment
on the board.

Possible answers:

Seen examination

Open book examination

Observations

Posters

Projects

Portfolio

1 (10 min) Say that all of them can have quite a different purpose and focus, and teachers have
to take this into consideration. Ask the whole group the following questions:

1. When would you use each type of assessment from the list on the board? Why?

2. What types of assessment can offer students some feedback?

3. What types of assessment can be considered as a final check?

Suggested answers:

Answer 1

Seen examination mid semester, end semester
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Open book examination mid semester, end semester

Students’ observations start semester, mid semester

Posters mid semester, end semester

Projects start semester, mid semester

Portfolio over semester

Answer 2 and 3

It will depend on the subject and teacher’s view on the tasks. Posters, projects and portfolios
look more process-oriented and developmental than exams which are usually used as final types
of assessment. Students are usually given detailed feedback on interim tasks. Refer to the
difference between progress and achievement types of assessment and make the point that
usually progress—oriented types of assessment give students an opportunity to improve their
performance on the basis of the feedback they receive. Such types of assessment are called
formative assessment. Students are given feedback and they can monitor their progress.
Formative types of assessment are stepping

stones in learning. Summative assessment types summarise students’ skills and knowledge
gained during a certain period of study. Often, students are only given a grade. It is usually a
matter for the teacher to decide whether or not to give feedback on an exam.

It should be mentioned that it is up to the teacher to decide which type of assessment will best
serve which particular purpose.

1 © © © (10 min) Ask participants to work in 4 groups. Assign one type of assessment to each
group. Tell groups to imagine that they will have to use one of the assessment types in their
teaching. Ask them to think how they can incorporate this type of assessment into their system of
assessment (they do not need to think of a task instruction in great details, only a brief idea). Ask
groups to fill in the following proforma in handout 3(1:

Type of assessment

Progress or achievement

What skills it will test

The percentage weighting (from the overall 100 percent for the semester)

Task description (very briefly, just an idea would be fine here)

Time allocated for students Individual or group

Assessment criteria

1 © (5min) Invite groups to exchange their proformas. (Alternatively, proformas can be
displayed on the board or a wall for a mingling activity.)

Summary

There are many different assessment methods and types. However, it does not mean that teachers
can use them all without thorough consideration. Types of assessment should have a certain
purpose, should test certain skills, and should have certain assessment criteria. It is also
important to think what percentage within the overall structure of assessment each type of
assessment will have to maintain the balance between the types and to consider students’ and
teachers’ workload.

ALTERNATIVE WAYS OF ASSESSMENT

Activity 2, Handout 1

With your partner, analyse the task below and think how you would mark it

(scale 0 -10). Consider the following questions:

~ What will the marking criteria be?

~ Are all the criteria equally important?

~ How it is possible to show that one criterion is more important than another (for example,
content and layout)?

Task for students

1. You are required to work in small groups of no more than 4 people. The task for you is to
write a newspaper article about a local zoo. You will have to:

1. think about the specific things in the zoo you would like to concentrate on;
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2. visit the zoo and collect all the necessary information;
3. analyse the information you have collected and think how you can use it to write an article;
4. think about the article structure;

5. write the article.

2. You are also required to write a brief personal reflection (150 words maximum) about how
you worked together and your individual contribution to the project.
Submit both papers (an article and a report) in 4 weeks time.

ALTERNATIVE WAYS OF ASSESSMENT
Activity 3, Handout 2, Types of assessment

TYPE OF ASSESSMENT

DESCRIPTION

WHAT [T TESTS

Standard examinations - unseen
paper of limited choice

\Usually open ended questions, multiple
choice questions, il in the gap questions
pre-selected or developed by the teacher
and given on the day of the exam.

Retneving knowledge from memary, working under pressure,
wrting skils, stucturing infomiation, problem sofving,
arqumentation skilk.

fJuestions - students can choose
the questions they wish to answer

students can choose a certain number to be
answered - usually f 10 questions are
offered 6-7 must be answered.

Seen examination (pen ended quesfions. Somefimes case | All above plus research skils, use of resources, (less emphasis on
sfudies or problem solving questions. Pre- | memory),reflection
selected by the teacher. Given o students
some tme before the exam to allow
students an opportuniy to peer exchange,
research, reflect. Then written under tmed
conditions
(pen book exam Students are allowed to use notes andlor | Finding information, warking under pressure, mare complex fasks
reference books dunng the exam. can be set.
Examinations with optional Teacher offers a number of questions, and | Evaluation, synthesis, analyss, decision making; (good for mixed

abilty groups|.

(bservation reports or notes

Students do observations (pre-senvice
teachers observing an expenenced teacher|
and take notes which later can be used as
the basiz of a report.

Skill of absenvation, note taking, analysis, evaluation,
Inerpretafion;

literature/film/TV showleventetc

baok they read, or a fim they watched.

Essays Students are gven atopicto discussin | Watting skills, structunng info, reflection, planning;
wiiten fom.
Critiques and reviews of Students are required to wte areview on a | Evaluaton, summarzing, arguing the point of view

Newsletter article

Writen task for an imaginary audience.

Wating skils, research, creafivty, wrting for a parficular audience

(Oral presentations

Students are given a certai fopic or they
can choose their own topic for ther
presentaion. Usually a presentation lass

Oral skl non verbal communication, using visual aids,
Interpersonal skils, team work
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about 5-10 minutes and is supported with
visual aids.

Posters Students are given a task to be done over a | Creafivity, presenting information to a reader, graphical
certain period of ime. Canbe evendone | presentation skills, selection, evaluation

during one lesson. A poster presents the
process and resulfs of the fask.

Projects (individual and group) | Students are given a task to be done overa | Planning, organization, creativity, group work
certain period of time. Usually the task is to
produce something such as a poster, a

leaflet, a mini book, a set of pictures, a CD,

elc.

Portfolios Collection of matenals produced by students | Reflection, parsonal development, application of knowledge
over a certain period of time.

Audio and video Students are given a task to make an audio | Presentation skills (indvidual or group), creativity, IT skills

tape (dialogue, monologue, role play, etc) or
a video tape on a speciiic fopic.

Diary for self-assessment Students are requrred fokeep adiaryto | Reflection, personal development, application of knowledge
monitor their own progress. This can be
designed in a particular way so that marks
can be allocated.

Peer assessment Students work out crteria and assess each | Reflection, personal development, application of knowledge
ofher.

ALTERNATIVE WAYS OF ASSESSMENT

Activity 3, Handout 3, Proforma

TYPE OF ASSESSMENT

What skills it will focus on

The percentage weighting (from the overall 100 percent for the semester)
Task description (very briefly, just an idea would be fine here)

Time allocated for students

Individual or group

Assessment criteria

Lesson 12. Planning of assessment. Critical analysis of assessment

Module: Language Testing and Assessment

Topic: Planning of assessment. Critical analysis of assessment
Time: 80 minutes
Aim: To let students analyse planning of assessment and critical analysis of assessment

Materials: 1. Hughes, A. (2003) Testing for Language Teaching. Cambridge: Cambridge
University Press.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Handout 1.

Purposes of Classroom Assessment (https://www.edu.gov.mb.ca/k12/assess/wncp/full_doc.pdf)
1. Assessment for learning is designed to give teachers information to modify and differentiate
teaching and learning activities. It acknowledges that individual students learn in idiosyncratic
ways, but it also recognizes that there are predictable patterns and pathways that many students
follow. It requires careful design on the part of teachers so that they use the resulting information
to determine not only what students know, but also to gain insights into how, when, and whether
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students apply what they know. Teachers can also use this information to streamline and target
instruction and resources, and to provide feedback to students to help them advance their
learning.

2. Assessment as learning is a process of developing and supporting metacognition for students.
Assessment as learning focusses on the role of the student as the critical connector between
assessment and learning. When students are active, engaged, and critical assessors, they make
sense of information, relate it to prior knowledge, and use it for new learning. This is the
regulatory process in metacognition. It occurs when students monitor their own learning and use
the feedback from this monitoring to make adjustments, adaptations, and even major changes in
what they understand. It requires that teachers help students develop, practise, and become
comfortable with reflection, and with a critical analysis of their own learning.

3. Assessment of learning is summative in nature and is used to confirm what students know and
can do, to demonstrate whether they have achieved the curriculum outcomes, and, occasionally,
to show how they are placed in relation to others. Teachers concentrate on ensuring that they
have used assessment to provide accurate and sound statements of students’ proficiency, so that
the recipients of the information can use the information to make reasonable and defensible
decisions.

Balance and Tensions in Assessment Purposes

Assessment for learning, assessment as learning, and assessment of learning all serve valuable,
and different, purposes. It is not always easy, however, getting the balance right. If we want to
enhance learning for all students, the role of assessment for learning and assessment as learning
takes on

a much higher profile than assessment of learning. Traditionally, the focus of classroom
assessment has been on assessment of learning—measuring learning after the fact, using the
information to make judgements about students’ performances, and reporting these judgements
to others. Teachers traditionally have also been using assessment for learning when they built in
diagnostic processes, formative assessment, and feedback at various stages in the teaching and
learning process, though it was often informal and implicit. Systematic assessment as learning—
where students become critical analysts of their own learning—was rare. Although some
teachers have incorporated self-assessment into their programs, few have systematically or
explicitly used assessment to develop students’ capacity to evaluate and adapt their own
learning.

The first pyramid illustrated in Fig. 2.1 shows the traditional relationship of the three approaches
to one another, assessment of learning being the predominant focus. The second pyramid
suggests a reconfiguration of the balance among the three approaches, one that emphasizes
assessment as learning, and assessment for learning. Assessment of learning has an important
role to play, but is used only when summative judgements are required. It is purpose that dictates
how assessment is constructed and used. If the purpose is enhancing learning, the assessment
needs to give students an

opportunity to make their learning apparent without anxiety or censure. If the purpose is
checking learning for reporting, teachers need to be especially concerned about the quality of the
assessment, and how it might be used by others. It is very difficult, and sometimes impossible, to
serve three different assessment purposes at the same time. It is important for educators to
understand the three assessment purposes, recognize the need to balance among them, know
which one they are using and why, and use them all wisely.
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Fig. 2.1 Balance Among Assessment Purposes

AS
FOR '
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Traditional Assessment Pyramid

Reconfigured Assessment Pyramid

Earl, Assessment as Learming: Using Classroom Assessment to Maximize Student Learning

Planning the Assessment Process

Careful planning is required to ensure that there are logical connections among the purpose,
methods, and use of the results. Classroom assessment is planned in relation to purpose and in
alignment with curriculum and instruction. Curriculum, assessment, instruction, and learning are
interconnected and interact in an iterative and sometimes (but not always) cyclical process. All
four need to be aligned and coherent for the learning to be effective and meaningful. The process
of planning is what provides a blueprint that centres on the purpose, makes the connections
explicit, and creates a coherent organizational structure. Against this blueprint teachers can
constantly question their strategies: Are my strategies still appropriate and aligned? Do | need to
make adjustments or perhaps e en shift direction? Although teachers do not need to adhere
strictly to their

plans, without proper planning it is difficult to ensure balance and coherence.

Backward Mapping: Planning with the End in Mind

As teachers, we sometimes begin planning a unit or sequence of learning activities by identifying
a topic and favoured lessons and activities that optimize the resources we already have on hand,
then proceed with teaching the material. Somewhere at the end of this processl, we assess what
students have learned, only to discover that the lessons or the assessment tools did not align well
with curricular expectations.

Backward mapping, on the other hand, creates the necessary alignment among desired outcomes,
assessment tools, and teaching strategies by turning the planning process on its head. It prompts
us to start at “the end” with the goals and outcomes we hope to achieve. Once the Where do we
need to end up? question is answered, then the subsequent questions How can we best get there?
and How will I know when we’ve arrived? can be considered. Backward mapping requires us
not only to think about the curricular goals we want students to meet, but also to deconstruct the
complex learning processes involved to identify the stages of learning. It also requires us to
consider the misconceptions and confusions we might encounter along the way, and decide how
we will assess whether students are progressing toward the goals. Only then should we begin
considering which assessment and instructional strategies would work best to support students in
working toward the desired outcomes.
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Module:
Topic:
Time:
Aim:
Materials:

Aids:

Classroom

MODUL 4. CLASSROOM INVESTIGATION 2

MODUL 4. AUDITORIYANI O’RGANISH
(TADQIQ ETISH) FANI

Introduction to and overview of the course

Classroom investigation 2

Introduction to and overview of the course

80 minutes

To introduce the students to the course of classroom investigation

1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Charts, laptop with speakers, audio recordings, handouts, video clips, white board

investigation 2

Objectives: To raise Ss’ awareness of importance and appropriacy of classroom observation

To help Ss to plan the classroom observation procedure

Level: upper-intermediate and above

Materials:

blackboard, handouts

e Sources: Wajnryb R. (2003) Classroom Observation Tasks: Cambridge Teacher Training
and Development, CUPgg
e  Wallace M.J. (2004) Classroom Observation Tasks: Cambridge Teacher Training and
Development, CUP

Time: 80 minutes

Procedure Objectives Mode | Time| Materials
of
interac
tion
1. T. starts with asking Ss the Warm-up, explore 20 Handout 1
1 following questions: the case-study min.
e Do you know what the
lesson plan is?
e What are the lesson
plans written for?
e What should be written )
in the lesson plan? “Action
e Isit necessary to write Small Research
the lesson plans? Why? group For
2. Now Ss read and discuss the Language
opinions of various teachers on Teachers’,
the given problem. (handout 1) p. 104-124
3. Insmall groups Ss write )
instruments and participants Explore the details
they would use to research the | Of classroom Whole | 15
problem. observation purpose | group | min. | Handout 2
4. One S from each group and procedure
presents the plan, written on Handout 3
the paper/transparency.
T. emphasises the importance of
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classroom observation, as one of

the most evident tools that may

help in the research. T. asks Ss to
try to answer the following
questions:

e What is classroom observation?

e Have you had any teachers
observing your lessons? What was
the aim?

e What is the purpose of the
classroom observation?

T. informs Ss about:

1. Aims of observation

2. Procedure of classroom
observation:

a. Before the lesson
b. During the lesson
c. After the lesson

Ss in small groups (3-4 Ss) discuss

and :

1. Choose the aspects of planning
language teaching (handout 2)
that are relevant to the lesson
observed during the research
into lesson planning (at least
3).

2. Fill in the table (handout 3)
indicating the inference the
observer can make concerning
the teacher’s decisions.

One S from each group presents the

results of group discussion.

T. and other Ss make comments and
ask questions.

1. Ssare divided into two
groups, discuss the following
questions written on the bb:

e What should be done after the
observed lesson?

e Should the observer ask any
questions? If yes? What
questions can be asked?

e Should the observer give any
comments? Why?

2. Sswrite the results of the
discussion on the poster. Then
the posters are exchanged and
discussed by the other group.

3. One S from each group speaks
on the discussed poster.
Discussion follows.

Homework: Further Reading:

Explore focused
observation

Let Ss reveal the
importance of the
last step of the
observation

Independent study

Self-study

speaks

Small
group

Small
group

20
min.

20
min.

min.
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Wajnryb R. (2003)
Classroom Observation
Tasks: Cambridge Teacher
Training and Development,
CUP

Handout 1. Answers to the question: is it worth planning lessop

I always have a plan
I don’t have a plan, as I think it's
I have no basis for important for the

teacher as well as the
learner that evervone

lesson valuation

Teacher A
Teacher B

I always
plan my
lesson
because it
compels me

I think there is a place
for broad planning but
not every single step of
the lesson.

I never teach according
to my plan so what's

the use of having one?

Teacher D Teachef E

Handout 2. Aspects of planning language teaching
1. Establishing a certain classroom atmosphere

2. Motivating the students to take part in the lesson

3. Realistically contextualising language

4. Involving the students and drawing out passive knowledge

5. Lexis: how much to teach, what to teach, when and how to teach
6. Checking for comprehension and learning

7. Providing safe contexts for practice

8. Helping students to identify rules and organise

9. Shifting the focus and patterns of interaction

10. Setting up activities that promote communication

11. Establishing a framework in which students work without the teacher
12. The aids to be used in various parts of the lesson

13. How information to be organised

14. Integrating skills involved in the lesson
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15. Ending the lesson and linking it to previous/future ones

Handout 3. What inference can you make concerning the teacher’s decisions?

Observation Inference Discussion questions
1. T. uses pictures and Evidence of planning —these How were the difficult words
realia to explain words considered potentially | chosen?

meaning of words difficult

LESSON PLAN 1. The importance of classroom investigation or research

Module:  Classroom investigation 2

Topic: The importance of classroom investigation or research
Time: 80 minutes
Aim: To let students analyse the importance of classroom investigation or reseach

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Objectives:
» to introduce the idea of classroom research and how teachers can benefit from it
» to invite participants to explore an example of classroom investigation

Activity 1 Teachers as researchers

Objective:  to establish a starting point for further discussion
Time: 20 min

Materials: markers, board/flipchart

Procedure:

> © (7 min)Ask participants the following questions:
1. Do you often change something (e.g. activities, room layout, etc) in your
teaching?
2. How do you know that you need to change something?

Possible answers:
1. Answers will vary
2. By observing students’ learning, by analysing the results of
assessment, by analysing the way you teach, or other answers

> © (5 min) Say that when teachers reflect on their practice and wish to change and improve
certain things, they areactually taking the first steps towards classroom research. Put the
phrase ‘classroom research’ on the board and ask participants to brainstorm the actions they
associate with the phrase. Put all the ideas on the board.

E.g. asking questions, observing, analysing, probing, trying out
something new, checking, comparing, reading, talking, looking for,
etc.
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> (3 min) Establish the following —
Classroom research is critical analysis of teaching practices with the purpose of
improving teaching and students’ learning. It is entirely ateachers’ responsibility
to monitor, analyse, and adjust processes in the classroom. Often teachers observe
what happens in the classroom and see that something works particularly well but
other things have to be changed. This process can be called classroom research.

> © (5 min) (Optional) Ask participants if any of them have ever done any type of classroom
research. Provide your own example (you should prepare an example in advance).

Activity 2 Video example

Objective: to explore the example of classroom research and introduce some techniques
of data collection

Time: 30 min

Materials: video

> © (2 min) Say that participants will watch a video fragment in which a teacher will be

talking about her classroom research. Say that they will need to answer the following
questions (write them on the board):

1. What problem did the teacher talk about?
2. What exactly did she do to solve this problem?
3. What did she achieve?

Suggested answers:
1. Students’ motivation
2. Experimenting with new activities — trialling
Observation
Questionnaire
Interview
Journal

3. Having analysed the information that she collected she
managed to raise her students’ motivation.

> w(lo min) Say that the teacher will be talking about many different things and
participants will have to be attentive to answer the questions. Play the video (if necessary,
play it twice).

» ©0© (7-10 min) Form 4-5 groups and invite participants to share. Ask groups to draw up a
list of things done by the teacher to solve the problem.

> © (5-8 min) Invite groups to share and write down all ideas on the board. (See suggested

answers above). Say that the ways to find the answer to the problem are often called research
methods and all of them are used to collect some classroom data with the purpose to analyse
it. We will explore this in more detail in a follow-up session.

Activity 3 Why research your classroom?

Objective: for participants to explore some ideas of usefulness of classroom research

Time: 25 min

Materials: markers, board/flipchart
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Procedure:

> © (5 min)Ask the whole group the following questions:
~ Having analysed the case in the video fragment, do you think that teachers can
benefit from conducting classroom research?
>» ©©©(10 min) Form 4-5 groups. Ask groups to think about the following question:

~ How can classroom research help teachers?

It can:

~ help them become more aware of factors influencing learning in their own
classrooms

~ get feedback as to the success or failure of what they are doing

~ help them tailor their teaching to respond to their learners’ needs and
specific contexts

~ justify their choices in teaching

~ increase their knowledge about teaching and learning

~ become independent

~ cooperate with colleagues

> © (20 min) Invite groups to share and make a list of benefits on the board.

» Establish that it is not always easy to conduct classroom research but both teachers and
students benefit from it very much.

Summary

5 min

Establish the following:

» Classroom research is a way to reflect on teaching.

» Classroom research is very important to any teacher. Repeat the benefits of classroom
investigation from the last activity.

>» Mistakenly, teachers are discouraged by the term ‘Classroom research’ and think that it
requires specific skills and preparation. However, research can be a very interesting and
motivating process done on aday-to-day basis. In reality all teachers are researchers in their
classrooms because they always want to improve the way they teach and the way their
students learn.

CLASSROOM RESEARCH
Video script
Context — teacher in the classroom, students in the background busy working on posters.

Interviewer: What are your students doing now?

Teacher: As you see, they are all busy at the moment (about the students) ... working on the
final version of their posters.

Interviewer: Can you tell me something about the group?

Teacher: | am teaching them for the second year. They’re very interesting and | even started a
journal last academic year in which | have put all interesting things that happened during our
classes. They’re all future irrigation engineers. English is not very important for them. Maybe
only for those who intend to study abroad.

Interviewer: So what kinds of problem do you have with the group?

Teacher: My biggest problem with them was that they ‘visited” my classes only to get marks in
order not to fail the subject. They had no genuine interest in English. | believed something
should be done about it. After all, I have always been so enthusiastic about learning a foreign
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language myself that | thought I could spark anyone with my enthusiasm. To spark this group
was a real challenge.

Interviewer: | can understand that. So how did you go about it?

Teacher: Well, traditional exercises seemed to annoy them although they did them obediently for
the sake of getting a mark. | decided to try out some new activities and see if it would make any
difference. So, one day they came for the next assignment and were completely surprised when |
said there wasn’t one. Instead, | asked them to help me to do a crossword. | made enough copies
for everyone and we managed to finish the puzzle successfully with acertain degree of interest. |
observed the students’ behaviour during the activity and saw that some of them were more
involved than others. Then | decided to start a discussion about the educational usefulness of
crosswords. During this discussion | noticed that those not very interested before got involved
this time. They commented about “wasting time on childish activities, instead of doing grammar
exercises from the textbook’. | wrote in my journal that day: how to balance ‘interesting’ and
‘serious’ so that everyone feels the need to be in my lesson not only “‘physically’ but ‘mentally’ as
well?

Interviewer: | see. And how did you take this further?

Teacher: Well, | offered more activities — | got a lot of the ideas for them from books - and every
time | watched for reactions and made some written comments. After a while, | had a rough idea
what worked best for the whole group. But to double check my conclusions | designed a very
simple questionnaire. What | got from it - by the way | think questionnaires are very useful - was
guidance on how I can run my classes to address everyone’s needs, to satisfy all learners.
Interviewer: Sounds very promising. Did you try anything else?

Teacher: Yes, during one of the classes | encouraged my students to ask me as many questions as
possible about the way we study English. | was amazed by the quality of their questions. It was a
kind of non-traditional interview with questioning and answering roles reversed, and it ended up
with an open discussion during which we planned our future classes together.

Interviewer: This really seems like a big breakthrough. Have you gone any further with these
ideas?

Teacher: Well, this year a new colleague joined our team. During one of our discussions she
complained about very similar things. | told her my story and showed her my journal notes. She
found them very useful and suggested that I could describe my experience for our colleagues or
even present it as a case study at a conference.

Interviewer: Great! Go for it! And thanks for sharing all this with us. It was fascinating.

LESSON PLAN 2 Stages of classroom investigation (teacher problem

identification and formulating a realistic research question
Module:  Classroom investigation 2

Topic: Stages of classroom investigation (teacher problem identification and
formulating a realistic research question)

Time: 80 minutes

Aim: To let students analyse stages of classroom investigation

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Classroom investigation 11
Objectives:
= To introduce participants classroom investigation procedures
= To familiarize participants with research methods
Lead-in
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Time: 15 min
Materials: Handout 1
Procedure:

Ask participa nts to match classroom research procedures to their definitions.

Possible answers:

Teaching journals

Written or recorded accounts of teaching experiences.

Lesson reports

Written accounts of lessons which describe the main features
of the lessons.

Surveys and questionnaires.

Activities such as administering a questionnaire or completing
a survey, designed to collect information on a particular
aspect of teaching or learning.

Audio and video recordings

Recordings of a lesson, or part of a lesson.

Observation. Tasks completed by a student teacher observing a cooperating
teacher's class, or peer observation (i.e., tasks completed by a
teacher visiting a colleague's class).

Activity 1.

Time: 15 min

Materials: Handout 2
Procedure:

0 Ask participants to put their answers in the boxes

o Possible answers:

Purpose Advantages Disadvantages Procedure

1 | Providing a full Full, detailed and Can be intrusive, Audio and video
record of the lesson objective record of reviewing is time recordings
for analysis the lesson consuming

2 | Regular monitoring Quick and simple Subjective record of the | Lesson reports
of the aspects of the | procedure focuses on | lesson
lesson specified aspects Partially record of the

lesson

3 | Finding out about Learning from others | Some teachers may not | Lesson
other teacher’s like this, as it seems observations
lessons evaluative

4 | Large- scale Large amounts of Subjective record; Survey and
investigation of data guestions may not be questionnaires
practices and understood
attitudes

5 | Capturing a record of | Provides record Subjective record of the | Teaching
a lesson for later which may trigger lesson journals
reflection insights of a teaching

Activity 2

Time: 25 min

Materials: None

Procedure:

Ask participants the following questions:
1. What is classroom investigation?
2. How do you understand qualitative and quantitative research? And, which of them is
more applicable to language teachers? Why?
3. What is action research?
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4. Why should teachers do action research?
5. What is the role of classroom observation in classroom research?
Possible answers:

1. Inevery lesson and in every classroom, events occur which the teacher can use to
develop a deeper understanding of teaching. Teachers sometimes fail to exploit these
events, letting momentum of all the other events of the day take precedence. And yet
these experiences can serve as the basis for critical reflection, if teachers can find ways to
capture the thoughts of and reactions to these events, as well as ways to gather fuller
information about the events themselves. From this basis, classroom investigation can
help to develop strategies for intervention or change, depending on teachers’ needs. A
number of simple procedures are introduced that can be used to help teachers investigate
classroom teaching.

2. Qualitative research is non-numerical. This type of research can be based on
observations or statements of opinion, and data can come from such sources as
interviews, journals, field notes, and diaries. Quantitative research is numerical. This
type of research relies on data which can be reported in numbers.

3. Action research is thus research on the smallest scale: that of the individual teacher in
his/her classroom carrying out investigations into teaching and learning in very specific
contexts with very specific groups of learners. Action research is what the reflective
practitioner actually does in the classroom. It is typically direct intervention with only
limited possibilities for control. Although it can take on many forms, action research in
classrooms basically involves taking an action and systematically observing what
follows.

To help them notice what they and their students really do, rather than what they think
they do.To get feedback as to the success or failure of what they are doing.

To help them tailor teaching and learning to their learners and their settings.

So that they are able to justify the teaching and learning choices they make.

To increase their knowledge of learning and teaching and become authorities on teaching.
To become less dependent on decisions made by people who are far away from their
learning and teaching sites, people like textbook writers and school administrators.

To ensure that they don't become bored with teaching.

4. When the teaching and learning of a foreign language takes place in a formal setting, it is
necessary to observe and analyse systematically what is going on in order to understand
such teaching and learning processes. Classroom observation has been used with
different purposes: to compare teaching methods, to study the most efficient classroom
techniques, to evaluate teachers and materials, etc. All these topics are fundamental
components of classroom research. So, observation becomes one of the most important
techniques to study what actually happens inside the classroom in a systematic way.
Thus, the role of the classroom observation is very crucial in classroom investigation.

Activity 3
Time: 15
Materials: Handout 3
Procedure:
0 The table below gives three paradigms of classroom investigation.
0 Ask participants to put each of the headings {mixed; quantitative; qualitative) next to the
paradigm where they think it belongs.
0 Possible answers:

paradigm 1: paradigm 2: paradigm 3:



Qualitative Quantitative Mixed
1. non-experimental design 1. experimental or quasi- 1. experimental or quasi-
a researcher kept a diary of experimental design experimental design
her experiences as a language | the discussions of 10 groups | a researcher gave a group of
learner of different sizes were students two sheets and a
recorded questionnaire to fill in. They used
these to record their observations
of a lesson.
2. qualitative data 2. quantitative data 2. qualitative data
the diarist recorded her the data from the recorded | the researcher analysed their
feelings about different discussions were coded impressions and opinions of the
aspects of the course according to previously used| lesson
category systems

Activity 4 Time: 20 min
Materials: Handout 4
Procedure:
0 Ask participants to work in pairs and fill in the table (handout 4) with the
questions/problems and disscuss:
e Isany qualitative data necessary to research any of the written research questions? If yes,
how this data can be got? (students’ tests, questionnaires, etc.)
e What are the reasons of collecting quantitative data to research the question/problem?

0 Ask participants to share filled table and report about the discussed answers to the stated
questions.
Possible answers: participants’ answers

List of research questions Possible ways of collecting a quantitative data,
if necessary
1. To what extent do my students progress - Examining students’ tests, assignments
in reading? What are the reasons? - Students questionnaire
2. What are the ways of dealing with - Not necessary
challenging students?
3.
4,
5.
6.
7.
8.
0.
Handout 1
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Match the classroom investigation procedures with their definitions.

Teaching journals

Recordings of a lesson, or part of a lesson.

Lesson reports

Written or recorded accounts of teaching

experiences.

Surveys and questionnaires. Tasks completed by a student teacher
observing a cooperating teacher's class, or peer
observation (i.e., tasks completed by a teacher

visiting a colleague's class).

Written accounts of lessons which describe the
main features of the lessons.

Audio and video recordings

Observation. Activities such as administering a
questionnaire or completing a survey, designed
to collect information on a particular aspect of
teaching or learning.

Handout 2

Here is a table giving the purpose of each procedure and some advantages and disadvantages.
Which procedure is being described on each line? Put your answers in the box.

Purpose Advantages Disadvantages Procedures

1 | Providing a full Full, detailed and Can be intrusive,
record of the lesson objective record of reviewing is time

for analysis the lesson consuming
2 | Regular monitoring Quick and simple Subjective record of the
of the aspects of the | procedure focuses on | lesson
lesson specified aspects Partially record of the
lesson

3 | Finding out about
other teacher’s
lessons

Learning from others | Some teachers may not
like this, as it seems

evaluative

4 | Large- scale
investigation of
practices and
attitudes

Large amounts of
data

Subjective record;
questions may not be
understood

Provides record
which may trigger
insights of a teaching

5 | Capturing a record of
a lesson for later
reflection

Subjective record of the
lesson

Handout 3
Put each of the headings {mixed; quantitative; qualitative) next to the paradigm where you think
it belongs.

paradigm 1: paradigm 2: paradigm 3:

1. non-experimental design

a researcher kept a diary of her
experiences as a language
learner

1. experimental or quasi-
experimental design

the discussions of 10
groups of different sizes

1. experimental or quasi-
experimental design

a researcher gave a group of

students two sheets and a

were recorded questionnaire to fill in. They used

these to record their observations

of a lesson.

2. qualitative data

2. quantitative data
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the diarist recorded her feelings| the data from the recorded | the researcher analysed their
about different aspects of the | discussions were coded impressions and opinions of the
course according to previously lesson

used category systems

Handout 4

Fill in the table. And discuss the reasons of collecting quantitative data to research some of the
questions/problems.

List of research questions Possible ways of collecting a quantitative
data, if necessary
1. To what extent do my students - Examining students’ tests, assignments
progress in reading? What are the - Students questionnaire
reasons?
2. What are the ways of dealing with - Not necessary
challenging students?
3.
4,
5.
6.
7.
8.
0.

LESSON 3. Teacher problem identification and formulating a realistic
research question

Module:  Classroom investigation 2

Topic: Teacher problem identification and formulating a realistic research question
80 minutes

Time: To let students analyse teacher problem identification and formulating a realistic

Aim: research question

1. Wainryb, R. (1992) Classroom Observation Tasks
Materials: 2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Handout 1. Teacher problem-solving principles and techniques

Many instructors in engineering, math and science have students solve “problems”. But are their
students solving true problems or mere exercises? The former stresses critical thinking and
decisionmaking skills whereas the latter requires only the application of previously learned
procedures. True problem solving is the process of applying a method — not known in advance —
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to a problem that is subject to a specific set of conditions and that the problem solver has not
seen before, in order to obtain a satisfactory solution.

Below you will find some basic principles for teaching problem solving and one model to
implement in your classroom teaching.

Principles for teaching problem solving

Model a useful problem-solving method. Problem solving can be difficult and
sometimes tedious. Show students by your example how to be patient and persistent and
how to follow a structured method, such as Woods’ model described here. Articulate
your method as you use it so students see the connections.

Teach within a specific context. Teach problem-solving skills in the context in which
they will be used (e.g., mole fraction calculations in a chemistry course). Use real-life
problems in explanations, examples, and exams. Do not teach problem solving as an
independent, abstract skill.

Help students understand the problem. In order to solve problems, students need to
define the end goal. This step is crucial to successful learning of problem-solving skills.
If you succeed at helping students answer the questions “what?” and “why?”, finding the
answer to “how?” will be easier.

Take enough time. When planning a lecture/tutorial, budget enough time for:
understanding the problem and defining the goal, both individually and as a class; dealing
with questions from you and your students; making, finding, and fixing mistakes; and
solving entire problems in a single session.

Ask questions and make suggestions. Ask students to predict “what would happen if
... or explain why something happened. This will help them to develop analytical and
deductive thinking skills. Also, ask questions and make suggestions about strategies to
encourage students to reflect on the problem-solving strategies that they use.

Link errors to misconceptions. Use errors as evidence of misconceptions, not
carelessness or random guessing. Make an effort to isolate the misconception and correct
it, then teach students to do this by themselves. We can all learn from mistakes.

Woods’ problem-solving model
1. Define the problem

o The system. Have students identify the system under study (e.g., a metal bridge
subject to certain forces) by interpreting the information provided in the problem
statement. Drawing a diagram is a great way to do this.

o Known(s) and concepts. List what is known about the problem, and identify the
knowledge needed to understand (and eventually) solve it.

o Unknown(s). Once you have a list of knowns, identifying the unknown(s)
becomes simpler. One unknown is generally the answer to the problem, but there
may be other unknowns. Be sure that students understand what they are expected
to find.

o Units and symbols. One key aspect in problem solving is teaching students how
to select, interpret, and use units and symbols. Emphasize the use of units
whenever applicable. Develop a habit of using appropriate units and symbols
yourself at all times.

o Constraints. All problems have some stated or implied constraints. Teach
students to look for the words only, must, neglect, or assume to help identify the
constraints.

o Criteria for success. Help students to consider from the beginning what a logical
type of answer would be. What characteristics will it possess? For example, a
quantitative problem will require an answer in some form of numerical units (e.g.,
$/kg product, square cm, etc.) while an optimization problem requires an answer
in the form of either a numerical maximum or minimum.

2. Think about it
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o “Let it simmer”. Use this stage to ponder the problem. Ideally, students will
develop a mental image of the problem at hand during this stage.

o ldentify specific pieces of knowledge. Students need to determine by themselves
the required background knowledge from illustrations, examples and problems
covered in the course.

o Collect information. Encourage students to collect pertinent information such as
conversion factors, constants, and tables needed to solve the problem.

3. Plan a solution

o Consider possible strategies. Often, the type of solution will be determined by
the type of problem. Some common problem-solving strategies are: compute;
simplify; use an equation; make a model, diagram, table, or chart; or work
backwards.

o Choose the best strategy. Help students to choose the best strategy by reminding
them again what they are required to find or calculate.

4. Carry out the plan

o Be patient. Most problems are not solved quickly or on the first attempt. In other
cases, executing the solution may be the easiest step.

o Be persistent. If a plan does not work immediately, do not let students get
discouraged. Encourage them to try a different strategy and keep trying.

5. Look back
Encourage students to reflect. Once a solution has been reached, students should ask
themselves the following questions:

o Does the answer make sense?

Does it fit with the criteria established in step 1?
Did | answer the question(s)?

What did | learn by doing this?

Could I have done the problem another way?
Handout 2. Case study

(o}
(o}
(o}
(o}

Success Story

Last week during our class meetings, | noticed a disturbing habit developing among my students.
Sometimes they don't want to switch seats and move away from their best friends, and
sometimes they want to be the last one standing (when we do an activity that has us sit down
after our turn). Then we talked about how this might make everyone else feel and how it might
affect our class community. We agreed that this was a problem because it did not make everyone
feel welcome. Finally, | asked them for suggestions to solve the problem.

We have been working on problem solving all year. | started by teaching my students that
solutions always need to be related, respectful, reasonable, and helpful. This is a challenge for
students who often think of punishments before solutions. As we started talking about possible
solutions to this problem, the first few solutions were not surprisingly more like punishments,
such as, having the culprits sit out of future greetings and activities until they were being kind, or
skipping offenders in the circle. However, the more we talked, the more they began to consider
ways to prevent the problem from even occurring. Eventually we settled on two possible
preventative solutions:

1) they could come to the circle separately and choose a place to sit away from close friends so
they wouldn't be tempted to resist moving.

2) we could make assigned seats around the circle so that no one would feel uncomfortable about
moving if necessary.

At this point, | told the class | would consider both solutions. It seems that I've taught them well
about how to solve problems fairly because immediately one student suggested that I let the class
vote. It was hard to argue with her logic and truthfully both solutions were acceptable. So this
morning we had a vote. | had the kids close their eyes and raise their hands. They voted (20-3) to
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have assigned seats. When they opened their eyes and | announced the winning solution they
started fist pumping with excitement.

| couldn't help but smile. | could never have imagined such a positive reaction to the idea of
assigned seats for class activities. In fact, | suspect that had | forced the idea of assigned seats on
them as a "punishment” or consequence, | would have heard lots of complaints and frustration.
Yet when they could appreciate the problem and come to the solution on their own, they were
more than willing to accept the idea. We immediately created a chart with assigned circle seats
and by the afternoon they were already reminding each other where they needed to sit. Love
it! Sarah Werstuik, Washington, D.C.

Lesson plan 4 Action planning (choosing appropriate data collection method)

Module:  Classroom investigation 2

Topic: Action planning
Time: 80 minutes
Aim: To let students analyse action planning

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Objectives:

"1 to give participants an opportunity to work on their action plans

] to give participants a chance to reflect on courses Year 4

Lead-in

Time: 15 min

Materials: none

» Procedure:

1 [ Ask participants the following questions one by one:

1. How did your experience on this course contribute to your professional development?

2. Do you now think that your development as a teacher is over?

3. How will you continue your professional development? (Possible answers:

reading and writing articles; making presentations; conducting training for teachers; organising
conferences etc.)

1 Summarise by saying that Continuous Professional Development (CPD) is very important for
those who want to develop personally and professionally. Say that a well developed action plan
IS an important step towards CPD. Say that in this session they will have a chance to work on
their action plans.

Activity 1 Reflection on Module 2

Objective: to give participants a chance to reflect on courses

Time: 30 min

Materials: handout 1 (questionnaires)

» Procedure:

1 [1[1Say that before they start working on their action plans you want participants toshare their
reflection on course with their partners. They can tell each other whatsession they have
benefited most or which sessions were unclear. They might talk aboutwhat they haven’t liked
about course
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1 As soon as they have finished sharing their ideas, distribute handout 1(1to eachparticipant and
ask them to complete questionnaires individually based on theirreflections. Say that these
questionnaires are important to the course administration to improve the quality of the training;
therefore, ask them to be as specificas possible in their answers to each question.

"1 When they have completed the questionnaires, collect them and thankparticipants for their
efforts.

Activity 2 What will you do next?

Objective: to give participants an opportunity to work on their action plans

Time: 25 min

Materials: handouts 2 and 3

» Procedure:

"1 Distribute handout 2 [1to participants and ask them to complete it individually. Give them
enough time.

"1 When they have finished, distribute handout 3[1to each participant. Ask them to think about
their dream goal (lifetime dream) about their profession (e.g. to become a teacher trainer) and
write it on top of the pyramid.

1 Ask participants to put their plans into categories given on handout 3[ 1.

1 Invite volunteers to share their plans with the whole group.

"1 Comment on the plans if necessary. Note that sometimes participants may argue about short-
term and long-term plans. As there is no exact border between the short term and long term,
advise them not to worry too much about the distinction and simply to listen to each other.
Wrap up

Time: 20 min

Materials: four sheets of flip chart paper with participants’ expectations done on the first day of
the course in Session 1 (Activity 3), a small ball

» Procedure:

"1 Put the sheets of flip chart paper with participants’ expectations written in Session 18 on the
board. Take participants through their expectations. Ask them whether or not their expectations
have been met. Discuss these expectations with participants and tick the ones they say have been
met. If there are any expectations that participants do not think are met, comment on them.

"1 Invite participants to come to the middle of the room and make a circle. First throw a small
ball to someone and ask him/her the following question:

How do you feel now that this programme has come to an end?

"1 That person answers the question and then throws the ball to someone else. In this way the
activity continues till everybody answers the question.

"1 As a trainer, you can also tell participants all your positive feelings about them and the
programme. On this point finalise the programme.

ACTION PLANNING TOWARDS CPD

Activity 1, Handout 1 Questionnaire

Classroom investigation

Questionnaire for Participants

Dear Participant,

We would like to know how far classroom investigation met your expectations, and how useful
you found it.

Your name (Optional)
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City. oo INSEIIULION

1. How do you feel by the end of Module 2? Tick as many boxes as you like.
"1 Interested

] Worried

1 Confused

"1 Excited

"1 Bored

1 Comfortable

1 Relaxed

] Other, please specify

2. Which session(s) did you find most useful for your training context? Please specify.

3. Which session(s) did you find least useful for your training context? Please specify.

4. Did you benefit from the Distance Module? If you did, in what ways?

5. What problems did you face in the Distance Module?

6. What did you learn from microtraining?

LESSON 5 OBSERVATION FOR DEVELOPMENTAL PURPOSES

Module:  Classroom investigation 2

Topic: Observation for developmental purposes
Time: 80 minutes
Aim: To analyse observation for developmental purposes

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.

Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Objectives:
> to help participants explore the nature of observation in teaching
> to help participants explore the benefits of observation process

Activity 1 Nature of observation
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Objective: to explore participants’ personal experience of observation
Time: 10min

Materials: handout 1, markers, board/flipchart

Procedure:

> © @ min) Show a picture (handout 1) of a hairdresser and an apprentice who is
observing her attentively and ask participants:

~ Why do you think the apprentice is observing the hairdresser?

> © (5 min) Accept the answers and ask the whole group more questions (not necessarily all
of them):
~ How did you learn to iron shirts/sew?
~ How did you learn to fix a broken chair?
~ How did you learn to cook/bake?
~ How did you learn to change a light-bulb?

For most of the questions the answer may be “by observing”. If possible try to
lead the group to this answer.

> © (2 min) Establish that observation has its place and role in many spheres of human life.

It can serve many different purposes. Refer to participants’ personal examples and say that
when observation takesplace, the one who observes is getting information for further
consideration/usage. Emphasise the fact that observation, apart from many other purposes, is
a tool for learning and development as was seen from theexamples.

Activity 2 Observation in teaching

Objectives:

> to reviewthe types of observationwhich are appropriate in educational contexts

> to explore participants’ personal experience of observation in teaching

Time: 40min

Materials: markers, board/flipchart

Procedure:

> © (7 min) Invite participants to sit in a circle and start a discussion asking the following
questions:
~ Have you ever observed anyone or been observed by anyone?
~ How does it feel to observe and to be observed?
>» ©0 (7 min) Ask participants to form groups of 3 and to find outif there is a peer observation
scheme/system in their universities/institutes and, if so,how it works. Monitor and listen in.

> © (6 min) Summarise the discussion by saying that teachers in our institutions usually

have to observe each other on a regular basis. Put the word ‘observation’ on the board and
ask participants to brainstorm the purposes of observation they have been involved in.
Summarise ideas on the board.

Suggested answers

~ Demonstration lesson — a teacher shares a particularly successful lesson or
activity.

~ Novice teachers learn from their mentors.

~ Quality control (performance evaluation) — administration or more experienced
teachers check the content and quality of teaching

~ Research — a researcher needs some classroom data
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~ Professional development — teachers choose their partners and observe each
other not because they must but because they find it useful.
~ Others

>» ©(5 min) Ask participants individually to think back and makenotes about observations they
have experiencedrecently. The following questions (displayed on the board) may be helpful:
~ Were you an observer or an observee?
~ What was the purpose of theobservation?
~ What did you learn from this experience?
~ Were there any difficulties/problems?

>» ©©© (10 min) Put participants in 4-5 groups. Invite them to share their notes. Monitor and
listen in.

> © (5 min) Ask the whole group:

~ What werethe most common types of observation mentioned during yourgroup
discussion?
Summarise the activity by saying that observation does take place in local universities.
However, it has very limited purposes. Observation for developmental purposes is not usual
practice. The objective of the next activity is to analyse how observation can become
adevelopmental and mutually beneficial experience for an observer and an observee.
Activity 3 Observation for development
Objectives:  to explorethebenefits of observation for an observer and an observee
Time: 22min
Materials: markers, board/flipchart, handouts 2 and 3

Procedure:

» ©© (7 min) Put participants in pairs and distribute handout 2[& and 3= to different pairs.
Askparticipants first to read the cases on the handouts individually and then toshare their
responses to the case studies with their partner.

> ©ot+te© (10 min) Put 2 pairs with different information together to form a group of 4. Ask
participants to share and think about the following:

~ What wasthe purpose of observation at the beginning of the story and how did
itchangeby the end?
~ Who benefited from the observation? Can you give examples?

> © (5 min) Invite random comments from the whole group and summarise by saying that

peer observation is an excellent opportunity for learning and development and both parties
benefit from this process equally. Say that participants will be given an article that
summarises the main points of peer observation and also talks about the benefits of this
process.

Summary

8 min

>» Distribute the article ‘Peer Observation’by Graham White available from
http://www.teachingenglish.org.uk/think/methodology/peer_observation.shtml and handout
4. Askparticipants to read it by the next day and invite them to consider the following
thinking questions (encourage participants to discuss these questions in small groups after the
session):

~ How canobservation in our institutions be turned into a useful, developmental and
non-threatening experience for teachers?
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~ How can teachers in your institution be motivatedto get involved in peer observation?
~ What can be done to avoid overloading teachers?
~ How can teachers become aware of the benefits of peer observation?
~ What can be done to make the evaluation of teachers’ performance less threatening?
OBSERVATION FOR DEVELOPMENTAL PURPOSES
Activity 1, Handout 1, Picture

OBSERVATION FOR DEVELOPMENTAL PURPOSES
Activity 3, Handout 2, Observer’s story

| am head of department and one of my responsibilities is to observe every new teacher twice a
year, keep written records and provide feedback to observees. Twoyears ago | happened to visit
the classes of a young teacher Bokhodir who hadjust completed his Master’s course and joined
the university as a teacher. Thefirst time | observed alesson | was amazed at the way thisyoung
teacher handled his class. | never expected this from someone that young and with no experience
in teaching. We talked after the class and | found out that Bokhodir is a very intelligent and
enthusiastic young man open to new learning and eager to share his ideas. | asked his permission
to come again and this time my purpose was different — I came to learn. What I saw in the class
was interesting and engaging. For example, a different approach to dealing with students in a
very informal way, a funny and engaging way to start a class with caricatures of famous people
from the internet, which immediately made students laugh. | was even slightly worried that he
would not be able to restore order. No, students laughed, speculated about the people they saw in
caricatures and calmed down. What | understood was that Bokhodir was not “afraid’ of students
with their probing, challenging questionsand discipline issues. He treated them as equals and
they respected him in return and that was the basis of theunderstanding and a very effective
atmosphere in the class. | asked Bokhodir if I could borrow some of his ideas with a view to
creating a better relationship with my own students. Later | invited him to observe me teaching.
This is how our professional friendship started. Since that time we have become good friends.
Observation gives us so much — sharing new ideas, analysing the old ones, collecting some data
for his and my study and so on.We often talk and many of our colleagues who share the teaching
room with us havebecomeinterested in our talks. They gradually joined in and peer observation
hasbecome a regular feature of our professional activityfor all of us.

OBSERVATION FOR DEVELOPMENTAL PURPOSES

Activity 3, Handout 3, Bokhodir’s story

It has been 2 years since | started teaching. | had just joined the university and had hardly

hadthree weeks of teaching when a lady approached me with a question about peer observation.
She wanted to observe me and | did not mind. My major is Business and | have never studied
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how to teach but this fact did not stop me from agreeing to be observed. The moment | started
my teaching in this university | was sure | had made the right choice. | enjoyed being with
students and being able to help them. The observation went well. | didn’t feel any worry, no
trembling hands, no nervousness. But | was aware of her presencein the classroom. She said we
would have a feedback session later, but | thought it was just a formality and did not pay any
attention to that. | was surprised when the next day she came again and asked if | had some time
to talk. She was holding some papers in her hands and | caught a glimpse of my name there. This
was the first time | started to worry because it was only then that I realised that she was doing
her job — evaluating me. | will never forget the first feedback I got (I still keep the record of it).
She was so supportive, mentioning many things that | did pedagogically right. It was an eye-
opener for me because | did not realise that many of the things | did had certain educational
principles behind them. And after that feedback session I started to reflect on other things she
mentioned. | still consider many of them when | plan classes now (linking classes — showing
students the role of a certain class in the overall picture in a course). Since thenwe have become
friends. We often observe each other. We have team-taught several lessons and they all went
extremely well. We talk a lot, share our successes and worries and many teachers havejoined us
over time. | like the way we work together and | feel that the fact that I do not have any formal
education as a teacheris compensated forby having such experienced and open colleagues full of
exciting ideas.
OBSERVATION FOR DEVELOPMENTAL PURPOSES
Summary, Handout 4, Questions for reading the article
Think about the following:

~ How canobservation in our institutions be turned into a useful, developmental and

non-threatening experience for teachers?

~ How can teachers in your institution be motivatedto get involved in peer observation?

~ What can be done to avoid overloading teachers?

~ How can teachers become aware of the benefits of peer observation?
What can be done to make the evaluation of teachers’ performance less threatening?

Lesson 6 ASKING QUESTIONS AND ELICITING

Module:  Classroom investigation 2

Topic: Asking questions and eliciting
Time: 80 minutes
Aim: To analyse asking questions and eliciting

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Objectives:

» to raise participants’ awareness of different kindsof questions that teachers ask
> to give participants practice in asking eliciting questions

Lead in

Time: 5 min

Materials: flipchart, markers

Preparation: Write the quotation on the board or flipchart

> © Draw participants’ attention to the quotation on the board/flipchart (see below). Ask
participants to read the quotation and express their opinion on it.
Teaching is more aboutasking the right questions than answering them.
» Establish that questions are the most important tools in teaching and learning and say that the
session is devoted to this topic.
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Activity 1Graded guestions

Objective: to raise participants’ awareness of the importance of grading questions

Time: 15 min

Materials:  handout 1

Preparation: write the five questions on the board/flipchart (see the table in bullet 1)

Procedure:

>» ©©¢(10 min) Divide participants into four groups. Distribute handout 1E to each
participant. Ask participants to look at the picture and the questions. Explain that they have
to sequence them from easy to difficult: 1 — the easiest to answer, 5 — the most difficult.

Suggested answer:

# | Question Number

1 | Why is the dog not attacking the men? 4/5

2 | Is the dog barking? 1/2

3 | How many men are there? 2/1

4 | What will the owners of the house find out when they come 5/4
home?

5 | What does the dog look like? 3

Give groups 3-5 minutes to complete the task and then invite a representative from each group
to come to the board and write the number of each question to show the order suggested by
their group. Ask them to explain their decisions.

NB Different groups may have different orders, so in the table there might appear four
numbers near each question. Accept all answers and do not let participants turn this exercise
into a debate.

> © (5 min) Say or elicit that the easiest type of question is a YES/NO question because it

requires a short answer. This type of question is even easier to answer if the answer can be
SEEN in the picture. Thus, Question 2 could be the first. Wh-questions are more difficult to
answer and usually the most difficult type of Wh-questions is a WHY question. If the answer
to such a question cannot be seen but we must guess it or imagine something, it is even more
difficult to answer it. However, the words in the bubble in this picture make it a little bit
easier to answer Question 1 than Question 4, that’s why the numbers 4 and 5 are given with a
slash.

Activity 2 Categorising questions

Objective: to show participants the connection between questions and thinking skills

Time: 35 min

Materials: markers

Preparation: Prepare in advance the table with Thinking Skills (see bullet 6) on the

board/flipchart

Procedure:
> ©©¢(10 min) Add three more questions to those on the board/flipchart and number them.
# | Question Number
1 | Why is the dog not attacking the men?
2 | Is the dog barking?
3 | How many men are there?
4 | What will the owners of the house find out when they come

home?

What does the dog look like?

Did the men come to clean the house?

7 | What will the men steal from the house?

(62}

(o]
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8 | Would you like to have such a dog in your house?

Why/Why not?

Ask participants to discuss the following question in their groups:

~ What must a person know and/or understand in order to answer each of these
eight questions?

> © (7 min) After they have finished, ask groups to report. They may talk about any
question/s, not necessarily all of them.

Suggested answers:

Question 1 requires an analysis of the situation and the words in the speech bubble.
After you analyse the words, you can apply your understanding of them to answer the
Wh-question.

Questions 2, 3 and 5 can be answered by simply looking at the picture, e.g. you see that
the dog is not barking and you can count the men in the picture.

Question 4 requires extra thinking, not only from you but also from the viewpoint of the
owners of the house; after this act of thinking you combine several analysed pieces of
knowledge into a whole picture.

Question 6 requires your understanding of the fact that burglars do not come to clean
houses.

Question 7 can be answered when you apply your general knowledge of what happens
in such situations and also your understanding of the words in the speech bubble.
Question 8 requires evaluative thinking and is connected with question 1, so analytical
and evaluative thinking go together here.

> (8 min) Write one more question on the board/flipchart:
9. Do you like the picture?

» Ask participants the following question:

~ When do you think this question should be asked: as the first or the last in a series
of questions?
> Invite several random responses and ask them to explain their answer. Say that the question
‘Do you like...” is also an evaluative question and it can be either the first or the last. If it is
the first it opens up the discussion, when it is the last, it concludes it.
> Draw participants’ attention to the table on the board/flipchart.

# Thinking skills # of question
1 Knowledge-focussed 2,35,

2 Comprehension focussed 6

3 Application-focussed 1,7

1 Analysis 1

2 Synthesis 4

3 Evaluation 8,9

Tell participants that the first three categories belong to LOWER ORDER THINKING
SKILLS and the second three categories are HHGHER ORDER THINKING SKILLS.
(Based on Bloom's Taxonomy of Educational Objectives)

> Elicit or tell participants that normally teachers find it easier to ask questions in the first three
categories. However, if we always ask only such questions we will not help our learners’
develop intellectually. Questions belonging in the second three categories should not be
ignored because it is these questions that help teachers to find out their learners’ personal
opinions. By these questions we show our students that we are interested in them, we show
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our respect for them. Moreover, these questions provide stimuli for critical thinking and can
help lead learners towardsintellectual independence.

©0&(10 min) Ask groups to think of one interesting question that could be asked about the
picture. When they are ready invite spokespeople to ask their question. Other groups should
comment on it. They can say where it couldfit into on the existing list of questions and what
category it belongs to.

Activity 3 Eliciting technigques

Objectives:

> to give participants practice in asking eliciting questions

> to demonstrate different eliciting techniques

Time: 25 min

Materials: handout 2

Procedure:

>» ©o¢5 min) Give out handout 2 Bto each participant. In the same four groups ask
participants to decide what questions should be asked to elicit the answers on the handout.

Q1L

A. It’s night.

Q2.

A. Because it’s dark. The moon is in the sky.

Q3.

A. Burglars.

Q4.

A. Near the fridge.

Q5.

A. Because it’s guarding the food.

>

>

© (5 min) Ask the group which questions could be asked. Discuss their suggestions but
do not evaluate them. Try not to spend too much time on this task.

Suggested answers:

1.What time of day is it? 2. How do we know that it’s night? 3.Who are
these two men? / Who has broken into the house? 4. Where is the dog
sitting? 5. Why is it sitting there?

(2 min) Say that it does not matter if students cannot answer these questions. The whole point
of eliciting is to find out whether someone knows the correct answer. Some students may
actually have a bigger vocabulary than others. If nobody can give the answer it is a signal to
the teacher that she should introduce the word or words which are needed to answer the
question. By trying to elicit the needed vocabulary first teachers can make the class listen
with more interest.

(5 min)Ask participants the following question:

~ What else besides asking questions can a teacher do to elicit vocabulary and get
students to produce language?
Invite random responses.

@ (8 min)Say that now you will demonstrate three elicitation techniques. Ask participants
to act as students. Do the following:

[#]

You | Participants
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1 | Say, “A small electric lamp which one burglar is carrying | Torch/Flashlight
in hishand is called a ...”

Say,” Right. “Torch’ is British English and “flashlight’ is
American English.”

NB If participants do not know the answer give it
yourself and write both words on the board / flipchart.

2 | Say,“ Describe the burglar in the window”. Possible answer: He is a young
man who is wearing.... He isa
little bit clumsy; he has dropped
his torch.

3 | Say, “I will mime the action now, and you will give the Sneak.

verb”. Move quietly on tiptoe looking stealthily around
you as if you didn’t want to be seen or heard.

NB If participants do not know the answer, write the
word ‘sneak’ on the board and say that this is how the
first burglar is moving.

» Elicit from participants or tell them that first you said an unfinished sentence to elicit the
word ‘torch/flashlight’. During the second demonstration you gave a short prompt and
elicited a long answer. In the third demonstration you mimed the action to get them to
produce a verb. Stress that eliciting is really only suitable for ‘closed’-type information,
when the teacher is ‘fishing’ for a particular answer.

Summary

Establish that

» when teachers ask students questions they should start with easy questions and then move on
to more difficult ones;

» it is not enough to ask questions which develop only lower order thinking skills; teachers
should ask questions which require higher order thinking skills;

> elicitation is important because it gives a teacher information about how much and what
exactly students know;

> elicitation is also motivating for students because it gives them a chance to be actively

involved in a lesson. It can also be a more entertaining and memorable way to learn.

ASKING QUESTIONS AND ELICITING

Activity 1, Handout 1, The dog and the burglars

b 2 2
N ¢ L

l#————

| 777

i I don't care {

?//} if you take money or jewellry
7 but don't mess
e with the food.

# | Question Number

1 | Why is the dog not attacking the men?
Is the dog barking?
3 | How many men are there?

N
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4 | What will the owners of the house find out when they come home?

5 | What does the dog look like?

ASKING QUESTIONS AND ELICITING
Activity 3, Handout 2, Eliciting questions

QL
A. It’s night.
Q2.
A. Because it’s dark. The moon is in the sky.
Q3.
A. Burglars.
Q4.
A. Near the fridge.
Q5.

A. Because it’s guarding the food.

ASKING QUESTIONS AND ELICITING
Activity 3, Handout 2, Eliciting questions

QL
A. It’s night.
Q2.
A. Because it’s dark. The moon is in the sky.

Q3.
A. Burglars.
Q4.
A. Near the fridge.
Q5.

A. Because it’s guarding the food.

Lesson 7. OBSERVATION AND FEEDBACK I
Module:  Classroom investigation 2

Topic: Observation and feedback
Time: 80 minutes
Aim: To analyse observation and feedback

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Objectives:

> to give participants an opportunity to discuss the concept of observation for professional
development

» to give structure to the process of observation

» to provide an opportunity to observe an English class

Activity 1 Talking about the article

Objective: to give participants an opportunity to discuss the article “Peer Observation” by
Graham White

Materials: board/flipchart

Preparation: Write the seven questions on the board or flipchart before the session starts

Time: 15 minutes

Procedure:
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> © (8 min) Say that at the beginning of the session you would like participants to talk about

the article “‘Peer Observation’ and the issue which was raised in the previous session, i.e.
observation for developmental purposes. Tell them that the objective of this is to help them
internalise the idea of observation for professional development. Draw their attention to the
seven questions on the board/flipchart. Ask participants to discuss these questions in groups
of five.
1. Did you like the article ‘Peer Observation’? Why/Why not?
2. What are the two models of peer observation? Which of them is a more typical
practice in our universities?
3. In our universities teachers are required to produce a written report after observing a
class. Can we use the second model of observation in these circumstances?
4. How do you understand the sentence ‘Both parties should agree on a focus for the
observation’?
5. Do you think confidentiality is important in the context of observation? Why/Why
not?
6. What does the author of the article advise teachers to do as a follow-up?
7. Do you agree with the author that the second model has advantages for both teachers
and institutions? Why/Why not?
NB Feel free to ask any other questions which you find pertinent to the needs ofa
particular participantgroup.

> © (7 min) Take in the answers to these questions in a whole-class discussion. Deal with

the possible questions from participants but try not to spend too much time on them. Sum up
the main points that emerge from the answers.

Activity 2 Creating observation sheets
Objective:  to raise participants’ awareness of the possibility of observing certain aspects
of a lesson;
to help participants create focused observation sheets and prepare for
observing a video lesson

Time: 35min
Materials: Handout 1
Procedure:

> © (5 min) Ask participants the following question:

~ Do you think observing a class is easy or hard work?
Accept all responses. Establish that it is important to be systematic while observing classes,
i.e. do it according to a careful plan and do it thoroughly.
» Ask participants the following question:
~ Do you have a special form in your universities which you are supposed to
fill in while or after observing a class?
Ask them to say what this form looks like.
>» Tell them that sometimes instead of observing the whole lesson we can observe one aspect of
it. Or instead of observing all the students we can observe an individual student. Ask
participants what they think a focussed observation sheet is. Elicit or tell them that it is a
sheet which helps an observerto focus on one or a small number of aspects of teaching and/or
learning.
» © (5min) Tell participants that they will work on two observation sheets.Give out handout

13,
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> © Ask participants what teaching strategy the first observation sheet is used for. The

answer is Eliciting. Draw participants’ attention to the categories/columns of the table. Now
ask them to look at the second table and explain that an X means a minute. Ask participants
which aspect of the lesson it is intended to focus on. The answer is TTT (Teacher Talking
Time) and STT (Student Talking Time)
>» ©00© (25 min) Divide participants into five groups. Give each group a task to create an
observation sheet and prepare to present it to the whole group:
Group 1 — Using the blackboard
Group 2 -Use of L1
Group 3 — Organising and managing pair work and/or group work
Group 4 — Observing an individual student
Group 5 - Error correction
» Monitor the work of groups giving help when necessary. Tell them that they should think
about the categories/columns (eg Stage of the lesson etc) and may not fill their sheets with
examples as it is done in their handouts. When groups are ready, they take turns to present
their observation sheets. Encourage participants from other groups to ask questions and make
comments.

NBPossible sheets below are complete with examples which can give you an idea of what
sort of things can appear in participants’ sheets (if they choose to write them).

Possible sheets:
Using the blackboard

Stage of lesson How used, how much | Purpose Comments
used
e.g. The end of T draws a table and To drill a new pattern Can all students see the
presentation — writes in it. Ss use table well?
substitution table what’s written to make
sentences. They
produce 15 sentences

Use of L1

Stage of lesson Duration of episode Why used Comments

e.g. The beginning of | 3 min Two students were late, | Does T sometimes do
the lesson T reprimanded them in | the same in English?

L1

Organising/managing group work and pair work

Stage of lesson Teacher Students Comments

e.g. While-reading | T asks Ss to compare their Ss work with a person | Ss seem to be used to

activities answers to a matching sitting next to them, then | this kind of work, one
exercise in pairs turn to people behind | girl came late and
Then T asks 2 pairs to form them to work in groups | immediately joined a
groups of 4 and do T/F of 4 group, and they worked
activity inagr.of5

Observing an individual student (Name... )

Stage of lesson Student involvement Comments

e.g. Free practice stage S worked with a girl sitting next | Seemed to be unwilling to make

to him up a dialogue with his partner

and even made a comment in L1
about how slow she is.

Error correction
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Stage of lesson Error Treatment of error Comments

e.g. Controlled practice | S used past simple T said, ‘Mmm, that’s T acknowledged the S’s
— use of present perfect | when T tried to elicit interesting’, then answer even though it
the answer in present addressed the whole was not what she
perfect class, “‘What tense did N | expected. T elicited the
use in her answer?’ group’s reaction before
Ss ,’Past Simple’. T, repeating the question.

‘Right. It’s because she
spoke about last year.
Now listen to my
guestion again: How
long have you lived in
this city?’

Activity 3 Watching the video and discussing it

Objective: to give participants a chance to be the observers and ‘the teacher’ and to

discuss the lesson

Materials: video

Time: 30 min
Procedure:
» (5 min) Tell participants that they are going to watch a video. Divide them into two groups.

The first group will be Observers. Explain to them that they should imagine that they have
agreed with a colleague to observe her lesson and are to focus on one of the aspects of the
lesson. Encourage them to use one of the observation sheets which they have created. Make
sure participants choose different aspects.

The second group, Teachers, should observe the same lesson identifying themselves totally
with the teacher so that they are ready to receive feedback. Encourage them to think about
the teacher’s objectives and reasons for acting in the way she acts.

NB Ask both groups to take notes.

Give information about the video. Say that the clip is approximately 15 minutes long. The
students are first-year students of one of theuniversitiesin Tashkent. The lesson is a
conversation lesson and its topic is ‘Keeping secrets’.

©0®© (25 min) Groups watch the video wand take notes. After they have watched the
video tell Observers and Teachers to share their impressions of the lesson in their two
respective groups. Join each group in turn for some time, listen in, and help them if
necessary. Observers should discuss how they will lead the feedback session, what to focus
on and the types of questions they are going to ask. Teachers should try to predict what the
observers will want to discuss and should prepare themselves accordingly.

Summary
Tell participants that after a break they are going to practise giving feedback, which is the natural

follow-up to observation.
OBSERVATION AND FEEDBACK 1
Activity 2, Handout 1, Two observation sheets

Teaching strategy

Stage of the Teacher’s Wait time Students’ Comments
lesson questions/prompts (sec) responses
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Pre-speaking | Who can tell me what | ///ll
‘amazed’ means?

OK, it means the same as the | // surprised Two Ss gave an
word which begins with ‘s’ answer. Several
and which you all know very others made a note
well. in their notebooks

Aspect of the lesson

Time Teacher | S1 S2 S3 S4 S5 S6 S7 S8 S9 S10
(minutes)
0-3 XX X
4-7 XXX
8-11 XX XX
12-15 X X X X X X X X X X X

Lesson 8. Interviewing (structured, semi-structured and non-structured)
Module:  Classroom investigation 2

Topic: Interviewing (structured, semi-structured and non-structured)
Time: 80 minutes
Aim: To analyse interviewing

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Procedure

1. Warm up by asking students if they like having interviews. Then, ask if they can recall any
mistakes they made in interviews they have had in the past.

2. Hand out the worksheet. Explain to the students they should choose the best answer to each
question, according to how they think it is best to behave in an interview situation.

Suggested key: 1.¢; 2. b; 3. ¢;4.4a;5.b;6.b;7.d;8.¢; 9. c.

3. Go over the answers with the class to clear up any misunderstandings; then, split students up
to do the group work.

4. Organize the students into groups of three or more, depending on class size. Write the
following questions on the board: a. What should you do in the weeks leading up to the
interview? Make a list of at least five things. b. What are some common interview questions?
When you have five, think of a few other possible questions.

5. Ask students to discuss and write down their answers to the questions.

6. Get the groups to call out one answer each and write their answers on the board. Point out the
most common questions.

7. Try to get the students to give answers to one or two of the awkward interview questions.

8. Now, ask students to call out some different occupations. As they do so, write them on the
board. Encourage them to choose interesting jobs like firefighter, catwalk model and bank
robber.

9. They should now choose one of the occupations for their group. No two groups can choose the
same occupation. Try to avoid the less interesting jobs like teacher or banker.

10. They are now the bosses of their own company. They have to prepare some questions for the
interviews they are going to give to prospective employees. The bosses also have to think of two
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or three practical demonstrations for the candidates to perform to see if they are really capable of
doing the job; for example, a firefighter might have to lift someone up, a model to show how she
struts on the catwalk and a bank robber to load a gun.

11. When the groups are ready, one member from each group should be interviewed by the
bosses of a different group. Stress that the interviewees really want to get the job in question.
12. After they have answered the interview questions and performed the practical
demonstrations, move the students on to be interviewed by another group. Keep them circulating
and make sure different students are given the opportunity to be interviewed for different jobs.
13. After most students have been interviewed, close the proceedings by asking each group who
the best candidate for their particular occupation was and why.

14. Congratulate the successful students and give out prizes, if you like.

Task 1. Choose the best answer to each question.

On the day of the interview, you should ...

1. ...be...

. a little late so the person interviewing you won’t be embarrassed if he / she is late, too.

. punctual.

. a little early.

. ... Wear ...

. your favorite NBA colours.

. smart clothes.

. smart-casual clothes.

. a party dress.

....eat ...

. nothing at all so you look thinner.

. a big, heavy meal.

. a light meal or snack.

. ... drink ...

. some water to quench your thirst.

. a cup of coffee to perk you up.

. a glass of whisky, or two, to calm you down.

In the interview, you should ...

5. a. ... walk into the room laughing to show you are a happy person.

b. ... walk into the room and sit down. c. ... run into the room to show enthusiasm.

You should sit ...

6. a. ... with your head down, to show you are humble.

b. ... upright and alert.

C. ... way back in your chair to show you are relaxed and easy going.

d. ... with your feet on the table to show them who’s boss!

When the interview begins, you should ...

7. a. ... smile at the most handsome / beautiful teacher — he/she looks so cute!

b. ... tell the interviewers you are feeling very nervous.

C. ... show off your latest tattoo — it’s still fresh!

d. ... smile politely at all the people interviewing you.

When the interview begins, you should ...

8. a. ... scratch your head.

b. ... say “‘What?’ as loudly as possible.

C. ... ask politely if the interviewer could repeat what he / she said.

d. ... look stupid, hoping for the next question to come quickly.

When asked a question, you should ...

9. a. ... answer as quickly as possible because ‘time is money’.

b. ... say ‘Hmm’ and ‘Erm’ to give yourself more time.

C. ... listen carefully and then answer clearly.

O T O RO TDOY WO TOYINNO THD
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d. ... slap the interviewer on the back and say ‘That’s a great question, man.’

Lesson 9. Questionnaire of teacher and students
Module:  Classroom investigation 2

Topic: Questionnaire of teacher and students
Time: 80 minutes
Aim: To analyse questionnaire of teacher and students

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

STUDENT QUESTIONNAIRE REFLECTION

Name

Department

The goal of our student questionnaires is to provide student feedback to help teachers discern
areas of strength and growth in their teaching. To that end, please complete the following
reflection and place it in your EIT portfolio, which you will send Patrick Ruff at the end of the
year. Please also send a copy to your Department Chair by February 28"

We are asking teachers to perform a self-evaluation first to help determine if our own
perceptions of how things are going in the classroom match what students perceive. , Before
reviewing your students’ perceptions, please review the questionnaire and then answer questions
1 & 2. Then, take some time to digest the student feedback before completing questions 3-6.
Thank you.

1. Please indicate which three questions you think are your areas of strength. Please rate
yourself and then fill in the average student rating after you review the student questionnaire
information.

Subject 1 Subject 2 Subject 3

Questionnaire Item My Student | My Student | My Student
rating | rating rating | rating rating | rating

2. Please indicate which three questions you think are areas of growth. Please rate yourself and
then fill in the average student rating after you review the student questionnaire information.

Subject 1 Subject 2 Subject 3

Questionnaire Item My Student | My Student | My Student
rating | rating rating | rating rating | rating
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3. In which areas did your view of your teaching match your students’ perception? In which
areas was there a difference? What might this tell you?

4. In what areas are you most effective as a teacher? What makes you successful in those areas?

5. In what areas would you like to improve as a teacher? What steps do you plan to take and

how can the school help you?

6. With student feedback in mind, what is one specific goal for your teaching that you might

pursue during the rest of the semester and next year?

STUDENT QUESTIONNAIRE
PLEASE RATE YOUR TEACHER IN EACH OF THE FOLLOWING CATEGORIES BY USING
THE SCALE:
(1)  STRONGLY DISAGREE
(2)  DISAGREE
(3) SOMEWHAT DISAGREE
(4)  SOMEWHAT AGREE

(5) AGREE
(6) STRONGLY AGREE
MANAGEMENT
1. The teacher is generally well-organized and prepared for class.
2. The teacher maintains enough classroom discipline so the class and | can learn.
3. Class time is used in an efficient and productive manner.
4. Tests and assignments are corrected and returned to me, and | know where | stand

in this class in terms of my grade.
INSTRUCTION/CURRICULUM

5. What we do in this class (homework and classwork) helps me learn the subject matter.
6. The teacher explains the material clearly and in ways that are easy to understand,
offers alternative explanations or additional examples, and clears up confusion.
7. The teacher gives the right amount of graded assignments, tests, and quizzes in order
to fairly evaluate my performance.
8. The grading system is fair and reasonable, and | am consistently graded according to
this system.
9. The teacher uses a variety of activities (discussion, group work, lecture, labs,

technology, etc.) during class time.

10.  The teacher knows the subject area very well.

11.  The goals of this class are clear to me.

12.  The teacher encourages the students to think for themselves.

MOTIVATION

13. The teacher challenges my abilities as a student, and this class requires consistent time,
study, and preparation.

14, In this class, | feel free to ask questions and participate in discussions and activities.
15.  The teacher offers encouragement and positive reinforcement, as well as constructive
criticism.

16.  The teacher is available to students outside class time for tutoring, review work, or
to answer questions.
17.  The teacher is interested in and enthusiastic about teaching this class.

163



18.  The teacher is approachable; she/he demonstrates interest in and concern for the students.
19.  This class/teacher encourages me to become a person for others.
20.  On average, how much time do you spend completing homework for this class each
night?

1) Less than 30 minutes

2) About 30 minutes

3) About 45 minute

4) About 60 minutes

5) About 75 minutes

6) More than 75 minutes

Lesson 10.  Field notes
Module:  Classroom investigation 2

Topic: Field notes
Time: 80 minutes
Aim: To analyse how to write field notes

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

What are field notes?
Field notes refer to notes or the written account derived from data collected during observations
and interviews. There are many styles of field notes, but all field notes generally consist of two
parts: descriptive in which the observer attempts to capture a word-picture of the setting, actions,
and conversations; and reflective in which the observer records thoughts, ideas, questions, and
concerns based on the observations and/or interviews.
What are the characteristics of field notes?

1. Accurate

2. Detailed, but not cluttered with irrelevant trivial

3. Extensive to permit reader to understand the situation described.
What should one take note of during observations?

1. Physical setting

2. Activities

3. Human, social environment. The way in which human beings interact within the
environment.
Formal interactions
Informal interactions
Nonverbal communication
Observing what does not happen
Note: Each week has a specific focus. Refer to the Practicum and Field Experience Syllabus on
CANVAS
What do I need to do in order to set up my field notebook?

1. Acquire a spiral-bound notebook that is used only for your field notes.

2. On the left, record only observations, and strive to record those thoughts in the least

biased ways possible (record them without analyzing them).
3. On the right side, reflect on those observations. This is where you can: ask questions,
consider ways of interpreting an event, and wonder about what you’re seeing.

No ok

Observational/Descriptive field notes Reflections/Interpretations of field notes
(occurs in the field) (occurs after you leave the field)
1. Include location of observation, date, 1. Emphasize ideas, hunches, impressions,
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and time. A short title can be helpful in etc.

identifying the purpose of the 2. Include unanswered questions that have
observation, or connect observation to arisen from reflecting on the

the weekly guiding question(s). observation.

2. Describe what you see. Describe the 3. Ask yourself questions about what
setting. This may include pencil you’ve seen. What surprised you? What
drawings of the space and furniture intrigued you? What disturbed you?
arrangement. 4. Clarify points and correct mistakes and

3. Describe the activities that took place misunderstandings in other parts of
in that setting. Reproduce the sequence your field notes.
of actions and behaviors. 5. Include insights or speculations about

4. Describe the people who took part in what you are observing.
the activities and their roles in the 6. Analyze the assumptions and
activities. expectations you bring into each of

5. Record exact quotes or close your observations.
approximations of comments that relate
directly to the observation activity

6. Describe any impact you might have
had on the situation you observed.

Field notes

These consist of brief descriptions in note form of key events that occurred throughout the
lesson. They can provide a summary of the lesson as a whole, or can be time-based (e.g., every
five minutes). For example:

8:30 - Class begins.

8:33 - Teacher writes instructions for class on board as students turn on computers.

8: 35 - Teacher gives oral instructions for online reading task.

8:40 - Students engage in online reading task with computers.

8:45 - Silence - reading comprehension ensues.

8: 50 - Silence

8:55 - Teacher checks with a student about why he's not reading and circulates to see how other
students are doing.

9:00 - Silence continues as students read.

9:04 - Students finished with online reading task look up at teacher.

9:05 - Teacher takes up answers for the online reading task students were working on.

9:08 - Teacher tells students to go back to computers to do scanning practice.

9:09 - Teacher assists one student to get online and understand scanning.

9:13 - Teacher helps student scan and then tells whole class what they should be doing when
""scanning" andfocusing on key words.

9:17 - Teacher circulates room and helps individual students while reading on their computers.
9:20 - Teacher concludes class.

Field notes Template:
Lesson observation
Fieldnotes,  date

Observation of __teacher name___, _class__, Gen __

Observer: __initials___

Lesson time:

Type of lesson: (QtA? Reading? Grammar?)

Text: [Add notes here with any necessary background

information, eg. Using same text as last year but different lesson plan, students coming in late,
etc.]
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Time What happened Observations Comments

Be sure to include the headings at the top of each column. If you find these columns do not work
for r you and you want to change them, be sure to include appropriate headings so we know the
type of inforamation included. Most important are to include approximate time stamps (by the
clock in the room, brief notes on what happened and any observations relevant to the project,
teacher development, students responses, excerpts to choose for transcription.

Lesson 11. Evidence of student performance
Module:  Classroom investigation 2

Topic: Evidence of student performance
Time: 80 minutes
Aim: To analyse evidence of student performance

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Objective:  to help participants explore the nature of facilitation in teaching

Lead in (20 min)
Materials: A 4 paper for each participant
Procedure:

>» © (5 min) Say that during this session you would like participants to think about the roles a
teacher can play in the classroom. Distribute A 4 paper to each participant and ask them to
put their names in the middle of the page and write all thepossible roles they play in their
classroom around the name (mind map style).

Example (can be displayed on the board)
Councillor Humorist Questioner

Muzaffar Ahunov

Designer Organiser Manager Examiner

> ©©(3 min) Put participants in 4 groups and invite them to compare their lists and share
their ideas.

> © (2 min)Invite each group to briefly report on the roles that they discussed and make a list
of roles mentioned by the participants on the board.

Activity 1 Exploring the article

Objective:  to enable participants to explore the article

Time: 25min

Materials: article Facilitation in Language Teaching by A. Underhill (distributed earlier)

Procedure:
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> © (5 min) Make sure that everyone has got the article Facilitation in Language Teaching by
A. Underhill (it should be read by this session). Invite participants to go individually through
pages 1-9 and underline 4 things they liked in the article in particular (limit the number of
things to 4, otherwise the discussion that follows will take too much time).
©©® (10 min) Put participants in groups of 4 and ask them to share their ideas.

© (5 min) Invite a spokesperson from each group to summarise the main points of their
discussion.

» (Optional) Share your own 4 things.

> Say that it is difficult to give a strictdefinition of the role of a facilitator and in this session
participants will try to explore the concept of facilitation in teaching through the article.

Activity 2 Difference between Lecturer, Teacher and Facilitator
Objective:  to enable participants to verbalise the difference between Lecturer, Teacher and

Facilitator
Time: 27min
Materials: handouts with symbols

Procedure:

> ©© (5 min) Put participants in pairs and ask them to share how they understand theroles of
Lecturer, Teacher and Facilitator in the light of the article. Assign each pair a different task —
task 1 - Lecturer, task 2 - Teacher, task 3 - Facilitator.

NB Make a point that the words ‘lecturer’, ‘teacher’ and ‘facilitator’ are ONLY used in

the article to represent some characteristics. It does not mean at all that it is good or bad to

be a lecturer or a teacher.

> ©©+ (10 min) When pairs have finished their discussion, put those pairs who had similar
tasks in groups (e.g. those who discussed the role of Lecturer will be in one group now) and
ask them to share their ideas. Ask them to prepare a brief report summarising the main points
of their discussion. Encourage groups to use examples from personal experience, if they
think it is appropriate.

> © (8 min) Ask groups to share. Invite any comments.

» © (2 min) Distribute handout 1Bto each participant and ask them to examine the symbols
on the handout and say how they understand them.

> © (2 min) Collect ideas from the whole group. Refer to the symbols and establish that

afacilitator is a teacher who has knowledge of the subject, skills to teach this subject and
sensitivity towards learners, their needs, preferences, learning styles, etc.

Activity 3 Is it possible/difficult to become a facilitator?

Objective:  to help participants analyse the second part of the article

Time: 20 min

Materials: article Facilitation in language teaching by A. Underhill, posters, markers

Procedure:

> © (5 min) Ask the whole group the following questions:

~ Is facilitation a skill or a talent?
~ Is it possible to become a facilitator?
~ Does a teacher need to go through specialtraining to acquire the skills of a
facilitator?
>» © (3 min) Ask participants to go through pages 9-19 ofthe article individually and topick
several important things they have learnt and which they think would be useful as advice for
their colleagues.

167



>» ©©© (10 min) Put participants in 4 groups. Based on what they have chosen, ask groups to
make a list of 6 (the ones they think have the priority) recommendations of what should be
the first steps towards facilitation. Tell groups to put their ideas on a poster.

> © (10 min) Invite groups to display their posters and mingle around to comment on each
other’s recommendations.

Summary

5 min

Establish that Facilitation in teaching is more of an attitude towards the teaching profession than
a set of certain skills. It is rooted deep in teachers’ beliefs about learning and about how they
teach their students to maximise their learning. There is no right or wrong way one can take to
become a facilitator. Agoodfacilitator has a perfect sense of theclassroom and students and this
guides her/him in selecting themethods s/he employs in teaching and supporting learning.
FACILITATION IN LANGUAGE TEACHING

Activity 2, Handout 1, Symbols

Symbol 1

Symbol 2

Symbol 3
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Lesson 12.  The need for triangulation of data sources
Module:  Classroom investigation 2

Topic: The need for triangulation of data sources
Time: 80 minutes
Aim: To analyse the need for triangulation of data sources

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Objectives:

> to raise participants’ awareness of different approaches and attitudes to teaching mixed
ability classes

> to raise participants’ awareness of the impact that teachers’ attitudes to mixed ability classes
have on learners

> to help participants explore and evaluate different strategies that can be used when teaching
mixed ability classes

Lead in

Time: 5 min
Materials: board, markers
Procedure:

> © (® min) Ask participants the following questions:

1.  What do you understand by a mixed ability group?

2. Have you ever taught a mixed ability group? Tell us about it.
3. How do you pitch your lessons with the mixed ability groups? What level do
you teach to? within a mixed ability group — the stronger, theaverage or the
weaker students? Why?

Possible answers:

2. A mixed ability group is a group where students
differ in terms of language background, learning
speed, learning ability and motivation, language
level, learning styles etc.

2 & 3. Answers will vary.

> Establish that a mixed ability group is a group where students differ in terms of language
background, learning speed, learning ability and motivation, language level, learning styles
etc. Write the following question on the board:

~ What level should we teach towithin a mixed ability group and how?

Ask participants to think about this question but not to answer it immediately. Tell participants
that we will try to answer it in this session.

Activity 1 Learners’ perspective

Objective: to let participants explore how learners feel in a mixed ability class
Time: 25 min

Materials: DVD, DVD player, handout 1 per participant

Procedure:

> © ( min) Ask participants the following questions:
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1. How do you think students feel in mixed ability classes?

2.What impact do you think the teacher’s attitude has on learners? How do
learners feel if the teacher focuses mainly on stronger/weaker/average students?
3.Have you ever asked your learners about it?

Possible answers

4. Weaker students might feel demotivated. Stronger students might
mock at weaker ones.

5. The teacher might encourage rivalry or friendship in a classroom. If the
teacher focuses mainly on stronger students weaker ones might be
discouraged from learning. If the teacher focuses mainly on weaker
students, stronger ones might loose motivation to make any further
progress.

6. Answers may vary.

» Elicit random answers. Tell participants that they will watch a video fragment where a group
of learners are talking about their feelings and attitudes towards working in mixed-ability

groups. Distribute handout 1 Eand ask participants to take notes.

> (10 min) Play the video. 3

Summary of the video fragment:

Jahongir —His teacher used to focus on weaker ones and used to say that stronger students can
work autonomously; his teacher used to assess the whole group performance to motivate stronger
students to help weaker ones and encourage team work. The teacher should pay more attention to
weaker students.

Rushana — studied in a mixed ability class where stronger students didn’t help weaker ones, now
she regrets that her teacher paid more attention to stronger ones. She thinks that teachers should
find the golden middle and encourage friendship among students.

Nargiza — she has changed schoolsseveral times and in some she was a weaker student and in
others a stronger one. When she was regarded as strong and received less attentionshe had
stopped learning, “didn’t put much effort”. She would like to get extra tasks. Teachers should
treat all students equally, stronger students should be challenged to achieve more, and weaker
ones should be helped so that they are able tocatch up with others.

» ©00(5 min) Ask participants to share answers to the tasks on handout 1= in their groups.

> © (® min) Elicit random answers.

Suggested answers:
1. 1) Jahongir — c; Rushana — b 2) Nargiza - a
2. Jahongir’s teacher mainly focused on weaker students, she made stronger ones help weaker
ones by evaluating not only individual but group performance as well.

Rushana’s teacher paid more attention to stronger students and it resulted in ignoring weaker
ones.

Nargiza’s teacher addressed mixed-ability classes by giving extra tasks to stronger students and
having additional classes for weaker ones.

3. 1) Jahongir — b; 2) Rushana — c¢; 3) Nargiza - d

> © (Lmin) Establish that a teacher’s attitude towards mixed ability groups has an impact on
learners. If a teacher focuses only on stronger students, weaker ones might feel ignored. On
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the other hand if a teacher tries to work mainly with weaker students, stronger students might
stop making progress. Providing equal opportunities for everybody promotes not only
learning at the learners’ optimumspeed, and in her/his preferred style, but also helps to build
trust and friendship in the classroom.

Activity 2 Teachers’ attitudes

Objective: to give participants an opportunity to explore different attitudes of teachers

towards working in a mixed ability class and strategies they employ

Time: 40 min

Materials: DVD, DVD player, handout 2 per participant

Procedure:

> @ (& min) Ask participants the following question:
1. Are mixed-ability classes always a problem?
2. Are there any advantages of teaching mixed-ability classes? If there are, what are
they?
3.How can a teacher turn the problem of teaching mixed-ability class into an
advantage?

Possible answers:
4) Yes/no/sometimes.
5) Yes/no/sometimes. In mixed-ability classes stronger students might help
weaker ones.
6) Teacher can use group and pair work, project work, give extra tasks to
stronger students, etc.

> © ® min) Tell participants that now they will watch a video in which teachers say how

they feel about working with a mixed ability class. Distribute handout 2 Eand ask
participants to look through the tasks.

> % (5 min) Play the video.

> ©0©(15 min) Put participants in groups of 4-5 and ask them to discuss their answers.

Suggested answers:

3. Alex complains of teaching a mixed ability class. He teaches only strong students
without paying attention to weaker ones.

4. Natasha enjoys working with her mixed ability class. She is trying to focus on every
student in the class.

Strategies Advantages Disadvantages
Grouping stronger students | Stronger students help Too much noise
with weaker ones weaker ones
Project work Each student can play a Difficult to assess
roleaccording to his/her
abilities/aptitudes
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Assigning tasks of Every student can do a Too much preparation
different complexity task according to his/her
level, ability, needs etc. In
this case weaker students
will not feel frustrated,
whilestronger ones will not
be bored.

4. Answers may vary.

> © (L0 min) Elicit random answers and establish that there are different attitudes towards

working with mixed-ability classes. Some teachers believe that they should focus only on
stronger students, while others take advantage of the opportunities presented by this
situation. The advantages of working with mixed-ability classes are diversity of opinion, and
the possibility for students to learn from each other. There are different strategies for working
with mixed-ability classes.

Activity 3  Article discussion

Objective: to let participants explore strategies of addressing different levels of learners

Time: 5 min

Materials: handout 3, 4 per participant, articles by Gareth ReesTeaching mixed-ability
classes 1& 2. Available
at:www.teachingenglish.org.uk\THINK\methodology\mixed_abilityl.shtml.htm
and www.teachingenglish.org.uk\THINK\methodology\mixed_ability2.shtml.htm

Procedure:

> © (® min)Ask participants to try to answer the question asked at the beginning of the

session:
~ What level should we teach within a mixed ability group and how?
> Elicit that teachers should try to address different levels of students by giving group work,
project work, setting tasks of different complexity etc.
>» ©0© (5 min) Ask participants to work in groups and discusswhether the strategies
mentioned in the video will be suitable in their context. Ask groups to add any other
strategies they know to those given in the table on handout 2.

> © (® min)Elicit random answers.

Distribute handout 4 Eand ask participants to look through the questions. Distribute the
articles by Gareth Rees Teaching mixed-ability classes 1& 2.

>» (Optional) ©@©@® (15 min) If time allows ask participants to skim the article and in their
groups try to find answers to the suggested questions.

> If there is no time left ask participants to read the article at home and try to find the answers
suggestedin the articles and to experiment withthe ones they think are relevant to their
context.

Follow-up reading

Rees Gareth. Teaching mixed-ability classes 1& 2. Available
at:www.teachingenglish.org.uk\THINK\methodology\mixed_ability1.shtml.htm and
www.teachingenglish.org.uk\THINK\methodology\mixed_ability2.shtml.htm
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Lesson 13. Lesson observation
Module:  Classroom investigation 2

Topic: Lesson observation
Time: 80 minutes
Aim: To analyse lesson observation

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Observation plays a central role in practice teaching, both observation of your teaching
by your cooperating teacher and supervisor, as well as your own observations of your
cooperating teacher's class. Other school staff may also wish to observe one of your classes from
time to time, such as the principal, the vice-principal, or a senior teacher, so you need to prepare
well for every lesson in the event that someone asks to observe your teaching. You may also
have the opportunity to observe other teachers in your host school and to review video
recordings of your own teaching and that of other student teachers in your teaching practice
seminars. The purpose and nature of observation, however, differs according to who participates
in the observation process. For example, in observing your cooperating teacher's class your focus
will be on how the teacher teaches, on such things as how the teacher creates a positive
atmosphere for learning, on the strategies and procedures used by the teacher in setting up
activities, on the way the teacher gives instructions and explanations, and how he or she gives
feedback to learners. As a novice teacher you will not be evaluating your cooperating teacher's
teaching. When you are being observed by your cooperating teacher or supervisor, however, the
focus will often be on how well you carried out different aspects of the lesson.

If observation is to serve a useful purpose it needs to be carefully planned. The purpose
of the observation is to collect information that you can later use during a follow-up discussion
with the teacher. Before you observe your cooperating teacher's class you will normally have a
preobservation meeting to decide on the focus for your observation and the procedures you will
use to record your observations. You may suggest aspects of the class you would like to learn
more about, such as how the teacher makes use of group work or how he or she deals with
classroom management. Your cooperating teacher will also suggest things to look for during an
observation. Normally you should focus on only one or two aspects of the lesson since you
cannot focus on too many things at the same time. Some aspects of a lesson are relatively easy to
observe (such as the kinds of questions students ask), whereas others may not be observable and
have to be inferred (such as the degree of interest students had in the topic of the lesson,
decisions teachers made during a lesson, or problems that occurred that might not have been
visible to an observer). The following are examples of the things your cooperating teacher might
ask you to observe during his or her lessons:

Lesson structure

» The way the lesson opens, develops, and closes
» The number of activities that constitute the lesson
* The links and transitions between activities
Classroom management strategies

» Setting up groups

» Maintaining order

 Time management

* Seating arrangements

Types of teaching activities

» Whole-class activities

* Pair and group activities

* Individual activities
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Teaching strategies
* Presenting tasks
* Organizing practice
* Teaching techniques
Teacher's use of materials
* Use of the textbook
* Use of other resources
Teacher's use of language
» Use of instructional language
* Use of questions
* Feedback techniques
* Explanations of vocabulary and grammar
Students'’ use oflanguage
* Use oflanguage in group work
» Use of the mother tongue during class
* Problems with grammar
* Problems with pronunciation
Student interaction
* Time on task
* Questioning behaviors
* Student-to-student talk

Teachers might become tense and worried when an observation is coming up. As a
teacher trainer, | always tell teachers that they do not need to panic. Being observed is part of
developing as a teacher, and you can learn from your observer. These five tips may help you to
prepare for your observation, and to be a better teacher in every lesson.
1- Classroom Management
What is classroom management?
This is 'the way a teacher manages learning by organising and controlling what happens in the
classroom,” according to Jim Scrivener in Learning Teaching (1994) Macmillan Heinemann.
Examples of classroom management are interaction patterns (e.g individual/group/pair work);
giving instructions for an activity; timing and pace; using the board and other resources.
What is the most common classroom management problem?
Teachers sometimes judge the group's understanding of an activity based on answers from
learners who are more able to speak the language. They might also interact with and receive
answers mainly from them.
When the teacher wants an answer to a question, they ask the whole class and everyone shouts
out the answer. The more able or confident learners answer, leaving the rest of the class quiet
and not able to participate in the lesson. In large classes, some learners sit at the back or in the
corner, hiding from the action.
How do I solve this classroom management problem when I'm teaching?
First, learn your learners' names. | know it sounds simple, but this is vital not only for building
rapport, but also for the next tip.
Second, nominate learners to answer your questions. This will ensure that everyone has a chance
to participate in the lesson. In some cultures, learners naturally give the answers in group
settings. But you need to be firm and kind by saying, ‘I’m sorry, Juan, | asked Reem to answer
the question’. With practice, learners will become used to this.
Third, allow learners time to compare their answers with their partners' before doing any class
feedback. This allows learners to pool their ideas and fill in any gaps they might have. It can also
boost confidence and increase learner-learner interaction.
2- Lesson Aims
What are lesson aims?
These are what we hope our learners will be able to do by the end of the lesson.
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What is the most common problem with lesson aims in the English language classroom?
Teachers tend not to make learners aware of the lesson aims at the beginning of the lesson. That
can cause learners to feel confused or overwhelmed by what’s going to happen in the next 60, 90
or 120 minutes.

How do I solve this problem with lesson aims in my classroom?

At the beginning of the class, write the lesson aims on the board for everyone to see. | like to
break the lesson into stages by making them aware of how they’re going to achieve the aim.

For example, if the main aim is ‘talk about our last holiday using past simple verbs’, | would
write:

Vocabulary — holiday activities

Grammar — forming past simple verbs

Speaking — talking about your last holiday.

Refer back to these during the lesson to show that learners have finished one stage and are now
going on to the next.

3- Pronunciation

What is pronunciation?

Gerald Kelly divided features of pronunciation into two main areas, in How to Teach
Pronunciation (2000) Longman:
1. phonemes (sounds), which include consonants (voiced or unvoiced), vowels (single- short

or long) and diphthongs (the combination of two vowel sounds)

2. suprasegmental, which include intonation and stress (word and sentence).

What is the most common problem with teaching pronunciation in the English language
classroom?

Teachers I've observed have given me different reasons for not practising pronunciation in the
classroom. Some think it’s too difficult for learners to understand, or don’t feel confident enough
to deal with it in class. Some teachers think their own accent isn’t appropriate to use as a model,
or they lack knowledge of this area of teaching.

Regardless of the reason, if teachers avoid it, learners’ pronunciation errors become fossilised. |
often use this resource from BBC L earning English .

How do I solve this problem when teaching pronunciation?

Drilling is an effective way help learners with their pronunciation, but never drill words from the
board. Learners need to hear how the word is said first, before they see how it’s written. Below
are some drilling techniques:

‘choral (x2) — individual (x2) — choral’ pattern

‘Choral” means ‘as a whole class’ and “individual’ means ‘a single learner’.

First, learners listen to you say the word / sentence / question two times. Then, you say it and the
whole class repeats twice (choral x2), then you nominate two learners (individual x2), and finally
you say it and the whole class repeats for a final time (choral x2).

‘sound — word — sentence’ pattern

Using the same principles as above, first drill the individual sound, then a word containing that
sound, then a sentence with that word. For example:

/a1/ (x2) — lawyer (x2) — My mum’s a lawyer.

Learners will practise the specific sound in each part of the drill, as well as a context for them to
remember the sound in a word, and in a sentence.

Drill with a lot of energy and enthusiasm, even if it means going over the top. Learners will
probably laugh at your over-excitement, but they’ll remember.

Show learners 'how' to say each sound. The movement of the lips, tongue and jaw, as well as
whether the sound is voiced or unvoiced, is very important. For example, when saying /av/ (as in
'now"), we drop our jaw and open our mouths, then push our lips together towards the end. In
some languages, there isn't much movement of the jaw, so it will often be helpful to demonstrate
and practise.
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To teach word stress, elicit from the learners how many syllables a word has. If they struggle,
repeat the word a few times to help them. Then, ask them which syllable is stressed (or sounds
louder than the others).

Once they have understood, drill the words using one of the patterns above, then write it on the
board highlighting the stressed syllable. You can do this by drawing a bubble above the stressed
part, underlining it or putting a square around it.

| always use a red board pen to record any features of pronunciation; that way, learners can
instantly recognise that the mark refers to pronunciation.

For stress in sentences or questions, have learners listen to you say it a few times and ask them to
identify which words are stressed. Once they’ve understood, you can drill the sentence / question
using one of the patterns above, or you can use ‘backchaining’. This is where you start at the end
of the sentence and build it up by going *back’ to the beginning. For example:

this morning?

have for breakfast this morning?

did you have for breakfast this morning?

What did you have for breakfast this morning?

4- Timing

What is timing?

This refers to the time you allocate for each stage of the lesson and what the learners and
yourself do in each one. That could be giving instructions for an activity, learners completing a
handout, going through the answers or giving feedback, or any other part of a lesson.

What is the most common problem with timing in the English language classroom?

When correcting answers from an activity, some teachers go through them one-by-one. That can
be boring for learners, and can slow down the pace of the class. It can also eat into precious
lesson time allocated for speaking practice, for example.

How do I solve this problem with timing in my classroom?

When correcting answers to a reading or listening comprehension, controlled grammar practice
or gap fill, allow learners to time to compare their answers with each other before showing the
answers on the board.

If you don’t have a projector or interactive whiteboard, you can put the answers onto a piece of
paper and place it either on the table or on the walls around the room. This technique allows
students to be more responsible for their learning. If learners have questions or have got a
common answer wrong, you can focus solely on those, making better use of the class time.
Some learners want their teacher to go through the answers one-by-one, but this is not effective
use of lesson time, nor does it have any pedagogical value. Some teachers also think that this
provides learners with extra speaking practice as they read out the answers, but again this doesn’t
have any pedagogical value. The real speaking practice will happen when learners have to
engage with others to complete a specific task.

5- Demonstrating and setting up activities

What is demonstrating and setting up an activity?

When giving instructions, demonstrate how the learners need to do the activity. For example,
how to complete the gaps, how to complete the table for a listening activity, or how to form the
questions for a speaking task.

What is the most common problem with demonstrating and setting up an activity in the
English language classroom?

Teachers sometimes expect learners to understand an activity through verbal instructions alone.
This not only confuses learners, but also takes up precious lesson time, as the teacher then has to
repeat the instructions to the whole class or to individual tables.

How do I solve this problem with demonstrating and setting up an activity in my
classroom?

Jim Scrivener's rules for giving instructions, in Classroom Management Techniques (2012)
Cambridge University Press, are:
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use language that is at or just below the learners’ level, and speak at a steady speed

use short sentences and be concise

pause after each instruction to allow processing time

give instructions for the task that you want learners to do at that time, not all at once

give a time limit

ask 1CQs (instruction check questions). For example, “What do you do first? How long do

you have?’
When you demonstrate the task, make sure that everyone can see what you’re doing and how.
For example, demonstrate how to write the questions by using the prompt words, or how to use
some of the useful phrases for a speaking task by saying an example sentence. Doing a couple of
worked examples of an exercise not only reinforces your instructions, but provides a clear visual
of how to do an activity.

Lesson 14. Stages of observation (pre-observation, while-observation, post-

observation).
Module:  Classroom investigation 2

Topic: Stages of observation (pre-observation, while-observation, post-observation)
Time: 80 minutes
Aim: To analyse stages of observation

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

In order to make effective use of observation, you will have to decide how to make a record

of the information you collect. The procedures you use will depend on the focus of the
observation, but the following are often used.

* Checklists

A checklist contains a list of different features of a lesson, which you complete while observing a
lesson. Checklists provide a clear focus for observation, however they can only be used for
certain aspects of a lesson, such as features that are easy to count, and should focus on only one
or two aspects of the lesson. There are several published checklists than can be used in classroom
observations (e.g., Wajnryb 1992) but these may need to be adapted to suit your needs.
Alternatively, you and your cooperating teacher can develop your own checklists.

Following an observation, your cooperating teacher will normally find time to discuss your
observations with you and to answer any questions you may have. It is important to remember
that during the follow-up meeting you should focus on clarifying and interpreting information
you obtained from your observation in order to learn more about how the teacher approaches his
or her teaching. For example:

0 Explanations as to why things happened: e.g., "Why do you think the students found this
activity difficult?," "Why did you use group work at this point in the lesson?"

o0 Explanations of how the teacher would respond to events during the lesson: e.g., "What would
you have done, if the students had finished this activity ahead of time?"

0 Suggestions from the teacher: e.g., "How should I respond if students tell me an activity like
this is too difficult?"

BEING OBSERVED BY YOUR COOPERATING TEACHER OR SUPERVISOR

As we noted in Observation Procedures, being regularly observed by your cooperating teacher or
supervisor during your practice teaching is one of the things you will doubtless find stressful.
Knowing that the strengths and weaknesses of your teaching are being assessed naturally causes
some degree of anxiety. However, if you have developed a comfortable working relationship
with your cooperating teacher, observation can become a positive learning experience. Your
cooperating teacher will usually find many good things to comment on about your teaching. And
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he or she can also help you monitor your own teaching by observing things that it would be
difficult for you yourself to observe. As with observation of your cooperating teacher's class, a
preobservation and postobservation conversation is usually scheduled to prepare both you and
the observer for your lesson and to discuss it afterwards.

There are several purposes for observation by the cooperating teacher or the supervisor:

» to collect information about your lesson that it would be difficult for you to observe: e.g., how
members of a group interacted during a group task and how much interaction each group
member took part in

* to observe how you are implementing a new teaching strategy or technique that you are trying
out: e.g., how you address reading strategies when teaching a reading lesson

* to observe how you implemented specific stages of a lesson: e.g., how you dealt with the
opening and closing of the lesson

* to identify those aspects of the lesson that were the most successful

* to identify those aspects of the lesson that could be improved

* to identify techniques and practices you can apply to your own teaching

* to help you gain a better understanding of your own teaching

In addition to these points, if you are being observed by a supervisor, he or she may be interested
in issues such as the following:

* to see how you are able to implement strategies and ideas discussed in your training class

* to see if you are making progress in your skills as a teacher

* to identify issues that can be discussed in follow-up sessions with you and other student
teachers

Although most research on supervision suggests that the nature of talk between the supervisor
and the teacher learner in postobservation conferences is dictated by the supervisor, you
nevertheless can take more initiative in these conferences by sharing your reactions to the class,
the surprises you encountered, what you would have done differently, what you have learned,
and what you think the students have learned. Your supervisor can also help you develop an
overall action plan that can help you further develop as a teacher.

Your cooperating teacher may use some of the procedures discussed in this section in observing
your lessons, or may simply make brief notes to use in a follow-up discussion. However, you
may also find it useful to arrange for some of your lessons to be recorded. Audio and video
recordings are relatively easy to make (details on procedures for audio and video recording are
given in Chapter 11) and provide a more accurate record of a lesson than checklists or
observation forms. If you choose this option you may want to transcribe some or all of the lesson
if time permits, or simply replay the recording to focus on particular aspects of the lesson. For
example, you may be interested in reflecting on the impact of your verbal instructions in a
lesson: In this case, you can listen to and transcribe those parts of the tape that show you giving
instructions.

When a teacher learner is being observed for administrative reasons, the observer (this includes
the cooperating teacher, the school principal and vice-principal, and the practicum supervisor)
should try to make the visit as noninvasive as possible (Master 1983). As Master points out, the
observer administrator is a stranger in the room, and in the eyes of a teacher learner a typical
observation goes like this:

The administrator enters the room, often after the class has begun, and quietly takes a seat in the
back row. The teacher may introduce the newcomer but cannot, of course, announce why the
newcomer is there (i.e., to see how good the teacher is). Scanning the faces of the students,
watching for the cues that indicate the attention level of the class, the teacher is suddenly
confronted with a critical, non-participating observer. This establishes a new relationship, no
longer between the teacher and the students, but between the teacher and the administrator. The
students have become secondary. The lesson plan that once lay clearly in the teacher's mind now
evaporates, and the teacher must break rhythm and refer to the written lesson plan on the desk.
The students become nervous. The teacher, now so intent on appearing to be a good instructor,
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loses the ability to pick up the essential facial cues of the students. At the end of the lesson,
waiting for the administrator's assessment, the teacher feels nervous, knowing that the class has
not gone as well as it usually does. (Master 1983: 498)

Following an observation of one of your lessons your cooperating teacher will normally want to
meet with you as soon as possible after the lesson to discuss his or her observations. Remember,
though, that your cooperating teacher may have limited time to discuss your lesson and answer
any questions you have, so keep your questions focused. Cooperating teachers have different
styles of interacting with student teachers, and you and your cooperating teacher will need to
establish the kind of supervision style you both feel comfortable with.

Normally the postlesson conversation will follow the following format:

1. You give your account of the lesson, focusing on what worked well, what didn't work so well,
and what you might do differently next time.

2. If you have asked your cooperating teacher to focus on specific aspects of the lesson, you can
both discuss the information that was collected and its implications.

3. Your cooperating teacher responds to your account of the lesson and adds his or her own
observations.

4. Any problem areas of the lesson are discussed and strategies for addressing them are
identified.

5. A goal is set for the next observation. some of the issues teachers may want to consider for
classroom observations.

1. The nature of classroom observation ¢ Teacher discusses nature and limitations of
observations with cooperating teacher.

2. Observing your cooperating ¢ Teacher learns about current course teacher's class materials and
strategies used, interactions with students, how learners respond and interact with the teacher and
among themselves, and kinds of language they understand and produce.

3. The etiquette of supervisory « Observer and teacher negotiate when observation to visit, the
best vantage point, the best "bedside manner" to adopt, when and how to take notes, and the
giving of feedback.

4. Focus of observation « Cooperating teacher can suggest focus and / or teacher can suggest
aspects of class on which to focus observation.

5. Observation procedures « Depending on observation purpose, teacher can choose from
checkilists, seating charts, field notes, and / or narrative summaries.

Lesson 15 GIVING INSTRUCTIONS
Module:  Classroom investigation 2

Topic: GIVING INSTRUCTIONS .
Time: 80 minutes
Aim: To analyse giving instructions
Materials: 1- Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board
Objectives:

» to show participants the value of using English when giving instructions in class
> to explore the characteristics of effective instructions
» to give participants a range of English expressions which could be used in lessons

Lead in
Time: 10 min
Procedure:

> © (10 min)Ask participants the following questions and elicit answers after each question:
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~ What language do you use when giving instructions in English?
~ Why do you use a certain language in class when giving instructions?
~ Do you think it's important to use English in class as much as possible?
Why/Why not?
» Focus on the answers to the third question and briefly discuss the value of using English in
class. Establish the following:
~ When the teacher uses English, students understand that the classroom is an
English-speaking environment and thus are encouraged to use the language
themselves.
~ If the teacher uses English most of the time, students practise listening and when
they respond they very often go beyond ‘textbook English’, thereby using English
for communication.
Activity 1 Giving instructions
Objective: to help participants explore the characteristics of good instructions and practise
giving them
Time: 35 min
Materials: Handout 1, 2 and 3

Procedure:

» © (5 min)Say that most teachers use English a lot when giving instructions during classes.
Say that this activity will be about giving effective instructions. Ask participants to listen
very carefully to the explanation below. Read it out.

NB Check the pronunciation of every difficult word beforehand so that you do not make
mistakes while reading. Make pauses when you read.
If you want to prepare a delicious breakfast you should acquire an egg, wash it
thoroughly in low temperaturewateruntil cleansed of any foreign or adverse substance.
Obtain a heatable mug and situate the bathed egg in the procured mug for further
treatment.
Douse the egg until it is completely covered with water and position the mug onto a
combustible source, whereupon it should simmer for approximately one tenth of an hour
until it obtains a durable quality.
Switch off the flammable source and position the mug with its contents under the cold
water tap to lower the temperature of the ripened egg. Shed the outer wrapping from the
egg and take immense pleasure in eating it.

> © (3 min)Ask participants the following questions:
~ What did the instruction ask you to do?
~ Was it easy to understand? Why / Why not?

> © (3 min)Read out the second explanation.

HOW TO MAKE A HARD BOILED EGG

1. Take araw egg and wash it in cold water.

2. Take a metal mug.

3. Put the washed egg into the mug.

4. Pour cold water into the mug to cover the egg.
5. Put the mug with the egg onto the fire.

6. Boil it for 8-10 minutes.

7. Switch off the fire.

8. Put the mug with the egg under cold water to cool the egg off.
9. Peel the shell.

10. Enjoy your egg.
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> © (2 min)Discuss these instructions with participants asking the following question:
~ Which of the instructions is easier to understand? Why?

>» ©o¢(5 min) Distribute handout 1 (instructions 1 & 2). Ask participants in groups to
compare the instructions and brainstorm the characteristics of effective classroom
instructions.

> © (5 min)Invite a volunteer to collect answers from the group and make a list on the board.

Suggested answers

Instructions should be:
» clear
> short
» in logical order
> in imperative sentences
NB In order not to sound very harsh, teachers can either use the
word ’please’ or use the ‘Can you ... ?” construction. It is also
important to check understanding. A good idea is to give an
example.

» Establish that a teacher should use simple language while giving instructions i.e. familiar
words and short sentences in the imperative mood. Say that in order to make communication
in English lessons successful classroom instructions should be understandable.

>» ©©¢(12 min) Divide participants into four groups. Give each group a task to give
instructions for the activities below. If necessary you can refer to the sessions ‘Integrated

skills’ and “Information gap’ or the glossary. Give out handout 2 (texts)E to groups 1 and 2

and handout 3 (pictures)& to groups 3 and 4. Tell participants that these handouts are given
to them as a reminder of what the tasks are.
NB Make sure participants do not do the tasks, they should think of instructions only.
Group 1 - Jigsaw reading Group 3 - Find five differences in two pictures
Group 2 - Jigsaw reading Group 4 - Find five differences in two pictures

>» When participants have finished ask groups 1 and 2 to work together and compare their
instructions. Groups 3 and 4 should do the same. When groups compare their instructions
they should make sure that they are clear, not too wordy, in a logical order and that no step is
missing.

» Summarise the activity asking the groups how effective the instructions were. Refer to the
characteristics of effective instructions on the board.

Activity 2 Teacher talk
Objective: to help participants come up with classroom expressions which teachers frequently

use
Time: 20 min
Materials: Handout 4 and 5

Procedure:

» Say that teachers use English to check attendance, to start or stop an activity, to set
homework, to ask questions, to correct errors, etc. Tell participants that they will look at
some common expressions used in the classroom.

>» ©c(10 min)Make pairs. Give each pair handout 45 with a list of expressions in L1. Ask
them to translate each expression into English. If you notice that participants spend too much
time,allow them to translate only some sentences, e.g. half of the group translates the first
eleven sentences and the other half translates sentences 12-22.
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>

>

©@g(10 min)After most pairs have finished, ask them to compare their ideas in groups of
four.

Give out handout 5E. Invite participants to compare their answers with the translation on the
handout. Draw participants’ attention to the fact that there may be several possible ways of
translating. Accept all answers that convey the right meaning, emphasising that instructions
shouldn’t always take the form of a word-for-word translation from L1.

Activity 3 Student talk
Objective: to raise participants’ awareness of the need for students to talk in class and to

equip them with some typical examples of student talk

Time: 15 min
Procedure:
>» Tell participants that since classroom language is the kind of language necessary to

>

communicate and survive in the classroom it is not only the teacher who should use it.
Students should also be prepared to use English when they communicate with the teacher and
each other.

© (3 min)Ask participants the following question:

~ How can you introduce common classroom expressions which students should use?
Invite several random responses. Elicit or tell participants that these expressions can be
introduced at the very beginning of the course/school year with the help of students
themselves.
©@g(5 min)Tell participants that now they are students. Put your ‘students’ into groups of
five and ask them to write down some expressions they can think of which they might need
to use in the classroom. They may write in English or in L1.

© (7 min)When the ‘students’ have done this, ask a member of each group to read out their
list phrase by phrase. Ask other groups to help correct/translate and then write up the English
translation on the board. After writing all the phrases elicited from your students on the
board, tell them that with real students you might ask them to copy these into their notebooks
and to start a Classroom Language List. They should have enough space to add to this list as
more classroom language is introduced throughout the course.

Possible examples of classroom expressions:

Can | come in?

Could you say this again, please? / Can you repeat this, please?
How do you spell this?

How do you say xxx in English?

I”ve got a question.

| would like to answer this question.

Shall I begin?

I’m not ready yet.

Can anybody lend me a dictionary/a pen/...?

Summarise the activity by saying that a teacher should help students to learn useful
classroom expressions in English to create English-speaking atmosphere.

Activity 4 Chatting(optional)

NB If you decide to do this activity make sure you save time for it by spending less time on
Activities 1, 2 and 3

Objective: to provide an opportunity to practise chatting

Time: 15 min
Materials: Handout 2
Procedure:
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» Tell participants that teachers should try and use English not only to organise students’ work

or teach them, but also to create a ‘language atmosphere’ in the classroom. This can be done,
for example, at the beginning of the lesson when teachers can spend several minutes chatting
with their students. Teachers should not pay much attention to students’ mistakes as the aim
is to create a friendly atmosphere, establish rapport and expose students to real
communication.

© (5 min)Elicit from participants possible topics for chatting and write them on the board.
Possible topics:

An interesting TV programme.

A piece of local or international news.

Things students and/or the teacher did at the weekend/the
previous day.

Advice students can give the teacher about her problem.
Weather — finding out who likes a particular kind of
weather and why.

© © © (10 min)Make groups of five. In each group one participant will play the role of the
teacher. S/he should choose one of the topics and practise chatting to the group. Make sure
‘teachers’ understand that they should not just ask questions, but also talk about themselves
and show interest in ‘students’” answers. Say that they should not spend more than 5 minutes.
Walk round and listen in. When they finish, in a plenary ask each group to report back
quickly and then give feedback to the whole group commenting on the chatting in smaller
groups.

An example of chatting

Teacher: | have a problem and I need your advice.

Ss: Why? What’s the matter?

Teacher: It’s my nephew’s birthday next Saturday and I don’t know what
present to give him.

Ss: How old is your nephew?

Teacher: 15.

Ss: What does he like doing?/ What’s his hobby?/What is he fond of?

Teacher: He likes watching films.

Ss: Buy him a CD.

Teacher: He doesn’t have a CD player.

Ss: Buy one for him.

Teacher: | don’t have that much money. But you know what? I’ll buy a CD for
his computer. Can you recommend a film that a 15-year old boy may
like? Etc.

Summary 2 min
Summarise the session by saying that

>

>

>

there are plenty of opportunities for using English in lessons — from simple instructions to
communicating with students in English;

if a teacher uses English for communication, students understand that they should respond in
English too;

the more you use English in class the more chance you give your students to develop their
own English.

Suggested follow up reading - “Ways of presenting classroom language’by Sally Gongalves;
www.clas.language.pt.britishcouncil.org

GIVING INSTRUCTIONS
Activity 1, Handout 1, Instructions — two texts
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If you want to prepare a delicious breakfast you should acquire an egg, wash it
thoroughly in low temperaturewateruntil cleansed of any foreign or adverse substance.
Obtain a heatable mug and situate the bathed egg in the procured mug for further
treatment.

Douse the egg until it is completely covered with water and position the mug unto a
combustible source, whereupon it should simmer for approximately one tenth of an hour
until it obtains a durable quality.

Switch off the flammable source and position the mug with its contents under the cold
water tap to lower the temperature of the ripened egg. Shed the outer wrapping from the
egg and take immense pleasure in eating it.

HOW TO MAKE A HARD BOILED EGG

11. Take a raw egg and wash it in cold water.

12. Take a metal mug.

13. Put the washed egg into the mug.

14. Pour cold water into the mug to cover the egg.
15. Put the mug with the egg onto the fire.

16. Boil it for 8-10 minutes.

17. Switch off the fire.

18. Put the mug with the egg under cold water to cool the egg off.
19. Peel the shell.

20. Enjoy your egg.

GIVINGINSTRUCTIONS

Activity 1, Handout 2, Texts for jigsaw reading

Give your learners instructions for the following jigsaw reading activity.

A The White Cliffs of Dover are world-famous and have been of major historical importance
for generations. They were formed in the Cretaceous Period (Mesozoic Era) about 65-80 million
years ago, when dinosaurs walked the earth. In the sea lived billions of microscopic single-celled
animals and plants, called plankton, with shells made of lime. When they died, their shells fell to the
sea bed. The shells accumulated, very slowly, at a rate of around 0.015mm a year, which built up to a
depth of 15 metre in one million years.

The White Cliffs are a symbol of the nation's strength against enemies and a reassuring sight to
returning travellers. They have been immortalised in song, in literature and in art.

B '(There'll Be Bluebirds Over) The White Cliffs of Dover' is one of the most famous of all the
World War Il era pop classics. It became a sensational hit in 1942, as it reflected the feelings of all
the Allies towards the British people in their brave fight against Nazi Germany. Pilots flying to
Germany from the airfields in south England would know that they had made it home safely when
they saw the white cliffs of Dover, so this sight had a special significance at that time.

Originally the song was released in the U.S. by bandleader Kay Kyser. The most well known version
of the song is probably the one recorded by Vera Lynn in 1942. Vera Lynn was one of Britain’s
leading entertainers during the war and kept up the spirits of the public when times were difficult.
GIVING INSTRUCTIONS

Activity 1, Handout 3, Pictures — information gap

Give your learners instructions for the following information gap activity.

184


http://www.dover-kent.co.uk/history/world_war_2.htm
http://www.historylearningsite.co.uk/entertainment_in_britain.htm

185



GIVING INSTRUCTIONS

Activity 2, Handout 4, Classroom expressions to be translated into English.

Read and translate the following expressions into English:

CLASSROOM EXPRESSIONS IN RUSSIAN AND UZBEK

CLASSROOM
EXPRESSIONS
IN ENGLISH

1.TToBTOpHTE!

2.Ilpekparute pasroBapuBarh!

3.Ycnokoiirecs.

4 Bboriiau K 10CKe.

5.Kto0 ceroanst orcyTcTBYyeT?

6.Bcem BHuMaHue!

7.3akpoiiTe OKHO, MOXKAIyHCTA.

8.Kto BeITpET MOCKY?

9.0tkpoiiTe yueOHUKH Ha
cTpanure 19.

10. Ceroumust/Ha ceropusitisem
yYpOKe MBI Oy/IeM MPOXOAUTH

11. A Teneps mocMoTpHTE Ha
yIpaKHEeHHE 3 Ha CTpaHHUIIe
26.

12. MpouTuTe TEKCT PO CEOS.

13. Korpa 3akoHuuTE, MOAHUMHTE
pyKy.

14. He BBIKpHKUBAHTE OTBET.

15. Kax BbI OTBETHJIM Ha BOIIPOC
2?7 Kto oTBETUI MO-Apyromy?

16. Bce cornacus?

17. Emé BapuanThbI?

18. I'oBopuTe rpomue,
MoXKaIyncTa.

19. Ha cerouust BCE.

20. 3akoHuHTE 3TO yIPAKHCHUE
a0Ma.

21. JToma BBITIONHUTE
yIpaKkHEeHHE 3 MHChMEHHO.

22. Cpaiite cBou paboThI/
JIOMAIIHEe 3a/IaHue,
MOYKaITyHCTa.

1.Takrorlang!

2.Gapirishni to’xtating!
3.Tinchlaning!

4.Doska oldiga keling!
5.Bugun kim yo’q?

6.Diqgqat!

7.11timos, derazani yoping!
8.Kim doskani tozalaydi?
9.Darslikning 19 betini oching!

10. Bugun/ Bugungidarsdabiz ...
mavzusinio’taboshlaymiz.

11. Endi 26 betdagi 3-mashqga garang.

12. Matnniovozchigarmayo’qgibchiging.

13. Tugatganingizda go’lingizni
ko’taring.

14. Javobni baland ovozda aytmang.

15. 2-savolgagandayjavobberdingiz?
Kimningjavobiboshgacha?

16. Hamma shu fikrga qo’shiladimi?

17. Boshqga javoblar bormi?

18. lltimos, balandroq gapiring.

19. Bugungi darsimiz shu.

20. Bumashqgniuydayakunigayetkazing.

21. Uyda 3-mashgni yozma bajaring.

22. Marhamat, ishlaringizni/ uy
vazifalaringizni topshiring.

GIVING INSTRUCTIONS

Activity 2, Handout 5, Classroom expressions in English
SUGGESTED TRANSLATION (for handout 4)
1.Repeat (it)! / Say itagain! / One more time, please.

2.Stop talking.

3.Be quiet (please).

4.Come to the blackboard.
5.Who’s absent today?

6.Now, pay attention, everybody.

7.Could you close the window, please? /

/

Come to the front.
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8.Who will clean the blackboard? /  Would someone clean the blackboard, please?
9.0pen your books at page 19.

10. Today / In today’s lesson we’re going to begin ...

11. And now look at Exercise 3 on page 26. / And now turn to exercise 3 on page
26.

12. Read the text silently.

13. When you have finished, raise your hand. /... , put your hand up.

14. Don’t call out / shout out the answer.

15. What’s the answer to question 2? Who has got a different answer?

16. Does everybody agree?

17. Any other ideas? / Any other versions?

18. Speak up, please. / Speak louder, please.

19. That’s all for today. / We will stop here today. / Let’s call it a day.

20. Please finish the exercise for homework.

21. For homework do exercise 3 in writing.

22. Hand in your papers/homework, please. (Br) / Turn your papers/homework in,
please.(Am)

Lesson 17. Case study
Module:  Classroom investigation 2

Topic: Case study
Time: 80 minutes
Aim: To analyse case study

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Handout 1. Case study

Cases are narratives, situations, select data samplings, or statements that present unresolved and

provocative issues, situations, or questions (Indiana University Teaching Handbook, 2005). The

case method is a participatory, discussion-based way of learning where students gain skills in
critical thinking, communication, and group dynamics. It is a type of problem-based learning.

Often seen in the professional schools of medicine, law, and business, the case method is now

used successfully in disciplines such as engineering, chemistry, education, and journalism.

Students can work through a case during class as a whole or in small groups.

e A case study is a research methodology that has commonly used in social sciences.

o A case study is a research strategy and an empirical inquiry that investigates a phenomenon
within its real-life context.

o Case studies are based on an in-depth investigation of a single individual, group or event to
explore the causes of underlying principles.

e A case study is a descriptive and exploratory analysis of a person, group or event.

e A case study reserach can be single or multiple case studies, includes quantitative evidence,
relies on multiple sources of evidence and benefits from the prior development of theoritical
propositions.

o Case studies are analysis of persons, groups, events, decisions, periods, policies, institutions
or other systems that are studied holistically by one or more methods.

In addition to the definition above, the case method of teaching (or learning):

e Is a partnership between students and teacher as well as among students.
e Promotes more effective contextual learning and long-term retention.

e Involves trust that students will find the answers.

e Answers questions not only of “how” but “why.”
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e Provides students the opportunity to “walk around the problem” and to see varied
perspectives.

(Bruner, 2002, and Christensen, Garvin, and Sweet, 1991)
WHAT IS THE VALUE OF THE CASE METHOD?
Bruner (1991) states that the case method:

o Iseffective: It employs active learning, involves self-discovery where the teacher serves
as facilitator.

o Builds the capacity for critical thinking: It uses questioning skills as modeled by the
teacher and employs discussion and debates.

o Exercises an administrative point of view: Students must develop a framework for
making decisions.

e Models a learning environment: It offers an exchange and flow of ideas from one person
to another and achieves trust, respect, and risk-taking.

e Models the process of inductive learning-from-experience: It is valuable in promoting
life-long learning. It also promotes more effective contextual learning and long-term
retention.

e Mimics the real world: Decisions are sometimes based not on absolute values of right and
wrong, but on relative values and uncertainty.

WHAT ARE SOME WAYS TO USE THE CASE METHOD APPROPRIATELY?
Choose an appropriate case
Cases can be any of the following (Indiana University Teaching Handbook, 2005):

o Finished cases based on facts; these are useful for purposes of analysis.

o Unfinished open-ended cases; where the results are not clear yet, so the student must
predict, make suggestions, and conclusions.

o Fictional cases that the teacher writes; the difficulty is in writing these cases so they
reflect a real-world situation.

e Original documents, such as the use of news articles, reports, data sets, ethnographies; an
interesting case would be to provide two sides of a scenario.

Develop effective questions

Think about ways to start the discussion such as using a hypothetical example or employing the
background knowledge of your students.

Get students prepared

To prepare for the next class ask students to think about the following questions:

e What is the problem or decision?

e Who is the key decision-maker?

e Who are the other people involved?

e What caused the problem?

o What are some underlying assumptions or objectives?

e What decision needs to be made?

e Are there alternative responses?

Set ground rules with your students
For effective class discussion suggest the following to your students:

o Carefully listen to the discussion, but do not wait too long to participate.

e Collaboration and respect should always be present.

e Provide value-added comments, suggestions, or questions. Strive to think of the class
objective by keeping the discussion going toward constructive inquiry and solutions.

Other suggestions

o Try to refrain from being the “sage on the stage” or a monopolizer. If you are, students
are merely absorbing and not engaging with the material in the way that the case method
allows.
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o Make sure the students have finished presenting their perspective before interjecting.
Wait and check their body language before adding or changing the discussion.

o Take note of the progress and the content in the discussion. One way is by using the
board or computer to structure the comments. Another way, particularly useful where
there is a conflict or multiple alternatives, is the two-column method. In this method, the
teacher makes two columns: “For and Against” or “Alternative A and Alternative B.” All
arguments/comments are listed in the respective column before discussions or
evaluations occur. Don't forget to note supportive evidence.

« In addition to the discussion method, you can also try debates, role-plays, and simulations
as ways to uncover the lesson from the case.

e If you decide to grade participation, make sure that your grading system is an accurate
and defensible portrayal of the contributions.

In conclusion, cases are a valuable way for learning to occur. It takes a fair amount of
preparation by both the teacher and the students, but don't forget these benefits (Bruner, 2002):

e The teacher is learning as well as the students. Because of the interactive nature of this
method, the teacher constantly “encounters fresh perspective on old problems or tests
classic solutions to new problems.”

e The students are having fun, are motivated and engaged. If done well, the students are
working collaboratively to support each other.

Lesson 18. Taking notes.
Module:  Classroom investigation 2

Topic: Taking notes.
Time: 80 minutes
Aim: To analyse taking notes.

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Handout 1. Taking notes
One of the most effective ways to remember (and understand) what you are learning in class is to
take effective notes in the classroom.
WHY ARE EFFECTIVE NOTE TAKING SKILLS IMPORTANT?
Better notes will help you remember concepts, develop meaningful learning skills, and gain a
better understanding of a topic. Effective notes will even lead to less stress when test time comes
around!
Learning how to take better study notes in class helps improve recall and understanding of
what you are learning because it:

o Ensures you are actively listening to what the teacher is saying

e Requires you to think about what you are writing

e Helps you make connections between topics

o Serves as quality review material for after class
Using different note taking strategies is important, especially as you progress through high
school and transition to college or university. There are several note taking techniques you can
use to start taking better notes in class.
Handout 2. The methods of note-taking
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TRY THESE 5 METHODS TO FIND THE BEST NOTE TAKING METHOD FOR YOU!
THE CORNELL METHOD
The Cornell note taking method helps organize class notes into easily digestible summaries. This
method is effective because the main points, details, study cues, and summary are all written in
one place.
ADVANTAGES:

e Notes are neatly organized, summarized, and easy to review

o Allows you to pull out major ideas and concepts
WHAT DOES IT LOOK LIKE?
The paper is divided into 3 sections: a 2.5” margin to the left, a 2” summary section on the
bottom, and a main 6” in-class note section.

1. Use the main notes section to take notes during class.

2. Use the cues section to review your notes. After class, write down things you’ll need to
remember and a prompt for each. You can also use this section for vocabulary words and
study questions.

3. In the summary segment at the bottom, write a summary of your notes. This is where you
will highlight the main points.

THE MAPPING METHOD
The Mapping note taking method is a more visual way to organize your class notes. This
technique is useful when learning about relationships between topics.
ADVANTAGES:
o Useful for visual learners who struggle with studying from notes.
e Helps you remember and connect relationships between topics.
WHAT DOES IT LOOK LIKE?
The page is organized by topic. The main topics branch out into subtopics with detailed
information about each.
HOW DO YOU USE IT?

1. While in class, begin the map with the main topic.

2. Branching off the main topic, write a heading for each of the subtopics.

3. Write any important notes underneath each subtopic.

4. Continue the pattern.

THE OUTLINING METHOD

The Outlining note taking method uses headings and bullet points to organize topics. This
method is most useful when learning about topics that include a lot of detail.
ADVANTAGES:

e Allows notes to be neatly organized.

e Itis easy to see the relationship between topics and subtopics.

e Itiseasy to turn points into study questions.

WHAT DOES IT LOOK LIKE?

Each section starts with a heading of the main topic. Each subtopic and supporting fact is written
underneath the proper heading.

HOW DO YOU USE IT?

1. During a lesson, begin your notes with a single bullet point and write the main topic.

2. Place the first subtopic below and indented slightly to the right.

3. List any details below your heading and slightly to the right.

THE CHARTING METHOD
Charting note taking method uses columns to organize information. This method is useful for
lessons that cover a lot of facts or relationships between topics.
ADVANTAGES:
o Facts are organized and easy to review.
o Highlights key pieces of information for each topic.
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WHAT DOES IT LOOK LIKE?
The page is divided into columns labeled by category. The details of each category are filled out
in the rows below.
HOW DO YOU USE IT?
1. When information about a category is mentioned, jot it down underneath the proper
column,
2. When the next topic begins move down one row and begin again.
THE SENTENCE METHOD
The Sentence note taking method is simply writing down each topic as a jot note sentence. This
method works well for fast paced lessons where a lot of information is being covered.
ADVANTAGES:
o Jotting main points helps you determine which information is important and which is not.
e You are able to cover a lot of details and information quickly.
e Notes are simplified for study and review.
WHAT DOES IT LOOK LIKE?
Each line on the page is a new and separate topic. To organize your notes even more, you can
use headings for each main topic.
HOW DO YOU USE IT?
1. Write down important information the teacher has emphasized. This can be in sentence
form or point form.
2. Start a new sentence or point for each new detail.
3. Use headings to organize points by main topics.

Lesson 19. CLASSROOM RESEARCH WORKSHOP
Module:  Classroom investigation 2

Topic: Classroom research workshop
Time: 80 minutes
Aim: To analyse classroom research workshop

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

Objective:

> to explore different types of research questions

> to help participants articulate professional problems and formulate research questions
> to help participants plan ahead their classroom research process

Activity 1 Variety of research questions

Objective: to explore different types of research questions

Time: 25 min

Materials: flipchart with research questions prepared in advance (flipchart layout see at
the end of the session) or handout 2, handout 1 — one for each group

Procedure:

> © (5 min) Remind participants about the video fragment they saw in the previous session

on classroom research. Refer to the initial stage of the research — where the teacher
formulated her research question. Emphasise that to start research there should be a
questions/puzzle/uncertainty that a teacher wishes to explore. Ask participants the following
questions:
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~ Do you think it is possible to find the answers to all professional questions
teachers ask?
~ What if you cannot find the answer?
There is nothing to worry about. Some questions remain unanswered. Others may be the
start of further professional investigation. The fact that the question is asked already
means that a teacher is challenging himself. Stress that investigation focuses initially on
understanding the problem rather than rushing to a solution.

> © (3 min) Say that for each specific research question/problem there should be a certain

way (or several ways) to get the answer. As mentioned in the previous session, these ways
are called methods. Ask participants to remind you what methods they know from the
previous session.

~ Experimenting with new activities — trialling

~ Observation

~ Questionnaire

~ Interview

~ Journal

>» ©00© (10 min) Ask participants to work in small groups. Say that most of the methods that

were mentioned have some written records. Distribute handout 1 = to each group and allow
some time to examine the documents. Tell groups to answer the following questions:

~ What was the research question that the teacher in the video fragment had?

~ What was the purpose of using each method during her research?

~ Was it possible to use any other methods?

» (10 min) Say that you want to spend some time exploring other research questions. Show a
list of research questions (written on the flipchart in advance) and tell participants to think
what can be done to find the answer. The first one is given as an example. The rest (they are
written in italics) are suggested answers.

N Question Method/methods
1. Do | speak loud enough so that every | 1. Observation by a colleague
student can hear me? Does this influence | 2. Tape recording
students’ performance? 3. Analysing students works (e.g. dictation)
2. Do my students benefit from working in | 1. Observation
small groups? 2. Comparing results of the task conducted (1)

in groups and (2) individually.
3. Interview with students

3. What are the new ways of teaching | 1. Reading professional literature (internet
listening? search)
2. Talking to colleagues
4, Is the homework that | give effective and | 1. Analysing the quality of homework
is it manageable for students? 2. Interview with students
3. Varying the types of homework and workload
and analysing the results
5. Do | use the board systematically? 1. Observation
2. Videotaping
3. Interview with students
4. Interview with a colleague
6. Why does every speaking activity that I | 1. Observation
plan take much more time than | expect? | 2. Videotaping
What does it depend on? 3. Interview with students
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Interview with a colleague

Observation

Videotaping

Interview with students
Interview with a colleague

7. Are students A and B effective working
together?

il Eal NN N B

Reading professional literature (internet
search)
Talking to colleagues

8. What is learner autonomy?

no

»  Ask the group:
~ What have you noticed about the research questions we have just analysed?

Some of them (3 and 8) do not require collecting any data about the way

you teach.

» Say that these questions are also good but to make them more applicable to the specific
teaching context they need to be either extended or reformulated slightly. For example:

What are the new ways of teaching listening? Are they applicable to the group
that I teach? What do my students think about them? Etc.

What is learner autonomy? How autonomous are my students? Are they ready to
take independent decisions? Does my teaching encourage them to become more
autonomous?

» Say that the objective of this session is to examine research questions, explore what kind of
methods and tools (written records of any kind) can be used by teachers for classroom
research so that participants are able to plan their own classroom research that they are
required to conduct during the distance module.

Activity 2 Articulating a professional problem and formulating a question

Objective:  to help participants articulate their professional problems/puzzles

Materials: flipchart with suggested research questions, handout 3

Time: 25 min

Procedure:

> © (3 min) Tell participants that based on the needs analysis that the designers of the
programme conducted, several common areas where almost all the teachers experience some
difficulties were identified. Say that it is recommended that participants choose one of the
questions (the most relevant to their teaching context) to be researched during the distance
module. Put a flipchart with suggested research questions on the board and invite participants
to choose one. NB They can also take their own, if they have it ready.

Suggested research questions:

10. Who talks more in my classroom, me or my students?

11. How effective is the group work that | organise?

12. Do | pay equal amount of attention to each student in my class?

13. How do | usually correct my students’ mistakes? How effective are these techniques?
14. What speaking activity is the most effective for my students?

15. What is more productive way of teaching grammar in my context?

16. Does the classroom atmosphere influence my students’ performance in English?
17. What are the target needs of my learners?

18. What type(s) of authentic materials do my students prefer?

19. What is the most problematic/needed skill for my students?

> © (5-8min) When they have chosen the questions, ask participants individually to jot down
some ideas of how they intend to explore the problem, indicating:
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~ which method/s they will use,
~ how much time they will need,
~ whether they need any specific equipment/ resources/ preparation

» ©© (5 min) Pair participants up and ask them to share commenting on each other’s plan of
classroom research.

> ©©© (10 min) Form 4-5 groups preferably joining 2 pairs in one group. Invite participants to
share. Encourage them to question their colleagues to clarify the details of the problem as
much as possible.

» (30 min) Ask participants to refer to the portfolio task on classroom research and invite
participants to read the instructions and ask questions for clarification. At this stage, it
is recommended that all trainers are available to help participants with their enquiries.
Try to talk to each participant so that they all know what is required from them to do
during the distance module.

SUMMARY (3 min)

Establish the following points:

1. Once a professional problem is articulated it is very important to spend some time on
formulating a question/s you wish to answer.

2. Do not rush when conducting research. It is a wrong understanding that all research
questions can be answered easily or quickly.

3. Some methods of investigation can be used by teachers without any specific preparation.

4. Classroom data should be collected from different sources (students, teacher, colleague,
etc). It will assure reliability of the research.

5. Classroom research helps teachers articulate many teaching problems and puzzles;
remember that there are no effective external solutions. No-one can solve yourproblems
for you.

NB Remind participant about Portfolio entry 4 task. They will need to refer to this session

if necessary.

CLASSROOM RESEARCH WORKSHOP

Activity 1, Handout 1

1. Diary

17 October 2005

..... It’s already a month since | started to teach group 315. I like these students for their personal

characteristics but they are not effective learners to say the least.... They come, ask question

about my personal life (nothing else can interest them), take the task back home and next lesson
they would bring it ready and demand a mark. That’s how they are used to study and that is what
| do not like.....

25 October 2005

1 November 2005

Have read an interesting article. It recommends to surprise students with something unusual. |
read a foreign magazine a couple of day ago and came across an interesting crossword puzzle. |
made copies and brought it to the lesson. First, | only pretended that cannot make it by myself.
They started asking what | was doing, where | got the crossword from.... At last they offered
help — what | was waiting for!!! | got them!! First time they are really interested in English. .....

2. Questionnaire
Please read the questions carefully, and answer as openly as possible. Thank you for cooperation.
1. During an English language class I prefer
To do grammar exercises
To discuss topics with the whole group
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To play language games
To work on projects

Other..

2. My favorlte tlme in class IS when

3. | prefer when a teacher

YES | NO | Don’t

care

only gives instruction for the task and let us work on our

own

tells us what to do and controls us during the whole lesson

asks many questions rather than explains everything herself

allows us to choose the task/texts

Put us in pars or small groups

gives written homework — essays

gives written homework — exercises

3. Students’ questions

cONo~wNE

know better how to correct, right?
9. Why did you ask us to work on the project? It is not language learning.
10. What would you recommend to memorise vocabulary more effectively?

4. Activities to try out with my students

Why do we spend so much time discussing something that is not related to English?
Why are we writing dictations? They are not useful anyway.

Why do we play games that often?

Why do we use this textbook?

Why can’t we study TOEFL or IELTS?
When are we going to speak with foreigners?
Will we watch a video in English?

Why do you often ask us to correct mistakes instead of correcting them yourself? You

Activity

My comment

Students reaction

1. Crosswords

Can be used as a warm ups,
energisers, tests. However
too little context for
presenting grammar or
vocabulary

Generally positive

2. Debates

Developing speaking fluency
Should be carefully prepared!
Sometimes difficult to
manage.

Extremely involving

3. Grammar through
pictures

Should be used along with
traditional exercises

First they were confused but
later they appreciated
thinking inductively

4. Chain stories

Did not work, may be |
missed something and was
not able to organise the
activity properly

Got bored quite soon

5. Running dictation

Instructions can spoil
everything. | created chaos!

They found it very relaxing

6. Chinese whispers

Good starter

They enjoyed it but did not
consider the activity as a
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| language learning one.

5. Teacher talking and students talking time

Time

9.00-9.10

9.10-9.20

9.20-9.30

9.30-9.40

9.40-9.50

9.50-10.00

10.00-10.10

10.10-10.20

10.20-10.30

CLASSROOM RESEARCH WORKSHOP
Activity 1, Handout 2

N

Question

Method/methods

1.

Do | speak loud enough so that every
student can hear me? Does this influence
students’ performance?

1. Observation by a colleague
2. Tape recording
3. Analysing students works (e.g. dictation)

Do my students benefit from working in
small groups?

What are the new ways of teaching
listening?

Is the homework that I give effective and
is it manageable for students?

Do | use the board systematically?

Why does every speaking activity that I
plan take much more time than | expect?
What does it depend on?

Are students A and B effective working
together?

What is learner autonomy?

Lesson 13. CLASSROOM RESEARCH WORKSHOP
Activity 2, Handout 3

Suggested research questions:

1. Who talks more in my classroom, me or my students?
2. How effective is the group work that | organise?
3. Do I pay equal amount of attention to each student in my class?
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4. How do I usually correct my students’ mistakes? How effective are these
techniques?

5. What speaking activity is the most effective for my students?

6. What is more productive way of teaching grammar in my context?

7. Does the classroom atmosphere influence my students’ performance in
English?

8. What are the target needs of my learners?

9. What type(s) of authentic materials do my students prefer?

10. What is the most problematic/needed skill for my students?

MIXED ABILITY CLASSES
Activity 1, Handout 1, Learners’ perspective
You will watch a video where 3 learners are talking about their experience of studying in
mixed ability classes. Watch the video and answer the questions below.
1. Which of the speakers talked about their experience of:
g) being both a strong and a weak student in different schools;
h) being ignored because s/he was a weaker student;
1) encountering rivalry among strong students because of the discounts in the tuition fee?

1) Jahongir 2) Rushana __ 3) Nargiza
2. How did their teachers manage mixed-ability classes and howdid it affect learners?
d) Jahongir
e) Rushana
f) Nargiza

3. Which of them would advise the teacher to focus on:
1) stronger students
J) weaker students
k) average
I) both?
1) Jahongir __ 2) Rushana ___ 3) Nargiza

Mixed ability classes
Activity 1, handout 1 Learners’ perspective
You will watch a video where 3 learners are talking about their experience of studying in
mixed ability classes. Watch the video and answer the questions below.
1. Which of the speakers talked about their experience of:
J) being both a strong and a weak student in different schools;
k) being ignored because s/he was a weaker student;
I) encountering rivalry among strong students because of the discounts in the tuition fee?
1) Jahongir 2) Rushana __ 3) Nargiza
2. How did their teachers manage mixed-ability classes and howdid it affect learners?
d) Jahongir
e) Rushana
f) Nargiza
3. Which of them would advise the teacher to focus on:
m) stronger students
n) weaker students
0) average
p) both?
1) Jahongir __ 2) Rushana ___ 3) Nargiza
MIXED ABILITY CLASSES
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Activity 1, Handout 2, Teachers’ perspective on teaching a mixed ability class.
Watch the video and answer the questions.

1. What problem does Alex state? What level of students within the group is Alex teaching?

2. What’s Natasha’s attitude to working with mixed ability groups? What level of students within
the group is Natasha teaching?

3. Using thequestions below complete the table.
4) What strategies does Natasha suggest for working with mixed ability classes?
5) What advantages of employing these strategies does shemention?
6) What are Alex’s arguments against these strategies?

Strategies Advantages Disadvantages
Grouping stronger students | Stronger students help Too much noise
with weaker ones weaker ones

4. To what extent do you agree with Alex’s comment that weaker students are incapable and
unwilling to learn?

MIXED ABILITY CLASSES
Activity 3, Handout 3, 4 Pre-reading questions

Pre- reading questions:
9. Should I discuss the situation in mixed ability groups with my students? If so, why?
10. How can | raise my students’ awareness of their own strengths and weaknesses? How can
| encourage them to evaluate their own progress?
11. Should I always group stronger students with weaker ones?
12. How should I set up pairwork in mixed ability groups?
13. What kind of whole group activities can be used in this context?
14. Should I give tasks according to the level of difficulty?
15. What kind of homework should | give to students of different levels?
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16. How should I correct students of different levels when they speakor when they produce
something in writing?

Use of video in ELT
Activity 2, Handout 1, Body language

Examples of body language

Use of video in ELT
Activity 2, Handout 1, Body language

Examples of body language

Lesson 20. Research planning.
Module:  Classroom investigation 2

Topic: Research planning.
Time: 80 minutes
Aim: To analyse research planning.

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

A research proposal is a more detailed description of the project you are going to undertake.
Some departments require you to submit a research proposal as part of the assessment of your
dissertation, but it is worth preparing one even if it is not a formal requirement of your course. It
should build on the thinking that you have done in defining your research problem; on the
discussions that you have had with your supervisor; and on early reading that you have done on
the topic. A comprehensive research proposal will make you think through exactly what it is that
you are going to do, and will help you when you start to write up the project.

You could try outlining your project under the following headings

Topic: this project will study...
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Question/problem: to find out...

Significance: so that more will be known about...
Primary resources: the main data will be...

Secondary sources:  |additional data comes from...

Methods: the research will be conducted as follows...
Justification: the method is most appropriate because...
Limitations: there are some matters that this methodology may not help me to

explain. These might include...

You may find that some of these headings are difficult to fill in right at the start of your project.
However, you can use the gaps to help identify where you need to begin work. If, for example,
you are unsure about the limitations of your methodology you should talk to your supervisor and
read a bit more about that methodology before you start.

Creating a research plan

A dissertation is an extended project that asks you to manage your time and undertake a variety
of tasks. Some courses schedule the dissertation at the end, while others have it running along
concurrently with other modules. Whichever way your course is organised, it is essential that
you create a plan that helps you allocate enough time to each task you have to complete.

It is useful to work out how many weeks you have until you need to submit your completed
dissertation, and draw a chart showing these weeks. Block out the weeks when you know you
will be unable to work, and mark in other main commitments you have that will take time during
this period. Then allocate research tasks to the remaining time.

January
Christmas Write research Literature review |Complete Main data
proposal literature review |collection
and conduct pilot
study
February
Complete data Analyse data Analyse data Write dissertation
collection plan, then begin
first draft
March
Complete first Discuss draft with |Second draft Second draft Proofing/checking
draft supervisor

It is very important to be realistic about how long each task is likely to take. Some focused
thought at the beginning, then at the planning stage of each phase, could save hours later on.
Write down the resources needed for each stage. It could be time in the library; the resource of
your working hours; or the use of equipment or room space that needs to be booked in advance.
Procrastination
Some people find that they procrastinate more than they would like. This is a common problem,
so it is probably best to be well-prepared to identify it and deal with it if it does start to happen.
People procrastinate for various reasons for example:

e poor time management

o daunted by the scale of the task

e negative beliefs

e loss of motivation

o perfectionism
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 difficulty concentrating

e need to feel under pressure

e personal problems
Early identification of the signs of procrastination will give you the best chance of minimising
any negative effects. Once you suspect that you are procrastinating, it can be helpful to review
what you are expecting of yourself, and check that those expectations are realistic. This is where
planning is vital.
Realistic planning
To improve the prospect of completing on time, and avoiding procrastination, you need to:

e be realistic about when you can/will start;

o devote time to planning and revising your plan;

o try to work out if any of your research will take a set amount of time to complete;

« allocate appropriate time for any travelling you need to do for your research;

 include other (non-dissertation related) things that you have to do between now and then;

e have clear and achievable objectives for each week;

o focus on one thing at a time;

o leave time for editing and correcting;

o reward yourself when you complete objectives that you have timetabled; and

« if you fall behind make sure you spend time reworking your plan.
Your research plan should also include information about what equipment you will need to
complete your project, and any travel costs or other expenses that you are likely to incur through
the pursuit of your research. You should also think about whether you are dependent on any one
else to complete your project, and think about what you are going to do if they are unable to help
you.
Once you have created your plan it is a good idea to show it to someone else. Ideally you will be
able to show it to a member of academic staff or take it to your Student Learning Centre, but
talking it over with a friend may also help you to spot anything that you have forgotten or
anywhere that you have been unrealistic in your planning.

Lesson 21. Data analysis
Module:  Classroom investigation 2

Topic: Data analysis
Time: 80 minutes
Aim: To analyse data analysis.

Materials: 1. Wainryb, R. (1992) Classroom Observation Tasks
2. James, P. (2001). Teachers in Action.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board

What is Data Analysis?

Data analysis is defined as a process of cleaning, transforming, and modeling data to discover
useful information for business decision-making. The purpose of Data Analysis is to extract
useful information from data and taking the decision based upon the data analysis.

A simple example of Data analysis is whenever we take any decision in our day-to-day life is by
thinking about what happened last time or what will happen by choosing that particular decision.
This is nothing but analyzing our past or future and making decisions based on it. For that, we
gather memories of our past or dreams of our future. So that is nothing but data analysis. Now
same thing analyst does for business purposes, is called Data Analysis.

Data analysis is a process that relies on methods and techniques to taking raw data, mining for
insights that are relevant to the business’s primary goals, and drilling down into this information
to transform metrics, facts, and figures into initiatives for improvement.
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There are various methods for data analysis, largely based on two core areas: quantitative data
analysis methods and data analysis methods in qualitative research.

T hink of educational data as a machine that receives and uses inputs to help run the educational
process, producing outputs that include things like progress, success, and achievement. Data use
depends on critical inputs from the parent, teacher, student, district, and state.

Specific data inputs can include everything from teacher quality to student demographics, while

specific data outputs include things like attendance, grades, assessment scores, and graduation

rates.

“Data in education has huge potential to improve learning materials.”

— Jose Ferreira

When data is interpreted effectively, it can be used to understand individual student needs and
employ strategies to differentiate instruction. Data analysis helps teachers understand their
students’ learning abilities and challenges, and facilitates an ingrained cultural process that uses
detailed inputs (information) to ensure optimal outputs (results for students).

Here are a few of the many types of data that may be collected to provide a teacher with
information on any individual student:
TYPES OF DATA

Assessments Evaluation of learning and ability. Pre- Teachers administer, and
and post- assessments help to plan students participate. Parents,
instruction and interventions and make teachers, and students review
improvements. Formative and discuss
assessment summarizes the student’s progress/improvement.
development at a particular
time. Summative assessment includes
end of year exams or state standardized
tests. Since they are administered at the
end of the year, it is difficult to use their
data for planning instruction.

Attendance Number of days present and absent. Teachers record daily
Years of attendance at school. attendance.

Behavior Actions of a person based on the Teachers record student
environment and/or interaction with behavior.
others. Data includes disciplinary
records, report cards, and behavioral
assessments.

Benchmarks National assessments, state high-stakes Schools use benchmarks to
tests, district level assessments, SAT and  create best practices.

ACT scores, etc.
Classwork Graded assignments completed in the Teachers assign classwork and

Demographics

classroom during the school day.
Age, gender, race, ethnicity, religion,

address, parent level of education,
income, etc.
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Grades

Health

Homework

Investment

Leadership

Observation

Participation

Quizzes

Results

Socio-economic

Tests

Grades may be number, letter, or level
score that depicts student learning score.

Data includes health records
(immunizations), counseling, medical
conditions, and history.

Graded and/or practice assignments to be
completed at home.

Resources allocated for intervention
programs, cost per student, and after
school programs.

Leadership may include teacher and
administration experience, education, and
achievements.

Annotated behaviors and perspectives
based on careful student and/or teacher
examination.

Level of engagement from student.
Participation in after school programs
and extracurricular activities. Use of
academic and social support services.
Participation in AP classes.

Quick and informal test of knowledge
given to students.

Results may include grade point
averages, graduation rates, and college
acceptances.

Relating to or concerned with the
interaction of social and economic
factors.

Standardized and/or non-standardized
assessment of knowledge and
capabilities.

Teachers record grades in
gradebook and include on
progress reports/report cards.

Parents and pediatricians
provide this data to the school.

Teachers assign, grade, and
record completed homework.

Schools, districts, and states
provide funding to invest in

programs to improve student
success.

Administrators (school, state,
and federal).

Teachers record student
observations. Administrators
observe teachers.

Teachers record level of
participation.

Teachers administer quizzes.

Student results are recorded
and reported to schools, state,
and federal systems.

Parents provide economic data.
Teachers and parents provide
information on social
interactions.

Teachers administer tests and
record the scores for reporting.

Schools use data from parents, students, classroom, and teacher to assess the success of the
school (teacher performance, test scores, graduation rates, etc.) and to allocate resources where

needed. Schools then provide data to their district, which facilitates comparative analytics across

cities and regions.

"School districts are required to maintain comprehensive longitudinal student databases
complete with information including attendance, demographics, mobility, discipline, state test
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scores, course enrollment, and grades earned in courses. Data systems created by districts are
only useful in transforming schools when they provide meaningful data stakeholders can use to
raise questions, identify issues, and make informed decisions.” (Schmoker, 2008)
District data helps administrators to understand overall demographics and academic
performance. Data allows districts to identify the schools that need more resources versus the
schools that may need different programming.
State and federal systems also use data to make informed choices related to district learning
gaps, funding, and overall state needs. Federal and state systems create legislation, policies, and
goals based on data patterns. Data received from districts and states helps lawmakers create and
enforce standards and regulations to meet the academic, socio-emotional, and safety needs of all
students and teachers.
BEST PRACTICES
Data-based decision-making encourages innovation and differentiation to improve student
outcomes. To ensure optimal data-informed decisions, the suggestions below provide best
practices on educational data usage.

e Collect accurate and timely data.

o Real-time data collection facilitates differentiation and interventions.

o Assessments provide opportunities for corrective instruction and demonstration of
understanding.

o Formative assessments provide real-time data that can help with quick
customization.

o Summative assessments provide end-of-term and/or -year data that may help
teachers understand learning and/or gaps.

e Ensure data accuracy.

o Teachers and administrators need professional development and training to
collect, evaluate, and use data effectively (research, collection, validity, relevance,
etc.).

o Teachers and administrators need time to collaborate and learn from one another.

e Ensure easy access and understanding of data.

o Data should be easy to obtain and interpret. Graphics, definitions, and other quick
links, snapshots, summaries, etc. all facilitate data comprehension.

o Consistent communications regarding data provide transparency and facilitate the
execution of necessary changes.

o Ongoing feedback loops between students and teachers, teachers and parents, and
teachers and school administrators are critical to the communication process of
engagement with and accountability for learning goals.

e Provide ongoing training and allow sufficient time for teachers and administrators

to build and improve data literacy skills.

Data usage enables more effective evaluation of programs, resources, and interventions to
facilitate student, school, and district success. State and federal systems also use data to create
legislation that focuses on student achievement, progress, and meeting the specific needs of the
state and district.
Understanding data terms and the role of data is critical to ensuring the systemic functionality
and cultural integration of data usage for student and school achievements. Data collection,
accuracy, analysis, and interpretation facilitate the identification of accomplishments and
interventions to ensure students’ academic needs are met.
Because data is omnipresent, it must also be objectively reviewed and analyzed to communicate
accurate information. The information should be cross-functionally shared with teachers, parents,
administrators, and district leaders to ingrain the value of data into the cultural operations of the
educational system. Collectively, these systems work to benefit the overall success of district,
state, and federal systems.
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MAXSUS YO’NALISHLARDA CHET
(INGLIZ) TILINI O’QITISH KURSI

Introduction to the course.

Module:  English for specific purposes

Topic: Introduction to the course
Time: 80 minutes
Aim: To introduce the students to the course.

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, audio recordings, handouts, video clips, white board
Objective:
> to give students an opportunity to explore ESP approaches and practices
> to help students develop their own approach to ESP
Lead in
Time:
Materials: handouts and visual aids
Procedure:
» ©Ask participants the following questions and elicit a few random answers after each
guestion:
~ Who teaches English to students of other subjects?
~ Have you ever taught English to learners from other professions (e.g. managers of a
multinational company; NGO staff; doctors aspiring to get a job in the UK etc.)?
~ How is this teaching different from teaching General English in language universities
/ faculties?

NB

Answers will vary according to participants’ experience.

Teaching and learning General English in language universities and faculties have the
English language as the focus and the medium of teaching. On the other hand, for
students of mathematics, economics or medicine, English becomes an important tool for
the students’ professional development and therefore teaching English to students of
other subjects serves a specific purpose.

» Elicit random answers. Give your feedback. Introduce the terms ‘English for General
Purposes’ (EGP) and “English for Specific Purposes’ (ESP).
» © Ask participants the following question and elicit a few random answers:
~ What is the difference between teaching English to university students of
Management and teaching English to professional managers working for a company?
Establish that within ESP it is important to distinguish between teaching ‘English for
Academic Purposes’ (EAP), which deals with study-related language requirements and
teaching ‘English for Occupational Purposes’ (EOP), which deals with job-related language
requirements. Say that you would like participants to explore these ESP-specific issues in
more detail.
Activity 1_Case studies
Objective: to give students an opportunity to explore different cases for ESP
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Time:
Materials: handouts 1a-d — one copy per group
Procedure:

» © Refer students to the session on “‘Needs analysis’ and say that dealing with students’ needs

is particularly relevant for ESP, mostly because English for the students of other subjects or
professionals is a secondary tool for their professional development. Say that you would like
students to work with several case studies and to predict what the content and objectives of a
course for each of the cases might be. On the board write: “‘What will the content and
objective of a course be?’

Say that the case studies describe four groups of learners: a) a group of undergraduate
university students of Economics; b) a group of medical students; c) a group of junior
managers of a multinational company and d) a group of airline pilots.

©@©® Put students in four groups and give each a copy of handout la-d mwith group
profiles.Assign each group of participants only one casestudy. Monitor the group discussion
and ask directing questions from the box belowwhere necessary.

© After the discussion invite a spokesperson from each group to report to the whole group
for 2-3 minutes. Invite comments from other groups. Support their reports with questions.

Suggested questions:
What is the main priority for these learners? What skills should the course focus on most
of all? In what ways would you take students’ background into account? What kind of

teaching resources / materials would you use and where would you get them?

» After each report make your own comments where necessary.

Suggested comments:

la. These students may benefit from a course that tackles all English language skills in their
professional context. They will also need a build-up of their professional vocabulary. The
availability of a wide resource in the library makes the choice of an appropriate textbook and
supplementary materials relatively easy (e.g. Business Objectives). The course should aim at
increasing students’ proficiency in English for general business purposes.

1b. The large size of the group, low proficiency level, scant resources and tight objectives (to
pass the State Test) make it necessary to narrow down the objectives of the course to the
development of professional reading and test-taking skills. The students will need to expand
their professional vocabulary. Some instructions can be given in L1. The teacher will have to
make good use of the professional texts available within the institute.

1c. There is no need to focus on professional vocabulary in this course. The teacher will have
to stimulate learners to attend classes after work by including more communicative activities
(probably dealing with such issues as presentation skills, social skills etc.) The course should
focus on coherence and grammar. Another important objective will be the development of
writing skills for business purposes (e-mails, faxes, memos, reports). The course should
prepare the learners to be more effective interpreters of messages between their English-
speaking line managers and non-English speaking subordinates. The learners may benefit
from each other’s expertise in different professional areas. The teacher will have to choose
the main textbook after a more detailed needs analysis and to use a wide range of
supplementary materials.

1d. Given the limited time, the age and the level of learners, the course should address their
immediate needs: to be able to receive and communicate professional data: e.g. course and
altitude of a plane; time of landing and takeoff; various standard commands etc. Pilots will
have to be exposed to different accents. The teacher will have to focus on listening and
speaking for narrow professional purposes and will have to make the maximum use of the
available professional materials. In this case learners themselves will be an invaluable
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| teaching resource.

Activity 2 Exploring principles of an ESP approach
Objective: to explore current ESP practices with studentss
Time:

Materials: handouts 1a-d — one copy per group.

Procedure:

» © Say that based on the previous activity you would like studentss to draw up some
principles of an ESP approach. Ask the following questions and elicit a few random answers
after each question:

~ Which of these cases was related to EAP and which to EOP?
~ What are the main differences between teaching EAP and teaching EOP?
~ What are the main differences between teaching EGP and ESP?

Suggested answers:
EAP: 1a and b; EOP: 1c and d.
Teaching EAP takes place in a traditional academic environment where English becomes a
part of students’ undergraduate or postgraduate studies. Therefore an EAP course is less job-
specific and is to a greater extent than an EOP course based on the syllabus imposed by an
institution. Students are younger and have time allocated for English classes during their
studies. They are still studying their subject(s)and need English to have access to their
specialist knowledge. An EOP course is more needs or skills-specific and a teacher enjoys a
relatively greater freedom in terms of course development and the choice and use of
materials. Learners are generally more mature and experienced than in an EAP course and
this makes them more useful as a teaching / learning resource.
Generally EAP more than EOP resembles EGP, however, the main difference lies in the
objectives of an ESP course whichare always to a certain extent subject-specific. The
analysis of students’ specific long-term and short-term needs in ESP plays a greater role than
in EGP. In teaching any ESP course a teacher also has more freedom in the choice and the
use of materials. Often lacking sufficient expertise in the professional/academic area of their
students, teachers (who are first of all teachers of English) are bound to make a good use of
learners as ateaching resource. Their primary responsibility is to teach language and not
content.

» © Give your comments where necessary. Say that you would like studentss to work towards
the principles of ESP in groups. Ask them to brainstorm the categories these principles
should be based on in the whole group. Say that students have already discussed objectives
and content as points for consideration in an ESP course. Return to the question written on
the board:

~ What will the content and objectives of the course be?

Ask students to think of more questions to be asked about an ESP course.
Suggested questions:
What is the main priority for these learners? What skills should the course focus on most of
all? In what ways would you take students’ background into account? What kind of teaching
resources / materials would you use and where would you get them? How do you address
students’ specialist professional knowledge in English classes? What time limitations are
there and how can you make best use of the time available?

Write the questions on the board and add your own if necessary.

» Put students back in their groups and ask groups that worked with handouts 1a to apply these
questions to the case in handout 1c, 1b —> 1d , 1c —> 1 a and 1d —> 1b. After 10 minutes
invite a spokesperson from each group to report their answers to the whole group. Make your
comments if necessary.

207



> Tell participants to remain in their groups and ask two groups to brainstorm the principles of
EOP and the other two groups to work on the principles of EAP. Ask them to refer to the
questions on board. Give your own example: (e.g. EAP: The objectives of the course are
determined by the educational institution and by learners’ broadneeds. EOP: The objectives
are determined by narrowing down learners’ needs in their present professional
environment.)

> After 10 minutes ask groups working on the same variety of ESP to exchange their lists of
principles and see if they could complement each other.

» Ask spokespersons from each of two larger groups (i.e. EAP and EOP) to report to the whole
group. Discuss the principles of teaching EAP and EOP with participants.

Lesson 22. Types of English for Specific purposes.

English for Academic Purposes (pre-experience; concurrent)
Module:

Topic:

Time:

Aim:

Materials:

Aids:
Procedure :
Warm up: teacher asks the following questions
1. What types of specific English have you heard?
2. s there any of your friend study English in non filology faculty?

While activity:
Look at the following abbrevations. What do they mea? Discuss in pairs
EAP EGAP  ESAP EGP

ELT EOP EGOP ESOP

EPP EGPP  ESPP ESOL

ESP EST TESOL

Suggested answers

EAP English for Academic Purposes

EGAP English for General Academic Purposes
ESAP English for Specific Academic Purposes
EGP English for General Purposes

ELT English Language Teaching

EOP English for Occupational Purposes

EGOP English for General Occupational Purposes
ESOP English for Specific Occupational Purposes
EPP English for Professional Purposes

EGPP English for General Professional Purposes
ESPP English for Specific Professional Purposes
ESOL English for Speakers of Other Languages
ESP English for Specific Purposes

EST English for Science and Technology
TESOL Teaching English to Speakers of Other Languages

Discuss the difinitions given to ESP .
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Below a selection of statements about ESP teaching by various writers. The terms 'English
Language Teaching' (ELT) and 'English for General Purposes' (EGP) are used. A number of
themes can be seen in these statements
1.1
The basic insight that language can be thought of as a tool for communication rather than as sets
of phonological, grammatical and lexical items to be memorized led to the notion of developing
learning programs to reflect the different communicative needs of disparate groups of learners.
No longer was it necessary to teach an item simply because it is 'there' in the language. A
potential tourist to England should not have to take the same course as an air traffic controller in
Singapore or a Columbian engineer preparing for graduate study in the United Slates. Tills
Insight led lo the emergence of English for Specific Purposes (ESP) as an important
subcomponent ol language teochln with ils own approaches to curriculum development,
materials design, pedagogy, testing and research.Nunan (2004)
1.2

If ESP has sometimes moved away from trends in general ELT, it has always retained ils
emphasis on practical outcomes. We will see that the main concerns of ESP have always been,
and remain, will» needs analysis, text analysis, and preparing learners to communicate
effectively in the tasks prescribed by their study or work situation(Dudley-Evans, T. & M-J. St
John 1998)
1.3 ESP and General English

It is in the nature ol a language syllabus to be selective. The General English syllabus is
based on a conception of the kind of reality that the student has to deal with in English. For
example, a General English course for teenagers will probably be written around the language-
based activities of a stereotypical teenager. Finding out or even speculating on what these
activities aie is like taking the first step towards a needs analysis. Consciously or unconsciously,
tlierelore, all sensible course designers must begin by tryingto assess students' specific needs.
ESP is simply a narrowing of this needs spectrum. The ESI process of specialisation should not
result in the complete separation of one part of the language from another. One cannot simply
hack of pieces of a language or of skills and then expect them to exist independently of anything
else. Every discipline refers to others and each draws on the same reservoir of language. A
science student who comes to grips with the past simple passive through the description of
laboratory procedures is unlikely to lock that tense into that context for the rest of their
English’speaking life” (Holme 1996)

In fact, the dividing line between ESP and EGP is not always clear; where do we place, for
example, a course designed for a Korean businessperson who is to assume a post abroad in the
near future? If the learner's proficiency level is very low, a great deal ol course content will
probably be of a general English type with emphasis on survival situations. Most would probably
agree that the course should be classified as ESP, simply because the aims are clearly defined,
and analysis ol the learner's needs play an important role in deciding what to include in the
course. However, we believe our example demonstrates that ESP should not be regarded as a
discrete division of ELT, but simply an area (with blurred boundaries) whose courses are usually
more focused in their aims and make use of a narrower range of topics.(Barnard and Zemach
(2003, pp. 306-7)

After class have been discussed the definition of ESP teacher made a conclusion and

say:

One of the common themes in the above statements is that ESP courses are narrower in focus
than ELI courses — 'tasks prescribed by their work or study situation arc mentioned in 1.2,
'narrowing down the spectrum' in 1.3 and 'a narrower range of topics' in 1.4. The statements
mention learner needs. ESP courses are narrower in focus than general ELT courses because
they centre on analysis of learners' needs. The statements show that ESP views learners in terms
of their work or study roles and that ESP courses focus on work- or study-related needs, not

209



personal needs or general interests. A number of specific work and study roles were mentioned
including an air traffic controller, an engineering student, a science student and a
businessperson. And lastly, there is mention of the fact that ESP involves analysis of texts and
language use learners will encounter in their work and study situations - 'text analysis' is
mentioned in 1.2 and 'description of laboratory procedures' in 1.4.

English for Academic Purposes (pre-experience; concurrent)

Procedure:

Warm upBrainstorm the ideas about EAP ( where, what, how)
While activity: Look at the graph and discuss it as awhole class about Areas of ESP teaching

Branch

Sub Branches

Example

Purposes (EAR)

English for Academic

English for General Academic Purposes
(EGAP)

English for academic
writing

English for Specific Academic Purposes (ESAP)

English for law studies

English for Professional

English for General Professional Purposes

English for the health care

Purposes (EPP) (EGPP) sector
English for Specific Professional Purposes English for nursing
(ESPP)
English for Occupational|  English for General Occupational Purposes |English for the hospitality
Purposes (EOP) (EGOP) industry
English for Specific Occupational Purposes English for hotel
(ESOP) receptionists

Work in pairs and discuss how ESP course timing in relation to work or study experience of

learner
ESP
Pre course experience

During course experience

Post course experience

ESP teaching takes place in a number of differing contexts as shown in the following
scenarios read the cases and what out which type of ESP teachers teach

Teaching scenarios #

1. Alison

Alison began her teaching career teaching French in the secondary school sector m New
Zealand. A number of years later due to falling enrolments in Europeanlanguages in
secondary schools, Alison started teaching English Language in a Tertiary College. She
taught intermediate level 1 for some years and then began to also conduct classes for
immigrants focusing on ‘settling-in skills', such as job applications, dealing with
administrative enquiries, and so on. One day her director of studies called her in to tell her
that the college was to introduce a course called English for Medical Doctors. The
students would be recently arrived immigrant doctors who needed to appear for medical
registration examinations and English language tests to enable them to work as general
practitioners in the country. Alison wasasked to prepare and teach the course.

2. Derya

Derya graduated in teaching English as a foreign language in Turkey and almou immediately
gamed employment in one of the large state universities in which English is used as the medium
of instruction. Most students at Derya's university spend a year in the preparatory school
studying an intensive English anguage programme prior to starting study of subjects in their
departments. Derya has taught on the intensive programme for a number of years.Recently,
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the Engineering faculty at the university expanded its doctoral programme.
The faculty however realized that the doctoral students' lack of English was
hampering their studies and it was decided that a special English language programme to help
the postgraduate students with reading and writing engineering research reports needed to be
set up. Deryawhose brother is completing hisdoctoral studies in the
Engineering faculty, was requested to set up a suitableESP coursefor the
engineering students on the doctoral programme.

3. Albert
Albert is bilingual and was brought up in a French speaking home in the UK. After studying
French and Business at university, during which he did some part time English for speakers of
Other Languages (ESOL) teaching. He was offering a job with a computer software company
based in Paris." His brief was to track the daily work practices of a number of key employees
at the company and offer English language assistance to themwhen they had difficulties using
English in their work. The aim was that these key employees shouldeventually become
independent in using English for their workplace needs. At present Albert is tracking and
providinglanguage support for one the companies lawyers, whose work involves
correspondence with companies in the UK and US, and the head of finance responcible for
strategy policy in both the French and UK divisions of the company.

4. Cathy and

Louis

Cathy and Louis were completing postgraduate degrees in Teaching English to Speakers of
Other Languages (TESOL) when they responded to a job advertisement calling for teachers to
work at a military defence training facilityin the US. The facility trains military personnel from
various countries and aims to improve their technical and English language skills. Cathy and
Louis' students were pilots. Having begun teaching at the facility, Cathy and Louis realized that
the students interest in English for its ownsake was limited but they were deeply enthusiastic
about their specialist areas, such as helicopter piloting. Cathy and Louis quickly set about
devising content-based teaching of English in which the primary focus of instruction is on texts
and activities related to the students' specialist military areas.

5. John

John studied law at a university in Australia. In his final year he began teaching ESOL

part-time in order to supplement his income. He found he enjoyed it more than law and on
completing his law degree, he taught ESOL full-time for three years before doing a masters
degree in TESOL. For his thesis topic he decided to investigate discourse in problem-answer’
essays' - an academic legal genre common in legal studies. After receiving his degree, John got
a job teaching academic reading and writing skills in the English Language Support centre at
an Asian university. Sometime later, he was transferred from the centre to the ESP Unit at the
same university in order to work in an established small team that designs and teaches English
courses for students in the law department. Here John feels able to combine his interest in
language teaching with his knowledge of law and legal discourse.

6. Estelle
Estelle found that after teaching primary school in New Zealand for a number of years, she
needed a change of direction. She wanted to work abroad and teach adults. She studied for a
diploma in TESOL during which she took a course in ESP. Following her graduation, Estelle
found a job in a two-year vocational college. The first course Estelle was assigned to teach was
‘English for Office Management'. The course had only been running one year and Estelle was
told she would need to prepare new instructional material as there was insufficient course
content. The students on this course were between 18 and 20 years old and were hoping to gain
employment in international companies after their return to their home countries. Alongside
English, the students were studying word processing, spreadsheet and office administration.
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Teacher facilitates the discussion by saying:

The above scenarios illustrate some of the diverse contexts in which ESP teaching takes place.
They illustrate the divide between teaching English for Academic Purposes (EAP) - Derya and
John (who both work in a university setting and teach English for study-related purposes),
teaching English for Professional Purposes (EPP) - Alison, Cathy and Louis and Albert (who
teach English to doctors, pilots and company executives respectively), teaching English for
Occupational Purposes (EOP) - Estelle (who teaches English for office managers). We see that
ESP can be classroom-based, or, as in Albert's situation, on-site workplace-based. The work
histories of Derya and John show that they were first involved in teaching English for General
Academic Purposes (EGAP). Estella’s teaching experience would be with group of students
who had never worked as office managers (pre experience ESP), Alison would be with
students who had worked as doctors in their home countries but were not working any more
(post experience ESP), whereas Albert, Cathy and Louis would teach learners whowereactually
working in their professions at that point in time (during-experience ESP)

English for Academic Purposes (EAP)

Jordan points out that the term ‘English for academic purposes’ appears in 1974. EAP is also
called EEP (English for Educational Purposes).

“EAP is a field open to self-scrutiny and change, and for these reasons it offers language teachers
an ethical, reflective, and fruitful field of research and professional practice and offers students a
way of understanding their chosen courses and disciplines.”

EAP is taught generally within educational settings for students who need English in their
studies in order to succeed. It is helpful for students when specializing or intending to be
specialized. EAP is taught not only in technical streams, it also takes a great interest in non-
technical ones. Tomlinson (op.cit) says that EAP is helpful for learners to get appropriate skills
in order to achieve a certain level.

Lesson 23. English for Academic Purposes (pre-experience;

concurrent)English for Occupational Purposes
Module: English for specific purposes

Topic: English for Occupational purposes.
Time: 80 minutes
Aim: To analyse English for occupational purposes as ESP branch.

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Handout 1. What is English for Occupational Purposes?

English for Occupational Purposes is a branch of ESP (English for Specific Purposes) and
covers situations in which learners are studying English for work related reasons. The courses
are based on an analysis of their specific communicative needs in their work.

For example, a waiter dealing with foreign clients might need to :

- describe the content of dishes on the menu and the way they are cooked (It's pasta with
seafood cooked in a white wine and cream sauce)

- understand and respond appropriately to requests and orders (Can we have a bottle of the house
white?)

- ask about requirements (Would you like coffee?)

etc etc.

EOP is also labeled EVP (English for Vocational Purposes) or EPP (English for Professional
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Purposes) as Jordan maintains. EOP is taught for learners whose need is related to their
profession. They need English to talk and respond in their domains and to read technical
manuals. Their learning depends on the time of training. That is to say before, during or after
working. Tomlinson (op.cit) mentions that EOP is helpful for learners to function in English in
their job. EOP courses will therefore have often titles like :

English for Nursing

English for Shopfloor Staff

English for Accountants

Where communicative needs become more complex,the courses may become more specific, not
aiming to deal with the full range of needs involved in the job, but just with one area. This is
particularly true in Business English, which may focus on eg :

English for Sales Presentations

English for Business Reports

Negotiation Skills in English

Alternatively, the courses may focus on the more general needs of a specific industry :

English for Banking and Finance

Legal English

English for Military Purposes

English for the Oil Industry

Activity 1. Which of these “green’ ideas do you think is the most effective? Rank them in order
from 1 (most effective) to 6 (least effective).

1. a. electric cars

2 b. wind farms

3. c. avegan diet

4, d. solar energy

5. e. free public transport
6. f planting more trees

Activity 2. Fill the gaps in the sentences using these key words from the text. The
paragraph numbers are given to help you

alchemy entrepreneur facility molecule carat  emission  venture gem
impact  irreversible

1A IS a unit for measuring the weight of diamonds and other
jewels. (para 1)

2. A is an area or building used for a particular purpose. (para 1)
3. An is the effect that something has. (para 2)

4. An IS someone who uses money to start businesses. (para 3)
5. If achange is , you cannot change it back. (para 3)

6. is a type of science that led people to try to change ordinary
metals into gold, especially in the Middle Ages. (para 3)

7.A is a beautiful expensive stone that is used to make
jewellery. (para 4)

8. An is a substance, especially a gas, that goes into the air. (para 5)
9.A IS a new business or activity. (para 6)

10. A is the smallest part of an element or compound that is

capable of independent existence. (para 8)
Answer: 1. carat 2. facility 3. impact 4. entrepreneur 5. irreversible 6. alchemy 7. gem 8.
emission 9. venture 10. Molecule

Activity 3. Find the following information in the text as quickly as possible.
1. What is the main business of Ecotricity?
2. Where is the sky mining facility?

213



3. What is the name of Vince’s new venture?

4. How much rock and earth needs to be moved to produce a one-carat diamond?

5. How many carats of diamonds will the sky mining facility produce each month?

6. What is the temperature inside the sealed chamber?

Answers: 1. the supply of green energy 2. Stroud, Gloucestershire, UK 3. Sky Diamonds
4.1,000tonnes 5.200  6.800 degrees Celsius

Ecotricity founder to grow diamonds ‘made entirely from the sky’

Jillian Ambrose

30 October, 2020

1 A British multi-millionaire and environmentalist has a plan to create thousands of carats of
carbonnegative diamonds every year “made entirely from the sky” and grown in a laboratory.
Dale Vince, the founder of green-energy supplier Ecotricity, claims he has developed the
world’s only diamonds to be made from carbon, water and energy sourced directly from the
elements at a “sky mining facility” in Stroud, Gloucestershire.

2 The process uses carbon dioxide captured directly from the atmosphere to make the diamonds
— which are chemically identical to diamonds mined from the earth — using wind and solar
electricity, with water collected from rainfall. The result is the “world’s first zero-impact
diamond”, according to Vince, and they could even help to clean the air by removing carbon
dioxide directly from the atmosphere.

3 The green-energy entrepreneur said he hopes to challenge the traditional diamond-mining
industry, which causes “irreversible damage” to the environment. “Making diamonds from
nothing more than the sky, from the air we breathe, is a magical, evocative idea — it’s modern
alchemy,” said Vince. “We don’t need to mine the earth to have diamonds; we can mine the
sky.”

4 Vince said he has not yet decided on the price of the carbon-negative gems, which are
accredited by the International Gemological Institute.

5 Lab-grown diamonds are rising in popularity as awareness of the environmental and socio-
economic impact of the mining industry has grown. There have been violent conflicts in
diamond-producing regions, but also research has shown that producing a one-carat stone can
involve moving 1,000 tonnes of rock and earth, 3,890 litres of water and more than 108kg of
carbon-dioxide emissions.

6 Vince expects his new venture, Sky Diamonds, to produce 200 carats of the carbon-negative
diamonds every month but said the facility could increase production to 1,000 a month within
the next year. He said that Sky Diamonds would use a process known as chemical vapour
deposition to create the diamonds at his facility.

7 This process typically involves placing a “diamond seed” within a sealed chamber, or
“diamond mill”, which is heated to 800 degrees Celsius and filled with carbon-rich methane gas.
The carbon elements will gradually bond with the “seed” to create a diamond anatomically
identical to a stone that has taken billions of years to grow underground.

8 Vince has promised to source the carbon dioxide directly from the air and will produce the
hydrogen needed to make methane by splitting rainwater molecules using an electrolysis
machine powered by renewable energy.

© Guardian News and Media 2020 First published in The Guardian, 30/10/2020

Activity 4. Are these statements true (T) or false (F) according to the text?

1. Dale Vince’s diamonds will be made from natural materials such as air and water.

2. They will be chemically different from diamonds mined from the earth.

3. Lab-grown diamonds are becoming more popular because of their low price.

4. Producing a one-carat diamond from mining creates more than 108kg of carbon-dioxide
emissions.
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5. Diamonds take billions of years to grow in laboratories.
6. Vince’s process produces hydrogen by splitting rainwater molecules.
Answers:1.T 2.F 3. F 4T 5F 6T

Activity 5. Find the following words in the text. The paragraph numbers are given to help
you.

1. an adverb meaning completely (para 1)

2. an adjective meaning exactly the same (para 2)

3. a noun meaning fighting between countries or groups (para 5)

4. a noun meaning a process in which layers of a substance form gradually over a period of time
(para 6)

5. a noun meaning an enclosed space inside a machine (para 7)

6. a verb meaning become firmly fixed together (para 7)

7. anoun meaning the process of sending electricity through liquid in order to create chemical
changes (para 8)

8. an adjective meaning able to be replaced by natural processes (para 8)

Answers: 1. entirely 2. identical 3. conflict 4. deposition 5. Chamber 6. bond

7. electrolysis 8. renewable

Activity 6. Match the words in the left-hand column with the words in the right-hand
column to make phrases from the text.

1. carbon a. industry
2. renewable b. impact
3. mining c. dioxide
4. irreversible d. supplier
5. environmental e. energy
6. energy f. damage

Answers:1.c 2.e 3.a 4f 5B 6.d
Activity 7. Complete the phrases from the text using these prepositions.
on with of at to in

1. identical something else
2. grown a laboratory

3. decide something

4. awareness something

5. create something a facility
6. bond something

Answers:1.to 2.in  3.on 4.of 5.at 6.with
Activity 8. Discuss the statements.

* The price of diamonds and other precious jewels is ridiculous.
« All energy should be renewable.

Lesson 24. English for Academic Purposes (pre-experience; concurrent
English for Medical Purposes
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Module: English for specific purposes

Topic: English for Medical purposes.
Time: 80 minutes
Aim: To analyse English for medical purposes as ESP branch.

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Handout 1. English for Medical Purposes
English for Medical Purposes is a subgroup of English for Specific Purposes and has its own
subgroups as well. The need to communicate about health issues is not restricted to hospital
workers and so a wide range of EMP courses and texts are needed to cover very specialised
Medical English language.

English for Medical Purposes is a branch of ESP or English for Specific Purposes. ESP has
developed into an umbrella group of courses for specific areas of learning or for specific
professions. As it was recognised that even high levels of competency in General Academic
language do not prepare workers in specific professions, ESP was born.

EMP (English for Medical Purposes) covers the English language which Health Care
Professionals need to be able to practise safely and confidently. The issue of safe practice linked
to language competency in EMP is common to other ESP courses such as Aviation English or
English for the Oil and Gas Industry. This is obvious as even minor language misunderstandings
in these areas of work can have serious consequences. For example, misunderstanding a dose of
14 units of insulin as 40 units of insulin could be a serious drug error.

The healthcare environment is often a difficult place to work in as the work is often fast-paced
and patients are not always easy to understand. They may speak indistinctly because of a health
problem e.g. be stroke-affected or speak with a heavy accent or use an unfamiliar dialect of
English. The elderly may also be difficult to understand or find it difficult to understand the
Healthcare Professional because of hearing loss or dementia. Patients may not understand
medical terms and may only understand everyday health terms which may be unfamiliar to the
Health Care Worker. For example, an Australian patient who tells the doctor that he’s been
‘chucking all night” means that he’s been vomiting all night!

English for Medical Purposes can be further divided into other categories. Firstly, English for
doctors, English for nurses, English for healthcare assistants, English for midwives and so on.
Each medical area has its own unique vocabulary which sometimes leads to the discussion of
whether EMP courses need to be heavily content-based —relevant vocabulary and technology-
and/or taught by dual professionals. There are those who feel that only current or former
Healthcare Professionals have the ability to teach EMP. Others feel that EMP is still based
around basic communication skills and reading and writing skills which just need to be put in
context.

The second category is that of the purpose of EMP. There are many areas where EMP is used but
perhaps a simple breakdown is to say:

1. EMP for workplace readiness. This may be part of compulsory testing before registration in a
healthcare profession is allowed. For example, proving language competency before registration
with a nursing licensing board such as the NMC (Nurses and Midwives Council) in the UK.

2. EMP for use in a healthcare environment where English is not the official language. This is
commonly where English is the common language between Health Care Professional and patient
if the patient has found himself /herself in hospital in a foreign country. More and more countries
are trying to prepare for this problem ahead of time e.g the case of Brazil where Brazilian
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doctors in Belo Horizonte have started an English for Doctors course to prepare for the possible
onslaught of foreign visitors who fall ill during the forthcoming World Cup and Olympics in a
few years time.

3. EMP for academic purposes. Healthcare Professionals who want to be part of global
discussions during conferences usually need to be able to communicate ideas in English. As
nursing progresses to a common global standard of a minimum of degree level, there is a greater
need to bring practices and nursing research into the international arena. This usually has to be
done in English.

Who uses Medical English?

Any Healthcare Professionals e.g. doctors, nurses, certified nursing assistants, home carers,
physiotherapists, occupational therapists, radiologists, pharmacists, psychologists, optometrists,
audiologists : each specialty uses specific terms and vocabulary as well as everyday health terms.
Some examples:

Healthcare Professionals in hospitals, Mental Health Units, clinics and GP Practices.

Healthcare Professionals in Nursing Homes and Hostels e.g nursing assistants or carers.
Healthcare Professionals in pharmaceutical companies who need to explain the use of drugs and
dressings on a disease or disorder.

Medical Equipment sales reps who need to be able to explain the use of surgical equipment or
devices to be used in particular operations or procedures.

Telehealth Healthcare Professionals who advise patients over the phone about health isssues
Travel Doctors who give current information about health issues around the world e.g. TB,
rabies.

Students undertaking degrees or diplomas in medical fields. Sometimes used as Pre-Arrival
Learning to familiarise themselves with new terms but also used during their studies to keep up
with new information.

Healthcare Professionals who participate in conferences or write academic articles. Many
conference papers and academic articles are produced and presented in English.

Healthcare Professionals who undertake medical research

Medical secretaries who undertake training in medical terminology to be able to understand
dictation from surgeons or physicians and also for health coding.

Authors of Health Literacy materials. Health Literacy materials aim to inform the public of
health issues e.g diabetes , heart disease
Authors of Public Health materials e.g WHO documents which inform about global health
issues e.g malaria
A mind map is a way of organising vocabulary to show the connections between words.
This mind map is based on the word ‘surgery"’.
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general anassthetic
heart surgery . ocal anaesthetic

major surgery
neart surgeon anaesthetist
|
— |
""'-r._\_\__ | -d____.-"-
surgeon T ! = -
- surgery — exploratory surgery
=
scrub up incision
operate
consultant theatre nurse
e "||
== operation \
&, & E department Y scalpel
| - '
fsurgical instruments
ambulance operating table /
accident operating theatre | surgical gloves

Exercise 1. Find words and expressions in the mind map that fit the foIIowing definitions.
1. A special room in a hospital, where surgical operations are carried out .

2. A nurse who is specially trained to assist a surgeon during an operatron

3. The part of a hospital which deals with people who need urgent treatment because they have
had accidents or are in sudden serious pain ....................

4. Surgical operations involving important organs in the body ....................

5. A doctor who specialises in surgery ....................

6. An anaesthetic which removes the feeling in a single part of the body only ....................
7. A senior specialised doctor in a hospital ....................

8. A surgical operation to remedy a condition of the heart .. e

9. To clean the hands and arms thoroughly before performrng surgery :

10. The treatment of diseases or disorders by procedures which requrre an operatron to cut into,
to remove or to manipulate tissue, organs or parts ....................

Answers:

1. operating theatre 2. theatre nurse 3. A&E department 4. major surgery 5. surgeon 6. Local
anaesthetic 7. consultant 8. heart surgery 9. scrub up 10. surgery

Exercise 2. Design a mind map for one or more of the following:
_ health
_ hospital
_ patient
Exercise 3. In each set of words one is the odd one out: different from the others. Find the
word that is different, and circle it.
For example:

callosum........ccc.c..... cerebellum.................. colliculus.................... COCCYXenrenrrenneeneenseeans
Coccyx is the odd one out. It is a bone; the others are all parts of the brain.

1. | aching.........c........ bleeding.................. nagging................... throbbing................
2. | hand.........cccccnne, kidney...........c.c...... [<To FOPP liver....cocoeevvnne,
3. |ankle......cooevvnnennn. elbow.......cccoveene. Knee........coceevennnnn. forearm...........c......
4. el BYE. .t face.......coceviiinnnn, NOSE.....ccvriiirrinene
5. | NUISE...cooiiiiiariianne. orderly......ccoovvenne. SUrgeoN......ccceeuen.e. patient....................




6. | bandage.................. forceps......cccoevennne. Probe......ccccevennnen. scalpel......ccccevuennee,
7. | expiration................ inspiration............... respiration............... supination...............
8. | cataracts.................. eyelids.......ccoeeunnnenn. nearsightedness....... strabismus...............
9. | improve.................. get better................ FECOVE......c.ccvrnnenn. relapse....................
10. [ 0M0S i lens.....cccooviiinannene palm....ccceiviininnne, pupil....ccoooiiiien,
11. | oval window............ semicircular canals... | tympanic vertebral column.....
membrane
12. | aluminium............... COPPEr....ccciviainanne. [1(o] 4 PP ZINC..oviieieciie s
13. | break.........c.c......... Crack.......cocoevvnnnn, fracture................... wound....................
14. | metacarpal bone..... nasal bone............. occipital zygomatic
bone.......... arch........

15. [ liver....oiininnn, heart.......cccceenenenn, Pancreas.........cc...... spleen........cccu.ee...
16. | bite.......ccoeeirnnnnn, Chew........cccceeenne. swallow................... taste......ccooeviennnne
17. | hepatalgia............. hernia.................. | liver................... | hepatocyte............
18. | epidermis.............. pOre........coccene..... | dermis...... diabetes..............

Answers:

1. bleeding; the others are words which describe types of pain

2. liver; you have two of all the others

3. forearm; the others are all joints

4. face; the others are all specifically sense organs

5. patient; the others are all jobs

6. bandage; the others are all instruments

7. supination; the others are all connected to breathing

8. eyelids; the others are all eye conditions

9. relapse; the others all mean to return to normal after an illness

10. palm; the others are all parts of the eye

11. vertebral column; the others are all part of the ear

12. aluminium; the others are all normally found in the body
13. wound; the others refer principally to damage to bones
14. metacarpal bone; the others are all in the skull

15. pancreas; the others deal with blood

16. taste; the others are all physical actions

17. hernia; the others relate to the liver

18. diabetes; the others are all part of the skin

Lesson 26. English for Science and Technology
Module: English for specific purposes

Topic: English for Science and Technology.
Time: 80 minutes
Aim: To analyse English for Science and Technology as ESP branch.

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Handout 1. English for Science and Technology (EST) generally refers to English used
in scientific publications, papers, textbooks, technical reports and academic lectures, etc. It is
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used to describe the physical and natural phenomena, their processes, properties, characteristics,
laws and application in productive activities.

English is the universal form of communication in science. Although many countries still
publish journals in their native tongue, Englishis currently the best way to share
one's research findings with scientists in other parts of the world.

Activity 1. Put the words in the spaces.

cartridge collate cover feed double-sided landscape mono  out
out of portrait jammed  print-heads reload replacement  via

1. When the ink runs out, you have to change the
2. cartridges can be ordered online.
3. To change the cartridge, you have to lift the
4.
5

The printer is connected to the computer a USB cable.

. The printer is paper. the paper tray.
6. | think some paper is inside the printer.
7. My printer keeps getting jammed. | think there's a problem with the paper
8. Shall I print this in colour or black and white?
9. "Black and white™ is also known as
10. If there's a problem with the print quality, perhaps the need cleaning.
11. Can your printer do printing?
12.To means to put all the pages into the correct order.
13. This page is in orientation.
14. This page is in orientation

Answers: 1 cartridge, 2 replacement, 3 cover, 4 via, 5 out of / reload, 6 jammed, 7 feed, 8 out, 9
mono, 10 printheads (or print nozzles), 11 double-sided (or two-sided), 12 collate, 13 portrait,
14 landscape

Activity 2. Mobile Phone networks. Fill in the space with given words.
Contract installed networks operators pay-as-you-go SIM card roaming tariffs
topup users

In Britain there are several mobile phone 1 including Vodaphone, 02, T-
mobile and Orange. There are also 2 like Virgin Mobile who use the network
of another company. When you buy a cell phone, you have a choice of 3 . The
most popular is "4 ", with customers paying for their calls in advance. They
can 5 their accounts in shops, over the internet, and at cash machines. Heavy
6 may prefer a 7 . They pay a fixed amount every month,
but the calls are much cheaper than they are for pay-as-you-go customers. Mobile phones usually
come with a 8 already 9 . If you take the phone abroad, you
may be able to use it on a local network. This is called "10 ". It can be

expensive, and it may be cheaper to buy a foreign SIM card.
Answers: 1 networks, 2 operators, 3 tariffs, 4 pay-as-you-go, 5 top up, 6 users, 7 contract, 8
SIM card, 9 installed, 10 roaming.

Activity 3. Choose the best word.

1. After 6pm, calls cost 20p minute

a. for one b. per c. each

2. You can't use a mobile in a cave because there's no
a. network b. connection c. power

3. I need to charge up my mobile phone battery. Have you seen my ?
a. charger b. recharger c. charging machine
4. When you send a text message, the function can help your write it more quickly.
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. predicting text b. predictive text c. text predictor

. In the car, it's safer to use a phone.

. handless b. no hands c. hands-free

. If you don't want to dial a number by mistake, turn on the

. keypad locker b. keypad lock c. locker of keypad

. Which network has the lowest

. call charges b. call costs c. call expenses

. My pay-as-you-go account is about £7.

. balance b. level c. amount

. My average call is about two minutes.

a. time b. length c. duration

10. We're a long way from the nearest

a. broadcaster b. antenna c. transmitter

11. ...so the IS very weak.

a. sign b. signal c. transmission

12. I'll call her on my...

a. mobile phone b. cell phone c. moving phone d. cellular phone
13. A mobile phone can't work without a...

a. SIM card b. sim card c. sim chip d. similar card

14. Don't forget to send me...

a. a text message b. a text c. an SMS d. a phone message

15. When | arrive, I'll...

a. text you b. textualise you c. send you an SMS d. send you a text
Answers: 1b,2a,3a,4b,5¢,6b,7a,84a9¢,10c,11b,12¢c,13d,14d,15b

OV oOY N O O1Q

Activity 4. Match the devices with the places you would find them.
. cash dispenser / cash machine / ATM
. barcode reader
. magnetic strip
. MP3 player
. photocopier
. telex machine
. video camera
. mainframe computer
. at a supermarket checkout
. connected to a pair of headphones
. in an office in 1975
. in an office, school or copy shop
. in the hands of a tourist
. in the headquarters of a large company
g. on the back of a credit card
h. outside a bank
Answers: 1h,2a,39,4b,5d,6¢c,7¢e,8f

—hCDQ_OUQJGD\ICDU'I-bOONH

Activity 5. Match the descriptions on the left with these famous applications.
. word processor

. spreadsheet

. virus protection

. browser

. Image editor

. media player

OO, WN P
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7. email software

8. presentation software
9. graphic design software
a. Adobe Photoshop

b. Internet Explorer

c. Microsoft Word

d. Microsoft Excel

e. Microsoft PowerPoint
f. Norton AntiVirus

g. Outlook Express

h. Adobe PageMaker

I. RealPlayer

Answers: 1c¢,2d,3f,4b,54a,6i,79,8¢,9h

Lesson 26. Business English
Module: English for specific purposes

Topic: English for Business
Time: 80 minutes
Aim: To analyse English for Business as ESP branch.

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Handout 1. What is Business English?

Business English is a part of English for specific purposes and can be considered a specialism
within English language learning and teaching, or a variant of international English. Many non-
native English speakers study the subject with the goal of doing business with English-speaking
countries, or with companies located outside the English-speaking world but which nonetheless
use English as a shared language or lingua franca. Much of the English communication that takes
place within business circles all over the world occurs between non-native speakers. In cases
such as these, the object of the exercise is efficient and effective communication. The strict rules
of grammar are in such cases sometimes ignored, when, for example, a stressed negotiator's only
goal is to reach an agreement as quickly as possible.

Business English means different things to different people. For some, it focuses
on vocabulary and topics used in the worlds of business, trade, finance, and international
relations. For others it refers to the communication skills used in the workplace, and focuses on
the language and skills needed for typical business communication such
as presentations, negotiations, meetings, small talk, socializing, correspondence, report writing,
and a systematic approach. In both of these cases it can be taught to native speakers of English,
for example, high school students preparing to enter the job market. One can also study it at a
college or university. Institutes around the world have courses or modules in BE available, which
can lead to a degree in the subject.

Exercise 1: Look at the different types of training courses and other aspects of staff
development in the box, then match each one with a description in paragraphs 1 — 14. Two
courses in the box do not match any of the descriptions.

action learning adventure learning assertiveness training carousel training
continuous personal development (CPD) experiential learning an induction course
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https://en.wikipedia.org/wiki/Job_market

in-tray learning modern apprenticeship off-the-job training  online learning
open learning total quality management (TQM) sales training team-building
training needs analysis (TNA)

1. This company is committed to helping its employees learn about their jobs and develop

their skills for the whole period they are working here, and not just at the beginning of their
contract. We run regular courses and workshops in order to achieve this, both on and outside the
company premises.

2. Our employees have to deal with a lot of difficult situations, and they often come in contact
with people who can be difficult to work with and do business with. We train them to have more
confidence in themselves so that they can deal effectively with any problems and difficulties
they encounter.

3. We believe that the best way of learning a skill is through practice. We don't waste time on
courses and workshops. We show the employee his duties, give him an outline of how the
company operates, and then we just say 'Get on with it, and good luck'. It's a remarkably
effective method.

4. It's very important that our employees develop skills in leadership, problem solving,
decisionmaking and interpersonal communication. The best way to achieve this is to get them
involved in group games and physically demanding outdoor activities like sailing and climbing.
These also help to build team spirit.

5. When we promote somebody to a management position, the first thing we do is to give them a
lot of typical management paperwork and tell them to deal with it. We set them a time limit for
this, and monitor them carefully to see how they get on. We then review their performance and
show them where they went right or wrong.

6. Our company understands how important it is that our employees work well together in order
for the company to be effective. Our training sessions are designed to instil co-operation and
solidarity in a group of employees who have to work together.

7. It is our company policy to make sure that our employees know how all the jobs in the
company work, not just their own. We find the best way of doing this is to move them from job
to job and department to department. They meet colleagues who they might not normally meet,
and learn about their jobs and how they operate.

8. New employees in our company need to learn about our products and how they work, how the
distribution system operates, how to deal with both suppliers and customers and how to handle
complaints. They also study trade and retail laws, and are accompanied on their first customer
visits by their trainer.

9. I've been interested in photography since | was very young, so when | finished school | started
learning how to be a photographer. I spend my week working with a professional, who teaches
me about all the different aspects of the job. At the same time, | receive training in areas such as
numeracy, problem-solving and interpersonal skills.

10. First of all I was given a tour of the factory and then | was introduced to my colleagues and
was given an outline of the company and its products. After that | was guided through the
company's code of practice, taken to my department and shown my duties.

11. My company can't hold training workshops in the office because we don't have enough
space, and of course while we are learning, we aren't actually making money, so the company
feels it wouldn't be making the best use of its employees. Instead, they send us to a college in

the evening where we develop our skills and knowledge.

12. This company believes that personal development and training should be more

flexible. As a result, we have developed a system of flexible training courses that a trainee or
employee can start at any time, and which does not require a teacher.

13. Once a year we look at the different skills and abilities of our staff, and we decide if they are
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enough to help the company fulfil its aims and operate effectively. We then develop a series of
classes and workshops to help the staff learn more about their job and how they can operate

more effectively.

14. This company has a policy that our managers should be committed to maintaining and
improving the quality of their work, and also their skills and knowledge. We run courses, classes
and workshops on a regular basis, and ensure that they are kept up to date with all the latest
developments.

Answers: 1. continuous personal development (also called continual personal development) 2.
Assertiveness training 3. experiential learning (also called learning by doing) 4. adventure
training 5. in-tray learning 6. team-building (an employee who works well as part of a team is
called a team player) 7. carousel learning 8. sales training 9. modern apprenticeship 10. an
induction course 11. off-the-job training (training which takes place on the company premises
during work time is called on-the-job training or in-house / in-company training) 12. open
learning 13. training needs analysis 14. total quality management (TQM)

Exercise 2. Choose the most appropriate word in bold to complete sentences 1 — 10.

1. The company cannot refund customers' money, and goods can only be altered / exchanged /
revised on production of a receipt or other proof of purchase.

2. We have made radical changes to the working regulations, and employees are expected to
expand/ stretch / adapt to these over the next few weeks.

3. Our customer call centre used to be in Sheffield, but last year we promoted / varied /
outsourced it to India, where costs are much lower.

4 The new director has completely reduced / transformed / heightened the company, from a
small local enterprise to a major international concern.

5. The hotel is currently being renovated / replaced / switched but will remain open while
building work is carried out.

6. Production has been switched / disappeared / enlarged from our Bracknell site to a new
industrial centre near Milton Keynes.

7. Our new memory cards extend / vary / raise in price, from £42 for a 64Mb card up to £140
for a 2Gb card.

8. The Internet clothing company Pants2U.com has deepened / shortened / expanded its range
to include jewellery and watches.

9. The decision to dissolve / demote / disappear the company wasn't an easy one to make, but
everyone agreed that there was no other option but to cease trading.

10. Air fares will be adapted / extended / revised on 21 July: domestic flights will go down by
10%, but international flights will go up by 22%.

Answers: 1. exchanged 2. adapt 3. outsourced (if you outsource a part of a company, you move
part of the company operations from your home country to another country, or from inside your
company to another company) 4. transformed 5. renovated 6. switched 7. Vary 8. expanded 9.
dissolve (we could also use the phrasal verb break up) 10. revised (revised prices are usually
increased, but they can also go down, as in the first part of this example)

Exercise 3: Change the 'neutral’ verbs and expressions in bold in sentences 1 — 15 to more
‘formal’ words using the verbs / expressions in the box. Each sentence requires only one
word or expression. In most cases, you will need to change the form of the verb.

address adjourn adjust administer admonish analyse annul appeal to appoint
assess at assign audit avert await award

1. We need to examine in detail the market potential of these new products.

2. The value of the business was calculated to be £5 million.

3. The management increased their offer in the hope of stopping the strike happening.

4. It will be the HR manager's job to organise the induction programme.
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5. He was given the job of checking the sales figures.

6. The contract was cancelled by the court.

7. Our accountants have been asked to examine the accounts for the last quarter.

8. When he was dismissed, he asked his union for support.

9. The chairman spoke to the sales team.

10. At the meeting it was decided to give middle management a salary increase.

11. Following a breach of safety procedures, the workers were told off by their manager.

12. We are waiting for the decision of the planning department.

13. Prices will be changed according to the current rate of inflation.

14. The chairman stopped the meeting until 3 o'clock.

15. We have chosen a new distribution manager.

Answers: 1. analyse (spelt analyze in American English) 2. assessed at 3. averting 4. administer
5. assigned 6. annulled 7. audit 8. appealed to 9. addressed 10. Award 11. admonished 12.
awaiting 13. adjusted 14. adjourned 15. appointed

Exercise 4: Test your knowledge with this quiz.

1. What is a JPEG and what would you use it for?

2. In computer terms, what is the difference between a file and a folder?

3. What is the difference between freeware and shareware?

4. You suspect that spyware is being used on your computer each time you use the Internet.
What does this do?

5. What is the difference between the Internet, an intranet and an extranet?

6. A customer using your website to buy something has just checked her shopping basket and is
now proceeding to checkout. What is she about to do?

7. What is a click-wrap agreement? Is it:

(a) a contract presented entirely over the Internet

(b) an agreement between two or more companies to share a single website

(c) an agreement between two or more companies to pass customer information to each other
(d) a contract that is sent over the Internet and then returned in the normal post

(e) an agreement by a company not to send unsolicited advertising to customers.

8. What do the letters ISP stand for?

9. What do we call information that a website leaves in your computer so that the website
recognizes you when you visit it again? Is it:

() a biscuit (b) a cookie (c) a cracker (d) a scone (e) a crumpet

10. The company you work for sells its products on the Internet, and also in its own

shops around the country. What is the name we give to this kind of operation? Is it:

(a) a mouse and house business (b) a tap and trot business (c) a clicks and mortar business
(d) a hit and run business (e) a surf and turf business

11. Many company websites have a section or page labelled FAQ. What do these letters stand
for?

12. An on-line shop has a small padlock symbol (L)) displayed at the bottom of the computer
screen. What does this mean?:

(a) The website or webpage has a secure server.

(b) The website will not allow the user to proceed any further.

(c) The Internet connection has been broken.

(d) There is, or may be, a virus on the site.

(e) The user needs to enter a password to continue.

13. Your company does a lot of B2B advertising on the Internet. What does this mean?

14. You send an email, and then almost immediately receive a message saying that the person
you are trying to contact is on holiday. What do we call this sort of message?

15. UCE is the official term for:
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(a) an on-line shop that only sells on the Internet (b) spam (c) a username or password

(d) a dotcom enterprise (e) a domain name

16. What is broadband? Is this the same as an ISDN line?

17. You are uploading information on your computer. Are you:

(a) transferring information from the Internet or another application to your computer?

(b) transferring information from your computer to a website?

18. Some websites (especially those belonging to on-line banks) ask their customers for

a PIN before they can enter the site. What do these letters stand for?

19. In an IT context, what are banners, buttons and pop-ups?

20. You discover that there is an anti-site on the Internet dedicated to your company. Would you
be happy about this?

22. In an IT context, what does a firewall do?

21. What does a computer hacker do?

23. Your company has just been Amazoned. What has happened to it?

24. Someone tells you that your company has a sticky site. What do they mean?

(a) Your company website is very slow.

(b) The information on your company website is out of date.

(c) Your company website is very boring.

(d) Your company website is very difficult to use.

(e) Your company website is very interesting.

26. A customer says you have a cobweb site that looks like an angry fruit salad. How would you
feel about this?

25. Someone accuses your company of phishing. What do they think you have done?

27. Your company website has a lot of spider food. From a business point of view, why might
this be an advantage to you?

28. Are you buzzword compliant?

Answers:

1. A JPEG is a method of reducing, or compressing, computer files that contain images so that
they can be sent quickly by email over the Internet (it is also the name of a file that is produced
by this method)

2. A file is a set of information or a document that is stored under a particular name on a
computer, a folder is a group of related programs or documents stored together on a computer

3. Freeware is free software available on the Internet, shareware is similar, but users are asked
to make a voluntary monetary contribution for its use, or are encouraged to buy a more advanced
version

4. Spyware is computer software that secretly records the websites you visit on your computer,
and this information is then used by companies who try to sell you things

5. The Internet is a computer system, or network, that allows people in different parts of the
world to exchange information (using websites and sending emails, etc). An intranet is a
computer network that can only be used within a company or organisation. An extranet is similar
to an intranet, but also allows access by others associated with that company or organisation (for
example, suppliers, buyers, etc)

6. She has finished shopping and is now going to pay

7. (a) The user 'signs' the contract by clicking on a box or boxes to show that he / she agrees

with the terms and conditions

8. Internet Service Provider

9. (b)

10. (c) (A company that only does business on the Internet is called a dot.com business. A
company that does not have an Internet shopping facility is known as a bricks and mortar
business)

11. Frequently asked questions
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12. (a)

13. Business to business

14. An auto response

15. (b) UCE = unsolicited commercial email

16. Broadband is a class of transmission system that allows large amounts of data to be
transferred at high speed over the Internet; an ISDN line is a digital telephone network that
supports advanced communication services and can be used for high-speed data transmission

17. (b)

18. personal identification number, a private code number that only the user knows (also
required when using a credit / debit card in a cash machine or in a shop)

19. They are forms of on-screen advertising

20. No. An anti-site, also called a hate-site or gripe-site, is a website set up by an unhappy (ex-)
customer so that they can publicly say bad things about your company, and encourage other
people to do the same

21. A hacker is someone who uses a computer to connect to other people's computers secretly
and often illegally, so that they can find or change information. The verb is to hack

22. A firewall protects your computer or network, or certain files and folders on that computer /
network, from being illegally accessed by a hacker (see number 21 above)

23. If a company is Amazoned, is has lost a large share of its market to a competitor because it
has failed to develop an effective business strategy (especially if it has failed to utilise IT
technology). This is an informal word, named after the Internet company Amazon.com, who very
quickly took a large share of the book market before expanding into other areas

24. (e) Also called a heavy site. This is an informal expression

25. Phishing (pronounced like fishing) is an informal word which refers to sending emails that
are designed to trick people into giving away personal information, such as bank account details.
This information is then used to steal from those people. More advanced phishers set up bogus
websites that look like real websites (especially ones that look like bank websites) that try to
trick the unwary or gullible

26. You would probably feel rather unhappy, especially if you were the company's website
manager: a cobweb site is a website that contains a lot of out-of-date information, and if it looks
like an angry fruit salad, it has an interface that is particularly unattractive to look at

27. Spider food is an informal expression that refers to words that are embedded in a web page to
attract search engines. As a result, your website would receive a lot of visitors

28. You are if you were able to answer most of the questions in this exercise: someone

who is buzzword compliant is familiar with the latest computer and IT terms and expressions. It
is an informal expression.

Lesson 27. English for Tourism
Module: English for specific purposes

Topic: English for Tourism
Time: 80 minutes
Aim: To analyse English for Tourism as ESP branch.

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Handout 1. What is English for Tourism?
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Tourism can be defined as a temporary visit, usually for pleasure, to a place where you do not
usually live, creating the need for transport, information and catering services, accommodation
and entertainment. While today people make temporary trips for many reasons — to visit friends
or family, work, study, do sport, have a holiday, or for cultural interest — up until the 16th
century people travelled mainly for commercial and religious reasons.

The Greeks and the Romans travelled in the Mediterranean and also to other more distant parts
to buy and sell their goods and also to expand their empires. In the Middle Ages people started
making trips to places of religious importance and later people began to travel for health reasons.
While the Romans were in Britain they discovered the benefits of the water at a place that we
now call Bath. This town has the only hot springs in Britain. The Romans built baths there,
giving the town its name. During what we call the Georgian period (1714-1830), it was
fashionable for middle-class people to go there to take the waters. They needed entertainment, so
magnificent ballrooms were built and soon there was a second reason for going to Bath — it was a
great place to find a husband! So families with young girls made the long journey there hoping
for success! This was the beginning of tourism as we know it today.

During the 18th century, members of the British upper classes began going on what they called
the Grand Tour when they visited the most important cultural centres in Europe, particularly
France and Italy. The Grand Tour therefore introduced a cultural dimension to tourism. But still
the journey itself from one place to another was long, uncomfortable and often dangerous. It was
also very expensive so only the richer people moved. Poor people moved around the countryside
looking for work, usually on farms and often staying in one place for only a short time.

This situation changed with the Industrial Revolution. People moved to the cities and stayed
there. During this period one of the most significant developments was that of transport. At first
boats and trains were used to transport materials and goods to and from factories but gradually
people started using them, too, especially trains. People could now travel further, more quickly
and more comfortably. Industrialisation led to a new class of wealthy people and in a short time
the phenomenon of tourism went from being the privilege of the rich minority to an important
part of life for a large majority. (Source: Giuliana Bernardi Fici. Travel Pass. English for
Tourism, 2010)

NOTES

tourism — Tourism is the activities of people traveling to and staying in places outside their
usual environment for leisure, business or other purposes for not more than one consecutive year.
Tourism is a dynamic and competitive industry that requires the ability to adapt constantly to
customers' changing needs and desires, as the customer’s satisfaction, safety and enjoyment are
particularly the focus of tourism businesses.

caterin — Catering is the business of providing foodservice at a remote site such as a hotel,
public house (pub), or other location.

accommodation — Accommodation is a place you stay at for your holiday or tour.
Accommodation in the form of low budget lodges/hotels to world class luxury hotels is available
at all the major tourist destinations to provide the tourist a home away from home. These are
establishments that provide a place for the tourist to stay i.e. lodging facilities which are paid for
the duration of the stay by the tourist.

entertainment — Entertainment is a form of activities that take away people’s stress basically
come from work or school and give them properly amusement to relax. In tourism industry,
entertainment is a very important sector. Tourists would love to visit some specific places such
as movie theaters, water park, Carnival and so on.

The Industrial Revolution — The Industrial Revolution was the transition to new manufacturing
processes in the period from about 1760 to sometime between 1820 and 1840. This transition
included going from hand production methods to machines, new chemical manufacturing and
iron production processes, the increasing use of steam power, the development of machine tools
and the rise of the factory system.
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1. Answer the following questions using the information from the text «The development of
tourism before the 20th century»:

1. How can tourism be defined?

2. Following this definition, why is migration different from tourism?

3. Why do people stay for a short period in another place?

4. Why did the Greeks and the Romans travel?

5. Why did people go to Bath during the Georgian period?

6. What was the Grand Tour?

7. What dimension did it bring to tourism?

8. Why did poor people move around?

9. Which aspect of the Industrial Revolution influenced tourism?

10. Why was this development significant for the development of tourism?

2. Match the words with their definitions.

1

. holiday a) A feeling of happy satisfaction and enjoyment. Enjoyment and
entertainment, as opposed to necessity.
2. reason b) The land and scenery of a rural area.
3. cultural centre c) The provision of food and drink at a social event or other
gathering.

4. visit d) An extended period of leisure and recreation, especially one
spent away from home or in travelling.

5. transport e) The centre of cultural activity in an area or region. A public

building or site for the exhibition or promotion of arts and culture,
especially of a particular region or people.

6. pleasure f) an act of going to see a person or place as a guest, tourist, etc.
7. catering g) A cause, explanation, or justification for an action or event.
8. countryside h) A system or means of conveying people or goods from place to

place.

Lesson 28. English for Science and Education
Module: English for specific purposes

Topic: English for Science and education.
Time: 80 minutes
Aim: To analyse English for Science and Education as ESP branch.

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

English, as the lingua franca of international communications in all fields of human
activity, is so widespread that now it can be considered as an Asian language (Bolton, 2008).
However, the importance of English is not just how many people speak it, but what it is used for
(Kitao, 1996).

Due to the constant and rapid developments, taking place in science and technology,
most of the traditional models of language education have become extremely inadequate to meet
the challenges of the present day's demands and practices of the academy in the world of
professions.

As the language competence needed by engineers and scientists should be related to their
professional field there is no longer need to ask if their English language skills must be
improved, the question is how teachers should go about improving these skills (Talberg, 2006),
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allowing learners to perform a full-fledged communication in the typical situations of their
professional activity. Thus, as the language competence needed by scientists and engineers
should be related to their professional area, a language learning approach should be based on the
activities that are relevant and typical to their profession in an international context. A language
learning program will therefore have to improve not only the language skills as such, but will
also have to enhance their comprehensive awareness enabling learners to communicate
adequately with colleagues from other countries.

Lead-in: Science Quiz

Read the questions and choose the correct answers.

1. What percentage of the world’s inventions in the past 100 years have been British?
A. 44% B.54% C. 34%

2. How many Nobel Prized have UK scientists received since 19017

A. 36 B. 56 C.99

3. What percentage of Europe’s top growing technology companies are from the UK?
A. 33% B.50% C.100%

4. Marie Cure was a

A. Chemist B. Biologist C. Physicist
5. Alexander Graham Bell invented the

A. Radio B. Telephone C. Computer
6. Alexander Fleming discovered penicillin in

A. 1898 B.1908 C. 1928

Answers: 1. B 54%, 2.C.99%, 3.A.33%, 4. C (she discovered radium and coined the
term radioactivity), 5. B, 6.1928

Task 1: Discussion. Discuss with a partner:

Do you think studying science is important? Why or Why not?

Who do you think are the world’s most famous scientists? What did they discover or invent?

Can you name any famous scientists from your country or from the UK?

Do you think girls and boys have equal opportunities to study science at school and at
University?

What do you know about science?

Task 2: Science and Modern Life. Which of the following scientific discoveries do you think
iIs most important for modern life? First, rank the following scientific achievements from 1-10
in order of importance (1= most important, 10 = least important).

» Atomic Bomb

» Wireless technology

» Computers

* Cloning

* Penicillin/Antibiotics

* Solar Power

* Air Travel

* Plastic

* Electricity

* Robots

Compare your answers with a partner. Are there any other discoveries that you would add to the
list?

Task 3: Dolly the sheep. Put the text that your teacher gives you in order, then answer these
questions:

1. Where was Dolly the Sheep cloned?
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2. When was she born?

3. How old was Dolly when she died?

4. Why do researchers think she may have died so young?

Answers: 1. Roslin Institute, near Edinburgh, 2. 1996. 3. 6 years old 4. Because she was cloned
from a sheep who was already six years old

Task 4: Follow- up discussion. After reading the text, discuss these questions in pairs:

Do you think humans should be allowed to be cloned?

What benefits do you think cloning can have?

What negative aspects do you think that cloning can have?

Do you know what your country’s policy on clonining is?

Would you like to clone yourself or anyone else?

If you could clone someone famous, who would it be and why?

Dolly the Sheep text: Cut ups

Dolly the Sheep, the first animal cloned from an adult cell, died in 2003. It had taken hundreds of
attempts to produce Dolly and since many people believed that it was impossible to clone
something as complex as a sheep, Dolly was a real scientific breakthrough.

However, Dolly who was born in the Roslin Institute near Edinburgh, Scotland in 1996 died at
only six years old.

Sheep normally live between 10 to 16 years so Dolly was quite young when she died.

Since Dolly was cloned from an adult sheep that was also six years old, investigators are
researching into whether this may have had something to do with her early death.

They believe that there is a strong possibility that the fact that Dolly’s genetic material came
from a six-year-old sheep may have caused her to age faster than normal.

Dolly’s death has sparked off further debate into the safety of cloning, and the ethics of cloning
humans.

Task 5: To clone or not to clone?

Card 1

Jane is blind and has a guide dog called Bobby. Bobby has been her guide dog for 10 years but is
getting old. Bobby is Jayne’s best friend and she feels that without him she couldn’t live. Should
Jayne be allowed to clone Bobby before he dies? Should people be allowed to clone their pets?
Card 2

There is only one Giant Panda left on earth. It does not have a partner to breed with so once it
dies the species will be extinct. Should scientists be allowed to clone another Giant Panda to keep
the species alive? Should scientists be allowed to clone endangered species?

Card 3

Scientists believe that stem cells found in human embryos could be used to cure a range of
diseases. Should scientists be allowed to clone human embryos to create stems cells for medical
purposes?

Card 4

Mrs. Jones eldest son Mark is 10 years old and is dying with cancer. Should Mrs. Jones be
allowed to clone Mark before he dies? Should people be allowed to clone other humans or clone
themselves?

Card 5

John Green is a farmer in Texas and he wants to clone his prize bull to sell it and make money.
Should farmers be allowed to clone their best animals to make money?

Card 6

A developing country with food shortages want to clone their best food producing animals, cows,
chickens, pigs etc. to try and produce more food per animal to solve their food shortages. Should
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countries be allowed to clone animals to increase food production?

Task 6: Science and English Put the words in the correct category — some words may
appear in more than one.

Addition Plant Liquid Chemicals Leaf Program Root Earth Equation
Input Hard Drive Subtraction Solution Acid Network  Division Mouse Test Tube
Habitat Experiment Virus

Words used in | Words used in | Words used in | Words used in Maths
Biology Chemistry Computer Science

Answers: Words used in biology: Plant, Leaf, Root, Earth, Mouse, Habitat, Virus, Experiment,
Words used in chemistry: Liquid, Chemicals, Solution, Acid, Test Tube, Experiment, Virus,
Words used in Computer Science: Program, Input, Hard Drive, Network, Mouse, Virus Words
used in Maths: Addition, Equation, Subtraction, Equation, Root, Solution

Discussion:

What language are most scientific documents in your country written in?

Do you think it is important for scientists to be able to read and write in English. Why (not)?

Can you describe in English a recent science experiment you have done in your science class at
school to your partner?

Task 7: Debate You will be put into groups, “For” and “Against”. Choose a topic you
would like to debate, prepare some arguments, and then try to convince your opponents.
Topic 1. Scientific experiments on animals are cruel and should be banned.

Topic 2. Young Children and Teens spend too much time using computers and playing video
games. Children and Teens should be restricted to using computers for a maximum of 2 hours per
day.

Topic 3. Nuclear energy is better than solar or wind energy.

Topic 4. Mobile Phones and hand-held electronic games are noisy and disruptive and should be
banned in public places.

Topic 5. Less government money should be spent on defence and more money should be spent
on protecting the environment.

Topic 6. Science should be a compulsory subject at school for all students at all levels.

Topic 7. Global warming is not a serious threat to human survival.

Lesson 29.  Needs analysis: target situation needs; learning needs
Module: English for specific purposes

Topic: Needs analysis: target situation needs; learning needs
Time: 80 minutes
Aim: To analyse needs analysis: target situation needs; learning needs

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Procedure:
Warm up: teacher asks student how to find interests of ESP learners or what do they
want to learn
While activity:
This lesson discusses the importance of needs analysis in ESP and describes how teachers and
course developers set about investigating needs. The first section defines needs analysis. The
second section presents and discusses a set ol hypothetical scenarios in which ESP courses were
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set up without a caretul investigation of needs. The third section describes the role of needs
analysis in course design. The fourth section suggests ways ESP course developers and teachers
can

Definitions of needs analysis

ESP courses set out to teach the language and communication skills that specific groups of
language learners need or will need to function etfectively in their disciplines of study,
professions or workplaces. Because ESP focuses on teaching specific language and
communication skills, ESP course design usually includes a stage in which the course
developers identify what specific language and skills the group of language learners will need.
The identification of language and skills is used in determining and refining the content tor the
ESP course. It can also be used to assess learners and learning at the end of the course. This
process is termed 'needs analysis'.

Over the years needs analysis has become increasingly sophisticated. In the early
years of ESP, needs analysis tended to be construed as a fairly simple precourse
procedure involving analysis of the target situation. However, this is no longer the
case (Garcia Mayo, 2000; Tajino, James and Kijima, 2005). Read the two definitions
below. The first appeared in the initial volume of the journal English for Specific
Purposes in 1980 and the second appeared in 1998.

Chambers (1980):
Needs analysis should be concerned with the establishment o| cative needs and
their realisations, resulting from an analyst . munication in the target situation - what 1
will refer to as target situationanalysis.
Dudley-Evans and St John (1998) offer a 'current concept of needs(p. 125):
A. Professional information about the learners: The tasks and learners are/will be
using English for - target situation analysisand objective needs.
B. Personal information about the learners: Factors which may aff way they learn such

as previous learning experiences, cultural information, reasons for attending the

course and expectations of it, attitude to English - wants, means and subjective needs.

C. English language information about the learners: What their current skills and

language use are - present situation analysis - which allows to assess (D).

D. The learners' lacks: The gap between (C) and (A) - lacks.
E. Language learning information: Effective ways of learning the skills and language in

(D) - learning needs.

F. Professional communication information about (A): Knowledge of hew languageand skills
are used in the target situation - linguistic amhti, discourse analysis, genre analysis.

G. What is wanted from the course.

H. Information about how the course will be run - means analysis.

The needs analysis process involves:

Target situation analysis: ldentification of tasks, activities and skills learners are/will

be using English for; what the learners should ideally know and be able to do.

® Discourse analysis: Descriptions of the language used in the above.

® Present situation analysis: Identification of what the learners do and do not know
and can or cannot do in relation to the demands of the target situation.

® Learner factor analysis: Identification of learner factors such as their motivation,
how they learn and their perceptions of their needs.

® Teaching context analysis: Identification of factors related to the environment in
which the course will run. Consideration of what realistically the ESP course and
teacher can offer.

Needs analysis should not be seen as an entirely objective procedure. Hyland (2008, p.

113) reminds us, 'Needs analysis is like any other classroom practice in that it involves
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decisions based on teachers' interests, values, and beliefs about teaching, learning and
language.

Sysoyev (2001) makes links between needs analysis in ESP and L. Vygotsky's
(1978) notion of the Zone of Proximal Development. In this notion there are two stages
in the development of an individual. The first stage represents what the learner can do
independently. The second stage represents the potential of that individual and what he
or she can achieve with the help of another more competent person. The Zone of
Proximal Development is the distance between the two stages. The mediator is the
person who helps the learners move from the first to the second stage. In ESP, the
mediator is the teacher and the second stage is the realization of their needs.

"Target needs' is something of an umbrella term, which in practice hides a number of
important distinctions. It is more useful to look at the target situation in terms of necessities,
lacks and wants.

a) Necessities. We can call 'necessities' the type of need determined by the demands of the target
situation, that is, what the learner has to know in order to function effectively in the target
situation. For example, a businessman or -woman might need to understand business letters, to
communicate effectively at sales conferences, to get the necessary information from sales
catalogues and so on. He or she will presumably also need to know the linguistic features -
discoursal, functional, structural, lexical - which are commonly used in the situations identified.
This information is relatively easy to gather. It is a matter of observing what situations the

learner will need to function in and then analysing the constituent parts of them.

b) Lacks. To identify necessities alone, however, is not enough, since the concern in ESP is with
the needs of particular learners. You also need to know what the learner knows already, so that
you can then decide which of the necessities the learner lacks. One target situation necessity
might be to read texts in a particular subject area. Whether or not the learners need instruction in
doing this will depend on how well they can do it already. The target proficiency in other words,
needs to be matched against the existing proficiency of the learners. The gap between the two
can be referred to as the learner's lacks (Hutchinson, Waters and Breén 1979)-

c) Wants. So far, we have considered target needs only in an objective sense, with the actual
learners playing no active roleo But the learners too, have a view as to what their needs are. As
Richterich (1984 p. 29) comments: ,... a need does not exist independent of a personolr is people
who build their images of their needs on the basis of data relating to themselves and their
environment. '

We have stressed above that it is an awareness of need that characterises the ESP situation. But
awareness is a matter of perception, and perception may vary according to one's standpoint.
Learners may well have a clear idea of the 'necessities' of the target situation: they will certainly
have a view as to their 'lacks'. But it is quite possible that the learners' views will conflict with
the perceptions of other interested parties: course designers, sponsors, teachers. Some examples
will illustrate this:

1) Karl Jensen is a German engineer who has a frequent and important need to read texts in
English. He also needs to talk to overseas colleagues occasionally, for example, at the annual
planning conference. The company he works for is a multi-national company and the operating
language for communication outside national boundaries is English, although the majority of
workers are nonnative speakers. By any quantitative analysis Karl Jensen's need is for reading,
beca use it is a much more frequent activity for him. But he feels a far stronger need to spend his
time in the English class improving his oral competence. Why? The answer lies in the way in
which he identifies his own persona lity with the use of a foreign language. He reads in private
and at his own speed: he can use a dictionary, if he wants. But when he is speaking, his pride is
on the line: his English competence (or lack of it, as he sees it) is exposed for all to see and he is
under pressure to participate at a speed determined by the discourse. Therefore, Karl Jensen sees
his greatest need as being the improvement ofhis oral proficiency.
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i) Li Yu Zhen is a Chinese graduate in Chemistry, who is going to study in the United States.
She needs to be able to survive socially and professionally in an English-speaking community.
Fluency is, therefore, her greatest need. Li Yu Zhen, however, prefers to spend her time
improving her knowledge of English grammar. Why? Her answer lies in her own estimation of
priorities. In order to be accepted for her course of study she must first pass a test. The mosr
important criterion in the test is grammatical accuracy. Li Yu Zhen, therefore, sees her priority
need as being to pass the test.

iii) José Lima is a Brazilian salesman. He needs to be able to talk on the telephone to customers
and to other colleagues. He also needs to read catalogues and business letters. José is an
outgoing, sociable man, who gets on easily with people. His spoken English is nor very accurate,
but is fluent. His employer feels that José's real need is for greater accuracy in spoken
conversation, beca use it reflects badly on the company's image to have one of its representatives
speaking very incorrect English. However, José feels that his spoken English is very good, and
he resents the implication that it is noto After all, he communicates very wel!. He sees the
English classes as a criticism of his performance as a salesman. He, therefore, has little
motivation to attend classes.

As these case studies show, there is no necessary relationship between necessities as perceived
by sponsor or ESP teacher and what the learners want or feel they need. (It is also quite likely
that the views of sponsor and teacher will similarly be at odds!) Bearing in mind the importance
of learner motivation in the learning process, learner perceived wants cannot be ignored. What
this means in practical terms is well illustrated by Richard Mead's (1980) account of his research
into the motivation of students following ESP courses in the faculties of Medicine, Agriculture
and Veterinary Science at a university in the Middle East.

Gathering information about target needs

It follows from the above account that the analysis of target needs involves far more than simply
identifying the linguistic feature~ of rhe target situation. There are a number of ways in which
information can be gathered about needs. The most frequently used are: questionnaires;
interviews; observation; data collection e.g. gathering texts; h informal consultations with
sponsors, learners and others.

A target situation analysis framework

Why is the language needed ?

- for study;

- forwork;

- for training;

- for a combination of these;

- for some other purpose, e.g. status, examination, promotion.

How will the language be used ?

- medium: speaking, writing, reading etc.;

- channel: e.g. telephone, face to face;

- types of text or discourse: e.g. academic texts, lectures, informal conversations, technical
manual s, catalogues.

What will the content areas be?

- subjects: e.g. medicine, biology, architecture, shipping, commerce, engineering;

- level: e.g. technician, craftsman, postgraduate, secondary school.

Who will the learner use the language with ?

- native speakers or non-native ;

- level of knowledge of receiver: e.g. expert, layman, student;

- relationship: e.g. colleague, teacher, customer, superior, subordinate.

Where will the language be used ?

- physical setting: e.g. office, lecture theatre, hotel, workshop, library ;

- human context: e.g. alone, meetings, demonstrations, on telephone;
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- linguistic context: e.g. in own country, abroad.
When will the language be used ?
- concurrently with the ESP course or subsequently;
-_frequently, seldom, in small amounts, in large chunks
Learning needs
Till now we have considered needs only in terms of target situation needs. We have been
considering the question: 'What knowledge and abilities will the learners require in order to be
able to perform to the required degree of competence in the target situation?'. Using our analogy
of the ESP course as a journey, what we have done so far is to consider the starting point (lacks)
and the destination (necessities), although we have also seen that there might be some dispute as
to what that destination should be (wants). What we have not considered yet is the route. How
are we going to get from our starting point to rhe destination? This indicates another kind of
need: learning needs.
When a learner ieams a foreign language he or she has various kinds of needs which influence
his/her learning. They are personal needs, learning needs and future professional needs.
Meeting these learner needs is part of being a good teacher.
The different kinds of learner needs are shown in this table:

LEARNER NEEDS
Kind of needs Where the needs come from
Personal needs age
gender
cultural background
interests
educational background
motivation
Learning needs learning styles
past language learning experience
learning gap (i.e. gap between the present level and the target
level of language proficiency and knowledge of the target culture)
learning goals and expectations for the course
learner autonomy
availability of time
(Future) language requirements for employment, training or education
professional needs

Activity 1. Look ai these descriptions of two learners. Make notes on their possible learning
needs in the English classroom.

Tatyana Gul
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e Age 6, female e Age 30. male
e Russian lather. French mother, lives in Indian, lives in India — rarely meets

Paris people from other countries
e Loves activities and sport and being e Needs to improve his English for his new
with other people job as a hotel manager

e Started learning English two months Very interested in computer programming
ago Learns English happily because she Started learning English at age 7 in primary
enjoys her class and likes her teacher school and has excellent grammar, weak

speaking skills, good writing skills, little
knowledge of hotel English
e Wants to learn quickly and to a high level
e Very busy; little time for lessons

Possible answers:

Tatyana is a young learner who probably needs to learn in an active and sociable way. Gul has
timetabling needs which mean he probably can't come to a regular class and may need to study a
lot by himself. His course probably needs to focus on hotel English, on improving his speaking
skills and possibly his skills in listening to people with a range of foreign accents.

Activity 2. Here are some teacher choices. Which of the learner needs in the table above do
they aim to meet? (Some choices may aim at more than one need.)

A. Choosing to read the learners a fairy story

B. Focusing on the specific pronunciation problems of the class

C. Deciding that three learners should work alone while the rest do group work

D. Choosing to locus on the language of oral presentations with a class oi adult professionals
E. Focusing on developing learners' ability to read lor detail in preparation for an exam

F. Deciding to put the learners in groups for the whole term and only do group work

G. Teaching learners to use a dictionary and the spell checker on the computer

H. Deciding to ask the learners why they are learning English and what they hope to achieve
with it

I. Deciding to only praise and never criticise a particular learner

J. Choosing to take the class to the computer laboratory rather than the classroom to write

a composition

Possible answers:

A. age; interests B. learning gap C. learning style D. interests, language requirements for
future professional needs E. language gap, future professional needs and learning goals F.
age,learning style  G. learner autonomy  H. learning goals I. motivation  J.
motivation, learner autonomy

Activity 3. For questions 1-7. match the descriptions of the learners with the causes of their
needs listed A-H. There is one extra option which you do not need to use.

Causes of needs

A. lack of motivation

B. learner autonomy

C. past learning experience
D. learning style

E. learning gap

F. learning goals

G. availability of time

H. professional
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Descriptions of learners

1. The learner really needs to learn English well to succeed in her job.

2. The learner learns best through working alone.

3. The learner has an extremely busy job and can only learn English in the evenings.

4. The learner has serious pronunciation problems which prevent him passing an oral exam.

5. The learner is used to learning lots of grammar.

6. The learner finds the English classes boring.

7. The learner needs to learn how to learn English by herself, as she can't afford to go to classes.
Answers: 1H 2D 3G 4E 5C 6A 7B

Lesson 30. Setting objectives for an ESP

Module: English for specific purposes

Topic: Setting objectives for an ESP
Time: 80 minutes
Aim: To analyse setting objectives for an ESP

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Procedure :
Warm up: Teacher invites students to review the previous lesson
While activity: Read the text and discuss as a whole class. Find the solution why
there is a need for restricting objectives in ESP
ESP is a recognizable activity of English Language Teaching (ELT) with somespecific
characteristics. Dudley-Evans and St. Johns™ tried (1998) to apply a series of
characteristics, some absolute and some variable, to outline the major features of ESP.
Absolute Characteristics:
1. ESP is defined to meet specific needs of the learners;
2. ESP makes use of underlying methodology and activities of the discipline it serves;
3. ESP is centred on the language (grammar, lexis, register), skills, discourse and genre
appropriate to these activities.
Variable Characteristics:
1. ESP may be related to or designed for specific disciplines;
2. ESP may use, in specific teaching situations, a different methodology from that of
General English;
3. ESP is likely to be designed for adult learners, either at a tertiary level institution or in a
professional work situation. It could, however, be for learners at secondary school level;
4. ESP is generally designed for intermediate or advanced students. Most ESP coursesassume
some basic knowledge of the language systems, but it can be used with beginners.
(Dudley-Evans & St. John, 1998:4)

It is obvious that the absolute characteristics are specific to ESP because learners“needs
are of central importance when designing language activities. Concerning the variable
features, ESP courses can be designed for a specific group using definite teachingmethodology,
nevertheless, all learners™ categories and disciplines can be concerned withESP. For that reason
ESP should be seen simply as an 'approach’ to teaching, or whatDudley-Evans and St. John
illustrate as an "attitude of mind'. Similarly, Hutchinson andwaters™ (1987:19) stated that, "ESP
should properly be seen not as any particular languageproduct but as an approach to language
teaching in which all decisions as to content andmethod are based on the learner's reason for
learning".
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In the course of the statements suggested below great similitude is noticed between

ESP and General English Purposes (EGP) as teaching approaches knowing that
eachmethodology is set up to fulfil specific social requirements, So in what terms are
theydifferent?
Objectives in Teaching ESP
The main aims of the teaching and learning process is to enable the learners to
acquire information in its general sense. Concerning ESP Basturkmen (2006: 133) states
theexistence of five broad objectives, which are also applied to ELP, on which specific
teachingprocess is based and should be reached:
-To reveal subject-specific language use.
-To develop target performance competencies.
-To teach underlying knowledge.
To develop strategic competence
-To foster critical awareness.
The researcher shall examine these objectives one after the other.
a-Reveal subject-specific language use: this objective aims to demonstrate to the learners
how the language is used in the target setting.
b- Develop target performance competencies: this objective is concerned with what learnersdo
with language and the needed skills to be competent. “This orientation can be
categorized as a proficiency objective, according to Stern*s classification (1992)”
(Basturkmen, 2006: 135).
c-Teach underlying knowledge: the aim is to focus on developing students™ knowledge offields
of study or work in addition to their language skills. “The objective of teaching
underlying knowledge can be classified as a cultural knowledge objective, according to
Stern*s categorization (1992)” (Basturkmen, 2006: 137).
d-Develop strategic competence. “Strategic competence is the link between context of
situation and language knowledge” (Basturkmen, 2006: 139) and enables successful and
efficient communication.
e- Foster critical awareness: “This objective can be linked to the cultural knowledge and
affective objectives in Stern*s (1992) classification” (Basturkmen, 2006: 143) and aims
atmaking students conscious and culturally aware of the target situation.
It is evident that great similarity exists between the objectives established by Stern
(1992) for language education and the ones stated by Basturkmen for ESP context. The
teaching /learning process associated to appropriate methodology may result in mastery of
language by correctly using it in the context

Hometask: to prepare tasks for intended teaching practice ( medical students
engineering students)

Lesson 31. Topic-based approaches to course design

Module: English for specific purposes

Topic: Topic-based approaches to course design
Time: 80 minutes
Aim: To analyse topic-based approaches to course design

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board
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Procedure :

Warm up: Teacher invites students to review the previous lesson

While activity:

Teacher: It is not easy to separate the issues concerning syllabus design set up for
specificpurposes programmes from general language teaching. Designing a syllabus to a
specificgroup in a particular situation is not a simple task for the designers aiming at
achievinglearners requirements, since the existence of various concepts and basis dealing
withsyllabus. Thus, it seems of great importance to define ,syllabus™ in order to have a
betterunderstanding of what it actually meant by the term in education.

Hutchinson & Waters (1987: 80) define “Syllabus” as “... a document which says what will (or at
least what should) be learnt”. In the same vein, Robinson (1991: 34) statesthat syllabus is “a plan
of work and is, thus, essential for the teacher, as a guideline andcontext of class content.” The
above assertions point out that the syllabus first concerns theteacher, and that it helps him/her
plan courses.

Basturkmen (2006:20) argues that “in order to specify what language will be taught, items are
typically listed and referred to as the syllabus”. She exemplifies the definition bygiving a
standard view of the syllabus through the figure below.

ACTIVITY 1 Discuss the syllabus:

Students in group of 4 make a criteria of a syllabus for ESP learners

1- Consists of a comprehensive list of

- content items ( words, structures, topics)

- process items ( tasks, methods)

2- Is ordered ( easier, more essential items first)

3- Has explicit document

4- Is a public document

5- May indicate a time schedule

6- May indicate preferred

7-May recommend materials

Activity 2Complete a sentence Syllabus for ESP should be ....

Another issue in defining ,,syllabus™ is that it is “an instrument by which theteacher,..., can
achieve a certain coincidence between the needs and the aims of the learners,and the activities
that will take place in the classroom” (Yalden 1987:86) that is to say thatthe syllabus is “a
teaching device to facilitate learning” (Nunan 1988:6) which organizes classroom activities
according to learners aims and requirements after the process of needsidentification and analysis.
The syllabus is perceived differently in the goals and functions by the literature in thefiled,
because of the existence of different educational approaches, accordingly, varioustypes of syllabi
are suggested by the scholars each one being systematically plannedaccording to specific
language components.

Types of Syllabi

According to Basturkmen (2006:21) syllabuses can be ,,synthetic™ in which the*language is
segmented into discrete linguistic items for presentation one at a time”, or,,analytic* wherein
“language is presented whole chunks at a time without linguisticcontrol”.Long & Crookes,
(1993) give a classification of the different syllabi which composethe synthetic and analytic
programmes.

Syllabi

Synthetic Analytic

-Structural (Grammatical) —Task-Based

-Functional- Notional -Procedural

-Lexical -Process

-Relational -Content- Based

-Skill-Based -Learner Centred
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-Situational -Natural Approach
-Topical

Lesson 32. Task-based approaches to course design
Module: English for specific purposes

Topic: Task-based approaches to course design
Time: 80 minutes
Aim: To analyse task-based approaches to course design

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Handout 1. The essence of course books

Course book continues to play an important role in English language teaching. For
teachers, it helps them control teaching and learning process. Meanwhile, for students, it
becomes a valuable tool in guiding them learning English language. Therefore, the use of course
book in a language classroom is something obligatory. There are three kinds of course books
commonly used in a language classroom. The first kind and which is globally used is
commercial or global course book. Another kind is adapted course book. Then, the last one is
teacher made course book. Any kind of course book will be possible to be used in a language
classroom so long as it fits with the curriculum of the course, students’ level, age, need and
interest.

Course book is a major common material used in English language teaching. The use of it
is a must in a language classroom at vocational college. According to Tomlinson (1998), course
book can be defined as a textbook which provides the core materials for a course. It aims to
provide as much as possible in one book and is designed so that it could serve as the only book
which the learners necessarily use during a course. Such a book usually includes work on
grammar, vocabulary, pronunciation, functions and the skills of reading, writing, listening and
speaking. Furthermore, Prucha (1997:273) considers course book as curricular object, the source
of knowledge for students and teaching material for teachers. In brief, course book is a guide
book for students to learn as well as for teacher to teach. For students, task and exercises help
them learn English easily meanwhile the organization of the materials provide teacher assistance
in controlling their teaching and learning process.

Hutchinson and Waters (1987) assert that course book or material encourages learners to
learn, helps organize teaching and learning process, and provides models of correct and
appropriate language use. It implies that when the course book used does not encourage learners
to learn, does not help lecturers organize teaching and learning process, and does not provide
students with appropriate models of language use, students may have poor performance in
English language.

In the case of fulfilling the students’ expectation for having a communicative course
book, a Task-Based approach is going to be used. Task-Based Approach (TBA) is a teaching
framework which promotes the use of authentic materials by focusing classroom activities
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around the completion of tasks. The focus of this approach is on exposing students to real life
communication.

Richards and Rodgers (2004) state that in Task-Based Approach, task are used as the
main unit for planning and instruction. It implies that by using TBA, teacher plans kinds of tasks
that will foster their students to a better comprehension on English language and uses tasks as a
mean to deliver the language features ought to be learned as well.

Task-Based approach is an approach that promotes the use of task in assisting students
acquiring English language. Through task students are encouraged to communicate in English.
Richards (2001), specifically defines Task-Based approach as an approach which is based on the
use of tasks as the core unit and planning instruction in language teaching.

As an approach, task-based has certain characteristics. Nunan (1991: 279) outlines five
characteristics of a task-based approach to language learning:1) an emphasis on learning to
communicate through interaction in the target language. By studying through interaction,
students will get some benefit such as proposed by Nation (1989). The benefits are group work
provides opportunity for learners to get exposure to English, allow students to develop fluency in
the use of language features that they have already learned and help them to learn
communicative strategies,2) the introduction of authentic texts (teaching materials) into the
learning situation, 3) the provision of opportunities for learners to focus not only on language,
but also on the learning process itself, 4) an enhancement of the learner’s own personal
experiences as important contributing elements to classroom learning, 5) an attempt to link
classroom language learning with language activation outside the classroom. Clearly, when
classroom activities posses the characteristics, the teacher can be said to have applied task-based
approach in their teaching.

There are some perspectives about task. Nunan (1989: 10) views the task as “a piece of
classroom work which involves learners in comprehending, manipulating, producing or
interacting in the target language while theirattention is principally focused on meaning rather
than form. The task should also have a sense of completeness, being able to stand alone as a
communicative act on its own right”.

In line with Nunan, task is defined by Willis (1996:23) as activities where the target
language is used by the learner for a communicative purpose (goal) in order to achieve outcome.
Meanwhile, Ellis (2003) proposes task as a work plan that requires learners to process language
pragmatically in order to achieve outcome that can be evaluated in terms of content rather than
language. In short, task can be regarded as an activity which is designed by teacher to be
completed by learner in a language classroom. The focus of the task is not on the language being
used or the form of the language but on how and in what context the language is used or the
meaning of the language. Furthermore, the aim of the task is to help learners achieve their
communicative purposes or to help learner convey their message in certain communicative
setting.

Handout 2. The Design of Task-Based English Course Book

The design of task based English course book adopts Willis’ framework (1996) as the
framework is complete and systematic. All language skills are to be included with more
emphasis on speaking skill. The following is the phases of Willis’ framework in course book
design.

Pre-task
Introduction to topic and task
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Teacher explores the topic with the class, highlights useful words and phrases, helps students
understand task instructions and prepare. Students may hear a recording of others doing a similar
task.

Task cycle

Task

Students do the task, in pairs or small groups. Teacher monitors from a distance

Planning

Students prepare to report to the whole class (orally or in writing) how they did the task,

what they decided or discovered

Report

Some groups present their reports to the class, or exchange written reports, and compare results
Students may now hear a recording of others doing a similar task and compare how they all

did it

Language Focus

Analysis

Students examine and discuss specific features of the text or transcript of the recording

Practice

Teacher conducts practice of new words, phrases and patterns occurring in the data, either during
or after the analysis

Figure 2 : Willis’ framework for Task-Based approach

To make it more practical, this study is also going to adopt the model of unit structure which is
used by Jianbin and Yue (2013) in designing their task-based course book. This approach offers
students opportunity to improve their speaking skill through the completion of series of tasks. In
each phases of TBA students are required to speak, to reason and to express their opinion. Not
only that, they also have to write their opinion before conducting presentation. The ability of
speaking and writing are sufficient enough to support their job searching after graduating.

In terms of the materials, TBA promotes the use of materials that are closely related to the
students’ experience. In line with this, Nunan asserts that TBA attempts to link classroom
language learning with language activation outside the classroom (1991:279). In other words, the
language which is learned in the classroom is the language which is closely related with their
daily life and their life as agricultural students.

In terms of the performance of the course book, TBA promotes the use of many visuals in
order to attract students’ attention or trigger students to think before coming to discussion.
Students are also stimulated to use visuals to support their presentation.

In terms of language skill, learning activities in TBA course book engage students more
on speaking and reading. Below is the description of how activities are organized around each
phases. In pre-task, activities are started with speaking for example in the form of brainstorming,
then reading and vocabulary. Activity in pre-task is then ended up with speaking in which
students do simulation of how to conduct the task or how to use the expression that they will use
in task phase. Meanwhile, in task phase, the activity is started with writing activity followed by
speaking in which students do presentation in front of the class in group or in pairs. In post-task,
students are given grammar exercises which are accompanied by speaking or reading activities.
The organization of learning activities in this book shows that TBA also pays attention to
grammar as the basic knowledge for communication.

Findings related to the expert judgment on the design of Task-Based English course book
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show that the book is very valid in four components of validation namely the content, the
language understanding, the presentation and the writing mechanics. The book was designed by
considering the needs of the students as well as taking consideration of the situation where the
book is going to be used. This is in line with Hutchinson and Waters’ (1987) opinion that in ESP
all decisions as to content and method are based on the learner’s reason for learning. Thus, the
design of Task-Based English course book is also based on the learner’s reason for learning.

Lesson 33.  Skill-based approaches to course design

Module: English for specific purposes

Topic: Skill-based approaches to course design
Time: 80 minutes
Aim: To analyse skill-based approaches to course design

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Warm up: Teacher asks students to brainstorm their ideas about the topic
While activity:

For successful communication, students require more than the formal ability to
presentwell and a range of formulaic expressions. Successful communication is
contextdependentand therefore embedded in its particular discourse community (Bizzell, 1989).

Oral communication reflects the persistent and powerful role of language
andcommunication in human society. As Halliday (1978, p. 169 explains, communication ismore
than merely an exchange of words between parties; it is a “...sociologicalencounter” (Halliday,
p. 139) and through exchange of meanings in the communicationprocess, social reality is
“created, maintained and modified” (Halliday, p. 169). Such acapacity of language is also
evident in Austin’s (1962) earlier work on speech act theorywhere, as cited by Clyne (1994, p.
2), language and thus communication is an“...instrument of action”. Speech act theory,
concerned with the communicative effect,that is, the function and effect of utterances, dissects an
utterance into three components:the actual utterance (the locution); the act performed by the
utterance (the illocution); andthe effect the act has on the hearer (the perlocution). Searle’s
(1969) work further definedspeech acts as directives, imperatives, requests, and so on.
Communication is a dynamic interactive process that involves the effective transmission
of facts, ideas, thoughts, feelings and values. It is not passive and does not just happen;we
actively and consciously engage in communication in order to develop informationand
understanding required for effective group functioning. It is dynamic because itinvolves a variety
of forces and activities interacting over time. The word processsuggests that communication
exists as a flow through a sequence or series of steps. Theterm process also indicates a condition
of flux and change. The relationships of people\ engaged in communication continuously grow
and develop. Communication is an exchange of meaning and understanding. Meaning is central
tocommunication. Communication is symbolic because it involves not only words but
alsosymbols and gestures that accompany the spoken words because symbolic action is
notlimited to wverbal communication. Communication is an interactive process. The
twocommunication agents involved in the communication process are sender (S) and
receiver(R). Both the communication agents exert a reciprocal influence on each other
throughinterstimulation and response.
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At its most basic level, oral communication is the spoken interaction between two ormore
people. The interaction is far more complex than it seems. Oral communication iscomposed of
multiple elements which, when taken as a whole, result in the success orfailure of the interaction.
Not everyone is an effective communicator.

In order to function successfully academically and professionally, one needs to learneffective
oral communication skills. For many, conversational speech comes naturally.

However, in more formal speech, effective communication skills are essential. A poorly
conducted interview, sales presentation, or legal argument could have ramifications that

affect many more people than the speaker. By becoming an effective communicator one

will be able to conduct himself in a variety of personal, professional, and academicenvironments
with confidence.

Oral communication is a unique and learned rhetorical skill that requires understanding

what to say and how to say it. Unlike conversational speech, speech in more formal
environments does not come naturally. What should be learnt is how to critically think

about how to present oneself as a speaker in all occasions and then how to function in a

variety of speaking environments?

Oral communication can take many forms, ranging from informal conversation thatoccurs
spontaneously and, in most cases, for which the content cannot be planned, toparticipation in
meetings, which occurs in a structured environment, usually with a setagenda.

As a speaker there are several elements of oral communication of which one needs to be

aware in order to learn how to use them to his advantage. Apart from the language usedfor
communication, there are several others elements which the speaker should learn tocommunicate
effectively. The Skills are eye contact, body language, style, understanding

the audience, adapting to the audience, active and reflexive listening, politeness,precision,
conciseness, etc. At tertiary level it is assumed that the learners know thebasics of the language.
At this level teaching speaking skills is irrelevant. What theteacher has to teach is the
communication skills. For this he has to know the individualneeds of the students. And this can
be known in a better way when the learners perform atask in the class. Task-based approach
seems to be suitable for teaching and learning these skills.

Lesson 34. Objectives and content of ESP courses in vocational schools in

Uzbekistan
Module: English for specific purposes

Topic: Objectives and content of ESP courses in vocational schools in Uzbekistan

Time: 80 minutes

Aim: To analyse objectives and content of ESP courses in vocational schools in
Uzbekistan

Materials: 1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.

Aids: Charts, laptop with speakers, handouts, white board

Procedure:

Warm up: Teacher asks students to brainstorm their ideas about the topic

While activity:

Look at the following comments and discuss with your partner

It is also recommended, on the basis of learner factor analysis, that course designers take into

consideration the fact that students are not yet professionals but young people who also want to

derive enjoyment from their studies. This is also one of the motivating factors that they have

included in their responses. Being young, they want the lessons to be enjoyable; as some
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of them explicitly commented, “I want to play some funny English games”,

“I only know | don’t want the same lesson as in high school because it was

boring”, “I want to learn some interesting things”, “watch various English

films and read interesting parts of books, magazines etc.

It is evident that the ultimate goal of ESP classes is to provide targeted language instruction that
will address the students’ real communicative needs in various professional situations. It is the
teacher’s task to help students to become functional members of their professional communities
by attending to their linguistic needs. However, the designing of ESP courses is marked with a
number of difficulties, as illustrated above. The needs analysis survey carried out among students
of law abouttheir expectations, wants and needs has generally shown that students have a high
motivation to attend English classes. They realize that legal English is important. Only very few
of them say that they do not expect to use English in their future careers, but even those students
still want to learnit. Interestingly, some students admit that they are “lazy” but still interested in
improving their language skills. This is something the teacher has to take into account —
students’ internal motivation thus needs to be supplemented with adequate external motivation
that forces students to do work bothin the classroom and outside of it. The teacher must make
sure that the tasks are demanding and challenging and must see to it that everybody is involved.
It is certainly an advantage that the students are fresh secondary school leavers and, in the vast
majority of cases, bring good study skillswith them. Designing a learner-centred syllabus that is
based on the needs analysis of pre-service students certainly does not mean compromising on
course requirements or looking for the lowest common denominator. However, course designers
need to look beyond the self-perceived needs of the students byincluding the valid requirements
and observations of other stakeholders former graduates, the institution’s requirements, as well
as the instructor’s own previous teaching experience. The aim is to create a learning environment
that is dynamic and stimulating and maximally responsive to thefuture target situations in which
students will find themselves

Lesson 35. The place of study skills: note-taking; note-making;
Module: English for specific purposes

Topic: The place of study skills: note-taking; note-making;
Time: 80 minutes
Aim: To analyse the place of study skills: note-taking; note-making

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Procedure :

Warm up: Teacher asks students to brainstorm their ideas about the topic

While activity:

The following answers illustrate some of the representative answers pro-

vided by the students:

— Since I’d wish to leave UK after | graduate, | expect legalEnglish to be extremely important
for me. | am also interested in inter-national students relationships, [...]

— | hope to move to an English speaking country and practice law there.

— 1 would like to speak fluently english and with knowledge of Legal Englishl want to try my
fortune somewhere abroad.

— For communication with foreign customer and for contract preparation.

— 1 would communicate in English with foreign clients or work for an
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international company.

— Maybe in my future employment or to read more difficult texts or just

to improve my language skills.

As shown in the last reply, not all students may be aware of the necessity of having to work with
international publications written in English, thus hop- ing the course will help them increase
their ability to process texts written in a foreign language. This indicates that at least some
students are aware that English language instruction actually goes beyond merely teaching the
language, seeing it as a tool crucial for acquiring further professional knowl- edge.

Actual wants and needs

When asked to list their perceived wants and needs, the most frequent replies (35 respondents)
concerned the practising of speaking skills (as one student very specifically puts it, in rather a
sophisticated way, “skills in non-casual communication”), as well as vocabulary and grammar
(“but no so much ). Only very few (3 respondents) mentioned writing skills. Five answers
indirectly referred to the need to practise reading skills (cf. “I wanna learn from legal
documents”). No respondents mentioned such skills as lis- tening, note taking, excerpting
documents etc. which are very important in the legal world, e.g. in lawyers’ work with their
clients. Selected answers illustrating the respondents’ perception of their own wants and needs:

— | would like to learn how to name various processes and matters in Czech legal system in
English. It is natural to learn from English books of English or US legal systems but | would like
to be able to name the Czech specifics.

— I wanna learn from legal documents from abroad but I feel | need to improve my skills in non-
casual communication.

— The more | can speak the better.

— Mainly vocabulary and phrases useful in the field of law since | expect everybody here to know
the grammar. But doing some exercises with prepositions couldn’t hurt.

Only one respondent expressed the need for learning the linguistic toolsnecessary for being able
to explain Czech law in English (see above). Thisis perhaps somewhat surprising since this skill
is among the core skills thatfuture lawyers will actually need most, as revealed in the replies
among legalprofessionals. It is evident that in multi-national law firms, or when workingfor
foreign clients active in the Czech Republic, future lawyers will serve asmediators of the local
legal context.

The answers reveal that students stress as important those languagephenomena that they come
into contact during their secondary school stud-

ies. Thus, they often refer to vocabulary, grammar and speaking, also gen-

erally mentioning the situation in “English-speaking countries”.As noted above, hardly any of
the respondents mention writing skills.

Lesson 36. Reading and research skills in an EAP context
Module: English for specific purposes

Topic: Reading and research skills in an EAP context
Time: 80 minutes
Aim: To analyse reading and research skills in an EAP context

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board
Procedure:
Warm up: Teacher asks students to brainstorm their ideas about the topic
While activity: Teacher states:
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We live in the era of globalization, in which people coming from all parts of the world

need to exchange information on a daily basis. For various reasons, such as Britain’s

colonial history, the economic power of the United States, the popularity of American

films and music, and so on (Harmer, 2007), English has become the main medium of
international communication.Consequently, there is an ever-increasing need for quality English
LanguageTeaching, which has brought about many changes. One of these is the division of
English as a Foreign Language (EFL) into General English (GE) and English for

Specific Purposes (ESP). According to Hutchinson and Waters (1994: 16), ESP can be
Vocational Purposes/Vocational English as a Second Language)”. Hutchison and

Waters (1994:16) then emphasize that this distinction is not clear-cut because very

often “the language learnt for immediate use in a study environment will be used

later when the student takes up, or returns to, a job”. Accordingly, English in

logistics could be categorized as both EAP and EOP because students use it in their

study environment as well as in their jobs, which are either concurrent or successive,

depending on whether students study part-time or full-timefurther subdivided into “two main
types of ESP differentiated according to whetherthe learner requires English for academic study
(EAP: English for Academic Purposes)or for work/training (EOP/EVP/VESL: English for
Occupational Purposes/English

ESP today

For some time now, English has been the main language of internationalcommunication, which
has become an integral part of most modern professions. Tobe able to communicate successfully
in English, students of different professions arethus taught ESP, whose overriding characteristics
are “the sense of purpose and thesense of vocation” (Harding, 2007: 6). These characteristics
predominantly focus onwhat students will need in their working environments, or, as Harding
(2007: 6) putsit: “in ESP — English for Specific Purposes — the purpose for learning the language
isparamount and relates directly to what the learner needs to do in their vocation orjob”.

The large number of different professions has brought about the need for ESPspecialisms, all of
which share some common characteristics, such as specific needs,technical specialized
vocabulary and documentation, specialized texts andinteraction, an identifiable working
environment, and so on (Harding, 2007: 6). Tocater for these subject-specific needs in English
teaching/learning, ESPpredominantly focuses on language skills, structures, functions and
vocabulary thatwill be needed by the members of a chosen target group in their professional
andvocational environment. Nevertheless, it should be stressed that, as Hutchinson and

Waters (1994: 19) emphasize, ESP “is not a particular kind of language ormethodology” but “an
approach to language learning, which is based on learnerneed”.In line with these overriding
characteristics of ESP, the roles of ESP teachers andlearners at least to some extent differ from
the roles of GE teachers and learners.The next important aspect in which ESP differs from GE
are materials used forteaching and/or learning.

The following sections first briefly outline some crucial issues regarding both ESP

teachers and learners. This is followed by a more in-depth discussion of important

issues regarding ESP materials ESP teachersAn issue frequently raised with regard to ESP
teachers is whether they need to beexperts in the subject area in question. The general
assumption is that they areprimarily language teachers engaged in Teaching English as a Foreign
Language(TEFL) and should, above all, be experts in the language and language teaching,
andare not required to have specialized subject knowledge. Nevertheless, they do need

to have some understanding of the subject area, which is ideally accompanied by a

positive attitude towards it. ESP teachers should also have the ability to actively

integrate student knowledge about the subject matter or, as Ellis and Johnson

(1994: 26) put it: “It is the learners who have the specific content knowledge and

who are able to bring that knowledge to the classroom”. Good ESP teachers will thus

above all be “experts in presenting and explaining the language,” who also have the
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ability “to ask the right questions and make good use of the answers” (Ellis and Johnson, 1994:
26). Other valuable sources of information for ESP teachers are subject teachers and subject-
matter textbooks.

To sum up, to make best use of the resources mentioned above when designing a syllabus,
selecting, and/or writing materials, as well as teaching the course, ESP teachers should have at
least some basic knowledge about the subject matter in question, which is ideally supported by a
genuine interest in it. It is even more important that they act as facilitators and encourage pupils
to share their own knowledge about the subject matter with the class and to actively participate
in the learning process. This characteristic of effective teachers is beautifully articulated in
Kahlil Gibran’s novel The Prophet: “If the teacher is indeed wise, he does not bid you enter the
house of his wisdom, but rather leads you to the threshold of your own mind” (as cited in
Harmer, 2007: 107).

ESP learners

Another important aspect in which ESP differs from GE is the target audience andtheir goals, as
well as their motivation to learn the language. When teaching ESP at the university or higher
education level, ESP teachers will most often teach both preexperiencelearners and job-
experienced learners. Pre-experience learners mostoften have just finished secondary school and
rely mostly on their theoreticalknowledge, while job-experienced learners, in addition to having
theoreticalknowledge, also have some practical experience of using a foreign language
inbusiness life. Consequently, as Ellis and Johnson (1994: 5) point out, pre-experiencelearner
expectations of language learning are to a great extent based on their formereducational
experience, while job-experienced learners will above all focus on “theirown shortcomings in
terms of fluency, getting the message across, and being able tounderstand the people from other
countries that they have to deal with”.Regardless of these differences between pre-experience
and job-experiencedlearners, the emphasis of ESP teaching/learning for both categories of
learnersshould be on performance or, as emphasized by Ellis and Johnson (1994: 35), theyshould
become “operationally effective”.

Motivation - that is, “the student’s desire and need to learn” (Haycraft, 1993: 6) — isof key
importance for both pre-experience and job-experienced learners. In the firstsituation,
considering that most students have no or almost no work experience, ESPteachers have to rely
primarily on materials and activities they have prepared fortheir learners. For this reason,
materials used in the language course shouldpreferably relate to knowledge gained in other
courses and learners’ future jobs.

When teaching job-experienced learners, on the other hand, ESP teachers can alsofocus on what
learners do in their jobs and at least to some extent relate theteaching/learning materials and
course activities to that. The direct use of thelearner’s experience in the ESP teaching/learning
process is thus important for themotivation of both pre-experience and job-experienced learners,
the most importantdistinction being whether ESP teachers predominantly refer to knowledge
gained inother professional courses or the learner’s practical experience gained on-the-job. ESP
materialsMaterials selection, adaptation, or writing is an important area in ESP
teaching,representing a practical result of effective course development and providingstudents
with materials that will equip them with the knowledge they will need intheir future business
life.

One of the most important issues regarding ESP materials selection and/or writing iswhether the
materials selected should be solely or primarily subject specific and whatthe most appropriate
ratio of general materials to subject-specific materials is.

General materials focus on one’s general ability to communicate more effectively,while subject-
specific materials focus on a particular job or industry (Ellis andJohnson, 1994). When carefully
selected, both general and subject-specific materialswill equip the students with the necessary
skills and knowledge, but subject-specific materials nevertheless better cater for ESP learners’
specific needs. Consequently,ESP learners will very often feel more affinity for materials that
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they find relevant totheir area of specialism. The use of subject-specific textbooks is also more in
linewith the realization that students are individuals with different needs, styles, andinterests and
with some central traits of cognitive theory, which, as Skela points out,are the following:

- It focuses on purposeful learning;

- The learner is seen as an active processor of information;

- Learning is the process by which the learner tries to make sense of theinformation by imposing
a meaningful interpretation or pattern on it;

- One of the basic teaching techniques is problem-solving;

- Recently it has been associated with a focus on deliberate acquisition of alanguage as a logical
system;

- The importance of carefully selected rules, which can provide an importantshortcut in learning
process(adapted from Skela, 2008: 159).

According to Prabhu (1994: 94), another important issue regarding materials is that

they should be used as sources: “The fact that materials need to be used as sourcesrather than as
pre-constructed courses should not be regarded as a weakness oftask-based teaching; it can in
fact be a strength for any form of teaching”.

2 Materials selection

As Ellis and Johnson (1994: 115) emphasize, the choice of materials has a majorimpact on what
happens in the course. This impact is demonstrated on the following

three levels:

- It “determines what kind of language the learners will be exposed to and, as aconsequence, the
substance of what they will learn in terms of vocabulary,structures, and functions”;

- It “has implications for the methods and techniques by which the learners willlearn”;

- Last but not least, “the subject of or content of the materials is an essentialcomponent of the
package from the point of view of relevance andmotivation”.

The selection of ESP materials should thus above all depend on the needs of thelearners in
relation to their future or present jobs: that is, materials should focus onthe appropriate topics
and include “tasks and activities that practise the target skillsareas” (Ellis and Johnson, 1994:
115). Another important criterion that should betaken into account when selecting materials is
the level of language knowledgestudents have already acquired and the target level they will
need to communicate successfully in their jobs ESP is predominantly student-centred, and
consequently students’ considerationsshould be at the top of the list of selection criteria.
According to Lewis and Hill,students’ considerations include the following:

- Will the materials be useful to the students?

- Do they stimulate students’ curiosity?

- Are the materials relevant to the students and their needs?

- Are they fun to do?

- Will the students find the tasks and activities worth doing

(adapted from Lewis and Hill, 1993: 52-53)?

To sum up, after analysing learner needs and setting objectives for the course, theESP teacher
has to select materials that will help the students achieve the courseobjectives (Ellis and Johnson,
1994). These materials should also relate closely to thelearners’ specific skills and content needs,
which is an important precondition for fullexploitation of the materials as well as the learners’
motivation.

2.2 Readily available textbooks vs. tailor-made materials

The decision on whether to use a readily available textbook or tailor-made materialsis primarily
based on the learners’ subject area. If their subject area is more general,the likelihood of finding
suitable published materials is much higher. Accordingly, ESPteachers will most often select
suitable materials from existing printed materials. Inthe case of more specific subject areas, the
most widely accepted view is that ESPteachers should also first “question whether the learners’
needs are significantly
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different from those of other groups” and, if possible, select from existing printedmaterials and
resort to writing materials “when all other possibilities of providingmaterials have been
exhausted” (Hutchinson and Waters, 1994: 125). The findingsof research conducted by Djurig,
Godnic¢ Vici¢ and Jurkovi¢ (2008), in Sloveniaindicate that another decisive factor in materials
selection or writing is theinstitution’s view on materials writing. If the institution encourages
teachers to

develop tailor-made materials and if there are several teachers of foreign languagesfor specific
purposes, the institutions are more likely to provide their students withtailor-made materials.
These writers also point out that the number of tailor-madematerials for LSP in Slovenian higher
education institutions is relatively high, duemainly to the fact that teachers here strive to cater for
the specific needs of theprofessional language they teach. To meet this end, they either adapt
commercialtextbooks to the specific needs of the specific subject area and to the level
ofstudents’ language knowledge or prepare in-house materials if no suitable printedmaterials are
available in the market (Djuri¢, Godni¢ Vic¢i¢ and Jurkovi¢ 2008).If a teacher resorts to using a
readily available textbook, the selection of structures,vocabulary, skills, functions, and so on is
conditioned by the textbook to a largeextent and can be extended into other areas teachers find
relevant to their students. Tailor-made materials, on the other hand, provide the teacher with the
opportunity

to decide on combinations of vocabulary, functions and structures and to develop materials that
will introduce most relevant vocabulary and related functions andstructures.

A final but significant factor is that psychologically a textbook represents somethingconcrete and
thus gives a measure of progress and achievement throughout thecourse (Haycraft, 1987).
Consequently, when designing materials teachers shouldbear this in mind and prepare materials
that present a logical whole and in which thesequence of units is logical and enables the students
to see and evaluate theirprogress.

Although learners can undoubtedly learn most of the needed skills, functions and to agreat extent
also general terminology from general business textbooks, they willundoubtedly gain even more
when using tailor-made materials or a combination of ageneral business textbook and tailor-
made materials because these two options aremore likely to provide them with directly
applicable knowledge.

Lesson 37. Materials evaluation
Module: English for specific purposes

Topic: Materials evaluation
Time: 80 minutes
Aim: To analyse materials evaluation

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board
Procedure:
Warm up:
While activity: In this lesson we will discuss how language teachers and departmental
heads make suitable decisions when choosing a coursebook. As teachers, we know that
selection of a suitable coursebook is vital, as coursebooks can provide a structure from
which the process of language learning can begin (O’Neill, 1982: 110-111). A logical
decision-making process rather than purely instinctive selection ensures a reliable
decision is made without entering into impractical and lengthy evaluation research
which may not be possible for many teachers due to time constraints or lack of
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experience, as well as the number of variables involved (Cunningsworth, 1995: 5). An
efficient evaluation process is demonstrated in order to provide an example which may
be helpful to other teaching professionals. The process can be used to evaluate several
coursebooks comparatively (as in this example) for selection purposes or with
individual coursebooks in order to maximize effective teaching and learning.

The first step in the selection process involves analyzing (or reanalyzing) the situation
in which the coursebooks will be used, and comparing this information with the
intended teaching/learning situation as stated by the publishers. The next stage
analyzes the methodology and syllabus of the materials. Next, using selected
comparable units, the main teaching points are identified and strengths and weaknesses
evaluated. A single selected exercise can then be trialled with the learners to gain
further insight.

Step 1: Who Will Use the Coursebook? In What Situation?

As materials can only be meaningfully evaluated in relation to their intended teaching situation
(Richards, 2001: 256), the first stage of the evaluation involves assessing (or reassessing) the
unique situation in which the materials will be used. In order to gather information on the
specific learning context, a comprehensive, yet lengthy, published questionnaire which required
a high level of theoretical knowledge (Cunningsworth, 1995: 6) was adapted and condensed into
two equally important and codependent sets of questions.

The Learning/Teaching Situation

What are the overall aims of the English programme? What are the specific objectives for this
course? Is there a detailed syllabus or will the coursebook provide the syllabus? How long is
the course? How many learners are there? What resources are available in the class? Will
progress be measured? How?

The Learners and Teacher

How old are the learners and what is their level of English? Are they all the same age and level?
What type of language learning experience, if any, do they have? What do they expect from the
classes? How do they like to learn? Are they motivated? What is their motivation? What are their
interests and values? What is the role, experience and teaching style of the teacher? Are they free
to adapt materials?

All teaching/learning situations are unique (McGrath, 2002: 10) and the above questions provide
data relevant to the specific investigation in question (ibid. 25-27). No pre-prepared set of
questions will be completely suited to a real classroom (Cunningsworth, 1996: 5). For this
reason, questions can and should be revised to meet the needs of the specific evaluation in order
to best identify the actual teaching/learning situation.

In the example situation the following characteristics were identified:

Adult learners aged 50+

Intermediate to Upper Intermediate level.

Learning English for social personal motivation rather than academic or business reasons.
Learners tend towards Authority Oriented (they prefer the teacher to explain things) and
Concrete Learning (they prefer to play games and work in pairs) styles (Nunan, 1999: 57).
Group 11 students, 100 minutes per week

Experienced teacher. Free to adapt materials.

Following analysis of the actual learning situation, a comparison can be made with the intended
learner/teaching situation as stated by the publishers. This is often found in the introduction of
the teacher’s book or in the coursebook. A summary of the intended learner/teaching situations
as stated by the publishers in the example materials is show below:

Coursebook Y (the old/existing coursebook)

For use by adults and young adults

Provides fun user-centred lessons

Prepares learners to begin FCE course
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Coursebook X (the new/replacement coursebook)

For use by adults and young adults

Uses a communicative approach to teaching

Is intended to cover B2 level of the Common European Framework

In our example we see that the coursebooks are suitable in terms of learner age, level and desire
for a communicative learning situation. Points of divergence include; preparation for FCE which
is not the course aim, and an absence of reference to the social aspect of the learning situation.
Following the first stage of our evaluation we can see that the intended learning situation in both
coursebooks is compatible with the actual situation, and we are already starting to get an idea of
what areas of the coursebook might need to be adapted.

Step 2: Analysis of the Methodology and Syllabus

After identifying the learning situation, we can begin to think about what type of methodology
might be suitable. Inexperienced teachers may lack extensive knowledge of methodological
theory but can still consider what type of teaching is appropriate. Possibilities include a
traditional teacher centred methodology, a communicative approach or task based learning.
Whether a structural, functional or other type of syllabus is suitable can also be considered. The
most appropriate methodology and syllabus will depend on the group.

A starting point for identification of methodology might be claims made in the teacher’s book.
The teacher can then look in the coursebook in an attempt to verify these claims
(Cunningsworth, 1995: 97-108). In the case of the example, the coursebooks both claimed to use
a communicative approach, which, although it cannot be clearly defined as a unified
methodology, can be characterized by authenticity, real world simulation and meaningful tasks
(Brown, 2001: 39). Analysis showed that not only was language usage taught, but was also
combined with varying degrees of opportunity for use, which does imply perspectives based on
communicative methodology (Larsen-Freeman, 1986: 123). However, the unit structures
observed in both coursebooks implied a more traditional methodology.

In order to analyse the syllabus, a simple list of the sequencing of language items or uses can be
made. Both coursebooks devoted each unit to the presentation of one or (a small selection) of
grammatical structures, which were sequenced according to complexity, learnability and
usefulness, which implies a traditional structural influence to syllabus design (Cunningsworth,
1995: 55). The sequencing was arranged reflecting a common ‘simple to complex’ pattern
(Richards: 2001, 150). The courses covered structures which upper intermediate level students
would be familiar with, such as past simple and continuous, and progressed to less frequently
occurring, more complex or more difficult to learn structures. This sequencing of units
determined by linguistic complexity is a characteristic typically associated with an Audio-
Lingual methodology (Richards and Rodgers, 1986: 67).

The second step has revealed through observation that Coursebook X and Coursebook Y tend
towards more traditional types of methodology and syllabi. Judgment can now begin to be made
as to whether this is appropriate for the group.

Step 3: A Closer Look at Individual Units

Having established the needs of the learners and the methodologies of the coursebooks, open and
unbiased closer analysis of the materials is now beneficial. In this stage, single units are
evaluated, as how a unit presents language can indicate the strengths and weaknesses of
coursebooks. However, remember that one unit may not reflect the whole coursebook
(Cunningsworth, 1995: 2). Following analysis the teacher can again reflect upon which
coursebook seems most appropriate.

In the case of this example, comparable units presenting the narrative tenses were selected, as an
accurate and increasingly fluent use of the narrative tenses represents the transition from
Threshold to Independent user, (Association of Language Teachers in Europe, 2002: 6-10). The
selection of unit depends on the unique situation and should be decided by the evaluating
teacher.
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In the Contents section of the students’ book, Coursebook Y

lists the following areas of language covered in five student book pages, plus two extra pages
for vocabulary and writing, two additional photocopiable activities and three workbook pages.
Coursebook Y Main Teaching Points

Narrative tenses and past perfect continuous

Common verbs which are often confused

Pronunciation of regular and irregular past tenses

Telling an anecdote

Reading mini sagas and authentic materials in the form of newspaper articles

Writing a story (short and long)

Coursebook X Main Teaching Points

Narrative tenses and past perfect continuous

Phrasal verbs

Reading and listening to urban myths

Telling stories in the form of urban myths

In summary, the main teaching points of the units are grammatically similar although in terms of
vocabulary, the units each cover different areas. Coursebook Y appears to be more suitable for
the learners in this example.

Step 4: Evaluation Strengths and Weaknesses of each Unit

In this stage, a subjective evaluation of the strengths and weakness of the coursebooks is made.
In order to systematically evaluate strengths and weaknesses, a process of selecting and rating
criteria can be used (McGrath, 2002: 56). Use of some academic evaluation techniques may
require extensive experience or post graduate theoretical knowledge. In order to make the
process suitable for all professionals, a more concise list of criteria was developed. Which
criteria to assess depends on the individual situation. A rating system using a simple numerical
score or judgement of suitable (S) or not suitable (NS) can be used depending on time
constraints. The criteria selected were:

Aims and Approaches

Correspondence between coursebook and course aims, text adaptability, design and organization,
the inclusion of structural and functional aspects, attention to language recycling and user-
friendliness were all rated.

Language Content

The authenticity of materials, coverage of suitable language, range of vocabulary, attention to
pronunciation, attention to language above sentence level (social norms etc), and attention to
language styles and moods were rated.

Skills

The degree of coverage of all four skills was rated, as was integration of skills work and balance
of skills practised. The suitability of reading, listening, writing and speaking activities was
assessed.

Topic:

The suitability of topics in terms of age, culture and social issues was rated, along with the
adaptability and sophistication of topic and inclusion of humour.

Methodology: The appropriateness of approach, degree of student centreedness, suitability for
presenting and practising language, the degree of structural aspect to grammar presentation,
attention to study skills and learner autonomy were rated.

The example evaluation indicated that no unit is more suitable in all categories, and for some
criteria, such as methodology, the units show little variation. The language content is slightly
more suitable in Coursebook Y. Skills are a strength of Coursebook X

Step 5: Trialling
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If the specific situation allows, in-depth scrutiny of individual exercises can also provide
valuable insights (Cunningsworth, 1995: 2). This process involves trialling comparable exercises
with the learners. Inclusion of learners in material evaluation can encourage ownership of the
resulting decisions (Chambers, 1997: 29). Furthermore, learners may provide insights which
teachers have neglected to consider. In this example, feedback after trialling indicated that in
contrast to the teachers’ opinion, the replacement text was not viewed negatively by learners.
Step 6: Selection

Having completed the above process, which should be achievable by most professional teachers
despite differences in experience or busy schedules, the involved parties can now make a
selection of an appropriate coursebook, or, if the evaluation is of only one coursebook, decisions
based on the evaluation can be made as to the best way to use the material.

In the case of the example we can conclude that both coursebooks display desirable
characteristics and areas of weakness. Following the systematic example the strengths and
weaknesses of the replacement coursebook were better understood causing them to reconsider
the initial negative opinions of the replacement (which may have been due to reluctance to
change), allowing teaching staff to use the new material more effectively to the benefit and
increased satisfaction of teachers and learners. Later feedback from the learners expressed
satisfaction with new text.

Teacher summarizes the lesson by saying:

Using an authentic example situation, this article has demonstrated a process which
inexperienced and/or busy teachers can use to evaluate coursebooks, individually or
comparatively, for the purpose of either selection or maximizing effective use.

As a teacher, school manager or Director of Studies, it is advantageous to be able to select
appropriately from available materials, be creative and modify and supplement coursebooks
(Dudley-Evans and St. John (1998) in Richards, 2001: 260). Furthermore, the process of
evaluation itself can increase understanding of the factors involved in evaluation and the
advantages of systemized analysis and evaluation (Ellis, 1997b: 41).

Lesson 38. Materials adaptation
Module: English for specific purposes

Topic: Materials adaptation
Time: 80 minutes
Aim: To analyse materials adaptation

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board
Procedure :
Warm up: Teacher invites students to review the previous lesson
While activity:

In many cases, the teacher using published materials in any given classroom is not
involved with creating the materials and may have little to do with adopting the materials for her
institution. However, even when the classroom teacher selects the book, knows every student in
the class well and is using materials designed specifically for the context they are in, she will still
have to adapt the materials either consciously or subconsciously.

One reason for adaptation is that published materials are necessarily constrained by the
syllabus, unit template and other space concerns. Not all material, therefore, is fully developed.
A good teacher’s guide will supplement materials with useful alternatives and adaptations, but
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where this does not happen or a teacher does not have the teacher’s guide, adaptation will
become part of the creative dialogue between teachers and published materials.

There are always sound practical reasons for adapting materials in order to make them as
accessible and useful to learners as possible. However, reasons for adaptation have varied and
changed as the field has developed and views on language acquisition and teaching practice have
become better informed by research and experience.

Within this historical context, it is easy to understand why some teachers will wish to
adapt materials. For example, before the advent of the communicative approach, many
coursebooks focused largely on structure and were heavily influenced by the legacy of grammar
translation methods of teaching. Language was viewed primarily in structural terms and was not
treated as a tool for communication, while learning was seen in terms of forming correct
behavioural patterns.

Despite an increased awareness and sensitivity to language as communication and
learning as a developmental process, many teachers were finding themselves faced with
materials that did not reflect these teaching and learning principles.

In their book Materials and Methods in ELT (1993), McDonough and Shaw devote a
chapter to the issue of adapting materials. They quote Madsen and Bowen (1978) to set a context
for materials adaptation: ‘Effective adaptation is a matter of achieving ‘*congruence’” . . . The
good teacher is . . . constantly striving for congruence among several related variables: teaching
materials, methodology, students, course objectives, the target language and its context, and the
teacher’s own personality and teaching style.’

McDonough and Shaw’s list of reasons for adaptation clearly reflects a concern that
communicative language teaching implies an unsystematic approach to grammar presentation
and a belief that a systematic approach to grammar presentation is necessary.

e Not enough grammar coverage in general
Not enough practice of grammar points of particular difficulty to these learners
The communicative focus means that grammar is presented unsystematically
Reading passages contain too much unknown vocabulary
Comprehension questions are too easy, because the answers can be lifted directly from
the text with no real understanding
Listening passages are inauthentic, because they sound too much like written material
being read out
Not enough guidance on pronunciation
Subject matter inappropriate for learners of this age and intellectual level
Photographs and other illustrative material not culturally acceptable
Amount of material too great/too little to cover in the time allocated to lessons
No guidance for teachers on handling group work and role-play activities with a large
class
Dialogues too formal, and not really representative of everyday speech
e Audio material difficult to use because of problems to do with room size and technical

equipment
e Too much or too little variety in the activities
e Vocabulary list and a key to the exercises would be helpful
e Accompanying tests needed
According to Cunningsworth, adaptation depends on factors such as:
e The dynamics of the classroom
e The personalities involved
e The constraints imposed by syllabuses
e The availability of resources
e The expectations and motivations of the learners
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Adaptation is also appropriate when materials are not ideal, as presented in the following:

e Methods (e.g., an exercise may be too mechanical, lacking in meaning, too complicated).

e Language content (e.g., there may be too much emphasis on grammar your students learn
quickly or not enough emphasis on what they find difficult).

e Subject matter (e.g., topics may not be interesting to students or they may be outdated or
not authentic enough).

e Balance of skills (e.g., there may be too much emphasis on skills in the written language
or skills in the spoken language, or there may not be enough on integrating skills).

e Progression and grading (order of language items may need to be changed to fit an
outside syllabus or the staging may need to be made steeper or more shallow).

e Cultural content (cultural references may need to be omitted or changed).

e Image (a coursebook may project an unfriendly image through poor layout, low quality
visuals, etc.).

Candlin and Breen (1980) focus on adaptation issues that relate to materials specifically
designed for communicative language learning. Their list implies that published materials are
limited in that they do not provide many opportunities for real communication; instead they
simply provide oral practice of linguistic structures:

e Communicative materials do not provide enough opportunities for negotiation (personal

or psychological) between the learner and the text.

e Communicative materials do not provide enough opportunities for interpersonal or social
negotiation between all participants in the learning process, between learners and
teachers, and learners and learners.

e Activities and tasks do not promote enough communicative performance.

e Activities and tasks do not promote enough metacommunicating opportunities.

e Activities and tasks do not promote co-participation. Teachers and learners are not
involved as co-participants in the teaching—learning process.

Techniques for Adaptation

After recognizing a gap (mismatch or non-congruence) between published teaching materials
and the needs and objectives of the classroom, the teacher has to address the practicalities of
adapting the material to meet her class objectives more closely. McDonough and Shaw (1993)
and Cunningsworth (1995) offer lists of techniques that may be used when adapting materials
better to “fit’ a specific class.

These techniques are:

e Adding; extending and expanding
Deleting; subtracting and abridging
Simplifying
Reordering
Replacing material

Adding

When adding to published materials the teacher is supplementing the existing materials and
providing more material. The teacher can do this by either extending or expanding.

Extending

When extending an activity the teacher supplies more of the same type of material, thus
making a quantitative change in the material. For example, an activity may practise a particular
grammar point by asking the learner to complete a sentence with the missing verb in the correct
form, such as the simple past. The coursebook may have provided ten sentences for this
treatment, but the teacher may value this type of activity for her particular class and adapt the
coursebook by adding five more sentences with missing verbs.

Expanding
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Expanding classroom material is different from extending in that it adds something different
to the materials; the change is qualitative. For instance, the teacher may feel her students need to
be made aware of the different sounds of verb endings when used in the simple past but the
coursebook does not address this phonetic issue. Consequently, she may add an activity or series
of activities that deal with the phonetics of the past simple. The teacher may want to draw
students’ attention to the fact that, when pronouncing the verbs visited, played and worked, the
endings (-ed) are pronounced /id/, /id/ and /t/ respectively. Other expansions could involve
including a discussion to contextualize and personalize the topic of a particular unit of study, or
including a TPR phase to make difficult language items in a reading or listening text more
comprehensible.

It is important to note that additions to materials can come at the beginning, at the end or in
the middle of the materials being adapted.

Deleting; Subtracting and Abridging

As with the technique of adding, material can be deleted both quantitatively (subtracting)
or qualitatively (abridging). When subtracting, for example, a teacher can decide to do five of the
questions practising the simple past tense instead of the ten in the coursebook. When abridging,
however, the teacher may decide that focusing attention on pronunciation may inhibit the
learner’s fluency and decide not to do any of the pronunciation exercises in a coursebook.

Simplifying

When simplifying, the teacher could be rewording instructions or text in order to make
them more accessible to learners, or simplifying a complete activity to make it more manageable
for learners and teachers. It is worth pointing out here that there is a distinct danger of distorting
language when attempting to simplify a text and thus making the text inauthentic.

Reordering

When reordering, the teacher has decided that it makes more pedagogic sense to sequence
activities differently. An example is beginning with a general discussion before looking at a
reading passage rather than using the reading as a basis for discussion.

Replacing Material

When replacing material a teacher may decide that a more appropriate visual or text
might serve an activity better than the ones presented in the published material. This is often the
case with culturally specific or time-specific activities. A teacher may decide to replace an
illustration for one that students could identify with more closely or use information concerning
a popular figure with whom the students are familiar rather than the one presented in the
published materials.

Teachers may also decide to replace a whole activity depending on the goals of a
particular class or lesson. For example, a reading activity might be replaced with a listening
activity.

Three Examples of Materials Adaptation

In order to exemplify some of the adaptation principles and techniques mentioned in this
chapter, we will describe three real teaching scenarios and select published coursebooks that
could be realistically used in each of the scenarios. We will then suggest specific adaptations for
each coursebook in order to tailor the materials better to each teaching scenario.

Scenario One

A class of 34 junior high school students in a Japanese public (not private) school. The
students are 12 to 13 years old, and there are 17 boys and 17 girls in the class. The students have
all had between one and two years of English instruction at elementary school but have difficulty
in understanding simple oral communication.

The students currently spend five hours a week in English class.

This group of students needs more exposure to a wide and rich range of language input in a
variety of contexts. The coursebook used for this class is New Horizon 1 (Tokyo Shoseki, 2002).
Rationale for Adaptation
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Page 50 of New Horizon 1 (see Figure 5.1) presents everyday verbs in the present simple.
Four verbs are presented in a single context and only in writing. The activity lacks kinaesthetic
and auditory sensory input. The input is also limited and impoverished. Students are not given a
choice about how they learn nor are they given an opportunity to personalize the input.

The materials could be expanded by adding a TPR phase at the beginning of this unit of
study to provide kinaesthetic and auditory input as well as richer, more contextualized text.
Learners also have an opportunity to attend to the input globally and interpret meaning before
analysing the input to understand its form.

1. Teacher mimes Becky’s daily routine. Asks students to guess what Becky does each day.
2. Teacher acts out Becky’s daily routine while reading the script.

3. Students act Becky’s routine while teacher reads the script.

Becky’s Daily Routine (script)

Every day Becky wakes up at 6:30 in the morning.

She stretches her arms and rubs her eyes and she yawns.

Then she brushes her teeth and takes a shower.

Sometimes she likes to sing in the shower.

She puts on her clothes and eats her breakfast, usually toast and coffee.

After breakfast, she speaks to her dog.

At 7:30 she leaves her apartment and takes the subway to school.

On Saturday and Sunday she usually wakes up at 9:30 in the morning.

She stretches her arms and rubs her eyes and she yawns.

Then she brushes her teeth and takes a shower.

On Saturday she usually plays tennis or runs in the park.

The activity on page 50 provides limited opportunities for analysing the input.

By extending the activity through adding more information about Becky’s routine the
opportunities for analysing linguistic forms are increased.

For example, the procedure below could be followed:

Extend the exercise on page 50 by adding sentences about Becky.
Students write sentences that they remember about Becky’s routine.
Students underline the verbs in the sentences about Becky.
Students put verbs in two columns, regular and irregular verbs.
She plays tennis well.

She goes to the gym.

She works hard.

She likes to sing.

Regular Irregular

plays goes

works

likes

The following expansion activity provides students with a choice about how they would
like to continue processing the input analytically or globally. It also provides a choice between
visual, auditory or kinaesthetic processing as well as an opportunity to personalize the input.
Teacher gives students written version of script. Students change script to make it true for
themselves. For example, ‘Every day | wake up at 7:20 in the morning.’

Or

Student tells a partner his/her daily routine.

Or

In small groups, students mime their daily routine. The other students guess what’s happening.

Do the quiz
1. The core text or the main textbook used in a specific class is a student's.
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. authentic text

. graded text

. coursebook

. Most audio-lingual materials are designed to help learners develop their skills.

. reading and writing

. spelling and punctuation

. listening and speaking

. Equipment, supplies, supplementary materials etc that teachers take to a class can be called

. authentic materials

. teaching aids

realia

. Teachers use supplementary materials a textbook or coursebook.

. in addition to

. instead of

such as

. A graded reader always targets reading level.

. a specific

. an unspecified

. a below-average

. Authentic materials used in a classroom are materials taken from

. a self-access centre

. the real world

. authorized sources

. Which can be called an "authentic text"?

. a graded reader

. @ hewspaper article

C. a newspaper article

8. What do we call objects from the real world that make a classroom feel more like a real-life

setting for practising language skills?

a. supplementary materials

b. really objects

c. realia

9. Supplementary materials for learners such as books, handouts, audio-lingual or AV files, apps

etc are found in a school's

a. self-access centre

b. virtual classroom

c. supplementary centre

10. Materials centred around certain skills such as reading, listening, pronunciation etc are called
materials.

a. authentic

b. audio-lingual

c. skills-based

Answers: 1.c 2c 3b 4a 5a 6b 7b 8c 9a 10.c

Lesson 39.  Materials design
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Module: English for specific purposes

Topic: Materials design
Time: 80 minutes
Aim: To analyse materials design

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board
Procedure
Warm up: Teacher asks students to brainstorm their ideas about the topic
While activity:
Defining objectives
We can start by asking ourselves the question: What are materials supposed to do? In defining
the purpose of the materials, we can identify some principles that will guide us to the actual
writing of the materials.
Materials provide a stimulus to learning process.
Good materials don’t teach but rather encourage learners to learn.
Good materials contain:
Interesting text
Enjoyable activities
Opportunities for learners to use their knowledge and skills
Content which both learners as well as teacher can overcome
Materials help to organize the teaching-learning process.
By providing a way through the complex mass of the language to be learnt. Good materials
should provide a clear and understandable unit structure that will guide teacher and learners.
Materials contain a view of the nature of language learning.
Good materials should truly reflect what you think and feel about the learning process.
Materials reflect the nature of the learning task.
Materials should try to create a balance outlook that both reflects the complexity of the task, yet
makes it appear manageable.
Materials can have a very useful function in broadening the basis of teacher training.
By introducing teachers to new techniques.
Materials provide models of correct and appropriate language use.
This is a necessary function of materials, but it is all too often taken as the only purpose, which
the result is the materials become simply a statement of language use rather than a vehicle for
language learning.
A materials design model
Input
This maybe a text, dialogue, video-recording, diagram or any piece of communication data,
depending on the needs you have defined in your analysis.
The input provides a number of things:
Stimulus material for activities
New language items
Correct models of language use
A topic for communication
Opportunities for learners to use their information processing skills
Opportunities for learners to use their existing knowledge both of the language and the subject
matter
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b.

Content focus
Language is not an end in itself, but a means of transferring information and feelings about
something. Non-linguistic content should be exploited to generate meaningful communication in
the classroom.
Language focus
Our aim is to enable learners to use language, but it is unfair to give learners communicative
tasks and activities for which they do not have enough language knowledge. In language focus,
learners have the chance to take the language to pieces, study how it works and practice putting
it back together again.
Task
The ultimate purpose of language learning is language use. Materials should be designed to lead
towards a communicative task in which learners use the content and language knowledge they
have built up through the unit.
These four elements combine in the model as follows
The primary focus of the unit is task
The language and content are drawn from the input and are selected according to what the
learners will need in order to do the task.
It follows that an important feature of the model is to create coherence in terms of both
language and content throughout the unit.
This provides the support for more complex activities by building up a fund of knowledge and
skills.
3. A material design model: sample materials
The basic model can be used for materials of any length. Every stage can be covered in
one lesson, if the task is a small one, or the whole unit might be spread over a series of lessons.
In this part, we will show what the model looks like in practice in some of our materials.

262



B: PUMPING SYSTEMS < e

STARTER  Every pump is part of a system for moving fluids. The human body has a
system for moving blood. How does it work?

[ Hello! [ a bload cell -
and 'm going o take ) th Y i:hmugh valve and into the )
the heart.Weve given up g b auricle This is like. g
all our oxygen, so we're N
feeim_g rather tired now.

Welve got our axygen now N, ut
s0 the pressive.in here i ; ungs- before We go off round the bod
quite Yigh now.We're about ing we have to go back to the hedrt.
o be pumped into one g ' and picking up the of You see, after going through the
( , fresh oxuygen, Mynmm, lungs we're not at o high enough ¢
L thot. feels good . All gl B bpressure,totake us all vound the
So the heart has to bcosl‘ ;

Here we are jn the £
heart again, but leave the heart.
this time n the INE : We're just coming
left side, all =GN FE¥\Y through the outder

ready to be pumped TS A from the left A
into the arteries. You - %‘ AR ventricle. We're &3
will have guessed o=\ gz il ; at a very hugh )
by now the. * EEA,

veart is reatly two

pumps side by side.. P2

This material is intended for lower intermediate level students from a variety of technical
specialism. The topic of the blood circulation system can be of relevance to a wide range of
subjects. Apart from the general interest that any medical matter has, the lexis is of a very basic
type that is generally applicable both literally and metaphorically (e.g. heart, artery, pump,
collecting chamber, oxygen). Really, there are only two specific terms used, such as ventricle
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and auricle. So, the text is rather viewed as an illustration of the general principles of fluid
mechanics than as a medical text.

As the unit title indicates, language is approached through an area of content. The topic
represents a common form of technical discourse — describing a circulatory system — although in
this case, presented from an unusual point of view.

The starter plays a number of important roles:

It creates a context of knowledge for the comprehension of the input. Comprehension in the
ESP classroom is often more difficult than in real life, because texts are taken in isolation. In the
outside world a text would normally appear in a context, which provides reference points to
assist understanding (Hutchinson and Water, 1981).

It activates the learners’ minds and gets them thinking. They can then approach the text in an
active frame of mind.

It arouses the learners’ interest in the topic.

It reveals what the learners already know in terms of language and content. The teacher can
then adjust the lesson to take this into account.

It provides a meaningful context in which to introduce new vocabulary or grammatical items.
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Application

GATHERING <
INFORMATION STEP 1

T

Connect the two halves of the sentences to make tue statements.

The heart pumps blood to the hmgs.

The veins carry bleod from the heart to the body tissue,
The auricles isa kind of pump.

The right ventricle carry blood to the heart

The hmgs is pumiped from the lungs back to the heart,
The fresh blood pump blood into the ventricles,

The left side of the heart supply the blood with oxygen.

The axteries pumps the fresh blood into the arteries.
STEP 2

Capy this diagram of the heart and blood systerm.

I lungs 1

L]

nghl auricio

{ body vaawe }

On your diagram label the auricles and ventricles.

Extend the blood vessels at the 1op of the heart to make a complete
circulation diagram through the lungs and the bocly tissues,

Put in arrows to show the flow of blood through the system.

STEP 3 z@

Use these expressions to replace those of similar meaning in the INPUT.

drawm next to each other; increase; enter; get smaller; return; collect: exit;
blood vessel (2).

STEP 4 Listening task
One of the commonest forms of illness nowadays is heart disease. From what
you have just learned about the heart, what do you think are the causesof
heart failure?
Look at the pump in the TASK in Section A again, Just like the heart, there
are severa! thingsthat could go wrong with it. Make a table like this, and
complete it with the information on the cassette.
POSSIBLE FAULTS
Purap | Heart

! ;
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This section practices extracting information from the input and begin the process of relating this
content and language to a wider context.

Steps 1 and 2 are not only comprehension checks. They also provide data for the later language
work (step 5 and 6) this is an example of unit coherence.

Learners should always be encouraged to find answers for themselves wherever possible.

It is possible to incorporate opportunities for the learners to use their own knowledge and
abilities at any stages. It is particularly useful to do this as soon as the basic information
contained in the input has been identified, in order to reinforce connections between this and the
learners’ own interests and needs. Here for example, the learners are required to go beyond the
information in the input. They have to relate the subject matter to their own knowledge and
reasoning powers, but still using the language they have been learning.
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L2

LANGUAGE

FOCUS STEP 5 Describinga system 1

Look at this description of how relief rainfall cocurs. Z®
3 4

Water vapour from the sea rises.

The wind picks up the water vapour.

The wind carries the water vapour towards the mountains,

The mountains push the wet atr upwards.

The temperature is lower up the mountains. The water vapour condenses
mto cloud,

& The condensed water falls asrain.

7 The rain water runs down through rivers and streams to the sea,

This description is very simple. It follows the diagram in numbered stages,
explaining what happens at each stage.

Make a similar description for the heart and blood system. On your diagram
number the stages first, then write a sentence to explain each stage. Begin
like this,

1 Old biood goes irtto the right auricle.

2 The blood is sucked into the right ventricle.

Continue,

STEP & Linking clauses
a  The description of relief rainfall is very simple, but there is a lot of repetition
in it. We can make it tmuch shorter like this,

Water vapour from the sea rises. The wind picks it up and carries it towards
the mountains, which push the wet air upwards, where the {emperature Is
lower. The water vapour condenses into clouds and falls as rain, which runs
dowan through rivers and streams to the sea.

@-} What changes have been made to sharten the description?
b Make your description of the blood system shorter in the same way.

ook SO B —

267



This section gives practice in some of the language elements needed for the task. These may be
concerned with aspects of sentence structure, function or text construction. The points focused
on are drawn from the input, but they are selected according to their usefulness for the task.
Further input related to the rest of the unit in terms of subject matter or language can be
introduced at any point in order to provide a wider range of contexts for exercises and tasks. This
helps learners to see how their limited resources can be used for tackling a wide range of
problem (see also step 7).

Learners need practice in organizing information, as well as learning the means for expressing
those ideas. Earlier work is recycled through another activity. This time the focus is more on the
language form than the meaning. Language work can also involve problem solving with learners
using their powers of observation and analysis (Hutchinson, 1984).
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STEP 1 Describing a system 2
This diagram shows the flow of water through a domestic cenfral heating and

@ _ hot writer system.
Study the diagram and then describe the flow of water through the system.

[ /};mw
[mm_|[ ]
Iy

STEP 8 Tensesin descriptions

Note the difference between these two descriptions:

We're going into the right auricle.’

The old blood goes fufo the right auricle.

Why are different tenses used in the different situations? Z®
Describe the relief rainfall cycle, as if you were a water molecule. Begin like

this.

Hello, my name’s HpQ, but you can call me H ior short I'm a water molecule
and at the moment I'm foating around in the sunny Pacific, but it's very wanm
and I'm starting to evaporate......

Continue.

TASK A tour around your place of study or work. /(@

a Draw a simple plan of the site.
b Give a general description of what happens at the main places on the site.
¢ ‘Fake a group of visitors around the site, giving a commentary as you go.

There is a gradual movement within the unit from guided to more open-ended work. This breaks
down the learning tasks gives the learners greater confidence for approaching the task.

The unusual type of input gives the opportunity for some more imaginative language work.

Here the learners have to create their own solution to a communication problem. In so doing they
use both the language and the content knowledge developed through the unit. The learners, in
effect, are being asked to solve a problem, using English, rather than to do exercises about
English. Given the build-up through the unit, the task should be well within the grasp of both
learner and teacher.

269



The task, also provides a clear objective for the learners and so help to break up the often
bewildering mass of the syllabus, by establishing landmarks of achievement.

The unit can be further expanded to give learners the chance to apply the knowledge
gained to their own situation. For example, a project for this unit could ask the learners to
describe any other kind of enclosed system (e.g. an air conditioning system) in their own home,
place of work or field of study.

4. Refinging the Model
A number of possible refinements to the model can be seen in the unit above. We can relate these
points to the nucleus of the model to provide an extended model like this:

/ INPUT \

CONTENT LANGUAGE

TASK
student’s :
own knowledge @ additional

and abilities input

5. Materials and the Syllabus

Figure 31 illustrates in a simplified form how the unit model relates to the various
syllabus underlying the course design. Note, however, that identifying features of the model with
syllabus features does not mean that they only play a role in that position, nor that other factors
are not involved in that position. The diagram aims to show the main focus of each element in
the materials.
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LANGUAGE FACTORS

specialist field

HUHE

= LERNNGRACTORS = w1 = s N
basic lxis/concapts f orientation to topic / use of == , —

— leamer's xisting knowledge — ST ! = Sarer >
text t‘/PeSI/ topics ~—*--_-::~— varety, inerest, level —==——_ j\pyT % INI]’UT .
s == __ sklsdovelopment __ == CONTENT = CONTENT

= retieving information = FOCUS — FOCUS \ >
structures/functions . PAtte prectice/ = LANGUAGE — LANGUAGE

= consoldation/analysls — FOCUS =— Foous
disourse types . ——__ eemer inolvement == / — /

—  leaming through yse — sk — TASK g
integration of unit — face vl = J — I
language with own ——=. %8 Vallily — ' = .

= relvancetoon interest — P okol = ———Plojac —

Figure 31: The syllabus unit interface (U]

We have made wide use of models throughout this chapter. At this point it is useful to make a
cautionary distinction between two types of model, since both are used in the materials design

process:
Predictive. This kind of model provides the generative framework within which creativity can

operate. The unit model (Figure 26) is of this kind. It is a model that enables the operator to
select, organize and present data.
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a)

o

DEFINE CRITERIA
On what bases will
you judge materials?
Which criteria will
be more important?

SUBJECTIVE ANALYSIS _
What realisations of OBJECTIVE ANALYSIS
the criteria do you How does the material
want in your course? being evaluated
realise the criteria?
MATCHING
How far does the
material match
your needs?

Figure 26: The'materials evaluation process

Evaluative. This kind of model acts as feedback device to tell you whether you have done what
you intended. The syllabus/unit interface model (Figure 31) is of this kind. Typically it is used as
a checklist. Materials are written with only outline reference to the S/UI. Then when enough
material is available, the S/UI can be used to check coverage and appropriacy.

If the models are used inappropriately, the materials writers will almost certainly be so swamped
with factors to consider that they will probably achieve little of worth.

6. Using The Model: A Case Study

There was a model of learning which has been presented before. In this section, this will show
how to use that kind of model. But here, we found some difficulties, such as:

The text is mostly descriptive so that nothing students can do except reading and writing only.

The text contains specific vocabularies that only can be explained by realia. However it is not
available in the ESP classroom.

Students don’t have general language that is used to connect to the specific vocabularies.

The further need analysis is conducted to fix the difficulties of the model. The results are:

The general technical topic should be explained to students in order to make students become
able to connect to the specific subject.

The assumption of teacher if students know nothing or little about a specific matters, but they
only know some general words about that specific matter.
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Connecting the specific subject to another is useful. Teacher can connect the topic of a specific
subject to another subject that is more general to make it easier to understand and to teach a new
and specific knowledge.

After having the new results, for the revision of need analysis there’re some guidelines to use the
model of learning well. The guidelines are:

Stage 1
Stage 1 is a stage to find the text. Here a good text to be a model is required to be occurred
naturally, suit to the students’ need and interests, ad it generates some exercises and activities.

Stage 2
Stage 2 is a stage to assess the text. The purpose is to assess the potential of the text to be a
classroom activity.

Stage 3
In stage 3 we have to go back to the syllabus and think about the match of the task. Is it a kind of
activity that will useful for the learners?

Stage 4
Decide the language structure, vocabulary, and functions that appropriate to the task and useful
for the learners. Here we identify name of parts, present active, etc.

Stage 5
Think about the exercises to practice the items you have identified. We should consider three
things: transfer activity, reconstruction activity, and write other description.

Stage 6
In this stage, we should go back to the input. If possible, try what we have made to the students
then ask to ourselves, can it be revised?

Stage 7
In this stage, we should go back from stage 1 until 6 with the revision we have. Analyze again
from stage 1. The revision can bring good improvements, such as: having new task, the original
task is useful too, having a number of exercises, having a good realistic setting to practice the
material.

Stage 8
We need to check new material against syllabus and amend accordingly.

Stage 9
Here we try the material in the classroom.

Stage 10
In using the material in the classroom, we can revise it for the further development. There’s no
such thing as a perfect material, a revision is always needed.

Do the quiz.

1. What are materials on ESP?

a. Tools that can be rearranged to suit students need.

b. There's no materials on ESP

c. Pedagogical factors that affect the teaching and learning process

d. The content of a book

2. Which of the following are some considerations to take about material design?
a. Logistical factors, pedagogical factors, human factors.

b. The motivation, logistical factors, human factors.

c. The content, authenticity, motivation, learners needs.

d. The lack of knowledge, pedagogical factors, the content.

3. Why material evaluation is important?

a. To know the different books that exist in a good range of prices.

b. To know the most modern book to use.

c. To know what material are you going to use its advantages and disadvantages.
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d. To classify different textbooks.

4. WHAT ARE MATERIALS?

a. ldeally materials are developed for learning.

b. Anything which can be used to facilitate the learning process

c. A teachers' idea to make their job easier

d. The most important undertakings in applied research.

5. WHAT IS THE IMPORTANCE OF MATERIALS DEVELOPMENT FOR
LANGUAGE LEARNING?

a. Materials doesn't develop your critical thinking skills

b. It helps teachers to make decisions of their activities.

c. Materials development contributes to teacher and students growth
d. Materials development is not totally effective on teachers

Lesson 40. The role of an ESP teacher in a vocational school setting.

Module: English for specific purposes

Topic: The role of an ESP teacher in a vocational school setting.
Time: 80 minutes
Aim: To analyse the role of an ESP teacher in a vocational school setting.

1. Harding, K. (2007) English for Specific Purposes (Resource books for teachers).
Materials: 2. Jordan, R. R. (2005) English for Academic Purposes: A Guide and Resource
Book for Teachers.
3. Dudley-Evans, T. & M-J. St John (1998) Developments in English for Specific
Purposes.Cambridge: Cambridge University Press.
Aids: Charts, laptop with speakers, handouts, white board

Procedure:

Warm up

While activity:

One of the biggest frustrations of teaching English is when your learners don’t do anything
outside of class.

When a learner starts taking lessons, they say the right things and seem motivated. But this initial
enthusiasm usually disappears after a few weeks. | feel that as teachers, part of our job is to
inspire our learners to do more, and to think about how we can help our learners to stay
consistent over the long-term.

This is something that I’ve put a lot of emphasis on over recent years. In fact, | even have a
course for English learners helping them specifically with this. And in this post, | want to share
four ways that will help your learners to consistently do more outside of class.

| believe it all starts with a conversation and a plan.

Set Expectations and Come Up with a Plan | believe one of the biggest reasons why
intermediate speakers don’t become advanced speakers is because they don’t comprehend
exactly what it takes to reach this level. Taking two lessons a week and then doing nothing else
will mean little progress. It takes much more than that to achieve a higher level of English. You
can approach this by doing two thing:

Firstly, ask your learner what level they want to have and when they want to reach
this level. For example, you might have a learner who has a B1 level. And after talking about
their goals, they say that they want to have a C1 level by this time next year. This is definitely
achievable, but they will most likely have to make some changes and do more. Therefore, the
second thing to do is to come up with a daily learning schedule and general plan to ensure they
reach their goal. Additionally, helping your learner get into the habit of using English on a daily
basis will make a big difference. One thing to bear in mind is that you need to make this
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sustainable and fun. If you ask your learner to do too much too soon, they will most likely feel
overwhelmed and lose motivation. They need to get into the habit of learning — and enjoy what
they are doing — to keep this up over the long-term.

Making things relevant to your learner is incredibly important if they are going to do more
outside of class.A small percentage of English learners will keep up with grammar exercises and
course books over the long-term; the majority need to do something that really interests them.
One way to do this is to have your learners send you things that they have enjoyed reading or
watching in English. One of my students was really interested in personal development. He read
a lot of articles in his native language on this topic, so | encouraged him to learn about this in
English instead. We found a bunch of blogs and videos together, and he sent me articles that he
enjoyed on a regular basis. | then created a lesson plan around what he sent, something that after
doing a few times, didn’t take me too long to do. Additionally, | encourage my learners to
subscribe to YouTube channels and blogs that interest them. Getting this regular email with a
link to an article/video in English gives them a reminder to do something in English. And
because this is something that they enjoy, the motivation to read/watch something is stronger.
Set Long-Term Projects instead of Homework
In a nutshell: you let your learner decide on a long-term project and you then collaborate on this
together.
| did this with one of my learners last year; he wrote a book on a topic that he was interested in,
and we used Google Drive so that | could correct his English and give feedback.

Using this approach gives your learner more authority over what they do, and again, because
they decide what it is they want to create (a project, a video, a book, a presentation etc.), and in
the area of their choosing, they are doing something that is relevant to them. And something that
they are excited about doing.
Connect and Communicate with Your Learner
One of the benefits of teaching online is that you can connect with your learners in different
ways; using email, social media, Google Drive, for example.
This means that you can send reminders about your lessons and keep the communication flowing
with your learners outside of class.
You don’t have to spend a lot of time on communicating with your learner. A simple Tweet or
email a couple of times a week will only take you a few minutes. And what this does is shows
your learner that you care and that you are invested in their learning, and it will also send them a
small reminder to do something in English.

If you want to make this more involved, like a daily email or support, then you can make
this an added extra on top of the lessons that you offer.

But I’ve found that the more | communicate with a learner, the more they ultimately end
up doing. And this is especially true with learners who need direction with their learning.
Over to You
Setting expectations, coming up with a plan, doing things that interest your learners,
giving your learner more authority over their learning, and keeping the communication
flowing will help your student do more
Establish that within ESP it is important to distinguish between teaching ‘English for Academic
Purposes’ (EAP), which deals with study-related language requirements and teaching ‘English for
Occupational Purposes’ (EOP), which deals with job-related language requirements. Say that you
would like participants to explore these ESP specific issues in more details. Tell that in the next
activity they will explore the differences of GE course and ESP course’s content and objectives
Activity 1 (handout 1)
Exploring the differences of GE course and ESP course’s content and objectives
Time: 10 min

e Divide participants into groups of 4-5.
e Distribute handout 1 to each group
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e Ask them to decide which of the tasks/objectives given in the table belong to GE and
which to ESP, and write the letters in spaces provided.

Answer Key
Comparison of General and Specific Purposes

General English Purposes a,bcgijmp,qg

Specific English Purposes de fhklnor

e Say that most of those which belong to GE are taught at the academic settings.

e Say that in the PRESETT ESP course teachers should introduce the differences between
GE and ESP, different approaches to them and let their students to experience the procedure
required for the development of an ESP course. They are needs analysis, curriculum design,
materials development, delivery and evaluation.

e Say that the participants will practice some of these procedures/practices.

Activity 3
Time: 40 min
Working with Needs Analysis
e Ask participants the following questions:
0 What are needs?
0 What is Needs Analysis?
0 What is the purpose of needs analysis?

Possible answers:

1. Wants, desires, demands, expectation, motivations, lacks, constraints, and requirements
(Brindley 1984)

2. Procedures for collecting information about learners’ needs.

3. To find out what language skills a learner needs; To help determine if an existing course
adequately addresses the needs of potential students; To determine which students are
most in need of training in particular language skills; To identify a change of direction
that people in a reference group feel is important; To identify a gap between what
students are able to do and what they need to be able to do; To collect information about
a particular problem learners are experiencing

e Ask participants in their small groups to think about a target group of ESP learners (IT
specialists/ nurses etc.) and write 1 or 2 objectives that this target group might have.

¢ Invite volunteers to share their findings.

e Distribute two samples of needs analysis (Handout 2 A, B): a) students in an EAP
context, and b) workers in an EOP context; and tasks to discuss (Handout 3).

e Ask them to look at the questions from the samples related to both TSA (target situation
analysis) and PSA (present situation analysis) issues and choose one of the questionnaires
relevant for your proposed ESP course.

e Ask participants to adapt it for their target learners.

e Ask groups to share their examples. Discuss the differences between the needs of one
ESP group from another one.

Summary:
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Say that conducting Needs Analysis plays a great role in designing an ESP course, setting clear
objectives, selecting appropriate topics and materials.

Activity 4
Time: 20 min
e Introduce the PRESETT ESP course syllabus and assessment specifications to the
participants.
e Ask the following questions:
How long does this course last?
What are the objectives of the course?
What topics are covered in this course?
How are the students assessed?

Summarise

The PRESETT ESP course teachers should introduce the differences between GE and
ESP, different approaches to them and let their students to experience the procedure required for
the development of an ESP course. They are needs analysis, curriculum design, materials
development, delivery and evaluation.
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2. Mustagqil ta’lim mashgulotlari

Mustaqil ish mavzulari fan o*gituvchisi va talabalar tomonidan ishlab chigiladi. Mavzular

talabani mustaqgil bilim olishga ongli ravishda yo‘naltirishi lozim. Kafedra mutaxassislari
tomonidan har bir mavzu bo‘yicha talabaning mustaqgil o‘gib o‘rganishiga doir vazifa va
topshiriglar ishlab chigiladi va ularni bajarish uchun aniq ko‘rsatmalarmisollar yordamida
beriladi. Tilni o‘rganish jarayonida talaba interfaol usullar vositasida mustaqil ta’lim olishga
rag*batlantiriladi va mustaqil fikrlash talab qgilinadi.

Talabalar mustaqil ta’limining mazmuni va hajmi

- . Hajmi
No Mustaqil ta’lim mavzulari (soatda)
1 | Issues in each of the teaching approaches 6
2 | View of language and culture 6
3 | Approaches, methods, and problems related to teaching language learners 5
across different age groups
4 | Planning for Different Age Groups 6
5 | Differences and similarities between learning L1 and L2 6
6 | Criterion referencing; norm referencing; Specification 6
7 | Basics of test design 4
8 | Alternative ways of assessment 6
Jami: 46
1 | The importance of classroom investigation 6
2 | Designing data-collecting tools. 8
3 | Observation. Peer observation 8
4 | Evidence of student performance 8
5 | Types of English for Specific purposes 8
6 | English for Academic Purposes 8
7 | Materials evaluation. 8
8 | The role of an ESP teacher in a vocational school setting 8
Jami: 62
Umumiy jami: 108

Mustaqgil ish mavzulari fan o‘gituvchisi va talabalar tomonidan ishlab chigiladi. Mavzular

talabani mustaqgil bilim olishga ongli ravishda yo‘naltirishi lozim. Kafedra mutaxassislari
tomonidan har bir mavzu bo‘yicha talabaning mustaqgil o‘gib o‘rganishiga doir vazifa va
topshiriglar ishlab chigiladi va ularni bajarish uchun aniq ko‘rsatmalar misollar yordamida
beriladi. Tilni o‘rganish jarayonida talaba interfaol usullar vositasida mustaqil ta’lim olishga
rag*batlantiriladi va mustaqil fikrlash talab qgilinadi.

~NOoO ok owN -

Mustagqil ish uchun quyidagi topshiriglar bajariladi:

. Darsni tadqiq etish asosida xulosa yozish.

. Tayyor materiallarni o’rganish va uni maxsus yo’naltirilgan kurslarga moslash.
. ESP uchun materiallar yaratish.

. Tayyor testlarni o’rganib ular asosida xulosa yozish.

. Baholash mezonini ishlab chigish.

. Til 0’rganishning to’rt ko’nikmasiga asoslangan testlar yaratish.

. Testlarni abrobatsiyadan o’tkazish.
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GLOSSARY / TJIOCCAPHUH / GLOSSARIY

English

Pycckuii

Vi6ek

An activity book or workbook has extra
practice and is often used for homework. It
usually accompanies a coursebook.

CO0opHUK ynpaKHEHUH

Mashglar kitobi
(to’plami)

Activity-based learning - A way of learning
by doing activities. The rules of language used
in the activity are looked at either after the
activity or not at all.

OOydyeHne Ha OCHOBE

ACATCIBbHOCTH

Mashqgalar
asosida o'rganish

Adapt (material) - To change a text or other
material, so that it is suitable to use with a
particular class.

AnantupoBathb
(MaTepuain)

Moslash
(materialni)

Aids - Aids are the things that a teacher uses in
a class, e.g. handouts, pictures, flashcards.
When teachers plan lessons they think about
what aids they will need.

BcnomorarensHbie
mocooust

Yordamchi
vositalar

Assessment noun, assess verb - To discover,
judge or form an opinion on or test learners’
ability, proficiency or progress either formally
or informally.

OrueHka

Baholash

Authentic material - Written or spoken texts
which a first language speaker might read or
listen to. They may be taken from newspapers,
radio etc. The language in the texts is not
adapted or made easier for learners or the
language learning process.

AyTEHTHUHBIN MaTepua

Asl material

Brainstorming- (in language teaching) a group
activity in which learners have a free and
relatively unstructured discussion on an
assigned topic as a way of generating ideas.
Brainstorming often serves as preparation for
another activity.

(in teaching writing) a form of prewriting in
which a student or group of students write
down as many thoughts as possible on a topic
without paying  attention to organization,
sentence structure or spelling. Brainstorming
serves to gather ideas, viewpoints, or ideas
related to a writing topic and is said to help the
writer produce ideas.

Mo3srosoi mwrypm

Agliy xujum

Cloze test - A task-type in which learners read
a text with missing words and try to work out
what the missing words are. The missing words
are removed regularly from the text, e.g. every
seventh word. A cloze test is used for testing
reading ability or general language use. It is
different from a gap-fill activity, which can
focus on practising or testing a specific
language point.

OO0yyarormumii
KOTOPOM
CclIoBa
npobenamu

T€CT, B
HEKOTOPbIE
3aMEHEHBI

Nugtalar o’rnini
to’ldirish mashqi

Competence — noun. The ability to do

yMEHHeE, CIOCOOHOCTh

Qobiliyat,
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something well

layoqat, vakolat

Communicative activity - A classroom | KomMmyHuKaTHBHAS Kommunikativ
activity in which learners need to talk or write | nestenbHOCTD faoliyat

to one another to complete the activity.

Communicative approaches - A way of | KommyHukaTHBHBIE Kommunikativ
teaching and practising language which is | moaxomsr yondashuvlar

based on the principle that learning a language
successfully involves communication rather
than just memorising a series of rules. Teachers
try to focus on meaningful communication,
rather than focusing on accuracy and correcting
mistakes.

Content-based learning - An approach to
teaching that focuses on teaching content, e.g. a
school subject in the second language. It aims
to develop learners’ ability in both the content
subject and the language.

KonTentHoe oOydenue

Kontentga
asoslangan ta'lim

Continuous assessment - A type of testing
which is different from a final examination.
Some or all of the work that learners do during
a course is considered by the teacher on a
regular basis and contributes to the final grade
given to learners. May also include regular
monitoring of classroom performance and
contribution.

Tekymias oneHka

Joriy nazorat

A coursebook or textbook is used regularly by
learners in the class. It generally contains
grammar, vocabulary and skills work and
follows a syllabus. A coursebook unit is a
chapter of a coursebook.

YyeOHuk

Darslik

A diagnostic test is used to identify problems
that learners have with language or skills. The
teacher diagnoses the language problems
learners have. It can also be used to diagnose
learner strengths. It helps the teacher to plan
what to teach, or what not to teach, in future.

JlnarnoctTudeckuit TeCT

Diagnostik test

Drill - a technique teachers use for encouraging
learners to practise language. It involves guided
repetition or practice.

YcTHas ynpakHeHUs

Og’zaki mashq

Emphasize- v. match or show something | npunaBath ocoboe | E’tirof etmoq,

clearly 3Ha4YeHHUE; MOAYEPKUBaTh, | Urg’u bermoq
AKICHTHPOBATH

Explication — a complete and detailed analysis | mosicienue, pasbsicuenue | Tushintirish,

of a work of literature, often word-by-word and aniglash

line-by-line.

Evaluation noun, evaluate verb - To assess or | Ouenka Baholash

judge the quality, importance or effectiveness
of something. Teachers may evaluate learners’
progress or strengths and weaknesses.

Facilitator - Developing learner autonomy.
Enabling learners to fulfil their potential.

dacunuraTop, NOCPEIHUK
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Helping learners to access resources.

Providing  opportunities  for  individual

learning.

Feedback noun + wverb, conduct, give| OtBerHas peakuus Munosabat
feedback. bildirish

1.To tell learners how well they are doing. This
could be at a certain point in the course, or after
an exercise that learners have just completed.
2. To communicate to a speaker that you
understand (or not) what they are saying.

Flashcard - a card with words, sentences or

Kaprouka ¢ TekcToM u

Matn va suratli

pictures on it. A teacher can use these to| xkapTuHKOU kartochka
explain a situation, tell a story, teach

vocabulary etc.

Formative assessment - When a teacher uses | ®opmupyromast oneHka Formativ
information on learners’ progress during a baholash

course to adapt their teaching or to give
learners feedback on their learning.

Graded reader - a book which has language
that has been made easier for learners.

Kuunra «J1erkoro 4reHus»

Osonlashtirilgan
kitob

Grammar-Translation method - a way of
teaching in which learners study grammar and
translate words and texts into their own
language or the target language. They do not
practise communication and there is little focus
on speaking. A teacher presents a grammar rule
and vocabulary lists and then learners translate
a written text from their own language into the
second language or vice versa.

Mertoauka
nepesoaa

rpaMMaTHKa-

Grammatika-
tarjima usuli

Handout, worksheet - A piece of paper with
exercises, activities or tasks on it that a teacher
gives to learners for a range of reasons during a
class or for reference or homework.

Pazgarounsiilt maTepuai

Targatma material

Interaction patterns - The ways in which
learners work together in class, such as open
class, pairwork, group work and individual
work.

Crroco0bl
B3aUMOJEHCTBUA

O'zaro ta'sir

usullari

Lead-in noun, lead in verb - The activity or
activities used to prepare learners to work on a
text, topic or main task. A lead-in often
includes an introduction to the topic of the text
or main task and possibly study of some new
key language required for the text or main task.

Bsenenune

Kirish

Leaflet, brochure - A piece of printed paper
that gives information or advertises something,
e.g. a leaflet with information about local
places of interest. This is one example of realia.

bponrropa

Broshyura

Lexical Approach - A way of teaching
language that focuses on lexical items or
chunks such as words, multi-word units,
collocations and fixed expressions rather than

JlexcuyecKku NOAX00

Leksik yondashuv
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grammatical structures

Matching task - A task-type in which learners
are asked to pair related things together, e.g.
match two halves of a sentence, or a word with
a picture.

YnpaxxHeHue Ha
CpaBHEHUE

Qiyoslash mashqi

Methodology - Methods or procedures used in
a particular activity, e.g. teaching.

Mertononorusa

Mertononorusa

Mingle noun + verb - A mingle is an activity
which involves learners having to walk round
the classroom talking to other learners to
complete a task.

CMerranubii
NIEATEIBHOCTD

Aralash
mashqi

faoliyat

Multiple-choice questions - A task-type in
which learners are given a question and three or
four possible answers or options. They choose
the correct answer from the options they are
given.

Bormpocsl ¢
MHOXKCCTBCHHBIM
BbIOOpOM

Ko'p tanlovli

savollar

Observed lesson - A lesson that is watched by
a teacher trainer or a colleague.

HabGnronaemsiit ypok

Kuzatil(adi)gan
dars

An objective test is marked without using the
examiner’s opinion, e.g. true/false questions,
multiple-choice questions. There is a clear right
answer.

OOBEKTUBHBIN TECT

Magsadli test

Overhead projector (OHP) - A piece of
equipment that makes images appear on a wall
or screen. It can be used in a classroom instead
of a whiteboard or blackboard.

IIpoexrop

Proyektor

Peer assessment - When learners give
feedback on each other’s language, work,
learning strategies, performance.

BzanMuag onenka

O'zaro baholash

A placement test is often used at the beginning
of a course in a language school in order to
identify a learner’s level of language and find
the best class for them.

OLIEHOYHBII TECT

Darajalash testi

Portfolio - A collection of work that a learner
uses to show what he/she has done during a
particular course. A purposeful document,
regularly added to that may be part of
continuous assessment.

[TopTdonmo

Portfolio

Presentation noun, present verb

1.When the teacher introduces new language
usually by focusing on it formally, often by
using the board and speaking to the whole
class.

2.When a learner or learners gives a talk to
their class or group.

IIpesenranus

Tagdimot

Presentation, Practice and Production (PPP)
- A way of teaching new language in which the
teacher presents the language, gets learners to
practise it in exercises or other controlled
practice activities and then asks learners to use
or produce the same language in a

IIpe3enTanus, NpakTUKa U
IIPOU3BOJICTBO

Tagdimot,
amaliyot va ishlab
chiqarish
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communicative and less controlled way.

Procedure - The details of exactly what is| Meroauka npoBenenus | Jarayon

going to happen in each stage of a lesson, e.g.

learners practise the language of complaints in

a role-play in pairs.

Project work - An activity which focuses on | IIpoextHas paboTa Loyiha ishi

completing an extended task or tasks on a

specific topic. Learners may work in groups to

create something such as a class magazine.

Learners sometimes do some work by

themselves, sometimes outside the classroom.

Realia - Real objects such as clothes, menus, | PeanbHsiii Mmatepuai, O'qgitishda

timetables and leaflets that can be brought into | ucnons3yemslii B ishlatiladigan real

the classroom for a range of purposes. 00y4YeHUHU hayotiy
materiallar

Reference materials, resources - The | CnpaBounbie Matepuaisl, | Ma'lumotnomalar,

materials which teachers and learners can use | pecypcbl manbalar

to find or check information, e.g. grammar

books, dictionaries or CD-ROMS.

Role-play - A classroom activity in which | Ponesas urpa Rolli 0’yin

learners are given roles to act out in a given

situation, e.g. a job interview role-play where

one learner would be the interviewer and the

other learner would be the interviewee. Role-

plays are usually done in pairs or groups.

Self-assessment - When learners decide for | Camoorierka O’z-0’zini

themselves how good they think their progress baholash

or language use is.

Sentence completion - A task-type in which
learners are given parts of a sentence, e.g. the
beginning or the end, and are asked to complete
the sentence, using specific target language,

3aBepIINTh NPEUI0KEHHUE

Gapni tugallash

e.g. At the weekend, I love ... ; In the evenings,

| enjoy ....

Structural Approach - A way of teaching | CTpyKkTypHBIH TOAXOA Strukturaviy
which uses a syllabus based on grammatical yondashuv
structures. The order in which the language is

presented is usually based on how difficult it is

thought to be.

Supplementary material noun, supplement | JlomonHATEIbHBII Qo'shimcha
verb - The books and other materials which | matepuan material

teachers can use in addition to a coursebook,
e.g. pronunciation practice materials.

Syllabus - This describes the language and
skills to be covered on a course, and the order
in which they will be taught.

[Tporpamma oOyueHust

O’quv dasturi

Tapescript, audio script, transcript - The
written version of the words learners hear when
doing a listening activity. These can often be
found in a teacher’s book or at the back of the
learner’s book.

3anuch Ha IUIEHKY,
ayJIMo3anuch

Audioyozuv
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Target language — 1. The language which is
the focus of the lesson or a part of the lesson. It
could be grammar, lexis, functions or
pronunciation. 2.The language being studied,
L2.

OOy4aeMblIit S3bIK

O’rganilayotgan
(ikkinchi) til

Task - An activity that learners complete. For
example,  problem-solving  activities  or
information-gap activities are tasks. A task
usually focuses on communication. See Task-
based learning. Task may also be used as
another word for activity.

3amaya

Topshiriq

Task-based Learning (TBL) - A way of
teaching in which the teacher gives learners
meaningful tasks to do. After this the teacher
may ask learners to think about the language
they used while doing the tasks, but the main
focus for learners is on the task itself. Project
work is often task-based.

OOyuenue
3a1au

Ha OCHOBC

Vazifalarga
asoslangan ta'lim

Teacher-centred - When the teacher is at the
centre of most stages of the lesson, controlling
the lesson often from the front of the
classroom.

OpueHTHpOBaHHbIN Ha
yUuTeINs

O'qgituvchi
markazida

Teaching aids - Any materials or resources a
teacher uses in the classroom, e.g. OHP, charts.

YyebOHble 110coous

O'qitish vositalari

Teaching strategy - A procedure or technique
used by a teacher in the classroom to encourage
learning, e.g. a teacher may choose to give
thinking time to learners before they speak.

Crparerust o0yueHHs

Ta’lim
strategiyasi

Technique - A way of achieving a purpose,
e.g. drilling is an example of a teaching
technique, which is used to help learners to
pronounce particular language.

Texuuka o0yueHus

O’qitish texnikasi

Total Physical Response (TPR) -A way of
teaching in which the teacher presents language
items in instructions and the learners have to do
exactly what the teacher tells them, e.g. Open
the window! Stand up! This method can be
good for beginners when they start to learn a
new language, as it allows them to have a silent
period and can make fast progress.

Oomas ¢busnveckas

peakuus

Harakatli
metodi

javob

True/false questions - A task-type in which
learners read or listen to a text and decide
whether statements are correct (true) or not
correct (false).

Bepubie/HeBepHbIE
BOTIPOCHI

To’g’ri /noto’g’ri
savollar

Visual (aid) - A picture, a diagram or anything
else the learners can look at which can help
teachers illustrate form or meaning.

Harnsagnoe mocodue

Ko’rgazmali
qurol
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4. llovalar
4.1.  Namunaviy fan dasturi

YIBEKHCTOH PECTIVEIHEACH
OAHA BA FPTA MAXCYC TABAHM BATHFARTH

YET TH/LTAPHH ¥YEHTHIIHAHT

HHTEITAILTALITNAH K¥YICH
PAH JACTYPH

Baanm coxmens D000~ Dymaiemap
Tarsmw comacn: | 100K ~ TNesgicemn

N - Dywanmrep
Tatsiume Siled - Xeopwamil Ty s aaainkrn
i namEa g {rnmieg Ok}

J120100 - hnscanre ne TRANAPHNE Fiierem

{POMEH-TENEH dennoneacK

Tooneent - 2008
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VY36ekucton PecnyOnukacu Onuii Ba ypTa Maxcyc TabIuM Ba3UPIUTUHUHT
2018 imn “25” apryctmaru 744-connm OyWpyFHMHHMHT 6-uijoBacu Owinan Qad
JNacTypy pyHUXaTu TaCAUKJIAHTaH.

®an pactypu Onmii Ba ypTa Maxcyc, KacO-XyHap TabIUMHU WYHaIUILIApU
6yiimua VKyB-ycny6uii  Oupnammanap (GaonuATHHE  MyBOQHKIAINTHPYBYH
Kenramuuar 2018 imn  “18” aBryctmarm  4-comnm  OGaéHHOMacu OwiaH
MabKyJIJIAaHTaH.

®aH gactypu Y30EKHCTOH JIaBJIaT >KaXOH THJUIApU YHUBEPCUTETHAA UIILIA0
YUKUAIIIN.

Tyzysuunap:

S.AGnypanmoBa - V3IUKTY, “VHram3 TWIM HHTErpaUIalliraH
Kypen”
Kadeapacu MyIupHu.

K.AnumoBa - V3/UKTY, “VHram3 TWIM HHTErpaUlalliraH
Kypen”
kadeapacu KaTTa YKUTYBUUCH.

Takpuzuunap:

N.Cupaukoa - V3MYV, “Kuécuit TUIIIYHOCTUK Kadenpacu
MYIUpH,
d.¢.x.. mpodeccop ([ [T™) e®c).

V.A3u30B - V3JDKTY kommmary PUAUM nupextopu

®an pactypu Y30€KHUCTOH JlaBjiaT »KaxOH TWIUJIApU YHUBEPCUTETH
Kenrammaa kypub unkuiarad Ba taBcust KuwiuHrad (2018 vun “27” uronaaru “6” -
COHJIM OaéHHOMA).
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I. VKyB panuHMHT 1013ap6IUru Ba o/Mii KacOUil TAbAMMAATH YPHH

Yer TUNIAPHU YKUTUINHUHT MHTETpaUlaliraH Kypcu ¢anu amanuii ¢an 0ynub, yHUHT
acocHil  Makcagu TWJI KYHMKMAaJapuHU HHTETpalalliraH XojJa YKUTHII YCITyOJapUHUHT
a3TMKIapU XaKuJa MabIyMoT Oepuil, TanabajgapHU Kenrycu kKacOouil Qaonustiapuia 4er
TWIN JAPCIapHHHU 1Ty yCyJiJa TAlIKKJI ATULIrA HYHAITUPHUILI, ayAUTOPHsIA YT THIUAAH aCOCUI
alloka BocuTacu cudaruga caMapaid  (QOoHAANAaHWIN  YCYJUIADUHU  Ypratumi, KacOuit
MXTUCOCTAIIYBUHU PHUBOXJIAHTUPUIIINP. YOy ¢aH YKyB peXaHUHT yMyMKacOuii ¢aniap
Onokura KupuTuirad 6ynuo, 3-8 cemectpiap JaBOMUAA YKUTHIMIIA MaKcaara MyBopuk. Yoy
¢an Oup-Oupura y3Buii 60rnuK 6ynran 12 Ta Moxynian ubopart.

Il. YKyB (paHMHHHT MaKcaau Ba Basudacu

daHHN YKUTHIIAAH MakKcajJ TalabalapHUHT XOPWXKUHN TN Oyiinuya srajuiaraH OWINM,
KYHUKMa, MaJlakalapuHu KacOuid Ba wWiIMUN (aoiusaTAa DSpKUH KYJUIail ONUIIIapuHU
TabMMHJIAII, yJIApPHU YeT TWIM Oyindya OuimumiapHu Oaxoyiall Ha3apuscHd Ba aMaluéry,
MakcaJ Ba Basudanapu OWJIaH TAaHUIITHPHUII Xamzaa O6axoiaml ME30HJIAPHHH WILIA0 YHKUII
Ba AHUKJIAIl KYHUKMajgapuHu makmaHTupuiaup. llyHuHrnexk, d4er TWIMHEM Typiau €
rypyxJjapyuja YKUTHUII yCyJUIapM Ba METOUIAPMHM XaMJa YKUTUIN JKapa€HHUIA o3ara
KeIUIIM MYMKHUH Oynran €m OuiaH OOFJIMK MyaMMoJiapHM Oaprapad STHIIHH YpraTuilgaH
uoopar. llly Owman Oup Karopaa TabAMM HMYHAIMIIM Ba KacOMM HMXTHCOCIAIIYB
XyCYCUSITIIApUHM 3BTHOOpra oOiraH XojAa Xap XWJ TypyxjapjJa 4YeT THIM caMapaiu
VKUTWIAIIAHA TAIKHWJI STUILTA YpraTuul.

@®aHHUHT acocuil Basudacu TanmabanapHU YeT THIM YPraHuIl Ba YKUTHUII METOIJIapu
OuyaH TaHWINTHPUIN XaMmJa yiapaaH aMainna ¢oiganaHa OJIMII, TpaMMaTuKa, (OHETHKa Ba
JICKCMKaHU KOMMYHUKAaTUB EHJAIIYB aCOCHAA YKUTHINTAa YpraTuil XamJa TUJIHA YKUATHILIA
KOHTEKCTra MYBO(HK paBuIIAa TanmabalapHUHT Typiau EHIAIIyBIapJaH MOCHHH TaHjao,
TaTOMK 9Ta ONUIUIAPUHU TABMUHJIAII, YT THJUIAPHU YKUTHUII YCYJ Ba METOTAPUHHUHT TAPUXUI
OocKUWwIapy OWJaH TAaHUINTUPHUII OWaH Oupra 4YeT TUIMHHM YKUTHILJArd Typiad ycyl Ba
METOIapJaH Ky3JIaHTaH MakKcajajiap, yJIapHUHT M)KOOWH Ba canOuil TOMOHJIapHHHU (apKiall
Ba amajja ynapjaaH ypuHiu ¢oiganana onumgan noopat. LlyHuHraek, YKyB MaTepuajiapuHu
TaHKUJIUN TaxXJWI KWIHII Ba yJIapHU Oaxolaiira xamaa XOPHKHUI VKyB MarepHaJUIapuHU
MaxaJUIMi IIapoUT Ba MUJUIMM TH3UMIa MOCHAIUTUPHILI XaMmJa SHIWIAPUHU sgpaTa OJIMII, YeT
TWIM  JapciapuHu  TYFpU  peXaJalITHPHUII Ba Japc peXalapuHu Oaxouaiml, KacOuii
XaMJaWwiIMHUIl ~ MaJlakaJJapuHU IIAK/UIAHTUPUII MaKCaauJa ayJIuTOPUSHU YpraHull (TaakKuk
9THIL), MyaMMOJIapHM AHUKJIAIl Ba YHIa €4uM TOIa OJMILI, Xap XWI rypyxjiapia 4eT THIU
camMapany  YKUTWIMIIMHU TalIKWI STHINTa ypraTum ymoy (QaHHUHT acocuil Basudanapu
XHUCOOIaHaIH.

®an Oyitnua TanabanapHUHT OMIIMM, KYHHKMa Ba Majlakajapura Kyiunaruranadnap
kyhunanu. Tanaba:

YeT THIIMHY YPra"Huil kapa¢Haapu MOAyJM Oyiiuya:
- 4eT TWJIMHH YpraHuil Oopacujard HazapHsUIapUHU aMmaiia KyJulail OJMIIY;
- THJI YpraHuil Ba YKUTHUII METOJUIapH, EHIAIIYBIAp Ba YCyJUIap XaKuaa 3apypuil OMIMMIIapHu
Y3l TUPULLIY;
- 4eT TWIM YPraHyBUMCH KYHJAJIUTMHU IOPUTHUIL OPKAJIM TWJI YpraHUII jKapaéHIapyu TYFpUCHIA
KaTop XucoOoTiIap Taiépiamy;
-4eT TWIMHHM YpraHulll XaKuJaru TyLIyH4Yajgap, METOAJIap Ba MOJCIUIAPHU Y3 aMallui
Taxpubanapuaa, s’bHU MyXOKama, TOIIIHPHK Ba MyaMMOJIU Ba3usATiIapaa KyJUIallHu;

Tun carx (spyc)ilapuHM YKUTHIITAa KOMMYHHKATHB €HAALIYB MOAYJIM Oyiiuya:
- rpaMMaTHka, (pOHETHKa Ba JIEKCHKaHM KOMMYHHKATHUB EHJAIIYB acoCHa YKUTHUIIHUHT
ad3aITMKIapy XaKuaa 6aTacuia MabIyMoTra 3ra OyInIm;
- TpamMMaTtuKa, (poHETHKa Ba JIEKCMKaHM caMapajid YKUTHUII Ba YpraHullra MyJDKaJUIaHTaH
MaTepUAJUIAPHU TaXJIWJI KUJla OJIMILN;
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- TUJ TU3UMJIAPUHU KOMMYHUKAaTUB €HJAALIYB acOCHJAa YKUTHILI Ba YpraHUINra MyJDKajUIaHTaH
MaTepUaUIapHU TYIUIAN OJIUILIY;

- KOPIIyC TaxJIWIM JacTypiapH acocuia JIEKCHMK Ba TPaMMATHK OMPIIMKIApPHUHT MabHOCH,
UILIATUIIUIIY Ba yCIyOuil OYEKIOpIuru MacajallapuHi WIMHI HyKTaW Ha3zapJaH TaxXJIHi 3THO,
MeAaroruk aManuéTaa yaaad Goiianana oJuIIg;

- TUJ TU3UMUHHM YKUTHIIIA KOMMYHMKAaTUB EHAAUIyBIaH (oiinamanran Xonjga XaToyapcus,
M34MJI Ba PABOH JApC YTUII KyHUKMaJIapHU drajulaliu;

- TWJI ypraHa€rrad YKyBUM Ba TajabaJapHUHT XaTOJApUHU Ty3aTa OJIMILN;

- TpamMmaruka, (OHETHKa Ba JEKCUKAaHU VKUTHINrAa MYJDKAJUIAHTaH KOMMYHHKAaTHUB
YKyBMaTEpHUAIIMHHU sIpaTa OJIUIIN;

“Tua KYHUKMAJIApMHHM MHTerpa/ulallilaH XoJiia YKUTHII® MOAYJIH Oyiin4a:
- MHTErpaulaliraH TUJ KYHMKMaJapuHU aMaija KyJulam (MabHO-Ma3MyH acOCHJa YpraHulll,
TOMIIUPUKIIAP acOCHIAa YpraHull, Jioluxanap OwiaH WIUIAm);
- MYJOKOTra HYHalTUpWiaraH yciny0 OpKamu  VKWII, THHCJam, ¢E3UI Ba TalUpHII
KYHUKMaJIJapUHU PUBOKIAHTUPHUILL,
- VKuII, TUHTJAI, €301 Ba FAlMPHUII KYHUKMAIApUHUA MHTErpaJljlalliral Tap3/a YKUTHIL yCIryO
Ba NpeAMeTIapu OyiiMua KYHUKMa Ba Majlakajapra sra OyIuiu;

“AyauTopHsaIa YKUTYBYM HYTKH” MOAYJIH Oyin4a:
- 4eT TUIM YKUTYBYMCHIa XOC TUJI KYHUKMAJIAPUHU aMajIui Tap3aa KyJlIanl,
- YeT THIMAa KypcarManap OepuIl, MabIyMOT OJIMII Ba JAPCHU OOIIKAPHIIL
- Japc kapaéHuzia oHa TWIMIaH (oiinananum YpuHIapu;
- YeT THJIUAA Aapc onO OOPUIITHUHT 3apyp MKTUMOUH, IaXCUH Ba TAIIKUIMNA Macajanapu;
- ayQUTOpHUAa XapaKaTJIAHWIL, MOC OBO3 Ba OXAHI/IA IalljIalllxIII;

“/lapcHH peKaJAIITHPHUII” MOLY/IH OyHn4a:
- YKyB JacTypuHH YpranuO, Tax Uil KWIKII Ba JAPCHU PEXATAIITUPHUIIIA YHTA TasTHULIN;
- JapCHU pPEeXaJAIITUPHUIIra TabCUp KypcaTyBud oMuiuiap (YKyBUMIap OMIMM Japakacu Ba
ému, 9XTUEKIIApU, BaKT, YKYBUMIIAp COHM Ba X.K.) HU 0axoJail OJIHIIN;
- Japciap KeTMa-KeTJIMTH, Makcal, Basudanapu Ba KyTHWJIAETTaH HaTHKaJapHHU TYFPH
Oenruanm;
- TabJIUM MaKCaJjapura OMHOaH JApCHUHT TETHIIUIA TY3WJIMACUHU TaHJIal OJIHILY;
- JApPCHUHT Typiau Oockuwiapu (Aapc OONUIaHUIIM, aCOCHUM Ba SKYHHH KUCMH) YYYyH
TerMuumM BasudamapHu TaHJIall OJMIIM Ba YyJIapHU Oup-Oupura OOFnall, M3YMILTUKHU
TabMUHJIAIIN;
- Typau €pAaMud YKyB MaTepuaslapy Ba pecypciapHu  (MacajlaH, TEXHUK BOCHTajap,
Kypramaiau KypoJuiap) TaHJalllH;
- MHTEpPHETIaru Tau€p Japc peKaJlapuHU TAHKUIAUN TaxJIuil KAWL,
- Japc pexacuJaH 4YeTra 4YUKUII €KUM YMKMAaclWK KapopuHU KaOyd Kuja ONUIIM Ba
yJIapHUHT cababuHu acocnad OepHil MajakaJapuHU 3rajUlalliy;

“YKyB MaTepHALIADMHH TAHJIAII BAa SIHTUJIAPMHHM SIPATHII” MOXYJH 6yiinmua:
- VYKyB anaOMETnapHU TaHKUAWA TaxJIWJI KWIMII Ba YJIapHA THJ YpraHa€rraniap
HXTUEKUTA Kypa (OminM mapaxkacu Ba €IIM Ba XO0Ka30) TaHJIAIIN;
- VKyB MaTepHaJUlapUHU SpaTUIIl y4YyH Makcaja, Basuda Ba KyTWIa€TraH HaTHKaJTapHUHU
TYFpu Oenrusaii oNuIu;
- TabJMM MakKcaJUylapura Kypa HMHTEPHET TabJIUM CalTIapuIaH yHyMIIU GoifanaHa OMITUILNU;
- Typad AayTEeHTHK MarepuajUlapHu (raszera, OKypHajuiap, TEJIEBHJEHUE Ba paauo
MaTepuajUIapuaH Ba X.K.) TaHJIAIl Ba ylap acocuja TEruiuiM Basudanap umiald dyuka
OJIMIIIN;
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- VYKyB amaOHETiapu >KyMilaZiaH, AapcivKiIapra 5XTHEX Ce3WIraH BakTAa Typiau Epramuu
VKyB MaTepuajUlapy Ba pecypciaplaH YHyMIH (oiinanana Ouiuiy;

- épmamMuM MaTepuauiap KyMmJaJaH, KyprasMaid, TapkaTMa MaTepuaiiap, ayiuo Ba BUICO
MaTepHaIap sipaTa OJIMII MaJlakajiapura sra OYIuim;

“Tua Oyiinya OuIMMIApPHU 0axoJaml TypJapHu Ba Me30HJIapu” MOy 4 Oyiinya:
- OMJIMM Ba KYHUKMaJIapHU OaxXOJIalTHUHT aCOCUN TaMOMMILIApH;
- TeCT TypJiapH (AMAarHOCTUK, PUBOXKJIAHTUPYBYH, HA30paT TECTIapH);
- TypAH TabJIUM HYHAIUIUIAPU XYCYCHSTJIApUIa MOC MYKOOWI OaxoJsaml TypiIapHuHH TaXJIHII
KWJIATIIN;
- Ha3opaT TypJiapu Ba MIAKUIAPMHMHT MWUIMH Ba XalKapo THU3UMJIAPUHU OWIIMIIH;
- OwimMHH Oaxomam y4yH MeE30H Oenruiail onuimM Ba Oaxoman jkapaCHUHU TYFpU
peXanamTHpHUII OYitnua OMIMMIapHH Y3IalITUPHILY;
- Oaxosaml ME30HJIADMHM TAHKUAWN TaxJ Wi KWIMIIM Ba OaxoJall ME3OHJIAPUHU SPATHII
MaJlakaJapuHH drajulalliy;

“Typan émparnjapra 4eT THJINHU YKATHII MOAYJIH Oyiiu4a:
- Typiau €1 TYPyXJIAPUHUHT Y3Ura XOC XyCyCHUATIApUHU aHUKJIAILIN;
- Typnu €l TrypyxJapuja KyJUIAaHWIAQUraH YKUTUII METOMJIAapH, YKyB MaTepHUalIapH,
aapcHu onu6d Oopuin Ba Oaxojamigard YXIIANUIMK Ba Ta(oBYTIapHU TAXJIWI KAIHIIM,
- &I rypyXura MoC paBHIIA JapClapHU PeXaalliTUPUIIN Ba OO OOpHUIIIH;
- YKyB MarepuaymapuHu €m  TadoByTIapUHM 3BTHOOpPra ONraH XoJiga Y3rapTUpPHUIIH,
MOCJIALITUPUIIIN Ba SIHTUJIAPUHU SIPATHUILIH;

“Maxcyc HyHaJu (coxa)japaa 4yeT TWIMHHA YKUTHII MOIY/IH OyiHnya:
- TUA YypraHa¢TraHimap KacOMid HYHanMIIM Ba OSXTHENKIapUra Kapad dYeT TWIMHHU YKUTHII
MeTO/iIapy Ba EHJAIYBIIAPHU TaHJIAIIH;
- HYHanum XycycusTiaapuaaH Kenub YuKuO YeT THITU NaCTypiapuHU TY3HUILH;
- YKyB MaTepHAIUUIAPUHU COXA EKM MYHAIUII XyCYyCUATUTA KYpa TaHJIAIlW Ba MOCIAIITUPHUILIH;
- TypiIM COXa BaKWUIapura 4YeT TWIMHU YKUTHII Majlaka Ba KYHMKMaJIapUHM Srajulallin
JIO3UM.

I11. Acocmii Kucm (amajimii MaLIFyJioTJap)
1 - Moayab. YUer THIIMHY YpraHuil ;kapaéHaapu MoayJ (2 Kypc)
Kupum
- 4eT TUJIH, YHU YpraHUIl Ba YKUTUILI,
- TWJ YpraHyBUMHUHI XyCYyCUATIapU
Tun yprauvmgaru KOrtHUTUB OMUJLIIAP
- TpaHcdep, HHTepPepeHIINs Ba yMYMIIAIITHPHUII XOAUCAIAPH;
- MHJYKTHB Ba JE€AYKTHUB THUJ YpraHul;
- KOOMJIHSAT Ba HHTEILICKT;
- TU3UMJIM €1J1aH YUKAPUII XOUCACH.
Yer THIMHM YpraHul yciyOnapy Ba CTpaTerusiuiapu
- 4eT TWJIMHH YpraHui yciuyOnapu;
- YeT TUJIMHM YPraHulll CTPaTerusuiapu;
- MYJIOKOT CTpaTerusjaapu.
Tun ypranuiga nCUXoJI0TUK OMUILIAP
- Y3UHU XypMaT KUJIHILI,
- TOPTUHYOKJIUK;
- TaBaKKaJIYWIHK;
- XasHKOH;
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MyHOca0aT Ba MOTHBAIIHS

Tun ypranumgaru xaromnap

Xaro TypiapH;
XaTOJIAPHU aHMKJIAI Ba TACBUPJIAILL;
XaTonuk cababnapu;

TYpFYH XaToJjap.

UYer TunmHM yprasuma € XyCcyCHusTiIapu

KHuEcTall Ba TAKKOCHAII Typiapu;
€111 TUIIOTE3aCH;
OWJIMHTBU3M.

2 - MoayJib. Tui catx (pyc)JIapuHM YKUTHIITA KOMMYHUKATHB €HAALIYB MOIYJIH (2 Kypc)
['pamMaTukanu YKUTHILL

rpaMMaTUKaHU YKUTHUII (TpaMMaTHKa Ba MabHO; TpaMMaTHKa Ba (pyHKIMA);
IrpaMMaTUKAaHHU YKUTHILTA ACTyKTUB Ba HHIYKTUB EHJAIIYB;
IrPaMMaTUKAaHU KOHTEKCT OPKaJIM YPraTHI;

JIMHTBUCTUK UHTYULIHS; TUI XOAUCAIAPH;

rpaMMaTuK JyFatiapaaH (ouganaHu;

rpaMMaTUK BasudasapHu TaxJIHI KAJIHII;

rpaMMaTUK MallK, TONIIHUPHK, Ba3u(da, TECTIapHU Ty3HIIL.

JIekcukaHu YKUTUII

Cy3 HMMa? CY3HM YpraHulll HUMa JeTaHu?
JIEKCUKAaHU KOHTEKCTAA YKUTHUIII;
JIeKCUK OupIuKiap /méopanap/OMpuKManapHu YKUTHII;
SIHTY JIGKCUKAaHU YpraTuil (pacMm, peaius, KYIIMK, MyJbTUMEIHa Ba X.K.JaH (oigamaHraH

X0J1]1a);

MeIaroruK Makcaiap/a KOpIyc MabIyMOTIapuaaH GoiaaaaHul;
TanadaJapHUHT JEKCUKAHU YpraHuIll CTpAaTeTHsUIAPUHU PUBOKIIAHTUPHILI,
JIeKCHK Ba3udanapHu 6axoai;

JIeKCHK Ba3uda, TOMIIUPUK Ba TECTJIAP TY3HILL.

DOHETUKAHHU YKUTHUII

MyBaQPaKUATIN MYJIOKOT YUyH TanapPy3HUHT MyXUMIIUTH;

YPFYHH (CY3 YpPFyCH, rall ypFyCH) YpraTHIL;
MHTOHAIIMSI, WHTOHAIMSIHMHT MYHOCA0AaTHM OWJIIMpHII Ba TIpaMMaTHK (YHKUHSJIApUHH

VKUTHILL

TOBYIUIAPHU M30JIALMIA Ba KOHTEKCTa YKUTHIN (apKIIapH;
(hOHONIOTUK Bazu(alapHH TaXJIAT KUIJIHII;
(doHeTHKara ouJ; Malik, TOMIIMPHUK, Basu(a, TECTIAPHH TYy3HILL.

XaToHHU TyFpuUall

TWJI TU3UMJIAPUHU O€XaTo Ba PaBOH YKUTHII;
XaTOHM TYFpUJIALI YCYJUIApH.

3 —Moayb “Tuia KYHHKMaJapUHA HHTErpaIalirad XoJ1a YKuTum’’moay.au (3 kypc)
KyHukmanap nHTErpalusiCHHUHT PUBOXKIIAHUII OOCKUYIIApH;

Tun KyHUKManapy UHTETPALUsACH TaXJIWIIN.

TuHrIam KyHuKMacu

TuHrnam ManakacMHH OLIMPUILL

XaéTuii MaB3ysapra Ouj THHIJIAII MAIIKJIapyu OMJIaH WIUIAIl

Tunrnam >xapa€Hugard KAMMHYHUIUKIAPHU aHUKJIAII Ba OapTapad 3T,

Hapc pexxacura (OHETUK OMITMMIIapHU KUPUTHIIL.
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- TuHrnampgas onaudH, THHIJIAII KapaéHUJa Ba  THUHIVIANAH CYHT OaskapuiaauraH
TOMIIUPUK Ba Bazu(alapHu UITa0 YUKHMIIL,

- Tanupui kyHUKMacu

- MyBadhakusaTim oF3aku MyJOKOT aMaJTHETH;

- baxc-MyHoO3apa y4yH Marepuauiap Tanépiam

- PaBoH Ba xarocus cy3namui aMmanueéTi

- Vium kyHHKMacH

- V3apo MyIOKOT, MYJIOKOT TypIapuHH (hapKia:

- VKuIaH ONJMH, YKUII )apaéHy Ba YHIAH CYHITH KapaéH yduyH Basudanap Taiiépuam
- TanmabanapHu Makcajra HyHalITUpWITraH Tap3/a YKUIITa YpraTui

- Esum kyHuxMacu

- UYer TvuinHM ypraHumga €3Ma HyTKHUHT aXaMUSTH Ba yHIa TAbCUP ATYBYU OMUILIAP
- E3sma HyTK cTpaTerusnapy GUIaH TAHUIITHPUII

- E3sma HyTK Makcaaiapy 6MIaH TAHUIITHPHUII

- E3Ma HyTKIa OpMTHHAIUIMKHY CaKIaIl

- OuKp-MyJ0Xxa3alapHu KaMiall yciryoaapu

- E3Ma HyTKIa OpMTHHAIUIMKHY CaKIaIl

- OuKp-MyJ0xa3alapHu KaMiall yciryoaapu

- TwIHUHT TYPT KYHUKMAacU UHTETPALUACH

- TommupuKKa acociaHrad HHTErpanus

- Jlonuxanapra acociaHrad MHTETpanus

4- Moayap “Ayauropusiia YKUTYBYH HYTKH” MoayaH (3 Kypc)
- VKMTYBUMHMHT XaTTH-XapaKaTIapH
- VKUTYBUMHUHT OBO3H
- VKMTYBUMHMHT OXaHIHI
- Ayauropusna 4eT TWIMHU KYyJJlall
- Yer TN MYXUTHHM SIpATHIL
- Ayauropusna KyJIJaHWIaJUTraH T
- Yer Tunmna xypcarmanap Oepurr
- Yer Tunma or3aku 30X OepwHil
- Yer Tiim napcuaa oHa THIUMAAH QoiganaHuTI

5 - Moayas. “/lapcHu pexkaaamrupuin’” Moayau (3 Kypc)
MakTa0, nuiei Ba KOJUISKIJIApU YUyH MYJDKaJIaHTaH YKYyBAACTYPJIAPHU YPTaHUIL, TaxJIUI
KWJIMII Ba yiap OWiIaH HIuIam
- JlapcHHU peKaalITUPHIL Ba JJapc peXacu TapKuou
- Jlapcnap keTMma- KeTJIUTH, MaKcaJ, Basudanapu Ba KyTHJIAETTaH HaTIKAIApHU Oenruianl
- JlapcHu pexanamiTUpuIl ydyH Aapc Ty3uiaMmacuHM TaHiam (macanad, [IIIIT (mpeseHranus,
MIPaKTHKA, IPOAYKIIHS)
- I myxkobummapu, TBL (Basugamapra acocmanran ykumi - PenenTuB KYHUKMalapHU
VKUTUIITa MaTHAAH OJJAMH, MaTH YCTHUJAa Ba MaTHAAH KEMMHTHU MAILKJIap)
- JlapCHUHT Typiu OOCKUYJIapu YUyH Basudaap
Hapc Gonutanuimm (My3 épap MamkiIap, KHPUII MAIIKJIApH)
Sxynnam (JapcHH XyJocanall, WHTPOCHEKLHs, KOJIraH CYHITHAAKMKAJIapHH TYJIAUPHIL)
Hapcna Bazudanapau 6up- oupura 6ormant
Jlapc naBoMujaru Basudanapra TYFpH BaKT aXpaTULI
- Vii Basudacunu Oepur
- MaBxyn VKyB Marepuallapd Ba pecypciapiaH (MacaiaH, pacmiap, KYIIMKIap, BHIEO,
cuH(] TaxTacH, cHH(pIArH XUXO3JIApAaH) camapaiu (poiaaraHum
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- MyaMMonapHu OJIMHAAH Kypa OMIUII (XYJKH Typiauya OyiraH YKyBUwiIap OHMJIaH HIILIAIl
yCyJUIapH)

- Pexxanamrtupuin Ba YKUTHIIIA Ba3UATTa Kapa® MOCIaHyBYaHIUK

- Typnu KoOmIusATra sra YKyBUMIap rypyXjiapuaa JapCHU pexanallTHPULI

6 - MoayJib. “AyIUTOPUSIHY YPrauuu (TaAAKHK 3THII)” Moy (3 Kypc)
- Cund TagkukoTH Oockuwiapu (YKUTYBUM MYaMMOCHHHU aHHUKJAIl Ba TaJKUKOT
KWJIMHAJAUTAH CaBOJIHU Ty3UIl, TaJKUKOTHU PpEeXaNalITUPULI (TYFpU MabIyMOTHH HHFMIL
yciyOu), MabJIyMOTJIAPHU HUFUIL, YHU TAXJIWI KAINII Ba PeKaTalITHPHIL )
- MabayMoTinapHu WHFMIN Y4YyH Kepak OynmaauraH MaTepHaUIapHU SPATUIL/TY3HIL, YHUHT
canbuii Ba wxoOuit Tapaduapunu apkmar
- Jlapc Ky3aTyBM (DapcHM BHAEO TacMara TYHMIMpUII €K XaMKacOM TOMOHHUAAH
Ky3aTHUJIUILIN)
Cyx0ar yTkazum (CTPYKTypald, SIpUM CTPYKTYpajH, CTPYKTypaju OyamaraH)
- VkuryBun Ba TanaGanapra GepuIaIUraH CaBOIHOMANIAP; KyHIAIHK FOPUTHII
- Myammonu Ba3usITiap/Xoaucanap; Kaiiap
- Jlapc ky3aTyBu >kapaéHH: Japc Ky3aTyBH OOCKHMYM (Ky3aTyBJaH OJJMHIH, Ky3aTyB MalTH,
Ky3aTyBJaH KEHUHIN)
- Ky3aTyB HaTwXallapuHU OF3aKH Ba €3Ma paBuiiia 0aéH KUIUII

7 - Moay.ib. YKyB MaTepHa/LIapUHH TAHJIANI B THTUJIAPHHH SIPATHII Moay.H (3 Kypc)
- VKyB MaTepuannapu TabIHM CTAaHIAPTIAPH, IIYHWHTIEK MHIJLIAN KaApUATIAPHH TATOMK Ba
Tapru0 KWIMIITHUHT MyXUM BOocUTacH cudaruga
- VKyB anaGuétiapy Ba yKyB 1acTyplapH ¥pTacHIard MyTaHOCHOIHK
- VkyB anmabuérnapu Typnapu KymuajaH, —Tanabanap ydyH JApCIUK, YKMTYBUMIAP yUyH
kymnanma, CDnap, MycTakuil TabJIMM YUyH KUTOOTapHH TaHJIAII
- Yer Tin MamFynotiaapuaa (GoiganaHuIl yuyH AApPCIUKIAPHHA TaXJIHJ KHJIUII Ba TAaHKUAUN
Oaxosmart
- VHTepHeT TabnuM caTiapy, TWI KYHHUKMaJIapUHU 0aX0JOBYM MaHOaiap, KHUMK EMIIary THII
YpranyBumgap yuyH MaHOanap
- ayTEeHTHK MaTepuajjapHu (ras3era, )KypHajulap, TEJIEBUJEHHUE, PaJluo MaTepuaulapuiaH Ba
X.K. ) TaHJall Ba ylapra Moc Ba3udanap Ty3HII
- Tun ypramyBuwiap XycCyCUsATIapura MOC KeJlaguraH KyprasmMaid Marepuauiap Ba
TapKaTMa MaTepuajIapHU SIPATHIL
- PuBoxnantupyBuM BasudasapHd spaTHIIAAa >bTHOOpPra OJMHUIIM Kepak OYIraH axJIoKuu
Ba MabHaBUM Macananap (MacajlaH, MHCOH XYyKYyKJIapH, MHJUIMHA KaIpUsTiaap Ba X.K.)
- Cemectp cCcyHrrMaa yTKa3WJaAMraH MHUKPO Japc y4yH KyprasmMajlud Marepuaiap
TaKi€praill, TapKkaTMa MaTepruauiap SpaTUILL.

8 - MoayJib.YeT THIVIAPHM YKUTUII TAMOHMIVIAPU Ba éHAANIYBJIapMoay i (4 Kypc)
- 4eT TWUIApHHU YKUTHUIN ycimyOnapu ypracunaru gapkiap;
- TWJI YKATUII 3aMOHABUM YCYJUIADUHUHT aMaIMETA KYJUIAHUIIUIIN;
- YeT THJIMHH YpraTuijga XOprKui Taxpuodanap:

. rpaMMaTHK-TapKUMa yciIyou;
= TApCHU TYIUK 4eT TUIINIA YTHUIL yCIyOu;
. ayJIMO-TMHTBUCTHUK yCIyO (3IIUTHO ranupuii);
. KOMMYHUKATHB YCIIyO.
- MaxaJuTui MyXuTAa KyJIaHWIa€éTran ycayonap Ba yJIapHUHT TaxXJIMIH:
. IrpaMMAaTHKAaHU JEyKTUB Ba MHAYKTUB Tap3Ja YKUTHUIII;
= TapKUMa OPKaJIX THJI YKUTUILI,
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. KaiiTa ranupu6 Gepuii;

. ¢donemainap Ba (POHETHUK ycyIuIap;

- MAaTHJIApHU EJU1alll;

= YKUTYBUHJIAaH CYHT TaKpOpJIaLl;

= KOMMYHMKATUB MAILIKJIap €pIaMUia TUJ YPraHUILL,

- TYpJIM yCIyOJapHUHT MXKOOUHN Ba cajOuil )KuXaTiapu MyXoKamacu;
- THJI Ba MaJaHUAT;

- YKUTHLI/YpraHuil xapaHiapH;

- 4eT TWIMHM YPraHwilJa OHa TWJIMHHUHT YpHU;

- YeT THJIM YKUTUIIHUHT TICUXOJIOTHK acoCIapH.

9 - MoayJib. AyAMTOPUSIHH Ypranuu (TaaAKukK 3tum) (2, 4 kypc)
- cuH} TagKUKOTH OocKMuiIapu (YKUTYBYM MYyaMMOCHMHH aHUKJIAII Ba TaJKUKOT KHIMHAIUTaH
CaBOJHM  TY3WIL, TaJKUKOTHH pEeKATAMTHPUII (TYFPU MabIyMOTHH WUFHMII yCIyOH),
MabJIyMOTJIAPHU WHFUIL, YHU TaXJIWJI KWIUII Ba pEXKATAIITHPHIL);
- MabIyMOTJIApHH WHFMIN Y4YyH Kepak OynaauraH MaTepualJIapHU SPaTHIL/TY3HII, YHUHT
canbuii Ba sxmm tapadaapuHu (apka;
- Japc Ky3aTyBH (JapCHH BHJIEO TacMara TYIIMPHII €K XaMKacOu TOMOHUIAH Ky3aTHIIUILN)
- cyx0aTr yTKa3um (CTPyKTypalld, SpUM CTPYKTypald, CTPYKTypasu OyiMaraH);
- YxuTyBUM Ba Tanabanapra Oepuiaurad caBoJiHOMaap;
- KyHJAQJIUK FOpUTHULI;
- MYyaMMOJIU Ba3UsATIap/Xoaucanap;
- Kauaap;
- CaBOJIHOMA;
- Tanaba G6akapraH WIITHUHT AT,
- MabJIyMOT MaHOAJTAPUHU TYTIIAII SXTHEKMY;
- Jlapc Ky3aTyBH XKapacHu:
- Japc Ky3aTyBH OOCKMYM (Ky3aTyBIaH OJIJMHTH, Ky3aTyB MAiTH, Ky3aTyBIaHKEHUHTH);
- Ky3aTyB HaTWKaJapHHU OF3aKU Ba €3Ma paBHIIAA Oa€H KUIIUII
- TAJAKUKOTHH peXKaJallTUPUILL.
- WuFWIraH MabpIyMOTIap Taxuian (MaBkya Qapkiap Ba YXIIanuMKiIap (MacanaH:
TanabaJapHUHT TECT HATHXKAJIAPH);

10 - Moayasb. Tun 6yiinya OuaumiIapHu 0axoJiaml TypJaapHu Ba Me3oHIapu (4Kypc)
baxonawm typnapu:
- skyHwuit (Summative); makmurantupysun(formative);
- TECT:
- tectHuHT Banmury (validity)— tect makim Ba Ma3MyHUHHHT YHU Ty3yBUYHJIap Gpukpu Oyitrua
TecT Oaxonamu €KW aHUKIANIM 3apyp OynraH Hapcara MyBO(MK KENTUIIH, WIIOHWIMIUTH
(reliability), amanuitnuru (practicality);
- Me3onnap myranocubmuru (Criterion referencing); Mmeb€p MmyTanocubauru (norm referencing)
- TacHu(am;
- TecT Typiapu: maxopart (proficiency), Hazopar (achievement), puBokianwui (progress), etc.)
- EBpona Kenrammuunr “YUer TWIMHHU srajjam yMyMeBpona KOMIIETEHIMSUIApHU: YpraHMIL,
VKUTHII Ba Oaxonamr’ TYFpUCHIArd ymyMd3bTHpo(d sTmiran xankapo mebéprnapu (Common
European Framework of Reference)
- TecTMeToanapu (OepwiraH BapuaHTIap MYWAAH TYFPUCHHU TaHJIAI, CaBOJI Ba YKaBOOJIApHU
Oup-Oupura Mociaum; TeCT TY3UIIHUHT WIK OocKuwiapu (HYpuKmap, aBoO BapHaHTIAPHHU
TY3HUII Ba X0Ka30)
- Tun acniekTnapuHu 6axomail ycyJulapy Ba ME3OHJIapu:
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e ¢&3Ma HYTK;

o Fiuu

e THUHrIa0 TYIIyHHII;

® TanmUpUIl

® THJ KYHHUKMaJapHHUUHTET PaJUIaIl THPUILL;
e cy3 Ooitnury;

® TpaMMaTHKa

- baxonamHuHr MykoOoun Typinapu (moprdonuonu Oaxonami, Y3MHU-Y3U Oaxonami, JoHuxa
UILIapy, KyHAAJIUKIAp, pediIeKTUB Kaianap Ba XOKazouap)

- baxonamiHu pexanamTUpHIL;

- Tankuauit Taxymn (0aXONMANIHUHT TABINM XKapaSHUTa TAbCUPH).
- Tect TONMMUPUKIAPUHU TY3HILI TAMOMUILIAPU:

- WIMUMINK;

- W3YMJUIHK;

- HMX4YaMJIWJIMK Ba aHUKJIHK;

- (opmaJ IMACITHIIUTH;

- MaHTHKUM KeTMa-KeTIIHK;

- TU3UMJIIMK:

- YMYMUHJIMK Ba XyCYCHWUIIUK;

- OAMUIIHMK EKU MYypaKKaOJIHK;

- KyprasMaJuiIvK;

- H3apus OwiaH aMaTMETHUHT OOFJIMKJIUTH;

- Ta(akKypHH PUBOKIAHTUPUIILL,

- MOKOJUMIINK;

- MYCTaKWIJIMK Ba OHIVIWJIUK;

- THWJI YpranyBUMWIAPHUHT UHIUBHyal] XyCyCUATIAPHHUA XHCOOTa OJIUIIL;
- TapOUSIBUIIIUK;

- YKyB JaCTypHUTra MOCJIHK;

- BAaKT JKUXATJaH XOJIMCOHAIHNK;

11 - Moayas. Typim émaruiapra 4eT THJIMHHE YKUTHII (4 KypC)
- YeT TWIMHHU YpraHyBUMJIAPUHUHT NCUX0-(PU3HOJIIOTUK XYCYCHUSTIIApU Ba TypiMEIIIaruiapra
YeT TUJIMHU YPraTuil )kapa€Hu - Typiau €lIJarujiapra 4eT TWIMHHA YpraTuiljga YKATYBUMHUHT
pOJIM Ba ayJUTOPUSATa MOC PaBUIIIIa MOCJIALTYBH.
- Typyi €11 TYPYXJIapUHU YKUTHUILI TAMONUIUIAPH;
- Typau €mjaruiapra 4eT TUIMHHU YpraTuil ydyyH JAapcllapHU PeXalallTUPHUII Ba yHAA €Il
XyCYCHUSTIIApUHU YbTUOOPTa OJINILI,
- & XycycusTHAaH Kenuod YMKuO, MyBOGHK METOUIApHH TaHJIAI,
- KaTTa €ljaruiapra 4eT TUIMHU YPraTUIIHUHT Y3Ura X0C XyCyCHUSATIapH;
- KWYHUK Ba yCMHp EUIAaruiapra 4eT TWIM yprarumja yuuH, KyIIHK, MyCHKa Ba XUKOsIapIaH
camapanu (GoiaaTaHuII;
- Typau € TypyxJapuaa 4eT TWid Oyiinua y3nmamrtupuiarad OMIMMIIapHH OaxoJjiarl;
- & XycycHsTJIapura Kypa yKyB MaTepHaJUIapMHM MOCJIALITHPUII Ba SHIWJIAPUHU SPATHILL.

12 - Moayas. Maxcyc iiyHaaum (coxa)japaa 4eT TUJIMHU YKUTHI (4 Kypc)
- Maxcyc WyHanumuiapaa 4et TUiH (KacOuii HyHaIuIIga YeT THITH, YKUIIra HYHaITHPUIITaH 4eT
THIN);
- OXTUEXKIAPHU YpraHMIl Ba TaxXJIWJ KWIMII (Ba3HUAT TAKO30CHUTa Kypa 3XTHEK, YpraHuIl
AXTUEKIIAPH);
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- MabayM Oup coxa €ku KacOMil HyHamuIIga 4YeT TWIMHU YKUTUII Y4YyH MakcaJJlapHU
OeJrua;

- JaCTyp Ty3HIIJa YKUTUII EHAALIYBIAPUHU Oenrmmam  (MaB3y acocuaa, KyHHKMa
acocua);

- V36eknCTOH pecryONMKAacH TabIMM TH3MMH OOCKHYNapuaa (MakTab, KOIeK Ba
JUIeNIapaa) 4eT THIIM YKUTHIIHUHT Makcaj Ba Ma3MyHUHH OeNruial;

- MYCTAKWJI YKUII KYHUKMAQJIAPUHUHI YpHU: YKUINra WYHAITUPWIraH 4eT TWIU, YKUII Ba
TAJIKUK 3THUII KYHUKMAJIapH;

- YKyB MaTepualJIapuHu Oaxojiail onum;

- YKyB MaTepHaJZIapUHUA MOCJIAIITHPA OJIMIIL;

- YKyB MaTepuasIapyHHU spaTa OJIMIL;

- Maxcyc MyHaJIMIIApAa 4YeT TWIA YKUTYBUYUCUHUHT POIU

IV. MycTaku/ TabJI¥MM Ba MyCTaKHJI HIILJIAP
Mycrakun uim MaB3yiapu — (aH YKUTYBUMCH Ba Tanabajnap TOMOHHJIAH WINIA0 YUKUIIAJH.
Mag3ynap TanabaHu MYCTaKw OWJIMM OJIMINTa OHIJIM PaBUIIA HYHAITUPUIIM  JIO3UM.
Kadenpa myraxaccucimapu TOMOHMIAH Xap Oup MaB3y OyiiMua TamaOaHUHT MYCTaKHI YKUO
Yypranummura goup Bazuga Ba TOMIIMPUKIAP MIUIA0 YHKWIAAM Ba YJIapHH Oakapull Y4yH
aHMK KypcaTMmanap Mucoiuiap épaamuaa Oepwragu. Tunmam ypranum sxapaéHuga Tanmaba
uHTephaoa ycCyiap BOCHTACHAAa MYCTaKWJI TabJIMM OJHINTa parOaTIIaHTHUPWIAAN Ba
MyCTaKWI (pUKpai Tanad KAIHHAIH.
MycCTaKuI TabJIUM Y4yH TaBCHS STHJIQAUTaH MaB3y Ba (paosusT TypiapH:
- Twun ypranumpaaru KOCHUTUB OMUILIAP
- YeT TWIMHU YpraHuil yciayoiaapu Ba cTpaTerusiiapu
- Twu ypranumaa NcUxXoJoruKk OMUILIap
- Twun ypranumparu xarosuap
- Uer TuIMHM YpraHuma € XyCcyCHusTiIiapu
- I'paMMaTUKaHU YKUTHIL
- JIeKCHKaHU YKUTHUII
- DOHETUKAHU YKUTHILI
- TuHrnam mManakacuHU OLIUPHILI;
- Tanupui kyHUKMacu
- Vium kyHUKMAacH
- Esum kyHuxMacu
- Ayauropusana YKUTYBUU HYTKU
- JlapcHu pexxanmamTupuII
- Makrab, nuineil Ba KOMJICKIApU YYyH MYIDKaJUIAaHTaH  YKYB JacTypilapHU YpraHuiil,
TaXJIMJI KW Ba yJap OMJIaH WIUIall
- YeT TUJIM YPraHyBYUCH KyHAAJIUTHMHH FOPUTHIL
- YeT THJIM YKUTHUILI METOAJapura OaruIuUIaHraH OF3aKU TaKAUMOT
- Yer TuiM ypranyBuMcH Xakuaa 6arapcun €3ma XxucodoT
- I'pammaruka/JlekcikaHu KOHTEKCTAA YKUTHIN OViWYa TOMIUPHK HILTA0 YHKHIII
- Yer T YKUTHUII MeTOAIapUTa OaFuIIJIaHTaH TAHKUINN, TaXJIMIIAHA THIIIO
- MutepHer pecypciapugard  yKyB MAaTCpUAUIAPHU  TaXJIWI KWIMII Ba TaKpU3 E3UII
- kacbra Ba Kypc MaB3ycUra OHJI MAaKOJAaHMHI ¢&3Ma TaxXJ MM (TaKkpu3 Oepuii)
- MaBXyJa YKyB anaOuéTiIapHU TaHKUAWKA TaxXJ I KWIHII Ba yjlapra TakKpu3 €3Il
- Taiiép mapc pexacuHu Oaxonar
- CeMeCTp CYHIHJa  YTKAasWiIaJuraH MHUKpPO  JapC y4yH KyprasmajJyd Marepuaiap
Tal€prall, TapKaTMa MaTepuasuiap spaTUlLl
- UKKM €KM YHIAH OpPTUK TWI KYHUKMAJIAPUHU HMHTErPAJIIAIITUPraH XoJJa YKUTHUIITa
MYIKaJUTaHTaH KOMMYHHKATUB TOMIIMPHK MIUIA0 YUKHUII
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- JIAapCIUKHUHT OMp OYTUMUHM Ty3ull (YKUTYBUM KYJIJJaHMAcH Ba Taiada UIl KUTOON)

- Oapua THJ KYHUKMaJapuHM KyJJlarad XoJjja Japc peKacuHU Ty3UIll

- Mukpo napc yTkazuml (Ba YHMHT TaxXJIHJIMH  XHUCOOOT ayAMTOPHSIHM Ypranuin Oyinda
caBoJulap TYy3HIL

- TecTIap TaxXJIWJIn

- VKyB MarepuajulapuHu €Il XyCyCHsSTJIapura MOC  Tap3Jay3rapTUpUIITra acOCIaHIaH
MyaMMOJIU TOIIINPUK

- Maxcyc HMyHamnuiapja 4YeT TUWIMHU YKUTHID Y4yH MaTepHAJUIapHM capaliall Ba
yJIapHu 6axosamni - 6axonanl MIaK/UTapy Ba ME30HJIapUHU MIUIA0 YMKHUII

- Japc Ky3aTyBH OyHWYa TaXJIMINI XHCOOOT

- Maxcyc WyHanuuulapia 4YeT TWIM YKATHII Y4YyH MaTepUauIapHU MOCIALITUPUIL

- JapcnukHuHT 6up OYTUMUHM Ty3ull (YKUTYBYH KYJUTAaHMAacH Ba Tanada Il KUTOON)

V. Acocuii Ba KymuM4a YKyB aga0uéT/iap xamaa ax6opoT Mangajiapu’
Acocuii anaduérnap
HNHrau3 tuam
1. Woodward, T. (2001). Planning Lessons and Courses. Cambridge, CUP
2. Tomlinson, B. (Ed.) (2010). Materials Development in Language Teaching. Cambridge:
Cambridge University Press.
3. Nunan, D. (2009).Task-based Language Teaching. Cambridge: Cambridge University Press.
4. McDonough, J., & Shaw, C. (2003). Materials and Methods in ELT (2nd edition). Oxford:
Blackwell.
5. McGrath, 1. (2002). Materials Evaluation and Design for Language Teaching. Edinburgh
University Press.
6. Wainryb, R. (1992) Classroom Observation Tasks, Cambridge University Press, ISBN 0 521
40722 2
7. Upramesa C, A0mypaumona S, bproepton b (2016). Being a Teacher. Tashkent.
8. James, P.(2001). Teachers in Action. Cambridge and New York: Cambridge University Press.
9. Hughes, A. (2003) Testing for Language Teaching. Cambridge: Cambridge University Press.
10. Harding, K. (2007) English for Specific Purposes (Resource books for teachers Oxford:
Oxford University Press,.
11. Jordan, R.R. (2005) English for Academic Purposes: A Guide and Resource Book for
Teachers.Cambridge:Cambridge University Press.
12. Ur, P.A (2010) Course in Language Teaching: Practice and Theory.Cambridge: CUPUK.
Hemuc tnian
1. Brinitzer Michaela, Hans- Jurgen Hantschel, Sandra Kroemer, Monika M®dller-Frorath,
Lourdes Ros. DaF unterrichten. Basiswissendidaktik Deutsch als Fremd- und Zweitsprache.
Ernst Klett Sprachen GmbH, —Stuttgart, 2013.
2. Alisa Padros, Markus Biechele. Didaktik der Landeskunde. Goethe Institut inter Nationes, -
Minchen, 2003.
3. Karin Ende, Rudiger Grothajen, Karin Kleppen, Imke Mohr. Curriculare VVorgaben und
Unterrichtsplanung. Goethe Institut,-Miinchen, 2013.
4. Michael Schart, Michael Legutke. Lehrkompetenz und Unterrichtsgestaltung. Klettverlag, -
Stuttgart, 2013.
5. Wolfgang Hallet, Frank G.Ko6nigs. Handbuch Fremdsprachendidaktik.-Berlin. Friedrich
Verlag GmbH, 2010.
6. Michael Schart, Michael Legutke. Lehrkompetenz und Unterrichtsgestaltung.
®paHny3 THIH

'Anabuétnap pyiixatura xap Oup Tan xycycustu Ba OTM ax0opoT-pecypc MapKasiapu HMKOHUSTIAPUHU
nHOOATra onraH Xojja KyIMMualap KUPUTHIMIOM MYMKWH. KUpUTWIraH Kymmmuaiap WIIYM JacTypriapia
¥3 aKCUHU TONaH
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1. BERTOCCHINI P., COSTANZO E., Manuel de formation pratique pour le professeur de
FLE, Paris, CLE International, 2008.
2. Cadre européen commun de référence pour les langues (Apprendre, enseigner, évaluer),
Conseil de I’Europe, Didier, 2002.

Hcnan Tnan
1. Los métodos de ensefianza en ELE: EI método comunicativo revisado, Sandra Paola
Agudelo, 2011, Université de Montréal
2. La Metodologia usada para la ensefianza del espafiol en el rendimiento académico en el
instituto Jose Cecilio del Valle de la ciudad de Choluteca 2010-2011
3. 1.Villalba, F.y Hernandez, M2T. (2005b): Espafiol Segunda Lengua. Libro del profesor.
Madrid, Anaya.
4. 2.Villalba, F.y Herndndez, M2 T. (2007): “La ensefianza de segundas lenguas con fines
especificos” en Victoria Marrero (coord.) La lengua espafiola en la integracion linguistica de los
inmigrantes: bases tedricas y metodoldgicas. Madrid, UNED (en prensa)
5. Jesus Sanchez Lobato.Vademecum Para la Formacion de Profesores. Ensefiar Espariol
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4.3 TARQATMA MATERIALLAR

| The differences between approach, method and technique

Approach | Method (plan) u Technique (procedure) |

Theoretioal " 5 A generalized set of
eoretical positions an classroom specifications
beliefs about the nature for aooonﬁzlishing

of language, the nature : S e Specific types of
of language learning ""QU'S“_G objectives exercises, tasks, or
(PSW'.’P“"QU‘S“G and focusing on the: activities used in class
cognitive processes Goals of the tbile bilaeaeat
im:rnhrqr:':l] and the teaching/learning e ok Setl bl
pedagagical settings Teacher roles JeaS.
(successful use of these Holg of [nstriict |
processes). eo ms_ru iona
materials.
Why | How ﬂ What |

* Itisconsidered the practical e When a method has fixed
realization of an approach. .
procedures, informed by a
» Itisunderstood asa group of clearly articulated approach, it is
procedures, a system that clearly easy to describe. However, if a
explains how to teach a language
(syllabus organization -contents & method takes procedures and
skills to be taught-, roles of teachers techniques from a wide variety
and learners, kinds of materials to :
use), of sources, that is that they are
used in other methods or are
* Itisunderstood as a group of mentioned by other beliefs, it
procedures, a system that clearly 1 b hard :
explains how to teach a language will be very hard to continue
(contents and skills to be taught) describing it as a method. How

should it be categorized then?

* The method is based on a specific
approach. The approach is axiomatic
whereas the method is procedural.
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* It's each specific strategy that
we use in the classroom.

e Ttisa tool that is used to
obtain an immediate result.

¢ It's what really happens in the
classroom, in the actual
teaching.

= These techniques must be
coherent with the method, and
therefore, they must be in
harmony with the approach.

Some techniques can be found
in different methods whereas
other ones are specific to a given
method.

It is a conjunction of ideas related
to the nature and teaching of a
given language.

It refers to theories about the
nature of language and language
learning.

It describes how people acquire
their knowledge of the language
and makes statements about the
conditions which will promote
succesful language learning.

It offers a model of language
competence.

* Itis the level in which a whole
theory and its beliefs are reflected
regarding a language and its
learning. It isa much wider
concept than a method and
technique.

It is the source of the principles
and practices of language
teaching.

It describes how a language is
used and how its constituent parts
interlock.
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L

Maintaining learner motivation;

/The role of the teacher
in the Communicative Approach

Setting the communicative context of the lesson;

Managing learners and creating opportunities for
communication;

Establishing a welcoming and safe environment:
Giving instructions and setting activities;

Monitoring learning and providing constructive feedback

1

Types of Needs Type of data | Good for Advantages for Can be used to
Assessments collected determining postgraduate
medical training
Questionnaires quantitative perceived needs Can sample large Identify seminar
expressed needs groups topics
Interviews qualitative perceived needs Identify individual Plan remedial
expressed needs learning needs training
Focus groups qualitative perceived needs Evaluate program and | Improving or
expressed needs identify areas of modifying
discrepancy. existing teaching
strategies.
Chart audits quantitative prescribed needs Identify areas of Identify common
and qualitative | unperceived needs | weakness in a cohort of | medication errors

residents

Chart-stimulated

qualitative and

prescribed needs

Identify individual

Evaluate problem

recall quantitative unperceived needs | learning needs solving skills
Standardized qualitative and | normative and Identify learning needs | Identify learning
patients quantitative prescribed needs in attitude, or behavior. | objective for
topics like ethics
or counselling
Environmental quantitative normative needs Identify educational Plan educational
scans and qualitative | unperceived needs objectives. Evaluate activities that are

prescribed needs
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TYPES OF ASSESSMENT
TOOLS

v'1. Observation

v' 2. Anecdotal Records

v 3. Checklists

v' 4, Rating Scales and Rubrics
v 5. Portfolios

v' 6. Speaking and Listening

v' 7. Interviews/Conferences

v 8. Projects and Presentations

v' 9. Quizzes, Tests, and
Examinations

Bloom's Taxonomy

' Justify a stand or decision
evaluate  wwreise e derend jusge, setect, support, value, rtique, weigh

Draw connections among ideas
differentiate, organtze, relate, compare, contrast aistnguish, examing,
experiment, question, test
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4.4. Testlar

Continuous assessment on Teaching and integrating language skills for the 4" year
students (Term 7)
(2020-2021 study year)

Task 1. Define what kind of tests are described here: proficiency; achievement; diagnostic;
placement
1. .... tests are designed to measure people's ability in a language, regardless of any training they
may have had in that language. It is based on a specification of what candidates have to be able
to do in the language in order to be considered proficient.
2. ... test are intended to provide information that will help to set students at the stage (or in the
part) of the teaching programme most appropriate to their abilities. Typically they are used to
assign students to classes at different levels.
3. ... tests are used to identify learners' strengths and weaknesses. They are intended primarily
to ascertain what learning still needs to take place.
4. ... tests are directly, related to language , courses, their purpose being to establish how
successful individual students, groups of students, or the courses themselves have been in
achieving objectives.
Task 2. Find an example for the specific characteristics of PROFICIENCY TEST:
a) An example of this would be a test designed to discover whether someone can function
successfully as a United Nations translator. Another example would be a test used to determine
whether a student's English is good enough to follow a course of study at a British university.
b) They are administered at the end or a course of study. They may be written and administered
by ministries of education, official examining boards, or by members of teaching institutions.
Clearly the content of these tests must be related to the courses with which they are concerned.
¢) We may be able to go further, and analyse samples of a persons performance in writing or
speaking in order to create profiles of the student's ability with respect to such categories as
‘grammatical accuracy' or 'linguistic appropriacy'.
d) They can be bought, but this is to be recommended only when the institution concerned is sure
that the test being considered suits its particular teaching programme.
Task 3. Choose the best answer:
1. Some tasks are like tasks we use outside the classroom to communicate, e.g. a conversation,
an interview, a letter, reading a leaflet for prices. These tasks test communication skills. Some
tasks, e.g. gap-fill, test the ... of language use. We do not use them to communicate, and they do
not test communication skills.
a) appropriacy b) accuracy c) fluency d) interaction.
2. A ... for example, tests spelling, handwriting, punctuation, grammar, vocabulary, organisation
of ideas and fluency of writing
a) gap-fill b) choosing between pairs of sounds c¢) multiple choice d) composition
3. The reason for using ... assessment is to help learners to understand their language use and
performance better, and so become more autonomous.
a) self-assessment  b) formative assessment C) summative assessment
Task 4. Choose the right word.
1. Speaking Assessment: Grammar and Vocabulary
Words to be used: accurate, appropriate, effective, range
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A) Grammar and vocabulary refers to how well you are able touse a......... of grammatical
structures and vocabulary when expressing yourself.

B) It also describes how ........ your use of English is.

C) The language you use also has to be ........ to the tasks you are asked to do.

D) With all this taken into consideration, you will be assessed on how ........ your use of English
IS.

2. Choose the right word. Speaking Assessment: Discourse Management
Word to be used: relevant, extent, complexity, coherently

A) This section describes how well you are able to express thoughts and ideas ......... or clearly,
linking your contributions logically during monologues or dialogues.

B) Your utterances, or things you say should be expressed with a level of ........ and fluency
appropriate for the level of your exam.

C) This criteria also describes the ........ of your contributions, which means you say enough, but
not too little or too much when appropriate.

D) During a conversation or discussion your contributions should be ........ or to the point.

3. Choose the right word. Speaking Assessment: Pronunciation

Word to be used: intonation, rhythm, sounds, stress

A) Pronunciation describes how well your utterances are comprehensible to the listener. You
will be assessed on things such as ........ , which means how well you pronounce strong and weak
syllables within individual words.

B) It also relates to ........ , Which is your ability to connect words together naturally with stress on
appropriate words.

C) Your use of ........ should be possible to express a range of attitudes and meanings.

D) You should also be able to pronounce individual ........ (for example consonant clusters,
vowels and dipthongs) effectively.

4. Choose the right word. Speaking Assessment: Interactive Communication

Word to be used: hesitation, initiate, repair, turn taking

A) This criteria relates to your ability to get dialogues started that is ........ communication.

B) It also describes how well you respond appropriately to utterances without too much .........
C) It covers how good you are at ........ during conversations or discussions.

D) Finally, it relates to your ability to ........ conversation when the unexpected happen such as
interrupting, gaining control or .....

Task 5. Choose the right answer that characterizes the word feedback.

a) The reason for using feedback is to help learners to understand their language use and
performance better, and so become more autonomous.

b) Informal assessment is often followed up by feedback to the learners on the suggestions for
how to improve.

c) We use the information from formative assessment to decide if we need to continue teaching
this area or not, and to give learners reactions on their strengths and difficulties in learning in this
area.

Task 6. Match the tasks (1-4) to the types of assessment (a-d):

1. Listening hard to the learners communicating at the end of the lesson to see how well they are
using the targets.

2. An end-of-week written test to see what needs recycling.

3. Setting an end-of-course examination to see who goes up to the next level.
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4. Stopping in the middle of a lesson and getting the learners to tell you what they have learned
so far.

a) formal, summative testing; b) informal, summative testing;

c) formal, formative testing; d) informal, formative testing;

Task 7. Choose the best answer: true-false, multiple-choice, short answer, matching;

1. “An exam question in which students must uniquely associate prompts and options is called a
question.” Students respond to questions by pairing each of a set of stems
(e.g., definitions) with one of the choices provided on the exam.

2. questions are typically composed of a brief prompt that demands a written
answer that varies in length from one or two words to a few sentences. They are most often used
to test basic knowledge of key facts and terms.

3. questions are composed of one question (stem) with possible answers,
including the correct answer and several incorrect answers.
4, are only composed of a statement. Students respond to the questions by

indicating whether the statement is correct or incorrect.

Mid-course assessment on Teaching and integrating language skills for the 4™" year
students (Term 7)
(2020-2021 study year)

1. Choose the best answer.

Students repeat an utterance. The teacher says or holds up a new word or phrase. Students repeat
the first utterance, but replace a word or phrase from that utterance with the new word or phrase.
a. individual b. open pair C. substitution d. transformation

2. The teacher drills one student in a question and a second student in an answer to that question.
The two students then repeat their question and answer exchange with the rest of the class
listening.

a. individual b. open pair C. substitution d. transformation

3. The teacher says an utterance and the students say something similar to the teacher’s
utterance, but, in doing so, they change a key structure.

a. individual b. open pair C. substitution d. transformation

4. The teacher says a word or utterance and then nominates a student to say that word or
utterance.

a. individual b. open pair C. substitution d. transformation

5. The purpose of this strategy is to teach students to monitor their understanding whilst reading
and to develop the prerequisite skills required for the more difficult task of summarizing.

a. retelling b. communicating  c. asking d. answering

6. It is based on the idea that learning language successfully comes through having to
communicate real meaning

a. Direct Method b. Communicative Approach

c. Community Language Learning Method d. Grammar Translation method

7. Students are talking about future verb tenses in small groups, teacher is observing them
without intervening their discussion. The teacher will provide feedback after the discussion.

a. Suggestopedia b. Audio-lingual

c. The Structural Approach d. Communicative Language Teaching

8. Which one is not a principle of CLT?

a. Students should learn to answer automatically without stopping to think.

b. Authentic language should be used.
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c. The target language is a vehicle for classroom communication, not just the object of the study.
d. The teacher is the facilitator in setting up communicative activities.
9. Which one is not an activity used in CLT?

a. Giving and obeying commands b. Role plays

c. Language games d. Scrambled sentences
10. Which one is the role of the Teacher in CLT?

a. Authority b. Mentor c. Guide d. Director

11. What is a good example of an activity within the CLT method?

a. Dialogue sessions

b. Role play

c. Anything structured around the interest and ages of the students

d. All answers are right.

12. What is the role of the student in Communicative Language Teaching?

a. Silent observer b. There is no student role in CLT.

c. Speaker and negotiator c. None of the above.

13. Which two elements are NOT associated with Grammar-Translation Method?
a. memorization and translation

b. fluency and communication

c. native language and teacher centered instruction

d. rote memorization of vocabulary and grammar

14. In a classroom that uses Grammar-Translation Method, students are instructed in
a. the native language b. the target language

15. Grammar-Translation Method places a focus on

a. memorization of conversational dialogues and new vocabulary.

b. memorization of vocabulary and grammar, and learning communicative techniques.
c. memorization of vocabulary and grammar, and translation of texts.

d. memorization of translations and speaking grammatically correct.

16. In the aspect of grabbing children's attention, lessons should be kept

a. Long and very informative

b. Long and structured

¢, Short yet detailed

d. Short and interesting

17. The most important thing to do as a teacher when teaching teenagers is to
a. be their friend

b. let them freely do anything they want

c. scold them whenever they make mistakes

d. help keep their self-esteem high

18. Language adopted for the use by a government is calleda ___.

a. Isolated Language

b. Official Language

c. Creole Language

d. Extinct Language

19. Which method is emphasis on oral production?

a. Grammar Translation Method

b. Direct Method

c. Natural Approach

d. Audio-lingual Method

20. Teachers present the examples at the beginning then generalizing rules from the given
samples. Which of grammar teaching using this methods.

a. Deductive approach

b. Inductive approach
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c. Natural approach

d. Cognitive approach

21.Find the right example for change of the teachers’ role in during the lesson of their teaching.
a) When learners are doing activities, teachers are monitors, diagnosticians, managers and a
resource.

b) Teachers are planners of their materials to make sure that the lesson is suitable for the learners
and for the learning purpose.

c) Teachers are also diagnosticians of their learners' problems.

d) Teachers look at their scheme of work to check if the next lesson is appropriately planned.
22. In what stage of the lesson does the following teachers’ role can be changed: Teachers are
planners of their materials to make sure that the lesson is suitable for the learners and for the
learning purpose.

a) before the lesson b) during the lesson c) after the lesson

23. Choose the best answer: describes how we acquire language knowledge
and gives us guidelines about the conditions in which language learning will be successful.

a) method b) procedure c) technique d) approach

24. Choose the best answer: IS putting approach to practice. It includes various
procedures and techniques to support the approach.

a) method b) procedure c) technique d) approach

25. Choose the best answer: is an ordered sequence of techniques. EX: First you
do this...then you do that....

a) method b) procedure c) technique d) approach

26. Choose the best answer: is a type of activity, designed to support a
procedure. EX: fill in te blanks.

a) method b) procedure c) technique d) approach

27. Choose the best answer: Learning support consists of printed material which provide the
texts of dialogues and the cues needed for drills and practice exercises. A teachers' edition is also
available.

a) Grammar - Translation  b) Audio-Lingual ¢) Communicative Language Teaching
28. Choose the best answer: Breaking words into component parts is called ....... .

a) segmentation b) isolation c) deletion d) substitution

29. Choose the right answer: When we observe learners to see how well they are doing
something and then give them comments on their performance is called ...

a) formal assessment b) formative assessment

¢) informal assessment d) summative assessment

30. Choose the right answer: Some tasks like gap-fill, multiple-choice questions, true/false
questions, ordering, correcting mistakes usually test ... of language use

a) fluency b) accuracy c) organization of ideas

31. Choose the best answer: ... is a teaching procedure that involves controlled, guided or open
ended practice of some aspect of language.

a) An exercise b) An activity c) A task d) Adrill

32. Choose the best answer: The most important thing to do when you start a narrative is to

a) name all the characters b) say when the action took place

c) make the reader want to read on d) explain where the action took place

33. Choose the best answer: In the introduction of a letter of application, it's a good idea to '

a) avoid mentioning something about the company (it takes too much space).

b) mention the company, but simply note the name of the company as you ask to be considered
for the position.

c) make it clear that you know something about the company by mentioning something specific
about it.
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d) mention your concerns about the salary and benefits the company is offering for the position.
e) give the impression that you must have a job with this company by seeming obsequious.

34. Define what kind of tests are described here:

. .... tests are designed to measure people's ability in a language, regardless of any training they
may have had in that language. For ex. TOEFL, FCE and CPE

a. proficiency

b. achievement

c. diagnostic

d. placement

35. Define what kind of tests are described here:

... test are intended to provide information that will help to set students at the stage (or in the
part) of the teaching programme most appropriate to their abilities. Typically they are used to
assign students to classes at different levels.

a. proficiency

b. achievement

c. diagnostic

d. placement

36. Define what kind of tests are described here:
. tests are used to identify learners' strengths and weaknesses. They are intended primarily to

ascertain what learning still needs to take place.

a. proficiency

b. achievement

c. diagnostic

d. placement

37. Define what kind of tests are described here:

... tests are directly, related to language , courses, their purpose being to establish how
successful individual students, groups of students, or the courses themselves have been in
achieving objectives.

a. proficiency

b. achievement

c. diagnostic

d. placement

38. Find the right order of the following instructions so that they are logical and easy to follow:
Setting up some vocabulary review

A. Let’s try the crossword at the bottom of the page.

B. Open your books at page 9, where we finished working yesterday.

C. Today we’re going to review some vocabulary.

D. Work by yourself, but check with a friend if you need to.

O>PwoO
>00T
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39. Find the right order of the following instructions so that they are logical and easy to follow:
Setting up controlled speaking practice

A. Ask your partner the questions and note the answers.

B. Look at the handout. Can anyone make a wh-question from number one?

C. Very good. Now you are going to do the same with the other items on the handout.

D. Turn to face your partner, please.

a.B,C,AD b.A,C,B,D c.C,A D, B d.B,C,D,A

40. Find the right order of the following instructions so that they are logical and easy to follow:
Changing partners for the next stage of the class
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A. ... and find the person with the piece of paper that matches your own.

B. OK? Any questions? Off you go!

C. Then, sit down together, ready for the next activity.

D. When | say go, 1’d like you to stand up ...

a.B,C,AD b.ACB,D c.DACB d.C,AD,B

41. Find an example for the specific characteristics of PROFICIENCY TEST:

a) An example of this would be a test designed to discover whether someone can function
successfully as a United Nations translator. Another example would be a test used to determine
whether a student's English is good enough to follow a course of study at a British university.

b) They are administered at the end or a course of study. They may be written and administered
by ministries of education, official examining boards, or by members of teaching institutions.
Clearly the content of these tests must be related to the courses with which they are concerned.

c) We may be able to go further, and analyse samples of a persons performance in writing or
speaking in order to create profiles of the student's ability with respect to such categories as
‘grammatical accuracy' or 'linguistic appropriacy'.

d) They can be bought, but this is to be recommended only when the institution concerned is sure
that the test being considered suits its particular teaching programme.

42. Choose the best answer:

Some tasks are like tasks we use outside the classroom to communicate, e.g. a conversation, an
interview, a letter, reading a leaflet for prices. These tasks test communication skills. Some tasks,
e.g. gap-fill, test the ... of language use. We do not use them to communicate, and they do not
test communication skills.

a) appropriacy b) accuracy c) fluency d) interaction.

43. Choose the best answer:

A ... for example, tests spelling, handwriting, punctuation, grammar, vocabulary, organisation of
ideas and fluency of writing

a) gap-fill b) choosing between pairs of sounds c¢) multiple choice d) composition

44. Choose the best answer:

The reason for using ... assessment is to help learners to understand their language use and
performance better, and so become more autonomous.

a) self-assessment  b) formative assessment C) summative assessment

45. Choose the best answer:

Pronunciation describes how well your utterances are comprehensible to the listener. You will be
assessed on things such as ........ , which means how well you pronounce strong and weak
syllables within individual words.

a. intonation

b. rhythm

c. sounds

d. stress

46. Choose the best answer: It also relates to ........ , which is your ability to connect words
together naturally with stress on appropriate words.

a. intonation

b. rhythm

c. sounds

d. stress

47. Choose the best answer: Your use of ........ should be possible to express a range of attitudes
and meanings.

a. intonation

b. rhythm

c. sounds

d. stress
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48. Choose the best answer: You should also be able to pronounce individual ........ (for example
consonant clusters, vowels and dipthongs) effectively.

a. intonation

b. rhythm

c. sounds

d. stress

49. Choose the right answer that characterizes the word feedback.

a) The reason for using feedback is to help learners to understand their language use and
performance better, and so become more autonomous.

b) Informal assessment is often followed up by feedback to the learners on the suggestions for
how to improve.

c) We use the information from formative assessment to decide if we need to continue teaching
this area or not, and to give learners reactions on their strengths and difficulties in learning in this
area.

50. Choose the best answer: “An exam question in which students must uniquely associate
prompts and options is called a question.” Students respond to questions by
pairing each of a set of stems (e.g., definitions) with one of the choices provided on the exam.
a. true-false

b. multiple-choice

c. short answer

d. matching

51. Choose the best answer: questions are typically composed of a brief
prompt that demands a written answer that varies in length from one or two words to a few
sentences. They are most often used to test basic knowledge of key facts and terms.

a. true-false

b. multiple-choice

c. short answer

d. matching

52. Choose the best answer: questions are composed of one question (stem)
with possible answers, including the correct answer and several incorrect answers.

a. true-false

b. multiple-choice

c. short answer

d. matching

53. Choose the best answer: are only composed of a statement. Students
respond to the questions by indicating whether the statement is correct or incorrect.

a. true-false

b. multiple-choice

c. short answer

d. matching

54. Choose appropriate teacher’s role for the following situation: is when we
get information from our learners rather than giving it to them. This information can be about
topics or language. For example, we can show learners a picture and ask "What can you see in the
picture?"

a. Checking learning

b. Eliciting

c. Prompting learners

d. Conveying the meaning of new language

55. Find the right order of the following instructions so that they are logical and easy to follow.
During a grammar practice activity

A. ... so we’re going to stop this activity for five minutes to look at them again.
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Close your books, please, and concentrate on the whiteboard again.
| can see a lot of mistakes with the verb patterns ...
isten up, everybody. Can | stop you there for a moment?
, C
, C,

-
—

o8]

>w >

B.
C.
D.
a.
b.
C.
d.

wWOo U
OO>»

,D,C A

56. Choose the TEFL method or approach. The teacher says commands and acts them out. The
students try to perform the action. The teacher repeats by saying the command without acting it
out. The students respond. The roles are then reversed.

a) the direct approach

b) total physical response

c) the natural approach

57. Choose the TEFL method or approach. The teacher introduces grammatical structures and
rules by showing a video. The students practise the grammar in context. The teacher gives lots of
meaningful examples to demonstrate the grammar.

a) the inductive approach

b) the deductive aproach

c) the reductive approach

58. What is Body Language?

a. Postures, gestures, and facial expressions.

b. The exchange of information through the use of words.

c. Your words say one thing but your body language say another.

d. Speak from your point of view.

59. What are the benefits of student involvement in their own assessment process?

a. Increased motivation to learn

b. Increased validity and reliability of classroom assessment

c. Sense of ownership

d. All of the above

60. A process to identify students’ learning styles, learning difficulties in order to enhance their
learning is called ...

a. Evaluation

b. Teaching

c. Assessment

61. The teaching approach which insisted on presenting spoken language from tape before the
students encountered the written form is

a. audio — lingual

b. direct

c.CLT

62. The method uses spoken, not written, commands.

a. Silent

b. Total Physical Response

c. Immersion

63. What is the primary purpose of assessments?

a. Inform parents of student progress

b. Provide feedback to help students succeed

c. Allow schools to compare progress

d. Enable teachers to test strategies

64. What do you call a test that helps teachers to decide what they need to teach?

a. Placement

b. Diagnostic
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c. Achievement

d. Proficiency

65. What do you call a test that a teacher uses to assess how much students have learned?
a. Placement

b. Diagnostic

c. Achievement

d. Proficiency

66. What do you call a test that proves how much a student knows about a subject?

a. Placement

b. Diagnostic

c. Achievement

d. Proficiency

67. What do you call a test that is used to split the students into classes at different levels of
ability?

a. Placement

b. Diagnostic

c. Achievement

d. Proficiency

68. ..... is looking through the text quickly in order to find some specific information

a. Scanning

b. Skimmig

c. Gist reading

69. ..... is a correction of a learner’s mistakes by fellow learners

a. Peer correction

b. Error correction

c. Self-correction

70. Learners who take an active role in their learning take responsibility for their own learning
a. True b. False

71. An autonomous person is dependent and can hardly make his/ her own decision

a. True b. False

72. Video gives elementary learners an opportunity to listen to authentic English and understand
the language while watching the film

a. True b. False
73. Covering mouth with one’s hands shows respect towards the guest
a. True b. False

74. The most common interpretations of culture distinguish between culture with a capital ‘C’- a
nation’s history, literature, music, architecture, and culture with a small ‘c’ — people’s customs,
everyday habits, traditions and traditional values

a. True b. False

75. No textbook is ideal. Authors of ELT textbooks might be leading professionals but they will
not know about your context, or the specific needs of your learners

a. True b. False
76. By simplifying the text a teacher can make it more accessible for his/her students a.
True b. False

77. Some activities can be used both in Pre and While stage of the lesson

a. True b. False

78. Class books should have top-to-down approach to grammar rules

a. True b. False

79. 1t is useful to provide questionnaire within the mixed ability class for feedback
a. True b. False
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80. Effective teachers vary their instructional strategies. Mrs. Haugen divides students into
groups and gives each group a segment of the historical timeline for the unit they've been
studying. She gives each group a poster board and markers. Next she instructs each group to
make a poster that shows historical events that occurred during their segment of history. What
type of instructional strategies does Mrs. Haugen use in this scenario?

a. Traditional

b. Student-directed

c. Authentic

d. Teacher-directed

81. Providing feedback, enabling students to make comments or annotations, having students
answer questions that require thinking, and involving students in educational games are all
examples of ways you can make your instructional media

a. Interactive

b. Active learning

c. Interactivity

82. When we are teaching vocabulary to young learner, the new vocabulary should be

with the vocabulary that they already known.

a. learned

b. added

c. connected

d. suitable

83. “How words go together naturally” is the definition of?
a. Synonym

b. Antonym

c. Hyponim

d. Collocation

84. What is the right grammar activity for older children?

a. Find the definition of the word

b. Find synonyms of the word

c. Translating some sentence

d. Make a sentence in group

85. Choose the appropriate alternative for each statement below
Really knowing a word means knowing .

a. denotation meaning and imaginative meaning

b. imaginative meaning

c. denotation meaning

86. Knowing a word involves understand its forms distinguished by :
a. what part of speech the word is

b. how the word is Pronounced and spelt

c. Both are correct.

87. Meaning of some vocabulary items is created by.......

a. adding prefixes of suffixes

b. making compound words

c. All are correct.

d. words that often occur together

88. To distinguish the meaning of words, items can be grouped into
a. synonyms (words with similar meaning)

b. antonyms (words with opposite meaning)

c. lexical sets ( words that belongs to the same topic)

d. all of them

314



89. Mime is very useful for teaching action verbs and it can help to keep students engaged and
retain new words.

a. True b. False

90. Students need to learn words in context and encounter new words multiple times to
effectively acquire them.

a. True b. False

91. The majority of vocabulary acquisition occurs

a. independently by learners studying word lists

b. incidentally through oral and written exposure

c. intentionally through formal classroom instruction

92. Which sentence is an example of a figure of speech called "hyperbole™?

a. | asked him a million times.

b. Her voice is as sweet as candy.

c. There was a deafening silence in the room.

93. When the direct object of a separable phrasal verb is a pronoun, it

a. MUST go after the two parts

b. MUST go between the two parts

Cc. can go between or after the two parts

94. Listening should not be considered a passive language skill in which the learner is simply
receiving language input.

a. True b. False

95. Among the goals of pre-listening is

a. To provide a list of new vocabulary and expressions found in the text.

b. To create expectations about the content of the listening text.

c. To give students an outline of the main ideas in the text.

96. What is the communication skill that we use the most?

a. Reading

b. Writing

c. Listening

d. Speaking

97. What is the last step in pre-listening part?

a. Brainstorm the vocabulary and topic

b, Examine the pictures

c. Predict the answers

d. Listen and do the tasks

98. What do we teach the student when teaching speaking? (There is more than one correct
answer)

a. Express, organize thoughts, use of language

b. How to use intonation, stress and rhythm

c. How to select appropriate words and sentences

d. Use logical sequence

99. Many factors influence our motivation to learn a language. Find the right factor that
influence our motivation to find jobs, get on to courses of study, get good marks from the
teacher.

a) encouragement and support from others

b) our interest in the learning process

c) feeling good about learning the language

.d) the usefulness to us of knowing the language well

100. Find the right examples for the factor that influence our interest in the learning process
a) the interest and relevance to us of the course content, classroom activities, the teacher's
personality, teaching methods.
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b) for finding jobs, getting on to courses of study, getting good marks from the teacher

c) success, self-confidence (feeling that we can do things successfully), learner
autonomy/independence (feeling responsible for and in control of our own learning)

d) encouragement and support from otherslike teacher, parents, classmates, school, society

101. Choose the right answer: ... is the thoughts and feelings we have which make us want to
do something, continue to want to do it and turn our wishes into action.
a) encouragement b) support C) motivation d) assistance

102. Choose the right answer: In productive language, this can be simply a measure of how
many connected words a person can say or write in a given time. ... measures may also take into
account the number of hesitations, self-corrections, repetitions, and space fillers like ‘um’. A
person may speak quite slowly but be very assured because none of these ‘interruptions’ occur.
a) accuracy b) complexity .c) fluency

103. Choose the right answer: ... relates to the number of mistakes a speaker (or writer) makes,
and to whether they use the forms that are expected for the type of text being produced. For
example, it would be incorrect to use very formal language in a personal note to a friend, just as
it is incorrect to write “he was falled down”

.a) accuracy c) fluency b) complexity

104. What are the major types of communication strategies?

a) Direct, indirect and visual .b) Verbal, nonverbal and visual.  ¢) E-mail, verbal and
phone

105. What is the exchange of information between a sender and a receiver?

a) Strategy  b) Technology .c) Communication

106. ... such as practice exercises, reading passages, gap fills, recordings, etc. can be found in
almost any course book as well as in books containing supplementary materials. They form an
essential part of most lessons.

.a) Text-based materials b) Task-based materials ¢) Realia

107. Task-based materials ...

a) ... such as practice exercises, reading passages, gap fills, recordings, etc. can be found in
almost any course book as well as in books containing supplementary materials. They form an
essential part of most lessons.

.b) ... include game boards, role-play cards, materials for drilling, pair work tasks, etc. They
might be used to support 'real life' tasks such as role-playing booking into a hotel or a job
interview.

¢) ... include such things as magazines, newspapers, fruit and vegetables, axes, maps - things
from the real world outside the classroom.

108. What do we mean by an individual’s natural, habitual, and preferred way of absorbing,
processing, and retaining new information and skills?

a) learning strategy .b) learning style c) learning approach

109. Choose the right aim for the following lesson summary:

Learners put jumbled sections of a text in order. The teacher focuses on conjunctions, time
expressions, pronouns, etc. Learners make notes on a similar topic, and then they produce a
similar text.

a. to train learners to learn autonomously

b. to give learners oral fluency practice

c. to raise awareness of how to join sentences and paragraphs

d. to revise and consolidate vocabulary

110. Choose the right aim for the following lesson summary:

Learners work in large groups to brainstorm ideas on different roles, and then form new groups
for a role-based discussion. The teacher monitors the discussion.

a. to practise writing for a communicative purpose

b. to train learners to learn autonomously
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c. to give learners oral fluency practice

d. to raise awareness of how to join sentences and paragraphs

111. What of the following characterizes best a well-managed class? When learners

a. are controlled by the teacher

b. blindly obey teachers' instructions

c. pursue their task without inhibition

d. are engaged in an activity that leads them to realize the set goal

112. What should a teacher do for students in his class whose ability are behind their grade
level?

a. Give them materials on their level and let them work at a pace that is reasonable for them,
trying to bring them up to a grade level

b. Give them the same work as other students, because they will absorb as much as they are
capable of.

c. Give the same work as the other students, not much, so that they won’t feel embarrassed.
d. Give them work on the level of the other students and work a little above the classmates level
to challenge them.

113. One characteristic of an adult learner is that they take a direct role in the learning
process. A form of learning discussed in class that has this principle central to its theory is
a. Active learning

b. Lecture

c, Self-directed learning

d. Experiential learning

114. Which role is the teacher playing here? The teacher listens to the students having a group
discussion, and takes notes of sample language to go over later.

a. learner b. mentor C. assessor

115. When you teach students how to look for specific details in a text you are showing them
how to

a. skip b. scanc. skim

116. Like the skill of listening, reading is typically classified as a

a. receptive skill

b. productive skill

c. reproductive skill

117. KWL asks students to determine what they

a. Know, Want to know, Learned

b. Keep in their heads, Write down, Let go

c. are Keen about, Willing to learn, Looking for

118. Writing is a

a. receptive skill

b. productive skill

119. Part of a lesson that gives learners the chance to use what they've just been taught in a
structured way is called

a. guided practice

b. free practice

c. teaching practice

120. Which activity does not give learners controlled pronunciation practice?

a. Listening to words and ticking the ones you hear

b. Saying a list of words all containing the same problem phoneme

c. Repeating sentences and beating their rhythm at the same time

121. Which activity do not develop interactive speaking skills?

a. Role-plays

b. Information-gap
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c. Substitution drills

122. Which activities do not involve an information gap?

a. True/False questions

b. Surveys

c. Problem Solving

123. Which activity does not develop listening for gist?

a. Listening to choose a title for a text

b. Listening to decide how many speakers there are

c. Listening to draw a route a map

124. Mr.Wood rarely uses paragraphs or punctuation in his writing. He needs...

a. Grammar exercises

b. Controlled practice activities

c. Guided writing activities

125. Her English is really good but she still makes some elementary mistakes in writing. She
needs...

a. Proofreading technique

b. Peer correction

c. Grammar rules

126. These learners are mainly kinaesthetic

a. The learners in groups tell a story based on a series of picture they look at

b. The learners go round the class reading posters made made by the other groups
c. The learners listen to a recording about an athlete and fill in a table

127. Their learners are age 7-8

a. The learners explain the difference between guessing and deducing meaning

b. The learners give one another their homework for proof reading

c. The learners use pictures to talk about their favorite sport

128. The activity which is not an example of INTERACTION

a. the learner listened to a recording and wrote down the words he didn't know

b. a learner discussed with his teacher why his answer was correct

c. a group of learners designed a poster together

129. The activity which is not an example of PARAPHRASING

a. The learners read one another's emails and underlined and corrected the mistakes
b. The learners used prompts to write new sentence with the same meaning but different words
from the original sentence

c. The learner summarised the contents of his recent presentation for his classmates
130. A test that measures talent for a specific type of ability is a(n)

a. Achievement test

b. Summative assessment

¢, Aptitude test

d. Personality test

Final assessment on Teaching and integrating language skills for the 4" year students
(Term 7)
(2020-2021 study year)

1. The teaching approach which insisted on presenting spoken language from tape before the
students encountered the written form is

a. audio — lingual

b. direct

c.CLT

2. The method uses spoken, not written, commands.
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a. Silent

b. Total Physical Response

c. Grammar-Translation

3. The learners who like studying grammar, studying English books and reading newspaper are
a. text-based learners b. communivative learners

4. Communicative learners ............ccocceveeneen

a. like studying grammar, studying English books and reading newspaper.

b. like studying alone, finding their own mistakes and working on problems set by the teacher.
c. like using English out of class in shops, trains, and so on; learning new words by hearing
them, and learning by conversations.

5. Dictation, map drawing, and reading aloud are all techniques of approach.
a. direct

b. audio-lingual

c. slient

6. In the writing test, you ask your learners to do peer correction after writing paragraphs. The
teaching approach is ,

a. community language teaching

b. silent

c. grammar translation

7. Language games, picture story and role play are all examples of the use of techniques in

...................... approach.

a. CLT

b. audio-lingual

c. natural

8. 1n , teacher teaches students social or collaborative skills so that

they can work together better.

a. Content-based

b. Cooperative Learning

c. Communicative Language Teaching

9. The teacher tells a story about animals. Children make animal noises every time they hear the
name of the animal.

a. Total Physical Response

b. Communicative Language Teaching

c. Suggestopedia

d. Grammar Translation

10. Students ask their classmates when their birthdays are and write the answers down. They try
to find a different child for each month of the year.

a. Presentation Practice Production

b. Audio-lingual Method

c. Direct Method

d. Communicative Language Teaching

11. Any of a wide variety of exercises, activities, or devices used in the language classroom for
realizing lesson objectives.

a. Method

b. Technique

c. Approach

d. Syllabus

12. This method places emphasis on the social and situational contexts of communication.

a. silent way

b. Audio-lingual Method

c. Grammar Translation
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d. CLT

13. There is a heavy dependence on imitating language models and memorization of dialogues.
a. Grammar Translation

b. Audio-lingual Method

c. Task-based Instruction

d. CLT

14. Students work in groups to make five questions about vocabulary from the previous unit.
Then, they exchange questions with another group and try to answer the questions.

a. Total Physical Response

b. Communicative Language Teaching

c. Grammar Translation

d. Task-based Instruction

15. Little or no attention is given to pronunciation in this method.

a. Grammar Translation

b. CLT

c. Lexical approach

16. The main activities are memorization of dialogues, question and answer practice, substitution
drills, and various forms of guided speaking and writing practice.

a. Grammar Translation

b. Direct Method

c. Audio-lingual Method

d. CLT

17. Learners are engaged in meaningful and authentic language use.

a. Audio-lingual Method

b. Direct Method

c. TPR

d. CLT

18. Vocabulary, collocations, and idioms are important in this method.

a. Situational Language Teaching

b. Direct Method

c. Lexical approach

d. Grammar Translation

19. Lots of drills are used in this method.

a. Audio-lingual Method

b. Direct Method

c. CLT

d. Grammar Translation

20. A fundamental purpose of learning a foreign language is to be able to read literature written
in it.

a. Grammar Translation

b. Audio-lingual Method

c. Direct Method

d. Silent way

21. There are some techniques as map drawing, dictation, fill-in-the-blank exercise, or paragraph
writing in this method.

a. Grammar Translation

b. Suggestopedia

c. CLT

d. Direct Method

22. What is Task-Based Language Teaching?
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a. An approach to language teaching that considers important to give students lots of homework
to learn a language.

b. An approach to language that uses grammar explanations for students to complete tasks.
c. An approach to language teaching that adopts meaning-based, communicative tasks as the
central unit for language learning and teaching.

23. What is a task?

a. A language teaching activity that has a primary focus on meaning, has some kind of gap,
requires learners to use their own resources and has some communicative outcome.

b. An assignment given to students in order to practice language for themselves in the real-world
with natives and non-native speakers of the target language.

c. A language activity that is fun and communicative in which students are required to have a
deep understand of grammar structures to achieve a goal.

24. What are the stages of a TBLT lesson?

a. Presentation, Practice and Production.

b. Engage, Study and Activate.

c. Task, Planning and Report.

d. No answers are correct

25. Which one is not a principle of CLT?

a. Students should learn to answer automatically without stopping to think.

b. Authentic language should be used.

c. The target language is a vehicle for classroom communication, not just the object of the study.
d. The teacher is the facilitator in setting up communicative activities.

26. Which one is not an activity used in CLT?

a. Giving and obeying commands

b. Role plays

c. Language games

d. Scrambled sentences

27. Which one is the role of the Teacher in CLT?

a. Authority

b. Mentor

c. Guide

d. Director

28. What is a good example of an activity within the CLT method?

a. Dialogue sessions

b. Role play

c. Anything structured around the interest and ages of the students

d. All the answers are correct

29. What is Communicative Language Teaching based on?

a. The idea that learning language successfully comes through having to communicate real
meaning.

b. The idea that learning language comes from rote memorization.

c. The idea that learning comes from reading and writing literature in the mother language.
30. What is the teacher's role in Communicative Language Teaching?

a. Guide

b. Participant

c. Researcher and Learner

d. All the answers are correct

31. What is the role of the student in Communicative Language Teaching?

a. Silent observer

b. There is no student role in CLT.

c. Speaker and negotiator
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32. Which of these is NOT a characteristic of Communicative Language Teaching?

a. Always communicate with the Mother Language.

b. Be appropriate to the situation, speaker role and setting.

c. Select topics appropriate to the interest of the students in the class.

d. Trial and error is essential to learning.

33. Finish the sentence. The primary function of language is

a. to allow for the learning of grammar.

b. to engage in mathematics.

c. to allow interaction and writing.

d. to allow interaction and communication.

34. What aspect of grammar does the following description refer t0?

“Possession ‘s is used to describe possession, characteristics of something, the quantity, the
relationship, a part or a whole, the origin or the actor.”

a. Form

b. Meaning

c. Use

35. In which stage are drills often used in PPP approach?

a. Presentation

b. Practice

c. Production

36. Teaching grammar is basically teaching the ?

a. language function

b. language principle

c. language rules

d. foreign language

37. Rules explanation is an activity suitable for?

a. Deductive approach

b. Direct Method

c. Natural Approach

d. Inductive approach

38. Teachers present the examples at the beginning then generalizing rules from the given
samples. Which of grammar teaching using this methods.

a. Deductive approach

b. Inductive approach

c. Natural approach

d. Cognitive approach

39. Mrs. Jones teaches ninth grade. When her class enters her room each day, they walk to their
assigned desk and take their seats. Immediately they take out their notebooks to write down and
answer the question that is on the board that reviews yesterday's material. While the students are
quietly working, Mrs. Jones takes attendance. Once everyone has answered the question, Mrs.
Jones reviews it with her class before moving on to today's materials. What term below
accurately describes the situation above?

a. Arigid classroom

b. A flexible classroom

c. A disorganized classroom

d. A well-managed classroom

40. What refers to the physical set-up of the learning environment, which generally includes the
arrangement of chairs, tables, and other equipment in the classroom designed to maximize
learning?

a. Classroom Activities

b. Classroom Structure
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c. Classroom Procedures

d. Classroom Routines

41. The steps teachers take to optimize learning by shaping their classroom environment,
engaging students in learning, and minimizing inappropriate behavior.

a. Classroom Rules

b. Classroom Procedures

c. Classroom Management

d. School Policies

42. Communication without words using techniques such as eye contact, body language,
gestures, and physical closeness.

a. Written

b. Verbal

c. Nonverbal

43. In creating a classroom environment, the teacher must consider which of the following
a. how the room will be used

b. the ages and the abilities of the students

c. the way transitions will be handled

d. All the answers are correct

44. \When dealing with common behavior problems, the teacher should

a. respond to problems quickly and consistently

b. handle the problem in front of other students

c. immediately impose preset consequences

d. quickly mediate disputes between students

45. When is the teacher monitoring?

a. during written practice exercises, when the aim is to point out errors and encourage self-
correction.

b. during listening practices, when students are lost.

c. during reading and grammar practices.

46. What are the purpose of monitoring? There are two answers.

a. look for errors in the target language

b. ensure that learners are on task

c. the class must be quiet

47. What role does this definition refer to? Organizing the learning space, makes sure
everything in the classroom is running normally and sets up rules and routines for behavior
a. TUTOR

b. MANAGER

c. HELPER

d. LANGUAGE RESOURCE

48. Pedegogy is best described as

a. Principles and methods of teaching.

b. Teaching children to learn.

c. The art and science of helping adults learn.

d. Understanding the role of the lecturer.

49. Clear teaching goals help...

a. improve academic performance and students' motivation

b. student's get better grades

c. the teacher be more prepared

50. The following is NOT one of the basic elements in the lesson planning process are:
a. curriculum materials

b. standards
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C. assessment

d. extracurricular activities

51. The following is NOT a result of lesson planning :

a. goals are clear to students and the teacher

b. teachers are more accountable for students learning

c. student's behavior improves

d. set the appropriate route to quality learning

52. The three main elements of a lesson plan are:

a. objectives, assessment, methodology and strategies

b. objectives, activities, and assessment

c. activities, materials, and assessment

53. The lesson planning cycle includes

a. learning objectives, teaching and learning activities, and assessment

b. content, learning objectives, and assessment

C. content, context, assessment, and learning objectives

54. A course outline with a list of all the subjects and/or skills covered is a

a. lesson plan

b. syllabus

c. module

55. Which term is most similar in meaning to "syllabus"?

a. benchmark

b. approach

c. curriculum

56. A language course that’s organized by topics like family, work, seasons etc can be called a
course.

a. theme-based

b. skills-based

c. grammar-based

57. When planning a course, a process can help determine your students’ existing

abilities and requirements.

a. needs assessment

b. recycling

c. lesson planning

58. A unit which is usually studied over a set amount of time within a course is often called a

a. theme

b. module

c. task

59. A teacher's detailed description of a lesson they will give is a

a. syllabus

b. curriculum

c. lesson plan

60. A language course that’s organized around developing students’ abilities in speaking,

reading, writing etc is a course.

a. theme-based

b. skills-based

c. student-centred

61. The major reason for planning your instruction is to

a. provide curriculum continuity

b. have lesson plans available for a substitute teacher

c. prepare for teaching students who are different from you

d. design student experiences that are direct learning activities
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62. Which one of the following is not a step in the planning process?

a. preparation of lessons

b. development of a class schedule

c. Development of a long-term calendar plan

d. signature of the department chair’s approval

63. Instructional objectives guide students by helping them to

a. ldentify important high level skills

b. discuss the lesson with each other

c. monitor their own learning

d. create teachable moments

64. The written document about the workings of a class and that is given to students during the
start of the school term or year is called the

a. Syllabus

b. Textbook

c. Course of study

d. Curriculum framework

65. From the following, the FIRST STEP in preparing to teach a course should be to
a. planning the lessons

b. selecting a textbook

c. selecting the teaching strategies

d. preparing the instructional objectives

66. The teacher is a reflective decision-maker when the teacher thinks about

a. What he or she is teaching

b. why he or she is teaching particular content

c. how he or she is helping students learn particular content

d. all answers are correct

67. IS a procedure that is based on tests. In learning it is a significant part
of assessment.

a. Assessment

b. Evaluation

c. Testing

68. It is a testing that result in quantitative data such as attendance, records, questionnaires,
teacher ratings of students, etc.

a. Measurement

b. Language testing

c. Evaluation

69. It is the practice and study of evaluating the proficiency of an individual in using a particular
language effectively.

a. Measurement

b. Language testing

c. Testing

70. Which term means the gaining of new skills and understanding?

a. comprehension

b. fluency

C. acquisition

71. The ability to read and speak well and to express oneself without effort is called
a. comprehension

b. fluency

C. acquisition

72. The acronym PPP stands for "presentation, practice,
a. production
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b. proficiency

C. preparation

73. The various teaching methods and theories used to teach English are called

a. approaches

b. curriculum

c. teaching aids

74. The core text or the main textbook used in a specific class is a student's

a. authentic text

b. graded text

c. coursebook

75. Most audio-lingual materials are designed to help learners develop their skills.

a. reading and writing

b. spelling and punctuation

c. listening and speaking

76. Equipment, supplies, supplementary materials etc that teachers take to a class can be called

a. authentic materials

b. teaching aids

c. realia

77. Teachers use supplementary materials a textbook or coursebook.

a. inaddition to

b. instead of

c. such as

78. Which can be called an "authentic text"?

a. a graded reader

b. a newspaper article

c. agrammar textbook

79. What do we call objects from the real world that make a classroom feel more like a real-life

setting for practising language skills?

a. supplementary materials

b. really objects

c. realia

80. Materials centred around certain skills such as reading, listening, pronunciation etc are called
materials.

a. authentic

b. audio-lingual

c. skills-based

81. A standardized test that measures a learner's ability to acquire knowledge and skills is

a. an aptitude test

b. a placement test

c. a proficiency test

82. A test that helps determine the language level of learners so each is placed in a class for their

own level is

a. an aptitude test

b. a placement test

c. a proficiency test

83. A "grading rubric™ is a summary of criteria you can use to your students' levels of

achievement.

a. assign

b. acquire

C, assess

84. Activities and games that can be used to fill free time during a class are called
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a. warmers
b. fillers

c. closers

85. In which activity are words removed from a text at regular intervals and replaced with blank
spaces for students to fill in?

a. a filler

b. an information gap

c. a cloze test

86. What do we call an activity in which everyone can share their thoughts and ideas on a topic
or a problem?

a. brainstorming

b. role-playing

c. drilling

87. Which are often used for pronunciation practice and in pronunciation drills?

a. role-plays

b. minimal pairs

c. gap-fill exercises

88. Repetitive lines of rhythmic text that learners say out loud in a group are called

a. drills

b. rhymes

c. chants

89. Gap-fill exercises are most similar to

a. cloze tests

b. information gap tasks

c. filler activities

90. In a language classroom, role-play is an activity usually used for practice.

a. writing

b. reading

c. speaking

91. Learners must communicate with their classmates to get information needed to complete a
task when they're doing activities.

a. communicative

b. information gap

c. gap-fill

92. Which approach allows learners to acquire a language as babies do, beginning with silent
listening?

a. the communicative approach

b. the natural approach

c. the direct method

93. Which approach doesn’t allow learners to use their native language in a language class?
a. the communicative approach

b. the natural approach

c. the direct method

94. Learners must memorize grammar rules and vocabulary and translate large amounts of text
into English if their teacher is using a method called

a. the inductive approach

b. Grammar Translation

c. the communicative approach

95. Which is a method of teaching grammar in which the rules are given to the learner first,
followed by examples and exercises?

a. the direct method
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b. the deductive approach

c. the inductive approach

96. People who learn best when teachers use body language, facial expression and pictures are
a. kinaesthetic learners

b. visual learners

c. auditory learners

97. The needs and interests of the students receive priority and the teacher's role is as "facilitator
in learning.

a. school centred

b. teacher centred

c. student centred

98. People who learn best though physical response and have difficulty sitting for long periods
of time are

a. kinaesthetic learners

b. visual learners

c. auditory learners

99. People who learn best by having discussions and listening to lectures are referred to as

a. kinaesthetic learners

b. visual learners

c. auditory learners

100. Students learn English by translating to and from their native language. They memorize
irregular verb forms by writing them down over and over. Speaking skills are not a main focus.
a. the communicative approach

b. the audiolingual method

c. the grammar-translation method

101. The students learn patterns of language by repeating model sentences that the teacher
provides. They memorize set phrases and receive positive reinforcement from their teacher when
they perform drills correctly.

a. the communicative approach

b. the audiolingual method

c. total physical response

102. The teacher says commands and acts them out. The students try to perform the action. The
teacher repeats by saying the command without acting it out. The students respond. The roles are
then reversed.

a. the direct approach

b. total physical response

c. the natural approach

103, The teacher introduces grammatical structures and rules by showing a video. The students
practise the grammar in context. The teacher gives lots of meaningful examples to demonstrate
the grammar.

a. the inductive approach

b. the deductive approach

c. the reductive approach

104. An outline of the subjects in a course or program

a. Syllabus

b. work plan

c. lesson plan

105. The act of learners practising what they've learned

a. rehearsal

b. acquisition

C. presentation
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106. Which of these activities is communicative, not controlled practice?
a. an oral drill

b. a gapfill activity

c. an information gap activity

107. In skim reading students read a text

a. and pick out unknown words

b. to thoroughly understand the text

c. to get the general idea of the text

108. A non-authentic text is a text that

a. cannot be independently authenticated

b. has been written for language learning

c. contains spelling and grammatical errors

109. How would you explain these exchanges to your students? 1. A: Pass us the salt. B: Here
you go. 2. A: Could you please pass me the salt. B: Here you are.
a. 1 is grammatically incorrect. 2 is correct

b. 1 is impolite and should never be used. 2 is correct

c. 1 and 2 are both possible; the register is different

110. Which skills are receptive?

a. reading and writing

b. listening and reading

c. listening and speaking

111. A teaching methodology in which students are given an activity to complete and allowed to
use any English they know is called

a. activity acquisition

b. task-based learning

c. total physical response

112. Which pair of words is a minimal pair?

a. bit, bat

b. near, close

c. through, threw

113. A fossilized error is an error that

a. is typical of beginners but made by advanced learners

b. a learner makes even though they know the right answer

c. a learner has made so often that they believe it is correct

114. The term realia describes

a. objects a teacher takes into class to aid learning

b. a real or authentic recording such as a radio news broadcast

c. words that reflect real or material things, not feelings or ideas
115. A jigsaw activity is an exercise in which

a. students work out which parts of speech fit together

b. different groups of students receive complementary information
c. students are set a range of different but complementary activities
116. Which of the following tasks would you likely NOT see in a listening comprehension test?
a. Summarize the information that you hear

b. Make a prediction based on the dialogue

c. Spot the grammatical error in the transcript

117. Classify the following activity: Two students get together and create their own dialogue
between a waitress and a customer in a restaurant.

a. listening task

b. pre-listening task

C. post-listening task

329



118. Which of the following refers to a casual form of conversation that breaks the ice or fills
silence between people?

a. small talk

b. quick chat

c. instant message

119. What type of speaking activity is this? Student A: You are boarding a bus. Ask the driver
if it will take you to your hotel. Student B: You stop to pick up a business traveler. Help the
traveler find the right route.

a. cloze

b. jigsaw

c. roleplay

120. These are the objectives or things teachers want to test in assessing writing, except ....
a. Writing sentences that are grammatically correct

b. Letters construction

c. Logical development of a main idea

d. Spelling correctness

121. Forms, questionnaires, medical reports, immigration documents, and financial documents
(e.g., checks, tax forms, and loan applications) are the types of ....

a. Personal writing

b. Academic writing

c. Institutional writing

d. Job-related writing

122. Most vocabulary study is carried out through ....

a. Reading

b. Writing

c. Speaking

d. Listening

123. We do paraphrasing in order to ....

a. be unique

b. be different

c. avoid plagiarism

d. avoid similarity

124. In paraphrasing, students need to ....

a. Use different words to convey different meanings

b. Use different words to convey same meanings

c. Use same words to convey different meanings

d. Use same words to convey same meanings

125. Four types of writing tasks commonly addressed in academic writing courses are...

a. Compare/contrast, problem/solution, pros/cons and expository

b. Descriptive, narrative, recount, and report

c. Fiction/non-fiction, argumentative, explanatory, and procedure

d. Compare/contrast, problem/solution, pros/cons, and cause/effect

126. Diagnostic Assessment

a. Assesses a student's performance during instruction and usually occurs regularly throughout
the instruction process.

b. Measures a student's achievement at the end of instruction.

c. Assesses a student's strengths, weaknesses, knowledge, and skills prior to instruction.
127. Formative Assessment

a. Compares a student's performance against other students.

b. Measures a student's achievement at the end of instruction.

c. Measures a student's performance against a goal or specific standard.
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d. Assesses a student's performance during instruction and usually occurs regularly throughout
the instruction process.
128. What is the type of assesment that help you identify your students’ current knowledge of a
subject?
a. Public
b. Diagnostic
c. Formative
d. Summative
129. Summative Assessment
a. Measures a student's achievement at the end of instruction.
b. Assesses a student's strengths, weaknesses, knowledge, and skills prior instruction.
c. Evaluates student performance at periodic intervals.
130. What do you call a test that helps teachers to decide what they need to teach?
a. Placement
b. Diagnostic
3. Achievement
d. Proficiency
131. What do you call a test that a teacher uses to assess how much students have learned?
a. Placement
b. Diagnostic
c. Achievement
d. Proficiency
132. What do you call a test that proves how much a student knows about a subject?
a. Placement
b. Diagnostic
c. Achievement
d. Proficiency
133. What do you call a test that is used to split the students into classes at different levels of
ability?
a. Placement
b. Diagnostic
c. Achievement
d. Proficiency
134. What do you think this item is trying to test?
(1) A : Is it snowing there?
B : No it doesn't.
(2) A : Are you free this afternoon?
B : Sure. I'm busy.
(3) A: What year are you in?
B : I'm 23 years old.
(4) A : Do you speak English?
B : Yes, just a little.
(5) A : Where are you from?
B : I'lived in Seoul.
a. Speaking
b. Listening
c. Writing
d. Reading
135. A test that measures talent for a specific type of ability is a(n)
a. Achievement test
b. Summative assessment
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c. Aptitude test

d. Personality test

136. An alternative assessment is

a. always a written test.

b. only given after a completed lesson.

c. can be given at any time during the learning process.

d. a standardized test.

137. Helpful information or criticism that is given to someone to say what can be done to
improve a performance or product.

a. rubric

b. feedback

C. assessment

d. portfolio

138. A systematic and organized collection of a student's work that demonstrates the students
skills and accomplishments.

a.grading

b. portfolio

c. rubric

d. assessment

139. The process of measuring one's growth in regard to the knowledge, skills, and attitudes
possessed by professional teachers.

a. assessment

b. feedback

c. formative assessment

d. self-assessment

140. The process of gathering information related to how much students have learned.

a. assessment

b. portfolio

C. summative assessment

d. grading

141. How many skills are there in CEFR?

a. 4 skills

b. 5 skills

c. 6 skills

d. 3 skills

142. How many levels in CEFR?

a. 4 levels

b. 5 levels

c. 6 levels

d. 7 levels

143. What is the level of English proficiency based on the CEFR that should be achieved by
primary school pupils ?

a.C1, C2 b. B1, B2 c. Al, A2 d. A2, Bl

144. What is the level of English Proficiency based on the CEFR that should be acquired by the
teacher?

a. B2 b.C1l c.C2 d. Bl

145. Can understand familiar names, words and very simple sentences, for example on notices
and posters or in catalogues.

a. Al b. A2 c. Bl d. B2

146.
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146. Can understand everyday signs and notices: in public places, such as streets, restaurants,
'railway stations; in workplaces, such as directions, instructions, hazard warnings.

a. Al b. A2 c. Bl d.C1

147. Has a broad active reading vocabulary, but may experience some difficulty with low
frequency idioms.

a. Bl b. B2 c.Cl d. C2

148. Can read with ease virtually all forms of the written language, Including abstract,
structurally or linguistically complex texts such as manuals, specialised articles and literary
works.

a. Bl b. B2 c.Cl d. C2

149. Can understand specialised articles and longer technical instructions, even when they do
not relate to my field.

a. Bl b. B2 c.Cl d. C2

150. Can understand the description of events, feelings and wishes in personal letters well
enough to correspond regularly with a pen friend.

a. Bl b. B2 c.Cl d. C2
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4.5. Ishchi fan dasturiga muvofiq baholash mezonlarini go’llash bo’yicha
uslubiy go’llanmalar

NAZORAT TURLARINI O TKAZISH TARTIBI

1. Oraliq nazoratni o tkazish tartibi:
e Yozma ish / dars kuzatuvi bo*yicha tahliliy hisobot;

e Barcha tilko’nikmalarini go’llagan holda mikro dars o’tish;

2. Yakuniy nazoratni o'tkazish tartibi:

Ushbu nazorat turi auditoriyada akademik guruhning barcha talabalari ishtirokida 7-8-
semestrlarda “Chet tillarni o‘gitishning integrallashgan kursi” fanudan yozma ish tartibida
o0 tkaziladi.

“Chet tillarni o gitishning integrallashgan kursi”” fanidan talabalar bilimini besh baholik
tizimda baholash mezoni

“Chet tillarni o gitishning integrallashgan kursi” fani bo’yicha nazorat turi, shakli, soni
hamda har bir nazoratga ajratilgan maksimal baho, shuningdek nazorat saralash baholari
hagidagi ma’lumotlar fan bo’yicha birinchi mashg’ulotda talabalarga e’lon gilinadi.

Talabalarning bilim saviyasi, ko’nikma va malakalarini nazorat gilishning 5 baholik tizim
asosida talabaning fan bo’yicha o’zlashtirish darajasi baholar orgali ifodalanadi.

“Chet tillarni o qgitishning integrallashgan kursi” fani bo’yicha talabalarning semestr
davomida o’zlashtirish ko’rsatkichi har bir nazorat uchun maksimal 5 baholik tizimda
baholanadi.

Talabaning “Chet tillarni o‘qitishning integrallashgan kursi” fani bo'yicha o zlashtirish
ko rsatkichi quyidagi mezonlar asosida baholanadi

Yozma ishlar, og’zaki so’rovlar, ekspres testlar,

Baholash usullari .
prezentatsiyalar

5 baho “a’lo”
e Talaba mustaqil xulosa va garor gabul gila oladi;

e ijodiy fikrlay oladi;

e mustaqil mushohada yuritadi;

e olgan bilimini amalda go’llay oladi;

e “Chet tillarni o qitishning integrallashgan kursi” fanining

Baholash mezonlari (mavzusining) mohiyatini tushunadi, biladi, ifodalay oladi va
aytib beradi;

e “Chet tillarni o qgitishning integrallashgan kursi” fani
(mavzulari) bo’yicha tasavvurga ega deb topilganda.

4 baho “yaxshi”
e Talaba mustaqil mushohada yuritadi;

e olgan bilimini amalda go’llay oladi;
e “Chet tillarni o’qgitishning integrallashgan kursi” fanining
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(mavzusining) mohiyatini tushunadi, biladi, ifodalay oladi va
aytib beradi;

e “Chet tillarni o qgitishning integrallashgan kursi” fani
(mavzulari) bo’yicha tasavvurga ega deb topilganda.

3 baho “goniqarli”

e Talaba olgan bilimini amalda qo’llay oladi;
e “Chet tillarni o qitishning integrallashgan kursi” fanining

(mavzusining) mohiyatini tushunadi, biladi, ifodalay oladi va
aytib beradi;

e “Chet tillarni o qitishning integrallashgan kursi” fani

(mavzulari) bo’yicha tasavvurga ega deb topilganda.

2 baho “qonigarsiz”
e Talaba fan dasturini o’zlashtirmagan;

e “Chet tillarni o qitishning integrallashgan kursi” fanining
(mavzusining) mohiyatini tushunmaydi;

e “Chet tillarni o qgitishning integrallashgan kursi” fani
(mavzulari) bo’yicha tasavvurga ega emas deb topilganda.

7-semestr

Talabalar ON dan to’playdigan ballarning mezonlari

ON baholari
No Ko’rsatkichlar O’zgarish
maks .
oraligi
1. . C PR 5 2-5
Yozma ish / dars kuzatuvi bo*yicha tahliliy hisobot
2. | Mustagqil ta’lim topshiriglari 5 2-5
Jami ON ballari 5 2-5
8-semestr
Talabalar JN dan to’playdigan ballarning mezonlari
ON baholari
No Ko’rsatkichlar O’zgarish
maks .
oraligi
1. | Barcha til ko’nikmalarini qo’llagan holda mikro dars o’tish 5 2-5
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2. | Mustagqil ta’lim topshiriglari 5 2-5

Jami ON ballari 5 2-5

Izoh:

1. Talabani oralig nazorat turi bo’yicha baholashda, uning oraliq nazorat topshirig’i va
mustaqil ta'lim topshiriglari bo’yicha olgan baholari umumlashtiriladi va o’rtacha baho oralig
nazorat bahosi hisoblanadi.

2. Ta’lim jarayoni masofaviy ta’lim tizimi orgali tashkil etilganda ON va YaN sinovlari
test shaklida o’tkaziladi.

Yakuniy nazoratlar 7 va 8-semestrlarda “Yozma ish” shaklida o’tkazilishi belgilanadi va
maksimal 30 ballik tizimda baholanadi.

Yakuniy nazoratida:
a) Yozma ish shaklida o’tkazish bo’yicha baholash mezoni

Sinov 30 variantli usulda o’tkaziladi. Har bir variant 3 ta savoldan iborat bo’ladi. Talaba
tomonidan savollarga berilgan javoblar 2-5 baho oralig ida baholanadi. Talaba maksimal 5 baho
bilan baholanishi mumkin.

Talabaning savollarga bergan javoblari quyidagi tartibda baholanadi:

1) Bitta savolga to’gri va to’lig javob berilganda - “gonigarli” 3 baho;

2) Ikkita savolga to’gri va to’liq javob berilganda - “yaxshi” 4 baho;
3) Uchta savolga to’gri va to’lig javob berilganda - “a’lo” 5 baho;
4) Bironta savolga ham to’gri va to’liq javob berilmaganda - “gonigarsiz” 2 baho.
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