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Scott Thornbury

Editorial

Welcome to Issue 9 of the International House Journal, It was
great to have so much interest in and feedback on Issue 8. There
was also a keen response fo our request for 'vignettes' about
local schools as you can see on page 31. Thank you to all of you
whe contributed nuggets for others to read about your schoal. If
you haven't already sent one, please do try. You can see that any
format goes.

We would also like LETTERS on some of the burning issues our
contributors discuss in their articles and we promise to print
them in issue Number 10. This includes respanses to reviews
{see page 38} to which, of course, authors, publishers and users,
also have tha right to reply. (Email would be easiest for us -ihjour-
nal@inlondan.co.uk}

We hope you can see from our contents list that we are more
than just an ‘in-house mag’, in that we aim o make a serious
contribution to debates on the theory and practice of ELT
teaching all over the world. We are delighted to include an article
fram Scott Thornbury; through his discussion of a symposiurm of
papers, he makes his own thoughtful and eniertairing
contribution to the Form versus Meaning argument. it is also
goed to hear from one of our founding figures, Brita Haycraft, on
the all-important matter of pronunciation. Her emphasis an
whole-sentence production and sentence stress meshes nicely
with the lexical approach. Jeremy Page’s item on Quality is
essential reading for all those DOSes, Directors, and Trustecs
who are responsible for maintaining the high standards their
teachers would like 1o be able to offer ALL the time! We know
that there are many excellent managers in 1H Worldwide and we
would love to hear about your management successes and your
problems.

If you are a teacher-trairer, Mike Cattlin, and Derrin Kent with Kari
Kaliski, will provide you with ideas and food for thought, while
Trish Burrow points out some of the things teachers and trainers
need 1o be aware of when tackling Young Learners. Pippa
Bu~stead and Jo Cooke draw on their experiences with the

—

Internet anc 2xam classes to offer ideas and advice. And finally,
Mark Loyd and Rod Fricker suggest ways of dealing with two
parenial bug-bears: the Present Perfect and those troublesome
Modais

Tha ooy thing that's missing is anything about Teaching English
for Business. This i a pity because it's one of the most
impcrtant grewth areas in the industry. Please try to find time to

.01 el us, for example, about the first time you tock on a
one-ta-c-ie student. How was it different? How was it the same?
Whhat oz good? What was terrifying?  Another  important
‘Businsss Frighsh’ debate is *Standard English’ vs 'International

A 250 rotice that in this issue we have lots of exciting news
cos 2C-34 about happenings in IH Worldwide. In addition,
w12 bightight tne IH London Educational Conference on
Febd "7 7 tn 2000 Itis called “Arifica’ (' The clever use of tricks

ard oo 208" accordng to the Colng Cobuild English Qictionary

1995 a7 .ol are nterested in spezking at it proposal forms
arg 3val +am Foger Hiunt Tal 020 7518 6925, Fax 620 7518
8521, Ema rooechuert@ hiordor couk b

Thanks. as & ~a.5 are due to the ecitorial board for their ideas,
design wor< 2o gercea boo and o Steve Brent for his support
arg ercosragens Autting the Journal together (in the

interstices o eachicg two ul-time timetacles) gives us the
chance <o fascinating people from throughout the
crgarisaror and is zhways an interesting and exciting experience.
Wo've had a lo af fun doing it. We hope you will, reading it.

s

Susanna Dammann and Rache! Clark

The International House Journal of Education and
Development is published biannually in Spring and Autumn. If
you would fike to join our fist of regular subscribers, please
contact Rachel Day or fill in the form on page 43.
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Walking while chewing gum: A review

Scott Thornbury

Scott Thornbury is a teacher trainer at IH Barcelona, much in demand as a popular and distinguished conference speaker,
His most recent work includes his prize-winning ‘How To Teach Grammar,' reviewed on page 38

(This article first appeared in the November 1999 issue of the
TTSIG Newslstter.)

The following is a rough transcnphon of an exchange that took
place in a class of mine in Egypt maybe 20 years ago. We are
practising the previously-taught pattern "Have you done X yel?”,
Jsing prompts | am supplyirg:

Me: Visit The Pyramids. Hisham?
Hisham: Have you visited the Pyramids yet?
Me: Good. Eat kebab. Mervat?

Mervat: Have you eaten kebab yet?

Me: Good. See oriental dancer. Magdi?

Magdi: Have you seen an oriental dancer
yet?

Me: Goad. Listen Om Kalthoum. fwell
known Egyptian singer]. Hoda?

Hoda: Have you listened to Om Kalthoum
yet?

Me: Good...

Hisham [surprised by this reference to
“insider’cultural knowledge and
interrupting to ask a “real” question]
Did you listen to Om Khalthoum, Mr
Scott?

Me: Hisham! What are we practising?/

The inc dent has stayed with e because at the time | was
dumboundad by the apoarent inability of the student {(Hisham) to
fransfer the correct form *or the meaning he wished to express,
when the form would seem tc nave been optimally available.
Most teachers will have had similar experiences - those
moments when the students unaccountably refuse to transfer a
form from a context of learning to a context of use. It is as if the
student can't focus on structure and on meaning simultaneous-
ly - like the US president who supposedly couldnl walk and
chew gum al the same time. For me this incident marked the
beginning of a growing disenchantment with what is now known
as a focus on forms. A focus on lorms (note that plural} is,
according to L.ong and Crookes (1992} "the use of some kind of
synthetic syllabus andior a lnguistically isolating teaching
"method”, such as audiclingualism” fp. 43). Or, in Elis's words
(1994} “Focus on forms refers to instruction that seeks to isolate
linguistic forms in order to teach and test them one at a time. It
is Tound when language teaching is based on a structurgl
syllabus.” {p. 639). Or, to put it very crudely, it is the “today-is-
Thursday-so-we're-going-ta-do-the-present-parfect” school of
teaching. It is the scnodl of teaching which sits uncomfortably
with the Hishams of the world. o

So. what is the alternat va? Well, obviously, a focus on meaning.
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As Beretta (1989) put it "form can best be learned when the
learnar's attention is focused on meaning” {p. 233). Enter the
semantic syllabus and the (strong) communicative approach.
Grammar out, Tasks in. A representative statement of this
sea-change is Aliwright’s {1879} claim that “if the language
teacher's management activities are directed exclusively at
involving the learners in solving communication problems in the
target language, then language learning will take care of itself.”
(p.170}. On the other side of the Atlantic, Krashen had taken up
a similarly uncompromising position - what Ellis calls the zero
option: ng focus on form or forms, nor formal instruction. Instead
of frog marching my Egyplians through the complexities of the
present perfect. we should simply have done some sort of
communicaticn game on the theme of travel.

zvitdence has
i fo trickie in to

orers wiiat teachers

shwavs secretly
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But more recently the evidence has started to trickle in to
confirm what teachars have always sccretly suspectad: no pain,
no gain. Left to their own devices, learners lossilise. Or, at best,
stabilise. With no formal instrugtion Dick Schmidts “Wes”
achieved a measure of strategic competence but at the expense
of his linguistic competence. The “terminal twos”™ studied by
Miggs and Clifford (1982) at the Defence Institute in Monterey
had, “hey suggested, been plunged into “free conversation” at
the cost of later proficiency. The products of the Canadian
imrmersion programmes so heloved by Krashen turned out o be
less proficient than claimed. What was missing?

What was missing, argued Long, was a focus on form (singular}.
A focus on form "overtly draws students' atlention Lo linguistic
glemenls as they arise incidentally in lessons whose overriding
focus is on meaning or communication” {1991, quoted in
Doughty and Wiliams 1998, p. 3). A focus on forms (plural}
entails the pre-selection and pre-teaching of discrate iterns of
language (it is thus proactive}, whereas a focus on form is
essentially reactive, entailing “a prerequisite engagement in
meaning before attention to linguistic features can expect to be

% 2000



effective” (Doughty and Williams, ibid. p. 3}. In terms that may be
mere famiiar to teacher trainers, a focus on forms presumes a
PPP methodology, where presentation of pre-selected and
pre-graded items precedes production, and where it is assumed
that fluency arises out of accuracy, A focus on form fits better
with a task-based approach, where lgarning is driven solely by
the need to communicaie and where, as in first language
acquisition, accuracy is late-acquired. Re-cast in this light, my
lesson with Hisham. Hoda and Co. might have taken the form of
students first preparing guestions to ask a visitor about their
experiences in Egypt; then trying these cut on me; after which |
provide feedback and improvements (the form focus) and the
they do the real thing.

_ong was rot insensitive to dangers of promoting a focus on
form, and warrad against shallowly interpreting such a focus as
vindicating “a return to teaching discrete decontextualised
grammar points, plus or minus overt grammar exotanaticns”
(Larsen-Freeman and Long, 1931, p. 322). “Clearly we want to
avoid an unwarrantad inference of that kind™ {ibid.) But this is
exactly what happened. The “grammar revivalists" seized Jpon
the catchphrase “a focus on form™ in much the same way that
creationists interpret "the big bang"' as proof of a Creator.
Coursebooks have already started appearing with "Focus on
Form" sections, as I they subscribed to a task-based
~ethcdo'ogy, wnen, technically, their approach is unashamedly
for~s-focused.

5o the appearance of a colection of articles devoted to the topic
‘tocus on Form in Classroom Second Language Acguisition.
Catherine Dougnty/Jessica Williams {Eds.) Camoridge University
Press. 1998 ) provides a much-needed corrective to some of the
rwthologising associated with FonF (as the editcrs somewhat
weely refer to i), as well as suggesting ways such a form focus
might be operalionalised. The editors are weil qualified for the
tagk: Catherine Doughty has researched the effects of
*meaning-oriented” vs “rulg-oriented” instruction in what 18
considered a classic study (Doughly, 1991) and Jessica Wiliams
is the author of & very accessible paper on the subject (Wiliams,
1995} - essential reading for Diploma course trainees, by the
way, Thay have assermbled ar impressive cast, not only Michael
Long himself, but also Merdl Swain and Patsy Lightbown,
among others. Names such as these are an ndicator not only as
to the qualty but as to the ievel and intended audience of the
baok: it does not make for light bedtime reading. let's say.

Nevertheless, if you have unanswercd questions about grammar
instruction you should read this book - or at least some of it.
Among the questions the editors set out to address are the
following:

When should focus on farm occur - both in terms of the
individual lesson and the overall curriculum?

Which forms are amerable to a focus on form?

is it likely 10 be beneficial in all classroom settings? Is age, for
example, a congideration?

How is & focus on form best achieved? For example, should it be
unobtrusive or avert? Should the forms be pre-selected?

But, hang on, isn't that last question out of order? Isn't a focus
on form by definition reactive rather than pre-emptive? How can
you plan ahead a form focus that is supposed to emerge from
the learner's own attempts to communicate? Aren't we back in a
focus on formS? This is a dilermma that ripples through the book,
and is not entirely resolved.

For example, i their article Long and Robingon stress that a
focus on form is “triggered by perceived problems with
comprehension or production” {p. 23). And vet {on p. 5) the
eclitors imply that the teacher has the option of planning the
focus a prion. This is very much the ontion adopted by Dekeyser
in his paper. where he maps FonF on to Anderson's cognitive
rode’ of skills acquisition, and where it seerms to be a means by
which declarative knowledge is acgured, in advance of
proceduralization. it's what we used G call presentation. really: “if
grammar is taught, it should be taught explicitly... and then
should be followed by some exercises...” (p. 58). We seem to be
back in Egvnt 20 vears ago. The difference is. howewver, that the
gxercises snould not be "of a rushed or repetitive nature”, like
drills, but preferaily written, the better to anchor the new rule
soiidly in the students’ conscioLsness “so that it is casy to keep
in mind daring comreuncative exe-cisas” {inid.) Well, OK, but this
is not rmy understanding of a focus on form.

MNor is input erhancement what | wouid call focus on form, either.
Yet it is the subject of another paper in this collection {"Getting
the learmners’ attention” by Joarnna White). Input enhancement
takes the form. for example, of highlighting a pre-selected
language area in a text (e.g. possessive determiners) through use
cf bald fonts, underlining, highlighting pens etc, so that it is
sakent and therefore conducive 1o being noticed. Noticing, it is
generally accepted, is a precondiion for acquisition in that it
converts input into intake. Enhancing the input is a form of
implicit presentation. Another way of doing this s by means of
input flooding - that is, choosing or designing texts that have a
high frequency of the targeted item. (The Streamling course was
premised on the principle of input flooding, although we didn't
call it that at the time). Both input enhancemont and input
flooding assume some kind of preselection, hence some kind of
synthetic syllabus, hence formS. And. as interesting as they are
as alternatives to explicit instruction, a discussion of such
procedures would seem more appropriate 1o a book called
Awarcness and Attention in SLA or Input and Intake, or some
such.. {Matters are not helped by the “act that White's study is
statistically dense and fairty inconciusive).

Metrill Swain’s arlicle on the way that the collaborative metatalk
that results from text reconstruction activities {such as
dictogloss) promotes attention to form moves us a few steps
closer, and is consistent with & fluency-first approach. But the
really illuminating arlicle (for me) is the one on recasting by
Doughty and Varela {"Communicative focus on form”). A recast is
a form of feedback whereby the teacher reformulates the

N
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lsarner’s erroneous utterance: ideally, it should be done in such a
way that the learner notices the gap between his or her
utterance and the correct form. but not so obtrusively that it
breaks the flow of talk. To use an example from the study:

José: ! think that the worm will go under the soil.

Teacher: I think that the worm will go under the soil?

Joge: {no response)

Teacher: I thought that the worm would go under
the sail.

José: { thought that the worm would go under the
Soif.

(. 124]

The researchers were curious to see what effect such recasts
would have on the language development of a group of
non-native teenagers in an ESL science class in the US over a
sequence of lessons in which they reported on science
experimants they had conducted (hence the worms). For
research purposes lhey targeted past tense forms, recasting
only mistakes in this area. Compared to a control group wherg
no such feedback on form was given, the students showed
significant irprovements in their use of the past over a six week
pericd, an improvement that persisted for at lkeast two months
after the treatment. It 1s important to note that the students were
not getting any form of explicit language instruction in this class,
and only minimal grammar instruction outside it. It seerms that the
recasts were sufficient to do the trick.

The researchers were alsc interestad in the practical implications
of this kind of form-focused intervention in what were essentially
fliency tasks: would students be inhibited by the recasts, for
example? They found that the optimal time for this kind of
feedback was during pair or group wark, When students were
doing individual presentations in front of the class, however, such
interventions were off-putting. They also recormmend that the
focus on form should be brief and immediate, and, importantly
“the teacher must remember to pay attention ta what the student
is saying as well as to the formal realization of the message”
{p. 138). These recommendations suggest a possible training
agenda: coaching trainees in the use of recasts through, for
example, observation tasks and microteaching. The convention-
al wisdom that teachers should not intervene in fluency activities
may also need re-thinkirg.

in her article Lightbown explores issues related to the timing of a
focus on farm, and comes out strongly for the integration of the
form focus during (as opposed to before or after
communicative {i.e. message-focused) activities. This typically
takes the form of correction, but need not preclude quite explic-
it attention 1o form, and she quotes Lyster (1994} who describes
a French immersion teacher;

"who seemed particularly adept at getting learners to correct
their own errors. The teacher did this mainly by asking students
pertinent guestions about how they thought the language
worked, always in tne context of communicative interaction.

=

Lyster called this negotiation of form, something different from
the negotiation of meaning that is typical of communicative
language teaching.” [p. 192]

The book concludes with a long and comprehensive
summarising essay by the editors {"Pedagogical choices in focus
on form") which alone is worth the price of the book. Like
Lightbown, they urge integration of attention to form and
meaning: this assumes of course that learners are provided with
sufficient opportunities for meaningful language use, so that the
conditions exist for integration. A diet of mainly presentation and
controlled practice, as in my class in Egypt, is not lkely to
provide such opportunities unless the students, like Hisham,
steze them. Withaut such oppartunities they wiil never be able to
walk and talk fluently while chewing the linguistic gum.
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The Perennial Present Perfect Problem

Rod Fricker

Rod Fricker has worked in IH Opole since September 1994, aithough only in the last two years has he risen to the dizzy heighis
of his current post as DOS. He took and passed his CELTA at IH Sahafayeen in Cairo where he worked for the first 18 months
of his TEFL career. In 1997 he iook the DELTA at IH Krakow under the expert tutelage of Jon Butt, Magda Markiewicz and
Rachaet Roberts. Last year, he was the highest wicket taker in the IM Opole back-yard cricket competition and also helped Chris
Howell to produce one of the finest web sites known to TEFL: www.ih.com.piiopole.

This article is dadicated to Rachael Roberts who, as DoS of IH
Opole in Autumn *9%5. gave an input s2ssicn on the Presert
Perfect which started the ‘rain of thoughts that led/has led to the
ideas presented below.

Why is it that the Presant Per'ect causes so many praotlems for
sludents of English? Wivat is 't about this tense* whick seems to
cefy all attermnpts at clear and unambiguous delinition? The am
of this artzle is to try to ofler an aternative explanation to tha:
‘oune in most grammar books ard coursebooks. an attempt to
make ths tensc not only easier for students 10 understand but
alzo to guestion some of the currently acsepted ‘explanations’
that, as will be seen, do not aways correspond to actual
language Lvsage.

“The problem. as | see it, is that traditional grammar explanatons
a-c cither too simplifed so that exceptions canfuse the students
or s complicaten and so disparate as to make learning and
using ther- a rightmare. Let's first of all iook at what some of the
mast respected books on the marke! say and why | am
guestioning them,

Swan describes it as a 'kind of present tanse, thinking of the
present as well as the past’. Talking about past actions which are
not recent, Swan says that the Present Perfect denotes that
these actions are still with us. So, in his example “I've travelled to
America" = | know America.

Similarly Michael Lewis in The English Verb looks at three
statements about studying French suggesting that the Present
Porfect is used to stress that 'l can transiate that letter you have
in your hand (now).’

Both these examples are looking at pressnt relevance. one of the
main explanations of using the Present Perfect. Howsver,

consider the fol'owing very ratural and possible examplas of
=nglish.

In the first, someone wants advice about America and is met by
the responsc "I've been toc America® suggesting present
relevance ie knowledge. However, twe other people are listening
as well, the first says "Well. | was there 'ast week”, suggesting by
the time reference that in fael hig present knowledge is greater.
The third, nat tc be outdene. chips .nwith “That's nothing, | used
to live there”™. Who wou'd vou ask? Not, | imagine, the usar of
the vague Present Perfec:.

Similariy with the soeaking French exampla, f someone stated
tnat they ‘gradualed n June with a first class honours degrae’ or
thal Lhey “lived with a Frencl “amivy for two years from 1997-
1989 it is. ir facl, exacty the use of the past time expressions
that are oeing used here, "ot to distance the event, but in fact to
da completely the opposite, to stress its closeness Lo now and
its presert relevarce 1o the siluabon under discussion. Thus,
present relevance is surely a misleading and often entirely false
‘explanatior' for using the Present Perfect tense.

false
sxmbpnation’ for o
the Present Per!
iense

Moving on to coursebook explanations other irregularities occur.
The Headway Elementary Toachers' Book sates that:

"The Present Perfect expresses the concept of an action
happening at an indefinite time before now and so it cannot be
used when a definite time is given". It then gives some examples
of common mistakes one of which is ‘in my life | went to most
countries in Eurepe, but | never went to Greece’

* | nave used the word 'tense’ throughout this article to describe the Present Perfact though | realise that, strictly speaking, it is not

a tensa at all

e
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Now, while | can see why this may be a mistake, | can aiso see
quite clearly that this could be stated by a native speaker
choosing the Past Simple quite deliberately knowing that,
althcugh his life continues, his opportunities for travel have
ceased. In g similar way, trying to pigeon hole which time
expression can be used with which tenses also causes problems
as the following dichctomy reveals:

“Did you go jogging this morning, David?"

“No"

"Have you smoked any cigarettes this moming?”
"Only two”

Clearty the choice cof tense did not depend on the time
expression 'this morning’ rather on the perception of the speak-
er regarding the possibility of the event ocourring again within the
stated time pericd. Clearly, if the expression used is completely
in the past eg 'two weeks aga' the speaker would presumably
not believe that the event could happen again within the time
period and so would not use the Present Perfect,

So far we have orly looked at the Present Perfect used for
expericnce ard for present relevance, there are also of course
other uses, the most common being an event continuing from
the past to the present. either a continuous situation or & series
of repeated actions and very recent events with ‘just’. although
the First Ceririicate Gold grammar reference lists 8 uses of the
Present Perfect in total.

Therefare, it seems clear that what s needed is an easwer
explanation that also more accurately reflects how 1he tense is
used in evaryday speech. What | shall do is tc set out my idea
and then compara it with traditicnal explanations and examples
to sec how well it holds up.

Swan says that it is ‘thinking of the present as well as the past’
and Lewis talks about 'looking back from point now’. My
contention is that the Present Perfect looks not only at the past
from the point of view of the present but also from the point of
view of the future. That is that the statement made, or the implied
meaning behind the staterment, could, were the speaker to make
the statement again in the futue, be different in some way;
altered in duration or frecuency, repeated or no onger true, The
Past Simple is used when the statement could not ever change
as stated or implied and this is the fundamental difference
between tha two,

What does this mean, exactly?

Using the examples given in First Certificate Gold, a fairly
comprehensive list, we can test the theory to see if it works for
all of thern,

1. Situations that have continued from some time in the
past until now: “Mika has lived in Japan for threg years”.
Clearly if this statement was to be made at some tme in the

i
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future it would either be changed in duration or no fonger true so
this agrees with the theory above. ‘Mike lived in Japan for 3
years’ would be an unchangeable staterment. Why? Obvioustly,
because it is finished and the three years cannot be extended.

2. When we are describing recent events: “I've eaten two
packets of crisps....so far today”.

| think here that the 'recent events’ is misleading, rather it is the
incomp.eteness of today that is important. But the sentence itself
could clearly be changed in the time period given, In fact it is the
use of the present perfect which implies thal the speaker expects
the stated facts to change, otherwise ne would have said °l
ale.. loday”,

3. Repeated actions continuing from the past until now:
“We've sean three movies this week”

Clearly the possibility that this situation will be added to exists.
The week is nol yet over and | am refusing to rule out the possi-
bility of further visits o the cinema. 'We saw thres fitms this week'
is also possible if the speaker believes it to be an unchangeable
fact.

4. To talk about experience, that is things that have
happened at some time in our lives:

“We've been to Athens”.

..and the possibility exists that | may do so again within my
lifetime.

Similarly the negative "I've never been to Athens” could, one day,
no longer be lrue.

5. When we can see a present result of past actions:
“Someone’s let the dog in.. and there are paw prints all over the
sofa” What the spcaker is talking about here is the paw prints
which are all aver the sofa and, of course, in the future they won't
be there. So with prasent relavance statemenrts we are not look-
ing at the actual Present Perfect sentence but the reason it was
used. What 1 am saying if | say 'You've had your hair cut” is that
your hair is different from the last time | saw you and this may not
be the case the next tme | see you,

6. When we falk about the first/ second time we do something:
“That's the first time I've tried rock climbing®
Clearly, this will always be the first time | go rock climbing but |
could never again use that sentence. Therefore, even though this
i3 slightty different from other uses of the Prasent Perfect, in one
way it does {it. If | ever go rock ¢climbing again, | will have to say
“This is the second time I've been rock climbing.” The past
simple is used if the statement is always true, perhaps looking
back on the climb - “That was the first time | ever went rock
climbing".

7. When we use the superiative
*Maria is the most beautiful girl 've ever seen”.
Clearly, again, this situation may not always be true.

-
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There still remain a few other uses and difficulties:

a) The choice between “Did you speak to the boss
today?” and “Have you spoken to the boss today?'
Clearly this Is the difference between an unchangeable situation
{past simple} and one that may change (Present Perfect]

o) Uses with ‘Just’

Fairly clearly if | say something has just happened, if | were to
make this statement again in the future this would no longer be
true. it would no fonger have ;ust happened.

c) Stillfyet
These words imply future change is not only possible but
probable, therefore their use is easily explained.

d) For/since

Again these words 'mply a continuation from a past point, so fit
the rule, although 'far’ can obvicusly also be used to talk about
a finished time period and so can also be used with the Past
Simple.

€) What about situations that stopped a short time ago?
“I've lived here for eight years” she sa:d with a sigh as she walked
out the door. Here the situation won't be true in the future. True,
the eight year time neriod won't change, but the soeaker is stil
implying a contnuation up until the moment of speaking which
won't be true in the fiture,

f} Newspaper reports
Tha most difficult explanation:

“The President has been assassinated". This ciearly cannct
happen again, nor can it alter in any way. He's dead. Is ths a
shylistic exception to the ruie? Is it perhaps used because the
news media want us to keep reading/listening/watching and use
the Present Perfoct to indicate that possible future change
demands us to stay tuned?

g) Why do we use the Past Simple with no time
expression?

Earlier on we had a sentence from Michael Lewis which stated
“| studied French” which he says is a simple statement of fact.
This is true but it has an unstated implication {at university/for
A level) which makes it unchangeable in the speaker's view.
Similarly "Have you seen the film?" means ever and implies that
you could in the future if nct in the past, “Did you see the film?”
implies that tha siluaticn is unchangeable. Why? Because Ihe
unstated implication is ‘on tv last night’ or 'during its recent, now
finished, run at the cinema’.

Whether the above theory stands up to deeper analysis or not,

hopefully it may encourage a new lock at a part of the English
language which seems tc cause more problems than most.

What we have at the moment are several uses of the Present
Perfect that are beoth confusing and which don't always
correspond to real ife usage. In practical terms my idea is that

What we have at the
moment are several
uses of the Present
Perioct that are both
confusing and which

of lways correspond
ife usage

o
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we can tell our students that i they see the past action or
situaticn  as rretnevaby tinished and  unrepeatable  or
unchangeanls (oecause of time constraits or unstated
mpiications! they stould use lhe odase tense. I not, use the
oresent perfect. Forget ing words used: 'in my life’, ‘this week’
or whatever. Thnk more of what the speaker is trying to say. And
it you read The English Verty, you will realize that, athough | may
have questoned Michael Lewis earlier. this is classic Lewis. All
utterances are the result of a definite choice by the speaker and
are not constrained by simolified 'rules’. And if your students, at
the end of the day, still don’t get it, cheer yourself up with the
thought that reither do the Americans and they're {sort of'} native
speakers. @
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A Model Modal Model

A journey through the maze of logic which is “modality”

Mark Lloyd

Mark has taught English in Spain and Portugal, and has worked as Course Director cn numerous summer schools in the UK.
He is currently Assistant Director of Studlies at IH Madrid (Serrano), where he has worked for the last four years.

When it comes to teaching medal verbs, any English teacher
knows that the possibilities are endless......or, mare 1o the point,
the ways in which the concept of “possibility” can be used are end-
less. After a number of years spent successfully confusing stu-
dents, I have now reached the somewhat self-defensive
¢onclusion that it is not simply my teaching methads which are to
blame - in fact, it is the reckless bandying about of the word “pos-

sibility” in counfless course books which is the prime
suspect. What follows is essentially the case for the
prosecution.....

When it comes to
teaching modal verbs,
any English teacher
knows that the
possibilities are
endless......

Establishing The Facts

I'wou d like to coen, your Honour, by referring to Swan {1995,
whi separates modal auxiliaries into two groups according to
meaning: those modals concerned with:

1. “degrees of certainty...used to say for instance that a
situation is certain, probable, possible or impossible™

and those concerned with
2. "obligation, freedom to act and similar ideas”.

An obvious example frorn group 1, | venture to suggest. might be
the sentence ™t will rain®, which could easily be interpreted as
stating that

a} "l can say with complete certainty that it is going to rain”,
or

b} "The probability that il is going to rair is 100%",

or

¢} “There is a vory strong possibilty of rain”,

Counsel for the defence would be correct to point out that there is
no real risk of misinterpretation of meaning here, even without the
water-tight alibi of a clear context. Likewise, "It might rain”, “%t may
rain” and “It could rain” all express less certainty or a lower proba-
bility. Whether or not each of these three modals expresses an
equal, greater or tesser relative probability than the cther two is
beyond the scope of this article - basically, though, the facts we
are given in each case are the same and there is little risk of the
information being misinterprated. However, consider this example:

“He might go”.

OK, so there is a reasonable chance of his going.

The probability of his going is between 40% and 70%, say. But, if
this is true, then logically the possibility of his going must exist. It
must be possible for him to go, because if it wasn't possible, the
probability would surely be zero. Only a small leap of logic is
required to see that the act of his going is either possible or impos-
sible. In other words, it is not possible for something to be only
50% possibte, for example. Something can be possible 50% of the
time, but that is a different matter. Thus, the phrase "a very strong
possibility”, which you no doubt accepted unguestioningly in inter-
pretation ¢ above, is nonsensical, and in terms of possibifity it
follows that "He will go" is exactly the same as "He might go™. It
hardly needs to be said that this way of looking at things neglects
a rather important difference between these two examples,
namely the fact that in the second case the probability of his going
is somewhat smaller than in the first case.

Compelling Evidence;

What about "He could go"? By the above logic, ladies and
gentlemen of the jury, this must mean

d) ‘It is entiraly possible for him to go.”

Also by extension of the above, in terms of possibility "He could
qo” is logically identical to “He will go" - once again a far from com-
plcte interpretation of the situation. Of course, we then have the
further obstacle of the concept of "ability” - "He could go” mean-
ing *He has the abillity to go”. This in turn could mean

e) "He has the ability to go because he possesses the necessary
KNow-how™;

or

f} "He has the ability to go because the external conditions allow
hir 1",

PO
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There is a third interpretation, too;

@) "He has the ability to go because someone has granted him
permission”,

In all three of these examples, though, we are again confronted
by the notion of possibility - in each case the possibility exists,
although it arises from different sources, namely through internal
possession of the necessary skills, obliging external
environmental conditions or circumstances, and the grantng of
permission, respectively. With appropriate intonation and
stressing the word "could”, the interpretation becomes

h) “He has the agility to ge. but | would really prefer it if he didn't”,

thus expressing a reluctance to go which the notion of
"possibitity” total'y fails to pick up on.

Past Convictions

Up to now, | have deliberately avoided mention of the past, but if
we cast an eye in that direction we notice yot more
complications. "He could go” translates as

i) "He used c have the abil'ty to go”.

with any of 1ng acded interpretations e, f) or g above. but onea
again aways eTbracing the concept of “possibiity”.

Most damningly, perhaps, we have the potential
involvement of the perfect infinitive:

i} "He will have gone™ {a predictior of an action to be taken before
a point of time in tne future);

k) "He wili have gone” {as an exprassion of certa'nty or deduction
about a past action);

) "He might have gone” (as j) and k) but with lass confidence or
certainty);

m) “He might have gene” (as a venting of annoyance and/or
expression of criticism);

and my personal favourites:
"He could have gone”, meanng

n) “He had the ability to go but he chose not to™;
or

o) “There is a fair chance that he has gone, based on what |
know about his internal skils and abilities":

or ..
p} "There is & ‘air chance that he has gone, based on what |

know about the external circumstances and esrvironment™
cr

q) “He would have had a fair chance of going if the
circumstances {either internal or externall had been different”.

Not Obliged To Say Anything...

Even obligation can be called as a witness;
"He has to go”, meaning

7} "There is no possibility of his rot going”
or

s) "There 1s the possibility of his not going, but he is strongly
achased 1o go”.

ard ever “He ~ust go”, meaning

t) “Thare w he possisility of hs not going but | strongly advise
AT o

Summing Up

Fracticaly avery couarse book or grammar book | have come
across sucoumbs to the temptation to talk about “possitility”,
anc in my op-nion this kind of approach to modal verbs causes
untald probizms for students at all levels. Cansider the following
accomplices: "First Certificate Gold" (Ackiam, 1996) claims that
in agdition tc ability, permission, abligation, necessity, lack of
obligation and deduction (which all include the notion of
possibility, as we have seen). modal meaning also extends o,
ves, that's right, possibilty (which is turther divided into either
theoretical or factual). "Distinction” (Foley and Hall, 1993)
attempts 10 corvince students that with reference 1o present and
future actions "must” and "will® express certainty, "should" and
“would” express probability, and “may®, "right® and “could”
express possibility. "Proficiency Masterclass™ (Gude and
Duckwaorth, 1894} requires students to categorise ten vaguely
contextualised sentences according to the —eaning of the mocial
verb in each, and provides great potertal tor confusion by
isolating "ability”, “permission”, “deduction”. “future possibility”
and “unfulfiled possibility”, among o'hers, as notionally distinct
meanings. From the examples | have seen, the one which comes
closest to the lruth is “New Headway Inte-~ediate” {Soars and
Soars, 1996), which bravely admits that “ong use of all [modal
verbs] is fo express possibility”, altrough it comes dangerously
ciose to contempt of court by tacking cn the end the words "and
probahility”.

| rest my case.
The Verdict: Guilty, as charged.

™

/ .
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Passing Sentence

it comes dangerously
close to contempt of
court by tacking on the
end the words “and
probability”

The intricacies of modal verbs are difficult for students to grasp,
and there is no escaping this fact. However, my proposal is to
adept a rather lenient approach of damage limitation, By this |
mean that the use of the concept of “possibiity”. aven with the
colective of simplifying matters for low level students, ultimately
confuses students and masks the real “meaning” of the modal
verbs in question. So, by avoiding the concept altogather, the
chances of misinterpretation of meaning shauld be, if not
eliminated, then at least reduced, and it follows that students
will be less likely to make confusing or unclear utterances of
their awn when attempting to produce the target language.

| would suggest that modal meaning can broadly be cate-
gorised into two groups:

1. Probability
2. Ability

| accept that this might be over-simplifying matters, so a
possible sub-division might be:

1. Probability: = deduction {prediction) about the future
» deduction about the present
* deduction about the past

2. Ability: * internal ability

= internal obligation {an obligation to do some-
thing being seen as inability to avoid doing
something)

* axternal ability

* external obligation (including permission -
"Can | open the window?" being essentially the
same as “Am | obliged not to open the
window?")

There s still plenty of scope for a modal verb to fit into more than
one category. which { believe is an unavoidable shtuation, as well
as being desirable in the sense that students should be
discouraged from looking for concrete, black and white answers
in this complex area of English. | would, however, be extremely
interested 1o see if anyone can come up with an example of a
modal verb which does not reasonably fit into at least one of
these seven categories,

Case closed, pending appeal.... @

- o
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Go Forth and Be Positive

Mike Cattlin

Mike Cattlin has been Director of Studies at Katowice for two years and recently spent two months at IH London training as a
teacher trainer. Last year, he was a successful participant in the IH Diploma in Educational Managernent.

Perhaps | should begin with a rationale for the title. It stems from
a comment made by one of the trainees on a CELTA course |
tutored recently at 1H London. At the end of the last observed
Teaching Practice, the trainee remarked on her self-evalualion
form that she felt she had comoleted the course (and completad
it well, incidentally) but dic nat feel qualified to teach and she was
about to go forth into the world with hope rather than
confiderce. My written reply was the above: "Go forth and be
positve”, But what is it really like these days to reach the end of
a CELTA course and look forward intc the big, wide worid?
Platitudes are easily given, but how reassuring arc they? - invitec
the trainges on the course to tel me about their hopes.
expectations and *ears; and thelr responses demonstrate vanang
cegrees of confidence, maost of them, however, not very positive.
Tne majority of those interviewed have initially uncertan futures.
Of *he wwelve who responded, only ‘ive nave any immiedate
plans. one for a two week oariod, one for four weeks. one with
an arrangemert through friends abread which prorises more,
and anothar twe outside ELT completely.

Their im-medciale expectazions for thoir newly chosen career were
generally not vary optimistic. Most seemed to accept that March
was not a good time to get a job and that the best they can hooe
for pefore September is to accumulate a small amount of
experience in a summer school. voluntarily if needs be. Only twa
of the under 30-year-clds expressed any hope of geting a job
abroad before then. An interesting as'de is that only one of this
age group seems to have joined the profession for fravel
reasons, having dcne the course as a prelude ‘o ‘raveling
around the world. considering the optons as he goes. Times
seem to have changed in the last few years.

Thne thitysomethings, as befits those who have undergone a
major change in their lives, normally as a result of considerabie
soul-searching ard pockel-delving, were generally more positive
ir their outicok. One trainee’s views mirrored my own initial
intentions al arourd about the same age. “looking forward to a
challenge and a complete change from my previous job,
expecling 1o have to work hard and to find it difficult at times”. A
‘ong-time yearning for the .ob, for living abroad and for improving
her language skills were also part of this trainee’s rationale.
Another aexpressed more or less the same ideas, but also
expected it to be both stimulating and enjoyable, and a good
learning experience (as & teacher), whilst another was already
looking to South America or Asia, often secn as armbitious desti-
nations for the newly qualifisd but where schools other than IH
seem to have mare gpportunites ....... Chalenge and variety
were common themes, there were, however, some less

optimistic views offered by the “older” age group, some of whom
sounded so laissez-faire, | wondered if they really would
Ut mately pursue their initial goats.

So, what of Iheir hopes for their first job? This is where my real
interest started. As the Director of Sludies of a large school in
Cenral Europe (the Poles do not appreciate being referred ta as
part of kastern Eurcpe these days), | sec a ot of straight-
of-CE _TA-teachers arriving every year and it is part of my job 10
setllz them in anc, along with other senior staff, support them
through the ritial stages of their first job. What do they really
want ang expect of us? 1s this what we are giving, or are we 100
Wraopsd L rowihat wo think they want?

L3

. or are we oo

wrapped up in what we
thini they want?

¥

On this question, the age factor of the selected group played
'ittie part. Even the one thirty-plus exception who stated that she
"doas not want 1o be in an environment living and warking with
ather English pecple” but prefers to become integrated into her
chosen sogigty, added that she "would, at the same time, like to
have the support of the DoS/Director of the school and other
teachers”. She was not aione in expressing the desire to gat
involvad in local life; another is looking for "plenty of
opportunities for involvement with the lacal community”,

The feeling behind the second half of the above quote, the part
relating to support, was, not surprisingly, shared by the majarity
of the trainees. One of those who got a *Pass B" was keen not
only to be in a supportive atmosphears, but also wanted to teach
smallish classes at a tairly basic level. Thus suggesting some lack
of confidence in his/her ability to teach effectively. Whilst we in
Katowice provide the supportive atmosphere, often In copious
amaunts, our classes are rarely “smal” (if | am interpreting the
adjective correctly) and timetables of classes of up to
intarmediate level only are akin to needles in haystacks,
espacially for a teacher who fuffils the reguirements laid down for

_/‘_'\ .
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a "Pass B', i.e. candidates “who have demonstrated in their
teaching practice a level of achievernent significantly higher than
that required to meet pass-level criteria in refation to classroom
teaching skills” {Cambridge handbook).

If a member of the "Pass B" brigade expresses such feelings,
cne can only assume the “Passes” are at best similar but, more
likely, tar less secure. This is backed up by a quick review of their
comments; for example, "l want to teach in a good school where
t can learn a lot”; “well-developed support would be nice"; “|
would like to work in a supportive environment which will work
an the knowledge | have and build on this"; and " want to go to
a school where | can get pienty of support and help if needed”,
Having heard all too often of schools around the world who do
not provide this, | was tempted to offer them all jobs,; little
pointers had to suffice nstead.

Only then did he admit
he had not enjoyed the
course at all

Another concern noted was that of providing motivation to learn
English for studerts in a monolingual environment. | often feel the
monglingual nature of guinea-pig classes in centres like ours In
Wroclaw can be more realistic with regards to what is to come
post-course for the majority, but also much tougher for the rook-
ic-teacher trying cesperately to get their students to “speak
English, pleasellll”. This is a factor which those of us in the
mcnolingual world have to take into account when recruiting
teachers from multiingual centres; sessicns on providing
mativation in our particular monolingual context should be up
there in induction weck.

Others said they "hoped™ they would enjoy it. | wonder how
many others hope. or even hope desperately, that they have
done the right thing. My mnd goss back to only last year when
we took a promising teacher with a good reference off a course,
brought him all the way across the caontinent and sent him off into
his round of lesson plann ng and teaching, only for him to knock
on the door three days later saying what a dreadful mistake he
had made. Only then cid he admit he had not enjoyed the course
at alf, despite improving rapidly throughout it, before talling me he
wou'd naver set foot in a classroom again, starting from the one
he was supposed to be teaching later the same hour {and yes, !
ao mean “hour"). | will come later to talk about teachers' fears of
a school’s expectations of them; what we must not forgest is their
expectations of us, whether they be realistic and achievable or
not.

The linguistic aim referred to briefly above also came into play in
other comments. One stipulated they would ike to begin
learring a “useful language”. | suppose “uscfulness” is in the
mind of the speaker, but aga:n, | can recall another pair of
teachers we had last year who, in breaking their contract six
moniths early, expressec this same desire and stated that Polish

simply did nat fit the bill. This is another problem for the Central
and Eastern European schools, but one which may be out of
proportion with possible reality. These are the countries which
have joined or are about to join NATO, the EC and other such
international organisations; knowing their language may not
therefore be “useless” - difficult for a native English speaker yes,
but usetess no.

Others hope to discover a "calling” while most just want to get
out there and put into practice alt they have learned on the
course and to consolidate their knowledge in the real world. After
ail, as ong said, "it's like learning to drive - you don't really learn
urdil you do it on your own” (| was not quite sure 1 agreed with
the wisclom of that comment!). Above all, they just want to cope
wilh their first job effectively. And that, of course, is where we at
Senior Educational staff leval come in, to help them achieve this
aim, for their own benefit and, ultimately, the schoals.

There 's one final quote from this section, and cne which as a
Dos in Central Europe | find quite reassuring, and that is this:

"I see the school atmosphere as being more important than the
salary for my first job". Although only one traines wrote this in
black anc white, | perceived it as being quite a general
mativation and a good summary of the overall feeling. There is a
great will tc develop in the newly qualified trainee, and it is a will
we can exploit to great effect and, again, mutual benefit,

there seems an element
of cruelty in shoving

them in at the deep end
for them to sink or swim

And so, on to their fears, where age, once again, seems to play
no part. Surprisingly, there were fewer responses to this
guestion; in fact, two people put a line through the whole section
- whether this is because they have no fears or simply didn't
want to think about them on the last day of the course is open
to questicn. Those who did answer repeated many of the
arguments given above, but in reverse; somehow, this is even
mare effective and their views are ones | shall bear in mind when
I go ta meet the plane carrying the next batch of new teachers in
September this year. The opinions can be split up into a number
of areas.

First, as | menticned above, is the weight of expectation lhey
feel. Two of the trainees, including ane “Pass B", believe thay will
be the object of great expectations which they wil not be able to
live up to. It is not just the expectations of the management
which are of concern; they are afraid the students will be aware
of their newly-gualified status and wil not find therm as
convinging as the other leachers. Hoiding the hands of 20-30
new teachers, as is often the case with us, is simply not
possible, but there seems an element of cruelty in shoving them
in at the deep end for them to sink or swim We find an
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intensive Induction Week belfore teaching starts to be a great
help, but there is stilt an awful lot of work to be done once the
academic year gets under way.

Lack of knowledge, particularly not knowing the grammar book
inside out, was another frequent cause for concern. Talling them
they will pick it up in time and it will all bacome much easier as
they progress, somehow does not seem to do the reguired trck
- 1hey want it all and they want it now. These days, Language
Awareness seems o take a back seat on many initial training
courses and in-service programmes; more often than not. it is
*he non-native speakers who have been through the system
themselves who are much more in ture with this and the native
speakers, whose knowledge iz assumed, who are left to sufier
into the small hours over well-thumbed copies of Swan. Murphy,
Eastwood and the lke. n Katowice, we run a Language
Awareness Group separately from compulsory input which is
voluntary but helps those most in need. Linked to the knowledge
factor is the sheer, sudden burden of a 16-30 hour timatable after
a two hour teaching week on the course which took at least
three timas as long to plan as it did to deliver. It simply & not
possible. But it has to be. They have to cope, and do we really
re~~ember how gificult it all was?

Not surprisingly, a lack of support was the most commoenly held
fear. Senior staff and experienced colleagues are worth their
weight in gold. We have some excellent sccond and third year
teachers in Katowice who have been invaluable 1o the new
comers, as much $0 as the senior staff, and this is something
which needs to be encouraged year after year as classroom
experience in the school simply canrot ke raplaced. This should
be a major seling ncint of IH schools everywhere - one of our
“almost unigue” seling points to good teachers.

As cur trainees admitted. they only have a very basic idea of
what they are doing and therg are some problems in class they
do not know how to {or do not want to) deal with just yet. This
ratner vague reference probably includes a multitude of factors
such as discipline and uncooperative students; a more clearly
stated concorn was that of facing the sorts of classes they feel
they have not been prepared to teach, namely advanced class-
g%, examination groups, Busness English classes and Younger
Learners, the latter three of which normally receive a session on
a CELTA course. but little mare, And yet in Katowice, some, or
aven sl of them can be part of a new teacher’s timetable from
week ona, Having said that, however, once they have got over
the nitial shock and with the help of appropriate support, this
policy often produces very versatile teachers who at the end of
their first year disptay a level of floxibility and
experience well beyond what might have been otherwise
expected. And the teachers themselves often really appreciate
the variety, as opposed to the mare closeted experience of
teaching a limited range of levels and course types. Infact, in the
last academic year, when we segregated Business and General
English to a large extert, we actualy got complaints from
teachers who craved the variety we had previously offered. We
have now -sturned to providing that variety.

Teaching students often with little immediate need for the
language and a consequent lack of interest was of concern 1o
mare than one. Will they be able to make their lessons relevant
and interesting outside the London scenario? As | said above,
suggestions for providing mativation in a particular context will be
valuable for them. Ontly one trainee worries about getting a job
where "the teaching methods are laid down by the school to
such an extent as to prevent me from being myself". The value
of an cclectic methodology need not be stated.

- fpel the
iy obvious some-
«rfn stating
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The fina. fear exoressed was one of isolation and an inability to
relate to peopz 2t ths scheaol and in the new culture, [ cannot say
this never hapgens in Katowice, but in a school of 50 teachers,
the problem tends o be ess frequent. We are not, of course,
complacert n this regad: our Induct on Week at the end of
September introduces nevr tezchors not only to the rest of the
staff teaching a~d aomiristratver and the systems, bt also to
the fanguage. the culure a~d the local erwvironment. The
opportun ty 1s ere for then to e oocupied for the entirety of the
first week. should thay so choose, before they become focused
sclety on lesson planning. Later arrivals rormally get an
individual sed induction and, where possible. a mentor, often in
the convenient orm of a flatmate,

Looking forward 1o September and the influx of new teachers,
then, wall this year's approach be any different from previous
years? To some degree, yes, and the above points will be ones
a1 the forefront of our planning.

Much of the above may seem lke stating the blindingiy
chvious; | often feel the blindingly obvicus sometimes needs

stating. @
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TBL or not TBL?

Implementing a TBL paradigm on pre-service teacher training courses.

Karl Kaliski and Derrin Kent

Karl has lived and worked in Barcelona for ten years as a teacher, teacher trainer and materials writer He regularty leads work-
shops and sessions ail over Spain. Derrin has been a teacher and CELTA trainer with International House in various locations for
seven years. He is the editor of the IATEFL Teacher Trainers 51G Newsletter:

Task-based learning {TBL) has been around for some time now,
and it's probabily fafr to say that it has had an influence on many
aspects of EFL. One aspect of EFL which appears to have been
less influenced by TBL, however, is pre-service teacher training
courses such as the Cambridge RSA CELTA. This article
describes  the planning and implementation of a
pre-service course (the RSA CELTA) which is built around a
task-based - as opposed to a PPP - methodalogy.

The argument for working with a task-based paradigm

A common argument against implementing a TB approach and
stickirg tc the PPP model is that the latter offers trainees a
degree of cortal over ine classroom, and that a pre-selected
language point provides them with something to hang on to.

However, aur own experierces of working with trainees is that
this ‘contrel’ is bought at too high a price. We have seen too
many classes in which students are pushed through a lesson
with little apportunity to express their own ideas and to use
language creatively and communicatively. We have often found
this ta be frustrating for both trainee teachers and their students.

Wa also feel that the PPP approach reinforces precisely the kind
of ideas about language teaching that we disagree with and are
trying to wean trainees away from, i.s. a high degree of teacher
control: a mechanistic, causal relationship between teaching and

learring; and he idca that second language teaching ought to
D¢ grammar driven. Teachers can't control language learning to
e extent implisd in the PPP model. and we feel very strongly
ratt s mportant for our trainees (o know this,

N addton to this, far from providing trainees with something ta
hang on to, our oxperience is that trainges work much better
whan they have & topic, a text and a task around which to build
the class - they would rather hang on to a text about fashion than
the future perfect, for example.

Designing and timetabling a task-based CELTA course.

We have approached the integralion of TBL into our courses
frorm three different perspectives:

* exampie (i.e. model ‘essons)

o
f

* input, both methodology and language analysis

* practice {encouraging implementation and experimentation
with a TBL model in TP)

TBL through modelling:

In order to implerment and run a pre-service course which is
centred on atask-based approach, the first thing that we felt was
needed was an input session, early in the course, presenting a
basic rmodel {or “lesson shape’) for a task-based class which
trainees could make sense of. Following Hunt, we adopt on our
courses a ‘cydlic approach to time-tabling” (Hunt 1998), starting
with Input sessions which include whole lessons, modelled for
trainees. These lassons then serve as models for the trainecs to
put into practice and experimeant with in teaching practice.

The class which is modeled for the trainees is a practical
demonstration of how to build a lesson around a task, following
the model cutlined by Willis (1986). We use a personai anecdote
task for this, which involves recounting a first-time experfence.

The model lesson begins with a pre-task stage introducing the
task. This involves brainstorming typical first-time experiences
and language used to describe how people fesl about thess
experiences. This is followed by the task cycle consisting of the
task performance ftrainees describing to each other a first-time
experience), planning and report back. While fistening to thair
partner's anecdote, trainees have to choose the three adjectives
which they feel best summarise the experience. The planning
and report back stages consist of their writing and feeding back
on the adjectives they have chosen and why. It is then explained
that with foreign language learners a language focus stage would
follow the task cycle.

Having modelled the class, using the trainees as ‘students’, a
Quastionnaire is given out for group and open class discussion,
The aim here is to draw the trainecs' attention to some of the
ideas which underpin the ¢lass which they have just participated
in. Typical questions asked at this stage include:

* This fesson ircluded time to prepare before you spoke. Why do
you think you were given time for this? What would be the effect
of giving students no preparation time before they were asked to
carry out a task?

* The class included repetition of the task, Why? What are the
benefits of task repetition?
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* |n general we can say that during the class the focus of the
students ig gn efther commuunication {using language to express
their own ideas) or language form {thinking about the grammar
and vocabulary that they use). Can you identify at least two
stages which focus on each of these?

« Why do we need to balance the amount of time and attention
we give to these two factors?

We have found that trainees are capable of making sense of
these guestions and come up with very reasonable answers 1o
them. In fact, one could argue that the issues discussed here -
task preparation, task repetition, the importance of both a focus
on meaning and a focus on form in the foreign language
classroom - would make sense fo any intelligent layperson.

However, we also feel that the kind of approach we want to
adopt on our course is prabably quite different to the trainees’
own language Igarning experiences, and we believe it s
important to draw on these experiences in order lo bring the
teachers’ “personal theories” of language learning into the open.
Fortunately for us (I}, many of our trainees appear to have had
very mixed results with heir previous experiences of language
learning, based as they often are. around much: more ‘tradition-
&l’ grammar-drven approaches. The result is that they are very
responsive 1o the communicative nature of the lesson models
offered.

Input sessions: working with texts and coursebooks

This intrcductory session to working within a task-based
framewark is followed up with a second session which offers
trainees a range of lask types which they could exploit with their
students. These include ranking, categorising, fsting, writing,
discussion, role play, problem solving and sO On.

Another key aspcct of our course, as with all pre-service training
courses, irvolves showing trainees how tc work with texts.
Working with texts, 1 seems to us, is unproblematic when
exarminea o a task-nased perspective - text work lends itself
wery natu-aly 1o a task-based approach.

Cnce cur trainees appear io have a grasp of basic procedures
“ar workirg with 1ext, we go one step further. A key issug in TBL
is thet of how to find and engineer opportunities ta draw
swdents’ attention to language form - within the context of a
'meaning-driven’ approach to language learning.

Work with toxis offers the possibiity of striking a balance
betwaen meaning and form, We decided to show trainses how
to exploit texts after comprehension work, for useful language.
Texis are analvsad with the trainees, and discussion takes ptace
as to what kinds of language areas could be exploited and whiy,
Trairees a¢ Inen presented with a range of sirmgls activitios
which -hey could usc for post-text language focus work.
Example activities include: undertining, gap fills, categorising,
matchirg sentence halves and so 09

Newly-qualified teachers (quite justifiably) rely heavily on

textbooks. We strongly felt that although we favoured TBL, we
would be doing our trainees a disservice if we didn’t show them
how to work with and exploit textbook material. The probiern we
face here is that just about all of the textbooks which our
teachers are likely to encounter and use are built around a
pre-selected syllabus of discrete item language points - the
antithesis of a task-based approach to language learning.

Here we did feet that & compromise had to be struck:; trainees,
for a whole host of reasons, do need to know how to deal with
a pre-selected language paint. One approach which we adopt,
is to show trainees how to work with a language point from text.
Tris builds on the basic procedures that have already been
presened to trainees and also provides a strong context and
topic for a language class. Trainees are also shown how to
produce guided discovery worksheets which alow students
more active involbement in language focus stages, while taking
the pressu-c of the trainee - who then has more opportunities to
help students as thoy complete the worksheet in pairs or small
groups - ingtead of having tc control a language focus stage
open class.

Input: Language analysis

TBL argues nat tre rols of the teacher isn't to control student
producticn of anguage. but rather to motivate students and
provioe nusoturtes for cormmuricative use. Within this context
a focLs on farm is of vital importance, and a central aspect of the
tezcher's role 15 10 show students how to express their thoughts
in increasingly sophisticated ways.

Therafore, a task-based approach requires ‘he teacher 10
moritor, and provide fecdback on, learner production. In other
words, the treatment of language in a TB approach is more
reactive than pre-emptive (cf PPP). This is not a tall ordern: trainee
teachers may struggle to explain why a piece of language raight
be right or wrong, but they do know when something is Wrong
and can usually suggest correct alternatives.

Nevertheless, we alsa work on raising trainees” awareness of the
language systems - grammar, lexis and ciscourse. In order to
develop trainees’ language awareness and to hone their
monitoring skils, the starting point of ‘anguage analysis input
seasions is generally an activity in wmich trainees iclentify and
attempt to reformulate errors in lgarner-produced text. For
example: "For this reason, | started working for thal company”
might be mare naturally reformulated as “That's why | started...”.
This hclps prepare trainees both to infervene an actual
production {written or spoken) and 1o note enors for post-task
clarification during teaching practice.

An Interesting point to note here is that in the context of an
approach t¢ language learning which pricritises meaning and
communication, students tend 1o pose many fewer difficult,
challenging language questions to teachers than one might
think. Instead ey tend to ask for the language they need and
get on with the {communicative) job at hand, whereas in a
form-driven approach {such as PPP) students 100 tend to focus

SN
‘ihi nctober © 1R 1 2000



on language and gramrmar - perhaps a reason why trainees so
aften come unstuck in open class language presentations?

A TBL approach requires that trainees draw on their
interpersonal skills and develop the ability to talk and respond to
students as people. This is a skil which is arguably more
early-acquired than the ability to manage an open class language
presentation stage and all that it involves. Simply put, a
meaning-driven classroom with a strong emphasis on the
communicative use of language would appear to play more to
the atrengths of pre-senvice trainees.

That said, challenging grammar guestions do come up in
language classrooms, whatever their methodological slant may
be. When this occurs, our trainees have the same range of
responses available to them as do any other trainess: to throw
the question opcen to the rest of the group, 16 attempt to answer
it, to appeal to the trainer for help and advice, to promise to look
for the arswer in a grammar reference book and so on. In no way
are  trainges  working  within a  task-based paradigm
disadvartaged here.

Findings so far...

Much to our relict, our intial finding having run two RSA CELTA
courses in this way is that there were no disasters and the cours-
es didn't fall apart!

Generally speaking our trainees have been very respansive.
Many pre-service trainess come with little or no teaching
experience and are open to whatever approaches trainers
suggest. Also, they are quite capable of making sense of the
principles and ideas which underpin our approach - providing
that they are presented to them at pre-service level.

On the whole, we have found that frainees respond welf to a
strong focus on communication and meaningful ianguage use.
They can manage classes built around texts and tasks, and
arguably respond and refate to students better as a result of this
change in focus.

We have also fourd -o date that this type of course runs much
Letter than we would have thought possible based on
QiSCUSSIons with other trainers, at conferences for example. We
waorder f there is a kind of flawed logic underpinning many
respaonses to running this kind of course. Many trainers were
trained themselves within a2 PPP paradigm, and those who make
the effort to sericusly take TBL on board work hard to do so. “If
it is this hard for me, with fitteen years experience as a teacher
and trainer” so the logic goes, "how much more difficult would it
be for new, inexperisnced trainees to make sense of this?”

The answer, we arque, is that it is actually much easier, precise-
ly because trainees don't have years of working within a different
paradigm to answer tc before starting the process of making
scnse of a task-based approach.

While the CELTA assessment criteria are fairly flexile, we have
found it necessary 1o re-examine and re-evaluate our attitudes to
assessing trainess” ability tc deal with 'anguage farm. Where we

used to focus heavily on clarification during a language
presentation, now we include error correction and feedback
stages. clarifying issues of form in pre-task preparation, writing
and report back stages, drawing students’ attention to language
form in post-task/text work and so on. Trainees continue to find
dealing with language challenging - this is a skilt which requires
continued practice and effort after the course is over - but they
cope at least as well ag other trainees we have worked with prior
o running this course.

Finalty. the response from assessors so far has alsc been very
positive, with a great deal of interest in the kind of course we are
trying to rur:

“This is the first pre-service course | have seen which pays more
than lip-service to task-based leaming”. (Assessors Report:
April 2000)

We very much see what we are doing here as ‘work in progress'
and the course itself is evolving and being adapted as we work
with it more. We would be very interested in hearing from other
trainers who have been deing similar things themselves, or who
would be interested in experimenting in a simitar fashion with
their own training courses.

References:

¢ Hurtl, R. (1996} Going Round in Circles: A Cyclic, Holistic
Approach to CELTA, Timetabling Certificate Conference
Report UCLES

* Lortie, D. {1975) Schoofteacher: A Sociological Study
University of Chicago Press

* Skehan, P {1998) A Cognitive Approach to Language
Learning Oxford University Press

= Williams, M. / Burden, R.L. (1997) Psychology for Langatige
Teachers Cambridge University Press

* Willis, J. (1996) A Framework for Task-Based lLearning
Longman

* Willis, J. / Willis, D. {1996) Chailenge and Change in
Language Teaching Heinemann

{This article first appeared in the July issue of the IATEFL
TT8IG newsletter.) @

.fd_
‘ihi october | 19\ 20007



Out of the Lion’s Den

Trish Burrow

Trish Burrow is g teacher trainer based at International House, Opole

Blutak up noses, fingers stapled to desks, coatstands
dismantled and used to attack the teacher, dictionaries flying out
of windows and narrowly avoiding passers-by, sulky teenagers
slumped in chairs and sighing dramatically. These are just some
of the problems that newly qualified teachers, fresh off their
CELTA, have to contend with when they venture into their first
Younger Learner classes. Suddenly, all the reassurance that
comes from being able to contexiualise, clarify meaning, form
and pron and provide learner-centred practice can dissolve when
the children don't sit still and write, but start wriggling and run-
ring around. Result: mayhem and many a teacher left feeling
thay never want to teach kids ever again.

Blutak up noses, fingers
stapled to desks,
coatstands dismantled,
dictionaries flying out of
windows

The current global expansion of the Young Learners market in
countries such as Spain, ttaly, Portugal. Poland, China and Hong
Kong to name but a few means this: for most teachers, at some
point in their career it is very likely that they will have to teach
children. More and more parents are enrollng their children in
after-schoot English classes at an earlier ags. In countries like
Spain and Japan this can sta-t as sarly as 2 - 3 years of age.
C early the need for qualified and wiling children's teachers is big
and growing. Which leads me to my following point.

The CELTA and equivalent schemes give good grounding in the
teaching of English language to adults. To teach children,
teachars need further training on how children learn and how to
sater for this. Primary teachers in the UK receive a year's initial
training before they are fuly qualified. New teachers in ELT are
oiten trown to the lions and are left to work cut how to avoid
being eaten alive. At best, the kids may get a teacher who
rascarches the area, seeks halp and thinks about what motivates
children, Worst case scenarios include chitdren running wild and
feeling insecure at the lack of boundaries, a teacher using an
‘adulty’ approach or playing lots of games that whip the children
up ‘nto & frenzy. The ieacher doasnt know what to do, the
children are taught by someong who, through no fauit of their
awn, deasn't undarstand thelr needs and the parents are paying
gooc monay for this. Nat exactly fair, is it?

So what can schools who want to give younger students and
their parents a good deal do? Looking around the network of IH
schools, there seems to be a lot of suppert for both new and
more experienced teachers who teach Young Learners. Lots of
the schools have a ‘Young Learners person’, inducticn
programmes and in-house training include sessions on Young
Learner issues, plus teachers ¢an access the IH Young Learners
website at www.clubhomepage.com/ihyoung to get ideas,
post questons, go into chatrooms and share their own top tips.
For teachers wanting specific training in Young Learners
teaching, there is also the two-week Young Leamers extension
10 the CELTA course.

Hare in Polanc we've been running Extension courses since
February 1997, We run the two-week course twice a year - in
Seotermnber, bafore the swart of the academic year and during the
Winter Break in January/Februaty. Last year we also ran a
nine-week part-time course ‘or 1eachers in IH Katowice. Many of
the teachors who do the course are second year returning
teachers, though thers also some who have only a month's
previous teaching experience. A typical timetable in a post here
includes at ieas: three classes with chldren and teenagers and
feachers can expect to teach children as young as 8, with
teachers in Katowice and Biglsko Biara teaching pre-school age
children.

To get an idea of what the course can give teachers, | asked
some who had already done the course and some who are
planning to do it next September. the followng questions:

How did you feel when you found out you would be
teaching children?

A lot of teachers were aporchensive. part culadly about teaching

the chidren. Comments includes: "Nat nappy.” " would have
preferred not t0.” and “Excited, but alse nervous. I'd had a lol of
contact with chitdren in other circumnstances, but could not
imagine how 1 could begin to teach them English.” Even those
who had worked with children nefore were unsure about how 10
transfer this to a teaching environment.

What were your initial impressions of the children, their
behaviour and how they learn?

Positive comments tended to refer to the fact that when things
go well, lessons are great fun: “They are full of enthusiasm.”,
“There are so many activities you can have fun with which adults
wouldn't do."
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ary of the negative comments stemmed from the teachers’
ck of training in utiising the way children learn and behave:
verything took twice as long as with adults.” “Top volume, top
ergy expenditure, incapable of listening to anyone other than
emsaelves, | felt tke they were learning nothing.” “It can be
thausting because they are restless or hyper,” "They can be
¢remely noisy and it is difficult to hold their attention.”

eading these comments, it was easy for me 1o envisage how
ese teachers coutd benefit from 2 training course that looked
underlying principles such as stir and settle, learner styles,
»w children learn language. teaching grammar, measuring
‘ogress and classroom management.

fhy are you planning to do the YL Extension course?

& main reasons cited for daing the course were: to gain a more
incipled and considered approach in teaching YLs; to improve
ractical skills and to understand more about the way children
arn and why they behave like they do. Those who had done the
surse also said they did it to feel more prepared for teaching
Tildren's classes ard to get some ideas for activities.

ow has it affected your teaching?

e teachers | spoke to said they felt much more confident and
at the course helped them conguer the fear some of them had
It about teaching children's claszes. They also talked about
ow the input and Teaching Practice had helped them process
e principles of YL teaching and how these were now ingrained
their teaching. From a developrental point of view it was very
ferestirg to see how the course still acted as a reference point:
>me said “they looked back at the course not only to get
“tvities, but alse to get inspiration to think of new ones.”

they looked back at the
course not only to get
activities, but also to
get inspiration to think
of new ones

The Young Learners course isn't for everyone, If the thought of
teaching 8 year olds makes you break out in a cold sweat after
four years teaching and two successfully bargaining with the DoS
to teach only teens, then you're probably not going to want to do
the course. Not event if it meant you could safely entrust your blu-
tak to learners under the age of 18.

However, if you enjoy the energy children have and want 10 learn
how to use it more effectively, or if you want to work out haw you
can find your way out of the liocn's den, this could be the course
for you, And with more and more of the vacancies on the
transfer list stating YLs experience or CELTYL required to work in
Spain, ftaly and Portugal, then having the YL Extension
Certificate could give you the edge and work out to be a very
gocd career move.

The International House Teacher Training Worldwide
brochure lists details of CELTYL and YL Extension courses in:

ih Budapest
lh Rome

th Wroclaw
{h Lisbon

Ih Barcelona
th Madrid

Contact centres for details of dates, prices and the age band
(elther 5- 11 years, 8 - 13 years or 11 - 18 years) @

N
‘ihj actober | 21 ) 2000°



Finding something really useful down the

back of the sofa

Jo Cooke

Jo is a teacher and teacher trainer at IH London. She has taught in various countries, including Greece, Germany and the Czech

Repubiic.

What a nebulous, woolly thing the Web is! It seerms like my mind,
full of useless information going off on tangents, with the nugget
of really useful stuff just out of reach somewhere dowi the back
of the sofa of my long-term memory. It's also full of speling
misteaks. So when my colleagues, Carina Lewis, Howard
Ramsay ard | decided to design some Internet lessons, we were
at a bit of a loss as 1o where 1o start. -

¥We thought first about reasons to use the Internet in class. Most
of the <ld chestnuts were trotted out, about individualised
learning and replication of what the students do in their own time
outside schoot. Then we thought about the hard reality of why
wa should usea the internat in ¢lass time, i.e. the students expect
il. and also the big boss upstairs has paid for lots of computer
equipment and wants us, quite reasonably, to do something with
it. Furthermore, #'s a greal bank of authentic materials.

Individualised Learning

50 far, so good. But when we thought about individualised
‘earn ng in more detai’, we soon found that we came up against
& considerable oroblem. It's a great idea, but in practice if all the
students are being individual, we have no way of keeping track
of what they are doing, and no way of ensuring that they are
getting value for money on their courss.

Surfing the Web

We quickly realised that it was impractical in the time constraints
of the classroom for students to spend time searching the Web
themselves for the irformation they want. Some students do not
have thase skils and the ones that do are masters at going off to
another planet. But if we as teachers choose the Website, what
eement of choice or individualisation do the students have? It
would be no different from giving them an article {albeit a very
long onej from the Guardian to read.

S0 wea came up with the idea of a student-negcotiated syllabus,
both for the course itself and the Web component cf the course.
The students are told that they can use the Web as an integrat-
ed part of the course, and that they can choose the topics that
interest them. It helps if the teacher can give them a list fo
provide soma kind of stimulus, and then give them a set time to
choose the ones they want or a topic of thefr own. We tried to
guide stucents to topics that are likely to be ' more interesting/up

to date on the web than would be found in a course book, e.q.
back/music reviews, horoscopes. news, etc, as this seemed to
us one of the real reasons to use the Web as oppesed to anoth-
er <ind of text.

How much or how little?

On our first attempts we got very excited and found a vast
number of web sites for each topic the students chose. Websites
vary considerably ir the arrount of information they contain, but
most have several paces and links to other websites, We found
that picking cne or two really gocd websites and adding them to
Favourites was muzh mors valuanle for the students than having
more that were ¢ mixed guality, We thought about the guality
and richness cf th2 lancuage. the difficulty of the language, the
intrinsic interest, ard the balance of text to visual images. We
were, if you like, spencing tho time finding the thing down the
hack of the sota that the students might want,

students v soh
more tolera:.
unfamiliar la:
the screen, I
would be if it
page in a cla:

ye on
they

2 on a
am

Linguistic Value

One thing we especially warted to pre-empt was the: “We just
played on the net today” complaint from the students. We decid-
ed that each lesson should have an overt focus on
language, either from the texis on the websites themsebes or
from the teacher or, most commonly, both. We thought of each
lesson in terms of the tasks that we were going to ask students
to do after collecting the information on the web and then
focused con this language before the task was carried out, to
make students aware that they were doing something of
linguistic value.
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Linguistic overload?

What kind of language is the site going to contain? How difficutt
will it be for the students and how are they going to cope with
the unknown words? Clearly, no teacher in their right mind is
going to read every page of every website they let their students
loose on. There is an element of unpredictability and loss of
control in every lesson using the internet, and some teachers
might not feel comfortable with that. We did, however, think it
was usefui to attempt to predict the type and level of language
that students might come across and think of strategies to deal
with them. For example, the students could choose a maximum
of 5 new words, look thern up and explain them to a partrer, Or
they could look at all the instances of “would” and make a note
of their functions. We founcd, when we put this into practice, that
students were much more tolerant of unfamiliar language on the
screer, than they would be if it were on a page in a classroom;
in fact they tended not to focus on language at all unless it direct -
Iy impeded their understanding. So our strategies for
avercoming problems often turned into strategies for pointing out
Jseful language.

Building in Communication

Someone once told me that the problem with computers is that
you can't talk to them. Well, I do. | say, "Hurry up”, "Don‘t do that,
or God's sake”, and "NOCOOCOO!"” However, it has yat to
reply 1o me, 50 we alzo nad to think about building in interaction
10 ‘ha lessons sc that the students would produce as well as
asserb ‘anauage. YWe encouraged sludents to work in pairs at
each terminal and we built communication ¢r opinion gaps into
the tas«s so that the stucents wouid have real reasons to talk to
each other aftar the information had been collected,

Integration

We falt that it was essential that each lesson should flow smooth-
ly into the cormrputer room and out again, jus! as using a tape
would be a part of the natural flow of a listening fesson. Each les-
sorincluded a ieaa ir ar introductory activity and a task that was
a logical extension of 1ne reading/liszening itself, This was impar-
tan: Hotr for raising nierest/activating schema etc. and also to
sel” the lesscn to them. We found that if we told the students
our lesson aims, 1.e. that the task, not the Web itself, was the
focus, they were much more motivated to readflisten, as thay
knew that they would have to “perform” something later on.

We feel that with these comprornises we have come up with a
framework that can be used by teachers to devise lessons for
their students: the lessons would include the element of
individualisation, but still retain a measure of control over the
learning process and guarantee a level of input and output that
the students would be happy with. Here s the framework, with
an example lesson fitted into it.

A framework for designing internet lessons

1. Choose the topic with students
e.g. Things to do at night in London.

2. Think of and design the task
e.g. Plan a night out in London.
Students in pairs search for interesting things to do in
London.
Students in new groups explain what they chose to see,
and attempt to persuade others to come with them,
The group together decides what they would prefer to do.

3. Search for interesting and good quality sites, and store
them in Favourites,

4. Think of the language that students will/may need to do
the task.
e.g. Functions for suggesting, reaching consensus,
disagreaing politely. Language to describe events/places
(oredictable, gripping, trendy etc.) and decide if/when to
teach il
e.g. the functions before going con-ling, the vocabulary
afterwards.

5. Design a lead infwarmer.
e.g. What can you do at night in London?
What have you done that you enjoyad/hated?
How is it similar/different to nightlife in yvour country?

6. Plan strategies for dealing with language that comes up
whilst reading/listening.
e.g. students pick & phrases that will encourage people to go
to the particular venue and be prepared to explain them,
(Dictionaries and teacher on hand)

7. Decide on your on-line time limit,
e.g. 30 minutes max.

8. Design a follow-up to the task
e.g. students go out on the planned evening and present a
review (oral or written} the next day,

8. Check websites and computers are functioning.

70. CROSS YOUR FINGERS AND HOPE THAT NOTHING
CRASHES..........

11 _.and some chvious things we didn't think of until they went
wrong!
* Check the websites a short time before 1o make sure they
haven’t moved/vanished into the ether.
* Check that you have the software running e.g. Real player
if you want to have sound as well as text.
* Check that a student who has no idea of how to use a
computer sits with someoneg who does.
¢ Check that the technical wizard wil be avaiable if the
computers crash.

And finally some reassurance!
Dan't worry if things do go wrong — students tend to be guite tol-

erant of minor mishaps, Most teachers trying it for the first time
found it a positive experience for everybody involved. €
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Exam Classes: Setting up Systems

Pippa Bumstead

Cambridge Exam classes present special challenges for
teachers and learners alike. The course may be longer and/or
more intensive than those the learners are used to; we need to
teach our learnars exam technique as well as the language they
need to pass - they may be unfamiliar with the more holistic view
of language (in terms of lexis and discourse in particular) which
are tested at FCE and CAE; and finally, the amount of input
fespecially fexical inpuf) is likely to be much greater than in
general English courses.

This article wilt look at how incorporating a set of systems in exam
courses can: )

* orientate learners to the exarn format, what each section tests
and how best to tackle it

* individualise lzarning

* help learners see ther progress through the course

* hep learners to organise new language

* prowide opportunities for recycling new language

Although only FCE and CAE are referred to in this article, most of
the 1deas are adaptable to other exam (and non-exam} courses
100,

Orientating Learners to the Exam.
Class posters

Creating class posters is an excelent way of encouraging a
positive group dynamic, as well as being a more relaxed activity
with a different focus. For examiple. My learners have procduced
spelling posters based on carrections from their writing and which
are added to throughout the course.

Ancther idea based on one suggested to me by David Albery of
IH London is oxam posters, to help learners fing their way around
t~e various oagers, and later to focus on exam technigue. Near
the beginning of the course, | cut up a whole practice test exam,
having tippoxea out the question numbers. | gave each small
group a large piece of paper {flowchart paper is a good size) with
the title of the exam paper at the top (Reading, Writing, English in
Use etc ). Using the exam information at the front of their course-
book {alternatively, they could use Cambridge's own handbook),
the learners pieced the exam back together again, sticking the
sections in the correct order. As we covered each task type in
class, they added to the posters any new information on a} what
was being tested, b) exam technigue and c} other activities in and
out of class they had found useful to improve the skil in question.
The posters were in use throughout the course, and provided a
clear focus point when i came to revision.

My learners Fave also found it useful to tick off the parts of the

exam we have covered in the map at the front of their
coursebook. This not only reminds themn of the question type, but
also gives a sense of progress as each one is dealt with.
If you are not using a coursebook, again you could use
Cambridge's own guidelines or give out a list you have prepared
yourself.

Individualising Learning and Monitoring Progress.
Compaosition feedback forms

For me, the marking of compositions zan become a chore, and a
frustrating one 100, It is one aspect of exam courses which puts
many teache-s off running them. | used to find it difficult to keep
track of learriers” wrtten performance: the notes | made on the
composilions  “hemselves ooviousy went back to  the
learrers and werc ' ost” ‘arever. And, even with the best will in the
world. | fourd =y own parallel notes tended to fizzle out or
become more bitty as the course weart on. To cut out the nead to
write feedback ~otes or the cocmposition and for myself,
| designed a teadback ‘orm. Each member of the group has *heir
own form which is handed in wth every composition. As I mark, |
filf in the details of the tasks they have completed, cormments and,
later or in the course, a grade. See beiow for an example, but
bear in mind the type of notes you make will depend on your own
style and on the individual's needs.

The -espense | have had from my learners on this system has
been extremely positive, since they are able to see precisely
where they are going and the progress they arc making. It is also
useful for the teacher; it can be difficult to remember what
previous comments have been made, whereas with this system,
the teacher can see clearly if a student is having a recurring
prablem with the same aspeact, Ancther plus point is that | can see
whether a learner is keeping up with the homework cr net and
take appropriate action.

Retrospective timetables

Learners find these extremely useful as an indicator of their
progress; these can either be already complated versions by the
teacher, or blank for the group to complete themselves, On my
ten week intensive courses at IH London, | have given these out
every two weeks; for longer courses abroad, every month might
be a more appropriate option.

In addition ta this, | fry to give my learners freguent, regular
opportunities for feedback, via questionnaires, class discussions
or individual tutorials,
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Helping Learners organise their Learning

Pippa’s FCE Group - March 2000 - Composition Feedback.
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Vocabulary records

It is essential that learners understand the importance of keeping
clear, organised recards of the language they learn and 1 have
found that it is better to be insistent rather than persuasive on
this matter: | quote 10 a new class the story of one student | had
who spent the whole course intending to set up an organised
system for his notes, finally began it a week before the exam as
the panic set in, and wholly regretted not taking the original
advice,

In the first week of the course, | hold a session on organising
vocabulary notes; Wordflo has some useful suggestions which
learners can discuss, as do many exam and general English
course books. Nick Hamilton also makes some interesting
suggestions for a ‘lexical notebook' in his article in Issue 8 of this
iournal | ask my students to buy a ring fite and dividers, and give
them the setting-up of the system they have chosen as a
nomework task. | ask to see the results in the folfowing class,
anc also ask learners to bring them to tutorials. This may seem
ike a lot of work for learners at the outset, and it is important to
refer back to them at regular intervals (see under ‘providing
opportunities for recycling new language’ for suggestions on
how to go about this).

Cther records which can be set up and used in a similar way are
‘Common mistakes/Correction” pages where tearners note their
errors from writing and/or speaking to refer to before a new
activity or task; my CAE students (especially nen-Germanic and
non-Latin speakers) have also found it helpful to keep a separate
page with formal/informal ecuivalents of lexical tems.

Providing opportunities for recycling new fanguage

I; iz important to deal with revision in a systematic way; short but
frequent recycling aclivities not onfy help learners cope with the
huge quantities of new language they may encounter, but also
provide a change of focus and pace in the lesson. It is worth
timetabling in ‘revision slots” as well as using revision activities as
five-minute warmers or fillers, and making this plan explicit 1o the
learners. That way, thay have the chance to review language in
preparation for the class.

I have found vocabulary bags extremely useful: at the end of the
lesson, learners write new items on coloured slips of paper with
an example senience and/or a definition. This task can also be
carred out by early finishers, or set for homework. | have &
separate bag for fixed expressions {eg: there is no excuse
for __ing; make the most of), phrasal verbs (particularly for FCE),
prepositional phrases {eg: depend on; invest in) and single items
{eg: a bouncer; standoffish}. | change the colour of the sfips each
week - this reminds learners more or less from which part of the
course the language came - and we use the bags regularly for
vocabulary games, These include 'Back to the Board' where a
member of each team sits with their back to the board and their
teammates define a word or expression | have written on it. This
activity is also fartastic for longer expressions feg: *I look forward

1o your prompt reply’) when the learners are forced to think not
only about meaning but also accuracy and style. Another game
| often use is 'Put it back’; cne learner has a minute to
successfully define as many words from the bag as possible i
one minute. When the time is up, the other team shouts "Put it
back!” and the other team gets & go. The winner is the team with
the most slips of paper at the end.

Collocation pelmanism

The class make their own pelmanism {matching and meamory)
games which can be kept for the whole course and used as
revision/early finishers' activities. They have a set of cards on
which they write collocations they have met {eg: a lasl-minute
fight; to wage war on), the cards are turned face down and
studerts take turnsg o turn cver two at a time and try to find
pairs.

Using learners’ language records in class

Learncrs can test sack cther for example on their common
mistakes. Marticulatly ir a rutliingual class, ‘earners will find thoir
typical mistakes differ; since the editing tas< at FCE and CAE are
based on ypical leaner errors, the more practice thoy have at
this, tha bettar. They can either borrow their padners’ notebooks
and ‘est each othor crally, or write short exercisas,

Systems can take ‘ime to set up. On short, intensive courses it
is especialy important to get them up and running as soon as
possible so that they quickly become part of the course routine.
Learners do not always automatically see the point, so it is
important to be explicit in your aims. The pay-off from
incorporating systems such as the ones mentioned hera is
immense; huge amounts of time are saved in the long run both
for the teacher and the learners and they provide a skeleton for
the course to ‘hang on'. | have found that they have transformed
my exam courses from simply ploughing through a coursebook
and doing exam practice nearer the time into a more easily
monitorable course for me, and in most cases. a much more
satisfactory learning experience for the students. €
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Proof of the Pron Pudding

Speaking with conviction and expression

Brita Haycraft

Brita Haycraft, co-founder of what is now the international House Worldwide Qrganisation, has had a long and distinguished
career in ELT. She was formerly Head of Speech Training at International House London and stilf reguiarly runs pronunciation
workshops there, attended by students and trainee teachers alike.

The trouble with pronunciation is that there's never enough time
o cover it in the classroom. Grammar and lexis come first,
understandably. So the teacher shelves it or, pricked by guilt,
embarks on the phonemes, but is toe rushed to finish them or to
mave on to stress and intonation.

On a General English Course without scheduled slots for
pronunciation help, the teacher has to find ways of building it into
language practice activities.

This three-part series looks at easily integrated pronunciation
help.

Part Ore deals with training students to use sentence stress in
‘he normal way and put more intonation and expression into
whatever they're saying.

Part Two covers English word stress. both in singte words and in
compound words, ideally taught with vocabulary practice.

Part Three looks at sounds, typical problems and how to solve
scme of them in the general lesson.

Basic training to shape the sentence
Sentence stress

First, separate stress and intonation in your mind, and begin with
senience stress. ‘Sentence’ is a better term than ‘utterance’ at
this point as I'm thinking of the sort of short main clauses
frequently used in text-books to present a language point.
Sentence stress is logical. and probably universal. Unless
otherwise indoctrinated, even a beginner can tell the important
words in a sentence.

So when the target sentence appears on the board for further
practice, | ask the students ‘Which words do you want to stress
haere?" to show that it is they, the speakers, who decide which
words to stress and there isn't a rule they have to learn.

eg:
‘What time is it?’
‘Could [ borrow your mobile phone?’

Even when they have marked the stresses on the appropriate
words, some students stil can't say the sentence that way,
because they are thinking only abcut grammar. But a few
models from the teacher or fellow students soon puts that right

and they can 'feel’ the sentence sounds more real. This initial
training needs litle extra time if the teacher makes a point of
including it regularly. With due praise, the students witl soon pick
up the habit. it's fairly easy to hear yourself stress and to self-
correct, and they don't feet self-conscious about it.

At first students tend to stress sounds rather feebly, so the
teacher needs to encourage them to say the sentence again and
again, with firmer stresses and more conviction, and more quick-
[y,

Marking the stresses

All the words we want projected should be marked, not only the
nuclear words; some of the others also carry stress and logelh-
er they form the gist of what we are saying. But ignore post-
nuclear secondary stresses, as this only blurs that final main
stress.

The marked stresses act as pegs on which to hang the
sentence, and with the stresses firmly in place, stodents find it
easier to deliver their sentences meaningfully. It need be, they
car first pracltise by saying just the marked stresses.
telegramwise and then say the whole lot, in a natural way,

Linking ail words and weakening/contracting unstressed
structure words

Encouraged to say the sentence again more quickly, a student
will begin to link up the words and say the unstressed sounds
without blinking, To encourage this process. you can draw links
batween the words on the board:

s What_time_is_ jt?
s Could__I borrow your mobife__phone?

In the second sentence, speed aiso helps weaken the
unstressed ‘your'

False Questions

A useful ploy to speed up students' speech is to ask a
deliberately false Yes/No guestion, such as ‘Is it Wednesday
today?’ or make a false statement “Today's Wednesday, isn't it?’,
in order to provoke students to contradict ‘No, it's Tuesday’.
When they reply in protest, their answer comes out amazingly

-
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quickly and spontaneously, with spot-on stress, true intonation,
and & contracted 'it's'. The false question feels like some sort of
remote control. In this game, make sure students discard the use
of the short answer ‘No, it isn't. - It's Tuesday’, as it takes away
the immediacy of their reaction, and acts as a brake, lowering the
overall quality of their speaking. Personally, I'd ban all short
answears from early learming, anyway.

Personally, I'd ban all
short answers from
early learning

Students don mind how much you tease them with false
questions like this, so it serves as a less dreary form of driling, too.

Interactive stress in pair work

Pair practice is the perfect opportunity for students to adopt the
habit of stressing 'you' or ‘your', when finding out about each
other, as in

+ "WHERE do you LIVE?"
s “Near the centre. And where do YOU live?”

« "WHEN's your BIRTHday?"
¢ “In May. When's YOUR birthday?"

Any ‘earner with Germanic L1, will, if told, use stress in this
interactive way automatically, being used to it from their
languages. Savs and Japanese take to it at once, as well
Whereas those with Latin L1s struggle a little, despite the fact you
can heer stress work similarly in  exchanges in their
languages, even in French.

The beauty of the interactive stress device, {a form of contrastive
stress), is that it signals contact and comman ground to others.
Ignoring it, our students’ exchanges saund wooden, like single 1so-
lated utterances. Whereas, with this stress toot in action, they
sound informed and involved and they enjoy it. So how can teach-
ers resist it?

Better comprehension results

Armed with paper and pen, students are helped by writing down the
atressed words for the beginnings of them) while following a tape.
Those jottings sum up what was saidd and help them re-tell the story.
We ourselves do it when taking down the details of, say, how to drive
to a remote vilage, And far from prolonging &
comprehension exercise, leaning on the stresses should enhance it.

Intonation

LI

The concept of intonation is mada much simpler, if dealt with after

the stresses are in place. Its main role then is to add (or
conceal) a personal feeling about the utterance. Students easily
realise this when we say a sentence in different ways.

So how can we help them to speak with more energy and
interest in their language practice? Here, two ‘mocdcards’ prove
of invaluable assistance, These are cards with a simple
diagrammatic face, happy or gloomy.

Take any utterance: ‘Half past twa’, ‘Next to the window', Two
pounds fifty', *Couid | borrow your mobile phone?’ and have the class
say it like the gloomy faces. They have no problem deing that.

Then show the interssted, smiling taces and have them say the
same sentence that way. Intrigued, they usually play along and say
HALF PAS™ TWO, their intonation undulating guite unaided.

An Uutterance of major importance to a foreign learner of
whatever language must be a question, as it is active and %
enterprising ard leads to something. :

eg. Could | borrow your mobile phone?

Clearty, the speaker who sounds interested and polite is more like-
ly to get a "Yes  answer. Once students have experienced speak-
ing wih more volvement and liveliness, the teacher need only
prod them ncw and again to put more life into whatever they are
gaying. 1o up the adality of clagsroom speaking.

Homework

It is often falt vou can't give homework in pronunciation, which is
rue o cedan vowel sounds. But the foliowing stress and
intoraton work car easiiy oe done at homa, in privacy., and heard
the next day in class:

“Mark the words you'd stress ir tiis sentence. Practise saying it,
as marked, with imerest. Say it guickly without stopping between !
words, Draw links between the words o remind yourself not to
stop. Say it several times, untit vou feel it sounds good enough.”

‘How much is that small corputer?

'Could 1 have a look at that camera?

‘Is there a telephone here?’

‘Could you give me the bock aepartment, please?’

{in an Engiish-speaking country) go 10 a shop and put your
questions to the test. Better stil, phone a department store and ;
put your question to them.

For rmore about these teaching ideas and their rationale, see:
‘English Aloud 1 and 2". @
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Quality Matters

Jeremy Page

Jeremy Page has been a Director of Studies at IH London since 1996. He has taught and trained in the UK, ftaly, France,

Hungary, Buigaria and Argentina, and fives in Sussex.

If the quality gurus, from Deming to Peters, agree on one thing
above alt others, it is that guality is not an aption. The pursuit of
guality is an essertial, probably the essential component of
success. In the cut-throat world of 21st century ELT there is a
strong case for saying that guality is no longer integral merely to
success: 1 ig now integral to sunvival.

f the quality gurus,
from Deming to Peters,
agree on one thing
wbove all others, it is
“hat quality is not an
aption

Yet a lack of commitrment to quality assurance at the highast fevel
- governments in power - has bedevilled ELT in *he UK for
decades. Starting a language school differs little in its essentials
from opening a transport café: you find premises, employ staff,
attract punters. There is nc requirement for anyone opening a
language school to have any educational credentials whatsoey-
er. There is no reguirement for the school to be accredited or
approved by anyone. Thare is nc requiement for the <eachers tc
nave either qualifications or expericnce. Schools may choose to
submit themsclves to external accredilation. but there is no
obligation far lhem to do so kence the existence of a two-tier
syster: the regulated sector, it which students can expect
minimJm stancards o ke et and 1ave means of redress if they
argn’l. ard the anregulated sector. where anything goes.
Studerts atlendirg a non-accradited school may  find
thomselves studying in a small group with 2 good teacher
following a cocherent programme of study in premises which arc
comfortable and appropriate, but experience suggests this is
unlikely. Successive governments have fought shy of regulation,
presumably fearing the loss of income that would supposedly
result. Anyone involved in ELT knows that any shart-term ioss
walld be more than offset in the medium to long term by larger
student numbers if quality was genuinely assured. As it is, the
darmmage done io the reputation and image of British ELT by
cowboy operators is easy tc imagine, if hard to calculate. In the
global ELT market of the 213! century. where Ireland, Canada,
the USA, Australa and New Zealand among others are
establishing an ever more impressive reputation for ELT
provision, the status quo in the UK is sheer lunacy. Students who

fihi netnhar

are underwhelmed by the course and school they have chosen
in the UK may well vote with their feet (and their wallets) but wil
certainly tell their friends, who will no doubt tell their friends,
who...

There is thus a considerable onus on language schools to deliv-
er. Organisations such as ARELS and BASELT (working with the
81t sh Council), UCLES, Trinity and the fledgling BIELT are all, in
their different ways, working towards quality assurance, but it is
sCno0ls themselves - and everyone involved in the management
of schools - that must take responsibility for delivering a level of
service that at the vary least meets and satisfies the reasonable
expectations of customers. And there is a very strong case for
the view hat they should aim to do much more than that, While
the verb “defight’, which is often used, may smack too much of
a blus-rinse response to The Sound of Music, the notion of
exceading the customer's expectations would seem a realistic
aspiraticn. And the business of enrolling for and attending a
codrse of study at a language school involves a number of
stages at which the customer's expectations may be exceeded,
confounded - or merely met. From initial contact through
registration to direct experience of whatever range of services
the school provides, there are frequent opportunities for
registrars, receptlionists, secrstarics, accommaodation officers,
teachers and Directors of Studies to get it right, or horribly
wWONg.

e notion of exceeding

e customer’s
¥unectations would

w2 8 realistic
aspiration

Yet all too often, even in the accredited sector, the management
of schools is seen to collude in the propagation of low standards,
usualy for reasons of cost. Organisations like ARELS may
provide training in various aspects of customer service for
member schaaols, but, where there is a financial implication, it is
only too common for the status quo to be allowed to persist,
Teachers may commit themselves to continuing professional
development through studying for higher qualifications, attending
conferences. wnting articles or giving talks, but the schools that
cmploy them are often content to reap the reward without
contributing anything themselves, ELT practitioners have rarely
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been able to aspire to the salaries of, say, estate agents, but it
seems particularly caflous to add to the injury of low pay and
status the insult of ever higher professional expectations.

In a recent article in the EL Gazette, Christopher Hart made the
point that internal customers benefit as much as external
customers from an organisation’s commitment to guality
assurance, He wrote: 'You cannot on the one hand demand
higher professionalism from employees and on the other regard
them as menial contract staff. Why not? Because it is inequitable.

the need for the drive for
quality to be embraced
at the highest level
within organisations is
paramount

Yo also lose loyalty and goadwil'. Accomplished individuals will
nct come into the profession and those that remain will not
accep: your contracts. The result? You will deprofessionalise
CLT." The stafing dimension is fundamental to the industry's
‘coming of age’ and the need for the drive for quality to be
embraced at the highest level within organisations is paramount.

Hart makes a strong c¢ase for ELT in the UK moving towards a
dectaration of minimum professional standards for employers.
The Eurcpean Association for Quality Language Services, with its
explicitly formulated staff charter, has shown the way, and the
time has clearly come for the UK ELT industry as a whole to
follow.

There can be no doubt that there are some very real challenges
facing the industry as it enters the 21st century. Compulsory
registration of all Enghish language course providers would seem
a highly desirable first step. Other measures such as the
establishment of a cross-sector forum o review standards of
educaticn and employment within the industry and a project to
establish the equivalence of existing ELT qualifications with
national and international scales would certainly contribute to the
reising of the status of English language teaching as a

professicn. Arguably, however, the most signilicant factor in the &
future si.ccess or otherwise of ELT in the UK is likely to be a §

genuing and irdustry-wide commitment to and embracing of the
quaity assurance processes that already exist; and the will to
make the asprrations expressed in the British Council’s English in
Britain Accrecitaticn Scheme Handbook - encouragement to
maintain nig levels of guality and seek continual improvement -
the mini~—~um zlandards the industry expects of itself rather than
the expressicr of some lofty ideal. Marrying the need to provide

courses of consistently high gquality while obeying the financial k
iImparatC 75 <200 C0sSts as low as humanly possible will surely £

provide the sty vall s greatest challenge. @
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What You’ve Always Wanted to Know About
IH Affiliates....And More!

in our last Issue we asked you to send us descriptions of schools in the International House Worldwide Crganisation; you
responded with enthusiasm! We had huge fun reading thern and laughing over the photos - see the Opole pic, it was good fo
be in contact with cofleagues from aff over the world and really gave us a sense of what it means fo be part of a world-wide

community. We hope you wilf enfoy them as much as we did.

IH Cordoba

What | most like about living here is...

...the openness and friendlingss of the peopie.

...sitting in the sun in February reading about cold spells

in Britzin!

...the sense of history of the place, with the great Arabic mosque.
Rorman ruins, and the cobbled streets in the Jewish quarter.
..the way everyone takes owver the streets and life goes on
autdoors.

the great cycling terrain, with the woods and streams of the
Sierra hills only half an hour away.

...hearing old church bells ring early on a Sunday morning.
..May in Cordaba, with strest festvals, geraniums in flower
everywhere, and Sevillanas dancing in the city squares.
Ulravelling srourd Ardalucia at weokends and  discovering
castles or pueblos.

The IH Opole

There is no world without Opole's walls

Actually, that isn’t strictly true and the truth is important, | feel,
The guestion, with this and all those recruitment brochure type
articles, is how to give the ‘acts without scunding ike an
glementary level ‘there is/there arz’ lesson - "There 15 a
swimming pool, there are two cinemas”. In fact, reading through
the information stuff of mcst schocols, you'd be forgiven for
thinking that the entire recruitment process revolves around the
variety of ethnic restaurants in the vicinity of eash school.

Well, | hope none of my FCE students read this - over halbway
through and 1 haven't answered the questior yet. The blame for
that, of course, lies with Rachel and Susanna who were foclish
enough to state, "any style you like" and { happen to like aimless
waffle. However, there are over 100 potential pieces winging thair
ways to the Journal so | shall curtail my meanderings and leave
you as | started, with a guecte, this time from that famous Chinese
philascpher Conrfuscious;

What | most like about the school is...

...getlirg on so well with everyone in ali the areas of the school.
- warking around a traditional Spanish courtyard surrcunded by
plants and whitewashed walls,

the constant exchangs of teaching ideas between colleagues.
...=oarish students’ open, participative naturc.

..working in a school which takes teacher development
SEFOUSY.

he oppertunity to learm from very experienced teachers how 1o
‘each small childrer.

...meeting up with teachers from IM Seville, Huclva and Malaga
for seminars.,

"He who wants fo know about IH Opole looks at
www.ih.com.pl/opole”

The people in the photc are - left to right - Andrew Holiins
{now {H Kuala Lumpar}, Rod Fricker, David Nicholson (both stilf
{H Opofe} and Phil Ladbrook (now IH San Sebastian)

T
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Passnotes: IH Madrid Serrano

So what's with the Serranc part then? lsn't Madrid enough?
Well, there is more than one schoof in Madrid, you know.
So tell us more.

We're dead in the centre of Madrid just off plaza Colon. There
are 42 teachers at the last count, from three different
continents ...

Sounds a bit overwhelming. [ thought small and friendly was the
recipe for success these days.

That's how it started out and we haven't fost that family
feeling. You ask any of the teachers who've been here for over
ten years why they've stayed.

So what you mean is the staffroom’s full of old fogeys.

Not at afl, the age ranges from 25 to 45 with the average being
about 30.

So what do you alk do then to pass the time?

Intuition Languages

Intuition offers, as its name implies, tuition in tutors' homes.
Offering hospitality and tuition to a student in your own home can
be a most enjoyable experience, for both teacher and student.
it's a realy special experience which teachers welcome for its
flexitility (and the extra income from providing bed and board for
very little effort!), You can take students them around your
regular stamping ground and involve them in your hobbies and
sporting activities. We try to make sure there is a match between
student and teacher interests. We make sure there is a constant
exchange of ideas and viewpoints between teachers at
workshops and social meetings and through a regular
newsletter.

The only other affiiate in central London, InTuition set up their
shop within the ancient city walls, in an old warehouse butlding
in one of the most newly fashionable areas of London. In our
small street alone there are four Art Galleries and one of the best
restaurants in the city. The building next door is an old
de-consscrated church, which sells architectural salvage such
as old pub and church furniture. Our office has a natural frenetic
buzz to it, but as our work is primarily over ths telephone, we are
rather like ducks on a pond, legs thrashing around under water
but above al appears calm and serene.

Welf there's a lot of English teaching to be done out there:
adufts, kids, business, exams .. you name it, we teach it.

The school's a bit of a Jack of all trades then?

No, we're carefully struclured, well organised with cpportuni-
ties to develop as teachsrs and specialise in any areas that

we're interested in and let's not forget the weekly seminars

which are really useful,
So they don't just leave you 1o get on with it?

No, one of the things the school prides itself on is the quality
of its teacher support.

What's with the management jargon all of a sudden?

No, reafly, we've got our Director, DOS, Department Heads,
ADQSes, Coordinators...

Waow, sounds a bt heavy on the management side. Must be a bit :

hierarchizal!

No, honestly thev're really approachable, helpful, relaxed and :j.-

friendly fike everyone eise on the staff.

IH Lviv

The school is smal and friendly with. a staff of 16: the Director, 6
office staff, the DOS and 8 teachers. 2 of them part-time. At the §

moment, there are cnly two native speaxers on the staff: the
DOS and cne teacher, but previcusly this figure was much high-
er, up to 8. Cur sludents are two-thirds adults and one-third
younger lgarnars, who range ir age from 5-year-olds to late

teenagers, Out of 11 classrcoms ong, “the Butterfly Room”, is
specially set for teaching the very young, and two other rooms §

are equipped with video, ore designated for video classes. The
school is well-resourced in terms of books and other teaching
materials, including a video camera.

We run General English, Younger Learners, Business English and §

Preparation for the TOEFL..

Vs .
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IH Mallorca

A Case of Mistaken Identity?

You know Majorca, of course. It's Union Jack swimming trunks,
Man United T-shirls, and pasty-white torsos now glowing vivid
red, if's a packed beach of 18-30s doing the “Macarena” and
downing pints of Newcastle Brown and sangria. It's all-night
discas and all-day hangovers. It's egg and chips and don't give
me none of that foreign food, mate. It's "Parma” and shopping in
C&As. It's “aggre” tourism and don't mention the war, Basil!

Do you xnow Mallorca? It's 320 kilometres of magrificent
coastline with nidden coves and hideaway beaches. It's a
spectacular mouriiain range with secret villages where the likes
of Robert Graves come to live, work and rest in peace. Its 3,640
square metres of breathtaking scenery with extensive olive and
orange groves, and almond blossom flowering in spring.
it's farmhcuses and country estates restored 1o their former
glory. It's agrotourism.

It's Paima and her cathedral, a “vasl rose-tinted creation of
Gothic grace and beauty. Like a mother she stands by the sea’s
adgs. ard like children the buildings of the ¢ty gather behind and
atne- sices.” (1). It's Moc- sh architecture rubbing shoulders wits
Gaudi ard Normar Fos:er,

't's the product of intermarriage between various types that
include Carthaginian, Roman, Moorish and Spanish. it's two

IH Skopje

Forget the selective impressicn the media gives of the Balkans;
Macedonia is a verlable Snhangri-La, hidcen by mountains,
compelling in its beauty. 0 the summer, those soaring peaks
witness paragliders wrg for arspace with the eagles. In tha
winter, skiers weave i and out of packs of wolves and the
occasional stray opear, and the ubiguitous dayglo mob.
Wearwrie, cown on the enarmous lakes pastel-shaded fishing
ocats and men with cormorants search the waters for the
delectable freshwater fish that abounds here; and when the
summer heat arrives, the beaches are packed out with pagan
sun-worshippers. At all times of the year, the bars are the socil
centres of the cities, flirtation, tomfoolery and amiabile confab the
order of the day.

ranguages - Spanish and Catalan, or ig it now four - with English
and German? it's an autonomous government trying to cut loose
its aoron-strings with Madrid.

It's International House: srmall in size with its five teachers
{including, of course, an Englishman, an Irishman and a
Scotsman), its Dos. Director and Secretary; but great in spirit as
it maintains the standards of excellence in teaching and training.
A small but significant gem in the IH World crown.

(1) From “Jogging round Majorca” by Gordon West, 1929

The school in Skopje is likewise Balkan-impervious;
and the daily toil of inculcating the maddeningly difficult English
language into the heads of several hundred diligent students
proceeds at a gentle pace, the teachers going about their
business with a Buddhist-like calm. And even when the
demands of a successful business require a little get up and go,
it is all achieved with beatific smiles and unruffled feathers.

So, why not pay us a visit? Pack your skis or parachute, lob on

some factor 24 and your perscnal hangover cure and hopal
Get on that table and DANCE! @

\
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What’s Going On in the Affiliate Network

New Arrivals

We are delighted to welcome the new affiliate schools in Coimbra
- Santa Clara in Portugal, Shanghai and Jinan, Istanbul and
Valladolid to our readership. We are locking forward to receiving
naws, views, descriptions and photos from them as soon as they
have a moment,

Website Wonders

The Affiliate website is developing fast. A number of worksheets
have been collected for the first version of an online Materials
Bank, which will be accessible to all IH teachers and frainers
worldwide very soon. Some schools have already been very
generous 1n sharing material and the team hope to be able to
add many maore in the near future. if you'rg interested in seeing
what's there, go to www.ihworld.com click on the button marked
‘affifates’. enter your user name and password and choose
which materials you want to lock at.

The IH Teacher Training Steering Group

Roger Hunt contributes this report:

The first meeting of the TT Steering Group took place on the 7th
and 8th of September at International House Lendon, Attending
were: Heather Bedell (IH Milan); Jon Butt (IH Wroclaw), Michael
Carrier (Affiliate Network): Antonia Clare (Affiliate Network); Paula
De Nagy (IH Lisbon); Roger Hunt {IH London) and Jim Scrivener
{iH Budapest).

The am of forming the Steering Group is to co-ordinate
devalopments within teacher training in the World Organisation
and to design a professional development path for IH Teachers,
Teacter Trainers and Directors of Studies which we hope all
schoals will {ake on board. At the same time we hope to provide
standarcization of the Intermational House Certificate course
twhich should make the gualification more transparent to School
Directors and Educational Authorities), and to implemeant same
new courses for which we feel there is a need.

Consequently our main points of discussion were:

« A new Director of Studies course which will take place in IH
London immaediately after the DOS Gonference in January.

« A re-launch of the IHC (under a neww name) with an agrced core
syllabus and assessmen® criteria.

* The implementation of a career path for teachers using the IH
Budapest model as a starting point.

= The provision of three rnew distance training courses intended
for inexperienced teachers in Teaching Business English,
Teaching Younger Learners and Using Computers in the
Language Ciassroom. .

o Approval processes and procedures for those wishing to train
as teachar trainers.

There was considerable lively discussicn <~ =232 coints and a
surprising amount of agreement. By the &~ - -2 mesting we
each took responsibility for fully docume=- =2 <~ =~ mare of the
main peints of discussion for a presertat == 11 7~ 2 BOS and

Directors’ conferences in 2001, We s~ 0 2 of the new

courses will be on offer after Chogtzs 2 hope that
Directors will agree to implement the Za-==- © *© 2-0Cesses in
the 2001 academic year.

IH Partnership Projects

By Steve Brent

Steve Brent joined International House _-- - as Director, IH
London in January 2000. Since s arm, 3 —= ~z23 moved office
twice and is this week to be found - :== s-—swhat spartan
accommodation of the ex-bookskcs - * 1% = :zadilly. Of the
many projects he is tackling, tne -—z—-2:-0s5 betwegen
International House and other orgariisar Z-: w27 he outlings
below, are of special importance tc = 2.2 ~oment of the
orgariisation.

Aston University: Language Studies Unit (LSU)

H Londen has a signed a Memarza~ 2. - arznd'ng with
the LSU. The rationale behind this "2 - - ST Lidentify
areas of common interest and reac™ & - - s 205 in which
the two institutions might co-ops-a- =1 o teacher
development...” In practical terms -~ - -

* People successfully completing ==z ~ < Zolemain
Educational Management gain ¢z < Laons MSe
TESOL.

* |H staff collaborating with Astor @2 o oo2s for the MSG
TESOL thereby expanding modus ooz MoGarvey
{IH London) and Paula de Nagy i~ _ o7 = v ung double
modules in Management and Yoo - o srzzectivaly,

* Discounts for IH staff taking the '3
¢ Setting up a Teacher Training S -

Soe Roger's

‘artical” on page) with a view ‘o a0 0 7R on from
Aston of the IH Certificate.
The British Council

This year IH London and the Brits~ Z-.-: =272 ta'ks about
jointly producing a CD ROM / web-zaz=: mse Learning
DELTA to replace the current Distance -2 ZJTERLA Inow in
its final year). This seemed a natural partse=— 1 @ .2~ that approx-
imately half the candidates on the Cistarcs © ~me gre from
British Council Teaching Centres. Sutesz: 7 zontract, this
programimre will be piloted next spring are g2 . 1 September
2001,

Watch this space! ¢

T

fibi artnhar [ 24 7 2000°




Douglas S Crawford

Pamela Walsh was born, bred and educated in Yorkshire and
taught French to the children of miners before moving to Geneva
in the late Sixties. In 1974, she founded her own school, ASC,
and set about promoting the teaching of the English language in
Geneva. The school has grown steadily from humble beginnings
and now provides employment for more than 80 people, many of
whom are British by birth. Her success in busingss is an achieve-
ment in itself but much more imoortant than this is the way in
which this success has boen achieved. By nature a giver rather
than a taker, Parmela has spent the last 25 years foaking after the
personal and professioral weifare of all of those
fortunate enough to be around her. Her success in business
brought with it & high profile which she has always shamelessly
used 1o 7elp others less fortunate than herself.

Her dedication ta clhers rather than to self makes her an
cJtstanding example and role modcl “or ali of Lus. The schocl has
gone from strangth to strenglh and now offers six languages to
all kinds cf clients. In pure business terms, it could have grown
more quickly and could have made much more profit along the
way but this was never the reason flor starting the scheol. It was
to unite a band of highly trained and profassional teachers,
capable of meeting the often bizarre needs of the intornationa’
and commercial community in Geneva, ard to offer high qgualily
senvice and help to those who nesded it.

Always a champion of perscal davelopment, Parmela has invest-
ed vast amounts of monay n staf* training in order to ensure that
the teachers in her school can a so ceatinueg to grow and to pass
this development on o oiners. S1e has aso been extramely
active in giving weksmops tc tzacrers outside of her school and
M mary cases 1o teaches ‘rom rival scheols!

“oooetay Szmoia Walsh as a well-meaning acaderric would
‘Ctally de-value the huge contribution which she has made to the
ves of iterally hundreds of teachers and students. Always
exhausted, always late bocause she always books too much into
her diary, she puts her causes first and her heath and welfare
second. Her causes extend far beyond the walls of her schogl.

A leading member of the church, she will often be found playing
the organ in church on Sunday a: the end of an exhausting week.
Pamela was instrumental in the setting up of the Centre
d’Echanges Pédagogigues ({CEP) in Geneva, ar organisation
which brings together schools and teachers frem all sectors in
order to share knowledge, ideas, inspiration and equipment.
Pamela also has a icading roie in the Association Genegvoise
d'Ecoles Privées {AGEP) the association of Cantonal schools.

An honour for Pam Walsh

Douglas is the CEQ of ASC International House Geneva

Although British through and through, she has also become
accepted as a leading light of the Geneva academic fraternity,
due mainly to her wilingness to share and to work for the
benefit of all.

Still in Geneva, Pamela is also a leading member of GEDS. the
Geneva English Drama Society as well as GAQS, the Geneva
Amateur Operatic Socisty, of which her husband Richard is also
chairman.

Outside of Geneva, she also has two high profile roles within the
British Swiss Chamber of Commerce. As Chairman of the
Education Commitiee, she has been responsible for revitalising
the image of the BSCC in the eves of business and for giving this
organisation a much more prominent role in the field of compa-
ny training. Pamela is also the Vice President of the BSCC, the
first wornan to hold Lhis position - no mean feat in such a male-
dominated environment.

All of the above doesn't even begin to tell the whole story. As our
Director General, she is cur vision and our inspi-ation. She soes
the best in everyone and is ahways keen to hefp staff to realise
their full potential. Even in this year of Silver Jubilee celebrations,
she is busy aiving herself Iots of extra work on behalf of athers.
Rather than celcbrate with Iots of expensive, self-cangratulatory
parties, Pamela decided that the 25th would give us the ideal
excuse 1o ask the wealthy business community in Geneva to
help us raisc funds 10 build and equip we girs' schools in rurgd
India. Having shared her vision with her staff and motivated
everyone around her, the school has been busy with a host of
fund raising events this year. Parnela visited the sites in person in
January and has been the driving force behind the whole project.
A range of events have been organised and somea have already
taken place, the highlight so far being a gala evering for
Geneva's elite in the company of Sir Potor Ustinav, with all
monies raised going directly to the projects.

This whole project is typical of Pamela Walsh. Grateful for her
own good fortune and her health, her role is to help others less
forlunate than herself and to run a school worthy of the name.

This is the text of the official press release issued when the
news of her OBE broke;

We are delighted to announce that Pamela Walsh, Founder and
Director General of ASC International House Geneva, is to be
henoured by the Queen and will receive the award of O.B.E.
News cf this honour was released from Buckingham Palace on
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Saturday 17 June and Pamela will receive her award from the
Queen in person at the end of Cctober.

This honour recognises the huge amount of time and energy
which Pamela has devoted to her aducational vogation during
the last 26 years as well as her tireless work for charity.

Pameia was nominated for the award by her staff and on heing
given the news was quoted as saying

" it is a wonderful honour to receive recognition from your own
country when you have spent much of your life a long way from
home. | am fortunate to be surrounded by a wonderful team of
peaple who give their heart and soul to turn my dreams into

redlity and this award pays tribute to their hard work and
dedication. At ASC, we help people to realse their own
individual potential and from small and humbie Deginnings; this
commitment to aur students has seen our school grow 1o be one
of the top language learning centres in the worid. To be able to
mix business with helping others is a wonocfui ‘eeling and | feel
very fortunate in this respect.”

Having raised funds to help build anc ecuc * ars' schools in

India { a novel way to celebrate the siver -0 2= 2F ASC) Pamela
now plans fo set up a chartabie fou~2:7 7~ 10 halp fund
educational projects in the poorer areas = "¢ 07" @

The Ben Warren - International House Trust

The Ben Warren - International House Trust has been set up as
a memoriat 1o the life and work of Ben Warren, who was killed
while attending the amnnual International House Diractor's
Conference in London, in May 1991, Ben was one of the key
figures in the growth and development of International House.

He was personally responsible for starting or developing fourteen
International House scheols in Spain, and he alse provided an
unguantifiable amount of help and advice to many other
International House affiiates in other parts of the world, Without
Ben's involvernent and support, International House may not
have developed in'c the “power house” in the world of language
teaching and teacher training that it has in fact become.

Ben Warren

Ben was born in Tunbridge Wells in 1843. He took a degree in
Geography at Cambridge and then became one of John and
Brita Haycraft's first properly trained teachers. His first teaching
post was in IH Algiers, after which he moved back to IH London,
where he met his future wife, Carmen, who was ong of hig
students. In 1968. at the age of 25, Ben was appointed Director
cf Internationa’ House Tripoli. He was on the verge of opening a
second school in Benghazi when Gadaffi's revolution took place.
FPecple witn names ke Benjamin became the subject of round
ihe clock potice surveilance so Ben and Carmen decided to
leave, Ben's next assignment was as Director of Business
English at International House Paris, but it wasn't long before he
decided that it was time to start a school of his own. This first
school was opened in 1971 in the industrial town of Sabadell,
near Barcelona. IH Sabadell was soon a success and over the
next twenty years Ben built a substantial business empire which
included fourleen equally successful language schools, a baook
shop, & company promoting language courses abroad, a
magazine for teachers and students and a printing business. Ban
was fortunate in so far as his business acumen led him to start a
school in the right place at the right time; but he was also the
right perscn in tha right place at the right time: rmany other
people had the same opportunities as Ben, but none came

anywhere near to equalling his achre.s~ =1 San's business
successes were based on a remarkat = 717 -z o0 of person-
al qualties. These included almos: ~ ::z za3-gy and a
corresponding capacity to work narc -0 0 o0 2 the abifity to
pick out and retain important deta: ~ 010 21t cloud the

broader picture, an unshakable se-:: 17 was far and
reascnable, a commitment to honss . - - = zzalings, and a
wisdom which was partly based or == < -1z exparience but
also partly innate. His advice was 21.-.- -=.able and his
judgments thoughtfully made. Whe~ ~= = - 22 aged just 48,
he left an immediate family of a v Coems Lricren; he also
left an “extended family” which - .= -z hundreds of
friends, colleagues, employeas and =2 -+« = o these people
benefitted in one way or another f-2~ -~ 2 Ban and many of
them have contributed direcily ..« =73 up the Ben

Warren - International House Trus:
The Ben Warren - International House Trust Prize

The idea of establishing a Trust i~ 24 2 - 22 surfaced aimost
immediately after he was killed, 1-= -~z .- 31 was to dacide
how the Trust could be best used =3 2 .¢ 7 2 0 commemorate
Ben's work and conseguently, wna: - = 3027 2 ams of the Trust
should be. There was no shortage - ¢ *ons but eventually
it was decided that perhaps the ~ 2z ~2 way o achieve
the desired aims would be to sat w = ° .- - ~rich could be used
to finance an award, to be k~c.o a: e “Ben Warren -
International House Trust Prize” - ..z: 332 decided that the
prize should be awarded on a~ a~~ .3 7335 to the author or
authors of the most outstanding .27 - g figld of language
teacher education.

Teacher education has always bee~ at the heart of the
International House World Organsation. The RSA/UCLES
CTEFLA, which is the mast high respestad training course for
EFL teachers ever developed. is ozzeg squarely on the
piongering work of John ard Brra Haeoraft at International
House, and IH is still widely regarced a5 the “oremaost language
teacher training organisation in the world. Ben Warren was also
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dedicated to the idea of improving the standards of language
teaching through teacher education, The Teacher Training
Department at International House Barcelona - which is the
‘argest tfraining centre of its kind outside the UK - is a vibrant
testimony to Ben's commitment to this idea, and s0 it seemed
entirely appropriate that the prize should be awarded to
semeone working in this feld.

The prize - which is a cash prize of £2,000 - is presented during
the International House Directors’” Conferance, which is held
annually in May. Candidates must submit hree copies of their
work - which ncedn't necessarily have been published - by 31st
December of the previous year. A panel of judges consisting o
one representative from IH Lonaon, ane representative from IH
Barcelona and a third person who is not airectly connected with
International House, evaluates all the entries and ths finalists are
announced at the end of March. :

It is our hope and expectation that the Ben Warren - Inarnational
House prize will quickly become estatlished as the most highly
esteemed award in its field. It will then constitute a suitable
memaorial to the life and work of & remarkable mar.

To submit an entry for the Ben Warren - International House
Trust Prize, please complete the application form
{opposite), then send one copy of the form and the work to

International House Barcelona, and two more copies of
both the form and the work to London. The addresses to
which entries should be sent are as follows:

Ben Warren - International House Trust Prize

Ben Warren - IH Trust Prize

International House
Trafalgar 14, 08010
Barcelona,

Spain

Affiliate Network
108 Piccadilly
London Wit 7NL,
England

Al other correspondence concerning the Ben Warren
ntarnational House Trust should be addressed to:

The Board of Trustees,

c/o international House Barcelona,
Trafalgar 14, entlo., 08010 Barcelona, Spain,
Tel +34 93 26845 11,

Fax +34 93 268 02 39,

E-mail: ihbarcelona@bcn.ihes.com @

The Prizewinner was anncunced by Ben Warren's son' at the award cerernony, held during the IH Affiliate Schoaols Directors
Conference in May 2000, A~id a hubbut of chat it was splendid to hear that the prize had been won by one of the Editorial

Board and a contributor to this issue: Scott Thornbury.

* The Ben Warren - International House Trust Prize

Application Form

Author(s) Name(s): _

Contact addrass:

Telephone:

Fax

E-mail:

Title of work:

Srief description:

hat | am/we are the sole authors of this work and that all quotations from work by other authors, both published and unpublished,

ave beer duly acknowledged.

Signed:

“lease remember *¢ send one copy of this form and your work to International House Barcelona and two copies of both the
orm and your work 1o Central Dept., International House London W1J 7NL
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This Year’s Shortlist:

Classroom Decision-Making: negotiation and process
syllabuses in practice

Michael Breen and Andrew Littlejohn (C.U.P) 2000

Much theoretical discourse on involving students in decision
making regarding sylabus and process has been available for
some time. Finally, Breen and Littlejohn provide descriptions of
this in practice. The book is essentially a collection of sixteen
accounts of experimeants involving students in the managerment
of their language courses. The accounts cover a very wide range
of contexts including primary. secondary and terliary age groups
and teacher education from the UK, Europe, the USA, South
America and Asia.

The book starts with an excellent introductory chapter which
includes much that has been said before, see for example
Thomas and Legutke 'Process And Experience in The Language
Classroom' Longman 1891, However, | have never read such a
wide-ranging and complete account which includes references
to psychology, philosophy and political histary as influences in
the current world of language teaching and learning. If you would
like to know how the French revolution influenced our classroom
practices this is lhe book to read. Bertrand Russel’s name is not
as often associated with language teaching as with philosophy
and physics, but here he is. John Dewey is probably better
known for his thoughts on emergent democracy than his ideas
about how to teach grammar but here he is as well.

Breen and Littlgjonn cite the more expected contributions of
such writers as Maslow, BRogers, Stevick and Moskovitz,
Summerhill's A.S. Neill is also included. Although the 'history'
ranges from Vygolsky to David Nunan it is not as
al-encompassing as Howat's A History Of English Language
Teaching (OQUP 1984}, which begins in the 17th century with
Nicholas Clennard's splendid account of how he caused his
students' ears to be ‘assailed by Latin. and nothing but Latin’
while he 'stood by and made the thing more apparent by
gesticutation' - an early form of ‘Comprehensible Input’ that surc-
ly must appeal to Steven Krashen? 'Principles And Practice

in SLA' QU 1982, Hawever, this is not just an historical account
- the ways in which thase writers thoughts have influenced the
practice of forms of negotiation is made clear not just in ihe
introduction but alse in the sixteen accounts themselves. Breen
and Litt:ejchn describe three main types of negotiation: Personal
fwhat | -the student- think about it}, Interactive (how the student’s
ideas interrelate with tne teacher's) and Procedural thow we put
it all into effect!, Again, much has been written on this before,
out, in my view. largely ‘rom the perspective of what the
academic thinks is gaod for the student (and teacher) with no
follow up account of implementation in the classroom. Here we
have those missing follow-up accounts.

This short review may make the book sound a bit of a dry
historical account with littie practical relevance - the book is not.
The sixteen accounts read as genuine reflections of actual ¢lass
practice, these expeariments happened and they arg described
with warts and all. There is literally something for everyone here,
but those teachers thinking of taking the Dip in the not too
distant future would gain a great deal from dipping (sorry!) into
this book. For others who would fike to know where we all came
frorm and, perhaps, where we might all be going. have a lock and
try out some of the experiments described with your classes.
Cand'in (The Communicative Teaching Of Englsn,” (Longman
1981} szid "any pre-designed syllabus was rerdered redundant
from the moment teacher and students began working” — if this
strikes a chord with you, you are in good company - particularly
with Breer and Littlejohn and the other authors in this book.
| enjoyed - | hope you will toa. (RH)
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How to Teach Grammar

Scott Thornbury {Longman 1999)

"“Woted a fave reas . 2o xa canddztas, a great populanst
with a robust ang engzz 2 : sti~ulator of wide and
lively debate. anle *& =

chalk face, afl in all cesera-s - 20 2

e

cry tower and the

Lowards written by, not 2oco 5o Thombury, this year's
winner of the Ben Warre~ ~t2--21 173 =ouse Trust Prize, with
his fatest title ‘How to Teach Grammar'. Longman 1999
However, with a long st 2 zoo 1722 2m.o'es and books behind
him and a strong reputaticn speaker, the time has
come when Thornbury's desorn o 2 e work of Michael Lewis
should now be turned on fimmes”

s oozeasn. it fell to me, as one of
zz, 2 few words about this
amang the hubbub and the
~eard, Earier this year at the
-y compared discrete item

At the prize-giving ceremaor,
the judges of the compsatihz~. o2
book. “Disappeinting,” | said. &~z
wine, that is all that soms pecoit
IATEFL conference in Dublin, ~mormz
grammar teaching to a packe: cf Chicken McNuggets:
bite-sized, digestible ... ediblz. mat rot necessarily what you
would choose to eat, all oter tngs deing equal. Provocative
stuff, and | was expecting anc hop g for equal provocation in
this book. | was hoping for an eloguent rashing of a number of
grammatical and pedagogical betcs noires. but disappointed as
| was, the great sirength of this book s that it eschews
entertaining but easy diatribes, presenting its case gently,
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coherently, but forcefully nevertheless.

It avoids the heavy modality (needs, musts, shoulds) of so much
applied linguistics {see for example a recent article by David
Nuran on ‘Teaching Grammar in Context’ in ELTJ),
preferring instead to invite readers to make their own
judgements about appreaches to teaching grammar in the
context of their own teaching environmenis.

The book is organised in two ways. On one level, there is a
textual and topical progression dealing with all the areas one
might expect: the nature of grammar, reasons for teaching it,
ways of teaching, practising, correcting and testing it
ntegrating grammar into the syllabus. Each of the ten chapters
is accompanied by a pholocopiable worksheat, Some of these
wilt prove popular with teachers and educators trainers. Among
my favourites are a task whers you are asked to analyse a
transcription of classroom interaction to see how a teacher
responds to errors, and another where you turn a PPP-type
lesson into something more task-based.

—orwvaver ikely 1o prove mo-e popular with trainers, trainess and
tzachers are the leason plans or frames {someatimes as many as
6 in one chaptert that can be found throughout.
As models to imitate or as templates to experiment with, 1 is
these, | suspect, thal will “ind cheir way, unatiributed and
photocopied, to c’assrooms and staffrooms around the world.

The second way in wh'ch the book is organised is through its
critcal stance, Fach apprcach to grarmmar that is introduced is
evaluated in terms of economy, ease, efficacy and appropriacy.
With great clarity and precision of argument, the bock is
stimulating to read, easy to find your way around and immensc-
Iy practical, in a theorstical kind of way.

Reorints won't be long in coming - if there's only one thing you
read about your work this vear. 1 snould be this,
{PK)

Alive to Language
Val Arndt, Paul Harvey and John Nuttall [CUP} 1999

pen e reading this book and | enjoyed reading it for several
dFzrery reasons. | ke reading ELT books which attempt to rise
above practical issuas or which go beyond, in this case well
beyond, research results. This is a book with noble aims,

| also enjoyed it because of the range of authentic language
examples - the extracts from newspapers, magazines and a
wide variety of other text types were usually entertaining - and
because of the tasks which |, the reader, was being asked to do.
I normally execrale these interactive books for teachers. But this
fime | found myself actually doing the tasks with a will and than
becoming absorbed in the commentaries, provided with, or as
answers to the tasks,

But even more importantly, 1 am deeply sympathetic to the
guestioning nature of the bock: as any trainee who has
participated in one of my courses will know, | prefer questions to
answers, riddles 1o solutions, and here is a book full of guestions
and puzzies. | will certainly use this book in preparing and
delivering training courses,

Alive to Language is a series of illustrated, interactive essays in
Language Awareness for language teachers, going well beyond
the standard reference works to provide a broad view, based on
language within socio-cuttural dimensions. It ¢laims to help
teachers by increasing awarenoss of the way language actually
WOrks,

But how much help does it actually give? In baldly practical
terms, precicus dittie, and | do mean precious. It helps to clear up
wonfusion about discourse analysis, with a few easy-to-
cope-with definitions which clarify without over-simplifying; and it
sorts out stye and register, | would like to say once and for all,
but | suspect that the confusion will stagger on.

t also gives practical help in analysing and evaluating course
books: | will be making extensive use of the relevant section in
Goloma courses since this fs an area where the concise,
succinct bringing together of ideas has been lorg cverdue.

Then there is a useful list of words which teachers use when
dealing with learners’” grammar: an excellent starting point tor
thinking about teaching and learning, ard some similarly
excellert food for thought around alternative approaches to
teaching grammar,

Hlelp crosses over 1o warring, as the authors remind us how
grammar books don't give the whole picture or even the truth
and, more sombrely, how we teachers must “be alive to
language and its powoer, not least because (wej are the ones with
the language power”

But, as | have already hinted by showing how the help in this
book comes, as often as not, in the form of starting peints for
thinkng, the authors’ main aim seems to be to stimulate
discussion and debate.

Discussion ranges from the philosophical ‘What is correct and
who says 507" and, more abstractly “What is grammar?' via the
practical "To what extent should teachers attempt to include the
socio-cultural dimension and to what extent do learners want to
oarticipate in the L2 cufture?’, ‘To what extent do we have to
compromise in reducing discourse for teaching purposes?’ 1o
the political 'In what ways is language inclusive or exclusive?’
‘Whose language is English anyway'. We are also, perhaps
inevitably, enjcined to debate issues of sexism {or should we say
‘genderism’ now?) in language.

All noble stuft, then, and, to me, engaging and mind-moving.
My interest grows precisely where the book moves far encugh
away from the classroom for echoes of chalk and drilling no
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longer to be heard, where no learner can get in the way of
studious reflection or interrupt after-dinner repartee and
inteflectual discussion with some severaly practical demands.

| suspect, however, that trainees might not be so enthusiastic,
lust as trainees in the courses | run eventually get fed up with
being challenged by questions and problems. begging for at
least sorme answers and solutions.

I atso worry that this book adds, albsit excellently, to the large
corpus of work that deals with what we teach rather than wha or
how. The significance of this addition to our knowledge and
awareness of language should not be undersstimated; but
neither should it deflect us from whalt, | feel, stil constitutes the
main focus of our endeavours - how to have same effect on our
learners. (PR) '-

Other Book Reviews
Assessing Vocabulary John Read. (CUP) 2000

"..a'ter many years of neglect, the study of vocabulary in applied
dinguistics is now flourishing” {Alderson and Bachman, series
editors). This book lacks at recent developments in vozabulary
research in Second Language Acquisition and suggests that,
while in many ways we are moving tawards a more holistic view
of language, our assessment of learners' vocabulary is still very
much roated in discrete itern, selective and context-independsnt
tracitions. in particular, Read takes into account findings from
computer compus analysis when proposing a framework for
expanding the old to accommodate the new. Refreshingly
undogmatic in his attitude. Read covors the background to
vocahuary testing, research into its acguisition and use and
weghs up the vaidity of conventional methods of assessment
versus that effected via the integrative performance of tasks,
Four case studies of *raditional tests are presented, and then the
issties invoived in comprehensive measures of testing are
discussed.

This book would logically be of interest to those directly involved
in testing, but also to teachers who embrace an element of
lexicalism’ in their teaching and want to extend this to their
assessment of students. Assessment-specific lerminology is
concisely and clearly defined, which helps 10 make this a highly
readable book. (PB)

Inside Qut Intermediate Student’s Book
Sue Kay and Vaughan Jones {Palgrave) 2000

In terms of graphics this book looks bright, colouriui,
interesting; but all curren! coursebooks look that way.
Yat there is someth ng extra here: topics are ‘edgier’ than usual
{for coursebooks tend to be bland in order to cater to an
international market: Waornen with bloodied hands at an animat
rights demo, Jack Michoison behaving badly, rubric that invites

students 1o recall their first crush, first kiss, first broken heart,

Topic-wise, then, this is a little more interesting than mast. There
is also a more personal and intimate feel to the
"personalised speaking tasks” as they are called: they concern
dreams, fears, childhood, old age and moods.

Language is parcelled into no-nonsense categaories: it is unusual
to see that traditional threesome, Grammar, Lexis and
Pronunciation, used as a basis for a coursencok, and | lika it,
Naturally Grarmmar focus is exploratory and student based: Lexis
is, of zourse, presented collocationaly; Pronunciation s
attitudinal ;showing empathy ete.)

| have: seer this book delivered successiuilly by trainee teachers
on prelimrary training courses; and ffor all ~y cxperiencs)
Fwould like to use it myself. (RB)

Innovations

Hugh Dellar and Darryl Hocking {LTP) 2000

This book has caused some heated staff room discussions!
On the one hand. from a teacher who used it o a TT course,
we have this apinmn:

At ast, a excat,
erin the lex.c= W
my leaching for eats ca
book from TP cefoe. 5n :
was offered the copar-2. 1 20 o
mouth started wato ng at Ls: :
my testh into it {gocd lex cal oturez 22

T o3 hook! [have long been a believ-
mave enjoyed incorporating it into
BUEr COMe across a course

£ atitlike a shot / my
Ttoc. dn' wait to get

At first sight, its glossy cover anm r2:
up-to-date, interesting sttuations “z 2=3~2'z rree topless men
at a rave, women boxers and a szve s 2 hody niercing and
tattoos) make the book really attract.= 2 *~e start of each unit
is something else which caught m. <.¢ —~ediately - the
language strip: a series of staternen's 2.3t 15 1o ihe topic of the
unit and which are lexically interest.~g a~d ~atu-al (for example in

the Big Decisions unit - 'It just feeis = rgt ting to do’ - or in
the Cars and Cities unit - "Just bar 2l zars. ful stop!). The
authors offer this as an extra resource ¢ help the teacher

encourage students to ‘notice’ the larguage. Great idea.

Innovations presents the new larguage n a wide range of
unusual topics such as supermaket dating. clearing chewing
gum off the streets and chat rooms. With-r gack unit we find tiny
paragraphs containing reference to and exolanations of ‘real
English’ {eg 'dishy’, ‘My car cost aver ~wo grand' and ‘Tell me
about it"') including appropriacy of the rew language.

The authors ensured that the grammatical items that one would
expect in a course book at this level were alse integrated in the
syllabus. They have provided lots of cpportunity to discuss
language and 'notice’ how it works.
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In addtion to the course book, there is a workbook with a vast
supply of exercises that students ¢an work on at home, and a
very comprehensive teachers’ book, full of suggestions on how
to use the material in the course book,

50, lots of gocd things. However, beyond these, | found the book
disappointing. Fach unit fellows the same format with very little
gkills work and a [ayout that iz extremely hard to use. It is
possibly unfortunate that | chose to use this for the first time with
trainees since both they. and indeced |, found it prablematic to
timetable from, dug to a ack of context for individual iexical
chunks, mini~al practice ideas and s rather 'aitty’ feel (other
vEry excerienced colleagues who felt positive about the book al
mentioned that it could ke betier used as a supplementary boc<
for tnis reason).

A pity! lwas so looking forward to devouring these lex'cal chunks
wholeheartedly with my students and trainees and instead we
came avaay knowing that we wodld have to supplement that diet
50 heavily that we would lose ocur appetites long defore the end
of tha ccurse, (DU}

On the other hand from someone who used it to introduce the
lexical approach to frainees on a CertTEB course, we have this:

Al last, a general English courschook with a lexical syllabus.
which also manages to integrate the usual areas of grammar
found in materials at Intermedizte level.

The focus is prirnarily on lexical chanks, moving from thare ta an
awareness of grammatical patiterns. | particuarly (ke the
inclusicn of so much really common language that has
been largely igncred by coursebaok writers.

Tha avout of the book is user-Trierdly, and the lexically rich texts
~ake far very flexible rraterial, allowing the teacher a
corsiderable choice of language focus. If there was ever a hook
designed to genuinely hep studenls 1o break through the
Intermediate plateau, and not simply to go over the same old
grammar, this seems to be it. | very much look forward 1o using
itin my own legsons. (NH)

Read it, try it, make up your own mind, tell us what you think!

Oxford Advanced Learners’ Dictionary {OQUP) 2000

t have always been a great fan of this dictionary and constantly
recommend it 1o higher leva students.  So, when the latest
edition arrived on my desk. | was keen to see how it could
possibly be any better,

Amazingly, it is...much. As the title promisas, the focus s more
than ever on helpng the learner. The dictionary feels much more
user-friendly in the ncreased size of its print and the reduction in
the wordiness of definitions. Sore explanations are now done
diagrarmatically and a contents page, which did not exist in the
previous edition, tas been acded to the central study pages.

Another improvermnent is that these are on blue paper, which
differentiales them from the rest of the dictionary and afso makes
the text leap off the page at the reader.

The learner can further benefit from the many useful help notes
which highlight difficult language areas {eg 'most’ — “‘What did
yol enoy (the) mos'?' 'It was what she wanted most of all.' ‘The'
is often left cut in informal English.). In addition to these, the
learrer can find usage notes in boxes that inform them about;

» vocabllary or grammar issues (eg neither/gither)

» diferences between British and Amarican English

* now 1 il on their existing knowledge of culture

* how to increase their weal*h of lexis (eg alternatives 1o the word
‘thirg or “rice’.

"he tonics and layout of the sixth edition have been updated.
There are wumerous colou- itustrations as well as more topical
biack and white ones - | particularly liked the detaled,
computar-reiated visua's including the Internet, and the
exa~ples of dfferent types of hairstyles such as flat top,
creactocks, permed hair ard a man with a ponytail. The study
notes secton now includes faxes, memos. e-malls and CVs
isomethng my siudents are atways asking for nelp with),

But maybe best of alt are the real up-to-date language entries
such as 'in-vour-face’, "trolley rage’, “What are you on?', -lish’,
‘designer drugs’ and ‘multi-skilling” which have taken the place
of pages on the Commorwealth, chemical syrrbols and ranks in
the armed forces. Good decision there!

So, | will definilely continue to recemmend the Oxford Advanced
Learners’ Dictionary to my students - and now ihat the new
Millernium edition is out, even maore sol (RC}

New Headway Elementary and Pre-Intermediate
By John and Liz Soars (OUP) 2000

Following the up-dating of the Intermediate and Upper-
Intermediate books, John and Liz Soars complete the series with
the iast two instalrments. Those familiar with Headway (and who
isn't?) will stil recognize this old ELT chestnut, but may be
preasantly surprised by the authors’ attempts to freshen it up
wilh new texts, brighter pages and, best of al, a Teacher's
Resource Book.

Teachers whose institutions use Headway will no doubt be
overjoyed to have new topics and materials to work with: gone
is Tina Stanley, the whingeing viclinist of Unit 6, Headway Pre,
and bane of my early-years-post-CTEFLA life! The man from
Headway Elementary with a job in England AND a job in Frange
has been reincarnated as Seamus McSporran (honest!), the man
with thirteen jobs. Titles have replaced the numbered units, so
Unit 13 of Elementary is no longer calied "Unit 137, but ‘How
terribly clever!”. Indecd.
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The novelty of these "New’ books involves litte more than a fresh
lick of paint, and to be fair to the authors, that is all that was
intended. What is disappointing is the authors’ claim to have
balanced their structural-syllabus-with-skills with “approaches...
which have been developed and researched more recently”.
Presumably this means including the first 'Test’ phase in the
Test-Teach-Test cycle which was also introduced in the New
Intermediate ediition - hardly revolutionary, but an improvement
on the siaid Presentation-Practice-And-Now-Here-Are-Some-
Skills format, Vocabulary work is still dealt with in terms of
discrete items; the learner-training element has actually been
reduced; texts are used as a means of comprehension-testing

and as lead-ins to discussion, but there is still very little which
enables fearners to develop their sub-skills. Teaching still seems
10 take precedence over learning in the New Headway serfes.

New Headway will undoubtedly continue to be as popular both
in the UK and abroad as the old one was; the structural syllabus
suits many newly trained teachers as it is easy to handle and
requires litt'e thought, and institutions love it for much the same
reason - why change the habit of a lifetime? (PB} i)
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