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Abstract:

Tne handbook has been designed for use as the text in a twq or three
day teacher-training course as well as & reference book of information
useful throughout the academic vear of the school. Beqause many of the
ESL teachers at the school are inexperienced and/or untrained in the field,
the information and suggestions have been written in non-technical languase
using a question/answer style that attempts tc deal with the practical igsues
with ;hich new teachers are mes t concerned. More than a "how-to" book, how-
ever, the handbock susgests matiers of philosophical importznce that will
help teachers see beyond the immedizte concerns of a single class and appre-

ciate the broader issues of second lancuege acquisition,

ERIC Descriptors: EIFL, ESL, lLanguage Instruction, Teadher Training
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Introduction

If I were to critique this handbook, I would certzinly point out that
the writer had tackled an enormous task and suggest that he was being a bit
presumptuous in supposing that he could do justice to all the topics indica-
ted in the table of conients, Considering that volumes have been written
on each of the topics included in parts I znd IIY, that criticism is certainly
well taken. In my own defenée, however, I must point out that the main pur-
pose of this handbook is to build awareness-—and indeed that word is one
which resccurs frequently thrcughout the pages of the handbock. Armed with
this awareness, we are better equipped to find for cursevies more complete
answers to the questions raised.

I have written the handbook primarily for teachers who have had little
experience and/or training in teaching ESL although I believe it may be
valuable to more experienced teachers who wanit to develop their skills and
enhance their understanding of what is involved in teaching someone to enter
into a new language. I have, therefore, attempted to avoid using techpical
jargon and concepts that may be of interest to a linguist but of marginal
practical value to an BESL teacher at Ckinawa Christian Schools, Tne guestions
which begin each section are meani to reflect the kinds of concerns that new
teachers really have.

Part I of the handbook has topics thet help to explain the history,
structure, and program of the school and its ESL department. We teach stu~
dents within a context and the better we understand how that context works,
the better we can function within it. A
: The middle part of the handbook deals with general issues related to

teaching ¥6L. It includes an excellent article from the JALT Kewsletter,

the official publication of the Japan Association of Language Teachers,
which gives a good overview of the field and closes with practical sugges—
tions on lesson planning =2nd material adaptation.

The final part raises specific questions about the ordinary problems
we facg in school with classroom management and evaluation. The cholce of
topics is somevwhat arbitrary although I have made an attempt to include

the most common concerns of new teachers to the progrenm.
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It is my intent to modify and supplement all three sections and develop

R N N

appendices with even more specific teaching suggesticns as time goes on.

Although I am not interested in writing a "how~to" book, I do want the book
to be of practical wvalue. Since the school and the ESL program is likely to
make changes, I want the format of the: handbook to be flexible enough to

reflect and accommodate those changes.
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Question: What is the history of Okinawa

Christian School? How and when did it get

started?
S -
Begun in the early 1960's as a school for missicnary childrem, CCS has
evolved into something quite different. After passing through sevéral stages
of development resulting from pélitical and socilological factors on the
island, the school today retains a basically American-style education but
attracts a much broader student population (about 225) than it did in its
early days. The school has five major departments: (1) kindergarten for
three, four, and five-year—olds; (2) elementary including grades one through
six; (3) secondary including junior and senior high school: (4) English as
a Second Lenguage (2S1) including a small elementary division and a much
larger (about sixty) young adult groups (5) afternoon ESL classes for
Japanese elementary and junior high school children who meet itwice a week,
Adult FSL classes meet once a week in the evening., The school is private
(that is, students pay a modest tuition and no government aid is available)
and parochial (Protestant evangelical but nondenominational and not affil-
iated with any church). The board of directors is made up of long-time

American missicnaries.
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- who do not necessarily plan to enter the high school program upon completion
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Question: How did the BESL program come to be?

Okinawa Christian School has had an ESL program for many years, but it
has changed significanily since its early days when it was called Basic
English (3BE). Before Okinawa reverted to Japanese control there were thou-
gands of Filipino znd other noanmerican, non-Japanese civilians living in
Okinawa who were not eligible-fof andfor could not afford the U.S. military
{D.0.D.) base schools, There were also large numbers of bi-racial children
who also needed an English language education, OCS began its BE program
primarily as a way of preparing these siudents for the "regular" academic
program offered in its elementary and secondary schoolse Because of space
limitations, it met at first in a small building {now an abandoned church
on the beach at Makiminato Point) away from the main campusa

After reversion, many internationals were obliged to leave the island
and Japanese students found it to be in their best interests to have a Japan-
ese education. Although there were still significant numbers of bi-racial
children and other "special cases" who needed an English language education
but did not have the language skills to cope with admission intc the "regular”
0CS program, the BE program declined in importance and enrollment. In 1976
the name of the program was changed to ESL and considerable study was initiated
into its purrose and curriculum. Studies showed that few of the students
who had recently completed the old PE or even the new ESL programs were doing
well in regular high school courses, and. the drop-out.rate was slarmingly
high. By having a completely open enrollment policy, the scheool was in fact
reduclng its credibility with potential capable students and was bringing in
mostly poor students who cculd not pass the entrance exams for the better
Japanese high schcools., They came to (OCS because it was one of the few places
that would take them.

The progrsm is now geared primarily for high school graduates and others

of the six ESL levels. Tnere are, however, still a few students in that cate-
gory, toc. There is an effort ito integrate some ESL znd high school acti-
vities, but there iz alsc a recogmition that the two programs have different

kinds of students znd different needs. The siudentg share the same facilities




P o . o I-2-2

and some teachers, tut thexe is no longer any erffort to think of the ESL

Program as a pre-high school course,
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Questicn: what kinds of students come to the
ESL program at OCS? What kinds of English
languzge experiences have they had so far?

- Although we can never accurately znd completely predict what kind of

students we are going to have in class before meeting them, some general

assumptions can be made about them. As we get to know the students better,

-these assumptions of course, must be modified. This list is &iven primarily

for the teacher who has little or no experience teaching Japanese young

adults and may find the differences between these students and American

students to be disconcerting and frustrating,.

(1) Although English is a required subject for students in Japan

(2)

through junior and senior high school, spezking and listening
skills are not emphasized. In fact, few Japanese Fnglish teachers

‘are fluent in the language, 30 one can hardly expect the students

to be any betier., We should not, of course, assume that this lack
of speaking ability is a reflection on the students® intelligence
or ability to learn if given the opportunity. Students are almost
certainly able to read better than they can write, speak, or under-
stand spoken English. Composition and speaking are usually the
weakest skills,

In the usval Japanese classroom, the ieacher dominates the situa~
tion, Students are not expected nor do they desire to volunteer
their perscnal opinicns or answer if not called on by name, The
lecture method is used almost exclusively, and to an American's
way of thinking the students are quite passive., Students are used
to memorizing facts and are not often asked to do anything that
requires creativity or originality. Unless students have had pre-
vious experience with an American teacher, they may find this first
experience to ve confusing and/br embarrassing, - We must avoid the

two extremes of filling up class time with our own chatter because

the students do not readily speak up, or trying to force students

to talk before they are ready znd/or able.

(3} A characteristic of most Asian students is their desire to identify

N M T e Lo e S A M oy
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(4)

(5)
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themselves with a group. Ancther way of expressing this is to say
that a student usually will txy to avoid situations in which he
might be "put.on the spot". Students, may, for example, not wisgh

to answer a factual question (“"What's the znswer to number five?)
without first consulting with those around them—especially if
there is the lezst bit of doubt about the correctness of the answer.
They may also sit tqgéther is a group; a student is not likely to
choose a seat by himself where he might attract our undivided
attention., This characteristie, by the way, is probably more

typical of female than of male students though, of course, there

_are exceptions to every rule.

Most ESL students are graduates of Japanese high school while some
have completed only compulsory education which is roughly equiva=-
lent to eighth gréde in the American system. A few are college
students or university graduates, and the school alsc zccepts some
professional people, housewives, znd other older adults. The

range of ages in a class may be quite wide since level placement is
determined by English ability rather than age or other educational
experiences, This wide range does not usuélly cause problems in the

dynamics of the classroom, but we should certainly be aware of the

age differences and be careful not to embarrass an older student
or demand a level of maturity that is not realistic to expect in a
younger studerit, We may alsc need to be sensitive to cultural
factors which require some students to defer to others depending
on age, assumed social standing, and educational background.

Most are Okinawans.though there are usually a few Japanese "nain-—
landers", Chinese, and other nationalities in each class. Though
Okinawa is, of course, an integral part of the Japanese nation,
there is stili a lingering feeling of difference between those from
the main islands of the country and those from Okinswa. Many, for
examnple, will identify themselves as Ckinawens first and then
Japanese much as Hawaiians maintain a special identity apart from
their U.S. citizenship, This is seldom a problem among young

people, and rarely have there been conflicts among the students
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because of their race or national or
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Question: How are students zdmitted into the

A o R DO i /S L.

ESL progrém?

YTEA

Although the adrcissions process is an sdministrative responsibility
that does not normally reguire faculty, input, it may be useful for teachers
to understand under what circumstences students are admitted. The following
two lists offer a good over-view of the requirements and procedure for

admisgion into the ESL program.

%
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Admigsion Recuirements

T

b

A Junior high graduate needs:
(1) a transcript from the junior high school from which s/he
graduated

(2) a written statement of goals for entering tne ESL program

o R I i

{may be written in Japanese)

%

TR,

{;ﬁ (3) one teacher or counselor recommendation
E (4) en interview with at least one parent present 3
1 A high school drop—out needs:
(1) numbers one through four as stated above
(2) = letter from the princival stating why the student dropped
out
A high school graduate needs:
(1) a transcript from the high school from which s/he graduated
(2) a writien statement of goals for entering the ESL program
(may be written in Japznese)
(3) an interview
A college or university student needs:
(1) the same recuirements as a high school graduate
A coilege or university graduate needs:
(1) =a written statement of goals for entering the ESL program
(may be written in English or Japanese)

(2) an interview
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Admissions Procedure

(1) Fill out an application and tring all necessary papers to the
 school office {see admissions requirements)

(23 Have an interview with the ESL counselor or the OCS principal

(3) Take the placement test. Cost is ¥3.000

{4) Pay the first tuition -payment at the office
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Question: Eow iz ke program structured?

The ESL program has six levels rangling from level I for bveginners to
Level IV for the advanced students. The lenzth of time for each level
varies somewhat depending on the time pf year when it is offered, but gener-
ally speaking a student can complete a level in twelve to fiftsen weeks,

The chart below indicalesz when each level is offered:
Levels Offered

Seséion

Spring {April-July) 1 11T v vI
Fall (September-December) I II 1V v
Winter: (January-March) 1 I v vI

The timing of this schedule reflecis an accommedation to both the Japanese

and American school year calendars, personnel limitations of the school, and

projectied student enroliment,
New students are accepted at three differect times throughout the‘year

(April, September, and January). If a student were to begin at level I of

the program andrdo well enough to pass from one level to the next without
! repetition, s/he could complete the entire ESL program in two years.

Students in the Z5L program attend classes only in the mornings although
gome choose to remain on campus in the afternoon to study or participate in
certain nonacadentic courses such as physical education, Students in the
upper levels of the program are sometimes permitted to enrell in other
courses depending on their specific needs and goals.

~All ievels have five classes each morning. They are Spesking, Conver-
sation, Writing, Reading, and Bivle. £Except for the Bible class which is
about thirty minutes long, each class is about fifty minutes. Jnce a week
students attend a chapel program instead of Bible class. Occasionally some
classes are combined (perhaps Conversation IV and V, for example) because of
scheduling needs or class size., Bvery effort is made, however, to keep class
size below twenty and in the upper levels, class size tends to be quite
small=—about five or six.

Although there has been increasing emphasis on stréngthening the struc—
ture of the program and standardizing the admissicns volicies, curriculum,

and other administrative details, the school does allow some studients to
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audit some high school courses, atiend only selacted courses, and in other
ways perscnalize their course of study. It is understood, however, that
this is the excepticn rzther then the rule, and siudents are urgec to conform
to a structure vhich is designed to meet the needs of most students in the
Drogram. .

Students who complete level VI of the program receive a certificate
and are honored at a graduation'ceremony. Records are kept in the office of

21l students' work, of course, and transcripts are available upon request.
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Question: How do students progress {rom one

level to the next?

_ There is a relatively flexible system for passing or failing to pass
from one level to the next. FRecause of the subjective nature of so much of
the course work, it is difficult to rely on nunber or letter grades as an
absolute determining factor, but even when the grades indicate one way
(passing or failing), there are a number of other considerations that may
outweigh the revort card evidence. In most cases there is no question, but
with some students "on the borderline", a conference ameng the student's
teachers, consultation with the student and/or the parent(s), or cummulative
test scores may indicate thzat a stﬁdent should repeat a level, be passed on,
skip a level, or even leave the program. Another option may be to allow
a student to move on to the next level for a proﬁétionary time,

In general, it is important for teacher and students to wderstand that
(2) passing from one level to the next is not automatic. This may be a new
idea to studenis coming from Japanese schools where it is very rare for a
student to be held back. (b) Report card and test grades largely deter-
mine whether or not a person will pass. (c) There is some [lexibility in
the system, especially when a student would crdinarily be kept back but the

level to be repeated is not being offered during the next term.

Note: A policy initiated during the spring term of 1982 is that
students! final course grades are to be compuied by giving equal weight
to the course post-test and classwork (homework, quizzes, tests, etc.) In

other words, 50% of the final grade is the post-test and 50% is classwork.

A
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Question: As a2 teacher with little experience
and/or training in ESL, what should I know
about the field thzt will helpr me understand

“ what I am getting into?

Thare was a time when ESL was not much of 2 "field" at all. ﬁhfortu—
nately, there are still some 1iﬁgering doubts about ESL being a legitimate
academic pursuit., The undeniable fact that some totally "untrained"
teachers have had success in teaching Fnglish as a second or foreign language
has lent credence to the notion that anyone wno can speak =Znglish can teach
Znglish. . This, of course, is the exception and speaks more about the art
of teaching and the apparently natural gift and intuition that some pecple
have fhan it does abocut the science of understanding hqw langnages are
lezrned 2nd tazught. ' -

With the influx of millicns of non-Bnglish speaking refugees into the
United States and the almecst universal recognition of English as the inter—
national language, however, an extraordinary amcunt of research has gone into
ESI-related issues., There is increasing awareness that we cannot count on
well-meaning but ill-prepared laymen to tackle the énormous tasgk of‘leading
these millions of people to a level of fluency that will allow them to func-

tion in a complex society or even communicate the basic needs of life. Vhat

complicates the ratter is that new research and experimentation sometimes

seems to negate long-establishéd ideas about how languages are best learned,
and the new teacher is left with the bewildering task of having to pick and
choose between a vast zrray of methcds, materials, and techniques.

As an over-view of some of the most influential thinking about ESL
that has tzken place over the past century, I have included here an article
from an issue of the Japan Association of Language Teacher's Newsletter,

The afticle is quite long, and because it summzrizes so much material, it
is impossible 4o shorten. It sheuwild, nowever, serve as a useful reference

to some approaches and methodologies being used today.
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Guestion: The words "method" and "technigue"
seem to be used interchangeably among ESL

teachers., Is there, in fzct, any difference
in the words as they relate to ESL teaching?

It is certainly true that the words are often used intérchangéably, and
among people who have a mutual ﬁnderstanding of what they are talking about,
there is no problem., For the purposes of this discussion, however, there is
a definite value in making a distinction between them and adding still another
term useful tc pedagogical training, I have chosen some quotations and ideas
from an article by zdward Anthony entitled "Approach, Method, and Techmigue"
that explain the differences. Basically, Anthony suggests that "techniques
carry ocut a method which is consistent with an e.pproach".1

An apprroach--zny approach-——is a "set of correlative assumptions dealing
with the nature of language and the nature of language teaching and learning.
It states a point of view, .2 philosophy, an article of faith--something which
one believes but cannot necessarily prove. It is often unarguablie except in
terms of the effectiveness of the methcds which grow out of it."2 In other
words, our approaches to teaching are determined by all that we believe to
be true about what language-is, how language is learned, and how it is best
taught. Whether or not we are consciously aware of our beliefs, they are
going to effect what happens in the classroom even more than the rarticular
textbook, activity, or etyle of discipline we choose., But unless we make a
deliberate effort to study the language teaching and learninzg processes, the
many choices we must make in class are likely to be based on a coafused mud=
dle of notions that grow out of ocur own experiences as teachers/learners.
Rather than act purposefully on what we have learned tc be true, we merely
react to past experiences and emotions., Those experiences are vital, of
course, but without an awareness of why.we cnoose one technique over another,
for example, there is not likely ‘o be much consistency or ccherence in the
choices. Awarecness of our basic assumptions abcut langvage, teaching, and
learning, therefore, and the ability to state those assumptions articulately
is extremely importsnt. For a further discussion and examples of assumptions,

gsee Part II, section 3.
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Next in the hiersrcuical list of terms is "metﬁod". Method, says Anthony,
is "zn overall plan for the orderiy presentation of languaze material, no. part
of which econtradicts, and a1l of which is ®2s2d on the selected ‘uvproach’.

An ‘'aporoach' is axicmatic; a 'metnod' is procedural"} When evaluating a
textbook, we should not only be trying.te determine the author's underlying
assumptions about langu:zge, teaching, and learming, but also check the method-
ology of the bogk, that is, hecw activities and grammatical items, for example,
are presented. Within one appﬁoach {there may be many methods, and we must
chcose according to the zge, first language, culture, and previous ESL exbpe-—
riences of the student. Once again awareness is vital. We must not only
know as much as possible about our students, but shouid, ideally, be familiar
with a number of methodologies from which to choose, each of which must be,

of course, consistent with our zpproach.

The last term discussed by Anthony is "technique". This is ihe one
which most teachers understandably spend the most time working on because it
has to do with what actuzlly takes place in the classroom. Technique, says
Anthony, is "implementational...a particular trick, stratagem, or contrivance
used to accomplish an immediate objective."4 We fill our class times with
technigues——activities which we hove will help students learn, %e are
delighted when they work and mere often than not, irritated end frustrated
when they do not. There are, of course, any number of reasons why a lesson
may not accomplish the goal we have in mind for it, but one which we often
overlook is ihat we failed to consider the appropriateness o¢f a particular
technigue to the class for which it was intended. A technigue may be a
great success with one group cof students but with ancther group, a dismal
failure because the age, level of ability, culture, etc., is different. Fur—
thermore, if a technique is inconsistent with the approach and metheod, it is
likely to cause confusion or fail to accomplish its goal.

The use of songs is often an effective tedhnique when teaching Znglish
to youug children. In a class of junior high students, self-ccnscious about
-their changing voices, the same technique might cause acute embarrassment.

A discussion about some topic of current interest might be Jjust the right
technigue for a class of gregaricus Scuth American students learming ¥English,

but with more reserved Japanese, we might need to work out a way of adapting
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that same technique to the cultural characteristics of the class. Scme
teachers are especially skilled in getting their siudents involvid in role~

Playing ac~1v1t1es, skits, and other theatrics, but thau technique is going

to be successful only when Doth the teacher and the students feel comfort—

able about it. _ .
A final consideration in the whole issue of approach, method, and tech-

nigue is that all must be subservient to the actual learning. No matter how

" much fun a technique is or how logieal a methed may be on paper or how ortho~

dox an aprroach appears, the bottom line must be whether or not students are
learning.

To surmarize, then, we are well advised 1o think through our basic
assumptioﬁs about language, teaching, and learning., These assumptions col-
lectively determine our approach to a class. Based on the assumptions of
our approach, we can decide which method(s)} are appropriate to ocur particu-
lar situations. Once this procedural question has been resolved, the choice
and adzption of techniques to be used in a given lesson becomes much easier

and more logical,

lpdward M. Anthony, "Aprroach, lMethcd and Technique," Inglish

Langusge Teaching, Jan, 1963, P. 63,

2 anthony, p. 63,
3 Antheny, p. 65.
4 snthony, p. 66.
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Questiion: Since I am new a2t this husiness, T
do not rezlly have any assumptions about E3L
teaching. Those that I mighi have are not
really reliable since they are based more on
my limited experience with language learning
than with any study or teaching experience.
If assumptions are all that important, how

can I go about getting some?

The fact is that all teachers overate with some set of assumptions
though we may not always be consciously aware of what they are or how they
manifest themselves in our teaching. (ne of the purposes of this manual
and orientation is to help you beccme awzre of what your personal assumptions
are about language, teaching, and learning. ih the process, you may wish to
change, delete, or add to the assumptions you currently hold. Furthermore,
your beliefs are almost certain to be modified as you beccme more involved
in teaching, .

TPoo few teachers make the effort to articulate what it is they beliewve
about their work and as a result, the presentation is of ten nuddled and there
is little ccherence to the course. Particularly in an E3L course where there
is so‘much at stake not just in terms of the subject taught but zlso in terms
of how students relate to the language, it is vital for us to have a clear
sense of what we are teaching, how studenfs learn, and what the best ways
of facilitating the learning are. All of that should be established before
attempting to choose a method, a2 text, or a technique,

The following list ¢f assumpticns about language, learning, and teaching
is meant to be a stimuius for your own thirnking abocut a personal approach to
teaching. Each assumption is listed without explanatioﬁ or suppcrting evi-
dence. Rathér than thinking them over in terms of whether you agree with
theﬁ or not, I sugmest that vou read them cnly as examples of what assump~
tions are. EPEe reminded that they are quite different from gozls and objec—
tives and that they are versonal statements of belief which may vary signi-
ficantly even among equally trained teachers. Some of the assumvtions listed

come close to contradicting one another and are, in fact, included to show
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the diversity of thought on a given issue,

Assumptions about languare:
(1) The so-called “function words" (such as prepositions) of 2 lan-

guage are more vazluable to the beginning and intermediate learner of language

than long lists of "luxury vocabulary" such as nouns and adjectives.
(2) More ‘than a set of learned habits, laznguzge is a personal expression
of one's self used in commmication with others.

(3) The more abstract an ideaz to be cormunicated, the more complex the

language needed to express it.

Assumpticns zbout learnins: _
(1) People learn best what they want end.need to learn.

P (2) Learning zbout language, though useful, is gifferent from learning

v the language itself.
(3) Languaze learners can learn from their mistakes. otudents should

: be given the oprortunity to exzperiment with a language without fear of

teacher disapproval.
(4) As a new languagze learner, a student is often reduced %0 expressing
L

himself in the simplest, childlike foriws., If this causes humiliation, it

can inhibit further learning.

Assumptions about teaching:
) (1) Teaching must always be subservient to learning.

(2) Technigues and. tools that are not consistent with an approach are
only "tricks" and "hit or miss" attempts at teaching.

(3) Techniques and tools must be adapted to the student, not the
other way arcund.

(4) Teaching how to learn is at least as important as teaching the

subject matter.

(5) Correction is effective only when the student is i:zady for it.

Self-correction is best.
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Question: Tnere seeme to be so mucn that I
could teacﬂ about Fnglish. How do I go about
settiﬁg limits on what T éﬁoﬁid or sheuld not
teach in a given course?

To some extent, of course, the scope of 2 class is limited by its
title, and scme courses within the OCS ESL program have texts or materials
which further determine the parameters of the course conteni, 4 few courses
have a fairly complete curriculum which makes quite c¢lear what each course
should include, Teachers at OCS are given considerable frezdom in course
planning, but there is no douhtlthat such freedom is a mixed blessing., Some
teachers may aprreciate the challenge of creating a course while others find
such freedom threatening and confusing. In any case, thers is a need to set
limits so both we and the students have some sense of direction and purpose
in the course.

One good way to begin the task of designing a course is listing all the
skills which seem to be appropriate for a given course. This process may
require scme group "brainstorming"——vparticularly if you zre new o the level
of the skill area (Reading, writing, etc. ). It is best to be exheustive in
the list but remain within the boundaries implied by the course name and
level. Do not be concerned if you find that some skills zre more or less
specifie than others at this point, There will be opportunites later in
this limit-setiing process to refine this initial list of skills, The list
telow suggests scme skills that might be used in an ESL I Writing class. It
is by no means exhaustive but does give an idea about the kinds of things

that can be included on such z list,

1, write seniences 7. commas in series and compound
2. spelling sentences

3, handwriting 8. articles (the, a, zn)

4. syntax 9. copying

5. end=-sentcrice yunctuation 10, capitalization of proper names
€. subject~verb agreement 11. short paragraphs

12, diazlog writing

Next, group the skills into categories. You may find now or later that
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Question: What are some swggestions I ghould

keep in mind as I go about planning a lessen?

Execept for the time spent in actual teaching, teachers probably spend
the greatest amount of their working time in lesson planning. (And if they
do not, they should!) Most teachers develop a personal style of lesson
ﬁlanning ovased on their experierice of what works and what does not es ﬁell
as the curriculum demands of the course., Unfortunately, too many of us are
at least sometimes guilty of poor planning or even no planning at all. The
result is almost always a wasted class period, wasted time, and wasted money.
Demands on our time usually Dpreclude elaborate lesson plamming, and unless

we azre careful, we can easily slide into the "vwhat=-shall-I-do~today" syndrome.

There are several - Dreventative measures that can be taken to avoid
the dilemma -of groping among a myriad number of. choices for each day's lesson.

plan. The first, of course, is to have a clear sense of what the course is

GT“; suprosed to be about. This has already been discussed in the previous

4
| ;
~

section (Part II, section 4), and its value for limiting the options in

i daily lesson plans cannot be over-estimated.
inother method which many teachers find helpful is the use o1 a cycle,

¥ost of ug have had at least a limited exposure to cyclical lesson plans in
elemer.tary scnool, for examrle, when we could expect spelling teiis on Fri-
days or a new story on andays. The idea of a lessen plan cycle is to deter~
mine certazin kinds of activities that are regularly used on the same day of
each cycle. Cycles do not necessarily have to correspond with the days of
the week, and, in fact, because of holidays, special aséemblies, and other
class cancellations,-it is often easier not to build the cycle around a

calendar week. There are a number of advantages in using a cycle, not the

least of which is the time saved in lesson planning. 1If the studenis and
the teacher know that 26 Steps, for exzmple, is always used on the third

and fourth days of the cycle, well, then, that settles it! The ieacher
knows that papers have td ne corrected for those days and the students know

that they will need to bring certain meterials to class. Meny students like

this kind of regularity, and it helps to give the course a forward momentum.

Some may argue that such regularity breeds boredom and indeed that is a
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there are some skills from the first 1ist which zan be eliminated or refined.,
As you arrange the skills into categories, begin o assign priorities to the
items within the group. 'There may be some which seem equally important, btut
there will certainly be others which stand out as particularly important or
decidely less important. The categories below iilusirate:

I. Word-level skills

A, spelling | E. comparztive and superlative
B. handwriting (letter formation) forms of adjectives
€. formztion of plurals F. capitalization

De capitalization
II. Sentence-level skills
A, basic parts of z sentence (subject, vexrb)
B. syntax
C. initial capitalization
D. end-punctuation
E. subject=verb agreement
IITI. Discourse/paragraph level skills
A, transition words
B, short paragraphs
C. dialog writing
D, 1indentation
E. consistency in verb tense
The next step in thelprocess is to arrange these skill categcries into
scre kind of sequence, This can be dome in a number of different ways.
Some skills are clearly sequential according to their levels of linguistic
difficulty. Other teachers may wish to afrange gkill categories sccording
to the time which is likely to be spent in dealing with them. 1In gther
words, skill categories at the top of the list will get more attention than
those at the bottom. Another way to sequence would be to use a "cycle plan”
(see Part II, section 5) as the basis for arranging skill categories. It
1s even possible to have a combination of these three metheds, or simply
work with all three metheds as a way of further refining and exferimenting
with the skills and catezories. OJome exarples are given below:

Yo linguistic diffieculty
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A. pre-writing skills (covying, handwriting)
3. vord lJevel skills
C. sentence~level =kills
‘ D. discourse/baragraph ckills
II. Time spent .
A. sentences
B. words _
C. discourse/paragraphs
III. Cycle (for a five-day cycle plan)
., A. spelling, grammar points
B. 10 Steps |
C. 10 Steps
Ds spelling, paragraph writing
E. paragraph re-write, writing gaﬂe

The last step in the process of setting up a course curriculum is deter-
mining goals—-that is, what do you want students to be able t¢ do with a
skill? For exanple, if one of the skills is "writing varagraphs", a possi-
ble goal for this skill might be: "the student will be able to write an
original paragraph based on his/her own experience 6r opinion using at least
five sentences. The student will use szentence writing skills previousily
learned and show mastery of topie sentences, transitional words aznd phrases,
and paragraph form (indentation, margins, etc.)™  If that goal seems rather
complicated and difficult to aiticulate, it is because it is! You may need
help in writing course goals, and peer input may be useful in doing this.
Goals may—even should--—btz adjusted and refined as student needs and abili-
ties become clearer, but it is always easier to adjust sometning than it
is to flounder about with no c¢lear goal in mind at all. -

4 final reminder: the process of setting limits by listing specific
skills to be tanght, arranging those skills into categories, sequencing the
categories and skills, and writing goals is time-~ consuming aud is not an
especially easy jou to dec. The rewards, however, nake i% all well worth
the time end trouble, Rcoth you and the students have a clear sense of direcw
tion, evaluation can be much more focused: and revealing, and lesson pianning

is unquestionably easier because the "what's"™ and "when's" have already been
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at least partially determined. Good course planning frees us to concen-
trate on the issues of technigue and classroom management that are demanding

enough without other distractions.
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agsignment based on specific
vriting skill
Day S5: writing "game"

Listening / Conversation

Daj 1: drills and exercises with new‘words and expressions
‘Day 2: 1listening skills activities

Day 3: structured smallagroup.ccnversations

Day 4: pronunciation énd language "melody" practice

Day 5£u &iélogue practicé ' _ '

Whether or not a teacher chooses to use this kind of format, there is
still the individual lesson plan which needs to be planned. If we have worked
out the process susgested in the last section (Part II, section 4), however,
we have a definite starting point and can readily focus on the specifie
skills to be taught and the techmioues to be used in teaching them.

Tne following four guestions may be useful for teachers to consider

4 when developing a plan in which new material is goinz to be prezented:
(1) Wnat am I going to tezch? That is, what is the specitic skill
i I want my students tc learn? .
(2) ¥hat do I want students to do with that skill? This refers to
the goal-setting process suggested in the last section (Part II,
section 4). At this point, however, it may be necessary to fur~
‘ther clarify and focus the ccurse gzozl 0 a lesson objective.
Génerally speaking, an objective is more specific than a goal, and
the more specifc you can be in writing a lesson plan objective
the better, _
(3) How will I know if students have learned what I have taught? This
step requires you to look ahead, verhaps to the end of the lesson,
a cycle, cr even the course. VWhat sort of evaluation will you
use to determine what the students have learned? This does not
mean, of course, thai you must write a test before presenting the
materiai to be ilested, but it does mean that you should have a
"clear sense of how students are to be evaluated., In scme caseé,

it is wise for ihe students to have that information, too. You

may use scmething as informal as listening in on group conversations
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or deciding ahead of time which "discrete points" of ycur lesscn
you want to observe in student responses (example: listen speci-
fieally fer subject-verb agreement). A quiz or test is a more
formal method of evaluaticon.

._(4) How will I prepare the students to demonstrate their learning? -
The -implication of this question is that the method of rpresentation
and practice is going'to be appropriate to the already established
method of evaluation. Students who are going to have an oral

evélﬁéfion should have éﬁple opﬁértunity for supervised préctice

in the specific skills on which they will be evaluated. The wvalue

of this question is also in directing us to the technigues which

are most appropriate. Notice, by the way, that the issue of tech-

niques to be used does not ccme up until g number of other more

basic issues have been resolved. )

The timing of a lesson plan is often as difficult to work out as is the

queétion of what to include in the plan. The model below, which by no means
solves all the probtlems of timing, suggests an ideal towa:d.which we can

work:

Presentation (the shortest amcunt of time)
Practice {controlled and focused on *he specific
skill)
_ﬁse (less controlled and more integrated with
other akills; significantly more time
than the presentation)1
There is still z whole range of other issues to be considered in lesson
Planning all of which will have at lezst an indirect bearing on 2ll the lesg-
son planning issues discussed above, If the issues gbove are zomewhat éeneral
in nature-—that is, they must be adapted to a class in order o have meaning--
these other issues are more specific snd, in fzet, help define the context
in which the lésson is to be used. The following list illustrates:
(1) 'How large is my class? What difference might that make in the
choice of activies T have planned? |

(?) What are the facilities in my classroom? Joes it make a difference
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that students will be working at tables in the library cr the desks
in a classroom?

(3) Wnat is happening in the students' other ESL classes which could
(even should!) have some bearing on what I plan in mine?

(4) What zre the particular strengths of my class which I could use
to develop weaker areas? Are they talkative? Is there a strong
sense of group solidafity? Do students often help one another?
Are they unusually con51stent in thel* atter\darzc.e'J

(5) Whzt holidays (J“panese or Amerlcan) or special school events ar;H o
about to happen which could be used to stimulate interest and
skill-development in the class?

(6) What are the particular and general siudent goals for learning
English which have some bearing on the types of activities used
in clzss? Are students learning znglish for travel purposes,

future schooling, business?

' 1 The model and four preceeding guestions about lesson plan timing
are adapted from an unpublished article by Pat Moran, The Scheol for Inter-
national Training, Brattleboro, Vermont, 1982.
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Questicn: Vaatmuidelimescen I follow when trying
to adapt materials to the particular needs of

ny class?

Creativity is sometimes-claimed fo be the most important quality a
teacher can have. The ‘eacher who uses the most interesting and varied
activities in class and has the "biggest bag of tricks" from which to choose
is supposedly the best. There is a proliferation of bocks on the market
which features page after page of learning "games" and activites, and the
most popular workshops at ESL teacher conventions are those which promise
to be ﬁractical by providing new stunts and tricks to plug into just about

“any class, The fact is that all these games and activities are only as use=-
ful and helpful to student learning as the teacher is able to adapt them to
a particular class. The bag of fficks is impoftant to have and the bigger
the bag and the more varied the activities the teacher can provide, the
better. PBut no book or workshop can tell us wnich technique is right for
our classes nor can they tell us how to adapt them to cur students' partice
ular needs., Only we can do that. "One size fits all" may be fine for tube
socks but not for ESL activities, The ultimate activity has not yet been
invented that can work in every class the same wzy every time, l

The appendices of this handbock will include a number of suggestions of
activities for classroom ﬁse 28 well as a reference list of +texts from which
materials.caﬁ be taken., From time to time in-service training workshops will
offer‘new ideas which can be incorporated into ESL classes. It is important
to establish now, however, some guidelines for adapting all these ideas to
specific situations. Perhaps one way to differentiate between the science
and art of teaching is to think of the science as the knowledge and awareness
of various -methodologies and techniques and the art as the skill with which
they are used., We teachers need to ve constantly learning about the science
of teacher, i.e., the tricks of the trade, znd then increasing our "artistic"
skill by learning how to make all those tricks work for. our students.

In looking back on my own experience I recognize that there has sometimes
been an imbalance in the art and science of my teaching. Witn my background

in teaching high school English to native speakers of English, I was not
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prepared for the set of new problems I encountered when I entered the ESL
classroom. First, I did not have the "science" of the field in that I knew
very littel abcut second~language acquisition and was unfamiliar with ESL
methodelogy. 4s a result, I tried to use techniques that had worked well
with native spsakers but were unsuccessful with ESL students. Even after I
began to acquire some knowledge about the field and appropriate techniques,
I was not always skillful in implementing that knowledge. I over-used some
of the best techniques to the point of boredom for the students, I often
lacked a clear purpose in planning a given activity, and I was not always
successful in gearing the level of difficulty in an activity to a class.

The_kinds of problems I encountered as a new ESL teacher may be met by .

considering the following general issues in adapting materials and activities
fer the ESL classroom: '

(l) Tnless the lesson hasta clearly defined purpose, the focus is likely
to be misplaced on the activity itself rather than the linguistic
(or whatever) skill it is supposed to be developing. Fart II,
gections 4 and 5 on setting limits and making lesson plans deal

‘ with this issue at length.

(2) Supplemental materials and activities can and should enhance the
learning process., They provide opportunities for praciice and use
after presentation (see the paradigm for lesson planning and effece
tive use of time in Part II, secticn 5). Practice not only makes
perfect but it also makes permanent, and students need the oppor-
tunity to work with new skills in z variety of ways before mas—
tery is achieved.

(3) Although the FSL program at 0CS divides the class schedule into
different skill areas (Reading, Composition, etec.), it is under—
stood that the skill areas often reinforce one another, and teachers
are certainly not resiricted from having students do some writing

in the Speaking class nor should students be expectad %o sit in

silence during the Reading class. The priorities of a class are

defined by its title, but supplemental activities and materisls

czn incorporate other skill areas that reinforre the priority skills

of a -given class. We should, therefers, make a conscious and delib-
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erate effort to chcose supriemenial activities and materials that
sometimes izclzte and sowmetines combine zkill arezs purrosefully.
Part of the human dimernzion of learming involves varieiy and the
opportunity o nakxe choices. The best activities can lose their
effectiveness when overused, and students can become tco dependent
on us if they are never given the opportunity to make choices. By
offering a variety of supplemental materials and activities from
which students can choose, students become more actively involved
in the learning process, classes are more interesting, and the needs
of individual students within a class are more likely to be met,
{See page II~6~6 for more about this topic.)

Despite the placement test given at the time of registration and

all cur efforts to crezte homogeneous classes based on achievement
ability, there are, of course, no truly homogeneous classes. In
choosing and adapting activities and materials, we do well in gearing
our teaching toward the middle. This is not to say that we neglect
the students who hzve trouble keeping up with the others or the ones
who seem tc have a greater avptitude for language learning, but
there is value in having a general sense of the "class average" and
teaching to it when the class is working together, There are other
techniques which can be used to encourage or further challenge the

students who do not fit in the theoreticzl middis.

Up to this point I have been discussing general considerations for both

sctivities and materials, There are scme other issues to be zddressed that

apply to each more specifically. For the purposes of this discussion, we will

define "activities" as games and exerciges that involve the whole class working

together or at least in small groups. "Haterials" are exercises or drills

taken fron a test which are more likely to bte done individually. First, activ-

ities::

(1)

The careful vlamning of logistiecs for an activity is extremely
inportant and can, in fact, "make or break" it, Trere are at least
four factors to be considered:

{a) class size: Is this activity best suited for a large or small

group? Can it be aZapted tc one or the other? Is noize going
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to be a factor if =z large group iz invelved? What are the
consequences if three peovle are absent or If 211 twenty-three
students show up for a chanre? Does the activity require groups
of two or three?. If so, what do you do with the "extra" people?
(b) facilities znd equipment: Plan azhead what is needed and be
sure it ils 211 ready to use. Is the room large encugh? Wwhat
are you going_té do with the desks/tables/typewriters, etc.?
Do you need chalk/paper/a-V equipment? Does the player work?
Have you tried it? '
(¢) 1length of time needed: Some activites are short and can be
repeated as many times 2s desired, Wnat criteria will you
use in deciding how often to repezt an activity? Other activ-
ities are longer and perhzps more complex, Is it best to intro=-
duce the‘actiéity at the beginnirng of the ¢lass or in the middle,
Will the affect of the activity be ruired if it is not completed
by the end of the class perisd? Tz the length of the activity
justified by what can be lezrned from it? How can I keep the
pace of activity moving along so that we can work within the
time limitations while maintaining iﬁterest and insuring'that
the learning process is rezlly haprening?
The choice of activities is sometimes determined by the perscnality
of the students who will be asked to participate in them. For
example, role playing may work witn one group but be disastrous
in another. Cculd the role playing activity, however, be modified
so that students could rémain in their seats, play roles that
reflect their own personalities and experiences, or "perform" only
for each other rather than in front of the wnole class? _Some groups
may enjoy activities that involve lots of physical activity and
others may not, Perhaps the "rules" could be changed to permit
students to remain in their ceats. There may be groups who are
hesitant about working togeiher at all =nd the teacher may have
to decide whether it is worth the trouble of breaking down what-
ever barriers tunere might be to commaraderie zmong the studuints.

The complexity of a task is a factor particularly with classes at
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- the lover lgvels. Nc ma2iier how walvable the aﬁticipated results
of an activity might be, it is not likely to be successtul if
students arse vaffled lw the directions, The teacher needs to
know exactly what is supposed in happen-~what the rules of the
game are, for example-—and be able to explain them simvly and
clearly. Making up the rules as the game is being played is no
good{

(4) Finally, there is the fun factor. learning can be fun, and the

.. work involved made less onerous when students are enjoying what
they are doing. Students can, in fact, be so involved in the
fun of an activity that they are not even conscious of the
learning process going on. This is certainly not to say that
learning is necessarily going on just because students are having
a good time, but it does mean that sometimes a follow-up discus-
sion is helpful ir directing students' attention to the linguis-— -

g tic skills they were using to ccmplete whatever the task was.

(- Competition often helps activities be more fun—-so lonz as the
teams are equally divided=-and even the dullest drills can be
made more interesting by using sentences that have inside jckes
about the class or voke fun at the teacher, (Pbking fun at
individual students is moreldangerous and can backfire embar—
rassingly.)

Some.of the issues listed above may have applicability for materials,

but the following list is specifically related to them:

(1) 1Is the vocabulary and sentence structure of reading material
(isolated sentences in exercises, drills, reading selections,
etc.) appropriate to the ability level of the students? Toes
the purpose of the lesson allow for a level of reading that is
challenging and necessitates scphisticated reading skills
(determining meaning from context, for example) or would such
a reading level detract from ihe main purpoge of the material?
Can the material be revised or rewritten to better suit the

class? Shculd I pre~teach difficult vecabulary and clarify

meanings of complex sentences?
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There are times when a2 teacher will find some material from a

book {an exercise or drill, for example) in which ihe format

is appropriate but the actual items in the exercise are not,

Using the book material as a model, it is usually not very
difficult to rewrite items to suit the particular needs of a given
class, '

Many students appreciate and benefit from the opportunity of

choosing between one or arocther exercise or even whether or

-not to do it at all. The reading packets used in ESL I Reading .

class are examples of this, On a more limited scale, students

may have the choice of doing the odd or even numbered items

" in an exercise or choose between two different kinds of exercises

that deal with the same skill. Once z teacher is familiar with
all the options that can be used in praciticing and using a partic-
ular skill, if is not very difficult to make them available.

Some students may wish to tackle a more challenging exercise or
do something creative while others learn best from a more struc—
tured approach. When we can present a2 range of things to do,
students can choose those which are hest suited to their learning
styles and needs. Students who zre not used to mzaking choices
such as these mzy need time to determine just what their criteria
are in making choices, and we should nct be surprised if students
choose whzt théy rerceive to be the easy way out—-pvarticularly
when the choices greatly differ in the time required to complete
them or the level or the level of difficulty. The point is for
us as teachers to be familiar enough with a wide range of
materials (the science of ESL teaching) so that we can select

and adapt a few which are similar in enough ways to proéide a

ahallenging choice for the students (the art).
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Question: What do I do with quiet students
who have trouble speazking up in class——especially

during discussion time?

First of all it is important to tealize that this may not be a problem
at 211 for the student because s/ha is behaving in a way which is. consistent
with his/her cultural background. If, however, we believe that discussion
and "speaking up" are important skills to be-learned, we may have a problem
in helping students realize the value of such skills. The problem, there-
fore, may not be so much the student's quietness as it is the confusion

about how to meet our expectaticns.

There are a numbsr of questions which we should ask ourselves about our
téaching bziore considering whatever problem a student seems to have in over—
coming alleged problems of quieiness. “Among them:

(1) #m I doing all that I can to create zn atmosphere in which a

student can contritbuie withcut feeling threatened by me or by
other members of the class? o

(2) am I certain that students understand what I am expecting them
to do or are scme confused about the direétions?

(3) Are ny expectations of the class and individual students within
the class realistic or a=m I expecting a level of langusge per-
formance that is ircernsistent with past verformance and lezrning?

(4) am I forcing students to give cpinions or answers to issues about
which they luck interesi or xnowledge? '

(5) Am I giving studenis sufficient time to work out the complexities
of what they want to say as well as how they want to say it?

Once the teacher is satisfied with the answers to those questions, the

following suzgestions might Ve considered:.

(1) Asian students rarely volunteer an snswer or opinion. Fven when
called on, their respinses are apt to be perfunctory. A technique
wnich is more appropriste for z Jaranese cultural context is a kind

" of game called "Speak or Fass". After giving students adequate
time to think through what their responses are going to be, #£o

around the circle givinge each student the opportunity of speaking

AN
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or passing until the next time around. This technique may lack
the spontaneiiv we expect in discussions among Anericanz, but it
ig the way that is often used amons Japanese.

The teacher should also consider the option of speaking privately
to the student and as northreateningly as possible find out if
there is g particular problem which they can work cut together.
If not, the teacher cén explain the importance of contributing to
the class discussioﬁ not just for its own sake, bui for the wvalue

in language improvement.
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JQuestion: Wnat should te my attitude powaré =

drop=cute znd potentizl drop-outs?

Pew students who begin at lLevel T of the ESL program complets all six
levels, There zre a nunber cof reasons‘for this, many of which suggest that
the term drop-out with iis negative conrotations is not the best word to
describe all students who leave the program before completing it, There is

almost alweys some disappointment and perhaps even a sense of personal faile

i ure for-us. as teachers when a student leaves, partiéularly in_the middle of . _ ..

a term. Understanding the reason for his/her leaving may help teachers have
a more positive attitude about the matter and be supportive of students when
théy declare their intenticns of terminating their ESL studies.

(1) A few realize that their reasons for entering the program were
unrealistic and wish to get out rather than continue z program
which has little value for them. That realization shcouild be recog-
nized as a positive one, and nothing that is said to a student
about his departure should suggest to him/her that.s/ne has simply

1 failed., After all, not everyvone needs to be fluent in fnglish,
and realizing that may be en important step in the student's life.

(2) Some students have a limited time in which to learn as much as they
can. They may be preparing for a particular jod, test, or school
and know from the time of thé:'. entrance into the program how much
time they have to invest in the ®ESL course.

(3) Some students rezlly do "flunk out" in tre sense that their con-
tinved poor werk in class does not make continued study advisable,
We have a great dezl to learn about "languzge learning aptitude",
but there is certainly evidence to suggest that people have various
capacities for language learning. Helping students becoﬁé aware of
their potential (or lack thereof) should be viewed as 2 positive
process, and we must make every effcrt to zssure a student who is
apparenily unadle to mzster Inglish that s/he is not a failure in

. every other aspect of 1ife. liost of us can look bzck on our own

foreigm lsnguage learning experiences and remember how humiliating

failure can be if we (or ihe teachers) regarded our ahility to
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learn that language azs a reflection of our intelilizence or our
willingness to tackle a difficult ftask, "Stick-ite-iiiveness"

may be a worthwhile virtue, but there is also something to be said
for realizing that for some students, studying a foreism language
is no more appropriate than, 2z nonmusically talented person

taking violin lessons.

ki
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Questicn: In courzes suzh as Speaking and
Listening/Conversation, hoew can I arrive at a

report card grade that is Cair and meaningful?

Traditicnally there has been a certain mystique about grades which
unfortunately has more often than not been counter-productive in education.
A grzde is probably the teacher's ultimate symbol of power, and there is often

a certain sacredness aboit grades that prohibits anyone else-~student, parent,

ordinary conditions. It is not the purpose of this handbook to argue for or

againsf the merits of grades, but there is value in stripping away some of

the mystique from grades which turns them into weapons and power symbols.
Arriving at a fair and meaningful grade in any class czn be difficult,

and in classes like Listening/Conversation an& Speaking, it is especially

hard to do because the nature of the evaluation is necessarily so subjective.

Difficult problems such as. this cne carnot be resolved with simplistic answers,

so we might be better off establishing some guidelines to help define the

parameters within which "fair and meaningful" grades can be given.

(1) Avoid giving test and quizzes in any class simply to hzve a collec~-

tion of numbers in the gradebook, It is not likely that any teacher
would admit te doins such a thing, but it does happen. The issue

‘of testing is dealt with in more detail in a later section (Part

.III, sectiond4), but it is relevant to emphasize here thatr tests
and quizzes must have a more deliberate purpose than the mere
grades which they generate, .

(2) The flipside of the first guideline is that since a grade at the

end of the course is required, we must conscientiously keep some

kind of progress report throughout the course so that a grade is
not based only on cur feelings about the student's progress at
the wvery end. 4 regular progress report may very well take the
form of grades in a grade book, or it may be comments regularly
written in a notebook. There should certainly be at ieapst one
comment or grade for each week of the course.

(3) There is little point in pretending that we can develop absolutely
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-is actualiy a relatively mincr part of the writing process, The
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cbjective criteria for evaluating listening and conversation skills
although trnat rdmsins an ideal toward which we should certainly
strive. It is understcod that weekly comments or gradsu are neces=-
sarily subjective., The final grade, based as it is on subjective
evaluaticns thonghout the course, is also subjective. There is a
sense, however, In which the final grade should bte objectively
determined using all the data which has been accumulated throughout
the course., This dées not necessarily require z mathematical com-
putation of averages, but it certazinly does require that we consider
all the available data and not base the final grade on too intui-
tive a criterion, Above all, we must not allow our emotional
feelings about a student's behaviér, personality, or inter-personal
relationships influence a final course evaluation of E3SL skills
mastery. Those are important issues thst should not be ignored,
tut we must not allow them to have an inappropriately positive or
negative effect on 2 skills evaluaticn.

Ore criterion for a fazir =znd meaningful grade is whether or not it
comes as a surprise to the student. A course grade should not be
a surfrise to anyone. 4 student deserves to have a clear sense of
how s/he is doing all the way through the course. It is our respon-—
sibility as teachers to make sure siudents understand in what ways
our comments and grades influence the final coursze grade and be
ready te explain in detail with supporting evidence how the final
grade is determined.

A finzl course grade should rweflect the stﬁdent's ability in all
the skills areas with which the course is concerned. Further, it
should be nicst influenced by thosze skill areas which are mosi im=
portant and least influenced by those which are not. That means,
then, that a course graie should not unduly reflect those skills
which are simply the ecasiect 1o test.  Although spelling may be a

regular, easily tested feature of a writing class, for example, it

writing course grade must, therefore, be much more than the average

of weekly spelling quirzeg, A final course grade must not only
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be comprehensive but alsc proporticnately reflective of the skills
areas of the whcle courze.

Perhaps the most important censideration in determining & courss
grade is the actual goals of the course. That is the standard by
which student skill should be measured, and that assumes, of course,
that course goals have been quite clearly articulated long before

it is time to come up with a final grade. There is a degree to
vhich nearly all teachers evaluate a student in terms of how his/her
ability compares with other students, ut that should be a second-—

consideration.
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Question: 1 zm nod very confident in my ability
t0o make tests and ouizrzes. VYhat should I keep

in mind vhen T khave to write them?

Tests and quizzasg are important forms of evaluation, and most of the
ones we use are teacher-made, Standardized tests are used for placement
purposes and sometimes or determining whether students should progress
from one level to the next, but teachers are generally responsible for
making_thg tests and quizzes used during the ccurse, Student achievement
and proficiency is evaluzted primarily on the basis of teacher-made tests,
and students spend significant amcunts of time studying for (and worrying
about) the tests we put together., The issue of evaluation has already been
dealt with io some extent in Part III, section 3, but some specific sug=~
gestions and ideas about testing are included here,

Thére are a number of ways to distinszuish between different kinds of
tests, but one which is particularly useful is to determine to what extent
a test is an integrative or a discrete pbint teste In an integrative test
a student must use more than one skill to answer the questions correctly.

For example, s/he may have to (1) listen to instructions given orally, (2)
read a question, and (3} write an answer requiring knowledge of grammar,
syntax, and spelling. Such tests give a good over-all indicztion of az stu-
dent's ability in 2nglish, and when such information is desired, integrative
tests are very wvaiusble. They are ruch less useful, however, in determining
how well a student has mastered a particular (discrets) point. Common types
of integrative tests include dictation, Cloze, essay, and short znswer tests.

In a discrete point test the teacher attempts to structure the test 1n
quch a way that only one skill is required, and that skill is, in fact, the
one which the teacher intends to test. A minimal pairs listening test, for
example, in.which students merely indicate by a raised hand or a mark on a
piece of paper whether or not two words have the sare phonemes (1. bread /
bread; 2. bled / bread) is a true discrete point test, Few tests, however,
are able to isolate skills so completely that other periphersi skills are
not factors. For example, in the following question the studert must pro-

duce the correct form of the verb "make!:
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He's weil known for __ do with what he has.

At the very least the studeni must be zble to read and comprehend the sentence,
determine {rom the context which form of the vert is appropriate, and spell
the answer correcily. TFurthermore, this senternce uses an idiomatic expression
("to make do") which may not be familjar to the student. While this test
item is ostensibly testing a discreie point——a relatively simple form of the
verb "make"--theré are a greai many factors with which a student must deal in
order to come up with the correct answer. This is not to say that it is a

v poOT._question or even that it is not a relatively discrete point test item .
(compared, say, with an essay question), but it is important that such a
question be used with full awareness of what i3 being tested. Discrete point
test items are successful—that is, they give a true picture of how well the
student has mastered a given skill-wonly to the extent to which veripheral
skills unrelated to the main issue of the question do not Interfere with the
student’s ability tc get the correct answer. This may not always be easy

determine because there are times when there is some questicn about whether

the student has not mastered the "peripheral skill" or the main point of the
| test item.
} A general rule of thumb in the use of discrete point and integrative
tests is that the lower the acility level ¢f the student, the mere valuable
a discrete point test is. The reason, cof course, is that a low ability level
gtudent has mastered very few skills that can be tsken for granted. As the
student's ability increases, we can assume that more has been mastered and
the mastered skills will not interfere with the student's 2bility to manié
pulate the "new skill" which is, in fact, the main point of the test item.

7 Perhaps even more important. than the form we choose for a test is the
function we have in mind for it. The function should have a significant
influence on the form. The following lis% of eight possible functions is
by no means exclusive {nor are the items in the list mutually exclusive),
but- it does give some indiéatiCﬂ of new ferm and function can and should be
relzted. We stand a hetter cihnnce of makine a good teacher~made test when

we nre aware of the function{s) of our tests and evaluate our ability to

test in light of the stated function(s).

In answer to the yuestion "What do I want this test to de?, we mighi
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answer that we want It to:

(1)

(2)

(3)

(4}

(5)

(6)

(73

(8)

determine readiness. We may goi a very strong indicztion of what
the "next step* in cur iezching should be from the resilts of a
test. This probably shouid be a consideration when any test is
given, but there are times vwhen that could be the main reason for
the test,

find out what students don't know, This would be a kind of diag-
nostic test and must be sufficientl& difficult so that some items
will be znswered Incorrectly. Furthermore, the items must be dise-
crete enough so that we are able to determine precisely what the
student doesn't know. |

find out what students know from what they learned in class as
well as from other sources, This fgnction requires a more inte—
grative test.

find out what students have learned specifically in class. Dig=
crete point items would be important for a test with this funection.
Ideally we would want all students to do well on this fest although
that ray not always happen,

find out how well students can apply what they have leazrmed to new
situations. On a continuum showing a discrete point item test at
one end and an integrative test at the other, this tesi might fall

somewhere in the middle.

-discriminate beiween students, Either an integrative cr discrete

point test counld be used in a placement test that is meant to dis~
criminate between students based on itheir ability. It must be
difficult enough to indicate differences but not so difficult
that everyone does pocrly. -

motivate students t¢ study., Discrete point tests are much easier
to study for, and students should know exactly what and‘how to
study if this function is important.

find ocut how well I've taught. If one of our assumptions is that
teaching is subservient to learning, we must accept at least some
éf the recponsidility when rtudents do vecorly on 2 test, MNore

specifically, when there are certain items which many students
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. answer incorrzectly. we are obliiged te determine if it was becausze
we did not teach the necessary ekills well enough, we did not
structure the test items clearly, or we failed to motivate our
students sufficiently to study foxr the test.

Finally, there are five characteristiecs of a good test which we would
do well tc keep in mind as we construct teacher-made tests. Good tests are:
. (1) valid. There are three kinds of validity that tests generally have:
(a) foce validity. This refers to how well the test appears to
be measuring what it purports to measure., A test with high
face validity gives the student a sense that his skill has
been measured zccurately. (The Cloze test, however, is one
wvhich correlates highly with listening comprehension tests
but does not have a high face value because it does not look
like z listening ccmprehension.test.)
(b) concurrent validity, Scores on a test with concurrent valid-

ity will correlate well with scores from tests which measure

the same skills, It is not usually practical or even possible
to give two tests on the same skill simply to determine a
test's concurrent validity, but generally, test results should
be consistent with our informal assessment of student ability.
(¢) construct validity. The form (construction) of a test should
be approprizte to what is being tested. In cther words, if we
are trying to mezsure a student's ability in oral English, then
what we use must te construeted in such a2 way that studeénts
are required to speak.

(2) reliable. Has the test been administered in a way that will result
in an accurate assessment of siudent ability? If there have been
disturbing ncises znd interruptions, if the primt on the test paper
is too light, if there are confusing typographical errors, if some
students have been cheatins, the test scores will not give a reli-
able picture of tne siudents' ability.

(3) discriminatory. Tests which are too difficult or ico easy are not

useful tools for finding out what students do/do not imow. Fven

on an achievement test where we would like everyone 10 do well,
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test items should discriminzte between students who hnve mastered
the skills included and those who have not.

(4) practical. /e must te consciocus of how much time is required in
making, tzking, and correcting a test. A general rule cof thumb is
that the more time we spend jin making a test, the easier it is to
correct, Muliiple choice tests are very time-—consuming to make but

easy to correct while an essay quesiion takes relatively'little

time to write but more time to answer and correct.
(5) =appropriate. Tests need to be culturally appropriate. to the stu-

dents taking them. We must not take an awareness of American cul-

~ture for granted in writing test items for ESL students in Japane.
Culturally inapprepriate questions can seriously affect the reli=-
ability of the test results even when culiure is not the main
‘issue of the susstion. Japanese students are not used to expresse

ing original ideas in a format consistesnt with western logie, and

%:} _ their 2bility to deal with esssy questions is going to reflect
‘ this cultural characteristic. And I cnce learmed the hard way that

! 1 should not ask students to use "+" and "O" on a true/ffalse:
guiz, In trying to discover why so many students had done poorly
on the quiz, I found out that in Japzsnese schools "O" is used for

a true statement and "X" is used for false cnes!




ESL students make errors in all four of the linguistic skill areas
(réading, writing, speaking, and listening), but the comments here will be

confined to correcting errors in speaking and listening. Both vose special

Question: How and when should I correct

. student errors?

problems for correction and will be dealt with separately.

First, there must be 2 recognition that students speak in class for a

when to make corrections.
a response that is related to the specific linguistic iséue of the lesson.
At other times students ask questions or comment in less linguistically

structuréd contexts,. ' .
a class discussion or simply chatting with friends.
the context of these various "speech acts™ when deciding whether or not

and how to correct errors may very well determine how willing our students

-variety of reasons which must be taken inte account when decidiﬁg how and

will be in experimenting with their new language skills.

A student may be answering a question or mzking

They may, for example, be expressing an opinion in
Our sensitivity to

Sy % B
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Another consideration in correcting spoken English is the way in which

it is done.

That is, we need to develor an awareness of how we point out

errors, evaluate the effectiveness of each way, and perhaps exrerimert with

new ways. Listed below are some of the most common techniques teachers use

to point out errors and/br nake corrections.

the awareness and new techniques mentioned aboves

Student error: "I get up early this morning."

Teacher correction:

(1)
(2)
(3)
(4)
(5)
(6)
(1}
(8)

(9)

Not "get'; itt's "got®,

I got up early this morning,

This mormning ITeeeee .

"Get" is present., You need the past tense.
What's the second word?

Students? (Elicit the correct word from the
mrmmmmm  {disapproval)

What?

Again., What did you de?

It may be useful for developing

class.)
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(10) You got up esxrly this morming,

(11) After you goi up, did you have time for breakfast?

(12) "Get?

(13) Try it again, Hepeat, please.

(14) Silent gesture indicating there is an error, then pause to give
student time to self-correct.

(15) Ehcou;age othazr students to supply correction.

(16) Point to a grid vhich indicates the type of error made so

student can self-correct.l

5till another consideration about correction in spoken English is when
it should be done. There are times when immediate correction is best, par-
ticularly if the error is relzted to the linguistic skill of the lesson.
There are other times, however, when it may be better to wait. Frequent
interruptions for érror correction during a class discussicn could be deadly,
and yet it may be of pariicular value because it is based on "natural speech®
rather than on responses in drills and linguistic exercises. (ne effective
way to handle this situation is take noteés-—as unobtrusively as possible—
listing student errors as they occur. It is importsnt to write the error
in the context in which it is made and not the corrected form. 4t the end
of the discussion this list can be quickly edited down tc a managzable num-
ber of items for class consideration. Three criteria to use in deciding
which items to use are:

(1) wnich items have the widest applicability?

(2) vnich items represent types of errors frequently made?

(3) Which items have been dealt with in class btefore but apparently

need more work?

Another opntion which is particularly helpful to use with studentis who
are reasonably fluent but mzke frequent errors {verbd forms, inappropiiate
vocabulary usage, etc.) is to speak with them privately. Ask them to monitor
ore or two aspecis of their speech (be sure it is a reasonable request) and
try to determine how much and when they want to be corrected. You night
even work out a "secret code" (a raised eyebrow, a tug on the ear) for you

to use vhen the student mzkes an error of the type s/he has asreed to work

ONe
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Correcting errors in writien work is no less complex than working with

CER T AT AR L

svoken Bnglish. Students write for nearly as many different reasons as they

speak, and the way we correct can directly influence the extent to which

students are willing to experiment with written ™nglish. A further compli-
cation is that while vpronunciation is,not an issue with writien English, the
mechanice of writing are far more complex than with speaking. JTn addition

to 211 the problems of sentence formztion inherent in oral Fnglish, students

must z2lso cope with spelling,'punctuatioh, organization, handwriting. and %
o legibility, and the peculiar conventions of a writing assignment (the form ~§
of a friendly letter, for example). The point is that we must be aware of %
how complex the zct of writing ise-particularly in another 1anguag§-—and be %
sure that our correciions zddress all the skills involved yet de¢ not over- i

SRR

whelm the student.
Bafore discussing correction, however, it is important to examine at
least briefly the writing assignment students are asked to do. Thie is not

at 2ll unrelated to the issue of correcticn because the very nature of the

assignment will directly influence the frequency and kinds of errors students
i are likely to make. We mus%t not surpose that assigning writing rrojects is
synonymous with teacning writing nor that students necessarily improve their
writing skills in direct oroportion to the amcunt of writing they are asked
to do. It is not my purpoée to deal with ths broad issue of how writing-is
best taught in this section, but a few'questions mzy be helpful in developing
an appreach to writing in general and to creating assignments in particular:
(1) 1Is the assigmment appropriate to the ability level of the students?
Students who are strusgling with simple sentences and have diffi-
culty at the word level of written Znglish should not be asked to
write a compostion ¢r even a paragrarh. There is great power for
a student in the knowledge that s/ne has done an assignﬁént well——
even perfectiy or natlive~like-—and providing assignments in which
that is an attainable goal is certainly wvzluable.
{2) Wnat is the focus of the assignment? Or, why have I given the
assignment? would it bHe useful for me to provide the structure,

an outline, the detaris, a tepic sentence or anything else that

would free the student to focus on a limited range of writing

skills-~the main point of the assismment--rather than have to
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cope with everything at once?

(3) 4re the directicns clear? Siudentis can hardly be expected to com-—
vlete an assignment if they do not know exactly what is expected of
them., This is not to say that all essignments need to be highly
structured with little opportunity for creativity, but it does mean
that the parameters of an assignment need to be clearly delineated.

(4) Have students done writing assignments in the past that were 2
natural preparation for the assignment that is about to be given?
In other words, have many of the skills required for completing
the new assignment already been worked with so that students are

. not overwhelmed with too many new thing at once?

When students are given the opportunity to succeed because the expecta=
tions we have for them avre appropriate and reasonable, there is a good chance
that they will do well., That is the ideal, of course, and we cerfainly do
not need to assume that if a student makeé an error that the teacher must
bear the full blame because of a Door assignment., (If a number of students
either fail to complete the assignment or do it pooriy, the teacher.may,
however, find it expedient to examine the nature of the assignment in light
of the consideraticns listed above.)

S0 how do we correct errors in written English? There are a number of
options, each with its advantages and disadvanizges and the best one is that
which best suits the assignment, the studenti, and the teacher. Just as the
nature of variocus assigrnments varies, so do the learning styles and needs of
students and the time limitations and expertise of teachers.,

Listed below arefour useful ways to anproach error correction in written
English:

{1) point cut errors: The teacher uses a system of underiining,
circling, or abbreviating o mark errors. Notations can be in
the body of the writing itszelf or in the margins. Students then
use the notations to re-write their work correctly. The advan-
tages of this system are that it allows students to correct their
cwn errors and it is wsually a rather guick way to grade the paner.

The disadvantage is uhat the emphasis is entirely on errcre and a

paper with basically gocd content could be covered with red ink.
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(2) make corrections: The teacher rewrites sections (sentences or

AT TN AT D iy

paragraphs) of the assisnment with 21l corrections included, With

this gytem students can ses ihe difference between their writing
and the corrected form. The problem with this technique is that
it tokes quite a bit of time, students may not take more than a

cursory lock at the corrected form, and once again there may be

more emphasis on errofs than is desired.

(

) write comments: The teacher writes a note at the end of the paper

M

being careful to comment on both the mechanics and the content

(ideas) of the paper, This may be done in conjunction with one or
. both of the techniques described above. Using this form of correc-
tion allows the teacher to draw attenticn to specific gualities

and problems in the paper and, of course, it can be quite personal.
The technique doés tzke considerable time, however. Unless the
teacher czn develop a wzy of vwriting pointedly focused comments,

a toe~short note can be sc bland znd imocuous that the student

o
£
NE

N

has no clear idea of what was gocd or bad about the writing.

1 (4) use a check list: The teacher uses a check list which can be
adarted to each assignment if necessary and includes items having
to do with 211 the skills the teszcher wishes to evaluatz, This
may be the fastest and most comprehensive of all the techniques
descrided and may aid in arriving at the least subjective grade,.
If used by itself, h6Wever, students may regard the checklist as
guite imperscnal and make neo particular effort to go bzck to their
writing and make corrections. Furthermore, making a checklist
which covers all the areas needed and which weights each item

appropriately is gquite difficult.

1 ‘dapted from notes by Bonnie Memnell of the School for International
Training M.A.7, staff, Irattleboro, Vermont, 1982,
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S E N R e

Question: I cannct speak any Japanese, How
can I communicate with beginning ESL students

in a way that is clear and understandable?

A knowledge of Japanese can be useful in gaining insight into student
errors and in planning strategies to deal with specizl language problems
which Japanese students of ESL usually have, but it is by no means essential.
Bven if we have some command of the language, it should rarely be used in
class. In fact, it is probably best if students know from the start that
their communication with us must be in the target language.

There are, on the other hand, certain sugzestions that could be made
about hoﬁ we can communicate in clear, simple English. All too often there
iz the temptation tc speak loudly, use baby ialk, or use a more formal level

" of speech than would ordinarily be used in the fzlse hope that such tactics
will aid communication, It is probable thaf they will not do anything of
the kind.

- Developing an awareness of our own speech patterns is essential. Most
peovle are not even aware that they use countless idiomatic expressions and
long, convoluted sentence structures in their ncrmal, everydasy speech. “When
speaking to ancother person who knows the same language, we expect the listener
to £ill in gzps of logic, overlook grammatical oddities, finish incomplete
sentences, and sort out the twists and turns of half-formed ideas as we try
to complete them orally“' Those are all essential skills we develop even as
children, tut they are not skills that are easily taught to ESL students from
a textbcok. The students use these skills, of course, when conversing in
their own language but they are not easily transferred to a new language.
Teachers can and should work with "reduced speech" (example: "I wanna go")
activities but that is only part of the problem. )

The following list of suggestions may be useful for teachers who find it
necessary t0 communicate with students who have little experience in under-
2tanding speken “nzlish:

(1) =Re sure vou know precisszly what it is you want to say befcre

starting to verbalize it., This is particularly true in giving

directiions, Do not assume that students cen figure out exactly




(2)

(3)

(4

I11T=6~2

what you want them to do if you are not absolutely sure whal you have
in mind yourself.

Do not hesitate to use hands, face, and indeed your whcle body to
enhance yvour verbal communication. This is not always svpropriate
and can even be confusing if.not used skillfully, but a physical
demonstration of what you expect the student to do is almost always
helpful for students who are strugzling to put language and concepts
together, Props are also helpful, James Asher in his work with
Total Physical.Response has shown how listening comprehension can
be dramatically improved through the use of physical aciivity.

Ve all use idiometic expressions far more than we realize. It is
not enough to limit the use of "big words"; we must alsc be careful
about using shorter words which have many idiomatic mesznings. The
word "get", for exampie, is a short, =simple word but when combined
with certzin other words, the mezning can be obscured. With prepo-
sitions we have "get up," "get down," " get on," "geti off," "get
in,™ "wet out," get by," Yget over," eic, Iven those expressions
have several meaninzs. ("I'll get off the bus" and "Get off it!")

4dd "get" to other kinds of words and we have exprecssions like

"get lost" and "gel sick", neither of which are particularly

related to the “"geti" in "Please get the newspaper." t is impor-
tant for the teacher of hegihning students to be aware of these
protlems znd when possible, use alternate——thoush still naturgl--
expressions. "2id you get sick™ could Jjust as clearly be "Were
you sick?®™ and "You'll get cver it" counld 59 expressed "Ion't
worry' oxr "You'll forget about it." The guideline here is to
"keep it simple', "it" being not just the vocabulary but also

the concept. i

Clear speech probably communicates better than too-slow speech.
It may be necessary a*t first to avoid contractions and common
forms of reduced sreech ("Ycu've gotta get it dene"), but clear
enunciation can help here, tco. Too-slow speech or unnatural
pauses can inhibit the natural train of thousht in 2 sentence and

obsiruct coumunication.
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Teachers spend a lot of time asking guestions which stulents are
expected to answer., OUne reason why the results of this technigue
are not as effective as we might like them toc be iz thet students
often have trouble sorting out from a long questicn exactly what
kind of information is being reguested, This can be remedied by
simplifying the guestion or chanzing it into a straight-forward
statement followed by a question. Note this example:

What reasons can you think of that might explain why English is

recognized as the international language?

Why do think Znglish heas become the intermational language?

Inglish hag Seccne the intermational lznguage., VWhy?

English is the international language. why?
Finally, it is generally trve thzt the more zbstract the ideas,
the more difficult it is to undierstend or express it, There is
little wvaiue in asking level I students, for example, to explain
the aesthetic values of the Japanese itea ceremony--nc mztter how
interested you and they may be in the topice. It may be appropriate,
to ask someone who ig familiar with the tea ceremony to describe
vhat s/he is doing during the ceremony. Also, there may be times
when a grammatical explanaticn may seem to be the quickest way to
explain why a certazin word must be used in a particular context.
That may not be the most effective way, however, if you find your-
self using abstract grarmatical terms which may not be fully under-
stoed by the situdents. Offering examples of the right and wrong

use of the word may be the better way.
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Questions What should I do when students speak
Japanese (or some other language than English)

in class?

There are probably as many different opinions on this issue as there are
teachers., Generally, teachers who are able to zpezk or uﬁderstand the stu-
dents' first languace tend to be more lenient in allowing languages other
than English to be spoken in class, Teachers who are mono-lingual or at
least do not speak or understand the students' first language tend to be

nore strict. Some teachers will sven do some of their teaching in Japanese

Between those two extremes is a wide range of other opinions which are often
determined by the iype of class, the ability level of the students, the
purpose of the course, etc. Students, too, vary on the issue., Some try hard
to confine themselves to English and will even encourage others to do the
same while others make no apparent effort to use Inglish even when they have
the ability to do so.

Rather then insist on hard and fast rules, we might be betier off in
considering scme guidelines that will help us knew if and when the use of
nontnglish languages in class should be permiited.

(1) Teachers who do not speak or understand the students' first

languace will not, of ccurse, even be tempied to use it in teaching.
The temptation to use it rises proportionately, it seems, with
one's ability., There are times when a brief explanation or Just

a word in Japanese will clarify something quickly and efficientlj.
Unless there is particular reason for wanting the students to
struggle with a difficult explanation or definition, occasional

use of Japanese certainly scems to make sense, Students must under-—
stand, of course, that they should not depend on freguent trans-
lation. This brief Japanese translation may come i{rcrm the teacher
or it mey come from a few students who were zble to understand the
teécher’s explanation, then are asked to explain to others what

is going on,

- (2) Though most of the E3L students at 0CS are fluent in Japanese,
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(3)

(4)
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there are often a féwlwho.are not (Chinese znd Koreans, for example).
When nen-Japanese spezking students are in the class, it is quite
possible that +the teacher's use of Japanese may make them feel Jur—
ther isolated and possibly even reseniful. Jzpanese siudents
should understand that, toc.

Tt usually seems best to deal with the problem of students' inap-
propriate use of Japanese on a class or even individual basis.
while it is certainly desirable for students to use English in
class,'we should appreciate how peculiar it may be for students

to communicate with each other in English——particularly about
topics not related to school., Furthermore, we must never give the
impression that there is something inferior with cur students’
first language. Punishing the use of Japanese certainly does not
do much to foster a positive attitude toward bilingualism. Some
classes and individuals— especially at the lower levels--may need
to work with listening comprehension and other skills before

being expvected tc communicate completely in Fnglish. We simply
have to be sensitive to students' needs and abilities, encourage

students to try Pnglish as much as peseible, but allow for indi-

vidual znd situational differences.

There zre times when we must insist that English be uzed in class

and other laznguages not be used. Students can and must learn that
there are tines when one language is apprepriate, the cther is
not, and mixing the two is equally inappropriate. Scme students
in the reguler high school clazses often switch from one language

to the other mid=-sentence in a way which may communicate with their

friends on campus but with few others., Ve must devise non-judgmental
ways of indiczting this to the students without suggesting that a
non-¥nglish language is in itself inappropriate., There is, under-
standabtly a fine line between being firm about which language should
be used znd implying that zny other language is inferior, The lat-
ter can manifest itself by being unduly harsh in discipline or it

can be as subtle-=but equally damaging--—as laughing at first

langusge interference problems when a student is mgking an effort
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to use English, Our awareness of this potential probtlem can help
in preventing student misinterpretation of our intentions, but we
must also make a conscicus effort to reinforce tilingualism and

not unconsciously foster monolingualism in a second lanzuage.

TR BTG T
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Question: What kinds of things can I do--short
of going %o graduate school——to improve my

professional skills as a teacher?

Probably the first thought most people have when planning strategies
for self-improvement involves the study of some book or article. At 0CS
there are some excellent books énd articles available which can help teachers
improve their ESL teaching skills. Practically speaking, howsver, this is
not always possible. Particularly when dealing with a technical subject in
which we have little expertise, we are not sure which book is best and often
do not even have enough books from which to make a choice., Furthermore, a
book may not address the specific questions we have or may be written in a
style that is too abstract for our understanding. ¥inally, even with the
perfect book in hand, there is the problem of fiﬂding time to read and and
study ite This iz not to say ithat books are not useful tools for self-
improvement, but they are certzinly not a panacea. _

Reading may be the least threatening way to explore new and improved
teaching ideas because we can invest as little or as much as we want into
the process, and no one else needs to know about it. For many teachers,
having another teacher or a supervisor observe their teaching is a highly.
threatening situation because it so often is associated with job security
or pay increments. Those, however, are not issues at 0CS. Many teachers
‘dislike supervision because they do not know what to expect and do not know
whzt the observer -is going to lcok for. That is an understandable concern
but one which the teacher and the supervisor can work toward alleviating.

First of 211, it is important for both the teacher and supervisor to
be mutually agreed on the purpose of an in-class observation. Tt should be
clear to both that thne purpose is to help you improve your skills and anything
that detracts from that (criticism without susgestions for improvement or
wwmerited praise) is inappropriate. Secondly, you can help a supervisor
and yourself by clearly indicating before the visit what you would like the
supcrvisor to watch for, comment on, anl make suggestions about. This is
helpful to you because it reguires you to monitor your own teaclking, arti”

culate-those areas in which you feel weak or feel the need for change and
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improvement. It is helpful t0 the supervisor because it helps him focus on
those areas in which you are most ready o work,

Some supervisory cbservations may be reguired, buit there is certainly
rothing other than the peculiarities of individusl schedules to prevent you
from asking fellow teachers to visit a class or even just & part of a class
during which you want to experiment with something new and ﬁeed outside
input on it. Once again, make‘it clear what you want your colleague to
comment on and be sure to schedule time to discuss the observaticn as soon
after class as possible while it is still fresh in your minds.

Another self-evaluation znd improvement technigue is to take a care-
ful look at what actuzlly happens in any one given class., This is different
from evaluating a lesson plan since every teacher knows that what one plans
to happen is not always what zctually happens. Video-taping a class is a good
wzy to do this, but only if both you and the students feel comfortable with
that. If you decide to use the video-tape, it might be wise to itell the
students why you are deing this so that they realize that the focus is really
n you and not them. Whether you decide to use the video—tape or not, the
focus of your self-evaluation should be clear even before you chcose which
class to use in the process. There are at least twb ways to do this. One
is make up a list of quegtions z2bout your own performance in the class, The
following are examples:

‘(1) How much talking am I doing in the class. Am I monopolizing

the time? Am I giving sufficient instruction?
(2) What is the nature of my talk in class? How much time do I spend
. lecturing? Asking questicns? Disciplining? Giving instructions?

(3) How has I¥ behavior helped/hindered student learning?

(4) whnat would I do differently if I could teach the class z2gain?

Another way of using this kind of self-evaluatien is tc think through
the detzils of what has happened in a class and determine how your assumptions

about teaching, learning, and Ianguszge have or have not been reflected in it.

- This can be done by simply asking yovrself why you did what you did or said

what you said, If you find that what actually happens in a class does not
rzflect your assumpiions, something has got to change. Either your stated

assumptions do not indicate what you really bslieve or you have not yet

L AR S E P AREENT
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found wzys to "live out" your assurpiicrs in actiel teaching. This process

of refining your personal esszuwapticns znd developing awareness of how assump-
tions are or are not reflected in technigues can be an invaluable aid in

your development of tezching skills.
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