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In this month’s issue
JALT2007 Pre-Conference Issue

HE JuLy issue of The Language Teacher contains a selection
I of articles from both Plenary and Featured speakers who
will be presenting at this year’s National Conference.
JALT2007 will be held in Tokyo at the National Olympics Memo-
rial Youth Center November 22-25 with the theme Challenging
Assumptions: Looking In, Looking Out.

Plenary speaker articles included in this issue are: Ronald
Carter, Paul Nation and David Beglar, and Amy Tsui. Featured
speakers who have contributed a paper include: Miles Cra-
ven, Richard Day, Steven Gershon, Leo Jones, Curtis Kelly
and Chuck Sandy, Ryuko Kubota, Charles LeBeau, Jeannette
Littlemore, Rob Waring, Ken Wilson, and John Wiltshier. For
further information about the conference please refer to the
Pre-Conference Supplement in this issue or you can check online at
<conferences.jalt.org/2007/>.

In addition to the above mentioned articles we also feature our
regular columns with My Share activities by Patrick Miller and
Ben Fenton-Smith, and Book Reviews by Toshiyuki Takagaki
and Paul A. Crane.

I hope you pnd this issue a valuable source of information
regarding the variety of presentations on offer at this year’s con-
ference. | look forward to seeing you all at JALT’s 33rd Interna-
tional Conference!

Jacqui Norris-Holt
TLT Co-Editor
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Talk, talk, talk: Grammar and spoken
English—Ronald Carter

The spoken language has been largely under-described and
under-theorised within linguistics and accordingly teachers of
English have lacked adequate models. Recent analysis of spo-
ken discourse using multi-million word computerised corpora
of authentic English usage is beginning to change this picture.
This article focuses on some of these changes drawing on
new evidence concerning the specific character of spoken
English grammar. The study of spoken language also raises
fundamental questions about the nature of standard English
grammar and its basis in written examples, about the notion
of choice in language and about materials development for
the teaching of English as a whole.
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A vocabulary size test—Paul Nation & David
Beglar

This article describes the making and purposes of a vocabu-
lary size test that will test vocabulary knowledge up to the
14th 1000 word level. The test contains 140 multiple-choice
items, 10 at each 1000 word level. The test itself is freely
available <www.vuw.ac.nz/lals/staff/paul-nation/nation.aspx
and <www.lextutor.ca/> and can be used by teachers and
researchers for a variety of purposes. Research is continuing
on the reliability and validity of the test. Guidelines are pro-
vided for administering and interpreting the test.
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Classroom discourse as a semiotic resource for
EFL learning—Amy B. M. Tsui

Adopting a sociocultural perspective of learning, this presenta-
tion points out that EFL classroom discourse is a major semiotic
resource that mediates the construal of reality as well as the tar-
get language. Using data from primary EFL classrooms in Hong
Kong, it is argued that classroom discourse processes are inter-
subjective processes in which the construal of reality through a
foreign language by each learner shapes and is shaped by the
construal of reality and the target language by other learners.
In addition, the teacher with whom students interact and all
other resources such as curriculum materials and pedagogical
activities mediate the learning process. Seen in this light, EFL
classroom discourse is an emergent process which opens up an
immensely rich semiotic space for EFL learning.

Paragons or parasites—are we failing our
language learners?—Miiles Craven
As educators, we like to think that we are helping our stu-

dents—helping them to learn, travel with confidence, progress
in their careers, make friends, and communicate as global citi-
zens in today’s world. However, interviews with Asian stu-
dents (which form the basis of this article) reveal a very differ-
ent picture from the learner’s perspective, one of widespread
dissatisfaction at all stages of their language learning experi-
ence. So are we the paragons we think we are, or are we
simply parasites, happy to make a living from language educa-
tion, while failing to address students’ real learning needs?

Learning to read in a foreign language—
Richard Day

This article examines intensive and extensive reading ap-
proaches to teaching reading to second and foreign language
(FL) learners. It begins with a brief discussion of the nature
of reading and how we learn to read. This is followed by
an overview of three intensive reading approaches (grammar
translation, comprehension questions and language work,
and skills and strategies) and extensive reading. Next, there
is an analysis of the strengths and weaknesses of the four ap-
proaches. The article concludes with the claim that extensive
reading is the only approach that provides learners with the
opportunities to become FL readers.
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My daily chicken soup for the ELT soul—
Steven Gershon

The Chicken Soup for the Soul books offer a comforting broth
of stories to open the heart and rekindle the spirit for eve-
ryone, from golfers to nurses. Well, almost everyone. What
about the humble ELT professional, putting in countless class-
room hours of PPP, searching endlessly for that perfect text,
struggling stoically to get students into pairs? What we need
is our very own bite-sized, digestible doses of chicken soup
to affirm, to inspire, to justify our own ELT soul. In this article
| offer a week’s worth of pages from my own personalized
Chicken Soup for the ELT Soul calendar.

Why don’t my students enjoy working in
pairs and groups?—Leo Jones

Even though pair and group work is an essential and well-es-
tablished technique these days, we sometimes encounter re-
sistance from students—and things don’t always go smoothly.
This article looks at some of the difficulties students may have,
and suggests ways we can encourage students to enjoy work-
ing together and help them to get maximum benefit from
working in pairs and in groups.
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Rethinking activities to incorporate theories
of learning—Curtis Kelly & Chuck Sandy

Almost daily, brain studies, technological advance, and re-
search in psychology are giving us a better picture of how
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learning occurs. In concordance with this burst of research,
a growing movement called brain-compatible teaching offers
insights into why we need to develop teaching practices and
materials that focus less on language and more on how peo-
ple learn languages. In this paper, the authors discuss four
brain compatible fundamentals of learning and their implica-
tions for the language classroom.
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Critical approaches to language education:
Focusing on race and culture—Ryuko Kubota

The field of second language education has made a critical
turn in the past decade, problematizing ideologies, discours-
es, and power relations that construct established knowledge
and practices. Critical inquires aim to transform the status quo
of power relations and create a more just society while af-
firming multiple meanings and identities. The field, however,
has been relatively silent on issues of race until very recently.
Inquiry into racism, racialization, as well as culture, which is
often used as a neutral category to talk about race, would
provide language teachers and learners with more critical in-
sight into power, social structures, and humankind.
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Balancing global issues and critical thinking
in the classroom—Charles LeBeau

The assumptions governing what we as teachers choose for
content in the classroom, and how we choose to approach
that content, shape the learning experience of our students.
This article suggests that classroom content begin locally with
the learner’s interests and experience. The teacher’s role
then is to design level-appropriate tasks that take the topic to
a global level of significance. With regard to critical thinking,
i.e. how we approach content, this article argues that explicit
models for language learners are necessary. Also, this article
describes a simple metaphor to make critical thinking a con-
crete, visual experience for the language learner.
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Helping Japanese language learners to use
figurative language—Jeannette Littlemore

In English, figurative extensions of word meaning are com-
mon; we talk about key issues, the foot of the page, and
breaking promises. In this article | describe a short study,

conducted with a Japanese colleague, to assess the effective-
ness of two different techniques for promoting figurative lan-
guage production and understanding in Japanese university
EFL students: attribute matching and gestalt training. Attribute
matching training led to a significant improvement in the stu-
dent’s ability to understand and produce figurative language.
Gestalt training made no difference. The implications of the
findings are discussed.
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Bringing extensive reading into oral
communication classes—Rob Waring

This article shows how discussions can be introduced and
managed using Extensive Reading in an oral communication
class.

Turning passive students into active
learners—Ken Wilson

A lot of learning is passive—students have to spend a lot of
time listening to the teacher and/or reading a text. Exercise
material is particularly passive. There is nothing wrong with
some passive learning—in fact a percentage of our students
probably prefer studying this way. However, when a lesson
becomes too passive, the ability of students to actually benefit
diminishes rapidly. This article will present some ideas about
how to turn passive lessons into active ones. We will look
at the most common aspects of a passive lesson—teacher
presentation of new language, reading passages, and exercise
material—and look at ways to get students more involved.
| will aim to prove my main thesis—Ilearners retain more of
what they are taught when they are actively involved in the
learning process.
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Shadowing plus: Stepping stones to
fluency—John Wiltshier

This paper sets out to explain the merits of peer-shadow-
ing classroom activities as one way to help students improve
their fluency and also to explain the differences between
shadowing and audio-lingual listen and repeat. Previous work
on shadowing by other researchers is reviewed. Then the
unique characteristics and focus of five varieties of shadowing
are introduced. The differences of each variety of shadowing
are briefly explained. The second half of the article highlights
features of peer-shadowing classroom activities. These fea-
tures are compared to audio-lingual listen and repeat activi-
ties to show how peer-shadowing is different.
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alk, talk, talk:

Grammar and spoken English

Ronald Carter

School of English Studies,
University of Nottingham, UK

Sponsored by Cambridge University Press

Keywords: spoken English, grammar, corpus, language
teaching

Writing
For many centuries dictionaries and grammars

of the English language have taken the written
language as a benchmark for what is proper and
standard in the language, incorporating written
and often literary examples to illustrate the best
usage. Accordingly, the spoken language has been
downgraded and has come to be regarded as
relatively inferior. What is written and
what is literate is accorded high cul-
tural status. Even dramatic perform-
ances are often valued and studied
primarily as written text. Even when
spoken language has been preserved,
it is in the form of a transcribed text
which, as we can see below, is often
laid out in such a way as to highlight
and to discredit its formless character.

LOOKING IN

ASSUMPTIONS

Speaking

Perhaps the greatest single event in the history
of linguistics was the invention of the tape re-
corder, which for the prst time has captured
natural conversation and made it accessible to
systematic study. (Halliday, 1994, p. xxiii)

The spoken language has also been largely
under-described and under-theorised within lin-
guistic science. Examples of language for analysis
have been based on the assumption that language
consists of sentences and that, because of the
essentially detached and context-free nature of
written texts, context can be more or less removed
from the equation. Until the advent of the disci-
plines of discourse analysis and pragmatics in the

CHALLENGING

80s and 90s, the history of linguistics in the twen-
tieth century has been largely a history of the
study of detached written examples with many
of the characteristic features of spoken discourse
dismissed as peripheral.

The speech-writing continuum

There are of course several links between speech
and writing. There are many written messages
such as text messages on mobile phones, emails,
or communications in computer chat rooms
which work in a manner closer to spoken lan-
guage. And most formal, public speeches, for
example, are carefully crafted, written-to-be-spo-
ken texts, even if they are often written to sound
spontaneous and natural. Generally, different
models have grown up for analysing spoken
and written language and it is widely agreed
that there is no simple, single difference between
speech and writing (see Halliday,
1989; Carter & McCarthy, 2006).

Computer corpora

In the latter part of the twentieth cen-
tury there were very rapid advances
both in audio-technology and in the
development of tape-recorders and
there are now extensive collections
available of people from different
backgrounds speaking in both formal
and informal contexts. Major collec-
tions of such data are called corpora. The data
collected on tape are transcribed and made com-
puter-readable so that very fast and sophisticated
computer programmes can then identify the most
common structures alongside the actual contexts
in which they are used.

Inevitably, the presence of such forms causes
difpculties for our descriptions of English gram-
mar and leads to questions about what it is now
possible to call standard English, for such forms are
standard in so far as they are used standardly by
all speakers even if (for the reasons given above)
these same forms do not appear or only very rarely
appear in standard published grammars of English
(see Carter & McCarthy, 1997, 2006).
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A sample stretch of talk

The following example shows some of the kinds
of units frequently encountered in a spoken cor-
pus. Problematic areas for a traditional grammar
are italicized:

[Speakers are sitting at the dinner table talking
about a car accident that happened to the father
of one of the speakers]

Speaker 1  I'll just take that off. Take that off.

Speaker 2 All looks great.

Speaker 3 [laughs]

Speaker2  Mm.

Speaker 3 Mm.

Speaker 2 | think your dad was amazed wasn’t
he at the damage.

Speaker 4 Mm.

Speaker 2 It’s not so much the parts. It’s the
labour charges for

Speaker 4  Oh that. For a car.

Speaker 2 Have you got hold of it?

Speaker 1  Yeah.

Speaker 2 It was a bit erm.

Speaker1  Mm.

Speaker 3 Mm.

Speaker 2 Abit.

Speaker 3  That’s right.

Speaker 2 | mean they said they’d have to take
his car in for two days. And he
says All it is is s= straightening a
panel. And they’re like, Oh no. It’s all
new panel. You can’t do this.

Speaker 3 Any erm problem.

Speaker 2 As soon as they hear insurance claim.
Oh. Let’s get it right.

Speaker 3 Yeah. Yeah. Anything to do with

Speaker 1  Wow.

Speaker 3 +coach work is er+

Speaker 1  Right.

Speaker 3  +fatal isn’t it.

Speaker 1 Now.

[CANCODE data (1)]

Here we may observe the following general
phenomena:

= Punctuation is marked by the taking of turns
rather than by a transition from one sentence
to another. These turns are not neat and tidy;,
however. The speakers regularly interrupt each
other, or speak at the same time, intervene

in another’s contribution or overlap in their
speaking turns.

= The speakers co-construct each other’s dis-
course. There is backchanelling (Mm; Yeah), in
which speakers give supportive feedback to
each other.

= There are aborted or incomplete structures (It
was a bit erm... Abit.) Incomplete structures
can be collaboratively completed by others or
simply left as understood (That’s right).

= This conversational extract involves more than
two speakers. But the same features of conver-
sational management apply whether the talk
be multi-party or two-party.

The notion of sentence does not apply easily to
the data.

= There are indeterminate structures (is the
second Take that off an ellipted form of I'll just
take that off? Is it an imperative? Is All looks great
well-formed? What is the status of And they’re
like?). Like, for example, appears to function
here to mark direct speech.

= Ellipsis is common (fatal, isn’t it?). Ellipsis
occurs when words are omitted because it is
assumed that they can be understood from
context or from shared knowledge between
speaker and hearer.

= There are phrasal utterances, communicatively
complete in themselves, but not sentences (Oh
that, For a car, Any problem).

= There are subordinate clauses not obviously
connected to any particular main clause (As
soon as they hear insurance claim).

= There are words whose grammatical class is
unclear (Wow, Now) For example, now seems to
be organisational or structural, functioning to
close down one section of the conversation and
to move on to another topic. Such discourse
markers connect one phase of the discourse
with another.

These phenomena, normal in everyday talk,
raise questions about the nature of basic units and
classes in a spoken grammar. There is by no means
a simple answer to these questions, but one’s
stance towards them can have major implications
for what is considered correct or acceptable in a
grammar. External evidence points us towards a
socially-embedded grammar, one whose criteria
for acceptability are based on adequate communi-
cability in real contexts, among real participants.
It is evidence that cannot simply be dismissed as
ungrammatical; only a decontextualised view of
language would sanction such a view.

THE LANGUAGE TEACHER 31.7 = JULY 2007
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Basic forms of spoken grammar

Here are some of the most common examples
of specipcally spoken grammar forms. They are
not selected at random but on the basis of an
examination of the extensive computer corpora of
spoken English outlined above. They are stand-
ardly spoken by users of British English through-
out different regions, occupations, and contexts
of use by speakers of different ages, gender and
social class, and occupation. The examples cited
here are taken from the 1 billion word Cambridge
International Corpus (CIC):
= forms which are termed heads. They occur at
the beginning of clauses and help listeners ori-
ent to a topic:
The white house on the corner, is that where
she lives?
That girl, Jill, her sister, she works in our
ofpce.
Paul, in this job that he’s got now, when he
goes into the ofpce he’s never quite sure
where he’s going to be sent.
A friend of mine, his uncle had the taxi prm
when we had the wedding.
His cousin in Beccles, her boyfriend, his
parents bought him a Ford Escort for his
birthday.
= forms which are termed tails. They occur at the
end of clauses, normally echoing an anteced-
ent pronoun and help to reinforce what we are
saying:
She’s a very good swimmer Jenny is.
Itds difpcult to eat, isnit it, spaghetti?
I’m going to have steak and fries, | am.
It can leave you feeling very weak, it can,
though, apparently, shingles, can’t it.
e Ellipsis in which subjects and verbs are omit-
ted because we can assume our listeners know
what we mean:

Didnit know that plm was on tonight. (I)
Sounds good to me. (It, That)

Lots of things to tell you about the trip to
Barcelona. (There are)
A: Are you going to Leeds this weekend?
B: Yes, | must. (go to Leeds this weekend)
Ellipsis in spoken English is mainly situation-
al, affecting people and things in the immedi-
ate situation.

< Discourse markers where particular words or
phrases are normally used to mark boundar-
ies in conversation between one topic or bit

of business and the next. For example, items
such as anyway, right, okay, | see, | mean, mind
you, well, what’s more, so, now. Thus, people
speaking face to face or on the phone often
use anyway to show that they wish to pnish
that particular topic or return to another topic.
Similarly, right often serves to indicate that a
speaker is ready to move on to the next phase
of business.

Anyway, give Jean a ring and see what she
says.

Right, okay, we’d better try to phone and
see what they have to report.

The ordering of elements in the clause is
likely to be different in spoken and written
texts because of the real-time constraints of
unrehearsed spoken language and the need
in speech for clear acts of organisation and
topicalisation, for, in other words, a kind of
punctuation of speech. Discourse markers, for
example, can, as it were, signal the start of a
new paragraph.

Vague language which includes words and
phrases such as thing, stuff, or so, or something,
or anything, or whatever, sort of. Vague language
softens expressions so that they do not appear
too direct or unduly authoritative and asser-
tive. When we interact with others there are
times where it is necessary to give accurate and
precise information; in many informal contexts,
however, speakers prefer to convey informa-
tion which is softened in some way, although
such vagueness is often wrongly taken as a
sign of careless thinking or sloppy expression.
A more accurate term should therefore be pur-
posefully vague language.

Modal expressions: In most standard written
grammars modality is described mainly in
terms of modal verbs (e.g., may, might, can,
could, must, should, ought to). In spoken Eng-
lish, however, the picture is more varied and
modal expressions play a part in making sure,
in particular, that utterances don’t sound too
assertive or depnite. Like vague language these
modal expressions can also help to soften what
is said. They include words and phrases such
as: possibly, probably, I don’t know, I don’t think, |
think, I suppose, perhaps. For example: [Students
talking to each other in a group. They all know
each other well and are talking informally
about how they have changed since coming to
university.]

A: But you don’t notice so much in your-

self, do you? | don’t think so, on the whole.
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B: I don’t know. | depnitely feel different
from the prst year. | don’t think | look any
different or anything.

A You ‘re bound to keep changing really,
all your whole life, hopefully.

B: I don’t know, | think it’s probably a
change coming away;, | suppose.

= Modal expressions help to encode shifts in
stance toward what we say. They are a particu-
lar feature of the face-to-face nature of spoken
communication. So, an utterance may start def-
initely but is then softened before the utterance
is completed or an utterance starts tentatively
and then becomes more depnite before being
softened again.

I suppose it must be sort of difpcult to phone
or whatever.

| feel they maybe should resign really.

We maybe ought to perhaps have a word with
him about it?

Conclusion

It would, of course, be a mistake to assume, how-
ever, that these forms of grammar, though com-
mon in spoken English, are exclusive to spoken
English. For example, the relative immediacy of
forms such as email communication, advertising
copy, and some notes, letters, and memos means
that informality is often the preferred style and
that a relative symmetry of relationship is deliber-
ately constructed by such choices.

At the present time there may also be a broader
cultural explanation for the phenomenon of
spoken forms entering written discourse. At
the beginning of the 21st century discourse has
become more democratic. As society has become
less formal and ceremonial in such domains as
dress and social behaviour, so too has the language
changed to more informal and symmetrical modes.
People speak to each other more as equals and it is
inevitable that they should also increasingly write
to each other in similar ways, especially in contexts
such as advertising or email communication where
it is important not to talk down to someone.

This paper has attempted to prepare some
ground and to offer material for discussion. It
argues for the importance of greater knowledge
about grammar and that such knowledge should
go beyond single written sentences. It would
be naive to suggest that the forms of grammar
described here represent the whole story by any
means. For example, in discussions of spoken
grammar how far is it possible to proceed with-
out more detailed information about intonation

and tone of voice? And the data presented here
offers an interesting challenge for the teaching of
spoken English between corpus and classroom
(O’Keeffe, McCarthy, & Carter, 2007), as well as
raising broader ideological questions concern-
ing the place of native speaker language in the
classroom, issues to be considered in a plenary
entitled Spoken English: Written English: Chal-
lenging Assumptions and other papers at the 2007
JALT conference. Analysis of spoken language is
thus still in its infancy. But things are moving fast
and, supported by new technologies, will move
even faster from now on.

Further reading
Cameron, D. (2000). Good to talk? London: Sage.

Cameron, D. (2001). Working with spoken discourse.
London: Sage.

Carter, R., Hughes, R., & McCarthy, M. (2000). Exploring
grammar in context. Cambridge: Cambridge Univer-
sity Press.

Eggins, S., & Slade, D. (1997). Analysing conversation.
London: Cassell.

McCarthy, M. (2001). Discourse. In R. Carter & D.
Nunan (Eds.), The Cambridge guide to teaching English
to speakers of other languages (pp. 48-55). Cambridge:
Cambridge University Press.

Nunan, D. (1994). An introduction to discourse analysis.
Harmondsworth: Penguin.
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to provide a reliable, accurate, and com-
prehensive measure of a learner’s vocabu-
lary size from the 1st 1000 to the 14th 1000 word
families of English. There are several reasons
for wanting to measure a non-native speaker’s
vocabulary size. One reason is to see how close
the learner is to having enough vocabulary to
be able to perform certain tasks such as read a
novel, read newspapers, watch movies, and listen

T HE VOCABULARY Size Test was developed

Table 1. Vocabulary sizes needed to get 98% coverage
(including proper nouns) of various kinds of texts

to friendly conversations. There is now data on
the vocabulary sizes needed to perform such
receptive tasks (Nation, 2006) and this indicates
that learners need to have a vocabulary close to
8,000 word families to do this. This assumes that
proper names do not need to be known. Table 1
summarises the data from Nation (2006) show-
ing the vocabulary sizes needed to reach 98%
coverage of various kinds of text. When a learner
has 98% coverage of a text, adequate unassisted
comprehension is possible (Hu & Nation, 2000).

The goal of around 8,000 word families is an
important one for learners who wish to deal with
a range of unsimpliped spoken and written texts.
It is thus helpful to know how close learners are
to this critical goal.

A second reason for measuring vocabulary
size is to be able to chart the growth of learners’
vocabularies. There is virtually no information on
how quickly non-native speakers’ vocabularies
grow. Measuring this requires a test capable of
measuring a large range of vocabulary sizes both
longitudinally and across a group of learners.

A third reason for measuring vocabulary size
is to be able to compare non-
native speakers with native
speakers. Such comparisons
could be useful in compar-

Texts 98% coverage Proper nouns ing rates of growth in second
language learning settings (Do

Novels 9,000 word families 1-2% non-native speakers increase
. their vocabulary knowledge at
. , . . to native speakers?) and in de-

0
Children’s movies 6,000 word families 1.5% termining if there is a thresh-
Spoken English 7,000 word families 1.3% old, as suggested by the 98%
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coverage pgure, where further increase brings
no noticeable effects on comprehension, reading
pleasure, or reading speed.

Other existing tests

The Vocabulary Levels Test (Nation, 1983; Schmitt,
Schmitt & Clapham, 2001; Beglar & Hunt, 1999)

is currently widely used to determine whether
learners need to focus on high frequency words,
academic words, or low frequency words. It is a
diagnostic test that looks at separate slices of a
learner’s vocabulary (the 2nd 1000, the 3rd 1000,
the 5th 1000, the Academic Word List, and the 10th
1000). There is no Academic Word List section

in the Vocabulary Size Test and words from the
Academic Word List can be found from the 1st
1000 to the 10th 1000 of the Vocabulary Size Test.
The Vocabulary Size Test has a different purpose.
It is not a diagnostic measure like the Vocabulary
Levels Test, but is a propciency measure used to
determine how much vocabulary learners know.

Teachers and researchers have felt the need for
a more comprehensive test of vocabulary size,
and this has been reyected in attempts to pll the
gaps in the Vocabulary Levels Test (at the 4th
1000, and 6th to 9th 1000 levels) through esti-
mates of knowledge in these gaps by extrapolat-
ing from the scores on each side of the gap, for
example using a learner’s 3rd 1000 and 5th 1000
scores to estimate what the 4th 1000 might be.

Meara and Jones (1987, 1990) developed a
computerized vocabulary size test (the Eurocentres
Vocabulary Size Test 10ka) based on the prst 10,000
words of Thorndike and Lorge’s (1944) frequency
count. They used a yes/no item type with one
non-word item for every two real words. The
non-word items were nonsense words which were
used to measure the reliability of the learners’ an-
swers. Their test consisted of ten 1000 word levels.

The Vocabulary Size Test differs from the Euro-
centres test in several important ways. It uses a
different test format, multiple-choice compared
with the yes/no format of the Eurocentres test.

It puts the tested word in a short non-depning
context, and it is based on a different set of word
frequency lists from the Thorndike and Lorge
lists. The Vocabulary Size Test is also freely avail-
able to teachers and researchers.

The source of the words used in the
vocabulary size test

The development of the Vocabulary Size Test has
been greatly helped by the development of the

fourteen 1000 BNC word lists (Nation, 2006). The
lemma-based Thorndike and Lorge (1944) and
Leech, Rayson, and Wilson (2001) counts are not
suitable for measures of receptive vocabulary
size because the more inclusive word family

is a more appropriate unit for such a receptive
measure. The word family is more appropriate
because learners beyond a minimal propciency
level have some control of word building devices
and are able to see that there is both a formal and
a meaning relationship between regularly afpxed
members of a word family. There is also increas-
ing evidence that the word family is a psychologi-
cally real unit (Nagy, Anderson, Schommer, Scott,
& Stallman, 1989; Bertram, Baayen, & Schreuder,
2000; Bertram, Laine, & Virkkala, 2000).

The word family unit used in the fourteen
1000 BNC word family lists (available for free
download from <www.vuw.ac.nz/lals/staff/
paul-nation/nation.aspx> along with the Range
program) is set at level 6 of Bauer and Nation’s
(1993) scale of levels. This is a very inclusive
depnition of a word family making some families
very large. However, level 6 only includes bases
which are free forms. For example, romance and
romantic (both in the 5th 1000 level) could not be
members of the same family because their base is
a bound form, not a free form. In addition, all of
the family members at level 6 meet the criteria of
regularity, frequency, productivity, and predict-
ability used in developing the word family levels.

The word lists used to choose and sequence the
test items differ from those described in Nation
(2006). The lists in Nation (2006) were based on
the whole 100,000,000 token British National Cor-
pus. It was clear from this study that the largely
formal written nature of the British National
Corpus strongly affected the high frequency
levels, meaning that items like cat, hello, sun, worse
occurred in the 4th 1000 rather than at a higher
frequency level. Similarly there were very formal
words like civil and commission occurring in the
1st 1000 words. As a result the prst twelve 1000
word lists were revised using word family range
and frequency pgures from only the 10 million
token spoken section of the British National
Corpus. This resulted in a more sensible ordering
although the changes were not large. The Vo-
cabulary Size Test is based on this spoken corpus
ordering and the lists available from <www.vuw.
ac.nz/lals/staff/paul-nation/nation.aspx> are
the lists based on the spoken corpus.

Although it may seem a little strange to use a
spoken corpus-based ordering for a test of written
receptive knowledge, it was felt that the spoken
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ordering more closely represented the order in
which the intended test-takers might learn the
words. Frequency of occurrence however is only
one factor, although a very important one, affect-
ing order of acquisition.

The nature of the Vocabulary Size Test

The Vocabulary Size Test samples from the most
frequent 14,000 word families of English. The test
consists of 140 items (ten from each 1000 word
level) (see the Appendix). Here is a sample item
from the 5th 1000 word level.

1. miniature: It is a miniature.
a avery small thing of its kind
b  aninstrument for looking at very small
objects
¢ averysmall living creature
d asmall line to join letters in handwriting

The Vocabulary Size Test is a measure of writ-
ten receptive vocabulary size. In order to answer
the items, the test-takers have to have a moder-
ately developed idea of the meaning of the word.
This makes it a slightly more difpcult test than
the Vocabulary Levels Test (Schmitt, Schmitt, &
Clapham, 2001), because the correct answer and
the distractors usually share elements of mean-
ing.

1. innocuous: This is innocuous.
cheap and poor in quality
harmless

not believable

very attractive-looking

o o T 9

The multiple-choice format was chosen:

1 toallow the test to be used with learners
from a variety of language backgrounds.

2 to control the level of difpculty of the an-
swers. That is each item attempts to tap
roughly the same degree of knowledge of a

word.

3 to make marking as efpcient and reliable as
possible.

4 to make learners demonstrate knowledge of
each item.

The test words were all put in a simple non-
depning context. Research by Henning (1991) has
shown that the use of such a context is a desirable

feature. This is probably because it indicates the
part of speech of the word, orients the test-taker
to view it as an item of language use, and pro-
vides a little extra associational help in accessing
the meaning.

The items measure receptive knowledge of vo-
cabulary. That is, the learners are provided with
the word form and have to access the meaning
of the word. They need to have a moderately de-
veloped idea of the meaning of the word in order
to be able to choose it from the four options. The
Vocabulary Levels Test by contrast has distractors
which are not related in meaning or form to the
tested word, and thus in the Vocabulary Levels
Test learners can get the answer correct if they
have a small amount of knowledge of the word.
The Vocabulary Size Test is thus a little more de-
manding than the Vocabulary Levels Test.

The fourteen levels of the test are a way of
organising the items in the test so that the test
begins with the items more likely to be known. It
is not necessary to make learners sit all fourteen
levels when the test is used with elementary or
intermediate learners, but they should sit a few
levels beyond their present level. This is because
frequency level is not a perfect indicator of which
words are likely to be known. Frequency level is
strongly related to the likelihood of a word being
known (scores at each level drop as a learner
progresses through the test), but there are other
factors involved in knowing a word and frequen-
cy counts can give differing results depending on
the size and nature of the corpus used. In other
words, a learner with a vocabulary size of 3,000
words is likely to know some words beyond this
level and is likely not to know some words within
this level.

Making the multiple-choice test items

The choices were all written using a restricted
vocabulary. For the prst and second 1000 sample,
only words from the prst 1000 of Westis (1953)
General Service List were used. As far as pos-
sible, the words in the depnitions were of higher
frequency than the item being depned, but for
the highest frequency items, this was not always
possible, for example, there was no possibility
for depning time except with words of lower
frequency (e.g., hours). For words in samples from
3000 upwards, the depning words were drawn
from the prst 2000 of Westis General Service List.
Occasionally it was necessary to use some other
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item, but the frequency of the depning word and
the item were always checked in the British Na-
tional Corpus, and the depning word was always
signipcantly more frequent than the item being
depned. An example of this is haunt, where it was
necessary to use ghost in the depnition.

Each item was put in a non-depning context.
All the depnitions were then required to be sub-
stitutable in the context sentence. The contexts
were chosen to reyect the most frequent environ-
ments for the item. Thus with instance, it was
clear that the very high frequency of this arose
from the phrase for instance, and so this was used
as the context. Where the plural of an item was
signipcantly more frequent than the singular, the
context was made plural (e.g., standard). The part
of speech chosen for the item was also a reyection
of the highest frequency environment. A lot of
care was put into making the distractors so that
they were genuine choices and they were care-
fully checked in pilot testing.

Interpreting the test results

Because there are ten items at each 1000 word
level, each item in the test represents 100 word
families. If a test-taker got every item correct,
then it is assumed that that person knows the
most frequent 14,000 word families of English. A
test-taker’s score needs to be multiplied by 100 to
get their total vocabulary size up to the 14th 1000
word family level.

Because the test is a measure of receptive vo-
cabulary size, a test-taker’s score provides little
indication of how well these words could be used
in speaking and writing. In addition, although
vocabulary knowledge is the most important fac-
tor affecting the readability of a text (Klare, 1974),
a test-taker’s score is only a rough indication of
how well a learner can read.

The greatest value of the test will be in measur-
ing learners’ progress in vocabulary learning. The
most frequent 14,000 words of English along with
proper nouns account for over 99% of the running
words in written and spoken text (Nation, 2006).
Although adult native speakers’ vocabularies
are much larger than 14,000 words, these 14,000
words include all the most important words.

Initial studies using the test indicate that under-
graduate non-native speakers successfully coping
with study at an English speaking university have
a vocabulary of around 5,000-6,000 word families.
Similarly competent non-native speaking doctoral
students have around a 9,000 word vocabulary. At
present data is being gathered to assess the reliabil-

ity and validity of the test. The test is available at
<www.vuw.ac.nz/lals/staff/paul-nation/nation.
aspx> and <www.lextutor.ca>.
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theory of learning see learning as funda-

mentally social rather than individual, the
relationship between the learner and
the social world as dialectical rather
than dichotomous, and learning as
mediated by cultural artifacts (Vygot-
sky, 1978; Lave & Wenger, 1991). Class-
room discourse studies based on the
input-output information processing
model have been criticized as predicat-
ed on a conduit metaphor of commu-
nication and the classroom is seen as a
context for providing linguistic input
to learners who then process the input
and incorporate it into the interlan-
guage systems inside their heads. This
model, a number of scholars have argued, repre-
sents an impoverished and a reductionist view of
L2 learning (Atkinson, 2002; see Lantolf & Appel,

S OCIOCULTURAL THEORY (SCT) and social
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1994; Lantolf, 2000). This paradigm shift has led
to a reconceptualization of language, context, and
learning in profound ways. In EFL classrooms,
the learners, the teacher, and the context in which
learning takes place are dialectically related and
they are constitutive of what is being learned.

Within the SCT research paradigm, classroom
discourse has been reconceptualized as an impor-
tant resource that mediates learning in the class-
room. In EFL classrooms, classroom discourse is
an even more important resource because it is all
at once the mediational tool for and the object of
learning. Donato (2000) points out that instruc-
tional conversations are relevant to language
learning because they capture a wider
range of communicative and cogni-
tive functions in pragmatically rich
contexts and they socialize students
into language learning. In my presen-
tation, | argue that the importance of
classroom discourse goes beyond that.
Drawing on Halliday’s (1978) notion
of language as a social semiotic and
Lave and Wenger’s (1991) theory of
learning as participation, I argue that
EFL classroom discourse is a major
semiotic resource for the construal of
reality as well as the target language. Halliday
(1993) sees learning as a social process and lan-
guage as social semiotic. He points out that:

1NO ONIAOOT
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When children learn language, they are not
simply engaging in one type of learning
among many; rather, they are learning the
foundations of learning itself. The distinctive
characteristic of human learning is that it is a
process of making meaning—a semiotic proc-
ess; and the prototypical form of human semi-
otic is language. (p. 93)

In other words, when children learn a language,
they are construing reality through construing
a semantic system in which reality is encoded.
Their acts of meaning should not be just taken as
they are but as “instances of underlying sys-
tems—systems of meaning potential” (Halliday,
2004, p. 6, original emphasis). Hence, as an EFL
learner learns the target language, he or she is
simultaneously construing reality and learning
how reality is construed in the target language.
On the basis of this, | argue that classroom dis-
course processes are intersubjective processes in
which the construal of reality through a foreign
language by each learner shapes and is shaped by
the construal of reality and the target language by
other learners as well as the teacher with whom
they interact as well as all the other resources
which mediate the learning process, including the
curriculum materials, pedagogical activities, and
so on. Seen in this light, the importance of class-
room discourse goes beyond capturing a wider
variety of speech and cognitive functions: It is
an emergent process which opens up a semiotic
space that is immensely rich and affords opportu-
nities for learners to appropriate these resources
for meaning making as they participate in the
construal of reality and the semiotic systems in
the target language (Lave & Wenger, 1991).

Studies of elementary foreign language class-
rooms have shown that despite the limited
propciency of the learners in the target language,
instructional conversation was as rich a mediat-
ing resource as any other (Donato, 2000). In this
presentation, data from a research project on
learner interaction in primary EFL classrooms
in Hong Kong will be used. The data consist of
classroom discourse produced by children as they
complete a group task of writing a story ending.

In the following section | will present an analy-
sis of some excerpts for illustration. In order to
understand the data, | will brieyy outline the
context of the data.

Context of classroom discourse data

The data was collected from a Grade 6 primary
EFL classroom where the children were mostly

from working class families. The teacher adopted
a task-based approach to story writing and the
task took several lessons to complete. She told
the class a story about why there was a change of
seasons. The children were given story pictures
in sequence, introducing four characters in the
story: The Goddess of the Earth; Polly, the God-
dess’ daughter; the God of the Underworld; and
the God of all Gods. The story went as follows:

The God of the Underworld fell in love with
Polly. He knew that he could not marry Polly
and so he kidnapped her. In the Underworld,
Polly did not eat anything because if she did,
she could never leave the Underworld. The
Goddess of the Earth was very unhappy and
stopped taking care of the plants and the plants
started to die. People were very unhappy be-
cause there was no food and they asked the God
of all Gods to help. And so the God of all Gods
told the God of the Underworld to send Polly
back to Earth. However, when they were talk-
ing, Polly ate three strawberries, thinking that
nobody could see her. Because of this, after nine
months, the God of the Underworld came to
take Polly away. And the Goddess of the Earth
stopped taking care of the plants again. This is
why we have summer and winter.

After telling the story, the teacher introduced a
number of guided activities to ensure that learn-
ers were familiar with the characters of the story
and the sequence of events in the story. She then
asked them to write an alternative ending to the
story. She also guided the students by asking
them to decide prst of all whether their story end-
ing was happy or sad.

Classroom discourse and semiotic systems

In this section, | will present one excerpt from a
group discussion that will be presented in my
keynote presentation. The group decided to write
a happy ending and the pnal draft that they pro-
duced is as follows:

The God of the Underworld didn’t listen to
him. So the God of all Gods made him into
a pig. Then Polly went back to the earth. Her
mother felt very happy. So they started taking
care of the plants again. This is why we have a
lot of rice and vegetables to eat.

[Excerpt 1.1]

S1. The end of the story is a happy ending or
unhappy?

THE LANGUAGE TEACHER 31.7 = JULY 2007 ‘




JALT2007 PLENARY SPEAKER

TSUl | 15 |

S3: Happy.

S2: You want happy?

S3: | want happy.

S1: Very happy.

S2: I'want very sad (laughs)... You want very
happy?

S4: Yes.

S2: And you? (pointing at S4)

S1: Yes...

S2: So happy.

In the excerpt we can see that the teacher’s
instruction to decide on a happy or sad story end-
ing provided the starting point for the collabora-
tive discourse. This scaffolding from the teacher,
or guided participation (Rogoff, 1990), served the
important function of making the task manageable
for young EFL learners. Instead of having to work
with an open set of choices, they only needed to
work on a system of two choices—happy or sad.
This generated a decision-making process where
all members were asked to indicate their preferenc-
es and the majority view was accepted. This selec-
tion shaped the subsequent discourse. As Rogoff
points out, the process of guided participation is
characterized not only by the adult structuring the
children’s roles and participation, but also children
shaping the interaction by seeking involvement
and demanding support from the adult and their
peers. In the remaining discourse, we can see that
a network of semantic systems emerged as each
learner tried to establish the intersubjectivity with
other participants in the construal of reality.

[Excerpt 1.2]

S3: I'want he die.

S2: | want it too.

S1: Yes, we cané (verbalizing the prst part of the
sentence provided in the story) but he didn’t
listen...

S2: Yes, he didn’t listen... and the God kill him...

Ss: (correcting S2) The God of all Gods... didn’t
listen.

S2: (rebutting) No, didn’t listen.

S3: The God of the Underworld didn’t listen to
him.

S1: Yes, yes, Underworld.

Ss: (spelling out) u-n-d-e-r-w-o-r-1-d.

S1: Didn't listen... listen to him.

S3: So...

S2: So... the God of all Gods.

S1: The God of all Gods... The God of the... u-n-
d-e-r. Underworld...

S3: (correcting S1) The God of the Underworld
you have write already.

Ss: ...

S1: The God of all Gods.
S2: Kill him.

S1: Kill him.

S2. Butl want...

S3: Yes kill him.

Note. Ss indicates more than one student talking
atatime.

In these lines, the choice of a happy ending
opened up a semiotic space in which the group
explored how the God of the Underworld could
no longer have power over Polly so that she
could go back to the Earth again. S3 suggested
that the God of the Underworld should die and
this was agreed to by S2 and S1. S4 was silent
and taken as consenting. S2 proffered the idea
that the God of all Gods killed him and S1 and S3
concurred. However, we will see from Excerpt 1.3
that this suggestion opened up another system of
meaning potential for S1.

[Excerpt 1.3]

S1. Oh no, no, it’s not very good. | think the God
of all Gods make him into a ghost, uh ... a
ghost?

S3: Uh. (biting her pnger, thinking)

S1: Make him into a ghost.

Ss: (thinking)

S3: Uh... make him, make him to be a people.

S2: Yes, yes, people, and he can’t do something
to her.

S1: Oh! I know, | know. Make him into a snake, a
dog, or a psh.

S2: Pig.

S3: Yes, pig.

S1: Apig. Cow or pig?

S2: Cow. (laughs)

S1: So the God of all Gods make him into a
COW... pig... COW...

S2: Cow or pig?

S3: Make him to be a cow.

S1 & S2: Into... into...

Turning the God of the Underworld into a
ghost, suggested by S1, is an instance of the sys-
tem of supernatural beings: A ghost is a lesser su-
pernatural being than a god. The option of keep-
ing the God of the Underworld alive but turning
him into a lesser supernatural being opened up
for S3 the possibility of denigrating him by turn-
ing him into a natural being, that is, a human
being. This was immediately taken up by S2 who
not only supported this option but also provided
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the reason for his support (he can’t do something

to her). This suggests that for S2, the choice of
human being was made over ghost in a system

of meaning of natural and supernatural beings.
The choice of a human being opened up for S1
the further choices of non-human beings, such as
snake, dog, or psh which have even less power.
The choices of non-human beings proffered by S1
consisted of higher (dog) and lower (snake, psh)
living things. The choice of turning the God of
the Underworld into a reptile or a psh rather than
a dog could have been selected as a more severe
form of punishment, if they were construed

as choices in a system of order of living thing.
Interestingly, S2 suggested pig instead. In Chinese
culture, pigs carry a negative connotation and

are often used as a metaphor for laziness. Cows
symbolize hard work and turning a person into a
cow means that one has to work hard for the rest
of one’s life after death and is considered also as a
form of punishment. In other words, we see that
the choices that were proffered and debated were
interpreted as instances in a system of forms of
punishment which are culturally rooted.

Conclusion

The analysis shows that the systems of meaning
that emerged in the discourse were instantiations
of a complex network of meanings which was
co-constructed by the learners. The processes of
co-construction were shaped by a story that they
had heard. The guidance provided by the teacher
enabled them to participate in the discourse

and negotiate meanings and the linguistic and
sociocultural repertoire of each group member.
In other words, the learners’ participation in the
meaning making process shaped and was shaped
by the group’s collective effort to make sense

of a task, the real world as well as the fantastic
world of the fairy story. Each contribution from
the learner was a strategic move made in the
emerging discourse in response to what he or she
perceived as meaningful at that particular point
in the discourse. It was bound up with learning
the culture of that speech community, learning
the way the language is used and for what pur-
pose, and learning how to become a full partici-
pating member of that speech community (Lave
& Wenger, 1991). My presentation will conclude
by pointing out that understanding the meaning
making processes in which learners are engaged,
the cultural tools that mediate these processes,
and the appropriation of such tools by learners in
the participative process will help us to appreci-
ate the importance of classroom discourse as a
semiotic resource for EFL learning.
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Re we failing our language learners? It’s
A an unpleasant question, but one that

has to be asked. What happens to all the
energy and interest so typically seen at the start of
students’ English education? How does this result
in such disillusionment and underachievement
for so many learners in East Asia? Over the past
several years, I've been conducting interviews
with a cross-section of students between 18 and
23 from Japan, South Korea, and Taiwan. The aim
has been to pnd out how their journey with Eng-
lish started, where it led, and how their language
learning experience has affected them.
What | have found is a surprisingly
uniform picture.

perception, responsibility

Learner experiences at
secondary level

In Japan, 19-year-old Yui is perhaps

a typical example. English classes were
like a lullaby for me, he explained. His
memory of junior high school is of
listening to his teacher reading aloud,
slowly and incomprehensibly, pas-
sage after passage from an old textbook. Another
interviewee from Japan, Motomasa, complained
that the teacher made the class repeat vocabulary
items, endlessly. Again and again, we had to say ap-
ple, orange, things like that, for about thirty minutes.

Song-Ae, a 19-year-old student from South Ko-
rea, commented that while her primary English
classes were fun, at middle school she simply had
to memorise, and be tested on long, complex texts
about things she couldn’t relate to. From Taiwan,

LOOKING IN

CHALLENGING

ASSUMPTIONS

Ling Chung was typical in saying that she never
spoke a word of English at high school, partly
because the teacher never asked anyone to speak,
and partly because to do so meant raising her
hand and standing up in front of a class of forty-
pve students.

Other comments from interviewees echo these
experiences; We only studied grammar and vocabu-
lary at high school, I never spoke at all in my class.
None of us did. Towards the end of high schooal,
it seems many students did nothing but exam
practice. We just studied English to pass the univer-
sity exam.

Small wonder that students become disillu-
sioned. The system has failed them. We study a
long time but feel ashamed that we can’t speak, says
Motomasa.

Learner experiences at tertiary level

But, what of students’ experience of English at
college and university? In fact, many students
said that their enjoyment of English improved
at university. This was attributed
to factors such as greater resources,
improved teaching, and increased
access to native English-speaking
teachers. Pair and group work, and
even roleplay—unheard of at high
school—were fairly widespread and
much appreciated. Content-based
teaching at college and university,
where practised, was also popular.

However, even in higher education,
students complained of uninspiring,
old-fashioned textbooks. The textbook
topics were sometimes really strange, commented
Tzu-Hsin, from Taiwan. In many cases, coverage
was superpcial and clich@d, along the lines of Ital-
ians like to eat pasta. Traditional teaching practices
again left limited opportunity to speak in class.
Weaker students often resigned themselves to
low-level practice of the same language they had
been repeating for years at high school. Again, the
spectre of exam practice overshadowed students,
with many restricted to studying for TOEFL or
TOEIC.
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Do native teachers make a difference?

One interesting perception among interviewees
was their view of native English-speaking teach-
ers. Most students interviewed had been taught
by native speakers at some stage. There is no
doubt that students liked to be taught by native
speakers because typically this would involve
more speaking, and students liked to listen to na-
tive-speaker accents. However, there were many
complaints of poorly trained and unqualiped na-
tive teachers. Sometimes we thought we were wasting
our time (Ling Chung, Taiwan). Many comment-
ed, I used to do my homework in my English class.

Students were quickly able to identify teach-
ers who were adequately trained from those that
were unqualiped. They pointed out that native
teachers who showed little knowledge of the lan-
guage or had few teaching skills found it difpcult
to maintain students’ motivation, or keep order
in class.

The overriding view was that native English
teachers were welcome as long as they were
trained and able to teach. Even then, this did not
guarantee success. One Japanese student com-
mented his private high school had a high pro-
portion of native English-speaking teachers with
a military background. Their macho and rather
intimidating behaviour actually made students
less forthcoming than with their Japanese English
teachers!

Many students valued the fact that non-native
teachers were able to help with specipc language
difpculties. They can explain the meaning of words
easily was a common observation. Students ap-
preciate non-native teachers for their better un-
derstanding of the language problems they face.
If a Korean teacher can teach us well, with interesting
books, then it would be better to have a Korean teacher
not a native English teacher. Non-native teachers
were considered better-trained on the whole than
native teachers. As one interviewee, Wen Chung,
commented, Taiwanese English teachers know how to
teach. The general consensus seemed to be that a
mixture of native teachers and non-native teach-
ers was best, and to have a non-native teacher
was always preferable to a poorly-trained native
teacher.

What students say they want

Students were clear that class time is valuable to
them. They were keen to use this time as fruit-
fully as possible. They complained that there was
too much focus on vocabulary and grammar. We
can improve our vocabulary and grammar ourselves.

There are a lot of good textbooks for self-study. In
class, students want authentic practice in speak-
ing and listening, up-to-date materials, stimu-
lating topics that reyect their lives, and more
opportunity to talk about things that interest
them. Interviewees stressed they wanted to learn.
Even if itls a difpcult text, we are happy to read using
a dictionary and the Internet.

Students taking responsibility

Students from Japan, South Korea, and Taiwan
are aware their mindset can sometimes hold them
back. They often commented they were shy of
speaking their minds in class, and were wor-

ried about making mistakes. Japanese are shy and
very slow thinking. But many went on to add that
young people today are changing, and becom-
ing less shy:. If the teacher is friendly, students will
respond.

Teachers taking responsibility

There are signs that teachers are changing, too.
As younger, better-trained teachers emerge, using
more modern methodology, interviewees speak
of more interaction in class. Those with friends
or family in high school and college conprm this.
Educators who keep informed, engage in profes-
sional development, and attend conferences like
JALT, are well-placed to continue pushing reform
forward by encouraging more teachers to break
out of their comfort zone. We need to see less
emphasis on teaching for exams, more dynamic
teaching practices, and more investment in re-
sources, teacher-training, and curriculum devel-
opment so we can meet students’ needs.

Conclusion

This study is the result of over 200 low-key, infor-
mal interviews over several years with Japanese,
South Korean, and Taiwanese students studying
at language school or college in the UK. | have
simply tried to gather a snapshot of experiences,
with students talking openly and honestly from
the heart. | have not taken a scientipc or quantita-
tive approach here. However, | expect that much
of what learners have said may resonate with
you.

We know change is needed. We can all do
something. The fact is, unless we accept this re-
sponsibility we are no better than parasites mak-
ing careers out of a system that, despite modest
improvements, is still failing our students.
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HE pURPOSE Of this article is to examine
I common approaches to teaching reading to
second and foreign language (FL) learners. |
begin with a brief discussion of the nature of read-
ing and how we learn to read. | then provide an
overview of four approaches to teach-
ing reading to FL learners and discuss
their strengths and weaknesses.

The nature of reading

Models and depnitions of reading are
thick on the ground. From a cogni-
tive point of view, my depnition that
works well for FL reading teaching is
this:

z
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ASSUMPTIONS

Reading is a number of interactive

processes involving the reader and the text.
Readers use their knowledge of the world, the
topic, the language, to interact with the text to
create, construct, or build meaning.

CHALLENGING

I pnd this depnition useful because it applies
to both prst language (L1) and FL contexts. It is
important to note that this depnition claims that
readers create meaning. Of course there are texts
that allow for only a single or literal meaning,
such as: Sachiko was born in 1975.

Reading can also be looked at from an affective
point of view. For example, | like to think of read-
ing as fun. And reading is also magic. It can take
us to the most incredible places. Without leaving
our chairs, we can travel to different countries
and experience different cultures.

Let’s now look at how we learn to read. Like
models and depnitions, there are numerous ac-
counts or explanations for the process of learning
to read. One that | like is relatively
simple but, at the same time, has
major implications to the teaching of
FL reading: We learn to read by reading.
Further, the more reading our students
do, the better readers they become.

Approaches to teaching FL
reading

The three most widely used approach-
es to teaching FL reading are grammar
translation, comprehension questions and
language analysis, and skills and strategies. These
three are often categorized as intensive reading.
Letls look brieyy at each of these three intensive
reading approaches.
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Grammar translation

Grammar translation needs little explanation

for teachers and learners of English in Japan

and many other Asian countries. In countries
where English is taught as a foreign language (in
contrast to countries where English is taught as a
second language), the oral use of English (listen-
ing and speaking skills) may not be as important
as a reading knowledge of English. In such cases,
teaching English and teaching the reading of
English is often the same thing. As a means of
studying English, students may be taught to read
texts written in English by translating them into
the studentsi prst language.

A grammar-translation approach to the teach-
ing of FL reading often takes the following form
in the classroom: The teacher reads aloud a short
passage in English while the students follow
along in their textbooks. The teacher then reads
the passage sentence by sentence, and the stu-
dents read each sentence aloud after the teacher.
This is followed by an oral word-by-word, sen-
tence-by-sentence translation by students. Mean-
ing is taken at the sentence level, with less atten-
tion paid to the meaning of the text as a whole.
Meaning is also constructed via the studentsi prst
language, not directly from English.

Comprehension questions and language
analysis

This approach centers on a textbook containing
short passages that demonstrate the use of for-
eign-language words or points of grammar. These
texts, short enough to encourage students to read
them word-by-word, are followed by comprehen-
sion questions and exercises.

In class, the teacher introduces the text to be
read, and usually pre-teaches any new vocabulary.
The text is then assigned for reading as homework,
together with the comprehension questions from
the textbook. In the next class, students read the
text out loud, with the teacher correcting pronunci-
ation mistakes. This is followed by students being
called on to answer the comprehension questions.
Various grammar and vocabulary exercises from
the textbook are worked through. The purpose of
using language exercises and texts that exemplify
points of language is, like grammar-translation, the
teaching of the foreign language. The purpose of
the comprehension questions, the heart of this ap-
proach, is, however, less clear. It could be to check
the students’ understanding of the text, to facilitate
learning, or to make sure that the learners have
read the assignment.

It is common for grammar translation and com-
prehension questions and language analysis to be
combined in the teaching of FL reading.

Skills and strategies

This approach focuses on the skills exhibited

by yuent readers, and the strategies that read-

ers use to comprehend a text. Generally, a skills
and strategies reading lesson begins with the
teacher preparing her students to read a one or
two-page passage from a textbook by providing
any knowledge that they might need to under-
stand the reading passage. This often involves
pre-teaching certain vocabulary items that appear
in the reading passage. Students then read the
passage silently at their own speed while keeping
in mind two or three while-reading questions, the
answers to which they will pnd in the passage.
After reading, the students share their answers to
these questions, perhaps in pairs or small groups.
Students then complete various tasks or exer-
cises that require them to demonstrate a global
comprehension of the passage and their grasp of
particular reading skills or strategies (e.g., pnding
the main idea, making inferences).

Extensive reading

The fourth approach is extensive reading (ER).
This is often seen as more than an approach to FL
reading instruction but as an approach to the teach-
ing and learning of language that involves students
in reading large quantities of easy and interesting
material in the FL. The goal is to improve stu-
dentsi overall FL propciency and their attitudes
toward FL and motivation for learning. ER can be
blended into any FL course and program, regard-
less of the focus or methodology.

One of the major characteristics of ER is that
students select their own reading material. Al-
lowing learners to select what they want to read
is the key to ER and is based on the view, men-
tioned previously, that we learn to read by read-
ing. Students are more likely to read material in
which they are interested.

Another feature of ER is that learners read easy
books—books and other material that are well
within their reading competence. Not everyone
agrees with using easy materials. Many teachers
believe that learners must read difpcult texts; they
also believe that learners need to be challenged
when learning to read. Perhaps they think that
reading difpcult texts somehow gets them used to
reading materials written for L1 reading.
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This is a mistake. It confuses the means with the
end. That is, our goal in teaching learners to read
is to have them read literature that is written for
native readers. But we should not start with that
goal! We need to start with books and material
especially written for beginning and intermedi-
ate levels of reading ability. Learners have to read
texts they pnd easy and enjoyable to facilitate the
learning process.

A brief critique

Intensive reading approaches have major draw-
backs. A grammar-translation approach does not
allow students to create meaning in English. It
requires the students to translate the text word-
for-word. This is not reading; it is translating.
The comprehension question-based approach
confounds the teaching of the FL with the teach-
ing of reading. In neither of these two approaches
do learners do enough of the one thing they need
to do to learn to read: reading.

A skills and strategy approach is really appro-
priate for students who can already read. Before
we can teach FL students reading skills and strat-
egies, we must help them become readers in the
FL. Also, like the other two intensive approaches,
it does not allow students to read, read, and read
some more.

Extensive reading, in contrast, does provide op-
portunities for learners to engage in reading. It is
the only approach that offers learners the poten-
tial for learning to read and enjoying FL reading.
So if your goal is to have your students learn to
read, then consider an ER approach.
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OLFERS, FISHERMEN, and nurses have it easy.

When the green is hidden by sand traps,

when that 20 kilogram tuna swims away
with the bait, when the clinic is full of coughs and
snifyese inspiration, afprmation, and insight

for the ELT soul

are only an Amazon click away—in the guise of
Chicken Soup for the Soul. Now everyone, from
pet lovers to prisoners, can savor the comforting
broth of stories to open the heart and rekindle the
spirit.

Well, almost everyone. What about the humble
ELT professional, putting in countless classroom
hours of PPP, searching endlessly for that perfect
listening text, struggling stoically to get students
into pairs? Where do we pnd inspiration when
Keiko clams up, when Chiho chatters on her
keitai, when Hiroshi’s head hits the desk in silent
slumber? We need our very own Chicken Soup to
afprm, justify, to motivate the ELT soul. But weire
busy people, planning lessons, making handouts,
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judging speech contests. We want our Chicken
Soup in bite-sized, daily doses, like those on the
note-pad sized page-a-day calendars offering a
daily thought, curious quote or useless fact.

So, letls imagine we could pnd our very own
inspirational ELT Page-a-Day calendar. What
would its daily offering be? A tricky grammar
point clearly explained? A classroom manage-
ment tip to tame that class of 50 1st-years? A
provocative proverb that shines a new light on
our well-worn ways?

Here’s a week’s worth of pages from my
Chicken Soup for the ELT Soul calendar:

Monday: The turtle progresses only when
sticking his neck out

Most of us have taught classes in which the
students were, for lots of reasons (unpleasant
past experience, lack of conpdence, enculturated
classroom passivity), reticent to speak in class. It’s
that old, familiar, overdeveloped affective plter
that Krashen (1981) warned us about.

The problem is that if students are unwilling to
take risks, to stick their necks out and share expe-
riences, express opinions, volunteer to answer
questions, then the classroom ends up becoming
a dull, low-energy place. I'm therefore deter-
mined to do whatever it takes to foster a comfort-
able, supportive, risk-taking atmosphere. This
means lots of get-to-know-you activities early on,
even if that involves waiting a week or two to
open the textbook. To me it’s time well spent, as
the alternative can make for a very long semes-
ter. So | start off with an armful of fun, doable
ice-breakers to get students feeling comfortable
enough to stick their necks out. That helps them
and it helps me.

Tuesday: Success waits at the crossroads
of preparation and opportunity

I expect students to be on-task for a major chunk
of lesson time. But there are times in every lesson
when other class business takes place, like at the
beginning and end of the lesson dealing with late-
comers and absences, or in the middle of the les-
son transitioning between tasks or when students
need to pnd a partner for an activity.

These are all opportunities to expand the use of
English in class and thereby turn our classroom
into a more natural English Zone. Now, don’t get
me wrong, I’m not hung-up about a little Japa-
nese in class. But as long as we’re in an English
lesson, why not function as much as possible in

English. Experience tells me that’s what the stu-
dents want too. And to make sure that happens, |
prepare the students with the language they need
for all the stuff that normally goes on in a les-
son—on and off-task. They feel empowered. And
| feel I've given them the opportunity to work in
a more productive English Zone.

Wednesday: A little planning goes a long
way

It’s happened to me too often in class. We do a
warm-up, | introduce the topic (travel, shopping,
work and jobs, whatever), | write a few things on
the board, | get the students into pairs, I tell them
to talk to your partner about..., | say OK, go! and
then | stand there for a few minutes listening to...
the sounds of silence.

Teacher Training 101 taught us the basics of
instructional planning: how to plan courses, plan
units, and plan lessons. Fine, but here I’'m talking
about planning from the learners side of things—
language planning. Yes, | know it may seem
weird to suggest students should plan their con-
versation. After all, conversations in real life are
not normally planned, they just happen, right?

Well, yes and no. First of all, if we thought
about it, we’d realize how much internal re-
hearsal we all do in the throes of oral interaction.
And we also need to recognize that the classroom
is not real life. It’s a bridge between the socio-
linguistic demands of real life interaction, and
the students’ developing L2 competence. And as
such, an element of imposed scaffolding, even for
seemingly natural conversation, is a useful part of
the learning process. There’s also research (Foster,
1996) supporting the notion that a little structured
planning time preceding oral tasks can go a long
way to develop Yuency, grammatical complex-
ity, and range of vocabulary. That’s what I like, a
small investment with a big pay-off.

Thursday: A man is known by the
company he keeps

OK, maybe this isn’t really true for people. But
according to language corpus researchers, it is
certainly true for words. Corpora (large collec-
tions of naturally occurring texts), aside from giv-
ing us useful data about the frequency of words
used in daily life, also tell us a lot about common
collocations, or word combinations.

Nowy, it turns out that English is full of colloca-
tions (bright idea; heavy rain; make a point; take a
breath), which not only make speech more precise,
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but also more natural and yuent. In fact, many
vocabulary experts say that native speakers’
collocational competence is what mainly distin-
guishes them from non-yuent language learners.
The idea is that language basically consists of
prefabricated chunks of lexis, with collocation be-
ing a key ingredient of these chunks (Hill, 1999).
It follows that collocations (or lexical chunks)

are the key to yuency. Actually, it makes sense.
Native speakers have a large fund of ready-made,
easily-accessible, chunks of language in their
mental lexicon, so they can speak (and write)
more Yuently. | like that idea, and so, | try to
come up with vocabulary activities that focus on
the company words keep.

Friday: It takes two to tango

Although the bodies hip-hopping in their own
private acrobatic space in trendy clubs might
persuade us otherwise, dance tends to be a social,
interactive activity. Partners move in sync to a
shared rhythm, respond gracefully to each other’s
leads, quickly repair any lapses in timing or
direction, and (usually) manage to avoid stepping
on each other’s toes.

That’s a bit like conversation, which also in-
volves a lot of mutual to and fro. And in order for
the interaction to proceed smoothly, the partici-
pants often employ strategies to manage the com-
municative yow, for example opening and closing
conversations, introducing new topics, indicating
understanding, seeking claripcation, returning
a question, or softening a reply. In short, partici-
pants use techniques to keep the conversation
from getting stuck or breaking down.

We all do this conversation management dance
without much thought in our own language, and
so do our students. The tricky bit is doing itin a
foreign language, when the steps are not always
the same and the real-time linguistic demands
can be daunting. | therefore introduce my stu-
dents to simple strategies they can use in their
conversation practice. To my mind, this empow-
ers students with more awareness of the social
and linguistic conventions of conversation. In
turn, they can see their own communicative skills
develop along with their increasing command of
grammar and vocabulary. That means they begin
to see themselves as effective, conpdent commu-
nicators in our Eigo tango.

So, that’s this week’s worth of Chicken Soup
Page-a-Day sustenance. | readily admit they
are mostly after the fact justipcations for what |
already do in the classroom. However, | pgure itls

never a bad thing to pnd pithy proverbial support
for one’s pedagogic practice. Speaking of which,

I need to start thinking about the daily menu for
the rest of the semester. Any ideas?
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Why don’t my students enjoy
working in pairs and groups?

Leo Jones
Freelance writer

Sponsored by Cambridge University Press

Keywords: fluency, speaking, advice, tips

Why do we have to work in pairs and
groups?
Do these students’ remarks sound familiar?

| feel scared and stressed when | have to speak Eng-
lish.

| feel stupid talking English. I make mistakes and
don’t know enough vocabulary.

| feel embarrassed speaking bad English.

I don’t want to listen to other students talking bad
English because I’ll learn their mistakes.

My teachers speak wonderful English. | want to
learn from them.

I can’t talk English until when my English is much
better.

Talking English is too difpcult.

| can’t think of anything interesting to say in a
discussion.

There are too many students in the class for pair
work. My teacher can’t listen to all of us.

If they do strike a chord, I’d like to share with
you some thoughts and ideas on making the most
of pair and group work.

To begin with, we
CHALLENGING can't assume that stu-
dents will enjoy pair and
group work, especially if
they’ve had bad experi-
€nces in previous courses.
Sometimes there can be
so much resistance from
students that we spend
less and less time on pair
and group work, prefer-
ASSUMPTIONS ring to focus on less con-
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troversial activities like listening and reading—or
even grammatr.

For speaking practice, we may favor whole-
class discussions. But, even in a small class, dur-
ing whole-class discussions:

= Only the brave, self-conpdent ones dare to
speak.

= Shy students say nothing (which they may
prefer).

= Students with no strong opinions, or interest-
ing experiences to share, keep quiet.

= Some students are afraid the others will laugh
at them if they make mistakes—and so say
nothing.

= Most students are unwilling to expose them-
selves by saying anything personal in public—
and so say nothing.

In a whole-class discussion, most students are
silent most of the time—and have no chance to
improve their conversation skills.

You do know enough. You can talk in
English!

The prst step is to persuade students to talk in
English during pair work when they’re unsuper-
vised. In a large class, we can’t monitor everyone,
so students on the other side of the room (or in
the middle of a row) can talk Japanese if they
want to, switching to English when we get closer.
We may need to persuade students that speaking
in English all the time in an English class is essen-
tial. But some students may not have the courage
at prst.

How can we encourage everyone to speak in
English in pairs and groups? Here are some ideas:
= Some students may need a lot of guiding, coax-

ing, supporting, encouraging, and praising.
= Discuss with the class why pair and group

work is necessary.

= Persuade everyone that mistakes don’t matter
for the moment. What'’s important is talking in
English.

e Try it in English, and I’ll help you to improve.
Careful, sympathetic monitoring helps each
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group feel that you're helping them. Positive
feedback helps everyone feel they’re making
some progress—but they shouldn’t expect to
make giant strides in a few weeks!

= At prst, we need to start with small steps, short
tasks, and simple discussions. It’s unreasonable
to expect students to talk in English for too
long at prst. Even a whole minute of English
conversation may be stressful for students who
are unused to pair or group work.

< Repeat after me. Choral repetition may seem
childish, but a few moments having students
repeat useful expressions and conversational
gambits in chorus can work wonders. Stu-
dents need time to get their tongues round
new expressions, and doing this in chorus is a
non-stressful way of helping them. It also gives
everyone a chance to practice the appropriate
intonation and tone of voice.

e Pairs of three can help if students are tongue-
tied or have little to say. Even if the book says
Pair work, there may be fewer embarrassing
silences in a group of three. Pairs of three are
also more likely to talk in English than Japa-
nese.

= Separate persistent Japanese speakers and put
them with different partners. (This may in-
volve separating best friends, but never mind.)

= Impose an English only rule. (Maybe you can
pne students who talk in Japanesefand spend
the proceeds on a class party at the end of the
semester!)

= If all else fails, model dialogues can help.
A short dialogue of about four turns can be
learned, then practiced, and then acted out
in pairs. And then the model dialogue can
become the starting point or springboard for
spontaneous conversation.

Use your imagination! Take risks!

So, we’ve persuaded students to talk in English in
pair and group work. The next step is encourag-
ing students to experiment with English, and to
become more conpdent. This may not be straight-
forward, however.

In this example, pairs of students are looking at
some photos showing people doing scary things.
The task is to talk about the pictures and decide
how the people are feeling. How do we get stu-
dents to progress from conversations like this:

A. Photo number one. The woman, how she feel?
B. Idon’t know.

A. Maybe she fright?

B. ?

A. Maybe she fright doing this?
B. Yes, maybe.

A. Photo number two...

and encourage them to attempt conversations
more like this (though still with grammatical er-
rors and more hesitation):

A. Letds look at the prst photo. How does the woman
feel, do you think?

B. I’'m not sure but I guess she’s a bit scared. It looks
like, you know, a scary situation.

A. But she’s laughing. | think she’s having a lot of
fun.

B. Well, you could be right. But... er... but maybe
she’s just pretending not to be scared.

A. How do you mean?

B. I mean...er... she doesn’t want the others to know
she’s scared.

A. Ohright! Yes, | see what you mean. How would
you feel in that situation?

B. Me? Oh, Id be quite excited. I’ve always wanted
to try that. How about you?

A, Well, ...

A tall order, for sure! But here are some ideas
which may help:
= Brainstorming vocabulary beforehand and
writing up useful phrases on the board can
help students to feel ready for a discussion.

= Demonstrate or model a possible conversa-
tion while the class listens. Choose one of your
more conpdent students to be your partner
as you begin the conversation—but don’t go
too far in case you discourage students from
using their own ideas as their conversations
continue.

= Ask everyone to be quiet for a few moments
before they start talking to each other, taking
time to reyect and plan what to say before they
speak—maybe making some brief notes to help
them remember their ideas.

= After a discussion in pairs, form pairs of pairs
and ask everyone to share what they discussed
previously, and then continue the discussion in
groups of four. (For this to work there needs to
be an even number of pairs to start with.)

= If the pairs and groups are feeling isolated,
continue the discussion as a whole class for a
few minutes at the end, asking some volun-
teers to report on what they talked about.

= Encourage students to share personal experi-
ences and ideas, using questions like: Have you
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ever...? How would you feel? What did you do?
What do you enjoy about...? Have you tried...?
and so on. A puzzle that’s worded like this: A
man wants to get across a river... How can he do
this without...? is much less effective than one
worded like this: You and your partner want to
get across a river... How can you do this with-
out...?

= Encourage students to ask each other follow-
up questions: Why do you think so? How do you
mean? Can you explain, please? Can you give me
an example? What did you do? What did you say?
How did you feel? and so on.

= Make sure students have at their disposal the
kinds of emotional expressions that help them
to express their feelings in English. Expressions
like Wow! That’s a great idea! Brilliant! Absolute-
ly! Really? That’s interesting! and Fantastic! are
essential if students are to feel fully involved in
a discussion. (Choral repetition of these expres-
sions is necessary for students to be able to
invest them with the right tone of voice and for
them to be able to say them automatically.)

= Rearranging the class regularly helps students
not to get stale by always talking to the same
people. Different ideas from new partners help
to stimulate students—there’s more to discov-
er, more to ask, and more to say.

Don’t take it too seriously! Have fun!

We want our students to use English, not only in
discussions, but also to share experiences, narrate
stories, and even tell jokes. Using English to solve
problems is a particularly rewarding experience,
but not if the tasks are too serious or too difpcult.

A professor told me recently that she wanted
her students to give short presentations to the
rest of the class. She gave them plenty of time to
prepare this in pairs—but everyone did it in their
own language, and then gave the presentation
in English. I’'m sure this was because the task
seemed important and complex, and everyone
wanted to do their best (and not risk losing face
in public). It was easier and more efpcient to pre-
pare the presentation in their own language.

The key is to give students achievable tasks—
tasks that they can, with a little effort, manage to
complete. A light-hearted, not-too-serious ap-
proach works best. This puzzle-solving activity is
a good example:

Work in pairs. What are the next two numbers or let-
ters in each sequence?

31283130
OTTFFSS ____
YYHLYEY

When faced with these puzzles students may
do one of four things:

1. Think about them alone, in silence, then
share their answers with their partner.

2. Say nothing, feeling bewildered or frustrated,
and wait to be told the correct answers.

Discuss them in Japanese.

Discuss and brainstorm ideas in English,
maybe consulting another pair to compare
ideas—the preferred approach, of course!

But how can we stop students doing numbers
1, 2 or 3? (Incidentally, I've often tried this activity
with groups of teachers and some of them have
done 1, 2 or 3—Why?) Here are some ideas:

= Reassure everyone that getting the answers
right isn’t as important as talking in English.

= Explain that the purpose of the activity is to give
everyone a chance to use their English. They’ll
be using English to communicate with each
other as they try to solve the problems together,
and as they say numbers and letters aloud.

= Ask everyone to take their time—there are no
prizes for the prst to pnish. Some people like to
pnish a task quickly and feel frustrated if time
is up before theyive pnished. But itis actually
better to be still talking when time is up than
be sitting in silence waiting for slower groups
to stop talking. Before an activity we may need
to remind students: Take your time with these
questions. It’s not a race—it’s a chance to practice
talking English together.

< Tell the class how long they have for the task.
When students know how long they have for
a discussion they can deal with each question
more thoroughly. If not, they’ll probably try
to pnish quickly, and their discussion will be
superpcial, and unrewarding.

Exercises can be done in pairs too! Crossword
puzzles, vocabulary exercises, and grammar
exercises can be treated as problem-solving tasks.
Working together on an exercise is an excellent
way for students to use English together in a
natural way. And don’t forget the value of having
students comparing and discussing answers in
pairs (in English!) after a listening exercise or a
reading exercise.

> w
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You are making progress! I'll help you to
improve!
Students are often unaware that their English is

improving, particularly if the tasks they do are
graded and get progressively harder.

We can help students to appreciate their
progress in various ways:

= If we always spend some time after each
activity, giving students feedback on their
performance, we can help students to benept
from the monitoring we’ve done. Pointing out
mistakes and recommending conversation
techniques help them to move forward and to
appreciate that pair and group work isn’t just
fun but a serious technique.

= Make notes for feedback in a notebook, not
on scrap paper. This shows everyone that we
take monitoring very seriously. It also leaves us
with a permanent record of previous lessons.

= Encourage questions during the feedback ses-
sion. Questions arising from what they’ve just
done are a valuable way of helping students to
acquire new knowledge, or overcome doubts
and worries.

= Inalarge class, it’s not feasible to monitor
every pair in every lesson. If we’ve neglected
students in one lesson, we need to make sure
we monitor them in the next lesson, or the one
after that. Students who were inaccessible in
the middle of a row should move to more ac-
cessible places in the next lesson.

= Doing an activity again, after feedback, can
sometimes help students to feel immediate
progress. First time: not so good. Second time:
better!

You have four minutes for this!

Students must always know how long they
have for every activity, be it discussion, problem
solving or doing an exercise. (Not always four
minutes, of course—different activities need less
or more time.) Group work takes more time than
pair work. And if we’re giving students time to
reyect before they begin talking, the time starts
after that.

Successful, interesting discussions can only
happen when students know they have plenty of
time. Open-ended activities are particularly inef-
fective in a large class. Groups who pnish quickly
will get bored waiting for slower groups to pnish.
Slower groups (who are having a lively discus-
sion) will resent being interrupted in mid-discus-

sion. Most students will opt for a short, quick
discussion so as to pnish all the steps.

But time-limited discussions work well be-
cause students can pace themselves, dealing with
each question or section thoroughly. Having set
a time limit, we need to keep track of the time
with a timer—all cell phones have one, or use a
stopwatch. And it’s helpful to say: Another half
minute to warn everyone that time is nearly up.
We should of course be yexible! If the activity
is going really well say: Do you need a bit longer?
Yes? OK, another minute then. Or if it’s not going
well: Do you need longer? No? OK, let’s stop in half
a minute from now. A loud signal may be needed
in a large class to make ourselves heard if every-
one is engrossed in their discussion! A little bell
maybe?

Leo Jones is the author

of numerous well-known
and popular texts, and a
well-respected member

of the ELT community.
Formerly a teacher, he is
now a freelance writer and
teacher-trainer, and lives in
| Bournemouth on the south
| coast of England. Among

| his best-known books (all

" published by Cambridge
University Press) are Functions of American Eng-
lish, Great Ideas, and Let’s Talk. New editions of
Let’s Talk 1, 2, and 3 have just been published. The
Student-centered Classroom, a little book of practi-
cal advice and teaching tips, is also out this fall.
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Rethinking activities to
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HAT A surprise. This year’s conference
W theme, Challenging Assumptions and the

posted question, At the core and micro
level, how does learning occur? pt right in with work
we’ve been doing over the past several years:
developing a new speaking series based on brain
studies and recent theories of learning. We’d like
to explain why.

A window to the brain

Although language teaching has been informed
by education, psychology, sociology, and com-
munication, historically it has been dominated by
linguistics. For hundreds of years, from parsing to
corpus studies, we’ve focused on how language
works. Only recently, has the focus shifted from
language to how language learning occurs—-and
for a good reason. Whereas language has been
easy to study, learning—since it happens inside
the brain—hasn’t. Now, all that is changing.

Recent technological advances have made it
possible for the prst time

CHALLENCING to see inside the brain.
We can now, for example,
even observe neurons in
the process of learning.
Such discoveries on the
micro level are being bol-
stered by pndings on the
macro level: theories that
redepne intelligence as
coming in multiple forms

1NO ONIAOOT

z
O
z
X
o)
o)
3

ASSUMPTIONS

(Gardner, 1983), memory as a part of emotional
system (Goleman, 1995, p. 21), and communi-
cative competence as a product of mindfulness
(Gudykunst, 1995, p. 16).

Our understanding of learning is growing by
leaps and bounds. Why then, is the way we teach
so slow in following suit? As Knowles (1990)
points out, our standard educational pedagogy
has not changed much since the 11th century
when it was developed to train monastic scribes.
Teachers still deliver and students still memo-
rize. However, in concordance with the burst of
research on the brain, a growing movement called
brain-compatible teaching (Jensen, 2000) offers
insights on why such ineffective teaching must be
overturned. Let’s look at four such insights and
consider their implications for language class-
rooms.

The brain is not shaped like a grammar
syllabus

It is now apparent that the brain does not organ-
ize language the same way it has been tradition-
ally organized in textbooks. Nor is the brain very
good at learning things it has no real and imme-
diate use for. We don’t learn language and then
wait for a chance to use it any more than we pick
up a pen and wait for something to write. Such
educational banking makes no sense. Unless the
need for language is there prst, its acquisition will
be hard and shallow. Additionally, how language
is presented has an enormous effect. There is
evidence that the brain is better at processing
music and stories than information presented

in other formats (Jensen, 2000). This might be
because music and stories activate several areas
of the brain concurrently, making learning deeper
and more active. All this suggests that language
learning needs to be organized around needed
language presented in ways that encourage deep
processing.

Active learners learn more

The human brain is a multiprocessor. Most
times, various parts of the brain are doing differ-
ent things, but when we get the parts working
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together learning occurs at deeper levels. This
suggests that language acquisition and retention
are directly related to how much of the brain is
used to process it. Deep processing leads to deep
learning, causing thousands of new connections
to form across the brain. These channels of con-
nections occur when we experience multi-sensory
input, when we have to pgure out rather than be
told things, and when we use what we learn. The
widely used learning pyramid (Wood, 2004) sug-
gests this very phenomenon.

Lectures 5%

Reading....10%

Audio-visual . ... 20%

Demonstration.....

Discussion Group ......

Practice by doing...........

Teach Others/lmmediate Use ......

Figure 1. The learning pyramid

In fact, recent research on neuroplasticity has
shown that the shape of our brains changes all the
time, mainly through focused cognitive actions.
Another pnding is that new neural growth does
not happen from stimulation alone; it requires at-
tentiveness as well (Begley, 2007). In other words,
being passive deters learning while being active
incites it. The aim of teaching, then, should be
simple—to make learning as active as possible.

Language proficiency is only a small part
of communicative competence

For language learning, however, the pyramid is
a bit off. Talking to someone is a hugely active
endeavor. We readily acknowledge the thinking
involved in other language skills, but underes-
timate how much thinking speaking actually
requires. Even mindless chatter is highly cognitive.
Verbal interaction requires total engagement. We
watch, listen, gesture, and monitor our partner’s
eyes and facial expressions while monitoring our
own, construe meaning, check belief, establish
credibility, synthesize our next utterance, mirror,

time non-verbal signals, adjust register, calculate
personal closeness, sift through related informa-
tion in memory, and so on and so on.

Although native speakers share huge areas of
verbal and non-verbal code, non-native speakers
don’t, and therefore must consciously think about
every aspect of an interaction. Gudykunst (1995)
calls this high level of cognitive activity mind-
fulness and claims it’s more than just a crucial
part of communicative competence: it’s critical
thought that expedites learning when consciously
monitored. Critical thinking, once mistakenly
limited to the domain of written language, is now
understood to be of vast importance to spoken in-
teraction as well. Therefore, it seems obvious that
we must work to integrate critical thinking into
speaking classes to help learners actively monitor
their cognitive processes.

Language is an instinct-an instinct of
survival

Language, our amazing ability “to shape events
in each other’s brains with exquisite precision”
(Pinker, 1994, p. 1) developed for the same reason
our brains evolved—it gave us an evolutionary
advantage. We’re built to remember whatever
helps us survive and forget the rest. A huge
range of natural language interactions helps us
adapt, grow, and so survive and thus are readily
learned and internalized. The majority of text-
book activities and dialogs, however, serve no
such purpose and so are just as readily forgotten.
Having students work through a dialogue about
Jack at some distant post ofpce is the hard way
to garner retention. For language to be acquired
and retained it must be more than just compre-
hensible. It must be meaningful, relevant, and
needed. We even know why. Brain studies have
shown that our emotional system not only regu-
lates memory, but also that these two parts of the
brain overlap. The amygdala, the brain’s emotion
center, measures how meaningful information is
and tags whatever’s relevant for retention. Jack
and the post ofpce will likely be tossed aside
while language that’s relevant, meaningful, and
engaging on an emotional level will more likely
be internalized and retained.

In conclusion

These four concepts all point in the same direc-
tion—we need to develop brain compatible
teaching practices and materials which focus
less on language and more on how people learn
languages. As we do, we’ll see even more clearly
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that language cannot be separated from meaning-
ful interactions nor be effectively taught without
learners’ needs and cognitive processes centrally
in mind. Otherwise, language is not language. It
is just noise.
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HE FIELD Of second language teaching
I and learning has been creating multiple
approaches and perspectives in research
and practice. While the peld has largely been

inyuenced by the paradigm of cognitive science
(Zuengler & Miller, 2006), it has recently taken a

critical turn (Kumaravadivelu, 2006). The term
critical, however, has different interpretations.
Perhaps the most common usage is seen in the
term critical thinking. For instance, on a recently
aired Japanese TV program for learning Eng-
lish, viewers were told that critical thinking was
addressed in an ESL lesson, in which students
discussed hypothetical situations (e.g., What
would you do if your roommate borrowed your clothes
without asking?). While the skills to hypothesize,
synthesize, analyze, and evaluate indeed consti-
tute so-called critical thinking, the critical turn
mentioned above implies something quite differ-
ent. In short, critical approaches to language edu-
cation scrutinize taken-for-granted knowledge
and practices related to teaching and learning and
problematize underlying ideologies, discourses,
and power relations. By questioning social, lin-
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guistic, and institutional norms and advocating
for multiplicity of meanings and identities, they
aim to transform the status quo of power rela-
tions and create a more just society.

Critical approaches range from a focus on social
contexts and categories including gender, race,
and ethnicity (rather than an exclusive focus on
cognitive aspects of learning) to explicit critiques
of knowledge and power structures. These
critiques can be done through critical discourse
analysis, critical inquiry into language policy and
planning including linguistics imperialism, and
postfoundational approaches based on postmod-
ern, poststructuralist, and postcolonial inquiries
(see Pennycook, 2004). The postfoundational ap-
proaches to critical applied linguistics especially
question the established knowledge constructed
by positivism, enlightenment, and Eurocen-
trism which seek to discover universal truths
through scientipc investigation. Postfoundational
approaches have revealed how our views on
language and culture as well as racial, cultural,
class, and gender difference are constructed by
discourse and power (rather than existing a pri-
ori) and sought possibilities for transforming the
taken-for-granted views of the world, social and
linguistic practices, and power relations. As such,
knowledge and practices that shape our everyday
experiences are viewed inseparable from politics.

Within critical frameworks, social catego-
ries—such as gender, race, ethnicity, class, sexual
identities, culture, and language—constitute
topics of inquiry into how power and politics
inyuence the groups formed by these categories.
While issues of gender, culture, and language
have been discussed to a relatively great extent,
issues of race have been under-explored. This
tendency seems peculiar when contrasted with
other related pelds, such as education, com-
position studies, sociology, and anthropology.
However, recent publications, such as Curtis and
Romney (2006) and the 2006 TESOL Quarterly
special topic issue, Race and TESOL, demonstrate
an increased interest in issues of race in our peld.
As Kubota and Lin (2006) and others remind us,
race is a socially and discursively constructed
category rather than a biologically determined
one. In other words, there is no biological evi-
dence for racial differences; rather, racial group-
ings are produced by racialization or the process
of constructing the idea of racial difference based
on perceived phenotypes. Racism, however, does
not necessarily result from racialization. Racism
is the mechanism of including and excluding
certain racialized groups with the consequence
of domination and subordination. Racism mani-

fests itself not just as personal bigotries but also
as an institutional and epistemological process

of constructing and maintaining racial hierarchy
and inequality in social structures and discourses.
Racialization and racism are part of the legacy of
colonialism and thus are closely related to second
language teaching. This is evident when we

think of the spread and imposition of English or
Japanese under British or Japanese colonial rules.
Colonialism that created racial hierarchies still
remains as a discourse, forming people’s percep-
tions and social practices as seen in the privileged
position that White teachers have over teachers of
color in teaching English.

There are many inquiry topics that can be
explored on issues of race. Learner or teacher
identities would be one. A language classroom
is the place where teachers and learners often
experience direct or indirect cross-racial encoun-
ters through various modes of communication.

A question might be how one constructs one’s
own racialized identity or how it is constructed
by others. Another question is how ideas of race
are manifested or challenged in pedagogy, cur-
riculum, materials, and technology. For instance,
representation of a certain racialized group might
predominate teaching materials, while teachers
can challenge racist discourses through simula-
tion exercises or antiracist projects (Hammond,
2006; Taylor, 2006). From a broader point of view,
issues of race can be explored in relation to lan-
guage policies and ideologies. Language restric-
tionism or English monolingualism imposed on
Native Americans or Latino immigrants in the
United States, for example, is not just a matter

of language but also a manifestation of a racist
culture. In investigating these topics, we need to
keep in mind that in our contemporary discourse,
racial difference has been replaced with cultural
difference to a large extent. Cultural essentialism,
or a static and monolithic understanding of a cul-
ture as a homogeneous entity, ends up privileging
a particular racialized group while degrading
others (see Kubota, 1999, 2001).

There are many ways to investigate these
topics. The method could be quantitative (see
Rubin, 1992 for how racial images of the speaker
affect listeners’ comprehension of the speech) or
qualitative including interviews, ethnographic
observations, and so on. Critical discourse analy-
sis would also be a useful tool for revealing how
racism is manifested in oral and written discours-
es. In terms of theoretical framework, critical race
theory, which uses counter-storytelling to expose
experiences of racially discriminated people, can
provide insight into how racism gets perpetuated
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in everyday experiences (Delgado & Stefancic,
2001).

Learning second languages exposes learners to
diverse people with different racialized and cul-
turalized backgrounds and identities. Investigat-
ing issues of race and culture in various aspects
of everyday instructional contexts would provide
teachers and learners with critical insight into
society and humankind.
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A language class is an ideal locus for offering in-
formation on topics of signipcance to students. The
objectives of a curriculum are not limited to lin-

guistic factors alone, but also include developing
the art of critical thinking. (Brown, 2004, p. 24)

This quote highlights two fundamental class-
room issues: topics of signipcance and critical
thinking. The following article asks what exactly
are topics of signipcance? How is signipcance
depned? Who depnes it? Further, this article
addresses what is critical thinking? What would
it look like in an EFL classroom? Is it culturally
biased? Are there any adjustments we need to
make for our classrooms?
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Topics of significance

A key question here is who determines signipcance,
the teacher or the learners? Do we take a top-down
approach with the teacher introducing particular ar-
eas of interest, or do we take a bottom-up approach
with the learners bringing their topics of signip-
cance to class. This perhaps is a false dichotomy. A
better approach might be: start locally, and go globally.
Start locally with the learners’ interests.

Start locally

While writing Discussion Process and Principles
(LeBeau & Harrington, 2006), we queried 1st-year
students in pve universities to pnd out their main
interests and what they wanted to talk about.
Here is a partial list of their responses: food, cos-
metics, friends, movies, idols (celebrities), manga
(comics), and music. Not exactly topics of signip-
cance, but a learner-centered class starts locally
with the students. The challenge for the teacher is
how to go globally with these topics.

Go globally

In the end, we found that the key to creating topics
of signipcance lies not in the topic but the task.
Rather than introducing topics of signipcance to
the class, the instructor’s challenge is providing
level-appropriate tasks that give the students’ topics
a global or universal signipcance. Let us take the
prst topic on the student list, food. Turn on the TV
here in Japan at any hour of the day or night and
you are almost sure to see a program about either
eating food or preparing food. Food is next to an
obsession here. My students love to talk about their
likes and dislikes regarding food. Moreover, they
love to ask me about my culinary preferences. Now,
how can we build on this? How can we take this
beyond the small universe of this particular class’
likes and dislikes to another level of signipcance?
Suppose the students were the planning commit-
tee for an International Student Welcoming Party
(LeBeau & Harrington, 2006, p. 93). Suppose they
had to design a single menu for students from pve
continents. What criteria and considerations might
there be? Religion? Dietary restrictions of vegans?
What Japanese dishes can students pnd that meet
these criteria? Can they explain the pnal menu well
enough in English to satisfy questions from vegans,
Hindus, Muslims, and Orthodox Jews?

Critical thinking
My favorite depnition of critical thinking is: 0&to
consider that issue from various perspectives, to

look at and challenge any possible assumptions
that may underlie the issue and to explore pos-
sible alternatives” (Halvorsen, 2005, p. 1).

In summary, critical thinking includes: Con-
sidering perspectives, challenging assumptions,
and exploring alternatives. Are these things that
we do naturally? Are they human nature, or are
they learned? Is it natural for us to put aside
our perspective to consider another perspective,
especially when our wants, needs, and interests
are threatened? The value of critical thinking is
that, with practice, it grants us a second nature,
a moment of grace, that lets us consider another
party’s perspective before we entrench ourselves
into our own.

However, second nature is learned through
practice. At prst, riding a bicycle is awkward and
feels unnatural. (It is unnatural. We evolved as bi-
peds, not as bicycle peddlers!) But the gift of our
species is that something—Iike looking at another
perspectiveiithat is not our prst nature can be-
come our second nature. We can develop. We can
improve. What was once awkward is now second
nature. This, | believe, is the function of a univer-
sity education. Ideally, a university classroom is
where looking at various perspectives, challeng-
ing assumptions, and exploring alternatives are
practiced until they become second nature.

Let us move now to what this might actually
look like in the context of an EFL class. What
activities best encourage the attitudes of critical
thinking?

Debate

The best way to learn someone else’s perspective
is to argue it. The best way to learn the weakness-
es of your own position is to defend it. However,
to make debate feasible in the EFL classroom,
there are at least two challenges to overcome.
First, debate is an extremely sophisticated lan-
guage activity, even for native speakers. Second,
debate is outside the cultural experience of many
EFL students. Many Asians come from a different
rhetorical tradition. Most of my students have
never seen a real debate, let alone participated

in one. Clearly, we need a different approach to
debate for non-native speakers than for native
speakers.

In exploring new approaches, | stumbled on
a metaphor embedded in the English language.
Consider for a moment what words we use
when we talk of argumentation and debate. We
speak of constructing and building an argument.
Lawyers, of course, talk about building a case.
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Moreover, we insist that an argument must have
a concrete foundation of evidence. Upon examina-
tion, the language we use is the very language we
use for building a structure such as a house. We
metaphorically build an argument. The opinion
or resolution is the roof. The job of the speaker (or
writer) is to build a structure strong enough to
uphold this roof. The pillars upholding the roof
are the reasons; the concrete foundation of the
house is the evidence for the argument (Lubetsky;,
LeBeau, & Harrington, 2000).

In classroom debate activities, students can
draw their house on poster paper or a white board
and use it as a visual aid as they present. The use
of this metaphor turns debate, a very abstract ac-
tivity, into something concrete, something visible,
something we can point to. The house becomes
both a graphic organizer and a presentation aid.

Challenging assumptions

Carl Sagan, the renowned educator and astrono-
mer, in his pnal years taught a popular course

in critical thinking. He assembled an amusing
Baloney Detection Kit listing 20 fallacies (1995,
pp. 201-218). His Cornell university students may
have been able to digest all 20 of these, but for
most EFL students, it may be biting off a bit more
than they can chew. They need a simpler set of
tools. Critical thinking in the EFL classroom is of
a different order. We need more scaffolding.

The quality control check-list

Instead of Sagan’s Baloney Detection Kit, here is
a simpler approach, a Quality Control Check-list.
Returning again to the house metaphor, students
can examine arguments as if they were building
inspectors checking the house for construction
yaws, that is, weak pillars and cracks in the con-
crete foundation. What cracks and yaws are they
looking for? A beginner’s check-list might consist
of only two items: Is the reason or evidence true?
and Is it important?

As students become more experienced inspec-
tors, they can develop evaluation of truth to
include: not factually true, not always true, and
not necessarily true. Similarly, importance can be
divided into not relevant to the case, not signip-
cant enough to be meaningful, and not important
because it is easy to solve. The inspectors can
actually write these words on the house posters
to make the process more concrete (Lubetsky;,
LeBeau, & Harrington, 2000, pp. 64-65).

Conclusion

The discussion of global issues and other topics
of signipcance in the classroom should originate
locally in the learner’s interests and experience.
The onus is on the teacher to broaden classroom
horizons by designing interesting, level-appropri-
ate discussion and debate tasks. Similarly, critical
thinking about these topics should begin locally
by considering the learner’s language level and
cultural background.
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with the creative potential of a target language

can be a good way of learning that language
(Cook, 2004, pp. 197-205). One of the most com-
mon ways of being creative in a language is to try
and employ its words pguratively. In English, pgu-
rative extensions of word meaning are extremely
common. For example, we talk pguratively about
key issues, the foot of the page, the prst leg of a
journey, breaking a promise, and running through
an exercise. The ability to understand and produce
pgurative extensions such as these is likely to
widen the range of topics that a language learner
can talk about, thus improving their level of com-
municative language ability. Although for most
native speakers, usages such as those mentioned
above are relatively conventional, for language
learners coming across them for the prst time, they
are much more likely to appear highly creative,
and indeed to be processed as creative language
(Littlemore & Low, 2006a). Figurative language
production is also likely to involve a signipcant
degree of creative thinking in the prst instance.

When faced with a situation where they need
to understand or produce pgurative expres-
sions, learners have recourse to several strategies.
They can employ mental
imagery; transfer expres-
sions from their L1 (see
Kellerman, 1987), or work
with pgurative extensions
of their existing vocabu-
lary. This last skill is of
particular interest, as the
ability to pguratively ex-
tend word meaning and
to try things out in the L2
is likely to have a strong

I T HAs recently been proposed that playing
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impact on learning, especially if a learner can ob-
tain feedback on his or her pgurative utterances
and interpretations (see Swain, 2005).

However, it is unlikely that the ability to iden-
tify and produce pgurative extensions of their ex-
isting vocabulary will come naturally to all learn-
ers (see Littlemore, 2001). One group of learners
who may pnd it particularly difpcult to engage in
these types of pgurative extension activities are
Japanese learners of English, who are not gener-
ally encouraged to play with the language or to be
experimental in their language classes. It would
be benepcial if we could help Japanese learners to
engage in pgurative thinking as they would then
be able to discuss a wider variety of topics using
the vocabulary that they possess, which would
be highly motivating. A range of techniques have
been suggested that might promote pgurative
thinking in language classrooms (Littlemore &
Low, 2006a, pp. 89-193; Azuma, 2005, pp. 304-308)
but to date the relative strengths of these tech-
niques have not been tested extensively.

An exploratory study at a Japanese
university

In order to investigate ways in which pgurative
thinking might be promoted in Japanese learn-
ers of English, I recently conducted a study, with
Masumi Azuma from Kobe Design University,
Japan, into the relative effectiveness of two
techniques designed to promote pgurative think-
ing amongst Japanese university students. The
study was conducted as part of a research project
funded by the DAIWA Anglo-Japanese Founda-
tion, and is described in full in Littlemore and
Azuma (forthcoming). We took two groups of
1st-year EFL students, 20 in total, at Kobe Design
University, and gave each group a set of pre-tests
designed to measure their ability to understand
and produce pgurative language in English. Each
group was then given a different type of train-
ing designed to promote their pgurative thinking
ability.

The prst group was given attribute matching
training. This involves encouraging learners to
explicitly identify the characteristics of a particular
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word in order to assess how that word might be
used pguratively. For example, the learner might
be asked to think about the characteristics of a
human eye (the fact that it is round, it is used for
seeing, it sits in a hole in the head, and so on) and
to consider how these characteristics might be
invoked in pgurative uses of the word eye (eyeing
a piece of cake; get the eyes out of the potatoes; the
eye of a storm; the eye of a needle, etc.). This is an
analytical, objective process that breaks pgurative
thinking down into its constituent parts.

The second group was given gestalt training. This
involves asking learners to create analogies but not
to attempt to explain those analogies in any way
whatsoever. For example, the student might be
asked questions such as If George Bush were a colour,
what colour would he be? What shape would he be?
and What type of music would he be? At the end of
the study, the groups were re-tested on their ability
to understand and produce pgurative language.
Statistical tests were conducted to assess whether
either of the groups had shown any signipcant
improvement as a result of the training.

The study was inspired by an earlier study by
Pitts, Smith, and Pollio (1982), which looked at
the effects of these different training techniques
on the ability of native speakers to produce or
interpret novel metaphors. Pitts et al. (1982)
found that native speakers benepted most from
the gestalt training. Interestingly, in our study,
we found the opposite to be true; those learners
who had received the attribute matching train-
ing improved signipcantly both in their ability to
produce (p<0.05) and interpret (p<0.05) pgurative
language, whereas those who had received the
gestalt training made no signipcant improve-
ment. This led us to conclude that the attribute
matching training had been more benepcial to
these learners than the gestalt training.

Conclusion

These pndings indicate that, in order to help Japa-
nese language learners understand and produce
pgurative language in English, it may be benep-
cial to train them explicitly in the technique of
attribute matching. If we can promote pgurative
thinking amongst Japanese students of English
via the use of attribute matching training, this
may lead to a rise in their levels of communica-
tive language ability (Littlemore & Low, 2006b).
This is particularly relevant given the Japanese
Ministry of Education’s recent announcement of
its aim to promote communicative competence in
language classrooms throughout Japan. Develop-
ing the ability to use English creatively, yexibly,

and pguratively is likely to make a signipcant
contribution to this goal.

References

Azuma, M. (2005). Metaphorical competence in an EFL
context. Tokyo: Toshindo Publishing.

Cook, G. (2004). Language play, language learning. Ox-
ford: Oxford University Press.

Kellerman, E. (1987). Aspects of transferability in second
language acquisition. Unpublished doctoral disserta-
tion, Radboud University Nijmegen, Netherlands.

Littlemore, J. (2001). Metaphoric competence: A pos-
sible language learning strength of students with
a holistic cognitive style? TESOL Quarterly, 35(3),
459-491.

Littlemore, J., & Low, G. (2006a). Figurative thinking
and foreign language learning. Basingstoke: Palgrave
MacMillan.

Littlemore, J., & Low, G. (2006b). Metaphoric compe-
tence and communicative language ability. Applied
Linguistics, 27(2), 268-294.

Littlemore, J., & Azuma, M. (Forthcoming) Promoting
creativity in English language classrooms in Japan:
An investigation into how Japanese learners of Eng-
lish can be helped to exploit the pgurative potential
of English. IRAL.

Pitts, M., Smith, M., & Pollio, H. (1982). An evaluation
of three different theories of metaphor production
through the use of an intentional category mistake
procedure. Journal of Psycholinguistic Research, 11(4),
347-368.

Swain, M. (2005). The output hypothesis: Theory and
research. In E. Hinkel (Ed.), Handbook on research in
second language teaching and learning (pp. 471-484).
Mahwah, NJ: Lawrence Erlbaum.

Jeannette Littlemore has been
teaching and lecturing in Eng-
lish and Applied Linguistics
for 18 years, in Spain, Japan,
and Belgium, and now at the
University of Birmingham.

She is particularly interested

in the acquisition of pgurative
language by non-native speak-
ers of English, and has recently
published a book on the subject with Graham
Low, entitled Figurative Thinking and Foreign Lan-
guage Learning (published by Palgrave MacMil-
lan). She is currently treasurer of the international
Association Researching and Applying Metaphor
(RAAM). She has a lively research group of post-
graduate students, many of whom are based in
Japan and Korea.

THE LANGUAGE TEACHER 31.7 = JULY 2007




38

JALT2007 « FEATURED SPEAKER

Bringing extensive reading into
oral communication classes

Rob Waring

Notre Dame Seishin University
Sponsored by Thomson Learning

Keywords: oral communication, extensive reading, curricu-

lum, discussion, reading circles
R reading class, and at other times, it is
taught as part of what is done in a general
English class (i.e., from the textbook). In recent
times, many teachers have added an Extensive
Reading (ER) component to their classes to
broaden and widen the language experience and
language exposure learners are presented with as
well as to give vital opportunities for language
consolidation. However, the problem many teach-
ers face is knowing where to put ER into their
curriculum. This paper suggests that the Oral
Communication class is a valid vehicle for this—or
indeed, any class that has communication as its
focus.

| often hear that students are reluctant to speak
in class, especially if the topic is not structured
(i.e., free conversation), or one they may have lit-
tle to talk about (e.g., what they did last night), or
have asked and answered to death (What are your
hobbies?). The mayhem of unstructured speech
can be threatening to beginner learners and espe-
cially to those lacking conpdence in English. In
my experience, the main reasons that students do
not or cannot speak are either: the task they are
asked to do is too difpcult or too complex (e.g.,

being asked to debate

CHALLENGING \pen they have not been
taught how to debate), or
they are not adequately
prepared for the task
either linguistically or
in terms of content (e.g.,
being asked to talk about
something about which
they have insufpcient
background knowledge,
or do not care about, and
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without the language tools to do so). Extensive
Reading can provide this structure.

Stories are a part of our human nature. We tell
stories all day— about what happened at work,
what we saw on TV last night, jokes, the gossip
about a neighbor, what is on the news, and so on.
Asking students to retell stories is a natural thing
to do in a language classroom. Retelling stories
can be very supportive for less conpdent and low-
ability learners because they have a predictable
framework within which to produce language. If
learners are asked to talk about something they
have read and understood (the depnition of read-
ing extensively assures us that what they have
understood what they read), they have sufpcient
content from which they can exchange informa-
tion. Story discussions also provide a framework
for speech because the learners have something
to talk about, as well as learning which books
are best to read as a genuine reason to interact or
exchange ideas and stories.

Stories always have a structure (an opening,
rising drama, climax, and resolution) which
helps the learners to organize and structure their
thoughts. Story structure can help the learners to
form their ideas into a logical yow and direction
when relating the story, or answering questions
about it. Retelling stories that have been read
extensively, not only provides content support
but also provides a rich framework for practicing
linguistic structures. When retelling or reporting
stories in speech or in writing, certain language
structures will always be needed, such as connec-
tives, time sequencers, past tenses, descriptive ad-
jectives, and so on. Thus retelling stories provides
extremely useful practice in the basic components
of speech. If the learners are asked to read a book
and report on it on a regular basis, these language
patterns will become second nature and a solid
foundation of language development.

Initially though, some learners may have to
write their story summary out and be allowed
to read it aloud. Once they have done this a
few times, they should be encouraged to try to
memorize parts of their summary and retell it
from memory. If they forget, they could look at
the paper again but should keep it hidden as they
speak. In this way, the learners will add a few
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extra sentences and ideas spontaneously and help
them on the road to freer speech. Towards the
end of the course, the learners should be encour-
aged not to write summaries from which to read
or recite, but be asked to prepare an oral sum-
mary without having written it prst.

It is always wise to give the listener something
to do, rather than just listen passively. If the
listener is required to ask two or three questions
after hearing the summary or opinion of the story,
it makes the listening active and interactive.

Less able learners may need considerable
language support to allow them to frame their
questions. Support can be given by either giving a
list of prompt questions, such as:

What kind of story is it?

Did you enjoy it?

Who was your favorite character?
And then what happened?

Or, if the learners are able to construct their
own sentences, gap-pll prompts could be used,
such as:

Who...?
What happened when...?
Why did...?

The above works best if each learner has her
own book to report on. But if teachers do not
have the luxury of enough books to allow for
self-selected reading, the above is also possible by
structuring the tasks differently. Teachers can ask
different students to read different parts of the
same book and report it to the others in a kind of
jigsaw activity. This can however, be quite taxing
for lower-ability learners so teachers should be
careful not to demand too much or it will lead to
silence. Teachers who use a class reader (all learn-
ers have the same book) can also lead discussion
about themes in books such as discussions on
honesty, bravery, loyalty, or whatever theme the
story they read together has been about. In this
way the reading can be extended to the learners’
own lives.

Recently many teachers have been using Read-
ing Circles in their classes. Furr showed us in the
May 2007 Special Issue on Extensive Reading
of The Language Teacher that Reading Circles can
lead to useful and well-structured conversations.
Basically, in Reading Circles, learners work in

groups of pve or six, each with different tasks
such as Discussion Leader, Organizer, Connector,
and Culture Collector (Furr, 2007). As each learner
has specipc tasks, the discussions are focused and
have to be well prepared which make for smooth-
er, more enjoyable and rewarding discussions.

Of course, story discussions are not the only
thing that learners need to talk about, but | hope
this article has shown that adding an Extensive
Reading component to an Oral Communication
class can not only help learners to pnd something
to genuinely talk about, but provide many oppor-
tunities for language practice and enhance their
overall oral communicability.
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urning passive students

Into active learners

Ken Wilson

Sponsored by Oxford University
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Keywords: Passive, active, learner, exercise material,

dialogues
Yy MAIN argument in this article is that
I\/I students learn more when they are ac-
tively involved in the learning process.
I want to suggest some ways in which students
provide more core information and ideas during the
lesson. Teachers need to give their students more
chances to say what they know and to use their
imagination. And they can do this all through the
class, not just in the designated freer activities.

First of all, let’s examine what a typical passive
lesson consists of. The following seems to be the
norm for many teachers.

1  Students listen while the teacher explains a
new structure item.

2  Students listen to a tape of a conversation
illustrating the new structure.

3 Students practice the conversation in pairs.

4 Students read a text and answer comprehen-
sion questions.

5 Students do an exercise from the workbook.

6  Teacher gives students some written home-
work.

The students aren’t very active in this lesson
plan! Let’s look at some of the aspects of this
passive lesson plan and
see if we can pnd ways
to get the students more
involved.

CHALLENGING

Explaining new
structure items
There are many ways to
present new language—
through a story which
leads to a marker sen-
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tence (a sentence which contains an example of
the new structure), through mime, by explaining,
and so forth. Some teachers like to explain a new
grammar item in the students’ own language,
others prefer to do it in English.

There is nothing intrinsically wrong with any of
these ways but | have noticed that most teach-
ers give all the information in the build-up to
a new item, when in fact, they could easily ask
the students themselves for details to add to the
story. Let me explain what | mean by giving an
example.

I once saw the following story-presentation
of the present perfect tense, introducing the use
with since and for. The sentence that the teacher
was aiming to teach was: She’s been in New York
since 2000.

The teacher had a series of yashcards, a picture
of a woman, a picture of a man, a picture of Lon-
don, another one of New York, and even a picture
of the CBS TV studio in New York.

This was the exchange between the teacher and
the students, who answered in chorus:

Teacher: This is Jane—what’s her name?

Students: Jane!

Teacher:  She comes from London. Where does she
come from?

Students: London!

Teacher: Now she lives in New York. Where does
she live?

Students: New York!

This behaviourist teaching method may seem
quite old-fashioned to you, but it is still common.
The classroom is very noisy, the students speak
every 20 seconds or so, but they are not involved.

So, how can we change this and make the stu-
dents more active and actively involved? First of
all, why not let them give the details of the story
presentation where it is possible for them to do
so? For example, the students can choose not only
the names of the characters, but also where they
come from and where they live now. In fact, the
teacher can elicit information to complete details
all the way through the presentation. The only
thing that the teacher really needs to give is the
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prst example of the new language: She’s been in X
since X. The rest can be supplied by the students.

Using dialogues

The prst dialogues appeared in English teach-
ing materials more than 300 years ago (in a

book which was written to help French dress-
ers—French people who came to England to help
aristocrats who didn’t know how to put on their
own clothes!). Dialogues or other examples of
spoken English then disappeared from course
material until the middle of the 20th century. My
French and German course books in the 1960s, for
example, had no dialogues.

However, in about 1950, the Berlitz School pub-
lished a book that contained a series of dialogues
which presented new language. The dialogues
were between two people called John and Mary
Brown. We presume that they were man and wife,
but you couldn’t tell, as they started most conver-
sations by introducing themselves to each other!
Thereafter, some of the exchanges were frankly
surreal. Here’s an example:

John Brown:  Hello, I'm John Brown.
Mary Brown: Hello, I’'m Mary Brown.
John Brown: Have we a house?
Mary Brown: Yes, we have a house.

I wonder who they thought they were writing
for—amnesiacs?

Dialogues are much more realistic nowadays,
but they are also predictable and often quite dull.
The worst ones are the ones that try to be amus-
ing. But the real problem is not the dialogues,
but the teachers who slavishly accept them as the
one possible way of expressing a certain idea. We
sometimes forget that they are not set in stone.

In other words, they are just one example of how
people speak to each other. Teachers should offer
students the chance to adapt, change, re-write—

even the conversations between the central char-
acters in a book.

Reading texts

Using a reading text in class can be a very passive
activity, but there are ways that you can enliven
the lesson by allowing students to contribute
extra details and information. Take this rather
ordinary reading text, for example:

At the hospital near where | live, all the doctors are
women and all the nurses are men. When new pa-
tients arrive at the hospital, they always call the

doctors nurses, which makes the doctors feel quite
annoyed. And they also call the nurses doctors,
which makes the nurses feel quite pleased.

One day at the hospital, a patient, a man, ap-
proached a doctor. ‘Excuse me, nurse,’ said the pa-
tient. “When can | see the doctor?’

‘Listen,” said the doctor. ‘I’'m a doctor, and the man
over there that you think is a doctor is actually a
student nurse.’

‘Oh, sorry,” said the patient. ‘The last time | came
to this hospital, that doctor, sorry— that nurse—
that nurse said that you were a nurse.’

‘Well, I’'m not,” said the doctor. ‘I’'m a doctor, not
anurse.’

‘Well, once again, sorry about that,” said the pa-
tient. ‘By the way, what’s your name?’

‘Nurse,’ said the doctor. ‘Doctor Nurse.’

When | use a reading text like this, | always ask
students questions which they cannot answer
just by reading the text itself. For example, | ask
Where’s the hospital? The students’ answer Near
where | live or Near where you live.

I reply that it’s actually near where the writer
lives. Where’s that?

At prst, students are confused about this. | say,
none of us know, so let’s invent. By the end of the
sentence, we know that the hospital is in Chicago,
it has seven yoors, two hundred beds, 60 doctors
and 150 nurses. All this information has come
from the students. It is now their story. They are
actively involved.

When you do this the prst time, the students are
confused and a little suspicious. Once they realise
that you are not looking for one correct answer,
and they can offer any ideas they want, they
enjoy the chance to contribute. They can write the
enhanced version of the story for homework. The
only problem is that they may want to do it with
every reading text.

Exercises

Exercises make students feel either bored or
stressed. This is the result of the conspiracy be-
tween publishers and teachers. Publishers know
that teachers like exercises because they can take
a mental break for a few minutes. The problem is
that the students take a mental break, too!
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The problem is in the perception of exercise
material as some kind of simple mathematical
equation, when in fact, good exercise material
provides you with conversation starters. My
feeling is that you should always put students
in pairs and ask them to turn the examples into
mini-dialogues. As with reading texts, sometimes
the students are a little uncertain how this works,
but as soon as they get the idea, they enjoy it.
More importantly, the exercise material starts to
feel like real English, not just de-contextualised
sentences.

Here’s an example. Imagine that you are doing
this exercise with your class.

Choose an appropriate future tense

1 We...(visit) my grandparents this weekend and
I’m really looking forward to it.

2 I’mtired— I think I...(go) to bed.
3 What time... the next train... (leave) for Boston?
4 1...(let) you know as soon as Adam arrives.

Put the students in pairs and tell them to think
of sentence 1 as the prst line of a conversation.
At this point, don’t worry about the right answer.
Just help the students think of it as a real piece of
discourse.

Take the example in number 1. Give the right
answer (we’re going to visit, or we’re visiting)
and then ask students to think of possible re-
sponses to this stimulus. Examples here are: Why?
Where do they live? How old are they? and so forth.
It is really important to make the students realise
that there isn’t just one right answer.

Again, when you prst do this, the students will
be a little surprised, but you will be amazed how
quickly they get the idea.

Conclusion

A lot of learning is passive. Students have to
spend a lot of time listening to the teacher or
reading a text. Exercise material is particularly
passive—stimulus sentences are usually written
so that reasonably aware students can do them in
their sleep. A lot of students enjoy passive learn-
ing. They are the ones who smile when you start
talking, or look really pleased when you tell them
to open the book and read something.

But the reality is that these students represent at
most 25 per cent of the class. The other 75 per cent
do not benept from a diet of mainly passive learn-
ing. Also, when the balance of the lesson swings
too far to the passive, the ability of students to ac-
tually benept from the lesson diminishes rapidly.

Learners retain more of what they are taught
when they are actively involved in the learning
process and statistics suggest that, if students
learn passively, an incredible amount of class-
room information is forgotten within a very
short space of time. You can of course revise
and recycle, but information gained from active
involvement usually sticks, making revision and
recycling a more rewarding process.

Active learning can be enjoyable and fun. There
is a depnite relationship between laughter and
learning. Some people involved in education
argue that students who are having fun are not
getting full value from the lesson. | think that this
attitude is not just wrong, it’s unhelpful.

An astonishing number of teachers think that
knowledge is power and that this means they are
more powerful and more valuable if they have all
the knowledge. This is a dangerous attitude!

Allowing students to be more involved in their
own learning may mean that teachers have to
give up some of the power and authority that
they have in the classroom. And, they have to rely
less on the coursebook.

Finally, remember—in a class of 30 students,
there are 32 potential sources of information: you,
the book, and the students themselves.

Ken Wilson trains teachers all
over the world and is a prolipc
author of ELT materials with
more than twenty titles to his
name. His latest course material
is Smart Choice, published by
Oxford University Press. Ken’s
prst ELT publication was a col-
lection of songs called Mister
Monday, which was released
when he was 23, making him at the time the
youngest-ever published ELT author. Since then,
he has written and recorded more than 150 ELT
songs, published as albums or as integral parts of
course material.

He has also written more than a hundred ELT
radio and television programs, including 50 radio
scripts for the Follow Me series, 30 Look Ahead TV
scripts and a series of plays called Drama First.

Ken was one of the authors of the New Standard
English course for China, of which more than a
hundred million copies are being used.
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Shadowing plus: Stepping
stones to yuency

John Wiltshier
Miyagi University
Sponsored by Pearson Longman

Keywords: Shadowing, yuency, speaking, classroom practice

learners. Often setting out with unrealistic
expectations, the leap across the brink to a
yuency level, whereby the individual becomes
a user of the language, is often too big a leap to
make. Stepping stones break down the huge leap
into small steps or jumps. Such is the case with
shadowing in our classes.

This paper sets out to explain the merits of class-
room peer-shadowing activities as one way to help
students improve their yuency, and also to explain
the differences between shadowing and audio-lin-
gual listen and repeat.

F LUENCY Is a faraway place for most language

What is shadowing?

When | use the term shadowing | am referring

to the name of a technique; a language practice
technique. The technique of shadowing involves
active bottom-up listening whereby the shadower
borrows someone else’s language in order to
practice oral production.

Peer-shadowing as a classroom activity is usually
done in pairs; one person is a speaker and the other
is a shadower. The speaker speaks and by so doing
provides the target language input for the shadowver.
The shadower processes the language input in order
to immediately repeat it. The shadower is under
pressure to actively process the input. This peer-
pressure to pay attention and process the input is

i . important. Without

this pressure it is

#1 quite conceivable for
many students the
input would simply
go in one ear and out
the other without
ever being attended
to and processed.

I owe a huge debt to Tim Murphey for prst
introducing me to shadowing. Tim has been
actively using shadowing in his classes for many
years and how | use shadowing in my classroom
was heavily inyuenced by his work (see Mur-
phey, 1998, 2000). There is not just one type of
shadowing rather there are many, many varieties.
Murphey (2000) describes three continuums that
can vary when using shadowing:

1. silent <---------- > out loud
2. complete <---------- > selective
3.  non-interactive <---------- > interactive

Using these three continuums different shad-
owing activities can be designed. | use the follow-
ing 5 practical classroom shadowing techniques:

1. Full shadowingdcontinuous, yowing no
pauses.

2. Slash shadowing-speaker cuts their speech
into small chunks with pauses between
—shadower has more time to shadow.

3. Silent shadowing-sub-vocalization, not actu-
ally saying the words out loud.

4. Part shadowing + comment: pick up key-
word and add a comment.

5. About you shadowing-full shadow but
change I --> you, my --> your, etc.
(see Helgesen, Brown, & Wiltshier, 2007, p.
SS1; Wiltshier, in press)

Kadota and Tamai (2004) use shadowing tech-
niques they call mumbling, contents shadowing and
prosody shadowing. Each has a different purpose or
focus with mumbling focusing on the sounds that
can be heard while mumbling the words. Prosody
shadowing focuses on the rhythm, stress, intonation,
speed, and pause of the language. Content shadow-
ing focuses on trying to understand the meaning of
the language. All three are varieties of shadowing.

Is not shadowing just listen and repeat-
audio lingual revisited?

Shadowing is different from the audio-lingual
listen and repeat in many ways. In a shadowing
classroom activity the language is initially gener-
ated by the students themselves and as such the
activity becomes student centered. This is very

THE LANGUAGE TEACHER 31.7 = JULY 2007




| 4 | WILTSHIER

JALT2007 FEATURED SPEAKER

different from textbook provided pattern practice
which is unconnected to the students’ world.

The second major difference is the fact students
speak to other students rather than into a tape
recorder or computer. My own memories of lan-
guage laboratory work in French are not positive.
Speaking into a tape recorder is not interesting.
Computers are not good at smiling. In contrast a
classmate’s positive reaction and smile is encour-
aging and motivating.

Shadowing as | use it in my classroom is com-
municative because a transfer of information,
thoughts, or ideas is taking place. Original speak-
er generated language is invariably interesting
for the listener. This statement is easy to verify by
observing the amount of chatting in Japanese that
usually follows shadowing activities: chatting on
the same topic, trying to pnd out more, or check-
ing what was just said in English.

The challenge to students is to understand and
repeat what their partner is saying not to focus on
whether it is grammatically correct or not. Avoid-
ing focus on form, | believe, reduces student
inhibition enabling students to more freely have a
go at speaking English (lowering affective plters).

The classroom dynamic plays an important role
in the success of any classroom activity. Shad-
owing is no exception. Speaking in pairs with
close friends is not always conducive to optimal
performance. However, asking students to pnd
a partner can be time-consuming and somewhat
uncomfortable especially for the less popular
members of a class. Structured, random partner
selection is a key component of my shadowing
activities. Students are organized in concentric
circles or parallel lines. Using such classroom
organization the teacher can easily provide stu-
dents with new speaking or shadowing partners.
The roles of speaker and shadower are alternat-
ed—this dynamic maintains energy levels as the
type of active contribution from each student is
frequently changing. Shadowing is a cooperative
learning experience. Classmates are very good at
accommodating their partners and the language
level naturally adjusts to ensure successful com-
pletion of the task.

Part of a classroom shadowing activity is think-time.
Simply, students are given time to consider what
they are going to say. This makes successful com-
pletion of the task easier and leads to an increase in
language complexity. The shadower does not need
to worry about creating their own language as they
simply borrow the language their partner uses. This
reduces the mental load and provides a stepping
stone to improving their own oral yyuency.

The teacher’s role is to set up and run the activ-
ity and provide selective language input in order
to allow the students to say what they want to
say. During the activity the teacher may be listen-
ing, but is careful not to interrupt.

Error correction, if done at all, happens after the
shadowing activity has pnished or while chang-
ing partners. The teacher can provide correct
models of the language students are attempting
to use by writing them on the board or saying
them aloud to the whole class. In this way the
teacher does not interrupt the students when they
are speaking and does not single individual stu-
dents out in front of classmates. Feedback about
their partner’s understanding is provided to the
speaker by the amount and ease of repetition and
the facial reactions of their partner.

In conclusion

The title of my featured speaker workshop is
Shadowing Plus: Stepping stones to yuency. As |
wrote in the introduction, Yuency is a faraway
place for most language learners—a place that
many language learners will never, in fact, reach.
Just as stepping stones are necessary for people
to cross from one side of a river to the other,
classroom shadowing activities provide practice
which is necessary to allow students to improve
their yuency and progress from passive language
learners to active language users.
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introduces a speaking activity designed to

help get a class off to a good start. Following
that, Ben Fenton-Smith provides a listening/
speaking activity that will help prepare students
for the prst part of the TOEIC test.

Making prst
Impressions count

Patrick Miller
Chubu University
<patrick@Ic.chubu.ac.jp>

I N OUR prst activity this month, Patrick Miller

Quick guide

Key Words: First day of class, prst-day activity,
prst impressions, syllabus, expectations

Learner English level: Any

Learner maturity level: High school and above
Preparation time: 60 minutes

Activity time: 60 to 90 minutes

Materials: Course syllabus, question strips, ques-
tion sheets

Making a good impression on the prst day of
class is important. The need to set a favorable
tone can be critical to the learning/teaching
process for the remainder of the term. Fink (1999)
identiped nine important goals that could be ac-

complished during the prst day or prst week of
class:

< Involve students quickly

= ldentify the importance of the subject
= Set expectations

= Establish rapport

= Reveal something about yourself

= Establish your own credibility

= Establish the “climate” for the class

= Provide administrative information

< Introduce the subject matter

This lesson is designed to address these goals in
one prst-day activity. In this activity, you can im-
part vital administrative information while estab-
lishing a non-threatening environment in which
your students become conpdently engaged in a
variety of classroom arrangements. Course expec-
tations and rules, as well as classroom etiquette
and important vocabulary, can be introduced
and practiced. Course goals and objectives can be
previewed. You and your students can exchange
personal or professional information to the extent
you wish, establishing rapport and credibility. In
short, this lesson can help you make a memorable
impression and start the course off right.

Preparation

Step 1: Prepare your course syllabus.

Step 2: Create a numerically ordered series of
guestions (First Day Questions) based on infor-
mation you wish to highlight from your course
syllabus. Include questions about your personal
information you would like students to know
about. Prepare at least one question per student
(see Appendix A).

Step 3: Prepare individual question strips based
on the First Day Questions sheet by copying the
form and cutting it into strips.

Step 4: For each student, prepare a separate
personal interview sheet for pair interview and
introductions (see Appendix B).

Procedure

Step 1: Distribute the numbered question strips,
making sure each student receives at least one.
Allow about 3 minutes for students to check new
vocabulary and understand the questions.

Step 2: Pass out the First Day Questions sheet.
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Step 3: For about 25 to 30 minutes, have each stu-
dent ask you a question from their strip while the
entire class writes the answers they hear on the
numbered question sheet. Classroom language
can be introduced at this point: How do you spell
that? Could you please repeat that? Did you say, 13 or
30?

Step 4: When all the questions have been asked,
give students about 15 minutes to check their
answers by comparing results with a partner. Put
them back-to-back for this listening/speaking
activity.

Step 5: Give each student pair your syllabus and
have them read it carefully and double check
their answers for 15 to 20 minutes.

Expansion

= Students interview a classmate using questions
like those on the Get to Know Your Classmates
sheet. Later, partners introduce each other
to the whole class, a small group, or another
classmate.

= Assign a journal entry or other short writing
assignment based on the partner interview (in
class or homework).

= Students free-write about their expectations
regarding the course (in class or homework).

Conclusion

In this prst-day activity, you can convey infor-
mation, set the class tone, establish rapport and
rules, and preview student and teacher in- and
out-of-class expectations. All of this is accom-
plished with students actively using language
skills and functions in a variety of class conpgu-
rations. In forming prst-day impressions, it is
imperative that instructors do whatever it is they
want the class to do for the rest of the semester.
The prst day is your opportunity to express your
enthusiasm and stimulate the students’ interest
and motivation for the course. Above all, it is
everyonels chance to make a prst impression that
counts.
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The appendices can be viewed at <jalt-publica-
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A communicative
Introduction to
part one of the
TOEIC test

Ben Fenton-Smith

Kanda University of International
Studies

<benfento@kanda.kuis.ac.jp>

Quick Guide

Key words: TOEIC, pictures, listening, present
progressive, there is/are

Learner English level: Beginner to intermediate

Learner maturity level: Junior high school and
above

Preparation time: 35 minutes
Class time: 25 minutes
Materials: Pictures, handouts, sticky tape

TOEIC (Test of English for International Com-
munication) courses are ubiquitous in Japanese
universities, as well as in other English language
institutions. A challenge for instructors is raising
classes above the level of robotic, test-taking work-
shops to something more interesting, engaging,
and communicative. This activity serves several
purposes at once. Firstly, it alerts students to the
target structures contained in the prst (listening)
section of the TOEIC. Secondly, it gets them out of
their seats, moving around, and talking in English.
Finally, it is a handy activity to use in the very prst
class of a TOEIC course because it deals with the
prst section of the test, is a good ice-breaker, and
does not require a book or listening equipment.

Preparation

Step 1: Obtain 10 pictures that are typical of part
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one of the TOEIC (you can cut them out from
magazines or an old textbook). Clearly mark each
one with a number between 1 and 10.

Step 2: Prepare a worksheet (see Appendix). Note
there are verbs in parentheses in the table—these
describe actions in the pictures, so change them
accordingly.

Step 3: Make enough copies for half the class (one
per pair).

Step 4: Before the lesson, stick the pictures up
around the walls of the classroom.

Procedure

Step 1: Put the students in pairs and have them
decide who is partner A and B.

Step 2: Give one copy of the handout to each pair.
Tell the students that the numbers 1 to 10 on the
worksheet refer to the numbers 1 to 10 on the
pictures around the walls.

Step 3: Explain the roles: Partner A stays at his

or her desk as the writer, while partner B goes
around the room gathering information. B’s job is
to study a picture carefully, then return to A and
explain (in English!) what he or she saw. Then A
and B have to agree on a single sentence to de-
scribe the picture, and write that sentence in the
appropriate space on the worksheet. After they
have done this for pictures 1 to 5, they should
change roles and complete pictures 6 to 10.

Step 4: Explain the rules:

1. Sentences must be constructed around either
of two verb forms since these are the major
patterns found in this part of the test:

a. verb+ing
b. there is/are

2. Every sentence must contain at least two
nouns. This forces students to produce suit-
ably elaborate sentences. At this point, refer
to the two example sentences on the hand-
out.

3. The student observing the pictures cannot
take any pens, pencils, or paper with him or
her. This requires students to communicate
more naturally.

Step 5: Point out that the worksheet makes clear
which verb construction is appropriate for each
picture. For type (a), there is a verb in parentheses
following the picture number. For type (b), the
words There is/are are written after the picture
number.

Step 6: Tell the Bs to get ready to move. Point out
that it does not matter which order they go to the
pictures.

Step 7: Start the activity and let it run until a few
pairs have completed the entire worksheet.

Step 8: Check the answers, allowing for the fact
that multiple responses are possible. However,
refer to the grammatical guidelines laid down
at the start of the activity—sentences that do not
conform to the pattern should be corrected.

Comments

To make the activity more exciting, a competi-
tive element can be introduced, such as awarding
points for the fastest pairs, and more points for
the most grammatically accurate pairs. If you are
feeling generous, offer a small prize to the cham-
pion pair.

Conclusion

Once the activity is completed, review the target
sentence patterns. Tell the students that the
present progressive is typically used to describe
temporary states, which is why it is suited to
descriptions of snapshots of actions. Similarly, tell
them that there is/are is commonly used to say that
something exists, which again is why it is suited
to descriptions of pictures. Point out that these
two simple patterns account for the majority of
the listening items in this section of the test. Such
an explanation serves as a good prelude to listen-
ing practice for part one of the test.

Appendices

The appendices can be viewed at <jalt-publica-
tions.org/tlt/myshare/resources/0707b.pdf>

Is your membership due for
renewal?
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seen in the subtitle, the major theme of this book
is centered around the importance of kotoba no
kyoiku, or language education, which should help
students facilitate a sound attitude toward, and
value of, communication over language skills.

In 2006, the Division of Foreign Language of the
Central Council for Education suggested, among
other things, that offering English as a subject at
elementary schools merits further examination.
Whether the Division’s suggestions are fully
adopted or not, they may have an effect on the
pnal decision of the
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English Education in Elementary Schools for
Communication, an elementary school teacher’s

resource book evaluated by Toshiyuki Takagaki,
and Japanese Sentence Patterns for Effective Com-

munication, a Japanese learner’s resource book

reviewed by Paul Crane.
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[1 —0O English Education
in Elementary Schools for

Communication

[Hideo Oka and Tsuyoshi Kanamori, (Eds.).
Tokyo: Seibido, 2007. (Incl. CD). pp. 278.
¥2,625. ISBN: 978-4791971411.]

Reviewed by Toshiyuki Takagaki,
Onomichi University

English Education in Elementary Schools for Com-
munication targets both in-service and pre-service
teachers who need to familiarize themselves with
both theory and practice regarding English teach-
ing at elementary schools. This reference book is
written in plain Japanese by 12 scholars and ed-
ited by Hideo Oka and Tsuyoshi Kanamori; both
editors served on the Division of Foreign Lan-
guage of the Central Council for Education. As

DEDHT ogy (MEXT). Since
P e s 2002, English has

been taught as part of
education for interna-
tional understanding,
and approximately 90
percent of all public
elementary schools
across the nation
provide English con-
versation activities,
although the hours of
instruction vary from
school to school (MEXT, 2006). Should English be
introduced as a subject at elementary schools in
the future, teaching hours of English would prob-
ably increase and teachers would be expected to
teach more methodically. Given the background,
it is wise for elementary school teachers and
would-be-teachers to be better prepared for
teaching English.

This book comprises three parts in which chap-
ters are organized in a concise and readable man-
ner. The prst part consists of 10 chapters dealing
with theories and backgrounds of early foreign
language education. More specipcally, these
chapters focus on such topics as the signipcance
of foreign language education, prst and second
language acquisition theories, and language
mechanism and communicative competence. The
second part is made up of another 10 chapters
covering practical issues at the macro level. For
instance, the prst three chapters are concerned
with (a) how to set goals in English education
at elementary school, (b) how to create a foreign
language teaching environment with common
understanding among colleagues and (or as well
as) how to provide in-house teacher education,
and (c) the key points of making a curriculum
and a 1-year teaching plan. The last part consists
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of seven chapters and includes a variety of practi-
cal issues at the micro level, ranging from basic
points in teaching elementary school students to
lesson plan samples. Moreover, this edited book
is accompanied by a wealth of useful annotations,
sample teaching materials, and a CD, making it
extremely user friendly and attractive.

Needless to say, few books can completely sat-
isfy all readers and this book is not an exception.
In my opinion, this book would have been more
comprehensive had the opposing or skeptical
views regarding teaching English at elementary
schools been treated in more detail. For exam-
ple, I questioned the effectiveness of elementary
school English in Japan based on my analysis of
the core French program in Canada (Takagaki,
2003). As a matter of fact, many of these views
see the concept kotoba no kyoiku from different
perspectives. | believe those who teach English
at the elementary school level should give seri-
ous thought to such questions as (a) What is the
rationale of conducting language education only
through English activities (alongside of Japa-
nese) when the practical skills of English as an
international language are less emphasized?, (b)
Could any language, including artipcial and sign
languages, serve the purpose of the language
education?, and (c) Is there any possibility that
teaching only English may help students form
distorted ideas about communication such as: all
foreigners speak English, or English is superior to
other languages?

I should also acknowledge that this book is not
intended to be research-oriented but is aimed to
be practical in sprit, and it successfully serves the
purpose as an introductory resource. | would,
therefore, recommend this reference text for both
in-service and pre-service teachers at elementary
schools, as well as anyone interested in early Eng-
lish education in Japan.
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Japanese
Sentence Patterns
for Effective
Communication

[Taeko Kamiya. Tokyo: Kodansha
International, 2005. pp. vi-311. ¥2,625. ISBN:
4-7700-2983-7.]

Reviewed by Paul A. Crane,
Nagoya University of Foreign
Studies

Japanese Sentence Patterns for Effective Communica-
tion is an accessible book for learners of Japanese
targeted at advanced beginners of Japanese as
well as intermediate to advanced learners need-
ing to review Japanese syntax through the study
of 142 basic sentence patterns. The 12 chapters
are organized according to general functions, for
example Chapter 3 Making Comparisons, Chapter
10 Expressing Conjecture and Hearsay, and Quoting
People, and Chapter 11 Using Conditional, Pas-
sive, Causative, and Causative-Passive Forms. Each
chapter is divided into

japanesé smaller, manageable
areas of study intro-
Sentence Patterns| by one of the
for 142 sample sentence
Effective patterns, prst in Eng-
COmmunicatio" ||Sh Wlth the Japan_ese
translation below it,
AselStudy Course andReference | fo)|owved by an expla-
o iyl nation of the grammar
Tl e and linguistic func-
tion of the sentence.
pesamy . | Following the explana-
tion are three to four
more sample sentence

patterns to further
illustrate variances in the pattern. Next, there is
a short lexical list for use in the brief practice sec-
tion that includes three to four sentences in Eng-
lish which the learner is to translate into Japanese
in order to test their knowledge of the sentence
patterns. The answers are provided immediately
below the practice section. The Japanese trans-
lations are all appropriately in kanji, hiragana,
and katakana with the roman letter version also
included for beginning learners who do not yet
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have a grasp of the Japanese writing system.

My prst impression of the book was that it was
rather easy for an upper-intermediate learner like
myself. However, by the time | reached Chapter 4
Describing Actions in the Present, Future, and Past,

I stumbled on pattern 48B to practice the proper
usage of the seemingly innocuous e (O ) used

to indicate direction of an action when | should
have used madel 0 [0 Oto indicate an ending point
for an action. Later, | stumbled again in Chapter
6 Stating Purpose, Cause, and Reason with practice
patterns for kara (CJ ) and node (O O ). Kara is

to be used for subjective reasons which might
include a belief, command, or invitation whereas
node is to be used primarily for objective excuses
or reasons. Progressing through the book, there
were several other areas that indicated | was
depnitely benepting from the practice of these
sentence patterns.

One of the limitations in attempting to produce
a concise book of this nature is that for the sake
of simplicity and brevity, similar patterns and
grammar functions that can be used to express
ideas must be omitted. For beginning learners of
Japanese, this is probably acceptable to avoid con-
fusion but for more advanced learners, it might
cause the learner to look elsewhere for further
grammar explanation as | did on the several occa-
sions when | stumbled on a practice pattern.

With such issues of conciseness and brev-
ity aside, | was particularly impressed with the
layout of the book, which makes it easy to use.
The chapter titles are printed at the bottom of
each page, making it easy for the user to pnd
their place although the chapter numbers are
not included which may have been an oversight.
The appendices at the end of the book are espe-
cially convenient. Appendix 1 covers Numerals
of all sorts, while Appendix 2 covers 25 of those
punctilious counters that differ depending on the
noun. Appendix 3 deals with adjective inyection
for 49 of the i adjectives and 40 of the na adjec-
tives. Appendix 4 ambitiously tackles verb conju-
gation for 108 Regular I verbs, 44 Regular 11 verbs,
as well as the 2 irregular verbs, albeit only 11 of
the possible 32 conjugation patterns, apparently
to keep the book both simple and concise.

Overall, Japanese Sentence Patterns for Effective
Communication lives up to its intention to be a
useful self-study and reference guide for Japanese
learners, regardless of ability. | recommend this
book as an enjoyable way to memorize basic pat-
terns or as a reference book for review.
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Books for Students (reviewed in TLT)

Contact: Scott Gardner
<pub-review@jalt-publications.org>

0000000000000 O0ODD 150 [150 Essential
English Idiomatic Expressions (That Japanese Don’t
Know)]. Bintliff, J., & Morita, H. Tokyo: Kenkyusha,
2007.

The Active Learner: Communication Strategies for the Real
World, Book 1. Maybin, D. W., & Maher, J. J. Tokyo:
Macmillan LanguageHouse, 2007. [Incl. class CD,
teacher’s manual].

Adventures Abroad: English for Successful Travel. Fuller,
D., & Cleary, K. Tokyo: Macmillan LanguageHouse,
2007. [Incl. class CD, teacher’s manual].

* Bookworms Club Gold, Silver, & Bronze: Stories for Read-
ing Circles. Furr, M. (Ed.). Oxford: Oxford University
Press, 2007. [Incl. three story collections, teacher’s
handbook, English/Japanese guides to Oxford
graded reading programs].

Encounters Abroad. Critchley, M. P. Tokyo: Nan’un-do,
2007. [Incl. two editions, with or without Japanese
rubrics and support; student CDs; mini-workbooks;
teacher’s edition; online support].

* Executive Writing, American Style: A Business Writing
Manual for Foreign-born Professionals. Diamond, L.

E., Fahey, M., & Diamond, H. Berkeley, CA: Apocry-
phile, 2007.

I Language and Our World. Clankie, S., & Kobayashi, T.
Tokyo: Sanshusha, 2007. [Incl. CD, teacher’s manual].

Making Friends 1: Social English for Adult Learners.
Williamson, D., & Williamson, M. Tokyo: Macmil-
lan Languagehouse, 2006. [Incl. class CD, teacher’s
manual].

Tactics for TOEIC Speaking and Writing Tests. Trew, G.
Oxford: Oxford University Press, 2006. [Incl. CDs,
answer key, tapescript].

Books for Teachers

(reviewed in JALT Journal)

Contact: Yuriko Kite <jj-reviews@jalt-publications.org>

The Art of Teaching Spanish: Second Language Acquisition
from Research to Praxis. Salaberry, R., & Lafford, B.
A. Washington, D.C.: Georgetown University Press,
2006.

I A Friendly Approach to English for Academic Purposes.
Strain, S. S. Tokyo: Shohakusha, 2006.
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