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Introduction

Think about it ——

Imagine that you're at a job interview for your ideal ESL teaching job. The
interview is going well, when_ the interviewer asks you a key question—
"What is your philosophy of teaching?” How do you respond?

The Introduction includes these topics:

@ Using this book

4 Re-imagining what it means tc be a language teacher
@ Solving common teaching problems

4 Setting aside distractions to language teaching
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Using This Book

If you are reading this book, you are interested in maximizing the effectiveness
of your teaching. You've probably looked at at least a few other books on ESL
teaching or full of ESL activities: there are many such books out there, some with
excellent suggestions for discussion starters, shorter or longer communicative
activities, role-plays, etc. This book is not a collection of activities or ready-made
lesson plans for you to add to your teaching repertoire. Instead, this book is
meant to empower you as a teacher and help vou create a principled framework
or philasophy for your own teaching—a framework that will shape the varied
activities of the ESL classroom into a coherent teaching and learning parinership
for you and your students. When you finish reading this book, you should be
able to articulate your own individual teaching philosophy.

This book shows you how to use any item of English language materials—an
assigned text, a random newspaper article, or an ESL activity from a website—to
teach your students something about language. The book walks you through the
process of reflecting on your role in diagnosing what that “something” is—what
your students really need—and planning how you will get them there and how
you will know when they got there in a goal-driven, principled manner.

This book is meant to empower you as a teacher. Language motivates, and
language empowers. When you set specific language goals and enable students
to achieve them, you empower your students and give them the tools for real
success in English. When you set aside the many perceived problems and dis-
tractions to the task of teaching and focus instead on setting specific language
goals and following through on them, you empower yourself as a teacher to
bring about real change in your students’ language production.

How Is This Book Organized?

Chapter 1 addresses the theory of setting specific language goals for students and
offers examples of these in action. Chapter 2 relates this idea of specific language
goals to actual learner needs and gives examples of an initial diagnostic and
needs-analysis. Chapter 3 redefines lesson planning and offers walk-throughs
and templates to use when planning goal-driven language lessons. Chapters 4
and 5 discuss explicit language instruction, grammar lessons, and treatment of
error, while Chapter 6 addresses recognizing and assessing student progress.
Chapters 7 and 8 tackle the mechanics and logistics that facilitate the goal-driven
language classroom, demystifving the transition from a goal-driven lesson plan
to the real-time, in-class delivery of the plan.
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The Eye-Opener sections highlight surprising facts about language
instruction while the Spotlight on Research sections introduce relevant and
useful information from TESOL literature.

This book does not separately discuss business English, academic
English, conversational English, or English for Specific Purposes. Although
these divisions are certainly useful for defining content, specifying sets of
vocabulary, and teaching situation-specific pragmatic knowledge, they are
beyond the scope and goals of this book. The classroom is primarily a lan-
guage classroom, and language-focused goals for your students should under-
lie every ESL class, whether it's business English or not.

Some sections refer you to other books or materials. Some teachers find
that their curriculum is set, and they cannot introduce additional materials
into the classroom; others find that they have no curriculum at all and are
in effect responsible for creating their own. In both cases, we believe that
effective, efficient teaching can occur: the teaching framework is more than
just the materials, which are really secondary to it. However, teachers creat-
ing their own curriculum or supplementing one will find useful suggestions
here.

A few sections of this book are flagged with a tutering icon to address the
particulars of working one-on-one (or in very small groups) with students.

Re-Imagining What It Means to Be
a Language Teacher

@\ Reflections on Teaching: Creating and Using a Teaching Journal

Regardless of your classroom situation, we encourage you to keep a separate
notebook for the journal activities you'll find in this book. Each chapter con-
tains at least one reflective journal item, in which you'll need to think and
write thoughtfully about your role as a teacher and the other topics. Each
chapter also may contain short question-and-answer activities, designed to
prompt further thinking. Stop and think through each activity, exploring
possible answers to the journal questions, before continuing to read each
chapter.
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WHAT ARE YOUR STRENGTHS AS A TEACHER?

WHAT DO YOU DO WELL IN THE CLASSROOM?

If vou don't yet have classroom experience, think about your interactions
in business, social activities, and your personal life because many of these

strengths transfer into teaching,
A few examples are:
thinking on your feet and improvising
= prganizing, planning ahead, and making lists
* empathizing with students
» quickly evaluating a problem and resolving it
» setting goals and keeping them clearly in mind
» creating a warm classroom environment

* offering good models of English grammar and pronunciation
* being sensitive to cultural differences

* managing time efficiently and covering material as planned
choosing interesting topics and materials

@REFLECTWE JOURNAL

This requires you to think about and actually list your goals.

1. What desires or frustrabions prompted vou to pick up this book?
What goals do you have for yourself as a teacher?

2. What goals do you have for your students? How would you
describe your current or prospective English class?
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What do you think is important to focus on before a class? Use a check mark
to indicate what is most important. Explain why.

1. interpersonal aspects: enjoying/creating a bond with students

25 organizational aspects: using organized systems for teaching and keeping
track of the class (attendance book, handouts organized, etc.)

3. content aspects: providing good content (interesting topics for discussion,
etc.)

4. activity level: relying on a good list of activities

5. goal level: establishing clearly set goals for students and knowing how

students will reach these goals and how you'll know when they have reached them
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While all of these aspects—interpersonal, arganizational,
content, activity, goal—are important considerations for the
classroom, many teachers think of them separately, without
giving enough importance to what we think should be the
mast important aspect—the level of goal-setting.

This book focuses mainly on goal-setting and organization for the class-
room; you supply the empathy with your students, the interpersonal aspects,
without which you probably wouldn't be teaching or tutoring to begin with.
The content of the class can come from you, your students, your textbooks,
or your program, but it should not be the driving force in the classroom,
Similarly, while it's good to explore a variety of types of activities, and while
teachers are always on the lookout for engaging activities that genuinely
work in the classroom, the activity should not be an end in itself.

This book provides a framework to take these separate aspects and inte-
grate them into a coherent approach to teaching.

In Figure 1, the items on the left depict how some teachers may approach
teaching: everything is separate, compartmentalized, but empathy and activ-
ities receive the bulk of the teachers’ attention. On the right, an integrated
teaching framework is shown, with more attention paid to classroom goals
and organization.

FIGURE 1
Twao Views of Teaching

CONTENT
RO ANTTATICHN

.

A Teaching Framework
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@\_\ REFLECTIVE JOURNAL

The idea of metacognition is a very important one in educational research
and pedagogy. Its benefits have long been recognized in philosophy and
psychology, dating back to the ancient Greeks’ dictum to “Know thyself.” So,
here and throughout the book, we challenge vou to get to know yourself bet-
ter as a teacher and to re-examine your experiences, inspirations, and goals
through these reflective sections.

Some of the ideas in this introduction may be new to you. At the end of
this introduction, flip back through these pages and take specific note of any
sections that raised new questions in your mind.

The box on page 4 asked you to consider your strengths as a teacher.
This exercise can be a difficult one. It's worthwhile to think about what you
do well as a teacher because these strengths are often the reason vou turned
to teaching in the first place. For example, a teacher who knows he or she
relates well to people from other cultures may have turned to teaching ESL
(as an avocation or profession) for this reason.

This book will help you address the areas of your teaching that you may
feel overwhelmed by at the moment but will also help you build on your
known strengths to create an individual teaching style within a principled
framework.

The next section is meant to be completed in writing in your journal so
that you will be able to look back at your initial responses later. However, use
pages 7-9 for your notes; you may also want to talk through these questions
with a fellow teacher or a mentor. The two main benefits of this conversa-
tion are to create an audience for your thoughts to force yourself to be more
specific and articulate in your responses and to create a teaching support
network for yourself.

1. Describe your teaching situation if you have one. If you don't
have one vet, go to #2.

7
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2. Teachers tend to teach the way they have been taught. Who were
some of your best or most memorable teachers, and why do you value
them? What do you recall about your experiences learning to read in
your first language, learning to speak another language, or living or
traveling abroad?

3. Many teachers think that student motivation is an essential compo-
nent of the classroom and that their job as teachers is to motivate their
students. In fact, however, people tend to be motivated most by real
outcomes, which vary widely by individual (some learners focus on
a high grade in a class, or the possibility of a better job, for instance).
Your students’ particular motivations are secondary and largely irrel-
evant to the classroom and to your job. To help realize this, think
about a time when you were “motivated” to do something by a focus
on goals. Describe the experience.



Intraduction

4. Complete this sentence:
My job as a teacher is to

Possible responses to this include:

a. My job is to convey knowledge—for example, teaching the difference
between past tense and present perfect.

This idea forces teachers into the role of a reference book or library,
a position that can paralyze teachers and distract them from their
goals if they don’t immediately know the answer to a given ques-
tion. Instead, you as the teacher do not have to be the repository
of all knowledge on English.

b. My job is to be my students’ friend. I need to be supportive and make the
learning experience enjoyable for students,

This view misses the point of having a teacher in the classroom—
vou should be more of a facilitator than a friend, and the new
abilities that students walk away from your classroom with are
what make the learning experience truly valuable to them. Fur-
thermore, offering students the language they really need is in
fact a measurable way to be their friend and advocate.

c. My job is to mativate students and make them work harder.

This idea misunderstands the role of motivation in the classroom:
whatever motivation brought students into your classroom, it's
their progress and success that will actually motivate them to
returm.

d. My job is to create an environment for students to maximize their poten-
tial.

This view is just too vague to be useful: if you do succeed in reach-
ing this goal, at best all you have is the environment. You don't
actually have any measurable achievements or learning.
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Your job as a teacher of ESL is to enable students to reach the
language goals that you have set,

This formulation of yvour job as a teacher is useful because it's

student-focused

2. language-based (not based an content, atmosphere, or motiva-
tion)

3. observable, measurable, and achievable.

i

Solving Common Teaching Problems

Although there are lots of things to think about before setting foot in the
classroom, there are certain things you don't need to worry about. The
“problems” listed on pages 11-14 are often part of the realities of teaching;
if your overall focus is on yourself as a language teacher and goal-setter for
your students, you should be able to work within the framework of any
institution.
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Problem 1

Restricted Content/Materials: The curriculum/book is chosen for me, and I'm locked
i to using it.

It doesn’t matter what content you use to teach language. Use any content
you have, but set goals for students for language skills. Use the content to help
them reach these goals.

CASE 5TUDY: THE FOOD PYRAMID

A teacher working in a community center was assigned to teach a lesson on the
food pyramid and government dietary guidelines to a group of adult learners. The
teacher was very unhappy about the required content of this part of his course, and
he felt that it was offensive for him to be telling other adults how to eat.

He wasn't focusing, however, on the many language goals that could arise from
this required content. Aside from the fact that his learners should be familiar with
the content because they will also encounter it in other contexts (doctors” offices,
children's schools, etc.), this content lends itself to a grammatical focus on

* numbers

* count/noncount nouns: milk, rice, bread

* partitives and plurals: a glass of milk, a bunch of bananas, a loaf of bread
* modals: I showld eaf more. .

¢ wh- questions: How many vegetables do you eat a day?

Problem 2:

Specialization: I'm supposed to teach business English (or another specialized field),
and [ don't have extensive experience in that field.

It doesn’t matter—you're teaching language. The content is set, so just fill in
some vocabulary items. If students are already taking business or technological
English, they may be good informants about what kinds of vocabulary they need
to know. You as teachers can predict the language students will ultimately need
in this context; work backward from your mental script of what students will
need o say.
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Problem 3:

Open-Ended Content/Materials: There is no set curriculum. How am [ going to find
materials to fill every session?

Find something you like and your students don’t hate—newspapers, current
events, holidays/cultural items—and use these things as the content of your
class. Remember that you're teaching language through the content; you're not
teaching content.

Problem 4:

Administrative Pressures: My school/department is very rigid in its guidelines for
teachers. I've been asked to speak move slowly or simply,

Many language programs are run with very specific and inflexible guidelines
for teachers. For example, if the main focus of a program is to get students to
stay in class and re-enroll for another semester, then allowing students to reply
only in a few words or with very inaccurate grammar may be tolerated. While
you probably can’t change the system at an entire institution, you often can work
within the system to use meaningful language, set specific language goals for
students, and achieve higher levels of student accuracy within your classroom.
In every case, be sure you understand the political climate of your institution.

Problem s:

Class Size: My classes are too big. I have 20-30 students in a room. OR I'm nervous
about being one-on-ome with a student as a tutor

In general, teachers and tutors have no control over the number of students
in their class. If you're lucky enough to have the ideal class size (8-15 or so),
that's great. If not, this is one of the realities that you have to accept.

Problem 6:

Affective Factors: | don't want to make students feel bad about their accent or their
mistakes,

Remember that vour job as teacher or tutor is not to be the students’ friend.
It's possible to set up a classroom climate that doesn’t stigmatize students’
accents or mistakes, and that also doesn’t tolerate inaccuracy on targeted gram-
mar/pronunciation points. Students come to class wanting—and often need-
ing—to improve, which usually means changing their accents or grammar. As
teachers, we are not serving students well if we don’t call attention to inaccura-
cies and provide the means for them to change their language patterns to reach
the language goals,
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Problem 7:

Multiple Levels of Students in One Class: I'm worried that students will be at mul-
tiple levels in my classroom. How can 1 keep the advanced students entertained?

Varying levels within one classroom is a fact of life, and not one that you
should spend a great time of time worrying about. In general, identify the error
patterns your students have in common—almost all learners will share prob-
lems with noun and verb endings, for example, or with word- and sentence-level
stress. In addition, you can often use the different ability levels in your classroom
to your advantage. Sometimes you may want to group students by ability levels
for a specific activity, and sometimes you may want to pair a more advanced
student with a less-proficient one.

Problem 8:

Unstable Enrollment: My class enrollment is always changing, with some new stu-
dents coming in every few weeks. I'm worried about continuity.,

Daon’t worry about this! New students mean opportunities to recycle old
classroom expectations and recycle your teaching points. Use your continuing
stucents as informants for the new ones: students genuinely like being able
to show off what they've learned, and you'll be able to assess exactly where
your continuing students are. You can even use this strategy if your enrallment
doesn’t change over the course of the semester, but your students have spotty
attendance.

Problem o:

Feeling Overwhelmed: My students have so many needs. How will 1 ever be able to
help them make the progress they need? OR I don't know anything abou! my students’
native language(s), and I'm worried I won't be able to help them as well s 1 could if | did.

Remember that your job as a teacher is to set specific language goals and
give learners what they need to achieve them. You don’t need to know every-
thing about English or about your students’ language(s) in order to do this. Calm
down, figure out what your students need (i.e., what errors are they making?),
and prioritize a set of goals for them.

In addition, resources like Learner English can help you anticipate errors, as
will experience, but you should get your students focused on analyzing the dif-
ference between their native languages and English. You don’t need to have all
the answers; this process of analysis actually helps the students.

13
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Problem 10:

Motivation: What if my students aren’t motivated to work hard at their language?
What if different students in the class have different motivations?

Teachers tend to think that student motivation is the first and necessary
step toward language success. However, our goal-driven approach to teaching
can lead your students directly toward language success—which in turn may
result in increasing students’ motivation. Furthermore, we can find out students’
stated reasons for attending a class, but we never really know what's going on in
their heads, and even if we did, students’ stated motivation is largely irrelevant
to what goes on in the classroom. You can’t control who ended up in your room
or for what reason, but you can control what you do in the classroom. If you
set specific language goals and enable students to reach those goals, students
will become motivated. It's students’ own choice whether or not to use the new
pattern they've learned in their everyday speech or writing, but if they are able
to do it (i.e., they've reached the goal), you have done your job. Tell students
explicitly why they're doing specific things; focus students on the payoff. Your
goal should not be to “get students motivated” or even to have them motivate
themselves; if you have specific language goals for your students, that's all you
need to focus on.

These “problems” are not obstacles to classroom success, They are, however,
distractions from the real work of teaching and learning language. As teachers,
we need to set aside these concerns and focus on the real work of the class-
room—ygoal-driven lesson planning and delivery.
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Setting Aside Distractions
to Language Teaching

Some teachers distract themselves from the real work of the classroom by allow-
ing and elaborating on all possible tangents in a discussion or by resisting giving

closure through simple, discussion-ending answers.

Based on our years of training and supervising pre-service and in-service

teachers, we present this list of things teachers hate to say:

L

That's beyond the scope of our lesson. Don't be afraid to say this to stu-
dents. If you've got specific language goals and steps to get students
to those goals, you'll know instantly whether something is or is not
outside the scope of the lesson, and you will not need to debate with
yourself in the classroom about whether or not a particular tangent
is or is not relevant. Once you've decided that a particular question
is irrelevant, you will need to shut down discussion on it firmly and
re-direct students back to the goal at hand.

That's just the way it is (in English / in this case). There are times when
this is in fact the right answer to a student’s question. Teachers are
often comfortable giving this response about something fairly sim-
ple, such as irregular forms of nouns or verbs, However, with more
advanced and non-systematic grammar points (such as which verbs
take gerunds vs. infinitives, which verbs take which prepositions,
and which verbs are transitive vs. intransitive), teachers often unnec-
essarily second-guess themselves and are reluctant to simply state the
reality that some aspects of language are not predictable. On the other
hand, students often welcome this kind of straightforward response.

You'll have to memorize it. Since some aspects of language are not pre-
dictable or rule-governed, there are words, forms, and patterns that
students simply must memorize, just as native speakers do (whether
or not they recall doing so). Teachers are often reluctant to say this
because it makes them feel that they are inadequate to explaining the
task at hand or may bring to mind associations with out-of-vogue
teaching styles (such as pattern-practice drills). Students, on the other
hand, are used to memorization: academic-level ESL students typi-
cally memorize dates, facts, formulas, etc,, in their other subjects,
while community or literary-level ESL learners will have already
had to memorize the basic elements of literacy and language. In fact,
most teachers will remember that they had to memorize to do well in
school themselves.

15
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4. No, that's wrong. This may be one of the most difficult things for
teachers to bring themselves to say, but it is sometimes necessary
and helpful. (Chapter 2 discusses how and under what circum-
stances to respond to student errors in the classroom.) Beyond
direct language errors, however, this situation sometimes arises
when students have firm but mistaken convictions. For example,
one student we know was insistent that contractions, which char-
acterize American English, are “lazy” English and are not used by
speakers of British English. The reality is, of course, that both Brit-
ish and American speakers do contract; it would not serve anyone
for a teacher to argue back and forth with an insistent student
on this point, nor would it be helpful to allow the misperception
to persist in the classroom. Teachers need to feel comfortable, in
such situations, saying, “No, that’s not the case,” and re-directing
the class as a whole back to the goals at hand. (As a side note, you
may want to ask an individual student—as the teacher in this case
did—to check his or her facts and discuss it with you later, but the
point is to control the discourse of the classroom in a clear, goal-
focused way because you know where students need to be.)

@ REFLECTIVE JOURNAL

Do you have an overall approach to teaching? Can you articulate it? Would
an observer in your classroom on any random day see things that match that
approach?

What do vou hope to gain from this book? How do you think it might
affect your approach to teaching?



CHAPTER 1

Setting Specific
Language (Goals

Think about it
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Using Specific Language Goals as the
Motivation for Any Given Lesson

As this example demonstrates, teachers may sometimes be unable to state their
reasons for teaching specific topics at given times other than in terms of course
requirements. A goal-focused teacher would respond to the why question by
referring to students’ progress in meeting ongoing language goals: “They need
past participles because next week we're going to work on the passive voice.” Or,
"My students need to be able to answer the questions on the citizenship exam.”
Having specific language goals for your students, therefore, means that you as a
teacher will always be able to answer the why question. If yor know why you're
teaching something, it’s possible to make it transparent to your students.

Setting Specific Language Goals:
Rationale and Examples

A goal-focused approach includes specific language goals stated from the stu-
dents’ perspective. Goals (or objectives) are not the same as a lesson tapic.

Teacher-Described Lesson Topics (Objectives):
"I'm going to cover past participles today, | Students will be able to form the past par-
regular and irregular” ticiples for target irregular verbs, form the
past participles for regular verbs, and pro-
nounce them correctly.

These student-focused goals should be observable and measurable,
operationalized.
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Writing Operationalized Objectives

How do you know when your objectives are concrete and operationalized?
Consider this sample objective:

Students will explore the main ideas of the three articles and share
their views,

Less effective goal statements talk around the final outcome, rather than
define it; therefore, no one knows when this objective has been achieved.
Avoid these words to help keep the objective concrete.

explore understand learn more about
know realize improve
review practice share

Consider this rewritten objective:

Students will state the main idea of each article using the attributive
verbs say, think, state, assert, and claim accurately and appropriately.

More effective objectives use concrete words, specific examples, and non-
ambiguous language. These objectives present the measures to know when they
have been reached. These objectives clearly define the final outcome. It's pos-
sible to set this kind of operationalized language goal at levels from beginning to
advanced. For students at a beginning level, for example, you may have a goal
as simple—but still measurable and observable—as this:

Students will respond appropriately to the question “What's your
narme?"

As students’ language skills advance, the content of your goals should advance
along with them, but the form of the goals will generally vary quite little.

Reverse-Engineering Teachers’ Goals
from Students’ Performance

To test out the claim that operationalized, observable objectives are helpful in the
classroom, it should be possible to arrive at a teacher’s objectives by observing
student outcomes. In other words, what do you see happening in the classroom?
What are students doing or saying? Working backward from what you observe,
vou should be able to articulate the result of the lesson. Whether or not a teacher
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had these specific objectives in mind, consciously or unconsciously, before teach-
ing the lesson, this is what students are actually able to do and say as a result of
the lesson.

Find an ESL class to observe. This should be fairly easy; most programs are
happy to accommodate, with advance notice, a new teacher in the spirit of men-
toring and professional development. When you observe the lesson, what do
you think you should focus your attention on?

If you focus on these things in the classroom—types of activities, grouping,
or participation from different students—you will be analyzing the lesson on a
surface level. There is of course value in considering the teacher's decisions with
regard to grouping, the different types of activities that occurred during the les-
son, and the range of participation from both shy and vocal students, but your
analysis of the lesson cannot stop at this point.

You will also need to think more specifically about the students’ participa-
tion: what are the students sayving? Describe the language they are using. Your
notes during the lesson should include enough of the language that students are
using so that you can reconstruct both what they were talking about and how
accurate they were in their use of the language.

Imagine that you're observing a class with students who have just read for
homework a passage on soil erosion in the Southwest. The teacher asks students
what they recall from the reading, and students volunteer various details from
the text, starting with their complaints about how long the reading took them to
do. As you listen to the discussion, you of course hear grammatical errors, which
you are interested in transcribing to look at more closely later. However, you
don’t have to write every word that every student says to capture their errors.
The chart shows what individual students actually said in the classroom, what
they probably meant (given the context), and what you may have written in
order to remind you of the error for later analysis.

HW‘H}?..
| T took three hour. . .

1 took three hour to read.

It took me three hours. . .

All the new ward were All the new words. . . | All the new word, . .

difficult.
It's make it very difficult. It makes. . . It's make, . .
Scil use-ed for growing . used. . . Sail use-ed for growing. . .

food.

1s evenly distribute. . ,

It's evenly distributed. . .

Is evenly distribute. . .

The nation with surplus
food. . .

(All} the nations with. . .

(All) the nation with
surplus. . .




Then think back to the lesson, and look at your notes to answer the questions

1. Setting Specific Language Goals

on the checklist.

Checklist for observing a lesson:

Ask yourself these key questions while observing any classroom lesson:
0 What was the teacher s objective for the lesson? How do you know?
Remember to state the objective(s) in operationalized terms from the stu-

dents’ perspective—what are students able to do/say now, at the end of the
lesson, that they weren't before?

o Look closely at the language that the students used during the lesson. Your
notes will be very helpful here.

o Are there repeated structures that caused students to make mistakes, per-
haps initially, but that they then received instruction and /or correction in?

o Are there differences between the kind of language (and the level of accu-
racy) that students were producing at the beginning and end of the lesson?

o What can you tell about the language that the teacher is using? What is the
“teaching talk,” the succinct, minimal language of instruction?

o How does that teaching talk (if vou observed it) relate to the language stu-
dents are producing at the end of the lesson?

ACTIVITY: A SAMPLE CLASSROOM OBSERVATION

Imagine that you observed a lesson in which students have just finished reading
the first section of an English language novel. This is their first discussion of the
novel in the classroom. Most of the students report that they found the reading
difficult. To analyze the source of the problem, the teacher asks students to share
with their classmates passages in the reading that they individually found dif-
ficult. You take these notes, among others, of students’ speech during the first

part of the lesson:

51: In the page thirty-three. . . On the chapter three . . .
52: On page-ee seven. . .

53: On page one-four-seven. . .

54: On one paragraph. , . (the first paragraph)
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You also notice when the teacher corrects students and addresses language
patterns explicitly:

T: We use on for pages and in for paragraphs and chapters. Don't say the if
you use a number.

T: Page. One syllable.
T: Read it as a single number.

T: We use in for paragraphs, and tell us specifically where on the page. In the
first paragraph. . .

You observe that students notice when they are being corrected, and toward
the end of the lesson you hear this:

51: In page—on page 27. . .

52: On page ten. . .

53: On page one hundred and four. . .

54: On one paragraph. ..  T:In which paragraph? 54 In the first paragraph. . .

An observer may note that there was some pair work and then a full-class
discussion and may even think that the teacher’s only goal was “getting stu-
dents to talk about the text.” This lesson goes beyond that, however, and the
teacher had specific objectives for students. What do you think? How would you
state the teacher’s objectives based on the notes and data you have?

Maybe you think the objective is that students will be able to find a specific
spot on a page. This is close, but you can be more specific. What are students say-
ing and doing at the end of the lesson, as opposed to at the beginning?

Students are. . .

identifying a passage by page and paragraph number.
able to use correct prepositions for pages, paragraphs, and chapters.
able to say the word page as a one-syllable word.

able to use cardinal and ordinal numbers appropriately in this
context,

What you have just done, by observing a lesson and paying close attention to the
language students and teachers are using, is to re-create the specific, observable
objectives that a good teacher may have had in mind when planning the lesson.
You should always look for objectives when observing a lesson; conversely, a
visitor to vour classroom should be able to state your objectives by observing
what your students do and say.
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Setting Specific Goals for Favorite Activities

Most teachers have a favorite go-to activity that always works to get students
talking and engaged, but teachers might not have taken this activity to the next
level and analyzed the language and related language goals it involves. Setting
specific language goals for your students can help you maximize the effective-
ness of any activity (reading, topic, etc.) that you would do in the classroom.

Look at the chart on pages 24-25, and then think of some activities of your
own and how yvou might extend them in this manner.

Step 1: Think of an activity you typically use in the classroom.

Step 2: Brainstorm the different language topics (grammar, vocabulary,
pronunciation) involved in the implementation of that activity.

Step 3: Script what students will actually be saying (the language prod-
uct of the task) when they successfully complete the activity.

Step 4: On the basis of your brainstorms and your scripts, draft student-
focused, observable, measurable language goals for the activity.

Setting Goals According
to Students’ True Language Needs

At the first meeting between a tutor and an ESL learner, after exchanging names
and pleasantries, this conversation took place. The learner was visibly pregnant.

T How far along are you?
S: Not far—] live in Watertown.
T: Oh. . . uh, right, that's not far. | live in Cambridge.

What's the problem with this exchange? Regardless of what the learner artic-
ulates about her goals and interests for this and future tutoring sessions, what
does this exchange tell you about the learner’s real-world language needs?

An informal survey we conducted reveals that many teachers are on the side
of the tutor in this example: many teachers agree that they, too, would have
responded to the student’s off-target answer and pursued that line of conversa-
tion. When pressed, one teacher explained that she wouldn’t have wanted to
embarrass the student by pointing out her misunderstanding. All of these teach-
ers have missed the point, however: the pregnant ESL learner is going to be
asked this (admittedly idiomatic) question at numerous points in the next few

23
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From Activity to Goals

il

LI TR o

What would you do if
you won the lottery?
(imaginative discus-
sion)

+ conditional wouwld

= contracted would (I'd,
atc.)

« woard-initial fw/ (vs. oud)
and lack of consanant /If
(vs. wooled)

« wh- questions

= contrastive stress

[‘d danate some of the
money and travel around
the world. What would you
do?

» ask and answer questions
with would appropriately

+ pronounce would correctly

» pronounce contracted
would correctly

» ask for help with new
vocabulary they want ta
use in their responses (How
do you say. . .. 7}

s jncrease pitch, volume, and
duration of contrastively
stressed pronoun where
appropriate

Should students be
allowed to look at their
cell phones during
class? (class debate)

* yes/nog guestions with
should lack of consonant
{If (vs. shooled)

+ short answers with yes/no
and should

» complex sentences with
because

= agree/disagree + with +
person

* impersonal you modals
{might, could, etc.)

+ discourse markers for
contrast (but, on the other
hand)

Yes, because you might

nead to call home.

I agree with John. There
could be an emergency.

Students will be able to:

= ask and answer yes/no

guestions with should

pronounce should correctly

form complex sentences

with becsuse in their

ANSWers

= use the impersonal you to
state generalities

+ use modal might and
could appropriately in their
BNSWErS

* use agree appropriately as
an intransitive verb

+ use constrastive discourse
markers appropriately to
separate ideas
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months, both by new acquaintances and by doctors, nurses, and reception-
ists at medical appointments. She needs to be able to respond appropriately
to this question; furthermore, she likely has additional language needs with
vocabulary and other idioms related to her pregnancy.

In this situation, preserving a superficial level of communication and
ignoring the basic misunderstanding does not serve the student. We as teach-
ers (and tutors) may find ourselves in situations like this, where we recog-
nize a language need our students may not themselves see. Our task then is
to see and take advantage of opportunities for setting specific language goals
for our students.

Overcoming Distractions that Divert
Attention from Setting Goals

Teaching Frustrations

One thing that distracts teachers is their own frustrations with their job. The
chart on page 27 lists some of these job-related frustrations and very briefly
introduces the solutions to these problems that will be developed more
throughout this book.

@nsnsr_nvs JOURNAL

Often, current or future ESL/EFL teachers say they want to be more comfort-
able and confident in the classroom. The idea of achieving confidence in your
teaching as a goal in and of itself, however, is a flawed one. Other teachers
merely say that they want to “become better teachers,” which is so broad a
goal as to be meaningless. This book will refocus your attention away from
yourself and your teaching and onto your students and their learning. By
focusing on learners, setting achievable language goals for them, and mea-
suring their progress toward those goals, you will discover that you have, in
fact, “become a better teacher,” which will provide a genuine basis for confi-
dence in your teaching, What do you think?

How easy is it for you to focus on learners, as opposed to focusing on your-
self as a teacher?

What are your opinions on the student-focused goals—as opposed to the
teacher-described lesson topics—and their importance?

Where would you stand in the tutor-learner exchange detailed on pages 23
and 26?
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Teacher's Frustration

Class preparation takes too much
time,

This book directly addresses this issue. The key
is envisioning where students need to be, then
working backward from there, At that paint, the
lessons will almost plan themselves.

Students don't like the topics of
some of the readings.

That's okay! Students need to know why they're
doing a specific activity—they're not here to learn
about a specific topic, since activities are just in
service of larger language goals. Effective lesson-
planning helps address this issue and makes
transparent to the students the reasaon why they
are doing something. In other words, it doesn‘t
matter if they don't like the content of a given
reading/activity: students can see they are learn-
ing something about English, with the content as
a vehicle,

Students do the activities, but they
don't seem to make real progress.

Unfortunately, this is the inevitable outcome if
students are only asked to fill out exercises on
their own; instead, teachers have to make trans-
parent for students the connection from individual
exercises/activities to their own use of the lan-
guage.

Grading is stressful and takes too
much time,

Grading doesn’t have to be time-consuming, or
subjective. If you grade with a specific list of cri-
teria in mind, even long compasitions filled with
errors are not difficult to get through.

My students are all at different
levels—I just want an activity
everyone can do.

Even the perfect activity isn't a solution to every
classroom problem. Teachers need to consider
the common needs among the different students
in their ciass and focus the activity on students’
genuine needs.

I can't focus on accuracy and
meaning at the same time.

You can. If your goals for students are completely
clear to you, and if you know exactly which lan-
guage features you are monitoring for accuracy,
then this becomes a manageable task. (See
Chapter 5 for more information on this issue.)
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CHAPTER 2

Analyzing Student
Needs

Think about it

Imagine that you are teaching your first course at a language school, You've
talked with the program directar ahead of time and inherited a syllabus and
textbook from former teachers of this level. On your first day in the ciass-
room, however, you are suddenly overwhelmed by the number and variety
of mistakes that students are making. What do you do now? How do you sort
through these mistakes to decide what to address?

Chapter 2 includes these topics:

G Facing the problem of learner errors
4 Implementing a solutien—Diagnosing learner errors
@ Using a theoretical framework to model learner progress

4 Creating needs analysis plans for one-on-one tutoring, small group
tutorials, and more formal classes

29
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Facing the Problem of Learner Errors

Chapter 1 addressed the issue of setting goals for students based on their lan-
guage needs (not interests or student-perceived needs). But how do you deter-
mine those needs? Even a teacher who's committed to a goal-driven approach
to language may encounter one of these problems when attempting to diagnose
student needs:

® not noticing student errors. Sometimes, especially when teaching
an advanced group of students, teachers may have a false sense of
learners’ abilities. Particularly if students are outgoing or willing to
speak up, teachers may not really notice students’ inaccuracies, pay-
ing attention instead to the amount of language students are produc-
ing and the content. In this case, we suggest using formal diagnostics
(detailed on pages 37-46), ideally in conjunction with a recorder, to
accurately gauge learners’ levels.

B feeling overwhelmed by student errors. As in the situation described,
some teachers quickly become aware that students have language
needs, but they may feel overwhelmed by the complexity of the
problem. What they are facing is on one level a problem of data com-
plexity: the need is to sort through and make sense of student errors,
deciding which are more serious and which are within the scope of
the level or timeframe.

B accommodating one’s ear to student errors. Some teachers accom-
modate their ears to students’ errors; Varonis and Gass (1982) exam-
ined causes of communication breakdown and found that “language
teachers, due to their familiarity with nonnative accents, must guard
against becoming tolerant, since the goal is to prepare ESL students
to be understood by those less linguistically trained (i.e., less tolerant)
outside the classroom.”

Addressing the Problem: What’s Holding Us Back?

ESL teachers play multiple roles in interacting with their students: they may be
formal or informal advisors and cultural informants, offering information on
negotiating life in the United States, but primarily they are language instructors.
This constant juggling of roles sometimes gives teachers an identity crisis as they
try to determine their role in the classroom. The chart on page 31 shows some of
the differences between these different roles.
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let students’ desires and interests guide | let student needs and language goals
conversation guide conversation

lean in empathetically when students
are saft-spoken

lean back and encourage students to
speak to the class

gloss over student errors

focus on target student errors to help
them self-correct and build indepen-
dence

focus on fluency and contant

facus on accuracy and content

SPOTLIGHT ON RESEARCH

sense of identity?

rather than implicitly.

How can [ focus on form—ie., students’ accuracy—withow! harming students’

Ellis, Basturkmen, and Loewen (2001} reported on leamer uptake in
“focus-on-form” episodes in 12 hours of communicative language
teaching. Not only did students not shut down when corrected, but
uptake was more likely when learner errors were addressed explicitly

Implementing a Solution—
Diagnosing Learner Errors

Whatever group of students you have, some problems will be common
to learners, even those from a variety of language backgrounds, and will
include errors with noun and verb endings, articles, stress patterns, spelling,
and pronunciation of sounds (such as the th sound in think and the) that are

rare in the world’s languages.

Of these, article errors—though pervasive—are generally considered to
be less serious and less teachable than, for example, errors with noun and
verb endings. Errors with these endings are highly stigmatizing to students
and seriously impair their communication with other speakers. But noun and
verb endings are systematic and rule-governed, so learners can be taught to

produce them accurately.

31
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Other errors are specific to learners’ particular first-language back-
grounds. A useful reference book for these errors is Learner English (Cam-
bridge University Press, Swann and Smith, 2nd ed., 2001), which has chap-
ters detailing the problems specific to 22 different languages or language
groups. This book is particularly helpful if you're teaching EFL/ESL in a
monolingual environment. If you're teaching a more heterogeneous group
of learners, however, a quick look at the different chapters representing your
students” first languages will show you the common areas of difficulty in
your class.

Beyond these predictable errors, however, you will likely be faced with
a myriad of grammar, pronunciation, and vocabulary errors even on the
first day of class. Some teachers may be tempted to just ask students what
their biggest mistakes are, in order to address these errors more quickly. This
approach does not generally work.

N

X SPOTLIGHT ON RESEARCH

According to Derwing and Rossiter (2002):

“When we asked respondents what pronunciation problems they typi-
cally experienced, 39 out of 100 participants were unable to identify
specific areas of difficulty.

Eighty-four percent of the specific problems identified by the remain-
ing 61 students were segmentals [such as] ‘th’ [and] ‘1/r.’

If a speaker makes mistakes with the suprasegmentals, listeners will
sometimes not have enough information to understand the message—
even if all the individual sounds (the segmentals) were correct.”

Even beyond the field of pronunciation, ESL learners are not cognizant
of their language errors. If, at the beginning of a grammar-based course, you
ask students what their biggest mistakes are, you are likely to hear answers
such as “verbs” or “vocabulary,” which are so broad as to be unhelpful.
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Using a Theoretical Framework
to Model Learner Progress

As a result, we say that learners at the beginning of a course typically don't
know what they don't know.

A MODEL OF LEARNER PROGRESS:
HOW STUDENTS BECOME UNCONSCIOUSLY COMPETENT

Teachers tell students directly that there is bad news and there is good news about
their language errors: on one hand, everyone probably has more problems than
they are aware of but, on the other hand, no one person makes all possible errors.

Learner progress can be conceptualized as shown in Figure 2 and the chart
an page 34.

FIGURE 2
The Four Levels of Competence
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Consciousness Competence
Level 4 Unconscious Competence - +
Level 3 Conscious Competence + +
Level 2 Conscious Incompetence + M
Level 1 Unconscious Incompetence - =

Source: Sound Concepts by M. Reed and C. Michaud, 2005, McGraw-Hill. Used with permission,

Consciousness means being aware of errors and thinking about how to correct
them. Competence means not making errors.

You may want to share these levels and the ladder with students at the
beginning of a course and periodically throughout to remind students of their

progress.

The Four Levels of Competence

At the beginning of instruction in any aspect of language, students are at Level
1 (Unconscious Incompetence). Students make errors, but they are not aware of
what their errors are; it is at this stage that teachers gather baseline data (in the
form of initial diagnostics, as will be shown later in this chapter).

After some instruction, students gain a conceptual grasp of target sound,
pattern, or concept and are at Level 2 (Conscious Incompetence). [How to get
students to this level through teaching talk (the language of instruction) and
how to tell they're at this level based on student tell-backs—what students are
able to tell you back about the rule or strategy you have just introduced—is pro-
vided on page 64 |

After instruction and practice, students master specifics of production under
teacher control and are at Level 3 (Conscious Competence). [How to get stu-
dents to this level through a teacher-student partmership (strategic instruction,
guided practice, and a principled approach to corrective feedback) and how to
tell they're at this level based on teacher-prompted production is provided on
page 35.]

Alfter practice, students (start to) form new mental images for the target, at
Level 3 or Level 4 (Unconscious Competence). [How to get students to this level
through a closed-circuit theory of convergent production and how to tell they're
at this level based on student self-correction (Level 3) and student spontaneous
production (Level 4) is discussed in Chapter 7.
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It may help to think of the process in another way, as shown in Figure 3,
FIGURE 3

Teaching Talk and the Role of Prompted Production
Teaching Talk

%

Tell-Backs + Prompted Production = New Mental Image

—

[Meta-language] [language] ‘l._

self-correction

Principled

Approach to l’
Corrective
Feedback spontaneous production
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Creating Needs Analysis Plans
for One-on-One Tutoring, Small Group
Tutorials, and More Formal Classes

1. One-on-One Tutoring

The demand for one-on-one tutors to work with English language learners,
usually through programs such as citizenship organizations, faith-based
organizations, literacy programs, and libraries, has increased. Such programs
typically provide minimal amounts of training for their volunteer tutors.
Tutors working one-on-one with learners have a wonderful opportunity to
focus solely on a single learner’s needs and problems; however, the danger
of slipping into the role of merely a conversational partner is particularly
great in these cases. Even one-on-one tutors can and should be operating
with a goal-driven approach to language teaching—not mere conversing. A
first-session diagnostic plan that tutors can implement is detailed.

GUIDELINES FOR THE DIAGNOSTIC INTERVENTION PLAN
Step 1: The Speaking Diagnostic (record and take detailed notes on errors)

The Speaking Diagnostic focuses on pronunciation. It is designed to include all
24 consonant and 15 vowel sounds of English, as well as consonant clusters,
It is designed to detect a number of predictable interference problems for
speakers of a variety of languages. It is double-spaced to allow teachers to
mark the passage to indicate student errors.

Preparation: Prior to meeting with your student, prepare two copies of the
Speaking Diagnastic—one for the student to read from and the other for you
to mark. If possible, arrange to bring a tape recorder to your first meeting.

At your first meeting: ask the student to read the Speaking Diagnostic
silently. Then, ideally with recorder running, ask your student to read the
Speaking Diagnostic aloud. While the student is reading, mark your copy of
the text to indicate errors, Use the recording to refine your error-detection.
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DIAGNOSTIC
Directions: Read the passage silently. When you are
ready, read the passage aloud.
Most travelers, immigrants, and international students know that they
could experience culture shock when they visit a new place. At first, there is
what’s known as the “honeymoon” phase, At this stage, they're interested
in all the new and different things in their new world. Everyone is full of
hope, and nothing is too huge a challenge. After that, even though they are
prepared, many people are surprised to experience a period of frustration
and anxieties. In addition to culture shock, they also experience language
shock: they question their ability to speak the language, to learn so much
new vocabulary, and to pronounce the words. The differences between the
new culture and their home that seemed charming at first now seem very
insurmountable. For most people, after a period of several months, this
stage gives way to one of adjustment, and they are finally able to enjoy the
new culture that they had previously experienced as alien. What comes as
a major shock to some students and visitors, though, is that after living in
their new environment for awhile, it’s possible they would find it hard to
go back to their home country. They may actually experience another kind
of culture shock (sometimes called re-entry culture shock) when returning

to their home towns and villages.

This page is reproducible. Copyright © 2010 University of Michigan.
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Intake Interview Assessment

Directions: Use hatch marks to tally errors.
PRONUMNCIATION ERRORS

ELEMENT

!Nunibar?‘a'hf

Examples

Wrong Vowel

| Wrong Consonant

Final Consonant Deleted

Consonant Cluster Deletion

Wrong Number of Syllables: Extra Syllable

Wrong Number of Syllables: Missing Syliable

Wrang Syllable 15 Stressed

Missing Contrastive Stress

MORPHOLOGY ERROR

ELEMENT

Number Tally

Plural Ending Missing

Plural Ending Mispronounced

Past Tense Regular Verb Ending Missing

Past Tense Regular Ending Mispronounced

3" Person Singular Present Tense Ending Missing

3" Persan Sing. Present Tense Ending Mispronounced

Past Participle Regular Verb Ending Missing

Past Participle Regular Verb Ending Mispronounced

Possessive -'s Ending Missing

Possessive -'s Ending Mispronounced

Irregular Plural Ending Missing

Irregular Plural Ending Mispronounced

Irregular Past Tense/Participle Ending Missing

Irregular Past Tense/ Participle Ending Mispronounced

GRAMMAR ERROR

ELEMENT

Number Tally

Mo Subject

Double Subject

Count/ Noncount Noun Errar

Noun/ Pronoun Agreement Error

Mo \Verb

Verb Tense Error (Missing or Wrong Tense)

Verb Phrase Error (collocation/ phrasal verb error)

Wrong Word Form (Part of Speech)

Subject-Verb Agreement Error

Topic/ Comment Sentence Structure

Transitive/ Intransitive Verb Error

Article Error

Usage Error (e.g.: It makes pecple to think that . . . )

This page is reproducible. Copyright @ 2010 University of Michigan.
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The diagnostic on page 37 incorporates known pronunciation problems
for the following languages: Arabic, Chinese {(Mandarin and Cantonese), Cro-
atian, Dutch, Farsi, Finnish, French, German, Greek, Hungarian, Italian, Japa-
nese, Korean, Portuguese, Russian, Spanish, Swedish, Thai, Turkish, Urdu, and
Vietnamese.

Step 2: The Oral Interview (record and take detailed notes on errors)

For the duration of the first meeting, elicit from your student such information
as:

native language/ country of origin

length of residence in the United States

length of study of English

personal/ professional purpose/ goals for the tutoring sessions.

Finally, ask your student to list the specific problems he or she hopes to
address in the tutoring session. In other words, you are asking your student to
identify his or her problems with English. Remember that students are often not
very good at doing this, however.

Step 3: The Diagnostic Intervention Plan
1. List and categorize the errors:

a. Compare your notes of student errors with the student’s self-iden-

tified problem areas. Keep in mind that learners rarely have the
ability to accurately identify their areas of difficulty or their errors.

b. Compare your notes of student errors with Learner English. Sort
by pronunciation, grammar, etc., and by “learnability” consider-
ations.

2. Triage:
Decide which of the error types you believe you can effectively

address in the number of sessions you have before you and target
those when writing your goal-driven lesson plans.
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2. Small Group Tutorials or Informal Classes

Small group tutorials—some of which work on a drop-in basis—or informal,
often community-based classes occupy a middle ground between one-on-one
tutoring sessions and more formal classes. Using the information given, draw
on tips from the other two sections (see pages 36 and 41) here as they are useful
to you.

In small group, drop-in tutorial sessions (often run out of civic centers, librar-
ies, and faith-based organizations) a tutor or teacher may not know how many
students will show up—or who they are—until they walk through the door on
a given day. In such situations, there are no textbooks or syllabi. Nevertheless,
with a goal-driven approach and a language focus (rather than a conversational /
content-based focus), teachers can make such drop-in groups actual places for
real language change to occur for students.

For example, if you have a two-hour session, in the first few minutes you can
do a compressed version of an informal diagnostic. Just by listening to students
introduce themselves to others, you can quickly assess general ability levels and
glaring needs. You might decide to focus on only two or three basic points that
most students have in common, based on your predictions of student errors and
your initial mini-diagnostic, such as third-person singular, present tense verb
endings (My roommate always study late at night and it bother me.), subject-auxiliary
inversion in questions (How old your son?), and [th] sounds (Sank you!). At this
point, your job as a tutor/teacher in such a group is to multi-task, controlling
the conversation so that the topic moves well and everyone can participate, but
also offering explicit instruction in and continued monitoring for your target
points.
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3. More Formal Classes

In most formal class contexts, you will want to use some sort of formal diagnos-
tic at the beginning of the semester (in addition of course to informal observation

and assessment).
Benefits of formal diagnostics:

You become quickly aware of student needs and have the ability to
set language-based goals accordingly.

You collect baseline data of where students are at the beginning of
vour course to compare to their achievement at the end of your course.
You can make transparent to students their actual progress in your
course, showing them what specific mistakes they make at the begin-
ning and how that compares to what they do later.

You satisfy any administrative requirements of your school or program.

Three kinds of diagnostics are suggested:

1.

A basic performative diagnostic, which assesses students’ main pro-
nunciation errors (including errors with verb and noun endings).

A basic tallysheet for making sense of an initial piece of writing that
can be used in any writing your students produce (e.g., brief intro-
ductions/biographies, statements about their backgrounds or inter-
ests) at the beginning of the course as a baseline diagnostic.

A metacognitive diagnostic that can be used in any listening, speak-
ing, or integrated skills class. You do not need to use this entire diag-
nostic; it does not need to be used all at once; and it does not neces-
sarily need be filled out by students (depending on their levels). It's
useful, however, to find out both what students’ errors are and how
aware students are (recall the levels of competence) of what they do
and do not know about English. You may find, if you administer this
metacognitive diagnostic both at the beginning and end of a course—
and target some of the concepts on it in a goal-driven way in the mid-
dle—that students make a small amount of progress correcting their
own errors but a lot of progress identifying and understanding the
source of their errors. That, in and of itself, is progress, as students
move from Level 1 to Levels 2 or 3 on the ladder.
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SPEAKING DIAGNOSTIC

How is your speaking? Let's find out. Record yourself reading aloud this paragraph.

Last June, Veronica and Greg moved to Mew York. She was interested in
studying Spanishat a four-year college, and he wanted to get a job. Veronica
had already applied to some colleges and universities, so she started school
right away and really liked her classes. But Greg had trouble with his job
search. He looked at job listings in newspapers and even used Internet job
lists for months. Some people at Veronica's school said that local librar-
ies could be good sources of information, but nothing helped Greg. They
started to think he would never find something, Finally, after a year, he
found a job in one of the offices at Veronica's college. Now, he works right
on campus, and in between her classes Veronica meets him for lunch.

Which sounds in this paragraph did you have difficulty saying?

Source: Sound Concepts by M. Reed and C. Michaud, 2005, McGraw-Hill. Used with permission.

WRITING DIAGNOSTIC

Ask yourself these questions:

L. From their writing, what do vou know students can do?
2. From their writing, what do you know they cannot yet do?

Use one column for each of your students, numbering their writing samples or
adding student initials to each column to keep track of them. Use one row for each
Feature (or error) you notice in their writing. A few sample rows are shown on page
43, but you may tailor these to the level of your students. Check which samples
show evidence of each feature or error.




Begins sentences with
capital letters and ends
sentences with periods.

2 Analyzing Student Needs

Use third-person singular
present tense verb endings
correctly.
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METACOGNITIVE DIAGNOSTIC

Thinking about Listening and Speaking

Section A: Sound Caoncepts

1.

Native speakers use dictionary ("correct”) pronunciations in conversation.
Agree -+— Disagree

How acceptable are cantractions {such as can't) in everyday speech?
Completely acceptable <— Somewhat acceptable +— Not acceptable (careless speach)

How acceptable are shortened forms (such as gonna) in everyday speach?
Completely acceptable =—Somewhat acceptable <— Not acceptable (careless speech)

When [ listen to English speakers, [ can understand the individual words even If a speaker
doesn't exaggerate the space between words,
Very well—All the time <— Somewhat—Sometimes =—= Not at all—Never

When speaking, I link or connect ane word to anather.
Very well—All the time <+— Someawhat—Sometimes <—= Not at all—Mever

Section B: Rhythm & Music

1.

B,

How well can 1 explain the differences between English and my language in syllable struc-
ture?
Very well =+— Not so well =— 1 never thought about it

How impartant is it to say the correct number of syllables in a word?
Very important <— Somewhat important =— Not very important

How important Is it to use carrect stress in words?
Very important <—= Somewhat important <+— Not very important

If] can understand every word ina sentence, then I'veunderstood the meaning ofthe sentence,
Agres =—= [jsagres

In general, intonation doesn't change the meaning of individual English words., Therefare,
it's not essential to clear communication.
Agreg -.—e Disagrea

Intonation and stress change the meaning of sentences,
Agree -+—= Disagres

English questions use rising intonation.
Always -— Sometimes =—- Neyver

When [ read aloud, [ know which words to stress and why,
Agree =—= Disagree

English has a standard pattern of stress, intonation, and timing.
Agree <=— Disagree
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10.

11.

12

i3

14,

15.

16.

ir.

1 can tell when a speaker uses non-standard stress or intonation.
Agree -+— Disagres

I understand the meaning of non-standard stress and intonaticn.
Agree <— Digagrea

Most English speakers will pause in the same places when reading aloud the same sentence
or passage.
Agree -+— Disagrea

When [ read aloud, | think about: {check all that apply)

vowel spunds consonant sounds

stress intonation

pauses thought groups
pronunciation of new words or proper nouns number of syllables in words

True or false? Intonation, stress, and timing can. . .
. O turn a statement into a question.
. OO0 change the meaning of a sentence.
O turn a sincere statemant inta 3 sarcastic one.
. O reduce the number of words needed to convey your meaning.
. O act as aral punctuation, quotation marks, and paragraph breaks.
0O convey information without actually saying the words.
g. O signal an implied contrast.

ST D AaADoTW

I use clues from a speaker's intonaticn and stress to help understand & speaker's meaning.
Always =+— Sometimes <+— Never

I use clues from a speaker’s facial expressions and body language to help understand the
speaker's meaning.
Always -+—== Someatimes «+—= Nayar

One of the main reasons 1 have trouble understanding English speakers is that they speak
too quickly. 1f they slowed down, [ think I could understand them.
Agres -—i= Djcagres

Section C: Grammar Sounds

1.

Werb and noun endings are unnecessary: words like yesterday or many already give us the
same infarmaticon.
Agree +— Disagres

The -5 or -5 ending on regular third-person singular present tense verbs has different
pronunciations.
Agree <— Dicagrea

Pronouncing the regular past-tense ending (-ed) correctly means always adding an extra
syllable, -ed, onto the verb.
Agree =+—= Disagree
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10.

1 use correct verb and noun endings when [ speak to teachers,
Always =+— Sometimes =+— Almost never

1 use carrect verb and noun endings when | speak to my peers.
Agree =— Disagree

1 use correct verb and noun endings when | speak outside of class.
Agres -+— Disagres

How important s it to use correct verb and noun endings in everyday speach?
Very important =— Somewhat important =— Nat important

My teacher will correct my pronunciation every time I make a mistake.
Agres =—= Disagree

Whose responsibility is it to keep track of my pronunciation errars?

My teacher’s +— Mine

1 keap a list or a logbook of my pronunciation errors.
Agree <+— Disagree

Section D: Consonant & Vowel Sounds

1.

How important is the correct pronunciation of consanant and vowel sounds?
Very important -=— Somewhat important -+— Not very impaortant

How well can I explain differences between English and my language in vowel sounds?
Very well =—= Mot so well <— [ never thought about it

Comparad to tha number of English vowal Jatters, thare are
Many more <— Ahout the same number of =—= Fewer

English vowel sounds.

If I can correctly pronounce all the consonant and vowel sounds, my listeners will un-
derstand me.
Agres -+— Disagree

My biggest pronunciation problems are consonant or vowel sounds.

Agree <— Disagree

] feel strange forming some consonant or vowel sounds.
Agres <— Disagree

Sometimes, correct pronunciations feel so strange to me that 1 prefer my awn pronun-
ciations.
Agres -+— Disagree
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Section E: Errors and Change

List your biggest pronunciation praoblems here:

What's one strategy you're using to improve your specific pranunciation problems?

I know | make pronunciation errors, but [ want to improve my speech, not change It
Agree <+—= Disagree

Camplete the sentence by choasing the item that best fits tha way you feal:

Thare are some things I always get wrong,

a. 0 and | know this because my teachers correct me again and agaln on the same
mistakes,

b. O but, when my teachers say [ get the pronunciation “right,” It feels 5o strange and wrong
that [ think they can't be right.

c. O but [ think I'm saying things the same way my teachers do, so [ don't understand
where my mistakes are.

d. O and I'm werking on them: [ know where my specific mistakes are, and I knaw how to
fix them.

If people understand me when | speak, I don't need to make changes to my pronunciation.
Agree =— Disagree

[ want to improve my pronunciation.
Agree strongly <=— Agree somewhat <—= [isagree

| know what changes I need to make to my speech in order to improve.
Agree strongly <— Agree somewhat =— Disagree

I manitor my speech to make these changes and corrections,
Agras strangly =—= Agree somewhat +— Disagree

I know when 1ve been able to successfully change part of my pronunciation.
Agree strongly <+— Agree somewhat <+— Disagres

sgurce: Sound Concepts by M, Reed and C. Michaud, 2005, McGraw-Hill, Used with permission.
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E @ % REFLECTIVE JOURNAL

What are your feelings on the formal diagnostics—and ideas for informal
diagnostics—presented in this chapter? How do you plan on identifying the
language needs of your next group of students?

Consider this case study:

CASE STUDY: YELLOW vs. JELLO

Setting: “Jeopardy”-type in-class contest,
Class divided into two teams, each determined to win.
The tie-breaking moment:

My student teacher:  The color of the sun...
First student to answer:  What is fello?
My student teacher:  You win!!!
Student teacher debrief:  Oh, [ know what she meant...

What's the problem here? What does this exchange tell you about teacher
accommodation in response to student errors? How can you guard against
this problem?



CHAPTER 3

Moving Beyond
Choosing the
Right Activities

Think about it -

What's your image of an ESL teacher? What comes to mind when you try to
complete the sentence, “An ESL teacheris, . . "7

Chapter 3 includes these topics:

@ Creating lesson plans vs. lesson sequences

4 Understanding the teacher’s role in goal-driven lesson planning

d Revitalizing the ESL tutoring session

4@ Seeing goal-driven lesson planning at a glance

@ Assessing lesson plans: A checldist

4 Using a lesson-planning template: Scripting the language of instruction

W
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&

Creating Lesson Plans vs. Lesson
Sequences

REFLECTIVE JOURNAL

Where does lesson planning fit into your image of the ideal ESL teacher’s role?
What is lesson planning? What does it mean to make a lesson plan? When
would you as a teacher make a lesson plan, and who is a lesson plan for?

In most cases, teachers think they know what lesson planning is. Some
teachers think they're already doing it: they set aside a certain number of
minutes to cover a specific topic or review a specific chapter, and they plan in
advance which activities they re going to use. Such planning for the sequence
of the lesson is necessary—after all, you need to know what you're going to
do at various points in the lesson/tutoring session, what materials you'll
need, and what activities students will engage in. But this is not lesson plan-
ning. Furthermore, if teachers merely make a list of topics or chapters that
they intend to cover or teach from, such a list best approximates a syllabus
and is not a true lesson plan.

Other teachers think that lesson planning is unnecessary: it's just some-
thing to do when being observed, to satisfy administrative requirements, or
only for teachers in more academic contexts. The term lesson planning as used
here is distinguished from any specific administrative requirements or des-
ignated formatting. In fact, a true lesson plan doesn't necessarily have to be
written at all, More important than the format is the content: a true lesson
plan contains specific measurable, operationalized learning objectives for
students. While some teachers may distinguish between their statements of
students’ objectives and what they call a formal “lesson plan,” a lesson plan
is defined here primarily through its objectives: in other words, what will
students be able to say or do at the end of the lesson? (Some teachers call
these SWABTs: Students Will Be Able To.) This type of goal-driven lesson
planning is advantageous for teachers and tutors in all contexts, from one-
on-one sessions to academic classrooms: it will help your students achieve
meaningful and long-lasting language change.

The bottom line in lesson planning is: Shift the focus from you as teacher.
Don'‘t describe your behavior—describe students’ behaviors.
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1

Py
&  Eye-Opener
I! ] [
What many teachers think is a lesson plan is really a /esson
sequence.
A New View: Lesson Sequences vs. Goal-Driven Lesson Plans
Lesson Sequences Goal-Driven Lesson Plans
focus on immediate student wants/ focus on longer-term student needs
interasts
include assessment only as an contain built-in assessment

afterthought, at best
Include varied activities for high level of | include activities to advance students

student interest toward goals

approach each lesson as an individual approach lessons cumulatively

event

remind teachers what to do in the remind teachers when and why ta do
classroom and when things

draw on declarative knowledge draw on procedural knowledge

use teachers' administrative functions use teachers’ executive functions
consider mement-to-moment tactics consider overall strategies

%

% © SPOTLIGHT ON RESEARCH

Understanding by Design (Wiggins and McTighe, 2005) offers a somewhat simi-
lar distinction, distinguishing the teacher’s expanded, strategic role in plan-
ning as “thinking like an assessor” rather than merely “thinking like an activity
designer.” This standards-based approach to lesson planning and curriculum
design has been popular in the K-12 world for quite awhile; we extend itz
application to the ESL classroom at any level.
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Understanding the Teacher’s Role
in Goal-Driven Lesson Planning

Teachers are naturally focused on themselves, their role in the classroom, why
they entered the field, and the changes they'll bring about in students, among
other reasons. One study (Block, 1992) found that ESL teachers have by and
large rejected the image of themselves as the “delivery teacher” and now alter-
nate between thinking of themselves in the roles of “contracted professionals
and supportive parents.” Another study (Guerrero and Villamil 2000) found that
ESL teachers tend to use these nine images to define themselves: “co-operative
leader, provider of knowledge, challenger/agent of change, nurturer, innovator,
provider of tools, artist, repairer, gym instructor [i.e., coach].”

Some teachers think of themselves as students’ friends, but in the classroom,
teachers need to give students more than friendship. Others think of themselves
as students’ fairy godmothers (or godfathers), effortlessly changing students’
lives, while still others think of themselves as an energetic facilitator or event
planner whose main job is to get students talking. Another commaon image is
that of the teacher as encyclopedia—the source of all knowledge. Finally, the
image of a teacher as a parent is also a common one; both roles include some
drudgery and some rewards, and both involve making the children or students
independent of you.

Depending on your image of what it means to be an ESL teacher, vou will
have different reactions to the idea of goal-driven lesson planning.

Possible Objections to Goal-Driven Lesson Planning

W Artistic, creative teachers may feel that goal-driven lesson planning
cramps their style: they see themselves as more creative or spontaneous.

®  Teachers focused on being students’ friends may not like to consider
themselves anything other than students’ peers, and setting specific
goals and monitoring progress toward those goals might interfere
with their self-image.

B Other teachers may think that goal-driven lesson planning is unglam-
orous and time-consuming, and they may simply not want to have to
deal with lesson plans and assessments.
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Advantages of Goal-Driven Lesson Planning

B [t is a map: you not only know where you're going but also where
you're taking the students.

It's doable: you know you'll be able to meet students’ needs.

B You've got a manageable, cumulative task that leads to observable
outcomes and measurable, not subjective, assessment,

B After an initial investment in planning, it is less time-consuming over
the course of a semester.

You satisfy all administrative and record-keeping requirements.

B You can use any personal style you wish in the classroom (creative,
spontaneous, etc.).

The Teacher’s Expanded Strategic Role

Most of the teacher training literature for language teachers primarily
describes the role of the teacher as choosing varied and interesting activities,
encouraging students to use the target language, and creating a positive class-
room atmosphere and relationship with students. These elements are necessary,
but not sufficient, for a classroom in which genuine student progress can be
made. All of the decisions that go into what teachers commeonly think of as les-
son planning are instead important decisions that are referred to as the process
of lesson sequencing. However, teachers cannot make these decisions for their
own sakes: the choice of activities and the creation of a positive learning envi-
ronment must be in service of specific language goals.

[n true goal-driven lesson planning, the teacher is more than merely an
event planner or entertainer; the teacher is a goal-setter who is able to diagnose
students’ language needs, articulate specific, student-centered language goals,
and create activities and a learning environment that advance student progress
toward these language goals.

This model provides models of fluency and input in the target language and
manages the time, space, and interpersonal dynamics of a classroom. Also, in
this model, teachers work at a strategic level and

diagnose student needs (needs-analysis)

set specific language goals as a result of these needs

plan and sequence the activities of the classroom to advance goals
monitor and assess student progress toward these goals

explicitly inform students of their needs, goals, and progress toward
the goals at every step of the way.

al bl -
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@ Revitalizing the ESL Tutoring Session

1. Define your goals.
2. Make goals clear to students.
3. Give students language to talk about goals.

It's possible to set specific language goals for students even within the confines
of a tutoring session. Lesson plans are not just for formal academic classes.

Think about it: Why are we here? What are our goals?
What are we trying ta give our students?

We all like to talk with students. But recall the difference between being a tutor
or teacher and being a canversational partner: talking isn‘t teaching.

To get more out of tutoring sessions, develop a teaching plan and then
follow through.

1. In group tutorials, put the daily agenda on the blackboard.

2. Save and refer back to the “what we did" records from large easel
pads or your notes.

3. Use metalinguistic terms (syllables, stress, nouns, verbs, paragraphs,
etc.) when they help students.

4. Be explicit about your purpose (“We're doing this because...”).

5. Be realistic. Where are your students now, and what do they really
need?

6. Beaware: how much are they really getting from the current lesson?

When working one-on-one or in small groups in a tutoring situation,
there often is no clearly visible endpoint—no end of the semester, final at the
end of a course, etc. It's important, therefare, to pick a date in the future that
is meaningful (when your tutee is applying for a new job or educational pro-
gram) or arbitrary (one month from now, etc.) and then use the goal-driven
lesson planning section of this book (pages 56—61) to imagine the objectives
to accomplish at the end of this period. From there, work backward with
your plan.

It's also possible to not focus on a given endpoint but to always have in
mind a set of important, recurrent grammatical or pronunciation points or



3: Moving Beyond Choosing the Right Activities

structures (for example, plural count nouns, past tense endings, etc.). So, what
you discuss in a given week is very flexible—whatever reading material you
think is interesting, whatever your tutee has going on in his or her life at the
moment—but it's always possible to return to the recurrent teaching points.

Examples of how goal-driven lesson plans can function in informal/ tutoring
situations follow,

Example 1

Setting: Two-hour ESL conversation group, run on a drop-in basis, with 5-20
students of varying abilities

Preparation: an initial topic/prompt for conversation as well as a backup

How did your parents meet?
What does your name mean? How did you get the name you have?
What's a common story told to children in your country?

Goals: Every student will introduce himself or herself and hold the floor for at
least two minutes.

Students will form common classroom questions correctly (How do you
spell that? vs. How to spell?).

Students will form the th sound in thank you correctly with their tongue
between their teeth.

Example 2
Setting: same as above
Teacher A's “goals” (less effective):

I want students to learn about Presidents’ Day and discuss it. (Note: This /s not a
truly operationalized—i.e,, measurable and abservable—goal. Nevertheless, this is
how many teachers do articulate their intentions for a class or tutaring session. )

Teacher B's goals (more effective):

I want students to be able to participate in a discussion on a histarical topic, listen
to others, and respand appropriately, I want them to be able to ask wh- questions
and answer them in the past tense in order to ask for and provide information. 1
want them to practice saying the days of the week.
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The difference? Both classes might start with a short reading about the holiday
for background information, but then Teacher B would review the necessary
pronunciation and grammar and provide models. Teacher B would also control
the discussion and focus students on the grammar, pronunciation, and pragmat-
ics involved.

Seeing Goal-Driven Lesson Planning
at a Glance

Teaching Talk: The succinct, consistent language you use to refer to a pattern.

Tell-Backs: Students’ ability to tell back to the teacher or tutor the key grammar
point or pattern.

Preparation: Topic/Content

B The topic or content of the lesson will likely be determined by the syl-
labus or textbook being used in the class.

Exampie: passive voice
‘ Consider to what extent to follow the textbook. When is it appropriate to cut or
supplement? Which exercises should you use, if any, and why?

B Be sure to ascertain the scope of the lesson. How much is to be cov-
ered and in what time frame? It is wise to know how each day’s les-
son fits in to the overall unit because it helps to see how the parts
relate to the whole and to gauge how much time is permissible given
what has to be covered in a given semester.

Example: You've already reviewed/taught the basic tenses and are in the process
I of introducing more complex grammar. You have a week of class time for this

topic.
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Step I: Start at the End (operationalized objectives)

WHAT IS THE OBJECTIVE OF THE LESSON?
START AT THE BOTTOM OF THE PAGE WHEN PLANNING YOUR LESSON.

® State in behavioral terms and from the student perspective.
Script what your students will say at the end of the lesson
Do not describe what you will do.
Write examples of the sentences students will produce/write.
Make it integrated (integrated skills):
Grammar: how is the grammar construction formulated?
Usage: how /when is the grammar construction used?

Pronunciation: what are target consonant/vowel sounds?
Suprasegmentals? Noun/verb endings?

Example: For a given set of vocabulary that students have studied, students will
form passives correctly (even with irregular past participles) and will use active,
not passive, voice for intransitive verbs,

ANTICIPATE ERRORS

What errors do you anticipate students will make? Be prepared.
Refer to Learner English (Swann and Smith, 2001) if you don’t know what to
anticipate.

1. *The children raised in a bilingual home. (use active when should use
passive)

2. *I was won the match by my competitor. (use passive when should
use active)

3. *He was grown up in New York. (use passive when should use active
because verb in this case can’t be used transitively)

4. "It was prove that the facts were wrong. (misforming the passive—fo
be + simple form of verb)

Language-specific considerations:
1. Chinese: topic/comment — pseudo passives (overuse of things that
seem like passive)
Japanese: adversity passive (overuse of passive)
3. language-specific items that change from passive to active across
languages
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Step II: From Known to New: What Is the Student Starting Point?

What do the students need to know in order to be able to succeed with the new
material?

| Example: Passive Voice.
Make sure students know;
B the difference between a transitive and an mtransitive verk
W the past participle of irregular verbs, especially those in the target lesson
® (ke pronunciation of regular past participles: [t], [d)], [Id]
W  the conjugations of the verb to be for the relevant tenses

Step llI: Concept, Context, and Practice:
What Strategy Is Best Suited for the Content?

® inductive: for predictable, rule-governed content (e.g., past tense/
participle allomorphs of regular verbs)

B deductive: for predictable, ruled-governed content (same as for
inductive, but takes less time)

® advance organizer: for unpredictable, non-systematic content (e.g.,
irregular past tense; verbs followed by gerunds or infinitives)

Plan the theme /topic/context/content students will manipulate

B  Plan your activities/ worksheets/ exercises (start with the most con-
trolled — most communicative)

Step IV: Did the Students Learn Anything New? How Will You Know?
Focus on What the Students are Saying, Not on What You Are Doing.

W Return to the Lesson Objective(s)
B  For each objective there must be a means to know if it was met

Example of assessment: Students will write a paragraph reporting on & neighbor-
heod situation or event of their choice from a list of samples (or an original situa-
tion) as though for the local paper. Students will choose the passive in appropriate
Instances and will form the passives correctly; no intransitive verbs will be used in
the passive. They wiil practice reading their paragraph aloud as though for a radio
or TV news repart; they will pronounce the three endings of regular past participles
correctly. Students will conjugate the verb ta be correctly for tense and number.
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Passible student sentences:

An anonymaous contribution was made to the local school.
A young boy’s dog was stolen from outside the library.
A rare bird was spotted on the roof of a local apartment building.

Step V: Analyzing the Lesson:
Did You Learn Anything New?
What Will You Do Differently Next Time?

REFLECT ON THE LESSON. MAKE NOTES FOR NEXT TIME.

Unexpected Questions How | responded What to do next time

Unexpected Errors) Problems How | responded What to da next time

Step VI: Did the Students Learn Anything New? How Will You Know?

How will you know:

B if the students learned what you taught them?
B if your lesson was a success?

Focus on what the students are saying, not on what you are doing.

B Return to the Lesson Objective(s)
B For each objective there must be a means to know if it was met
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Step VIi: Analyzing the Lesson:
Did You Learn Anything New?
What Will You Do Differently Next Time?

Obviously you will not be able to complete this section since the lesson on there
is/there are is merely hypothetical at the moment. However, here are some possi-
ble examples of notes that you might make, post-lesson, to yourself in the future:

Unexpected question fram student:
(in response to Q: 1s there a ? A: Yes, there are three s.) "Shouldn't
the answer be, 'Ng, there are three 57"

Unexpected errors students made in class:

In my country have desert ., ..
In USA it have islands.. ... . it has islands.
In my town is 2 bridge.

Return to the beginning of your lesson planning. Is there a way in which
these “unexpected” errors may in fact have been anticipated? What can you do
for planning future lessons, now that you have these errors?
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Activity: Goal-Driven Lesson Planning Practice

Following the MM_L&MEW Outline (Steps 1-4), plan a lesson on

There is/ There are.
Step 1: What is the objective of the lesson?

Grammatical Formulation:
Usage:

Pronunciation:

Anticipate Errors

Step 2: What Is the Student Starting Point?

Step 3: Concept, Context, Practice

Practice:
Target Vocabulary from textbook pages:
Theme/ Topic/ Context:

Activities/ Worksheets/ Exercises:
Controlled to Context for Meaningful Use of the Language
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Assessing Lesson Plans: A Checklist

1. Explicit list of goals/objectives (lesson plan)

a. Goals are student-focused. “Students will. . .” rather than “Teachers
will . .."

b. Goals are measurable or observable. “Students will respond to the
question ‘What's your name?’ appropriately and ask an appropri-
ate follow-up question” rather than “Students will make progress in
mtroducing themselves.”

¢. Goals are appropriate for student level and knowledge.

2. Specific, ordered list of classroom activities (lesson sequence)

a. Activities advance stated goals and reveal progress toward the goals
Activities provide formal or informal essessment opportunities,

b. Activities are achievable
Students have all the knowledge and information they need to com-
plete tem.

c. Activities specify grouping, materials, and duration.

d. Activities are student-centered and varied,

Remember: Lesson planning is not the process of choosing the activities for the
period, deciding what you're going to cover, or allotting time to different class-
room elements. Lesson planning is the process of developing specific language
goals for students and determining how to get students to those goals.
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Using a Lesson-Planning Template:
Scripting the Language of Instruction

Target Concept/Pattern: tell vs. say

Refer to Figure 4 on page 64 to see the flow of this material.

STEP

What will you say to present this concept/pattern to students?
How will you prompt them to correct errors with this concept/pattern?

Today we're going to talk about the verbs tell and say. We use both verbs to
reportspeech, buteven though they mean the same thing, we use them differently,

Your dictionary shows you how to use these verbs: if you look up the word
tell, it probably says tell s.0. 5., or tell s.b. 5.., which means “tell someone some-
thing” or “tell somebody something.”

Tell and say: same meaning, different grammar.

tell 5.0, s.t. indirect speech
tell s.o. + that + I.C.  indirect speech
say + that + 1.C. indirect speech
gay," " direct speech

B Elicit reminder of what “L.C."” is—independent clause—or use “full
sentence,” depending on your previous language use in the class-
room.

B Elicit distinction between indirect and direct speech and clarifications
of those terms.

B Walk through simple set of examples.
= Elicit error with say (*He said me. . .)

and correction.
* Elicit more examples from class.

John said, "1 won the contest!”

John said that he won the contest.
John told me that he wan the contest,
John told me the news,
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FIGURE 4
Teaching Talk
Step 1: Step 2:
What will you say to What will students say as
present this concept a result of your instruction
or pattern to students? in this concept or pattern?
Teachers
10 Students Students o
Teachers
Teaching Talk:
Tell wnad Say;
A4ME Mmeaning
Smidents 1o
Students
Step 3:

What will students say to prompt themselves to correct
this concept or pattern? (Tell-backs)

STEP 2:

What will students say as ¢ result of instruction m this concept/pattern?
What linguistic goals do you have for your students in this lesson?

B give examples of direct speech using say correctly

B change direct speech into indirect (reported) speech using say or fell
correctly

B correct previous errors with say and fell (example: *He said me. . . )
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STEP 3:

What will students say to prompt themselves fo correct this conceptfpatiern?
What metalinguistic goals do you have for your students?

(Note: These are examples of student tell-backs.)

You tell someone something.
You don't say someone.

You tell someone that something is true.
You say that something is true.
You say, “Something, . .”

Tell and say have the same meaning, but different grammar.
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FIGURE 5
Teaching Talk: A Template

Teaching Talk:

This page is reproducible, Copyright ©@ 2010 University of Michigan.
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LESSON-PLANNING TEMPLATE:
SCRIPTING THE LANGUAGE OF INSTRUCTION

Target Concept or Pattern:

Use Figure 5 on page 66 to plan your own teaching talk.

STEP 1:

What will you say to present this concept/pattern to students?
How will you prompt them to correct errors with this concept/patiern?

STEP 2:

What will students say as a result of instruction in this concept/pattern?
What linguistic goals do you have for your students in this lesson?

STEP 3:

What will students say to prompt themselves to correct this concept/pattern?
What metalinguistic goals do you have for your students?
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1. Look back at the sections on goal-driven lesson planning and
teacher roles. Write one or two paragraphs describing your (cur-
rent or projected) English class. Focus on what students will do
during the class and what students will be able to do or produce at
the end of the course. This description, which you may choose to
share with your students, should contain your overall language
goals for the class,

2. Look at these possible statements about lesson planning. Which
of them do you think have merit? Why?

I.  Lesson planning is unnecessary if I'm a talented teacher,
good at improvisation, and effective when speaking in front

of groups.

[I. Lesson planning is only something you do when you're
being observed.

II.  Lesson planning is what you have to do in case you have a
substitute or for the administration.

IV.  Lesson planning merely replicates the primary textbook or
syllabus, so there’s no point to doing it.

V. Lesson planning is an exercise teachers do—it has merit in
and of itself.

V1. Lesson planning primarily focuses on activities or materials.

VIL Lesson planning exists for the sake of keeping track of time
or classroom logistics.

VIII. Lesson planning offers a record of what happened in the
class and what students now know.

IX. Lesson planning concerns what the teacher will do.

3. Think about a lesson in which you were the student (language
lesson, sports training session, etc.) and you know you learned
something—a time when you were successful with something
measurable. Think about the specific goals that your instructor
had to get you to that point. What were the components of this
task? What were the necessary steps that advanced you toward
the goal? Working backward helps you re-create a lesson plan
that your instructor may have had in mind. Your feeling of suc-
cess at the end of the lesson is a real, results-based feeling of suc-
cess, one that we also want our students to have.
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Understanding the Elements
of Teaching ESL: What's Required?

The elements discussed in the Introduction (empathy, activities, goals, organi-
zation, and content) are of course necessary for effective teaching. Above all,
ESL teachers and tutors teach language, but effective ESL/EFL teaching requires
knowledge of the language and desire to teach it. If you're reading this book,
then vou already have demonstrated the desire.

Figure 6 shows what you bring to this task and what this book will help
vou achieve. Use the figure to analyze the personal abilities and skills that you
already possess when entering the classroom. Think back to your list of strengths
(page 4). Being comfortable talking in front of groups or being a talented teacher
of music or computers are useful attributes that will facilitate your teaching of
English, but neither of these personal abilities or skills on their own mean that
vou can teach your native language.

True comfort and confidence in your teaching doesn’t come from what you
do—it comes from what your students do as a result of what vou do.

Three Levels of Linguistic Knowledge

Effective ESL Teaching

language knowledge teaching ability
intuitive . expliit assroom skills social/psychological strengths
[ ook provides] " Yo provids

pedagogical application of language knowledge

comfort/con ﬁden!in teaching ability

*

|
v

improved student performance
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What does it mean to know a language? Type of Knowledge

1. You can speak the language. Impiicit/linguistic knowledge of the language

2. You can analyze the language and explicitymetalingwistic knowledge about the
discern the source of student errors, lanquage

3. You can explain an error to students applied pedagogical knowledge about what
in only as much detall as necessary. students need to produce the language

Teachers bring their own empathy, organization, and language knowledge
to the task of teaching. Native speakers of English usually have an unconscious,
intuitive knowledge of their own language. Highly proficient nonnative speak-
ers of English already have the conscious, explicit knowledge of English that
native speakers need to acquire. Without such explicit {(metalinguistic) knowl-
edge of the language, you as teachers will be unable to make sense of some of the
most frequent errors students make and understand the source(s) of these errors.

This metalinguistic knowledge—knowledge abou! the language rather than
merely of the language—is essential, however, to effectively plan lessons around
common student errors or high-frequency grammar topics. Chapter 3 covered
goal-driven lesson planning in greater depth. However, explicit and conscious
knowledge of the specific grammatical or pronunciation point is a necessary pre-
requisite to planning any lesson.

Moving from Implicit to Explicit
Language Knowledge: Making Sense
of Typical Student Errors

Each of the eight items on page 72 includes one of the highest-frequency errors
that ESL students tend to make. Some errors will appear more in writing, and
some are only apparent in speech. Some errors are more typical of students with
one language background than another, and some errors are more typical of stu-
dents with primarily an aural exposure to English (i.e., students who don't have
extensive formal education in English). Making sense of all of these errors, how-
ever, requires more than just an intuitive knowledge of English. For each item,
talk through answers to these questions and then see pages 73-74.

B Where is the mistake, and how do you correct it?

® How would you describe the mistake to students so that they can
avoid making the mistake again? What terms and concepts do you
need to draw on to explain why the mistake is wrong and the correct
version is right?
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Yesterday 1 start-ed school. 1 walk-ed to the campus, [spoken]

My friend like Boston. [spoken or written)

My teacher gave me a lot of advise yesterday. [spoken or written]

When I came here, 1 brought three luggages with me. [spoken or written]

It was occurred, [spoken]

My sister tecare my kids, [written]

I like my teacher. Is very friendly. [spoken or written]

My friend lives in China also studies English. [written)
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ANSWERS

T

1. Yesterday I start-ed school,
I walk-ed to the campus.

This is an error with the regular past tense verb

ending. Sometimes, as in the verb start, we pro-
nounce the ed ending as an extra syllable: we say

it [1d], and sometimes we pronounce it as a single
sound: we would say it [t] in walked, so it should be
[walkt]. These different pronunciations are predict-
able and rule-governed; you need to be able to help
students apply the rule to determine when we use
which pronunciation.

2. My friend like Boston.

Like Item 1, this is an error with a verb ending—in
this case, the third-person singular present tense
regular verb ending, s (or ed). This may be the sin-
gle most common and intractable error among ESL
students. Also as with Item 1, you need ta be able
te help students apply the rule to determine when
the ending is pronounced as a single sound (such as
[5] in likes) and when as an extra syllable ([1z] in
walches),

3. My teacher gave me a lot of
advise yesterday.

Na, this isn‘t a spelling error; it's mast likely what's
commenly known as a word form error—a problem
with parts of speech. The student knows the core
meaning of advice/advise but hasn't paid atten-
tion te which form is the noun and which the verb,
gither in spelling or pronunciation.

4. When [ came here, I brought
three luggages with me,

Although native speakers don't commaonly think

of them this way, all nouns in English are either

a count noun (we can count them, or make them
plural) or a noncount noun (we can't conceive of
counting them) or both, depending on the meaning.
Luggage Is a nancount noun—the ward relates to
the whole concept—while suitcase is & count noun
and what the student probably wants here. There's
no way to know ahead of time which nouns are
which—students must simply memorize, for each
new noun, whether it's countable or uncountable,

5. It was occurred. [spoken)

In this case, the student was trying to say that
something was awkward, but she had two supra-
segmental pronunciation problems: first, she used
Incorrect word-level stress, stressing the second
syllable instead of the first, Next, she changed the
syllable structure of the second syllable as a result
of omitting the consonant sound fw/. You need to
make sure students understand all of these con-
cepts (syllables, stress, syllable structure) before
dealing with this error.
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b. My sister tecare my kids.
[written]

A Spanish-language L1 student who was illiterate
in his native language and who had only recently
become literate in English made this error. He
wrote the way he spoke—when he read this sen-
tence aloud, he read the odd-locking word tecare
as three syllables, essentially "take care of,” which
he'd heard but didn't have the language knowledge
to realize was actually three words, without the
third-person singular present tense verb ending.
To address this error, you'd need to know that the
student routinely omits the third-person singular
ending when speaking, and you'd need to explicitly
focus on all of these aspects of the error,

8. I llke my teacher. Is very
friendly.

This is an example of a basic sentence-structure
error; 8 missing subject. Many languages in the
world are called pro-drop languages, and they allow
sentences to be formed with a null or unstated sub-
ject if one is readily apparent and implied, as in the
example.

8. My friend lives in China also
studies English.

This is an example of ane type of a large set of
more complicated grammatical errors. The student
was probably incorrectly forming a relative clause
(My friend who lives in China...), but may also be
confused about the function of the word also (it
can't act as a conjunction, like and, to link two
sentence elements); in either case, the resulting
sentence looks squashed together, as though there
simply are two verbs. Depending on the level of the
student, you might advise the student to rephrase
the sentence as, My friend fives in China and stud-
fes English ar you might explicitly teach relative
clauses. We give you the example of this error not
because this one specific error is one of the more
frequent or more important mistakes ESL students
will make, but as an example of the kinds of errors
you will encounter beyond this small, high-fre-
quency set.
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Moving from Explicit Knowledge to
Pedagogical Applications: Beyond
“It Just Sounds Right That Way”

Given these eight errors, intuitive knowledge of English is not sufficient to
explain these mistakes and make students able to produce them correctly. There-
fore, if you know you are going to cover a specific grammar point, you need
to increase your own explicit knowledge of that particular point and from the
standpoint of your students: What do the students need to know to correct the
error or to understand so they don’t make this mistake?

If you have... - Then you can... oo
Level 1. implicit language knowledge —+ | find and correct students’ mistakes for them

Level 2. explicit language knowledge —+ | label students’ mistakes and explain why
they're wrong

Level 3, applied pedagogical knowledge — | give students as much—and only as
much—infarmation as they need to know in
order to correct this particular mistake and
check for this type of error in the future

Teachers or tutors who are at Level 1 of the chart correct the immediate
error, help solve communication breakdowns, and facilitate conversation at the
moment. [n writing, however, this is the function of an editor or proofreader—
not a tutor or teacher. In writing or in speech, there is no long-term benefit to the
student from teachers working at this level.

Teachers or tutors who are at Level 2 of the chart can explain the mistake and
use grammatical terms to label it, but this explanation in itself is not usable by
students and will not lead students to avoid this mistake in the future.

Teachers or tutors who are at Level 3 of the chart have planned and thought
beyond the immediate moment to where they want students to be in the future—
at the end of the class, unit, course, etc. These teachers give students a succinct
and consistent explanation of the error (what we call the teaching talk) that stu-
dents can internalize and then repeat back to teachers; students can then correct
their particular error, but also have the ability to monitor for and correct other
errors of this type in the future.

An example of how to work through these different levels for one particular
kind of student error is shown on pages 76-77. A template that vou can use to
plan lessons on any other kind of student error appears on page 78.
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SAMPLE LESSON PLAN
FOR A GRAMMAR MINI-LESSON

Error: In my country, have a lot of snow. Is cold in winter.

Correction:  In my country, there’s a lot of snow. [t's cold in winter.
At this point, you are working at the level of an implicit, linguistic, knowledge
of English. Your correction of the error solves the immediate conversational dif-
ficulty (if there is one), but does not teach the student how to correct that type
of error in the future. Getting students to supply this correct form is your
objective.

Teacher Understanding of Error Source:
Student may speak a pro-drop or null subject language that allows
omitted subjects; student doesn’t use there is/there are (or it)
as existential subjects.
At this point, you are working at the level of an explicit, metalinguistic, knowi-
edge of English. Your understanding of the source of the error is necessary to
help you formulate what you will tell students about it. You may need to look at
several grammar books to arrive at this point, but you do not yet have a script for
teaching students about this error. At this point, however, you can actually write
your measurable and observable language-based goals for students:
At the end of this lesson, students will be able to use the existential there
is/there are where necessary and appropriate.

Teaching Talk:
(minimal necessary version of teaching talk)
Every sentence in English needs a stated subject: use there is or there are
to show something exists.

(expanded version of teaching talk, with preview-explain-recap)
Every sentence in English needs a stated subject: use there is or there are
to show something exists.

Usually, a subject is the person or thing doing the action in a sentence.
If there's no action—if you're talking about existence or states—then
there’s no obvious subject. We call that an empty subject. But remember
that every sentence needs a subject! The subject slot can’t be empty. Use
it or there to fill the empty subject slot in a sentence. If there’s a thing
that exists (snow, bookstores, democracy), use there is or there are.
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So remember, every sentence in English needs a stated subject: use there
1s or there are to show something exists.

At this point, you are working at the level of an applied pedagogical knowledge
of English. Your “teaching talk” is the minimal necessary explanation of the
etror for students int order for them to avoid making this error in the future—or,
at the very least, to correct this error for themselves after a prompt. This succinct,
consistent language is your script for teaching students about this error. Use the
keywords in your teaching talk (in this example, “we need a subject”) to prompt
students to correct if they make this error in the future. Students need to inter-

nalize your teaching talk and use the keyword prompts to self-monitor for this
ervor.




78

GOAL-DRIVEM LESSON PLANNING

TEMPLATE FOR LESSON PLANNING:
GRAMMATICAL MINI-LESSONS

Error:

Correction:

At this point, you are working at the level of an implicit, linguistic, knowledge of
English. Your correction of the error solves the immediale conversational difficulty
(if there is one), but does not teach the student how to correct that type of error in
the future. Getting students to supply this correct form is your objective.

Teacher Understanding of Error Source:

At this point, you are working at the level of an explicit, metalinguistic, know!-
edge of English. Your understanding of the source of the error is necessary to
help you formulate what you will tell students about it, You may need to look at
several grammar books to arrive at this point, but you do not yet have a script for
teaching students about His error.

Teaching Talk:

At this point, you are working at the level of an applied pedagogical knowledge
of English. Your “teaching talk” is the minimal necessary explanation of the
error for students in order for them to avoid making this error in the future—or,
at the very least, to correct this error for themselves after a prompt. This succinct,
consistent language is your script for teaching students about this error. Circle
the keywords in your teaching talk above that you will use to prompt students

to correct if they make this ervor in the future. Students need to internalize your
teaching talk and use the keyword prompts to self-monitor for this error.
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Terminology Trouble?

Many teachers are reluctant to use specific grammatical terms in the classroom.
At times it might be because a term is not familiar to a teacher, but at other times,
it might be s0 as not to overwhelm students with terminology.

While terminology isn’t the goal of your grammar lesson, it is often the miss-
ing link that helps students gain better control of a grammatical construction.
Specific terms can help in these ways:

B Ashared classroom terminology means everyone’s an the same page:
metalanguage helps the classroom run.

B With specific terms, students have a label for each concept—they can
slot it into their brains, and file it away.

If students know what a given construction is called, they'll be able to ask
specifically about it and even look it up in other grammar books.

Preparing Lessons on New (to You)
Grammar Topics

So, how do you arrive at your explicit—and then applied pedagogical—knowl-
edge of a particular aspect of English? These strategies may help.

1. Narrow your geal: your goal isn't to find out everything about this
topic. Rather, it's to find out what you need to say to or show students
in order for them to successfully correct the error. Without knowing
what students need to say or do at the end of the lesson, you don't
know what you need to know about this grammar point.

2. Go to the sources. Use grammar reference books, some written spe-
cifically for teachers and some for students. Look at how the books
introduce this topic and the typical kinds of sentences or examples
they present. Think about how students will actually use this con-
struction.

3. Simplify your sources. Don’t look at every book out there. Try to limit
yourself to a manageable number of sources, realizing that in gen-
eral, most books do contain the same information; it's just presented
differently.
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4. Decide what’s minor vs. what's major. In other words, decide what
is essential for students to know in order to be able to produce this
construction. Set aside anything that students do not need to worry
about right now.

5. Deal with terminology. Find out for yourself what the key terms are
in this area and what they mean. Decide which terms are essential
for students to know and how vou’'ll define them for students; use
terms as tools, not as ends in and of themselves. Match the terms to
students’ needs and abilities.

6. Internalize the concept. Be able to close the book and describe the con-
cept. At first, this will be wordy and fuzzy; practice until you know
this concept cold and are able to repeat an explanation of it succinctly
and consistently,

7. Construct your teaching talk. Write the script you will use to pre-
sent the grammar to students, including any terms you will use, and
standardized explanations of them. Your written script doesn’t have
to be exactly what you will say in the classroom; Chapter 7 discusses
how you don’t need to script for an entire lesson—only vour succinct,
minimalist teaching talk for this concept. Rehearse your grammatical
presentation, and practice using your script with and without inter-
ruptions. Choose the key words from your teaching talk that will be
your prompts to students to return to this concept later on, and cor-
rect any errors with it.

Assessing Grammar Books
for Classroom Use

Examine several grammar and usage books as you prepare to teach a new gram-
mar point. Here are some useful steps.

Part 1—Preview the Book

1. Read the title, subtitle, authors, and publication information. Is the
book old or new? Where do the authors teach or work? What does the
title suggest about the focus of the book?

2. Look at the back of the book and the To the Teacher (if there is one).
What do the publishers and author(s) think are the main advantages
of the book? What are the key features? What do you learn about how
to navigate through the book?
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. Look at the contents list. How many chapters/units are there, and
how long is each one on average? How many class meetings will your
course have, and how might this match up to the number of chapters?

. Think about the organizational principle of the book. What comes

first, and why? How necessary is it to complete Chapter/Unit 2, for

instance, before Chapter/Unit 3?

. Flip through the book. What do you notice about the layout, the

margins, the types of activities, and the progression of each chapter?

What are some recurrent exercise types or features?

. Choose a specific grammar point to examine closely in the book. For

example, you might choose adverbs of frequency or there is/there are;

choose anything that might appear on a typical syllabus or that you

would be required to teach.

a. Think about where in the book your given topic comes. Is that logi-
cal? What comes immediately before and what after?

b. Use the index (if there is one) to find other references to this topic.
Does the book return to this topic (recycling it) later on, or is this
one section the only mention of it?

c. Look at the first introduction to this grammar topic in the book.
What metalanguage does the book use to present it? What terms
must your students be familiar with in order to make sense of this
explanation? Are there any parts of the grammatical explanation
that feel overly complex to vou? Think about what benefit these
complexities could have to offer. Remember that you're not teach-
ing grammar for its own sake: grammatical explanations are only
useful to elicit the correct patterns from students and to provide a
common language for classroom discussion of the pattern.

d. Look at the exercises that follow the introduction of your specific
grammar topic, Are the exercises open-ended or controlled, and to
what extent? Is there a logic to their order? To what extent are the
exercises contextualized, providing real and meaningful contexts for
use of the patterns? Think about how students would work through
these exercises in the classroom. What would you want them to do
in pairs, in small groups, or as the whole class, and why? Is there
a benefit to “going over” every exercise? Which exercises lead into
more open-ended opportunities for practicing the target pattern?

. Summarize your view of this book. How useful are the organiza-

tion, the grammatical explanations, and the exercises? To what extent

would you want to supplement either the grammatical explanations
or the exercises in the classroom, and why?
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Now, having built up your applied pedagogical knowledge of the language
point, you are ready to think about setting language goals and enabling students
to reach them,

Part 2—Examine Individual Exercises

Teachers often find themselves departing from their primary textbook and sup-
plementing with outside activities, downloaded materials, or even just skipping
around within a given textbook. In these cases, you'll need to be very careful
that both you and your students can be successful with these other activities. For
example, every expansion activity may contain vocabulary unfamiliar to your
students; you as a teacher need to determine what vocabulary your students will
need to know to complete the activity successfully and what is tangential. Use
the guidelines to help you, and refer to Chapter 7 for more tips on success with
different kinds of activities,
Critical success factors for teachers:

B You have the applied pedagogical knowledge of the underlying lan-
guage topics,
® You have used the templates in this chapter, if needed, to advance
your knowledge of this topic.

* You can offer a minimal necessary version of teaching talk.
®  You can place this activity within the larger scope of your course /unit.

* You can differentiate between essential and tangential aspects of
the activity at hand.

* You are able to articulate observable and measurable goals for
vour students with regard to this activity.

Critical success factors for students:

®  Your students have what they need to be successful with this activity,
in terms of:

* language

= metalanguage

= background knowledge
B schema

» and skills

B Your students will be able to state the point of the activity at the end
of it.
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As mentioned in this chapter, intuitive language knowledge fails to explain
many student errors or communicate the problem to others. How good were
vou at being able to articulate the language problem for each of the eight
errors shown on page 72? Why? How do you characterize your knowledge
of English at this point?

Many native speakers of English haven't formally studied grammar,
or do not recall anything useful from those lessons if they did. What kind
of instruction did you have in grammar? How easy or difficult was it for
you to make sense of the errors on page 72 as a result of your grammar or
knowledge?

Sometimes, teachers make observations about student errors that are so
vague as to be unhelpful to both teacher and student. What, for example, is
wrong with these observations about student errors? What level of language
knowledge would you say each teacher observation represents?

My learners tend to drop the s at the ends of words.
I've naticed that my students pronounce the silent letters.



CHAPTER 5

Responding to
Student Errors
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Considering a Rationale
for Corrective Feedback

The situation described is a very common dilemma encountered by teachers.
Consider this in relation to the four levels of competence we introduced in Chap-
ter 2:

Students begin the course making errors, but are not aware of them (Level 1);
they can then progress to being aware of their mistakes (Level 2) and from there
to consciously correcting them (Level 3). The ultimate goal, of course, is uncon-
scious competence (Level 4), where students automatically produce the correct
form (na errors) without thinking about it.

Students cannot progress through these levels with no intervention, and this
is where teachers influence learner progress. There must be some attention to
student errors in order to move students up the ladder, but these must also be an
opportunity for students to self-correct (without intervention) (Level 3).

The time to think about how to deal with student errors is before vou walk
in the classroom. When student errors are occurring in real time, you need to be
able to rely on a principled approach that you have determined and committed
to beforehand. This approach should of course be consistent with—able to be
applied to—your goal-driven lesson plans. (See pages 56-61.)

Reviewing Historical Approaches to Student
Errors and Corrective Feedback in SLA

Second language teachers’ views of learner errors have evolved over time and
have usually been tied to the theoretical frameworks of the day. However, SLA
research has also consistently influenced what teachers do in the classroom.

Behaviorism (approximately 1920s-1950s) viewed language acquisition as a
result of imitation and habit formation; therefore, teachers tended to use Lado-
inspired (audio-lingual) drills that offered minimal latitude for unscripted com-
munication and, therefore, for error.

The Chomskyan Revolution (1957-beyond) viewed errors as a window into
psycholinguistic language processing. By the 1980s, many teachers were using a
version of a Krashen-inspired communicative approach that allowed free expres-
sion—and many errors—with minimal attention to form. (See Corder, 5.P,, 1967,
The significance of learners’ errors, IRAL, 5, pp. 161-170).



5: Responding to Student Errors

Earlier approaches and drills produced learners who could not effectively
communicate, despite near-perfect form in classroom drills, but more recent
communicative approaches tended to produce learners who could produce lan-
guage but who also had communication difficulties because their utterances
could be so inaccurate as to strain their listeners.

In the midst of a communicative approach to SLA, teachers were conflicted
about how to handle errors in the classroom, as revealed in surveys of teacher
attitudes by Allwright and Hendrickson. Allwright (1975) found disagreement
in the field regarding what errors to correct and when and how to correct them.
Hendrickson (1978) found that, in general, three types of student errors are typi-
cally corrected: those that occur frequently, those that impair communication,
and those that are stigmatized.

Since our students will be communicating with—and in school or work
judged by—native speakers of English, some research has looked at native-
speaker reactions to ESL /EFL speech. Teachers may therefore want to focus more
heavily on errors that research shows us native speakers object strongly to. For
example, Beebe (1978) found that errors are labeled derisively by native speak-
ers as sounding comical, incompetent, and childish. Major (1995) found that the
lack of the third-person singular verb ending, in particular, evokes strong nega-
tive native-speaker reactions, including views of the speaker as uneducated, low
class, and unintelligent. While teachers and students alike may want to ignore
such “minor errors” in favor of more advanced structures, becoming aware of
such native-speaker reactions shows them the importance of working on these
fundamentals as well.

In the last 20 years or so, the current direction of the field of SLA suggests
a view of errors as “natural and necessary as well as a valuable indicator of
students’ progress” (Major, 1988), and as the scales teeter between the extremes
of accuracy and fluency, teachers are returning to a balanced view: a focus on
form within a communicative approach (Long, 1991; Lightburn & Spade, 1990;
Andrews, 2007).

Examining Current Views
on Corrective Feedback

Language learners, of course, make errors and don’t recognize the errors or
understand the source of their errors. Most teachers generally feel the need to
address some of the errors, but they are not sure which errors to address or how.

Numerous studies (Panova & Lyster, 2002; Loewen, 2005) have shown that
the most common way teachers address errors is to “recast” the student’s error
in the proper form.
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Example:

Learner: ['m a diborce attorney.

Teacher/Tutor: Oh, how interesting. A divorce attorney!
Learner: Yes, | handle many diborce cases.

In this example, the learner makes an error with the /b/ and /v/ sounds
(commen to learners from a variety of language backgrounds, including Japa-
nese and Spanish, among others). The interlocutor responds with a brief content-
related comment (Oh, how interesting.) and by recasting the student’s utterance
with the error corrected. In this case, the futor pointed out the error using con-
trastive stress (A divorge attorney!). However, the learner did not pick up on the
corrective intent of the recast and, instead responded to it to show interest and
continue speaking.

A conversational partner would indeed want to show interest in the topic of
conversation and prompt the learner to continue talking, but a language teacher
interested in the pronunciation error would instead want to focus the learner’s
attention on the error. This exchange does not do that.

There are a number of problems with the use of recasts in the classroom as a
means of giving learners feedback on their errors;

B Learners generally do not notice the gap between their inaccurate
utterance and the teacher's corrected recast.

B Learners sometimes interpret these recasts as requests for more infor-
mation, repetitions of their statement for the benefit of their class-
mates, etc.

®  There is no actual language change on the part of learners (in general)
after most recasts.

According to one study (Panova & Lyster, 2002), recasts are the most used,
but least effective, method of drawing learners’ attention to their errors. In addi-
tion, many teachers deal with student errors by ignoring them at the moment
and then attempting to draw students’ attention to them after the fact (Great, but
remember, fwo sentences ago, when you said. . .). This strategy is too little, too late,
and does not succeed in bringing learners to the point of uptake.

At other times, teachers may try spot corrections. In these cases, when they
hear an error, they suddenly provide the accurate form, drawing the student’s
attention to the error and the entire class’s attention to the error. Then they make
students repeat the correct form, despite the fact that this error (perhaps a mis-
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pronunciation of a proper noun, etc.) may be a random, one-time occurrence.
Spot corrections, in general, are not successful because they are not tied to the
ongoing work of the course, tend to disrupt the flow of the class, and do not lead
to lasting language change for students (uptake).

Many ESL students we have talked to over the years say that they want to
make progress in their language skills. Generally speaking, students are inca-
pable of being more specific: they don’t really know what progress looks like,
and they don't know specifically how to get there or when they've arrived.

STUDENTS SAY. ..

"1 want to improve my English.”

"I want to make more progress.”

"I want to get more exposure to English.”

"I want to think in English without translating.”

BUT IN ORDER TO REACH THESE VAGUE GOALS, STUDENTS PLAN TO...

study mare

watch more TV/movies in English

learn a specific number of new vocabulary words
learn more grammatical rules and patterns
make friends with English speakers

Teachers must be mare specific, more concrete, and less accommodating than
our students are. Teachers need to think about students’ language needs well
beyond the classroom and to focus on the specific, often repetitive and unglam-
orous inaccuracies of students’ daily speech.

Ifa teachers goals and plans for students merely replicate students’ unformed
goals and undirected plans for themselves, teachers aren’t bringing anything to
the task. Furthermore, if teachers provide nothing beyond what is offered in a
textbook, they also are not adding value to the classroom. One way to value is to
intervene and draw students’ attention to their errors; if we can get students to
the point of uptake—noticing their errors and self-correcting them—then we can
move students up the ladder of the levels of competence.
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Developing a Principled Approach
to Corrective Feedback

What does work is having a principled approach to dealing with learner errors,
one that is thought through ahead of time, before the need for spot corrections
arises, and that is consistent with the language-based goals of your course, It also
is consistently and cumulatively implemented throughout the course.

The analogy of saving a document in a word-processing program represents
why we think tying error feedback to the goals of the course is so essential.

The Word Processing Analogy and Noun and Verb Endings

Students typically make two types of errors with regular nouns and verbs: they
fail to produce the endings in spontaneous speech and reading aloud, and they
mispronounce/over-supply the extra syllable ending.

1. On a computer, you create a new file and enter information into it.

After instruction and succinct teaching talk, students "create” or "open” a mental
document to remember when/how to pranounce noun and verb endings.

Exampie: the three ways to pronounce the past tense of regular verbs (or the plu-
ral of count nouns, etc.)

2. You have to give your word processing file a name in order to save it
and find the information again.

In their notes, students label the rule for when to produce the ending and how to
prenounce it.

Example:
Count Noun Plural

Past Tense Regular [3 pranunciations

3. When you want to find the information again on your computer, you
find the file by name and open it.

When your students make a mistake after the rule has been introduced, match
your feedback prompt to your teaching talk.

Example: Count Noun Plural?
This prompts the student to mentally “click twice, apen the document, read the

rule.”
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A Systematic Approach to Corrective Feedback:
Introduction to the Corrective Feedback Flow Chart

Students make so many errors—how do I know which errors to correct?

Do not correct any errors until you have introduced the concept or sound in
class.

Students must be able to refer back to something in order to successfully process
your correction, or else your correction will go in one ear and out the other.

Students need to have a label, a name, for their pronunciation mistakes. (refer to
the analogy)

Only when students understand the specific kind of mistake they made will they
be able to correct it themselves in the future. Therefore, bringing students’ atten-
tion to problems that they are not yet able to name will not result in lasting
changes to their pronunciation.

A Systematic Approach to Corrective
Feedback: A Teacher-Student Partnership

Error correction is most effective when students themselves correct their error,
rather than when teachers merely recast it for them. Use the following steps to
help students correct their own errors:

1. Stop—5top students mid-utterance when they make errors that have
already been addressed.

2. Find—When students are new to this process, you might need to
point out where in their utterance the error is. Soon students should
be able to mentally rewind and find their errors for themselves.

3. Correct—Require that students always correct their own errors; even
if you (or the students’ classmates) have already offered the correct
form—in the form of recasts, etc.—the student who made the mistake
must accurately repeat the correct form (before continuing with his or
her original utterance).

4. Freeze—Tell students immediately when they have said the correct
form. This “freeze-frame” lets students create a motor-memory of
their pronunciation, and leads to a change in their acoustic image of
the sound.

The flowchart on page 92 shows this process in more detail.
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A Systematic Approach to Corrective Feedback:
The Teacher-5tudent Partnership in Action—Moving
Students through the Four Levels of Competence

The flowchart here shows this process in great detail, and the one on page 93
shows it in slightly less detail. You may want to share this chart with students so
that they are clear on the process of error feedback in your course.

FIGURE 7
A Principled Approach to Corrective Feedback (for Teachers)
Imagine a learner’s acoustic image of | If the scoustc image The learncr makes an crror.
the tarpet sound, concept, soun or verh | doesa't maich the
ending | target. . |
L 4 / l
I the: sound or sonmd |
r concept has been introduced
I the meoustic mage If the soand or sound o
matches the target. . . concept has nol yel 1
P bewn witroduced. | . L
h 4 6 Alert the Jeemer and ask the learner 1o correct his or
N ermor is | her ermor:

maide,

3 I, Immediately siop the leamer,

2, Identily the error (If necessary).
3. Require the leamer b say the word or senlence
| agam comectly

und commurnicstbon ix

impaired. . . 12
? -
Learner is at Level 3
and comamunication 13
i el imaired, With prempiing, can self-correct
7 v
Prompt the leames 0 “Freeze-frime”™! a motor memory of
the comrect pronunciation, A
Recast the student's 14]
Statemenl in order o
3 | preserve communication
Do nothing: ignare |
the error.
| 10

8

Carrect promanciation: no prompling 15

' Why do we need the freeze-frame? "Even if [students] do succeed in producing the target sound,
there is no unambiguous way for students to mark and remember the sound they produced so that

they can reproduce it on their own. Usually they are left with an abstract phonetic symbol or a vague
internal feeling of how to make the sound® (Arlingtan, 1993/34),

Source: Sound Concepts by M. Reed and C. Michaud, 2005, McGraw-Hill. Used with permissian.
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nt Partnership

Figure 8 shows what the process of moving through the four levels of compe-

tence looks like.

FIGURE 8
A Principled Approach to Corrective Feedback (for Students)
When you make an error,
If the sound or sound If the sound or sound
concept has nat et been coneept has been
introduced. . . mtroduced. | |
/ \ Your teacher will correct the error,
and communication and communication i Your teacher will:
isn'l impaired... impaired. ..
1. Stop you.
2, Identify your error,
l l 3. Require you to say it again correctly,
Your teacher Your teacher | l
will do will recast the You are at Level 3:
nothing/ error for the With conscious effort, you can comect your mistakes. You
ignore the SR L know whiat your mistakes are, but saying the sounds correctly
ErTor cammunication 15 nol yet a habit,

Your teacher will prompt you to “Freeze-frame" in arder to
remember the cormect pronunciation, so that you can reach

Level 4

L

Continoe with your thought J

Squrce: Sound Concepts by M. Reed

and C. Michaud, 2005, McGraw-Hill. Used with permission.
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How (Specifically) Should You Offer Feedback on Students’ Errors?

Figure 8 says that when a learner makes an error with a target form, you
should:

1. Immediately stop the learner.
2. Identify the error (if necessary).
3. Require the learner to say the word or sentence again correctly.

Often, teachers who have not seen this process in action have trouble imag-
ining how it might play out in a classroom. First, note that it's most important
to simply get learners to say the correct form; it's less important how you get
learners to say it. Some examples of how different types of error feedback might
work are given.

B Recast
Learner: Today is Friday. Every Friday Luis go to the bank—
Teacher: Luis goes to the bank.

B Explicit correction
Learner: Today is Friday—every Friday Luis go to the bank—
Teacher: Not go—goes.

® Clarification Request
Learner: Today is Friday—every Friday Luis go to the bank—
Teacher: Sorry? He what?

® Elicitation
Learner: Today is Friday—every Friday Luis go to the bank—
Teacher: Every Friday Luis. . ..

B EKepetition
Learner: Today is Friday—every Friday Luis go to the bank—
Teacher: Luis go to the bank?

B Metalinguistic
Learner: Today is Friday—every Friday Luis go to the bank—

Teacher: Third-person singular?
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In all cases, we would hope that the final step in this dialogue—the student’s
uptake—would be something like this.

Learner: Oh, Luis goes to the bank to cash his check.

In other words, it does not matter what kind of feedback you offer on a stu-
dent’s error as long as you offer feedback. What counts is the student’s uptake.

Earlier we addressed a common teacher concern of feeling incapable of
focusing on accuracy and meaning at the same time (see page 27). You can do
both—you should be particularly attuned to listening for errors with the sounds
or patterns that you are monitoring for. You should always be focusing on your
students’ intent, the meaning they are trying to convey. You also need to be nar-
rowly focused on the actual confent of their utterances. With a very clear focus
on a short list of errors that you will be monitoring for and students will be held
accountable for, filter out the random errors with untaught structures and new
pronunciations and focus only on the select list of patterns you are targeting for
HCCHI'EC}".

Implementing the Teacher-Student
Partnership and Working toward
Learner Independence

More will be discussed in Chapters 7 and 8 about tools that will help manage
the logistics and record-keeping tasks of the goal-driven classroom, but here we
focus on the theory of the teacher-student partnership. This means working to
make our learners not need us anymore, to be independent of us. Teachers can-
not do the work for the learners, and learners (in general) cannot move to the
point of independence without teacher help. Make this idea of the teacher-stu-
dent partnership transparent to your students. Some ideas that will help you in
this endeavor follow.

Teacher Logs: The Teacher-Student Partnership in Action

Whatever form of log your students use to keep track of their errors, keep a cor-
responding list of selected items that you are helping students master. Create a
cumulative log for each class you teach.

The log may be very simple and brief. It is no more than a reminder for you
of what errors you are helping students monitor. You should be able to easily
recall the items on your log for a given class.
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Example: Teacher log for intermediate speaking,/ pronunciation class
Third-person singular verb endings

Past tense verb endings (also in participles and passives)

Count noun plural endings

e W e

Possessive noun endings
Correct word-level stress in target vocabulary words
Contrastive stress where appropriate

o

HELPFUL HINT

Write a brief version of this list for each class on a large piece of posterboard,
and display it on an easel at the front of your room. Use any logistical means
appropriate for your room setup (an electronic slide projected on a screen, some
standard-sized cards with large letters that you tape/tack around your room,
etc.). This way both you and your students can easily and quickly see the list of
errors you are monitoring for.

If you don’t have such a list—or even before vou get the posterboard out for
the day—you may want to quickly ask students to list the basic errors that you are
monitoring for. Students should be able to do this—as a class, they should be able
to come up with the list together quite quickly. If they can, you will see that you
have successfully made the process of error feedback transparent to your students.

If you are teaching an integrated skills class or an ESL writing class, you
may still want to include pronunciation instruction in the classroom. If so, use
the same teacher-student partnership (principled approach to corrective feed-
back, student logbooks, checklists, and teacher logs) to help students with their
pronunciation.

Example: Teacher log for advanced writing class

1. Third-person singular verb endings

2. Past tense verb endings (also in participles and passives)

3. Count noun plural endings (with no articles in front when used for
things in general)

4. Possessive noun endings

5. Correct word-level stress in target vocabulary words

6. Contrastive stress where appropriate (especially when reading aloud
italicized words)

Follow the same principles for constructing a teacher log of errors for core
ESL classes.
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A template for helping students keep track of their (in this case) speaking
errors is shown. Note that once you've introduced the concept of a student error
log, it does not take time away from classroom instruction. You can simply direct
a student to add or refer to an entry in his or her logbook as the need arises. The
log on page 98 is written to the student and can serve as a model.

The Teacher-Student Partnership
in Action: Tools for Moving to Level 2

Use a log to help you enter mistakes, label them by kind, and review a list of your
biggest problems. If you keep making the same kinds of errors, use your log to
help you correct them.

Everyone has different pronunciation problems. Look at the examples on the
chart to see the different difficulties three students had with the same word. To
improve, students need to know what their individual mistakes are.

How should | How did What was Other
Word or Phrase I sayit? Isayit? my mistake? Examples
Student 1:

speech su-peach separating su-trong/strong
speech {1 syllable) (2 syllables) | the first two

consonants

Student 2!

speech es-peech adding a vowel es-port/sport
speech (1 syllable) (2 syllables} | sound at the front
Student 3;

speech speech-eea adding a vowel each-eefeach
speech {1 syllable) (2 syllables) | sound at the end |

HINTS ON USING YOUR LOG

W  How should you use your log? You can use your logbook at any time to
enter problems or mistakes. Different students will enter problems at
different imes.

W When should you use your log? When you notice that a specific sound
or concept is a problem for you, enter it in your loghook. Remember,
the first step in fixing mistakes is noticing where the mistakes are. You
need to be an active listener in class. Notice when your teacher cor-
rects you or classmates can’t understand you. These might be signals
that you should enter that sound or concept in your logbook.
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B Why should you use your log? Your logbook is a tool to help you pay
more attention to these mistakes. Using your logbook will help you
make progress from Level 3, Conscious Competence, to Level 4,
Unconscious Competence.

The Teacher-Student Partnership
in Action: Tools for Moving to Level 2

Use a log to help you enter mistakes, label them by kind, and review a list of your
biggest problems. If you keep making the same kinds of errors, use your log to
help vou correct them.

Everyone has different pronunciation problems. Use this chart to write the
words you have difficulty with. Write the correct pronunciation, your error, and
how to correct your mistakes.
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These teacher-student interactions show student errors and teacher feed-
back. Errors were corrected in real time, and only after instruction on the
target form had taken place.

Set A

51: The author claim ...

T: No

51: The author claim ...

I: Third-person singular

51: I know. I always make that mistake.

52! The author claim ...

T No

52: The author claim ..,

T: Third-person singular

52: Everyone understand me.

Set C

53: In this enwironment ...

T: No

53: In this enwironment ...

W

53: | know. In my country we don’t have this sound.

Set D

54: The author say . . . says that . . .
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What can we, as teachers, conclude from this? How do the levels of compe-
tence help vou make sense of these examples? What are some of the differences
among the students’ responses, and what do those differences suggest about the
level of students?

Given these examples and the information in this chapter, what is vour phi-
losophy about error correction? What will your plan for error feedback be when
you enter vour classroom? Will your plans vary by class, content, level, and
point in the semester? How?



CHAPTER &

Assessing Student
Progress

Think about it
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Viewing Assessment as the Natural Outcome
of Goal-Driven Lesson Planning

This example is a very realistic situation for many teachers. The teacher’s day-
to-day lesson plans and individual language goals are the building blocks for
assessment in the course. Ideally, assessment and goal-driven lesson planning
are an integrated process that inform and facilitate each other, meaning that
assessment for the entire course should be mapped out at the same time as the
lesson plans.

Often teachers, as illustrated in the example, have a sudden moment of cri-
sis when they realize they need to think about assessment, At this point, ask
vourself the question, “What should my students be able to do now that they
couldn’t when they entered the course?” This question drives the nature of the
actual assessment.

Why Goal-Driven Lesson Planning Matters for Student Progress

Now imagine that it's the very last day of your course. How will you know
how much progress your students have made, and how will your students judge
their own progress?

To what extent do you base your view of their progress on these factors?

the number of hours spent per week on English

the number of exercises filled out in the textbook

the number of chapters “covered” in the textbook

the number of new vocabulary words in their notebooks / flash cards

the number of students who make it through to the end of the semes-
ter returning to class

If these are your criteria, there’s a problem: students tend not to correctly
and spontanepusly use, for example, the structures from Chapter 2 when they're
in the middle of the exercises for Chapter 4. Theres no carryover, no progress,
no change. If students can complete the exercises in the textbook on their own,
there's no value added by the teacher.

Your view of student progress should be directly tied to your goal-driven les-
son planning: How many students can meet how many of the different language
goals you have set? Answering that will demonstrate progress in a language
class.
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With this view of student progress, vou can see true change (progress) in
students by looking at

W whether students can identify targeted structures/words/pronun-
ciation points {they can say what they worked on throughout the
semester)

B whether students can identify strategies to monitor for and self-
correct these points

B whether students’ speech and/or writing shows fewer errors with
targeted structures, as compared to similar speech /writing samples
from the beginning of the semester

Using these three criteria as a basis for a final assessment doesn’t mean you
have to give students individual oral presentations or lengthy final writing
assignments in order to assess progress, You can use informal methods to assess
student progress, depending on what is right for vour particular class.

The End-of-Semester Results of Goal-Driven Lesson Planning

To start to think more about how we as teachers can use goal-driven lesson plan-
ning to help students “improve,” look at this list of possible student comments
on post-course evaluation sheets. Which of these statements would vou most
want to be said of you and your course? Why?

1. This class was a lot of work, but I think my pronunciation got a lat
better.

2. The teacher was really nice, and he was always very understanding.
I really felt like this class helped me meet a lot of new friends from
different countries.

3. Before this class, [ knew | made a lot of mistakes, but now I know
what [ was doing wrong and how to fix it.

4. I didn’t think I really needed this class, but when 1 look back now at
my first essay from this course, I can’t believe it's so bad! My writing
really improved.

5. The activities in class were a lot of fun. We always played language
games, and | liked the topics we read about.

Unless students walk out of your course actually able to say something like what's
in numbers 1, 3, or 4, they probably haven't really improved, They may have had
an enjoyable experience, but is that really all you want for your students? Think
back to your image of the ideal ESL teacher when you answer this question.
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Understanding the Reciprocal Nature
of Language Goals and Assessment

When you begin the process of lesson planning, you begin by stating what stu-
dents will be able to do or say if the lesson is successful. Right there, at that
very preliminary point, you have drafted the essence of an assessment for that
particular lesson. Whether you administer that assessment orally or in writing,
formally or informally, in a high-stakes or low-stakes setting, is less important
and more dependent on the specifics of your course than the fact that you have
it to begin with.

Teachers are sometimes intimidated by the idea of assessment, worried that
a bad grade they give a student might be responsible for holding a student back
or discouraging him or her. Such teachers equate assessment with grades and
might be tempted to seek out programs that do not offer grades in order to avoid
what they see as the dilemma of assessment.

But assessing student progress does not mean merely assigning grades. The
idea of assessment is simply offering an answer to the question of how you
will know your lesson has been successful. Did the lesson work? How will you
know? By answering those questions, you are already working on the level of
assessment. Even in ungraded courses or in tutoring contexts, you need to know
if your lessons are working—and so do students! Students need to have a realis-
tic view of how their language capabilities are changing as a result of the teach-
ing or tutoring.

Teachers who then commit to this view of assessment might find themselves
facing what seems like an enormous amount of extra work up front because
assessments should be planned before the course begins. The good news here is
that if you are using a goal-driven approach to lesson planning, you do not need
to do any extra up-front work to plan your assessment: it's already there, built
into the lesson plan, as an extra return on your initial investment of time and
careful effort.

Reconsidering Different Kinds
of Assessments and Their Role
in Lesson Planning

Many different kinds of assessments exist. Some are formal, such as a graded
essay or a quiz, and may be given at the end of a unit or an entire course. Some
are informal, such as an oral conversation activity that you may be monitoring
for accuracy on certain target language points. What is described tends to be
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examples of low-stakes assessments, as opposed to those high-stakes exams on
which serious outcomes hinge, such as important entrance exams, standardized
tests, etc. Graded assessments can then be either norm-referenced {in which case
students are graded against the norm, the average of others taking that test),
holistic (in which students are graded on their whole performance, without tak-
ing into account individual criteria), or criterion-referenced (in which cases stu-
dents are graded against a set of transparent criteria).

Using criterion-referenced assessment (for student wri ting, quizzes, oral pres-
entations or other oral activities) removes the subjectivity of holistic grading and
the accompanying stress that teachers often feel, while also avoiding the limita-
tions of fitting students into an artificial distribution of grades.

If you use criterion-referenced assessment, vou need to be able to specify the
criteria in a measurable, observable (i.e., operationalized) way, so that you will
be able to clearly state whether students meet the criteria or not. Our descrip-
tion of these criteria as measurable and observable should call to mind the lan-
guage we used to describe the language goals you set for students. These goals
become your criteria for assessment, completing the circle of lesson planning
and assessment.

Therefore, with goal-driven lesson planning, for most teachers language
goals —» criteria for assessment. In some cases, teachers find themselves with an
institutional exam that students must take in completing their course. In these
cases, your language goals throughout the course should be informed by the
exam itself, so that criteria for assessment — language goals.

For teachers who are committed to using the integrated system of goal-
driven lesson plans and criterion-referenced assessment, rubrics are tools that
will greatly facilitate this process. A rubric is simply a tool for scoring; fill out the
rubric ahead of time with your criteria for assessment, and then apply the rubric
objectively to all students.

Think of a rubric as a checklist: it’s useful for the student when preparing the
assignment or studying for the quiz, and it's useful for you, the teacher, when
grading the assignment,

For students, rubrics:
* demystify what is required and how it is graded
» clarify what is more and less important
= indicate where individual strengths and weaknesses are

For teachers, rubrics:
» simplify and speed up the process of grading
= give specific information to measure the success of lessons
= make grading less subjective and more defensible
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For both teachers and students, rubrics make the process of assessment
transparent and clearly related to the goals of individual lessons throughout the
course.

Criterion-referenced rubrics use the same language as your operationalized
objectives from your lesson plans: The language of instruction becomes the lan-
guage of assessment.

An Example: A Rubric for Assessing
Speaking in a Formal or Informal Context

To assess a student’s spontaneous speech, you need a rubric that you can use
quickly and easily while the student is actually speaking. However, you also
need a rubric that actually informs you of the student’s accuracy, so that you
don’t fall back on subjective holistic judgments. The rubric on page 107 can be
used while a student is talking. Use a new row for each utterance (sentence)
the student produces; if there are no errors with any of the categories listed, do
not make any marks in that row. Use a system of hatch-marks (or checks, cross-
marks, etc.) to keep track of errors in the specific categories. Ideally you’d be able
to have a recording of the student’s speech, so that you could play it back with
the student and review it together, but even in the absence of recordings, you can
still use the rubric.

The categories on this rubric are appropriate for any intermediate or
advanced-level speaking context in which you have addressed the following
grammatical points. Alter any of them as necessary for your students. Note that
adding more points makes monitoring somewhat difficult during the actual
assessment.
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Sentence/

I. Missing
subject

11 Missing verb

fil. Missing/

third singular

V. Missing/

past regular
ending

V. Non-count
as count

V1. Missing/
mispron.
plural
ending

Vil Wrong final
intonation

"
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Addressing the Value and Place
of Assessment in Ungraded Courses
and in Tutoring Situations

Just as goal-driven lesson planning is useful for teachers and tutors in every
sort of language-teaching context, so criterion-referenced assessment applies
to all language teachers or tutors. Teachers or tutors may sometimes think
that because they are working in small classes or one-on-one with students
in a program that does not have an end-of-course exam (or grades), the entire
idea of assessment is not relevant for them and their students.

Assessment is still necessary because it:

® tells you whether or not your lessons have been working
B gives you a direction for future instruction
B makes clear to students what their progress is

Assessment gives students information necessary for them to move up
the ladder of the levels of competence and thereby aids and strengthens the
teacher-student partnership. In ungraded situations, a metacognitive assess-
ment is particularly useful because it can show you and the students prog-
ress that is happening behind the scenes: it can reveal how students’ aware-
ness of a particular error (or aspect of language) has increased, even if their
speech still remains unchanged.

Most forms of assessment measure students’ performance, the actual lan-
guage they produce, which is the end result of your lessons. However, before
students’ performance can change, there are important and requisite changes
to their thinking and levels of awareness that must take place. If, at the end
of a unit or course, your students can answer these metacognitive questions
(orally or in writing), then you will know exactly how much progress they
have made:

1. What pronunciation or grammar points did you work on in this
unit,/course?
2. What strategies help you with these points?

3. What do you know now about these points that you didn’t know
before?
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On the other hand, if all you can say is that students completed the exer-
cises in a given set of chapters or spent a certain number of hours interact-
ing with you in English, then you have no information at all about student

progress.

Revisiting Assessment at the
Beginning and End of the Course

While students enter your course saying they want to improve their English,
what they don’t expect or realize is that improving often means changing.
The process of language change takes students out of their comfort zones,
and to many students, getting it right (i.e,, changing their speech to become
more target-like) often feels wrong,.

As students move up the ladder of levels of competence, they often at
first feel like they are moving backward. Although they’re not making more
mistakes than they were before, they are now aware of their mistakes (Level
2) and realize there is so much they don’t know. Metacognitive assessment
can help at this point by focusing on students’ awareness of their errors,
which is itself progress. As students move higher on the ladder, their own
awareness of the effort they are expending to correct their errors shows them
their progress at Level 3. By Level 4 (automaticity), they need some sort of
performance-based assessment to show how their language actually has
changed because by now they are not conscious of it.

Assessment is therefore the beginning and end of language learning;

®  Analyzing learner needs (Chapter 2) is an initial form of assess-
ment.

B Making goal-driven lesson plans (Chapter 3) is also the process of
drafting the criteria for your final assessment,

B Offering corrective feedback (Chapter 5) is actually also a form of
assessment, as the chart on page 110 shows.
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FIGURE 9
Remember our corrective feedback flowchart from Chapter 67
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When you alert students to their
mistakes, you are assessing them.
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One student teacher we worked with was very apprehensive about assessing
students. She stated she would only take jobs at language schools without
formal grades so that she would never have to give a student a bad grade.
What's the problem with this extreme view? How does her avoidance of

rubrics and assessment short-change students?



CHAPTER 7

Interaction in the

(Goal-PDriven

(Classroom

Think about it

Imagine that you will be mentoring a student teacher next semester in your
classroom. You already met once with the student teacher, who came pre-
pared with a list of questions and topics to explore over the course of the
observation period. One of the topics is classroom interaction. What does
this mean to you? As ESL teachers, we are in the business of enabling stu-
dents to use the language—which, in the realities of the classroom, means
there will be a great deal of language use. How would you describe success-
ful classroom interaction in an ESL context?

This chapter will cover these topics:

d Moving beyond “Let’s just get them talking”
4 Interacting: Teacher to student talk
4 Interacting: Student to teacher talk
@ Interacting: Student to student talk
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Moving Beyond
“Let's Just Get Them Talking”

Having addressed setting specific language goals and monitoring students’
progress toward these goals, we now turn to all the other aspects of managing a
classroom. Thinking more about the topics addressed in this chapter will facili-
tate the success of your goal-driven lessons.

Whatever goals you have, and whatever activities you choose, student
speech (output) is going to be key to the success of your lesson. Therefore, let's
think about some of the issues that complicate student participation and interac-
tion. When teachers are new to teaching ESL, it is common for them just to want
to get students talking and to not think about much beyvond that. Working within
a goal-driven context, however, we know that there is more to classroom success
than “just getting students talking.” What some teachers don’t think about, how-
ever, is how to structure student talk to maximize its effectiveness.

When students are new to learning English, it is very common for them to
have a silent period in which they absorb more language than they produce.
After that, however, students in a language classroom need to be producing lan-
guage. It's up to you to structure the class in order to promote and optimize
students’ verbal output.

Interacting: Teacher to Student Talk

Teachers tend to be very uncomfortable with silence in the classroom. If one or
two very communicative students constantly participate, teachers usually are
happy to have this participation and may not notice that the majority of students
are silent, If an individual classroom does not have any vocal students, then
teachers tend to fill the silence with their own talk.

The first step toward encouraging students to talk more in the classroom is for
teachers to talk less. When you ask a question, wait longer than you feel comfort-
able for students to answer. This “wait time” on the part of teachers actually allows
for “thought time” on the part of students: students need to process your question,
draw up the information for their answer, and then formulate it into words.

HELPFUL HINT

Practice asking a question and waiting quietly at home in front of a mirror. Try a
pleasant, neutral expression, and try to relax. Remember that the pause, or brief
silence, will be most noticeable—and most uncomfortable—to you. Your students
are more likely thinking about the question and not worrying about the pause.
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Eye-Opener

Mast ESL students will tolerate a lot more silence in the class-
room than the teacher does. Having silent pauses in the class-
room does not mean your lesson is a failure; it means vour
students have time to think!

The next step toward encouraging students to talk more in the classroom
is for teachers to change the way they talk. Ask open-ended questions rather
than yes/no questions or single-word response questions.

HELPFUL HINT

Some teachers ask very specific questions, “fishing” for an exact response
(also known as the guess-what's-in-my-head type of question). Don’t do this!
Students are unlikely to phrase their answers in the exact way you had in
mind, and likely the exact response is not the point anyway. In your goal-
driven lesson plan, script what students will be able to say at the end of the
lesson. Remember that the “script” is the lesson’s target. You do not need
scripted answers to every question you ask throughout the lesson as vou
guide students toward the target,

Example of teacher to student interaction while reviewing a grammar-based
exercise:
Yesterday I ___ to school. (walk)

T: Fei, do Number 1.

5: walked.

T: Read the whole sentence:

5: Yesterday | walked to school.

[typical teacher response:]
T: Good! Yes, you need the past tense here, wwlked, even though you have
the word yesterday. Great!

| Better teacher response:]
T Okay, tell me aboul that sentence.
5: You need the past tense here, walked with yesterday.

13
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The typical teacher response in essence says what the student should have
internalized about the grammar item in question; vou can ask students to say
that back to you, thereby producing more language in the classroom and rein-
forcing the student’s internalization of the rule,

HELPFUL HINT

Review the section on Teaching Talk (pages 63-65). This is what students should
be saying in the classroom.

Teachers and Talk—
What Happens When Teachers Make Mistakes?

Contrary to what some students may think, teachers do make mistakes. When
you make a mistake in the classroom—whether you get a student’s name wrong,
misspeak, make an error on the board, or mishear a student—acknowledge it.
Sometimes a student will point out a mistake, but sometimes you'll realize it
yourself (perhaps only a few minutes later). In either case, decide whether the
main cancern is accuracy of the information given to students (if you misspoke
while explaining a grammar point) or sensitivity to students’ feelings (if you got
a name wrong). Repair as necessary, directing students to check over their class
notes if accuracy is the issue.

STUDENT-TEACHER CLARIFICATION QUESTIONS:
WHAT'S THE LANGUAGE OF THE TASK?

Remind students that they can always ask for clarification;
Excuse me, did you mean ?
Should that be 2
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Interacting: Student to Teacher Talk
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Think about these questions. What do you think vour practice will be in the
classroom for each one, and why?

1. When shy students never volunteer: How do you get students to
speak/participate in class?

2. When one student dominates the class: What do you do when
one student always speaks up? That person has a right to speak.
How do you keep him or her from dominating?

When students speak in L1: How do you (think you'll) feel when
students speak in L1? Write your response. If your feelings are
mixed, make a list: On the one hand/ on the other hand. Did that
help?

3

Teachers tend to struggle with these questions. On one hand, teachers
want to be sensitive to students’ persanalities and cultures; different stu-
dents may value silence and speech in different ways, On the other hand,
however, keeping students in their comfort zones may not advance them
toward their language goals: the literature in SLA (Swain, 1985; Pica, Young,
& Dougherty, 1987; Gass, 1997) supports the idea that production—student
verbal output—is the key to language learning.

Teachers value student participation in the classroom and sometimes
judge the success of classes based on the lack of silence. Teachers are some-
times so glad that a student is volunteering something—anything!—that
they focus only on the content of what the student says, rather than the accu-
racy, even of targeted material. It is possible, though, for a teacher to attend
both to content and accuracy at the same time. It takes a lot of focused mental
energy, but it's possible.

Eye-Opener

Students’ comfort zones: Silence is okay.
Teachers' comfort zones: Speech—any speech—is preferred.

15
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Students’ silence in the classroom may be due to

B quiet/shy/reserved personalities W confusion about the question

B cultural prohibitions against dis- asked.
playing knowledge These students need to be

B different schema for classroom formulating a clarification
behavior request in order to move for-
Thisa stadents Sdnk thoviie Taam. ward. If students then don‘t
e E},rretearn have the language to ask for
ing and being good students; o el I
they’re not necessarily unhappy ctanﬁcanu? an for on t
with the silence. In fact, they may know that it's appropriate to

ask, then the classroom inter-

be unhappy with students who
VT IPRE THRE Y action abruptly stops, and

do speak up in class and may feel :
that those students are taking time teachers may not know why.
away from the teacher.

STUDENT-TEACHER CLARIFICATION QUESTIONS:
WHAT’S THE LANGUAGE OF THE TASK?

Add this classroom language to your lesson plans as goals for students! Are your
students able to ask these questions, and do they understand that it's appropriate
to do so?

What does ____ mean? ({instead of “What's mean 7y
? (instead of "How to say 2
What's the question again?

How do you say

What page are we on?

Could you repeat that?

Interacting: Student to Student Talk

Some students have different schema for what a classroom is and what kinds of
talk are appropriate in the classroom. You may find students who think that the
preferred mode of communication is only between themselves and the teacher.
You need to foster student to student interaction for two primary reasons: first,
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there are clear benefits to students’ language abilities as a result of such interac-
tion (Long, 1980); second, students will need to be able to communicate effec-
tively with their peers in other classroom-type situations (community college,
college or university, job training, etc.). Figure 10 shows two kinds of classroom
interaction. In general, more student-to-student interaction is preferable,

Depending on the size of your classroom, put students in pairs or small
groups to foster interaction. You might choose to group students based on prox-
imity in the classroom, student preference, ability levels, language backgrounds,
personality types, or culture or nationality. There is no right grouping scheme
for any particular class; the chart on page 118 considers some advantages and
disadvantages of each.

FIGURE 10

Two Kinds of Classroom Interaction

o i

Se»S 4 S

HELPFUL HINT

Students do not need to know your rationale for the grouping, Mix the groups
up every class, for example, so that students are used to this process. Do not just
let students work with their friends or their seatmates every time simply because
that is the simplest logistically; students need interaction with other classmates
and practice in following directions and group protacols.

If you decide to group students based on any of the factors in the chart (other
than random or proximity), you will likely have a list of groups written before
the class session begins. When starting the group activity, give your instructions
to the class in the most natural way possible. For example, when reading off a list
of paired names, most native speakers would read the names with small pauses
between individual names and larger pauses between pairs (or sets). Forcing stu-
dents to attend to the information conveyed in your pauses (i.e., thought groups)
is a great help to students’ listening comprehension abilities and prepares them
for contexts beyond your classroom.

17
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Grouping Type

P

Classraom proximity

logistically easy

groups tend to be the same
throughout the semester, as
students tend to sit In the same
areas; other factors not taken
into account

Student preference

pleasing to students

groups may tend to be the
same throughout the semester;
groups may not challenge or
stretch students; other factars
not taken into account

Same ability level

allows targeted feedback to dif-
ferent groups; allows more able
groups to move an and complete
more/different activities while
lower-level groups solidify target
material

use selectively so as not to
stigmatize lower-ability groups

Mixed ability level

allows stronger students to assist
weaker anes to together wark on
target material

sometimes the strong students
may dominate and the weaker
ones do not actually partici-
pate; alternatively, sometimes
the strong students may disen-
gage from the activity

Same language
background

allows students to use shared L1
and background knowledge to work
on target material

allows students to use shared
L1 and background knowledge
to work on target material

Mixed perscnality
type

allows able but shy students to
speak up in a less intimidating
environment

might allow vocal students to
dominate

Same personality
type

forces vocal students to encoun-
ter other vocal students in a small
group and negotiate together;
allows shyer students to speak up
without vocal students dominating

silent group may engage with
task but may never actually
interact with each other

Mixed culture ar
nationality

students get to interact with class-
mates from other cultures

students from conflicting coun-
tries and/or vastly different
cultures may, until they get to
know each other, be so uncom-
fortable that they disengage

Random/counting off

students work with classmates they
don’t normally work or sit with;
students get practice with this com-
mon kind of grouping technigque

groups are essentially randem,
without taking any other fac-
tors inbo account
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STUDENT-STUDENT GROUP INTERACTION:
WHAT'S THE LANGUAGE OF THE TASK?

Tell your students to introduce themselves to each other when working in
anew group! Remind them that they can always ask their groupmates to stay
focused on the assigned task.

“Hi, I'm
"Sorry, what did you say vour name was?”

“How do you spell your name?”
“Sa, what are we supposed to be doing?”

SPOTLIGHT ON RESEARCH

What does SLA theory have to say about conversation, student output, and
classroom interaction?

In the 1970s and 1980, Stephen Krashen (1985) proposed the comprehensible
input hypothesis, arguing that comprehensible input—language provided to
students from any source—is necessary and sufficient for SLA to oceur.

In the 1980s, the field of SLA then moved to the next level with the compre-
hensible output hypothesis. This claims that input alone is insufficient: learn-
ers must be pushed to produce language (forced or pushed output). SLA then
occurs as a result of learners noticing the gap between their imperfect output
and listeners” attempts to clarify/ restate (Swain, 1985),

Beginning in 1980, Michael Long (1980) proposed the interaction hypothesis,
which claims that pushed output best occurs during student to student interac-
tions, making such interactions key for SLA to occur

o
-
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Eye-Opener
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Fact: ESL teachers tend to be more accommodating of stu-
dents’ errors than the world at large,

Conclusion: We are doing our students a disservice if we do
not equip them for less accommodating conversational partners.

Consequences: We need to teach students how to trouble-
shoot communication breakdowns from both the point of view
of speaker and listener.

Use the graphic on page 120 with students to help them nego-
tiate for meaning.
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LANGUAGE STRATEGY:
AVOIDING COMMUNICATION BREAKDOWNS

Remember that successful communication works on two levels: You can under-
stand others, and others can understand vou. When others don’t understand
you, communication begins to break down. You can be more active in avoiding
communication breakdowns: If you pay attention to these signs, you'll be able to
check for and repair a breakdown in communication.

Look for: puzzled stares, tilted heads, frowns

Listen for: requests for repetition, requests for clarification, answers that don't
make sense

Some students feel that they don’t need to make changes to their English
because they're getting along all right: other people understand them. But, what
may be happening is that the students’ listeners are doing all the work!

Communication should be balanced. Don’t make your listeners do all the
work of tryving to understand you: you also need to work on being understood.
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STUDENT-STUDENT CLARIFICATION QUESTIONS:
WHAT'S THE LANGUAGE OF THE TASK?

Make sure your students can say these all-purpose clarification requests, Stu-
dents need to know that, when working in a group, it's appropriate and even
required to ask peers for clarification when they do not understand.

I'm sorry, I don't understand.

Did you mean T

More specific requests can be formed by asking targeted questions (often with
contrastive stress, for example: Who's coming to visit you Saturday?) or by
repeating part of the utterance and pointing to the source of the problem (again
often with contrastive stress, for example: You're taking classes witers?)

@nsnsmvﬁ JOURNAL

Given everything discussed in this chapter (including grouping strategies,
explicit teaching of classroom language, difference schemas for classroom
behavior, etc.), how would you handle this situation?

CASE STUDY: SILENT STUDENTS

Early in the semester, an ESL teacher who has adopted the goal-driven class-
room strategy is frustrated with the way a specific activity worked in class.
He diagnosed student needs, set specific language goals, introduced the target
structure, selected an appropriate activity to advance students toward the goal,
explained the activity, and divided the students into groups to do the activ-
ity. Students remained almost completely silent in their groups and did not
really interact with each other. When he walked around the room to monitor
students, he noticed that individual students were completing the handout on
their own and that students were not working together.

What could account for this situation?
What is your plan to address classroom interaction more explicitly in
your own teaching as a result of this chapter?
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Choosing Appropriate Activities
and Materials

As the example illustrates, there is more to successful execution of a lesson plan
than just having a plan to begin with. This chapter helps you organize some
of the sometimes overlooked aspects of teaching and classroom management,
starting with the specific choice of activities and moving on to other practical
matters. In all cases, thinking about these things in advance will help you effec-
tively execute your goal-driven lesson plan.

Betore entering the classroom, you'll need to think about the choice of activi-
ties and materials for the lesson. In other words, you need to create a lesson
sequence for your class to complement your goal-driven lesson plan. Beyond the
typical textbook exercises and activities (fill-in-the-blanks, matching columns,
simple interview questions, etc.), there are many more interactive activities that
teachers turn to time and again in the classroom. Eight tvpes of activities are
described that will get students talking because in all language classrooms, after
all, language production (i.e., speech) is essential. We give specific examples of
a few of the less well-known activity types, and some points to consider when
choosing an activity to slot into vour lesson plan are suggested.

Chain Story

Example:
Directions: Step 1: Co-create a word bank of regular verbs (do not add —ed) based
on course content.

walk  play call visit ask help decide  practice
fix wait finish move  want  arrange  copy include

Step 2: Ask students to assign each verb to one of three columns according to the
ending: [t] [d] [Id].

t d 1d
walk play visit

Step 3: Practice the pronunciation for each verb, column by column.
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Step 4: Expand the verbs. For each verb, add words/ phrases.

T d Id
walked a mile played a game visited a friend
finished my homework arranged a meeting waited for the bus

Step 5: Student 1 selects a verb phrase and uses the frame: Yesterday 1...(walked a
mile). Student 2 selects a different phrase, repeats Student 1's contribution, and
adds his or her own: Yesterday, X walked a mile and 1 ... (called a friend). Student 3
selects, repeats 1 and 2, adds his or her own,

WHEN WOULD | WANT TO USE THIS TYPE OF ACTIVITY
IN THE CLASSROOM? WHAT BENEFITS DOES IT OFFER?

Because a chain story requires a great deal of repetition, you may want to use it
when students need more practice to master a new pattern, structure, pronuncia-
tion, or vocabulary set. This type of activity involves both speaking and listening
because it forces students to pay attention to what other students have already
said.

Strip Story

Example:
Strip Story for Past Tense and Participle Regular Verbs:
The Isabella Stewart Gardner Museum Theft

For this activity, one group of 13 volunteers follows these steps.

1: Look at the sentences. Each person in your group is responsible for
one sentence. Copy your sentence onto an index card. Mark your sen-
tence for linking and the sounds of the past tense endings.

2: Close your book and memorize your sentence. Give your index card
to vour teacher (or group leader).

3: As a group, say your sentences aloud and try to put them in order
to tell the story. Remember linking and the sounds of the -ed ending
when you say your sentence aloud. When you think the sentences are
in order, recite your sentences in arder.

125
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Directions for the rest of class:

For small classes: Get together around a desk and spread out the index cards
from the group of volunteers. As a group, put the cards in order to tell a story.

When everyone is finished, check the order of the students’ sentences,

For large classes: Work with a partner to put the sentences below in order.

Make sure to read them aloud for linking and -ed endings.

For all classes: Listen to the members of the small group. Are they saying the

-ed endings correctly? For example, make sure solved has only one syllable.

A,

B.

L.

M.

__ In 1903, she turned her home into a museum and opened it to
the public.

Almost 20 years have passed, and the FBI admitted it still has
not identified the thieves or located the masterpieces.

_ In 1891, a Boston woman named Isabella Stuart Gardner inher-
ited a fortune.

____ The reporter thinks he solved the case.

__ The stolen art included three Rembrandts and a painting by Ver-
meer called The Concer!.

_ On March 18, 1990, the Gardner Museum was robbed by two
unknown men.

i In 2009, a journalist published a book about the robbery.

Before she passed away in 1924, Gardner willed her home to the
City of Boston.

—_That night, the thieves escaped with thirteen works of art.

____ The next day, the estimated value was reported to be over $300
million.

____ The FBl investigated the case; they called it the biggest art theft
in U.S. history.

____ She traveled the world in the 1890s and collected works of art.
____ They were dressed as police officers.

When would I want to use this type of activity in the classroom?
What benefits does it offer?

A strip story is an interactive sequencing task that involves less repetition than
a chain story but more attention to meaning. It can provide students with more
practice using a given structure, but it also forces students to talk about their
sequencing decisions and therefore encourages a great deal of student-student

interaction.
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Human Scavenger Hunt (Find Someone Who)
Example:

Find someone who. . .

has at least two sisters

has more brothers than sisters
has four living grandparents
has a younger brother

When would I want to use this type of activity in the classroom?
What benefits does it offer?

By asking many questions of their classmates, students have to move and that
produces a good amount of energy in the classroom. Even more important,
though, the activity requires students to manipulate sentences and questions,
working with question word-order and the English auxiliary system. There are
real-world language benefits to this type of activity.

Interactive Matching Columns

Example:
Matching: In your neighborhood

There are four two-person dialogues for this activity.

Work in groups of eight students or count off from 1 to 5 around the room.
Number the students in your group from 1 to 5 and copy the corresponding sen-
tence on a separate piece of paper.

For example, Student 1 copies Sentence 1, and so on.

Memorize your sentence, and be ready to say it aloud to your group.
Your goal is to find a student whose sentence completes your dialogue, like

[ need to get some gas. There's a post office down the street.
[ need to get some milk. There’s a bus stop two blocks away.

[ need to mail a package. There's a pay phone across the street.
I need to make a phone call. There’s a gas station on the corner.

| need to catch a bus. There’s a grocery store down the block.
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When would I want to use this type of activity in the classroom?
What benefits does it offer?

This type of activity gets students moving around the classroom and interact-
ing with each other, while paying attention to meaning. You can use this type
of activity to focus on any aspect of the language. In the example, students are
explicitly focused on the use of existential there in English; they also can pay
attention to linking and thought groups for clearer connected speech (There'’s a —
Thereza), Furthermore, the sample exercise shows students real-world examples
of when to use a workbook structure (Hhere is/there are).

Conflict-Resolution Activity

Example:
Contrastive Stress Exercise: Mini-Conflict Resolution Activity

Classroom set up for large or small classes

There are four two-person dialogues for the following activity.

Work in groups of eight students or count off from 1 to 8 arpund the room.

Number the students in your group from 1 to 8 and copy the correspond-
ing sentence on a separate piece of paper.

For example, Student 1 copies Sentence 1, and so on.

Mark your sentence for linking, deletion, reduction, and alteration.

Mark your sentence for standard sentence stress OR contrastive stress if
appropriate.

Memorize your sentence and be ready to say it aloud to your group.

Your goal is to find a student whose sentence completes your dialogue.

Rules: Remember—each side is OUT TO WIN

1. Here are the pants that you brought in. That'll be $4.

I'm not looking for men'’s coats; ['m looking for women's coats.
I didn’t stay in room #12; 1 staved in room #11.

I didn’t bring in pants; 1 brought in shirts,

The flight to Dulles International Airport leaves from Gate 32B.
Room #12 made some long-distance calls. That'll be $72.

Men's coats are on the third floor.

I'm not going to Dulles, ['m going to Dallas.

@ N m e W

Source: Sownd Concepts by M. Reed and C. Michaud, 2005, McGraw-Hill. Used with permission.
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When would I want to use this type of activity in the classroom?
What benefits does it offer?

This type of activity picks up where the previous type leaves off. In addition to
requiring students to move around, interact with each other, and focus on the
meaning of their sentences, there is an element of role-playing and extended
conversation in this activity. As written, the example focuses students on con-
trastive stress (I'm not going to Dulles, I'm going to Pallas), without which any
conversation based on this activity would be meaningless. Students can perform
their role-plays for the class, and the class could even offer feedback on their
accuracy and /or pronunciation.

Information-Gap Activity

When would I want to use this type of activity in the classroom?
What benefits does it offer?

You will certainly see examples of this type of activity in textbooks; in many
cases, these activities consist of intricately designed—but somewhat artificial—
schedules and charts for a pair of students to work from. The benefits of this type
of activity are getting students talking, asking and answering questions that they
genuinely don’t know the answers to, while using particular constructions that
you've targeted.

Role-Play

When would I want to use this type of activity in the classroom?
What benefits does it offer?

Role-plays are by nature open-ended, but depending on how vou set them up,
you can focus students fairly narrowly (as in our example). The benefit, of course,
is practice in real-world interaction; role-plays are particularly suited to working
on the pragmatics of English—speech-acts such as greetings, leave-takings, and
everything in between.
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Debate

When would I want to use this type of activity in the classroom?
What benefits does it offer?

Almost every conversational ESL class includes at least one debate; students are
used to being asked to debate topics ranging from the light-hearted to the seri-
ous. Well-set-up debates require students to work together in a group, interact-
ing with each other and negotiating for meaning without a teacher stepping in
to solve language dilemmas. Debates can allow students to practice a particular
set of vocabulary as well as the language of logical argumentation in an open-
ended way.

For these and other types of activities—indeed, for everything you do in the
classroom, from “going over the homework” on up—you must be sure you have
a rationale for including them. In other words, how will each activity advance
students toward the particular goals of the lesson?

Assuming that you've already written your goal-driven lesson plan, draft
a single-page, see-at-a-glance lesson sequence to bring into the classroom with
vou. Such a document may contain a quick list of activities down the left-hand
side of the page with a note at right next to each activity, reminding you of which
objective(s) it will help students meet. Alternatively, you might organize your
page as shown here, with the goals on the left-hand side of the page and activi-
ties needed to reach these goals on the right.

Goal Activity
Students will practice using existential there in | Interactive matching columns with
supplied contexts, need tofthere’s a

Students will link consonant to voweal sounds
from word to word appropriately.

Students will supply and use existential there in | Extension activity with student-
| new contexts when appropriate. supplied content

Maximizing Blackboard Use

Most teachers use the blackboard (or whiteboard, or greenboard, etc.) routinely
in their classroom; in fact, many teachers will even say they find it hard to teach
without one! But most teachers don't think in advance about what precisely they
will put on the board, much less what their board will look like at the end of a
specific lesson.
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Because whatever you write on the board, students will copy; it's important
to

B Think about what, and think about where.
B Know why everything that’s on the board is there.
B Not let errors stay on the board.

Some common problems with the way teachers use the board in their class-
TOOMS are given:

1. Some teachers write everything on the board, from directions for
activities to homework assignments including sentences from the
homework that students are reviewing in class.

Problem: This approach, at a very basic level, wastes the time it takes teachers to
write on the board without necessarily adding any value to the lessan. Tt also risks
making students overly reliant on the board for information that in “real” (i.e., non-
ESL) classrooms, teachers tend to deliver orally rather than in writing.

2. Sometimes teachers ask students to put up on the board their sen-
tences or paragraphs from a specific activity for everyone to look at
together.

Problem: This approach takes up a great deal of classroom time for an arguable
payoff, with a small subset of the class finding chalk, finding space, and writing on
the board while the majority of the class stares at their backs. In addition, student
sentences almast always contain errors, and teachers are faced with the dilemma
of leaving the errors on the board (for other students to copy down) or else cor-
recting every single error, even those that are beyond the focus of the lessan at
hand.

3. Other teachers put things up on the board at random throughout the
lesson, resulting in an incoherent jumble.

Problem: Teachers who don‘t have a clear plan for their blackboard risk detracting
from their focus by obscuring the underlying logic and crganization of the lessan.
As a result, students may mistakenly focus on tangential points, or may conflate
two different aspects of the lesson into one.



132

COAL-DRIVEN LESSON PLANNING

In each of these cases, the solution is for teachers to plan their blackboard use
ahead of time, when they plan their lessons. Just as you think about what direc-
tions you're going to give students for different activities or how long activities
will take, you should think about what your blackboard will look like, when
you'll be writing on it, and why.

Ask vourself these questions when planning your lesson:

What will the board look like at every step of the lesson?

Why am [ writing these things on the board? What does seeing them
visually add to the lesson?

When will [ write things on the board?
What will students be doing while I write on the board?
What will the board look like at the end of the lesson?

Where are the different components of the lesson in relation to each
other—should the material be written in columns, sections, etc.?

e =

oy oo e

One practical tip is to make a note on your copy of your lesson plan, hand-
out, or textbook about what you will put on the board and when. Some teachers
use a different colored pen to remind themselves that they're going to put this
information up on the board; others use an abbreviation (such as “BB”) for what
goes on the blackboard next to the relevant part of their notes.

Ultimately, you have to make clear to yourself what you are writing on the
board, as well as where, when, and why. If it's not clear to you, it certainly won't
be clear to students.

HELPFUL HINT

If vour lesson targets punctuation points—for example, run-on sentences—you
will need to exaggerate your punctuation on the board to be sure students see
and attend to it.

An example of an orderly blackboard for a lesson on the pronunciation of
plural count nouns is shown in Figure 11. If you asked students before the lesson
to come in with the names of three countable items they use in their fields of aca-
demic study, you know that your students can supply the content (vocabulary)
for the day. Put these words up on the board, sorting them into categories with
help from the students as they pick up on your organizing principle. Later, add
the reminder at bottom right about unvoiced and sibilant sounds, label the top
of the columns with the sound of the plural ending, and add the rule at the top
right about how to pronounce the endings.
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FIGURE 11

Planning Your Blackboard

Using Teacher Tools for Classroom
Management

Different institutions have different requirements for the paperwork that accom-
panies teaching; you may be asked to fill out school-specific attendance sheets,
lesson plans, classroom logs, etc. Beyond any institutional and/or government
requirements, however, you will find it useful to have some sort of system for
yourself to keep track of these types of things for your classes:

B Attendance and lateness
® Homework, quiz, etc., scores/ grades

B Coal-driven lesson plans (cumulatively—lessons, units, semester,
etc.)

Actual classroom activities

Follow-up notes to yourself

Student errors that you are currently monitoring for

Student errors that you may address and /or monitor for in the future
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Any sort of organizational system is fine, but you need a system. Some-
times teachers find it useful to keep a separate notebook for each course, or
separate sections in a single notebook. Others prefer to use folders, which
may then also contain handouts you give out on any given day. Regard-
less of your system (which you will probably fine-tune during your first few
courses and /or semesters), vou need to be able to access this information at
will. Keeping track of what specific student errors you're monitoring for in
a given class is particularly important if you're teaching multiple levels. For
example, in an intermediate integrated-skills class you may be monitoring
for:

third-person singular present tense endings
count noun plurals for things in general
past participles in perfect tenses and passive voice

correct question word order (auxiliaries, etc.)

@ REFLECTIVE JOURNAL—CLASSROOM MANAGEMENT ISSUES

1. When students arrive late:

What are the possible responses? List three. What will your late
policy be? How will you notify students of it?
2. Learning students’ names:
How do you learn people’s names? Do you have to see the name
in writing?
How do vou plan to learn vour students’ names? Write down
your intended strategy.
3. When students “cheat” on tests or exams:

Why is the word in quotes? Has it ever happened in you class?
How was/should it be handled?



ESL TEACHERS ALWAYS MULTITASK
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we listen to a student speak,
we make sure others are engaged and understanding,

we think ahead to where the next conversational turn or activity will lead,
we monitor for at least one grammar/pronunciation point,

we keep track of time.

Real-Time Decision-Making
for Teacher and Tutors

Everything addressed up to this point is important to consider before setting
foot in the classroom. Finally we examine those few things that you must con-
sider when they occur in the classroom in the middle of a lesson: the unpredict-

able questions from students.

What happens when a student asks a question in the classroom? Sometimes
teachers dont know what to do with student questions. Figure 12 walks you
through a decision-making process you can use, quickly, whenever a student

asks a question.

FIGURE 12

When a Student Asks a Question: Deciding How to Respond

™

N

wsk the student to hold i

for a few minutes

when o student asks a gueston. . .
. dioes it advance the class toward the
goals of the lesson?
yes n can't tell

it will be appropriate it's appropriate bt it's quick it's long and
o fow minuics now (al this point 10 ANSwer complicated 1o
further slong in the in ihe lesson) answer
lesson

ask the stadent 1w hold i
until after class or

- the another day
question
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Many teachers may feel that the tables, comparisons, flowcharts, and
suggestions in these last two chapters (Chapters 7-8) are the most practical,
hands-on help for teaching. We hope that these tools are useful for you in
vour teaching, and while they can certainly be helpful to you, they are not
key to student success. The key to student success is setting and monitor-
ing progress toward specific, measurable, observable language goals. The
tools in the last two chapters can facilitate the process of getting students to
achieve specific language goals.

@REFLEETWE JOURNAL

How have your feelings on lesson plans and language goals changed as a
result of reading this book?

What will you do differently in your teaching, and why?
What two or three specific things (concepts, flowcharts, strategies, etc.) are

for you the take-away message of this book that will help revitalize your
teaching?



A Final Note

We hope this book has been helpful to you. We wrote it, in part, because all too
often practicing ESL teachers don’t have a community of colleagues to talk about
these issues with on a regular basis. If you used this book as part of a Masters-
level teaching practicum or methods course, then you are lucky to have a built-in
community, but if you read through this book on your own, then we think the
reflective questions and journals are all the more important in helping you make
sense of our ideas and of your personal approach to teaching. Please feel free to
contact us to let us know how goal-driven lesson planning is working for you in
your classrooms!

—Marnie and Christina
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his book is more than a collection of activities or ready-made lesson plans

to add to a teaching repertoire. Instead, Goal-Driven Lesson Planning is
intended to empower teachers and help them create a principled framework for
their teaching—a framework that will shape the varied activities of the ESL
classroom into a coherent teaching and learning partnership. After reading this
book, teachers and prospective teachers will be able to articulate their individ-
ual teaching philosophies.

Goal-Driven Lesson Planning shows readers how to take anything from English
language materials—an assigned text, a random newspaper article, an ESL activity
from a website, etc.—and use it to teach students something about language. Read-
ers are walked through the process of reflecting on their role in diagnosing what
that “something” is—what students really need—and planning how to get them
there and how to know when they got there in a goal-driven principled manner,

This book has chapters on the theory of setting specific language goals for
students; how to analyze learner needs (including an initial diagnostic and
needs-analysis); templates to use when planning goal-driven English language
lessons; explicit instruction on giving corrective feedback; how to recognize and
assess student progress; and the mechanics and logistics that facilitate the
goal-driven language classroom.
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