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hat you never stop learning.

One of the most invigorating things about teaching is t
teachers and learners

The complexity of the dynamic triangular interplay among

and subject matter continually gives birth to an endless number of questions to

answer, problems to solve, issues to ponder. Every time you walk into a classroom
wing teacher, you learn

to teach, you face some of those issues, and if you are a gro
something. You find out how well a rechnique works, how a student processes lan-
guage, how classroom interaction can be improved, how to assess a student’s com-
petence, how emotions enter into learning, or how your teaching style affects

learners. The discoveries go on and on—for a lifetime.
ey into the teaching profession, how can you best

As you embark on this journ
continue to grow professionally? How can you most fruitfully meet the challenges

that lie ahead? Are there some practical goals that you can pursue? So far, as you have
worked through the material of this book, you have already begun to address some
major professional goals (adapted from Pennington 1990: 150):

« 2 knowledge of the theoretical foundations of language learning and lan-
guage teaching,

« the analytical skills necessary for assessing different teaching contexts and
classroom conditions,

« an awareness of alternative teaching techniques and the ability to put these
into practice, .

« the confidence and skill to alter your teaching techniques as needed,

« practical experience with different teaching techniques,

« informed knowledge of yourself and your students,

» interpersonal communication skills, and

« attitudes of flexibility and openness to change.

These eight different goals can provide continuing career growth for many,
mar:ny years as you strive to do a better and better job of teaching. But you t:?l
patient! Don't expect to become a “master” teacher overnight Rj,gh i
begin your teaching carecr, set some realistic, practical goals that le[cj;?;;):su:g::

426
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Jl_lﬁt as h'eglnnjrlg !Hnﬂuag{:—?ﬁh}" Q\’El’}r{h
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m:u::ge only a few bigg of inl'i;}muh :
wit 3_rour teaching, |f You t e
meNtISSuEs, techniqyeg e
goals, and midlesso, ‘

[n due course of time, however the
the classroom wil| be sufﬁcie- e
on many planes simultanegy

AS yOu rea
et an};i i}thm: ?:a:lem, You will find some ideas
ma'f 'JIJP})" (8] Yﬂu Hf{ﬂr !r"l)l.l h

N you have
; if) il}t‘t;ln:t;l-“h 10 attend to when you teach.
Aton g 4 time wi olled mode of operation, able to
focus on éve “]"h “Apacity-limited systems, so it is
. Yihing in the classroom (the manage-
edback, individual attention, lesson
you may end up doing nothing well.
iktic thai E*’Hﬁltilwf’r:mnllr:-nal phenomena in

You will indeed manage to operate

all at once,
abun dance 0
ntly auto
sly.

;llt:.:ratinns. cte)

that you can immediately put to
ave gained some experience.

PEAK PERFORMERS

itcu:rl?zi;:*? Eii;ﬁ?;iewujmn_ do? Are you being all that you can be—"self-
oAl A 1.‘m5. Or are you satisfied with getting by? In the stressful

A ching, it’s €asier than you might imagine to slip into a pattern of just
keeping a step ahead of your students as you struggle through long working hours
and cope with overly large classes. This pattern is the beginning of a downward
spiral that you should avoid at all costs. How do you do that? In part by practicing
the behaviors of peak performers, people who are reaching their fullest potential
and therefore who, in turn, reap success. Consider the following four rules (among
many) of peak peffﬂrmcrs that you might apply to yourself, even at this early stage
in your carcer.

. realistic goals.
: SeP::ak perfonnm first of all, know their limitations and strengths and their feel-
= T

: ’ istic within this framework. They
: Aite then set goals that will be realistic wit ,
1‘ngs an.d nr:qu,_gmfl and don’t let the world around them (colleagues, SUpervisors, or
bfit their t:?W!l ED‘::[S o thfn‘L If you have a sense of overall purpose in your career as
fcndsy el | will unfold in the form of daily, weekly, monthly, or annual

1 mission, then this mission
goals. . : e short-term and long-term goals. Be real-
ot _ ‘down some Shor-it
It is a gﬂ“-?ﬁﬁ;i;;:ﬂ ,;] accomplish. Be specific in your statements. Here are
istic in terms O O el turning:
some examples 10 g€t the wheels |
=1 ceconrce books this year. e
of teacher fﬂs?é authentic, biased for best, with maximum

+ Read x number et to be mor

+ Design my next
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2. Set priorities.

It is important that you have a sensec of w 1 s \
important, and everything in between, in your professional goals and tmﬁkzat; If Yﬁl:r
don’t, you can end up spending too much time on low-priority m.sl-:s tl_mt_m ytfm o
the time you should be spending on higher priofities. Priority-sctting requires a sense
of your whole professional and personal life, and how you arc going Lo usc your

waking hours.

hat is most important, what is least

3. Take risks.

Peak performers don't play it safe
things. Nor are they put off by limiting circumstances: wha
way” things are done. They don't linger in the safety of a
they reach out for new challenges. ' _

The key to risk-taking as a peak performance strategy, however, is not simply in
taking the risks. It is in learning from your “failures” When you risk a new tech-
nique in the classroom, try a new approach to a difficult student, or make a frank
comment to a supervisor, you must be willing to accept possible “failure” in your
attempt. Then, you assess all the facets of that failure and turn it into an experience
that teaches you something about how to calculate the next risk.

all the time. They are not afraid to try new
t cannot be done, or “the
«comfort zone”; instead,

4, Practice principles of stress management.

Contrary to some perceptions from outside our profession, teaching is a career
with all the makings for high-stress conditions. Think of some of the sources of
stress in this business: long hours, large classes, low pay, pressure to “perform” in the
classroom, high student expectations, professional demands outside the classroom,
emotional connections with students’ lives, bureaucracies, pressure to keep up with
a rapidly changing field, information overload. Managing those potential stress fac-
tors is an important key to keeping yourself fresh, creative, bright, and happy-

One of the cardinal rules of stress management is setting priorities, which has
already been dealt with above. Another rule was also touched on: Know your limi-
tations. Other rules follow—don’t take on 0o many extra duti&s;.také time for your-
self;and balance your personal and professional time. Peak performers don’t spend
eighteen hours a day working. They don’t get so consumed with their profession
that the rest of their life is a shambles. They work hard but stop to play. ’Ihcy -
how to relax, and do so regularly. And they develop fulfilling personal relationships
with family and friends that provide enrichment and renewal. 5

As you begin a teaching career, you may feel the wei :
And teaching is not one of those careers whereF you can ncc;gslsu f;f {mﬁw e
nitive and emotional load in the office. So o e

+ 90, You can expect to be the proverbial over-

worked and underpaid laborer. But in the midst of
i ' those de
your life, and take everything in perspective. MACS, by 0 balanee
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Readiness to £0 the extra mile

. Cultural adaptability

Professional citizenship

A feeling of excitement about one’s work
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Those nine items contain a good deal of grist for the professional growth mills.
How would you rate yourself on all nine? Any room for improvement on any of
them? If so, you have some goal-setting to do.

I also offer a checklist of good language-teaching characteristics (Table 23.1) as
a composite of several unpublished sources. You may wish to use this list as a self-
check to determine some areas for continued professional growth, to prioritize
those areas, and to state specific goals that you will pursue. Try rating yourself for
each item on a scale of 1 (poor) to 5 (excellent) and see how you come out.

CLASSROOM OBSERVATION

; jonal wth among teachers is the
One of the most ﬂeglecte_d ;‘:;;i ﬂﬂfﬂffmoncﬂ ?;?1 get into a !E?lﬂ]‘l-ing routine,
mutual exchange of classmtﬁnc to go and se¢ other teachers and_tq invite the_ S;I.TE
it is very difficult to make hers tend to view observations as niecessary while “in
in return. Too often, (€A€ hereafter unless SUPErVisor is furc::fl by regul.itit;m. to
training” but unnecessary t 5 a recommendation for rehiring. If one of your

| fit’E u.p = d [ :|
visit their class in order “;;; and says, “Hey, guess what? 1 was observed today

o] ¥ # ?'ﬂ
agues comes up 0 e “Oh, no! How bad was it .
colleagues com be something like “Oh b cooe pp. 431, 437-38, and 442), the
your answer might era of action resea]r]-c i s
o .ﬂ An § i 1"]_“5[ u g Sk
prevailing a ons through ¢

i i both
: 's actl Ak nlightening experience for
stand that secing 0n€® ¢ pntt:nnally eniig

s 4
ac well as
classroom research as
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Table 23.1. Characteristics of a good language teacher
5 Good Language-Teaching Characteristics

Technical Knowledge 3 .
Understands the linguistic systems of English phonology: grammar, and discourse.
ge learning and teaching.

Comprehensively grasps basic principles of langua| : ki
Has fluent competence in speaking, writing, listening 10, and reading English.
Knows through experience what it is like to learn @ foreign language:

Understands the close connection between language and culture. W
Keeps up with the field through regular reading and conference/worksnop atten-

dance.

pedagogical Skills
7

_ Has a well-thought-out, informed approach to-language teaching.

3 Understands and uses a wide variety of techniques.

9. Efficiently designs and executes lesson plans.
10. Monitors lessons as they unfold and makes effective mid-lesson alterations.
11. Effectively perceives students’ linguistic needs.
12. Gives optimal feedback to students.
13. Stimulates interaction, cooperation, and teamwork in the classroom.
14. Uses appropriate principles of classroom management.
15. Uses effective; clear presentation skills.
16. Creatively adapts textbook material and other audio, visual, and mechanical aids.
17. Innovatively creates brand-new materials when needed.
18. Uses interactive, intri nsically motivating techniques to create effective tests.

Interpersonal Skills
19. Is aware of cross-cultural differences and is sensitive to students’ cultural traditions.

20. Enjoys people; <hows enthusiasm, warmth, rapport, and appropriate humor.
1. Values the opinions and abilities of students. :

22. s patient in working with students of lesser ability.

33, Offers challenges to students of exceptionally high -abi'i'irg;

24. Cooperates harmoniously and candidly with colleagues (fellow teachers).

25. Seeks opportunities to share thoughts, ideas, and techniques with colleagues.

Personal Qualities

26. s well organized, conscientious in meetin commitments, a sHel '
Mo et nts, a :

27. s flexible when things go awry. ? i depelicayc

78. Maintains an inquisitive mind in trying out new wa eachi

= el , ys of teaching.

29. Sets short-term and long-term goals for continued professional ggmwth

30, Maintains and exemplifies high ethical and moral standards,
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ubrstrnﬂﬂ::jl;] B-Hdi observee, Before you get i

wa} & €Is€, why not carve rlmr, 5 ‘l'!-t:‘: the nasty habit of filling your time with
tea:.l‘fers and to invite reciprocity? ;f'mc ime in your work schedule to visit other
tion in schedules and other insl;'YI % long as such visits pose no undue complica-
fits as you gain new ideas. kee 'tutional constraints, you will reap rewarding bene-

A second form of Ohﬁéwztjp fresh, and sharpen your own skills, |
observation. a’lcnuli}f, self-obse st :Wlth can be very effective in different ways, is self-
toring yourself, but it's the Wﬂtmf} 15 NO more than a systematic process of moni-
perseverance, but the I'Esmt:ii;tmauc I_le‘t that is crucial. It requires discipline and
worth it. How do you go about observing yourself?

1. Select an element o -
Mok s i of YOUL teaching to “keep an eye out for” as you teach.

It's one finite element, like teacher talk, eve contact, teaching pre-
dominantly to one side of th : S : :
it e : of the classroom, or chalkboard work. If you try to

_ many things, you could end up becoming too self-conscious to the
detriment of the rest of the lesson.
2. Monitor that particular element during the class period. If you can, videotape
yourself (or have someone come in and operate the camera).
3. After class, set aside a few moments to give these elements careful assessment.

The most common and instructive means to go about observing oneself or
others is to use an observation checklist. Dozens of such instruments are in active
use by teacher trainers, SUPErVisors, and teachers across the profession. Two such
checklists follow. Figure 23.1 is a checklist for observing other teachers; Figure 23.2

is designed for self-observation.

CLASSROOM RESEARCH

any of us. We are happy to leave it in someone else’s
hands because it involves Statstcs (which we hate), experimental design (which we

, i ults (which we think is best
' the interpretation of ambiguous n:s‘
::;?::3 i;ﬂgﬁ;}x;:i) Evc;p s0, leaving all the research in the hands of researchers is
an upside-down policy, 45 Anne Meek (1991: 34) noted: .

: : : f education is that there's this

i .o wrong with the world of ed res t

e [mt-ll:g eople who do it—the teachers—and then there's
one group ot P 1 they know about it—the researchers. The

g 10 L .
another group wi ¢ teaching try to find out more about

bou

think they knoW é a . i e

‘c’f{:l'-’gﬂ";'g:(iﬂ ol the teachers about teaching—and that is total reversal.
it i

it and, therefore, are the ones who

o < are the ones who do : R
1::;1Lh{.ra.:1rtlt_5 worth getting teachers to build on what they
know about it. what questions they have, because that's what mat-

know, tO build mll rs know and what questions they have. And so
chc

Research is a scary word for o

ters—what 1€ s tobea helpful researcher should value what the
anybody Whﬂﬂwwand help them develop that.

teachers Ki
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Figure 23.1. Teacher observation form: observing other teachers

Teacher Observation Form A: Observing 0
teacher. Circle or check each item in the
4=excellent, 3=above average,
also write comments in addition

ther teachers

Keep in mind these criteria when observing a T
column that most clearly represents your evaluation:
2=average, 1=unsatisfactory, N/A=not applicable. You may
to or in lieu of checking a column.

I. PREPARATION

1. The teacher was well-prepared and well-organized in class.
Comment:

The lesson reviewed material and looked ahead to new material.
Comment:

4321 NA

4321 NA

!HJ

3. The prepared goals/objectives were apparent. 4321 NA

Comment:

Il. PRESENTATION

4. The class material was explained in an understandable way. 4321 NA
Comment:

5. The lesson was smoath, sequenced, and logical. 4321NA
Comment:

6. The lesson was well-paced. 4321 NA
Comment:

7. Directions were clear and concise and students were able to
carry them out. 4321 NA
Comment:
8. Material was presented at the students” level of comprehension. 4321NA
Comment:
9. An appropriate percentage of the class was student pmduc:ti_gn'
of the language. g 4321 NA
Comment: T
10. The teacher answered questions carefully and satisfactorily. e
Comment: 3 Y. 4321NA
11.. The methodis) was(were) appropriate to the age and ability

Comment 4321 NA

12. The teacher knew when the students were having trouble understanding
Comment: bl
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13. The teacher showed ap, ;
5 Nles ]
the subject taught. terest in, and enthusiasm for
Comment: |
4321 NA
18 EXECUTIDN;METHGDS
14. There were balance and variar, -
Commeht variety in activities during the lesson. 43721 N/A
15. The teacher was able to ,
Comment: adapt to Unanticipated situations. 4321 NA
16. The material was reinforced,
Comment: 4321 NA
17. The teac
o sm(;':: t;‘ﬂwed.amund the class and made eye contact
Comment: B0 LR
= g;f,,‘;ﬂ?‘ knew students’ names. 4321 N/A
19. Ehe teacher positively reinforced the students. 432 1 N/A
omment:
20. Student responses were effectively elicited (i.e;, the order in
which the students were called on). 4321 N/A
Comment:
21. Examples and illustrations were used effectively. 4321 N/A
Comment:
22. Instructional aids or resource material was used effectively. 4321 N/A
Comment:
23. Drills were used and presented effectively. 4321 NA
Comment:
ificial drill contexts and applied to
24. Structures were taken out of artificia s b St :
the real contexts of the students’ culture and personal experiences. 4321 NA
Comment: A
25. Error perception. '
Comment: S5 K
26. Appropriate error correction. et R
Comment:
(Continued)
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V.

27,

28.

29,

30.

3.

33.

34.

35,

36.

37.

38.

35

40.

41,

PERSONAL CHARACTERISTICS

Patience in eliciting responses.
Comment:

Clarity, tone, and audibility of voice,
Comment:

Personal appearance.

Comment:

Initiative, resourcefulness, and creativity.
Comment:

Pronunciation, intonation, fluency, and appropriate and acceptable
use of language.
Comment;

TEACHER/STUDENT INTERACTION

Teacher encouraged and assured full student participation in class.
Comment:

The class felt free to ask questions, to disagree, or to express their
own ideas.

Comment:

The teacher was able to control and direct the class.

Comment:

The students were attentive and involved,
Comment:

The students were comfortable and relaxed, even during intense
intellectual activity.
Comment:

The students were treated fairly, impartially, and with respect.
Comment: | |

The students were encouraged to do their best.
Comment:

The teacher was relaxed and matter-of-fact in voice and manner
Comment: i

The teacher was aware of individual and group needs.
Comment: It

Digressions were used positively and not overused.
Comment:

4321 NA
4321 NA
4321 NA

4321 NA

4321 NA

4321 NA

4321 NA

4321 NA

4321NA

4321 NA
4321NA
4321 NA
4321NA
43i1ﬁm

4321 NA
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Figure 23.2. Teacher sa|f.

—

Christison & Bassano 1984)
Obsewatinn Form

— Teacher g1
Thoughtfully consider each Statement
3=Excellent 2:600{3 [ﬂ"ﬂwing way:

Write your ratings in the blanks Wh O=Not Applicable
various areas, ©TTIEN You've finished, give overall consideration to the

Rate yourself in the

1=Needs Improvement

|. Learning Environment

A. Relationship to Students

—— 1 Lestablishignai i sapi

chalkbo dg' €ye contact with my class. | do not talk over their heads, to the
ard, or to Just one person

2. If I tend to teach inantly to

—

3. I divide my students into small

B. The Classroom
1. If possible, | arrange the seating in my class to suit the class activity for the day.
2. | consider the physical comfort of the room, such as heat and light.
3. When | need special materials or equipment, | have them set up before the class
begins.
C. Presentation .
. My handwriting on the chalkboard and charts is legible from all locations in the
classroom. It is large enough to accommodate students with vision impairments,
2. | speak loudly enough to be heard in all parts of the classroom, and | enunciate

clearly. TR s
| vary};h e exercises in class, alternating rapid and slow-paced activities to keep up

i i in the class.
@ maximum interest in the c _* | o,
;[ham prepared to give a variety of explanations, models, or descriptions for all

students.
. | help the students
— 6. Students use new s

ication i ible.
:-L!t;-lre fﬁﬁfiﬁ?ﬁﬁ;ﬂﬁffm my students so they can organize their thoughts and
- an n
pIF-;n what they are going to say or do.

form working principles and generalizations.
kills or concepts long enough sa that they are retained and thus

D. Culture and ﬁdjuﬁlmﬁ::a | differences affect the learning situation. ' .
| am aware that cu of my students in mind when planning daily

d(s)
2 b:f: %fl? -:L:ILr:IlLral misunderstandings that might arise from the
aw

il

—_ 2. 1 keep the cultu
activities and am i
potyilies) Chmse,;;s here of understanding and mutual respect.

— 3. | promote an atmosp
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Il. The Individuals

A. Physical Health

1. 1 know which students have visual or aural impairments and seat them as close to
my usual teaching positions as possible. :

5 | am aware that a student’s attention span varies from day 10 day, depending on
mental and physical health and outside distractions. | pace my class activities to
accommodate the strengths. | don't continue with an activity that may exhaust or
bore them. _

3. 1begin my class with a simple activity to wake students up and get them working
together.

4. 1 am sensitive to individual students who have bad days. | don't press a student
who is incapable of performing at the usual level.

5. 11try to challenge students who are at their best,

6. 1f I am having a bad day and feel it might affect my normal teaching style, | let my
students know it so there is no misunderstanding about my feelings for them.

B. Self-Concepts
___ 1. | treat my students with the same respect that | expect them to show me.
2. | plan “one-centered” activities that give all students an opportunity at some point
to feel important and accepted.
3. | like to teach and have a good time teaching—on most days.

C. Aptitude and Perception
1. 1 am aware that my students learn differently. Some students are visual-receptive,
some are motor-receptive, and others are audio-receptive.
2. My exercises are varied; some are visual, aural, oral, and kinesthetic. | provide
models, examples, and experiences to maximize learning each of these areas.
3. 1 know basic concepts in the memory process. When applicable, | use association
to aid students in rapid skills acquisition. '

D. Reinforcement
1. 1tell students when they have done well, but | don't let praise become mechanical.
2. | finish my class period in a way that will review the new concepts preaehied
during the class period. My students can immediately evaluate their understanding
of those concepts.
3. My tests are well-planned and -produced.

4. | make my system of grading clear to my students so that there are no misunder-
standings of expectations.

E. Development

1. 1 keep up to date on new techniques in the ESL professi i
. _ protession by attending confer-
ences and workshops and by reading pertinent professional articles and %noks.

2. | realize that there is no one right way to
. present a lesson. e :
and when they seem appropriate. SR aewiGea S
3. | observe other ESL teachers so that | can get other ideas and

own teaching style. | want to have several ideas for compal I R

teaching one concept.
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A. Interaction

1. | minimij
D UTHani:eEh Ol€ in condycy
3 e act L dCtivities SO the Ng the ACtivities,
= 4 activities Maximize stud % i Suitable for real interacti
€ activities €nt invol ractions among students
e I vVéme > .

6. The activities are o

o sure .
> activity Ehﬂ"&ngin; high success r ate, leaving enough room for

) d with error i : '
tion for the activity correction. | choose the appropriate

B. Language
1. The activity is focused,

2. The content of the ski

class Il presented will be easily transferrable for use outside the

3. The activity is geared to the proficiency level of my class or slightly beyond.
4. The content of the activity is not too sophisticated for my students.
5. | make the content of the activity relevant and meaningful to my students’ world.

Actually, research does not have to be a scary prospect at all. You are
researching ideas all the time, whether you know it or not. If, as a growing teacher,
you have as a goal to improve the quality of your teaching, then you will ask some
relevant questions, hypothesize some passi]:_l__le answers or solutions, put rlhf: solu-
tions to a practical tryout in the classroom, look for certain TEE:.III:S, and weigh those

rermine whether your hypothesized answer held up.

results in some manner to determin |
some classroom research is an informal, everyday occurrence for
That’s res{:z?fﬂizh- [:mall groups in different way to stimulate better exchange of
you. You dmdt’f up e visasal non-directive approach to getting students to study
ideas; you modify J; J. direct, no-nonsense approach; you try a videotape as a con-
harder and take a : a deductive appmach to presenting a grammar point
versation stimulus; yo'u n‘?t.w apprﬂadl. Other classroom research may be more
instead of your usual mdﬂtcclqwrs 2 term or more. In this mode, still in an informal
of a long-term process tha (rategy training techniques to see if students
M o a daily three-minute pronunciation drill

ry o

manner, you may t vou mayd |
. okills; YO |:
e '::m.‘i'rwﬁam‘:;;lrl5 ciation imMProves; you may assign specific extra-class

ee if students’ pro ion improves. . e

:'{Eja:::g to see if reading cﬂmprﬂh;snj known simply as "ciamm jﬁm'mha:-til:lgz
' i action e e irement or to publis a journal

This kind of 20 Ifill a thesis SR ing process in the class-
: o much to fu ; teaching-learning Process - class
ried out not bﬂurl’ﬂ:;lW! ﬂfaglwﬂng—ltﬂﬂﬂﬂg questions seriously is, ulti-
to improve ¥© ¢ for treating . And, yes, you might also find that what you
room. The payoll - : :

mately, your becor
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have learned is worth sharing with other teachers, either through informal chats in the
teacher’s lunchroom or through a conference presentation.

David Nunan (1989h) suggested that classroom research may be categorized
into four different aspects: the developmental features of learner language, interac-
tion in the second language, classroom tasks, and learning strategics. Table 23.2 lists
some examples of research questions in each category.

You still may be feeling a little queasy about labeling some of your teacher
inquisitiveness as “research”: Can I really ask the “right” questions? How do 1 know
if my research methodology is sound? How will I deal with numerical results (sta-
tistics)? Will my conclusions be valid? Good questions. First of all, I recommend that
you consult a teacher resource book on classroom research. Two are referenced at
the end of this chapter (Allwright & Bailey 1991, Bailey & Nunan 1996).

second, consider the following pointers to get yourself started on some simple
but potentially effective action research.

1. Convert your “ideas” into specific questions.

You may have quite a few “ideas” about things that you could investigate in the
classroom. That's good; keep those creative juices flowing. But in order to be able
to draw conclusions, your ideas have to be converted into questions that you can
answer. Someétimes those questions are too broad: Is communicative language
teaching effective? How useful is reading aloud in class? Does process writing work?

Table 23.2. Examples of research questions (from MNunan 1989b: 36)

Learner Language: Developmental Features
1. In my teaching, | generally provide an application task to follow up a tormal pre-
sentation. Which language items do learners actually use in the application task?
. Do learners more easily learn closed class items {e.g., pronouns/demonstratives)
when these are presented as paradigms, or when they are taught separately over
a period of time?

Learner Language: Interaction
3. In what ways do turn-taking and topic management vary with variations in the
size and composition of learner groups?
4. Are learners more effective at conversational management when techniques such
as holding the floor, bringing in another speaker, etc., are consciously taught?

Tasks
5. Which tasks stimulate more interaction?
6. Which tasks work best with mixed-ability groups?

Strategies
7. Is there a conflict between the classroom activities | favor and those my learners
prefer?
8. Do my best learners share certain strategy preferences that distinguish them from
less efficient learners?
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0, make sure th,

7 t your
your investigati Questions are

5 <
to be long ang dl['la:\rn ik come up E:::lr:nfnnugh that you can look back after
n out : answer. The ATk i
AS an example h s Just specific, like the € questions do not have

cight questions listed in Table 23.2.

r the follg

S, how do they compare

- 2. Operationally defin
. " Sl € the elements of your question.

- ur :
- "Operational’ m‘:}irl?'!ﬁ thc;‘:f}i}ﬁuoﬁamcl Operationally define all the elements in it.
150.in the example question abo Vﬂla Tﬂﬁumble means for determining something.
. haﬁ selected six smllgro Ve, l?tb sa}rfhat for the purpose of your research vou
vestigation to those six. IE tcch_r?lquﬁ (jigsaw, role-play, etc.). You will limit your
interaction as the total nur bemmm“ then has to be defined. Suppose you define
i _ .um r of turns taken in each group. And, for a possible addi-
FEsting statistic, total up the number of minutes of student talk as well.

- Determine how you will answer your question.
m Now you are ready to launch the investigation. How will you answer the ques-
—m"ﬁun?Ynur research methodology may call for several weeks of data collecting and,
~ in this particular case, some tape recorders, since you will not be able to record data
- for several small groups at once and attend to the techniques as well. For each of
- the six designated techniques, you will have a tape recorder placed in each small
 group and running during the entire technique. (Yes, the tape recorders may inhibit
some students, but that's the risk you have to take.) You will (perhaps with the help
of a colleague?) then listen to each tape and tally the number of turns for each and
hdd up minutes of talk as well. Assuming that you have allowed all the groups an
equal number of total minutes within each technigue, you can come up with a

gran i ique. The number of turns for each
tal of turns and minutes for each technique ,
i rank order among the six.

technique will determine its

: ¢ results appropriately. | |
v IT:EIE.; ?; your findings (see below), technique A stimulates the most inter-

S h i next, and soron:-BubSONE CONCISION SNIAY e be: so, simple. fvery
s - ° dv 11:;5 its necessary caveats, so before you make a sweeping generaliza-
rcscnr;i; study - findings, it will help to state, even if only for yourself, some of the
tion about you i

limitations on your results. Hereare the results you found:

Minutes
Technique Taten student talk/Total time
, 73/90
A ::z 85/90
] 116 79/90
C 114 69/90
D 52 71/9
E 5 79/90
F
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First, can you be sure that Technique A stimulated significantly more turns t}?an
Technique B? And B more than C, etc.? Ask 2 statistician to h.clp you to determine
how probable it is that your results stemmed from the lE(’hﬂl(:[uf r'.;rh._:-r than fm.m
just random possibilities. This way you will be able to determing the statistical sig-
nificance of your findings.

Second, notice that the number of minutes of student talk didn’t correspond,

meaning that in some techniques (A, for example) there was S0Mec rt‘:l‘atiw:fy rapid
turntaking interspersed with student silence, and in other H:ifhmque:a. (F for
example) certain students talked for longer stretches of time. This may give you
cause to redefine interaction or at least to interpret your results accordingly.

Finally, results need to be seen in terms of other limitations in the study itself:
the choice and number of tasks, number of students, the operational definitions
chosen, and your particular group of students. You may, for example, be tempted to
generalize results of classroom research to the world at large. Beware. Your safest
conclusion is one that reports what you found for your class, and to invite others to
replicate your study if they wish to see if similar results are obtained.

Classroom research is ideally suited to current practice in language teaching
where we are not in the business of buying into one of the “designer” methods with
their prescriptions of what teachers should do in the classroom. Instead, our com-
municative, interactive language-teaching approach asks every teacher to assess his or
her own classroom of students and to design instructional techniques that work under
those particular conditions, for those particular learners, who are pursuing particular
purposes in learning the English language. David Nunan (1989b: 97-98) commented:

In contrast with the “follow the method” approach, a teacher-as-class-
room-researcher orientation encourages teachers to appmach
methods and ideas with a critical eye, and to adopt an experimental
approach to incorporating these ideas into their classrooms. Rather
than adopting new methods, materials, or ideas and judging their effi-
cacy on intuitive grounds, it is far more satisfactory, and professionally
rewarding, to establish a small-scale classroom experiment to nienjtor.
observe, and document the effect of the new methods or mﬁterials on
learner language, learning outcomes, classroom climate [and] pat-
ter:;ss of ﬁmup interaction. . . . In addition, this altcnmtiveiurientatiﬂn
seeks to derive principles for t i i
dm:umentar:ionif whla]t nctualleyafiglﬁfrx ':Ee e

o _ . € classroom rather than
uncritically importing and applying ideas from outside.

TEACHER COLLABORATION: LEARNING FROM EACH OTHER
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to stay on the cutting edge

fulfill your expectat Can you sycce
; ons? ey essfully collaborate wit o
learning from eackh other— A with other teachers tc

Sllggf.'.!it fi ko
that ha Ve forms of collaboration—of teachers
that may work for you.

Ve worked for others and

Peer coaching is a
structured s :
bers volunta iy gseics Process by which trained faculty mem-

_ €ach other in enhancing their teaching within

31; :E:jfi?;rfnﬂf C“_ﬂ_‘-fgiﬂi Efu_ﬁl and candor, through: (1) development

Sy Structional improvement goals and clear observation

ritena; (2) reciprocal, focused, nonevaluative classroom observa-
tons; and (3) prompt constructive feedback on those observations.

Observers need not technically be “peers,” in every sense of the word, but as
colleagues, observer and teacher engage in a cooperative process of mutual com-
munication about the actual teaching-learning process as directly observed in the
classroom. Feedback is classified as formative rather than summative. It is
offered and received as information for the enhancement of one’s future teaching,
not as data for summing up one's competencies as a teacher.

Peer coaching can be especially helpful if you focus on certain aspects of your
teaching. If you've been concerned, say, about the quantity of teacher talk vs. student
talk in your teaching, a peer observer may be able to gijﬂf: you some feedback that
could lead you to make some adjustments. Amﬂng.mp:cs.'that peercoaching pro-
n are distribution of student participation across the classroom;
teacher speech mannerisms, patterns, eye contact, and ‘nf_mverbal distracters; group
and pair work management; and transitions fmm. one .acuw.tf to the next, to the next.

Peer coaching is able to offer a [fcrsnnaluzcd opportunity for growth. Bﬂt?

he observer is called upon to carefully analyze another’s

el efit: t e G
ssdest. F’f the;i;ﬂ-;tf;lsh »en his or her own metacognitive ability to reflect on the
:z:fi:izf{ j:ll'ucew the teacher being observed is BHCEE G b Of whae mught other

wise be some cgmp]ﬂcEﬂC}’ into a hcightEnEd awareness of his or her own areas of
15C “ . i

strength and weakness.

grams have centered 0

2. Team teaching o cture and budget of your program permit, team

To the extent that edinzel rewarding experience, Several models of team
teaching can be an r:xfﬁzl rwo teachers are overtly present throughout a class
teaching are commor: onsibility between them; (2) two teachers take different
period, but divide resp 1, one teacher stepping aside while the other performs;
halves of a class P‘fﬂﬂdE;;crs teach different consecutive periods of one group of

and (3) two or more t
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: P modifying curricy]
learners, and must collaborate closely in carrying out and i =

plans, : . inglish langua
The first two models are less frequently found among English language pro-

BHEms not because of absence of reward for student and “fw:hcr' huij:ﬂ‘iti;:iﬂﬂ;f t;m:]
B¢tary limitations. The third model is extremely LUI?T:::-IHHS fﬂmpé:]si e

lnnguage-tfﬂn‘lling world, especially whenever a gﬁfUP il in this ‘mode) ;n
intact set of students across two or more class p{:‘nﬂds. Wl*thlt: this m I:,t e
importance of collaboration is sometimes underestimated. Teachers may re too
ready to assume that a curriculum spanning a whole term of, say, ten mhlﬁﬂ"
weeks will simply proceed as planned, only to discover that another ma:c:ht:r as not
been able to follow the time-plan, throwing off the expected sequencing of mate.

rial.

The advantages of team teaching, especially in the first two models, paralle]
those of peer coaching. Teachers are encouraged to cuuabomte: to consider respec.
tive strengths, and to engage in reflective practice. In the third model, teachers
must develop a pattern of frequent communication and exchange, the fruits of
which often are greater professional growth.

3. Action research
Classroom-based, or “action,” research has already been described in a previous

section of this chapter. Research in the language classroom offers another oppor-

tunity for you to collaborate with other teachers in creative and ultimately

Institute at San Francisco State University to Study the effect of error treatment on
the performance of our FSL Students. Two matched Sections of the same low-
intermediate intensive English course were sclected for investigation over a seven-
week period. An oral pre-test was designed by the fesearch group and administered

thheld any treatment of

such errors that they noticed. During
each other. and other members of the resea

study; they dfﬁign_ed a test; the oh f€Se€arch hFDDIhtSES; [hE}" design:d the
were sensitized ) Oscrved and gaye feed

: to thr: Complexities of €rror tre : Ptk o SHCU oM FE S
of performing research! Atment; ang they lowered their fear
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and revision warrants a similar col-

. Inthe
same way th
over research to the experts, so 1:;“ at teachers are sometimes all too happy to turn

. are te .

course and program development fe tempted to get curriculum specialists to do
product of an ongoing creative dial Growing, dynamic language programs are a
those that are assigned to com ﬂl Ogue between teachers and among teachers and
is to run the risk of prog Sl:h:tEUrrtcula, Not to involve teachers in the process

dynamic interaction amo are generated in a vacuum of sorts, devoid of a
ng student, teacher, and administrator.

communication with teachers Eﬁft“m. our curricuhfm supervisors are in d.ﬂ.i'i‘,f
textbook adaptation; and pedagosi eachers consult with them on lesson design,
day. This kind of Cuilahorsu gogical innovations, new curriculum is born every
syllabuses which afe thien an;[m results :n solicited teacher contributions to course

apted and incorporated into established, revised cur-

ricula. Thus urri : ; !
change the curricula for courses are in a slow but constant state of creative

At the American Language

5. Teacher support groups

Finally, collaboration can take the form of gatherings of teachers at a number of
different levels. At the local level of the day-to-day routine that we all find ourselves
in, the importance of purposeful gatherings of teachers cannot be too strongly
stressed. Even if agendas are rather informal—empathetic support will readily be
found even within informal agendas—it is important to have times when a staff of
teachers gets together to cover a number of possible issues: student behavior prob-
lems, teaching tips, curricular issues, and even difficulties with administrative
bureaucracy. When teachers talk together, there is almost alyways a sensc of soli-
darity and purpose. and ultimately a morale boost.

CRITICAL PEDAGOGY

about what this world should look like,

We have heard a lot in recent years about the “critical” nature of language pcd.aga_r:ngy.
teachers we have 10 remember that we are all driven by convictions
how its people should behave, how its gov-
ntrol that behavior, and how its inhabitants should be partners
Eﬁiﬁ:ﬁﬂﬂi;ﬂc}f the planet. We “embody in our teaching a vision of a better
2o more humane life” (Giroux & Mclaren 19?9: xm).. _ ._ha 1 o
However, critical pedagogy brings with it the remmfier. t our learners m
hemselves, to think for themselves, to beha}fe MIEI}Ectuaﬂy‘ without
be &E-e e owerful elite, 10 cherish their beliefs and traditions and mﬂtu_ms
E?Emmn 1ol pt of forced change. In our classrooms; where “thn: dynamics of
without the thred” 0 eate the fabric of classroom fife. (Auerbach 1995: 9),
pow; ﬂ;]lgri?jn;}ﬂ: pus&iblﬂ «covert political agenda [beneath our| overt technical
we

agenda” (Phillipson 1992:27)-

As language
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il mation of class
—_— u facilitate the for ass-

Is there a middle ground? As a eacher, can o i

: o R e i nporar motl, ethic
o i i chllmml;f‘:::tt:l Tuhw:-{ﬁivc agﬂnd:;‘ai

= 5 b _-. ‘ng a - = w !
and political issues, and do sO without pusii S
3 ot : »ss in our class

number of the so-called "hot topics” that We 50ME tﬂl mes 'Tflﬂt::;:;nic discrim'::;?'lni
such as mon-violence, human rights, gencet t.( luﬂm?‘ n:t.hl are controversial, tlt?n1
health issues, environmental action, and political :mtllv ::rt1:_. ;'aiut' i 1;” ey
demand critical thinking, and they arc s¢ ents Sy: : uld

psitive to stuc ems.
like to suggest four principles, along with some examples, for €NgAZING in critical
p{‘dﬁgng} while ﬁlﬂ':f ﬂ:ﬁp‘:LHHE t

he values and beliefs of your students.

1. Allow students to express themselves openly.
(be sensitive to power relationships, encourage ¢an
2. Genuinely respect students’ points of view.
(seek to understand their cherished beliefs and traditions)
3. Encourage both/many sides of an issuc.
(welcome all seriously offered statement
4. Don’t force students to think just like you.
(delay or withhold your own opinion)

did expression)
5, opinions, and beliefs)

Consider the following examples of classroom activities from around the
world. Do they abide by the above principles? Can your classroom replicate any of
them?

In Brazil. a curriculum for children takes them on an adventure trip
searching for magic glasses which, they discover, will enable them to
see the world as it could be if everyone respected it. The program
teaches appreciation for Native Indians of Brazil, their culture, stories,

and music; it teaches gender roles, animal rights, and environmental
stewardship. (Maria Rita Vieira)

In Japan, a classroom research project called Dreams and Dream
Makers had students choose a person who worked r.u make the world
a more peaceful place. (Donna Mcinnis)

e Sil':gﬂPDm, an activity called “stamping out insults” focused on why
apf?f?;f; msul:-dmhﬂm an;:} helped students to learn and use kind
ing words as they disagreed with one another. (George Jachbs).

In China,  teacher had students study oppression and suppression of

free speech in the former Sovi
20viet Union, calli . :
the roots and remedies of such denial of f‘:-e:l::?fn{m sHucl atire

any particular point of view hij

y imself and

cnucism of another country’s practices :11111 e

comprehend alternative points of view I(ﬁ; B
! ony

Without espousing
he guise of offering
cher led students to
mous by request)
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are their grandparents’ experi-
‘Cide, when more than 1.5 mil-
Nearly every student had family
Stussions focused on how ethnic
- Catastrophes and learn to live together
ik neighbors, (Nick Dimmito)

L * the ; :
cultﬁz a“;::;;::hu;ﬁ“m Status of women is an integral part of the

WHNG up a “bill of 40 activity that culminated in the students’
i of rights” for women in Egypt. (Mona Grant Nashed)

Can }rou: N tirn, engage in sensitive critical
arce Some activities YOou can do that
them to a higher consciousness of
ferences here and there that you ma
more humane world.

pedagogy in your classroom? What
Would respect students’ points of view yet stir
heir own role as agents of change? The little dif-
ke can add up to fulfilling visions of a better and

AGENTS FOR CHANGE

Your role as a “critical pedagogue” serves to highlight the fact that you are not
merely a language teacher. You are much more than that. You are an agent for
change in a world in desperate need of change: change from competition to COOp-
eration, from powerlessness to empowerment, from conflict to resolution, from
prejudice to understanding.

What could be more intrinsic to the spirit of all language teachers around the
world than to finely tune our ability to become agents for change? Our professional
commitment drives us to help the inhabitants of thi;. piaf:et to communicate with
each other, to negotiate the meaning of peace, of goodwill, and of survivald on this
tender, fragile globe. We must, therefore, with all the professional tools available to

us, passionately pursue these ultimate goals.

TOPICS FOR DISCUSSION, ACTION, AND RESEARCH
[Note: (I) Individual work; (G) group or pair work; (C) whole-class discussion. ]

en systematically reading and studying thl::. chapters of
1 they have by now picked up reasonably cﬂmprﬂ-henmﬁ picture
this b{m.k, ey | issues in language teaching and how they apply to the class-
of princ:g!cs :H.“ :ackgr{’"“d information, ask pairs to go back now to
room. With that k through the lesson that was described there. Then, have
Chapter 1 and 100 . questions posed in the subsequent section (“Beneath
them look at thf-; ﬂ:!i' ;} ([l)lvi ding the questions among pairs or small groups,
the Lesson,” pp- 7—* %/

1. (G) If students have he



