Graduate School of Education: English Grammar

Reading Homework due Week 8

Task: Read the introduction for “Teaching Grammar Creatively” starting on the next page.
Then, find and complete the sentences below (fill in the blanks) from the text. The first has been
done for you.

p-5
Many adult learners have a very strong need to understand...

the rules by which grammatical structures are formed.

Young learners (and some adults too) seem to be...

Additionally, here are mountains of evidence that many learners, ...

p.6

Finally, teachers need to take account of...

Awareness raising is what happens when the...

p.7
Accordingly, we have tried to incorporate into our model texts as much...

There is good evidence to suggest that forcing learners to...

p.8

Lead-in activities
These are for:

1

2

3

Note: The reading talks about “text creation” by students. This does not always mean a
written story or essay. It can also mean other things such as a list, a poem, sentence
completion, or a set of answers to be used in a communicative activity.



Introduction

OVERVIEW

This is a practical book. It offers you a variety of lessons and activities for
everyday use in your foreign language classes. Our aim is to stimulate the
imagination, humour and creativity of your learners. The language structures we
focus on in this collection are ones which our research into classroom practice
and feedback from teachers of various nationalities have shown to be particularly
difficult to get across successfully. We have not attempted to cover all possible
grammar points. But we have tried to include a wide range of techniques which
you can draw on when teaching grammar points not covered here.

The 53 grammar lessons that form the core of the book are each divided into two
main sections: Language Awareness Activities and Creative Grammar Practice.
The Language Awareness Activities are designed to introduce and provide initial
practice of items that may still be unfamiliar to your students. The Creative
Grammar Practice section provides an opportunity for a deeper and more
meaningful acquaintance with these items, always in an extended context, and
always with an element of individual creativity. Each of these two sections is self-
standing: if your students are already familiar with a particular item, you can go
straight to the Creative Grammar Practice stage. If, on the other hand, you want
to provide them with just the first contact with a new area of grammar, without
an elaborate creative stage, the relevant Language Awareness Activity can be
done as a self-contained lesson.

We hope that both you and your students will find that grammar teaching does
not have to be dull. We think that once you become familiar with the ideas behind
these lessons, you will find it natural to adapt them to your and your learners’
needs and you will discover that grammar learning can be fun.

RULES, FEELINGS OR CHUNKS?

Many adult learners have a very strong need to understand the rules by which
grammatical structures are formed. They also frequently insist on being given
rules about how and when a certain bit of language is used. For these learners,
teaching with reference to explicit rules has definite advantages. There is
practically no evidence, however, that the same is true for all adult learners, or
for children and teenagers. Young learners especially (and some adults too) seem
to be more at ease with holistic methods of learning grammar in which structures
are acquired subconsciously. Additionally, there are mountains of evidence that
many learners, of whatever age or tendency in learning style, are unable to
transfer good formal knowledge of grammar to effective use. Such discrepancy
between knowledge and putting it to use has led us to look for alternative ways
of helping teachers to manage the practice of grammar in a more efficient way.

Earl Stevick’s research has encouraged us in our search. Stevick (1989) analyses

the widely varying strategies used by seven excellent language learners. One of

these, Ed, is a highly successful learner who draws on three resources when

speaking or writing:

- explicit rules

- remembered sentences and sentence fragments

- feelings derived from ‘experiences about how a change at one point in a
sentence will require a change somewhere else’. That is, instincts about
regularities or patterns.




Stevick concludes:

All these kinds of resources are linked to one another, and so they help to retain
one another in Ed’s memory. The good thing about regularities and remembered
fragments is that they operate more quickly than rules. (p. 94.)

Henry Widdowson has summed up additional evidence from recent studies:
Traditionally, second language pedagogy has assumed that the main difficulty
for the learner lies in the acquisition of syntax. Learn the sentence patterns and
then slot the words in. But so many words just do not fit. Learn the rules and
then apply them. But the problem is to know when and where they apply. There
are bound to be some exceptions. But there seem to be so many. Indeed the
whole language seems to consist not so much of well regulated generative
mechanisms as lexical chunks of varying size and variable syntactic adaptability.
(From a talk at the ELT Conference in Vienna in 1989.)

There is thus a significant body of opinion that for some learners what is needed
is the learning and recollection of bits of text exemplifying useful ‘sentence
patterns’ and word or phrase use. Our experience is that such learners are in the
majority, certainly among the young. Our book is designed to help you teach
grammar to this common kind of learner, as well as to learners who are
predisposed to learning through rules.

LEARNING GRAMMAR AS AWARENESS-RAISING

There’s an English saying that goes “You can lead a horse to water but you can’t
make it drink”. The same could be said about teaching grammar: you can teach
the students the rules but you can’t make them learn them. There are many
reasons for this. The students may simply not understand the rules - this is
especially the case for younger learners. But even adult learners have trouble
with terms like past participle, third conditional, inseparable transitive phrasal
verb, and with concepts like indefinite past time or future in the past. Also,
research suggests that the learning of some grammatical structures follows a
predetermined order so the fact that students seem to “resist” learning grammar
may simply be due to the fact that they are not ready yet. Finally, teachers need
to take account of the time lag between understanding grammar structures, and
being able to produce them accurately. Some researchers claim that
understanding is not only a necessary precondition for production, but that it
often precedes production by a considerable length of time.

For all these reasons, many teachers now refer to the initial stages of grammar
learning as awareness raising. Awareness raising is what happens when the
current state of the learner’s grammar knowledge re-organises itself in response
to new discoveries. Unlike traditional (teacher-led) presentation, awareness
raising is essentially learner-led. The teacher can provide optimal conditions for
awareness raising, but only the learner can “discover” the grammar. This is why
we refer to this first stage as Discovery. Typical discovery processes include
induction ;| where learners are given some language data (such as examples of
the target grammar item in context) and are then encouraged to work out the
rules themselves.

LEARNING GRAMMAR AND THE HUMAN BRAIN

In his book Righting the Educational Conveyor Belt (1989), Michael Grinder reviews
the ties between age, brain hemispheres and preferences in learning styles. He
concludes that some people process, store and recall information more easily if it
is presented visually, while others prefer auditory or kinaesthetic (movement and




touch) modes. The clear message here is that teachers need to know how to
balance their reliance on visual, auditory and kinaesthetic input modes if they are
to cater successfully for individual learning styles within a group. One of our major
concerns has been to show ways of providing such balance.

Stevick (1989, p. 126) suggests that content and emotional depth of experience
are also crucial factors in the acquisition of grammar. In other words, when it
comes to teaching the genitive ’s, a sentence like Martin Luther King’s ‘l want to
be the white man’s brother not his brother-in-law’ will be better and longer
remembered than ‘The man’s hat is green’. Accordingly, we have tried to
incorporate into our model texts as much wit, metaphor, humour, fancy,
absurdity and other imaginative devices as possible. The aim in doing this is to
make these texts, and the language in them, as memorable as possible.
Additionally - we believe - if the model texts are memorable, the corresponding
student texts and the target language they include are more likely to be
memorable too. Without memory, of course, there can be no learning.
Accordingly, besides trying to provide examples of memorable content, we have
attempted to include as many memory enhancing activities of all kinds as we
could. (See, for example, ‘Anchoring’ on p. 11.)

FINDING YOUR LESSON

Suppose you need a lesson to practise if-sentences. How do you proceed? First,
look in the quick-reference guide under if. You will see that there are four lessons
to choose from (lessons 4.1, 4.3, 4.5 and 4.10). One by one, look these lessons
up and decide which is best for your class. Then read the one you have chosen
more carefully to see whether you need to adapt it in any way. Often, our lesson
recipes include alternatives at various stages. However, there is another source of
ideas for adapting a lesson at a given stage. For example, if you feel you need a
different approach to the initial awareness-raising stage, look at the Discovery
stage in some of the other lessons. Or, if you need a different technique or task-
type at the Text creation stage, look at the Text creation stages in a few other
recipes - even ones on quite different teaching points. You are bound to come
across a range of different ways of proceeding. Finally, the Basic Techniques
section (p. 9) offers a range of general options applicable to every lesson and it
may well include something to help you adapt a lesson you have chosen.

THE STAGES OF THE LANGUAGE AWARENESS LESSONS

The Language Awareness lessons are each divided into three sections: Discovery,
Consolidation, and Use. This three-way division may seem to reflect the
traditional PPP format, ie, Presentation, Practice, and Production. In fact, there are
good reasons for rejecting these terms. As we say above, the term presentation
implies that learners learn precisely what teachers teach (or present to) them. In
fact, learning is much less mechanistic and much more learner-directed than this
older model suggests.

Likewise, traditional Practice activities always involve the learners speaking - often
simply repeating - the new grammar structure. There is good evidence to suggest
that forcing learners to speak before they are ready may interfere with the mental
processes involved in restructuring (or re-organizing) their internal mental
grammar. For this reason, many of the activities you will find in the Consolidation
stage are not speaking activities but simply understanding tasks. For example,
students may be asked to read (or listen to) a series of sentences - some including
structure X and some including structure Y - and to match these sentences with
the appropriate pictures. These kinds of activities are sometimes called grammar
interpretation tasks, because they require the learners to interpret the grammar




item rather than simply produce it. Such activities involve what researchers call

input processing (as opposed to output processing).

Finally, the third “P” in the equation we have called Use, but it is important to

emphasize that the kind of use we are talking about it is personalised use. That

is, learners are required to put the new item to work in ways that are relevant to

them and their world. This is consistent with the view (outlined above) that

language is only memorable when it has been “owned”, that is, when it has been

appropriated and put to use for the learner’s own particular purposes. Asking

learners to personalise new language is, of course, not without its risks. In order

to mitigate these risks, it is important to observe the following principles:

1 be prepared to set an example yourself - that is, don’t ask learners to do
things that you wouldn’t do, or won’t do

2 allow the learners the relative privacy of pair and/or group work before asking
them to personalise to the whole class

3 allow learners the right to “pass” if there are things they don’t want to talk about
- there is still a lot of benefit to be gained from hearing other learners talking

4 don’t correct the learners’ language errors without first providing feedback on
what they have said or written. Eg, “That must have been exciting! By the way,
we say [ felt nervous, not | fell nervous”. And always correct with discretion and
sensitivity.

THE STAGES OF THE CREATIVE GRAMMAR PRACTICE LESSONS

Most of the Creative Practice lessons follow the same sequence of stages: lead-
in, presentation of the model text, reconstruction of the model text, text creation
and text sharing. We do not mean to suggest that this sequence should never be
varied. However, general adherence to this sequence has the following
advantages: a gradual lead-in to a lesson opens up a field of awareness; the
model text, if conspicuously presented, affords intensive input of the target
structure(s); reconstruction of the model text provides ample opportunity for
guided practice; the writing phase (text creation) gives students a highly
motivating opportunity to express themselves creatively and - given the previous
phases of the lesson - accurately; the sharing of texts which follows injects the
stimulating spark of student-to-student communication.

Lead-in activities

These are for:

1 generally warming everyone up and getting them ready to work in a foreign
language;

2 developing awareness of and interest in the topic you’re going to work with;

3 bringing known words back to mind and teaching new ones.

A basic lead-in activity is brainstorming. A few of our lessons don’t come with

lead~ins of their own. For these, brainstorming is a good way to start. Or you can

borrow a lead-in from another lesson.

Presentation of model text

A model text is a short text which not only shows the written form of the target
structure, but also clarifies its meaning/use/function. Presentation of the text
(not to be confused with presentation of a given target structure in a text) is the
process of familiarising the students with the model text. This can be done in
various ways. You can dictate the text or they can read it on OHP or on a handout.
Often, however, presentation phases involve the students more actively in the
construction of the model text, eg, you begin with a gapped version and elicit
the missing words from them.




Reconstruction of model text

Reconstruction of a model text can be done in spoken or written form. It is the
process of eliciting from the students as accurately as possible the text
presented to them earlier. The rationale of this stage is this: by remembering the
model text the students can experience a feeling of success and gain ability in
using the structure(s) accurately. In using different lessons from Teaching
Grammar Creatively you will encounter various ways of organising text
reconstruction, such as use of gesture, pictures and written prompts.

Text creation

This is where your students create their own text within the framework of the

model they have been working with. Naturally, your students will often want to

know new vocabulary. Supply the words they ask for or make sure they have

access to a bilingual dictionary. We have favoured writing for this phase as

experience has shown that students find it far easier to be creative in writing.

Writing also allows greater focus on accuracy since students have the time to

reflect, correct, discard and add. It allows text creation in pairs or small groups

and can therefore generate much task-focused speaking. Finally, the products

can be displayed and/or used in other ways.

If, however, you want your students to create their texts orally, we suggest the

following procedure:

1 Form pairs or small groups.

2 Provide each group or pair with a cassette recorder.

3 Ask them to create a text orally. One of them says the text out loud and this
text is recorded.

4 The students listen to the recording of the text. If they spot any errors, they
make a new recording.

5 You listen to the cassette and comment on language correctness.

6 Students make a new recording incorporating your suggestions.

7 All the pairs or groups present their recordings to the class.

All this would hardly be possible in normal, unrecorded oral production.

BASIC TECHNIQUES
We have found the following techniques helpful in transferring the grammar
structures (in the form of sentence fragments) into students’ long term memory.

Silent time

H A Klauser (1986, p. 90) suggests allowing a period of silence before any
creative writing. She claims that this ‘daydreaming’ or ‘drifting off’ is of great
importance for getting ready to write. We are not suggesting here that a silent
time before the creative writing is an absolute must, however, our students have
always commented favourably on such a phase. It seems that the silent time
helps them get into contact with their ‘poetic selves’ and thus access their
creativity. (We sometimes use meditative music to accompany the silent time.)

Reading out loud by the teacher

In several lessons we suggest that you read out the model text after the learners
have reconstructed it. Preferably, they should have their eyes closed. This
‘straight-through’ clear hearing of the text helps students to create a holistic
image of it. The reading also provides a model of pronunciation and intonation;
one that seems especially effective if students are reflectively listening with eyes
closed. Finally, this reading can be essential as a means of ‘anchoring’ the
structure and elements of the text in the minds of those students whose main
channel of intake is auditory.




10

Managing students’ reading out loud

Our experience is that students profit greatly from reading out loud themselves

if and only if they have adequate rehearsal. The best known form of rehearsal is

in teacher-led, whole class repetition of difficult words or phrases. But, if you are
asking students to read out their own texts, more student-centred rehearsal is
appropriate. Before asking students to read out loud, tell them to:

1 Read through their texts silently looking for words they aren’t sure how to
pronounce. They can then ask or check in a dictionary.

2 Rehearse by reading the text sub-vocally, that is by silently moving lips,
tongue and other vocal ‘apparatus’.

3 Practise making pauses so the audience can follow them well and using the pauses
to make eye contact with their audience. Ask them to read out loud, clearly and
slowly. Remind them that the audience suffers if a speaker’s subconscious attitude
while reading out loud is ‘I want to get this over with as quickly as possible’.

Correction as editing

Errors are unavoidable when learners write texts. You need to understand this
and treat learners’ texts sympathetically. However, we have noticed that learners
typically have a strong desire to improve the accuracy of their texts if they know
that these will be shared later on (see ‘Publication of the learners’ texts’ below).
This follow-on accuracy work, or editing, is the process whereby the students
themselves, other students, and/or you read their written work and suggest
changes which can be incorporated in a new version of that work.

Editing takes place either while students are writing (you walk round and suggest
changes) or after the students have finished. Editing is important since it
increases learner awareness of appropriate forms. Also, for our method, learner
texts need to be accurate since they serve as additional input in various follow-
on activities (see ‘Publication of learners’ texts’ and ‘Anchoring’ below).

It is important to let your students know that their texts will not be corrected as
if they were tests. Your students should come to regard any correction as a
means whereby they can better edit their work before sharing or ‘publication’.
Your attitude is decisive here: rather than tally errors, do everything necessary to
help the learners with the process of finalising and improving their products. You
can best do this by never using discouraging language. Klauser (1986, p. 89)
recommends language such as ‘I think you need ..., ‘Maybe you could note ...’
etc. The main options in the editing of student texts are:
1 The teacher as editor
After finishing their texts, students hand them in and you correct all the
errors. This can be done in class - while other students are still writing - or
after the lesson.
2 The teacher as a gentle editor
You correct only what you think your students cannot correct themselves.
Underline auto-correctable errors (those you assume the students are able to
correct themselves) in pencil. The students then go through their texts a
second time trying to correct what you have underlined, possibly also
consulting classmates, using a dictionary and/or checking with the model
text(s). In an informal study we carried out with teenagers in their fourth year of English
sixty percent of all the errors were successfully corrected using this editing mode.
3 Other learners as editors
When students have finished writing, ask them to work in pairs and to
exchange their texts. Get them to help each other by suggesting changes in
the texts before these are handed in to you.



Publication of the learners’ texts

We have found each of the following methods successful:

1 Regularly use a text-board to display (neat) copies of student texts, preferably
together with other visuals selected by you and your students. Your text-
board can be a cork-board set aside for this purpose or poster paper stuck on
the walls of the classroom.

2 Get students to read out their texts to the class. Involve them in giving
feedback, for example saying what they like about others’ texts. This can
contribute greatly to a readiness on the students’ part to listen to each other
and treat each other with respect.

3 Suggest that students collect their texts in a special individual or class journal.
Getting your students to read their journal(s) from time to time can contribute
enormously to their own assessment of their progress over a period of time.

Anchoring .

The following techniques for helping students remember grammar points have
proved helpful in our trial classes. You can teach some of them to your students
so that they can use them on their own at home (or in class). Others are mainly
for classroom use. After trying out some of these techniques, you might like to
discuss their usefulness with your students in order to find out what works best.

Learners anchor their own texts

After the final editing, ask your students to memorise their own texts. This can

be done in various ways:

1 By reading the first line of the text out loud. Once able to remember it,
students add the second line and so on.

2 Students read the full text as often as necessary in order to be able to recite
it completely. This may be accompanied by inner voicing or muttering, a
technique especially effective for learners who are very auditory in their
learning style.

3 Students read through the text. They try, while doing so, to form a striking
mental image for each line, one that will help them to remember the line.
Mental images can be visual representations of what has been read, or sounds,
feelings, smells, or tastes or any combination of these. Closing the eyes can
facilitate this mental imagery. (For example, see 1.7.)

4 Students can walk up and down saying the text to themselves line by line.

5 Students can write the text or parts of the text (especially the ones which are
difficult to remember) in the air. They close their eyes and imagine seeing the
text in the air or on an imaginary board or TV screen.

6 Students can record the text on a cassette recorder and learn it by listening to
it several times.

7 Students can underline various parts of the text in different colours, draw on
it or scribble down anything that will help them recall the text. If you are
leading this work, give students some time to study the text. Then you/they
remove it and they write it down from memory (in class or at home). Give them
time to check their version with the original.

8 Work in pairs. Each learner produces a gapped version of their own text. Their
partner should fill in the appropriate words in each gap. Depending on the level
of the class, the words that have been omitted can be given in a box underneath
the text. Alternatively, only the first letter of each missing word can be given.

9 Get students to work in pairs, each student dictating their own text to their
partner. Each learner then corrects their partner’s text.

1"
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Learners anchor someone else’s text

After the final editing, display all the texts that your learners have written on the
walls of the classroom. Ask everyone to stand up and choose one text that they
would like to memorise (not their own).

Get them to copy this text into their own note book - without taking it off the
wall. Students try to remember as much of these texts as they can, then go back
to their desks and note down what they can remember. Then they go back to the
texts again and so on. :

Encourage your students to memorise the texts they have copied. Then collect
all the texts from the wall and either ask for recitations of individual texts (‘Who
can quote Jose’s text?’) or read out some words from a text. See if anyone can
recite the whole text or follow on from the bit you started with.

Learners anchor other texts :

After the final editing, ask your learners to memorise as many texts as they can
within a given time (eg, five minutes). Then arrange students in groups and get
them to find out who can remember the most texts within each group.

Learners anchor parts of texts

1 Underline various parts of each text with different coloured pencils and display
the texts on the walls of the classroom. (For example, underline individual
words that you would like your class to remember in green, certain structures
in red, other structures in blue.) Ask your learners to walk round and
remember the underlined parts of the texts. Then call out one of the colours.
The learners quote as many of the words and structures they can remember
that were underlined in that colour.

2 Use a tambourine to beat the rhythm of one of the underlined sentences. The
learners guess the sentence. (Thanks to Glen Stephen for this idea.)

3 Another technique involves all students reading several texts each and
remembering sentences from them which they especially like. Give students
time to memorise a set of favourite sentences in different texts. Ask them to
quote the sentences they like without looking at the texts. This technique is
especially effective in revision following a sequence of grammar exercises.
(This technique is based on a model developed by Stevick.)
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