English Teaching Practical Hints
INTRODUCTION
The Direct Method
Many "methods" have been inflicted upon a long suffering line of language students across the centuries. The simple idea of teaching students to speak a language by getting them to actually try to speak in that language was a long time coming. The idea of having the teacher speak only that language (in class) was added and that, basically is what is termed "the direct method". It is now pretty much accepted as a good idea across the board and, if somewhat démodé on its own, in various ways and in combination with other ideas is still slowly penetrating even the most hidebound bastions of teaching tradition as national curriculums come around to more pragmatic assessment of the results of language teaching courses.
Often it is not applied much in class because of the class sizes which teachers in state schools often have to deal with. Rather than do everything in the target language it seems quicker to translate words and explain grammar in the students' own language. This, however, tends to give a false impression of what has been learned. The word or even the grammar structure "explained" will probably have been understood but that doesn't mean the student can apply it in practice. I remember learning at school a list of all the French verbs conjugated with ‘être’ instead of ‘avoir’. The list was written in such a way that it even rhymed! I still know it and ocasionally surprise my French students by coming out with it - usually to indicate the relative uselessness of this kind of learning. After all, as I tell them, they certainly can’t give me a list like that - and yet they never make a mistake with these words when they speak French. Which is more than I can claim!
Acquiring Skills
Learning a language is not like learning history or geography where one can sit down and learn facts from a book and then regurgitate them on demand. Learning a language is acquiring a skill, more like learning to drive, or to swim. And would you expect a non-swimmer to sit down with a book explaining how to do the crawl and then be able to jump into the pool and be able to carry out the instructions? Of course not! In language learning, as in swimming, people learn to do what they practice doing. If you read, you learn to read, if you write, you learn to write, if you listen, you learn to listen and it is only if you speak that you learn to speak. Like other skills, learning a language is 90% practice and 10% instruction.
Of the four skills involved in the use of a language, reading, writing, listening and speaking, it is certainly the latter which is the most difficult to master - and that most desired. Speaking is, in a sense the keystone insofar as if a student can actually use a word or a structure in his spoken English, he is unlikely to have problems when he hears it, sees it or needs to write it. (With some slight reserves as to the latter).
Passive and Active Vocabulary
So far as speaking is concerned, if a student hasn't actually used a word which has been ‘taught’ he will almost certainly not be able to in future. It will not form part of what one can term his ‘active’ vocabulary; The best that one can expect is a passive recognition of it when he hears it or sees it. The acquisition of ‘active’ vocabulary seems to happen in three stages: comprehension, pronunciation, ability to use. Comprehension comes from an effective introduction, pronunciation from simple repetition but in order to really have the word come out naturaly when it is required a student has to use the word in meaningful contexts, at least several times, maybe more.
The aim of these pages is to provide a collection of practical strategies, tactics, instructions and hints drawn from a long experience of language teaching, teacher training and classroom observation, mostly with French speaking students taught individually or in groups.
THE BEGINNER STUDENT
You may first have to convince the student that a "direct" method can be effective. If he knows no English he probably believes that the only way he is going to learn any is if you tell him what something means in his own language. If your student has done some English at school he may still be convinced of this if - as is often the case - everything he has done has been by way of translation. In any event the teachers approach, in a first lesson, should be the same: to get the student communicating almost without realising it; to set him a multitude of small, easy tasks which will occupy his mind to the exclusion of all else until he realises that he is not only just repeating words and phrases and trying to pronounce difficult sounds but actually beginning to communicate in English

Economy of words is the essential. Giving the beginner instructions in words is, by definition, useless because he can't understand them. With the beginner and low-level student, gestures and facial expressions are essential tools to make him understand whatyou want. 

MODES
Although he cannot understand instructions, the student is faced with a situation where he has to react to a teacher's words. The reaction expected of him is not always the same. There are three basic "modes" in which he can be got to respond:

QUESTION/ANSWER - the most "normal" insofar as it corresponds to everyday speech patterns.

REPEAT - Where he repeats what the teacher says.

ADAPT - Where he modifies the teachers phrase in some predetermined way to drill a specific language element. 

A student who is answering questions in the first of these "modes" will tend to treat everything that is said to him as a question unless he recieves a signal from the teacher that he is entering a new "mode" e.g. "Repeat". Failure to signal adequately is likely to result in something like:

T - Is London a city?
S - Yes it is.
T - Is France a street or a country.
S - It's a street.
T - Yes, France is a country.
S - Yes, it is.
The teacher probably came in with the statement because he was wondering what to ask next and was simply time filling but his well meaning but misguided impulse has placed a new problem on his plate. His student reacted wrongly, taking a statement to be a question. He should not be allowed simply to continue, which would encourage him to assume that such a statement can legitimately be considered a question - the case in some languages, such as French. What needs to be done? Well, essentially the pupil is confusing "Is France a country?" and "France is a country." so these two sentences need to be contrasted. 

The student must be made to react correctly to each of these, answering one and repeating the other.

T - Is France a country?
S - Yes it is.
T - France is a country! .... France ... (Teacher leans forward, makes a ‘come along’ gesture to encourage student to repeat "France" and continue the sentence.)
S - France ... is a country.
The teacher should repeat this contrast with another parallel example or two to emphasise the point.
The same thing can happen, of course, when the student is in "Repeat" mode and the teacher changes to a question:
T. London is in England. (gesture, prompt)
S. London is in England.
T. Rome is in Italy.
S. Rome is in Italy.
T. Is Rome in Italy?
S. Is Rome in Italy?
(The teacher wanted to hear "Yes it is.")

Signals which the teacher can use to avoid this problem include expression, gesture, tone of voice or any combination of these.

PROMPTS OR CUES
These have their place at all levels of teaching but more especially for the beginner where they are a major tool.

They will be used to get a pupil to change modes (from AQ to Repeat or vice-versa) and to introduce certain new responses e.g. short answers which bear little relationship to the form of the question and can not be anticipated by the student at all.

T - Is this a book or a table?
S - It's a book.
T - Is this a book or a table?
S - It's a table.
T - Is this a Table? ... Yes, it is (Holds up his hand to stop pupil speaking and make him listen.)
T -Yes, it is
T - Yes ... (Makes come along gesture.)
S - Yes ... it .. is
T - Good! ... Yes it is! (Makes another come on gesture or puts hand behind ear to get pupil to repeat with more confidence.)
S Yes, it is ... Yes it is.
THE TEACHING CYCLE
The teaching cycle is adaptable to all kinds of learning of skills, not just language teaching. It consists, at base of splitting the task up into sections and then, for each section, applying a system which can be summarised as follows.

· presentation 

· practice 

· feedback (to show the learner has mastered the step). 

As applied to language teaching this leads to the following steps in, for example the teaching of a tense:

· Lead in, (This gets the student on the right wave-length, revising the elements you will use in your introduction. 

· Introduction (The first use of the new structure, the aim being for it to be understood. 

· Practice. (Applying the structure with it's basic variants in affirmative and negative contexts.) 

· Student answers questions, (Gets used to repling to typical intererogatives, "yes/no" type short answers, "or" questions, "key" questions (what, where, when, which...) 

· Student makes a summary (usually involving affirmative and negative sentences), 

· Student question practice. (Here the student asks all the different kinds of questions he has heard. 

In a group, practice and student questions will be done together as the teacher should be getting students to question each other which maximises student participation.

This routine ensures that all the different aspects are covered in a way which the student will find varied and interesting. Most useful teaching activities will be seen to fit into a similar sequence. The above example is typical of the introduction of a new tense but the handling of Role Plays, Presentations, video, text-based lessons all follow the basic pattern.

GETTING QUESTIONS FROM YOUR STUDENTS
Many, if not most, students are weak when it comes to asking questions although one must admit that intrinsically it is not usually more difficult to formulate a question than a simple statement. The real reason is probably that the exercise of asking questions is neglected by most teachers. How many does the average student ask in relation to the number he answers? In many lessons he may well ask no questions at all and this, curiously enough, is probably the case more with the advanced student than the beginner. At least with the beginner the format of the lesson is more tightly structured and a teacher with any training at all is bound to consider questions from time to time.

Here we will look at four ways of getting questions from a student, each valid in its way and in certain contexts.

"I don't know."
Good for the one off question just to make a point and ensure that the student is with you and capable of making minimal manipulations of the material in hand.

T What kind of car do I have?
S I don't know!
T Question.
S What kind of car do you have?
T I have a Peugeot.
or at a more advanced level:
T How long did it take me to get used to driving on the right?
S Maybe a few weeks?
T Well, ask me?
S How long did you take .....
Here the student has slipped into a common mistake of the kind that you can elicite with the "I don't know" approach.

TEACHING TENSES
Fortunately the human brain seems to be made in such a way that it can pick up systems from a most unsystematic presentation which means that most students get there in the end. However a systematic presentation will make it a lot easier for both teacher and student and a lot faster and therefore more economical for everyone.
The basic process which can be adapted to all tenses is to teach, in 5 steps:
1. The affirmative 

2. The negative 

3. Use questions 

4. Teach short answers 

5. Get student to ask questions. 

(In groups this can be done while doing step 3 if the teacher is careful to set the model for the question.)
The fact that questions can not be used straight away means that a transfer technique is required. That is to say that the student must be in "repeat" mode, and at first simply repeats the teachers examples, enriched sometimes, by replacement drills.
The exact application depends on the tense. Sometimes only one person of the verb can be taught at a time. "I am" is a good example. None of the other persons of the verb use "am" so it has to be covered all on its own, affirmative and negative, as does "you are", before a question can be asked.
In the case of the simple present (taking the verb "to go" as an example) there are two basic forms, "go" and "goes" and these must be separated - in fact with this word there is a good case for doing the third person first as students seem to have less difficulty knocking off a learnt "s" for the third person than remembering to put it on. However the fact that all persons other than the third are the same means that I, You, We and They can all be taught together. 
The importance of contrasts between tenses in their introduction.
Unless the new tense is introduced in a context which demonstrates the need for the tense, students will tend to be slow to absorb the information and even, in a curious way, to resent it as an unecessary complication. I suppose a classic example of this would be learning the subjunctive in French. It just doesn't seem to be necessary to the student who falls upon it for the first time. Of course the subjunctive exists in English too and on those rare occasions when the teacher wants to point it out a good approach is to say "What's the difference between 'God save the Queen.' and 'God saves the Queen.'. You don't really want a coherent answer to the question, (you might well be hard put to formulate one yourself on the spur of the moment) but a moment’s reflection will usually make it clear to a student that there is one. Once he is pursuaded of this he will learn more efficiently.
This example I have given is maybe not the most useful in terms of practical teaching but it does illustrate the point that a tense should be contrasted with that, or those, with which a student is most likely to confuse it. Some of these are obvious: when you introduce the past for the first time, probably with the verb "to be", "was" is contrasted to "is" as a starting point and, if necessary, "were" to "are". Others may be less evident and here are some tenses which should be contrasted with each other, not only when the second of them is introduced but as revision.
· Present progressive - simple present. 

· Past progressive - simple past 

· Simple past - present perfect 

· Present pefect - simple present 

CORRECTION
One of the most obvious functions of the teacher is to correct what the student says when he makes a mistake. This, however, is not so evident as it at first appears. There can be good reasons for not correcting some mistakes and even for "correcting" some usages which are not mistakes.
Curiously enough, NOT correcting is as important as correcting and is probably more difficult to do effectively. It's easy to come up with the right sentence after your student has put his foot in it and then to wait until he repeats what you said. This, however is not usually the most effective way to treat a mistake so, first, a few observations on the alternatives. 
Correction should always be kept to a minimum and students should be made to correct themselves as far as possible so always try to find out if a student can put his own errors right before leaping in with "the right answer". With a new student you may, at first, have to say "No.", "Excuse me.", "Try again." or some such formula to encourage auto-correction, but if you are clear and systematic in your signals he will very quickly learn to react to a raised eyebrow or some such sign that what he's just said needs reformulating.
There is a big difference between the correction of an error and the reformulation of an answer because its original version isn't what the teacher wants and sometimes this can lead to confusion. If you say:
"When did you last send a registered letter?"
and the answer is:
"Last Tuesday."
you will want a long answer from your student to find out if he can correctly place "last" in the sentence. However if you say "No. try again" or use any negative form to get him to reformulate his response, he is likely to think that "Last Tuesday" is not a valid answer to your question and, in an extreme case to panic and say "Three" or something like that which will confuse the situation irretrievably. On the contrary, just to emphasise the fact that he is on the right lines, it is probably best, to preface your intervention with "Yes" and say, for example:
"Yes, I ....." 
starting off his sentence for him and making some sort of gesture to indicate that you want him to go on from there.
A student who is in the "student initiative" part of a lesson should be expressing himself and his ideas at some length with a minimum of correction. Only mistakes which render the content of his summary or presentation incomprehensible should be corrected by the teacher in this phase of a lesson (though he can, of course note some misusages for treatment later). It is important that a student get a feeling of competence when he makes an effort to speak at length and constant intervention can be demotivating. 
With fairly advanced students the problem can often be to decide which mistakes are "worth" correcting. Mistakes which are simply a question of grammar and of little consequence as far as comprehension of the listener is concerned are in a different category to mistakes which embody a real danger of misunderstanding. Ideally the student should have the potential danger of this latter kind of mistake drawn to his attention in a more striking manner than simply correction by the teacher. This can often be done by simply taking what the student says literally and then reacting to it in a logical way, creating a misunderstanding which forces the student to rethink and reformulate. A basic problem here for experienced teachers is to really understand the mistake when it crops up. When a French student says:
"I am in Paris for 2 months." 
instead of 
"I've been in Paris for 2 months." 
it is almost automatic for a competent teacher to move into some sort of correction procedure without considering for a minute that what the student said is in fact English but means something else if you take it at face value. The student can be pushed into a realisation that what he has said is misleading if the teacher continues along the following lines:
S I am in Paris for 2 months.
T Really, and when did you come here? 
S (A little puzzled.) I came 2 months ago
T Oh! so you're leaving Paris this week!
A lot of "false friends" can be treated this way too. French students often think "important" means "big" because it does in French.
S Perrier is a very important company.
T Oh yes? Who is it important for?
"Profitable" is often confused with "advantageous":
S (His English is better after a holiday in the US.) My visit to the States was very profitable.
T Was it? I didn't know it was a business trip. 
The simple past is often used instead of the past continuous:
T What were you doing when your last teacher walked in?
S When he walked in I read my book.
T That wasn't very polite! Why didn't you speak to him.
Listen, not only to what your student says but also to what it means, what it should mean, or what it could mean. This is what people he talks to will do when he gets out there in the big wide English speaking world and tries to survive with the tools you have given him. Sometimes the results he gets will be unexpected and he will have to deal with the situation. Give him some practice at it. Sometimes everything will seem perfect but there may be a residual misunderstanding. Let him see how this kind of thing can happen.
ROLE PLAY ACTIVITIES
Role plays are important because they are the nearest you can get to real life English in the classroom. The criterion of success in the performance of a Role Play should not be "Did you get the grammar right? Did you get all the vocabulary in?" but simply "Did you get your ticket? Did the doctor give you the right treatment?" Language, in the ultimate analysis is communication and used to get a job done. If the job has been done - it worked. Even a weak student should finish a Role Play thinking that he might, after all, be able to survive in Bradford, even if his present perfects are still dodgy!

As well as Role Plays proper there are a couple of variants to look at. Click on them one by one.

SKITS
Skits are quite simply the smallest possible form of role play and can be used to introduce and drill words and expressions which are meaningless when devoid of context. Thus "excuse me", "just a minute", "hold the line please" need at least some suggestion of a situation to justify their use. Usually the most economical way to do them is by first playing yourself the role of the person who uses the expression and then changing over.
For example if the new expression is "just a moment" and the students level is elementary the teacher can proceed as follows.
T "Ask me the time."
S "What time is it?"
T "Oh, my watch is in my pocket." (He makes a show of fishing through his pockets) "Just a moment .... It's 3 o'clock."
" Now ask me my telephone number."
S "What's your telephone number?"
T" It's 398, No, 397 .... Just a moment, I have it in my notebook." (He gets out notebook) "Ah, here it is, 45653218."
"Now ask me if I have any appointments tommorrow."
S "Do you have any appointments tomorrow?"
T "That's in my notebook too." (he has of course put it back in his pocket but now slowly extracts it again.) "Just a moment. Ah, yes I have one." 
"Now ask me at what time?"
S "What time is your appointment tomorrow?"
T "Just a moment ..... " etc.
Then, or perhaps after a few more examples, the teacher tells the student:
T "Now, your watch is in your pocket; right?"
S "Yes, it's in my pocket."
T "So is your notebook. Where is your notebook?"
S "It's in my pocket too."
T "Good. What time is it please?" (then, if necessary, he prompts) "Just ...." 
S "Just a moment ..... It's five past three."
T "Good. What’s your telephone number?"
S "Just a moment. It's .........etc."
You can ask your student a lot more questions than you asked him because it is clear what you want and after the first few examples you will be able to concentrate on pronunciation, intonation, timing, etc.
ROLE PLAYS
Doing Role Plays, the fully fledged version, is one of those aspects of language teaching loved or detested by the teacher. A good Role play, well-done is highly rewarding to teacher and to student alike. A badly-done one gives a feeling of awkwardness shared by teacher and student and, if a teacher experiences this in his first efforts with Role Plays he tends to go into them with less and less confidence, a greater feeling of awkwardness and consequently less chance of bringing off a good one. A vicious circle is engaged which the teacher will have trouble getting out of. In fact some teachers abandon role plays as a technique altogether. The teacher who has done this tends to consider role plays a "waste of time". He thinks "most students don't like them", and, furthermore, that "advanced students think they are childish". He also tends to believe that, anyway, "you have to be an actor, not a teacher to do good ones." (with the thinly disguised innuendo that it would be rather infra dig for a real teacher to stoop so low.)
This, of course, is just a rationalisation of the fact that he can't do them and stems almost certainly from the trauma induced by early, unhappy experiments in this direction.
Hence it is very important to avoid this and to get your first role plays right and the most important factor in making them successful is adequate preparation. When a teacher has read a text which contains a situation suitable for adaptation to a RP it can not be supposed that the student has absorbed the background information sufficiently to improvise. If the text contains a detailed dialogue it can be used and will require little further preparation if it has been studied in some detail. Often, however, RPs are based on situations mentioned in the text but not elaborated on. For example:
"Mr.Jones called his secretary into his office and warned her about arriving late for work."
If the preparation is only as follows:
T Right, lets try this situation. Now, we're in an office. You're Mr. Jones and I'm the secretary. Where are we?
S We're in an office?
T Who are you?
S I'm Mr. Jones.
T and who am I?
S You're the secretary.
T Good. So now call me into your office. OK?
S Err... Mary, please come into the office.
T Yes, what is it Mr. Jones.
S Err ... You must not come late to the office.
T (trying to liven things up) But it isn't my fault that I am late.
S Why are you late?
T It's because the train is late.
S Oh .. well ... 
(Here the student stops, stumped for ideas and the teacher has to resort to whispered instructions which become more and more frequent as the situation becomes more complex and ultimately destroy any semblance to reality which the RP may have had at first)
A real preparation must explore the situation in detail and aim to provide dialogue, not just an indirect account of what the characters are going to say:
T How do you think Mr. Jones called his secretary into the office?
S On the telephone I suppose.
T And what do you think he said on the phone?
S Please would you come into my office for a moment?
T But if it was to speak to her about being late would he be so gentle and polite?
S Ah. Maybe "Would you come into the office!" not "please".
T And no "would" either. How about "I want to see you a moment, Mary." ... say it please.
S I want to see you a moment, Mary.
T Yes, Mr. Jones. Now, what do you think Mr. Jones would say when the secretary came into the office?
S Er ... You are here late every day....
T Wouldn't he ask his secretary to sit down?
S Ah, yes, Please sit down.
T Well, OK but not like that. Change your expression ... and point to the chair.
S (more sternly, pointing) Sit down Mary.
T Good, that's better. Terrify the girl! (pretends to be secretary, sits down, gnawing his knuckles) Now what are you going to say to her? 
S (Enters a bit more into the spirit of the thing and thunders) You 'ave been late every morning this week!
T Ah, splendid! but now what do you think the secretary will say? Maybe she has a reason for being late.
S Maybe she is sick?
T And how does she tell Mr. Jones? - she can't just say "I am sick."
S I am not well this week.
T Ummm. How about: I haven't been too well lately.
S Yes ... I haven't been too well lately.
T And what does Mr Jones think of that?
S Haha. 'E thinks it is not true but he can not say!
T Oh dear! well, what can he say .....
This is a long way from finished and such an approach can take quite a long time but when it is finished the teacher can say to his student. "Right, now you are my boss and I am late. Pick up your telephone ..." and be sure that the student is fully equipped, not only with a basic idea but also a certain idea of the atmosphere of the situation and enough practised phrases to express himself with some confidence.
Most Role Plays I have seen done cover a situation in the way it is supposed to happen. The questions are routine. The responses are foreseeable. The exercise can be made more interesting if it involves the solving of a problem of some kind. The student or students should provide the problem and therein lies the element of the unknown which can make role plays more interesting to watch for the rest of the group, if you are working with a group, and in any case, more profitable for the participants. It is very important that in his general preparation the teacher ensures that enough "problems" are discussed to give his students a real choice even if they are not themselves very imaginative. Sometimes one can push a student towards a suggestion in such a way that he thinks it is his own, even though it is really yours. This will probably give a better result as he will be keen to make "his" idea work as well as possible.
When you are looking for plausible problems to garnish a role play of virtually any real life situation, it is usually profitable to ask yourself "Does it happen like this when I do it?". The answer for me, and I suspect for most people, is probably a very definite "No". It certainly is in my case. If I go to the Post office it is a signal for the fates to go to town on me. If I want a registered letter I will have forgotten to bring an appropriate means of satisfying the clerk as to my identity. Or my address will be different on the document I present, or it will be out of date, or the name on the letter will be a little bit different. A French post office clerk faced with a packet addressed to Mrs. John Smith and two claimants, Mrs. Mary Smith and Mr. John Smith, might decide to return the packet to the sender. If I want to send a parcel it is usually too big, too small, too heavy or destined for a country with a postal strike which gives the Post Office an excuse not to accept mail for any country in the immediate vicinity of that effected. (When there was a strike in Great Britain they refused parcels for Ireland too.)
Suggesting a few of these only too likely possibilities will probably incite your students to produce others and the end result will be a much more lively role play. At the same time you are teaching your student to deal with real life situations; After all if everything goes all right one barely needs to speak. You can get by with gestures. It's when things go wrong that you have to say something. And let's admit it - it usually does.
ROLE PLAYS IN GROUPS.
Provided you have more than three students in a class, and provided they have enough knowledge of the language to function in at least simple situations, group preparation of Role Plays can provide several advantages:
1. By working in groups more people are speaking. 

2. They are working on a task in the target language. 

3. Peer pressure should push them to produce something of high quality. 

4. The teacher can concentrate attention where most required. 

5. As students prepare the RP in groups, each group's RP, when acted out should have an element of surprise for the others. 

Step 1 
· Consists of a generalised preparation filling in vocab gaps with the whole group and talking over the situation to be acted out. 

· Get ideas from the pupils as to what sort of problems might occur in the situation being explored. 

· Students may come up with totally new ideas or variants when it actually comes to putting ideas down on paper but don't count on it. Make sure that an adequate choice of workable ideas has been provided which the pupils can fall back on if they don't have any original ones themselves. 

 

Step 2 
· Split class into groups of 2 or 3 . 
· Tell them to prepare the dialogue of a Role Play on paper, tell them it is to be acted out when completed. 

· The teacher moves from group to group advising. He should reject ideas too complicated for the level and simplify concepts so that they can be expressed in available structures. 

· Students decide who is to play the parts. 

· If groups of 3 are formed, locate the pupil in each group who is least inclined to participate actively and make him do the writing. That way he is forced to communicate with the others and to take a more active part. 

· Make groups of 3 move to table ends with one on either side of the writer who is at the table end. It makes for better group dynamics. 

Step 3
· People nominated from each group act out their prepared Role Plays. Groups do this in turn. 
· Students can either read their lines from written notes or try to do without them. This depends upon the teacher's opinion of their ability to handle the role play without notes, if they try to do without them they can appeal to the third person in their group, if there is one, for help if needed. 

Step 4
· When each group has acted out its role play, and if third members of groups have done nothing active as yet, get them to give summaries of what happened in another role play to that in which they helped. 

N.B. 
If it is the first time a group has done a Role Play you can seriously consider instigating applause for the first effort. If you can get them to clap each other's performance it will act as an additional spur to put more real theatrical effort into their performances next time.
SIMULATIONS 
- Problem solving in Role Play situations.
In real life it is often the case that peoples motives are accidentally or deliberately unclear. The messages they transmit are confusing. Every doctor knows the patient who precedes his description of symptoms with "I've only come for a friend who didn't want to come himself but I thought he ought to."Everybody has been involved in situations where they have been taken for somebody else. When the policeman at the door says "The Inspector asked me to call round." don't shout "I didn't do it!" until you are quite sure they have found out. He may only want a contribution to the Benevolent Fund.

Suitably presented, situations which have to be explored before they can be handled can provide stimulating and highly realistic material for advanced level (or at least intermediate level) role plays.

Role cards are necessary, particularly since the roles themselves tend to be relatively detailed. In any event, this is the best way of ensuring that the different actors participate without knowing the details of the other roles. It is best if the teacher does not participate in this kind of activity - the students will get more satisfaction from handling the situation if they know the teacher wasn’t ‘helping’ them.

The fact that there is a problem to be solved in the simulation does not mean the participants are in outright opposition. It would not be a good idea to set up a simulation where one student comes out the ‘winner’; automatically there would also be a ‘loser’ and he might end up traumatised. It is no good setting up a situation where there is no room for agreement. The principal difference between a ‘Simulation’ and a ‘Role Play’ is that each participant is aware only of his own role. He can, of course, make suppositions about the roles of the other participants. That, after all is how life works; the bank clerk says " next please " and is attuned already to hearing, " I’d like to cash this .... ". The one hundred thousandth customer who says " Your money or your life! " is likely to be quite simply misunderstood on his first approach. I once read of a notable going down yet another line of other, lesser, notables shaking hands. It was a familiar task for him and, to break the monotony he replaced his usual platitudes with a gently smiled, " I killed my grandmother this morning .". Nobody noticed.

UNFINISHED

REPLACEMENT AND SUBSTITUTION DRILLS
One of the best general criteria as to how a lesson is going is the proportion of time spent by the student in trying to speak in comparison to the time spent in speaking by the teacher. A competent teacher should be able to maintain a student participation of 60-70% with ease. Some techniques can increase this a lot further for a time and one of them is replacement or substitution drills.

Like many other practice techniques the basic principle is to set a pattern which the student follows. Usually he repeats a sentence and then changes an element in it. Suppose we have a student who needs some drill on the simple past tense:

T How many times did you go to the theatre last year?
S I went to the theatre about 10 times last year.
T And the cinema?
S I went to the cinema about 30 times last year.
T And your wife?
S She went to the cinema about 30 times last year too.
T And the theatre?
S She went to the theatre about 5 times last year.
T And the children?
S They didn't go to the theatre last year.
T And to school?
S They went to school about 230 times last year.
T And on holiday?
S They went on holiday 3 times last year.
T And last month?
S They didn't go on holiday last month.
T And you and your wife?
S We didn't go on holiday last month too.
T Either!
S We didn't go on holiday last month either.
The use of prompts, or cues, to elicite a new sentence instead of a full question cuts down the teachers intervention time considerably.

The potential for drill like this in even a simple sentence is enormous: subject, object, verb, adjective, adverb, tense - all can be changed to create a new sentence. If we take a simple sentence:

"John goes to Brighton twice a week by car." 

John=A, Brighton=B, Twice = C, Week=D, Car=E,
Each element A-E can be changed in a replacement drill. A few simple examples:

A: Peter, Mr Jones, My assistant, The man next door, A girl who works with me, you, me, my husband and I.

B: Newhaven, the country, the seaside, work, a nice little pub by the river.

C: Once, 5 times

D: A day, a month, a year, an hour,

E: By taxi, by bicycle, on foot, in his veteran steamroller. 

The examples here are not exhaustive and, of course not all are for a student at a simple level.

This limited set of examples could, if used exhaustively, generate (8 x 5 x 2 x 4 x 4) - 5 different sentences. That is, if my arithmetic is correct, 1275. You are hardly likely to need them all!

A slightly more sophisticated use of replacement drills is to use them to elicite structural elements, especially tenses.

T How many times did you take a plane last year?
S I took a plane 5 times last year.
T And so far this year?
S I have taken a plane only once so far this year.
T and last week?
S I didn't take a plane last week.
T and this week?
S I haven't taken a plane this week either.
The student must switch from simple past to present perfect and back again according to the prompt. Numerous variations on this theme are possible and are useful to find out if a student can use tenses correctly and spontaneously - that is without the teacher using the tense in a question. Another example might check a sequence of perfect tenses. We can make it more difficult by using passives and getting the student to ask the questions:

T How many French cars wer exported last year?
S I have no idea!
T Ask me then.
S How many French cars were exported last year?
T 300,000 .... and by the end of June last year?
S Err.... How many cars had been exported by the end of June last year? 
T Good, 120,000 .... and so far this year?
S How many cars have been exported so far this year?
T Only 100,000 ... and by the end of this year?
S How many cars will have been exported by the end of this year?
T 400,000 .... Now lets try it with "imported".
S How many .......etc.
Once again the teacher is using a very short prompt and this time the student has a lot of work on his plate to adjust his sentence accordingly. It should be clear from the foregoing that this kind of drill is appropriate at virtually every level of teaching for it can be used not only for basic practice of certain structures which just require a lot of repetition but also for the kind of exploratory work which can tell a teacher what needs to be done with more advanced students.

GESTURES
There are good reasons for not using gestures most of the time. Many students would have great difficulty understanding you if they closed their eyes. They read not only gestures but all sorts of body-language, especially expressions and it is surprising how much they understand from these clues. Most of this information is in fact unwittingly provided by the teacher and in fact it should be rationed according to the needs of the moment. Indeed it can be important to eliminate gestures if you wish to prove to yourself that a student has really understood what you have said. For example when a teacher wants a student to ask questions he often uses prompts

S "Where does Mr. Chevalier live?"
T "He lives in Versailles. - and Yvette?"
S "Where does Yvette live?"
T "She lives near the Louvre. - and you?" 
S "Where do you live?"
The student has slipped up because the teacher didn't make the gesture of pointing (however vaguely) to his student. The student just replaces the word "you" in his sentence as he did with the preceding prompts. This does not mean that the teacher should have made a gesture; on the contrary he should abstain from gestures to make the student listen and ideally his correction technique for the above error will be verbal and not simply to repeat his prompt with the "missing" gesture. e.g.:

T "Just a minute. Yvette again."
S "Where does Yvette live."
T "She lives near the Louvre. - and ME?"
S "Where do you live?"
T "I live in Montmartre. - and YOU?"
With a bit of luck he'll get it right this time because he's already asked the "you" question and will be expecting something different so will stop to think.

Gestures are, however, a major tool when it comes to communicating with beginners and near beginners. Clarity is essential and it is surprising how ambiguous they can sometimes be. Even the simple gesture of pointing at oneself or at your student does not always get the same response - it depends on the prompt and also on the "mode" the student is in. If he is in "Adapt" mode then the teacher would point at himself and say "and me?" to elicite a phrase beginning "you ...". If the student is in "Repeat" mode he will point at himself and say "you" to get the same result. Most teachers have trouble initially at pointing to themselves and saying "you" or pointing at the student and saying "I". It seems to go against the grain at first. However a wrong prompt here can actually get the student to believe that "I" means"you" and "you" means "I" in an extreme case.

Be generous with your gestures. Anglo-saxons are not very good at this, we are one of the few races to be able to talk with our hands in our pockets. Thus when we have to try them they tend to be inconspicuous little movements which don't really work. If you are introducing the word "big" then do it with an arms stretched gesture as wide as you can reach.

Be imaginitive too: A pointing down to the ground gesture usually gets over a concept of "here" but it can also be used to indicate a kind of genaralised "now" if you are introducing the word "today" for example.

A circular gesture taking in all class members will get over "we" when you have used the word as a prompt and your (French) pupils think you have finally broken your own rule of speaking only English in class and heartily agree with you "Oui, Ah Oui!!"

TEACHING FROM TEXTS
There are two kinds of reading and there are two ways of teaching from texts. We can call these Intensive and Extensive. 
In Extensive reading the reader is satisfied to get a general picture of the subject of the text, or simply to extract those details which he requires. In Intensive reading the reader is aiming for a thorough comprehension of the text. Each one has its place and should be developed.
Extensive reading, for a language learner, is largely a matter of guesswork; learning to work out the probable meaning of a text from the context.. It should be practiced at home and form part of the background to a course. Teacher's interventions should be limited to whatever explanations the student requires (preferably in the target language) and encouragement to continue. Extensive reading increases passive vocabulary - that is words which are known but not actually used in speech. Obviously native speakers have a passive vocabulary many times greater than their active vocabulary (the words which they actually use in conversation) and it would seem normal that any learner of a language should also have a much wider passive than active vocabulary at any given stage of his acquisition of the language.
Students certainly will not be getting much practice at intensive reading which requires a teacher and this should form a major part of classroom activity at medium to advanced levels.
Intensive reading of a text requires a full comprehension of the vocabulary, grammar and expressions involved. 
In the classroom intensive reading is by far the most valuable. It is also the most satisfying to all concerned as it's practice conforms to a well defined teaching cycle in which the tasks the student is faced with are varied frequently, which maintains interest. It's practice is easy if the following steps are observed:
After a "lead in" to the subject of the text in which the subject is approached in general terms (this will depend on the student and the best way to relate the subject to him.)
1. Split the text up into sections of a few lines each - paragraphs if possible. 

2. Introduce and drill the new vocabulary and grammar in the first section. 

3. Read this section with the student(s) (see reading technique hereafter). 

4. Ask comprehension and deduction questions about the section. 

5. Get the student to give you a summary of the section. 

6. Get the student to ask you questions about the text. 

Move on to the next section, do it in the same way, continue like that to the end of the text. At the end of the text try to work in a rôle play of one kind or another.
1. The first step is simple enough. The length of the section should take into account the number of new factors to be introduced rather than the number of lines in the section. In a rich text it may be less than a paragraph, in a section of dialogue it might run to several short paragraphs. For a weak student the section would be shorter than for a strong student.
2. The second step, introduction and drill of vocabulary and grammar will probably take up at least half of the time spent on text work and is certainly the part of the lesson which will vary most according to both the teacher's and the student's personalities and interests. It is also the most difficult part of the lesson and the part generally most neglected. A later section will be devoted to idea asociation, themes, homonyms and the kinds of practice appropriate to this part of a lesson.
3. Step three might seem obvious: the student reads the text. However it is worth spending a little time and trouble over this and even with advanced students it can be highly profitable to do it in three stages:
a) Firstly the teacher reads the section to the student. 
b) Then he re-reads it phrase by phrase and the student repeats. 
c) Finally the student opens his book, reads the section himself and then closes his book again. 
Note the bit about opening and closing the book - it means that in the first and second stages the student has to rely entirely on oral comprehension and also that, in subsequent steps, he will have to rely on his memory of the text and not be able to consult it for the answers. Repeating phrases after the teacher is a simple exercise but easily upgraded to any students capacity by increasing the length of the phrases given to repeat. It can bring out certain auditive comprehension problems that would certainly not appear if the student merely read the text through. "They meet for lunch." I said to one student "They eat meat for lunch." he repeated. He was quite advanced and would probably not have believed he could make such a simple mistake had it not actually occured.
4. Step four, comprehension and deduction questions: If the teacher has done as suggested in the previous step the student has been through the text three times and should be able to remember the essentials. If he has just read it through he will certainly require a further silent reading to memorise it. I mention deduction questions as a reminder that some phrases give more information than a student may realise. For example if a passage were to include the phrase "Peter used to smoke Camels.", a simple comprehension question might be, "Who used to smoke Camels?" but a deduction question would be, "Does Peter smoke?". If the student says "Yes, he does." he probably knows that "used to" indicates a habit but has not realised that the habit must be finished. If he replies "No, he doesn't." it would be interesting to ask him why he doesn't think Peter smokes. Probably he hasn't realised that Peter may have changed brands. Only an "I don't know." answer confirms that the student fully understands the expression.
Questions should, of course, be designed to get the student to use as wide a range of tenses as he is capable of in the context of the passage being studied and the new vocabulary should figure prominently.
5. In step five, a summary of the section, some poor students attempted summaries rapidly degenerate into question - answer and this, of course is not the aim of the exercise. If a student has to be prompted a lot in his efforts, or a lot of correction is involved then he should repeat the whole thing until a reasonably satisfactory result has been achieved.
6. In step six, if the teacher simply asks "Ask me some questions about the text.", the chances are that the resulting questions will be low grade ones using the structures the student is already very familiar with, and largely neglecting the most relevant new points in the passage being studied. In fact the simplest way to get students questions is probably the indirect question (see chapter - pge -). "Ask me whether John had been asked to finish the job that day or the next day." This kind of instruction is clear and gets quick results. Do not underestimate the difficulty of reconstructing the information into a direct question form - most students have considerable difficulty in providing exactly the question required. It goes without saying that the teacher would not accept from his student something like, "Did they ask John to finish the job that day or the next day?" or "Did he have to finish the job that day or the next day?" Opportunities to get a past perfect passive in a question are only too rare and if you, the teacher, have come up with a good example you will want your student to benefit from it and use it and certainly not to get away with some simple substitute. 

Rôle plays are often neglected when the basis of a course consists of a series of texts. In most texts there is an opportunity for a Rôle Play if you look for it - even if the text is of an abstract nature and contains no dialogue as such indirect reference to dialogues may be made or these can be imagined (concealed Role Plays). In many programmes, especially business oriented ones, illustrative material such as forms, graphs, memos, studies, can be used as raw material for Role Plays. It is enough to imagine the same information being transmitted by telephone, in an interview or as part of a presentation. Role Plays are always best when adapted to the student and the situation, the situation being virtually anything which has cropped up in the lesson to which the student has had a positive reaction. 
INTRODUCTION - Idea Association
This is the most useful and perhaps the most difficult means of introducing vocabulary. Essentially it is the art of eliciting vocabulary from a subject and it resembles a well known word-game where one player has to get another to use a word without using the word himself. It is particularly useful at itermediate and advanced levels wher one is not sure whether or not one's student already knows a specific word.

In fact, from the teacher's point of view, the word can be in any one of three states:

· Quite new for the student; 

· Known and available when required: 

· Recognised but not part of the student's active vocabulary. 

If the treacher assumes that every new word is unknown to his student he is going to waste a lot of time drilling things that are not necessary. On the other hand if he just uses a word and judges from the fact that the student understands it that it is not necessary to drill then he will assume that a lot of vocabulary is known when this is not the case at all. All kinds of words will seem to be known because they are similar in the student's own language, because the context of the sentence makes them comprenesible in this particular instance, because they have a Latin root that the student vaguely recalls from school.

Only if the teacher makes an effort to elicit the vocabulary can he decide which of the two last categories it is in and this distinction is important as it decides how much drill is necessary to get it over. If the word is recognised then it is already half-known and will require much less drill than if it is completely new.

In their first efforts to apply this systematically many teacher's feel that it is too long, that they are "wasting time". This is very definitely not the case however, provide that he is going about it the right way. Any lesson is only partly a question of doing new material and that part a rather small one. Practice of the language and particularly the more recently acquired structures takes up a lot more than half of the time available - and this is how it should be as the structures are more difficult to retain and apply than simple vocabulary and their assimilation is a long term task.

The teacher should go about his introductions as far as possible through questions to involve the student and to ensure that he is not simply listening and also to get feedback. A student talking about his knowledge and experience will often provide unexpected opportunities to intruduce vocabulary, sometimes in surprisingly specialised contexts that would be valid for only that student, but which, for him, are much more relevant, striking and therefore effective.

So look for the provocative question that is likely to get your student talking in the general area of your target word. Don't try and home in on it too soon. Suppose you want to intruduce the word "Retail". Firstly note that it is a word best approached through its opposite - "wholesale".

Some teachers might be content to say:

"People who buy from Rungis pay less than in the ordinary shops. They pay the WHOLESALE price." 
(Rungis is the wholesale market centre in Paris, like Smithfield or Covent Garden in London). 

This certainly ensures that the student understands the word but it hasn't found out anything about the students existing knowledge (if any) of the word.

Another kind of teacher might say to the student

"Have you ever bought anything at the WHOLESALE price?"
Admittedly this will get an answer if the student knows the word already, whether his knowledge be active or just passive, but it will not distinguish between the two, so the teacher will not know if he should drill it or not. Also, if the pupil doesn't know the word it gives the student little option but to stare at the teacher in hopes of further enlightenment or, at best, to say he didn't understand a word in the sentence.

Now let us consider what can happen if we go for a more general, but more demanding approach:

(a) "If you were a butcher in Paris, where would you get meat from?"
(b) "Have you ever bought anything cheaply from someone you know with a shop?"
(c) "How do shops make a profit?"
Any of these approaches has a high possibility of bringing out the word we require in the near future and in the meantime the student is going to have to use conditionals (a), start in the present perfect and then switch to simple past, (b), or simply explain a simple concept which, like many simple things, is rather difficult to explain in precise terms, (c). In any case the student is going to be usefully occupied as he explains himself (prodded gently in the right direction by the teacher with further questions) and sooner or later he is going to need the word "wholesale". If he doesn't use it himself we will provide the word at the right moment and his reaction will tell us whether the word is really new (in which case substantial drill will be required) or whether we have just reminded the student of a word which he "couldn't put his finger on" (in which case two or three further uses will probably be enough to bring the word into his active vocabulary). If the student use the word spontaneously then, of course, no drill is necessary and you can start looking at the next introduction.

INTRODUCTION - Elimination
This introduction technique is most used with students at an elementary level to get over key questions and similar concepts: What, where, when, how, how long, how far. In the last two examples given the concept of "How" is already known and is really being used to intruduce "long" and "far". The same can be done with "kind" and "language" by choosing to introduce these words in phrases "What kind", "what language".

Some verbs used for enquiry but rarely used themseves in the replies are best introduced by elimination , "do", of course, in its various tenses but also, for example, at a more advanced level "happen".

Let us look at an example and then explore the mechanism.

T Do you come here by bus?.
S No, I don't.
T Do you come here by taxi?
S No, I don't.
T Do you come here by train?
S No, I don't.
T HOW do you come here?
S I come here by car.
What is happening is that the series of questions answered in the negative (which eliminate a series of possibilities - hence the name) focus the student's attention on a concept which, in fact, is too abstract for him to express for the moment. The student, if you look at the situation from his point of view, sees what the teacher is getting at through the common theme of the questions, indeed he sometimes has to be temporarily restrained by a gesture from the teacher from anticipating the question and coming up with the answer too soon. Ask three questions. That seems to be the magic number. - two is often not enough and four is usually a case of overkill, encouraging the student to anticipate, and spoil the effect.

Once the introduction has worked, drill the new concept. The teacher should follow up the above introduction with questions something like:

And how do you go to work? 
How do you go home? 
How does your wife go to the shops? 
How does your secretary go to work? etc.
This may seem obvious but it is surprising how often a teacher, having gone through the initial introduction successfully, will start to go through the whole introduction sequence again. Curiously, a student who has reacted quite well the first time may not catch on the second time round and suddenly start asking himself questions about this new word which seemed (and was) perfectly clear a few seconds ago.

When a student has thoroughly understood a word or expression intruduced by elimination technique he will still not have used the word himself and no amount of answering questions on, for example, "What do you do...?" will really drill the verb. The teacher who thinks it does is in fact merely drilling himself.

The final step of this kind of introduction must be a session of students' questions. This can often be initiated from an "I don't know." response and reinforced by replacement. For example the teacher could continue from the series of questions above:

T How does your secretary go to work?
S She goes to work by bus.
T And how do I come here?
S I don't know.
T Ask me.
S How you come ... How you ... How do you come here?
T I come here on foot. And the manager?
S How do ... How does the manager come here?
T He comes here on foot too. How does my wife go to work?
S I don't know. How does she go to work?
T She goes to work by tube. ... home ...
S How does your wife go home?
T She goes home by tube. .... and to the shops on Saturday.
S How does your wife go to the shops on Saturday?
INTRODUCTION - Synonyms
This means using a word which the student knows to get to another of identical or similar meaning. It is perfectly valid for expressions like "CAN" and "ABLE TO", "OUGHT TO" and "SHOULD" (in some of its meanings)

It can be effective but is full of pitfalls for both the teacher and the student. Its single advantage as a technique is its simplicity. Its disadvantages include the fact that, used for an introduction of a word which is not an exact synonym the student will tend to think the two are perfectly interchangeable - and the teacher, may not do enough to bring out the differences. Thus if "MUST" is introduced as a synonym of "TO HAVE TO" (or vice versa) particular attention should be payed to the negative forms which are quite different in meaning.

Another drawback of synonym introductions is that over-use of the technique can easily result in the teacher becoming dependant on it. Infatuated by its apparent facility he will then extend it to introduce words and expressions by relating them to other words which are not really known by the student in English. However, in the students language similar sounding words exist to the English synonym which the teacher wants to use.

Thus a teacher with French students might use:

"ENTER" to introduce "TO GO IN"

"IMAGE" ‘’ "PICTURE"

"BUREAU" ‘’ "OFFICE"

It is when he starts using words like "FABRICATE" to introduce "MAKE" that he begins to realise he has gone too far.

The great disadvantage of the technique is, of course, the fact that, having learned that there is a word in English so close to a word in his own language, a learner will make little effort to retain the one which is harder to remember. He ends up using a Latinized version of English quite unlike the spoken language.

Synonyms should thus be used sparingly as an introduction technique.

MOTIVATION
Rarely a problem at the beginning of a course, decreasing motivation is a phenomenon which can set in ( at the worst) as from lesson 2! Why?

A student has to feel he is getting somewhere, that he is making progress and that what he has learned is useful. Demotivation is a phenomenon perhaps most difficult to attack with advanced students. Here it can stem, quite simply from an inability to perceive progress. It is easy for a student who started his lesson with no knowledge of a language to see his progress; the half dozen sentences he is capable of using after an hour’s lesson seems enormous compared to the total absence of knowledge he had before. To a student with a substantial knowledge of the language the same amount of real progress seems infinitesimal compared with his already existing knowledge.

This can be aggravated by the fact that teachers themselves, with admirable motives, range far and wide in their search for appropriate materials for advanced students. Lessons may be based on newspaper articles, ‘one off’ exercises taken from grammar books, sound recordings etc. This is all very well as far as it goes but a certain amount of perception of progress comes from a student being able to riffle through the pages he’s covered in a book and to say to himself "Wow. I’ve done all that.". Thus it pays to give a certain amount of thought to the advisability of abandoning a set programme and doing a ‘one off’ lesson which will ‘reduce’ the apparent rate of progress. 

If a variety of material is being used frequently, insist that the student maintain a file with all the material, exercises, homework, etc. which has been chosen (If you don’t it will all get dispersed and lost in a surprisingly short time). Such a file is obviously useful for revision and reference use and, at the same time it will remind the student of all the work which has been accomplished.

A motivating course for advanced students can often be achieved by limiting it’s aims. 50 hours work may be spread out over all the things that language use involves: the basic abilities of listening comprehension, speaking ability, reading and writing, but also the finer tuned skills, using the telephone, addressing an audience, negotiating, socialising, etc. 

[image: image1.png]meon
msstore
 stter

telepho present nagatist smcislisi
ne ions g g





 INCLUDEPICTURE "http://mark.yates.net/english/teaching/Image2.gif" \* MERGEFORMATINET [image: image2.png]a0,
0|
|
&)
50|
a)
20|
20|
0

meon
msstore
e

telepho present nagatist smcislisi

ians

ing

o





Instead of doing a general course which will have results which can be schematised in graph 1, (3% increase in ability in 4 domains) you can do a specialised course which will have the results schematised in graph 2, (12% increase but in only one domain). Students may well prefer the latter because the difference in skill level, in one domain is perceptibly enhanced in relation to the goal whereas, in the first case, the increase is hardly perceptible at all because it is spread out.

At all levels it is important for a student to know what he has learned. This is not always as obvious as it seems to the teacher. It is often worth taking the time at the end of a lesson to recapitulate and to point out to a student the various things which have been covered. (And if the teacher finds he can’t do this, it is probably a sign that the lesson hasn’t really been up to scratch and was probably largely chit-chat!). It is usually best to define material covered in functional terms. " We have practised the Present Perfect and used several new verb-preposition combinations. " is unlikely to generate enthusiasm in any but the most academically oriented student. " Now you know how to go into a bank, ask about exchange rates and get your travellers’cheques cashed " is a more satisfactory summary for the average student.

© Mark Yates 2000

TEACHING AIDS
The blackboard
This ubiquitous classroom aid has survived the computer age with relatively little modification. The only difference is that it is now, more often than not, a white board, the main advantage of which is that it has increased the sale of felt tip pens. The only real improvement in technology came with the advent of non-screech chalk. The rest is superficial.

When NOT to use it:
Language teachers are well advised to avoid the blackboard most of the time. If the teachers main aim is to get his students to speak, the blackboard is almost always counter-productive, an obstacle rather than an aid. At least when the teacher writes on it. Frequently a student asks " How do you spell ... " and the teacher turns to the blackboard. It is more effective to use this input to increase communication in the lesson. " Anybody know...? " may well get a volunteer to spell it aloud. If it doesn’t, the teacher can spell it aloud - and ask the student to spell it back to him. This is likely to bring out all kinds of problems with the alphabet which can be treated in an appropriate and more interesting context.

Its uses: Diagrams of ‘time’lines’ etc which can illustrate situations and enrich exercises.

The following, very complete, ‘time line’ diagram will allow a pretty efficient drill of many tenses: Simple past, Present perfect, Past perfect, simple future, Future perfect, in a context which makes their different meanings mathematically clear.

The diagram may appear complex if drawn in one go, but that isn’t the best way to do it anyway, if it is done in stages the students can be kept involved as you go along
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Start off with the base line and the two verticals indicating ‘LAST YEAR’ and draw in a figure. Give the information to the students: " Wimpey built 10,000 houses last year. " Get the student(s) to repeat this, ask the corresponding question as you draw in the vertical for ‘NOW’ and the end of this year. 

Write 3,000 in the appropriate slot and prompt ‘And so far this year?’.

This should elicit a response, either a figure, if you have written it in, or a question if you haven’t. As you continue to add information, if you are working with a group it is easy to get the students to ask each other questions, just by pointing to a figure, and to elicit answers with very little verbal intervention at all on the part of the teacher.

The drill can be extended, or used on different occasions to cover other moods, the passive, for instance:

" Wimpey built a lot of houses last year, 10,000 were built in the south of England ... "

Emphasise the " were built " and a highly effective drill of the passive is quickly under way.

" Wimpey doesn’t decorate the houses it builds Another company does that, Wimpey has them decorated. Lat year it had 10,000 houses decorated... ". This leads in, in just the same way, to a drill of the causative.

And of course it is easy to ring the changes with the verbs and to create another situation: " Last year the Forestry commission planted 10,000 trees ... " etc.

Diagrams can also clarify certain aspects of language, particularly relating to time and tense usage. The progressive forms are easy to drill, but often the concept itself is less clear. The following simple diagram, accompanied by the appropriate questions, can clear it up. 
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" Yesterday morning I worked for three hours. At 10h00 I was working. "
As you can see you don't need to be an artist to use this kind of diagram which can be done on a black/whiteboard or on a scrap of paper.

Certain misconceptions can be visualised by diagrams too. The student who insists on finding a translation for everything can be shown the following:

The French verb’FAIRE’ isn’t always the same as ‘TO DO ’ in English. There is quite a lot of overlap but they are not the same.
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The ‘x’ corresponds to uses where they correspond, ie ‘to do homework’ 

There are obviously many more uses where the two do not correspond:

a could be "Faire une bêtise."

b could be "That'll do!"

This sort of diagram can also be used to answer efficiently questions like " Is ‘To Watch’ the same as ‘To See’?
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indicating that things you see are not necessarily watched, but things watched are certainly seen.

The danger of the blackboard is that it can become a distraction, especially if the students are reduced to watching the teacher write on it. In all the above instances the time taken to do the diagram is minimal and does not interrupt the flow of the lesson. With this sort of diagram the teacher can maintain a dialogue with his students at the same time as he is creating his illustrative material.
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