Autonomy and
automaticity

OWards autonomy

Autonomy and automaticity
Criteria for speaking tasks

®  Feedback and correction

®  Presentations and talks

®  Stories, jokes, and anecdotes

¢  Drama, role-play, and simulation
@

Discussions and debates
® Conversation and chat
®  Outside-class speaking

In the diary he kept of his Portuguese-learning cxpcnencc in Brazil, the
researcher Dick Schmidt records the ﬁ'ustraﬁqn,oghﬁng a beginner:

|
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¥ ¥

e to iktoﬁ : :;]{"" oul d me. I'm used to
. | hate the feeling of being unable to '@g_ to people around me.
,#- chatting with people all day long, and [danj;- ﬁke &*ﬁiiﬁme&. = Today P ang
- | were at the beach, a guy came up for #%_E s and wante
to talk. He asked if | were . ¥
didn’t comprehend at all,

......

the more mechanics S | hether the skill be
gbbivitles i ara tic of skilled performers, w
Idl nvj in aV:t::S;shf;?:gda‘ mlfsf:la; instrument, or speaking a second language.
g ’

Other characteristics of skilled performers are:
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How to Teach Speaking

Criteria for
speaking tasks

+ speed - skilled performers work fast, although speed alone is not the only
indicator of skilfulness ,
* economy — skilled performers ignore inessentials and know how to carry

i inimal means - T
- ::t:ut::l:; lis:lligﬂgzlu;;gformcrs are quick at detecting a:}cli;céectmg errors
* anticipation — skilled performers can think and P'lmd . i
* reliability — compared to unskilled performers, skilled performers are
likely to under-perform in adverse conditions

In sociocultural terms, autonomy is the capacity to slf-regulate performance
as a consequence of gaining control over skills that were formcrclli other-‘
regulated. Moreover, the self-confidence gamefl in achieving a degree of
autonomy, however fleeting, can be a powerful incentive for taking further
risks in this direction. This is why classroom speaking activities that
involve minimal assistance, and where learners can take risks and boost
their confidence, provide an important launch pad for subscqucnt real-
world language use. This is particularly the case if the classroom learner
is performing under what are called real operating G?l:ldltlonl, iie, those
conditions that involve the kinds of urgency, unpredictability, and spontaneity
that often characterize real-life speech events. It is one thing, for example,
to deliver fluidly a prepared speech, but it is quite another to respond to
questions from the audience at the end. In this chapter we will

that learners can experience a degree of autonomy as spe:
operating conditions. This will first involve establishing
for selecting and designing classroom speaking
on how best to provide feedback, includi
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In order to maximize speaking opport
learners will experience ;lutofly?__rﬁpfui
need to be met: binccr ‘_‘;& L
* Productivity — a spe: tivi
productive in order to
language use




Feedback and
correction

6 » Towards autonomy

* Inte ity — okl 2 :
. l;atit;“ty activities should require learners to take into account the
Yy

bé good r:rea;]aa‘fmg f-E)n their audience. If not, they can hardly be said to
b preparation for real-life language use. Even formal, monologic
speaking tasks such as talks and presentations should be performed
In situations where there is at least the possibility of interaction, e.g.
where thtl‘t? 15 an audience present, one which can demonstrate interest,
understanding, and even ask questions or make comments at the end.

" Challenge - the task should stretch the learners so that they are forced
to draw on _their available communicative resources to achieve the
outcome. This will help them experience the sense of achievement, even
excitement, that is part of autonomous language use. Of course, if the
degree of challenge is 700 high, this can be counterproductive, inhibiting
1carncrs: or reducing them to speaking in their L1. The teacher needs to
be sensitive to the degree of difficulty a task presents individual learners
and to adjust the task accordingly.

* Safety — while learners should be challenged, they also need to feel
confident that,when meeting those challenges and attempting autonomous
language use, they can do so without too much risk. The classroom should
provide the right conditions for experimentation, including a supportive
classroom dynamic and a non-judgmental attitude to error on the part
of the teacher. Also, learners need to be secure in the knowledge that the

~ teacher — like a driving instructor — will always be there to take over if

thmgs@t seriously out of hand.

T Auﬂlﬁm,-;gpeah,ng tasks should have some relation to real-life

e use. If not, they are poor preparation for autonomy. Of course,

: mn;ny classroom activities — such as drills and language games — can be

_ln.ﬁeéon the grounds that they serve the needs of awareness-raising

or of appropriation. But, in order to become autonomous, learners will
need to experience a quality of communication in the classroom that is
essentially the same as communication outside the classroom. This means
that they will, at times, need to perform in real operating conditions, e.g.
spontaneously, unassisted, with minimal preparation, and making do with
their existing resources. It also means that the kinds of topics, genres, and
situations that are selected for speaking tasks bear some relation to the
learners’ perceived needs and interests.

It is often a delicate decision as to how to provide learners with feedback on
their errors when their attention is primarily focused on the content of what
they are saying, rather than on the way they are saying it. Interrupting learners
‘in full flight’ to give them corrections seems to run counter to the need to let
them experience autonomy. If the teacher is constantly intervening to assist
their performance, whether by providing unknown words or correcting their
errors, they can hardly be said to be self-regulating. And it may have the
counterproductive effect of inhibiting fluency by forcing learners’ attention
on to accuracy.

91



How to Teach Speaking

92

‘letting errors g¢’

Nevertheless, many teachers feel .uncomfortf?)trﬂ:hibx?igv that rgnaintain;ggg,
even in fluency activities, and there is Suppor? 10 is good for learners in the
a focus on form — that is, on formal accuracg foc%s T e
long run. It is important, therefore, thaape bl control. In the followin
minimal cost to the speaker’s sense of being marc unobtrusive, and thes%
extract, the teacher’s corrections, while cxphclt} e
are picked up by the learners with no real loss 0 R

g

= e —

; what did you do last weekend?
t:g:::: j’:: g:dSaturday I):Nent on my own to Canterbury, so | tt;ok a bus
and | met [Learner 6] — he took the same bus to Canterbury. And
in Canterbury | visited the Cathedral and all the stfeets near the
Cathedral and | tried to find a pub where you don’t see — where
you don't see many tourists. And | find one
Teacher: Found :
Learner 2: | found one where | spoke with two English women and we
! spoke about life in Canterbury or things and after | came back
‘ Teacher: Afterwards . _
 Learner 2:  Afterwards | came back by bus too. And on Sunday what did
you do?
Learner 1:  Oh, er, | stayed in home
Teacher: At home

Learner 1: On Sunday | stayed at home and watched the Wimbledon
Final ... —

R e s P i

~ Intheabove extract, the teacher’s interventions are economical and effective,
~ and the conversational flow is not threatened. H

~ thatsuchovert monitoring deprives the learners of opportunities to take more
g - responsibility for their own monitoring and self-repair. This is especially the

owever, it could be argued

case with regard to their mistakes, as opposed to their errors. By mistake is
meant the learners’ momentary failur

: y € to apply what they already know, due
mainly to the demands of online processing. An error,yon the {orthcr hand,

represents a gap in the speaker’s knowledge of :
usually be self-corrected, but errors cannotgfiodegle system. Mistakes can

they have used a present verb form instead of

: a past one, fi
all that is needed to encourage sclf—correction.PAnd self?crocrf:gtliplc, mac);1 b;_
prompted by the teacher, is one Step nearer self-regulati 3 on, ev
goal of full autonomy. ation and the ultimate

Sometimes, however, the | )
. ) carners message is sj ¢ ol
P . imply unintelligible, and
i?mrr;ﬁi?r::i: fmon? Obtmsw.e Intervention is necessary tcl;) erair the b:gc}akd’own
likelv to'b (i’ o IEFEFYCHHOH that is perceived by the learn air is
1kely to be less inhibiting than one that i perceived R
is facilitative, while correct; ¢ived of as correction. Repair

€ Cong gati '
cr’n'ftmf:d negatively, as judgmental.

= S Intervention takes the form of 4

stent with the meaning-orientation of



& * Towards autonomy

S
' Learner:

—— -

| | phvare s Soior Bl B T ]
| Teacher. IV Sy UA Wi or and ask for a consulta ... i’
i e I'ask for a, er, for see the doctor. i

Teacher: An appointment? !

' Learner: Yes, ask for appointment

e e el e P T

If it is the learners themselves who are interacting, it may be the case that
tdlze othc_r learners can initiate the repair. This is more likc{y if the design of

¢ task is such that mutual understanding is necessary if the task outcome is
to be achieved. In a describe-and-draw task, for example, where one learner
dcscnbcs. a picture to another, who has to reproduce it, a breakdown in
communication should normally force some kind of repair process. Otherwise
the task would never be completed. It is important, therefore, that learners
are equipped with the language with which to initiate repair, such as Sorry,
could you say that again? I didn’t get that and What do you mean, X? Many
teachers ensure these expressions are available to students by having them
permanently displayed as posters on the classroom wall.

An alternative to on-the-spot correction is to postpone it until the end
of the activity. This means that the teacher needs to keep a record of errors

while the speaking activity is in progress. These can either be given to
mdmdull ners as ‘feedback notes’, or dealt with orally in open class. In

' motval

g if the learner’s successes as well as

weren't paying attention’
- i , ! 4 she sit — she sat
AERERERH [ e | 6 she get up — she got up

‘ FR 6 to steal your wallet (not ‘rob”)

7 how can you think this of me (not

‘from”)
General comments: You established the situation and characters well, and
used direct speech to dramatic effect. Watch irregular verbs in past! (sat,
get etc). Also use ‘said’, not ‘told’, with direct speech: she said “You thought

I was ...' etec.

Alternatively, recording learners on audio or video provides a useful record
of their specch. for subsequent analysis and improvement. As we saw in
Chapter 4 (page 60), asking learners to make their own transcriptions of

dines and to suggest ways of improving them yields positive
;E:jlctsrcgg:h irilgstcrms of what they notice and also in terms of subsequent

pcrformanccs.
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Presentations Whether or not learners will have to give prcsgntaﬁons c:; ;?ll(liﬁss 1::13 kl;?lal
and talks life’, the experience of standing up in front of their co H%agu o pTh‘ g
for a sustained turn is excellent preparation for real-life speaking. Lhis is

especially the case if they also have to respond to qucstions. from the floor.
The following ideas belong to this category of speech event:

s Show-and-tell — asking learners to talk and answer qucstmxﬁs fabout

/X" an object or image of special significance to them ?0%(}51 we 31- ﬁ
age groups and at all but the most elementary leve s.1 ow-an al;:n
can be established as a regular feature of.lessons_, with learners t king
turns and knowing in advance when their turn 1s duc.. The talk itself
need be no more than two or three minutes, and unscripted, although
the use of notes can be permitted. Extra time sh?uld be allowed for
asking questions. Suggestions for topic areas can include such things
as hobbies, sports, holidays, family, and work, but the fO(-:qs shquld be
on a specific object or image. For students who are unfamiliar with this
format, it is a good idea if the teacher models a show-and-tell herself.

s Did you read about ...? — this is a variant of ‘show-and-tell’ and can

7\ be done in small groups rather than to the whole class. The stimulus
is ‘something I read in the paper or heard on the news’ rather than an
object. If all learners know that this is an obligatory lesson starter, they
are more likely to come prepared. In groups, they take turns to relate
their news item to the rest of the group. The most interesting story in
each group can then be told to the class as a whole.

A Academic presentations — students who are studying English for

academic purposes are likely to need preparation in giving academic

: presentations or conference papers. In advance of practising these skills

- in class, it may help to discuss the formal features of such genres as

& dnm’ ) oA wgl.las:,denu.ﬁvmg specific language exponents associated with each

-~ stage. (Having an example presentation on videotape or audiotape

o - would, of course, be extremely useful.) A checklist of features, along

with useful expressions, can be displayed as a poster in the classroom,

and this can be modified over time as students take turns giving their

presentations and discussing their effectiveness. For example, a group

of mixed native speaker and non-native speaker graduate sn;dcnts in
Canada, who each had to give an oral academic presentation (OAP)
about a research paper they had read, came up with the followine ke

features of such presentations: !/

» The OAP should contain a concise summ h i
balanced critique, and a list of relevant imi)rl)if,czzio?ll;fghtﬁﬂ .

« Presenters should engage and evoke interest in the audience
« Presenters should have an effective dcli\rery style :
+ Presenters should manage time well, :

pr inc.iple, that of peer presentations
ysis and critical feedback, works
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6 » Towards autonomy

Eﬁ prcssurc.of solo performance is to ask learners to work in pairs on
.'¢ preparation of the presentation and to take turns in its delivery. It
1S “nPOftallt to allow a question-and-answer session at the end since
this is tnvariably the most challenging stage of a presentation. The
audience shou.ld be given a little time at the end of the presentation
to prepare their questions. This in turn could be followed by some

scussion as to the strengths and weaknesses of the presentation.
Alternatively, the presenters can be asked to reflect on, and evaluate,
their own performance. The following checklist is a good example of
how an evaluation could be structured. It comes as part of a sequence
in which students practise the introduction stage of a presentation:

—w

If possible_record yourself. When you play back your introduction, use
the checklist below to help you evaluate your presentation.

Checklist Yes / No | Example phrases

. B Did you explain to the audience:
fi —Who you are?

- Why you are speaking?
B Did you include a statement of

~ purpose?

. @ Did you include signposting?

B Did you relate the presentationto
the needs of the audience?

B How did you involve t
audience? i

RN GO EONS ; o 0k
o AN P e

anguage and one of the main
| L T B (Remember the kedgeree story in Chapter
[hrough their stories 1 only practise an essential skill, but they
e to know one another: we are our stories, 'I:he neurologist Oliver
acks, in The Man Who Mistook His Wife for a Hat, writes:

: : o
Each of us is a singular narrative, which is constructed contlnually,i
unconsciously by, through, and in us - through our perceptions, our |
our thoughts, our actions; and, not least, our discourse, our spoken |

feelings, : . 0 .
narra‘tgions. Biologically, we are not so different from each other; historically, E
| as narratives — we are each of us unique. j

e — S



How to Teach Speaking

Narration has always been one of the main means of practising speaking in
the classroom, although this used to take the form of having learners recount
folk tales, or amusing or dramatic incidents based on a series of pictures.
More recently, the value of encouraging learners to tell their own stories
has been recognized, and coursebooks now include pcrsonahzcd narrﬁung
tasks, whether monologic or dialogic, as a matter of course. Two are shown
on page 97 (1 and 2). |
Other ideas for storytelling-based activities are: _1
Guess the lie — learners tell each other three short personal anecdotes, '
ﬁ‘ two of which are true in every particular, and the third of which is
totally untrue (but plausible!). The listeners have to guess the lie — and
give reasons for their guesses. They can be allowed to ask a limited
number of questions after the story. It helps if the teacher models this
activity in advance of the learners doing it. 3

A variant of this idea is to guess who a story originated from. Page 97

(3) shows how the idea is developed in a coursebook:

Insert the word — learners are each given a card with an unusual word
I% or expression — perhaps one that has come up recently in class—which
they keep secret. They then take turns telling each other an anecdote
which they incorporate their ‘secret item’ as unobtrusively as poss
At the end of each telling, the others have to g?&ss what the w

expression was. :

il '
§ Chain story — in groups, the learners take turns

SNl o
taking over from, and building on, the contribution of thei
at a given signal from the teacher. o :

Party jokes — learners first gaeh
ﬂ narrative elemen

ﬁ- HVI 1 m!ﬁﬁ&! “me ;l;i‘l.Q‘ - ¥
the other hand, there are also 'Icamfrs who &elwltg;mdoun .

EITO!




6 * Towards autonomy

Anecdote  Think about T e, S
: ptruu:tbo:: ilt cm?., from the list bel‘mceth‘you pave had. You are going to tell your
) ow
whatymawulu).mdwhn 2 g ﬂlin‘gl)'ﬂuwmtohlklboutnﬁnklhmt

O Was it a lucky or un)
ucky ? Tl What doing?
' () When did it happen? LT FY P

L] What happened?
g Where were you? Cl Why was it lucky (or unlucky)?
n : . th)weu you with? [] How did you feel afterwards? li
n 4 MAKING CONVERSATION ;
The first time |
In pairs, A choose two “first times’. Tell B about ‘-
what happened. B listen and ask for mare !
information. Swap roles. i
A i §00 hﬁyou about the first time l drovea |
RS Stving in the country with my uncle and ?
ol Renaulr 4. ..
Rk ere you?
The first time 1.
bought a record or CD
went to a live concert
smoked a cigarette
fellin love :
i (4 prepare your story ﬂ
drove a car Think! You're going to tell a partner about a good or bad
i 5 Think! Yo m%ﬂﬂﬂ"%f
o e s | &

: o g R Uk your partne -iuu.‘kllltuil‘lﬁ

Ay Paegey ofe

4 ' partner. Tell the two stories, without saying
L mﬁ;ﬁn Your new partner can ask you questions.
At the end. they have to decide which was your story, and why.

- e s ——
S —
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How to Teach Speaking

nt of their peers, especially if this involves a degree of improvisation, and
i.;cthc:ls to bcp:xcrciscl:icin c})lroosing and setting t;jz_lsu(:h aCthIEcs ;o as not
to make even more demands on them than speaking in another iéllgud:ilgc
normally requires. Just as in the real theatre, a pmpar;ﬁlon i}ﬂgr:;l izccu g
rehearsal, is generally recommended in advance of (Fu c perio T f'

A distinction can be made between role-plays an simulations. cdorm;.r
involve the adoption of another ‘persona’, as whcq .studc.ntshpretc? to be
an employer interviewing a job applicant or celebrities rnm%_ ngi :1d a &mzr:yd
Information about their roles can be supplied in the form of individu |
role-cards. For example: % 'j

Father Mother Son :

You are an ex-hippie You often have to You have decided to
and have brought mediate between your | join the paldhi L and you
up your son (now 18) husband and your 18- are now going to tell
according to your year-old son. your parents.
progressive, left-wing

values.

In a simulation, on the other hand, students ‘play’ themselves in a simulated
situation: they might be stuck in a lift or phoning to arrange an ow
for example. A more elaborate simulation might involve the joint plan:
and presentation of a business plan. Drama is the more general ter
encompassing both role-play and simulation, as well as other
activities, such as play-reading, recitation, and improvisation.
What follows is a selection of drama activity t
are potentially highly language productive
of proficiency and for different topics, and
experience autonomy in the spe: skill,

3 SRR Ll < A e,

_.? ? What did | o
led in, one at a time, and h M?%Pa’d’m-mcaccuaedmthm

ave to answe i . (
helps to establish the rule that they mrntciea?ll;ml:: I::?:u': ttil:::nth(el;



6 » Towards autonomy

don’t remember.) Any sion; : i p
. y significant discre
that they are, of course, guilty, screpancy in their answers means

With large classes, the activity can also be done in groups, each group

playing their own version of the game. Alternatively (and so long as th
Erc out qf earshot), the two accused can be intcrvi)::wcd simultgncou:g'
y two d.lﬁ'en?nt‘ groups, and then exchange places.

A variant is ‘Green Card’, in which immigration officers interview,
s_eparat_cly, two candidates who claim to be members of the same family
(in wh.xcl} case, they have to answer questions about the other members
of icn‘ immediate family — their name, age, and appearance) or who
clm to be partners (in which case, they have to answer questions about
their daily routine). Here is a coursebook version of the same idea.

q Get talking

' 9 Ingroups of 4, roleplay an immigration interview.

Students A and B: Turn to page 86.
Students C and D: Turn to page 89.

. Lesson 38, Exercise 9, Students A and B

1 You are a married couple.

. Bis from another country. Immigration officers are going to interview
| you and you have five minutes to prepare for the interview. Work together
. to make sure you give the same information about:

* how long B has been in the country

* how long you've known each other

* where you met o

. your mdding - s o B IR T

* your jobs . sflwERaERI R

* what you do in your f
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100

R

. i UFO', in which two people
: f ‘Alibis 15 : : are
. An9thc£l v:nan:d; i ant a]lcgcd cncountcr. with ah.efm.
R e o has an inbuilt repetitive clement,

- _ +his role-play : ) '
Sh;PP mfa:r;::l:)df th:l}:;;:usc})’ idca-(SCC page 87), in which Paurs of
and 1s 4

ars : ; making 4 decision as to which ope .
studcn‘ts visit C\;ICI'Y f?ﬁﬁ%ﬁi;w two: one half are thc Customers ang
patronize. The class further subdivided into Pairs,

; e
roviders. These ar Y ;
e e the prondes T v theme s approprate T
e sl

e e e, b B
their special ne¢ ) ;

gcf}fglc:l(:?llf;?rdm:ir s[?a.irs, the parents first decide what features the

school they are looking for '

should have. Meanwhile, I job interviews

also working in pm’ the 1  Which of the following suggestions about

schools each devise a policy, conducting 4 job interview do you agree with? Add

; - some of your own,
n
with regard to such things ' = . :

as discipline, the curriculum, | 5 5 00 ever should sit behind a desk.
uniforms, sports, and so on. ¢) The interviewer should make notes while the
< deir'y

(It is important, however,
that the school fees are
the same for each school:
the mere cost shouldnt be |

7#—,,_. “-#l!-: _:-i h

15005 — 1o the class

Variants include: .ch' _ specialised training)

i i O your experience (

g a package holiday; | - gEmsion, ke, gy e

ch = ) = Your qualiy

chooing  angias coury | Mewb g s e
; gd ;atmates; choos- | 3 m ‘

ng a wedding Venue; and s | e gy e

” le |
on. A version of this basjc ' " the group not being Interviewed

fi | ) Arrange 1
e e | e
to c_play job intc A : should 4 erviewed The candidares
Ta I'views i lmem‘:'“" Interested and enthusiastic. The
this cxample: l can €rs should wry 10 find out the
i €) Vote for :hstn:nm and weaknesses
e O You think should get the job
—w’h""t—h‘__

y dS§

T P — e ———




6 * Towards autonomy

g The Inquiry

4 v Opinions abOu; 8 inquéry h?}S been set up to gather evidence gnd
ifferent ingere :tOme miscarriage of justice or consumer complaint.
a team of indepe gr oups are represented, and they put their case to
might be 3 disagn? 1L lnl:esngatt?rs in an open forum. The situation
with problems l;ms package holiday, a housing estate that is plagued
has been ]:,)a adly governed Vﬂl’a‘_ge, and so on. Aftelf-' the situation
i Csﬁlﬂhshed, the different interest groups brainstorm their
e » While those responsible try to anticipate these and muster
nterarguments. The panel of arbitrators — two or three students
— Prepares questions to ask the complainants. Each interest group then
Puts its case, and time is allowed for the groups to counter each other’s
arguments. Finally, the arbitrators make a ruling,

y Vanant‘: the same format can be used for ‘The Tender’, in which
different Interest groups submit their proposals for a project. The
project might be the development of an open space in the middle of
a town, or how best to provide energy for a village, or the design of
4 commemorative stamp or monument, for example. “The Heart’ is

- another variation, in which representatives of patients needing life-

i 2 - Saving surgery make their case: profiles of each candidate will need to

Fiis

s A%

rvteah RS

kb

 an episode from a soap opera. The soap opera could be based on a well-
known local version, or on a selection of magazine pictures of people

who become the ‘characters’. The advantage of using the soap opera

~ format is that learners can draw on a shared stock of melodramatic
- situations but are not compelled to come up with a clever ending.
- And, of course, they can continue the story by inventing subsequent

With regard to this last idea, Charlyn Wessels, an EFL teacher in Scotland,
describes how she structures a whole term’s work around drama techniques,
culminating in the production of a full-length play based on the class’s
improvisations. One such play was a soap opera, generated by the learners
themselves through brainstorming activities. Here, for example, is the
‘relationship tree’ the class developed for the plot of the soap opera:

er The Soap — learners plan, rehearse, and perform (and, if possible film)

Figure 2: The Collins family The Rawlins farnily
One group’s relationship

tree for Soap Opera Alan m. Ellnbloth A affaic =S John m. Sakiko
|

Sarah <€ fallinlove» Yoshl

Rick m. Linda Fiona /oves Steve Harris

but loves

Jean Atkins = John Rawlins” secretary
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Discussions
and debates

Students write detailed profiles of the characters they are going to play, and
then the story is built up through a series of improvisations and scripted.
Work is done on pronunciation as well as using drama techniques to “:ilpff:"c
performance. After the final performance one student _commo::nu;1 1 ve
improved my English, had fun, and I've got to know my friends much better
— what more can I ask of a course?’

Many teachers would agree that the best discussions in class are tholsc that
arise spontaneously, either because of something pcrspnal that a dea]:ncr
reports or because a topic or a text in the coursebook triggers some ::-,l ate.
Here, for example, a teacher describes how one such discussion erupted in a
class of Catalan teenagers:

S— - —— —

' | was trying to get attention at the beginning of the class but two Pf the
' girls were so deeply engrossed in a conversation in Catalan that it was
' proving even more difficult than usual. Finally, | said to these two girls that
' if their conversation was really that interesting they should tell the rest of
' the students, in English, what they were talking about. One of the girls
proceeded to tell the class about a girl at her school who was wreaking havoc
by telling lies about people and generally being very destructive. The rest
- of the students listened with good attention, then asked questions, ma_dc
' suggestions, and the conversation developed for the next twenty minutes
. or so. "

—

In this case, the teacher knew how to take advantage of t
concerns, and turn this into a discussion activity in English.
of such opportunities, however, it is useful to have a store
for setting up discussions in a more forma way. Here ar
discussion formats. i
Discussion cards — the teacher prepares in ac
§‘ each group) on which are written statem
topic. In their groups, one student takes
and they then discuss it for as long as
card, and so on. If a particular stat It
move on to the next one. The object is r
statements: the teacher should decide
Groups who have finished early
points that have come up. These
discussion to the whole cla
and the statements to discuss

Fashion is universal,




