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About the author

Jim became an English teacher as a temporary measure until he could decide
what career to choose. His first post was with Voluntary Service Overseas in a
rural school in Kenya, and since then he has worked as a Lecturer with the British
Counclil in the USSR, as Director of Education at International House Hungary
and as Director of Studies of Teacher Training at International House, Hastings
(the town he seems to keep coming back to). He has run numerous short courses
around the world and is a regular conference speaker.

Jim was leader of the team that designed the EURO language exams. He has
written Teaching Grammiar (Oxtord) and is author of teacher’s books and
resource materials for the Straightforward coursebook series. He writes a monthly
‘teaching tips’ column for the Guardian Weekly and onestopenglish.com. He has an
MA 1n Creative Writing, but hasn’t yet worked out what he can do with it.

About the series

Welcome to the Macmillan Books for Teachers series. These books are for you if
you are a trainee teacher, practising teacher or teacher trainer. They help you to:

» develop your skills and confidence;

* reflect on what you do and why vou do 1t;
 improve your practice and inform it with theory;
* become the best teacher you can be.

"The books, written from a humanistic and student-centred perspective, offer:

» practical techniques and ideas for classroom activities;
e keyinsights into relevant background theory;
¢ ways to apply techniques and insights in your work.

T’he authors are teachers and trainers. We take a ‘learning as you go’ approach
in sharing our experience with you. We help you reflect on ways you can
facilitate learning, and bring your personal strengths to your work. We offer
you 1nsights from research into language and language learning and suggest
ways of using these insights in your classroom. You can also go to
http://www.onestopenglish.com and ask the authors for advice.

We encourage you to experiment and to develop variety and choice, so that
you can understand the how and why of your work and develop confidence in
your own teaching and in your ability to respond creatively to new situations.

Adrian Underhill
"T'itles in the series
Bevond the Sentence Scott Thornbury
Children Learning English Jayne Moon
Discover English Rod Bolitho and Brian Tomlinson
Learning leaching Jim Scrivener
Sound Foundations Adrian Underhill
Teaching Practice Roger Gower, Diane Phillips and Steve Walters
Teaching Reading Skills Christine Nuttall
Uncovering Grammar Scott Thornbury
700 Classroom Activities David Seymour and Maria Popova
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Introduction

Teacher: One who carries on his education in public. Theodore Roethke

'This i1s a book for language teachers. Mostly it’s a guide to methodology — to what
might work 1n the classroom.

Learning Teaching can help you learn to teach in more effective ways. Itis about a
kind of teaching where you are also learning. However, it is not a book about the
right way to teach. Indeed, there 1s no scientific basis yet for writing such a
description of an ideal teaching methodology. Instead, we can observe teachers
and learners at work and take note of strategies and approaches that seem to be

more beneficial than others, not necessarily in order to copy them, but to become
more aware of what is possible.

"The act of teaching is essentially a constant processing of options. At every point
in each lesson, a teacher has a number of options available; he or she can decide
to do something, or to do something else, or not to do anything at all. In order to
become a better teacher, 1t seems important to be aware of as many options as
possible. "T'his may enable you to generate your own rules and guidelines as to
what works and what doesn’t.

Language teaching happens in a wide variety of locations and contexts, with a
wide variety of colleagues and learners. Whatever I describe in this book, your
own experiences will be different. For that reason, no book like this can
definitively tell you how to do it. You can get ideas and step-by-step guidelines
and a little inspiration, but bear in mind that everything you read also needs to go
through the filter of your own understanding and be checked out in terms of the
local context you work 1n.

Thus, rather than saying “T'his 1s how to do it,’ I've tried to say ‘Here are some
ways that seem to work.” I aim to give you a ‘toolkit’ of possibilities from which
you can take those ideas and options that you find most useful.

Situations and examples are mainly drawn from the world of English teaching,
but the 1deas and techniques may also be useful to teachers of other languages.
"The book is primarily aimed at teachers starting out on a training course or in
their first year or two of work, but I hope that you will find something interesting
in 1t wherever you are in your career.

The order of chapters 1n this book may partly retlect the order a new teacher finds
topics of interest and importance when learning to teach. I aim to give you some
essential background information and core survival techniques early on. I also
suggest that you use the Help index at the front of the book to find whatever
sections are of live interest to you.

"To encourage you to engage with the material in the book, there are many tasks.
Sometimes these are questions to answer or think about; sometimes they are

bigger problems or things to try out. If you prefer, you can simply read the tasks
and go straight on to the commentaries.

In this book, I use /e and she, him and her largely at random.

Jim Scrivener
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Chapter 1

Classrooms at work

"T'his chapter offers a general introduction to ways of working in a language
classroom and using a range of teacher and learner roles. It also asks how
people learn.

Looking round some classroom doors

Task 1: Classroom s-napshots

A friend who knows nothing about language teaching has asked you to describe a
‘snapshot’ of a typical moment in a language classroom — a picture that captures
the look, the atmosphere, the learners’ mood, the teacher’s attitude, etc. What
would your instant snapshot show?

Commentary R R B

Your image probably captures some assumptions you hold —about what a
teacher’s job i1s, what learners can do and how they should work, etc. If you are on
a training course and haven’t started teaching yet, your snapshot might be very
different from, say, a teacher who has been working for twenty years. In this book,
we will look in detail at lots of lesson 1deas, activities, methods and techniques; but
before that, it may be useful just to get a more general picture of what goes on in
language teaching — to look round a few classroom doors and ghimpse what’s
going on inside. M

Watching different classes

In my own teaching career, I have found that one of the most useful things 1s
simply to watch other people teach. I often take away tangible things from this
observation, such as ideas for specific activities, the pace they work ator a
particular ‘something’ that the teacher said or did. Over the years, I find that I
have incorporated a lot from this into my own teaching.

Some aspects of lessons can be difficult to interpret. Sometimes I feel that the
‘atmosphere’ 1n a room 1s excellent or that the class 1s particularly engaged or
working in a distinctively autonomous manner. But itisn’t always easy to work
out how these apparently ‘natural’ things have been achieved.

One thing I have concluded over the years 1s that much of the ‘magic’ that makes
a good lesson (often attributed purely to ‘natural’ skill or ‘personality’) is
something that is almost always achieved by very specific actions, comments and
attitudes — even when the teacher isn’t aware of what he or she has done. And
because of this, we can study these things and learn from them.

Task 2: Different lessons

Read the following brief ‘snapshot’ descriptions of moments from different
lessons in different locations.

Which one (if any) is most like how you see yourself as a teacher? Are there any
characteristics or approaches you find interesting and would like to use yourself —
or would reject?

11
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Classroom 1: Andrea

Andrea is working with 34 fourteen-year-old learners. Although the large desks
are fixed in their places, she has asked the students to move so that they are sitting
around both sides in ways that they can work in groups of six or seven. Each
group has just finished discussing and designing a youth club on a sheet of A3
paper and 1s now working on agreeing a list of ten good arguments to persuade
the other groups to choose its youth club design (rather than one of the others).

Each group will have to make a presentation of its arguments in front of the class
in about ten minutes’ time.

There 1s a lot of noise in the classroom. Andrea is walking around listening in
unobtrusively to what is going on in the groups. She smiles when she hears good
ideas, but she isn’t intervening or taking any active part in the conversations. She
answers basic questions when a learner asks (e.g. if someone wants to know the
word tor something), but she avoids getting involved in working closely with a

group, even with one group that is getting stuck — in this case, she makes a quick
suggestion for moving forward and then walks away to another group.

Classroom 2: Maia

At a first glance, nothing much seems to be happening here. Maia is sitting down
in a circle with her eight students, and they are chatting, fairly naturally, about
some events from the previous day’s news. Although Maia 1sn’t doing much overt
correction, after watching the lesson for a while it’s possible to notice that she is
doing some very discreet ‘teaching’, 1.e. she is managing the conversation a little,
bringing in quieter students by asking what they think and helping all learners to
speak by encouraging, asking helptul questions, echoing what they have said,
repeating one or two hard-to-understand sentences in corrected English, etc.



I Looking round some classroom doors

Classroom 3: Lee

Lee 1s standing at the front of a class of eleven young adult students. He 1s
introducing going to as a way of talking about predicted events in the future. He
has put up a large wallchart picture on the board showing a policeman watching a
number of things in the town centre. The picture seems to immediately suggest a
number of going to sentences such as They’re going to rob the bank, He 1sn’t going to
stop and It’s going to fall down. 1.ee 1s pointing at parts of the picture and
encouraging learners to risk trying to say a going to sentence. When they do, he
gently corrects them and gets them to say it again better. Sometimes he gets the
whole class to repeat an interesting sentence. It’s interesting that he’s actually
saying very little himself; most of his interventions are nods, gestures, facial
expressions and one- or two-word instructions or short corrections. (Generally,
the learners are talking rather more than the teacher.

Classroom 4: Paoli

Paoli’s lesson 1s teaching some new vocabulary to an adult evening class of older
learners; the current lesson stage 1s focused on learner practice of the new i1tems.
Everyone in class is sitting in a pair, face to tace. They are using a handout
designed by Paoli which gives the learners in each pair (known as A and B)
slightly different information. The task requires them to use some of the new
vocabulary in relatively natural ways to try and discover information from their
partner. There 1s a lot of talking in the room, though 1t’s clear that not everyone is
participating to an equal degree. One or two pairs are almost silent, and one pair
seems to be whispering in their own language rather than in English. Paoli is
moving round the room trying to notice any such problems and encouraging
students to complete the task in the intended way.

13
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Commentary R E N

We have glimpsed four different lessons. The descriptions below summarise
some distinctive features of each. B

Some typical language-teaching classes

—

I'he first class described above involved groups working co-operatively on a task.
The teacher saw her role as primarily ‘managerial’, making sure that the activity
was set up properly and being done properly. She took care that she allowed
enough space (i.e. time to think and plan without interference or ‘unhelpful
help’) so that learners could get on and achieve the result.

In the second class, we saw a teacher apparently doing fairly little that might be
traditionally viewed as ‘teaching’. However, even at this glimpse, we have noticed
that something was going on and the teacher was ‘managing’ the conversation
and the language more than might have been apparent at first glance. Is this a
valid lesson? We’ll look at possible aims for lessons like the first and second
snapshots when we get to Chapter 7.

The third class involves a lesson type known as a ‘presentation’, 1.e. the teacher is
drawing everyone’s attention to his focus on language. Interestingly, although the
teacher 1s introducing new language, he is doing this without a great deal of overt
explanation or a high quantity of teacher talk. We look at grammar presentations
in Chapter 12.

In the fourth lesson, the learners are doing a pairwork vocabulary task. 'The
teacher’s role was initially to set up the activity, and at the end it will be to manage
feedback and checking. At the moment, he can relax a little more, as nothing
much requires to be done beyond monitoring if it 1s being done correctly.

Out of these four lessons (which I think may be fairly typical snapshots of modern
language classroom life), we have seen relatively little overt ‘teaching’ in the
traditional manner, although we have seen a number of instances of the teacher
‘managing’ the seating and groupings, ‘managing’ the activities (starting,
monitoring, closing them), ‘managing’ the learners and their participation levels,
and ‘managing’ the flow of the conversation and work.

I think 1t’s reasonable to argue that much of modern language teaching involves
this ‘classroom management’ as much or more than it involves the upfront
explanations and testing that many people imagine as the core of a teacher’s job.
"This is partly to do with the peculiar subject matter we work with, i.e. the
language we are using to teach with is also the thing we are teaching.

Although there is a body of ‘content’ in language teaching, the main thing we
want our students to do 1s use the language themselves — and therefore there are
many reasons why we mainly want our students to do more and therefore for us
to do (and talk) less.

You could now use:

 Observation 'Task 1 (in Appendix 1 at the back of the book) to make ‘snapshot’
observations of teachers at work in your school;

* Observation Task 2 to get a more detailed picture of classroom management in
their lessons.




2 What s a teacher for?

2 Whatis a teacher for?

Language learners don’t always need teachers. 'They can set about learning in a
variety of ways. Some learn by studying on their own at home with books, CDs,
cassettes, multimedia computer programs, video tapes and so on; others seem to
‘pick up’ a language just by living and communicating in a place where the
language 1s used (this 1s known as immersion).

Of course, many students do learn in classes with other students and a teacher —
whether that’s a class they chose to come to (for example, at a language school) or
maybe a class they were required to attend (such as in a high school). And much
language learning will involve elements of all three ways: self-study, ‘picking it up’
and classroom work.

But, if it’s possible to learn successfully without a teacher, then what difference
does having a teacher make to the learning process? Why do some people pay to
have a teacher? What do students expect from them? To put it bluntly, what on
earth are teachers for? If you are (or are planning to be) a teacher, it’s important
to consider such basic questions.

'To start answering, let’s look at some widespread popular images of what a
teacher is and does.

Task 3: Picturing ‘a teacher’

When you picture ‘a teacher’ in your head, what images first come to mind?

Commentary R R B

Some images you might have thought of:

 afavourite {or hated teacher) from your own schooldays;

o yourselfin class;

* an entertaining, performing ‘Hollywood’ teacher, someone being very jolly
and witty, talking a lot in spellbinding ways, using their voice and gestures to be
entertaining, maybe even jumping on tables and whisking their astonished
charges on a journey of intellectual discoverys;

* asortof generic, ‘traditional’ teacher, standing at the front of the class, talking,
explaining, while the class listen attentively (or snooze) in polite rows. W

Teachers from your schooldays

Many teachers have been very influenced by the teaching that they were exposed
to in their own schooldays. If you think about 1t, you have watched and
experienced an awful lot of teaching being done to you — and this can often
remain a subtle and deep-seated influence. Whether we acknowledge it or not,
much of our view of what a teacher i1s and what a teacher should do can often be
traced back to these many years of lesson observation from the pupil’s seat. Sadly,
a lot of the teaching that has left a deep impression on us was not necessarily very
good teaching. As well as some excellent teachers, most of us have probably seen
examples of teachers who were boring, unkind, incompetent, sarcastic or inept.

15
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‘Entertainer’ teaching

Learners come to class to learn a language rather than to be amused by a great
show. Certainly no one would wish their lessons to be boring, but it’s important to
check out 1f the classes of an ‘entertainer’ style of teacher are genuinely leading to
any real learning. It’s easy to get swept up in the sheer panache of one’s own
performance; the teacher who constantly talks a lot, telling stories and jokes,
amusing the class with their antics, etc. can provide a diverting hour, but it may
simply cover up the fact that very little has been taken in and used by the students.
"The monologue may provide useful exposure to one way of using language, but
this 1sn’t sufficient to justify regular lessons ot this kind. I've found that quite a
number of teachers suspect that this ‘performer’ style 1s a goal they should aim
for. I hope that I can persuade you otherwise.

Traditional teaching

For many of us, school teaching was 1n a style we could characterise as
‘traditional’. While the details may vary considerably from school to school and
between different countries and cultures, there will still be many aspects of
‘traditional’ teaching that are familiar to many.

Task 4: Traditional teaching

List some of these characteristic features of traditional teaching (e.g. Where does
the teacher stand/sit”? How are students seated? How is the class managed?).
What do you think are the disadvantages of a traditional teaching approach for
language teaching and learning?

Commentary Em u

The next section considers some common characteristics of traditional
teaching. &

Characteristics of traditional teaching

“Traditional’ teaching comes in many varieties, but is often characterised by an
emphasis on ‘chalk and talk’ —in other words, the teacher spends quite a lot of
class ime using the board and explaining things — as if ‘transmitting’ knowledge
to the class — with occasional questions to or from the learners. After these
explanations, the students will often do some practice exercises to test whether
they have understood what they have been told. Throughout the lesson, the
teacher keeps control of the subject matter, makes decisions about what work is
needed and orchestrates what the students do. In this classroom, the teacher
probably does most of the talking and is by far the most active person. The
students’ role 1s primarily to listen and concentrate and, perhaps, take notes with
a view to taking in the information. Often the teacher takes as 1f by right (usually,
but not always, benignly) permission to direct, give orders, tell off, rebuke,
criticise, etc., possibly with limited or no consultation.

This ‘transmission’ view of the role of a teacher 1s relatively widespread, and in
many cultures represents the predominant mode of education. Students will
expect that a teacher will teach 1n this way, and fellow teachers may be critical or
suspicious of teachers who do not. In such cases, it’s important to remember that
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your choice of methodology 1s not simply a matter of what you believe to be best,
imposed at any cost, but it 1s also about what 1s appropriate in a particular place
with particular people. What you do in any school or with any learner will often
represent your best compromise between what vou believe and what seems right
in the local context. You then have the interesting possibility of starting to
persuade your colleagues and students to your ideas ... or maybe learning from
them about why their approaches work better.

'The process by which traditional teaching is imagined as working is sometimes
characterised as ‘Jjug and mug’ — the knowledge being poured from one receptacle
into an empty one. It is often based on an assumption that the teacher is the
‘knower’ and has the task of passing over knowledge to the students, and that
having something explained or demonstrated to you will lead to learning — and if
it doesn’t, 1t is because the teacher has done this job badly or the student is lazy or
incompetent.

In many circumstances, lecture or explanation by a teacher may be an efficient
method of informing a large number of people about a topic. However, if our own
educational experience has mainly been of this approach, then it 1s worth pausing
for a minute and questioning whether this is indeed the most effective or efficient
teaching method. Whereas most teachers will need to be good ‘explainers’ at
various polnts in their lessons, a teaching approach based solely or mainly on this
technique can be problematic.

Teaching and learning

We never know how much ‘learning’ is taking place. It is tempting to imagine that
if teaching is going on, then the learning must be happening; but in fact,
‘teaching’ and ‘learning’ need to be clearly distinguished.

Here 1s the great and essential formula (one that all teachers should probably
remind themselves of at least once a day!):

T#L

“Teaching’ does not equal ‘learning’. 'Teaching does not necessarily lead to
learning. The fact that the first is happening doesn’t automatically mean the other
must occur. L.earning — of anything, anywhere — demands energy and attention
from the learner. One person cannot learn anything for anyone else. It has to be
done by your own personal effort. Nobody else can transmit understanding or
skills into your head.

It 1s quite possible for a teacher to be putting great effort into his or her teaching
and for no learning to be taking place; similarly, a teacher could apparently be
doing nothing, but the students be learning a great deal.

As you’ll find when you talk to some students (and parents), there is a
surprisingly widespread expectation that simply being in a class in the presence
of a teacher and ‘listening attentively’ 1s somehow enough to ensure that learning
will take place. This suggests a very active role for the teacher, who is somehow
responsible for ‘radiating’ knowledge to the class. Conversely, in this viewpoint,
there 1s an assumption of a more passive role for the student, whose job 1s mainly
to absorb and store the received learning. But this 1sn’t an accurate view of how
people learn.
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In a traditional class of, say, 25 students, one lesson 1s being ‘taught’. But we
could equally think of it as a range of different lessons being received:

Ah—some of that ™\
makes sense now. .~

That's really interesting.)

S I ,.
| What film shall

[ wonder if Jenny [ watch tonigh

got my text message. /-

[ haven't said
_anything for hou

—
| didnt understand — and now he’s

talking about something else.

'm tired of sitting
onthis chair. .

m not doing
anything myself.

| wonder if what he said applies
_ tophrasal verbs, too?

[ didnt understand that before, ™
_butithink [ have anidea now. -

\

[T's an interesting
supbject. P

Long explanations are ™\
50 dull — | just turn oﬁ°

Perhaps some students are listening and trying to follow the explanations (but
only one of them is able to relate it to her own experiences); some other students
are making detailed notes, but not really thinking about the subject; one person is
listening and not really understanding anything; one (having missed the previous
lesson) thinks that the teacher 1s talking about something completely different;
three students are daydreaming; one 1s writing a letter; etc.

Here, the teaching is only one factor in what is learned. Indeed, teaching 1s
actually rather less important than one might suppose. As a teacher, I cannot
learn for my students. Only they can do that. What I can do is help create the
conditions in which they might be able to learn. This could be by responding to
some of the student complaints above — perhaps by involving them, by enabling
them to work at their own speed, by not giving long explanations, by encouraging
them to participate, talk, interact, do things, etc.
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1 Looking round some classroom doors

How useful are explanations?

LLanguage learning, especially, seems not to benefit very much from long
explanations. If the explanation 1s done in the language being learned, then there
is an immediate problem; learners have — by definition — limited understanding of
this new language, and therefore any lengthy or difficult explanation in the ‘target
language’ will be likely to be more difficult for them than the thing being
explained. And even if the explanation is done in their native tongue,
explanations about how language works, while of some value, seem to be most
useful in fairly brief hints, guidelines and corrections; language learners do not
generally seem to be able to make use of complex or detailed information from
lengthy ‘lectures’, not in the same way that, say, a scientist might make active use
of understanding gained from a theoretical talk. Ability to use a language seems to
be more of a skill you learn by trying to do it (akin to playing football or riding a
bicycle) than an amount of data that you learn and then try to apply.

Language learners seem to need a number of things beyond simply listening to
explanations. Amongst other things, they need to gain exposure to
comprehensible samples of language (notjust the teacher’s monologues) and
they need chances to play with and communicate with the language themselves in
relatively safe ways. If any of these things are to happen, it seems likely that
classroom working styles will involve a number of different modes and not just an
upfront lecture by the teacher. Of course, a lot of teaching work will involve
standing and talking to (or with) students, but a teaching style that predominantly
uses this technique is likely to be inappropriate.

Students need to talk themselves; they need to communicate with a variety of
people; they need to do a variety of different language-related tasks; they need
feedback on how successful or not their attempts at communication have been.

So what’s a teacher for? Short answer: to help learning to happen. Methodology,
such as we discuss in this book, 1s what a teacher uses to try and reach that
challenging goal.

Task 5: Learners’ expectations of teachers

Imagine that you are about to start studying a new language in a class with other
beginners. Consider your expectations of the teacher’s role. What are some of the
general things she can do to assist your learning?
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3

Teaching and learning

Let’s look outside the classroom for a moment. How do people learn things
in everyday life? By trial and error? By reading a manual and following the
instructions? By sitting next to someone who can tell you what to do and give
feedback on whether you’re doing OK?

The experiential learning cycle

"The process of learning often involves five steps (see Figure 1.1):

doing something;

recalling what happened;

reflecting on that;

drawing conclusions from the reflection;

using those conclusions to inform and prepare for future practical experience.
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Conclude

Recall
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Figure 1.1 An experiential learning cycle

Again, 1t 1s important to distinguish between learning and teaching. Information,
feedback, guidance and support from other people may come in at any of the five

steps of the cycle, as shown 1n Figure 1.2, but the essential learning experience is
in doing the thing yourself.
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Figure 1.2 "T'eaching and the experiential learning cycle



3 Teaching and learning

'This cycle, known as an experiential learning cycle, suggests a number of
conclusions for language teaching in the classroom. For example:

o Ifthis cycle does represent how people learn, then the ‘jug-and-mug’
explanation-based approach may be largely inappropriate if it dominates
classroom time. Giving people opportunities to do things themselves may be
much more important.

* I maybecome a better teacher 1f I worry less about teaching techniques and try
to make the enabling of learning my main concern, 1.e. the inner circle of the
diagram rather than the outer one.

* Inecedtoensure that I allow my students practical experience in doing things
(e.g. in using language rather than simply listening to lectures about
language).

» Jtmay be that being ‘over-helpful’ as a teacher could get in the way of learning.
I cannot learn for my students. The more I do myself, the less space there will
be for the learners to do things.

e [tmay be useful to help students become more aware about how they are
learning, to reflect on this and to explore what procedures, materials,
techniques or approaches would help them learn more effectively.

« It’s OK for students to make mistakes, to try things out and get things wrong
and learn from that ... and that’s true for me as a ‘learning teacher’ as well.

One fundamental assumption behind this book and the teaching approaches
suggested 1n it 1s that people learn more by doing things themselves rather than by
being told about them. "T'his 1s true both for the students in your classes and for
you, as you learn to be a better teacher. This suggests, for example, that it may be
more useful for a learner to work with others and role-play ordering a meal in a
restaurant (with feedback and suggestions of useful language) than it would be to
listen to a fifteen-minute explanation from the teacher of how to do it correctly.

A second assumption is that learners are intelligent, fully functioning humans,
not simply receptacles tor passed-on knowledge. Learning 1s not simply a one-
dimensional intellectual activity, but involves the whole person (as opposed to
only their mental processes such as thinking, remembering, analysing, etc.). We
can no longer be content with the image of the student as a blank slate. Students
may bring pen and paper to the lesson, but they also bring a whole range of other,
less visible things to class: their needs, their wishes, their life experience, their
home background, their memories, their worries, their day so far, their dreams,
their anger, their toothache, their fears, their moods, etc. Given the opportunities,
they will be able to make important decisions for themselves, to take
responsibility for their learning and to move forward (although their previous
educational experience may initially predispose them to expecting that you, the
teacher, need to do all that for them).

New learning 1s constructed over the foundations of our own earlier learning. We
make use of whatever knowledge and experience we already have in order to help
us learn and understand new things. Thus the message taken away from any one
lesson 1s quite different for different people. The new learning has been planted
in quite different seed beds. This 1s true both for your learners meeting a new
tense in class and for you reading this paragraph and reviewing it in the light of
your own previous experience and knowledge. You can check this out for
yourself. Is the information you are finding in this book being written in your
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head on a sort of ‘blank slate’ or is it connecting in some manner with your
previous knowledge, ideas, thoughts, prejudices, etc.?

The two assumptions listed above inform my teaching. They remind me that my
‘performance’ as a teacher is only one, possibly minor, factor in the learning that
might occur. They remind me that some of the teaching I do might actually
prevent learning. They remind me that teaching is, fundamentally, about working
with people — and about remaining alive to the many different things that go on
when people hack their own path through the jungle towards new learning.

Although this book concentrates mainly on teaching techniques, 1t 1s important
to bear in mind that knowledge of subject matter and methodology are, on their
own, insufficient. A great deal of teaching can be done with those two, but I
would suspect that the total learning would not be as great as 1t could be.
However, an aware and sensitive teacher who respects and listens to her students,
and who concentrates on finding ways of enabling learning rather than on
performing as a teacher, goes a long way to creating conditions in which a great
deal of learning is likely to take place.

Methodology and knowledge of subject matter are important, but may not
necessarily be the most important things.

Different kinds of teacher

Task 6: Remembering teachers you have known

e Think back to some teachers (of any subject) you have had in your life. What do
you remember about them and their lessons? The teacher’'s manner? How you
felt in their presence? Can you recall any specific lessons? Specific teaching
techniques? What it was like to be a student in that room?

e To what extent do you think your personal style as a teacher is based to some
degree on these role models?

e Find some words or phrases that characterise the atmosphere of the classes
(e.g. positive, encouraging, boring, friendly, like an interrogation, sarcastic,
humorous, respectful, scary, quiet, etc.).

Commentary R R N

When I started teaching, I found that my basic image of what a teacher’s job was
and how a teacher should behave were drawn largely from what I had seen my
own teachers doing. These internal images were quite deeply held and quite hard
to challenge. Any teacher starting out needs to check if they have in-built

assumptions about teaching from this exposure to hours and hours of observing
your own teachers at work. W

The importance of rapport

Interestingly, when I recall my own teachers at school, I find it quite hard to recall
details of any specific individual lessons, but I can recall — quite strongly — the way
that the teacher related to the class and how I felt in this teacher’s presence. I think
of some whose lessons were bright and enjoyable, some whose lessons were
frightening and tense, some who seemed to bring out the best in me and some






