F9ELTAM

ELTAMIOURNAL

No 2

8th ELTAM IATEFETESOL INTERNATIONAL BIANNUAL CONFERENCE

Managing teaching and learning

Makingthe most of both worlds
OYKIyOAy3a (SIOKSNARQ |yR aiddzRSyia

May, 2016



Editorid Board:

5 NJ 3| y [IATERL Slaverda

[ ARA 2| ,HURE Craatic® G A &

Luis SeitiELTA Albania

Elviral 2 R,O&TA Bosnand Herzegovina

bAT I Yl a dzKTEWVABBshiahd Herzegovina

Zorka Radonji ELTAM Montenegro

Editor-in-chief

Jovanka Jovanchevskéilenkoska,
ELTAM Board member, Journal editor and National coordinator for secondary school competitions

ELTAM Journal bELTAMis licensed under aCreative Commons AttributieBhareAlike 4.0
International License



http://creativecommons.org/choose/www.eltam.org.mk
http://creativecommons.org/licenses/by-sa/4.0/
http://creativecommons.org/licenses/by-sa/4.0/

Contents
Re-introducing own-language use, codswitching and translation in FL classrooms

through intra lingual strategies and approaches.............ccccceeeeiiiiieeeii e 5
Al the WOIT IS @ STAGE.....uueiiiiiiiiii i 17
Devel oping young | earnerso6 | anguage skil
..................................................................................................................................... 21
Developing language skills through case Studies............ccooveiiiiiiiiece 32
Flipped classroomi Tailoring the classroom to the 2% learner...........c.ccecevvveeeeeieeenn. 41
Increasing reading comprehension by using pattern books, readers theatre and story
A= T o] o] 1T TSP P PPPPPPP 52
The use of the modal VErtCAN iN TEFL ........uuuiiiiiiiiiiiiiieeeee e 59
Strategies for continuous professional development used B acedonianESL teacher$6
The teacher as a creator of the learning atmosphere............ccccccvvviiieemnnniiiiiiee 77
Grammar teaching: Can [€SS D MOIE2..........vvuiiuiiiiiie et ererrr s 89



The second issue of the ELTAM Journal is finally ready. Great thanks to the editorial board
and all the contributors. We aredking forward to ou2016conference in Strugia October
and hoping for your further contributions.

Editor-in-chief



RE-INTRODUCING OWN -LANGUAGE USE, CODE-SWITCHING AND
TRANSLATION IN FL CLASSROOMS THROUGH INTRALINGUAL STRATEGIES
AND APPROACHES

Irina lvanova, PhD

Shumen University & BETA Bulgaria

Abstract

The article focuses on a recent paradigm shift concerned with 4h&aduction of own
language use, codwvitching and translation in foreign language classrooms. It offers some
practical suggestions for activities which integrate int@nd crosslingual startegies and
approaches, suitable for students of different proficiency levels. The examples show how
intralingual bottoraup and topdown processing, as well as process and product agpes can

be used in translation/interpreting activities in class.

Key words: own-language, codewitching, translation, intralingual, crosslingual

One of the fundamental questions in foreign language teaching, which has always served as a
dividing linebetween academics, teachers and learners is whether to use learners' own language
in class or avoid it at all costs. In a recent stdtthe-art review of evn-language use in
language teachingand learnidgll and Cook (2012:278) point out thatwélveyears into the
twenty-first century, there is evidence that this division,which, in many contexts, might
arguably be characterised as one between theory and practice,may be coming to an end, and
that the existence and a dangaage iadasssare mdreasingly ng t
recognisetl They see this new development as resulting from a combination of factors, such
as the social turn in applied linguistics, which acknowledgaesplexity, diversity, difference
anduncertainty within language alatiguage learningnd theories, such as complexity theory,
sociocultural theory and ecological approaches (ibid.).

The majority of EFL contexts in Bulgaria do not exclude Bulgarian completely from either
teacher's or students' talk in class at all lewé education. Strictly monolingual instruction
where only the new target languge is used by both teachers and students is limited to private
schools, especially if the teachers are native speakers who do not speak the language of their
students, high $wols, exam classes, preparing student for -sigke exams such as
Cambridge, IELTS, TOEFL, etc., and university courses where English is the language of
instruction. Own language use is more and more perceived as a necessity initthefreal
globalisednultilingual discourse. On the other hand, the changing status of English as a global
lingua franca, inevitably has its effect on the way languages are taught. Therefore maintaining
one's identity as a FL learner and speaker makes using one's own lasgdagayitching and
translation acceptable amsrmal in language classroorflsevine 2009) In addition, code
switching and translation activities work towards an increased intercultural communicative
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competence, since they allow for making not only lisgai but also crossultural
comparisons.

These changes and the need for lifelong learnivg hecently led to a change tiraditional

ELT terminology, so that it better corresponds to the multilingual focus of language learning.
Thus, according to Halind Cook, it is more appropriate to use the tewn languagensead

of mother tongugfirst languageor native languageandnew languagenstead ofsecond,
foreign or target languagé.he teaching and learning involving both students' own and new
languagas calledcrosslingualwhereas instruction done only by means of a new language is
calledintralingual (for a detailed discussion see Hall and Cook 20122743. The use of these
terms requires some clarification for the purposes of the present discussiull awareness

of this difference, by own language in this article I will mean Bulgarian, which is the official
language, whereas students’ mother tongue can vary between Bulgarian, Turkish, Romanes,
Armenian, etc. The effect of band multilingudism on studying a new language is not
underestimated, it is just not a focus of the present discussion.

Intralingual (monolingual) teaching was the norm, at least in theory, for most of 20th century,
and as such was associated with high quality antigeesmall classes in private schools taught

by qualified teachers, predominantly native speakers. Nowadays the situation hasn't changed
much, and although most mainstream school teachers admit to using Bulgarian in class, they
don't do it as a planneddsion and look for all kinds of excuses for its use, including the size

of the classes, the low proficiency level of students, students speaking minority languages, and
time constraints or discipline problems.

Originally the assumptionunderlying language teaching in the communicative and - post
communicative erehas been thatthegoal of language teaching is to prepare students to
communicate in monolingual environmentsand to emulate as far as possible the use of the new
languae by its native speakeirsa goalwhich for many learners is neither usefal,desirable

or attainable(Davies 1995, 2008n the contrary, a lot of students in mainstream schools fail

to achieve the desired level of proficiency fact which is detrim@al to their motivation and
self-esteem (for a detailed discusion see Boyadzhieva cited in Templer 2014: 9).

The drawbacks of excessively intralingual teaching become particularly evident when high
school graduates with a relatively high proficiencyelehave to engage in translation and
interpreting activities at university. Although their proficiency is higer compared to that of
graduates of schools with less intensive tuition, the exclusion of-longssl activities, own
language use and transtati from the clasroom activities repertoire leads to their
underperformance in translation and some of the theoretical linguistic courses, which rely on
students' systematic knowledge of their own language system.

The advantages of crosslingual teacharg well grounded in the theory of cognition and
language learning and they presume building on prior knowledge, which is encoded in students'’
own language and activated through noticing and developing language awarertbges
processof learningprior kk owl edge and the | earnerso6é own
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framework through which new knowledge is constructed and regulatei and Cook
2012:291) Sociocultural theories, on the other hand, viswlanguage use as a cognitivetool
forscaffolding new laguage learning. This happens wheasrners use their own language for
collaborative talk duringtasks, such as jointly explaining the nature of tasks, solving problems
and maintaining focug.his helps them understand task content,foctisaisattention @ form,

and helps establish and maintain interpersonal collaboration andinterés#®B8wain &
Lapkin 2000)

The two types of teachingintra- and crosslingual should not be seen as opposites which

exclude each other, but rather as complimentarya'@ont i nuumwher eby | ea
languages will be usedin different ways and to differing extents at various stages during
instructiorf (Stern 1992: 270 In this continuum the learner's own language is used as a
reference system for the new languaayel the transfer of learning and communication
strategies is seen as a prerequisite for successful second language acquisition. The argument of
the continuum is further extended by Widdows@003: 149164) in his discussionof

6bi | i ng (teeprocesmftacqairmga new languapevhere heargues that monolingual
languageteaching procedures fail to recognise the ways in which all bilingual language users
fusetheir knowledge of two languages into a single systesnropoundoilingualism

A balanced combation of both intraand crosslingual teaching procedures is probably the best
way to avoid the extremes of overuse of either ofdhiestruction modes. Teacheclsoice of
instruction mode and activities should depend mainly on the purpose and adréaxnhing.

Thus, in intensive exam preparation, including the maturity exam in Bulgaria, intralingual
teaching should dominate. On the other hand, if the teaching is aimed at developing student's
knowledge of the new language and the skills for itsmséjatingactivitiessuch as translation
andinterpretingand othecrosslingualstrategiesn be incorporated into classroom procedures.
To emphasize the complimentary chracter of idired crosslanguage teaching Stern suggests
that intralingual teachirgjrategies will be more effectiyeif they are used irosslingual
activities such as translation, use of bilingualdictionaries, consecutive and simultaneous
interpreting and interpretive treatment oftexts (19825) Own-language usen the other
hand,shouldcompensate for the limited timeand exposurtnémew language which learners
need to decode inorder to understand itemmey andthen usecreatively to produce new
meaningsResearch showthat codeswitching and owranguage use facilitate leangby
reducing the processing load for learnarsognitively challenging tasksvhere learners resort

to the secalledprivate verbal thinking (in their own language) or mental translation.

Although the term 'own language use' is more general tharatians they should not be

treated separately. In his bodkanslation in languageteachinG. Cook(2010)arguesfor a

majar reassessment and reintroductionof translation into language teaching and Id4iming.
arguments are based on language learningrgthand educational research and present
translationas a natural and effective meansiraproving language learningaisinglanguage
awareness,intercultural competence and understanding of conceptual metaphors and literary
texts Malmkjeer (1998: 8gvengivestranslationthe statusodan i mpor t awhichof i f tt
is inclusive of the other four skilend should be practised together with them
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A question arises as to how translation and own language use as crosslanguage skills can be
integrated with the other four skills, which are intralanguage. And how is it possible to use
intralanguage strategies to develop a crosslanguage skill? In order to answer this question | will
focus on two examples of possible integrartion. The first one concerns hgitand topdown
processing, strategies normally used for developing receptive skills (reading and listening). The
second example is of two approaches used to teach wripngcess and product, and their
potential for integrating with translation/integping activities in class.

1. Bottom-up processing

Bottomup strategies in listening involve processing single items, such as acoustic signals,
sounds, words, and segmenting speech into larger units such as phrases, clauses, sentences and
intonation paerns. Meaning is inferred from the available clues in the speech flow, and lexical
knowledge is employed to assign meanings to words and use logical reasoning to infer the
relationships between them. In the process of inferring the meaning predictiomsdarabout

what might come next. During these processes the load ontsharimemory is heavy as
listeners try to hold various parts of the message in mind while inferring meaning and deciding
what is necessary to retain. Overload can occur if theoe imtich unfamiliar information and,

as a result, a greater part of the message can be lost. In such cases only the gist of the spoken
message is retained and stored in the-kengh memory, and its detailed structure is lost (Hedge
2000:231). This is exacwhat happens when students rely mainly on bottipmeconstruction

of meaning where the amount of unfamiliar vocabulary is too big.

One of the activities based on optimising bottom up processing in listening is dictdgloss.
facilitates intensive ltening andencourages students to worktogether and produce language
forms collaboratively by reconstructing a textpresented to them orally. In a dictogloss, the
teacher readalouda short text at a normal pace while studentsjot down any words or phrases
they knowas they listenThe students listen to the text three or four times and each time add
new words or segments of text which precede or follow the words they have put down in the
previous listening. fientheywork in small groups or pairs to repro@uihe text as closely as
possible tothe original téxIn the original version of dictoglos¢Wajnryb 1990) students
shoulduse thetarget language to discuss the accuracy of their languagb use.t eacher 6 s
i's to monitor st videfeedllaskéorremtiororilanguage irgpsEinallytie pr o
reconstructed text is analyzed, comparedwith the original, and corrected by students and the
teacher together.At this stage, students discuss the choices they hayemdable teacher

helps themunderstandand fix their linguistic probleraThe text used for a dictogloss can be
authenticor construced/modified by the teacher

The overload of the shetérm memory in this activity could be reduced by modifying the task,

so that the discussion aalfll collaborative work is done by students in their own language. Thus
students' efforts are redirected to remembering and reconstructing the text as a final product,
and time is not wasted on thinking about the correct wording of discussion language. As a
follow-up activity the whole text can be divided into several parts and translated orally into
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Bulgarian by different students in turns. This could be done as a whole class activity, so that all
students can listen to and discuss the suggested versoboff@nchanges and improvements

on the spot. In this way oral translation, which involves quick swdiching is made easier,
because the students are already familiar with the text since they have been engaged in intensive
decoding of meaning in the mieus activity.

The procedures for applying bottemp strategies in reading are similar, though with the major
advantage of visual support. A noticing and highlighting activity can be used for identifuing the
key vocabulary and structures which help stitd deduce the main meaning of the text. Then
these prompts can be translated into the new language and different translation equivalents can
be compared and discussed. This bottggmscanning activity can be done collaboratively in

pairs or groups and ¢m the results can be discussed whole class. Students' own language can
be used to reduce the work load and to save time for producing a translation, which again is
discussed whole class with feedback offered by teacher and the students in their ovgelangua
The same exercise can be done with a source text in students' own language which has to be
translated into English. This will save effort, time and will increase students confidence and
motivation to achieve their goal and work towards an end prodtiemrthan struggling with

the new languge as a means. It is important for the texts to be short, and to contain the new
language which has already been taught in class, so that students would not need to spend time
looking words up in dictionaries. Thesani-translation or interpreting activities should be

short and used mainly for revision and consolidation of items and patterns previously taught.

2. Top-down processing

Top-down strategies involve activation of prior knowledge before reading/ligt¢nitine text.

They rely on students' ability to infer meaning from contextual clues and schematic knowledge,
which might differ culturally. Thus for example '‘Once upon a time' or 'They lived happily ever
after' signal the genre of a fairy tale but thightinot be the case for a Bulgarian student unless

the teacher has drawn their attention to the corresponding phrases in Bulgarian. Recognition
of formal schemata helps students activate their knowledge of different speech events and their
characteristideatures. Content schemata, on the other hand, include general world knowledge,
sociocultural knowledge, topic knowledge and local knowledge (see Hedge 2000:233).
Predictability of speech events vary depending on the culture and it is important focties tea

to draw students' attention to the formal correspondences beween the routines or scripts, such
as buying things in a shop, going to the doctor, asking for directions at the station, etc. The
teacher should also raise studérdwareness of the pragra@ppropriateness and socio
cultural aspect of different speech events. Using prior knowledge as a strategy for effective
listening/reading is vitaly important, and it can be used in dnoggal translation activites, so

that the students can easilyriete corresponding scripts in either their own or in the new
language. Both interpreting and translation, require quick retrieval of memorised and
automatised chunks of language, so an own language discussion or brain storming could
probably facilitate cde switching and lead to better end products.



Here is an example of a business telephone conversation which can be used for either bottom
up or topdown processing with the use of own language and translation depending on students'
needs and the teactsepreferences:

Switchboard operator (S.0): Good morning. Hollings Plastics. Can | help you?

Caller: Hello. My name is Monique Chapuis. I'm the personal assistant of the marketing
director of the Laboratoire du Valin. I'd like to speak to the sales direplease.

S.O. Right, I'll put you through....Sorry, his line is engaged. Would you like to hold on or call
back later?

Caller: | think I'll hold on, thank you.

S.0O. Sorry to keep you waiting. The line is still engaged. Would you like to leaveagefiess
Caller: No, Thank you. Perhaps | could speak to his assistant or secretary?

S.0. Of course. Hold the line please and I'll try Mr Carpenter's assistant.

Assistant: Hello, Jennifer Davis speaking.

Caller: Hello, my name is Monique Chapuis and | waritedpeak to the sales manager. Can
| explain my problem to you?

Assistant: By all means, I'm his personal assistant.

Caller: Well, thank you very much. You've been most helpful. | shall confirm my request in
writing. Goodbye.

Assistant: We'll lookdrward to hearing from you. Goodbyg. 53 tc © d-1 O @ adfs

133)

In a bottomup procedure the students can be asked to listen to or read the conversation and
pick up/ highlight the key language. The corresponding translation equivalents can be elicited
from the students or given by thether. Then they can be practised in isolation in a limited
onesentence context. Finally, the translation of the whole conversation can be done orally or,
alternatively, a similar conversation can be elicited from the students. The key language and its
equivalents in Bulgarian can include the following items:

switchboard operatofls j dzj W tsdzd Mmls

to put someone throughtet © Mo i tey © dgv C tsE
thelineisengaged] ddzdwIs©®© J LOjIO /1 OO L OJjlIsts/
toholdon-dL yo<¢ e Od3

tocallback-HO fj tBOHWY lsdztse ts

toholdthelinedL yoOs o Od3, dzj L Olseo Otew 3

to keep someone waiting Otc O3 dz¥ S s 8 HO YOSE O
Jennierspeakingyr 3 jdzed Wi to6 jJ [/ d2O Isj dzj W sdzO/
byallmeans j ils j Mise j dzts, ©OLBJdtO MMmJ

Students' attention should be drawn to the pragmatic features of the speech event, such as the
structure of the conversation, turn taking, and politeness in expressionsalikehelp you;
look forward to hearing from you; you've been most helpful; would you like to..., piease,
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As an altenative follovwup (could be done as revision or consolidation several days later) the
target text can be reconstructed back from promptsngivestudents' own language. These
resemble instructions for a role play, but the difference is that the prompts are in Bulgarian (the
translation in the brackets is provided here for the purposes of this afittdenstructions can

be written in role ards for the participants. Here are some examples:

v j dzj W s d4dHg bwitdhboard operator):

1. 1 d4 misj Isj dzj holsndix] Rjdstics I sttt Isj dfPou we @) H Odzj |
switchboard operator at Hollings Plastics. Receivetheincomingcall

2. sO)qjilbjiteyydbspicddj dlsO M HJ] ClsstcO® 6 ftosH
LOJjIsts d s dlsO2lIsy H O dzd Cdzd § dzls O h§ i syC
¢ 1 i dgtithetlientthatyouwillputhivherthroughtothesalesdirectofell him/her that the line

is engaged and ask if s/he would like totvaaicall back later).

3. RLo9ddzjlsy Mj, yd et SOOIy HO YOL O, dgs dzd
dm¢ O HO tsmlsO@mplogige far enBkingddny/her wait, and explain that the line is

still engaged. Ask if s/he would like to leave a message).

4. 4l edkzOMilty My, COYJly HO dzgj L Olo@mmfirm,L © HO
tell him/her to hold on so you can put him through to director's assistant).

s dzd j ddl$heddien):

1. ltejHMsOo jIsj My d&O dzdyd st, Csi Ists IsojH dHe@lizy Is
tc OL G 59 (teodueg yourself and say who you would like to talk to).

2. sObts Id O30, Yyj bijdkj¥sdils HO O LOjIsts,
fsLeol dzgdlsj wslsdzso 5 d dzd (Wiaen tisdy telyeudhatihe fime isendagedzd J .
decick if you want to wait, call again later or leave a message).

3. 1 sfdlsO2jHOEZdBEY jHOesostedIsj MOMd Misj dap ©d dzd .
Is . (é=sk if you can speak to the director's assistant or his secretary, etc.).

3. Process and product approaches in translen

Both product and process approaches have their advantages and their application in teaching
writing depends mainly on students’ needs and proficiency, the type of text, teacher's
preferences and other factors. In product approach students are eeddarstydy and mimic

a model text. The approach has several stages, which include: 1. Studying and highlighting the
charasteristic features of a model text, such as a formal letter or any other genre with relatively
stable and recognisable genre featuBesControlled practice of the highlighted features in
isolation; 3. Organisation of ideas; 4. Writing a new text by mimicking the original.

The process approach, on the other hand, is much more interactive, making use of
brainstorming, group discussioaral feedback, etc. The process usually goes through the
following stages: 1. Generating ideas through brainstorming; 2. Discussing their relevance to
the topic and selecting the most important point to be used as prompts in writing; 3. Organising
ideas ad planning through mindmaps or linear sequences; 4. Writing the first draft in pairs or
groups; 5. Exchanging drafts, feedback and-peerection; 6. Writing a final draft.

11



As it can be seen the two approaches differ mainly in their beginning Stelgdes.in product
approach students see and discuss the target product right from the beginning, in process
approach they start from scratch and create the text gradually, concentrating first on the
meaning, and then on the formal features of the texts,Titme considerable freedom of the
process approach is opposed to the preemptive focus on form and structure in the product
approach which requires pteaching of lexical and grammatical features to be used as building
blocks for students' texts. An impant consideration which is related to the relevance of either

of these approaches is that certain genres "lend themselves more favourably to one approach
than the other" (Steele 2004). Genres with fixed features are more suited to a product approach
with a focus on layout, style, structure of the text and its grammatical correctness.

Applied to translation, this refers to texts belonging to media, business or academic discourse.
Translation of fictional texts, on the other hand, will benefit more froplya@y a process
approach, where generating and comparing different versions is important for choosing the best
translational equivalents. Another advantage of the process approach is -stadeet
collaboration, scaffolding and support by the teach@raviding students with the language
resources they need for expressing intended meaning. Here is an example of a product approach,
in which students can see both the source text (Bulgarian) and its translation right from the
begining:

Estatindedz©® g . €zdzd d30Is © | Estat Business Climate Index

RLMdzj Ho Odzj sts | 1 te-i49 The survey was carried out in the peri
wdzlz Ote d 2003 G. fn te| between 6 and 14 January 2003 among
ftci HMIsOo dlIsj dzdzts dzO | firms and is representative of operatior
ftejHftdwIisdWw. s tod Is j  enterprises. The ceria for selection of thg
Wdtedzd Is § tsls dL © OH €| company sample are region, sector, num
MMy Slstste, Blcts?2 dz© of employees and type of property. 1
MmMtse Mise J dzsMls. [ 4 IstsH ¢ methodology of the index and t

methematical model have been develope
the Agency for Social and Marketis
Research Estat.

BOIj BOd U MSdwis d&isH
sls ¢c6jdydw LO Mmsyd
dL fdzj HESt@ dzd W

sdzj H CtOw dzO f tsmdzj
2002 eBHJZO ddzlsj G ted
Estatindexdz® B dL dzj i Q.85
tdedmsted tcOdats Is ts dzQ
OB Mtsdzt Is dzOIs M s ts Aagzts @
0, 71 f, 2z dzCoflsg j € i Is
dzj ZIstc OdzdzOIs © Y OMls
i Misswdzd j Ists dzO
AnOttOCIsjtedL O

The Estate Index corapnd value stood at
2,55 as of end Q4 of 2002. It registered
insignificant decline of0=71 points over the
fourth quarter of last year and and remain
in the neutral section of its range, where
condition of the business climate

characterised'neither as favourable nor a
unfavourable'. Despite this fact, the ES
Index has shown a sustained tendency

dz

B d
¢ g

BdzOG Y tod v Is dzts,
lifwejcd

dzd Is ts
Is Esta®ndessts ONYQ

decline, signalling a gradually worsenir
situation in the country's business sector.
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Emlsts2 yde © Isj dzv j dzyd
¢ tsjis e Ok L
o dztsh O O sIsts M j i sd
My CsttO o MbtOdOLO. In Business, April 2003, p. 80

The procedure mightvolve activities conected with: 1. Identifying the source of the text, its
audience (target reader), the main purpose of the text and its genre. 2. Asking students to find
the key features of the text which signal the genre. 3. Highlighting key vocakanar
stuructures in source text and target text. 4 ldentifying different types of translation shifts
structure, class, unibr intra-system shiftfsee Munday 2001:81)These could be features

related to: word order, egg dzj H S tOW dzO § Hfpdzdy dzt=lisGs  20Dd2d34 6
ddzsj cted c OdzOIs O Edtpsitsiexdz® B d dz@zj f -2058z(TiEOHsS@te Ipdex
compound value stood a2,55 as of end Q4 of 2002mission, e.g.f tcj H MiIs ©o d Is j dzdzts
tcQodzd h j tcOBtsSlsj h (reptpseftaiivie teffopdsational emprises change of

syntactic structure from passive to active j e d MistcJtc O dzetsls s dzO 3O dzj dzd j €
Miss2 dzsmis j  dzlt regizenged d jndigizficant declineollocations 2 s s2 yd o ©
Isd dzH j dzyd v  dzO susiazindsiQetzdenc fdz jdeclirshortening of a clause by means

of aparticiple-C tsjlsts jJ MdedzOdz L © f tsfmilsj § j dzdagnallinglash ©e ON
gradually worsening situatigretc.

Applying the product approach to this type of text has the advantage of saving time and
providing stwlents with specialised knowledge (e.g. of terminology) which they are not
expected to have. It does not mean that the product approach is not suitable for translating
fiction.

The process approach, on the other hand, has its benefits in that it irstoldests actively,

keeps them focussed and promotes collaboration for achieving better results. It contradicts the
traditional idea of translation as a solitary smlbtained process and allows for intensive
scaffolding and peer learning throughout tlecpss. When presented with the source text
students are involved in a brainstorming process of eliciting ideas about the text, which activates
their mental schemata and helps them map the text against background knowledge, either
elicited from them or pndded by the teacher. The translation is done together in pairs or groups
and the versions are then compared and discussed whole class.

4. Own language use and coegwitching in class
Incorporating crosfingual strategies and owanguage use are iegarable from translation
and interpreting activities in class. Research has identified some important pedagogic functions

of ownlanguage useby teachers among which aregrammar instruction, classroom
management and administration,demonstgattmpathy © showng solidarity with the
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learners, proviohg transldions forunknown words and compensaff or | earner sé6 a
lack of understandingr respondindo learners already speaking in their own langu&gdio

and Duff 1994) Among other reasons foring students' own language are its reassuring role

in class to minimizehe potentially alienating effects of monolingual teacHingtlewood &

Yu 2011)Another benefit of own language use is in neutralising anxieties which naturally arise

in mixed-proficiency classes where some students avoid contributing to discussions not because
they don't have much to say but because they don't have the language to express themselves.
As Allwright andBailey (1991:173)obserned,b ani shi ng t he | eepriveser s O |
them oftheir normal means of communication and so of the ability to behave fully as normal
peoplé.

Translation and code switching activate the potential of dnogaal transfer, which is one of

the main prerequisites for the development ofdstus' interlanguage.Cummins (2007)
identifiesfive types of croskngual transfer depending on thesociolinguistic and educational
context transfer of phonological awareness; pragmaticaspects of language
use;metacognitiveand metalinguistic strategiasgshsas vocabulary acquisition strategies;
specific linguisticelements; conceptual elemefitsus Cummins emphasizes thearning is

|l i kely to be moreefficient i f teachers draw
between theirlanguagespordinating and reinforcing learning strategies across languages.
Although contrastive analysis has lost its popularity within the intralanguage paradigm it gains
new recognition in the revival of forfiocused instruction and translation as relevansotasn
activities. Recent research shows thaarners taught unfamiliar vocabulary items via
translationdid better in a subsequent retention test than those taught solely through meaning
focusedinstructiomnd, what is more, produced better translatibasifer & Girsai2008).

To sum up, there are important advantages in incorporating intralingual and crosslingual
strategies and approaches in teaching students of various age and proficiency levels. Own
language use has always been present in foreigndgegtlassrooms with a different degree

of intensity, but it would be interesting to look into students' and teachers' attitudes to it in order
to decide if there is a principle change in its status in contemorary teaching methodology.
Although there has ba someecent revival of interest icontrastiveorm focused crosslingual
instruction and translatigand their effecon learnes’ achievement in clasthe areatill needs

to be researched further in order to obtain more conclusive evidence.
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ALL THE WORLD IS A STAGE

Gorica Kostic,

Primary School Marija Bursac Belgrade

Abstract

Unequal skills, knowledges and capabilities of stislpnesent challenges for the teacher who
cares. A major concern for me is to get English words which cling in each student out and to
nudge them, not push them to talk. It is particularly important for ADHD students, those who
are bored, those who lackexttion from their parents as they come from divorced families

and those who have problems in social interaction. It gives the enormous educational,
emotional, behavioral, social benefits in these activities. Drama, movement, gestures, mime
are the key paits. The purpose of drama is to strengthen children by their appearance in front
of their friends, parentEhis workshop examines the role of drama and music in overcoming
the disadvantages of traditional classroom in helping rebuild opportunity fookiakk tchat,
communicate, and share ideas, enthusiasm and wish to speak that have been in decline so far.
| decided to do it outside the classroom.

Keywordsdrama, movements, mime, troubled students, inspired, motivated, connected,
convinced, outside thelassroom, confidence, praise, stimulate, supervise, deadline, a coach,
an advisor, excitement, a successful teacher

Can | act? Can I mime? Can | sing? Can | say a rhyme by heart? These are the questions
pupils ask themselves day in day out. With thesstijons in mind they come to the classes

and they face the books, tiny letters, enormous paragraphs, stock pictures and suffocating air
in the classroom that make them sleep, yawn and some of them claustrophobic. The classes
are mostly dull, the teacherseaoften tedious. The things they are given and told to do are so
trivial and demands are narrow and | i mited.
real needs of children. These are the images of conventional teaching.

| was going to share Wi all who were interested to join my workshop my experience how |
motivated my students, made them interested, engaged. | offered them something new. |
inspired them by giving them any piece of activity. On Thursday, 8th May,2014 in the indoor
venue at orts CendvezdiaQlaompan extraordinary per
AShakespeare at Ol i mpo. This was a <creative
working, diligent kids and their teacheme. That was a unique program which was held in
rememivance to 450 years from the birth of one of the greatest writers and dramatists in the
world i William Shakespeare. Together with him, we entered a dream: two fencers (children)
fought for | ife, for success, for happiness,
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This was the chamcfor all kids who wanted to show their talents in acting, saying the chant,
dancing, sports and singing. The audience was thrilled and showed their respect by applauding

to each of various parts of the plays and at the same time they praised engageaient of
participants. It is not difficult to imagine this, but pictures show more than the words. If you

had been there you would have felt the posi:t
Aand 606big Aartists.

| helped students overcome their fearspéaking English. | did it because | noticed they do

have knowledge, but it clings somewhere in thenakes little or no sense. There are numerous
reasons for that: either they are afraid of failing or disappointing their parents and teachers or
they areshy, introvert or have problems with socialization or have ADHD syndrome or similar.

| involved troubled pupil$ bad guys who really contributed to the team. | connected them with
those who were expected to be successful. And after all, | convincedhbgroan perform

wel | or even better than they thought. So,
classroom and do something outside the classroom. The key moments are drama, movements,
gestures, mime. | used every opportunity to nudge stsichen to push them to speak English

and to relate what they really know with the reality that they carry around in their minds.

There are two reasons why the children were put into the live situation: first they meet for the

first time with theMiddle Endish, with the rhymes that are not the contemporary text, and
second they themselves act them out amazed that they succeeded, they were able to, they did
it! During the school life kids lack opportunity to and occasions to share their experience from

ther lives. They gain confidence of exchanging mutual knowledge by bringing their own ideas

or at least having a notion that they bring their own ideas. But it was not easy to start. We
practiced Amil k and cooki es o0 dheditabidehwastoe asy
learn the sonnets in Serbian, the roles of famous names as Romeo and Juliet, or in Seven Ages
of Man, as well as less famous but engaging roles of master and his servant who talked through
mimes, gestures, and funny pitch of voic€iomedy of Errors. Then they acted and entertained
even those who poorly speak and understand E
changes, man gets ol der and dies sans teeth
the first sted asked them who will learn the same lines in English. It went to show that many
students required to learn lines in English. The small ones even learned the lines that contained
grammatical structures and tenses that they have not learned yet butwgrerfuomantic.

They didnét even notice it was Present perfe

The seven gradewho used to interrupt each class with yelling, laughing, strolling to and fro
opened the performance with: fedthattseactwastonot t
be the highlight of the event. Actually, he has ALWAYS wanted to draw attention and he DID

it but this time it was positive, the audience looked at him, greeted him and praised his actions.

ATeacher, teacher idone 9-yweaoldwhd nevertagkedanythiongolltold , s a
him OK and he bought an expensive dress for the fool. We all expected he would be unbearable.
But he sat in the center of the stage without moving just watching everything. After the show

he started to lmmg his books regularly to the class, write, draw, sihg even came out to the

board to write some words. The same happened with 6 dancers in The Black Nag and the girl
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and the boy who practiced gymnastics. After the show they improved their English. We
flourished the love for dance, music and sports, created costumes and masks. They feel more
involved, more stimulated and more important.

| told them that the importance of Shakespeare is in the poetry of his language, in his talent for
music, as well ag the balance of his ideas and the structural antitheses. In his plays, | told
them, Shakespeare demonstrated human virtues and flows, psychic states of all human beings,
having built the gallery of unforgettable characters and universal human chatiastdrised

to find ways to explain them what the certain character felt, to experience what he experienced

so they could feel excitement and simply live at least several minutes in that century to be able

to feel passion, emotion, urgency. Two girlktd me : Ok, then, weo60b6l | S
without words with cups. In short, moving the cups and tapping them against the desk they
showed anger, fear, amazement, vanity in 40 seconds.

The last but not the least, Shakespeare respected love sayirayéhathot the toy of time, it

does not change, it is eternal till the Judgment Day. This was particularly strong idea for my
students as Shakespeare quoted: dalf it 1is an
|l oved! ! ! 0 My enthusiasemm énsrgywand wvikh togsihoes edrned language outside

the classroom flourish their sunny age of their life. Although it is short age of them it is full of
songs, rhymes, laughter, happiness, music, movements.

As one could have seen this kind of aityi may offer great educational, behavioral, emotional
and social benefits for each student even for those who have watched.

It has already been known that in a successful company if you face with an individual with zero
motivation and zero experience kmowledge there is nothing you can do as a leader to get

good work out of this individual. It is a waste of time giving any piece of activity to that
individual. So, your best decision, if it is the matter of performance, to give it to someone else
who woud be able to contribute something worthwhile to the team. And you do know that
companies must make money and they mustnodt |

At school we donot make money. We create in
beginning there is nothingyoucdno as a teacher to get them to
give roles only to good ones | ike fil have sp

well and you can perform well. You give roles to those who you get trust in them, gradually
step bystep, day in day out. The whole point was to make them feel and be even more successful
than you are.

But, keep in mind: you should dedicate a lot of time, be prepared to constant questions and their
innovations, help and interfere, supervise, set theigcicheck and audit and look over it. And

never underestimate a st udeéumsand dbwns,tstraightesn e € e
them by praising as when you eat m&ni love it! Keep reminding them of the deadline

because all that is playing for theManage by passing the dayday work. And the last but

not the least get parents involved.
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To sum up, you give them the roles, there is scarce energy and time, they gain responsibility
and you gain trust in them. You support them and praise them, eeolstacles and set the
deadline and you become in that way a friend, a coach an advisor.

You all remember the story of Dambo the young elephant who wanted to learn to fly. With a
little help of his friend a mouse he was explained that he could flyeihkld a feather. So he
learned to fly with the notion that the feather helped him to fly. Accidentally, he lost his feather
but he continued to fly. If you achieve that, you are going to be a successful teacher. You will
be the one who will help them imné times of discouragement to overcome their fears in
speaking English.

| personally feel | can transmit the feeling that each generation has its own trait and the next
one brings something new. But each generation has students who would always remember th
childhood by the tiny role in the big performance because, after all, the whole world is a stage
where each man has its roleéWhy not in your

Here | enclose the link with photos and mowésere you can see and feel the atmosphere
https://www.dropbox.com/sh/tfjr7Ix3xjgwx72/AAAGOovoHhDAjAocHbJMEEDdYa?dl=0
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DEVELOPI NG YOUNG LEARNERSG6 LANGUAGE SKILL
STORYTELLING AND PUPPETRY T ECHNIQUES

Metaxeni Symeonidou, MA: Secondary Education Principals: Greece

Tatsiou Elena, MASecondary Education Principals: Greece

Abstract

AChil dren | earn by head, hand and hearto J.

Most of us are familiar with one form or another of storytelling pogpetry.Stories are
essential elements of our life because they come from the need of the people to convey
messages, to convey the truth about their dreams, expectations and desires. We all grew up with
stories told first from our parents alader fromour t eacher s. Now it 1is
continue the magic behind each one. Let's offer this unique experience to our little learners and
fill their mind and their heart with unforgettable moments in learnducators have long

known that the artsan contribute to learner academic success and emotional well being. In our
fastpaced, medkriven world, storytelling and puppetry use in class can be a nurturing way

to remind children that their spoken words are powerful, that listening is impatahthat

clear communication between people is an art. Storytelling and puppetry are easily accessible
to all children. No special equipment beyond the imagination and the power of listening and
speaking is needed to create artistic images through ttesat®nal tools.

Key words: Storytelling, puppetry, interaction, enjoyment, English language acquisition.

What is Storytelling?

Storytellingis the oldest form of education. Cultures around the world have always told tales
as a way of passing down thbgliefs, traditions, and history to future generati@terytelling

Is a creative art form that has entertained and informed across centuries and cultures (Fisher,
1985), and its instructional potential continues to serve teachers. Storytelling, e @taire,

has many of its roots in the attempt to explain life or the mysteries of the world and the universe
to try to make sense out of things (Tway, 198b¢ magic of storytelling has been a tradition

of every culture and civilization since the dawh language. It binds human beings and
celebrates their heritage as no other language arStamescapture imagination and emotions
(Dornyei, 2000)and engage the use of language and gestures in colourful ways in order to
create scenes in a sequenceghe mind of the listenerdGere, Kozlovich & Kelin 2011)
Storytelling conjures up all sorts of visions and possibilities: faraway lands, magnificent
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adventures, enchanted princes, beautiful princesses, evil wizards and witches, a few dragons
and demonsa couple of castles and cottages (Fredericks, 2008).

Why Using Storytelling in Class?

fiStorytelling involves imagination and the use of language and gestures to create scenes in the
mi nd of tJefeGere (Astaryteling activist).

Storytelling 5 an excellent method of sharing experiences in order to make sense of our world
right here and nowstoriesoui | d ki nship, allow a glimpse in
let us see ourselves in the staBgorytellingprovides a notthreatening wayo ease students

into learning.ltraises country faithfulness and loyal8torytellingcan embody the values of
self.discipline. It alsoencourages learndos explore their unique expressiveness and
heightena | ear ner 6 s abi |l it yndfeadingsio anradiculate and lacidt h o u ¢
manner. Storytelling can remind children that spoken words are powerful, that listening is
important, and clear communication between people is an art. It creates a common bond linking
past to present, present to figpuand person to person, regardless of ethnic origin. These
benefits exceed the art experience to support daily life skills. Storytelling is a skill that can
improve all language skillonald Davis a noted storyteller, teaches storytelling asa bridge

bet ween a childés oO6first | anguaged (gestures

Rosen (1986) enumerates several factors about the universality of narrative that deserve
consideration:

(1) human beings dream and speak to themselves in narrainex (iarrative speech), (2) a
basic form of narrative is not only telling but also retelling, and

(3) narrative is oral in the sense that an individual can engage with it fully without encountering
it in written form. Storytelling, probably the oldest fowh narrative in the world, is not the
same as reading aloud, because in storytelling, the interaction between teller and listener is
immediate, personal, active, and direct. Preece (1880tge and Schaer (1986) investigated

the effects of three mediurfa presenting literature to children and discovered that storytelling
and dramatization were significantly more effective in facilitating recall of prose content than
was television. These findings indicated that storytelling is an achievable metlaatifating
children's imaginations, finally leading to a higher cognitive level in student
acknowledgements. Reinehr (1987) claimed ways to use mythic literature to teach children
about themselves and to help them write and develop their own storiegganddeFor very

young children, the sequencing of events or the shaping of stories may be difficult, as children
tend to ramble. However, sharing stories can give youngsters more of a "sense of story" an
awareness that can help them in both reading arichgviKempter, 1986; Trabasso Van Den
Broek, 1985 & Tray, 1985).

Perhaps storytelling's greatest value for a teacher is its effectiveness in promoting and
stimulating a relaxed and pleasant atmosphere in the classroom. Scott (1985) explains that
storyteling can:

(1) introduce children to a range of story experiences;
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(2) provide young students with models of story patterns, themes, characters, and incidents to
help them in their own writing, oral language, and thinking;

(3) nurture and encourage a seasbumor in children;
(4) help put children’'s own words in perspective;
(5) increase knowledge and understanding of other places, races, and beliefs;

(6) introduce new ideas and be used to question established concepts without threat to the
individual,

(7) lead to discussions that are far ranging and often more satisfying than those arising from
formal lessons; and

(8) serve as the most painless way of teaching children to listen, to concentrate, and to follow
the thread and logic of an argument.

It is obvious that through storytelling young learners can develop:

A comprehension of human nature.

An understanding of feelings and emotions.

An awareness of the role characteristics people adopt.

A comprehension of sequence of events.

Language skill§Reading, vocabulary, grammar, word order and pronunciation).
Their attention span and their capacity to listen.

Their capacity to follow instructions.

Their ability to ceoperate, collaborate and-eaist effectively with others; and

An appreciation bvarious concepts.

It is beneficial to use storytelling in class becaustinhulates fantasy elements and creativity
offering escape from reality (Good and Brophy, 1994 & Dérnyei, 2001), promotes pair/group
interaction (Good and Brophy, ibid), arousesiasity and attention (Dornyei, ibid), induces
interest and suspense (Good and Brophy, ibid) by speculating or predicting about the content
of the story, engages the learners in challenging and motivating tasks (Dérnyei, ibid), offers the
learners opportuties for discussions concerning controversial issues promoting all four
language skills (Good and Brophy, ibid & Dérnyei, ibid), entertains learners and keeps them
interested in many different ways by offering them exciting content, interesting chsuauter
tension.

Children love stories and puppe&orytellingandpuppetryare two universal, traditional art
forms that have featured strongly in all cultures as effective communication tools. They are also
great tools to send a message or teach a miongbrtant messages can be so skillfully
conducted through storytelling and puppetry, as the listeners are so charmed by the magic
images the storyteller paints before their eyes. Fin8ltgrytelling and puppetry are great
educational and teaching todts teachers who wish to touch the sensitive hearts of the young
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learners, to teach them ethiosprals and to convey messages about the highest principles and
virtues in life.

Exploitation of the Right Story
"Every accomplishment starts with the decidiorry".

A teacher should narrate a story in such a way as to transfer kids into the wonderful world
of imagination. This can be easily done with the use of storytelling and puppets as well.
Peder son ( 19 Stdytellioglisahie originat forrdftteadhing a nothimstheat

"A storyteller is always a teacher, and the teacher is always a storytéfles, indeed. There

I's no single smal.l vill age or area without
there, in and via stories. Tletassroom is a natural continuation to this human activity. There
are many ways teachers can exploit stories in class:

First of all teachers have to select the right story for each particular group of young learners.
Then they have to think carefuliyhich are the best techniques / strategies to implement in and
they have to prepare a lesson plan inWwihde and Post story telling steps.

It is crucial to prepare and present in class challenging, interesting, motivating and enjoyable
activities.

Teachershould use comprehensible vocabulary for their learmarging the pace, tone and

control of the reading speed. These are important elements when teaching a story or using
puppets.

The use of puppetpjctures, masks can be creatared helpful ideasotbe used in clasghile

teaching a L2 language. Also role playing contributes to a positive teaching. Teachers can easily
find many books and fables that focus on storytelling and puppetry. The internet is also a good
source of material.

In many contextsstories have many functions. Many circumstances and incidents about
creation and creatures are explained in stories. The human fables, weaknesses and attributes are
best understood through stories. Stories about envy, gluttony, greed, lust, heartlessness,
intelligence, wisdom, craftsmanship, courage and cowardice are taught to children via
storytelling and puppetry techniques.

Stories are lessons meant to teach, excite, educate, and entertain everybody. They are natural
ways to exposing learners to alktfiacets of language in terms of simplicity, interest and
curiosity.

A good idea about story telling in class is to ask students to prepare the dialogues of a story
they like, and play it in class or in front of their parents using puppets they havedcreate
themselves. Narrating the stories is very important and using aids while telling the story is not
less important. It attracts the listeners who wish to be part of the story themselves.

Find stories young learners love and match their age and languagelties important to

choose stories with a simple structure, with positive values (i.e., ones that express joy,
compassion, humour, resourcefulness, and other positive aspects of human nature). Teachers
can study the sel ect em 1995 and gebide hdwaocpkegentat inn d  (
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class. Young learners will be able to understand texts they read if they kr@s%®0f the

words. (Shin, 2007). If the story has a lot of unknown vocabulary, teachers should make sure
that they can make it compretsble before or during the storytelling. It really helps if the
children know the most frequent words.

Implementation of Storytelling and Puppetry in class

One of the most common ways to use storytelling and puppetry in class is by briefly introducing
the concept and the activities concerning storytelling. If young learners are unfamiliar with
storytelling, teachers can begin with short sessions and have younger learners sit around them
or introduce the story with a puppet in hand. The teachers read dladiclearly and tell or

enact a story to illustrate the points made in the introduction. (It is important to make comments
about the illustrations). According to Brewster, Ellis, & Girard, (2002) it is encouraging to
motivate young learners to take parthe storytelling. Young learners can participate in a story

by using puppets. It is a good idea to begin with personal tales before moving on to short stories.
Teachers should select stories that are easily learned. When narrating a story, teadders shou
change the way they narrate the story. They should pause where appropriate and change their
voice for different characters. A good idea is to make sound effects and use music background
where possible. Also it is a clever idea to repeat, expand, amdilede (Brewster, Ellis, &

Girard, ibid).

Another way of exploiting these two educational tools in class is by:

Using routines for starting and finishing st
Creating or bringing in visuals and realia &orytelling (pictures, puppets, masks).

Building a visuals and realia bank (Shin, 2007).

Encouraging children to tell the story to a friend /parent using puppets (and imitate your
storytelling).

Some useful methodology teachers can use when storyteléng t aki ng pl ace i n
classroom (Shin,ibid) contains Pend Post Storytelling activities:

Pre Storytelling activities:

Attract young |l earnerso6 attention by introdu
Connect the story to prior knowledge and eigees.

Review language in the story young learners already know.

Teach new vocabulary or expressions.

Have young learners predict what will happen in the story.

Give young learners a purpose for listening.

Post Storytelling activities:
Total Physical Reponse (TPR) activities.
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Ask learners to create their own beginning and ending of the story.

Drama and role playing using puppets.

Group retelling and replaying

Story mapping.

Story boarding.

Games t hat check compr ehen sagwthnmistakes gnd usingi St ar
pictures out of order).

Why using Puppets to Teach Very Young Language Learners?
| t i s Wiallaarndrsremjdy, thy learo it

filf a child does not learn in the way in which we teach, then we must teach him/her in the way
he/she learns

Pollock & Waller (dyslexia)

Puppetry is a type of theatre or performance which involves the manipulation of puppets. It is very
ancient, and is believed to have originated 30,000 years BC. Puppetry takes many forms but they al
share the cess of animating inanimate performing objects. Puppetry is used in almost all human
societies both as an amuseniemnmt performance$ and ceremonially in traditional customs and
celebrations such as carnivals. Most puppetry involves storytellmgu® of puppets in language
development has long been acclaimed as a means of promothegrsstiousness and selteem

in young learners. The puppet interface provides a way for both young and old learners to investigate
language in a safe and sometimesbrous manner, producing a spirit of exploration. This teaching
method incorporates multiple learning methods, is quite simple and can be easily used in class witt
amazing results.

The use of puppets in class helps teachers to change the quality efitbke class discourse

and to promote and increase young | earnerso
puppets, teachers also use more narrative to construct their teaching in challenging contexts,
and encourage children in their engagement ltolevclass discussion. What is important to
remember is that puppets i1l lustrate Notf feren
only can teachers provide their young learners with enjoyable and pleasant lessons during a
puppet show class, th&yill be amazed and surprised at what they can learn about their young
learners while they interact with the puppets. If approached and taught appropriately puppet
sessions can become a very significant teaching technique to create a platform for creating
interaction if and when the need arises. Interaction with puppets encouragegeession,
self-confidence, selésteem and helps a child cope with his fears and feelings.
Puppets however never cease to capture the imaginations of their audiencgscesathean

awesome and fascinating imaginary world. They have the capacity to break down barriers
offering an effective means to initiate communication. When it comes to dealing with problems,
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children find it easier to work through something that iskiliog them if they can express the
problem.

The reasons why many teachers use puppets along with storytelling in class are:

A puppet in hand introduces classroom management, classroom discipline and classroom
routines and rules. Children are more attentivien their puppet asks them to be careful, to

pay attention to their teacher and to behave well. If a young learner is not attentive, the teacher
can turn the puppet toward that child and ask him/her to be more careful.

Children learn through getting vially, aurally and kinesthetically involved in a subject (Shin,
2007). Young learners love listening to a story, watching, playing, talking and playing at the
same time or listening to puppets. Puppets are bright and colourful, tactile and moving. They
engge the child as a whole person. This incr
leads to deeper learning (Shin, 2010).

Teachers can model a language via the puppet by asking and answering various questions in
order to demonstrate a simple dialegor to instruct how an activity will be done. This way
young learners are more attentive to what teachers say.

Some children feel timid and shy to speak in English because they are unsure of the
pronunciation of certain words or of exactly how to expteemselves. In such cases puppets

can act as a psychological support for a child (Pederson, 1995). When a child speaks through
the puppet, it is not the child who is perceived as making mistakes but the puppet and children
find this liberating because dtiien see puppets as special friends who they can talk to in
English. When young learners use their own puppets to speak out when a new language is
introduced this will help them use the language freely.

Puppets manage t o at timmediatelyyThay orepte b mtimeatereng s 6 a't
and warm classroom environment.

Puppets motivate young learners toward language learning and promote speaking skills by
raising classroom interaction.

Puppetry in class promotes opportunities for differentliggnces and various language needs.
Puppetry in class also encourages all language skills and cover all curriculum areas by offering
more exposure to young learners.

Puppetry in class increases vocabulary use easily.

Puppets can be used as models tmthice new language function.

Puppetsnfuse confidence in the children.

Young learners can carry out a game, conduct a dialogue, write a letter, read a story or send an
email to their favourite puppets.

Young learners can use puppets in order to leannting. Puppetry in call promotes pair and
group work and increases youiiRjeede,d@8B7V)ner sé6 coo
Teachers can show directions using puppets in hand. Teachers can easily use hand and finger
puppets together or separately. ¥hwan instruct various tasks or introduce next activity by
asking the puppet to use a DVD or a CD. This way young learners understand that they are
going to listen to a song, sing all together or watch a video sequence.

How To Use Puppets to Teach a Lesso
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Using puppets to teach a lesson is a simple and communicative way to get your audience to
engage in what they are learning. Puppets can be believable characters with unique
personalities, voices, and emotions that audiences can connect with on a perkswehb
Puppets can also bring human qualities to many lessons without being intimidating and can
teach lessons that create a lasting impact on the audience as Gere, Kozlovich, & Kelin (2011)
suggest.

At the beginning of a school year teachers can thitke kind of puppets they can use for each
class of young learners and make a list of expressions they may use in class.

Choose the lesson you want to teach. You may want to find a story book that teaches a lesson
directly or design a redife interacton scenario that teaches a lesson that you can act out with
the puppets.

Practice teaching the lesson with your puppets without any audigénsedvisable for the
teachers to practice hand movements before introducing puppets to young learners. Gdiis ca
done at home in front of a mirror. This way teachers know what the children see in class.
Select the puppet(s) and the props you intend to@Reeelop the characters of the puppets
Make sure the puppets are appropriate for the lesson being taught.

Set the stage for your puppet show.

Teach the lesson using your puppets in a style similar to the one you practiced earlier.
Puppets in claswork especially well when they are involved in a story where they have a
problem to solve. Children will wand thelp the puppets by solving the problem. At the end of
the story the children can talk directly to the puppet about how they think they can solve the
problem.

Exploring Listening Skills through puppets: Useful tips:

Design a dialogue between two puppbtt matches the language skills you are trying to teach,
using any kind of puppet from simple sock puppets to plush dolls. Choose a topic that is of
interest to your group, such as animals or sports.

Memorize or familiarize yourself with the dialoguedapresent this to the class, letting the
puppets develop a personal{Breece, ibid).

Check for understanding by asking opErded questions of the children. You can ask questions
as the teacher or as the puppet.

Exploring Speaking Skills: Useful tips

Put students in groups of two to four and have them design a short puppet play with each person
using one puppet.
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Present young learners with a topic or let them choose their own and explain that they are to
use the language skills they are learning wireating their dialogue. Ask them to write down
specific script for each puppet character to say.

Allow class time for puppet creation, if possible

Keep the dialogues for young learners simple and wlamandhowto use puppets in class.

When planning desson think of language opportunities to use puppets.

Use puppets to model effective practice and find out how to create a positive atmosphere in
class.

Puppets should be polite and friendly with young learners. They should support young learners,
praise them when they are trying to be involved in the learning procedure and show their
disappointment when children make a noise in class.

Young | earners |l ove talking to puppets, S0
perspective and involvement.

Use various props in class when using puppets and explain young learners about them. For
example, their favourite puppet is cold today, so you can bring a cloth and cover it or ask young
learners what to do to keep it warm etc.

Teachers can assist yoursgutners produce puppets in class by using simple materials such as
socks, pieces of colorful clothes, scissors, paper, colours, pictures, cards etc.

Present these studetreated puppet plays in class, letting each group perform for their peers.

Conclusion

We all grew up with stories told first from our parents ktdr from our teachers. Young

learners are impulsive, entertaining, inquisitive, energetic, social and spontaneous. They crave
the teachersdé attenti on a origsandpkrying with puppets. They
Storytelling and puppetry are engaging, fun, challenging, interesting and motivating issues
which help children feel confident with the language they learn. Storytelling and puppetry serve
many functions; including lightengn y oun g |l earnersd interests,
| ectures, making material memorabl e, overcom
relationship between the teacher and the learners, or among learners themselves becoming the
cornerstones ofeiching. Stories presented to young learners through puppets use a holistic
approach to language teaching and support natural acquisition of the language. They can
introduce young learners to other cultures and attitudes and help language learners develop
critical thinking skills.
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DEVELOPING LANGUAGE SKILLS THROUGH CASE STUDIES

Ivana Trajanoska
Jovanka Jovanchevshdilenkoska
ELTAM

Abstract

Adults learn differently fronchildren and generally have different motivation for learning.
Typically, they identify the need to learn and they usually need or want to apply their newfound
knowledge soon after the acquisition. This means that a teacher can get the best results with
adults when they are fully involved in the learning process. Consequently, adult language
learning should be meaningful and in context and based on developing other skills along with
the language skills in other to make it meaningful, applicable, measui@igdasting, and
Areal o. It should provide additional I nf or ma
develop language skills along with analytical, probmiving, and critical thinking skills.

Case studies are a great way to improve langlesgaing since they provide learners with an
opportunity to solve a problem by applying what they know and are definitely something to
consider adding to language teaching. In this paper, we outline the general characteristics of
adult learning and casdugies as a type of problesolving learning and its advantages
applicable in the EFL classroom. Moreover, we provide short class delivery guidelines and a
lesson plan to additionally encourage EFL teachers to use case studies for language learning.

Adults have a general tendency to learn differently from children. They also have different
motivation for learning. Most often, adults learn new skills because they want to or they need
to and have to apply the newly acquired knowledge shortly after thadgarcess. Malcolm
Knowles, practitioner and theorist of adult education considered to be the father of andragogy,
based adult learning on four key observations of adult learners suggesting four basic principles
that can be applied to adult learning (Kresy 1984): Adults learn best if they know the reason
why they are learning something and if they are involved in the planning and evaluation of their
instruction; Adults learn best through experience; Adults tend to view learning as an
opportunity to sole problems thus adult learning should be probbéemiered rather than
contentoriented; Adults learn best when the topic is relevant to them and immediately
applicable (Kearsley, 2010).

This means that a teacher can get the best results with adultshelgeare fully involved in

the learning experience. If a teacher gives an adult an opportunity to practice and work with a
new skill or newfound knowledge, a solid foundation for kigiality learning is most probably
made. Moreover, in this way the add@aftner is more likely to retain over time the new skill or
newfound knowledge.
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Consequently, adult language learning should be meaningful and in context as well. It should
be based on developing other skills along with the language skills in other tdangkage
learning meaningful, applicable, measurable, fbng st i n g, and Areal o.
additional information or content besides language principles and concepts; it should develop
learning and language skills along with analytical, prokdedaing, and critical thinking skills.

This approach in language teaching has been suggested by several theoreticians and
practitioners of language teaching. Context and meaningfulness is at the center of several
approaches and methods of language educdiongxample: the Language Immersion, a
method of teaching a foreign language (developed in Canada in 1960s) in which the
foreign/second language (L2) is the medium of classroom instruction which enables studying
other subjects in the L2 (Anderson & Rhedd983); ConterBased Instruction or CBI
(Brinton, Snow, & Wesche, 1989) which provides seelamgjuage learners instruction in
content and language; Content and Language Integrated Learning or CLIL (Marsh & Maljers
in 1994}, a methodology similar to B which implies learning content through a foreign
language; English for Specific Purposes (ESP) which implies teaching English for vocational
or occupational needs.

This article suggests one possible way to make adult language learning meaningful and in
context and that is through the use of case studies. The use of case studies in the EFL classroom
not only provides context and meaningfulness, enables developing language and other
indispensable skills like analytical, problesalving, and critical thinikg skills, it also gives
language learners an opportunity to practice transfer of knowledge from other subjects or other
related or nomrelated fields of study. Furthermore, case studies are stoeetared thus stress

the importance of sharing the regpibility of learning, acquiring, and application of
knowledge and skills between the teacher and the learner. Finally, case studies provide an
opportunity for meeting the different needs of the learners connected to the various learning
styles they have.

How do we define case studies?

Case studies are a form of probkbdased learning, where a situation that needs a resolution is
presented. Problefmased learning PBL is a style of active learning and a studesmntered
approach in which students leafmoat a subject through the experience of solving a problem
(Barr & Tagg, 1995). They also learn both thinking strategies and knowledge in a specific field.
PBL helps the students acquire flexible and transferable knowledge and develop effective
problem soling and analytical skills. Furthermore, it puts through-dekcted learning and
effective collaboration through group and/or pair work. Case studies are a method used in
medicine, psychology, science etc. In this paper business case studies wilemantak
consideration for language learning purposes. A typical business case study is a detailed account
or a welloutlined story (real or imaginary) of what happened in a particular company over a
period in time. Often case studies deal with a spegtfiatson in a whole industry or project in

a set period of time. The case study should provide the learner details about the situation which
is often given in a historical context. The key characters or stakeholders are also introduced and

lhttp://archive.ecml.at/mtp2/clilmatrix/EN/CLIL background EN.htm
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the objectives rad the challenges they are facing are outlined. This is followed by specific
examples and/or data, which the learner uses to analyze the situation, determine and/or analyze
what happened, and make recommendations how to solve the problem. The deptheof a ca
depends on the lesson being taught. A case study can be short comprising of two or three pages,
or long consisting of twenty or more pages. A good case study stimulates critical thinking
regarding the information presented; enables development of @ugioassessment of the
situation which will ultimately lead to a wethoughtout solution or recommendation.

Why use a case study in the EFL classroom?

Case studies are a great way to improve and enrich a learning experience. First, they get the
learner nvolved and encourage immediate use of newly acquired skills and knowledge. They
differ from lectures or various assigned readings because they require participation and
conscious application of a wide range of skills and knowledge. Furthermore, cass ptidi

to the difference between knowing what to do and knowing how to do something. Case studies
offer an opportunity to compare the learner's recommendations and solutions to a problem with
what actually happened which gives an additional opportuoitydévelopment of skills,
acquiring knowledge, discussion, assessment, and evaluation and thus differing from other
practical or problenbased forms of learning, like scenarios and simulations. They are also
suitable for individualized learning since thaglude tasks that match the needs of the learners

in relation to the differences in individuals' learning styles. They include visuals, charts, pies,
photos and can involve various activities suitable for individualized learning (pair or/and group;
drawing charts, visuals, sketches; listening, reading, writing, and speaking activities). Finally,
they put language skills in practice and make language learning meaningful, memorable, real,
and in context.

The Structure of a Case Study

A typical case study sicture includes these elemerdggecutive summamyhere the objective

of the case study is defined and the key challenge is stqaeding paragraphvhich serves to

capture the reader's interestopewhere the background, the context, the approachtrend

issues involved are definepresentation of the factshich serves for developing an objective

picture of what is/was happenirdgscription of key issu@gere the viewpoints, the decisions,

and the interests of the involved parties are outlinededisas the problem(s) that should be
addressed. The key issues or the problem can be presented in form of a question or several key
questions which is particularly suitable for learners who do not have experience with case
studies. Most often, case studas followed by annexes where appropriate data (charts, pies,
photos etc.) are presented connected to the topic and the issue in the case study. These additional
pieces of information are valuable for thorough analysis of the problem and providing a
soluion. Most case studies contain a paragraph explaining what actually happened in the end
and how the problem was really solved and the consequences it resulted in. This part is not
included in the version given to the students at first since itcan induerct udentns 6 s u g
and of course spoil the fun.

Evaluating Learners Needs
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Learners need to have some theoretical knowledge to handle the questions and challenges in
the case study. Teachers should assdgsim | ear |
order to choose an appropriate case study especially when it comes to the EFL classroom. For
language learning aims, teachers should choose simpler case studies unless it is a group of
learners with homogenous and thorough professional backgrodrekperience.

Class Delivery Guidelines

Once the teacher evaluates the studentso6é nee
in the previous section, the class delivery of the case study should take place. Many case studies

c ome wi t hnotéesewhichhaeervérs useful and help teachers in the class delivery.
However, having in mind that the case studies that we are proposing for the EFL classroom do

not have language learning as a primary goal, we hope that with these short class delivery
guidelines we will help EFL teachers in using the case studies in the EFL classroom.

As to any other activity, a suitable waup to the subject matter in the case study should be
provided. Our experience has shown that the most usefulwaima classrayroup discussion

or a brainstorming activity on the general topic covered in the case study. A related video is
also a nice way to introduce the topic and stir the students. Through thes@ipvantivities

the teacher introduces the necessary vocabw@ryents need in grasping the case study.
Furthermore, the warrap prepares the students to think about the topic and anticipate the
problem further developed in the case study. It also provides the students with the indispensable
background informationofy the industry, country, event, time period etc.) in order to
understand the setting of the case study and successfully find a solution to the problem or deal
with the tasks.

The following activity is actually a reading assignment. Students shouldibarefd the case

study and its annexes. Very often case studies should be read more than once since they usually
contain many facts and a lot of information. Students should be familiar with the content of the
case study in order to decide later whicbt$aand pieces of information are relevant for the
assigned tasks and can be useful for solving the problem. Bigger case studies can be assigned
as homework. Shorter case studies can be read in class silently or out loud depending on the
st udent sofme pares dike sharts,Statistics, pies, tables, photos inscriptions should be
gone through and discussed either in groups or as a-wlasle activity since they provide the

students with additional input for addressing the issues in the case studydiDgmenthe time
teachers have at their disposal, studentsd n
since they are divided in meaningful units and then share the information they have read. This
procedure is time saving and useful when cioeelonger case studies but it can also be done

with shorter ones since it adds up to the aims of the class helping students develop oral
presentation skills. When students are presenting their part of the case study to their fellow
students, the teacheran check studentsd understanding o
ambiguous aspects. Thus, the comprehension part that comes after the reading activity is joined
with the actual presentation. If the reading of the case study is assigned as hoaredoord

in class as a wholelass activity, teachers should prepare a folljsweading comprehension

activity which can actually consist of several key questions that students answer through a class
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discussion which can ensure the teacher that studentsmdhe right track and will be able to

solve the problem(s) in the following activity. Once the reading comprehension part is done,
the new vocabulary should be covered. This can be done through a preparation of a glossary of
terms done in groups, as &ele-class activity, or as a horveork assignment.

Next comes the part with théey issuesvhich is at the heart of the whole class and should be
allocated the biggest chunk of time. TKey issueart of the case study can consist of
questions for disa@sion, problem(s) to solve, and/or tasks to perform. This part is usually done
in groups. Once the groups are ready, they share their work, compare and contrast their
solutions, discuss, and conclude.

The follomu p acti vity i s ac tsawidn(s)yor tieew way af mddmressings t u d e
the issue(s) with what actually happened with a particular person, company, project or industry.
The information what actwually happened can |
decides when and if he/sheopides that piece of information to the students. Other or
additional folowu ps are possi ble depending on the cas
time. These usually include a writing activity like various letters, minutes, reports or summaries.

Lesson Plan

In order to further help and encourage teachers to use case studies in the EFL classroom, we
suggest one lesson plan. The case study that this lesson plan covers isNisitedviotor
Company Ltd.: Building OperationalResilienby William Schmidt and David Simchievi

from the LearningEdge, a free learning resource from MIT Sloan School of Management. Even
though this learning resource is designed for management educators and students, the materials
it offers can be easily adapted and usgdEFL teachers. The resource provides free access to
various case studies and other interesting business related materials and activities. The topics
of the case studies vary from operations management, entrepreneurship, leadership, strategy,
ethics, sustinability, and system dynamics. They are meant to facilitate class discussion and
do not promote a specific point of view. Some case studies focus on the detakiog

process; others are more descriptive elaborating what has happened in a spen#éssbusi
environment, thus suitable to be used in an EFL classroom.

This particular case study falls under the heading of Operation management and reviews the
organizational structure of a famous company Nissan Motor and examines its operational
decisions a# r the Japanbés Great earthquake and t
recovering from this natural disaster sooner than its competition.

Level: Intermediate/advanced Business English
Number of students:18-30
Time: 2h30/3h

Necessary material:copies ofthe case study for each student; flip chart (preferably)/board;
markers in colors; computer, internet access and arh@aat projector (preferably)
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Lesson objectives Devel op studentsdé critical,, anal yt
students spdang, reading, oral presentation skills;

Procedure:
1. Warmup/ Class discussion (20 minutes)

Teacher elicits from the students whether they are familiar with the March 11, 2011 earthquake
and tsunami in Japan which is one of the most powerful ones on réberstudents are shown

a short CNN video on the evehtips://www.youtube.com/watch?v=R0I6z0HaUAStudents
discuss the video and share their thoughts.

In the focus of the discussion are the dfeof this extremely serious calamity i.e. a
humanitarian and an environmental crisis accruing from the earthquake; the tsunami and the
resulting nuclear emergency; an economic crisis. Teacher can spur a brainstorming session and
students can think of pasb | e ef fects of this wunfortunate
board or preferably on a flip chart so that the paper sheet can be put on the wall after the session
for everyone to see and use the ideas for the following activities.

After the braintorming session, students read the introduction to the case study silently and
then compare their ideas to the ideas i.e. effects presented in the text. Students go through
Exhibit 1 and 2 (a chart and a table). If reading charts has been introducedlas#hevhich

is often a topic in Business English courses, these two visuals can be read by two individual
students. This provides an excellent speaking activity. To round up, students can share their
knowledge regarding Nissan, anticipate what the dasy & going to be about, and guess how
Nissan dealt with the crisis.

2. Reading and comprehension and preparation of oral presentations (20 minutes)

Students are divided in 6 groups et 3tudents and each group reads its own part of the case
study silerty: Hi st ory of t he Japanese Aut omoti ve
Phil osophy: A Focus on Flexibility, Ri sk Ma
Disaster, Recovery by the Big Three Japanese Auto ManufactaretRecovery by the Big

Three apanese Auto Manufacturer®nce they read their parts, they discuss in groups what
they have read to check comprehension. Furthermore, the teacher approaches each group to
check comprehension and clarify certain aspects if necessary. Each group thess @répa

minute oral presentation of the part they have read and include interpretation of the exhibits
provided in the case study relevant to their part. Each group of students is given markers and a
paper sheet from the flip chart to write the plathaf presentation and/or draw certain aspects

that need to be pointed out. This activity will have most success if students were already
introduced to the technics of preparing and giving an oral presentation and the general structure
of an oral presentatim(brief overview of the content, introduction, main point(s), summary).

3. Oral presentations (340 minutes)

Each group gives a presentation. The time limit should be observed rigorously. While listening
to their fell ow st ud euldtakethotgs ofevsaehave aeen poesesited st u
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with, thus creating the whole picture. Students should be introduced ttakivtg technics

bef orehand for best results. The paper sheet
wall as well. Once thpresentations are over, students share their notes and recreate the whole
case study. One student is asked to read out loud the final part Going Forward which deals with
Nissans future plandn this way students are almost ready to deal with the colleecfase
studyCase Discussion Questians

4. Vocabulary bank (15 minutes)

The following activity is actually making a glossary and clarifying unknown vocabulary.
Students scan the text and skim for words/expressions that they are not familiar with and
togetherwith the help of the teacher provide an explanation in their mother tongue and/or a
synonym in English. Students should be encouraged to use dictionaries in the classroom.

5. Case Discussion Questions {80 minutes)

Each group is given 20 minutes to anstierfive case discussion questions which can be found

at the end of the case study. The answers should not be written down because it hinders oral
performance. Still, notes on the answers should be made to facilitate discussion and to make
sure group desion within the group itself. The focus here is revaluation of the organizational
structure and operational deci sions made by
Moreover, to respond to the task, students go through a decision making pfabegssown,

a small debate and exchange of ideas and then adopt one answer for the whole group. When all
groups are ready, they share their answers and compare and contrast their suggestions, remarks,
ideas and solutions question by question.

6. Follow-up (10 minutes)

As a follow up activity we suggest the teacher share with the students what happened to Nissan
after 2012, putting in perspective the future plans of the company outlined in the last part of the
case study. Students comment, elaborate ongbeits of view, and draw possible conclusions

and lessons to be learned, thus rounding up the discussion. If there were different points of
view, a wide variety of voices, and students found it particularly difficult to come to terms with
and adopt onerswer as a group in the fifth activity, as a follow up we suggest each students
to provide a written answer to tli&ase Discussion Questioas homework. In this way the
teacher gives each student the opportunity to elaborate and justify his/her pdsilgoiurther
developing writing skills.

Key Points

Case studies are an excellent way to improve language learning since they provide learners

with an opportunity to solve a problem by applying what they know, develop language skills

while working on or ptting in use their critical, analytical, and problem solving skills.

Furthermore, they make language learning meaningful and memorable. In order to ensure a
successful usage of case studies for language learning aims, EFL teachers should have in
mindstué nt sé6 | evel and make a thorough evaluat:i
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case studies in the EFL classroom. With the appropriate adaptation of the class delivery of the

case study to the students level, needs and interests, case studies nat balgxaeptionally
beneficial and rewarding, but also a lot of fun.

References

Anderson, H., & Rhodes, N. (1983). Immersion and other innovations in U.S. elementary

schools. In: "Studies in Language Learning, 4" (ERIC Document Reprodiu@girvice No.
ED 278 237)

Barr, Robert B.; Tagg, John (1995). "From TeachingtoLear®idgNew Paradigm for

Undergraduate Education”. Change: the Magazine of Higher Learning 27 (6): 12.
doi:10.1080/00091383.1995.10544672.

39



Brinton, D. M., Snow, M. A., & Weshe, M. B. (1989). Conteiiitased second language
instruction. New York: Newbury House.

Kearsley, G. (2010). Andragogy (M.Knowles). The theory Into practice database. Retrieved
from http://tip.psychology.org

Knowles,M. (1984). The Adult Learner: A Neglected Species (3rd Ed.). Houston, TX: Gulf
Publishing.

Knowles, M. (1984). Andragogy in Action. San Francisco: Jo8=ss.
Accessed 2 February 2015
http://archive.ecml.at/mtp2/clilmatrix/EN/CLIL_background_EN.htm
Accesgd 10 February 2015

https://mitsloan.mit.edu/LearningEdge/Pages/C

40


http://tip.psychology.org/
https://mitsloan.mit.edu/LearningEdge/Pages/C

FLIPPED CLASSROOM i TAILORING THE CLASSROOM TO THE 21 st
CENTURY LEARNER

Ljubica Ruzinska
Primary school ABl aze Koneski o, S

Abstract
In our schools, students have grown accustomed to the traditional methods of instructions where
the teachers stand in front of the class lecturing the same thing to all the students present. Then,
just at the end of the class, students are given horkawaeinforce the learned concepts at
home where they get little or no added support. As a result of this way of teaching, students are
j ust Apassiveo | i st ener savaycommunication precess ithati n g
encourages little critical thimkg. In order to change this trend of passive listening, teachers
around the globe employ technology to i mpl en
class time for collaborative activities by shifting lectures out of the classroom on the internet.
Thi s met hod, known as a dflipped c¢classroomo,
active learning to engage students in the educational process.

The action research project was carried out to determine if the model of the flipped classroom
would have a positive effect on the learning environment by increasing student engagement,
collaboration among students and interaction time with the students and teacher.

Keywords: flipped classroom, collaboration, student engagement
1. Introduction

The dassroom environment is always changing, and teachers must adapt in order to meet
student needs. In the last five years teachers have been asked to integrate new technologies into
their classroom. One of the r eaesgowsupin@ar t hi
world where there has always been Google, iPods and YouTube. Prensky (2001) regarded the

i ndividuals born into this modern world as 0
emalil, the internet, cell phones and instant messaglngarnt egr al parts of t|
2001, Chan also noted that the growth of information and communication technology,
especially internetelated technology, has changed how, what, who, when, where and why we

learn (as cited in Lee, 2005).

Arecmt trend that has developed in education i
classroom. o A flipped classroom, as its name
have been reversed or #Afl i p ereiskOnormallycoroptetece r wo

at home are worked on in the classroom, and the lectures normally given during class time is
given as homework through video lectures, podcasts, or some otlerimsteuction delivery
method.
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If we look at the reasons why tdeers started implementing the flipped classroom model into

their classrooms, we can come up with the following conclusions: students |ehifierant

pacegslow, medium, fast); sometimes studaniss important pieces of informatiwam class
eventhogh t hey are fpr es e n aisen({deedodeairs siekspoftshand st ud
miss lessons; often studexts not complete homewdikly or correctly at home because they

Af orgotd how to do it from cl aspendfostofcassmpl y
time lecturing anchot giving students a lot of time to practice on their witimout support; and

teacher spenthany extra hours tutoring and-egplainingt o st udents who di dr
class.

There are some misconceptions abavtat the flipped classroom actually is. Some
misconceptions about the flipped classroom are that students spend the entire time in front of a
computer, students work without structure, the videos replace the teacher, students work in
isolation, or that iis an online course. An effective flipped classroom is one that, the time
normally spent lecturing, is used for-gfass activities, discussions, problems, and group
projects. The most meaningful learning in a flipped classroom occurs as a result@itefie

of the extra class time (Tucker 2012). The direct instruction given to students as homework can
take the form of a video, a power point, a handout, or a combination of these.

The purpose of action research project was to examine the effects tipged classroom

model on the learning environment and student achievement. | collected data on lecture time
in-class, interactions between students, student engagement, and overall grade assessments.
Ultimately, utilizing technology should reduce clésse traditionally spent on lectures. As a

result, | hoped the flipped classroom would provide students with more time to interact with
each other and with me, hence increasing student engagement and achievement in my
classroom.

The main research quest®were:
1 How does flipped classroom model change the learning environment?
1 Does the flipped classroom model reduce lecture time in class, and consequently, allow
for more interactions between students?
1 Does the flipped classroom model increase studerggamgent and achievement?

Literature review

The flipped classroom developed in response to a variety of changes in the classroom
environment, i ncluding studentsdé | earning pr
access to technology. It hagthotential to be an effective and useful method of education. By
replacing the direct instruction from class with video lectures watched as homework outside
class allows for more clagsne to be used for active learning. Active learning can include
different activities, discussions, independent problem solving, and phaset learning
(Bergmann, Overmyer, & Wilie, 2012). By doing this, teachers create a classroom environment
which uses collaboration and constructive learning, but at the same tinbéended with the
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direct instruction used outside the classroom (Tucker, 2012). Constructive learning happens
when students gain knowledge through direct personal experiences (Ultanir, 2012). These
personal experiences can be increased in a flipped aasshoough the use of different types

of activities, creating students who are active learners (employing fogiher levels of
understanding: analysis, synthesis, and evaluation), rather than passive learners (utilizing only
lower-order levels of undershding: absorbing information from hearing, seeing, and reading)
(Minhas, Ghosh, & Swanzy, 2012; Sams, 2013). Active learning has been found to produce
better grades than passive learning (Minhas, Ghosh, & Swanzy, 2012). Collaborative learning
takes placerhen two or more people learn something together, holding one another accountable
for their learning. Also this type of learning creates students who are more invested in their own
learning. (Roberts, 2004). Through group activities, projects, and grobjepr solving in the
flipped classroom teachers can introduce a high level of collaborative learning.

The flipped classroom also involves a change
teacher can be portr ay gesedssinfornmaton ifiengagrgways t he
in hopes that students will pay attention and absorb the information (Bergmann, Overmyer, &
Wilie, 2012). The flipped classroom moves away from this idea, putting the teacher in the role

of the fAgui deworkswith theetudentsdoegaide whanothrough their individual
learning experiences (Bergmann, Overmyer, & Wilie, 2012). In the flipped classroom the
responsibility for learningfs| i pped from teacher és Hagentals t o
facdime isflipped from teachefocused to studerfbcused.

2. Methodology

In order to analyze the effects of the flipped classroom model, | compared a flipped classroom
with a nonflipped classroom. By comparing the two methods of teaching | was able to find
some @ the effects the flipped method had on my classroom. The participants in the research
were my sixth grade students who have studied English as a second language for 5 years in a
traditional nonrflipped classroom. In order to compare the two methods ohteg | decided

to teach the L Module from the course (19 lessons) using the traditional method of teaching
and then teach thé®Module (19 lessons) using the flipped classroom model.

| first gathered data from a traditional ntiipped classroom sthat | would have a baseline

data with which to compare the flipped classroom. These lessons were designed with normal
classroom events such as |l ectures, exercis
participation and engagement in class using kltists. For homework students were given
practice exercises about the material covered in class. Homework completion was also
recorded. Students had to complete 2 master quizzes during Mmdale. At the end of the

module they completed the Modulettésand the results were noted.

Following the implementation of the traditional rffipped classroom for theS1Module |
implemented the flipped classroom for the' 2Module. | created a website
(www.teacherljubicaflippedclassroom.weebly.gomhere | uploaded the Tutorials for the
module. So for homework, students were assigned to watch 5 to 10 minute video lectures or
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PowerPoint presentations followed by online exercises in a Googregdoor to coming to

class. At the end of each Google form, students had to complete 2 additional questions (What |
understood the most? What | am still confused about?) which gave me a better insight if students
need it additional help from me in classid@ students arrived in class, they were split into 3
groups according to the results from the Tutorial exercises. The first group was comprised from
students who completely understood the material and could work on additional exercises alone
without my hép. The second group was comprised from students who did well on the exercises
but still needed additional help from me by asking me additional questions or explanations
about the material. After -5to 10minute discussions, students continued working
collaboratively or individually on the rest of the given exercises. The third group was comprised
from students who had problems understanding
Tutorial before class. Because of the available time in class nowalato work Jon-1 with

this group of students. During time spent working on exercises students were placed in strategic
pairs or Abuddi eso and pairs were combined
working students were instructed to workiwiheir buddy then check answers with their larger
group of four. During the implementation of the flipped classroom model, the results from the

5 online Tutorials were recorded for each student as well as the results from 2 master quizzes
students had toomplete during the Module. At the end of tf&Module students completed

the Module test 2 and the results were noted.

3. Data analysis
3.1Expected results

Before conducting my research, | hypothesized flipping the classroom would cause lecture time
in class to decrease. | expected students would be more engaged with exercises, activities and
projects due to increased work time in class. | strongly believed students would appreciate
opportunities to collaborate between each other. Ultimately, | expscteds to rise in the

flipped classroom. Therefore, | anticipated quiz and test scores fronf%héo8lule to be

slightly higher compared to the scores from tfiébdule, but did not expect them to increase
significantly. | realized it would be diffictito tribute any positive results to one aspect of the
flipped classroom as they could be attributed to the content being studied, to the video lectures,
more time in class to do exercises, collaboration opportunities, or other unknown reasons.

While | imagined students would appreciate more class time to complete exercises, activities
and projects, | anticipated mixed feelings toward learning through Tutorials. Just as some
students prefer a physical textbook over an electronic textbook, some studgptefaaface

to-face lectures over video lectures. | was also certain that not all students would watch every
Tutorial every time. | did expect student engagement levels during class to increase due to
reduced lecture time.

3.2Results and interpretations

To address my research questions both qualitative and quantitative data were collected.

44



Journal. Qualitative data were collected through a teacher journal which was updated daily.
Analyzing the qualitative data aimed to address whether flipping the aassiecreased
classroom lecture time, consequently allowing more time for students to collaborate and engage
with the content. At the end of the flipped classroom implementation, 38 journal entries had
been recorded. Initially when | introduced the concépthe flipped classroom, most students
seemed willing to give the Tutorials a try. | then gave students twenty minutes to watch the first
Tutorial in class, and at the conclusion students were generally positive.

During the flipped classroom, | was extnely pleased with effort students put forth to complete

the activities in class. I was also pleased

another. While students regularly asked me questions, the majority of discussions happened
between studgs. From my observations, 45 students regularly engaged in discussion with their
students, while 20 worked more individually. My journal continually contained entries
involving student engagement. Increased engagement was especially apparent in shadents w
did not spend much time doing homework in the traditional setting.

While the majority of my flipped classroom journal contained positive entries, the most
frequently reoccurring negative issue was connected to students not watching the videos.

About2 0 % o f the students didnot watch the Tuto

same as the number of students who -fppedndt c
classroom. In the neftipped classroom about 10 to 12 students out o6&hwtal students did

not do the homework each night. In the flipped classroom the homework showed that on the
first day of the i mplementing the flipped cl

do the homework (watch the Tutorial priortoslds. The second time 17 s

homework and on the third time 12 students
flipped classroom model a great deal of students did not do the homework, but each time more
students did the homewors the flipped classroom went on. This could imply that when
transitioning to a flipped classroom for the first time many students might not do the homework
at first, but over time a teacher might see the levels of homework completion rise.

Test scores To assess student achievement, | used the results for quizzes and tests from both
the F'and 29 Module. After comparing the results, it could not be concluded that flipping the
classroom was tied to increased overall academic performance. Ghteldle quizzes and

test studentsdo aver ad'®odgle quidzes andaest stad@rits aeerage o n
grade was 72%. Like | mentioned before, this grade does not show that students got
significantly better grades on the flipped than in a-flipped dassroom. But | can confidently
conclude that flipping the classroom did not hurt overall academic performance.

Survey. To better understand the effects the flipped classroom model had on the learning
environment, | gave the students a survey. The suwmetained 16 statements scored on a five

point Likert scale, and two additional questions. For each statement, students specified whether
theystrongly disagreedlisagreedhad no opinion or were neutralgreed or strongly agreed

The two questions athé end of the survey addressed the positive and negative themes
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associated with the flipped classroom model. Survey items were designed to address the
research questions involving student engagement and collaboration. Few of the questions were
askedtogam an insight into studentsdé perception
the classroom was flipped. Additional questions also addressed how students watched the
videos.

For items 110 and 1516, agreeandstrongly agreehoices indicate positiv&udent perceptions
toward the learning environment during the flipped classroom implementation, collaboration
and engagement. Negative student perceptions are refledeshgreeandstrongly disagree
choices. Theeutralchoice shows no preference arpmerceived change. ItemslD and 1516

can be found iTables 13. Items 1114, included inTable 4, addressed characteristics specific

to how videos were watched. These items were not in connection with the research questions,
but were included in theusvey because they provided useful information.

Table 1
Student Responses to Survey Items Related to Collaboration

ltem SD D N A SA

4. When the classroom is flipped, | spent m{ 5% | 4% | 10% | 27% | 19%
time working with classmates
5. | understand the exercisestter when | work 5% | 5% | 10% | 24% | 21%
with a classmate
6. The flipped classroom allows for more time| 2% 3% 7% | 29% | 24%
ask the teacher questions in class

Studentsd responses rel at e dable b Focall thieeasbreey at i on
items, 45%53% of students markeagreeor strongly agree5%10% of students marked
disagreeor strongly disagreand 7%10% indicated no preference or no perceived change. Of

the students surveyed, 53% thought the flipped classroom allowed more timé¢hte tesicher

guestions in class, 46% spent more time working with classmates, and 45% felt they understood

the problem sets better when working with a classmate.

Table 2
Student Responses to Survey Items Related to Student Engagement

ltem SD D N A SA

9. | am more engaged watching the videos thi 3% | 7% | 10% | 28% | 17%
was during irclass lectures
15. When | watch the videos, | take notes 2% 5% 8% | 34% | 16%
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Studentsd responses

rel at ed Table2 ot hotd sunvéys 6
items, 45%50% of students markeagreeor strongly agree7%-10% of students marked

disagreeor strongly disagreand 8%10% indicated no preference or no perceived change. Of

e

the students surveyed, 45% thought that they were more engaged watching the videos than

during in-class lectures and 50% took notes while watching the videos.

Table 3
Student Responses to Survey Iltems Related to Student Learning and Academic Ach
Item SD D N A SA
1. The video lectures help me wundersty 3% | 5% | 5% | 23% | 29%
vocabulary and grammar concepts
2. 1 would rather watch a Tutorial for homewo 3% | 3% 6% | 29% | 24%
than do exercises for homework
3. | prefer the flipped classroom over t| 3% 4% 8% | 32% | 18%
traditional classroom format
7. The flipped classroom allows more time| 2% | 4% | 8% | 27% | 24%
work on execises in class
10.1 learn better watching the Tutorials than 1| 5% | 5% | 10% | 30% | 15%
during inclass lectures
16.1 want to continue learning English with ti 2% 5% 7% | 25% | 26%

flipped classroom model

The greatest volume of positive studgetceptions occurred for the survey items related to
students learning and academic achievements, as sdeablm 3. For all six survey items,
around 45%b0% of students markeagreeor strongly agree6%10% of students marked

disagreeor strongly disageeand 5%10% indicated no preference or no perceived change. Of

the students surveyed, 52% thought that the Tutorials helped them understand vocabulary and

grammar concepts, 53% stated they would rather watch Tutorials for homework, 50% preferred
the flipped classroom, 51% thought the flipped classroom allowed more time to work on

exercises in class, 45% stated they learn better thought the Tutorials and 51% would like to
continue learning English with the flipped classroom model.

Table 4
Student Respses to Survey Items Related to Watching the Tutorials
Item SD D N A SA
11.1 watched the Tutorials before class 5% 6% | 15% | 11% | 20%
12.1 often paused the Tutorials when watching 5% 3% | 10% | 20% | 27%

order to understand the concept better
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13.1 rewind some ofhie Tutorials or watch thern 5% 5% 9% 25% | 21%
more than once
14.1 fast forward the Tutorials when watchit 14% | 11% | 12% | 11% | 17%
them

Table 4 contains items 114, which directly related to how students watched video lectures.

On item 11, 31% of students iodted they watched the Tutorials prior to class, while 11%
indicated they did not and 15% were neutral. If we presume that the students who marked the
statement neutral sometimes watched the Tutorial before coming to class and sometimes they
di d n 6 these respomses correspond with my observation that about 20% of students were
not watching the Tutorials prior to class. 47% of students paused the videos to process content,
and 46% rewound some videos or watched them more than once. 38% of students fast
forwarded some videos. Responses to items 12, 13, and 14 are related to pace of learning. Even
though a teacher can pause and provide additional explanation during lectures in a traditional
classroom. The Tutorials give an opportunity for each studdetta at his/her own pace. It
appears the almost half of students took advantage of this opportunity.

The studentds responses to the two free res
negative feelings associated with the flipped classroom nardegiven inTables 5 and 6

From the positive aspects of the flipped classroom model 7 out of 11 items were positively
marked by more than 50% of the students. Providing more class time for students to ask
guestions and get help, the ability tewatch te Tutorials and having more time in class to
complete exercises were chosen by majority of the students. The most frequent negative themes
were not being able to interact with the teacher during video lectures and that some Tutorials
were hard to understd. Also 28% of students indicated that they experienced some computer
problems while watching the Tutorials due to slow internet connections.

Table 5
Student Responses to the question: What do you like about the flipped classroom?

More time to ask gustions/get help 63%
Could review concepts by-weatching the Tutorials 60%
More time in class to complete exercises 55%
More interested/engaged in learning English 51%
Tutorials helped with understanding 49%

Watching the Tutorials for homework Isss time consuming than completii 49%
exercises for homework
Could learn at own pace 45%

Helpful to work with classmates 40%
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Could focus better during Tutorials versus ailass lecture 35%

Less stressful/more flexible learning environment 26%

Easy to catclup if absent 23%
Table 6

Student Responses to the question: What did you not like about the flipped classroor

Some Tutorials are difficult to understand 55%
Candt ask questions or interact wi| 5%
Experienced computer problems when trying to watch the Tutorials 28%
Would forget to watch the Tutorials 23%
Could focus better during4dass lecture versus watching the Tutorials 20%

Watching the Tutorials for homework is more time consuming ttampleting| 18%
exercises for homework

Hard to find time to watch the Tutorials 15%
Do not like watching videos for homework 12%
Conclusion

Using the flipped classroom model allows covering content prior to students attending class
which means fraag class time for collaborative learning projects. Strengths of the method
include: meeting the needs of diverse learners, taking advantage of the community of learners
in classrooms, allowing students to be in charge of their learning and their sunctpesvading
opportunities for individualized instruction. The hypothesis was that these strengths would
allow a change in the learning environment that would increase student collaboration and
achievement.

The first research question focused on the imflggping has on the learning environment.
Students had more time to complete various exercises and projects in the flipped classroom
versus the traditional classroom. Delivering the content through the Tutorials allowed for this
change. Even though onaayter of students did not constantly watch the Tutorials prior class,
for the majority of students who watched them, collaboration opportunities seemed to be a great
benefit of the flipped classroom.

The second resear ch gu assrbomonodelwealsce léciDre e int he f

class, and consequently, allow for more inte
data from my research, | can answer yes to both parts of this question. As a teacher, observing
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students collaborate wittne another was the most rewarding part of the flipped classroom. It
also became quite obvious | did not need to be the only source for information. Most students
were willing to explain grammatical and vocabulary concepts to a peer. Instead of immediately
asking me for help, studentsgularly turned to a classmate.

Regarding the third question, fADoes the flip
and achievement ?20, I can say itclhsa exergsesuadde nt s
projects, lot | cannot confidently report they were more engaged with video lectures. A great
number of students pointed out that one of the negative sides of the Tutorials was not being able

to ask the teacher questions immediately. Regarding student achievesmenndble to report

increased academic gains based only on one Module in the year. Generally, | was pleased with
the academic performances and did not observe any negative effects.

One unexpected research outcome related to pace of the learning envirdnniea free
response portion of the survey, nearly half of the students made positive comment related to
learning at their own pace. Also almost a quarter of the students stated that the learning
environment was less stressful or more flexible. Thislreaused me to reflect on the pressures

of a onepacefits-all traditional classroom atmosphere.

Each classroom is different. Methods that work well with one group of students may not work

as well with another. For educators thinking about flippingy ttlassroom, | encourage them

to plan which units work best with video | ec
better attention to videos made by their teacher versus videos from another source. Taping
lectures can be time consuming, tuatrth it. | suggest starting with one unit or module. Videos

should be concise, as students can always pause or rewind them. It might take a while for
students to get in the routine of the flipped classroom so switching back and forth between video
lectures and traditional lectures could get confusing.

As expected, lack of videwatching was the most negative aspect of flipping. But for me, the
positive effects of the flipped classroom model far outweighed the negative. | would suggest
flipping to most ag educator, as long as their students have access to technology. | especially
encourage flipping in classes where students are willing to engage in conversations about the
content, or for teachers looking for a change of pace. Every flipped classroomus;uro

formula exists to perfect this instructional practice. However, it seems the flipped classroom
holds too much potential to be just another passing trend. Collaboration, engagement, and more
individualized pacing are benefits of the flipped classrdhat cannot be ignored.
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INCREASING READING COMPREHENSION BY USING PATTERN BOOKS,
READERS THEATRE AND STORY MAPPING
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Abstract

Beginninglevel second language readers are just beginning to pull meaning from reading texts.
Therefore, they need more exjpence with written language and need t@kgosed toeading

and writing for readily perceived purposes. This paper will examine and give examples of
several teaching strategies that have proven useful for beginning readers such as using Pattern
books,Story mapping and Readers theatre. Pattern sreksoriesvhichuse repeated phrases

and rhymes. The use of pattern books help in
level of linguistic competence and assisting comprehension through #igioepof a simple
sentence pattern. Readersodé theatre is an exc

as they readrad dramatize a script fromstory. Itd 0 e s n 0 tsets; cesfumesy neemorized

lines. The goal is to read a script atbaffectivelywhich would enabléhe audience to visualize

the action instead ofmemorizing lines andcting ait literature as in a playstory mapping is

an example of scaffolding because it helps students use the basic structure of a story to
understandind compose storieShey may be usetb focuss t u d attentioh ®n important

parts of a story. Finally, story maps provide a starting point for students to share their individual
ideas and responses to the evemts storyas well as discuss variougews and experiences
presented in a story.

Keywords:pattern books, readersdé6 theatre, story
Introduction

Reading can be seen as an Ainteractiveod pro
automaticity or readinfluency. This is a process in whichieader interacts dynamically with

atext as he/she tries to elicit the meanofgthe text ad in this process usdsqguistic or

systemic knowledge as well as schematic knowledge (Alyousef, 2005). Engaged reading is
based on motivational and cognitive characteristics of the reader who is intrinsically motivated,
who uses cognitive strategiesd interacts socially to learn from tefngagement can be

noticedi n st udent 0 sseledoegtion andpevseverard i readihgGuthrie et al,

2004) . It i's the teach etuderds tor reasbp ohoasingbthel i t i e ¢
appropriate materials and especially for those at the early stages of learning. Beginning ESL
readers, regardless of their age, need ragperience with written language, they need to be
exposed taeading and writing for readily perceived purposes. If they are literate in their first
language, they probably have some idea of what reading and writing are for, but their literacy
concepts shuld be broadened. They may stibt be completelffamiliar with the English

alphabet and spelling patterns. They need frequent reminders of the many ways we use reading
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and writing for practical purposes and enjoyment and they need enough practice tinemov
toward being able to read simple texts independently. Since they are just beginning to pull
meaning from reading short texts, they need practice to solidify sound/symbol correspondences
as well as process information beyond sentéenel texts (Pergoy & Boyle, 2012). This paper

will examine and give examples of several teaching strategies that have proven useful and
motivating for beginning readers such as using Pattern books, Story mapping and Readers
theatre.

Pattern Books

Pattern bookarestorieswhichuse repeated phrases and rhymes. The predictable patterns allow
beginning L2 readers to become involved immediately in a literacy event in the second
language. The use of pattern books be seen diseracy scaffolddbecause they amodelling

readi ng, chall enging studentsbo current | eve
comprehensiorwith the repetition of a simple sentence pattern. In addition, pattern books
regularly have pictures thatan facilitate story comprehension. Whestudents make
predictionsthey form ideas about the future based on whal already know or believe. A
predictable book is one thasespatterns, sequences, and connections ipittaresor words
whichenablechildren to gusswhat will come nexin the story. Redictable books can be used

to help children learn what to expect from spoken and written language.

First, teachers need to cho@seariety of predictable books teadwith very younglearners

such as pture books with basic vocabulary and simplemypatternsand let children
anticipate what word comes next, for @gqe Fish, Two Fish, Red Fish, Blue FishDr. Seuss;
Drummer Hoffoy Barbara EmberleyRap A Tap Tajpy Leo and Dianne DillorBringing the

Rain to Kapiti Plainby Verna Aardema. Theteachers shoulenable children to repeat simple
phrases or refrains with a reader. Teachers also nesd tthildren's favourite bookser and
overagain.Young children may want to hear the same poem or book many times, and thus they
get to know the wrd patterns. Many children like to fill in the blank when teacher leave out a
word or two at the end of a sentence. Some children will enjoy catching the "mistakes” when
teacher playfully change a few words in a familiar book. Teacher canxg@aonceon hildren's
predictions- children can make up dialogue betwgamtagonistan nearly or completely
wordless books. Children who know a book well can discuss different versions of the same
story.

Example of a pattern book: Brown Bear, Brown Bear, What Do See?
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ot seaena

TEACHER READS: Brown Bear, Brown Bear, what do
you See?

(Teacher turns the page and children see a picture of a red
bird)

CHILDREN REPLY: Red bird!

TEACHER READS: | see a red bird looking at me!

Red bird, Red bird, what do you see?

(Teacher tura the page and children see a picture of a
yellow duck)

CHILDREN REPLY: Yellow duck!

TEACHER READS; | see a yellow duck looking at me.
Yellow duck, Yellow duck, what do you see?

(Teacher turns the page and children see a picture of a blue
horse.)

CHRDRENREPLY: Blue horse looking at me.
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According to Peregoy & Boyle, 2012, a partial list of pattern books that have proven successful
with older and younger English language learners includes the following:

Allard, H. (1979). Bumps in the Night. Garden Cityy NDoubleday.

Carle, E. (1977). The Gronchy Ladybug. New York: Croweli.

de Paoia, T. (1978). Pancakes for Breakfast. Orlando: Harcourt Brace Jovanovich.
Flack, M. (1932). Ask Mr. Bear. New Yorklacmilian.

Gaidone, P. (1975). The Gingerbread Boy. Boston: Houghton Mifflin.

Hoban, R. (1972). Count and See. New York: Macmilian.

Keats, E. J. (1971). Over in tbe Meadow. New York: Scholastic.
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Readers Theatre

Readersd theatre is an excellent activity
dramatize a script form a story. Readers theatwehmn readers read script adapted from
literature andhe audiencés picturingthe actionwhile hearing the script lreg read aloud. It

d o e s n 0 tsetssmengotized lieesr costumesThe goal is to read a script aloud effectively
which would enabléheaudience to visualize the actionstead ofnemorizing lines andcting

out literature as in a playy using voice, gestures afakial expressiongsformers bring the

text alive. Readers Theatre helgpsidentsto develop fluencybecause they haveepeatd
exposure to textpimprove comprehension andimbegrate reading, writing, speaking, listem

in an authentic context. Furthermorepiibvides a real purpose for reading, engages students
and increases motivation, provides opportunities for codperdgarning builds confidence

and impoves seHimage of studentsThe Reader's Theatre stratemgynbinesstudents' desire

to perform withthe need for oral reading practice.ptesentsan enjoyable and engagingy

of improving fluency and increasingmprehension. Teacher should introduce Readers Theatre
using prepared scripts sindeidents need to grasp the concept of Readers Theatre and become
familiar with the format of a script before writing their own. Readeed tqractie their roles

in different waysi individually, in pairs orsmall groups, privately and in front of others.
Teacher should also rehearse with the readers and model expressive reading, providing
direction and support regarding their expression, interpretation, positions aads1iBeregoy

& Boyle, 2012).

The possible challenged using Readers Theatre in clasay be the complex vocabulary or
language structures in scripts @specific group of students. But this can be overcome by
adapting the scripts to the form they via# comfortable with without losing the essence of the
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story. Another challenge may be the unfamiliarity of the stories and the cultural dimension, but

this can also be overcony gradually introducing students to different storfiesn different

cultural background Thisc an pr esent an opportunity to br
introduce them to stories from different parts of the wasldich can be very beneficidbr

young childreras Mixor& Tamu, 2006suggestHowever, t can be challengingo find

appropriate script that beginner readers can Tises, teachers need to adapt the stories and

scripts to suit the level and the needs of their stud€hese are many websites that offeany

interesting and appropriate scripts that camdtwenloaded ath used with young learnerfor
e.ghttp://www.thebestclass.org/rtscripts.html

Readers Theatre in actieThe North Wind and The Sun

Story mapping

Story mapping is an example of scafialglbecause it helps students use the basic structure of

a story for understanding and composing stoBasiesusuallyhave a basic skeletal structure
consisting of a major character(s), a goal they wish to achieve, an obstacle that makes it difficult
and a esolution of a conflict between the goal and the obst8teple story mapcan be used

to focuss t u d attenticsy ®n important parts of a story. Finally, the story maps prewide
opportunityfor students to share their responses to the values and avéimetext, as well as

to discuss various views and experiences presented in a story (Peregoy & Boyle, 2012).

A story mappresents a visual tool that is ugedhelpstudentsecall details about whahey
havereadandbringthemcloser to the story.t8ry mapsoutlineevents or important factghich
can range from simple sketches mbtagonistsand events, to more specific and complex
information.for e.g.the title, setting, authosgquence of eventstc. Creating a story map helps
studentaindersand and remember the elements and structure in a storymore &asilsesult,
learners will be able tisolate and identify plot, $tng, protagonistsand conclusion of a story,
construct a simple story map to accompany a lmvahort story andive an oral summary of

a story using their story maps.

The use astory mapas a pre and post reading activity increaséearnersreading
comprehension. A story map is a grigplbrganizer that helps learners eoganize the
information from the booksStory mas can helghemnavigateéhrough a book like a regular
map through a city, showingvhere things are.The story map teaclessnersabout story
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structure and the elements that make a good story. These elements match the basic questions
we would ask aboutrey story: WHAT, WHERE, WHO, WHY, WHEN, and HOWh this
way it helps children classify ideas and communicate more effectively.

Examples of story maps:

The North Wind sad &e Sen

|

Story Train
wmmum What hoppened next? What happened lost?

H
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Abstract

A modal veb is a type of auxiliary verb that is used to indicate modafityiliary verbs are

as their name suggests, helping veniedp complete the form and meaning of main verbs.They
are callednodalbecause they express tm@odof verbs.They do not make up\gerb phrase

on their own, but must usually be accompanied by a following main verb. Modality is a
linquistic phenomenon, which allows one to make a judgement about situations that need not
be real. To understand the phenomenon thoroughly, certain auxikalos which express
modality need to be studied.

The aim of the paper is to present modality of the modal garband its meanings. hie
analysis will be based on epistemic and deontic modality and the most frequent and common
meanings, namely possiiyl, ability and permission.

Key words: epistemic, deontic, modality, can, students

INTRODUCTION

Many students are not aware of the subtle shades of meaning that are found within the meaning
of a modal. Modals are difficult for students to grasp becausedal and modality are rarely
explained to the student, the form of modals does not follow the conventional rules of grammar,
and there are so many meanings of modals that students often get confused about which modal
to choose.

Modality is centrally cocer ned wi t h t he speaker 6s attit
actualisation of the situation expressed by the rest of the clause. (Huddleston and Pullum, 2002:
173).

According to Quirk, at its most general, modality may be defined as the manner in éhich t
meaning of a clause is qualified so as to reflect the speaker's judgment of the likelihood of the
proposition it expresses being true. (Quirk, 1985: 219)
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Comparing the two definitions, they express the same idea by different words. The definitions
imply that modality refers to the way in which a text can express attitudes towards a situation.
This characteristic of modality is what makes it different from a sentence expressing a directly
known proposition.

To sum up, modality is a linguistic phenomenehjch allows one to make a judgement about
situations that need not be real. To understand the phenomenon thoroughly, certain auxiliary
verbs which express modality need to be studied. Therefore, modal auxiliaries, especially the
modal verbcan and somether aspects concerning modality will be examined later in this
paper.

'‘Epistemic’ and 'deontic’ modality are the terms most frequently mentioned by English
grammarians. These two kinds of modality are occasionally referred to as ‘intrinsic' and
‘extringc’, e.g. by Quirk,where the term 'extrinsic' corresponds with the term 'epistemic’ and the
term ‘intrinsic'corresponds with the term 'deontic’. Jennifer Coates divides modality into
‘epistemic’ and 'neepistemic’ modality and uses the term ‘root' moglatdnding for ‘deontic’.
(Coates, 1983: 20)

Basically, there are no or only slight differences between what the terms mean. The
characteristics and descriptions of these two kinds of modality are often identical or very
similar.

Epistemic modality expeses confidence/doubts, a judgement about the truth of a proposition
(whether it is possible, probable, or necessarily true). Epistemic modality means belief
modality:

A

Paul cano6ét .be in Liverpool

When we look at the above example and focus on its nag#i® modality is not affected.

The example can be paraphrasedlag m sur e/ 1 confidently assume
Jennifer Coates (1983: 19) claims that the negative form of the modalarerdpresents

epistemic modality when supplying thessing negative fomust and that the modal verb

canin its positive form is never epistemic.

Deontic modality involves the giving of directives (in terms of such notions as permission and
obligation or prohibition). Deontic modality means action mogalit

You can attend the lectures.

According to Quirk the modal auxiliaries are so called because of their contribution of meanings
in the area known as modality (including such concepts as volition, probability, and obligation).

Modal auxiliaries form a gup of 9 verbs, particularly: can, may, must, shall, will, ought, need,
dare, and used to, where the last verb mentioned in the list represents this group only marginally.
As Quirk claims, certain modals suchas andwill are extremely common,whereas erth
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such ashall, ought toandneedare relatively rare. (Quirk, 1985, 220). This claim indicates the
fact that the use of modal verbs is a very problematic area in the English grammar.

Considering the meanings of the modal veah these meanings mighe considered the most

frequent: possibility, permission and ability. As for frequency of individual meanings, Leech
claims that the ©éaRios sviériy idonmmane,antitmmeg Abi | i
and the O0Per mi ssi on(beeame@h p.M4H.i s | ess common.

Each individual meaning has many properties. As for the possibility meaaimggenerally
paraphrasable by 'it is possible’ followed by an infinitive clause:

Electricity cankil.( 61 t i s possible for electricity to

An important characteristic of this meaning, namely the passive voice, which frequently occurs
with the possibility meaning. When the speaker cannot presuppose the willingness of the subject
to carry out the proposition that the passive is found, and the iwtéies in particular are
marked by the association of passive voice wath

We believe that solutions can be found which will prove satisfa¢tadyWe bel i eve t ha
It is possible to find solutions which wil!/

The ability meaningan be expressed as mental power, physical power and skill or knowledge.
The difference is evident in the following examples:

| can remember it.
| can carry heavy loads.
| can speak English.

As for the above mentioned examples, first sentence representsal power, second sentence
represents physical power and the third example represents knowledge.

Ability meaning is often linked with an activity which is accepted as positive/desirable such as:
| can swim/ | can play the piand= u r t h e €amia thie senséiis more or less synonymous
with be capable o¥When it refers to an acquired ability (asGan you speak GreekZanis

also more orless equivalentknow how to 0

To comprehend the permission meaning of the modal e&nbits characteristiavould be
mentioned through the following sentences:

Youcansmokeinhee.6 You are permitted to smoke in he
Canlopenthewindow?6 Wi I | you permit me to open the w
CanwecallyouSug?Wi | | you permit wus to call you Sue

THE AIM OF THE PAPER
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The purpose of this work is to display the level of awareness of Facuityoofation and
Communi cat i o rstiderdshnrBitola othe varisus uses @nglishmodalverbcan
particularly deontic and epistemic kinds of modality and itsethmajor meanings (the
possibility meaning, the ability meaning, and the permission meaning).

METHODS AND MATERIALS

A descriptive research method was used with an anonymous survey conducted on 40 students
from the Faculty ofnformation and Communicatioe€hnologiesBitola. The questionnaire

was combinedncluded closedended questions and opended questions where students
could express their views and judgements. The hypothesis upon which the survey was based
that students will face more difficultiés recognize the epistemic and deontic modality of the
modal verbcanthen its meanings.

On avarage, the majority of the students did not successfully recognize modality as well as the
meanings of the modal vedan In regards to the questids it difficult for you to deal with
epistemic and deontic modality as well as with meanings (possibilty, ability and permission) of
the modal verb céh(Graph No. 1), results showed that modality is more problematic area (
62%) than the individual meanings of caB¥® which is in line with our initial hypothesis.

Graph No. 11s it difficult for you to deal with epistemic and deontic modality as well as
with meanings (possibilty, ability and permission) of the modal vari

4 N

The analysis of answers to the qumsivh i ch modal ity is used in t
in LiverpoolandWe can borrow up to six books at a tisteowed that (37%) of the students
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answered epistemic and (63%) deontic modality for the first sentence and (52%) epistemic and
(48%) deontt modality for the second one. (Graph No.2).

Graph No. 2Which modality is used in the sentendesaul candédt be in Liver
borrow up to six books at a time.
4 A

\_ J
4 N
_ J

In regards to the answers What kind of meaning (possibilty, ability or g&oni) is used in
the sentencd: can carry heavy load§ 85%) answered ability, (10%) permission and (5%)
possibility. (Graph No. 3)
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Graph No. 3. What kind of meaning (possibilty, ability and permission ) is used in the sentence:
| can carry heavy loads

4 u Seriesl m  Series] A
permissionQ.], possibility
0.05 5%

\_ %

CONCLUSION

Basically, however, the English verb system is fairly simple (more simple than most western
European languages) but a little more complicated than most oriental langaahesodal

can have more than one meaning and each meaning is eemefain interelated system.As

Co ok pr The prablens liesinot in the surface positioning of modals nor in their wide
range of meanings, but in associ @dok 19¢8).t he r i

Generally speaking, this survey is imdi with our initial hypothesis that students lack
knowledge relative to modality, modal vesanand its meaningd.eaching modals requires a
thorough knowledge of the modal system and how it is systematic. Even though the prospect
of teaching modal auxdries is overwhelming, if you understand the modal system and its
systematicity, then teaching modals well is accessible!
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STRATEGIES FOR CONTINUO US PROFESSIONAL DEVELOPMENT USED BY
MACEDONIAN ESL TEACHERS

Silvana Neshkovska
Faculty of Education Bitola

Abstract
In most studies on teaching and learning English as a second language (ESL), the accent is
normally placed on the students, ie. onth¢ udent sd needs and the
efficiently acquire the language; the obstacles they meet in the language acquisition process
and the strategies they apply to overcome them.

In contrast, this paper shifts the focus on teachers, more preasebnoative ESL teachers

who, in essence, are also language learners themselves. In particular, this paper touches on
Macedonian ESL teachers and their awareness of the need for constant professional
development, irrespective of whether they teach Engligitimary, secondary or tertiary level

of education.

Namely, the tailomade questionnaire for this particular research investigates the opportunities
for professional development that Macedonian ESL teachers have at their disposal, as well as
the extento which they take advantage of them; it also elicits the strategies which teachers
apply not just to maintain but also to upgrade their knowledge of the language (vocabulary,
grammar and fluency). Finally, it attempts to shed light on the resourcespaodunities

which Macedonian ESL teachers believe could considerably enhance their linguistic
competence and professional performance but to which, unfortunately, they currently lack
access.

Introduction

Most ESL teachers share one common featuheir search for excellence. However, unlike
native ESL teachers, who should primarily master the art of teachingative ESL teachers

face an additional major challengethey should master the English language itself. This
undertaking, undoubtedlyequires extremely serious, continuous and strenuous efforts directed
not only at mastering the language system but also at maintaining high proficiency in it. In other
words, nornative ESL teachers, unlike their native counterparts, in coping with thliscte
have to demonstrate willingness and deter mi
The natural process of oblivion constantly erases bits and pieces of their memory, mostly, due
to lack of revision or exposure to the language. The phydigtaince from the English speaking
countries also prevents them from establishing direct communication with native English
speakers, which has proved to be invaluable for second language acquisition.

Additionally, there are other circumstances which placeumber of new and very serious
demands on both novice and veteran ESL teachers. The extremepadadt technical
development incites inevitable and drastic changes in the student population and triggers
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unavoidable education reforms worldwide. Thipiies that ESL teachers should constantly be
on alert for the newest trends in the language itself, as well as in the teaching process.

Considering all these facts, ESL teachers are obviously left with only one available and truly
r el i a b-llife-lordy éeérming,d.e. continuoysofessional development (CPD).

The aim of thipaperis toinvestigate the case 6PD ofMacedonian ESL teachers at all levels

of education (primary, secondary and tertiakgjually, it brings to the foré¢heir efforts not

only to maintain but also to upgrade their knowledge of the English language as well as their
teaching skillsMore precisely, it aims to disclose what strategies they use in order to enhance
their vocabulary, grammar and fluency; how they feel aboutggmrconferences, seminars,
workshops; attending online forums and courses; being part of professional bodies which offer
opportunities for CPD; as well as what obstacles they face on their pathitogei¥ement as

ESL practitioners.

In that respecin this paperfirst, we provide some theoretical backgroumthe meaning of

the termCPD anditsintegral componentswvhich is followed bya short explication of the
methodology used in this particular researkhthe end of the paper,we offardiscussio of
thefindingas wel |l as some concluding remarks pert

What is teachersd continuous professional de

In the teacher education literatwefar,the accent has definitely been on preparing and training
ttachers to enter the teaching profession, ne
evidence thateacher§ C PhBsalsobeen receiving more and more attendiftiargreaves and

Fullan, 1992b in Td et al., 1996: 461).

According to many scholarbé most common and concise definition of téen CPD is the

one which describes CPD as 06a continuous i nt
teachersdé (Joyce & Weil, 1980; Lange, 1983;
preciselyt eacher sdé CPD has been described as O0a
whereby teachers try to develop their personal and professional qualities, and to improve their
knowledge, skills and practice, leading to their empowerment, the improventieeir@gency

and the devel opment of their organization an

The above stated definitions have been confirmed by yet another scholar, Harding (2009), who
purports that CPD is continuous as professionals shdwhlys be looking for ways to deal

with new challenges and improve performance. It is also the responsibility of the individual
teacher, since the teacher should identify his or her own needs and how to meet those needs.
Mor eover, i n Har dvaluativé rmthet than descriptive, B®that tke teacher
understands the impact of the activity. Finally, CPD is an essential compomeofesfsional

life, not an extra one (in Davidson et al. 2012).
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Evidently, all def i ninderloeitsimpoftande rteathers, yethsoC P D
far no consensushas been reachwd whatteacherd C P D a cenaorapladsesThus,
Hargreaves and Fullan (1992#)r instance, distinguish amottigree approache® teacher
development. The firshpproachrefersotknowledge and skills developmeot teacherstte
secondapproachemphasizes the importan€selfunderstandingwhich involves reflecting on
oneds per sonal and pr aant ibhe thitd apgroachefl teadngre o f t
development focuses dhe collaborative school culture in which teachers routinely support,

work with and learn from each other (in Tsui et al., 1996: 462).

Similarly, Bell and Gilbert (196) identify three main types of teacher development
professional, social and personal. Acéogdo them, professional development is the cognitive
development of ideas andthe development of classroom action and practices; social
development is the developmentof collaborative ways of relating to and working with other
teachers; and personaldeveimmt is the selinitiated development of the ability to discuss and
solve their ownproblems, and to feel better about themselves as tqachiets et al., 1996)

Davidson et al. (2012: 6), on the other hand, recognize fourintegral components aof teathe
CPD. Namely, they claim that CPD consists ofdgveloping a reflective approach to your
work; b) expanding your skills and knowledge through workingwith resoumesharing and
learning with other teacheand d)participating in training workshognd courses.

Having in mind the integral components of CRIDhnson(2009) investigated the actual
activities that ESL teachers undertake in order toenhtweaeprofessional developmeintall
its various forms. He, actually, conducted a study amongt&gihers and ascertairtbdtthey
employplenty ofdiverseactivitiessuch asattendng sessions at conferencgisenby experts
or attendingsmaller, more intimate workshops where therari@pportunity to discuss and
debate ideas and opinigngining aline communitiesvhich offer interactive virtual
conferencs, or blogs forums and discussion boardalking informally to other teachers in the
staffroom reading
of internet materialgournals booksas well as taking pam reading groug; gving sessions
which can range from a small-school meeting where teaching ideas are shared right through
to giving sessionst large international conferersgeengaging in writing which couldange
from writing short articles right through tariting books keepng a diary and refleatg on

0 n et@ashing doing a formal coursebecoming a mmber of professional bodieghich
provide CPD; practicingpeer observatignparticipaing in projects together withfellow
professionalgtc.

Methodology

As the aimof this paper is to investigate the attitude of Macedonian ESL teachers at all levels
of educatior(primary, secondary, and tertiatg) CPD, weopted forcompiling a questionnaire
for CPD (see Appendix 1).The questionnaire consist2ajuestions toudhg uponthe four
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CPD components: developing teachersdé knowl ed
with other ESL practitioner s; devel oping a
progress, and, finally, attending events whose solepgser is to provide additional
opportunities foICPD.

The questionnaire was distributed electronically to approximately 50 Macedonian ESL
teachers, mostly, from the city of Bitola and the city of Skopje. However, considering the fact
that nothing obligedhe contacted teachers to fill in the questionnaire, except for their good will
of course, unfortunately, only 20 teachers responded to it.

Ten of the ESL teachers who filled in the questionnaire teach English at university; eight of
them are primary schbteachers and two are secondary school teachers. The work experience
of most of the interviewed teachers ranges from 8 years up to 30 years of teaching. Only three
of the interviewed teachers stated that they have just started their teaching career.

Reallts

The analysis of the teachersd responses yi el
in reference to Macedonian ESL teachersd att

Thus, for instancethe CPD questionnaire, first, sets out to establish welpartunities
Macedonian ESL teachers have at their disposal in terms of&@Ehow often they take
advantage of these opportunitieBlore precisely it attempts to reveal whether these
opportunities are initiated entirwlddgeandy t he
enhancing their teachingr, perhaps, they are providaadd imposed on teacheogcasionally

orin a systematic and wedrganized manneby theeducationalnstitutionswhere they teach

In that respect, half of the informants deny recgjvany CPD opportunities from their work
institutions. The other half confirms that their institutions help them with their CPD but they
also express overt dissatisfaction with the very few and limited opportunities they are offered
and the meager financeshich their institutions allocate for CPD. In fact, only two of them
state that they are quite satisfied with the opportunities offered to them, mainly in the form of
seminars, conferences and round tables.

This finding points to the fact that CPD in tkeducational institutions in the Republic of
Macedonian is still mostly seen as a kif/en and senitiated process. In other words, it

appears that it is almost entirely up to the teachers to decide what forms of CPD opportunities
they would createdfr t hemsel ves. I n this context, t he
reveals that Macedonian ESL teachers who teach at tertiary level attach greater importance to
both attending and actively participating in regional and international seminars,ecmef&r
workshops and lectures delivered by distinguished linguists. However, they also display keen
awareness of the fact that they should equally apply themselves to doing their own research and
presenting and publishing their own articles and books dsop#heir CPD. The rest of the
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teachers who teach at primary and secondary level seem to be more practically oriented, though.
They put greater emphasis on using the Internet as the main tool for satisfying all their CPD
needs. In that direction, theydgrline various opportunities they find and make use of on the
Internet such as -eews, audievideo documentaries, -l@ooks, audio books, electronic
newspapers and magazines, Teachers Tube, webinars, online websites for English teachers etc.
In this groupthe answer of only one evidently very enthusiastic primary teacher stands out as
she presents herself as very skillful in and eager about creating a very efficient blend between
teaching English and ICT. Namely, she states that:

fiSince modern teacher tentb implement the ICT in the teaching and the new
approach-learning through games, | created my own blog where | upload all learning
activities and share all recent apps and innovations. | also collaborate with teachers
from other countries, work on pegts together and exchange knowledge. | also use t
Moodlewhich is an open source learning platform and this is how | connect in a
global way. | am also subscribed to the EdTech review and web 2.0 tools and receive
all educational news 0

The questionnaire | so puts to the test Macedoni an E:
advantage of the | atest trends in teacherso
in information technology online forums and online courses (Chart 1). Almost all of the
interviewed Macedonian ESL teachers, unfortunately, profess that they have never attended
any online courses or online forums. Only four of the respondents (two primary teachers and

two tertiary teachers) state the opposite and claim to have had some prepiensnee with

both online forums and online courses. However, only one of them is very specific about the
courses she has attend&dT in primary education by Courserétow to be a toge#r teacher

by Courserag-learning and digital cultures by EdTech

no
members

\ / hip
ELTAM

Chartl
Despite being a sélfiriven process, CPD surely does not happen in isolation. That is why the
guestionnaire further aims to examine teach
teachers and be part of larger comitias of people which share the same interests.

More precisely, the aim is to check whether Macedonian ESL teachers are members of any
professional bodies which offer opportunities for CPD (Chart 2). Surprisingly, more than half

of the teachers (12 ESledchers) deny being members of any such bodies. The rest of the
teachers claim that they are members of ELT.
Association). Only one teacher states to have acquired an IATEFL (International Association

of Teachers oEnglish as a Foreign Language) membership as well.
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no
membership

\ ’ ELTAM

Chart 2
The following question in the CPD questionnaire addresses the incidence with which
Macedonian ESL teachers attend conferences, seminars and workshops. The mdjueity of
informants claim that they attend conferences, seminars or workshops twice or three times a
year. Only a couple of them state that they do that more frequently, i.e. three or four times or
four to five times a year. However, two of the teachers opa forarkedly higher frequency,
which suggests that they take their CPD very seriously. Namely, one of them is the primary
teacher who is very enthusiastic about combining teaching ESL with ICT and she claims that
she attends online workshops once a monthvaebinars three of four times a month. The other
one teaches at tertiary level and states that she attends 3 to 4 conferences a year, four to five
workshops and-20 online events.

The CPD questionnaire also encourageachersto reflect on their workand appraise
themselvesand their progressamnely, one of the questions invites thamexplicitly state

whether they feetontentor disconterwith the extent to which they make use of #agious

CPD opportunitieshey have at their disposa#s to thisi s s u e, the teachersé
that their opinions are quite divided. Namely, one third of the teachers simply do not wish to
speak their mind about that. This suggests that they are not particularly keen on reflecting on
their work and apprisindiemselves. The other third states that they are not completely satisfied
with the extent to which they make use of the CPD opportunities offered to them. They attribute
that to lack of time; some complain that, on a regional basis, CPD opportunitiesyssearee,

whereas some of the teachers admit that they simply lack motivation. Finally, one third of the
teachers hold the completely opposite standpoint. They feel that they are investing enough in
their CPD and that they are taking advantage of as i@&Ly opportunities as they possibly
can. Il n this context we single out one of th

AYes. It provides me with the opportunity to keep up with new trends and advances in
the field of teaching ESL and to share some of my idetha@revements
with other colleagues. It has a positive impact oniselfaluation as wel

In addition, three of the questions in the CPD questionnaire refer specifically to the strategies,
l.e. activities ESL teachers undertake in order to maintadh @pgrade their vocabulary,
grammar and fluency in English, respectively (Table 1).

With regards to the vocabulary, the teachers are almost unanimous. They all agree that reading
books and journals (online and in hard copy), as well as reading online arevblogs
constantly is the main prerequisite for enriching their vocabulary knowledge. Apart from
reading, they highlight the significance of listening to spoken texts (mostly TV, films,
documentaries, songs etc.). In addition, they all make mentiaorofersing with native
English speakers as a very useful strategy not only for learning new words and phrases but also
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for revising the already acquired ones. One of the teachers says that she tries to learn a new
word every day and that she keeps her ¢ewicon. Another teacher claims that she uses
premier websites like Vocabsushi and consults online dictionaries on a daily basis to expand
her vocabulary knowledge.

VOCABULARY GRAMMAR FLUENCY

continuous contacts and conversations with native speakers

constant exposure to the English language (written or spoken)

(TV, films, documentaries, songs, videos on Youtube, books and
journals online and in hard copy, online news and blogs)

learning a new constant revision of joining online

word every day | grammar rules by consultin|  discussion groups

and keeping a | grammar books and article and discussion clubg
lexicon on specific grammar points

using premier | online grammar quizzes ar] constant use of the

vocabulary exercises language
websites
(Vocabsushi)
consuling online translation writing activities
dictionaries
Table 1

As to enhancing their grammar knowledge, the interviewed teachers profess that, first and
foremost, solid grammar knowledge requires constant revision of grammar rules. Hence, to
their mind, onsulting grammar books and articles on specific grammar points, on a regular
basis is also a must for all ESL teachers. Some of them advocate a more practical approach to
mai ntaining and wupgrading onedbds grammar kno
reference to online grammar quizzes and exercises. Moreover, some of the teachers state that
constant exposure to the English language (written or spoken) and continuous contacts with
native speakers have also proven to be very efficient for enhanangmgr knowledge.
Translation has also been singled out as a good strategy for revising the old and acquiring new
grammar rules as well.

Communicating with native speakers, i.e. socializing and keeping contacts with people from
the English speaking courds, is seen as the main precondition for achieving Rhkiee
fluency by almost all of the interviewed teachers. In addition, some of them believe that
watching videos on Youtube, as well as joining online discussion groups and discussion clubs
could alsocontribute immensely in that respect. One of the teachers mentions that she tries to
constantly use English with both her students and colleagues who also teach English. Two of
the teachers go even further and try to establish strong links between mingdgeinrelated
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skills, speaking and writing. Namely, they state that what helps them improve their fluency
significantly is actually their extensive writing activity.

Finally, the last questioim the CPD questionnaire tackles theopportunitiesraaduicesfor

CPD whichMacedonian ESL teachédbslievecouldconsiderablyameliorate their prospects for
professional progress, but to which, unfortunately, they have a very limited access. The

i nformant sdé reactions t o najoripantsi Namelyghe teitiary f a c t
ESL teachers wish to have a more liberal access to professional journals and electronic libraries
which they believe would help them immensely with their own scientific research. They, also,
believe that more regional cimences, seminars and workshops with more British and
American professional linguists should be organized much more frequently. And last but not
the least, the education institutions (primary and secondary schools and universities) should
invest much moren resources and opportunities for CPD. Thus, for instance, they should
establish cooperation with other educational institutions all over the world; organize more
teacher exchange programs and endorse more grants for more frequent stays in the English
speaking countries.

Discussion of findings

Although a limited number of ESL teachers took part in this study, yet the insights gained from
their answers with regards to Macedoni an E
suggestive.

Thus, one of the ngd important inferences which could be drawn on the basis of the interviewed
teachersodé6 answers is that the educational I n
l i mited support for teachersd CPDonexstent. i n m
This could be seen as the very first serious drawback which Macedonian ESL teacher
experience on their path towards CPD.

What derives from this research as another interesting finding is that conferences, seminars and
workshops as means fachieving CPD are highly prioritized by the majority of the
respondents. This is especially the case with the tertiary teachers. However, this should not be
surprising, if one considers the fact that their academic careers, in essence;facetsd i.e
comprise both teaching and conducting scientific research. The latter obligatorily requires
attending such events where interactions with fellow professionals are viable.

The CPD questionnaire also reveals that Macedonian ESL teachers are not pggiticliteed

towards taking advantage of the newest forms of €@ine forums and online courses, even
though, judging from some of their other statements, teachers do not seem to shun IT as a means
for providing CPD opportunities. Quite on the contraeachers seem to be extremely aware

of the possibilities the Internet offers to them in terms of CPD and they make visible efforts to
utilize them as much as possible. Hence, the only reasonable explanation why they do not make
use of the available onlin®rums and courses would be the financial implications of such
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activities. The same explanation most probably, at least partly, applies to their lack of interest
in becoming members of professional bodies which create excellent conditions for CPD.

Finally, there is at least one more insight gained from this ssnale research worth
mentioning. Namely, all the interviewed Macedonian ESL teachers seem to concur that
maintaining and upgrading vocabulary, grammar and fluency are heavily dependent on more
regular contacts and interactions with native English speakers and constant exposure to the
English language. This practically emphasizes the necessity of more frequent stays in the
English speaking countries and greater exposure to both the English laagdagdture on

the part of Macedonian ESL teachers.

Conclusion

This paper looks into the opportunities offered to Macedonian ESL teachers as well as the
challenges they encounter on their path towards CDP. In other words, the CPD opportunities
are obviasly numerous, but so are the restrictions which prevent teachers from making the
most of these opportunities.

In any case, ESL teachers should not lose sight of the fact that CPD takes place across all the
stages of their career and that, irrespectivallothe obstacles, they should incessantly strive
towards further developing their skills, knowledge and prospects.

The second major point that we would like to make with this paper is that notwithstanding the
fact that CPD is selthosen and sellireded for the most part, yet, it should necessarily be
combined with systematic, organized and sustainable CPD programs provided by the
educational institutions themselves.

Appendix
Questionnaire for ESL Teachers

Type of education: a) primary, bgcondary or c) tertiary
1. How long have you been teaching English?
2. Does your institution offer any opportunities for continuous professional development
(CPD)?
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NOo Ok O®

8.
9.

What opportunities for CPD do you create for yourself?

Have you ever taken any online coursesdeD?

Have you ever taken part in any online forums?

Are you a member of any professional bodies which provide CPD?

Are you satisfied with the extent to which you make use of the various opportunities for
CPD? Why?

What strategies do you use to maintaid apgrade your vocabulary knowledge?

What strategies do you use to maintain and upgrade your grammar knowledge?

10.What strategies do you use to maintain and upgrade your fluency?
11.What opportunities for enhancing your linguistic performance would you likate

an access to more often?

12. Any further comments?
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THE TEACHER AS A CREATOR OF THE LEARNING ATMOSPHERE

Kiro Jordanov

EL teacher at Slavejko Arsov, Shtip, Macedonia

Abstract
The teacher is the creator of the classroom atmosphere and the leader of the process of teaching
and learning so he has to do his best; use his knowledgesth&ces he has and organize the
class to make it a pleasant and interesting experience for the students. The modern way of
teaching and learning requires a lot of effort, creativity, and resourcefulness on the side of the
teacher. The needs of the studentnowadays are different compar
the internet, television, computer games and modern ways of communication have changed not
only the way people live but also the way teachers teach. So, the teacher’s task will be to include
thegames, the internet, the modern technology and use all his/her creativity and knowledge to
meet the needs and demands of the modern students. The issue of the teacher as a manager,
leader and organizer of the world of studying will be discussed in thez.pap

Key words: creativity, modern way of teaching, process of teaching, leader, knowledge,
modern technology

Introduction

Students’ progressd motivation in class is mainly dependent on the teacher. The teaoher
create and the teachercan destiwy learning atmosphere with only one action. This is why
lesson planning is of utmost importance in the teaching process. So the teacher should plan in
advance every step, every action and have back up plan for every situation and every
unexpected evenhat might occur in class. Teachers have to be well prepared, intuitive,
creative and well trained. Even from the first entry in the classroom the teacher has to show a
positive attitude towards the students and the class, when the teacher heads towards the
classroom, he/she has to leave everything behind, every problem, every unpleasant mood,
everything that might have an effect on the class. Since the first entry is the ice breaker of the
relationship between the teacher and his students the teachebbasateful not to leave bad

first impression on the students because they are very good at reading emotions and facial
expressions, that is all they see when the teacher enters their classroom. The next 40 of 45
minutes are a projection of what the teacwas created into during his/her career, his/her
professional development, his/her creativity and knowledge. That is why teachers™ development
Is very important and does not finish when he/she becomes a teacher, it is-boogrpescess.
Teachers devep, work and prepare for their stage all the time, they prepare fedadinutes

show in which they have to be immaculate, to make the class interesting and at the same time
teach the children, that takes a lot of knowledge, work and devotion.
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Unlike many otheiprofessionsthe teaching is usuallyjab that can béor life, buteven though

it is a rewarding jobthe teaching process and working with students Ipeaxery challenging
and frustrating.Teachers who learto process theiown stressvouldpassibly thrive in the
professiornand staylongerperiodthan those whatart working as teacherswith expectation of
havingan easyand fulfilledcareer. If this isrie, then who can be aal teacher or what are the
gualities and skills o& great teacher.

A real teacher is ndheone who can simply impart infaation but along with it hehe must
be able to influencand make a difference to the diw ofthe children. A teacher mudie
creative, dynamic adaptiveand willing to change and lifelong imprement and development.
So how can a teacher possess all these qualitiesis what we need to cohsidedypossible
answemvould be thgpassionTo do something with a passion means to do somesiicgely.
Thepassion towardsome career awork will lead to adevotion to the schod philosophy and
the goal ofeducation. Teachers should know whaeigect andisetheir resourcefor goals
where they cabe most effective. This does not mefaat they shoul@gynore the gifted students
or concentrate latheir attention onweaker ones. That means that they shaoddghtify the
different needsstrengths and weaknessafseachstudent andmaintaining apositive and
engaged atmosphere

A teachershould be always at work. Teachers should be constantlgengath how they act
in class following the lesson plans ahé curiculum requirements, so he/she tensuccessful
at teacing the curriculum requirementsedches have to be creative in the way they use their
teaching materials, so after finishingethlanned teaching periddeywill reap the rewards of
their aeativity. Teaching is not simplgboutgoing throughthe given syllabus but directing
themto achieve their goals and create their way of thinkinguch a way that they become
responsiblgersonalities. In the process of teaching, educataften becomaot only teachers
from whom they learn useful information, but afsentors or counselsr So they often become
role models to look upornTeachers have greatinfluence on theavay their stuéntsdevelop
and grow. Theyspend many hours with the studentsdays after dagsso a lot of them
remember their fawite teacherawith great esteem and thinking of them fondly. In time
studentgealize that those talenteelducatorshave givethemthe opportunities that otherwise
they might not havencountered.

It is notonly that teacherdeal with studentsvery day andthey also have to create and nourish
a proper studenteacher relationship. At the same time teachexs to interact with parents
andfamilies. There aresome casewhenparents can be as challenging as the studientt
more Teachers have wwork aspartners with the parents to improve the educatipratess
andprovideeducatioron high standards for their students/childréneycan alsde effective
agentsn influencing thecommunity byinvolving parentsanto teaching and offering thethe
rewards and benefits of teaching.

It is well known that working as a teacher is very stressidthe salary is veriow, but there
are rumerous benefitilom the teachingrofessionThee is aropportunity to work with young
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people and this isone of the main reasonshy many peoplehave decidel to become
teachersMany peopleove the idea of influencinthe future of the country so becomig a
teacher canhelp them achigbat goal. Teachefsave toplay the most important roles the
lives of young learners. ltcan be saidthat t he | mportance and effec
lives, teachers are second only to paremtse importantn the lives of students even than
friends and other relative$eachers caeven have that influence tecome mentors in the
community. Other opportunities are that they sprecializ in a certain field or subject and
enjoy continuing education and supiplbom professional organizati@pecialized in the field

of teaching and the specialties of the subject they teach and manyStilhethere can ben
amount of freedom in teachinggain depending on the teacher’s creativity and willingness to
work. Even thougtteachers havacurriculum they need ttwllow, the methods and strategies
used to achieve the curriculum goals are often feftthe teachers to choose and they loan
products of their own creativity and initiative. Thugachers and studesn build the
relationships and learning environmentthe confines of the classroom. So, teaching and
learning is avery personainteraction, the classroom becomes the sedwrde both for
teachers and students. Having in mind all these things thergaahia profession has many
advantagesompared to many other professson

Professional development

The professional development of a teacher repregeotsssional and personal growth on a

daily basis. It is a long lasting, continuous process whiatissfrom the beginning of the
preparation for this profession and lasts to the end of their profession as a teacher. If they choose
to stay in that field of interest, itcan be a lifelong process, it is a process in which in different
ways means trainingfahe teacher with new knowledge, skills, strategies in the appropriate
fields and capability of using the appropriate technologies.

The most important and basic goal of the educational policy as a whole is the student; he/she is
the center of all the poesses, activities and fields of the educational spbesey student
deserves to be taught by a competent teacher. But the question is how to provide competent
teachers for all of them. It is possible only with a positive motivation of the teachersland ma
standards which will make them get promoted and motivate them to a lifelong learning.

In order to get a competent teacher with the skills and knowledge needed for creating a
favorable atmosphere and give the necessary knowledge to his/her stingewtsole system
should be dedicated to his/her development and with that the educational system will receive
students who will accomplish the goals of the educaftecing clear expectations for what

the teacher is expected to achieve and what he/shddsko to accomplish that, the
competences of the teacher should be clearly given.

In order for a good, complete and competent teacher to be built, he/she has to think in the
direction of lifelong education and development. When a teacher becomes a éeach®ps
learning and advancing he/she can never fulfill the standards which the educational system
place for him/her; and he/she will never achieve a good atmosphere in the classroom and will
never know the problems every student is experiencing. €eagbho stop working on their
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professional development will never recognize the needs of the students and the education in
general. The profession teacher needs a constant advancing, progress and following of the
modern educational aspects.

At the same tirg, the teacher has to have a critical view towards the education and a critical
view towards his/her teaching and would work on the wider development of the educational
process and system.

So, the teaching profession is not static and permanent, inkxjlité people cannot be good
teachers.

Retrieved from: http://www.griffith.edu.au/quidancefficersteachers/events/professiomvelopmenseminar;
2. http://limgarcade.com/1/professiorddvelopmenfor-scienceteachers/

Professional development of the teachers is of utmost importae for the educational
process

Using ICT in the teaching process makes the classroom atmosphere more pleasant for students
and closer to their needs

The modern time brings changes in the whole functioning and in every pore of the society.
Above all it isimportant and noticeable for the prestmiesthat the informatics and computing
technology is spreading very fast in the medical care, the production capacities, local and state
institutions, banks, education and every other possible level of fungiohthe humanity.

That is why today the use of ICT in teaching is of crucial importaemg literate in the past
nowadays it is of the same importance to be able to work with a computer. The students, on the
other side, are surrounded with computshnology on a daily basis and the generations of
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today cannot think of a day without modern technology, games, television and social networks
for easier communication, they are even often called the technological natives.

The interest of the students iligs the use of informatics technology and computers in the
school and in that way somehow naturally takes its place in the schools and among the students.
Because of that the Ministry of Education of the Republic of Macedonia introduces the modern
technobgy in the schools legally, each teacher has to use a minimum of 30 percent of classes
of ICT. But the question is if the use of the computer technology for some teachers represent
need or obligation implied by the Ministry of Education, and if all thehees see the
technology as an advantage or disadvantage in class?

For the ELT the use of Informatics Technology is more than necessary because of the nature of

the subject. It is more natural and easier to acquire it by use of audio and visual and gaming

exercises and activities. Seeing the im@oce of the audiwisual toolsand programs, the

Bureau for Development of the Education and the British Council, in order to ease and promote

the work of the teachers of English in the Republic of Macedonia enpigram and a manual

for usage of ICT in the teaching, something that should be a basic tool for every teacher.
Modern teacher in a modern classroom using ICT

Personal photograplisNatalija Gjorgjievduttps://www.facebook.com/nattalig/photos_albums

Retrieved from: 1http://vibewire.org/seriaissue/marckmodernclassroom/204/03/marchseriatissuemodernclassroom/
2 http://Iwww.mrfineberg.ca/artifacts/
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Picture 2. Modern classrooms with a lot of technology

Not every teacher is capable and wellrtesl for using ICT in classroom, and thus unable to
make a more student friendly classroom dedrning atmosphere.That is where the
professional development and trainings take over. Every teacher has to keep pace with the
modern education in terms of tlhuse of technology for educational purpose, and create an
atmosphere which is natural for the modern students, where they can feel more at home and
will be more willing to learn.

Every student needs same attention and different approach

Every student in yawclassroom is a student with different educational needs. And every teacher
has to pay equal attention to every student. Some students learn better with audio visual
stimulation, others by reading, some by experiencing things, and the teacher hab tohefulfi

need of all these students. Every student has to have the same amount of treatment in order for
the teacher to accomplish the goal of reaching a good learning atmosphere.

Today's image of the students with special educational needs are dramdiffeiint than

the ones generations before. Students who have short time frame of attention, students who
have need for physical activity, the addicts of the modern technology and the students with a
need for assertiveness are only part of those spégifecof young people the modern teacher
meets. There is not a teacher who at least once a day has met the modern problem of the students
with special educational needs and who takes a lot of energy, material and effort from him so
he/she can teach them.wsdys and in every classroom there must be a student or students who
show symptoms of students with special educational needs. They always make chaos in the
classroom and take the attention of other students and make the teaching process more
complicated thn it is. And the teacher is the one who has to control it or the class will become
uncontrollable and the teaching goals will not be achieved. The teacher has to achieve a learning
atmosphere, has to have in mind these situations and these students whermnpreparing
classes and when teaching in class.

Continuousseminars, trainings, new editions with didactical and other educational themes are
more needed than it is thought so the teacher can understand the needs of the modern students.
What should do with a student who yells all the time? What should | do with a student who
cannot remember anything? What should | do with a student who controls the classroom? Are
some of the questions that the modern teacher asks on a daily basis.

The students witlspecial educational needs which are specially defined in the educational
process and whole teams in and outside the school like pedagogues, psychologists,
defectologists and other work on their including and adopting in the educational system, but the
teader is left alone to cope with them in the classroom during the process of teaching, and the
teacher has to create an atmosphere which is suitable for teaching all these different types of
learners who have different types of needs in the process ofrtgaid learning.

Classroom environment
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The physical environment that the teacher and the students are in has a great influence on how
they learn and what the atmosphere in the classroom and between the students is. Setting up the
classroom is more of a cgmomise between the students and the teacher to fulfill all the
functions the teacher would ideally want, and to make a good learning atmosphere. Still, having

a perfect situation and environment is a real rarity almost equal to impossible. There are many
factors over which the teacher has control and which can help developing the classroom
atmosphere, creativity and improve learning.

The most important and fundamental feature is how teachers organize the classroom, how they
place the tables and chairs, rines a multitude of choices a teacher has in organizing the
classroom. The tables can be in rows or groups; the whiteboard can be in focus or out of focus;
there can be a carpet area where the students can sit up close to each other or not. Ideally, the
teachers would want more flexibility and adaptability in the classroom in terms of changing the
arrangements and the teaching setting to increase the number of choices when preparing the
class. A default arrangement where students sit in groups but cihnt@astheir chairs to see

the board is preferable for all the teachers, but some classrooms are limited by desk top
computers or heavy and massive tables which cannot be moved.

Encouraging good group work is fundamental for creative, entpaisgd learng, good

learning atmosphere and group seating encourages cooperation and collaboration. If the tables
are too big then students won't be able to hear each other well or see resources they are using.
Students lose concentration if they see something @plsid/in or only a part of it because it is

not clear enough or far away from them. When planning a group work teachers are advised to
seat four children on a desk for two, so they can be closer to each other and have a better
collaboration and communicaticand that will give better results in creating good learning
atmosphere.

Retrieved from: 1https://encryptedbnl. gstatic. com/ images?q=tbn: ANd9GcS9PYaTe6vzni UEKOal
VpTdOy03nFPOVGVD|5CVJI0y2mViesm _XzQ

2. https://lencryptedbnl.gstatic.com/ images?q=tbn:ANd9GcT3Fsag S5z0JAf 95 7jQCJ2WTM
quUrhKEzPfsX1PUX]TKCNHUC

Desk top computers and heavy and massiveliles which cannot be moved decrease the
ability of the teacher to organize the classroom for good group work

83


https://encrypted-tbn1.gstatic.com/%20images?q=tbn:ANd9GcT3Fsag%20S5z0JAf_95_%207jQCJ2WTM%20quUrhKEzPfsX1PUXjTKCNHUC
https://encrypted-tbn1.gstatic.com/%20images?q=tbn:ANd9GcT3Fsag%20S5z0JAf_95_%207jQCJ2WTM%20quUrhKEzPfsX1PUXjTKCNHUC

An ideal classroom would have different areas and in those different areas various types of
activities can be carried. Still, in practice this d@nvery difficult to achieve. Encouraging
creativity in classroom spurs the creative impetus of the students. There should be a space where
students can reflect, having different studying materials around the classroom, whiteboards for
writing down ideas,storage shelves and drawers for students’ project and many other
preconditions in the classroom can make things easier for the teachers. But most of these do not
depend on the teacher, but they should be provided by the ministry of education, anddhey are
factor a teacher cannot have a great control on.

Making the classroom an attractive and interesting place makes the activities that happen there
interesting and exceptional too. The classroom should be decorated to appeal to the students
and to make thlearning atmosphere positive and motivating, but creative as well. Nevertheless,
the creativity and knowledge of the teacher has to be given an utmost attention, because even
if the teacher has all the assets he/she needs for the class, if he/sheudecaiemn, they are
completely useless.

Retrieved fromhttps://smithsystem.com/designs/interchad@genondclassroom/

Retrieved from: http://dndon.info/elementargchootfurniture/inspirationselementaryschootfurniture-with-colorful-
classroonearly-childhoodclassroomdesignssmith-system28/
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