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1. What is the role of methodology in language teaching? 
In language learning, the term methodology provides a very specific set of guidelines of how a language should be taught in a classroom or planned out in a lesson plan or syllabus.
In the beginning of analyzing and assessing language teaching, teachers and researchers try to assign each teacher and their teaching philosophy into a methodology. In the realistic language teaching world, however, a teacher cannot strictly adhere to one method of teaching as there are numerous factors that negate this. These can include classroom size, homogeny, location as well as frequency of the class and when it takes place. These are only a small amount of factors that can throw off a hard line commitment to one specific methodology. With that in mind, methodology should be served as a database in language teaching. Teachers and institutions need to best utilize what elements of a given methodology can best help their students’ progress in process of language learning. This means to choose various ideas and concepts that can be implemented into a classroom, syllabus, or curriculum without committing completely to that methodology. 
Having a firm knowledge of methods plays a pivotal role in language teaching in several ways: 
First, methods serve as background for reflection that can aid teachers in bringing to a coherent set of links between actions and thoughts in language teaching. When teachers are exposed to methods and asked to reflect on their principles and actively engage with their techniques, they can become clearer about why they do and what they do. They become aware of their own fundamental assumptions, values, and beliefs. 

Second, by becoming clearer on where they stand, teachers can choose to teach differently from the way they were taught. They are able to see why they are attracted to certain methods and repelled by others. They are able to make choices that are informed, not conditioned. They may be able to resist, or at least argue against, the imposition of a particular method by authorities. In other situations, where a method is not imposed, methods offer teachers alternatives to what they currently think and so. It does not necessarily follow that teachers will choose to modify their current practice. The point is that they will have the understanding to do so. 

    Third, a knowledge of methods is part of the knowledge base of teaching. With it, teachers interact with others' conceptions of practice helps keep teachers' teaching alive and helps prevent it from becoming stale and overly routinized. 

     Finally, a knowledge of methods help expand a teachers' repertoire of techniques. This in itself provides an additional way for professional growth, as some teachers find their way to new philosophical positions, not by first entertaining new principles, but rather by trying out new techniques. Moreover, effective teachers who are more experienced and expert have a large, diverse repertoire of best practices (Arends 1998), which presumably helps them deal more effectively with the unique qualities and individual traits of their students. 
When approaching language teaching, it is the same as approaching any field of work. The individuals with the greater flexibility and adaptability will have the greatest professional personal success. This is the role of methodology in language teaching. It is to provide teachers with a variety of different techniques and approaches so that language teachers can use what works in any given situation to get the most response and production from their students.
2. What are some of the main approaches associated with teaching writing?

Writing is being taught in many different ways, they are the controlled-to-free approach, the free writing approach, the paragraph pattern writing, the grammar-syntax-organization approach, the process approach and each approach can be effective and has some various writing features. 
1) The Controlled-to-Free Approach 

In the 1950s and early 1960s when the audio-lingual approach dominated second language learning, speech was primary and writing served to reinforce speech. In audio-lingual approach, speech and writing are served to achieve mastery of grammatical and syntactic forms. ESL teachers developed techniques to make students master accuracy rather than fluency. The controlled to free approach in writing is sequential: students are first given sentence exercises, then paragraphs to copy or manipulate grammatically by, for instance, changing questions to statements, present to past, or plural to singular. They might also change words or clauses or combine sentences. They work on given material and perform strictly prescribed operations on it. With these controlled compositions, it is relatively easy for students to write a great deal yet avoid errors. 
2) The Free-Writing Approach 

Some teachers and researchers have stressed quantity of writing rather than quality. They have approached the teaching of writing by assigning vast amount of free writing on given topics, with only minimal correction of error. The emphasis in this approach is that intermediate level students should put content and fluency first and not worry about form. According to this approach, once ideas are written down on the page, grammatical accuracy, organization, and the rest will gradually follow.
3) The Paragraph-Pattern Approach 

Instead of focusing on accurate grammar or fluent content, the paragraph-pattern approach stresses another feature, organization. In writing activities based on this approach, students would copy paragraphs and imitate model passages.  They will also identify general and specific statements and choose to invent an appropriate topic sentence or insert, delete sentences. It is based on the principle that in different cultures people construct and organize communication with each other in different ways.

4) The Grammar-Syntax-Organization Approach 

Some teachers have stressed the need to work simultaneously on more than one of the features in the composition. Writing, they say, cannot be seen as composed of separate skills which are learned one by one. So they drive writing tasks that lead students to pay attention to organization while they also work on the necessary grammar and syntax. This approach links the purpose of piece of writing to the forms that are needed to convey the message. 
5) The Communicative Approach 

The communicative approach stresses the purpose of a piece of writing and the audience for it. Students are encouraged to behave like writers in real life and to ask themselves the crucial questions about purpose and audience: Why am I writing this?/ Who will read it? Traditionally, the teacher alone has been the audience for students writing. But some feel that writers do their best when writing is truly a communicative act, and a writer is writing for real readers. Teachers using the communicative approach, therefore, have extended the readership. They extend it to other students in the class, who not only read the piece but actually do something with it, such as respond, rewrite in another form, summarize or make comments-but not correct. Or the teachers specify readers outside the classroom, thus providing student with a context in which they can select appropriate content, language, and levels of formality. 
6) The Process Approach 

Recently, the teaching of writing has begun to move away from a concentration on the written product to an emphasis on the process of writing. Writers ask themselves not only questions about purpose and audience, but also the crucial questions: How do I write?/ How do I get started? All writers make decisions on how to begin and how to organize the task. Students in particular do not focus on their finished product but a beginning, setting out of the first ideas, a draft. They should not expect that the words they put on paper will be perfect. While working along with the appropriate feedback from readers such as the teacher or other students, they will discover new ideas, revise it and write the multiple drafts. Furthermore, learning to write is seen as a developmental process that helps students write as professional authors do, choosing their own topics and genres, and writing from their own experiences or observations. A writing process approach requires that teachers give students’ greater responsibility for their own learning.

In conclusion, there is no one way to teach writing. Although the techniques are drawn from different approaches which have various features, they still have something in common. They stem from the basic assumptions that writing means writing a connected text for a purpose and a reader but not just single sentences, and that the process of writing is a valuable learning tool for students. It is important to tell the students what the qualities of good writing are, and how we aim to reach them using techniques based on various approach . 

3. Based on your experience, which methodology or approach do you most favor and why?
There are many ways to teach language. One is called Communicative Language Teaching (CLT). I personally advocate Communicative Language Teaching, which is learner-centered, focusing on communication as well as language functions, social context. 
1) Learner-Centered 

Teachers in communicative classrooms will find themselves talking less and listening more as active facilitators of their students' learning. Teachers set up exercises or activities but they must step back and observe students, sometimes acting as a referee or monitor to achieve the goal, students' performance. A classroom during a communicative activity is far from quiet, as well. The students do most of the speaking, and frequently the scene of a classroom during a communicative exercise is active because they leave their seats to complete a task. Because of the increased responsibility to participate, students may find themselves gain more confidence in using the target language in general. Students are more responsible managers of their own learning. (Larsen-Freeman, 1986).
2) Communication 

Language is used for communication. For this reason, CLT makes use of communication to teach languages. CLT emphasizes real-life situations and communication in context, whereas traditional language teaching places a lot of emphasis on grammar rules and verb conjugations. (Galloway, 1993). While grammar is still important in the CLT classroom, the emphasis is on communicating a message. In CLT, students practice real-life situations, for example, buying food at the market or asking someone for directions. In these exercises, the goal is for the student to communicate his or her needs and thoughts, without worrying about having perfect grammar. Communicative language teaching makes use of real-life situations that necessitate communication. The teacher sets up a situation that students are likely to encounter in real life. The real-life simulations change from day to day. Students' motivation to learn comes from their desire to communicate in meaningful ways about meaningful topics. 
3) Social Context 

CLT also stresses social and situational contexts of communication. Students in a communicative class ultimately have to use the language, productively and receptively, in unrehearsed contexts outside the classroom. Classroom tasks must therefore equip students with the skills necessary for communication in those contexts. For example, in many languages, the form of "you" changes depending on the age and status of the two speakers. Addressing a person in the proper way can make a big difference in having a successful exchange, even if the verb tenses aren't right. In CLT, students learn about language in social contexts, such as the difference between speaking with an elder and a peer. 
4) Language Functions over Forms 

As an extension of the notional-functional syllabus, CLT also places great emphasis on helping students use the target language in a variety of contexts and learning language functions. Unlike the ALM, its primary focus is on helping learners create meaning rather than helping them develop perfectly grammatical structures or acquire native-like pronunciation. This means that successfully learning a foreign language is assessed in terms of how well learners have developed their communicative competence, which can loosely be defined as their ability to apply knowledge of both formal and sociolinguistic aspects of a language with adequate proficiency to communicate. 
The four elements, learner centered, communicative, focusing on social context and emphasizing on language functions are claimed to show that I am very interested in the needs and desires of my learners as well as the connection between the language in class and in the real world. Under this broad umbrella features, any teaching practice that helps students develop their communicative competence in an authentic context is deemed an acceptable and beneficial form of instruction. Therefore, in the classroom of CLT often takes the form of pair and group work requiring negotiation and cooperation between learners, fluency-based activities that encourage learners to develop their confidence, role-plays in which students practice and develop language functions, as well as judicious use of grammar and pronunciation focused activities. 

4. Briefly explain the main concepts underlying student-centered teaching.
Student-centered teaching gives students more responsibility and involvement in their learning process than traditional teacher-centered teaching. This is often achieved through activities and group work as opposed to the traditional teacher-fronted lesson. The key difference between learner-centered and traditional curriculum development is that, in the former, the curriculum is a collaborative effort between teachers and learners who are closely involved in the decision-making process regarding the content of the curriculum and how it is taught. The student-centered teaching can be characterized by followings: (1) Active learning (self-motivating) (2) Responsible learning (3) Considering students’ academic and emotional needs (4) Strategy training (5) Students’ creativity (6) Negotiation between teacher and students or student and student.
The steps of implementing learner-centered teaching are as follows: collecting learner information, selecting content and methodology, and evaluating course. The first step is the collection of information about learners in order to diagnose their objective needs. This initial data is usually factual information such as current proficiency level, age, educational background, previous learning experiences, time in the target culture and previous and current occupation. The reasons why student information is collected are: (1) to provide learners with efficient language strategies (2) to assist learners identify their own preferred ways of learning (3) to develop skills needed to negotiate the curriculum (4) to encourage learners to set their own objectives (5) to encourage learners to adopt realistic goals and time frames (6) to develop learners’ skills in self-evaluation.

Based on collected learner information, clear criteria for content selection, which give guidance on the selection of materials and learning activities and assist in assessment and evaluation, are set. By making explicit the content objectives of a course and, eventually, by training learners to set their own objectives, the following benefits can accrue: 
(1) Learners come to have a more realistic idea of what can be achieved in a given course. 

(2) Learning comes to be seen as the gradual accretion of achievable goals. 

(3) Students develop greater sensitivity to their role as language learners and their rather vague notions of what it is to be a learner become much sharper. 

(4) Self-evaluation becomes more feasible. 

(5) Classroom activities can be seen to relate to learners’ real-life needs. 

(6) Skill development can be seen as a gradual, rather than an all-or-nothing, process. 

However, the selection of content and objectives is continuously modified during the course of program delivery as the learners’ skills develop, their self awareness as learners grows and their perceived needs change. Traditionally, evaluation occurs at the final stage in the curriculum process. In learner-centered teaching, however, evaluation is parallel with other curriculum activities and may occur at various times during the planning and implementation phases, as well as during a specified evaluation phase. In traditional curriculum models, evaluation has been identified with testing and is seen as an activity which is carried out at the end of the learning process, often by someone who is not connected with the course itself. In other words, the emphasis is on summative rather than formative evaluation. In the learner-centered teaching, on the other hand, evaluation generally takes the form of an informal monitoring between teachers and learners. Also, self-evaluation by both teachers and learners is promoted. By providing learners with skills in evaluating materials, learning activities and their own achievement of objectives, learners take charge of their learning process and at the same time, by encouraging teachers to evaluate critically their own performance, teachers also can promote their development. 

In conclusion, student centered teaching means reversing the traditional teacher-centered, understanding individual learners’ differences and their learning process and putting students at the center of the learning process. 

5. Explain methodological differences in dealing with children as opposed to adult learners.

To successfully teach children who are under the age of puberty, teaching practices should differ from those appropriate for adult learners because children are different from adults in terms of seven categories: intellectual development, attention span, sensory input, affective factors, authentic and meaningful language, real world experience and expectation.
5.1 Intellectual development 

Children are still in an intellectually developing stage, and centered on the here and now, on the functional purposes of language, so teachers should remember their limitations and be careful with using abstract concepts. Meanwhile, adult learners can handle abstract rules and concepts much better. 

Implications for considering children’ intellectual development

Don’t explain grammar using grammatical terms instead show children certain patterns and examples

Avoid rules stated in abstract terms 

Repeat certain more difficult concepts or patterns to draw children’s attention 
5.2 Attention Span

One of the salient differences between adults and children is attention span. However, children’s attention span can extend with a variety of interesting materials and activities. Meanwhile, adults have longer attention spans for material that may not be intrinsically interesting to them. 

Implications for extending children’s attention span

Activities should be designed to capture their immediate interest

A lesson needs to have a variety of activities to keep interest and attention alive

A teacher needs to be animated, lively, and enthusiastic abut the subject matter

Children have a lot of natural curiosity, so make sure you tap into that curiosity whenever possible

A teacher needs a sense of humor different from adults’ 
5.3 Sensory Input

Children need to have all five senses stimulated instead of only focusing visual and auditory senses.  

Implications for stimulating children’s five senses

Let them do physical activities

Let them do projects and other hands-on activities

Let them use their the other senses such as smelling, touching and tasting not only visual and auditory sense

Use nonverbal language such as facial features, gestures, and touching
5.4 Affective Factors

Children are often innovative in language forms but still have a great many inhibitions like adults. Especially, children are extremely sensitive to peers and their egos which are still being shaped, so the slightest nuances of communication can be negatively interpreted. In this sense, children are much more fragile than adults. 

Implications for overcoming such potential affective barriers of children

Help children to laugh with each other at various mistakes that they all make

Be patient and supportive to build self-esteem

Give the quieter ones plenty of opportunities for trying things out
5.5 Authentic and Meaningful Language

Children are focused on how their new language can be used for here and now and less willing to put up with language that doesn’t hold immediate rewards for them. 

Implications for appealing to children

-  Do not use context-reduced language. Instead, provide firmly context embedded language to improve children’ attention and retention

-  Do not break language into too many bits and pieces. Instead, provide a whole language
5.6 Real World Experience

Children have much less real word experiences compared to adults, so they are relatively “blank slates.” Therefore, they have little ability to serve as a knowledgeable resource to teachers or fellow students. 

Implications for overcoming lack of real world experience

Provide more contextualized contexts to help their understand
5.7 Expectation

Adults might have more realistic and specific expectations from their language learning while children have holistic purposes in their long-term future. 

Implications for fulfilling children expectations

Stress the interrelationships among four language skills: listening, speaking, reading, and writing

6. Briefly outline how language immersion works and the effect this has had on language teaching.
Immersion programs are varied in terms of two variables as follows. First, the age at which a child starts the experience. For example, early immersion starts at the kindergarten or infant stage; Delayed or Middle immersion starts at nine to ten years old, Late immersion- at secondary level Second, the amount of time spent in immersion. For example, total immersion starts with 100 % immersion (e.g. per week) in the second language. Partial immersion provides 50% immersion in the second language throughout infant and junior schooling.
There are basically three different types of immersion programs. Early Total, Early Partial, and Late Total. Following shows how immersion works. 

Early Total: Early total immersion is a type of bilingual program which begins early, that is, with kindergarten or in the first grade (sometime in preschool or the early years of elementary school). It is also marked by a complete immersion in the L2. Thus, English-speaking kids going to school with Spanish instruction only would be an example of early total immersion. These programs are marked by the lack of use of the native language of the students for at least a certain period of time. Thus in early total immersion programs, the students do everything in their non-native language. 

There are some effects of early immersion on language learning and teaching. Firstly, immersion students’ achievement was not hindered by the immersion experience. Most immersion students can be expected to reach higher levels of second language proficiency than students in other school-based language programs. Research results showed that the experimental students(English speaking students who had French immersion) appear to be able to read, write, speak, understand, and use English as well as youngsters instructed in English in the conventional manner. In addition they can also read, write, speak and understand French in a way that English students who follow a traditional program of French as a second language never do.' However, research finds that immersion students’ second language lacks grammatical accuracy and does not display the variety and complexity produced by native speakers of the language. After only 2 or 3 years in an immersion program, students demonstrate fluency and confidence when using the immersion language, and their listening and reading skills are comparable to those of native speakers of the same age. While these skills remain native-like, students’ speaking and writing skills lag behind those of native speakers (Johnson & Swain, 1997). 

Secondly, immersion experience enhances first language development. Immersion may have a negative impact on learner’s first language development. But research consistently finds that the immersion experience actually enhances first language development (Cloud, Genesee, & Hamayan, 2000). It should be noted that full immersion students’ L1 development may lag temporarily in reading, word knowledge, and spelling while instruction is occurring exclusively in the immersion language. However, after a year or two of instruction in L1, this discrepancy disappears (Genesee, 1987). This lag is temporary and to be expected. It is assumed that immersion students will have consistent exposure to and support for L1 at home and in the community. Parents need to provide their children with experiences that will enhance their first language and literacy development. For example, they should read to their children every day and involve them in games and activities that complement their classroom learning. Research shows that the stronger the development of the native language, the greater the proficiency in the immersion language, so children who enter an immersion program with a strong base in L1 will succeed more easily than those whose L1 skills are not as strong.

Lastly, in immersion programs the target language need to be used both in the classroom and outside the classroom for general communicative purposes. It should be noted that researchers have experimented by bringing in small numbers of the native speakers into the immersion program and this seems to be of greater benefit, depending on the valorisation level of the target language, which is also the language of instruction. It is important to remember that the language should be used both inside and outside of classroom in immersion programs. What is observed is that in total immersion programs where there are no native speakers, the learners often shift back to their L-1 when not in class thus diminishing the overall effect of the program. How this works depends on the valorization levels of the languages involved in the program.

Early Partial: Early partial immersion program is similar to early total immersion except that children are exposed to the target language only part of the time. In this way they are given instruction in both their native language and the target language. They therefore receive less overall input and exposure to the target language at the same time are able to continuing developing their own native language for cognitive functions, which may be quite important depending on their level coming in to the program and really what the purposes and goals behind the program are, not to mention the societal variables underlying the program itself. Researches comparing early total and early partial immersion programs have shown what we would probably expect in that students in early partial immersion programs are not quite as advanced as students in early total immersion programs in their acquisition of the target language.

Late Total : There are no late partial immersion programs since partial immersion is seen to be not able to provide enough input to make a big difference when it is introduced too late. Late immersion programs generally occur in high school or maybe the last year of middle school, from seventh to the ninth grade. Again, the immersion is total in that students are instructed using only the target language and are encouraged strongly to use only the target language even outside the classroom while on school grounds. In addition, where possible, native speakers of the language are also brought in to ensure more natural use of communicative functions and more diverse output. 

Research findings on students who have completed late total immersion and early partial immersion show few differences between them, while early total immersion students seemed the best among all three groups in relation to both their L1 use and their L2 use. This is an important finding and really reminds us of the impact of cognition and transfer in relation to language acquisition. This clearly demonstrates that earlier is not necessarily better. It should also be remembered that for students to do well in early total immersion, the parents and society have to highly valorize the L1. If this does not happen then even though the L2 might be well developed, the L1 may not be. In that case, a kind of subtractive bilinguality could set in.

Immersion is a method of foreign language teaching in which the regular school curriculum is taught through the medium of the language. That is, content is the main means by which languages are taught; the foreign language is not the subject of instruction. This kind of method was quite new to language teaching field and affected the field quite significantly. The effect immersion has had on language teaching can be as follows.

 Firstly, the idea of using authentic text has been brought into language teaching from language immersion model. Only the contrived texts were believed to be adaptable for language teaching before Immersion. Immersion prompted the idea of using authentic text as immersion program showed that students actually learn target language through authentic text. Secondly, the idea of using Content Based Instruction (CBI) comes from immersion. That is, students acquire the language through the content of subjects they learn. Lastly, task based teaching approach emerged from immersion. The basic idea behind the task based teaching approach is that students can learn language by doing things with language. That is, they can learn language through performing or completing task based activities. This again comes from language immersion. 

Reference- http://www.cal.org/resources/digest/0304fortune.html
 (1996, Foundations of Bilingual Education and Bilingualism, Colin Baker, P.180-185) 

http://www.cal.org/resources/Digest/met00001.html  
7. What are some of the methodological variations in dealing with the area of pronunciation in foreign language teaching? 

The field of modern language teaching has developed two general approaches to the teaching of pronunciation: (1) an intuitive-imitative approach and (2) an analytic-linguistic approach. Before the late nineteenth century only the first approach was used, occasionally supplemented by the teacher’s or textbook writer’s sketchy (and often phonetically inaccurate) observations about sounds based on orthography. 

An intuitive-imitative approach depends on the learner’s ability to listen to and imitate the rhythms and sounds of the target language without the intervention of any explicit information. It also presupposes the availability of good models to listen to, a possibility that has been enhanced by the availability first of phonograph records, then of tape recorders and language labs in the mid-twentieth century, and more recently of audio-and videocassettes and compact disc. 

An analytic-linguistic approach, on the other hands, utilizes information and tools such as a phonetic alphabet, articulartory descriptions, charts of the vocal apparatus(성대), contrastive information, and other aids to supplement listening, imitation, and production. It explicitly informs the learner of and focuses attention on the sounds and rhythms of the target language. This approach was developed to complement rather than to replace the intuitive-imitative approach, which was typically retained as the practice phase used in tandem with the phonetic information. In short, we should interplay the above mentioned two approaches simultaneously. That is, we need to practice pronunciation with knowledge, and not knowledge, then practice.

Pronunciation teaching tendency today can be as follows. The Communicative approach took hold in the 1980s and is dominant in language teaching, holds that since the primary purpose of language is communication, using language to communicate should be central in all classroom language instruction. This focus on language as communication indicated that there is a threshold level of pronunciation for native speakers of English. In other words, the modern goal of teaching pronunciation to such learners is not to make them sound like native speakers of English. A more modest and realistic goal is to enable learners to surpass the threshold level so that their pronunciation will not diminish their ability to communicate. 
Influenced by the discourse-based approaches and materials being used to teach language communicatively, materials developers and teachers began to search for the more appropriate ways to teach pronunciation. They decided that directing most of their energy to teaching suprasegmental features of language such as rhythm, stress, and intonation in a discourse context was the optimal way to organize a short-term pronunciation course for nonnative speakers. 

Today, pronunciation is moving away from the segmental vs. suprasegmental debate and toward a more balanced view. This view recognized that both an inability to distinguish sounds that carry a high functional load (such as /i/ in list and /iy/ in least) and an inability to distinguish supreasegmental features (such as intonation and stress differences in yes/no and alternative questions) can have a negative impact on the oral communication-and the listening comprehension abilities-of nonnative speakers of English. 

Today’s pronunciation curriculum seeks to identify the most important aspects of both the segmental and suprasegmentals, and integrate them appropriately in courses that meet the needs of any given group of learners. (Teaching Pronunciation, M.Celce-Murcia, pp.7,8,10)

8. What role does evaluation play as part of a methodology in the classroom? 

There are formal and informal evaluations. Formal evaluations include diagnostic tests, achievement tests and proficiency tests. Informal evaluations include progress tests. 

A Proficiency test: have traditionally consisted of standardized multiple-choice items on grammar, vocabulary, reading comprehension, aural comprehension, and sometimes of a sample of writing. These tests can be done in the beginning of a semester as the teacher and students would know what weaknesses and strengths students have diagnosing their ability and the data would be used for placement that is, to put a student in a particular level or section of a language curriculum or school. 

A diagnostic test: The teacher usually let the students take a diagnostic test at the beginning of the semester in order to know what their weaknesses and strengths are. The teacher might get some ideas about grouping from this test, so the teacher should put the students into heterogeneous groups in order them to help each other to complete the task. For instance, the teacher lets the student who is good at grammar be a monitor in the group. The teacher can design his or her lesson plan based on the diagnostic information

An achievement test: It is related directly to classroom lessons, units, or even a total curriculum. Achievement tests are limited to particular material covered in a curriculum within a particular time frame. Evaluation could give the teacher some information about his or her own weaknesses and strengths of the lesson. At the end of the semester, the teacher would like to let the students have the test to measure their ability or knowledge in given areas, but would find that there is little improvement in an area. Then he or she starts to figure out what should have done in former classes and what should be done in latter class.

Evaluation is very important as part of a methodology teachers use in the classroom. It is a useful tool for teachers in the classroom. Teachers can find out how well students are doing and what they learn. It gives teachers information and directs what they need to do. Evaluation is an essential part of teachers’ lesson planning. We use the information when we teach.  

   Evaluation need not to be formal. We can evaluate students in class. Informal evaluation can be done through any classroom activities such as role plays, group works and quizzes. Teachers can observe how students do these activities and evaluate activities, then, reflect the results when they design activities. Teachers also can use homework as a very useful evaluation tool. 

The teacher should diagnose weaknesses and strengths about teaching strategies, techniques, and materials through evaluation and constantly devises the lesson to plan a better lesson. In this sense, evaluation is not just a test but an ongoing process that considerably affects methodology. That is, it is constantly affecting methodology to be devised and changed in a better way. 
9.What are the components of a good test as a part of a methodology in the classroom?

There are  three requirements of a "good" test : practicality, reliability, and validity.

Practicality 

The foregoing discussion implicitly dealt with the three requirements of a "good" test: practicality, reliability, and validity. If these three axiomatic criteria are carefully met, a test should then be administerable within given constraints, be dependable, and actually measure what it intends to measure. 

A test ought to be practical - within the means of financial limitations, time constraints, ease of administration, and scoring and interpretation. A test that is prohibitively expensive is impractical. A test of language proficiency that takes a student 10 hours to complete is also impractical. A test that requires individual one-to-one proctoring is impractical for a group of 500 people and only a handful of examiners. A test that takes a few minutes for a students to take and several hours for the examiner to correct is impractical for a large number of testees and one examiner if results are expected within a short time. A test that can be scored only by computer is impractical if the test takes place a thousand miles away from the nearest computer. The value and quality of a test are dependent upon such nitty-gritty, practical considerations. 

One important aspect of practicality that testing researchers have pointed out is that a test ought to have what Oller(1979:52) called instructional value, that is, "it ought to be possible to use the test to enhance the delivery of instruction in student populations." Testing and teaching are interrelated, as we shall see later in this chapter. Teachers need to be able to make clear and useful interpretations of test in order to understand their students better. A test that is too complex or too sophisticated may not be of practical use to the teacher.    

Reliability 

A reliable test is a test that is consistent and dependable. Sources of unreliability may lie in the test itself or in the scoring of test, known respectively as test reliability and rater (or scorer) reliability. If you give the same test to the same subject or matched subjects on two different occasions, the test itself should yield similar results; it should have test reliability. A test of skating ability, for example, should be reasonably consistent from one day to the next. However, if one skating test is conducted on bumpy ice and another on smooth ice, the reliability of the test - of one aspect of the test, at least - is suspect. I once witnessed the administration of a test of aural comprehension in which a tape recorder played items for comprehension, but because of street noise outside the testing room, some students in the room were prevented from hearing the tape accurately. That was a clear case of unreliability. Sometimes a test yields unreliable results because of factors beyond the control of the test writer, such as illness, a "bad day," or no sleep the night before. 

Scorer reliability is the consistency of scoring by two or more scorers. If very subjective techniques are employed in the scoring of a test, one would not expect to find high scorer reliability. A test of authenticity of pronunciation in which the scorer is to assign a number between one and five might be unreliable if the scoring directions are not clear. If scoring directions are clear and specific as to the exact details the judge should attend to, then such scoring can become reasonably consistent and dependable. In tests of writing skills numerous traits that are difficult to define. But as Brown and Bailey(1984) pointed out, the careful specification of an analytical scoring instrument can increase scorer reliability. 

Validity 

By far the most complex criterion of a good test is validity, the degree to which the test actually measures what it is intended to measure. A valid test of reading ability is one that actually measures reading ability and not 20/20 vision, previous knowledge in a subject, or some other variable of questionable relevance. To measure writing ability, one might conceivably ask students to write as many words as they can in 15 minutes, then simply count the words for the final score. Such a test would be practical and reliable; the test would be easy to administer, and the scoring quite dependable. But it would hardly constitute a valid test of writing ability unless some consideration were given to the communication and organization of ideas, among other factors. Some have felt that standard language proficiency test, with their context-reduced. CALP-oriented language and limited stretches of discourse, are not valid measures of language "proficiency" since they do not appear to tap into the communicative competence of the learner. There is good reasoning behind such criticism (Duran1985); nevertheless, what such proficiency tests lack in validity, they gain in practicality and reliability. We will return to the questions of large-scale proficiency testing in a later section of this chapter. 

How does one establish the validity of a test? Statistical correlation with other related measures is a standard method. But ultimately, validity can only established by observation and theoretical justification. There is no final, absolute, and objective measure of validity. We have to ask questions that give us convincing evidence that a test accurately and sufficiently measures the testee for the particular purpose, or objective, or criterion, of the test. 

Consider, for example, the common practice in the United States of testing a person's ability to drive an automobile. Intuitively, we would conclude that a valid test of driving ability should include an actual sample of a person's behind-the-wheel behavior. However, in many localities a paper-and-pencil test of road signs and traffic regulations is a sufficient criterion for renewal of a driver's license. Is such a test valid? Observational studies seem to hear out the contention that no subsequent driving test is needed, but it is doubtful that the written test actually predicts the quality of driving ability. It is more likely that simply previous experience in driving is the best predictor of good driving ability. The paper-and-pencil license-renewal test probably has little validity for predicting good driving; what it does measure is knowledge of various regulations, which is only a small part of total driving ability. 

In tests of language, validity is supported most convincingly by subsequent personal observation of teachers and peers. The validity of a high score on the final exam of a foreign language course will be substantiated by "actual" proficiency in the language (if the claim is that a high score is indicative of high proficiency). A classroom test designed to assess mastery of a point of grammar in communicative measures of the grammar point in question. 

How can teachers be somewhat assured that a test, whether it is a standardized test or one which has been constructed for classroom use, is indeed valid? The technical procedures for validating tests are complex and require specialized knowledge. But two major types of validation are important for classroom teachers: content validity and construct validity. 

Content Validity 

If a test actually samples the class of situations, that is, the universe of subject matter about which conclusions are to be drawn, it is said to have content validity. The test actually involves the testee in a sample of the behavior that is being measured. You can usually determine content validity, observationally, if you can clearly define the achievement that you are measuring. A test of tennis competency that asks someone to run a 100-yard dash lacks content validity. If you are trying to assess a person's ability to speak a second language in a conversational setting, a test that asks the learner to answer paper-and-pencil multiple-choice questions requiring grammatical judgements does not achieve content validity. A test that requires the learner actually to speak within some sort of authentic context does. 

A concept that is very closely related to content validity is face validity, which asks the question: does the test, on the "face" of it, appear to test what it is designed to test? Face validity is very important from the learner's perspective. To achieve "peak" performance on a test, a learner needs to be convinced that the test is indeed testing what it claims to test. Once I administered a dictation test and a cloze test as a placement test for an experimental group of learners of English as a second language. Some learners were upset because such tests, on the face of it, did not appear to them to test their true abilities in English. Face validity is almost always perceived in terms of content: if the test samples the actual content of what the learner has achieved or expects to achieve, then face validity will be perceived. 

In most human situations we are best tested in something when we are required to perform a sampling of the criterion behavior. But there are a few cases of highly specialized and sophisticated testing instruments which do not have high content validity yet are nevertheless valid. Projective personality tests are a prime example. The Thematic Apperception Test and the Rorschach "inkblot" tests have little content validity. The Micro-Momentary facial changes in a participant in a conversation. The more facial changes a testee detects, the more empathic he or she is said to be. Such a test has little content validity, especially if the astute detection of facial changes might be argued to require field independence, which has been shown to correlate negatively with empathy! A test of field independence as a prediction of language success in the classroom is another example of a test with potentially good criterion validity but poor content validity in that the ability to detect an embedded geometric figure bears little direct resemblance to the ability to speak and hear a language.  

Construct Validity 

A second category of validity that teachers must be aware of in considering language tests is construct validity. One way to look at construct validity is to ask the question: does this test actually tap into the theoretical construct as it has been defined? "Proficiency" is a construct. "Communicative competence" is a construct. "Self-esteem" is a construct. Virtually every theoretical category we have discussed in this book is a theoretical construct. Tests are, in a manner of speaking, operational definitions of such constructs, in that they operationalize the entity that is being measured. A teacher, then, needs to be satisfied that a particular test is an adequate definition of a construct. A general proficiency test that consists of, way, grammatical judgment items, reading comprehension items, and listening comprehension items is defining "proficiency" as either consisting of, or being correlated with, those three modes of performance. 

In many cases such theoretical constructs are perceived as being adequately defined in the content of the test itself. But when there is low, or questionable. content validity in a test, it becomes very important for a teacher to be assured of its construct validity. In this instance, validation of the construct has to be empirically demonstrated by means of research that shows that the behavior required of the testee is correlated with the total construct of behaviors in question. For example, the empirical justification for using the MME as a test of empathy is found in research that shows the MME to be correlated with other tests of empathy. The Embedded Figures Test of field independence, in which the testee is to discern smaller geometric designs, has likewise been related in research studies to other forms of assessing field independence. If you were to claim that such a test is valid for, say, predicting success in a second language, you would be forced to do (or find) research that would empirically demonstrate the correlation of scores on the Embedded Figures Test with scores on other measures of language aptitude. The construct underlying such a claim would theorize that the same cognitive strategies or styles required to perform well on the Embedded Figures Test are also required for successful learning of a second language. 

Validity is a complex concept. However, it is indispensable to the teacher's understanding of what makes a "good" test. If in your language teaching you can attend to the practicality, reliability, and validity of tests of language, whether those tests are classroom tests related to a part of a lesson or final exams or proficiency tests, then you are well on the way to making accurate and viable judgments about the competence of the learners with whom you are working.      

10. How have language teaching methodologies dealt with the role grammar plays in language proficiency over the last hundred or so years?

Grammar always has played a central role in language proficiency over the last hundred years.

Grammar-Translation, as its name suggests, took grammar as the starting point for instruction. Typically, a grammar-translation lesson started with an explanation of a grammar point and students practice activities followed which involved translating sentences out of and into the target language. That is, students are taught to translate from one language to another language studying grammar deductively. What practice they got involved only reading and writing, and little attention was given to speaking, including pronunciation. 

The Direct Method, which emerged in the mid-to late-nineteenth century, challenged the way that Grammar-Translation focused exclusively on the written language. By claiming to be a ‘natural’ method, the Direct Method prioritized oral skills, and while following a syllabus of grammar structures, rejected explicit grammar teaching. In Direct Method classes therefore, grammar is taught inductively. 

Audiolingualism stayed faithful to the Direct Method belief in the primacy of speech, but was even more strict in its rejection of grammar teaching. Grammar is induced from the examples given; explicit grammar rules are not produced. Audiolingualism derived its theoretical base from behaviorist psychology, which considered language as simply a form of behavior, to be learned through the formation of correct habits. Habit formation was a process in which the application of rules played no part. The patterns formed the basis of pattern-practice drills, the distinguishing feature of Audiolingual classroom practice. 

The Community Language Learning (CLL) was first promoted in the 1970. CLL aims at centering the language learning experiences as much as possible on the learners themselves, giving them responsibility for the content of the lesson, and engaging not only their intellects but their feelings as well. The teacher’s role is essentially that of a consultant, providing the language the students need in order to express their meanings effectively without considering  the grammar agenda of the lesson.
The development, in the 1970s, of Communicative Language Teaching (CLT) was motivated by developments in the new science of sociolinguistics, and the belief of that communicative competence consists of more than simply the knowledge of the rules of grammar. There is more to knowing a language than knowing its grammar. It is another thing to know that ‘Do you drink?’ is a present simple question. It is another thing to know that it can function as an offer. This simple observation is at the heart of CLT. From the 1970s on, theories have been arguing that grammatical knowledge (linguistic competence) is merely one component of what they call communicative competence. Communicative competence involves knowing how to use the grammar and vocabulary of the language to achieve communicative goals, and knowing how to do this in a socially appropriate way. In its shallow-end version at least CLT, did not reject grammar teaching out of hand. In fact, grammar was still the main component of the syllabus of CLT courses, even if it was dressed up in functional labels: asking the way, talking about yourself, making future plans etc. at the expense of communicative practice. 

Deep-end CLT, on the other hand, rejected both grammar-based syllabuses and grammar instruction. A leading proponent of this view was N.S. Prabhu, a teacher of English in southern India. In his Bangalore Project, he attempted to replicate natural acquisition processes by having students work through a syllabus of tasks for which no formal grammar instruction was supposedly needed nor provided. Successful completion of the task-for example, following a map-was the lesson objective, rather than successful application of a rule of grammar. The Bangalore Project was the predecessor of what is now known as task-based learning. Task-based learning has more recently relaxed its approach to grammar, largely through recognition of the value of a focus to form. 

To summarize, to the question such as ‘Should the method adhere to a grammatical syllabus?’, most approaches to language teaching up until the 1970s have answered firmly ‘Yes’. The actual form of the syllabus differed considerably from the method to method, but, until such organizing categories as functions or tasks were proposed, syllabuses were essentially grammar-based. The following chart indicates the relative importance these methods attach to the teaching of grammar. 
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11. What are some of the main approaches associated with teaching reading?

There are some of the main approaches associated with teaching reading including Translation approach, Language Experience approach, Content Based Instruction, Task Based approach, SQ3R, and SSR.  I will illustrate three of the main approaches as follows.  (please choose three approaches that you like to address.)

1)  Translation approach

Translation approach is a form focused teaching used for the purpose of helping students read literature written in the target language.  Students are taught to translate readings in the target language about some aspect of the culture of the target language community.  Students study grammar deductively; that is, they are given the grammar rules and examples, are told to memorize them, and then are asked to apply the rules to other examples.  They also memorize native-language equivalents for target-language vocabulary words.  In this approach, the teacher is the authority in the classroom, while the students do as the teacher says so they can learn what the teacher knows.  Thus, having the students get the correct answer is considered very important.  If students make errors or do not know an answer, the teacher supplies them with the correct answer.

2) Language Experience Approach 

Language Experience Approach (LEA) helps children associate oral language with written language, teaching them specifically that what is said can be written down and read.  To state how it can be used, an LEA lesson begins with oral language.  A discussion can be a great tool to generate as much spoken languages as possible from students based on their interesting or exciting class experiences.  After the discussion has generated several ides, write them down on a large sheet of paper, which becomes an experience chart.  In recording language on experience charts, teachers should write quickly and legibly, providing good writing samples for children to read and copy.  In other words, you write what children dictate, use their language unless it is difficult for others to understand, while you encourage students to contribute to the new chart by identifying who said what and discussing concepts about print.  Experience charts also should not be very long.  The last step in the LEA lesson is to read the chart to the class, using a pointer to emphasize left-to-right progression.  It is a good idea that the class reads the chart in unison, or the teacher asks individual children who contributed different sentences to read them.  After that, leave the chart in a visible spot in the room and encourage the children to read it and copy parts of it, copy words they like, or add to their Very Own Word collection from the chart.  In this way, experience charts, dictated by the children and written by the teacher, develop language and encourage reading and writing.  

3) Content Based Instruction

Content Based Instruction (CBI) allows the teacher to make the reading more useful to the students by selecting texts in the target language for study in other subjects.  In other words, students study some different subjects in an English medium.  To make this technique effective for our students, we should consider both the content and the language.  If the language or the content is too difficult, then the students are going to feel frustrated with studying.  On the contrary, if the language or the content is too easy, then the students are going to feel bored.  Therefore, we should work closely with other teachers in other subjects to search for the ideal balance of the content and the language.  

4) Task Based Approach

Task Based Approach (TBA) leads our students into a lot of different class activities including finding certain information, debating, explaining the evidence for the writer’s conclusions and so on.  In the way of having students participating in the tasks provided, the natural learning of the target language will take place.  Here we add lots of things like pictures and do activities designed to help the student to better understand the text prior, during and after reading.  The teacher actually makes different types of guiding questions as well as other types of guiding activities for pre, during and post reading activities. 

5) SSR

SSR (Sustained Silent Reading) is a fluency focused teaching that students who read a great deal tend to become better readers and that the best way to develop reading ability is not through isolated skill and drill practices, but by reading itself.  Interesting to note is that SSR was developed for native speaker readers and not for non-native speakers.  This might cause a few slight differences in how such programs will be applied here in Korea but there are important reasons why we should try to implement this idea in school.  The primary reason is that students are not reading well enough outside of classroom.  That is, many students know how to read enough to get along in school with help from teachers but have not become independent readers when they go out of classroom.  Therefore, we should provide them with opportunities to read in the class where they learn to be independent in making book selections and setting purposes for reading.  In this way, they will be able to learn the way to become lifetime readers.

6) SQ3R

Private study reading can benefit from the SQ3R which is in the middle way of Translation approach and SSR.  SQ3R is designed to allow students to build their own guide for interacting more efficiently with the text.  The five steps are: Survey (S), Question (Q), Read (R), Recite (R), Review (R).  To illustrate the procedures in brief, you as a reader skim the text to get an overview, then ask yourself questions you want the text to answer.  Now you read carefully, looking for the answers to your questions and noting anything else that is relevant.  Next, speak aloud the answers to your questions to fix them in your mind; alternatively write them down.  Finally, think about what you have learnt, and organize the information in your mind, consider its implications for other things you know, and assess its importance.

12. Briefly outline the fundamentals of ESP as a specific type of methodology?

English for Specific Purposes (ESP) programs are specifically devoted to professional fields of study such as a course in English for Agriculture or in Business Writing.  Two developments greatly influenced on course design of ESP program.  One development was a move towards a focus on the learner which implies that the learner and his needs were taken as central to the problem of deciding course content.  The second development was a move towards a view of language as not only a set of grammatical structures but also a set of functions.  Based on these backgrounds, some characteristics of ESP as a specific type of methodology can be outlined as follows. (please choose three characteristics  that you like to address.)

1) ESP is an approach and not a product
ESP is not based on a particular language product, but is based on an approach to teaching designed around specific goals and needs. In ESP, it is the practice and not necessarily the language produced which practitioners or teachers need to analyze or pay attention to. Success is measured based on a more holistic, task-based basis. Feedback is given, but the main focus in ESP is on the tasks themselves and whether the students manage to fulfill the tasks in any way, shape, or form. 

2) Needs analysis is the basis of ESP

Since ESP is learner-centered, it is impossible to teach language without finding out what is that the learners need to actually do with the language. A need analysis in ESP focuses on the two main ideas: what do you actually use English for and what problems do you have in trying to do so.  In other words, both target situation needs and learning needs must be taken into account. 

3) It’s a learning-centered approach to course design

The concern in ESP is not with language use, but with language learning. A truly valid approach to ESP must be based on an understanding of the processes of language learning. A learning-centered approach to course design takes account of the learner at every stage of the design process. This has two implications; course design is a negotiated process and course design is a dynamic process.

4) Materials design must reflect the result of needs analysis
The results of need analysis are reflected in the materials design. Materials can be developed only after needs analysis and materials design must directly reflect the results of needs analysis. In ESP, it is impossible to separate the need analysis from the materials design.

5) ESP emphasizes authenticity

The nature of ESP has highlighted the use of ‘authentic’ texts. An ‘authentic’ text is one written for a specific audience (not language learners) and its purpose is the communication of subject content rather than language form. Its crucial element is that it aims to convey information and ideas rather than the use of language. We need to use authentic models of how English is used in the same situations by proficient users of English. 

6) Evaluation is based on the goals and needs of learners

Everything in ESP is centered on around the specific goals and needs of students. Therefore, it is somewhat easy to create evaluation, more effective evaluation, based on those goals and needs.

To summarize, the real key to ESP is basically its focus on the learner.  In other words, ESP is an approach to language teaching in which all decisions as to content and method are based on the learner's reason for learning.  This focus on the learner is manifested in different ways such as material design based on needs analysis and authenticity.  

13. What is inductive teaching and how does it work?

Inductive approach (or discovery learning approach) starts with some examples from which a rule is inferred.  That is, in an inductive teaching, the learner studies examples and from these examples derives an understanding of the rule or tendency.  The inductive route would seem to be the way one’s first language is acquired and is, therefore, seen as the natural route to learning.  This experiential method of instruction is based on an assumption that language data (or input) is best processed inductively and without recourse to translation.  


The advantages of inductive approach are that the students get to figure out what is going on by themselves based on real language data, assuming that the teacher is using authentic input.  In addition, students are more actively involved in the learning process, rather than being simply passive recipients: they are therefore likely to be more attentive and more motivated.  On the other hand, the problem with this is that it takes more time for the students to use the provided context to figure things out by themselves and some people don’t like that little child lost feeling.  It can also place heavy demands on teachers in planning a lesson.  They need to select and organize the data carefully so as to guide learners to an accurate formulation of the rule or tendency, while ensuring the data is intelligible.  


In order to make the inductive approach work well teachers need to be very conscious of the types of tasks, the types of functions present and supporting grammar forms that the students are supposed to be doing.  Teachers cannot just simply have fun in the classroom and justify the fun by saying that they are using an inductive approach.  The teacher needs to plan in advance what the goals of the practice could possibly be bearing in mind that not all students will be doing exactly the same thing, or derive the same thing from the same piece of practice.  There has to be a plan and an idea which underlies all the things that teachers do in the classroom.


14. Should teachers of a foreign language speak using the target language or the first language of the learners? 

One of the on-going debates among language teachers is that of whether or not to use the students' first language (L1) or the target language (L2) in a language learning environments.  Generally, few instructors feel that the primary language of instruction should be the L1. However, there seems to be a range of opinions on the degree of L1 use.  Factors which affect these decisions include such things as social and cultural norms, student motivation and goals, whether or not English is a primary means of communication in the environment external to the classroom (ESL) or not (EFL), age and proficiency of the students, and the linguistic makeup of the class (monolingual or multilingual as relates to L1), among others.

(2001. Teaching by Principles, H. Douglas Brown, P.117, P.248) 

	Using the target language
	Using the first language

	can develop listening skills
	effective for explaining very simple grammar points (can save time)

	more chances to communicate
	effective for explaining the abstract meaning of a word and difficult sentence structures

	not learning language but learning language itself
	effective for explaining the procedure of the tasks or activities

	more input 

(comprehensible input = i+1)
	effective for facilitating background knowledge of difficult content of the lesson

	can facilitate unconscious, automatic learning
	can lower affective filter



There are some reasons why teachers should speak the target language during the class. First, students develop listening skills if they are exposed to the target language. In this kind of class setting, students unconsciously and automatically accept their target language; therefore, they are going to a lot more learn about their target language than they are supposed to. In EFL setting just like Korea, students' immediate use of the language may seem far removed from their own circumstances, and classroom hours may be the only part of the day when they are exposed to English. Therefore, English through English class is desperately necessary to improve students' language proficiency. 


Next, students have more chances to communicate. Of course, to get the students speak out is very tough, but the teachers should plan possibility to have the students speak English. In this kind of class, intrinsic motivation is a big issue, since students may have difficulty in seeing the relevance of learning English. However, if the lesson goes in this manner, teachers could facilitate students' motivation, and they are willing to learn English because they begin to feel like not learning language form but learning language use and language itself. In addition, English through English class provides authentic purposes. The teachers use class time for optimal authentic language input and interaction, so the class will help students to see genuine uses for English in their own lives. Then it encourages students to use of learning strategies outside class. 


In addition, if teachers use the target language in the class, it gives students much more input. Stephen Krashen (1985) stressed the significance of comprehensible input or the aural reception of language that is just a little beyond the learner's present ability. About the same time, researchers were also stressing the crucial importance of whatever mental processes were brought to bear on the learner's converting input into intake, or that which is actually stored in a learners' competence. In other words, learners can be exposed to great quantities of input, but what counts is the linguistic information that you ultimately glean from that exposure through conscious and subconscious attention, through cognitive strategies of retention, through feedback, and through interaction. 


One main argument against the use of the L1 in language teaching is that students will become dependent on it, and not even try to understand meaning from context and explanation, or express what they want to say within their limited command of the target language (L2) – both of which are important skills which they will need to use when communicating in the real situation.


Tthere are other, historical reasons why the use of the students’ mother tongue went out of favour. Initially it was part of a reaction against the Grammar-Translation method, which had dominated late 19th and early 20th century teaching, and which saw language learning as a means towards intellectual development rather than as being for utilitarian, communicative purposes. The Direct Method of the early 20th century reacted against this – it aimed at oral competence and believed languages were best learnt in a way that emulated the “natural” language learning of the child – ie with no analysis or translation. The move away from L1 use was later reinforced by Audiolingualism (1940s-1960s) which saw language as a matter of habit formation. The L1 was seen as a collection of already established linguistic habits which would “interfere” with the establishment of the new set of linguistic habits that constituted the target language, and was thus to be avoided at all costs.


In the last thirty years or so, there have continued to be some methodologies which avoid the use of the L1 – Total Physical Response is one. But others, like Suggestopaedia and Counselling Language Learning, have included it as an integral part of the methodology. Mainstream methodology, on the other hand, has had an ambivalent approach, coming down neither on one side nor the other but maintaining an “it depends” attitude.


Even though there are some advantages over using the target language during the class, there are some cases that using the mother language is better than using the target language. If the teacher would like to teach a very simple grammar point, using Korean would be more appropriate because the teacher does not need to waste time to explain it using grammatical terminology. Students would be very confused with those terms. 


Also, the abstract word or difficult sentence structures would be taught in Korean since it would be difficult for student to understand the meaning of the words and the structures of sentences if the teacher describes them in English. Korean could be used when the teacher tries to explain the procedure of the tasks or activities. 


In addition, using mother language would be effective for facilitating background knowledge when the teacher would like to teach difficult contents during the lesson. The teacher encourages students to activate their schema using Korean in case that they are going to learn something very difficult which is above their levels. This way would be easier to teach and to learn. 


Also using the first language would lower the affective filter; therefore, students would be relax and feel comfortable to participate in class activities. 


Here are some more arguments for using the L1:

· It can prevent time being wasted on tortuous explanations and instructions, when it could be better spent on language practice. With beginners, it may even allow the teacher to use activities which would be impossible to explain otherwise. 

· Students’ receptive competence (their understanding) may be higher than their productive competence (their ability to use the language). In some circumstances the course objectives may even focus primarily on receptive competence, not expecting productive competence to reach an equivalent level – for example reading skills courses for student doctors who have to understand medical textbooks and journals in English. One way of letting students demonstrate receptive competence is by allowing them to respond using the L1. Students can also demonstrate receptive competence by discussing their understanding of a text in their L1

· It can be used with beginners for pre-lesson small talk which allows the teacher to get to know the students as people, and for discussions to explain the course methodology etc. In addition, beginners will be less tense if they know they can at least ask for, and possibly receive, explanation in the L1. 

· When students are trying to say something but having difficulty, they can say it in their own language and the teacher can reformulate it for them, possibly rephrasing and simplifying to show them how they could have expressed themselves within the language they already know. 

· Some students need to combine the two languages – for example those whose jobs involve translation and interpreting. Translation is a skill which needs to be taught. 

Sometimes then, the use of the L1 can be more productive than counter-productive. 

Notice that not all the uses of the L1 listed above may involve the teacher in actually speaking the language. Some, like reformulation, only need her to understand. This can provide a sort of “middle way”. The students are re-assured by the fact that they can ask questions etc in their own language, but they are still stimulated to try and understand the teacher who is speaking only English. 

Opinions using the target language or first language

->I think this is a universal problem. To use the mother tongue or not while teaching English depends on our objectives; what do we expect from our students? To be good speakers or just to pass a written exam at the end of a term. If it is the first so you should use English heavily; if it is the second there is no harm to explain your lessons in their mother tongue.

->I think it depends on the student/class. Beginners are often intimidated by the use of too much English in the beginning and feel reassured that the teacher can explain grammar and more difficult vocabulary in the students' own language. Nevertheless, they will become familiar with some English phrases and words from the start. E.g.; please sit down, please close the door, see you next week, have a good weekend. They love to be able to use such language right from the start. I think the teacher must decide how much and how little. I found that inserting English here and there and gradually increasing the amount depending of what feedback I got was the best way.

->Although I am a firm believer of using only the target language in the classroom, there are times when the mother tongue should be used. The first class with beginners must have 15 to 20 minutes in the mother tongue in order to set down the class rules which will include using the target language only. Lots of my colleagues mentioned teaching grammar. My belief is that grammar should be taught inductively to beginners and introduced deductively gradually from intermediate to advanced. To teach inductively, we need to speak the target language to provide our students with a model to copy. This will prevent the need to explain grammar in the mother tongue. The only other time we need to use the mother tongue occurs when our students get that "stunned" look - you know, the look of total incomprehension - because it is then that you have lost them. Don't worry if they can't always respond in the target language, but encourage them to speak a mixture of the target language and mother tongue when they forget the word(s) they need to express. This will get peers to correct each other and "fill in the gaps". It will also get them to think in the target language more easily.

->First language use is sometimes necessary in the classroom especially for learners in the early stages of language learning. Indeed first language use can save a lot of time searching through dictionaries and frustration for the students. As students become more proficient in their English use they will joyfully express their thoughts in English as far as their level allows. In the meantime, providing as many opportunities as possible for the students to express themselves in English at a level with which they feel comfortable would be useful for them.

It is effective to use the native language of the student if the student is a beginner or a low-intermediate student. 
Using the student's native language increases communication between teacher and student; basic functional English like " What is the meaning of "A"? or How much is "A" can effectively be absorbed. However, as the student progresses the use of the native language must decrease. Beginners need their native language to support their transition into the second language. Yet once the student has enough vocabulary, listening and speaking skills, he can lower his reliance on his native language.

The difficult part to determine is knowing how long we must communicate with the student using the native language. I am also using Korean with my students, however, I am finding it difficult to determine how long I must use their language to communicate because I do not know how much they have progressed: Are they strong enough to only use English in class? Can they understand me at least 70 percent of the time if I only use English? I do not know how to assess their progress. I am still exploring this challenge up to know.

15. What are some of the different approaches to the question of giving feedback in the foreign language classroom and what are some of the major feedback types?

There has been considerable interest in Corrective Feedback(CF) in SLA. Those who argue against CF claim that positive evidence alone is sufficient for learners to acquire a second language (Krashen, 1982; Schwartz, 1993) and that negative evidence has no use and may even have a harmful effect on interlanguage development (Truscott, 1996). On the other hand, those who advocate CF argue that negative evidence plays a facilitative and perhaps even crucial role in acquisition. Long’s (1996) Interaction Hypothesis claims that implicit negative feedback, arising from negotiation for meaning, provides an opportunity for learners to attend to linguistic form. Lyster and Ranta91997) list six types of corrective feedback: explicit corrections, recasts, clarification requests, metalinguistic feedback, elicitation of the correct form and repetition. 

Q15. What are some of the different approaches to the question of giving feedback in the foreign language classroom and what are some of the major feedback types?
There has been considerable interest in Corrective Feedback(CF) in SLA. Those who argue against CF claim that positive evidence alone is sufficient for learners to acquire a second language (Krashen, 1982; Schwartz, 1993) and that negative evidence has no use and may even have a harmful effect on interlanguage development (Truscott, 1996). On the other hand, those who advocate CF argue that negative evidence plays a facilitative and perhaps even crucial role in acquisition. Long’s (1996) Interaction Hypothesis claims that implicit negative feedback, arising from negotiation for meaning, provides an opportunity for learners to attend to linguistic form. Lyster and Ranta91997) list six types of corrective feedback: explicit corrections, recasts, clarification requests, metalinguistic feedback, elicitation of the correct form and repetition. 

     Cognitive feedback must be optimal in order to be effective. Too much negative cognitive feedback shuts off studetns’ attempts at communication. They perceive that so much is wrong with their production that there is little hope to get anything right. On the other hand, too much positive cognitive feedback let errors go uncorrected, to indicate understanding when understanding may not have occurred.

      In Skinner’s operant conditioning model of learning, the affective and cognitive modes of feedback are reinforcers to speaker’s responses. As speakers perceive “positive” reinforcement, they will be led to internalize certain speech patterns. Corrective feedback can still be positive in the Skinnerian sense, but teachers must avoid at all costs is the administration of punitive reinforcement or correction that is viewed by learners as an affective red light such as insulting. On the other hand, Long(1977) suggested that the question of when to treat an error has no simple answer. He pointed out that the first decision the teacher makes is whether or not to treat it. In order to make that decision the teacher may have recourse to the factors with immediate, temporary bearing, such as the importance of the error to the current pedagogical focus, the teacher’s perception of the chance of eliciting correct performance from student if negative feedback is given.

     Teacher’s job is to value learners, prize their attempts to communicate and they provide optimal feedback for the system to evolve in successive stages until learners are communicating more clearly. Lyster and Ranta(1977) list six types of corrective feedback: explicit corrections, recasts, clarification requests, metalinguistic feedback, elicitation of the correct form and repetition.

15.1 Explicit correction refers to the explicit provision of the correct form. As the teacher provides the correct form, he or she clearly indicates what the student had said was incorrect. (for example, “Oh, you mean...”,” You should say...”)
S : I find a pub yesterday.

T : You should use past tense, ‘found’.

15.2 Recasts involve the teacher's reformulation of all or part of a student's utterance. Recasts are generally implicit in that they are not introduced by “You mean”, ”Use this word”, or ”You should say”.

S: I like his punny pace.

T: I like his funny face, too.

15.3 Clarification requests indicate to students either that their utterance has been misunderstood by the teacher or that the utterance is ill-formed in some way and that a repetition or a reformulation is required. A clarification request includes phrases such as “Pardon me”. It may also include a repetition of the error such as “What do you mean by...?”.

S: I like his punny pace.

T: I’m sorry, I didn’t understand. You like what?

15.4 Metalinguistic feedback contains comments, information, or questions related to the well-formedness of the students' utterance, without explicitly providing the correct form. Metalinguistic comments generally indicate that there is an error somewhere (for example, “Can you find your error?”) Also metalinguistic information is generally a word definition in the case of lexical errors. Metalinguistic questions also point to the nature of the error but attempt to elicit the information from the student. (for example, “Is it feminine?”)

S: I like his punny pace.

T: Can you find your pronunciation error?

15.5 Elicitation refers to at least three techniques that teachers use to directly elicit the correct form from the students. First, teachers elicit completion of their own utterance (for example, “It's a...”) Second, teachers use questions to elicit correct forms (for example, “How do we say x in French?”) Third, teachers occasionally ask students to reformulate their utterance. 
S: I like his punny pace.

T: You like his…
S: funny face?

15.6 Repetition refers to the teacher's repetition, in isolation, of the students erroneous utterance. In most cases, teachers adjust their intonation so as to highlight the error. 

S: I like his punny pace.

T: You like his punny pace?

Q16. What is the difference between overt and covert teaching of language structure? 

Grammar teaching can proceed in two ways which are overtly teaching and covertly teaching and basically they differ in the level of students’ awareness. In covert grammar teacher students are ware of language and meaning whereas only language in overt grammar teaching. In covert grammar teaching, the rules are taught to a communicative syllabus where learners do not notice that they are learning certain language tendencies and here, teacher's intention of the tasks or activities would be to have learners internalize certain grammar points through without learners recognizing that they are learning them. In other words, the focus is on tasks or activities where students are expected and planned to use certain grammar points that teacher intends to be acquired through communicative interactions among learners.  

In contrast, in overt grammar teaching, the rules of grammar are presented explicitly using the grammar syllabus where learners are directly introduced to the target language which would be grammar regularities. There is heavy reliance on explicit statements of the concept and the grammar points. Metalanguage such as infinitive and gerund are introduced to explain the rules to the students. In this kind of teaching, context and communicative interaction among students do not play essential role. Instead, teachers’ simple and clear explanation of certain grammar point would be concerned to be more important in learning. 

For instance, teaching “infinitive” as a way of giving reason for feelings or emotions can take place both in overt and covert grammar teaching. If I were to teach this overtly, I would tell students that the objective of the class is learning infinitive to give reason for feeling and emotions. I will write several sample sentences like “I am happy.”, “I was sad.” and “I am angry.” I would elicit some of the reasons why people get happy, sad and angry. Then I would add to the sentence to give reasons with what I have elicited from the students and write “I am happy to win the game.” “I was sad to loose my ring.” and “I am angry to find out that someone lied to me.” I would again tell students that “to loose my ring, to find out that someone lied to me, and to win the game” give reasons for feelings and emphasize that infinitive can be used like this way and do drilling. However, if I were to teach this covertly, I would not mention that they are learning such grammar point and rather just encounter students with the language naturally even though some students might notice what my intention is. 

Q17. How is input used in different teaching methodologies? 

Input refers to anything that students need to react to and it can be both linguistic and extra linguistic. There are a number of different teaching methodologies and in each methodology input is provided in different ways. 

First of all, to take Grammar-Translation Method as an example, the purpose of learning a foreign language was to be able to read classic literature written in the target language and therefore the major input was literature written in Greek and Latin. Its focus was on grammatical rules, the memorization of vocabulary and of various declensions and conjugations, translations of texts, by doing written exercises. Students studied grammar deductively, which means that they were given the grammar rules and examples, were told to memorize them, and then were asked to apply the rules to other examples. There was almost no input in spoken form. 

In the Direct Method, since it’s basic principle was that second language learning should be more like first language learning, only target language was used in classroom. Lots of oral interaction took place so spontaneous use of language would eventually attained. There was little or no analysis of grammar rules. There was no use of L1 and vocabulary and sentences that are used everyday were focused. Since translation was not allowed, visuals and demonstrations were used to make input comprehensible. Unlike GTM, the Direct Method introduced more of cultural aspects to the learners.

In the Audio-Lingual Method, oral input was provided to the learners first and then in written form. Analogy was thought to be a better foundation for language learning than analysis and the meanings of words can be learned only in a linguistic and cultural context. Focus is on accurate pronunciation and grammar, ability to respond quickly and accurately in speech situations, and knowledge of sufficient vocabulary to use with grammar patterns. Dialogues and drills are often used as model or demonstration. Following the listening to the model, comes speaking, reading and writing. 

In the Community language learning, the material is generated by the students in early stages so that they can decide what they want to be able to say in the target language. Later, when students feel secure, they teacher prepare specific materials or work with published textbooks. Particular grammar points, pronunciation patterns, and vocabulary are worked with, based on the student-generated language. The most important skills are understanding and speaking in the beginning, with reinforcement through reading and writing. 

In Content-based instruction, the authentic subject matter content is essential as input. The teacher scaffolds the linguistic content, by helping learners say what it is they want to say by building together with the students a complete utterance, for instance. Language is seen as a medium to convey informational content of interest to the students. Vocabulary is seen to be easy to be acquired within context. 

Lastly, in Task-based approach it is aimed to provide learners with a natural context and problems to solve for language use. Through interaction, students have opportunity to complete tasks. Language is used to understand others and to express them. Not only producing language but also receiving language through interaction is regarded important.  
Q18: How is the role of the teacher played out differently in the main teaching methodology?

Teachers use many metaphors to describe what they do. For example, they say they are like actors because ‘we are always on the stage’. Historically the classrooms have been changed from teacher-centered to learner-centered. The main methodologies such as Grammar Translation, Audiolingual, Community language learner, Communicative language teaching, and content-based teaching ask teachers distinctive different roles. 

    Grammar Translation method is the oldest methodology which has no underlying theory. It focused on grammatical rules, memorization of vocabulary, and translation of texts. Teaching is about transmission of knowledge from teacher to student. Typically the teacher presents grammar rules for students to learn and practice through exercise. Teacher is the focus in this method. As the center of the class, a teacher plays a role as a controller and organizer in authoritative way.

   In the Direct method, Audiolingual method, and total physical response , teachers have a similar role as a director. In the Direct method, classroom instruction is conducted exclusively in the target language. Oral communication skills are built up in a carefully graded progression. As for the Audio-Lingual method, as language learning is seen as a process of habit formation, the teacher is largely viewed as a trainer of language habits. As such, repetition of controlled language is the main mode of conduct, in which the teacher leads students on various types of drills, such as substitution as well as provides students with instant feedback for error correction. TPR provides stress-free classes in which the instructor is the director and students are actors. 

    A shift is seen moving more towards an emphasis on the learner in the following methodologies: Community Language Learning, Communicative Language Learning and Content-based/Task-based. To start, in Community Language Learning, the group of learners are seated in a circle with the teacher outside of the circle. A teacher translates what students say and gives some feedback. In CLT, the teacher is a facilitator in getting students to practice the target language communicatively, setting up situations likely to promote communication. Roles such as prompter, resource, or tutor may well fulfill this concept. Sometimes, when students are involved in a role-play activity, for example, they lost the thread of what is going on or they are unable to proceed productively for lack of vocabulary. Also students might ask how to say or write something or what a word or phrase means. As a resource, when we do not know the answer, we can say I don’t know the answer to that right now, but I’ll tell you tomorrow. In more personal contact as a tutor in group work or pair work, we can give learners a real chance to feel supported and helped. 

   Lastly in content-based and task-based teaching, the student is the central focus, in which the teacher is a provider, of content for students to learn through language and task chains with observable outcomes for students to carry out. At some points, the teacher acts as a scaffolder providing a supporting framework for the learner who is struggling to express herself. Most of the time, in classroom context mode, opportunities for genuine, real world type discourse are frequent and the teacher plays a less dominant role, taking a back seat and allowing learners all the space they need.
  In conclusion, the role that we take on is dependent on what it is we wish that students to achieve. Where some activities are difficult to organize without the teacher acting as controller, others have no chance of success unless we take a less domineering role. We need to be aware of how we carry out that role and how we perform. 

Q18. How is the role of the teacher played out differently in the main teaching methodologies?

The level of teacher authority varies from method to method.


Among main teaching methodologies, the most teacher-fronted is the Grammar-Translation method. In this traditional method, the teacher serves as the authority of the class dictating all that occurs in class. Basically, the teacher is the master imparts knowledge of language to the apprentice, the student. Typically, this involves the teacher presenting grammar rules for students to learn and practice through exercises. The teacher is the focus in this method.


In the Direct method, Audio-Lingual method, and TPR, there is one similarity in regards to the teacher’s role, that of the director. In the Direct method, while the focus largely remains on the teacher, he/she is essentially a demonstrator of language, utilizing various means to show language for students to associate a direct association between the target language and meaning, such as the use of realia and pictures to teach vocabulary and pantomiming for language structure. As for the Audio-Lingual method, as language learning is seen as a process of habit formation, the teacher is largely viewed as a trainer of language habits. As such, repetition of controlled language is the main mode of conduct, in which the teacher leads students on various types of drills, such as substitution as well as provides students with instant feedback for error correction. For Total Physical Response, the teacher demonstrates through action, imperatives for example, in which the teacher gives models of language with action for students to follow.


A shift is seen towards an emphasis on the learner in the following methodologies: Community Language Learning, Communicative Language Learning and Content-based/Task-based. Firstly, in Community Language Learning, in the belief that an accepting environment is vital to language learning, the teacher is in the background, functioning as a counselor with the aims of having students learn from one another. This usually involves translation of speech produced by the student and recasting as feedback. In CLT, the teacher is a facilitator in getting students to practice the target language communicatively, setting up situations for interaction between students and being an advisor in said activities. Lastly, in content-based and task-based teaching, the student is the central focus, in which the teacher is a provider, of content for students to learn through language and task chains with observable outcomes for students to carry out. In summary, roles of the teacher in different teaching methodologies have characteristic differences.

Q19. What role does or should cultural competence play in methodologies for teaching English as a foreign language?

As language is culturally embedded, that language and culture are intertwined, in teaching English as a foreign language, teachers are in fact teaching culture and developing cultural competence. This is done in two ways: covertly in form as well as with authentic materials and real world tasks and overtly through cultural content.


First of all, in viewing the role of English language, its position as lingua franca necessitates an emphasis on culture. Due to the fact that learners of English as a subsequent language are ever increasing, surpassing that of native English speakers, there is more likelihood of contact with English speakers from different cultures. As such, a part of language teaching needs to develop learners to deal with other English speakers whose view of the world, of their beliefs and action, are likely to be different. In this sense, cultural competence is the development of what Bennett calls “intercultural sensitivity”, the capability in how people deal with differences. Means of development in learners include exposure to different cultures, such as target cultures, those where English language is the first or primary language and international cultures, of which including one’s own involves cultures where English is a subsequent language. The aims of such cultural lessons in language teaching isn’t necessarily a culture acquisition, but rather, the underlying goal is for learners to develop a sense of understanding, in that while they view themselves as users of the English language that people look at the world differently. Going back to Bennett, developing cultural competence in language teaching is to avoid churning out learners who are “fluent fools.”


The notion that culture plays a significant role in language is evident in the language itself. Language competence involves four competences, of which pragmatics, of looking at meanings in actual use, in context. Riggenbach posits that social and cultural elements affect how language is used and how meanings are interpreted, that there exist language conventions. Such is the concept of appropriacy, in that linguistic forms vary according to the contextual factors. For example, depending on the relationship of the interactants, language used lies somewhere along a continuum of being direct and indirect, “Got a pen?” when speaking to a friend versus “Could I borrow a pen?” when speaking to a stranger. Other norms also exist, in that, in English, “How are you?” typically functions as a mere greeting rather asking for information or the like. In addition, real-world tasks, such as choosing an apartment and authentic materials (real rent ads) are culturally influenced. Overall, due to culture having such influence on language, development of cultural competence is necessary.

Q20. What are the principles of communicative language teaching?

Communicative Language Teaching views languages as means of communication with the aims of guiding learners to acquire language for communicative use. In doing so, according to Nunan, there are certain principles to follow.

Firstly, in viewing language as means to an end rather then an end itself, meaning is the primary focus, in that language is purposeful and in being so, language functions and meanings are emphasized; form-focused elements are not completely ignored however. Similarly, the realization of the social nature of language, pragmatic competence, or sense of appropriacy, language use according to the social situation, is highlighted. In other words, language learning is contextualized.

Secondly, as the goal is to enable students to communicate in the target language, emphasis is placed on learning to communicate through interaction. As such, a significant portion of the lesson is on having students interact with one another. Generally, small group activities are prevalent in CLT in order to maximize the time to practice language use. Practice of target language is done through communicative activities such as role-plays, games, and problem-solving tasks which prompt communication between and among the students.

Similar to the notion that practice activities involve interaction is the principle of meeting learner needs that activities conducted in the language classroom be linked to language activities outside the classroom. With the aim of preparing learners for language use, to communicate, it is imperative that students are doing activities that are transferable, language skills actually useful in some shape or form, to what they would need to do outside the classroom. Applicable to this notion is that language skills, speaking, listening, reading and writing and practice there of are integrated, resembling activity types in the real world. For example, in a problem-solving task, students in small groups read different apartment advertisements and talk to one another and write a correspondence/application.

Another principle of CLT is the use of authentic materials. Students are given exposure to natural language in a variety of situations and of language materials, input that are authentic to native speakers. For instance, learners are given the task of choosing an apartment as a group. Rather than using contrived input, real advertisements of apartments are given for students to discuss and choose from. In doing so, advocating the use of authentic materials is facilitating the transfer of what they learn in the classroom to the real world. In sum, Communicative Language Teaching’s principles all work towards developing learners to function in the target language in the real world outside the classroom.

Definition

1. Input 

Input refers to any form of language for learning in methodology. It can be characterized two aspects, linguistic input-any types of language input like texts and metalinguistic input- visuals, gestures. It is dealt with various reactions from students. 

2. Technique

A technique is a specific way how teachers actually run classes. It includes any of a wide variety of exercises, activities, tasks, tactics and strategies used by teachers and learners. In detail, it involves how to make classroom interactions, how to make groups, how to arrange classroom and so on. The examples are imitation, repetition, asking and answering questions, comprehension checks, error correction and visualizing.

3. Method

A method is a system of how to teach a language to accomplish objectives. It could be called a teaching kit or package which includes everything for teaching. A method specifies the relationship of theory (approach) and teaching practice (technique). There are different methods of language teaching such as Grammar-Translation, Direct Method, Audio-Lingual Method, The Silent Way, Desuggestopedia, and Total Physical Response. 

4. Approach

An approach is the theory, philosophy and principles underlying a particular set of teaching practices. That is, an approach is underlying principles or a belief system for language teaching upon which method is decided. There are several approaches of language teaching such as Cognitive Approach, Lexical Approach, Natural Approach, Communicative Approach, etc. Shortly, an approach reflects a paradigm of language teaching. 

5. Chunking

 Referring to the process of combining smaller, frequently co-occurring units (e.g. words) into larger ones (chunk) that can be stored in memory or processed together as a unit(chunks). This process can also be called chunk building. 

Referring to the processes of dividing larger units into smaller parts. For example, a long text can be broken into chunks that a learner works on separately. This process can also be called chunk analysis. 

Referring to the process of organizing linguistic materials into hierarchical chunks as an aid to memory. For example, a telephone number such as 0514930806 would be difficult to remember as an undifferentiated string. However, if it is broken into chunks such as 051 (area code)+493(exchange)+0806(number), it is much easier to remember.  

6. Washback
Washback is the impact of a testing on teaching and learning. Testing can influence language teachers and learners to do things they wouldn’t do otherwise do. For example, university entrance exams in Korea affect high school language teaching and learning. 
7. Interaction
Interaction is the collaborative exchange of thought, feeling, or ideas between two or more people, resulting in reciprocal effect on each other. Interaction is one of the key variables in successful language learning. It is because language learning does not occur as a result of transmitting information or facts about language or a set of memorizing drills. Instead, it is the result of opportunities of meaning negotiation through meaningful interaction. 
8. Text
Text is scripted or recorded type of language production. It can be both written and spoken types. For example, the list of grammatical points, poem, letters, newspaper, article, a passage or a recorded telephones conversation or a speech by a politician. 
9. Co-text
Co-text refers to the situational and linguistic environment words are commonly used. Readers or speakers should hold of the amount of the text in their mind in order to make the words sense of the words in a certain situation. For example, the subject of verb ‘break out’ is mostly unpleasant and it is such things as fights, war, riots and so on. Therefore, co-text tells us the common usage of the words in an appropriate situation. 
10. Context
Context is the total event which surrounds the use of particular piece of language. Context includes situation, co-text, and relationship of the speakers, purposes of the text. Decontextualized words or sentence might lose intended meanings so that their meaning can be ambiguous and unintelligible because language is context-sensitive. 
11. TPR
Total Physical Response (TPR) is one of the most effective listening activities for beginning learners.  They simply listen and show their comprehension by their actions, for example like the children's game of "Simon says--".  TPR was developed by James Asher, whose research has shown that students can develop quite advanced levels of comprehension in the language without engaging in oral practice (Asher 1972).  
12 Scaffolding
Scaffolding is a term from a socioconstructivist view of human functioning on learning.  That is, learning occurs as a result of the interpsychological support coming from the more knowledgeable other that leads learners to internalize what is being learned.  For example, the more knowledgeable other helps the learner by using six types of scaffolding functions: recruiting the learner’s interest, simplifying the task, highlighting its relevant features, maintaining motivation, controlling the learner’s frustration, and modeling.  
13. Teacher Talk
Teacher talk is a form of input that students are exposed to in class and as input, teacher talk influences the development of learners’ ability to use the language on their own, which implied that providing appropriate input is important. For this reason, providing authentic and both roughly and finely tuned input is important. 
14. Schema
Schema is pre-existent knowledge of the world in learner’s mind. Schema can be any language learners already have in their mind through previous experience and ready to put to use to understand and learn new information. To sum up, schema can be whatever information learners use for understanding that teacher should activate to facilitate learning. 
15. Brainstorming
Brainstorming is one technique to generate ideas. It can be done to activate schema and prepare for the lessons and go over language with the form of mind map and spider map and so on. This can be to generate ideas, go over language (such as word webs/mind maps), etc. to better prepare learners for the lesson at hand. Ideas generally come from the students
