
PONTIFICIA UNIVERSIDAD CATÓLICA DEL

ECUADOR SEDE AMBATO

ESCUELA DE LENGUAS Y LINGÜISTICA

"AN IMPLEMENTATION OF A STUDENT
CENTRED-APPROACH IN ATENAS PRIMARY

SCHOOL IN AMBATO"

LICENCIATURA EN LINGÜISTICA APLICADA A
LA ENSEÑANZA DEL IDIOMA INGLES

María Paula Naranjo Holguín.

Ana Jazmina Vera de la Torre,

Diciembre, 2001



AGRADECIMIENTO

Nuestro más sincero agradecimiento a la Pontificia Universidad Católica del

Ecuador, sede Ambato por darnos la oportunidad de ampliar nuestro

conocimiento, por guiarnos con una visión positiva del futuro y por la excelencia

académica que nos ha brindado. Además queremos agradecer a la Pontificia

Universidad Católica del Ecuador, matriz Quito por la ayuda, confianza y

cooperación brindada a nuestra universidad.

Extendemos nuestro agradecimiento a todos los profesores que han colaborado

desinteresadamente con la Carrera de Licenciatura en Lingüística Aplicada a la

Enseñanza del Idioma Inglés; quienes nos transmitieron su sabiduría,

experiencia y conocimiento; quienes siempre estuvieron dispuestos a ayudarnos y

a guiarnos en nuestro caminar. Especialmente agradecemos a nuestro director de

tesis Doctor Fernando Miño-Garcés quien con su amplio conocimiento y

experiencia ha sabido guiarnos y apoyarnos de una manera óptima y siempre

será para nosotras un modelo a seguir. Queremos agradecer a la Directora de la

¡Escuela de Lenguas y Lingüística de la Pontificia Universidad Católica del

¡Ecuador, sede Ambalo: Doctora Pilar Barrera de Holguín, quien nos ha brindado

una educación innovadora y quien ha integrado a nuestro pensum académico

profesores altamente preparados.



Agradecemos a todas las personas quienes nos han apoyado en nuestros estudios,

tanto en los momentos buenos como en ios malos; gracias por su comprensión y

colaboración, especialmente a nuestras familias quienes siempre han estado

animándonos a seguir adelante.



Cada triunfo en nuestra vida está marcado por eC ejempCo de

aqueCCos que nos guian; cada meta que de aCcanzadb está

dedicada a mis padres por ser mi modeCo de superación y

Cucha.

Además dedico esta tesis a mí marido quien fia estado junto

a mi durante todo este tiempo Brindándome su apoyo y

dándome su mano para así compartir juntos nuestro

caminar.

María TauCa Naranjo 3

*



Las cosas Buenas de Ca 'vida se Cas obtiene con esfuerzo,

dedicación y gracias a Cas personas que están junto a nosotros

brindándonos su fuerza .energía y apoyo; por eso dedico esta

tesis a mí querida hija Cíndy quien me fía inspirado a seguir

siempre adeCante, quien da sabido comprenderme durante

todo este tiempo y me ka Brindado todo su amor.. 'También

dedico este trabajo a mis padres quienes gracias a su ejempCo

y sabiduría, siempre me guíaronpor eCcamino deCbien , de Ca

responsabíCídady trabajo

Ana Jazmína 'Vera



TABLE OF CONTENTS

INTRODUCTION

1. CHILDACQU1S1TIONOFASECOND LANGUAGE 1

1.1.The Environmentalist View of Language Acquisition 1

1.1.1. E. Thorndike: Connectionism 2

1.1.2. Skinner's Verbal Behaviour 2

1.1.3. Vygotsky's Social Development Theory 4

1.1.4. Krashen's Theory of Language Acquisition 5

1.1.5. Piaget's View of Language Acquisition 8

1.2. TheNativist View of Language Acquisition 11

1.2. l.Chomsky: The Universal Grammar Theory 12

1.2.2. ACognitive Theory of Language Acquisition 13

1.2.3. Cognitive Flexibility Theory (R. Spiro, P. Feltovitch & R. Coulson) . 14

1.2.4. Aptitude-Treatment Interaction (L. Cronbach & R. Snow) 15

1.2.5. J. Bruner: Constructivist Theory 16

1.2.6. T. Sticht: Functional Context 17

1.3.Humanistic Theories about Language Acquisition 18

1.3.1 Cari Roger's View (Faciütative Teaching) 21

1.4. Pedagogical Implications of the Theories 22



2. MÚLTIPLE INTELLIGENCES AND LEARN1NG STYLES 26

2.1. Múltiple Intelligences 26

2.1.1. Different Intelligences accordingto Howard Gardner 28

2.2. Learning Styles 39

2.2.1. Classification of Learning Styles 40

3. A STUDENT-CENTRED APPROACH 49

3.1. Whole Language 51

3.1.1. Whole Language Principies 53

3.2. CALLA (The Cognitive Academic Language Learning Approach) 55

3.2.1. Learning Strategies 56

3.3. Thematic Uníts 59

3.3.1. Steps to Elabórate Thematic Units 61

4. BECOMINGASTUDENT-CENTREDTEACHER 64

4.1. Integrating the Four Basic Skills 66

4.2. The Student-Centred Teacher's Awareness of Learning Styles and Strategies...69

4.2.1. Activities for All Learning Styles 70

4.2.2. Introducing Learning Strategies inthe Class 73

4.3. Sharing Valúes in theEnglish Class 77

4.3.1 Activities that Help Develop Human Valúes 80

5. TU E STUDENT-CENTRED CLASSRROM 82

5.1. Classroom Environment and Motivation 83

5.2. Task-Based Learning 89



5.3. Projects 91

5.3.1. Steps to Develop Projects in the Class 91

5.4. Learning Centres 94

6. PRELIMINARY OBSERVATION 98

7. DESCRIPTION OF THE APPLICATION OF THE STUDENT-CENTRED

APPROACH BASEDON STUDENTS' LEARNING STYLES 105

7.1 Planning the New Approach 105

7.2 How to Motívate Students 107

7.3. Topic Web for Second Year of Basic Education 109

7.4. Topic Web for Seventh Year of Basic Education 110

7.5. Second Year of Basic Education Plan 111

7.6. Seventh Year of Basic Education Plan 116

7.7. Tntroducing Learnersto the New Approach 125

7.8 Learning Centres 129

7.8.1 Learning Centres at the Level of Second Year of Basic Education 132

7.8.2 Learning Centres at the Level of Seventh Year of Basic Education... 139

7.9. Projects. 150

8. OBSERVATION AND ANALYSIS OF THE RESULTS OF THE

APPLICATION OF THE STUDENT-CENTRED APPROACH 152

9. FINAL RESULTS OF THE APPLICATION OF THE STUDENT-

CENTRED APPROACH IN ATENAS SCHOOL. 162



9.1. Comparison of Students' Performance and Altitudes Before and After

Application of the Approach 162

9.2. Comparison of the Results in a Quantitative way Based on the Evaluation of

Atenas School 169

9.3. Conciusions and Recommendations 172

10. B1BL1OGRAPHY

ANNEXES

•



INTRODUCTION

Based on the lack of interest and motivation that some students at Atenas

elementary school show during English lessons, and with the purpose of

improving the teaching of English in this institution, the two teachers involved in

this dissertation analysed the different learning styles used by students when

learning a foreign language. A new approach to teaching English was

implemented at the level of second and seventh year of basic education, The

Sludení-Centred Approach, with the objective of trying to show that students

acquire language in a more effective way if their learning styles are considered, if

al! múltiple intelligences are taken into consideration, if students are the centre of

every class activity, and if they are actively involved in meaningful situations that

arouse their interests, develop their creativity and allow them to discover new

learning strategies that facilítate learning.

The Student-Centred Approach is not an isolated philosophy, for it combines

important aspects of other approaches, methodologies and teaching techniques.

Whole Language is an important contributor to this approach, since it considers

students as important constructors of their own learning; tessons proceed from

whole to part and the main point is the teacher's faith in learners. The Student-

Centred Approach also has support from the Cognitive Academic Language

Learning Approach (CALLA). In a Student-Centred class, new language points

are introduced in Thematic Units, related to needs and interests of the learners,

and based on different subject áreas of the curriculum. The four basic skills are

acquired simultaneously, and human valúes are present all the time in the lessons.



Chapter One refers to how children acquire a second language. It mentions

important theories and authors with pedagogical implications that help teachers

fmd the best way for leading students to acquire a second language. Chapter Two

includes theories of Múltiple Intelligences and Learning Styíes which are essential

for considering students as the centre of the class, because they guide teachers to

include all intelügences and learning styles in the lessons. Chapter Three

describes the Student-Cent red Approach and all approaches included in it. Chapter

Four is about the things that the teacher has to do in order to introduce the

Student-Centred Approach to the teaching program; the teacher should know

about the theoretical framework of this approach, he/ she should be updated,

he/she should be open-minded and accept changes, and should nave a positive

attitude toward switching the focus from the teacher to learners, so it can be

transmitted to students- Chapter Five describes the Student-Centred Classroom;

how the environment of the class should be, and the motivation that students need.

In a Student-Centred classroom, students work cooperatively in small groups to

develop an end product or a project; they learn by performing tasks in learning

centres where they learn to follow instructions and to work independently.

In the following chapters, we describe the application of the Student-Centred

Approach at Atenas School. Chapter Six describes the preliminary observation of

the students of the second and seventh years of basic education, whích had the

purpose of fínding out students' learning styles during English classes. Chapter

Seven is a description of the Application of the Student-Centred Approach in the

two groups mentioned above, based on the students' learning styles found ¡n the

preliminary observation.



Jn Chapter Eight, we refer to the observation and analysis of the results of the

Application of the Student-Centred Approach, and in Chapter Nine we describe

the final results of the application of the approach.

In a Student-Centred Approach, students are active collaborators in curriculum

development, and have many responsibilities in the class. The environment of the

class must be attractive and motivating for students, and students' work should be

displayed around the class. There should be a nice and friendly atmosphere, with

no pressure, where students want to take risks, because they are considered as

whole people.



CHAPTER1

1. CHILD ACQUISITION OF A SECOND LANGUAGE

The study of language acquisition theories in children is very important for

language teachers who are trying to find the best way of helping their students to

acquire a second language. This study will allow teachers to undcrstand the

cognitive process taking place in students when they learn, as well as the

influence of me environment, society and culture.

(http://www.maxpages.com/thcna/ladiscussion2)

The scientific study of language acquisition began around the same time as the

birth of cognitive science, in the late 195Ü's. Language acquisition theories have

been influenced by Linguisücs, Psycholinguistics and Sociolinguisücs; based on

these áreas, there are three main views about language acquisition: the

Environmentalist point of view, the Nativist point of view and the Humanistic

point of view, which have different pcrspcctives, but do not disagree with cach

other. (http://www.maxpagcs.com/thcna/ladiscussion2)

1.1. THE ENVIRONMENTALIST VIEW OF LANGUAGE

ACQUISITION

The Environmentalist point of view argües that the environment plays a main

role in language acquisition; a child acquircs a language by interacting with the

environment, and he/she learns from his/her experiences. Followcrs of the

I



environmentalist ideas have studied the language used in relations between

infants and their carcgivers, paying special attention to the linguistic changos

that take place. In this group, we can find the Behaviourists and Neo-

behaviourists. (http://www.maxpages.com/thena/ladiscussion2).

Some advocators of this perspective include:

1.1.1. E. Thorndike: Connectionism

The learning thcory of Thorndikc rcpresents the original Stimulus (S) - Response

(R) framcwork of behavioural psychology. According to Connectionism,

learning is the result of associations between stimuli and responses. Such

associations or "habits" become strengthened or weakened by the nature and

frequency of S-R pairings, and reward or punishment. In connectionism (like all

behavioural theory), learning could be explained without referring to any

unobservable inlernal states. (http://tip.psychology.org/thcorics.html)

1.1.2. Skinner's Verbal Behaviour

According to Skinner (1957), language development is a result of a set of habils;

language is learnt: consciously and dcliberately. His studies havc been

influenced by Watson (1923), and dcny the nativist's account of innatc

knowledge. For Skinner, knowledgc is the result of inleraction with the

environment. Languagc is learnt through association between a stimulus and a

following rcsponse; behaviour is tnodified by the event that íbllows that



hehaviour; any event that increases the probability oí" the occurrence of a

preceding bchaviour, is said to reinforce that behaviour; any event that dccreases

that probability is said to punish; the resultant behaviour change is called

learning.

POSITIVE
RE1NFORCEMRNT

HAB1TR)RMATION
LEARNING

NEGATIVE
R I ' I N I - ' O R U ' M L - N T

One of the teaching meihods that applies the behaviourist theory is the Audio-

lingual mcthod, with the goal of forming habits on studcnts by using oral drills

and pattcrn practices. The Audio lingual mcthod combines structural lingüistica,

contrastive analysis, aural-oral procedures and behaviourist psychology.

Skinner's theory has lost ground partially because of Chomky's review of

Skinncr's Verbal Behaviour (1959), where Chomsky argües that there is no

evidence about the rclativc importance of feedback from the environmcnt. He



claims that this theory ovcrlooks speakers' internal factors. (more information

about Chomsky can be found in part 1.2.1). Skinncr has been criticized by the

humanists because he does not dillerenliate between animáis and human beings;

in Skinner's theory both respond to stimulus; humanists also claim that Skinner

ovcrlooks fcclings. (http://www.maxpages.com/thena)

1.1.3. Vygotsky's Social Development Theory

The major theme oí" Vygotsky's theoretical framework is that social interaction

plays a fundamental role in the development of cognition. Vygotsky (1978: 57)

statcs that cvcry function in the child's cultural developmcnt has two levéis: first,

the social level, that is the interaction between peoplc (interpsychological) and

later, the individual level, which takes place inside the child

(intrapsychological). (http://tip.psychology.org/lheories.html)

A second aspect of Vygotsky's theory is the conccpt of Zone of Proximal

Development (ZPD) which refers to the tasks that are more diffícult to dcvclop

by the child indcpcndcntly but are easier to develop with the guidance or

assistance of adults, or more skilled friends. The full development during the

ZPD depends upon full social interaction

(http://tip.psychology.org/theories.html)

Vygotsky emphasizcs the importance of egocentric speech, which is social

interaction with others in order to solve problems that will be later faced on their

own. An importan! contemporary concept linked to Vygolsky's theory is

4



"cooperativo Icarning", which involves students working in small groups to help

each other learn.

Nevertheless, Vygotsky's theory has been criticized for overemphasi/ing the

egoccntric role; it is also said to fail to account for the role of the self itself.

(http://www.maxpages.com/thena)

1.1.4. Krashen's Theory of Language Acquisition

Krashen's ideas are based on the work of Vygotsky. Krashen (1984), who

specializes in theories of language acquisition and development, suggests that

second or foreign language learning nceds to be more like the child's acquisilion

of his/her native language. He found out that both children and adults acquire a

native, foreign or second language in the same way; for example if an immigrant

whose native language (Ll)is Spanish gocs to a country where English is

spoken, would acquire the second language (L2) in the same way as he/shc

acquired the Ll because he/she will be exposcd to it all the time.

(Krashen, Steven D: 1987)

His theory is bascd on five main hypolheses:

The Acquisition - Learning Hypothesis differentiates two indepcndcnt systcms of

second language performance: "the acquired system" and "the learned system".

The acquisition process is unconscious, it is the natural way, paralleling first

language development in children, where the speakers are concentrated, not on



the form of the utterances, but on the communicative act; whcreas the learning

process is the conscious dcvclopmcnt of languagc rules. For Krashcn, Icarning is

less importan! than acquisition. (Krashen, Sleven D: 1987)

The Monitor Hypothesis claims that we may cali upon learnt knowlcdge to

correct oursclvcs whcn wc communicate; it relates acquisition and Icarning and

defines the role of grammar. The new utterances acquired by learners are

monitored by their learning system. (Krashen & Terrel: 1988)

The Natural Order Hypothesis says that the acquisition of grammatical

structurcs proceeds in a predictablc order. Students are allowed to make

mistakes while they are cxperimcnting with Ihe Ianguagc, through this they are

actually learning. (Richards and Rodgers: 1990)

The INPUT Hypothesis is Krashens's explanation of how second language

acquisition takes place; it is only concerned with acquisition, and not Icarning.

Learners improve when they are exposed to language one step above thcir

current level of linguistic competence (INPUT +1). This vanes according to the

level and age of the learners. Students start to produce language when they

understand the input, and feel ready lo produce it. It cannot be taught, for it

emerges. (Krashen, Steven D: 1987)

The Affective Filter Hypothesis claims that studcnts with high motivation, good

self-image, self-confidcncc and a low level of anxiety, succecd in second

language acquisition. Learners with low motivation unconsciousJy créate a



mental block that impedes acquisilion of the language. (Richards and Rodgers:

1990)

Krashen's theory has been criticized by Barry McLaughlin in his book Theories

of Second Language Learning (1987), where he argües that Krashen has not

define his terms with enough precisión and that his theory is not successful since

it shows weak empirical basis.

According to McLaughlin (1987), Krashen's distinclion of acquisition-learning

is not clearly defíned and it is impossible to determine which process takes place

in a particular case. The Natural Order hypothesis is based on the morphemcs'

sludy,which is questionabic in a methodological way, because basic structures

are not always acquired before complex ones. In addition, Krashen does not

provide theory about this hypothesis.

McLaughlin claims that the Input hypothesis is untestable because Krashen does

not give a definition of the concept of "comprehensible input". McLaughlin

questions the val idi ty of the Affective Fifter hypothesis, since it lacks of a

cohcrcnt cxplanation, and it does not consider the individual differences in

language learning.

However, McLaughlin mentions that Krashen is not wrong in all his

prescriptions about language tcaching; many researchers agree with his ideas of

moving from grammar to communication, the role of affective factors and the

importancc of acquisitional sequence in language devclopment.

7



1.1.5. Piaget's View of Language Acquisition

Piaget was a biologist and a psychologist, but his ideas have influenced the field

of first and second language acquisition studies, as well as the teaching of

children. In fact, he studied Ihe overall behavioural development in the human

infant. Piaget viewed language acquisilion as a case of general human learning.

For him, language acquisition resultcd mainly from external factors or social

interactions; there was no specific language module. As opposed to Vygotsky,

Piaget thought that egocentric specch on its own is not important in language

development. (html://www.wpi.edu/isg_501/nsushkin.html#piaget)

Piaget's theory is about intellectual development, which oceurs in four distinct

periods of stages. Intellectual development is continuous, but intellectual

opcrations in the different periods are distinctly different. Piaget claims that a

student can learn things whcn he or she is developmentally rcady.

(http://www.maxpages.com/thena/Iadiscussion2)

In íhe web page html://www.wpi.edu/isg_501/nsushkin.html#piaget it is

mentioned that Piaget outlined the course of intellectual development as follows:

The sensorimotor stagefrom ages O to 2 (understanding íhe environment)

In this period, a child learns about his or her relationship with various objects.

Knowledge involves the ability to manipúlate objects such as holding a bottle

and ratlle. Piaget also observes that the pre-linguistic stage (birlh to one year) is

a determining period in the development of sensory-motor intclligcncc, whcn



children are íbrming a scnse of their physical identity, in relation with the

environment. In the later part of this period, the child starts to think about events

which are not immediately present. In Piaget's terms, the child is developing

mcaning for symbols. (html://www.wpi.edu/isg_501/nsushkin.html#piaget)

The preoperational stage from ages 2 to 7 (umlersíanding the symbols}

Piaget has divided this stage into the preoperational phase and the intuitive

phase. In the preoperational phase, children use language and try to makc scnse

oflhe world, bul their thinking is not as sophisticated as adults is. Tn the intuitive

phase, the child starts to draw conclusions different from those just based on

concrete experiences with objects. However, the conclusions drawn are based on

rather vague impressions and perccptual judgmenls. It becomes possible to carry

on a conversation with a child. Children develop the ability to classify objects

based on different criteria, learn to count and use the conccpt of numbers.

The concrete operational stage from ages 7 to I I (mental tasks and language

use)

In this stage, a person can do mental operations, but only with real (concrete)

objects, events or situations. Logical reasons are undcrstood. Piaget thought that

Ihe concrete operational stage ended at age eleven or twelve. Therc is now

considerable cvidence that these ages are the earliest in which this stage cnds,

and that many adults rcmain in this stage throughout thcir lives.



The formal operational stage from the age 11 onwards (dealing with

abstraction)

A formal operational thinker can do abstract thinking and starts to enjoy abstract

thought. He or she can formúlate hypotheses without actually manipulating

concrete objects. The formal operational thinker is able to think ahead to plan

[he solution path. Finally, the formal operational person is capable of

metacognition, that is, th inking about thinking.

While the stagcs of cognitive development identificd by Piaget are associated

with characteristic age spans, they vary for every individual. Similar delailed

analysis of intellectual functions is provided by theories of inlelligence such as

Guilford, Gardner, and Sternbcrg. (http://tip.psychology.org/guilford.html)

(http://tip.psychology.org/gardner.html) (http://tip.psychology.org/stcrn.html)

John Santrock in his book Adolcscence (2001) mentions that the main argument

with Piaget's finding was that some of the skills he identified and some

cognitive abilities emerge at younger ages than he supposed; whcreas other

cognitive abilities can emerge later than what he had thoughl.

Piaget conceived the stages of intellectual development as synchronic; however,

some concrete operational concepts do not appear at the same time, so children's

cognitive development is not as stage like as Piaget thought. (Kuhn: 2000)



A group of cognitive developmentalists believed that Piagel's theory needs to be

modified. They argüe that Piaget gol some things righl bul his theory needs to be

revised; they emphasized on how children process information through attention,

memory and stralegies.

In spite of what has been mentioned above, the stages and skills Piaget

uncovered are widely accepted today.

(http://yhspatriot.yorktown.airlington.K12.va.us/wwwheeIer/ehpt2ppt/cpt3ppt/ch

pt3ppt/ts/dOOi.html)

1.2. THE NATIVIST VIEW OF LANGUAGE ACQUISITION

Thc Nativist theories assert that much of the capacity for language learning in

humuns is 'innatc'. This capacity, present in every human being, is transmitted

genetically, and is nearly independen! of any particular experience which may

occur after birth. The naüvists claim that that we are born with a built-in device

which predisposes us to acquire language. However, the nativists do not deny

the importance of the environment, but they say language acquisition cannot

take place, if it is only bascd on the environment. The Nativist ideas have been

considered as the best hypothcsis in language acquisilion for some time now

(roughly since the publication of Chomsky, 1959).

(http://www.richmond.edu/pli/projects/projeet4/theory.htnil)

Some advocators of the nativisl perspeelive include:

I I



1.2.2. A Cognitive Theory of Language Acquisition

Cognitive theory is based on the work of psychologists. Piaget's work can be

considcrcd as a starting point of cognitivist ideas. Cognitive psychologists

emphasize the importance of meaning, knowing and understanding. According

to them, 'meaning1 plays an important role in human learning. Learning is seen

as a meaningful process that relates new events with cognitive concepts that

already exist in the competence of the learner.

(http://www.maxpages.com/thena/ladiscussion2)

The analysis of cognitive theory began with the work of John Anderson, who

published the first examination of how cognitive theory applies to second

language acquisition with the support of Caro! Walker. It has also been

expanded with the writings of Gagné, Shuell, Weinstein and Mayer. (Chamot,

Anna Uhl & O' Mallcy, J. Michael: 1994)

Cognitive psychoiogists see second language acquisition as the construcüon of

knowledge systems that are required for speaking and understanding. Thc

cognitivists claim that language acquisition can be automatically attained; sincc

the child has an innate capacity of acquiring the language. Automatization can

be attaincd by lots of practicc and manipulation of the language since it involves

the activation of certain nodcs in memory every time the appropriate inputs are

presented. (http://www.maxpages.com/thena/ladiscussion)
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1.2.3. Cognitive Flexibility Theory (R. Spiro, P. Feltovitch & R. Coulson)

Cognitive fiexibilily Iheory is based on other constructivist theories, such as

those oí" Bruncr, Ausubel and Piaget. Spiro & Jehng (1990, p. 165) mcntion that

cognitivc flcxibility is the ability to spontaneously restructure onc's knowledge.

A critical goal of many education programs, especially in professional

education, is to help students transfer what they have learned to different, even

unique, situations. This abifity is oflen referred to as "cognitive flexibility" It

promotes authentic, realistic expcriences for each individual .

(http://tip.psychology.org/theories.html)

The Cognitive Flexibility theory is concerned with transfer of knowledge and

skills that are beyond student's initial learning situation. According to this

Iheory, learning is not just the transmission of information, it is the construction

of knowledge by students; learners must be given an opportunity to develop thcir

own representations of information in order to Icarn properly. Knowledge is

presented in context and in various ways so that it is appropriate for all learners;

the instructions need to be very specific as well.

(http://tip.psychology.org/theories.hlml)

Barry McLaughlin in his book Theories of Second Language Learning (1987)

claims that cognitive theories treat the acquisition of linguistic systems in the

same way they do with the acquisition of any other cognitive skill. However,

many researches in first and second language acquisition have shown that the

development of language follows its own course.

14



McLaughlin (1987) claims that Icarners* first languagc influence in a great

extcnt the cognitive processes involvcd in sccond language acquisition;

cognitivists do not consider the individual differences belween speakers of

different native languages.

According to McLaughlin íhe specific focus of cognitive theory is the learning

process; whereas other theories about second language acquisition deal with a

broader range oí" issues that have tradilionally concerned second language

researchers, such as transícr, dcvclopmental sequences, motivation, among

others.

1.2.4. Aptitude-Treatment Interaction (L. Cronbach & R. Snow)

Aptitude-Treatment Interaction (ATI) suggests that óptima! learning results

when the instruction is exactly matched to the aptitudes of the learner. This

theory has been influenced by such theories of intelligence as Gardner's ,

Guilford's and Sternberg's that suggcst a multidimensional view of ability.

(http://tip.psychology.org/theories.html)

Within the ATI, students' aptitudes and reactions to instructions can be modified

by the given tasks and teaching situalions. The instructions can be modified

according to the ability of the learners and their mood; thus, learners with higher

abililics wi l l nccd lower structured instructions, and learners with lower abilities

will nccd higher structured instructions. Anxiety is another factor that influences

the transmission of instructions. (http://tip.psychology.org/theories.html)
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According to Snow (1989), the main purpose of ATI research is to prcdict

educational outcomes from combinations of aptitudes and treatments. Snow

identifies the lack of attention to social aspects of learning as a serious

deficiency of ATI research. He states: "Learning style differences can be linked

to relalively stable person or aptitude variables, bul they also vary within

individuáis as a function of task and situation variables." (p51)

1.2.5. J. Bruner: Constructivist Theory

Bruner's constructivist theory (1966) is a general framework for instruction with

its basis on the study of cognition. Much of the theory is relatcd to child

development research (especially Piaget's ). In Bruner's theory, learning is seen

as an active process in which learners construct new ideas or conccpts based on

thcir current or past knowlcdgc. The learner selects and transforms informalion,

constructs hypotheses, and makes decisions, rclying on a eognitive structure.

Cognitive structure gives meaning and organization to experiences and helps

learners to eonstruct their own learning. (http://tip.psychology.org/thcories.html)

9

In the constructivist theory, the teacher should try to use instructions that

cncouragc stlldcnts to discover principies by thcrnselves; the teacher and student

are constantly interacting. The tasks provided by Ihe leacher should be according

to the current level of the students, and facilítate exploration by the learners.

Curriculum should be organized in a spiral manner so that the studenls
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continually build upon what thcy havc alrcady learnt, and the previous learning

experiences are always reinforced during the lessons.

(http://lip.psychology.org/theories.html)

Bruncr (1966) states that a thcory of instruction should include four major

aspects:

• prcdisposition for learning,

• the ways knowledge is structured so thaí it can be easily grasped by the

learner,

• thc most cffcctive sequences for prescnting thc new language, and

• rewards and punishments.

(http://tip.psychology.org/theories.html)

In his more recent work, Bruncr (1986, 1990) has expanded his theoretical

framcwork, including the social and cultural aspects of learning.

1.2.6. T. Sticht: Functional Context

The functional context approach was developed specifically for adult technical

and litcracy training (reading/writing/mathcmatics) in military programs, but it

has implications for the learning of basic skills in general (e.g., Sticht, 1976) and

reading in particular (Sticht, 1975). The functional context approach to learning

stresses the importance of making learning relevant to the expcrience oflearners.

The learning of new informalion is facilitated by giving learncrs the opportunity
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to relate it to their previous knowledge and experience. Thc functional contcxt

approach wants to apply the knowledge learnt in the classroom to the "real

world"; this can be enhanced by using realia.

(http://tip.psychology.org/theories.html)

In the web page (http://tip.psychology.org/theories.html) in the section about

Functional Context by Sticht, we found that me cognitive system underlying this

approach emphasizes the interaction of three componcnts:

• a knowledge base (i.e., long term memory) oí" what the student knows.

• processing skills, including language, problem-solving, and learning

strategies,

• the performance of a task requires: knowledge about what one is reading or

writing, skills for comprehension and communication, and the facilitation of

Information to be processed, which can be done through the use of learning

strategies.

1.3. HUMANISTIC THEORIES ABOUT LANGUAGE ACQUISITION

The Humanistic point of view about language acquisition, which has its basis on

Psychology, beliefs that human beings are different from other species and

possess special capacities, such as speech and íeelings This view gives spcciai

attention to students' necds and interests. Humanists bclieve that it is necessary

to study thc person as a whole, especial ly as an individual grows and develops



ovcr the lifcspan. The study of the self, motivation, and goal-setting are áreas of

special interest. (http://chiron.valdosta.edu/whuitt/index/html)

From the perspective of Huitt's (1995) System Model of Human Behaviour, the

primary cmphasis of humanistic cducation is on the Regulatory System and the

Affective/Emotional System. The dcvclopmcnt of mese syslems is often

overlooked in our present education The regulatory system acts as a filter for

connecting the environment and internal thoughts to other thoughts or feelings as

well as connecting knowledge and feelings to action. The affective/emotional

system modifies information acquired through the regulatory system or sent

from the cognitive system to action.

(http://chiron.valdosta.edu/whuitt/index/html)

In the web page http://chiron.valdosta.edu/whuitt/index/html, Gage and Berliner

(1991) describe five basic objectives of the humanistic view of education:

• promote positive self-direction and independence

• develop the ability to take responsibility for what is learned

• develop creativity

• curiosity

• interest in the arts

According to Gage and Berliner in their book Educational Psychology

(1991) some basic principies of the humanistic approach that were used

to develop the objectives above are:
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• Students wül learn best what they want and need to know. That is, when

they are able to analyse what is important to them. and when they can

recognize their abilities and focus their learning towards their wants and

needs. Most educators and learning thcorists would agree with this

statement, although thcy might disagree on exactly what contributes to

student motivation.

• Knowing how to learn is more important than acquiring a lot of

knowledge. Tn our prcscnt socicty where knowledge is changing rapidly,

this view is shared by many educators, espccially those from a cognitive

perspective.

• Self-evaluation is the only meaningful evaluaüon of a síudent's work. The

emphasis here is on intcrnal dcvclopment and self-regulation. While

most educators would likely agree that this is important, they would also

advócate a need to develop a student's ability to meel external

expectations.

• Feelings are as important asfacts. Much work from the humanistic view

seems to valídate this point and is one área where humanistically-

oriented educators are making signiñcant contributions to our knowledge

base.
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• Students learn besí in a non-threatening environment. This is one área

where humanistic educators have had an impact on current educational

practice. The orientation today is that the environment should by

psychologically and emotionally, as well as physically, non-thrcatening.

1.3.1.Carl Roger's View (Facilitative Teaching)

Cari Rogers considers innate the capacity of people to search for ncw positive

experiences that give them the fceling of self actualisation. According to Rogers

(1994), in the classroom, teachers should havc the ability to facilítate positive

conditions that help learners develop confidcncc and growth, such as empathy,

congruence and positive regard. (http://ahpweb.org/credits.html)

Defined by Rogers (1969) and Rogers and Freibcrg (1994). Teachers who are

more highly facilitative tend to provide more:

• response to student feeling;

• use of student ideas in ongoing instructional interactions;

• discussion with students (dialogue);

• praise of students;

• congruent teacher talk (less ritualistic);

• adaptalion of contení according to students' immediate needs.

• smiling with students.



In summary, the purpose of humanistic education is to provide a íbundation for

personal growth and development so that Icarning will continué throughout lifc

in a sclf-dircctcd manner. Howcver, the humanistic point of view has been

criticized by cognitive psychology since it gives Hule attention to the mental

mechanism taking place during the learning-acquisition process.

(http://ahpweb.org/credits.html)

1.4. PEDAGOGICAL IMPLICATIONS OF THE THEORIES

The theories mentioned above givc important contributions to the teaching -

learning process of English. Thcrc is no onc perfect theory or approach, for each

one has somcthing positive that gives teachers valuable ideas to improve their

knowledge about language acquisition and learning. It is the leacher's

responsibility to choose the aspects that he/she considers useful for his/her

particular situation, which need to be based on students' needs, aptitudes,

interests, level, background knowledge, past experiences, and the environment.

The teacher must provide students with a motívating stimulus appropriate to the

level, age, likes, preferences and interests of the Jearners. It is important lo use a

variety of visual aids to attract students' attention so they períbrm the given

tasks in an optimal way. Learners need constant reinforcement from their

classmates and from the teacher, because they need lo know how they are

performing their Jobs. The instructions used must be clear, organizcd, and
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according to the learners' abilities so that learners can work independenlly,

wilhout tcachers' inlcrvention, in different tasks and projects

(http://tip.psychology.org/thcorics.html).

As mentioned in the humanistic view, the teacher must facilítate the learning

process, by having a positive altitude towards his/her students and always show

faith in the learners, so that the affective filter can be lowcred. (Goodman 1978).

The teacher must guide learners to construct their own knowledge, as the

constructívist theories suggest, taking to consideración the fact thal they can

learn from their previous experience. Students' responses should be accepted as

unique and considered as an important part of the lessons, so that students will

develop high motivation, good self-image, self-confidence and a Iow level of

anxiety. (Richards and Rodgers: 1990)

The use of pair and group work helps learners to interact socially which is,

according to Vygotsky (1978), the basis for language development. Thanks to

this way of working, students can learn from each other because they sharc

ideas, thoughts, feelings, experiences, and nave the opportunity to use the

language in real situations. The best activities to be used in cooperative learning

are those that make students think, analyse, reflect, solve problems, conslruct

their knowledge and créate their own end producís. In this way, learners develop

their intellectual skills, personal abilities and crcativity. It is important to kccp in

mind thaí every student has his/hcr own way of learning, and that the given tasks

should catcr to all learning stylcs. (http://tip.psychology.org/thcorics.html)



Díaz Barriga and Hernández (1998) mention that for óptima! learning to occur,

the curriculum must be based on students' previous knowledge; the background

knowledge of students is an important aspect that affects second language

acquisition. Each child perceives the world differently with the influence of

his/her past experience. When they are older, they have a wider repertoire of

knowledge in their first language, which is the basis for the construction of Ihe

new language (L2); this does not happcn in young learners. (Freeman: 1983)

The curriculum must provide learners with a variety of challenging activities that

guide them to explore, to ask questions, and to comprehend what they are

learning. It should give learners an inpul above their current level of competence

that helps them to develop their preferred learning style and other styles. The

tasks should enlarge the competence level of thc learners, and should foster

indcpcndent learning. This shows that the method used in the class must be

based on the individual needs of the students. (Ángulo and Aguirre: 2001)

Piaget's theory has spccific rccommendations for the different stages of

cognitive devclopment. For example, with children in the sensorimotor stage,

teachers should try to provide a rich and slimulating environment wilh a widc

variety of objects to play with. On thc other hand, with children in the concrete

operational stage, learning activities should involve problems of classification,

ordering, location and conservation using concrete objects.

(html://www.wpi.cdu/isg_501/nsushkin.hlm!#piaget)
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According to Krashcn, thc classroom musí have a supportive, accepting

cnvironmcnt with many opportunitics for naturalistic practicc, with a nicc and

fricndly atmosphere, where students' ideas are respected. Goodman (1978)

mcntions that the teacher must become an observer, so that he/she can find out

the necessities of his/her pupils. Based on students' needs, the teacher can

develop students' potential to the máximum by using appropriate rcsources; this

is what Vygotsky called "Zone of Proximal Development".

When ESL instruction is based on bolh cognitive and humanistic theories,

affective aspects of learning, motor skills and attitudes can be reinforced in a

language class. (http://tip.psychology.org/gagne.html)
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CHAPTER 2

2. MÚLTIPLE INTELLIGENCES AND LEARNING STYLES

2.1. MÚLTIPLE INTELLIGENCES

Conceived by Howard Gardner, Múltiple Intelligenees (MI) are several different

ways (cight at thc momcnt) to demónstrate intellectual ability. It is a eelehration

of thc uniquencss and diversity of studcnts. Múltiple intclligences demónstrate

that students may be smart in ways that are different from their peers. (Kagan:

1989) Gardner's theory of múltiple intclligences shares some common ideas

with other theories of individual differences sueh as Cronbach & Snow,

Guilford, and Sternberg. The theory of múltiple intclligences has been focused

mostly on child development, although it applies to all ages. Even though there

is no direct empirical support for the theory, Gardner (1983) presents evidence

from other áreas such as biology, anthropology, and creative art.

(http://www.ed.psu.edu/insys/ESD/Gardner/menu.htnil)

Howard Gardner, in his book Frames of Mind: Thc Thcory of Múltiple

Intclligences (1983), cstablishcs that thcrc are two fundamental propositions

about MI theory: Intclligcncc is not fixcd bccausc it can be dcvclopcd; tcachcrs

can expand the intellectual capacity of the students by using appropriatc

activities and tasks. Intelligence is not unitary because people can be smart in

man y ways and have a unique pattern of intelligence.



Gardner defines intelligence as the abilily to créate an effective product, the

potential for finding or creating problems and skills, enabling people to resolve

genuine problems. Intelligences can be developed by encouraging learners to use

their preferred intelligences in learning; by using instructional activities that

appeal to different forms of intelligence, and by applying assessment oí" learning

that measure múltiple forms of intelligence.

(http://www.ed.psu.edu/insys/ESD/Gardncr/mcnu.html)

The theory of múltiple intelligences suggests that there are a number of distinct

forms of intelligence that each individual has. According to Gardner (1983), the

implication of this theory is that learning/teaching should focus on the particular

intelligences of each learner. Gardner points out that the diffcrent intelligences

represent particular abilities in certain áreas and individual ways of learning.

Gardner (1993) identified seven spccific intelligences: linguistic, musical,

logical-mathematical, spatial, body-kinesthctic, intrapersonal (e.g., insight,

metacognition) and interpersonal (e.g., social skills), and in 1996, he added an

eighth, the naturalist intelligence.

(http://www.ed.psu.edu/insys/ESD/Gardner/menu.html)

The Theory of Múltiple Intelligences suggests that the school systeins teach, test,

reinforce and reward primarily two kinds of intelligence: verbal/linguistic and

logical/mathemalical, bul Gardner (1993) suggests that all intelligences should

be considered and developed when working in the class.
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2.1.1. DIFFERENT INTELL1GENCES ACCORDLNG TO HOWARD

GARDNER

yerbal Linguistic Intelligence

The verbal linguistic intelligence is probabiy the most familiar and well known,

since most of the people spend the majority of time using language to

communicate both written and orally. This intelligence is widely used in the

classrooms. According to contemporary brain research, at birth, we possess the

capacity to speak more than three thousand diíferent Ianguages; however, we are

not born proficient in any of them. When we begin to interact with the primary

language of our environment, the brain can already recognize ali of the sounds

of the language. As we mentioned above, we can all learn to speak, nevertheless,

we do not all develop high verbal linguistic intelligence.

(http;//www.multi-inteH.com/mi^background/html).
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Logical/mathematical intelligence includes the ability to use reason, logic and

numbers. Learners with logical mathematical intelligence think conceptually in

logical and numerical patterns making connections between pieces of

information; they are "Logic/Math Smart". They are always curious about thc

world around them. These learners ask lots of questions, and some of them like

to sol ve problems. Students show they have the logical mathemalical

intelligence when they are good with numbers, computations, sequences,

algorithms; they analyse, quantify and evalúate. They often learn bcst logically,

whcn numhcrs or Math are involvcd. (Kagan: 1989)

Learners who possess the logical/mathematical intelligence have the following

capacities:

Abstract pattern recognition.

Rcasoning both inductive and deductive.

Discerning rclationships and connections.

Performing complex calculations.

Scientific thinking and investigation.

(http://www.multi-intell.com/mi_background/html).
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Bodify Kinesthetic Intelligence

The bodily/kinesthetic iníelligence is probably the most taken for granted in our

lives. We unconsciously perform a wide variety of complex bodily/kinesthetic

tasks every day. This intelügence deals with the fijll range of movement that is

possible in and through the body, including the infant's potential to walk, the

abiíity to develop and train both gross and fine motor skills at almost any stage

of our development, and what we can express through facial expressions,

posture, and other forms of "body language".

(http://www.multi-intell.com/mi_background/html).

Bodily/kinesthetic intelligence includes the abiíity to control body movements

and handfe objects skilfully. Learners with bodily kinesthetic intelligence

express themselves through movement and mind-body connections. They have a

good sense of balance, motor skills and eye-hand co-ordination. They are able

to remember and process information Ihrough interacting with the space around

them; they are "Body Smart". Students show they have bodily kinesthetic

intelligence when they use their bodies to communicate, are good at dancing,

acting, role playing, miming, athletics, and making crafts with their hands; they
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also enjoy games outside the class. They often learn best when there is

movement or the content is presented in a "Hands on" form.

(http://www.coedu.usf.edu/morris/multiple.html.)

Musical/Rhythmical IntelHgence

From a neurological perspectiva, musical/rhythmic intelíigence is the fírst of the

intelligences to develop, because since the baby is in the womb he/she is

exposed to difterent vibrations. The musical/rhythmical intelíigence deals with

sound and vibration from the natural world, from musical Instruments, from

machines, as well as those produced by the human vocal chords. This

intelíigence is more powerful than any of the other intelligences, because music,

rhythm, sound, and vibration have the power to shift our moods and to inspire

us. (http://www.multi-intell.com/mi_background/html).

The musical/rhythmical intelíigence includes the ability to produce and

appreciate music. Learners who have musical rhythmical intelíigence think in

sounds, rhythms and patterns. They learn best though music or while it is played



in the background, they immediately respond to music either appreciating or

criticizing what they hear; they are "Music Smart". Many of these learners are

extremety sensitive to environmental sounds. Síudents show they nave the

Musical/Rhythmic íntelligence when they have the ability to communicate

through music; they listen to music frequently and can play a musical instrument

or sing; they enjoy creating music and are sensitive to pitch, timing, tone and

rhythm of sounds. (http://www.coedu.usf.edu/morris/multiple.html.)

Visual/Spatial íntelligence

In some ways, the visual/spatial Íntelligence is the fírst language of the human

brain, since the brain thinks in images and pictures before producing words.

Visual/spatial Íntelligence deals with everything we see, including our capacities

to visualize and dream about the possible, to enter worlds of fantasy, to go on

imaginary journeys to imaginary places, and to créate or invent things.

(http://www.coedu.usf.edu/morris/multiple.html.)
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people. In some ways, this may seem to be the most obvious of the intelligences,

since we spend a large amount of our day communicating with, and relating to

other people. The interpersonal intelligence includes the capacity of being part

of a team, of completing a task or a project in groups with organization.

(htlp://www.multi-intell.com/mi_background/html).

Learners who have the interpersonal intelligence show thc ability to relate and

understand others. They try to see things from othcr pcoplc's point of view in

order to understand how they think and fccl. They often have an innate ability to

sense feelings, intentions and motivations. They are great organizers, but

sometimes tend to manipúlate others. Generally, they try to maintain peace in

group settings and encourage co-operation. They use both verbal fe.g. speaking)

and non-verbal language (e.g. eye contad, body language) to communicatc with

others; they are "People Smart". Students demónstrate they have the

Intcrpersonal Intelligence when they make and maintain íriends easily, are good

mediators, leaders and organizers, and are good al resolving conflicts. They

often learn best when they can interact with others (group work).

(http://www.coedu.usf.edu/morris/multiple.html.)

Learners who develop the interpersonaf intelligence have the following

capacities:

Effective verbal and non verbal communication.

Sensitive to others mood feelings, temperament and motivations.

Working cooperatively in groups.

Deep listening to and undcrstanding thc perspectivc o others.
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Intrapersonal Inteiligence

As far as we know, human beings are the only creatures who process self-

consciousness, which is íhe ability to reflect on the self and ío learn from this

reflection. Human beings have the capacity to identify different feelings like

stress, anger or anxiety and what to do for personal renewal. People are able to

know their inner selves by developing self-awareness, self reflection, and being

in touch with the inner world of their individual.

(http://www.coedu.usf.edu/morris/multiple.html.)

Students with the intrapersonal intelligence have the ability to seif-reflect and be

aware of one's inner state of being. Learners with thís intelligence try to

understand their inner feelings, dreams, valúes, ideas, beliefs, strengths and

weaknesses; they are "Self Smart". Students show they have the Intrapersonal

Inteiligence when they are introspective, like quiet time alone and have strong

opinions and beliefs. They oñen learn best when they are given time to process

information, formúlate their ideas and reflect on their learning, (Kagan: 1989)



Learners who develop the intrapersonal intelligence have the following

capacities:

Concentration of the mind.

Mindfiílness.

Metacognition (thinking about thinking)

Awareness and expression of different feelings.

Transpersonal sense of the self.

Higher order thinking and reasoning.

(http://www.multi-intell.com/mi_background/html).

Naturalist Intelligence

The Naturalist intelligence is directly related to our recognition, appreciation,

and understanding of the natural world around us. It involves such capacities as

species discemment and discrimination, the ability to deal with animáis and

plañís, and our knowledge of and communion with the natural world. A

naturaüst is someone who can recognize and classify plants and animáis. This

could be anyone, from a molecular biologist to a traditional medicine man using

herbal remedies. Dr. Howard Gardner (1996) says that the naturalist Ínteiügence
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can be seen in the person who enjoys being in contact with nature. Pcople with

the naturalist intclligcnce often use their abilities in activities like hunting,

farming and biological science.

(http://www.mult i-inte]l.com/mi_background/nat/html).

Naturalist intelligcncc includes the ability to perceive the natural world and

phenomena. Learners who have naturalist intelligence discrimínate natural ítems

líke: animáis, insects, birds, fish, plants, trees, flowers; they are "Nature Smart".

Sludents who have the Naturalist Tntclligence are good at sorting and classifying,

natural objccts, gardcning and caring for pets or animáis. They often learn bcst

whcn the content may be sorted and classified or is related to thc natural world.

(Kagan: 1989)

Each one of the original seven intelligences requires skills to interpret the sights

and sounds of the world around us. It seems likely that the eighth intelligence

not only has its own identity, buí is used to enrich the other seven. In practice,

the seven intelligences are not sepárate but integrated in unique combinations as

one intelligence that shapes the mind, body and spirit.

(http://www.newhorizons.org/trm_mipattern.hlml#html)

38



2.2. LEARNING STYLES

Learning Stylc is an individual's general approach to learning, which is constan!

with any leaching method or subject área. Learning styles are internally based

characteristics, often not perceived or used consciously. According lo Cornea

(1983), they are consistcnt patterns of hchaviour hut with a certain range of

individual variability; they include a mix of cognitive, affective and social

aspects. (Reid, Joy: 1995)

Theories regarding learning styles have existed for several decades; however, it

is only rccently that they have been addressed in the classroom. Unfortunatcly,

studcnts are not taught how to learn, rather they learn by memorizing things.

(Smith: 1995). Therefore, many children who are diagnosed as lazy in their

schoolwork, are actually misidentified as having a learning style which difíers

from their teacher's or the school philosophy of teaching and learning. If the

student is aware of his or her own learning style, that student will then be able to

learn strategies to adapt to any classroom environment in order to succeed in

school. (Gremli, J: 1996)

Joy M. Reid in her book Learning Stylcs in the ESL/EFL Classroom (1995, 14),

divides the learning-style research into Ihree major categories: cognitive learning

styles, sensory learning styles and personality learning styles; however, in this

dissertation, we are going to focus on thc scnsory learning styles, since they are

easier to perceivc in the two groups we are working with. This way of looking at
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learning style uses the different channels of perception (seeing, hearing,

touching/moving) as its model.

2.2.1. CLASSIFICATION OF LEARNING STYLES

Visual Learners

Visual students learn more etTectively through the eyes, they need to be shown

what to do. Visual learners need to see the teacher's body language and facial

expression to fully understand the contení of a lesson. They show a poor verbal

ability, but are good at observing details in pictures, photos, slides, flashcards,

videos, diagrams, illustration, overhead transparencies etc. Usually, they sit at

the front of the class, or in a place near a window where there is a good view.

They are very organized and use lots of pictures and coíours. They tend to

underline or highlight important information. They often visualize things in

order to rememberthem. (Díaz Maggioli: 1995)

Visual Learners can be divided in two groups: Visual Verbal and Visual

Non verbal
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The Visual/Verbal Learning Style

Visual/Verbal sludents learn best whcn information is presented visually and in a

written language format. In a classroom setting, they benefit when the teacher

uses the blackboard (or overhead projecior) to list the essential points of a

lesson. They learn more effectively from information obtained from textbooks

and class notes. This kind of Icarncrs tend to like to study by thcmsclvcs in a

quiet room. They often see information "in their mind's eye" whcn they are

trying to remember something. (http: //www.metamath.com/lsweb/dvclearn.htm)

Learning Strategies for the Visual/Verbal Learners

In the Web Versión of the Learning Stylcs Survey (2000) by Suzanne Miller we

found the following strategics for visual/verbal Icarners:

• When studying new information in a textbook or notes, visual/verbal

learners can make use of "color coding" by using highlighter pcns to hclp

them remember kcy words.

• Visual/verbal students should write out sentences and phrascs that

summarize key information obtained from their textbook and lecture.

• Make flashcards of vocabulary words and concepts that need to be

memorized. Use highlighter pens ío emphasize key points on the cards.
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• When learning information presented in diagrams or illustrations,

visual/verbal studcnts should write out cxplanations for the information.

• Make use of computcr word proccssing. Copy kcy information from their

notes and textbook into a computcr. Use the print-outs for visual review.

The Visual/Nonverbal Learning Style

Visual/Nonverbal learners learn best when information is presented visually and

in a picture or design formal. In a classroom setting, they benefit from teaehers

who use visual aids such as film, video, maps and eharts. They tend to like to

work in a quiet room and may not like to work in study groups. When trying to

rcmcmbcr something, they can often visualize a picture of it in their mind.

Visual/non verbal sludents may have an artistic side that enjoys activities having

to do with visual art and design.

Learning Strategies for the Visual/Nonverbal Learner

In the Web Versión of the Learning Styles Survey (2000) by Suzannc Miller we

found the following strategies for visual/nonvcrbal learners:

• Visual/nonvcrbal learners can make flashcards of key information that needs

to be memorized. Draw symbols and pictures on the cards to facilítate recaí 1.

Use highlighter pens to highlighl key words and pictures on the flashcards.
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iníbrmation may have little meaning until it is heard. These learners often

benefit from rcading a text aloud and using a tape recordcr. Usually, they are

very talkativc, tcnd to domínate conversations and respond best to narratives.

When studying, they try to be away from noisy places and do not like to be

interrupted. They like music and enjoy group work.

(http://snow.utoronto.ca/learn/mod3/lchprocess.html)

Learning Stralegiesfor Auditory Learners

In the web page DVC online, in the article "Introduction to the DVC Learning

Style" (Catherine Jester: 2000), we found some learning stratcgics that can be

used by auditory learners:

• Learners should study with peers or in small groups.

• When studying by themselves, auditory learners should talk out loud and get

themselves in a quiet room where they will not be interrupted.

• Auditory learners should tape record their lectures, so they can listen to them

afterwards.

• Auditory learners should use audio tapes such as commcrcial books on tape

to hclp thcm rccall, or créate their own audio tapes by reading notes and

textbook information into a tape recorder.
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When trying to memorize information, learners should put words into songs

or music.

Tactile/Kinesthetic

Tactile kinesthetic students learn through moving, doing and touching. These

students learn best through a hands-on approach, by exploring the physical

world around them. They may fínd it hard to sit still for long periods and may

become distracted by their need for activity and exploration. These learners learn

best by walking and moving, doing and touching. They tend to use movement

and gestures and have difficulty fínding the right word; they use lots of action

words. They do not pay attention to details, and their handwriting is thick and

heavy. Most of them are scruffy and careless. Tactile kinesthetic students would

enjoy TPR activities and audio motor tasks. (Díaz Maggioli: 1995)

I Corning Strategies for Tactile -Kinesthetic Learners

In the web page DVC online, in the article "íntroduction to the DVC Learning

Style" (Catherine Jester: 2000), we found some learning strategies that can be

used by tactile-kinesthetic learners:



• Tactilc-kinesthctic students should sit near the front of the room, and should

take notes throughoul Ihe class period. They should not worry about correcí

spelling or writing in complete sentences; they can just wrile down key

words and draw pictures or make eharls to help them remember.

• When studying, laclile-kineslhetic students should move around and read the

information out loud.

• Students should think of ways to make their learning tangible. For examplc,

make a model that ¡Ilústrales a key concepl.

• Taclile-kineslhelic sludents should créate flashcards with words, symbols or

pictures to organize or sequence information, so students can manipúlate

them to learn in an effective way.

• Learners should write down importan! information on large surfaces.

• Learners should make use of the eomputer to rcinforcé learning through the

scnsc of touch.

Students should listen to audio tapes on a Walkman lape player while

exercising; they can make their own lapes conlaining importanl course

information.



There is no such thing as a "good" learning style or a "bad" learning style.

Success comes with many difieren! learning styles. There is no "right" approach

to learning; every studcnt has his/her particular way of learning new

Information. The important thing is to be aware of the nature of thcir learning

style. If the students are aware of how their brain best learns, they will have a

belter chance of studying positively.

(http://www.rnelamath.com/lsweb/fourls.htm)

By knowing the characteristics of the different múltiple intelligcnces and

learning styles, an English teacher can take advantage of his/her students'

learning styles in ordcr to include in the lessons a variety of activities

appropriate for every learning style that help students develop all the múltiple

intelligences. Helping studenls identify their learning styles gives them tools that

can be used in many subjects in school, and beyond school. Studying becomes

more than a way of passing a class, it becomes an opportunity to dcvclop

thinking skills. (Gremli, J: 1996)

In teaching ío whole classrooms, it is helpful for teachers to introduce

information so it can be processed by the different modalilies of learning.

Multirnodal teaching can become an automatic process for teachers if thcy have

an awareness of learning styles and difíerences ihat exist between students.

Likewisc, it is important for a tcachcr to undcrstand the dcvclopmcntal

difference in learning styles; for example, based on Piaget's stages of intelleclual

development a very young child may rely heavily on tactile/kinesthetic, while a
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teenager student may rely more on visual/spatial or auditory, depcnding on thcir

educational background.

(http://www.fort Linecity.com/miIlenium/garslon/49/muItiintell/html)
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CHAPTER 3

3. A STUDENT-CENTRED APPROACH

A Student-Centred Approach is a teaching philosophy that considers the student

the centre of cvcry class activity. This approach combines important aspects of

olher approaches, methodologies and techniqucs, such as Whole Language, The

Cognitive Acadernic Language Learning Approach, Thematic Unils, Projects

and Learning Centres; it also includes theories of Múltiple Inlelligences and

Learning Styles and Strategies. (htlp:// www. aitech.ac.jp/itcclj/: 1997)

Within the field of education ovcr the last few decades, a significant shift has

takcn place, rcsulting in less emphasis on teachers and teaching, and greater

stress on learners and learning (Tudor: 1996). This change has been reflected in

various ways in language educalion and applied linguistics; therefore, some

authors have slarled lo centre their curriculum on the learner and his/her needs

and interests, such as David Nunan in his book "The Learner-Centred

Curriculum" 1988, 1995, and lan Tudor in his book "Learner-Ccntredness as

Language Education" 1996. (http:// www. aitech.ac.jp/iteclj/: 1997)

According to the Student-Cenlred Approach, the learner is constantly active and

contributes lo the teaching-learning process. The starting point is to discover

learners1 needs; by performing a needs analysis. Lessons begin with whal the

students know and are hased on their background knowledge and previous

cxpcricnce. In the learner-ccntrcd approach, activities are built on students'
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interests; learning is not simply the transmission of knowledge; students

construct and discover their own learning. (Nunan, David: 1988)

The teacher must be aware of the students' needs, interests and particular

motivation. His role is to facilitate activities that help learners to acquire the

language in a positive way and to discover their own learning; he is a helper, a

controller and a resource for the students. His duty is to créate a nicc, rclaxcd

and friendly atmosphere where students feel happy and comrbrtablc. Perhaps the

most difficult role of the teacher is that of an organizer, because before going

into the class, he has to organize all the necessary details for students to get

motivated to work independently, and not get confused about the instructions.

(Harmcr, Jcrcmy: 1991)

The key difference between a Student Centred Approach and traditional English

teaching is that in the former, the curriculum is a collaboralive effort between

teacher and students, and learners are closely involved in the decision-making

process. The classroom is not organized in rows; sludents are silting in srnall

groups where they work cooperativcly to complete a task; they interact and

communicate with each other sharing ideas, expcricnccs, fcclings and thoughts.

By working in groups in a non-competitive environment, learners will achieve a

better academic performance, their inlerpersonal relationships will increase and

they will have a higher level of self-esteem. (Nunan, David: 1988:.2)
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In the Student-Centred Approach thc objcctivcs are sct hy the learners. If they

are very young, the guidance of the teacher will be necessary, so they can reali/c

what it is to be a language learner. By setting their own objectives, students

come to have a more realistic idea of what they are learning; they are more

motivatcd sincc they are deeply involved in the teaching-learning process.

(Nunan, David: 1988: 5)

The target language is thought of in a meaningful way, and the aim is to cover

only what thc learner needs and sees as important. Genuine everyday language is

cmphasized due to thc fact that thcrc is a l ink between the classroom and the

wider world. Activities are related to learners' real lite nccds and foster

independent learning. (Nunan, David: 1988: 21-25)

3.1. WHOLE LANGUAGE

Wholc language started as a movement in the classroom. Some tcachers wcre

looking for a better way to cmpowcr both their students and themselves, so they

started lo do research in their classrooms. Whole language is grounded in the

research of language learning and teaching that shows that learning is natural.

According to Goodman (1986) and Smith (1985), first language learning seems

easy when il is outside of school bul difficull when it is inside. Due to this, they

suggcsted ways to reform education and make learning in school as easy as it is

outside the school. (Freeman, Yvonne & Daved E.: 1992)
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In second language learning, Krashcn (1982) distinguishcs between learning and

acquisition, and suggests ways to niakc thc classroom a place where students can

acquire a second language. With a similar point of view, Freiré (1970) says Ihat

students are not banks into which teachers deposit knowledge, thc tcaching

learning process must be related to students' needs and interests. (Frccman,

Yvonne & Davcd E.: 1992)

Laura Rob in her book Whole Languagc, Whole Learners, states thal:

Whole Language is a holistic language learning philosophy
which integrales all language skills. It parts from a concept or a
theme present in real lifc or in good literature, and gets the
inspiration to any other subject área in which students and
teachers may wish to explore. This exploration takes place in a
risk-taking environment where learners' lives and culture are
very important. Whole language is good for all ages: young
childrcn, tcenagcrs, collcge students and adults, and it is good
for all kinds of learners, those who are excellent and those who
are considcrcd to be below the average. (Robb: 1994: 10)

In Whole Language, the final product is not as important as the process; students

are constantly in thc process of solving problems and creating ncw things. The

focus is on "acquisition", not so much on learning. Learners are encouraged to

take risks and to use the language for their own purposes; importance is given lo

the meaning and not to the grammar; rnislakes are considered as part of the

process. Human valúes are present all the time in the class; whole languagc

learning assumes respect for the language, for the learner and for the teacher,

who are considered whole pcoplc with rights and responsibilitics. (Freeman,

Yvonne & David E: 1992)



3.1.1. Whole Language Principies

Yvonne and David Freeman in their book Wholc Language for Second

Language Learners (1992:7) mention the foliowing principies:

1. Lessons should proceed from whole to parí.

Learners need to observe the whole picture first, and then they discover

the details.

2. Lessons should be learner-centred because learning is the active

construcción of learning by students.

Whole language focuses on the whole student, so the lessons begin with

what students know.

3. Lessons should have meaning and purpose for students now.

Students learn aulhenlic things that can be related to their present life,

whether inside or outside the school.

4. Lessons should engage groups of students in social interaction.

Students work cooperatively in groups where they are interacting and

sharing ideas and experiences.

5. Lesson should develop both oral and written language.

The four basic skills are used simultancously. Involvement in reading and

writing from the start is essential for developing academic compctcnce.
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6. Learning should takc place in the first language to build concepts

and facilítate the acquisition o f English.

The teacher should take advantagc of the students' knowledge in their

first language by building concepts in it, because this can be the

foundation for Ihe acquisition of English.

7. Lessons that show faith in the learner expand students ' potential.

Tcachers should believe in their students and show faith in them, this

increases studenls' motivation and sclf-esteem.



3.2. CALLA

THE COGNITIVE ACADEMIC LANGUAGE APPROACH

The Cognitive Academia Language Learning Approach is an instructional model

that was developed to meel Ihe academia needs oí" students learning English as a

second language in American schools. It is a theorical framework based on

integrated language and a cognitive model of learning. This model is related to

othcr approaches such as Whole Language, Language Expcriencc Approach,

Language across the Curriculum, Process Writing, Cooperative Learning and

Cognitive Instruction. (Chamot, Anna Uhl & O' Malley, J. Michael: 1994)

The idea for CALLA grew out of a research with English speaking students

conducted in the early and mid eightics about learning strategies and cognition.

A cognitive model indicates that learning is an active, dynamic process in which

learners select information from their environment, organize it, relate it to what

they already know, retain what they consider to be important, and by using it in

an appropriate context, reflect on the success of their learning efforts. (Chamot,

Anna Uhl & O' Malley, J. Michael: 1994: 13)

In CALLA, students can take control over their own learning and develop

independent learning skills. This approach has been infiuenced and supporled by

cognitive theory, research and ongoing classroom use; it integrales language

development, contení área instruction, and explicit inslrucíion in learning

strategies.
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3.2.1. Learning Strategies

Lcarning Strategies are a very importan! part oí" CALLA; they are specific

actions takcn hy the learncrs to enhance the learning acquisition process.

Strategies can be learnt and foster independen! learning. According to CALLA,

there are three main kinds of learning Strategies: Metacognitive, Cognitive and

Social/Affective.

Metacogniñve Strategies: hclp Icarncrs to plan for a task, to check how wcll thcy

are doing with the task and to evalúate the success of the learning.

• Planning: helps learners to set goals, to prcdict, to organize tasks and

contení, and to arrange for conditions that help thcm to learn.

• Monitoring: it allows learners to check understanding and production, to

kccp track of progrcss and identify their problems.

• Evaluating; it helps learners to find out if their goal was accomplished or not,

and judge how well ihey learnt the material, and how wcll they did on the

task.

Cognitive Strategies: help learners to develop cognitive abilities, by manipuluting

the material to be learnt through rehearsal, organization or elaboration; they are

usually linked to individual tasks.
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Resourcing: use of the world around to help learners understand the new

language.

• Grouping: organizo or associate information according to their

characteristics or similarities.

• Note taking: write down important information that helps learners rememher

what they are learning.

• Elaboration of prior knowledge: use what studenís already know and use

background knowledge. Teachers can help Jearners actívate their prior

knowledge through brainstorming, discussions, semantic mapping, graphic

organízers or a cooperative activity related to the lesson topic.

• Summarizing: this strategy helps learners to say or write the main idea.

• Dcduction and Induction: apply or figure out rules to understand a concept or

complete a learning task.

• Tmagery: use mental or real pictures to learn new information or solve a

problem. Visualize.

• Audilory representation: replaying mentally a word, phrase or piece of

information.
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• Making inferences: using Information in the text to guess meanings of new

Ítems, or predict upcoming information.

Social/Affective Strategies: they take advantage of interacting with others or

using affective control for learning.

• Questioning for clarification: getting additional explanation or vcrification

from a teacher or other expert, ask questions.

• Cooperation: working with pcers to complete a task, sharc information, solve

a problem and get feedback.

• Self-talk: think positive, reducing anxiety by improving one's sense of

eompctence.
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3.3. THEMATIC UNITS

A thematic unit is the previous organization of the tcaching-learning process,

with the purpose of achieving the objeclives set at the beginning of the course. It

includes the objectives, contents, activities, matcrials, and evaluation; paying

special attention to the age and level of the students. (González García: 1997)

The activities in the thematic unit should be dynamic, meaningful, interesting

and motivating, and should allow students to live the language in an authentic

way. The thematic unit must be structured in such a way that students discover

their own learning and cxpcriment wilh the language, so they feel the importance

of the target language, both inside Ihe class and in Ihe real world. (González

García: 1997)

The thematic unil parís írom a lopic that interests and attracts students' attention;

(see example on pages 109-110) students choose this topic with the guidance of

the teacher according to their likes and dislikes, their expericnce, their

community and the world around them. Before the development of the thematic

unit, the teachers elicits students' previous knowledge, so it can be used as a

basis for choosing contents and activities that are appropriatc to the level of the

studenls. The unit is flexible; therefore, it can be adapted to the needs of the

leurners. (González García: 1997)
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In the book Como Elaborar Unidades Didácticas en la Educación in fan t i l hy

Felicidad Gon/ález García (1997:83), the activities in thc thcmatic unit can be

presented in different ways, but keeping in mind thc contents and objectives.

a. In centres: the activities are divided according to different subject áreas,

students are working in small groups to complete a task, with the purpose

of developing autonomous learníng, socialization, intcraction,

cooperation, sclf-discovery techniques and crcativity.

b. In workshops: the activities are divided according to specific skills

needed to develop a workshop, íbr example: painting, cooking,

construction, among others. Every workshop includes: contents,

objectives, materials, steps and evaluation.

c. By skills: the activities can also be organized around the four basic

skills: listcning, speaking, reading and writing; however, the thematic

unit may include specific skills such as identifying, matching,

classifying, discovering, sharing, describing, etc.

d. Weekly: every week is formcd by activities with specific aspccts about

the thematic unit; usually, during the first days, students become familiar

with the topic and later they invcstigatc about it.
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3.3.1. Steps to Elabórate Thematic Units

According to the Standards-Based Unit Organizer with information from the

Michigan Department of Education, Elementary and Secondary Content Literacy

Committee, and Ms. Sheila Potter, there are different steps to develop a thematic

unit.

(http://207.73.196.25l/Departments/IT/Techlit/New_Folder/Unií Organizer.doc)

Step One

• Choose a theme that is universal, significan!, exlendable, relevant lo society,

engaging to students and applicable to the contení área being sludied.

• Develop a themalic statement.

• Genérate focus questions based on Ihe thematic statement.

Step Two

Tdcntify the contcnts and activitics that are significantly rclated lo Ihc

thematic statement and focus questions.

Step Three

Develop a culminating task for the unit (cnd product)

61



Step Four

• Eslablish crileria for evalualing your student performance and/or product.

• Determine performance levéis that describe differences and degrees of

understanding.

• Créate preliminary scoring guides.

Step Five

Divide the unit into large building blocks (in our case, subject arcas) of

instruction that studcnts must complete in ordcr to accomplish the

culminating task.

Decide the order in which the learning chunks must occur for optimal

learning.

For each learning section, identify scoring criteria, descriptors, levéis and

guides.

Brainstorm a preliminary list of possible resources (malerials).

Step Six

Begin the first learning section and design activities leading to the

culminating task.

Tdcntify and secure resources needcd to implcmcnt the unit.

Develop a limeline/calendar, and design daily lessons.
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Step Seven

• Evalúate the unit.

• Make necessary changes in the unit plan.

• Celébrate your achievement!



CHAPTER 4

4. BECOMING A STUDENT-CENTRED TEACHER

Becoming a student-centred teacher requires continuous training and research, as

well as responsibility, creativity, organization and flcxibility, becausc a student-

centred teacher needs to be updated with the new approaches, methodologies

and techniques that are parí of the "Sludenl-Centred Approach". In ihis

approach, the teacher must include human valúes in the lessons; he/shc has to be

open-minded to changes, must be wil l ing to take risks, and must know his/hcr

students quite wcll in order to design intcrcsting lessons that intégrate the four

basic skills and help learners to acquire the language in a positive environment.

It is also necessary that the teacher knows the differenl learning styles of his/her

sludents so he/she can include the students' learning styles in the curriculum,

and can help learners develop the best learning strategies that facilítate their

Icarning. (Tudor, lan: 1996)

Being a "student-centred" teacher is not the same as being a traditional language

teacher, because in a sludent-centred class, the emphasis is on the student, who

knows the exact purpose of his/her learning. Teachers need to be aware of who

the students are, what students bring to the class, and what the students need.

Bascd on the needs and interests of the learners, the teacher must prepare

cvcrything nccdcd for the lessons beforchand, so when students get into the

class, thcy havc the opportunity to choosc materials, activities and tasks
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according to their learning style, in which they can work independently and have

fun while they learn. (Harmer, Jeremy; 1991)

According to lan Tudor, David Nunan, Laura Rob, Jeremy Harmer, Goodman,

Freeman, Chamot & O' Mallcy, Rchccca Oxford, Gardner, Kagan, Gonzalos

García, among others, in order to become a "studcnt-centrcd tcacher", teachers

should:

• Consider thc studcnt thc centre of every class activity.

• Reduce teacher's talking time and mercase sludents' talking time.

• Be awarc of studcnts' preferences and take advantage of them.

• Consider all the studenls' learning styles by using a variety of visual aids,

audio visual material and TPR activities.

• Help students develop learning stratcgies.

• Have faith in the learners.

• Créate a nice and friendly atmosphere.

• Avoid prejudices.

• Involve students in the teaching-learning process.

• Work as a team.

• Aceepl suggestions from colleagues, parents, students and administrators.

• Be updatcd about thc new teaching approaches and methodologies.

• Take risks and guide students to take them.

• Be open-mindcd.

• Be organized and rcsponsible.
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• Consider cvery student as a whole person.

• Develop activities appropriate for all learning styles.

• Develop activities that foster acquisition and autonomous learning.

• Negotiate challenging activities wiíh students.

• Motívate students hy being creative and dynamic.

• Intégrale the four basic skills.

• Includc human valúes in the class such as sharing, respect, cooperation and

loyalty.

• Elicit students' previous knowledge either from other Subject arcas or from

their English rcpertoire.

• Make students display their work around the class in order to increase their

self- esteem.

4.1. INTEGRATING THE FOUR BASIC SKILLS

In a Studcnt-Ccntrcd Approach thc four basic skills are acquircd simultaneously,

students learn to read and write at the same time they learn to speak and listen.

In order to use language for authentic communication, the projects, activities and

tasks used in the classroom must lead learners to develop all the skills, so they

can use the language freely without teachers' intcrvcntion. (Harmer, Jcrcmy:

1991)
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Reading

Reading ís a receptivc ski l l . It can develop indcpcndcntly of listening and

speaking skills, but oftcn dcvelops along with them. Reading can help build

vocabulary that helps listening comprehension at the later stages, particularly.

Learners need to be exposed to authentic literature.

(http://www.sil.org/LinguaLinks/pricing)

Writing

Writing is a productive skill. It is more complicated than it seems at first, and

often seems to be the hardest of the skills, even for native speakcrs of a

language, since it involves not just a graphic representation of spccch, but the

development and prescntation of thoughts in a structured way. Learners must

write forcommunicativc purposes. (http://www.sil.org/LinguaLinks/pricing)

Speaking

Speaking is a productive skill in thc oral mode. It, like the other skills, is more

complicated than it seems at first and involves more than just pronouncing

words. The main purposc of speaking is communicating thoughts, teelings and

ideas, therefore the goal of language tcaching should be to develop

"Communicative Competence" which includes the Grammatical aspects of the

language, plus lexis, pronunciation and spelling; Sociolinguistics thal refers to

appropriateness of language use; Discourse that means linking ideas or sentences
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togelher, and Stralcgic Compctcncc which is thc ability to keep a conversation.

Il also includes body languagc. (http://www.siI.org/LinguaLinks/pricing)

Listening

Listcning comprchcnsion is a receptivc skill in the oral mode. It refers to

lislening and understanding what we hear. In our first language, we have all thc

skills and background knovvledge we necd to understand what wc hcar, so we

probably aren't even aware oí" how complex this process is. On the contrary, in a

sccond languagc, this process is more diff icult sincc our ears have not been in

contact wi th thc language, we lack ot" prcvious experience and background

knowledge of thc target language.

.(http://www.sil.org/LinguaLinks/pricing)

According to Jcremy Harmcr (1991: 52), it is thc teachcrs' responsibility to scc

that all the skills are practiccd; a good idea for doing this will be to use aclivities

in which students are intcrrclaling thc four basic skills , for example:

• Learning centre activitics.

• Projects.

• Problem solving.

• Writc and role play dialogues.

• Find someone who

• Make collagcs bascd on storics' conlent.

• Order and sequence stories.



• Rcconstruct slorics.

• Créate posters based on videos.

• Compctition games.

• Communication ganies.

• Information gap aclivities.

• Relaying instructions.

• Reaching a consensus.

• Find similarilies and ditTerences.

• Intcrpcrsonal cxchangcs bolh written and orally.

4.2. THE STUDENT-CENTRED TEACHER'S AWARNESS OF

LEARNING STYLES AND STRATEGIES

Studcnts' academic succcss is influcnccd by emotional, biological,

psychological, and cultural factors. In ordcr to facilítate academic succcss, il is

importan! to providc Icarning expenenccs thal are accessible to all students with

all Icarning prelerences. The teacher is in charge of helping students to adapt lo

school demands and of helping students Icarn through thcir own slyles. Thc

school should use a tcaching modcl that focuscs on Icarning stylcs, which

cncouragcs students to "strctch" and strcngthcn thcir weaker arcas.

(http://www.ncbc.gwu.edu/indcx.htm)

A Studcnt-Ccntrcd leacher must be aware of the learning styles of his/her

students since he/shc is rcsponsible ibr molivat ing them, and for making su re

that thcy hccomc involved in Ihe learning. At the bcginning of thc school ycar,
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thc tcacher needs to íind oul students' learning styles. This can be done in

diiTerenl ways: by using a video to find out students' strcngths and wcaknesscs,

by giving them qucstionnaircs about their learning prefcrcnces (Annexes 4, 5, 6,

7.), by asking a collcague to observe our elasses (Anncx 2), by using learning

style inventories (Annex 7), by using previously preparcd checklists (Annex 3),

and by having a conversation wi th students (Annexes 4, 5. ) (Rcid, Joy: 1995)

Thc tcachcr analyscs thc data collccted and fínds out studenls1 learning styles

(Annex 8), so he/she can providc activities with a variety oí" learning cxperienecs

to accommodate thc various learning slylcs and múltiple intclligenccs

(menüoned in chapler 2) that exist in the classroom. Then, all students will have

aetivities that appeal to them, and they will be more likcly to be successíul in

thcse activities. The feeling of success wi l l be a motivating factor ibr aequiring

the languagc. (Davis, Evclyn: 1994)

4.2.1. Activities for All Learning Styles

Alicia Marinángcli in her articlc "Focusing on Different Learning Styics" (April,

2001), proposcs somc activities that are appropriate for all learning slyles and

intclligcnces:

• Dcvclop pmjccts in groups (Visual/Spatial, Linguistic; Kinesthctic,

Inlerpersonal, Logical-Mathcmatical)

Matching (Logical, Visual-Spalial): Match th ings Ihat are rclatcd.
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• Dancing cluiirs (Kinesthctic, Spalial and Musical): The teacher places

numbers on chairs (the nuniber and the writlen I'orm.). As studcnts listen lo

music, Ihey dance around the chairs, (thcrc should always he a chair less than

the numher of studcnts), when the music stops, they have to sit down and say

the number of the chair they are sitting on aloud; ibr example, "This is

numbcr fivc'". The child who could not manage to sit is eliminatcd, and Ihe

rest have lo find out what numher has heen taken out. The aim of this

activity is to review numbers..

• Follow the Unes (Logieal, Visual-Spalial): On a piece of paper there are

diffcrent animáis and their ways to go home, which are scramhlcd. Sludenls

ibllow the pads to find the animáis' home. The aim of this activity is to

practicc animáis and to identify their habitat.

• Follow the numbers in the corred order and join the dots. (Logieal, Visual):

Studcnts conneel the dots (with numbers of letters) and find out the hiddcn

pieture.

• Streamers. (Art, Kinesthetie): Sludents fold a piccc of papcr likc a

concertina, and draw onc of their favourite picturcs on íhe front; then, they

cul out the shape, unfold Ihe concertina and write down in each fold any

vocabulary word, grammar point or contcnt being studicd. Then, in pairs

studcnts compare their concertinas orally.
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• Making crujís according to Ihc topic heing studicd. (Art, Spatial, Kincsthetic)

• Guess the ñame (Linguislic, Musical, Kineslhelic, Visual): One studcnt gocs

lo the i'ront and imitatcs an animal, and thc rest havc to gucss what animal it

is (this activity can he applied to any topic, including music).

• Finding thc rhyífim ofwords. (Linguistic. Musical): Studcnts listen to a chant

and rcpcat it using the propcr rhythm hy clapping thcir hands.

• Do you kno\v animáis in dan ge r. (Naturalistic) Studenls look for informal ion

ahout animáis in danger and créate posters ahout thc animáis, their habitat,

región, ihe way ihcy are found, hahits, food, etc.

• Créate their own slories and present it to the class using visual aids or

costumes. (Linguistic. Visual. Kineslhetie. Inlerpersonal)

• Making posters ahout naíure. (Naturalislic, Art, Kincsthelic, Visual-Spatial)

• Finding the differences in two pictnres or texis. (Visual-Spatial)

• Cloze songs (Musical, Auditory) Students complete the gaps as they listen to

Iheir favourile songs.
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Thc activitics mcntioncd abovc are not the only ones Ihal ibcus on the difíerenl

learning styles and inlelligences; there are a wide variely oí" them. They can he

adaptcd according to thc Icvcl, thc age, the background, thc nccds of thc

studenls and the topic studicd.

4.2.2. Introducing Learning Strategies in the Class

Languagc Learning Slralegics are specific actions takcn by thc Icarncrs which

enhance any part of the Icarning-acquisition proccss. They contribute lo the main

goal of communicativc compctcncc. Learning slrategies are problem-oriented

and allow learners to beeome self-directed. They involve many aspeets of Ihe

Icarncr, and are nol always observable. (Chamo! & O' Mailey: 1994)

In ordcr lo introduce learning stralegies in the elass, tcaehcrs must undcrstand

thc stratcgics and fccl confidcnt with ihcm. They should start with the simplest

slralegies: for example, imagery and queslioning. Thc stratcgics that studenls use

in their nativc languagc can be Iransferred for doing tasks in Ihe seeond

languagc. Slralegies with Ihe widest applicalions should be learnt firsl,

espeeially Ihose Ihal involve the íbur hasic skills. Tcacher nccd to he surc ihat

thc stratcgics are approprialc for studenls' Icvel and nccds as wcll as for thc

coursc objcctivcs. (Oxford, Rcbccca: 1990)

In Ihe CALLA Handbook by Anna Uní Chamot and J. Miehael O' Mailey

(1994: 60-61), wc find that learning stralegies can be learnt. They transfer (o

ncw lasks and hclp sludents lo Icarn more cffcctivcly. Thcrcforc, Fnglish
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teachers should proinote leurning slratcgies in thc class. We can apply the

following Lcarning Stralcgies in the lwo groups we are working wi th ; however,

wc nave to mcntion thal il is easicr wilh clcvcn-year-old students, bccausc they

are more mature and are more conscious of what they are Icarning; whcreas six

ycar oíd students are not conscious of whal they are learning; they acquire Ihe

languagc just because they l ikc whal they are doing.

According to Thc CALLA handbook by by Anna LJhl Chamo! and J. Michael O'

Mallcy (1994: 60-61), learning slralegics can be divided in three main calcgories

Metacognitive, Cognitive and Social-affcctivc.

Melacognitive Slrcitegies: students plan íbr Iheir learning, monilor thcir own

comprehension and produclion and evalúate how wcll they havc achicvcd a

Icarning objectivc.

• Sel goals by themsclvcs to have a purposc for learning.

• Actívate buckground knowledge: relate learning with students prcvious

knowledge and experience.

• Prcdicl: imagine or guess what is coming in a text.

• Organi/.alion and planning for learning: follow some stcps and organi/e

information.
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Slríitegies: Sludcnts manipúlale ihe material lo he learnl mentally or

physically.

• Find speeilic iníbrmalion, scanning.

• Grouping: organi/c or associate information according to iheir

characteristics or similarilies.

• Using imagery : visuali/c, make pictures, créate new things.

• Using physical responses or sensalions such as feelings, mime and gcstures.

• Taking notes: wrile down importan! words and concepts.

• Transfcr knowlcdgc of students' nativc language and relate it with thc largct

language. Rccognizc words that are similar, (cognatcs)

• Summari/ing: créate a mental, oral or wrilten summary of informal ion.

• Highlighling importanl or necessary iníbrmalion.

• Manipúlale ihc language and act oul: for examplc, use role plays or

simulations.



Social AJ'fecüve Strategies: SludenLs inleract with others in order to assist

Icarning, as in cooperative learning, or ask qucstions for clarificalion. Studcnts

use affectivc control to assist Icarning tasks.

• Taking risks wiscly: do not be afraid of participating during thc Icssons.

• Receiving and sending messages: interact with others to communicate.

• Coopcrating with pccrs: share Information, expericnccs, feelings and ideas

with others; help others.

• Ask if it makcs sensc: ask qucstions to clarify doubts. S
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4.3. SHARING VALÚES TN THE ENGLISH CLASS

Nowadays, it is vcry difficult for childrcn to grow up in a world fu l l of problems.

The media and the cnvironmcnt around the child presen! an image of a world

without human valúes. Tcachcrs have the diff icult task of guiding their studcnts

to survive wi th in society, to take the right decisions and to have an appropriate

lite style. (Curwin, Richard & Gen: 1989)

Machotka (1964) defines human valúes as a group of inner principies hased on

our previous expcriences that have becn morally analysed. Thcy are our personal

Identification and dcfinitcly influcncc our Uves, bccausc thcy guidc our

bchaviour. According to the Sathya Sai School in the United States, whcrc

human valúes have been employed in its educalional syllabus and have

successlully produced academically excellenl and responsible sludenls, Ihere are

five basic human valúes: Truth, Right Conduct, Peace, Love and Non-Violence.

These valúes are nurlured through daily practico and musí be integrated in the

school curr iculum, (www:sathyasaischol.com/contcnt/about/values.htm)
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TRUTH

Students live truth by being honest; treating their classmates equally without any

prejudice, and by living their lives with dignity and integrity. Truth also involves

searching íbr knowledge and self-analysis, bccausc it is vcry important thal

studcnts know who thcy are and what thcy want during their school ycars.

RIGHT CONDUCT

The most important aspect ahout right conduct is the respecl íbr others and íbr

themselves. Students practicc right conduct whcn thcy are responsible in

pcrforming all their school dutics and whcn thcy are hclpful both in thc school

and oulside it. Right conduct is reflected when Icarncrs show gratitude to the

pcople who help them. Discipline is part of this valué because it is necessary íbr

studcnts to help themselves to accomplish their goals with courage.

PEACE

Peace is fostcrcd by studcnts if they are patient and calm. It ineludcs being

perseveran! when reaching goals and underslanding thal everybody has a

diíferent point oí" view. Students are pracücing peace when iney respecl

themselves and have a healthy l iving that maltes them lee! happy.



LOVE

The valué oí lovc is nurturcd in lite by caring íbr others and sharing things.

Studcnls are practicing Ihis valué when íhey show íriendship, tolerance,

compassion and kindncss; and when they are generous.

NON-VIOLENCE

Non- violence helps learners to change Ihe violent world whcrc íhey live inlo a

peaceful place. Studenls apply this valué when they are awarc of thc problems of

thcir socicty and are conccrncd for all lifc. Studcnts musí Icarn to forgivc in

ordcr to Uve in a unitary place whcrc cvcrybody has his/hcr own rights and

duties.

A Studenl-Cenlred teacher musí guide learners lo praclice human valúes in all

activilies; he is in charge of crealing a posilive class atmosphere where sludents

can be thcmsclvcs, bccausc iherc is always trust and support. Tn a Studcnt-

Centred class, sludents acquirc thc languagc at thcir own pace, without any

pressure; errors are accepted and nobody is allowcd to makc fun of olhcrs'

mistakes. The school curriculum musí be flexible lo be adapled lo Ihe needs of

all Ihe studcnls since everyone's Ihoughts, abilities and feelings are respected.

(Curwin&Geri : 1989)
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4.3.1. Activities that Help Develop Human Valúes

Bascd on thc hook Como Fomentar los Valores Individuales hy Richard L.

Curwin and Geri Curwin (1989: 5), the first thing tcachcrs should do in ordcr to

include human valúes in the class, is to hclp Icarners to discovcr thcmsclves. It is

lo say to develop their inlrapcrsonal inlclligence, here are some ideas Ibr doing

Ihis:

• Give sludenls a list of queslions with likes and dislikes.

• StLidenls write importan! things ahout themsclves with the Icttcrs of iheir

ñames.

• In groups, find out Iheir similarities and diffcrences lo discover that they are

special and unique.

• Studcnts makc a collagc ahout thcir fu tu re goals.

• In groups, students visuulize thcmselves as dilTerent things lo perceive Iheir

personality with humourand imagination.

In thc articlc "Focusing on Diffcrcnt Kearning Stylcs", by Alicia Marinángcli

(April, 2001), we found some tasks that hclp Icarners reflect on valúes, whcre

they can develop Iheir interpersonal inlelligcncc, such as:

• Thc use of cooperativo Icarning, where studcnls help each other and share

material, cxpcrienccs and goals.

• Listen lo stories with moráis.

• Organi/c activities to hclp thc community.
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• The leacher can group studcnts with differcnt abilit ics so thcy learn to

résped and help othcrs.

• Studcnts havc rcsponsibilitics in Ihc class.

• Learners are encouraged lo accomplish with the rules sel by thcni.

• Studenls design a survey form to find out how honcst pcoplc in the school

community are.

• Studcnts are given some comics that show kind actions, thcy are askcd to

imagine the s i tuat ion.

• Brainslorming about stLldents1 knowledge oí valúes.

• Tcachcr conducís a humanistic activity likc Find Somconc who has bcen

kind to his/hcr mothcr today.



CHAPTER 5

5. THE STUDENT-CENTRED CLASSROOM

In a Studenl-Centred classroom, all learning styles are considered. There are

dccoralions, arcas in thc class and tasks that favour all learning prcfcrcnccs.

To hclp Visual learncrs, thc classroom should be dccoratcd with lots oí" visual

aids, íbr example: poslers, signs, niaps, ílashcards, picturcs, photographs,

drawings, realia, aniong others. The classroom rules should be posted on the

wall , so that Icarncrs are constanlly looking at theni. The new information

should be prcscntcd visually, by using diagrams, illustrations and topic webs; thc

teacher should use gcsturcs to facilítate thcir comprehcnsion. Thcrc should be a

special place in the classroom where studenis are able to choose magazines,

books, stories and handouts to rcad according lo thcir intercsts. Thcrc should

also be a córner where students can develop iheir art abilities; they can play with

colours, draw and paint. Students should be given opportunities lo rcscarch in

books, on thc Internet and to watch videos rclatcd to thc topic bcing studied.

(http://www.cocdu.usf.edu/morris/mulliplc.html.)

To favour Auditory Icarncrs, there should be a special place in the classroom íbr

a compact disk player, where sludenls can lisien to dialogues, songs,

convcrsations and situations in the targcl language. The instruclions should be

givcn orally. By working in groups, students havc thc opportunily lo intcracl

with each othcr, they discuss topics that inlcrcst and altract iheir attcntion. Thc
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sludents rcad stories aloud and sharc Ihcir fcclings, opinions and conclusions

wilh Ihe class. There should he niusic in Ihe hackground; students should he

exposed to videos and should pcrform tasks in which thcy dcvelop iheir audilory

sk i l l s . (Diaz Maggioli: 1995)

To hclp Tactile-Kinesthetic learners, the class musí have a place where students

can play and movc frcely. Thcrc should he an arca whcrc students can

manipúlate and créale th ings wilh Ihcir hands. Anothcr scction of thc classroom

should include a small theatrc where learners can play with puppcts, get dressed

up with coslumes and prcscnt role plays. It is importan!, to expose kineslhelic

learners lo music since they love lo dance. The classroom should not he thc only

place ibr learning; sludents can go oulside the class lo play gamcs rclatcd to thc

languagc class. Thc class should havc hlocks, puzzles, playdough and anything

that students can count and manipúlate. Students should be s i t t ing whcrever they

íeel comíbrtable, Ihere are cushions and roughs availahle in the class. (Diaz

Maggioli: 1995)

5.1. CLASSROOM ENVIRONMENT AND MOTIVATION

Thc classroom cnvironmcnt in a Studcnt-Ccnlrcd class must be comíbrlable and

wilh a posilivc almosphcre, free l'roni pressure, whcrc students enjoy their

learning experience, and work wilh enthusiasm to achieve their goals. The

Student-Centred classroom should be a place where sludenls work cooperalively

as a team, acccpting and rcspccling othcrs' ideas. Students should be aclivcly

involvcd in thc class and should havc particular rcsponsibilitics. Every s tudent
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Social Lcarning Thcory by Albert Bandura tells us that il" sludcnls see

enthusiastic and engaged tcachcrs, thcy will tend to modcl thcsc bchaviours. If

thcy see older childrcn or their peers rewardcd and rccognizcd for being

dedicated Icarners, they will model thcir bchaviours. They are continually

cngagcd in observational learning, and thcy are molivalcd lo do Ihe things thal

"cstccmcd" modcls do.

(http://www.gse. uci.edu/edl73online/notcs/173unit6.html#kcy)

In the book Educational Psychology: EITcclivc Teaching, ElTeclivc Learning

(Elliott, Kratochwill, Litllefield, Cook and Travers: 2000), ihere are many

diffcrcnt approachcs to motívate students who sccm unmotivated, thcrc are a

number of strategies that can be used to enhancc the motivation of all students,

for instancc:

• Give cach síudeni a sensa of parpóse for learning. Many students do not

nave a sensc of thc valué of what they are learning. Students have to realize

the imporlance and the meaning of what thcy do in thc classroom and about

how useful il is to achieve iheir goals for their personal lile. Learning that is

relevant to their lives and seeing how skills can be applied in Ihe real world

can be especially valtiable.

(http://www.ncrcl/org/sdrs/arcas/issucs/studcnts/atrisk/at6Ika.html)

• Establish lii^fi expectaíions for all studcnls: Studenls wilh high expectalions

tend to suceccd bccause they are supporled by the teachers and by Ihe

school. Teachers should have positive and high cxpcctations for cach
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studcnt; in other words, they should have Faith in their learners. This can he

done hy te l l ing thc child supportivc phrases likc "This work is importan!; I

know you can do it; I won't givc up on yon; You are doing great. "

(http://www.ncrel/org/sdrs/areas/issues/studenls/atrisk/al61ka.html)

Provide opporiimities to succeed: Teachers provide a broad range oí

activities and assignments íor students in order lo help them experience

success. Learning activities must be at a level where children can succeed.

Tasks should he challenging but achicvahlc, thcy should be structurcd in

such a way that thc ehild can dcvelop his/her abilitics.

(hltp://www.ncrel/org/sdrs/areas/issues/sludents/atnsk/at61ka.hlml)

Recognize learners' improvement: Students necd to rcccivc positivc

rcinforccment for thcir success, bccause it is very important that students

know thcy are improving. Thcir incrcmcntal improvcmcnts musí he

recognized to motívale Ihem lo conlinue trying and to enable them to leel

good ahout the aecomplishments Ihey have made.

(http://www.ncre]/org/sdrs/areas/issues/students/atrisk/at61ka.hlml)

Créate a cu ring and supportive environment : The classroom needs to be a

proleclive place where children íeel supporl íbr their learning and sense Ihey

are cared ahoul, bccause many children and adolescents are strcsscd by their

individual problems. Many sludies show ihal youth of all ages and
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backgrounds indícate that what they want most in school is a tcachcr who

cares ubout them.

• (http://www.ncrel/org/sdrs/arcas/issues/studcnls/alrisk/at61ka.html)

• Providc guidance and support to students who are experiencing difficulíy:

Studcnts who have difficulty ¡n pcrforming the given lasks can benefit froni

a teachcr's extra hclp. This can be done by working with thc child aftcr

school or f inding special time for him during the school day. It also may

mean working with him lo set specific, shorl-terní goals Ihat can help him

experience success.

(http://www.ncrel/org/sdrs/arcas/issues/students/atrisk/at61ka.himl)

• Help students who are nnmotivaled develop a sense that they can succeed

and are in control of their own learning: Frequently, when children

experience failure, they begin lo perceive Ihat they are not good for learning

a languagc and they dcvclop a ncgativc sclf-image and labcl thcmselvcs as

"dumb." By hclping learncrs cstahfish personal goals, more specific

objectives, and timelines and actions lo achicvc them, a tcachcr can hclp

such children develop a sense of Iheir own personal growlh.

(http://www.ncrd/org/sd rs/arcas/issucs/students/atrisk/atólka.html)

In ordcr to motívate sludents and make them interested and active in thc class,

the tcachcr should demónstrate and talk about his/hcr own cnthusiasm for thc

course material, and how it affects him/her personally from thc first day. Trie

material used musí be connectcd to students' lives. For example: if the lesson is
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about importan! landmarks, lake sludenls lo thc tourist sites of thcir community.

As the tcachcr is prepanng the lesson plans, he/she should th ink why a studcnl

nccds to know that. (http://darkwin.uorcgon.edu/tep/bcginnings/index.html)

Lessons should be taught according to the varied learning styles o i" the students

beeause if Lhe leaeher is wil l ing lo eonsider all the studenls' needs and adapt

his/her leaching style aecordingly, thcn shc/he will probably havc much more

success as a teachcr. (http://darkwin.uoregon.edu/tep/beginnings/index.html)

Melyssa Myriad (1999) in her arlicle "Classroom Molivation" suggests some

tips ibr motivating sludenls. She starts by saying that a lesson should begin with

an eye-calching activity or challenging questions; Ihen, she mentions that thc

teacher necds lo explain Ihc reason for studying thc topic, cstahlish clcar

cxpcctations for thc students and allow thcm to particípate in decisión making.

Myriad argües that lesson should be rclatcd to real lite and should includc cye-

catching displays. According to her, the teacher should encourage studenls,

telling Ihem when hc/shc sccs elTorl and improvcmcnl, and musí be caring and

empathetic. She points out that ihere should be a supportive classroom

atmosphcrc and thc contcnt should be pcrsonalizcd as much as possiblc. Myriad

concludcs saying that both tcachcr and students should see mistakcs as

opporlunities for improvement.

(http://geocities.com/athens/8020/)
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5.2. TASK-BASED LEARNING

In task-bascd Icarning, thc language is acquircd as a rcsult of somc dccpcr

experience, Ibr students develop a widc varicty of tasks. Task-bascd Icarning

provides a language rich environnient input Ibr the learner, and, at the same

time, makcs the tcacher reflect about the aelual intcrcsts and needs of the learner.

Allwright (1977) and Prabhu (1987) agrce that mcaning and tasks are thc basis

for language Icarning. According to Allwright (1977 P. 5), the bes! way to

acquire a language is by using authentic activities that involve learners in

solving communication p roble nis in the I argel language.

Language tcachcrs should include a lask-based approach to their classroom

sincc, in this way, thc ovcrall nccds of thc child are considcred. This Icarning

focuses on the individual child; each child is encouragcd to acquire language at

his/her own pace and manner. Students are actively involved in meaningful

aclivilies, and they manipúlate the language to accomplish their personal goals;

thus, they feel motivaled and interested in what they are studying. Task-based

activities havc practical educalional valué, ín lask-based learning, students are

introduced to a widc rangc of natural English, which is meaningful and

understandablc; thc language is not an artificial, pre-delermined sequcnce of

grammatical slruclurcs or íuncüons. Childrcn can work in a mixed abil i ty group,

where those with a higher level can help lower level classmates. (Bumpass:

1999)
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In the arlicle, "Task-Based ActiviLies: Making ihe Lunguage Laboratory

Interactive" by LecAnn Stonc, (RRIC Digcst) 1991, we read that there are three

main critcria tbr task-based activitics.

• First, thcy havc a goal or purposc that rcquircs the use of the targct languagc,

but is not itsclf ccntrcd on thal languagc. Forcxamplc, studcnts créate a story

and role play it.

• The second crilerion involves using malcriáis thal are attractivc to the

studcnts and facilítate task performance. The tasks must be challenging and

intcrcsting for the Icarncrs. For cxamplc, drawing or pasting a piclure oí" a

studenf s peí and wrile ils biography.

• The third charactcristic of a íask-bascd activily is ihal it involves the student

in a way that intrinsically motivatcs them, lowers the affective filtcr, and

crcatcs a desire to succeed. "One clcment of motivation is to want somcthing

and lo wanl somelhing is to be motivaled" (LeeAnn: 1991). For example.

competition gamcs, activitics rclated lo Ihings thcy likc.

A way of involving studcnts in task-bascd learning is by applying Prqjccts and

Lcarning Centres.
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5.3. PROJECTS

A project is a pedagógica! stratcgy based on ihc planning and cvaluation of a

group of activities and proeedures wilh ihc objective of reaching a goal sel by

Ihe students according to their interesls and necessities. (Aylas and Solis: 2001)

Project work is an active way of Icarning, hccausc it involves the developmcnt

of inlcrcsting activities in mcaningful situations relatcd to students' lives, wi th

the purposc of having an end product Ihat is considered as the students' goal.

(Huaranga: 1999)

By working on projects, sludents ean intégrate meaningíul activities, learn ncw

concepts and relate iheir previous experience and background knowledge wi th

Ihe ncw languagc, both individually and in groups. Sludcnls work in a

cooperad ve way, rcscarching, sharing information and discussing rclcvant

lopics. Learners develop their skills and abiliües in useful tasks. (Huaranga:

1999)

5.3.1. Steps to Develop Projects in the Class

According to Carmen María Samanicgo B. in hcr arliclc "Aprcndi/.ajes

Significativos de Lecto-escritura a través de Proyectos Integradores", presented

at the Sccond Latin American Congress of reading and wriling in 1996, in order

to develop a project, it is important to considcr Ihe following stcps:



1. Previons organizaíion of ihc projecí: in this phase, holh teacher and students

analyse thc prcscnt situation and nccds. The teacher can makc a lisl of the

problcms, interests and needs of the learners. In this phase, the teacher can

make an analysis of the curr iculum in tcrms of the objectives, activities and

skills. The analysis can be done by using observalion grids, dialogues wilh

students, students' notcbooks or portfolios, and special cvents that take place

during the class.

2. hnplementation of thc Projecí: for implemenling a projecí in the class, ihe

teacher ncgotiatcs the lopic wilh sludcnls by guiding Ihem lo feel the need

for Icarning somclhing ncw, or for solving problcms, or thc desire lo

rcscarch more about thcir interests and curiositics. Wilh beginners, this

ncgotiation is done in thc mothcr tonguc. Once thc topic is choscn, bolh

leacher and sludents musí be sure aboul Ihe purpose of the projecí and how

Ihey are going to develop it.

3. Planning and Developmení of llie Projecí wilh Learners: In this phase, the

teacher and the students have a conversation about how the project is going

to be developed, taking into consideration the following poinls:

• Sludenls' previous knowledge aboul the lopic.

• Thc sludents' objeelivcs for Ihe project.

• Anticipated problems.

• Activities and tasks wilhin the project.

• Duration of the project.
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• Material nccdcd.

• Learners' responsibilitics.

• The cnvironment.

4. Development of {he Project: During this phase, the sludents perform the

tasks and aelivitics in groups; in caen group, studcnts dcvclop an cnd

product, and evcry studcnt has his/her own responsibility wi th in the group.

The teacher's role in this step is to facilitatc, to guide and lo help learners.

5. Sharing of the Leaniing: Every group prescnts thcir cnd product orally and

sharcs thcir experience with the elass. Their work is posted around the elass

or outside it where the rest of the sehool can see it.

6. Evalaaíion of the Project: The cvaluation is done by the teacher during

development of the project by using checklists; bul also it is done as a

convcrsation with students to anulyse how much they nave improved by

completing the project.

7. Meiacognition: Whcn the project is complctcd, studcnts rcflcct on the

Icarning stratcgics applicd, aceording to thcir abilitics.



5.4. LEARNING CENTRES

Languagc is Icurnt hcst if it is prcsentcd as a pcrsonalizcd cxpericncc in which

students are hcing involved in the process; this is íacilitated by learning centres.

Learning centres are specific áreas in the classroom designed by the students

with the help of the teacher, which are a vchicle ibr moving students away from

a teachcr dominatcd cxpericncc. Tn a centre, students can find a varicty of

learning alternalives, material and media to enhance the development of

concepts, themes, topics, skills or students interests. Any learning, reinforecment

or interest activity in whieh a student can direcl his/her own learning is

considered a learning eenlre. The main objective oí learning centres is lo help

students to become self-directed. Sclf-dircctcd learning is reached when students

havc alternativcs to make thcir own choiecs. (Waynant & Wilson: 1974)

The contení of the centre musí be rclalcd to students' needs and inlerests;

learning centres facilítate the application of learning stylcs. A centre must have

clear directions bccausc it hclps students to work independently without teacher

inlervention. Sludenls need lo know why Ihey are working in Ihe centre;

therefore, Ihey need clearly stated ohjectivcs. A centre should have mult i- level

activitics, since learners havc diffcrcnt ways of learning, and thcy Icarn at thcir

own pace. Learning centres facilítale group work whcre students Icarn togethcr

as a team and have the opportunity to intcract with cach other. A centre should

include manipulative activities as well as paper and pencil activities. Answers

should be availahle in the eenlre, so Ihe studenls do not need Ihe teacher's

correelion. (Waynant, Louise & Wilson, Rohcrl: 1974)
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Aeeording to Louise F. Waynanl and Roberl Wilson (1974), Ihere are different

stcps to Ibllow when developing a centre:

1. Negoíiaíe wilk students the ñame of the ceñiré: in a dialogue with thc

teacher, students decide on thc number of centres and a ñame íbr each one.

2. Identify the purpose of the centre: a centre can havc ditTcrent purposcs, such

as to introduce ncw languagc, to rcinforce previous learning, or to stimulale

or cxtend intcrcst; anothcr purposc could be lo diagnose students' needs.

3. Specify the objeclives for the students to achieve: sludents need lo be aware

of Ihe specific objeclives of the tasks they are performing in the diflerenl

ccnlres, so ihcy havc expcclations for their learning.

4. Choose activities with the students: il is importan! to negotiate activitics with

thc Icarncrs, but thc tcacher has to be carcful that the activities are rclatcd to

thc objectivcs and that Ihcy appcal lo all learning stylcs existing in thc class.

There should be a variety oí" highly motivational aclivilies like games, films,

animáis, realia, ele.

5. Choose the material: A centre should have all thc material neccssary for the

students. In ordcr to make the most efficicnt use of time and material, thc

material should be carcfully choscn lo motívate Icarncrs. Thcrc are different

kinds of material: Commercial malcriáis like learning games, tape recorder,

transparencics, lapes, eompact disks, flannel or magnetic boards, workbooks,



Masticareis, toys, puzzles, picturc cards, board manipulat ive materials, etc.

Contení malcriáis: catalogues, newspapers, pholos, ads, maga/ines,

brochures, labels, picturcs, maps, postcrs, TV guidcs, etc. Conslruclion

materials: stapler, lape, cardboard boxcs, plástic containcrs, popsiclc slicks,

conlact papcr, envelops, glue, scissors, pencils, pens, crayons, colour pencils,

cans, playdough, painl, painl brushes, etc.

6. Prepare the instructions for the centre: The targct language should be uscd

for giving instructions. Instructions musí be clear, legible and organizcd so

that students can work by thcmsclvcs, visual aids facilítate comprehension.

Wilh younger students, Ihe instructions should be more specific. The teacher

has to be careful in using lerminology familiar lo Ihe sludents, and examplcs

may be useful.

7. Develop the centre: stlldcnt work in groups to créate an cnd product, sharing

their ideas, thoughts, feelings and abilities. The teacher monitors students'

work.

8. Evalúate students' performance: Constanl íccdback is very imporlaní; if no

fcedback is providcd, studenls may rcinforce incorrcct associations, or thcy

may becomc discouragcd troni lack of responso from ihcir cflbrt. Fcedback

provides the teacher with diagnoslic information about students1

performance and progrcss. The evaluation can be done in different ways;

self-correcüon, sclf-evaluation, teacher evaluation and joint student-leacher

evaluation.
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The introduclion of learning centres in a languuge class has man y advanlages: it

reíales English wi th other suhject arcas, can he organi/cd around a largc varicty

of topics, integrales students' ski l l s and considcrs thc diffcrcnt learning styles.

Learning centres providc a balanccd comhination of structurc and studcnt

freedom, and encourage students to take responsibilily for Iheir own learning.

Acliviües are nol isolaled, they are combined wilh appropriale malcriáis, and

students have the opportunity lo make choices. (Davidson: 1980)

Learning centres can be a bcncficial approach for schools that considcr thc

studenl the centre oí" every class aclivily, Ihat see learners as whole people, that

are aware of sludents' learning styles, and have failh in sludenls1 performance.

The classroom should be a place where sludenls feel comíbrtable, happy and

enjoy the learning experience.
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CHAFFKR 6

6. PRELIMINARY OBSERVATION

The Student-Cenlred Approach will be applied with two groups of students at

Atenas elemcntary school: six and eleven year olds. At the age of six, children

acquire languagc in a different way than al the age of eleven. When thcy are

younger, they have had less previous experience wilh the language, and oí" the

vvorld, so their vocabulary is not very wide; they are not aware of the structures

of the languagc; thcy use it, but can not identify specific linguistic units such as

syllables, words and scntcnccs. Bascd on Piaget's theory of intelleclual

development, six-ycar oíd children are in thc prc-opcrational stagc, so thc

teacher can not includc abstraction in the class. Hc/She can use short storics with

simple conclusions. Studenls are able lo classify objecls and counl using

numbers. On the other hand, at the age of eleven, students can perform mental

operalions with real and concrete objecls and situations.

(html://www.wpi.edu/isg_501/nsushkin.html#piaget)

At six, children follow adult modcls. Thcy admire cvcrything thcir parcnts and

leachers do; on thc other hand, at eleven, they follow their peers' model, and

admire what their friends do. (Level, W: 1978)

Six year oíd children are very interestcd to discovcr new things about Ihe

languagc; thcy are always ready to receivc input and are happy lo hcar and play

with thc language bccausc, according to Piagct, thcy are trying to undcrstand the
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world. On thc contrary, cleven-year olds have had a previous experience with

thc language, which could be positive or negative. If i t was a ncgativc

experienee, there would be an afiective fi l tcr that hlocks or impcdes the

language aequisition process. (Krashen: 1987)

Evcry studcnt has his/her individual way of learning, whieh allows him/hcr to

take advantagc of the knowlcdge given by thc tcachcr. In many cases, tcachcrs

are not aware of Ihe learning slyle of the students, and trcat all studcnts in the

same way, forcing them to read, write or listen. If thc teachcr's leaching style

and a student's learning slyle are in eoncordanee, there is a "slyle marriage"

whieh favours both Ihe teaeher and thc sludenl; orí Ihe other hand, if the tcaching

style is vcry diffcrent from the learning style of a student, Ihere will be a "style

war," whieh impedcs thc Icarning-aequisition process. In order to avoid this style

war in our elasscs, wc are going to implcmcnt a ncw way of leaching English

(Student-Centred Approach), based on students' interests, by analysing their

individual ways of learning. (Diaz Maggioli: 1995)

We thought that if we are aware of the style of learning of our studenls, we will

be ablc to makc our elasscs more enjoyablc and appropriate for every learning

slyle. Thercfore, we havc observed two of the groups we teach, second year and

seventh year of basic eduealion.



The first ohservations wcrc rccordcd hy nole taking, using obscrvalion grids

(Annex 2), without considering any specific aspcct of thc class, just for thc sakc

of seeing the natural developmcnt of lessons. We obscrvcd each other's classes

for fivc days an hour daily, taking notes of students reactions to the input given

by thc teachcr; whethcr they rcspond better if they are shown or told what to do,

or if they are askcd to manipúlate the language.

The following wcck, wc rccordcd each other's classcs in diffcrcnt stagcs of thc

lesson to find out the physiological indicators of Icarning preferenccs. Thc third

week, we gavc studcnts some previously preparad queslionnaires (Annexes 4, 5,

6, 7) according lo the ir level, in order to reconfirm their preferences when

learning English. In [hese questionnaires, they liad lo tick, draw or wrile Iheir

favourite way of fearning.

In Ihc last obscrvalions, wc applied some checklists (Annex 3), based on Ihe

charactcrislics of thc differenl learning styles. Wc focused on learncrs1

responses, altiludes and performance during specific tasks.

When we finished obscrving the lessons for the period of four weeks, wc

arranged a post obscrvation scssion to anafysc all thc data recordad. (Annex 8).

Reviewing thc information collected by note taking, wc wcrc ablc to scc that in

both classes, thc tcachers used the target language all thc time, made use of

visual aids like the board and in some cases flashcards. They used music and

warm ups lo arouse students' interesls; however, they were not concerned aboul

thc Icarning styles of Ihe students, bccausc everyone was doing the sanie
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activity. Studcnts did not havc thc chance to choosc what thcy wantcd to Icarn,

to develop their abilitics, to cooperate and interact with cach othcr, and to

discover thcir own learning. Students did nol know how to use learning

stratcgics. Thc way the teachers managcd thcir elasscs did not motivale sludents;

Ihey did not sccm to he involved in thc class; usually thcy uscd thcir mothcr

tongue, and sometimes wcrc intcrcstcd in other things. (Davis, Evelyn: 1994)

By analysing the videos with the lessons we rccordcd, we notieed that Ihe

elasscs wcrc basically bascd on a book or on written papcrs; Ihe tcaehers gave

thc instructions orally and thc students followcd exactly what thc book said. The

seating arrangcmcnts did not favour the learning process, students were in rows

or in pairs, whieh were not the besl way oí" inleracting; they rarely worked on

tasks according to their abilitics or interests; they did not use ihe targct language,

becausc the tcaehers did not give them Ihe chance to eommunicate, to solve

problcms or to develop projects. (Harmer, Jeremy: 1991)

Based on what Gabriel H. Diaz Maggioli (1995: 6) said in his article "Managing

Learning Stylcs in the Classroom", we anaiysed individual rcactions oí students

and their academic behaviour, whieh include: the way oí keeping iheir working

arca, the way of ohserving thc board, distraetion by noise, enthusiasm wilh

music, movement and use of gesturcs; imaginalion and visuali/.ation; written

cxprcssions whieh include: ncatncss, order, strength or weakness in writing, thcir

hand-wriüng, and the pitch of the voice, wc found out that:
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Tn sccond year, from twenty-nine studcnls, seven were generally Visual léamerx.

They needed to be shown what to do, nccdcd written dircctions, cxlensively used

highlighters and undcrlincd important information, wcrc motivated by photos,

slides and illustrations; added bright colours and decorations to their work, kcpt

their English notebook or book ncat. (Día/ Maggioli: 1995)

Threc wcrc generally Auditory, wc noticcd that they cnjoycd working with

othcrs, loved to talk and oftcn participatcd in oral aetivities; they nccdcd lo be

told what to do, and visual aids wcrc not ncccssary for them; they tended to be

weak al wriling and showed problems when they had to write in thcir notebooks.

(Día/Maggioli: 1995)

Three studenls were generally tacüle-kinesthetic, learnt by doing and touching;

they had a thick and hcavy hand-writing. This was noticed when sludents were

drawing or writing. Thcir notcbooks, books and papers were generally scruffy

and carclcss; usually, they did not pay attcntion to delails. We could sce that

Ihey moved around ihe class to touch different objects; thcir favouritc aetivities

included dancing, playing, acting, and total physical response. If they did nol

rcceivc enough sensory stimuli, they created thcir own movement, which usually

disturbed thc class. A variety oí" aetivities was very importanl for their Icarning,

due to the fact that they had a short atlcntion span if thc aetivity did not rnotivate

or intcrcst them. This kind of learners enjoyed group work and coopcrative

Icarning. (Día/Maggioli: 1995)
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The sludenls who showcd characLerislics of being tactile loved to do puzzles, to

makc crafts or to créate collagcs. Thcy were good al fixing and putting things

together and enjoyed working with dough; they likcd to count and manipúlate

things.

Fíve students were visual kincsíheüc; /hey showed characteristics of bolh

learning stylcs, and Icarnt in a hcttcr way if thcy could see, touch and movc.

They were good at wri t ing, drawing and colouring, hut, at the same time, thcy

needed movement.

Five students were visual-auditory; they learnt by listening and observing.

Finally, six wcrc audilory-kinesthetic; these students were good at acting,

dancing and singing with motion. Thcy wcrc cxccllcnt at participating in plays,

bccausc thcy could show thcir abilitics with music and dance.

At the same time, we analysed the seventh year students in thc same way we did

with the previous group, and we were able to see thal írom twenly-six students

only one was Visual, three were Audiíory, nine were Kitiesthelic, three were

Visual-Auditory, three were Visual-Kinesihelic, six wcrc Auditory-Kinestheíic

and two wcrc Visual-Auditory-Kinesthetic. Thc last group of students could Icarn

thc language working with activities ihat included all thc learning stylcs

mentioned abovc.

103



Due to all this informalion, we reaü/ed that in I he two groups obscrved and

analysed, studcnts had thcir individual general approach lo learning in rnany

dimcnsions, and we as teachcrs nccd to he aware of thcm in ordcr to improvc thc

leaching-learning process. By making our classes based on studenls1 individual

learning slyles, inleresls and concerns, and by centring every activity on ihe

learner, wc will try to demónstrate that sludents' behaviour and attitudc can be

changed in ordcr to hclp thcm to Icarn the language in a beltcr way.
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CHAPTER 7

7. DESCRIPTION OE THE APPLICATION GE THE "STUDENT-

CENTRED APPROACH" BASED ON STUDENTS' LEARNING STYLES

7.1 PLANNING THE NEW APPROACH

Before we applied thc "Studcnt-Ccntrcd Approach" in thc two groups, first year

and sevenlh year oí' basic educaüon, the teachers involved in Ihe projecl asked

the school authorities for permission to introduce this new approach in thc

English classes. The school authorities were very open-minded and glad to know

that thcre are teachers with innovativc ideas that will improve thc tcaching of

English at Atenas school.

After having the permission, the two leachers planned and organized all the

necessary details to devclop their classes based on the students1 learning styles

íbund in Ihe preliminary observation. Difíerent steps were followed; wc slarted

by cliciting an intcrcsting and attractivc topic from students, whieh will be called

a thematic unit; it was Vaca t ion. Thcn, wc had a convcrsation wi th students,

using the nativc languagc and somc English words, ubout what we could do as a

class projcct and we decided on í"Creaíhi}> a Vacation World in ¡he Cla.sx. "
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With the thematic unit and project, we created a lopic web based on the book

Teaching Young Studcnts English as a Foreign Language by Fayc Bumpas,

including some subject áreas of the curriculum such as: Math, Language Arts

(Reading, Writing, Grammar, Vocabulary, Spelling), Geography, Science,

Technology, Music, Drama and Art, keeping in mind the level, the age and

background of the two groups. After this, we negotialed with students the multi-

level activities and tasks in which they could discover their own learning, bascd

on specific objectives stated by thc studcnts, with the support of the teacher and

the curriculum.

Then, we elaborated a Didactic Unit Plan (see pages 1 11-124) for both groups:

second year and seventh year, for the period of six wecks, including:

A balance of the four basic skills: listening, spcaking, rcading and writing,

Specific objectives and purposes for developing the new approach stated by

the students with the guide of the teacher.

Contents related to the subjects áreas mentioned above.

Appropriate activities for every learning style that help to develop all the

múltiple intclligences.

Material chosen by the students according to their creativity.
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Evaliiation.

These plans were the basis for the prcparation of the daily plan.

7.2 HOW TO MOTÍVATE STUDENTS

Since some students showed lack of motivation in the preliminary observation,

one of our main purposes when introducing a "Student-Centred Approach" was

to increase their motivation. In order to do this we, as teachers, wanted to créate

a positive classroom atmosphere in which students could feel relaxed, happy and

considered as whole persons in a non-competitive environment. We tried our

best to make learning a positive experience by facilitating physical, emotional

and social growth, where students could develop their abilities, creativity and

communicative skills; this could be done by dcvcioping a community of learning

where students shared what happened in their lives, cooperated and collaboratcd

with each other knowing that there was always a common end product. (Fisher,

Bobbi: 1991)

In our classes students developed confidence in the teacher by seeing her as a

fricnd, a facilitator, resourcc and guidc. Their self-confidence increased due to

íhe fact that the teachers always had high expectations and faith in students, so

they developed failh in themselves, keeping in mind that everyone was able to

learn al iheir own pace and had his/her own abilities and styles of learning.

(Yvonne Freeman & Daved E. 1983). The language points were presented in a

mcaningful context, according to learners needs, learning styles, interests,
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questions, previous experiences and anything that attracted their attention, rather

than imposing only the teaching agendas of what we assumed needed to be

taught.

To increase contact with the target language, we exposed learners to authentic

material, related to their interests. We placed posters, poems, pictures, drawings,

flashcards around the class so that studcnts could see English everywhere.

Students had thc cxperiencc of living the language and enjoying it; thcy took

risks because they were using the language naturally to fulfil real purposes

where the emphasis was not on perfection, but on production. (Fishcr, Bobbi:

1991)

108



7.3. TOPIC WEB FOR SECOND YEAR OF BASIC EDLCATION

Role play
with puppets.
Stories DRAMA

Songs.
Games.
TPR exercises

- —
MUSIC

Tourist Places
Geographical
accidents Reading

Stories
Instructions
Matching

SOCIAL
STTTOTKS

LANGAUGE
ARTS

VACATION

Writing
Writing ideas
A postcard

\T

L
Col 1 ages

Crafts
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7.4. TOPIC WEB FOR SEVENTH YEAR

Créate a
tourist plan

Créate an álbum
of leaves.
Domestic
animáis, wild

Créate a Game
Draw a postcard

ART/GAMES

Créate a
poster

VACATION

SOCIAL
STUDIES

MUSIC

DRAMA

Créate a poster
comparing two
places

Créate a Role Play.
Presentation with
puppets.
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7.5.SECOND YEAR OF BASIC EDUCATION PLAN

ATENAS SCHOOL
DIDACTIC UNIT PLAN

UNIT:

DURATION:

Vacation

Six weeks

BIG PROJECT: "Creating a Vacation World in rny Class'

ENVIRONMENT: A1I the school áreas.

TEACHER: María Paula Naranjo H

SCHOOL YEAR: 200-2001

DATE: June l s l t o J u l y 13th

LEVEL: Second Year of Basic Education.

SKILLS: Writing, reading, speaking and listening.

SUBJECT
ÁREA

Language Arts^ t1

OBJECTIVES

-Understand and get
the main idea of
stories.
-Predict stories
ending.
-Describe characters
and scenes of
stories.
-Write paragraphs
about vacation.
-Read literature
related to vacation.

CONTENTS

-Stories: What a
trip, others related to
trips and tourist
places

-Vocabulary: R:
today, park.
restaurant, store.
train, car, taxi.
airplane, bus, train.
boat, money.
I: beach, mountain,

farm. volcano,
waterfall. river,

ACTIVITIES

-Listen to stories about
vacation.
-Draw and write their
favourite part of the
story.
-Match pictures with
words..
-Draw the clothes they
would wear for every
tourist place.
-Write the ñames of
tourist places and
match them with the
picture.

MATERIALS

-sheets of paper
-folders
-notebooks
-workbooks
-story books
-large pictures of
stories
-cardboard paper
-pencils
-markcrs
-colons
-letter cards
-word cards

EVALUATION

-Understands and gets
the main idea of
stories.
-Predicts story 's
endings.
-Uses the languagc to
describe characters
and scenes of stories.
-Writes paragraphs
about vacation.
-Can read basic
literature related to
vacation in the target
language.
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-Identify and read
letters of the
alphabet.
-Relate letters with
sounds.
-Apply personal
experience and
knowledge to write
and read.
-Relate written text
with everyday
activities.
-Apply their
individual learning
style to write and
read.
-Identify and use
prepositions in daily
activities.
- Use and follow
polite requests.

ocean, sand, train
station, bus station.
airport, hotel,
amusement park,
movie, theatre, zoo.
suitcase, museum.
ticket, mountains,
lake, camera, photo,
postcard, train
ticket, bus ticket,
airplane ticket.
movie ticket, zoo
ticket, amusement
park ticket.
R: clothes, weather,
food, animáis.
-Letters: R: a, b, c,
d, e, f, g, h , i, 1, m, n
,o ,p, r. s, t, u.
I: f, k, r, w.
-Prepositions: in, on,
under, over, in front
of, behind, next to,
inside, outside,
between, through,.
- Polite requests.
- Commands.
- Express wants

Contractions:
Let's.

-Trace letters using
chalk.
-Make a consonant
train.
-Match prepositions
with pictures.
-TPR actions including
prepositions.
-Write phrases using
the present and present
progressive tenses.

-flash cards of tourist
places.

-Relates letters with
sounds.
-Applies his/her own
experience to write
and read.
-Enjoys reading and
writing.
-Identifies
prepositions in
everyday activities.
- Uses and follows
polite requests.
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Art -Identify and ñame
different means of
transportation and
their use.
-Relate their daily
life with new
knowledge.
-Develop their
creativity and
imagination.
-Use and identify
colours to make art
projects.
- Relate words with
weather conditions.

- Express needs: I
nced a. . . .
-R: Present and
present progressive
tenses.
- Actions: stand,
ride, travel, get on,
get off, stay, swam,
sat, opened. closed,
take, took, leave,
start, walked,
skipped., pet, give,
walk, run, ate, went,
draw. drew, put. go.

-Vocabulary:
vacation,
transportation.
clothes, weather,
food.
- Colours: R: red,
yellow, blue, green,
orange, purple, pink,
black, white, silver,
gold, grey, light
dark green. blue.

-Make means of
transportation using
recycled material.
-Make animáis for a
zoo.
-Make clothes
according to the
weather.
-Draw pictures of their
dream vacation

-wool
-water paints
-paint brushes
-milk cartons
-empty boxes
-paper bags
-parketing paper
-glue
-scissors
-cartón
-cardboard paper

-Identifies different
means of
transportation and
their use.
-Relates his/her daily
life with new
knowledge.
-Uses his/her
creativity and
imagination.
-Uses and idcntifies
colours to make art
projects.



Identifies clothes
according to the
particular wcather
condition.

Math -Use previous
knowledge to add
and subtract things.
-Colint and write
down numbers 1-30.
-Ñame and identify
geometric shapes.
-Relate their
experience with
mcans of
íransportation.

-Vocabulary:
vacation, clothes.
- Numbers: 1-30.
- Shapes: R: circle,
square, triangle,
rectangle, oval star,
heart.
- Notions: fasí/slow,
long short/

-Add and subtract
things related to
vacation.
-Solve Math problems.
-Count and identify
things.
-Manipúlate objects.
-Ñame shapes and
match objects with
their shape.
-Talk about different
means of
transportation to be
used for a trip and how
fast they can go.

-small pictures of
clothes, and a suitcase
-a poster of numbers
-real objects with
different shapes
-board, teacher.

-Do experiments about
water and air.
-Draw and write down
the process of the
experiment.

-Adds and subtracts
clothes for vacation
properly.
-Counts and writes
numbers 1-30
corree ti y.
-Ñames and identifies
geometric shapes.
-Uses means of
transportation to talk
about their
characteristics.

Science -Identify the
characteristics and
changes of water.
-Know the
importance and use
of water and air,
relating them to
vacation activities.

- Water and air. -water
-bottles
-sugar
-salt
-soap
-paper
-pencils

-Describes the
characteristics and
changes of water.
-Knows the
importance and use of
water and air.
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Drama

Music

Social Studies

-Act in front of thc
class without fear.
-Learn to work with
money and valué it.

-Sing songs with a
correct intonation
and rhythm.
-Relate music with
the language.
-Learn about other
cultures.

-Identify and talk
about tourist
attractions that arise
their interests.
-Differentiate
between mountain,
valley and ocean.
-Identify weather
conditions.

-Stories
-Vocabulary
- Notions: fast/slow,
long short/
- Money.

- Songs: The people
on the bus, When
the bus..., I like to
travel, Why don't
we go to the zoo,
Animáis in the zoo,
íf it's rainy.

-Tourist attractions-
Geographical

accidents: mountain,
valley, ocean.
-Animáis from the
sea.
-Plañís
-Weather of
different regions in
our countrv.

-Role piay story
content.
-Make puppets and
role play activities
related to vacation.
-Role play selling
different means of
transportaron.

-Sing and dance songs.
-Play games using
songs.
-Use musical
instruments to make
parades.
-Créate their own
musical instruments
brought form home.

-Make a collage of the
most attractive
vacation places for
students, mentioning
weather conditions and
geographical
accidents.

-paper bags
-yarn
-markers
-paints
-newspapers

-compact disc player
-compact discs
-cans
- musical instruments

-cardboard paper
-pencils
-markers
-colours
-parketing paper
-glue
-plants
-play dough

-Acts in front of others
without fear.
-Manipulates money
and knows the valué
of it.

- Sings songs with a
correct intonation and
rhythm.
-Knows more about
the target language
culture.

-Identifies and talks
about touristic
attractions that arise
his/her interest.
-Differentiates
between mountain.
valley and ocean.
-Identifies and uses
weather conditions.
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7.6.SEVENTH YEAR OF BASIC EDUCATION PLAN

ATENAS SCHOOL
DIDACTIC UNIT PLAN

UNIT: Vacation TEACHER: Ana Vera

DLRATION: 6 weeks

BIG PROJECT: "Creating a Vacation World in my Class"

ENVIRONMENT: All the school áreas

SCHOOL YEAR: 2000-2001

DATE: June 1SI to July 13Ih

LEVEL: Seventh vear of basic education

SKILLS: Reading, writings, speaking and listening.

SUBJECT ÁREA OBJECTIVES CONTENTS ACTIVITIES MATERIAL EVALUATION
Science Understand the main

idea of the reading
-Identify animáis and
their environment
-Know the
importance of
animáis and their
contribution to our
life.
- Know and identify
animáis their
environment and life

Present Tense
-Third person
singular.
-Kinds of animáis:
Aquatic. wild,
mammals and
domestic.
-Animáis vocabulary.
-Animáis
contribution.
-Animáis
characteristics.
- Places where we
can find animáis.

-Read a story
-Write about their
pet.
-Match animáis with
each category
-Make a poster of
different kinds of
plants and animáis.
-Match the animáis
with the things they
provide us.

Explain where
animáis are from.

- story books
-cardboard
-photographs.
-a cardboard píate
-cloth pins.
-pictures
-paper
-markers
-animáis pictures and
realia.
-pencils
-colour pencils
-masking tape.
-black cardboard

Understands the main
idea of the reading
-Jdentifies about
animáis and their
environment
-Knows the
importance of
animáis and their
contribution to our
life.
- Knows and identify
animáis their
environment and l ife
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Art- Games

- Ñame the main
characteristics of
animáis.
- Identify the regions
in Ecuador and
around the world.
-Relate their vacation
with the zoo.

Write about
animáis'
characteristics with
the proper spelling
and sentence
structure.

-Créate a game
-Use the present
tense and third
person to describe
their vacation.
-Use and follow
commands.
-Use the studied
vocabulary.
-Draw and paste
pictures identifying
their characteristics.

- Different regions in
Ecuador and around
the world.
- Animáis in the zoo.
-Leaves and their
different shapes.

-Vacation
vocabulary.
-Present tense.
- Verb to be
- Commands
-Vocabulary about
different places: in
the city, in the
country, and in the
ocean.
-Numbers(l-l,000)
-Colours: 25 different
colours.

- Créate a poster of a
zoo from their
imagination.
- Explain what their
have in the poster
orally.
-Match animáis with
their habitat and
environment.
-Draw the regions of
our country and the
animáis that live
there.
-Créate an álbum
leaves. Explain their
characteristics orally.

-Make a game on a
big piece of
cardboard.
-Make a bingo and a
poster game.
-Explain the
instructions of the
created game and
play it.
- Cuide the games.
-Créate a picture
about their favourite
place for vacation
using any material .

-íeaves
-flashcards

-pencils
-markers
-masking tape
-cards
-cardboard
-crayons
-colour pencils
-pictures
-dictionary

-Ñames the main
characteristics of
animáis.

Identifies the
regions in Ecuador
and around the world.
-Relates their
vacation with the
zoo.

Writes about
animáis'
characteristics with
the proper spelling
and sentence
structure.

-Creates a game
-Uses the present
tense and third person
to describe their
vacation.
-Uses and follows
commands.
-Uses the studied
vocabulary in
everyday activities.
-Draws and pastes
pictures identifying
their characteristics.
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Play with the
creatcd game and
follow its rules.
-Explain the game.
orally

-Write the
instructions of the
game,

Explain the
material used to
créate a picture.
-Practice vocabulary
with colours and
numbers.
-Share feelings and
interact in groups.
-Express their
interest about
difieren! topics

-Climate,: cold,
warni. hot. windy,
etc.
-Seasons,: Winter,
summer, fall. spring.
- The calendar: year,
months and days of
the week.

-Write sentences
using vocabulary
about places,
weather, seasons and
important dates and
present them orally
to the class.
-Apply all vacation
vocabulary and
experiences in the
game.

- Plays with the
created game and
follows its rules.
-Explams the game to
others.
-Writes the
instructions for the
game.

Explains the
material used to
créate a picture.
-Practices vocabulary
with colours and
numbers.
-Shares feelings and
interacts in groups.
-Expresses their
interest about
different topics
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Math -Use the language in
a communicative
way.
-Transmit the
knowledge of the
language.
- Interact with each
other.
-Use vocabulary
about numbers .
-Solve mathematical
operations.
-Practice vocabulary
about vacations
-Identify the weather
ofdifferent places.
-Talk about tourist
sites in Ecuador or in
other countries.
-Recome interested
in knowing the
world.
-Discover wonderful
places to visit in
vacation.
- Calcúlate the price
of a good vacation.
-Créate a tourist plan
- Inform others about
all the data found in
the research.

-Numbers 1-1,000
-Mathematical
operations.:
Addition,
subtraction, división
and multiplication.
- Problem solving.

Description of
places. Present tense
and adjectives: nice,
big, beautiful, etc.

Weather
vocabulary: cold, hot,
windy, frozen, etc.
-Different places
around the world.
-Comparatives
(more/er)
-Share of information
about places.
-Souvenirs tourist
sites.
- Measurements.
-Money

-Elicit vocabulary
from students.
-Solve mathematical
operations in realistic
- situations.
-Solve problems in
groups.
-Find rules from
examples.
-Make an
alphabetical list of
the vocabulary about
places.
-Discuss about the
best place for
vacation using the
present tense and
adjectives.
-Créate a plan for
tourists.
-Compare the
distance of two
tourist sites.
-Créate an invitation
to the trip.
-Make a consensus
about the place, and
agree in the group

-real brochures of
different places.
-newspapers
-magazines
-books
-posters
-tickets.
- cardboard
-rnarkers
-photos
-pictures
-pnces of authentic
things.
-a tourist plan
-colour pencils
-video

Uses the language in
a communicative
way.
-Transmits the
knowledge of íhe
language.
- Interacts with each
other.
-Uses vocabulary
about numbers .
-Solves mathematical
operations.
-Practices vocabulary
about vacations
-Identifies the
weather of different
places.
-Talks about tourist
sites in Ecuador or in
other countries.
-Becomes interested
in knowing the
world.
-Discovers
wonderful places to
visit in vacation.
- Calculates the price
of a good vacation.
-Creates a tourist plan
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Music

Invite all the
classmatcs to
particípate in the trip.
-Find the cost of
different íhings
related to vacation.
-Learn about
souvenirs in different
places.
-Calcúlate the
distance of some
places.
-Calcúlate how much
money they need for
a trip.

- Describe singers.
and music from
different countries.
-Write paragraphs
properly about
singers and music.
-Talk about likes and
dislikes.

-Present Tense
-"s" third person
singular.
-Clothing
vocabulary: sweater.
jacket. pants.
trousers. cap, blouse,
etc.

-Brainstorm ideas
about souvenirs ai
different countries
around the world and
make a list of them
-Inform the cost of
the trip ío your
classmates.
-Créate an invitation
card to particípate in
the trip with all the
necessary
Information.
-Calcúlate íhe
distance to go from
their city to other
places around the
world and in their
country.
-Manipúlate real
money and find the
real cost of the tour.

-Look up in
magazines and find
information about
your favourite singer.
- Read vocabulary in
context.
-Find pictures and
cut them out.

-videos
-tapes with songs
-tape recorder
-pictures
-cardboard
-magazines
-pencils
-colour pencils

Informs others
about all the data
found in the research.
- Invites all the
classmates to
particípate in the trip.
-Finds the cost of
different things
related to vacation.
-Learns about
souvenirs in different
places.
-Calcúlales the
distance of some
places.
-Calcúlales how
much money does
he/she need for a trip.

- Describes singers,
and music from
different countries.
-Writes paragraphs
properly about
singers and music.
-Talks about likes
and dislikes.
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-Talk about the best
music for vacation.
-Choose the best
place to visit.

Research about
farnous people.
-Practice the present
tense using third
person singular by
singing songs.
-Practice adjectives
by singing songs.
- Use vocabulary of
places, and
adjectives.
-Use clothing
vocabulary.
-Use and identify
colours.
-Describe physical
appearance.
-Know how to look
for a word in a
dictionary.
-Practice vocabulary
understanding in
context..
- Write a biography.
-Share information.
-Interact orally.

-Accessories
vocabulary.
-Different kinds of
music.
Physical descriptions
of singers.
-Lifestyle of famous
people.
-Wh questions and
answers
-Adjectives
-Time expressions
-

-Read about your
favourite singer.
-Watch a video of
your favourite singer
and describe him/her.
-Write a paragraph
on apiece of paper.
-Fill in the blanks in
a cloze test by
listening to a song.
-Share ideas about
their favourite music.
-Listen to different
songs and identify
the ñame of the song
or the ñame of the
singer.
-Describe what their
favourite singer is
wearing?
-Créate a poster of
their favourite singer
or favourite kind of
music and present it
orally.
-Using all the
vocabulary learaed
write a biography of
their favourite singer
and share it with the
class.

-photos.
-books.
-computen
-markers..
-paper
-board

-Talks about the best
music for vacation.
-Chooses the besí
place to visit.
- Researches about
famous people.
-Practices the present
tense using third
person singular by
singing songs.
-Practices adjectives
by singing songs.
- Uses vocabulary of
places, and
adjectives.
-Uses clothing
vocabulary.
-Uses and identify
colours.
-Describes physical
appearance.
-Knows how to look
for a word in a
dictionary.
-Practices vocabuíary
understanding it in
context.
- Writes a biography.
-Shares information.
-Interacts orally.
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-Communicate
feelings.
-Compare difieren t
kind of music.

-Communicates
feelings.
-Compares different
kind of music.

Drama -Understand the main
idea of books.
- Find the main idea
-Find the secondary
ideas.
- Find the message of
stories.
-Apply the reading to
the real life.
-Compare the reading
content with their
life.
-Compare the setting
of the reading with
our environment
-Discuss about the
book with their
classmates.
-Share ideas.
-Share opinions
about the reading.
-Talk about places
and their weather.
-Communicate ideas
using the present
tense.

-Story books about
vacation.
-Vocabulary in
context.

Clothing
vocabulary
- Weather vocabulary
- Places vocabulary.
- Third person.
-Verb to be.
-Present and Past
Tense.
-Adjectives.
-Colours.
-Spelling.
-Comprehension and
understanding.
-Discuss about the
secondary idea.
-Adjectives to
describe places and
people.

-Read story books.
-Understand new
words in context.
-Share the main idea.
- Find the secondary
ideas.
-Underline the
adjectives.
-Write sentences
with new words..
-Share ideas, feelings
and experiences
about the reading.
-Créate a dialogue
based on the book.
-Find the message
and discuss about it.
-Use adjectives to
write a description.
-Find the main
characters of the
stories.
-Créate a role play
and present it to their
classmates.

-story books
-paper
-pencils
-pens
-markers.
-photos
-drawings.
-puppets.
-sticks
-güín.
-cardboard.
-special clothing.
-rnasking tape.
-pictures.
-scenery for the role
plays and the shows.

-Understands the
main idea of books.
- Finds the main idea
-Finds the secondary
ideas.
- Finds the message
of stories.
-Applies the reading
to the real life.
-Compares the
reading content with
his /her life.
-Compares the setting
of the reading with
our environment
-Discusses about the
book with his/her
classmates.
-Shares ideas.
-Shares opinions
about the reading.
-Talks about places
and their weather.
-Communicates ideas
using the present
tense.



Social Studies

-Use adjectives
-Use vocabulary to
describe places.
-Créate their own
story
-Dramatize stories
using their own
words.

-Compare two places
using the proper
structure.
-Describe the place.
- Give directions.
-In a video look for
new vocabulary and
use it in real life
situations
-Know the dates

when importan! cities
and countries were
founded
-Talk about the
tourist sites of our
city.
-Talk about tourist
places in the world.
-Differentiate
between two places.

-Vacation
vocabulary:
adjectives
-Commands
-Instructions.
-Present tense
- "s" in third person
singular.
- Proper nouns.
-Adjectives to
describe places.
-Comparatives and
superlatives

-Créate a puppet
show and present it
for the class

-Visit tourist sites in
their community.
-Elabórate a collage
of their favourite
tourist site.
-Read about a place
that interest them.
-Research in the
internet for an
interesting place.
-Play the game 'Tind
someone who: .."
using the past tense.
-Describe tourist
sites and give their
exact location.

-videos
-realia
-posters
-photos
-cardboard
-coiour pencils
-markers.
-mum
-masking tape

-Uses adjectives
-Uses vocabulary to
describe places.
-Créales his/her own
story
-Dramatizes stories
using their own
words.

-Compares two
places using the
proper structure.
-Describes the place.
-Gives directions.
-In a video looks for
new vocabulary and
uses il in real life
situations.
-Knows the dates
when important cities
and countries were
founded
-Talks about the
tourist sites of his/her
city.
-Talks about tourist
places in the world.
-Differentiates
between two places.
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-Identify the changes
in differcnt places
through time
-Choose their

favourite tourist site
and write about it.

-Compare two tourist
sites in diffcrent
countries using
comparatives and
superlatives and
make a poster about
them

-Identifies íhe
changes in different
places through time
-Chooses his/her

favourite tourist site
and write about it.
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7.7. INTRODUCING LEARNERS TO THE NEW APPROACH

At first, we explaincd to Icarners what we were going to do in the following

six weeks, and the purpose of the "Student-Centred Approach", which was: to

develop a language class that focuses on students who learn by having the

cxpcrience of living thc languagc as it is: mcaningful, interesting and

functional; considcring their learning preferences and abilities.
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Both teacher and students organized the class in a different way, i.e. using

learning centres. Students were divided in groups of five or six to créate work

centres, in which they had to communicate and interact with each other trying

to solve problcms. They were constantly ncgotiating meaning, cooperating

and collaborating with each other in order to créate their own world, to

discover and to research new things. Students made their own choices with

the guidance and support of the teacher, focusing on their interests. (Waynant,

LouiseF: 1974)

We as teachers gave students clear instructions in the target language, using

gestures and visual aids, on how to use and keep the material, where to place

it, how to open glue bottles, how to refill the paint, how to clean up the tables,

how to hang postcrs, whcrc to put finishcd work, and how to share

responsibilities with others.
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Students were very motivatcd about changing the environmenl oí" the class;

they helped each other and demonstrated enlhusiasm in working in groups

because they loved to hear that something new was going to takc place in thc

class. Tcachcrs and studcnts agrccd on the classroom rules and Students took

some responsibilities, íbr example :

Room arrangement

• Planning and organizing fíeld trips

• Organizing the learning centres and keeping them ncat.

• Decorating the bulleting board

• Peer corrcction by comparing results in groups

• Prcparation and selection oí" material

• Selection of tasks

• Handing out materials

• Forming groups

• Maintaining discipline

• Helping and cooperating with each other

• Sharing thcir cxpcricncc

• Intcracting with each other

• Taking good care of the materia!

• Respecting each other and the teacher.
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The agreed on rules were the following:

• Speak English all the time

• Be punctual

• Bring all the necessary material

• Respect your turn

• Keep your working área clean

• Listen when somebody is talking

• Share your material with others

• Fccl free to ask.

• Help and respect each other

• Takc carc of the classroom cnvironment

• Do not shout in the classroom

• Follow centre instructions
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7.8. LEARNING CENTRES

In order to develop lessons that favoured all the learning styles and were

centred on the students, we decided to work in learning centres with a great

variety of activities, with the purpose of promoting cooperative learning, task-

based learning, self-discovering lechniques and the introduction of other

subject áreas of the curriculum. (Waynant, Louise F.: 1974). The classes were

divided in groups, students found and placed all the material in each centre

and helped the teacher to make the signs and decorations. We wrote the

instructions for each centre using some pictures to ciarify them, and pasted

Ihem in a visible place.
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We introduced "Learning Centres" the days we had two periods of class, due

to the fact that the work in centres is timc-consuming until studcnts hecome

familiar with them. Since it was the first time students worked in centres,

most of the activities had the purpose of reinforcing previous knowledge.

Students were working in groups according to their preferences with the goal

of having an end product. They were constantly interacting and sharing ideas,

feelings and experiences through realistic tasks. Every studcnt had a role and

responsibility in the centre such as: lime controller, leader, secretary,

designer, speaker, organizer, among others. (Bumpas, Faye: 1999)
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Students were aware that every centre task had a limited period of lime to be

completed and a limited numbcr of studcnts to work therc. ín ordcr to havc a

better organization of the centres, wc dcsigncd a Student Record Sfieel

(Annexes 1 1 , 12.) for students Lo keep a record of the centre tasks they had

fínished; they had to write the date when the centre task was completed and

their comments. If students had any problem or difficulty with the centre task,

the teacher wrote her comments as wcll.
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The Ibllowing cenlres were applicd al thc Icvel of second and seventh year oí'

basic cducation; thc formal has hecn taken from thc hook Learning Centres

by Louisc F. Waynant (1994: 70-71)

7.8.1. Learning Centres at the Level of Second Year of Basic Education

MATCHING WORDS WITH PICTURES

Área: Languagc arts, rcading and writ ing.

Purpose: To reinlbrce studenls' abilily lo read new vocahulary and

undersland it.

Ohjectives: Sludenls will read dilTerent words. Students will malch thcm

with Ihe approprialc picturc. Sludcnts wi l l writc down Ihc

words and Ihc pictures.

Materials: Cards with Ihe ñame oí" vacation places

Pictures of vacation places

Flanncl board

Notcbook

Pene i 1

Colour pencils
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Directions:

1. Rcad the words on the cards.

2. Match the cards with the ptctures.

3. Check your matches with a book.

4. Draw your favouritc vacation places and write their ñames.

5. Clean up Ihe centre.

Evaluation: Self chcck: answers in the English hook.

MEANS OF TRANSPORTATION

Área: Art

Purpose: To re i nforce different mcans of transportation and ihcir

contribution to our lives.

Objectives: Students wi l l discover different means of transporlalion around

the centre. Students will make their own transportation.

Materials: Water paints

Painl brushes

Glittcr

Cardboard paper

Glue

Seissors
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Bright lentils

Yarn

Buttons

Directions:

1. Draw your favouritc mean of transportador! on a piecc of

styroíbam

2. Paint it.

3. Decórate it with all the material you have in the centre.

4. Writc the ñame.

5. Describe your ncw transportation to your classmatcs.

6. Clcan up your centre.

Evaluation: Ñame the different means of transportation.

COUNTING MY CLOTHES FOR A TRIP

Área: Math

Purpose: To encourage students to count and add clothes using the target

language.

Objectivcs: Studcnt will place clothes in a suitcase. Studenls will add the

clothes.
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Materials: A suitease.

Piclures of shoes, pants, l-shirts, sweaters, socks, shoes and

jackcts.

Shcets of papcr.

Pencils.

Pictures of wriüen numhers.

Directions: Imagine you are taking a trip and have to take some clothes.

1. Place 10 shoes, 5 pants and 3 shorts in a suitease.

2. Couní how many clothes you have.

3. Write down me addilion .

4. Draw I he clothes.

5. Writc thc result on a writtcn form.

Evaluation: Compare your answers with the others in ihe group.

DISCOVERING WATER CHANGES

Área: Science

Purpose: To discover thc charactcristics of water and idcntify its

changcs.
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Objectives: Students will tasle, sniell and íccl water. Students wiU add salí,

sugar and soup/dctcrgcnt and wi l l identify its changes.

Students will make bubbles and will know that air is also

important.

Materials: Water

Bottles

Salt

Sugar

Soup/de tergent

Bubble makers.

Directions:

1. Pour water in threc bottles.

2. Tastc, fccl and smcll thcm.

3. Add sugar, salt and detergent to each bottle

4. Shake the bottles.

5. Taste, íeel and smell them, talk aboul the changes.

6. Blow the water in the bottles and Iry to make bubbles.

7. Draw and explain the experiment.

Evaluation: Describe to your classmates the characteristics oí" water and its

changes.
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A VACATION COLLAGE

Área: Social Sludies

Purpose: To identify vacation places and the geographical accidents

íbund in thcm .

Objectives: Studcnt will talk about their vacalion experiences. They will

relate their experiences wilh pictures oí" geographical

accidenls. They wil l inake a collage about Iheir vacalion.

Materials: A large sheet of periodic paper.

Water paints.

Paint brushcs.

Colour pcncils.

Play dough.

Markers.

Plañís, leaves, flowcrs.

Scissors.

Glue.

Paper of dilTcrent colours.
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Directions:

1. Rememher your vacation cxpcriences.

2. Compare your expericnccs with pictures of geographical

accidents: beach, mountain, volcano, valley, river, etc.

3. Draw your favourite vacation place.

4. Decórate it.

5. Clean up your centre.

Evaluation: Presentation of thc collage to the class.
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7.8.2. Learning Centres at the Level of Seventh Year of Basic Education

CRÉATE A COLLAGE.

Área : Science

Purpose: To rcinforcc animal vocahulary and diffcrcnt charactcristics of

thcni.

Objectives: Students will talk aboul animáis and plants, review spelling

and meaning. They wi l l créate a collagc ahout animáis and

plants. They wi l l he ahle to communicatc and intcract in the

target language. They wil l share ideas and knowledge ahout

animáis and their different types.

Materials: Cardboard

Pietures

Paper

Markers

Photos

Colour pencils

Black cardboards

Masking tape

Glue

Scissors.



Directions:

1. Divide animáis according lo cach category

2. Divide Ihe animáis according to their eharaclerislics

3. Decide which animáis you are going to Ealk about

4. Writc the ñame of the animáis on a piece of paper.

5. Créate a collage with the animáis.

6. Explain the collage.

7. Wrile the animáis in your collage or on a difieren! piece of

paper.

8. Use Ihe words in a sentcnce.

9. Present the collage orally .

10. Sharc your ideas with the class.

Evaluation: Self check, oral presentation, explain Ihe poster in Ihe targel

languagc.

CRÉATE A LEAVES ÁLBUM

Área: Science

Purpose: To praclice vocabulary about plañís and recognize the difieren!

lype of nature. To talk aboul Ihe shapes and forms of the

leavcs. To be in louch with nature.
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Objectives: Real comnmnicution helween Ihe sludenls. Sludcnls wi l l talk

ahoul plañís and share ideas wi thin thc group. Chcck the

spclling a new vocahulary with classmates, and chcck somc

dillicull words in a diclionary.

Materials: An álbum mude from real leaves and label them uccording lo

thcir form.

Black cardhoard

Leaves of different form

Glue

Books about plants

Diclionary

C,olour pencils

Markcrs

Masking tape

Notebook

Paper

Directions:

1. Classify Ihe leaves according lo iheir form.

2. Idcntify thc ñame of cach plant.

3. Idcntify thc ñame of cach Icaf.

4. Cut the curdboard.

5. Pasle the leaves on the cardboard according to Iheir

classificalion.
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6. Labcl thc Icavcs.

7. Discuss in thc group about the classification.

8. Wrile the ñame oí the leaves.

9. Read the words loudly.

10. Prcscnt it orally.

Evaluation: Sclf chcck. Oral prescntation, correet use of thc targct language

To be able to communicale ideas, share their knowledge with

their classmates.

CRÉATE A GAME

Área: Art- Gamcs

Purpose: To reinforce vocabulary and grammar, verbs, adjeclives,

notins, and make scntences in the target language with the

mentioned words.

Objcctives: Studcnts will talk ahout vcrhs, spcll thc words, vcrhs, nouns,

adjectives. They are going to créate a game. Where they have

thc opportunity to havc a social interaction.
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Materials: They are going lo have a variety oí' material according to the

gamc they are going to créate.

Colour pencils

Cardboard

Markcrs

Pictures

Pene i 1

Pcn

Scissors

Ruler

Directions:

1. Discuss in the group what kind of game they are going to

créate.

2. Créate a gamc for 20 studcnts

3. Explain the game to the class

4. Give clear instructions

5. Write the rules of the game

6. Play the game in class with the parlieipation oí* all the

students

Evaluation: Oral prcsentation. Studenls are going to explain the game and

give instructions in the target language. Apply the game in the

class. Self cheek and peer eheck.
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Área:

A TOURIST PLAN FOR THE END OK THE YEAR

Math

Purpose: To reiníbrce vocabulary about places. To review numbers and

mathemalical operations. To use Ihe language in a real way.

Objective: Studcnts will have the opportunity to be involvcd in real

communieation, with real information. Studcnts wil l take risks

asking and answcring about differcnt places and try to find a

good íourisl plan íbr vacation. They have to calcúlate the cosí

oí" Ihe lour. At the end of the exercise, they are going to choose

which touríst plan is the most convcnient.

Material: Students nced to collect information from many resourccs.

Real brochurcs

Magazines

Maps

Newspapers

Poslers

Cardboard

Markcrs

Pene i 1

Picturcs

Calculalor
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Directions:

1. Collect Information

2. Ask for real hrochures in a travcl agency

3. Makc a tourist plan

4. Find the cost of the plan

5. Calcúlate Ihe distance from your city to the place you want

to go.

6. Write the ñame of the place and write a bout it.

7. Find the cost of hotel and cntcrtainment places

8. Find the total cost of the tour.

Evaluation: Presen! the poster orally and explain why Ihat tourist place is

Ihe most convenient. Specify the cost of the tour.

MY FAVOURITE MUSIC FOR MY VACATION

Área : Music

Purpose: To review vocabulary of clothing, and describe people. To

write sentences and paragraphs describing the singers. To

share feeling through a song.

Objective: Students wi l l créate some posters of diffcrcnt singers and talk

about thcir physical appearancc and lifeslyle. Students will

f ind the top ten songs and prepare a cassette to listen lo during
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thcir vacation. Lcarncrs wi l l makc a survey about thc most

popular singer in Ihc class.

Material: Picturcs

Pholos

Posters

Cardboard

Tape rccordcr

Cassette

Directions:

1. Bring maga/Jnes

2. Read aboul your favourile singer

3. Find songs of your favourile singer

4. Describe him /hcr physically

5. Talk aboul him/hcr

6. Make a cassctlc with diffcrcnt songs

7. Diseuss Ihe songs you are going lo record.

Evaluation: Presenl Ihe postcr orally and cxplain i l . Self evaluation
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THE BEST VACATION

Área: Drama

Purpose: To learn vocabulary in context, and cxprcss fcclings. To sharc

ideas with the classmatcs and friends.

Objectives: Students will créate a role play and practice the language as it

is. Students wi l l be able to read a story book and créale a

puppets prcscntation.

Materials: Book

Cardboard

Puppels

Cusloms

Markers

Tcddy bcars

Pictures.

Directions:

1. Rcad a book and take out sonic ideas

2. Find the main idea oí" the book

3. Find the mcssage of Ihe book

4. Sharc ideas about it

5. Discuss the tit le of the role play
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6. Créale a dialogue

7. Prescnt the role play or puppets Lo the class.

Evaluación: Oral prcscntation , self chcck. Dialogue.

MY POS TER OF THE MOST INTERÉS TING TOURIST PLACES

Área: Soeial studies

Purpose: To practico the languagc in conlext. To praeliee compansons,

to review adjcclives vocahulary

Objective: Students will lalk about places and compare them using Ihe

target language. They are going to review spelling and the (er)

form of comparalives.

Materials: Photos

Picturcs

Cardboard

Markcrs

Pencil

Pens

Colour pencils

Photocopies

Dictionary
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Directions:

1. Find dilTcrcnt places in the world.

2. Choosc onc place frorn Ecuador

3. Choosc another place froni othcr counlry.

4. Compare thc two places and find somc diffcrcnces.

5. Explain the differences orally

6. Set thc difTerences

7. Explain why you chosc thosc tourisl places.

8. Explain thc tourist place in Ecuador

9. Explain thc tourist place in another country.

Evaluation: Selfcheck. Oral presentación, sel the difTerences.
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7.9. PROJECTS

Students from both levéis developed a big project chosen by them "Creating

a Vacation World in the Class". The main purpose of this big project was to

develop a whole to part learning experience, to raise studcnts creativity, to

promote social interaction, to take advantage of the learning style of each

student, to increase students self esteem, and to introduce autonomous

learning.

The projects were developed in groups, each group includcd a mix of studcnts

who had different learning stylcs so that everyone could perform a task

according to his/her abilities. Every day learners did different activities and

tasks to enrich the whole project.
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In second ycar they prepared:

• A big class photo álbum about their vacation cxpericnces.

• A visit to a community park to clcan it up and place signs about how to

keep the environmcnt.

• A largc map of vacation places.

In seventh year they elaborated:

• A scalc modcl of diffcrcnt places of The United States, "Visit a

Wonderful Place in America"

• A Postcr of a /,oo " My Favouritc Zoo"

• Visit la "Quinta de Mera" in order to compare tourist sites.
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CHAPTER 8

8. OBSERVATION AND ANALYSIS OF RESULTS OE THE

APPLICATION OE THE "STUDENT-CENTRED APPROACH"

As we were applying the "Sludcnl-Centred Approach" in our classes, wc both

ohserved each othcr's classes Ibr the period of six weeks with the purposc of

seeing developmcnt of the lessons with the new approach being applied.

During thc first wcek, wc rccorded the lessons hy note taking, just wri t ing

down cverything that was taking place in thc class; wc uscd somc ohservation

grids (Annex 2). Wc saw that bolh classrooms were organized in Icarning

centres, where all the material was available for students. Every centre had ils

rules, wrilten on large shccts of paper, for sludents to follow the necessary

steps. All thc centres were decoratcd with posters, piclures, recycled material

and rcalia rclatcd to the subject área of thc centre, for example:

In the second year class wc obscrved the following dccorations and malcriáis:

Tn thc Science-Centre we could find: posters of Ihe charucterislics of water,

bottlcs, sugar, salí, detcrgcnl and water.

Thc Manipulafive Centre was formcd by pictures of diffcrcnl clolhcs, a

suitcase, papcr, pcncils, colours, playdough, a large abacus, poslcrs and

flashcards of numbers.
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The Reacling and Writing Centre was formcd hy story hooks of diffcrcnt

si/es, tcxthooks, nolchooks, pencils, colour pencils, ílashcards of tourist sites

and cards with thc ñames of tourist places.

The Art Centre had paints, paintbrushes, cardhoard paper, glitter, rccycled

material, styrofoam, colour pencils, crayons, play dough, markcrs and arl

dccorations.

The Social Siudies Centre was dccoratcd wilh maps, picturcs of gcographical

accidcnts, real earth, flowers and plants, as well as paper, cardhoard, markcrs

and colour pencils.

In thc sevenlh year class, the centres were íbrmed hy:

Science Centre: pictures of animáis and plants, real leaves and flowers, as

well as paper, pencils, glue, markcrs, cardhoard, masking tape and colour

pencils.

Maíh Ceñiré: posters of mathematical operaüons, posters of places around

thc world and iheir lime, paper, pencils and markers.

Drama Centre: puppets, a hillboard, story books and customs.
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Social Studies Centre: pictures of dilTerent landscapes, maps, cardboard, play

dough, colours, markers, boards and small toys.

Music Centre: Magazines, posters of different singcrs, a tape recorder,

cassettes, videos, markers and cardboard.

Art and Games: cartoons, cardboard, markers, dice, colour pencils and water

paints.

..

In bolh levéis, the lessons started with a warm-up activity in order to attract

studenls' attention and to reiníbrce some language aspects; these warm-ups

were dynamic and motivating for students; some of them were competition

games, songs, dances, TPR activities, problem solving aclivities, role plays

and board games. Students were very motivated and happy; they loved lo be

active; cveryone wanted to particípate and seemed to be enthusiastic about

these activities. We could see that their interest in the target language

increased because they did something different and fun. (Harmcr, Jeremy:

1991)

The following stage in the lessons was a whole class activity to arousc

Icarner's interest and curiosity in the topic. Studcnts were sitting as a circle on

a rug or in the playground; the teacher elicited the students' previous

knowledge, and students had the opportunity to share their ideas and

experiences. Learners could build concepts in their native language and

communicated naturally, asking some questions about the topic.
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Then, sludents decided thc centre in which they wantcd to work; in second

year thcy needed Ihe guidanee oí" the tcacher to organi/e themselves bccause

of their young age; whcrcas in thc seventh ycar, they did nol necd that help.

Learners assigned roles to cach other and workcd cooperativcly. By sccing

Ihem working in centres, we realized that thcy were looking forward to see

what was going to take place in each centre; they were very curious and

wanted to work in centres as soon as the leacher arrived at the classroom.

Thcy followcd thc rules and instructions quite wc!l and learncd lo valué thc

centre. Thcy were anxious to see thcir common end product, bccause thcy fclt

it belonged to them; learners were very creative and did many interesting

things thal were, as in the "Input Hypothesis" by Krashcn in thc Natural

Approach menlioned (Harmcr, Jcrcmy: 1991), above their level oí"

compctcnee (Input +1). The teachers were plcascd to see how much students

enjoycd working in centres, and how they improvcd thcir working habits.

When they i'inished their centre aetivities, they fillcd in a student record shect

(Annexes 11. 12) laken froni thc book Learning Centres by Waynanl, Louise

D. & , Wilson, Robert M: 1974, with the dale in which thcy completed Ihe

centre. At the level of sevenlh ycar, thcy wrotc down some comments, bul in

second ycar, thcy only drew a happy or sad face; thc teachers wrotc thcir

opinions as well.

After Ihis, they explaincd orally all the steps they had followcd in thc centre

and showed Iheir final producl lo Ihe class; in seventh year, they used Ihe

larget languagc, bul in seeond year, they uscd thcir native language and some



English words. All the students were anxious to speak and were not shy to

take the risk of sharing thcir experiences; they wanled everyone to see their

work and we could noticc that their sclf-confidence increased. Learners

placed Iheir work around Ihe class whelher on bulletin boards, flip boards, the

walls, or outside the class, where the people of the school could see what they

had done, so thal they felt proud of themselves.

At the end of the class, students went back to the rug or outside the class

where they talked about what they had learned, and the teacher elicited some

ideas about how they could apply their new knowledge in their everyday life;

in this stage, somelimes their native language was necessary.
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By analysing all ihe dala we collcctcd during the íirst weck, we could see a

changc in our studcnts' attitudc and molivalion. In thc prcüminary

observation, wc observed that somc studcnts showcd lack of intcrcst in thc

targel language, but with the iinplcmcntation of thc "Student-Centrcd

Approach", they were vcry motivated and interestcd in the English class.

Their atti tudc to thc language changed becausc Ihey were discovering and

creating ncw things hy themselvcs. Thanks to thc centres, studcnts rcalizcd

that they wcrc ablc to make attractivc and intcrcsting things, according to

their particular abilily and Icarning style.

During thc sccond week, we recorded cach other's classes, using a video

camera. This lime, we focused on studcnts' reactions and altitudes to thc ncw

approach. Wc analysed their physiological markcrs and behaviour during ihc

English classes. By watching thc video, wc rcaliscd that studenls were very

concentrated on the difieren! activitics; they paid a lot of attcntion to what

was going on in the class, and did nol get dislurbcd by noise or by olhers,

because they were always busy.

Whilc they wcrc working in groups lo develop projccts and centres, second

year and seventh ycar studcnts were having a lot of fun; ihcy wcrc laughing

and working willi enthusiasm. Sccond ycar sludcnts uscd somc English words

to communicale wilh their classmates and with thc tcachcr; on thc other hand,

seventh year students, most of the time, used the largct language to

communicate. Both groups were exploring things, rescarching in maga/i nes

and books and invcstigaling new language; they always Iried their bcsl and



pul all their eiTorl into Ihe Job they wcrc pcrforming; howcvcr, lask d i f f i cu l ty

varied among the two groups due to the dilTerencc in age and leve!.

Sludcnts workcd at thcir own pace, they did not fccl any pressure, thcrcforc

they wcre working on Ihe floor, outside the class, on the table or whercvcr

thev felt comfortable.
J

Sincc all the material was availublc for everyone in Ihe group, students did

not show any problcm in sharing thcir malcriáis with othcrs; they took good

care of the material and in a coopcrative way cleancd up thcir working arca

when they ñnished.

We, as teachers, were very plcascd to see how much our students had enjoyad

working with the ncw approach and how much they had i m pro ved their

atliludc, behavioiir and knowlcdgc of the language.

The third and fourth wcck wc observed the lessons at diffcrcnt stagcs using a

previously prepared checklisl (Annex 10) based on: Whole Language

Principies, Task-based activitics, The Cognilive Academic Language

Approach (CALLA), basic ideas of Learning Centres, kceping in mind the

diffcrcnt Learning Stylcs of sludcnts and considcnng Ihe sludcnl as the ceñiré

of the class.



In hoth classcs, wc saw thal thc act ivi t ics moved around thc studenls; thcy

werc bascd on Ihcir intcrcsts and prcscnt cxpcriences. Thc tcachcrs always

eliciled students' previous knowledge about thc ncw lopic. Thcy wcrc

creating and discovering iheir own things. Studenls took almost all

responsibilities and ihey did thcm quite well showing a positive attilude.

Wc noticed that Ihcrc was a balance of aclivitics appropriatc for cvcry

learning style, studenls wcrc applying differenl skills such as writing, rcading,

drawing, listening to music, singing, dancing, playing, malching things,

painling, decorating, solving math problems, pasling, culting, creating things

with art malcriáis and rcalia and doing experiments. When studenls wcrc

dcvcloping differenl projccts, thc tcachcrs were monitoring, guiding and

hclping thcm, taking spccial care thal there was a balance of thc difieren!

learning styics in cach group, so thal thcy took advantagc of thcir particular

abilit ics.

The learners took Ihc inain decisions in the class; for cxamplc Ihcy chose the

themalic unil "My Vacalion" and the ñame of Ihe big projcct "Creating a

Vacation World in the Class". The leachers gave students difieren! activities

and thcy had the chance to takc decisions aboul whal aclivity to do and what

malcriáis to use, Ihcy also decided thc music Ihcy wanled lo hear, ihe songs

thcy wantcd to sing and thc gamcs thcy wantcd to play.
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The lessons moved from the general to the specific; students visitcd their

communily in order to see different lourist sites and means of transportation,

from this observation they were able to find out all the different things about

the place they lived in and compare them with othcr places around the world.

We noticed that the contents of the classes were meaningful and had a

purpose for the learners in the present moment, because they were talking

ahout real things and authentic experiences; for example, they researched the

tourist sites they had visited or were interesting and attractive for them. Some

of the projects they developed had the purpose of helping them to be aware of

the valué of their community.

All the time, students were working cooperatively in groups; they were

pleased to share ideas, experiences and feelings. They enjoyed group work

very much and constantly hclpcd each other; they learned to share the

material with others and to be more organized and responsible.
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The tcachers gave learners tasks in which thcy had thc opportunity lo rcad

and write, as well as speak and lisien. Both leachers demonstrated a bclicf

that students would succeed, they showcd a positive attitude and í'ailh in thc

learners. (Rohb, Laura: 1994)

The new contení was a support l'or students' first language and culture;

studenls were always comparing the cullure oí" Ihe target language wilh their

own culture since thc thcmatic uni t Ihey had chosen was very appropriale fbr

doing this.

By working in centres and creating projccts, learners had thc opportunity to

develop their abilities, according lo their specific learning styles. The

environment of Ihe class was very attractive and molivaling íbr sludenls; as

we mentioned above, it was decoraled wilh a lol oí" visual aids and sludenls'

final producís. Thanks lo the environment and to the teachers" attitude, the

classes had a nicc and fricndly atmosphcrc whcrc learners fclt frcc to take

risks. (Frccman, Ivonc & David E.: 1992)

The school slal'f and the studenls oí" Ihe other levéis were impressed by Ihe

grcal job our students had done; they were constantly visiting our classcs and

asking qucstions about thc approach we had being applying. The school

director obscrvcd Ihe changc of attitude in our sludenls, so she was very

curious lo sce Ihe dcvclopmcnt of our classcs; ihercfore, she askcd us to

explain to thc other tcachers what the new approach was about.



CHAPTER 9

9. FINAL RESULTS OK THE APPLICATION OF THE STUDKNT-

CENTRED APPROACH IN ATENAS SCHOOL

9.1.Comparison of Students* Performance and Altitudes Before and

After Application of the Approach.

Bcforc application of thc Student-Ccntrcd Approach in "Atenas School" al

the level of sccond and seventh year of basic cducation, wc ohscrved these

two groups wilh thc purpose of finding out the learning styics of thc studcnts,

this was the basis for the applieation of a new approach that focused on the

learner. The Sludenl-Centred Approach considers students' intercsts and

nccds, takcs in consideration different múl t ip le intclligcnccs, introduces other

subjcct arcas of thc curriculum lo Ihc English class, and dcvclops human

valúes. This approach combines aspects of many approachcs and

mcthodologics, for examplc Wholc Languagc, Cognitivc Acadcmic Languagc

Learning Approach, Múltiple Intclligences, Learning Slyles and Stratcgics,

Task -Bascd Learning, Projecls, and Learning Centres. (Muñan: 1988)

In thc prcliminary ohscrvalion, studenls wcrc sitting in rows working

indcpcndently; thcy did not havc the chance to interact with cach othcr and

thcy rarcly used thc targct languagc; whercas in the post obscrvation (with the

application of the Student-Ccntrcd Approach), the studcnts wcrc sitting in

small groups. they wcrc interaeting with each othcr, and at the level oí
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seventh year, they were using the target language; howcvcr, second ycar

sludents used only some words. Bolh groups shared material, experiences,

ideas, thoughts and feelings and were working with cnthusiasm to solve

common prohlems or to develop common producís.

The environment of the class changed a lot from the preliminary lo the post

observation, in the prcliminary observation the pictures pasted on the walls

wcrc in Spanish, and were nol related lo Ihe lopic being studicd; most of thcm

were oíd and non attractivc for students. Learners were not exposcd to any

visual aid in the target language. On the other hand, wilh the application of

the Student-Cenlrcd Approach, the classrooms were decorated wilh a wide

varicty of visual aids related to the project ihat was being dcveloped;

students' work was displayed around the class, as well as iheir pictures and

anything that thcy eonsidered important for iheir learning.

In Ihe preliminary observation, students decisions and inlcresls wcrc not

eonsidered; all Ihe students wcrc doing Ihe same activity; they were

following a book which was struclurc-based; on the contrary, in the posl

observation, all Ihe aetivities carne from studenls' needs and interests,

students were working in centres, performing different tasks aecording to

thcir likcs and abilities, and they were developing projects organi/ed by

thcm.
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In the prcliminary ohscrvalion, studcnts wcre not exposed to authcntic

language; they were studying topies that were not relevan! to íhcir lives, ibr

example: seasons, the past tense, the colour hlue, third person singular, and

tahlc utcnsils. Sludents wcre nol motivated and secmed not interestcd in the

class. Nevertheless, in the post obscrvation studcnts wcre cxposcd to

authenlic language such as magazines, storics, videos, songs, posters, maps,

broehures, lapes, dialogues, etc in the 1 argel language. Studenls had the

opportunity to choose a relcvant ñame ibr the projee! they were developing;

they also chosc the ñame for the centres; the lasks they wanled lo do which

were attractive and intcrcsting for Ihcm. Studenls wcre vcry motivated and

enjoyed the variety of tasks and activities; they wcre having a lot of tun

because the English class beeame very dilTerenl from the other classes they

had.

Tn (he preliminary observation, human valúes wcre nol givcn altention, bul

Ihc application of the Student-Centred Approach hclpcd Icarncrs lo discovcr

and lo improvc their human valúes. Studenls Icarnt to know more aboul

ihcmselves and abouí íheir classmates. They started lo valué their work and

Ihe work ofolhers, and they realized that they were able to perfonn their tasks

in a good way if they believed in Ihemselves; their self-esteem was increased

thanks to the positivc attitude of the !eachers and the failh they had in íheir

learncrs. Pupils Icarnt to respeel others' ideas, opinions, feelings, indiv idual

characterislics and bcliefs. Due to ihis, discipline in the classroom was much

bcttcr, students gol uscd to following rules and to working indcpcndently wi th
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coníidence. The class beeame a community where cvcryone was considcrcd

an importan! contributor.

Bcforc applicalion of thc Studcnt-Ccntrcd Approach, classroom atmosphcrc

in the two groups was nol relaxcd bccause the teachers were the centre of the

class; they look most of the responsibility and decisions about thc topic,

activitics, grouping, material, music, ele. Afler the applicalion, thc classroom

almosphcre changcd a lot; it was fricndly and free of pressure, sludenls had

thc opportunity to work in thc things they likcd and at thcir own pace.

Students were in charge oí" most oí' the decisions and took iheir own

responsibililies.

Wilh Ihe comparison mude abovc hctwecn Ihe preliminary observalion and

thc post observation (after thc Studcnt-Cenlred Approach was applied) we

could say that our studcnts changcd in thc following aspccts:

• Students learnt while they wcrc having fun.

• Students wcrc motivatcd and cnthusiastic during thc English classcs.

• Students had a posilivc attitude lowards the language, bccausc they were

using it for real purposcs.

• Students beeame aware of thcir Icarning stylcs and learnt to take

advantagc of them.

• Sludenls learnt lo lake risks.

• Students learnt to work coopcrativcly in groups.

• Sludcnts used Ihe language lo communieatc.
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• Studcnts Icarnt to use Icarning stratcgics.

• Sludents learnl to evalúate themsclves as wcll as to evalúate others

without judgemcnts and prcjudiccs.

• Students Icarnt lo solve problems.

• Sludents Icarnt to negotialc mcaning with others

• Studcnts learnt to makc conclusions.

• Studenls losl fcar of talking or acting in front of olhers.

The two teachcrs involved in the project were very pleased to see Ihe

wondcrful resulls of Ihe applicalion oí'Ihe Studenl-Cenlrcd Approaeh in their

elasses; the mosl importan! thing was thal students' at t i tude to the language

changed, as wcll as their hehaviour. As we werc applying the Studcnt-Centred

approach, we werc constantly evaluating students' altitudes and behaviour

through the proccss. We used somc individual obscrvation grids in order lo

have a follow up of every student. (Annex 16).

Academic peribrmance was evaluated during the proecss; ihrough cvaluation

of oral presenlations, everyday work in centres and projects, comprchension

oí' instructions and homcwork. Howcvcr, sincc Atenas school requires a

quantitativc cvaluation of students' performance, we needed to prepare some

tesis based on Ihe layoul given by Ihe school, which is kind of Iradilional.

Thcsc Icsls were applied belbre and after the applicalion of ihe Sludcnl-

Ccnlred Approaeh. (Annexes 13, 14, 15). Comparing Ihe resulls of ihc tests

before and after the applicalion of the approach, wc could sce that academic

level of sludents was clcarly improvcd in all aspccts involved in the
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assessmenl in the English área al Aleñas school such as: wriling, rcading,

listening comprehension and oral skills. (sce graphic page 1 7 1 )
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9.2. COMPARISON OF THE RESULTS IN A QUANTITATIVE WAY

BASED ON THE EVALUATION OF ATENAS SCHOOL

Second Year:

Befare me appücation ofthe approach.

English Performance

Reading &Writing:

Listening Comprehcnsion:

Oral skills:

Altitudes:

Total Average:

Students' average

Máximum 20

16.2

17.3

15.6

16.8

16.5

Afícr the application ofthe approach:

English Performance

Reading &Wriling:

Listening Comprehension:

Oral skills:

Altitudes:

Total Average:

Students' average

Máximum 20

17.8

18.2

18.5

19.3

18.5
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Seventh Year:

Before íhe appiication of íhe approach

English Performance

Reuding &Wriling:

Listcning Comprchcnsion:

Oral skills:

Altitudes:

Total Averagc

Students' Average

Máximum 20

17.3

15.5

15.2

16.8

16.2

After Ihc appiicatUm of íhe approach'.

English Performance

Reading &Wriüng:

Listcning Comprchcnsion:

Oral skills:

Altitudes:

Tolal Averagc:

Students' Average

Máximum 20

18.6

18.8

17.2

19.1

18.4

70



Comparison of the Results in Second
Year

English Performance

DBefore the Approach BAfter the Approach

Comparison of the Results in Seventh
Year

English Performance

Before the Approach BAfter the Approach
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9.3.Conclusiuns and Recommendations.

As we were developing this disscrtation, we faced somc ohstacles that wc had

to handle. The first inconvcnicncc was time, bccause thc Atenas school is not

hilingual, and the English period is very short, forty or eighty minutes,

depcnding on the day of thc week. The work in projects, centres and task-

bascd Icarning is t ime consuming, so students ncedcd extra lime. Another

difficulty was thaí cvcry tcachcr in thc school applics diffcrcnt

methodologies, so studcnts were not uscd to this approach and ihcy ncedcd

some training beíbre implementation of the "Studenl-Cenlred Approach". In

addition, some leachers were not open to changcs in their classroom, so the

seventh year group had to move lo another room íbr the English classes. At

first, the material nccded was nol available, but wc overéame this, thanks to

studcnts' cooperation.

In spile oí" mese inconveniences, we could provc that our students acquired

the language in a more efíecüvc way if their learning stylcs wcrc considered,

if they were the ceñiré of evcry class activity and if they were actively

involvcd in meaningful situations that arouse their interests, developed their

crcativity, and allowcd thcm lo discovcr ncw learning slralegies that

lacilitated their learning.



We, as English leachers, recommend thc application of thc "Studcnt Centrcd

Approach" in Ihe Aleñas High School, especially in Ihe English área, becausc

our school needs sludcnts with a posilive atlilude toward English, sludents

who can face daily difficultics in lifc, and studcnts who can apply all Iheir

knowlcdge lo créate a bcttcr society wilh human valúes. It is advisablc lo

implement Ihis approach in this instiluüon in order to unify Ihe leaching

philosophy of Ihe school, by shifting Ihe atlention from Ihe teacher lo thc

sludents.
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ANNEX 1

PRELIMINARY OBSERVATION

Level: Duration:

Date:

Teacher:

Issue or Concern: The teachers María Paula Naranjo and Ana Vera havc noticed

Ihal some studcnts oí" "Atenas school" at the level of second and seven year of

basic edueation are not motivuted during Ihe English classes. They do not seem lo

he interested in following a hook, therc are a loi of discipline problcms, plus the

material u sed tend to favour only Ihe Visual learners and in some cases Ihe

Auditory oncs.

Objective: to find oul students' learning slyles during the English class at

difieren! stages of the lesson in order to introduee a new approach for acquiring a

second language which favour all learning styles and allow them to learn in a

more independen! way.

Focus: Studcnts1 learning slyles by analysing: performance on tasks, molivalion

of the students when doing a task, teachcr's qucstions and students responsos,

sludents performance during pair work and group work, classroom intcraction,

classroom environmenl



ANNEX 2

FORMAT FOR THE OBSERVATION OF THE CLASSES

DEVELOPMENT OF THE CLASS

GRADE LEVEL: DURATION;
TEACHER: TOPIC:
ENVIRONMENT:

1. Warm up:

2. Presentation:

3. Practice:

4. Wrap up:

Comments:



ANNEX 3

CHECKLIS T EOR THE PRELIMINARY OBSERVA TION

I , I ; A K N I N < ;
STVI.I-:

VISUAL
LEARNERS

AUDITOR Y
LKARNERS

TACTILI;/
KiNKSTiiiíTic
LKAKNKKS

MAKKKRS FOK UiARMNtí STYLKS

NUMHIÍK <H'' STIJDKNTS

Nced to he shown whal to do. follow wriüen direclions.

Exlensively use highl ighlers and underline imporlanl
informador!.
Are motivaled hy pholos, slidcs and illustralions.

Use various graphie organi/ers lo chart intbrmation.

Show poor verbal reeall.

Add hrighl eolours and decoralions to Iheir work.

Keep ihe Línglish nolehook neal and divided inlo
sections.
Wlicn thc tcacher asks llicni lo remcmher somcthing,
usuaí ly elose Ihe i r eyes to visualice.

Hnjoy working in pairs or smalls groups, lend to
domínale convcrsalions.

Necd to he told what lo do, visual aids are nol
neecssary.

Wcak al wriling. helter al speaking.

Ilnjoy music and sing whilc working.

Rcspond hcsl lo narralives.

Can play a musical inslrumenl.

Enjoy lel l ing iheír experiences or slories in 1ro ni oí" ihe
class.
Lcarn hy doing and louching.

Thick, hcavy handwriling, generally scrutíy and
carcless.
Move around thc elass lo louch dift'erenl ohjecls.

l in joy doing TPR activilies, dancing and acíing.

It" thcy don ' t rcceive cnough scnsory s t imu l i , thcy crcatc
thei r own rnovemeni.

Likc to cliange aclivilics.

Linjoy group work and coopcralivc learning.

Do nol pay atlenlion to dctails, observe thc wholc
picturc.

YKS NO S. T. N.O

l'Vom: Dia/ Maggioli , Gabriel H. "Voiccs of I-xpcrienccs; Managing l .earning Stylcs in Ihc
ClassroorrT TESOL: 1995



ANNEX 4

QUESTIONNAIRE FOR DISCOVERING STUDENTSVLEARNING

STYLES

Level: Second yearoí'basic cducation. Date:

Teacher: María Paula Naranjo H.

Student ñame:

Individually, each student wiil be asked to answer to thesc questions in thcir molher

longue.

1. HOW DO YOU LEARN ENGLISH?

2. DRAW YOURSELF LEARNING ENGLISH



ANNEX 5

QUESTIONNAIRE FOR DISCOVERTNG STUDENTS' LEARNING STYLES

Level: Sevcnth year oí" Basic Educalion DATE:

Teacher: Ana Vera de la Torre

Student Ñame:

SlLldent will be asked lo answer thesc qucstions in their mother tongue.

l.HOW DO YOU LEARN ENGLISH?

2. DRAW YOURSELF LEARNING ENGLISH



ANNEX 6

LEARNING STYLE QUESTIONNAIRE FOR SECOND YEAR

READ THE FOLLOWING QUESTIONS AND COLOUR YOUR CHOICE.

l.At home do you usually do this:

I WATCH T.V

l.What do you^ prefer to

1 READ A BOOK SKATE

TO DAT;CE ARÓUND TO DRAW TO RUN VERY FAST

3.During the English classes, do you prefer:

TO LISTEN TO MUSIC

ÑAME:

TO OBSERVE TO TOUCH THINGS



ANNEX 7

QUESTIONNAIRE ON LEARNING PREFERENCES FOR SEVENTH
YEAR OF BASIC EDUCATION

ÑAME; „________„
DATE:

Mark each of the following scale:

5 Always true
4 Generally true
3 Sometimes true
2 Seldom true
1 Never

1. I like to keep my study materials handy and in order 1 2 3 4 5
2. My friends say 1 am very talkative 1 2 3 4 5
3 T cannot understand complex graphs or diagrams easily 1 2 3 4 5
4. Many people think I am always nervous 1 2 3 4 5
5. I am good at working with hands 1 2 3 4 5
6. I like sports 1 2 3 4 5
7. I move too much in class 1 2 3 4 5
8. T don't feel comfortable when í am too cióse to other people 1 2 3 4 5
9. 1 work quickly in class and fmish early 1 2 3 4 5
10.Í don't like to speak out loud in class 1 2 3 4 5
11.1 like t o telljokes and stories 1 2 3 4 5
12.1 c a n memorize easily 1 2 3 4 5
13.When they ask me to remember something, 1 try to "see" the

page where i t w a s written 1 2 3 4 5
14.1 like working in groups 1 2 3 4 5
15.1 like working on my own 1 2 3 4 5
ló.My teacher thinks I am disrespectftil 1 2 3 4 5
1 7.My classmates think í am disrespectful 1 2 3 4 5
18.1 like the teacher to show me what 1 have to do 1 2 3 4 5
19. í like the teacher to show and tell me what I have to do 1 2 3 4 5
20.1 fmd it hard to concéntrate for a long period of time 1 2 3 4 5
21.1 am good a t physical activities 1 2 3 4 5
221 need to write things down many times 1 2 3 4 5

VISUAL

AUDITORY

TACTILE

K1NESTHETFC

1

2

3

4

9

11

5

6

10

12

7

7

15

14

16

8

18

17

20

22

19

21

23
(Kagan: Coopcrative Learning: 1.997)



ANNEX 8

CHECKLIST OF STUDENTS'LEARNING STYLES

SECOND YEAR OF BASIC EDUCATION

ATENAS ELEMENTARY SCHOOL

Teacher: María Paula Naranjo H.
School Year: 2000-2001

STUDENTS ÑAME

1 Aguayo Escobar Daniela
2. Ailíón Garzón J. Miguel
3. Apraez Romero William
4. Benítez Fonseca David
5. Bctancourt Naranjo Vanessa
6. Calvachc Sierra Isabel
7. Cobo Cobo María Augusta
8. Corella Ramos María Eugenia
9. Dia/ Armcndári/ Sebaslián
10. Enríquez Morales Emily
1 1 . Espejo Freiré María Emilia
12. Fabara Espín Paul Sebastián.
13. Galarza Pérez Andrés
14. Gortaire Vásconez Denisse
15. Guerrero García Carolina.
16. Holguín Bakach Vanesa
17. Molina Naranjo J. Fernando.
18. Naranjo Holguín J. Alberto
19. Navarro Palacios M. Fernanda
20. Proaño Torres Rosa Michel
21. Saa Vega María Cecilia.
22. Salazar Pérez Steffy Michel.
23. Sánchez Pazmiño Juan Pablo.
24. Sevilla Terán Juan Francisco.
25. Solís Minda Paula Carolina.
26. Suárez Maldonado M. Emilia
27. Tormén Holguín Claudia
28. Velasco Paredes Karla Kather.
29. Zaldaña Viteri Felipe.

VISUAL AUDITORY TACTILE/
KINESTHE

TIC



ANNEX 9

OBSERVATION OF THE CLASSES WITH THE APPLICATION OF THE

STUDENT-CENTRED APPROACH

Level: Duration:

Date:

Teacher:

Issue or Concern: The teachers María Paula Naranjo and Ana Vera have introduced

a ncw approach for teaching English at "Atenas school", at Ihe level oí" second and

sevenlh year of basic education, with the purpose of centring all the class activities

and (asks on the nccds, intcrcsts and concerns oí' Ihe learners. The Sludenl-Cenlred-

Approach is a classroom philosophy that involves studcnts in the dccision-making

proccss; within this approach learners are constantly active and interact with each

other by communicating, solving problems and crcating ncw things. In a Studcnt-

Ccntrcd classroom, all the learning styles are included and studenls are given the

opportunity to devclop their particular abilities and skills.

Objcciive: lo find out if studenls work in a more cffcctivc way than in the

prcliminary obscrvation, with introduction of the Studcnt-Cenlred Approach. To

notice who is the centre of the class: Ihe Icachcr or the studcnts, and to idcntify the

role oí"(he learners during the English Icssons.

Focus: Studenl-Centred Approach principies, performance during projecl work and

learning centres, classroom interaclion, classroom environmenl and sludcnts'

a l t i tudes towards the language.



ANNEX 10

Class:
CHECKLIST FOR THE SECOND OBSERVATION
_ Teacher:

CHARACTERISTICS

Is the student the centre of the class and
all the activities move around him/her?
Is there a balance of appropriate activities for
every learning stylc.
Docs the student have the chance to takc
decisions about the material, the topic or
the activities?
Docs the lesson move from the general
to the specific?
Is there an attempt to draw on studcnts
background knowledge and interests?
Is the contení meaninglul and has a
purpose for the learner now?
Are studcnts working cooperatively in
groups interacting and helping each
other?
Do students have an opportunity to read
and write as well as speak and listen
during the lesson?
Docs the teacher demónstrate a believe
that studcnts will succced?
Ts the ncw contení a support for
students' firsl language and culture?
Does the learner have the opportunity to
dcvclop their abilities according to
his/her specific learning style?
Is the class organizcd in learning centres?

Is the environment of the class attractive
to the students?
Are there visual aids displayed around
the class?
Is there students' work displayed around
the class?
Is thcrc a nice and fricndly atmosphcre
in where learners feel free to take risks.
Do learners follow and understand
centre instructions?

YES NO NOT
OBSEKVED

COMMENT

Fisher, Bobbi : Joyful Learning (A whole Language Kindergarten): 1991
Freeman, Ivone & Daved E. Whole Language for Second Language Learners: 1992



ANNEX 11

STUDENT RECORD SHEET FOR LEARNING CENTRES IN SECOND

YEAR OF BASIC EDUCATION

*

STUDENT RECORD SHEET
NAME__
DATE

CENTRE/ COLOUR DATE COMPLETED

SCIENCE

ART

MANIPULATIVE
READING

/WRITING
SOCIAL STUDIES

COMMENTS



ANNEX 12

STUDENT RECORD SHEET FOR LEARNING CENTRES IN SEVENTH

YEAR OF BASIC EDUCATION

STUDENT RECORD SHEET
ÑAME

CENTRE/ COLOUR

SCIENCE

GAMES

MATH

MUSIC
LOT u a í

DRAMA
SOCIAL STUDIES

DATE

DATE COMPLETED COMMENTS



ANNEX 13

WR1TING EVALUATION

LEVEL: Second Year of Basic Education.
ÑAME:

Read the words in the box and write the ñame of the objects below.

baby beach water crayon
zoo horse tree sun train

flower moon
airport mountains valley



ANNEX 14

READING EVALUATION

LEVEL: Second Year of Basic Education.
ÑAME:

Read and color.

1. The amusement park is red and blue.
2. The taxi is yellow but its tires are black.
3. The bus is pink and its windows are light blue.
4. The petting zoo is brown and green.
5. The plañe is grey.



ANNEX 15

READ1NG AND WRITING EXAM

ÑAME:
COURSE: SEVENTH
DATE:

1. LISTEN AND WRITE SENTENCES ABOUT EACH ANIMAL. WHERE
ARETHEYFROM? 2.5P

* Toucans
* Tigers
* Zebras
* Black bears
* Kangaroos

2. MATCH THE SENTENCES (a-0 TO THE CORRECT PLACE (1-6) 3 P

At the carnival!

Susan and Tony are on the telephone. Match the sentences a—f to the correct
^ place 1—6.

a The carnival starts at 6 o'clock.
b Bye
c Helio, Tony. It's Susan.
d At my house!
e Listen. Do you waní to come to the carnival tomorrow?
f That's right Can you come?

TONY: Helio.

SUSAN: 1

__/TONY: Hi, Susan.

SUSAN: 2

Y: Tomorrow? That's Saturday.

SUSAN: 3

TONY: Fantastic! Yes, I can come. What time?

SUSAN: 4

TONY: Where can we meet?

SUSAN: 5

TONY: OK. Six o'clock at your house. Fine. Bye!

SUSAN: 6



3. WRITE THE CORRECT FORM OF THE VERBS 1N BRAKETS. 5P

1. My father and I

2. Mary and John

3. My teacher

4. My dog

5. We an interesting book.( read)

6. Peter

7. Susy and I

8. Thecat

9. The students

10. Mymother

pizza everyday. (eat)

in the school. (to be)

a poem on the board. (write)

in the garden everyday. (play)

orange juice in the restaurant. (drink)

to the music in their tape recorder.( listen)

_ in its house with her babies. (sleep)

the homework in the school. (do)

jump and run very fast. (can)

4. MATCH THE COLUMN OF THE NUMBERS WITH THE COLUMN OF
THE LETTERS. MAKE SEVEN SENTENCES. 3P

Makc sevon sentcnccs

Match 1-7 to a-" Make sevcn scntences.

Prcícitt simple

1 BoasnakGs...

2 Acaterpillar... -—-

3 Sometimes, a polar bear,..

4 We ...

5 Asnake ...

6 Caterpillars ...

7 Susan ...

a ... eatsfrogs.

ta ... eat leaves.
t

c ... likes pets.

d ... livein forests.

e ... changes into a butterfly.

f ... eats penguins,

g ... play football at school.



5. JOIN THE SENTENCES TO THE CORRECT ANIMAL. 2P

More animal facts

Kiingarotjs or polar bearsr

Join the scntences to che corrccc animal.

1 They can jurnp nine metres.
2 They come from a very cold contínent.

3 They are very white.

4 They come from Australia.

5 Theyeatfish.

G A baby is only three centimetres long.

7 They can swim very well.

8 They can |ump 30 kilometres per hour.

6. WRITE AORAN.2P

airport

window

restauran!

accident

horse

umbrella

_ newspaper

dentist

apple

office



7. WR1TE A PARAGRAPH ABOUT YOUR VACATION 2.5P

GOOD LUCK!



ANNEX 16

OBSERVATION GRIDS FOR EVALUATING ATTITUDES AND

BEHAVIOUR

ÑAME: DATE:

t

Behaviour

Attitude

Respect to the work of others.

Cooperation with the tcachcr.

Coopcration with classmates

Positivo aítitude to given input.

Risk taking

Effort to reach goals.

Enthusiasm when developing tasks.

Involvenicní in Ihe class

Responsibility

Use of the language to

commumcate

0 1 2

TOTAL:

BIBLIOTECA

COMMENTS:


