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Iintroduction

Who is this book for?

® For any modern language teacher trainer, whether you have the title
‘teacher trainer’, have your own office, have special training and extra
pay, whether you are called something else such as ‘inspector’, ‘director
of studies’ or ‘principal’ or whether you are the sort of teacher that
people turn to in the staffroom in moments of pre- and post-lesson
panic.

¢ For anyone planning or running a pre- or in-service workshop or
course.

® For groups of teachers wanting to share ideas in informal and less insti-
tutional settings.

® For teachers and teacher trainees who have been through or are under-
going the process of training and who are interested in how it can be
done.

® For lecturers interested in getting away from a lecture-based approach
to training.

® For trainers in any field who are interested in the how of training as
well as the what.

What is the book about?

The book is about the process of training language teachers. One particu-
lar process option is described in close practical detail in Part One, and in
Part Two there is broader discussion of how we classify and define teacher
training events, the parameters surrounding them, the matching of pro-
cess options to parameters, and, finally, how we can evaluate any process
experiments we might make, In simpler language, Part One is about loop
input, and Part Two is about what’s inside the trainer’s head (mental
schemata), what’s outside the trainer’s head (parameters), juggling the

inside with the outside (making process choices), and what the experi-
ments are worth (evaluation).

How is the book organised?

The book is divided into two parts. The first part introduces the idea of
loop input gradually, so that by the end of Part One the reader will be able
to plan, run, assess and adapt training sessions in this new way. This first
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Introduction

part is practical and informal, and gives many ideas in sufficient detail for
you to use them in the training room immediately if you want to. The
reader stops reading, takes an idea from the book, tries it out in the train-
ing room, and eventually comes home to do some more reading. Part One
is also interactive in a more conventional manner, with plenty of oppor-
tunities for readers to stop and think or join in with the process of the
book. Part Two takes a broader perspective and a wider view of process
and training generally.

Why is the book organised in this way?

In some training sessions, the steps of the session are carefully explained
first so that nothing happens that participants have not been warned
about or told the rationale for. So, there is introduction, and talk, and
explanation first. The doing comes second. At the beginning of a course
run like this, there will be ‘welcomes’ and ‘introductions of personnel’,
timetables will be handed out, and the structure of the course outlined.
There will then, perhaps, be an explanation of how important it is for
people in the group to get to know each other, and an underlining of the
importance of experiencing things first hand. After this careful, step-by-
step introduction, after an hour or so of talking through, the group may
be invited to do a warm-up. They may stand or sit and start to talk. The
room will start to buzz with voices.

In other training sessions, the activity will be experienced first. There
might be a brief word from the trainer as an introduction, but within
minutes of the session opening people will be moving about and talking,
They will do the activity first and talk about it later. This basic choice of
‘explain first’ or ‘do first’ can be made by the trainer or, once the trainees
have tried both ways, put to the trainees so that they can express theit
preferences.

In this book I had a similar choice to make. There are two parts to the
book, and one is highly practical and interactive. I had to decide whick
part to put first. I have decided to invite you to plunge straight in. I wan
to share with you a particular vision of training, first of all. I know tha
you will have your own ways of training. So, just as we might all com«
together in a room at a conference or on a trainers’ course, we are, in fact
all meeting via this book. This book will be our shared experience. I’d lik«
to invite you to join me in Part One, so that I can share with you som:
things that I have found useful. Then, in Part Two, we can slow down :
bit and discuss things more widely.

The wonderful thing about meeting via a book, rather than meeting a
a conference or on a course, is that you can, if you wish, choose to reas
Part Two first. If you are the sort of person who likes broad background
time to think, and explanation before demonstration, then you might wel
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want to read Part Two first. It’s up to you. But I'll take the ‘experience
first’ people straight on to Chapter 1.

Within Part One I have taken a course of action mid-way between the

choices outlined above by setting out some information in the first chap-

ter. If you are a 100% ‘experience first’ person, then dive straight in at
Chapter 2.

Finer details

a)

References

As you read through the book you will meet small figures, for example
!. At the end of the chapter you will meet the number again and you
will sometimes find a single reference to an individual, an article or a
book, and you will sometimes find a group of books all on a related
topic, in case you want to do further background reading.

Style

In Part One you will find many contracted forms such as don’t, I've,
and they’ll. 1 have used them because they are natural and because
they allow me to express emphasis in a natural way, by simply decon-
tracting as in I do not mean.

Throughout the book, | usually refer to the teacher and the trainer
as ‘she’. There are two reasons for this. Firstly, the majority of
teachers, and many trainers, are women. Secondly, very few books use
the pronoun she to denote women at all or women in mixed groups
(that is, be, etc. is used in these cases). The usage in this book is thus
designed to be a refreshing change.



PART ONE

1 Essentials

A FEW TERMS
Content and process

Regardless of which particular combination of course type, trainee type
and trainer you are involved with, two things will be especially important
to you if you are going to train teachers of English as a foreign language
(EFL) or people thinking about entering the field. One is content, that s,
what information, skills or knowledge are to be taught or learnt. The
other is process, that is, how this information or knowledge is going to be
taught or learnt, or, in other words, what ‘vehicle’ will be used to ‘convey’
the content.

I will be saying very little about content in this book. It will only be dis-
cussed in Part One when different ways of training are being exemplified
or explained. I am interested here primarily in the different ways of elicit-
ing, sharing, conveying and working with information, skills and knowl-

edge in a language teacher training context. These different ways I call
process options.

Process options

There are many different process options available, but very few
teachers, trainers or lecturers have themselves been trained in using a
variety of options or, in fact, in using even one to its fullest potential.
There are very few courses or books available to help a trainer who
decides that, for example, simply lecturing is not enough. It is often the
case then that trainers work from a store of old process models gained
from their own experience as students, plus a few ideas gleaned from
colleagues, conferences and their own creativity. This may lead to the
trainer overusing a rather thin repertoire of techniques. There will be
nothing wrong in the techniques themselves but there may be ways of
varying them and more appropriate techniques to choose from to
accomplish the aims of a particular training session.

If this is the case, then two types of work are necessary. One is a com-
pilation and discussion of already existing techniques and the other is the
development of new techniques.

4



The EFL teacher training group

I would like to tell you about a new set of training strategies called loop
input. It’s not right for all people in all situations, but it represents a fresh
option for those interested in widening their range of training choices.
Trainers reading this book will already have repertoires of their own and
I wouldn’t want them to lay these repertoires aside just because they meet
a new idea. If experimenting with process is new to you then trying loop
input may feel strange or exciting. at first, but after a while it may find a
place in your repertoire. Trying out an unfamiliar process and taking iton
board may lead you to look for other processes and to your developing
your own. Qur professional pool will then be richer.

Before I start explaining what loop input is, and how it works, I'll cover
some background.

The EFL teacher training group: different roles and
levels

Because there are so many groups involved in EFL teacher training, and
in order to avoid confusion when writing about the various roles and
classrooms, I will use the terms in Figure 1 The stack throughout this
book. The terms are explained below.

1. Students of EFL

>The language classroom
Teachers of EFL

Teacher Trainees

2.
3
>The training classroom
4. Teacher Trainers
5.

Trainers’ Trainers or Tutors
Figure 1 The stack

Much training work is done with experienced in-service groups of
teachers. One would not normally refer to these teachers as trainees, but
for ease of reference in this book and to distinguish between times when
the experienced teacher is actually teaching a language class and other
times when she is attending a training seminar, the term trainee will be
used to cover any person at a seminar or on a course whether they be
experienced or inexperienced, employed as a teacher or not. Thus we have
a chain with five links, or a stack with five levels.

The first point I'd like to make is that any individual can belong to dif-
ferent levels of the stack at the same time, e.g. a trainee could be a non-
native speaker of English and thus a student of EFL at the ‘same’ time as
training. A trainer can be an EFL teacher and a tutor and a student of, say,
Japanese at the ‘same’ time. In other words, a person in the EFL teacher
training stack can have, in fact usually does have, more than one role or
one face at a time. Alexia, shall we say, is a part-time EFL teacher. Her

5



Essentials

classes are on Wednesday and Friday morning. She also attends a teacher
training course on Thursday evenings. Thus, she has two different roles
a week in her EFL world.

The second important pointis that any one person in the stack canlearn
from any other person in the stack. The stack is an expression of roles and
organisational complexity. It is not meant to imply status differences. As
lines in stacks are often interpreted hierarchically, however, I have
attempted to disturb this image by putting the student at the top (the one
who pays the most?) and the tutor at the bottom (the one who earns the
most?). The point of the diagram is simply to remind us of who is
involved, to give each role a simple name so that terms are clear through-

out the book, and to show that we all have multiple roles and so can learn
from each other.

Trainees and students

TRAINEES

There are important differences in confidence, status and language
awareness between native and non-native trainees. Non-native trainees
may be wary of expressing themselves in the target language in the train-
ing classroom or may consciously use the training sessions as language
improvement sessions too. Thus they may be working on their teaching
techniques and language ability at the same time.

It’s easy to forget, however, how ill at ease some native speakers are
when writing out their thoughts. This lack of ease may show up, for
example, in the number of times you redraft an important letter, or in an
inability to start writing on a blank sheet paper. A particularly bad
example comes from this piece of homework, unsolicited, handed in by a
young man on a pre-service teacher training course held at a British adult
education college. The trainee took great care to correct the mistakes and
handed it in a second time with most of the original mistakes changed but
not necessarily rectified. Thus ‘on there own’ became ‘on thier own’ and
finally ‘on three own’. Here is an excerpt from his work:

Ice-breakers

This 1 feel was very important, as we were all strangers,
i feel the combination of the two games was just enough,
three i think would of been too many, the breaking of the
ice was skillfully done, you got to know a little about a
lot of people, but most importantly there names, and of
course putting faces to the names.

This would be a good idea for foreign language
students if it was written down in thire language with
maybe the English version next to it, and being left on
three own to go around and ask questions,
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Using the parallels
STUDENTS

Despite individual and group differences in language awareness and
interests, there are some parallels between students and trainees.

- Students in the language classroom

- Trainees in the training classroom

Both groups are studying something and thus are in a room with other
people who they may or may not like. They have to do homework and
suffer having it corrected. Members of either group may be motivated or
uninterested. Being at different levels in the stack at any one moment,
however, they may have a different viewpoint of the proceedings. The
more students are helped with study skills to get the most out of input
methods, and the more trainees are helped to improve their input
methods, the more the two parallel lines will represent mirrors reflecting
each other’s interests, as mirror images of each other’s concerns.

Using the parallels

Trainers often capitalise on the parallels between trainees and students.
They do this in five main ways:

a) Trainers might ask trainees to take part in the ‘ball game for names’
(Frank and Rinvolucri, 1983), for example, as a warm-up at the start
of their course. After the game has been played, some names learnt,
and the ice broken a little, trainees will often be encouraged to discuss
the game, its advantages and disadvantages, the language that’s
needed by students in order to play it in the target language, the equip-
ment needed and so on. They might be asked to remember their feel-
ings (of newness, or forgetting, of fun) and to try to recall them later
in their own classes so that they can empathise better with their stu-
dents. In this way, trainees remain trainees, with their own needs (e.g.
to get to know each other’s names) and statuses, but a game is
borrowed from the students’ line in the stack simply because it fits the
situation.

b) Trainees might be asked to play a game taken from EFL teaching, and
be required to play the game in a language foreign to them all. Thus
the ‘Find someone who . . .’ game might be played in French, if you

happen to have native English-speaking trainees who know a little
French. For example:
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Cherchez quelqu’un(e) qui a | une bicyclette
un chat
une maison a la campagne
une amie japonnaise, etc.

Here, the trainees are required to suspend disbelief for a while and
change from the trainee level in the stack, pretending that they now
belong to the students’ level. In computer language, they are required
to push, i.e. to suspend operations on the task they are currently
engaging in, which is learning to be EFL teachers, without forgetting
where they are, and to take up a new task, which is practising French.
The new task is usually said to be on a lower level than the first task.
Once this second lower level task is completed they pop back up to the
first level again, i.e. they resume their previous roles as trainees and go
on as before, discussing the relative merits and demerits of the exer-
cise. This is a simple kind of recursion.

Trainees Trainees
Talk about the idea of Discuss the game and
games in EFL how it felt

o -
Take on the role of Go back to
foreign language being trainees
student

Play the game in French
tigure 2 Push and pop

A little time is necessary to allow trainees to understand that they are
popping or leaving one role and taking on another. Time is necessary,
too, on their return to their own role after the exercise. Unless the time
is taken and the process made overt, trainees are liable to suffer con-
fusion over who they are supposed to be at any one time. To take the
metaphor of deep sea diving, going down or coming up too fast can
give you ‘the bends’.

Pushing and popping are terms I gained from Douglas Hofstadter
(1979)". Leaving one role, and entering another for a time, represents
a valid way of capitalising on the parallels in the situation between stu-
dent and trainee. The example of the ‘find someone who’ game, how-
ever, is rather artificial since the trainees probably don’t really want to
learn French, at least at that time, nor are they likely to learn much
from a quick, sample exposure. Aleksandra Golebiowska (1985) has
argued that the experience provided by this foreign language (FL)
learning ‘simulation’ is less than valid since: (a) the motivation experi-
enced by the trainee is different from that of the real FL learner, (b) the
frustration caused by this change of roles so early in a course can be
counter-productive, (c) the novelty of FL lessons soon wears off, (d)



Using the parallels

the time could be better spent discussing the difficulties of learming
English rather than learning another language, and (¢) one lesson can
never characterise a whole teaching/learning process. (Her article does
contain some interesting suggestions, however, for helping trainees to
experience what it’s like to be learning English, rather than any other
language.)

A less artificial extension of the above point comes from Argondizzo
et al. (1986/7). They suggest taking games and activities often used in
the foreign language classroom, but instead of changing the language
they change the content. Thus, the game above now looks like this:

Find someone who | can name the phases of the lesson
can define mentalism
can explain pre-lexis
etc.

Here, the trainees can see how the game operates and feel some of the
advantages and disadvantages by actually experiencing it, but they
also get time to review some of the content of their own training
syllabus. They stay on the trainee line of the stack and do not take on
the phoney role of language student, but simply borrow the frame of
a game used at the student level.

Another idea that uses the similarities between the roles of individuals
at different levels of the stack is what could be called open process.
Here, the trainers open up their course to the extent that they make
visible to the trainees all the constraints and decision-making pro-
cedures that they engage in. They take the wraps off their own level of
the stack and make public their own concerns. Thus, a trainer might
say, ‘at this point in the course we have a choice. We could either
hammer away at “concept check questions” for another week, until
we feel you’ve got it, or we could leave it and come back to it in the
hope that the dust will have settled in your minds and that there will
be less confusion. All the trainers met yesterday and we decided to
come back to “concept check questions” later because . . .’

Trainers can also take the wraps off their ongoing decision-making
processes. For example, a colleague told me of a time when he was
asked, ‘Why did you sit on the floor to tell the story?’ and found him-
self answering, ‘Because I had to bring you closer to me (it was a very
large room, with the chairs all round the walls) and I wanted you to do
it quickly, which meant coming without the chairs and sitting on the
floor with me.’

Trainees are not invited to join in the decision making but are ‘view-
ing’ it and can ask questions about it. They can relate this to decisions
they have to make as teachers. No change in level is required. One
level simply takes its clothes off and has an X-ray, so that another level
can see its internal workings better. Trainees attempt to store the
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