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NOTES FOR TEACHERS

English Teaching Forum supports the teaching of English around the 
world through the exchange of innovative, practical ideas. Below is a 
description of each section of the journal, along with suggestions about 

how to use it. 

ARTICLES provide practical, innovative 
ideas for teaching English, based on current 
theory. 

READER’S GUIDE corresponds to the 
articles in each issue and can guide your own 
understanding as well as discussions with 
colleagues. 

TEACHING TECHNIQUES give English 
teachers the opportunity to share successful 
classroom practices. 

MY CLASSROOM focuses on one 
teacher’s classroom and describes ways that 
the teaching environment shapes learning. 

TRY THIS gives step-by-step instructions 
for carrying out language-learning activities in 
your classroom.  

THE LIGHTER SIDE features an 
English language–based puzzle that can be 
photocopied and given to students to solve 
individually or collaboratively.

You can use the same pre-, during-, and 
post-reading approach to reading Forum 
articles that you might recommend to 
students. Before reading, consider the 
title and scan the text; then answer these 
questions:
• What do I expect this article to be about?
• What do I already know about this topic?
• How might reading this article benefit me?

As you read, keep these questions in 
mind: 
• What assumptions does the author make—

about teaching, teachers, students, and learning?
• Are there key vocabulary words that I’m not 

familiar with or that the author is using in a way 
that is new to me? What do they seem to mean?

• What examples does the author use to illustrate 

practical content? Are the examples relevant to 
my teaching?

After reading, consider answering these 
questions on your own and discussing 
them with colleagues:
• How is the author’s context similar to and 

different from my own?
• What concept—technique, approach, or 

activity—does the author describe? What is its 
purpose?

• Would I be able to use the same concept in my 
teaching? If not, how could I adapt it?

Search for related articles at american 
english.state.gov/forum; the archive goes 
back to 2001. Submission guidelines are 
also posted on the website. Email manuscripts 
to etforum@state.gov.

ON THE COVER
This year, as English Teaching Forum celebrates its 60th anniversary, the front covers of the four 
issues feature a unique “60” design, with covers of previous issues visible. The back cover of 
each issue this year also features previous covers; the selection includes the different designs 
and Forum logos that have greeted readers over the years. Feel free to look over the covers and 
see if you can find any of your favorites. You might also want to count the number of previous 
issues that are included on the back cover. Can you guess how many there are?

http://american english.state.gov/forum
http://american english.state.gov/forum
mailto:etforum@state.gov


Volume 60       Number 3       2022

Tom Glass
Editor in Chief

Editorial Review Board

Lottie Baker
Russell Barczyk
Curtis Chan
Kim Chilmonik
Scott Chiverton 
Roger Cohen
Tim Collins
David Fay
Emily Ferlis
Jerrold Frank
Ruth Goode
Christopher Hastings
Bradley Horn
William Little
Denise Lowery
C. Allen Lynn
Jennifer MacArthur

Nabila Massoumi
Kevin McCaughey
Diane Millar 
Alice Murray
Kelli Odhuu
Gena Rhoades
Micah Risher
Dawn Rogier
Rick Rosenberg
John Silver
Maria Snarski
Sandra Story
Jennifer Uhler
Carleen Velez
Frances Westbrook
Eran Williams
Dennis Yang

Contributing Editors

Heather Benucci
John Bichsel

English Teaching Forum, published  
quarterly by the United States 
Department of State for teachers 
of English, is distributed abroad 
by U.S. embassies. Questions 
about subscriptions should be 
addressed to the Public Affairs 
Office of the nearest  
U.S. embassy. 

In the United States, Canada, 
and other countries, annual 
subscriptions to individuals and 
institutions are available through 
the U.S. Superintendent of 
Documents: http://bookstore.
gpo.gov

US ISSN 1559-663X (print)

ISSN 1559-6621 (online)

2
ARTICLES
Motivating Student Reading through  
Post-Reading Book Creation 
NICOLE BRUN-MERCER AND CATHERINE MOORE

14 Utilizing Podcasts in Virtual EFL Instruction 
ELIZABETH HANKS

24 Getting Students to Speak Up: Classroom 
Atmosphere Is Key 
AMANDA C. BRADFORD 

30
READER’S GUIDE
Questions for analysis and discussion

32
TEACHING TECHNIQUES
Integrating Tech Tools to Support Various 
Modalities of Second Language Development 
NATALIA WARD AND BETTY THOMASON

36
REFLECTIONS
Forum in 2022 
TOM GLASS

40
MY CLASSROOM 
Mauritius 

46
TRY THIS 
Vocabulary Jigsaw Review 
CARA M. SCHROEDER AND EDGAR MIGUEL GRAJEDA

THE LIGHTER SIDE
Vanilla Rice Stream  
(Inside back cover)

http://bookstore.gpo.gov
http://bookstore.gpo.gov


2 02 2E N G L I S H  T E A C H I N G  F O R U M2 americanenglish.state.gov/english-teaching-forum

NICOLE BRUN-MERCER AND CATHERINE MOORE

United States

Motivating Student Reading 
through Post-Reading  
Book Creation

The Intensive English Program (IEP) high-beginners looked  
proud for the first time since they had started the course 
months earlier, their e-books projected dazzlingly on the wall  

of the classroom. The adult-education class turned into a sea of 
raised hands and smiling faces, each learner eager to stand in front 
of the class and read the unique, colorful paper book they had 
created. The preschoolers clamored to read another story so they 
could draw a new ending to that one as well. What do these three 
groups of learners have in common? They are all excited to read  
more because they have been reading with a purpose: to create 
a new book based on the text they had just read and share their 
creation with their peers.

WHY AM I READING THIS? 

Our three groups of learners—at an IEP, 
an adult school, and a preschool—read 
enthusiastically because they knew why they 
were reading. Those learners, with their clear 
purpose for reading, should not be alone. For 
every text they pick up, readers ought to be 
asking, “Why am I reading this?” 

Defining the reading purpose(s) has 
been shown to increase both reading 
comprehension and motivation (Anderson 
2014; Noji, Ford, and Silva 2009). The 
reading purpose is frequently determined by 
what is accomplished once the text has been 
read, which, in the classroom, typically takes 
the form of post-reading activities. Thus, 
effective post-reading activities are of critical 
pedagogical importance, both for reading 
comprehension and motivation. 

Post-reading activities are most effective when 
they are more than comprehension checks; 
they should be incentives to read, learn, 
and share information. Motivating learners 
to read is instrumental in helping them 
become more-proficient readers. Studies 
show a positive relationship between time 
spent reading and reading ability; the more 
motivated students are to read, the more 
time and energy they will dedicate to the task 
and the more proficient they will become at 
reading. (See Grabe 2009 for a discussion.) 

Post-reading activities also offer opportunities 
to use a wide range of linguistic and cognitive 
skills. Tasks that integrate speaking, listening, 
and writing as well as vocabulary and 
grammar practice are not only beneficial 
for language development; they are more 
meaningful and engaging as well. Similarly, 
projects that require complex cognitive 
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The more aware we are of our reading purpose,  
the more strategically we read.

processes will help learners refine their 
critical-thinking skills and at the same time 
spark more learner interest and involvement. 

Therefore, a well-crafted post-reading activity 
can boost student motivation and reading 
proficiency, as well as numerous linguistic and 
cognitive abilities. Yet many English language 
(EL) teachers struggle to find a sufficient 
variety of meaningful post-reading tasks. This 
article outlines the rationale and steps for one 
engaging post-reading activity that is sure to 
rejuvenate a reading curriculum: student book 
creation. We describe different book types 
and task types to help instructors find the best 
book creation activity for their educational 
setting. The article concludes with a discussion 
of how book creation was integrated into 
lesson plans at the three instructional settings 
mentioned above: a preschool, an adult 
school, and an IEP. 

CREATING A PURPOSE WITH  
POST-READING ACTIVITIES

We all read with a purpose. We read for 
information and for entertainment. We read 
to pass an exam, apply for a job, operate a 
newly purchased gadget, spend time with our 
children, and exchange ideas with friends. 
Our reading purpose changes with each text, 
and often multiple purposes are achieved with 
any one text. Knowing our reading purpose 
improves strategy use and motivation, as well 
as linguistic, cognitive, and metacognitive 
skills, all crucial elements for successful, 
enjoyable reading.

A Reading Purpose Fosters Strategy Use 

The more aware we are of our reading 
purpose, the more strategically we read. 
Reading purpose has been shown to alter 
strategy use (Joh and Schallert 2014; 
Linderholm and van den Broek 2002), and 
the strategies we use help us comprehend and 

remember the text in a way that allows us to 
achieve our predetermined reading purpose 
(Anderson 2014; Grabe 2009). For instance, 
the way we process a newspaper article 
is different if it is informing an academic 
essay we are writing as opposed to giving us 
something interesting to talk about at a dinner 
party. When reading for information, readers 
tend to make more inferential connections; 
when reading for entertainment, they make 
more general associations and evaluations 
(Linderholm and van den Broek 2002). 

Different purposes require different 
information from the text, which, in turn, 
requires different strategies or combinations 
of strategies. If we do not know why we are 
reading a text, we will not be able to make 
informed decisions about what information to 
attend to, and our ability to use information 
from the text will suffer. In the classroom, 
the reading purpose is most frequently 
determined by post-reading activities. 
Therefore, it is essential for learners to know 
what they will be doing after reading a text 
so that they can use the most appropriate 
strategy (or, more commonly, a combination 
of strategies) and focus on the most relevant 
parts of the text. 

A Reading Purpose Heightens Motivation

Knowing what will follow the reading not 
only improves strategy use but also increases 
motivation. Identifying the reading purpose 
before starting to read increases learner 
curiosity and interest, self-confidence, and 
chance of success, three key motivating 
strategies (Dörnyei and Ushioda 2021). 
Post-reading activities can further boost 
motivation when they are varied, interesting, 
and relevant to the learner; when they foster 
learner autonomy; and when they support 
group cohesiveness by allowing learners to 
interact, get to know each other better, and 
work toward common goals (Dörnyei and 
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When learners produce their own books,  
they (1) read a text, (2) evaluate, analyze, or apply the 
information from their reading, (3) produce a new book  

related to their reading and analysis, and  
(4) share the book they have made with other learners.  

Ushioda). Motivation is critical because it 
creates a virtuous cycle of reading ability. The 
more motivated we are to read, the more we 
read; the more we read, the better skilled 
we become at reading; the better skilled we 
are at reading, the more motivated we are to 
read (Grabe 2009; Klauda and Guthrie 2015; 
Komiyama 2013). 

A Reading Purpose Boosts Linguistic, 
Cognitive, and Metacognitive Skills

In addition to establishing a reading purpose 
and bolstering learner motivation, at a more 
fundamental level, EL post-reading activities 
are designed to develop learners’ linguistic, 
cognitive, and metacognitive skills. A strong 
post-reading activity complements the reading 
task by cultivating listening, speaking, and/
or writing skills in addition to fostering the 
development of vocabulary and grammar 
structures. 

The post-reading activity will also hone 
cognitive and metacognitive abilities. 
According to Herrell and Jordan (2016, 73),  
post-reading activities will ideally call on 
macroprocesses (e.g., identifying the gist), 
elaborative processes (e.g., creating text 
connections with personal experiences), 
integrative processes (e.g., identifying 
cohesion), and microprocesses (e.g., 
increasing fluency). Cognitive skills are 
essential in aiding our brains while we 
process the information from the reading to 
determine how to make the best use of the 
text. When instructors discuss the cognitive 
skills being used in understanding a text, 
students begin developing their metacognitive 
awareness; that is, they begin reflecting on 
their reading and learning. As readers develop 
their cognitive and metacognitive skills, they 

are able to grasp, retain, and use what they 
read more efficiently and effectively. 

STUDENT BOOK CREATION AS A  
POST-READING ACTIVITY

One post-reading activity that touches on 
all these motivational, linguistic, cognitive, 
and metacognitive strategies is student book 
creation. When learners produce their own 
books, they (1) read a text, (2) evaluate, 
analyze, or apply the information from  
their reading, (3) produce a new book  
related to their reading and analysis, and 
(4) share the book they have made with 
other learners. The remainder of this 
article summarizes learning objectives, 
suggests various task types and book types, 
and describes projects carried out in three 
different instructional settings.

Learning Objectives

As a post-reading activity, student book 
creation is intended to help learners achieve 
the following objectives:

• Improve reading comprehension and 
fluency 

• Use and develop reading, critical-thinking, 
cognitive, and metacognitive processes

• Draw on all major language skills (reading, 
writing, listening, speaking, grammar, 
vocabulary) to complete a project

• Create deeper connections to texts

• Develop connections with other learners 
in a collaborative reading–learning 
environment
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Task Type Student Population(s) Sample Target Skills

Retell the story from 
a different character’s 
perspective

Adolescent and adult Understand and analyze character 
traits; interpret how those 
traits might alter the character’s 
perception of events; understand 
central idea

Continue the story by 
imagining what might come 
next

All ages Evaluate cause and effect; 
understand central idea

Modify the outcome of the 
story by changing a key event

All ages Evaluate cause and effect; 
understand central idea; explore 
problems and solutions

Become one of the existing 
characters from the story, and 
as that character, share the 
character’s unique perspective 
on how the story evolved 

Adolescent and adult Understand and analyze character 
traits; interpret how those 
traits might alter the character’s 
perception of events; understand 
central idea

Add a new character and 
explain how this character 
would fit into the story

All ages Understand and analyze character 
traits; interpret how those 
traits might alter the character’s 
perception of events; evaluate 
cause and effect; understand 
central idea

Create a conversation 
between the characters five 
years after the story ended 
based on imagining what has 
happened in their lives since 
the story concluded

All ages Understand and analyze character 
traits; interpret how those 
traits might alter the character’s 
perception of events; evaluate 
cause and effect

Give a gift to a character 
(something physical or 
material, a trait, or an insight) 
and explain how the character 
will benefit from this gift

All ages Evaluate cause and effect; explore 
problems and solutions

Compare events in the text 
to personal experiences and 
expand on the similarities

All ages Create text connections with 
personal experiences; explore 
similarities and differences

Present further research-
informed historical facts 
about a person, place, event, 
or idea that was mentioned in 
the text

Adolescent and adult; 
IEPs; secondary and 
university education

Analyze the relationship between 
individual stories and larger, 
historical circumstances; carry out 
research

Critically analyze the text and 
recount a counternarrative

Adolescent and adult;
IEPs; secondary and 
university education

Analyze point of view; investigate 
rhetoric and persuasive devices; 
carry out research

Retell the text in a different 
form (e.g., poem, play, 
report)

Ages eight and up Analyze rhetoric and genre

Table 1. Sample task types, populations, and skills
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Task Types 

For the post-reading book creation activity, 
students read a text, such as a short story or 
nonfiction article, and then create a book that 
requires an analysis of the text they have read. 
The possibilities, in terms of what learners 
put into their own books, are virtually 
limitless. See Table 1 for a list of some sample 
task types with suggested student populations 
and target skills. Note that age, course 
objectives, and individual student differences 
will determine which task types are most 
appropriate for any given student population, 
and that Table 1 offers just a few of many 
possible target skills for each task type.

For all these task type examples, students 
must analyze the text in some way, drawing 
on various cognitive and metacognitive 
processes. Many of the overarching critical-
thinking skills involved in book creation are 
similar regardless of the task type assigned: 
learners must understand and remember 
main events and ideas, and they must analyze 
information and apply it to a new context. 
At the same time, some cognitive demands 
differ depending on the content learners put 
into their books. For instance, when learners 
retell the story they have read from a different 

character’s perspective, they must understand 
and analyze character traits as well as 
interpret how those traits might alter the 
character’s perception of events. As another 
example, if learners modify the outcome of 
the story by changing a key event, they must 
evaluate past decisions and events and then 
determine how the past influences the future 
course of events. Instructors are encouraged 
to consider the age, abilities, and needs of 
their learners when deciding on the type 
of book to be assigned. Young children, for 
example, might not be ready for some types 
of analysis. 

Some task types might initially seem most 
suitable when reading fiction (e.g., retell the 
story from a different character’s perspective) 
and others when reading nonfiction (e.g., 
present further research-informed historical 
facts about a person, place, event, or idea 
that was mentioned in the text). Nonetheless, 
instructors can mix task types with different 
genres (e.g., retell a book on planets in the 
solar system from the perspective of Mars  
for eight-year-old children; present 
information or create a short guidebook on  
a city featured in a short story for adults  
living near that city).

Figure 1. Front cover and inside picture of a Card Book created by a four-year-old
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Depending on the task type assigned,  
learners might find it useful to complete 
graphic organizers designed to help them 
with the pre-writing process and information 
processing. For example, if learners are 
retelling a story based on the modification of 
a key decision, rather than jumping right into 
rewriting the story, they can use a chain-of-
events storyboard graphic organizer to first 
outline a new series of events. Education 
Oasis (2020) provides dozens of helpful 
graphic organizers for exploring the central 
idea, cause and effect, problem and solution, 
similarities and differences, character traits, 
timelines, and story mapping. These graphic 
organizers can be used freely in the classroom 
and are beneficial when a higher level of 
analysis is expected of learners. However, 
for learners with a shorter attention span, a 
graphic organizer may make the project too 
long. Young children might require just a brief 
class discussion rather than a graphic organizer 
before they begin creating their books.

Book Types

Some book types can be produced from 
nothing more than a sheet of paper; other 
book types might require a computer and 
Internet access. This section explains how 
to create four book types: Card Books, Step 
Books, Brad Books, and e-books.

1 . 	 Card Books

Card Books are the most straightforward 
design. They require no materials other than  
a piece of paper and a writing instrument 
(e.g., crayon, pencil, erasable pen). This type 
of book is ideal for young learners. Simply 
have students fold their paper in half. Next, 
they write the title and their name on the 
front cover, and write their short story and/or 
draw their picture inside (see Figure 1).  
If the book they read includes a picture of  
the author and/or illustrator, encourage 
children to draw a picture of themselves on 
the back cover. Children readily associate  
their creation with a “real book” when 
instructors point out that their own books 
include vital elements such as title, author 
name, and picture of the author. 

2. 	 Step Books

Step Books are fast and easy to create.  
Only three types of materials are needed: 
blank paper, a writing instrument, and a 
binder clip. 

To create a six-step book, students choose 
three sheets of paper (using different colors 
looks best, if available) and place each blank 
sheet approximately two inches below the 
other to make the first three steps. While 
holding their papers together, students  
rotate the set of papers, so the three steps  
are on the bottom; they then fold down the 
top to make six steps appear (see Figure 2). 
Students can adjust the steps to make them 
even by creasing them. Finally, they attach 
a binder clip on the top to hold the papers 
together, and the six-step book is ready for 
student writing. 

This book type is ideal for practicing 
transitions or linking words, where each step 
begins with a linking word (e.g., first, next, 
then). The number of pages used to create this 
book can be altered to modify the number of 
steps desired for student writing. A Step Book 
is excellent for adult learners in large classes, 
as each student can assemble it in less than five 
minutes, and the supplies can be found, often 
for free, at many learning institutions. 

Figure 2. Step Books created by adult learners
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3. 	 Brad Books

Brad Books take a little more time to produce 
but are also relatively easy. To create a Brad 
Book, students need at least two sheets of 
white paper (thicker, heavier-weight paper 
is better), colorful paper scraps, scissors, a 
hole punch, two or three brads, and writing 
instruments. With Brad Books, use colorful 
paper scraps for the cover and plain or lined 
paper for the inside. 

Students start by folding the two sheets of 
white paper in half longways and then again 
the short way to create four equal sections. 
They cut on these creases to create eight 
separate pages (four from each piece of 
paper). After cutting all the pages, students 
select a piece of colorful patterned paper and 
cut it to create a cover for the front and back. 
Once the pages and front and back covers 
have been assembled, they use the hole-punch 
to punch holes along one side and use brads to 
secure (see Figure 3). This book type allows 
learners to decide how many pages they 
need and how much they will write on each 

paper. The inside pages can be pre-cut by the 
instructor, if desired, so that the student only 
has to choose a cover, punch the holes, and 
attach the brads. A Brad Book is suitable for 
all task types in Table 1.

4. 	 e-books

A number of websites offer e-book creation. 
Some are specifically for Mac, others for PC; 
some are free, while others require a nominal 
fee. Unless learners are hoping to publish 
their books professionally, there is little need 
for an expensive platform. Common Sense 
Education (2022) at www.commonsense.org 
describes over a dozen e-book creation sites, 
including StoryJumper, which is one of the 
easiest sites for classroom use (see www.
storyjumper.com). StoryJumper is free for 
use on both Mac and PC. The site provides a 
large stock of images for students to create 
background scenes, characters, and props. 
Learners can write text, add dialogue and 
thought bubbles, and record text narration 
(see Figure 4). Once their work is complete, 
learners can share their book as a link at no 
charge. StoryJumper also offers the possibility 
to publish the work as an e-book, audiobook, 
or paper book at a minimal charge. For books 
to be saved and shared, students must be 
registered on StoryJumper. Adult students 
can create their own accounts; for teachers 
of younger learners, there are step-by-step 
instructions to create student accounts. Either 
way, students can be added to a class link, 
allowing instructors to follow student work.

Again, when deciding on a book type, 
instructors are encouraged to consider 
learners’ age, level, abilities, interests, and 
goals. Instructors should also reflect on 
whether learners would benefit most from an 
individual, pair, or group book creation and 
whether that might alter the type of book and 
task to be carried out. 

INTEGRATING BOOK CREATION INTO  
A LESSON PLAN

Book creation should fit into a larger 
project, as part of a lesson or unit plan. As a 

Figure 3. Brad Books created by adult learners
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Figure 4. Page of an e-book created by two IEP students
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Social sharing is an integral part of book creation  
because it develops oral language skills and  

makes the project more meaningful.

post-reading activity, book creation comes 
only after students have already carried out a 
number of other tasks. Instructors can begin 
with pre-reading activities such as vocabulary 
recognition, making predictions about the 
text, and discussing the topic. Then students 
read the text. Because comprehension and 
interest tend to increase when students  
have one (or more) purpose, instructors 
should remind students about the book  
they will create and the information they 
should focus on as they read. For example,  
the instructor might tell learners the 
following: 

Remember that you are going to be 
rewriting this story by changing one  
of the decisions that Mariam made.  
As you read, you should be looking  
for key decisions Mariam is making.  
How does each decision affect the 
outcome of the story? Choose a  
decision that you think would have 
interesting consequences to explore.

If relevant for the students and the task type 
for their book, instructors can provide  
graphic organizers to help students process 
the texts and prepare to make their books. 

Once learners have finished reading the 
text, the instructor guides them through 
the graphic organizers or engages them in 
discussion about the task they will perform 
to create their own book. For some tasks, 
learners can develop their metacognitive 
awareness through explicit discussion on 
how the task they are performing requires 
a particular kind of analysis. After students 
understand the content they will be  
producing in their books, instructors  
model how to create the book (e.g.,  
how to fold a Step Book, how to use the 
e-book software).

Finally, when the books are complete, 
students share their creations with others. 
Social sharing is an integral part of book 
creation because it develops oral language 
skills and makes the project more meaningful. 
A book is meant to be read, not just written, 
after all. Moreover, sharing the book 
strengthens class cohesiveness by giving 
learners the opportunity to interact and get  
to know each other better. Books can be 
shared in pairs, in small groups, or with the 
entire class. 

BOOK CREATION PROJECTS

We organized book creation projects in our 
own classrooms to test these principles and 
designs. This section describes our experiences 
in three instructional settings with four book 
types and three task types; it also illustrates 
how book creation can be integrated into 
one lesson or into lessons that occur over the 
course of one or more days. 

Book Creation Project 1

Student setting: Preschool

Student population: Children ages 2–5 
(native English speakers and bilinguals)

Task type: Continuing the story

Book type: Card

This book project was carried out by a group 
of five children aged nearly three (35 months) 
through five at a preschool in California. The 
lesson began with a substitute teacher reading 
the story The Way Back Home (Jeffers 2008). In 
the story, a boy from Earth meets a boy from 
Mars on the moon. At the end, both boys 
return to their respective planets, and the 
boy from Earth receives a walkie-talkie in the 
mail. The teacher asked the students, “What 
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“I love my book!” shouted one boy, holding it to his chest.  
“I’m going to read my book to [my family] tonight!”  

cried another, jumping up and down.

do you think happened next?” All five children 
offered ideas such as, “The boy met his friend 
on Mars!” and “It was the boy from Mars that 
sent that, so they talk to each other every day 
now!” The teacher gave the children several 
minutes to offer and respond to others’ ideas. 

“Those are great ideas,” the teacher said. “And 
I think you should all make a book describing 
what happened next. You can write your ideas 
using words or draw them.” 

The children were excited, though one boy 
pointed out that he did not know how to 
write. The teacher responded, “That’s okay. I 
can help.” 

She gave each learner a blank piece of paper 
and showed them how to fold it in half so 
that it would open like a card. She put out a 
box of crayons and asked them to draw what 
happened next. 

When they were finished drawing, the teacher 
pointed out the cover of the book they had 
just read together. She explained that every 
book has a title and the name of the author 
on the cover, so they would be writing their 
name as the author of their book. Some 
learners were able to write their name, but 
they all needed help writing a title. None of 
them had any trouble creating ideas, either for 
the continuation of their story or for a title.

When all the books were complete, the 
teacher asked whether any of the children 
wanted to share their book with the rest of 
the class. They all did. They stood up in front 
of the class and showed their book. One boy 
described his picture: “This is a car that’s 
going around the moon. It’s pulling the moon 
away and going around and around. Now the 
boy pushes the Martian in the sea, and he is 
swimming away.”

The lesson had taken 30 minutes: ten minutes 
to read the story, two minutes to brainstorm 
ideas, ten minutes to draw the pictures and 
write their book cover, and eight minutes to 
share their stories. The children were excited 
and proud. “I love my book!” shouted one boy, 
holding it to his chest. “I’m going to read my 
book to [my family] tonight!” cried another, 
jumping up and down. According to his father 
the next day, he did (several times).

The objective of the book creation activity 
with these younger learners was not 
necessarily to improve their writing, though 
it was good practice for them to write their 
names. Rather, the activity was a means of 
encouraging them to engage with the reading. 
The book creation drew on their creative, 
critical-thinking, and social-sharing skills. 
It was also a way to get them excited about 
reading. The next day, when their teacher 
read to them, the children asked her, “Can we 
write a book on this story, too?”

Book Creation Project 2 

Student setting: English as a second language 
(ESL) Continuing Education setting with adult 
immigrants

Student population: High-beginner level 
(CEFR level A2), ages 18 to 73, average age 
50 

Task type: Retelling the story, using 
transition/linking words, focusing on past-
tense verb use

Book types: Step and Brad

These books were created by high-beginner 
adult learners attending a noncredit, multiskills 
integrated ESL course in California. Typically, 
30 to 40 students attended each class. Each 
class session lasted about three hours. 
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The instructor was able to obtain a class set of 
Easy True Stories (Heyer 1994) as a supplement 
to the regular multiskills textbook. Prior to 
reading, all the instructor’s directions were 
explained, reviewed, and written on the 
board as a visual reference for the students. 
Then students were asked to read one of the 
stories that interested them during a set time 
(typically 15 to 20 minutes). Each student 
selected a story to read; most students chose 
different ones, as the book contains about 20 
stories, each with some exciting, unexpected 
true aspect. However, this activity can be 
modified by assigning all students to read the 
same story. 

After the learners read their story, they were 
asked to retell it in their own words to any 
classmate. This task was interesting for them, 
as not only were they able to practice speaking 
and listening skills; they were also able to 
practice summarizing the reading and enjoy 
listening to another story. 

Next, students were asked to write the story 
in their own words as a draft on a lined sheet 
of paper; while writing the story, they had to 
implement linking/transition words to create 
a time-ordered summary sequence, a skill the 
class had been learning about and that is part 
of the curriculum. Using linking words helped 
the students comprehend the summary and 
text better. 

After this, students were encouraged to 
examine their own writing and review and 
modify it if needed. They were asked to ensure 
their writing was in the past tense because 
all the stories from the text were based on 
past events. Then they were invited to share 
their written work with the instructor, who 
provided additional feedback. 

At this point, the students were finally ready 
to create a Step Book and write their stories. 
The instructor demonstrated how to make 
a Step Book with the whole class, and then 
students created their own. Putting together 
the actual Step Books took less than five 
minutes, followed by the students writing 
their stories using their drafts.

Once the books were completed, students 
read their stories to each other in pairs or 
small groups. The activity culminated with 
students volunteering to read their books 
aloud in front of the entire class. Every 
student eagerly volunteered. This learner 
excitement was somewhat unexpected 
since typically some students do not feel 
comfortable being the center of attention 
while sharing personal work with the whole 
class. For this activity, though, all students 
were involved, focused, and attentive as one 
by one they presented their stories aloud 
while showing off each unique book creation. 

The Step Book post-reading activity, which 
took a little over an hour to complete, was 
a success, with students highlighting their 
connections to the text and with each other. 
The use of this post-reading activity assisted 
students in improving their reading, but it also 
aided their writing, listening, speaking, critical 
thinking, motivation, and social sharing as they 
interacted on individual, pair, small group, 
and entire class levels. 

This post-reading activity can be altered  
in many ways. As mentioned above, all 
students can read the same story rather 
than choosing different ones. Students can 
also create a Brad Book instead of a Step 
Book. The group of learners that made Brad 
Books included other aspects that made their 
creations even more book-like. Along with 
the cover, students added title pages, book 
dedications, “about the author” sections,  
and even prologues. Learners highlighted 
their creativity through their use of 
orientations, colors, highlighting, and design. 
The student creativity involved makes student 
book creation a particularly engaging post-
reading activity. 

Book Creation Project 3

Student setting: IEP, integrated skills course

Student population: High-beginner level 
(CEFR level A2), ages 18 to 24

Task type: Retelling the story from another 
perspective
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Book type: e-book

This book was created by 14 high-beginner 
students from the People’s Republic of China 
(PRC) at an IEP in California. The language 
program had selected the short story “The 
Little Hunters at the Lake” (Ural 2007) as 
additional reading practice for their High 
Beginning integrated skills course. To make 
the reading more engaging, the instructor 
decided to incorporate the text into a larger 
book creation project. 

The instructor began by explaining that 
students would be doing a three-day project. 
They would read a short story, write their 
own e-book retelling the story from the 
perspective of a different character, and  
show their books to the class. The instructor 
handed out photocopies of the text and led 
a brief pre-reading discussion, including 
previewing the title and anticipating the 
subject of the story. She reminded them that 
they would be retelling the story from the 
perspective of a different narrator, so they 
should note down all the characters in the 
story as they were reading.

When students had finished reading, they 
met in groups of three (and one group of 
two) and compared their lists of characters. 
The instructor told them to cross off the 
narrator in the version they had just read 
and to choose a new narrator for their book. 
The students were then given two graphic 
organizers from Education Oasis (2020), 
the first on Identifying Character Traits 
and the other on Chain of Events. The first 
graphic organizer was intended to further the 
learners’ understanding of the character traits 
of their narrator, which would help them 
write a realistic retelling. The second graphic 
organizer provided a framework in which 
they could imagine events occurring in the 
lives of their character that had not been told 
in the version of the story they had read. The 
instructor told the students that they could 
not contradict anything from the original 
version, but they could (and should) add 
details, events, and nuances based on the traits 
of their new narrator. At the end of class, 

students were reminded to bring one laptop 
or tablet per group to class the next day. 

In the second 90-minute lesson, the instructor 
began by projecting the website www.
storyjumper.com. The students were shown 
how to sign up, begin creating a book, and 
save their book. They were encouraged to 
explore different functions, such as creating 
characters and adding objects. The instructor 
circulated around the class to troubleshoot, 
but none of the students had problems using 
the site. One group finished their book 
before the end of this second lesson, and the 
instructor helped them edit. 

In the third lesson, students were given 20 
minutes to finish and edit their e-books. After 
the instructor checked the books, the groups 
used the classroom computer to project and 
present their creations to the class. Some of 
the books were funny, others philosophical. All 
the student books surpassed the instructor’s 
expectations for their use of language and 
graphics as well as their depth of thought and 
expression of creativity. The students were 
particularly happy that they could share their 
books with family and friends in the PRC 
simply by sending them a free link.

At the end of the semester, the instructor 
asked students to complete an informal, 
anonymous evaluation of the activities they 
had done in the course. Of the 12 responses 
she received, nine gave the e-book activity a  
5 out of 5 rating, and the other three rated it 
4 out of 5.

CONCLUSION

Student-created book projects help 
learners develop linguistic, cognitive, and 
metacognitive skills; in addition, they boost 
reader motivation and foster a sense of 
community in the classroom. Throughout this 
post-reading activity, students are reading, 
writing, listening, and speaking; they are 
working on grammatical structures and 
vocabulary; and they are analyzing language 
and ideas as well as drawing on their own 
imagination and creativity. Because students 
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have a clear purpose for reading and are 
making their own choices as they create 
their books, they are more involved in the 
learning process, more engaged with the 
reading, and more motivated to participate. 
Because students are sharing their work with 
their classmates, the classroom begins to 
feel like a community of readers. Learners 
retell or expand upon a story; they relate the 
text to their own lives, promoting different 
perspectives and a higher-level exchange 
about class readings. Reading becomes a tool 
for forming connections with others, and 
students become eager to read to contribute 
to a collaborative learning environment. 

The pedagogical benefits of creating books 
about stories are compelling, but even more 
persuasive may be eager hands of adult learners 
volunteering to share their work, or the words 
of one four-year-old book creator who said, 
“Can we read another book and do it again?” 
Ultimately, one of the most critical elements 
in a learning task is student interest. A post-
reading activity might have great potential 
for improving reading proficiency, as well as 
other linguistic and cognitive abilities, but if it 
does not garner student interest, and if—put 
simply—it does not make students want to 
read more, it is of limited value. Post-reading 
book creation boosts student reading and 
language skills, all while stimulating a drive for 
reading and making reading come alive.
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Utilizing Podcasts in  
Virtual EFL Instruction

Due to the COVID pandemic, many English language programs 
have shifted to virtual learning, and students and teachers 
alike rely more than ever on technology to advance learning. 

One such technology is podcasts, which are audio files published as 
episodes that listeners can stream through apps on their phone or 
computer. Through podcasts, students can receive authentic English 
input, even outside the classroom. While all podcasts performed in 
English provide listening input, podcasts led by trained teachers are 
particularly beneficial for students.

Podcasts have traditionally been a tool for 
passive listening practice, but episodes 
can in fact be easily incorporated into the 
curriculum with pre- and post-activities to 
support students in the development of all 
skills (Nurmukhamedov and Sadler 2011; 
O’Brien and Hegelheimer 2007). In this 
article, I draw on empirical evidence  
as well as my experience to introduce the 
benefits of including podcasts in virtual 
English as a foreign language (EFL) 
instruction; I then outline activity and  
lesson-plan ideas for utilizing pre-made  
EFL podcasts, original podcasts, and  
general audience podcasts.

BENEFITS OF UTILIZING PODCASTS

There are empirically proven benefits of 
learning through podcasts. Regarding the 
nature of podcasting platforms, podcasts are 
beneficial because of device mobility and 
convenience (Chaikovska 2018; Jowitt 2008). 
Episodes are available—for free—on nearly 
every technological device, so students  
can listen to podcasts at all times: while 
driving, shopping, cleaning the house,  

and so forth (Thorne and Payne 2005).  
This feature “extends the limited class time”  
that is available to teachers and students 
(O’Brien and Hegelheimer 2007, 175). 
Additionally, extensive material is available: 
As of May 2022, over 65 million podcast 
episodes had been published (Brooke 2022). 
This huge amount of material enables learners 
to access authentic, unplanned speech with 
flexible topics and formats (Chaikovska 2018; 
Jowitt 2008).

Students also have positive perceptions of 
learning through podcasts; according to a 
study that incorporated podcasts into ESL 
curriculum, students typically listened to 
assigned episodes more than once (O’Brien 
and Hegelheimer 2007), suggesting that they 
enjoyed them. Other research demonstrates 
that students like learning through podcasts 
(Ducate and Lomicka 2009; Hasan and  
Hoon 2012; Li 2010; Wachiraya 2019), 
specifically due to their authentic speech  
and opportunities for autonomy and  
self-paced learning (see Arvanitis [2019] 
and Brett [1995] for further benefits of 
multimedia learning).
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English teachers can use podcasts  
as a resource to support all skills.

Podcasts enable students to choose what they 
want to learn or practice, and when they want 
to do so. This flexibility is a powerful tool to 
increase motivation. In fact, studies indicate 
that learning through podcasts promotes 
students’ intrinsic motivation (Chaikovska 
2018; Hasan and Hoon 2012; O’Brien and 
Hegelheimer 2007) and confidence (Hasan 
and Hoon 2012). Additionally, students 
believe that listening to podcasts helps them 
improve their English skills (Wachiraya 2019).

Not only do students believe that podcasts 
help them learn, but research indicates that 
podcasts do, in fact, help students improve 
their English skills. Namely, listening to 
podcasts has been shown to improve learners’ 
listening skills (Ashraf, Noroozi, and Salami 
2011; Ducate and Lomicka 2009; Al Qasim 
and Al Fadda 2013) and their speaking 
skills and vocabulary knowledge (Ducate 
and Lomicka 2009). These findings stem 
from podcasts that have traditionally been 
used as a resource for extensive listening 
practice. However, English teachers can use 
podcasts as a resource to support all skills. 
By modifying typical classroom activities to a 
podcast format, teachers can capitalize on the 
benefits of the activity itself in addition to all 
the benefits of podcasts discussed above. The 

following section addresses creative ways of 
implementing podcasts in the virtual classroom 
to help students improve all English skills. 

ACTIVITY IDEAS FOR PODCASTS

Three kinds of podcasts that are beneficial 
for students are (1) pre-made podcasts 
from other EFL teachers that give students 
focused practice on class content; (2) original 
podcasts created by teachers that personalize 
content for students; and (3) general audience 
podcasts geared towards native English 
speakers that provide rich learning material 
for all skills in classroom instruction. 

In the following sections, I describe how 
teachers can implement these three kinds  
of podcasts in their classrooms. 

1 . 	 Pre-Made EFL Podcasts

Pre-made podcasts geared towards English 
learners—called discrete category and 
ESL-focused podcasts by Nurmukhamedov 
and Sadler (2011)—have many advantages 
in the classroom. Teachers can recommend 
EFL podcasts to students, assign them as 
homework, or use them in class as listening 
exercises along with pre- and post-activities. 

Podcast Title 
(search title to  
access site)

Podcast Description Strengths Other Observations

Activate  
Your IELTS:  
Be Determined

*Advanced
*Test prep 

 9 Has interviews with 
other experts

 9 Has student success 
stories

 9 Additional  
masterclasses are 
available for a fee

 9 Has tips mainly about 
the writing and  
speaking sections

 9 Includes much  
metalanguage (e.g., 
word families, shwa) 

Episodes include 
pronunciation tips, grammar 
mini-lessons, test-taking 
strategies, IELTS essay-
writing tips, and overcoming 
common hurdles

Episodes released twice a 
week

20–30 minutes each

Table 1. Pre-made EFL podcasts
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Podcast Title  
(search title to  
access site) 

Podcast Description Strengths Other Observations

All Ears English Podcast *Intermediate
*Advanced

 9 Has review episodes
 9 Has cultural topics
 9 Has professional audio
 9 The hosts speak quickly 

but clearly 

 9 Access to an app 
with extra practice is 
available for a fee 

 9 Does not mention 
grammar

 9 Does not explain words 
or expressions from 
conversations

Episodes include 
introduction to new 
vocabulary (e.g., phrasal 
verbs, slang) and authentic 
conversations about 
interesting topics

Episodes released every 
day (over 1,500 episodes)

10–15 minutes each

Better at English *Intermediate
*Advanced

 9 Has links to other 
videos/resources in the 
episode descriptions

 9 Access to transcripts 
and vocabulary notes is 
available for free online

 9 Has an enthusiastic host
 9 Has guest speakers with 

different accents

 9 Does not include 
grammar lessons

Episodes include authentic 
conversations with guests 
of different genders and 
accents, tips on resources 
for English learning, and 
brief stories from the host’s 
life

Episodes released every 
other week

10–30 minutes each

Business English Pod *Advanced
*Business English

 9 Listeners can download 
episodes from their 
website

 9 Has summaries and 
listening questions in 
the episode descriptions

 9 Has task-based lessons 
(e.g., ending a phone 
call, interview tips, how 
to get a year-end bonus)

 9 Has multiple guest 
speakers for interviews 
and dialogues

 9 Access to a website 
with extra practice is 
available for a fee (free 
trial available)

 9 Dialogues follow a script
Episodes include stories 
and lessons related to 
business English, including 
advanced vocabulary 
that is explained in detail 
(e.g., “furlough,” “leeway,” 
“strategic planning”)

Episodes released every 
other week

10–25 minutes each

Culips Everyday English 
Podcast

*Beginning
*Intermediate

 9 Has summaries of main 
points in the episode 
descriptions

 9 All explanations have 
examples

 9 Has multiple guest 
speakers

 9 Has an enthusiastic host

 9 Access to a website 
with extra practice is 
available for a fee

Episode types include 
Catch Word (introduction to 
slang or idioms), Jeremy’s 
English Tips (grammar mini-
lessons), Simplified Speech 
(authentic conversations 
followed by an explanation 
of certain words and 
expressions), and Fluency 
Files (stories told by a single 
host)

Episodes released twice a 
week

15–25 minutes each

Table 1. Pre-made EFL podcasts (continued)
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Podcast Title  
(search title to  
access site) 

Podcast Description Strengths Other Observations

Daily Easy English 
Expression Podcast

*High beginning
*Intermediate
*Advanced

 9 Has complete 
explanations of 
expression parts (e.g., 
“whistle”) and full 
expressions (e.g., “clean 
as a whistle”)

 9 Has transcripts of 
dialogues in the episode 
descriptions

 9 Has short episodes 
that can be easily 
incorporated into a daily 
routine

 9 Conversations are 
spoken by only one 
host using silly (and 
sometimes distracting) 
voicesEpisodes include 

introduction to new words, 
phrasal verbs, or idioms 
followed by example 
dialogues

Episodes released every 
week

5–10 minutes each

ESL Pod *High beginning  9 Has task-based lessons 
(e.g., making hotel 
reservations, shopping 
at the supermarket)

 9 Access to a website 
with extra practice is 
available for a fee

 9 Episodes are no longer 
in production

Episodes include stories 
told by a single host, 
followed by an explanation 
of certain words and 
expressions

25–40 minutes each

Learn English with Lizzy *Beginning
*Intermediate
*Advanced

 9 Has episodes for all 
levels

 9 Access to activities and 
transcripts available for 
free online

 9 Has an enthusiastic host

 9 Has only one host
 9 Listeners must usually 

follow along with a 
handout to reap full 
benefitsEpisodes include listening 

activities as well as activities 
to boost all other language 
skills through student 
engagement in speaking, 
writing, reading, and/or 
question completion

Episodes released twice a 
month

5–15 minutes each

Plain English *High beginning
*Intermediate

 9 Has songs for each 
episode that include a 
target expression

 9 Has discussions about 
current events

 9 Access to a website 
with extra practice is 
available for a fee

 9 The host speaks in a 
monotone voice

Episodes include stories 
spoken at a slower speed, 
followed by an explanation 
of certain words and 
expressions

Episodes released twice a 
week

20 minutes each

Table 1. Pre-made EFL podcasts (continued)

The podcasts can also be somewhat 
personalized to each class’s needs, while 
saving teachers time. Table 1 contains a  
list of free podcasts that are geared towards 
English language learners. One of the  
podcasts listed, Learn English with Lizzy,  
is intended to help students improve all  

skills; many of the activity ideas listed later 
in Table 2 have already been created and 
published through this podcast.

Please note that all listed podcasts use 
American English, though excellent podcasts 
in other English varieties are plentiful.
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One of the best ways to use podcasts that are  
personalized to your students and their needs is  
to create your own original podcast episodes.

Example lessons 

Podcast episodes from the list in Table 1 can 
be integrated into EFL lessons of most skills. 
For instance, a teacher who wants to integrate 
all skills in a lesson may have students listen to 
a conversation from Better at English or Culips 
Everyday English Podcast. As a pre-listening 
activity, students make lists of words related 
to the topic of discussion. While listening, they 
check whether the words on their lists are used. 
Immediately after listening, students answer 
comprehension questions (either provided by 
the podcast narrator or prepared in advance by 
the teacher). Students check their answers by 
reading the episode transcript and highlighting 
the answers. They then listen to the episode 
again while reading along silently with the 
transcript. As another post-listening exercise, 

the teacher may call students’ attention to a 
feature of the narrator’s pronunciation, such 
as intonation. Students can practice their 
pronunciation of this feature by reading the 
transcript. They continue to practice this 
pronunciation while engaging in their own 
discussion, based on questions raised by either 
the podcast narrator or the teacher. 

These episodes can also be assigned as homework 
to help students preview and/or practice the 
material. For example, before teaching selected 
phrasal verbs, the teacher may assign students 
to listen to an episode of the Daily Easy English 
Expression Podcast that teaches the target words. 
Students may also be assigned on an individual 
basis to listen to specific episodes and share what 
they learned in a classroom presentation. 

Skill Activity Name Activity Description

Listening Listening 
Comprehension 
Questions

• The podcast host records a listening segment appropriate for the 
students’ level. 

• Students receive a handout with comprehension questions for students 
to answer. 

Free Talk • The podcast host discusses a topic and/or plays a language game  
to give students practice listening to authentic and unplanned 
language. 

• Ideas for Free Talk recordings include cultural topics (such as holidays, 
education, and family); “Would you rather _______” questions (choosing  
the best option between two choices); and spoken journals of daily 
events. 

• After listening, students receive a handout that lists words  
and/or expressions included in the recording along with  
definitions and examples, as well as blank spaces to write their own 
examples.

Free Talk 
Interviews

• The podcast host interviews another person in this variation of a Free 
Talk episode. This person can be a native speaker, an EFL teacher, a 
family member or friend, or a student. 

• If the interviewee is a student, encourage them to ask questions about 
vocabulary and grammar as the interview progresses. 

• After listening, students receive a handout that lists words and/
or expressions included in the recording along with definitions and 
examples, as well as blank spaces to write their own examples.

Listening Jigsaw • Students divide into three groups and listen to a podcast episode that 
contains one part of a story (beginning, middle, or end).

• When the class meets again, students share summaries of the section 
they heard. Classmates work together to decide whose segment is the 
beginning, middle, and end of the story.  

Table 2. Ideas for creating original podcasts
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Skill Activity Name Activity Description

Speaking Simple Call and 
Response 

• The podcast host introduces basic responses to common questions 
(e.g., “How are you?”  “Fine, thanks”). 

• Then, the host asks questions and leaves a pause in the recording so 
students can respond appropriately out loud. 

Advanced Call 
and Response

• The podcast host introduces possible responses in culturally and/
or linguistically complex situations (e.g., receiving compliments, 
responding to exciting news, responding to bad news). 

• Then, the host records one part of the situation and leaves a pause  
in the recording so students can respond appropriately out loud  
(e.g., “You speak English well”  “Thanks, I’ve been studying every day” 
or “Oh, thank you, but I still have lots of work to do”). 

Free Response 
(Spoken)

• The podcast host asks a question and provides listeners a two- to  
three-minute pause so they can build their fluency by responding  
out loud. 

• This activity may be done along with Free Talk, in which the host  
speaks about a topic or plays a language game (e.g., Would You  
Rather; Two Truths and a Lie; This or That) and allows time for  
students to respond. 

Reading Read Along • The podcast host reads a text at a slow pace, a medium pace, and a 
quick pace. 

• Students read along silently and/or out loud.

Reading Fluency 
Builder

• The podcast host provides a short text for students to read. Leave a 
minute-long pause in the recording so students can silently read as 
much as possible. 

• Students mark how much they read on their papers. 
• Repeat this exercise three more times so that students read more and 

more each time.

Summarizing • Students read several short texts ahead of time. They may write their 
own summaries of each text as well. 

• The podcast host summarizes the texts.
• Listeners match the spoken summary to the written text. 

Writing Word-Level 
Dictation

• The podcast host reads target words from a lesson or vocabulary list. 
• Listeners write the words they hear, focusing on spelling. 

Sentence-Level 
Dictation

• The podcast host reads a sentence, and listeners write exactly what 
they hear. 

• This activity is best used when reinforcing grammar, practicing new 
words, and/or reviewing pronunciation.

Free Response 
(Written)

• Similar to Free Response (Spoken), the podcast host asks students a 
question and provides them time to respond in written format.

• This activity may be done along with Free Talk, in which the host speaks 
about a topic or plays a language game and allows time for students to 
respond. 

• Responses can be corrected by the teacher, by peers in a later class, or 
online by native speakers via a website (e.g., www.italki.com).

Paraphrasing 
Practice

• After a lesson on paraphrasing, students read several sentences. They 
may also write paraphrases for each sentence.

• The podcast host reads paraphrases of the sentences that students 
read. 

• Listeners match the spoken paraphrase to its original written sentence. 

Grammar Right or Wrong • The podcast host reads two variations of the same sentence, one of 
which is correct and one of which is incorrect.

• Students decide which version of the sentence contains the correct 
grammar.

• They may write the correct version down or respond with “a” or “b.” 

Fill in the Blank • Students fill in the blanks of spoken sentences with a grammatically 
correct option. (For example, when reviewing relative clauses, students 
must fill in the blank with the correct clause marker in the sentence 
“This is the restaurant _______ my parents met.”)

Table 2. Ideas for creating original podcasts (continued)
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Skill Activity Name Activity Description

Lesson • Almost any grammar lesson taught in class may be adapted into a 
review via podcast.

Vocabulary Free Talk • See Free Talk in the listening section for a method of introducing new 
vocabulary authentically.

Word Sneak • After introducing new words, the podcast host records a Free Talk 
episode in which target words are snuck into the response.

• Students must listen for the target words and write the sentence in 
which they occurred, record the order in which the new words occurred, 
and/or fill in the blanks on a transcript.

• This can be followed by Free Response (Spoken), where students sneak 
the new words into their own speech while responding to specific 
questions.

New Words • The podcast host records an episode teaching new words. The words 
may be organized by root (e.g., inspect, inspector, inspection) or 
morphological inflection (e.g., redo, retake, reread).

Pronunciation Prosody Practice • The podcast host records sentences with varying inflections (e.g., “John 
said the boss is lazy” and “John, said the boss, is lazy”). Students write 
the sentences with correct punctuation.

• The host records sentences with different inflections based on the key 
word (e.g., “We asked for five oranges” or “We asked for five oranges”). 
Students circle the correct option on their handout and/or respond 
appropriately out loud (e.g., “Not apples?” or “Not six?”).

Minimal Pairs 
Practice

• Students receive a handout that lists minimal pairs. 
• The podcast host reads one of the minimal pairs, and listeners circle 

and repeat the correct word. 
• This activity may also be completed using full sentences containing 

minimal pairs. 

Past Tense Verbs • Students receive a handout that lists sentences with matching infinitive 
verbs. 

• The podcast host reads sentences with a blank for the verb, and 
students repeat each sentence along with the verb in the past tense.

Table 2. Ideas for creating original podcasts (continued)

2. 	 Original Podcasts

One of the best ways to use podcasts that 
are personalized to your students and their 
needs is to create your own original podcast 
episodes. Combined with pre- and post-
activities that vary based on class objectives 
and student levels, the opportunities to 
introduce exercises are practically limitless. 

Despite the benefits, creating original 
podcasts is also the most time-consuming 
method of utilizing podcasts. With time and 
practice, though, many teachers may find this 
method simple and enjoyable for themselves 
as well as their students. 

The first step in creating a podcast episode is 
to select a topic and/or learning objective. 
Table 2 contains a list of podcast activities, 

organized by skill, that teachers can use in the 
virtual EFL classroom. 

After selecting the lesson aim, you may 
choose a podcast-creation software. I use the 
free website Anchor (anchor.fm) to create 
episodes, but many other free podcast-
creation platforms are available. If you  
choose Anchor, you will first be prompted 
to make an account, after which you can 
record episodes by selecting New Episode. 
When creating a new episode, you will have 
the option to Record new audio files, select 
prerecorded files from the Library, and add 
Music and/or Transitions sounds such as  
chimes and beeps. All the sound files added 
to the episode can be rearranged and edited 
before you click Save episode, insert a written 
episode description, and Publish it. The 
episode’s audio files and written description 
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can be edited and republished later if the  
need arises. Figure 1 shows a snapshot of 
Anchor’s interface.

Example lessons

The first step to implementing one of  
these activities in class is to record your 
episode. Then, combine your episode with 
pre-, during-, and post-activities to build a  
full lesson. 

For example, a teacher who wants an 
interactive listening lesson may select the 
Listening Jigsaw activity, where the instructor 
records parts of a story in three separate 
podcast episodes. As a pre-listening activity, 
the teacher could introduce potentially 
challenging vocabulary from the episodes. 
Then, students listen to their assigned  
podcast episode on their own device. While 
listening, students take notes about the main 
events of the story segment. They can also 
meet with classmates who listened to the 
same story segment to discuss what they 
heard. After listening, students meet in  
groups of three (in which each student 
listened to a different segment of the story), 
and each person summarizes the main events 
of their assigned episode. The group works 
together to decide whose segment was the 
beginning, middle, and end of the story.  
Then, the class listens to all three episodes 

in order so that students hear the full story. 
This activity can be extended to practice other 
skills. Students could rewrite the story in their 
own words and record a podcast episode of 
themselves retelling it, or they could  
practice pronunciation by shadowing the 
podcast narrator. 

In another instance, the teacher who wants 
to focus a lesson on vocabulary might select 
the Word Sneak activity, in which the teacher 
records a conversation with target words 
casually snuck in. In the pre-listening stage, 
the teacher can introduce target words, 
and students practice by completing cloze 
exercises. Students then listen to the Word 
Sneak episode, writing down target words in 
the order they hear them. They check their 
answers with classmates, and the class listens 
to the episode once more, with students 
raising their hands when they hear a target 
word. After listening, students can hold their 
own Word Sneak conversations, in which they 
meet in small groups and try to sneak the 
target words into their own discussions. 

3. 	 General Audience Podcasts

A third way to use podcasts in EFL classes is 
to utilize podcasts that are geared towards 
proficient English speakers as opposed to 
English language learners. Although general 

Figure 1. Podcast-creation interface on Anchor



2 02 2E N G L I S H  T E A C H I N G  F O R U M22 americanenglish.state.gov/english-teaching-forum

As virtual learning continues through the end of the pandemic 
and beyond, students’ access to authentic English input  

outside the classroom continues to gain importance.

audience podcasts, as Nurmukhamedov and 
Sadler (2011) call them, typically include 
advanced vocabulary and complex sentence 
structures, the content can be engaging and 
personalized to students’ interests. Upper-
intermediate and advanced students in 
particular may benefit from the authentic 
language in these podcasts. Hundreds of 
general audience podcasts are freely available 
online. Table 3 contains a few samples of 
recommended, award-winning shows.

Example lessons

Beyond recommending the above podcasts 
to students who would like more listening 
practice, teachers can integrate episodes into 
their curriculum. For example, teachers might 
assign students to keep a log of the podcasts 

they listen to. While listening to an episode, 
students record in their listening log at least 
three new words that they hear. They record 
the word, its part of speech, its definition, and 
an example sentence using the word. These 
podcast-listening logs can also be incorporated 
in a classroom warmup, in which students 
converse in groups about what happened in their 
episode as well as what words they learned. 

Further, general audience podcasts can be 
used for reading practice. Some podcasts 
provide transcripts, but those that do not  
can be transcribed on Otter.ai, a website  
that converts sound files to relatively  
accurate transcripts. Individuals can convert 
600 minutes of audio for free on Otter.ai 
every month. Using a transcript, teachers can  

Podcast Title (search title to 
access site)

Podcast Description Episode Length and Features

Cold Podcast True crime stories brought to life by 
sound effects and interviews

 9 1 hour each
 9 Transcripts available on their 

website

Comedy Bang Bang Funny interviews with comedians  9 1–3 hours each

Crime Junkie Podcast True crime stories  9 45 minutes each

The Monday Mama Podcast Two moms have casual conversa-
tions about relatable mom stories

 9 20–30 minutes each

Overheard at National Geographic Conversations and stories about in-
teresting phenomena such as whale 
songs, aliens, and shamans

 9 20 minutes each
 9 Transcripts available on their 

website

Stuff You Should Know Conversations about interesting, 
little-known facts

 9 20–60 minutes each

This American Life Stories about people and events 
related to American culture and 
current events

 9 60 minutes each
 9 Transcripts available on their 

website
 9 Episodes broken down into  

10–minute clips, with summaries 
on their website

The Truth Podcast Movies for Your Ears: Different fiction-
al stories in each episode, brought to 
life by voice actors and sound effects 

 9 30 minutes each

Table 3. General audience podcasts
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create reading lessons that are supplemented 
by listening. As a pre-reading activity,  
students discuss what they know and want 
to know about the episode’s topic. While 
reading, they highlight main ideas and 
supporting details with different colors.  
After reading, students discuss what they 
learned from the text. They can also use  
their highlights to write a summary or 
practice paraphrasing. Finally, students read 
along, either silently or out loud, as they  
listen to the podcast. 

CONCLUSION

As virtual learning continues through the 
end of the pandemic and beyond, students’ 
access to authentic English input outside the 
classroom continues to gain importance. 
Utilizing podcasts in the virtual EFL classroom 
by employing pre-made EFL-focused 
episodes, creating original episodes, or using 
general audience podcasts allows students of 
various levels to practice all skills and advance 
on their English-learning journey.  
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AMANDA C. BRADFORD

People’s Republic of China

Getting Students  
to Speak Up: Classroom 
Atmosphere Is Key

Getting students to speak up in class has long been a challenge 
for English as a foreign language (EFL) instructors. In East Asia 
and the People’s Republic of China (PRC) especially, students 

are often accustomed to an educational system that encourages 
them to be relatively passive receivers of knowledge, speaking up 
only when prompted by the teacher (Snow, Sun, and Li 2017). This 
makes it challenging for EFL educators whose goal is to get students 
to use and improve their English-speaking skills. If the learners 
are not going to speak, how can they improve their speaking? Even 
though my students in the PRC have a high level of English by the 
time they get to the university classroom, most of them have rarely 
been asked to utilize their English conversational skills in any 
substantial way in the classroom. Strategies such as think-pair-
share—where students are given an opportunity to think before 
they speak, share their ideas with one classmate, and then speak 
up to the rest of the class—are often suggested as remedies to the 
situation. Such pedagogical techniques can be helpful, but they are 
also limited. What if you want your students to speak up in class in 
English independently, unprompted, and in an authentic way as in an 
everyday conversation? How can an instructor get a classroom full of 
shy and/or hesitant students to do that? Think-pair-share and other 
such activities can only take your students so far.

In my own professional journey of having 
moved to the PRC from the Middle East, 
where I taught a very different population—
generally orally adept and confident 
speakers—the challenge of getting more-
reluctant students to speak up in class in 
English has been significant. I have constantly 
experimented at getting my students to speak 
English in class authentically, unprompted by 
me. After a lot of trial-and-error attempts, 
I arrived at some general conclusions from 

experience and specific strategies that 
have worked for me. In course evaluations, 
my students report that our “classroom 
atmosphere is really engaging” compared 
to similar classes. Shy students report that 
they tend to speak up more, which leads me 
to conclude that getting students to speak 
English in class is not necessarily about 
pedagogical techniques like think-pair-share, 
but more about transforming the entire 
atmosphere of the classroom so that it is a 
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What if you want your students to speak up in class in  
English independently, unprompted, and in an authentic  

way as in an everyday conversation?

place where students want to speak up and 
feel comfortable and safe in doing so. How 
exactly can that be achieved? Upon my own 
reflection, I suggest the following five general 
strategies, along with specific tips that I hope 
can be applied to your own pedagogical 
situations. 

1 . 	 Individualized Attention

As language educators, we all probably 
know it’s important to greet students at the 
start of class, and of course a friendly smile 
doesn’t hurt. However, transforming the 
atmosphere of your classroom requires more 
than just friendliness on the instructor’s part. 
What has worked for me is individualized 
attention—greetings and chats with students, 
for example, that demonstrate that you 
have been paying attention to who they are, 
their efforts in your class, and their lives in 
general. In other words, you are giving each 
student personal attention; it need not go 
too deep, but it is tailored to individuals. For 
example, at the start of class, as students are 
unpacking their things, I might ask a student 
about a paper they had mentioned they 
were working on or casually chat about an 
upcoming university-wide lecture. Perhaps 
I might mention the names of a couple of 
students who I think might be interested 
in that lecture—“I know you like working 
with computers, Bobby and Helen; you 
both might find it interesting”—within 
earshot of the whole class. These kinds of 
informal comments can go a long way, as they 
demonstrate that you are engaged with your 
students personally and are paying attention to 

them. Not selecting the same students every 
time is important, as is not selecting only the 
top-performing students. Everyone in the 
class is deserving of individualized attention, 
and that is important for all students to 
see. Making your students feel “seen” and 
comfortable in your classroom environment 
is the first step towards building the kind of 
atmosphere that causes students to speak up.

One tip to track individualized attention is 
to create a specialized chart that includes the 
names of the students in your class. All you 
need to do is tick a box for each one-to-one 
interaction, even if minor or brief. This way, 
you can be assured that your attention isn’t 
just focusing in on the outspoken students, 
for example. Tracking this information 
allows you to make adjustments accordingly 
so that all students feel seen and heard. The 
interaction with the student need not be an 
extended one, but it must be personalized 
for the box to get ticked. With my small 
classes of just 12 students, ticking the 
box for each student every class is not an 
insurmountable task, but for larger classes, 
it can be. Perhaps making it a goal to have 
a tick next to every student’s name at least 
once per week is more realistic. You can keep 
track electronically or on paper—whatever 
is most convenient. It doesn’t take long to 
tick a box, and it can be done either during 
or at the end of class (or both). Usually, a 
quick reflection after class as I complete 
my chart takes just about a minute. I look 
at my list to see if any names have not been 
checked and set a goal for the next class to 
seek out those students in some way.

The interaction with the student need not be  
an extended one, but it must be personalized.
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Getting students to speak English in class is not necessarily 
about pedagogical techniques like think-pair-share,  
but more about transforming the entire atmosphere  

of the classroom so that it is a place where students want  
to speak up and feel comfortable and safe in doing so.

2. 	 Class as Community

Ensuring the class develops as its own 
community is another way to achieve the right 
atmosphere to get students to speak up. The 
beginning of class, the end of class, between 
activities, and even chance meetings in the 
hallways are all valuable opportunities to 
build community in the class; the importance 
of these little moments should not be 
underestimated. As the instructor, I try to set 
the tone for us all. After a few weeks into a 
semester, for example, we all start to notice 
one another’s patterns—some students 
typically arrive early, others a few minutes 
late, some armed with a huge coffee, others 
with a skateboard or a sandwich in hand, 
and so on. I will often make gentle, playful 
comments pointing out these patterns to 
students, such as, “Has our skateboarding 
friend, Layla, arrived yet?” or “You weren’t 
early to class today like usual, Jenny—I almost 
called for the search and rescue team to find 
you.” We are a group of people who are 
engaged in a shared enterprise in our class, 
and gently and playfully acknowledging one 
another’s habits helps build that community. 

Offering up a self-deprecating comment 
or two for students is another way to make 
them feel more at ease and the instructor 
to feel more accessible. It can also decrease 
the high power-distance dynamic between 
teacher and student that so many students 
are accustomed to and that can sometimes 
inhibit them (Hofstede, Hofstede, and Minkov 
2010). Dismantling the high power-distance 
dynamic helps students open up, gets them to 
relax, and builds community. An instructor 
who acknowledges minor foibles such as 
their typical slowness in technology use or 

who perhaps shares a cross-cultural faux pas 
they committed, for example, helps to lower 
students’ affective filter (Krashen 2003), 
opening the pathways for communication. 
Students can see that even the instructor 
makes mistakes and laughs about it, so 
speaking up with mistakes is fine in this 
environment. Learning about one another 
and feeling comfortable in one another’s 
presence help to foster community and build a 
communicative atmosphere.

Having a social media presence within the 
class, too, where students share informal 
content with one another and the instructor, 
is one concrete way to help build that 
community. Students can share links or funny 
memes with content that is only tangential 
to topics in the course or not even related at 
all. An instructor could label this discussion 
board or group as “Random” or something 
of the sort and inform students that there is 
no grading; the ground rules are that they 
should not share inappropriate content and 
must be polite and respectful of one another. 
Quieter students who don’t often speak up 
in class seem to feel free from the pressure 
of being assessed and tend to pop up here to 
express themselves. I’ve noticed that my active 
participation in such forums seems meaningful 
to students, who appreciate connecting with 
their instructor in such an informal way. I 
might share a short video or news article that 
relates to a topic that has come up in class, and 
students appreciate this engagement, without 
the worry of being assessed on comments 
they make or content they share themselves. 
It’s also an opportunity for the instructor to 
model the behavior of making connections 
between course content and the outside 
world, which helps build critical-thinking 
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Demonstrate that you have heard what the student said  
and that the perspective has value.

skills. Instructors need not spend too much 
time with students in these social media 
platforms, either; sharing a link, video, or 
informal comment from time to time is 
enough. Such a forum also provides content 
to bring up with students in face-to-face 
interactions before and after class and allows 
everyone to feel part of the experience.   

3. 	 Reward Risk Takers

When students do attempt to speak up, it is 
vitally important to reward them for doing 
so, whatever the quality of their contribution. 
However, offering up a vague comment like 
“Good!” or “Great!” has limited effectiveness. 
A more effective approach, in my experience, 
is to demonstrate that you have heard what 
the student said and that the perspective has 
value. This can be done by paraphrasing the 
student’s point and possibly making it sound 
even more compelling than it actually is or 
has been articulated. I once had a typically 
silent student suddenly attempt to speak 
up in front of the whole class, but she had 
trouble with her contribution in the moment, 
suddenly getting stage fright. However, I 
could see the point that she was getting 
at. Rather than coming to her rescue and 
finishing the answer for her, I listened to her 
attentively. When she was finished (looking 
crestfallen and feeling defeated), I made sure 
to paraphrase and articulate her point: “Yes,” 
I said to the rest of the class, “Irene’s point in 
saying XYZ is well taken, and she’s offering a 
valid contribution here. Would other people 
agree? Other thoughts?” The student, Irene, 
rather than feeling defeated, perked up and 
was suddenly feeling better. I had basically 
demonstrated that her words/ideas had value. 
Seeing this made other students want to speak 
up, too, as they realized that I was there to 
offer support to students who took the risk 
to speak up. Students tacitly learn that even 
if they have trouble expressing themselves, 

the instructor will take their points seriously. 
I might even refer back to “Irene’s important 
point from the other day” in future classes. 
After Irene’s experience, other students 
started getting a little braver than usual 
with their contributions. These interactions 
build upon one another, and the quality and 
amount of output tend to increase. But the 
important point is that risk takers must always 
be rewarded by the instructor to get the ball 
rolling.    

Rewarding the risk takers also helps to build 
community and make the classroom feel like 
a safe space for participation. Instructors can 
track speaking up in support of risk-taking 
behavior by ticking a box next to students’ 
names, as they would when they give students 
individualized attention. They can then follow 
up by sharing the unique thought or idea that 
the student originally expressed, later, in 
front of other students. Students feel heard 
and valued when instructors do this, and it 
encourages them to speak up more. 

4. 	 Address Students’ Reality

Another technique to create a communicative 
classroom atmosphere is to ask questions 
of students that they can readily speak to, 
that are based on their everyday reality 
and perspective. Create tasks, too, that are 
closely tied to their reality—what they know, 
their life experiences, and their interests. 
That allows them all to have input right 
at the tip of their tongues. The literature 
in English language teaching confirms this 
approach (Graves 2000); as instructors, 
though, we sometimes might think we are 
addressing students’ reality, but we are 
actually missing the mark. It is important to 
try to put yourself in your students’ shoes 
as much as possible when creating the tasks 
and discussion questions that will most easily 
get them to talk. Discussion questions that 
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Modeling alternate points of view, taking different  
sides of an issue, and genuinely demonstrating that  

you see the value of different perspectives will encourage 
students with differing views to speak up.

require students to reflect on their everyday 
experiences are a start, and these discussions 
can lead to broader, societal-level issues that 
require more critical-thinking skills. 

For example, in the content-based language 
courses that I teach on culture, starting small 
by discussing classroom interactions that my 
students have with international students from 
other countries naturally segues to wider 
discussions on international cooperation and 
conflicts. Beginning at the micro level, where 
all students will have something to share, 
and then scaffolding up to the macro level is 
effective. This approach too, incidentally, is 
how the IELTS speaking exam is structured. 
This is not surprising, as it is a useful way to 
get reluctant students talking even if/when 
they have little language or content to do so.

For many instructors, though, understanding 
their students’ reality is easier said than done. 
There can be age gaps and cultural divides 
between instructors and students. That’s 
where the informal social media presence 
with the class mentioned previously can 
help. It also allows instructors to learn more 
about the reality of students—what’s funny, 
interesting, and relevant to them when 
there’s no pressure of grades or following 
instructions. Engaging online with your 
students in an informal context can improve 
your teaching and your ability to develop 
content that encourages them to speak up. 

5. 	 Encourage Different Perspectives

As language instructors, we must encourage 
different points of view in our classroom, even 
those we disagree with, as that will help all 
students feel comfortable in speaking up. We 
probably already know this. However, after 

attending class for a while, students often 
get a sense of what the instructor wants to 
hear, whether the instructor realizes it or not. 
Students might want to please their instructor 
by saying what they believe the teacher wants 
to hear, even though they might not agree 
with the idea. But that does not necessarily 
make for engaging classroom discussions that 
develop critical-thinking skills. Always praising 
students who say what you want to hear can 
silence some students. Modeling alternate 
points of view, taking different sides of an 
issue, and genuinely demonstrating that you 
see the value of different perspectives will 
encourage students with differing views to 
speak up. This makes for an actual discussion 
instead of a class session geared to pleasing the 
teacher. Discussions become more interesting 
and valuable for learning when a variety of 
perspectives are included. Students start to 
enjoy being in class. As educators, we need to 
set that all-embracing tone because it will help 
to bring some students out of their shells. 

One strategy I use when I teach potentially 
controversial content in the classroom is 
to deliberately avoid sharing my personal 
opinion. In a content-based language course 
on culture, for example, we focus on the 
ideas of social psychologist Geert Hofstede, 
whose work, though well respected, is 
also controversial. I will emphatically take 
the position of both his supporters and his 
distractors so that students are not exactly 
sure what I personally believe. That gets 
students to feel more comfortable about 
sharing their opinions, no matter what their 
point of view. The instructor, they see, is open 
to all sides, including their own. I knew I had 
succeeded in doing this one session when a 
student came to my office hours afterward 
specifically to ask me, “So what do you believe 
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about Hofstede’s work and ideas?” I had 
allowed the students’ views to populate the 
classroom so much that finally, in the end, 
this student was just curious to know what I 
personally believed. When instructors focus 
on the views and expressions of their students 
like this, these same students feel a lot freer to 
speak up. 

CONCLUSION

Using the strategies and tips described in 
this article can transform the atmosphere 
of your language classroom from one of 
uncomfortable silence to a more lively, 
comfortable, communicative environment that 
results in more of your students speaking up 
in authentic, spontaneous, and natural ways. 
Such a classroom is sure to result in students 
feeling both free and able to develop their 
conversational skills in English, leading them 
to become successful speakers in the language 
classroom and beyond.
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READER’S GUIDE

This guide is designed to enrich your reading of the articles in this 
issue. You may choose to read them on your own, taking notes or 
jotting down answers to the discussion questions below. Or you  

may use the guide to explore the articles with colleagues.

For example, many teachers discuss Forum at regularly scheduled  
meetings with department colleagues and members of teachers’ groups,  
or in teacher-training courses and workshops. Often, teachers choose an 
article for their group to read before the meeting or class, then discuss that 
article when they meet. Teachers have found it helpful to take notes on 
articles or write a response to an article and bring that response to share in 
a discussion group. Another idea is for teachers to try a selected activity or 
technique described in one of the articles, then report back to the group on 
their experiences and discuss positives, negatives, and possible adaptations 
for their teaching context.

Motivating Student Reading through Post-Reading Book Creation
(Pages 2–13)

Pre-Reading

1. What does the term “post-reading book 
creation” mean to you? What images come to 
mind when you think about this term?

2. What techniques do you use to get your 
students to engage with a text they have just 
read? 

3. What techniques do you know of to get 
young learners to interact with books and 
stories they read? Do you think similar 
techniques can be used with advanced 
learners and/or adult learners?

Post-Reading

1. The authors discuss the potential that 
book creation has for increasing students’ 
motivation to read, and they say that if a 
post-reading activity “does not garner student 
interest, and … does not make students want 
to read more, it is of limited value.” Do you 
agree? What post-reading activities that you 
use have increased student motivation? 

2.  Pick a story that you have your learners read.  

 
Then choose one of the book types that the 
authors present and make a book of your own, 
based on the story that you assign to your 
students. What is the experience like? What can 
you learn about the story and interacting with 
the story by making a book like this?

3. Why do you think the young learners 
mentioned in this article were so excited 
about the books that they created? What kind 
of excitement or interest would you like to 
see in your learners after they do a post-
reading activity? In your teaching situation, 
how can you evaluate whether a post-reading 
activity is a success?

4. Which is more important to you as a teacher 
of reading?
A. Your students are able to accurately retell, 

in their own words, a story that they have 
read.

B. Your students are able to read a story and 
relate it to their own lives, even if there are 
gaps in their understanding of the story.  
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Utilizing Podcasts in Virtual EFL Instruction 
(Pages 14–23)

Pre-Reading

1. How familiar are you with podcasts?
A. I have used podcasts in my teaching. 
B. I listen to podcasts regularly, but I have 

never used them in my teaching.
C. I have listened to at least one podcast, but 

I don’t listen to them regularly.
D. I know about podcasts, but I have never 

listened to one.
E. I don’t really know what podcasts are.

2. Why do you think people listen to podcasts? 
What purposes might they have?

3. If you listen to podcasts, what is your purpose? 
4. Do you think your students listen to podcasts 

on their own? 

Post-Reading

1. Before you read this article, did you know 
that there are podcasts available specifically 
for teaching and learning English? Have you 
ever listened to one of these podcasts? If you  

 
haven’t, are you likely to listen to one of them 
now, after reading the article? 

2. If you were to use a podcast in your teaching, 
what would your purpose be? Would you use 
a podcast during your class? Would you assign 
students to listen outside of class? 

3. In Table 1, the author lists some of the podcasts 
that are made for English teaching and 
learning. Which podcast seems to best fit your 
students’ needs and your teaching purposes?

4. Listen to an episode of the podcast you just 
selected in Question 3. Will it be useful for 
your students? How would you prepare your 
students to listen? How would you scaffold 
the materials? What benefits can you see 
your students getting from listening to that 
podcast? 

5. What advantages and disadvantages do you 
see about using podcasts in your teaching 
situation? Did the article convince you to try 
using podcasts in your teaching?

Getting Students to Speak Up: Classroom Atmosphere Is Key 
(Pages 24–29)

Pre-Reading

1.  How would you describe the atmosphere 
in your classroom? How do you think your 
students would describe the atmosphere in 
your classroom?

2.  When you were a student, what factors 
made you feel comfortable to speak English 
(or another language you were learning) in 
class? Can you remember anything that your 
teachers did that made you more likely to 
want to speak in class?

Post-Reading

1. The author points out that cultural differences 
can influence how comfortable students 
are speaking English in a classroom. Which 
do you think has a stronger influence—the 
surrounding cultural environment or the  

 
things that a teacher can do to affect the 
classroom atmosphere?

2. The author gives several suggestions for 
affecting the classroom atmosphere in a 
positive way. Have you tried any of those  
ideas in your own classroom? Were they 
effective? Can you think of any suggestions 
that the author did not mention? 

3. If you think that any of the author’s 
suggestions would not be successful in your 
classroom, what are the reasons? Are there 
ways that you can adapt the author’s ideas to 
give them a better chance of succeeding? 

4. How important is it to you that your 
students feel comfortable speaking English 
and expressing their ideas freely in your 
classroom?
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TEACHING TECHNIQUES

Integrating Tech Tools  
to Support Various Modalities 
of Second Language 
Development
by NATALIA WARD AND BETTY THOMASON

Recent global events have challenged language 
teachers to reimagine how they incorporate 
technology and digital learning in their 
classrooms. In schools around the world, 
computer-based and smartphone-based tech 
tools offer educators and their students a 
means to collaborate, engage, and learn. From 
research, we know that integrating computer-
assisted tools into traditional modes of 
teaching can improve students’ language 
learning, especially when ample interactivity 
is present (Durrington et al. 2006; Sharifi et 
al. 2018; Tomlinson and Whittaker 2013). At 
the same time, technology is most effective 
when it is used in service of specific learning 
outcomes and instructional goals (Chapelle 
and Voss 2016). It is critical that educators 
consider the authenticity and intentionality 
with which they use technology in language 
classrooms. 

In this article, we highlight several tech 
tools that we have found particularly useful 
in supporting language-learning objectives 
we set in the classroom. We searched for 
them online and in professional publications, 
like English Teaching Forum. To illustrate the 
innovative implementation of several free 
online tools, we describe their use as part of 
one junior high-school English as a second 
language (ESL) class in the southeast region 

of the United States. Students were eighth- 
and ninth-graders, came from a variety of 
backgrounds, and spoke either Spanish or 
Japanese as their first language. We sought 
activities and tools that would offer the 
students a wide range of opportunities for 
participation in all modalities of language: 
listening, speaking, reading, and writing. In 
addition, it was important for students to 
gain content knowledge relevant to the topic 
of the unit and focus on activities and tasks 
that are cognitively challenging and allow for 
exploration. To meet this goal, we identified 
tools that offered adolescent English learners 
(ELs) the flexibility to participate in class 
activities whether they were present in the 
classroom or learning digitally from home. 
We describe these tools below and offer 
lessons we learned from this work. Finally, 
we provide examples from a unit of study on 
Central America to illustrate how the tech 
tools can be linked to specific instructional 
goals and tasks (see Figures 1 and 2).

TECH TOOLS THAT SUPPORT LANGUAGE 
LEARNING

We organize the tools we selected in two 
broad categories, according to the specific 
communication mode they help develop. 
The interpretive communication mode 
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           includes listening and reading; the expressive 
communication mode incorporates speaking, 
writing, and other forms of representing 
one’s thoughts and ideas (WIDA 2020, 28). 
While these categories help demonstrate 
the use of tech tools in our classrooms, we 
want to emphasize that most of them can be 
used flexibly to support several or all of the 
communication modes. It is up to individual 
teachers to reflect on the use of technology as 
it fits within the content of their lessons and 
to create assignments and tasks that integrate 
technology purposefully. 

Tools for Supporting the Interpretive 
Communication Mode 

Language-learning objectives: The tools in this 
category can support students’ development 
of reading and listening skills. 

Researching tools that would support 
students’ reading, we discovered a number 
of apps and websites. For example, Jamboard 
is a free app that is part of the Google suite 
of apps. Jamboard bolsters reading skills by 
allowing students to share authentic thoughts 
in written form. This tool can also be used 
for sorting, matching, and cloze activities, 
and in other creative ways to manipulate 
written text and images. In our classes, we 
created personal pages for each student and 
sent students questions about the topic of the 
lesson or unit. They wrote responses to the 
questions using electronic sticky notes and 
text boxes, and they shared their knowledge 
with one another by visiting classmates’ 
pages. Each student read all the responses 
from the other students. Students enjoyed 
reading their peers’ posted messages, and the 
activity inspired a lively discussion about their 
responses. We, the teachers, could then view 
all pages and comment on them. 

For adolescent ELs starting to learn English 
as their second language, listening to English 
at a conversational pace can be challenging. 
We needed to find a tool that could provide 
opportunities for ELs to practice listening to 
classroom content in English at a conventional 
speed. VoiceThread is a free app that allows 
students to upload presentation slides and 

record comments for each slide. The saved 
presentation with comments can be shared 
with the teacher and other students. As the 
students viewed one another’s presentations, 
they listened to their peers’ remarks and 
noted key data described in the slides. The 
VoiceThread activity develops students’ ability 
to listen closely to academic content and 
helps shape pronunciation. Another useful 
feature is that students can listen to the same 
presentation multiple times to ensure the 
accuracy of their notes. VoiceThread invites 
connectivity among students, whether they 
are at home or face-to-face. (See Figure 2 for 
an example of a VoiceThread slide created by a 
student.) Alternatives to VoiceThread include 
ShowMe and Easelly; both are interactive and 
offer options for including audio and visuals. 

In addition, we utilized tools that would 
combine reading and listening in a fun activity 
using Kahoot!. In this app, the teacher or 
students create multiple-choice questions 
based on the topic of the lesson or unit. The 
questions and answer choices flash onto the 
screen, and students must propose an answer, 
listen to their classmates’ ideas, and then 
vote for the answer they collectively choose. 
Students can play this game individually or 
in teams. Creating Kahoot! games can solidify 
students’ content knowledge and provide 
practice for developing their reading and 
listening skills. Furthermore, the game-like 
format of this activity allows students to focus 
on demonstrating their academic knowledge 
in a safe and engaging environment. 
Educators can also try Mentimeter or Plickers 
to get students reading and listening while 
also demonstrating their learning through 
participation.

Tools for Supporting the Expressive 
Communication Mode 

Language-learning objectives: The tools in this 
category can support students’ development 
of speaking and writing skills, along with 
other forms representing their learning. 

As we began by investigating computer 
programs provided by the school district, 
one tool that appealed to us was OneNote—an 
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Selected Tools for Supporting  
the Interpretive Communication Mode

Selected Tools for Supporting  
the Expressive Communication Mode

Jamboard
Students sort interesting facts about the Central 
American country they are researching into categories 
of geography, history, and prominent people. 

VoiceThread
Students create a presentation of five to seven slides 
on the country they researched. Each slide can have 
images, words, and audio narration (see Figure 2).

Kahoot!
With partners, students answer multiple-choice 
questions about the geography of the Central 
American countries they and their peers researched.

OneNote
In their digital notebooks, students take notes on 
vocabulary discussed in class. They then answer 
questions posed by the teacher. Students also 
locate and store maps and pictures of the Central 
American country they are researching.

Flipgrid
Students write a response to a prompt by the 
teacher related to the history of the Central 
American country they are researching. Students 
then video-record their answer and share their 
recording with the teacher in Flipgrid. 

Figure 1. Using tech tools in a unit of study on Central America

electronic notebook, complete with sections 
and pages. Sections can be used just as tab 
dividers are used in a paper notebook, and 
pages can be compared to pieces of paper 
placed between tab dividers. In our case, we 
made a OneNote notebook for a content-based 
language class on world geography and created 
a page designated to Central America—the 
topic of the unit. On this page, students wrote 
notes from the textbook and class discussion. 
Because it is a digital notebook, students can 
easily locate their work and keep it organized. 
Students stored class notes, vocabulary, maps, 
and pictures in their OneNote notebook. 
Digital notebooks serve as a productive 
organizational tool that students can access 
at any point during their school day. We 
linked the student notebooks to the teacher 
notebook. This allowed the teacher to add 
information or instruction, monitor student 
progress on assignments, and evaluate student 
work. Other digital notebook apps that can be 
explored by teachers include Evernote, Notion, 
and Simplenote. 

After we introduced the students to relevant 
vocabulary and content, we turned our 
attention to locating a free online app 
that would assist with the development of 
speaking skills. We finally selected Flipgrid, as 
it reinforces this development by providing 
students with opportunities to record their 
responses and listen to themselves and others. 
To use Flipgrid, the teacher creates a page 

for each student or the class collectively and 
assigns students a question to answer orally. 
Students use headphones with a microphone 
to record their responses. Teachers can listen 
to the responses and send written or verbal 
feedback to students. This feedback may 
include comments on student pronunciation, 
syntax, content, and pace or length of 
response. For this unit, the teacher invited 
each student individually to participate in 
the exercise. Students used information 
they had collected to respond to questions 
that required them to explain information 
or justify their opinions. Teachers have the 
flexibility to ask students to collaborate or 
to post anonymously. Because adolescent 
learners in class were hesitant to engage with 
Flipgrid in front of their peers, we provided 
each student with an individual account, 
which prevented students from viewing each 
other’s video recordings. We found Flipgrid 
to be a tool that supported our students’ 
pronunciation development, syntactical 
awareness, vocabulary development, and 
language pacing. 

WHAT HAVE WE LEARNED?

The apps and websites we used in this unit 
represent only a small set of all tech tools 
available to educators. All tools we used 
worked purposefully to engage students in 
various modes of communication and to meet 
the goals of our lessons. Starting from the 
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lesson objectives and purposes for each tool 
was important; it helped us infuse technology 
into the fabric of the unit with authenticity 
and intentionality. When educators explore 
various tools available on tablets, computers, 
and smartphones, considering the educational 
purpose that the tools serve is paramount. 

Challenges

Several challenges arose with this project. 
First, it took some thinking, planning, and 
time to locate and vet tech tools to use, and 
then to clearly outline their purpose within 
the unit. However, once we planned how 
the tools would fit within the lessons, their 
implementation followed suit. Another 
challenge was teaching students how to use 
the technology before asking them to use it. 
Several students had limited experience with 
educational technology and required support 
in their first language to complete the tasks, 
especially at the start. Finally, students at 
times were hesitant to share their answers, 
products, and presentations. However, 
one-on-one support, peer assistance, and 
ongoing teacher modeling helped students 
get accustomed to the collaborative nature of 
the tools. As students gained experience, they 
became eager to try out new technology. 

Benefits 

We discovered several benefits of 
implementing the tools we selected for this 
unit. The technology in the classroom often 
had a game-like aspect, which made learning 
enjoyable. Open-ended activities and the 
engaging interface of the apps invited students 
to be creative in their language use. The tools 
also provided a number of opportunities 
to make academic gains, as they enabled 
students to apply their learning in novel ways. 
Online tools offer educative activities that can 
strengthen ELs’ language skills in all areas of 
communication. It is important that teachers 
select apps that spark students’ interest and 
are purposeful to the learning goals of each 
lesson. We found that when students were 
able to create products and share them with 
others, they experienced a high level of 
engagement in the activities, which translated 
into increased academic growth. Educators 

interested in incorporating technology in their 
teaching should consider tools like these while 
at the same time ensuring that they prioritize 
instructional goals and objectives, use 
technology in service of language learning, 
and allow room for new and exciting teaching 
opportunities to emerge through technology. 
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Figure 2. VoiceThread example
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REFLECTIONS

Forum in 2022
by TOM GLASS

The first two articles in our 60th-anniverary 
Reflections series looked back over English 
Teaching Forum’s history, exploring the path 
Forum has taken as an evolving journal and the 
trends that have arisen in articles contributed 
by teachers around the world. In this article, 
we turn our attention to the present. We have 
seen where Forum has been; here, we look at 
Forum as it is now. 

Since 2015, each issue has included six 
sections:

• Articles
• Reader’s Guide
• Teaching Techniques
• My Classroom
• Try This
• The Lighter Side

What follows is a brief description of these 
sections and what we hope they offer to 
readers.

ARTICLES

The Articles section is the “backbone” of each 
issue. Throughout Forum’s history, articles have 
presented descriptions of innovative teaching 
practices, backed by theory and supported by 
relevant published findings. Literature reviews 
in these articles are typically not extensive—
the focus of the articles is on the practice of 
teaching rather than theory or research—but 

they provide a foundation to give readers 
confidence in the soundness of the practice 
that is presented. 

The range of topics covered in the Articles 
section is extensive—almost anything related 
to the practice of teaching English language 
might find its way into this section. Most 
articles give an overview of the teaching 
practice being presented, along with specific 
examples demonstrating how teachers can 
implement the idea, the purposes it might 
serve, expected outcomes, the teacher’s and 
students’ roles, options for different teaching 
contexts, and other relevant information. 
Our hope is that readers will finish the 
article with a clear understanding of what 
the practice entails, confidence that they can 
use it productively with their learners, and 
excitement about having discovered a new 
teaching idea.

READER’S GUIDE

This section was added in 2015 and came 
about directly from a suggestion by teachers. 
They said they often use Forum articles as the 
basis of discussion during teachers’ meetings 
and in-service training, and they wondered if 
we could provide guiding questions, similar to 
the way many teachers prepare and support 
their own students who are reading something 
new. The Reader’s Guide offers pre-reading 
and post-reading questions for each article in 

NOTE This is the third of four articles commemorating the 60th anniversary of English Teaching Forum. 
Each 2022 issue will feature one of the articles.



2 0 2 2 E N G L I S H  T E A C H I N G  F O R U M 37americanenglish.state.gov/english-teaching-forum

that issue. The questions don’t tell you what to 
think, but we hope they help you find specific 
points to think about. 

We also hope you will ask questions of your own 
about the articles. Read the title of an article,  
and then take a moment to ask yourself—or 
your colleagues—about the topic, a word or 
phrase in the title, or a connection you see 
between the title and your teaching experience 
or current situation. It can be helpful just to ask 
general questions such as, “What do I expect to 
learn by reading this article?” and “What do  
I hope to learn by reading this article?” As you 
read, take notes about points you’re curious 
about. After you finish reading, write reflection 
or discussion questions that come to mind. 
Interacting with the article in this way, along 
with responding to questions in the Reader’s 
Guide, can help you understand the teaching 
practice, prepare to discuss it with colleagues, 
and better your chances of using it successfully 
with your students.

TEACHING TECHNIQUES

Teaching Techniques are short articles that 
focus on descriptions of quick teaching 
ideas. While these articles will not change 
a teacher’s entire approach to language 
teaching, we hope that readers will add these 
ideas to their teaching tool kits and use them 

as needed. That’s how we see the Teaching 
Techniques section: a convenient way to offer 
ideas that teachers can use as warm-ups, for 
practice and review, or at times when a change 
of pace is needed. Often, the article begins 
with a description of a teaching or learning 
challenge—and then goes on to suggest a 
technique that teachers can use to overcome 
that challenge.

One reason we added the Teaching Techniques 
section is that, prior to 2015, short articles 
did not fit in the format of Forum, and we 
sometimes had to turn down an article 
submission that offered a great idea—but that 
was too short for our format. We don’t like 
to turn away great ideas, so we made room 
for them by adding the Teaching Techniques 
section. These articles have become popular. 
Most people find them easier to write and to 
read than full-length articles; they are shorter 
and don’t require a literature review. Those of 
us who work on Forum are pleased with this 
section; from our point of view, the more great 
ideas we can include in each issue, the better. 

MY CLASSROOM

My Classroom, another section that was added 
in 2015, represents the biggest departure 
from previous versions of Forum. Each of these 
unique articles tells a story about what it’s 

Forum Fact
The current structure of English Teaching Forum issues, containing the 
sections shown here, has been in place since 2015. Which section are you 
most likely to turn to first?
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like to teach English in a different part of the 
world. So far, we have published nearly three 
dozen My Classroom articles. They cover 
teachers and schools in different countries, 
in urban and rural areas, in mountains and on 
islands, and in virtual and in-person settings; 
the articles highlight teachers in classes 
for young learners, in secondary schools 
and universities, and in classes for adult 
learners—in other words, the wide world of 
English language teaching. 

These articles show that each teaching context 
offers its own set of challenges, but they also 
show that there are talented and dedicated 
teachers everywhere, willing to do whatever it 
takes to meet those challenges, often in creative 
and resourceful ways, and to offer the support 
and inspiration their students need. The My 
Classroom articles give a close-up look at what 
it’s like to teach English all over the world.

TRY THIS

Try This articles are similar to Teaching 
Techniques in that they offer straightforward 
descriptions of teaching practices; however, 
Try This articles are written in a step-by-step 
format rather than in paragraph style. The 
result, we hope, is a set of clear instructions 
that teachers can easily read and integrate 
into their teaching. Often, these articles offer 
sample prompts, specific instructions that 
teachers can give to students, and suggestions 
for scaffolding. Most of these articles also 
include options for using the teaching practice 
in different circumstances—with learners 
at different skill levels, for example, or with 
large and small classes—along with ideas for 
extending and following up the activity. We 
know that not all teachers need this explicit 
support, but we also realize that some teachers 
do. Teachers can use as much as they feel 
comfortable with. In any case, the idea is to 
make the articles useful for as many teachers 
as possible, no matter their level of confidence 
with the material or their overall experience.

In fact, we have heard from teachers that 
they appreciate the way each issue of Forum is 
organized: in general, as you move from the 

front of the issue to the back, the teaching 
topics become less complex, and the articles 
become easier to read.  

THE LIGHTER SIDE

That brings us to The Lighter Side, the puzzle 
section that has been a mainstay of Forum since 
1976. The primary goal of offering these 
puzzles is to let readers have fun, usually 
with some aspect of the English language. We 
encourage you to think about how you can use 
the puzzles in your teaching. The difficulty of 
the puzzles varies. If there’s a puzzle that your 
students might enjoy, let them solve it—and 
then let them create similar puzzles of their 
own to share with one another. Although The 
Lighter Side appears in the back of each issue, 
we hope you’ll see the puzzles as a beginning 
point for learning, not an end.

Every puzzle in The Lighter Side section 
is original; we create the puzzle content 
specifically for Forum. If you see a puzzle 
somewhere else that is identical to one in 
Forum, you can be sure it appeared in The 
Lighter Side first. Try solving these puzzles 
and thinking of ways to use them or adapt 
them for your students. The puzzles can be 
photocopied, and if you access them online at 
americanenglish.state.gov/forum (search for 
“The Lighter Side”), you can project them for 
students to solve in class. Many of the puzzle 
formats are simple enough that you can draw 
the puzzles on a blackboard or whiteboard, 
then let students work on them individually or 
in pairs or groups.

CHALLENGES 

Every teacher has challenges, and getting each 
issue of Forum ready for publication presents 
challenges as well. The biggest challenge 
with preparing content for any section of 
Forum is probably making it relevant to—and 
useful for—teachers in as many contexts as 
possible. Forum is read by teachers in more 
than 100 countries; they teach at all levels, 
from preschool to adult, from beginning-
level learners to learners who are essentially 
fluent. Some teachers are required to follow 
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a specific curriculum; others have freedom to 
choose what and how they teach. Some have 
an abundance of resources and equipment 
available; others have almost no resources at 
all. Some readers haven’t yet started their 
teaching careers; others have been at it for 
decades. As you can imagine, we can’t make 
every article relevant to everyone.  

But we try. We encourage authors to add 
options to accommodate teachers in different 
contexts. And since early 2020, authors have 
done their best to show how the teaching 
practice they are writing about can be 
conducted in both in-person and virtual 
settings. Some authors have been surprised to 
find that their in-person practice lends itself 
quite well to online teaching. That reinforces 
something that Forum articles over the years 
have shown: that some of the strongest 
teaching practices are versatile and can be 
adapted to a variety of situations, for a variety 
of purposes.

By the way, if you would like to see Forum 
continue to publish articles that help teachers 
meet their needs, there’s a solution: write 
an article yourself and submit it to Forum for 
review. If you have had a particular challenge, 
and if you have found a solution for it, you 
can be sure that other English teachers face 
a similar challenge and would welcome the 
chance to find ideas about how to overcome 
it. That, of course, is how Forum has gotten this 
far, from the early 1960s to 2022: teachers 
have found solutions to challenges and then, in 
the pages of Forum, shared them with the rest 
of the world.

Tom Glass is the editor in chief of English Teaching 
Forum and has more than 20 years’ experience teaching 
English as a second or foreign language.

ANSWER KEY:
1. C; 2. F; 3. B; 4. A; 5. E; 6. D

PHOTO CREDITS:
A. Blaire Creamer Hart; B. Matthew Jellick; 
C. Kimberly Chilmonik; D. Shannon Roach; 
E. Amy Hanna; F. María Belén León 

My Classroom: Matching 

Each of these images was part of a My Classroom article 
published in Forum. Can you match the images with their 
countries?

___ 1. Cambodia

___ 2. Ecuador

___ 3. Ethiopia

___ 4. India

___ 5. United States

___ 6. Uzbekistan

A. 

B. 

C. 

D. 

E. 

F. 
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MY CLASSROOM MAURITIUS

Not all classrooms are in school buildings. As we have learned  
during the COVID pandemic, classrooms can be created almost 
anywhere that teachers and learners are able to connect,  

in person or virtually.

Danielle Zélin, of Albion, Mauritius, combines English teaching with activities that connect 
students with the world around them. She is shown here during a Jolly Phonics teacher-
training program in 2021.
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For Danielle Zélin, who teaches on the island 
of Mauritius, the classroom is in her home—
and all around it.

Danielle runs her own school—the Language 
Mood English Club—and as a result has 
freedom to take the curriculum in many 
directions, and sometimes that means looking 
right outside. She lives in Albion, not far 
from Port Louis, the capital city of Mauritius, 
which is located more than 800 km (over  
500 miles) to the east of Madagascar, in the 
Indian Ocean. Mauritius is home to more than 
1.2 million people. 

Danielle’s school started as a club on Saturday 
mornings, with a focus on storytelling, but 
she now teaches classes to individuals and 
groups, mainly in the afternoons and evenings 
after school.

“I always knew I wanted to teach,” she said, 
but it wasn’t always clear that English would 
be her area of expertise. As a teenager 
growing up in Mauritius, she struggled to 
see the point of reading Shakespeare in her 
English classes. “That English is old,” she told 
her mother; “I will not use it in my daily life.” 
At the time, she much preferred reading 
French literature. 

Years later, though, Danielle saw a 
performance of The Merchant of Venice, which 
she had studied in secondary school, and its 
power became clear to her. She didn’t have to 
memorize lines, answer questions, or analyze 
for a test; she just enjoyed the play and the 
performance.

In a sense, that is the spirit that she carries 
into her current teaching. Her students arrive 
after a day of school, often tired, “so my place 
is more like a fun place to do like an English 
Adventure—I like to call it that. We do so many 
different things together,” she said. She and the 
students sometimes brainstorm things they want 
to study or discuss, and often her students tell 
her, “We want to connect to the world.”

As a result, they frequently study current 
events and local issues. Danielle lives ten 

Scenes in Albion, Mauritius: Keeping the local environment 
clean is the focus of several projects Danielle’s students have 
taken part in while learning relevant vocabulary.
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minutes from the beach and beside what she 
calls a “mini-forest,” so nature is all around. 
One recent study topic was the bats that live 
in the mini-forest (monkeys live there, too, 
and plenty of birds), and another unit was 
about controlling trash and preserving the 
environment. Students got to practice using 
relevant vocabulary and discussed issues that 
are part of their daily lives, part of the world 
around them.

“It’s about knowledge,” Danielle said of her 
classes, “but English teaching is always there.”

Danielle was raised in Mauritius in a bilingual 
environment (French and Mauritian Creole), 
and she said those two languages are still 
spoken more widely on the island than 
English. “On the streets of Mauritius you will 
hear Mauritian Creole and French,” she said. 
“Rarely in the supermarket, or wherever, will 
you hear English.” There are some indications 
of a movement toward wider use of English, 
she said, and most of Danielle’s students and 
their parents recognize the importance of 
English for further study and future careers. 
Locally, though, Danielle said, “English is 
spoken at some conferences, in parliament, 

and maybe by some doctors, but the main 
languages are Mauritian Creole and French.”

Danielle explained that on the island, language 
is in “layers or clusters”: families that speak 
almost exclusively French (Mauritius was 
under French rule for nearly a century 
until 1810); families, like the one Danielle 
grew up in, that are bilingual; families that 
speak English along with French and Creole 
(Mauritius was under British rule after 1810 
and became independent in 1968); and 
families that speak almost exclusively Creole. 
Other languages are present as well, leading 
Danielle to say, “In the end, I think our ‘official 
language’ could be qualified as polyglot-based. 
I speak English, French, and Mauritian Creole 
every day to communicate, depending on the 
situation. And I actually love it!”

She pointed out that one of the challenges for 
many Mauritian students learning English is 
that they are bilingual—typically in French 
and Mauritian Creole—and would benefit 
from studying English as a foreign language. 
She said that for the most part, however, 
English in schools is taught as if students are 
native speakers of the language.

Some of Danielle’s students participate in a clean-up of Tamarin Beach, Mauritius, as part of The 
Coral Squad Program.
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Danielle’s views on teaching and her 
approaches to her own classes have been 
shaped by more than 25 years of varied 
experience. She was trained as an early 
childhood educator, and she has taught in 
the Maldives, South Africa, the United Arab 
Emirates—and Latvia, where her husband is 
from. In fact, it was in Latvia that she started 
her first school. She initially had doubts, 
especially about financial and administrative 
aspects, but her husband helped out with the 
business side, and the school, which offered 
classes in English and French, became a 
success. She and her husband returned to 
Mauritius about six years ago, and she has 
been teaching in her school ever since. 

Although Danielle does not conduct formal 
testing—“I don’t do end-of-year exams,” 
she said with a laugh; “I do an end-of-year 
party”—she does report to parents about 
their children’s learning, and she has prepared 
students for international tests when they 
requested her help. Mainly, she said her 
teaching is less about evaluation and more 
about “developing a love for the language, 
being able to use it to express your ideas, and 
keeping that space where it’s safe to make 
mistakes. My students understand that making 
mistakes means learning.”

When one of Danielle’s classes does a unit 
on a topic of local interest, such as the 
importance and preservation of coral, she 
gets to learn right along with them. “That’s 
the best part!” she said. This kind of shared, 
mutual learning is a feature of her teaching 
that she likes to highlight. “I am collaborating 
with the students to explore the language,” she 
said.

Schools in Mauritius follow the Mauritian 
National Curriculum, with students having 
to pass an exam to earn a primary-school 
certificate and move on to secondary school, 
where Cambridge O and A Levels require 
more exams. Danielle emerged from that 
system feeling that English was taught 
“halfway.” In other words, the focus was on 
reading, writing, and preparing for exams, 
but she felt that not enough time was spent on 

developing speaking and listening skills or just 
being able communicate—to use and enjoy 
the language.

As a result, she describes the content she 
teaches, whatever the topic, as “English with 
a purpose.” A few years ago, she became a 
certified educator in the National Geographic 
Learning Framework. A student asked to 
learn more about endangered species, and as 
Danielle was searching for relevant materials, 
she came across the National Geographic 
platform and resources, and that led to her 
enrollment in the certification program.

She said she combines those resources, 
content from other sources, and her own 
ideas, but typically a class project begins 
with an inquiry, and from there the class 
collaborates to pursue lines of study. 
Danielle’s role is often as a facilitator—an 
“English coach,” she said—to move projects 
along as students explore and do research, 
but she is always ready to step in and 
include language instruction, such as giving 
opportunities to practice using indirect 
speech for reporting or correct usage of new 
vocabulary, as needed.

Among the lessons and exploratory activities 
she has crafted, intended to sharpen students’ 
English skills while addressing current real-
world issues, are these:

• Colors of Our Island: Danielle’s teen 
learners take photos and create thought-
stories related to the local environment.

• Harmonious Species: Students learn about 
local endangered and endemic species 
and express ideas through creative art and 
storytelling; young learners create a fact 
portfolio.

• The Coral Squad Program: A Coral 
Literacy Education Program for Youth, 
this is an interactive and immersive way 
for students from nine to 17 years of age 
to explore coral-reef ecosystems and 
functions, the threats they face, and actions 
students and others can take. 
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Messages from two of Danielle’s students, written for CNN’s Call to 
Earth initiative

Danielle is an alumna of the U.S. Department 
of State’s Online Professional English Network 
(OPEN) program, having completed a course 
on Teaching English to Young Learners, 
and she participates actively in OPEN’s 
Community of Practice. She is also a Jolly 
Phonics official trainer and consultant; in that 
role, she has trained teachers in the science 
of teaching reading and writing to young 
learners. She has presented at the English 
Language Teaching and Learning Conference 
in Mauritius, organized by the U.S. Embassy 
and the English Speaking Union Mauritius, 

where she is an executive committee member. 
She is hopeful that in-person conferences will 
be possible in Mauritius again soon, and as this 
article was being written, she was preparing 
to conduct whole-school teacher-training 
workshops. According to Danielle, the 
“cascading knowledge” from her participation 
in the OPEN program has enabled her to 
take part actively and productively in these 
organizations and events.

Danielle described the pace of life on the 
island as “laid back and soothing,” with people 
spending free time on the beach, taking day 
trips to nearby islets, hiking—and cooking. 
“We are a little island with influence from all 
around the world,” she said, “so the variety of 
food is incredible, and knowing how to cook is 
a real hobby here.”

She added that Mauritians are “a very musical 
population, so you will hear music when 
walking in the street or when traveling by 
public transport.” In fact, music is a core part 
of Danielle’s life. She sings with a jazz band 
called the Cool Quartet and Mrs. D, which 
performs at parties and other events. “I was 
born in music,” she said, mentioning that 
her father, a guitarist, often played music by 
Cliff Richard and The Shadows when she was 
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growing up and that singing was a big part of 
family time at home. When she began teaching 
young learners, it was only natural for her to 
bring songs along into the classroom.

Danielle acknowledged that she still uses 
many of the same techniques she used when 
she started out—at the time, singing and 
storytelling were a major part of her teaching 
to young learners—but that, even so, her 
teaching now is much different, although 
some elements are still the same. She said, 
“The change is more like expansion. I started 
by following a curriculum, and now I’m fully 
fledged in creating my own. [But] whatever 
I was using in my first years of teaching, I’m 
still using it. I’m just adding and creating.”

Those changes and that expansion of her 
teaching repertoire have led to a firm 
philosophy of teaching. According to Danielle, 
her philosophy is “to develop and nurture the 
love of the English language in my students. 
And since my students are mostly young 
and teen learners, using a mix of creative, 
fun, hands-on, and interactive activities and 
projects to keep them engaged and motivated 
toward learning English has proven to be a 

golden key in their learning process.” She 
said she wants her students to be able to “go 
back home after each session feeling that they 
learned something new and purposeful, able 
to share it with others around them and apply 
it to their daily life.”

She feels particular pride when she sees that 
her students are able to apply what they learn 
in her classes to other parts of their lives,  
such as their school courses. “Sometimes at 
school they write about things we discussed  
or studied, about bats or the carbon cycle,” 
she said. “One thing I wish for my learners,  
or any other youth I touch, or other  
educators I touch, is learning English with  
a purpose.”

Nature. Music. English language teaching. For 
Danielle Zélin, it all comes together, with a 
purpose.

This article was written by English Teaching Forum staff; 
we thank Danielle for her cooperation and patience 
while the article was being written.

Photos courtesy of Danielle Zélin
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TRY THIS

Vocabulary Jigsaw Review
by CARA M. SCHROEDER AND EDGAR MIGUEL GRAJEDA

LEVEL: Advanced Beginner to Advanced 

TIME REQUIRED: One 40- to 60-minute 
class period (less time as students become 
familiar with the activity)

GOALS: Students will be able to do the 
following:

• Employ speaking, listening, reading, and 
writing skills to review vocabulary and 
build vocabulary retention

• Engage critical thinking to identify learned 
vocabulary

• Use individualized roles within a group 
context to problem-solve  

MATERIALS: Scrap paper or small 
whiteboards (one per group); pen/pencil or 
dry-erase marker and eraser (one per group); 
clue cards; PowerPoint slides with vocabulary 
and instructions (optional) 

BACKGROUND: 

This activity, in a different format, was 
introduced to one of the authors (Cara) 
when she was teaching at a public New 
York City high school dedicated to English 
language learners. She used the activity in 
its original format, integrating it into her 
curriculum to review vocabulary found 
in the works of Richard Wright, George 
Bernard Shaw, and William Shakespeare 
with her heterogeneously proficient 
students.

Sometime later, Cara revisited this activity 
while co-teaching fourth-grade English 
as a foreign language (EFL) in Kaohsiung, 
Taiwan, and serving as a trainer and advisor 
to Fulbright English Teaching Assistants. 
Adaptations were made to address the local 
context of non-immersed young learners 
unaccustomed to regular group work in 
classes of up to 30 students. The second 
author, Edgar, further adapted and refined 
the activity for his students in fourth to sixth 
grades in Taipei, Taiwan. Due to its popularity 
with his students, Edgar has integrated this 
activity into his regular classroom practice to 
explicitly review unit vocabulary. It is Edgar’s 
adaptations of this activity that are shared here. 

PREPARATION: 

1 . 	 Identify a set number of vocabulary items 
to review. We recommend reviewing 
no more than ten to 15 words at a time, 
depending on grade level, students’ 
proficiency, time available, and students’ 
familiarity with the activity. (You should 
expect that the activity will take longer 
the first time it is used. Also, it is likely 
that more-proficient and older students 
will be able to move through more 
vocabulary items during the activity than 
students who are less proficient.) For 
the purposes of describing this activity, 
we have chosen sets of five vocabulary 
items to be identified and reviewed. 
Students should already be familiar with 
the vocabulary being reviewed, and they 
should know which vocabulary items 
might be included in this activity.
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Students should already be familiar with the  
vocabulary being reviewed, and they should know which 

vocabulary items might be included in this activity.

2. 	 Create a set of clues for each vocabulary 
item. Clues can be, for example, the 
following:

a. Number of letters

b. Number of syllables

c. Starting letter

d. Ending letter

e. Definition

f. Synonym(s)

g. Antonym(s)

h. Illustration

3. 	 (Optional) Create PowerPoint slides 
reviewing vocabulary items and showing 
step-by-step directions for the activity.

water
A. Has 5 letters
B. Starts with the letter w
C. Ends with the letter r
D. Has 2 syllables

milk
A. Has 4 letters
B. Starts with the letter m
C. Ends with the letter k
D. Has 1 syllable

juice
A. Has 5 letters
B. Starts with the letter j
C. Ends with the letter e
D. Has 1 syllable

tea
A. Has 3 letters
B. Starts with the letter t
C. Ends with the letter a
A. Has 1 syllable

coffee
A. Has 6 letters
B. Starts with the letter c
C. Ends with the letter e
D. Has 2 syllables

Figure 2a. Example clues  
(for advanced-beginner learners)

confused

satisfied

weary

ecstatic

nonchalant

Figure 1b. Example vocabulary (for 
intermediate learners)

water

milk

juice

tea

coffee

Figure 1a. Example vocabulary (for 
advanced-beginner learners)

PROCEDURE:

1 . 	 Review or remind students of key 
vocabulary. You can do this by using 
a written word bank, a PowerPoint 
presentation, or some other means at 
your discretion.
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confused
A. Ends with the letter d
B. Has 2 syllables
C. Antonym of clear
D. Means “unable to understand”

satisfied
A. Ends with the letter d
B. Has 3 syllables
C. Antonym of unhappy
D. Means “pleased with”

weary
A. Ends with the letter y
B. Has 2 syllables
C. Antonym of energetic
D. Means “very tired or bored”

ecstatic
A. Ends with the letter c
B. Has 3 syllables
C. Antonym of sad
D. Means “feeling extremely happy 

and excited”

nonchalant
A. Ends with the letter t
B. Has 3 syllables
C. Antonym of concerned
D. Means “not seeming interested 

in or worried about anything”

Figure 2b. Example clues  
(for intermediate learners)

2. 	 Put students into groups—ideally 
four students per group. For student 
autonomy, allow students to choose their 
groups. (This is most effective with older 
students; younger students may need 

more structure.) Assign each group a 
number.

3. 	 Determine which students in each group 
will be assigned A, B, C, and D; this can 
be determined by you or by students in 
each group. See Figure 3 for a diagram 
showing groups and student assignments 
within each group. If one group has an 
uneven number of students (e.g., the 
class has five groups of four students and 
one group of three students), consider 
having a student double up on roles—
that is, that student can be Student A and 
Student B.

4. 	 Distribute one piece of scrap paper and 
a pen or pencil (or a small whiteboard, 
dry-erase marker, and eraser) to each 
group.

5. 	 Instruct Student A in each group to write 
their group number at the top of the 
paper and to write the numbers 1 to 5 
vertically. More numbers can be added, 
depending on the time allotted for this 
activity and how quickly students move 
through it.

6. 	 Model the activity by using the board. 
You can choose a vocabulary item as  
an example and start by reading the  
clue that tells the number of letters in 
the word. Draw a horizontal line for  
each letter. You can then read the clue 
telling what letter this word starts 
with and write that letter on the first 
horizontal line. Next, read the clue 
telling the last letter of the word and 
write that letter on the last horizontal 
line. Figure 4 shows an example with  
the word water.

Group 1 Group 2 Group 3 Group 4 Group 5 Group 6

 A1 B1

 C1 D1

 A2 B2

 C2 D2

 A3 B3

 C3 D3

 A4 B4

 C4 D4

 A5 B5

 C5 D5

 A6 B6

 C6 D6

Figure 3. Groups with student assignments (A, B, C, and D) within each group
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Tell students that they will take turns  
during the activity and that every student  

will have chances to get the clues and write the clues.

Note: You may wish to select a student  
to act as the “clue-giver” during this 
activity so that you can monitor the 
activity while it is taking place. This 
might be particularly useful in larger 
classes. Refer to Variation 4 for details.

7. 	 Tell all the groups that you will ask 
Student A from each group to come  
to get the first clue. You should also tell 
the groups that every Student C will 
be the first “writer” or “scribe,” so each 
Student C should be ready to write the 
first clue when Student A returns to the 
group. Tell students that they will take 
turns during the activity and that every 
student will have chances to get the clues 
and write the clues.

8. 	 Tell Student A from each group to meet 
privately with you—or the clue-giver, if 
someone else is giving clues. This can be 
done by stepping outside the classroom 
or off in a corner or the front or back 
of the room. The clue-giver shares with 
Students A the first clue for the first 
word. (We recommend having the clues 
written down; see Note and Tip 1.)  

Figure 4. Example showing the first and last letters of the 
word water filled in

For example, the clue might be,  
“Word #1 has 5 letters.” See Figure 5 
for an illustration of what is happening 
during this part of the activity.

9. 	 Students A return to their groups and 
share the clue. Students C act as the 
scribe and write the clue down on their 
group’s paper. 

Clue-Giver A1
 A2

 A3  A4

 A6
 A5

Group 1 Group 2 Group 3 Group 4 Group 5 Group 6

  B1

 C1 D1

  B2

 C2 D2

  B3

 C3 D3

  B4

 C4 D4

  B5

 C5 D5

  B6

 C6 D6

�= student scribe
Figure 5. Student A in each group meets the clue-giver to receive the clue; Student C in each 
group prepares to write down the clue that Student A brings back.
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It’s a good idea to write out the clues to each  
vocabulary item on cards for the clue-giver  
to show students who come for the clues. 

10. 	Tell groups that now every Student B 
will come to get the second clue, and 
every Student D will be the scribe who 
writes down the clue that Student B 
receives.

11 . 	Student B from each group meets 
privately with the person giving the 
clues. The clue-giver shares with these 
students the next clue for the first word. 
For example, the second clue might be, 
“Word #1 starts with the letter w.” See 
Figure 6 for an illustration of what is 
happening during this step.

12. 	Students B return to their groups and 
share the clue. Students D act as the 
scribe and write the clue down on their 
group’s paper.

13. 	The activity continues, with students 
rotating roles. Next, Students C meet 
privately with the clue-giver, receive a 
clue, and report it to the group, while 
Students A are the scribes. (For example, 
the third clue might be, “Word #1 ends 
with the letter r.”) Then, Students D get 
a clue, and Students B are the scribes. 

(The fourth clue might be, “Word #1 has 
2 syllables.”) Students continue rotating 
roles like this until all the clues have been 
given or until the groups have guessed all 
the words.

14. 	Students confer, using the clues to 
determine the correct vocabulary word 
and write it on the paper. For example, 
“Word #1 is water.”

15. 	Repeat Steps 8 to 14 for each word, but 
be sure to continue rotating roles. (That is, 
if Student B was the last person to receive 
a clue for the first word, then Student C 
should be the first person to receive a clue 
for the second word.) This process may go 
rather slowly the first time through, but it 
can become fast-paced as students get into 
the rhythm of the activity. 

16. 	After students have written their guesses 
for each word on their group paper, have 
them turn in their papers to you or the 
clue-giver. 

17. 	Distribute each group’s paper for 
another group to check as the class goes 

Clue-Giver B1
 B2

 B3  B4

 B6
 B5

Group 1 Group 2 Group 3 Group 4 Group 5 Group 6

 A1 

 C1 D1

 A2 

 C2 D2

 A3 

 C3 D3

 A4 

 C4 D4

 A5 

 C5 D5

 A6 

 C6 D6

�= student scribe
Figure 6. Student B in each group meets the clue-giver to receive the clue; Student D in each 
group prepares to write down the clue that Student B brings back.
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Create mystery by giving students the least revealing clues first.

over the answers (and for a final review). 
Papers are then returned to their original 
groups.

NOTES AND TIPS

1 . 	 It’s a good idea to write out the clues to 
each vocabulary item on cards for the 
clue-giver to show students who come 
for the clues. For students who may need 
more linguistic support, this visual can 
aid in their understanding of the clue; 
showing written clues can also prevent 
other students, back in their groups, 
from overhearing the clues. An option 
is for the clue-giver to show the written 
clue while also reading it, for further 
support. 

2. 	 As students from each group are meeting 
privately with the clue-giver to get a 
new clue, the remaining students should 
work with their groupmates to guess the 
word, using the clues they have already 
received.

3. 	 Use checks for understanding while 
giving instructions to ensure that the 
activity runs smoothly once it gets 
started.

4. 	 Give students choice, as appropriate in 
your context:

a. Let students determine their own 
groups.

b. Let students determine their group 
name.

c. Let students decide who are  
Students A, B, C, and D in their 
group.

5. 	 Adjust the number of clues and roles 
according to the group size and difficulty 
of the vocabulary, as needed. 

6. 	 Depending on students’ familiarity 
with the words being reviewed, allow 
(or don’t allow) students to refer to 
vocabulary lists or texts during the 
activity.

7. 	 Create mystery by giving students the least 
revealing clues first. For example, if several 
of the words being reviewed have only 
one syllable or are five letters long, share 
these clues first to add mystery and 
increase student engagement.

VARIATIONS

1 . 	 Student roles can be predetermined for 
differentiation purposes. For example, if 
students are put into mixed-ability groups 
for this activity, a less-proficient student 
in each group can be given the role of 
Student A. The clue for Students A is then 
one that is easier for them to remember, 
or perhaps Students A can bring their 
group paper when meeting privately with 
the teacher for the clue and are able to 
write it down before returning to their 
groups to share.

2. 	 A competitive element can be added, 
with points awarded to the group that 
correctly identifies each item (or all the 
words) first. Likewise, a running-relay 
element can be infused, with students 
running—or walking quickly, for 
safety—back to their groups to share the 
clues they obtain from the clue-giver.

3. 	 Teachers who prefer to monitor or assist 
learners during the activity, especially 
in larger classes, can be taken out of the 
clue-giving role. Here are two options:

a. Establish a clue board where written 
clues are revealed for each round.  
For example, the clue for Students A 
is revealed only when it is their  
turn. The next clue is revealed for 
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Students B when it is their turn. You 
could post each round of clues in 
different places around the room to 
prevent overcrowding of one area. 

b. Nominate one or more students 
to serve as clue-givers, or ask for 
volunteers. 

4. 	 With older or more-advanced learners, 
consider including more vocabulary 
items to be reviewed. Rather than having 
designated students meet with the 
teacher/clue-giver for clues, you can 
provide clue cards to each group. 

a. Each group receives a set of four 
cards: A, B, C, and D (depending 
on how many students are in each 
group). Each card has a unique clue 
for each of the vocabulary items. 
If possible, you might want to use 
different colors for the cards (e.g., 
Card A is green, Card B is blue, and 
so on). Different colors add to the 
visual appeal of the activity, and they 
can make it easier for you to see 
which card is which when you are 
handing them out or collecting them 
afterward.

b. Each student takes out a piece of 
scrap paper and numbers it according 
to the number of words being 
reviewed.

c. The student with Card A chooses a 
number from 1 to 10 (or however 
many words are included in the 
activity) and reads the clue on the 
card.

d. The students with Cards B, C, and D 
read that number’s clue, in order.

e. The group works together to 
determine the answer, which each 
member then writes down on their 
paper.

f. (Optional) After a turn of picking the 

clues, the cards are rotated clockwise 
so a new student has Card A.

g. When all words have been 
determined, a member of the group 
obtains an answer sheet from the 
teacher, or the groups compare/
discuss answers. This can be an 
opportunity for students to talk about 
the clues as well, discussing which 
were most helpful, which might have 
been confusing, etc., and explaining 
why.

5. 	 While students are waiting for a new 
clue, instruct them to review their 
answers and use the clues to generate 
other vocabulary items that fit the 
clues. These “extra” words can be then 
awarded bonus points. For example, with 
beverage-related vocabulary using the 
example list in Figure 1a, students could 
generate other relevant words they know 
that begin with the letter c, such as cola 
and coconut juice.

Cara M. Schroeder is a TEFL Advisor and Teacher 
Trainer with the Foundation for Scholarly Exchange 
(Fulbright Taiwan). She has previously served as a 
Peace Corps volunteer in Russia and Ukraine and more 
recently as an English Language Fellow in Mexico.

Edgar Miguel Grajeda is part of the Foreign English 
Teacher program with Taiwan’s Ministry of Education 
and is passionate about elementary and art education. 
He is honored to have served as a 2020–2021 
Fulbright Taiwan English Teaching Assistant and a 2015 
Jacksonville Teach For America Corps member.
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THE LIGHTER SIDE

Vanilla Rice Stream

In each sentence below, two words do not make sense—but they rhyme with 
words that would make sense in their place. For example, “West ends are 

forever” doesn’t make sense, but “Best friends are forever” does. The words 
best friends replace words they rhyme with, west ends. In another example, 
“There’s a lot of water in the Specific Motion” becomes “There’s a lot of water 
in the Pacific Ocean.” Can you replace two words in each of the sentences 
below with words that rhyme with them—and that make the sentence make 
sense?

1. Honest people do not sell pies.
 Change ________  ________ to ________  ________

2. Wow! She just jumped into the dimming school!
 Change ________  ________ to ________  ________

3. For lunch they had hamburgers and bench flies.
 Change ________  ________ to ________  ________

4. My chin blisters were born ten minutes apart.
 Change ________  ________ to ________  ________

5. She told me that Moon thirst is her birthday.
 Change ________  ________ to ________  ________

6. Everyone should be able to drink safe water and breathe green hair.
 Change ________  ________ to ________  ________

7. My favorite dessert is vanilla rice stream.
 Change ________  ________ to ________  ________

8. Strong democracy depends on chair selections.
 Change ________  ________ to ________  ________

9. I love taking quiet walks in nature without my bell bone.
 Change ________  ________ to ________  ________

10. Often, the best way to apologize is to be sincere and say, “Time starry.”
 Change ________  ________ to ________  ________

11. Everyone rides bikes or walks to our school, so the barking pot is usually empty.
 Change ________  ________ to ________  ________

12. The test questions were hard, but I knew all the night dancers.
 Change ________  ________ to ________  ________

Answers on page 29
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Answers to The Lighter Side

Vanilla Rice Stream 

1. Change sell pies to tell lies
2. Change dimming school to swimming pool
3. Change bench flies to french fries
4. Change chin blisters to twin sisters
5. Change Moon thirst to June first
6. Change green hair to clean air
7. Change rice stream to ice cream
8. Change chair selections to fair elections
9. Change bell bone to cell phone
10. Change Time starry to I’m sorry
11. Change barking pot to parking lot
12. Change night dancers to right answers
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