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Hutia te rito o te harakeke

Mai wai te komako e ko?

E patai atu ahau ki a koe,

He aha te mea nui o te ao?

He tangata, he tangata, he tangata.

Take away the heart of the flax bush

and where will the bellbird sing?

Let me ask you,

What is the most important thing in this world?
It is people, it is people, it is people.

Traditional Maori saying
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Introduction

This book is for teachers who are learning to teach English either on
an initial teacher training course, or beginning their teaching career.
It is a little different from other teacher training manuals in two ways.

It is written for all beginning teachers of ELT but bears in mind the
needs of many of the world’s teachers who do not have easy access to
equipment such as photocopiers, cassette recorders, DVD players,
computers, libraries of resource books— or who may not even have a
course book. The techniques and activities in the lesson plans in this
book do not assume that you have this equipment in your school or
classroom. Instead, the focus is on classroom techniques and
activities that use home-produced materials and resources— or even
no materials at all. This does not mean that if you work in a hi-tech
school this book is not for you, it is simply that we firmly believe that
lo-tech is not second best. Many simple techniques and home-
produced materials can bring colour, life, warmth, and laughter into
the classroom in a way that books and equipment cannot: all teachers
can benefit from using them!

The second way it is different is in the way it is organized. We have
vivid memories of our own teacher training courses and watch our
trainees now going through the same process: So many new things to
learn! So much information! How can I putitall together? Trainees
read books on listening, vocabulary, classroom management—and
wonder how to weave all these different insights together into a whole
lesson. We decided to approach the problem in a different

direction — by structuring this book around a series of whole lessons
which are described in detail, with comments on key points. We hope
that this whole-to-part approach will complement the part-to-whole
approach of most methodology books.

The book has a simple structure. There is a brief introduction,
outlining some basic principles behind the teaching approach in the
book, and a conclusion with practical suggestions for planning
lessons and managing classes. In between are sections on different
types of lesson, e.g. a grammar lesson, a writing lesson, etc. Each
section contains an introduction followed by two sample lessons with
comments. The two lessons are designed to contrast with each other
to show different teaching possibilities.

You can use the book in different ways. You might like to use it as pre-
course reading, to give you an idea of what teaching an English lesson
might be like and what issues are important. In this way, reading the
book will be like being invited into a classroom to watch some lessons
taught by a teacher who gives you some explanations about what she
is doing and why she has chosen that particular way of doing it. You
may use it during your course, and if you are doing teaching practice,

1
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you may like to try out some of the lessons as an alternative to
teaching from a course book: this will give you practice in making
your own materials — or even teaching with few or no materials. The
comments in the lesson plans will give you practical hints on how to
prepare materials, how to organize groups etc., as well as insights into
the aims and methodological considerations behind the activities. If
you are already teaching, the book may give you some support with
lessons, techniques, and activities that you can use or adapt.

Whatever your situation and however you use the book, we hope it

will help you begin to find a way through the maze of new ideas and
support you in your new venture. Good luck!

Please note that sometimes the teacher is referred to as ‘he’ and

sometimes as ‘she’—simply to reflect the fact that teachers may be
men or women. Similarly, ‘student’ and ‘learner’ are used
mterchangeably, with no intended significance.
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Some basic principles

Let’s begin with what is most important in any classroom: the people.

Learners are all very different. They differ in obvious ways: age,
gender, nationality, language level, and personality. But they also
differ in less immediately obvious ways. Their attitudes in the
classroom are affected by their motivations, their needs, their

educational and cultural backgrounds, and their learning styles and
personalities.

Motivation and needs

People may be learning English because of some external reason or
extrinsic motivation: for their career or for their studies, in which
case they may have an examination to pass. Other learners may be
learning English for pleasure, for socializing and conversation, or
simply out of interest in an English-speaking country and culture.
These students, whose motivation comes from within themselves,
have an intrinsic motivation. Some students may not be motivated,
but be learning English because they have to. Students will have
different needs and wants depending on their reasons for learning
English. Some may want a focus on grammar and exam practice,

while others are more likely to be interested in vocabulary and
conversation than exam skills.

Educational and cultural background

According to their educational background and culture, learners will
have differing expectations of what an English lesson will be like. In
some countries, language lessons are based on grammar, translation,

Ivities, whereas in others, the focus is more on
speaking, listening, and communicating than on grammar. Some

learners may not have learnt their English in a classroom at all, but

may have visited or lived in an English-speaking country and learnt
the language by picking it up through conversation. Previous

language-leaming experience will shape what a learner expects from
their English class, and wil] determine which areas they most need to
e their language skills.

Learning styles

Another important learper difference to take into account is

learmn;g style. Different people rely on different senses to help them
learn. You may have a/an:
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auditory learning style: learning best when using listening stimuli
such as spoken language, music, or sounds

visual learning style: learning best when using visual material such
as pictures, diagrams, or writing

kinaesthetic learning style: learning best when using movement.

Traditional education is biased towards a visual learning style, but
there are lots of activities you can do (and will discover in this book)
to cater for all learning styles. As you develop as a teacher, catering for
different learning styles will be something you become more and
more efficient at doing.

Learning style is also dependent on personality. Learners can be
extrovert or introvert: sociable or shy. The more extrovert learners
will enjoy speaking activities, and the more introvert ones will be
more comfortable working on their own with a quiet activity like
reading. They may be impulsive risk takers, willing to try out new
language immediately, or more cautious, reflective types who need
time to feel confident with new language before using it. They may
prefer to ‘absorb’ the language, picking it up subconsciously by
listening and reading, or they may prefer more conscious analysis of
the grammar.

What makes a good learner?

We have seen that learners learn in different ways-—is one way better
than the others? There is no one ‘right’ way to learn a language— but
there are some qualities that many successful learners share. They are
highly motivated: they have a clear sense of direction and know what
they want to achieve. They have an urge to find things out for
themselves by asking questions or looking things up. They are willing
to ‘have a go’ and try out new language, and they are self-directed,
taking responsibility for their own learning.

Teaching styles

Just as learners have different learning styles, teachers have different
teaching styles. A teacher may bea methodical planner with a clear,
organized teaching style or more of an improviser, with a flexible,
responsive style. Some teachers are natural entertainers with larger-
than-life personalities, some have a calm and sympathetic classroom
presence. Some teachers have an authoritative teaching style, while
others see themselves as helpers or ‘facilitators, encouraging learners
to discover things for themselves. Teaching style obviously depends
also on personality — whether you are extrovert or introvert, analytic
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and logical or intuitive and responsive, down-to-earth or
imaginative, but the teaching role you adopt in the classroom will
also depend on your beliefs about teaching and learning. Do you
think of knowledge as something passed from teacher to learner or

something that learners can be encouraged to discover themselves
with help from the teacher?

That’s in+eres+ih3,
+ell e more,

What makes a good teacher?

[n general, it is best to try to achieve a balance. An exuberant
personality may neglect learners’ needs; a quieter teacher may be
more responsive but also less colourful and memorable. A careful
planner may lack the spontaneity and flexibility necessary to respond
to le‘arners’ needs, while improvised lessons may be chaotic or lack
f:lanty and focus. There are times when you need to explain and give
Information to your students and other times when you encourage
tl’}@f’ﬂ to discover for themselves. The balance you aim for may be
difterent acco rding to your students’ needs — and ultimately this

fltitentlon to the needs and wants of your students, and willingness to
ddapt to meet them, is what makes a good teacher.

[tis important for youto find a teaching style which is right for you
and tﬁhat‘you feel comfortable with. It 1s impossible to teach in a way
you feel instinctively to be wrong, but you also have a duty to your
leamﬁ:rsz to respect their individuality and to offer a range of teaching
tlt;t::hmques and activities to suit different learning styles. In practice
th:t Toe:zz :hiactkvs;e Zall};principled _eclecticism’. Eclecticism means
A p : n choose tfchnlques and classroom activities,
e of sticking dosel?ﬁto a method’ However, merely picking
leadlz{l)‘ili% att random without some reason for choosing them would
thaos: We must have some guiding principles behind our
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approach to teaching. These principles will decide which techniques
and activities we select and which we reject.

Guiding principles

Modern English language teaching (ELT) 1s based on the culmination
of years of second language learning research and practice, and is
always developing. It does not offer a standard ‘'method’ to follow in
all classes or prescribe exactly what you should do but otfers certain
guiding principles which form an ‘approach’ to our teaching. The
following important principles form the foundation for theadeas
presented in this book.

We learn a language in order to communicate

The overall principle that has guided teaching methodology tor many
years now is that the purpose of learning a language is to
communicate in that language. This means that the language you
teach should be meaningful, natural, and usetul to your learners.

We should respect the individuality of our learners

Learners learn in different ways, so that our role as teachers s to
respond to their different needs and ensure that the way we teach and
the activities and materials we use are appropriate for our learners
level, ability, and needs, and are varied enough to appeal to difterent
styles of learning.

Learning should be a positive experience

Our job as teachers is to provide interesting, motivating, enjovable,
and engaging learning activities for our learners. Lessons need 10
have a clear aim, which the learners are aware of, so that there s a
sense of purpose and cooperative atmosphere in the classroom.

We should enable our learners to reach their full potential
As well as making learning fun and appropriate for our learners, we
need to help them achieve their personal best. This will involve a
mixture of challenge and encouragement: working with them to set
learning goals and encouraging them in their eftorts. It will also
involve helping them take responsibility for their own learning.

As you develop as a teacher you will elaborate and extend these
principles and add more of your own, to form your own personal

teaching philosophy.
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The next stage

The next two units in this book will give examples of lessons that are
based on these principles. Unit 2 covers language and has four
sections: grammar, functions, vocabulary (lexis), and pronunciation.

Section 3 covers skills and also has four sections: listening, reading,
speaking, and writing.

Each section is introduced by a short description of the language area

or skill being focused on. These are designed to give you a clearer idea
of what you are teaching.

There are ‘Comment’ boxes at various points in the lessons, which are

designed to highlight a teaching idea and make suggestions about
how best to handle that particular point in the lesson.

The final unit gives some practical help with everyday teaching. It

covers lesson and course planning, assessment, review, and remedial
work and areas of classroom management such as classroom
language and error correction techniques.
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The structure of a language lesson

Introduction

Learners need to hear or read the language thev are learning. This is
sometimes called input.

A teacher’s job is to provide this input, help learners understand it,
and to give them practice in using it.

Input
A teacher should choose examples of the language that are

appropriate for the learners. At any level it is important for the

teacher to consider what language the learners may know already and
what language is new.

Understanding

Learners need help to understand language that they have not met
before. The teacher can provide an explanation, demonstrate the

meaning with pictures or mime, or help learners to work out the
meaning for themselves.

As well as understanding meaning, learners also need to understand
how words, structures, and expressions are formed. They need to
understand, for example, that adverbs like slow! yare formed by
adding ~ly to the adjective and that other adverbs like quickly can also
be formed in the same way. They need to understand, for example,
that a structure like If it rains tomorrow I'll stay at horne 1s formed by
using the present tense in the ‘If’ half of the sentence and ‘will’ in the
other half, and that they can use the same pattern to make other
meanings, such as, [fit’s sunny tomorrow, I'll go to the beach. They
need to understand, for example, that the expression How about ...? s
followed by the ~1ng form of the verb and they can use the same

pattern to make many sentences, for example, How about going for a
walk?

Practice

There is a step between understanding what something means and
how it is formed, and being able to use it. This step 1s practice, and
teachers need to give learners practice using new language so that
they become confident and develop the ability to speak or write 1n a
way that other people can understand. This means helping learners

putsentences together, pronounce words and phrases correctly, use

the right word or structure to fit the situation, and eEXpress
themselves.

In the next section we will look in more de

and how to break them down into small
the stages of a lesson.

tail at these three points
er steps. These steps are called



The structure of a language lesson

The stages of a lesson

There are many ways to plan a lesson and in this section we are going
to look at one example, a lesson on asking for directions. More
examples of lessons will be given later on in the book, in Sample
lessons 1-16, found in Unit 2 and Unit 3.

Before the lesson

Before the lesson it is important to consider what language the
students know (assumed knowledge) and what will be new. In this
example lesson, the teacher knows that the students have already
been taught town places such as library, museum, swimming pool,
crossroads, traffic lights, and so he will use this vocabulary in the
lesson. He also knows that they have been taught Whereiis ... ? for
example, Where is the post office? and that they can give simple
answers like Opposite the library. He knows that they have been
taught the present simple, for example I go to school by bus. He knows
that they have been taught to make questions with Do you ... ? and
How ...?, for example, Do you go to school by bus? or How do you go to
school? He will be able to use all of this language in the lesson without
explaining it. It is only the new language that he will need to explain
and practise. The new language is the target language: the focus of
the lesson. In this lesson, the target language is the question, How

do you get to ...2 and the answers, Go straight on, turn left/right, take
the ... road on the left/right.

Input

Lead-in

At the beginning of a lesson, it is important to get the learners’
attention and stimulate their interest and curiosity. Beginning by
asking students questions, instead of telling them things, is one good
way. Encouraging students to predict what s going to come is
another. For example, the teacher could begin alesson on asking for
directions by showing a picture of someone looking ata map in a city
street and asking, What's he doing? What's he going to do next?

It is also important to set the scene for the reading or listening input.
In this lesson, the teacher plans to use a short dialogue where
someone asks for directions. But before this he needs to make sure
that the learners understand the context: the situation, who the
speakers are, and what the relationship is between them. In this
lesson, the context is a lost tourist asking a stranger for directions.
The teacher can use a picture to create the context, and ask the
students, Where do you think he wants to go? so that they predict what
he will say. This will help them understand the dialogue when they
hear it.

11



The structure of a language lesson

Introduce target language

When the learners have understood the context, the teacher is ready
to do a presentation of the target language. In this lesson, the target
language is introduced in a listening task, which the teacher hasona

cassette or CD (if this equipment is not available, he can act out the
conversation):

TOURIST  Excuse me. Can you help me?
WOMAN  Yes..

TOURIST Howdo I get to the museum?

WOMAN  Themuseum ... OK ... Go straight on. Turn left at the
lights.

TOURIST  Turn left at the traffic lights?

WOMAN  Yes, then take the first road on the right. The museum is
oppostte the library.
TOURIST  Thank you.

It helps if the learners have a question or an activity to help them to
focus their listening. The first time they listen, the teacher can use the
same question as when he set the context (Where does the tourist want
to g0?), so that the students can check if they were right. The second
time they listen, the teacher gives them a map marked with the
museum and the place where the tourist and woman are standing. As
they listen, they draw in the route or follow it with their fingers.
Finally, the students are given the transcript (a written version of the
listening text) so that they can follow the conversation as they listen.

Understanding

Checking comprehension

The teacher then gives the learners some questions about the
conversation to check whether they have understood, for example,
Do you turn left or right at the traffic lights? The learners listen and try
to answer the questions. The teacher then draws the map on the

board and asks a learner to draw in the route to the museum, while
the other learners check that it is correct.

Language focus/focus on form
The teacher needs to make

focus on. In this case, they

the answers, Go straight on
left/right.

sure the learners know which language to
need to focus on How do you getto...? and
> turn left/right, take the ... road on the

The teacher can explain the mea
picture of the tourist,
He can ask, ‘Where js 1

ning of How do I get to ... ? using the
saying Where is the museum? He doesn’t know.
he museum?’ or ‘How do I get to the museum?
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Learners may need more help with the meaning of the directions. The
teacher can demonstrate these using simple blackboard diagrams.

The learners also need to understand how the structures are formed:
they need to understand that How do I get to ...? can be followed by
the + noun, and that this pattern can be used to make difterent
meanings. Clarifying this for learners is called focus on form. One
way of highlighting form is in a substitution table.

How do | get to the museum?
the sports centre?
the library?

Substitution tables can also be used for the directions:

Go straight on
Turn left at the traffic lights
right Crossroads
roundabout
Take the first road on the left
second right

Knowing the rule and understanding how a complete sentence is put
together means that learners can then go on and create their own

sentences.

Practice

Practise the language
At this point the learners need a chance to try the language out for

themselves. This can be done in various ways. In this lesson the
teacher begins with a drill, where the target language is repeated a
number of times, to give the learners practice in pronouncing it.
When the class repeats it together, it is a choral drill, and when the
teacher changes an element of the sentence, asin the example below,

it is a substitution drill.

rEAcHER  Howdo I gettothe...? [teacher showsa flashcard of

library]

CLASS How do I get to the library? [teacher shows a flashcard of
swimming pool]

CLASS How do I get to the swimming pool?

Then the teacher provides a controlled practice activity: this 1s an
activity with a narrow language focus, meaning that the learners will
need to use the new language when doing the activity. The controlled
practice activity in this lesson is a role play. The teacher turns the
lassroom into a town centre, using the aisles between the desks as

13



The structure of a language lesson

‘streets’ and labelling desks with cards saying ‘museum’, ‘library’, etc.
One learner comes to the front of the room and asks for directions,

and the class gives them. The learner follows the directions, turning
left and right down the ‘streets’.

The learners then practise in pairs, using the map on the board with
places labelled.

Notice how the students become more independent from the teacher
as the practice activities progress. In the drill, the teacher directs what
the students will say and how they say it. He can hear what the
learners say and can give help and correct errors immediately. In the
second activity, the learners have more choice about what to say, but
the teacher can still hear everything they say and can help with errors
and difficulties. In the third activity, the learners work in pairs and

the teacher cannot hear what everyone 1s saying, though he can move
round the classroom and listen to one pair at a time.

The teacher might decide that the learners would benefit from doing
all three activities, the drill, the role play, and the pair work, or he
might decide to go straight to the pair work from the drill. This will

depend on how much help and support he thinks the students need
from him before they are ready to work on their own.

There are many different activities for practising language: these are

Just three examples.

Feedback

During and after the practice stage the teacher also has a chance to
provide feedback to learners. He can help them with their
pronunciation and can correct errors. If the learners are really
struggling, he can go back to an earljer stage and focus on the
language again, explaining meaning and form, and then give more
practice. In the whole-class activities, like the first two, he can hear
evervthing the learners are saying and can help them directly. In the
third activity he can listen in on the pairs and make a note of anything
that the learners are struggling with or saying incorrectly. If many
learners are struggling with the target language, the teacher may
decide to stop the activity briefly and explain the language point
again and check that the learners can produce it. If learners’ errors are
less important, the teacher can make a note of them and deal with
them after the activity.

In general it is better to try to get learners to

identify their errors and
correct them themse]

ves. The teacher can choose to do this in many

‘ » Oy using finger correction. If the learners are
53}’11'1% Lurn right at crossroads he can hold up five fingers and point to
cach finger in turn saying Turn right at ... When he gets to the fourth



finger he can pause and hold it, waiting for the learner to supply the
right word. If the learner supplies crossroads the teacher can simply
shake his head, point to the last finger, say crossroads and return to the

fourth finger.

s |-
o - =

\

Another way of helping learners to correct their own errors is to write
the incorrect sentence on the board and ask them what 1s wrong. This
method should be used anonymously only, as you do not want to
embarrass your students and stop them from contributing.

Use the new language
A final practice activity can give the learners a chance to see if they

can use the target language to achieve a goal: this is known as
production, or free practice. In this case the goal is to ask for
directions, to give directions clearly, and to understand directions
well enough to know where to go. Here is an example of an activity

which challenges the learners to use the language in this way: the
teacher divides the class into pairs: A and B. He gives A and B maps of
the same town centre, but A has different places marked on his map

from B:

A has to ask B for directions to the library, the museum, and the
swimming pool. B has to ask A for directions to the sports centre, the
park, and the art gallery. Each learner must follow the other’s
directions to mark the place on the map. This kind of activity, where
learners have to get information from each other in order to complete
the task, is called an information gap activity, and 1s very useful in
language teaching, as 1t gives each learner a real need to
communicate. To give this information, each learner will need to use

the target language.

15



The structure of a language lesson

T ]
Shopping ll | Shopping Ewimminﬂ I ,
I sank | Centre PO?'___I Ban

University

Art Sports
Gallery Centre — .

Consolidation

All the language in this lesson so far has been oral —speaking and
listening. It can help learners to spend some time writing, either in
the lesson or for homework. Writing is a slower, more reflective
activity than speaking and gives learners more time to think about
the language they need to express themselves. It also helps to fix the
language in the learners’ minds: this i called consolidation. A
writing task to consolidate this target language could be: Imagine you
have invited someone to your house. Your friend has not come to your

house before. Write a note or an email giving your friend directions to
find your house.

T

Different lesson structures

Teachers have a lot of chojces when they plan their lessons. The above
example is only one way of structuring a lesson.

It follows a mode] known as Presentation-Practice-Production
(PPP): durmg the presentation, the teacher presents (introdUCé‘S) the

target language, setting it in a real world context so that the learners
can see how and when jt i

on form. Then in the practice phase, the
¢s to focus on the target language, and
phase, the learners are given speaking

m the opportunity to use the target language
realistic way.



The structure of a language lesson

In the task-based learning (TBL) model, the focus is on a task that
the learners do while the teacher monitors their performance and
assesses what language they need. Then the teacher introduces the
language that the learners need, before giving them a task similar to
the first one for them to practise it. The idea behind this model 1s that
the first task will both encourage the learners to stretch their language
to cope with new situations and will make them aware of their need
for new language.

There is also the test-teach-test model, which has a similar order to
TBL, as the lesson begins with an activity (test). The learners do this
and then the teacher introduces the new language and practises it
with them (teach). Finally, the learners do another task in pairs or
groups (test). This model is similar to TBL in that the presentation
stage comes after an activity or task, but differs in that in TBL, the
language focus activity is based on whatever the learners need there
and then: the language content is not decided in advance. In test-
teach-test lessons, however, the teacher has decided 1n advance what

new language he will introduce.

[ndividual lessons can vary from these three basic structures.
Sometimes, for example, a teacher will need to introduce a lot of new
language in one lesson, and may choose to divide it into two sets to
present and practise separately before moving on to the production
phase. Similarly, a grammar revision lesson could consist of a series
of different practice activities. Even in a PPP lesson, if the learners are
having difficulty at the production stage, the teacher may decide to

present and practise the language again.

Whichever way a lesson is structured, it will be some combination of
the stages we have looked at in this unit.

In sections 2.2—2.5 you will see examples of these different ways of
structuring a lesson.
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About grammar

Word order, word combinations, and word forms

Grammar 1s a description of the language system — it shows us how
we order words in sentences, how we combine them and how we
change the form of words to change their meaning.

In order to write the sentence:

He has a long holiday in July.

you would need to understand the system for ordering, combining,
and changing words.

Word order

You would need to understand that the elements of a sentence come
In a particular order:

Subject Verb Object Adverbial phrase
He has along holiday in July

[ndividual words also come in a particular order:

The adjective long comes before the noun holiday, and the
preposition in comes before the noun July.

Word combinations

Words can be combined with some words but not with others. You
would need to know that we can say a long holiday not a large holiday
or a big holiday. Similarly, we can say 11 July not on July or at July.
This word-combining feature of language is called collocation.

Word forms

You would need to know that the verb fo have changes to has with he

or she. If you were asked to change the sentence to the past you would
need to know that you change the word has to had.

[f vou have learnt English as
how to order, combine,
correct sentences. If En

stinctively how to do
ot the gr

a foreign language you will have learnt
and change words to make grammatically
ghish is your first language you will know

this, but you may not have explicit knowledge
dmmar system. There is not enough space to give a
comprehensive introduction to grammar here, so you will need to do
some further reading. Some grammar books are recommended in
Further reading. But as 4 starting point, to help you approach a

grammar book, here is a brief introduction to some ways of
describing language.
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Elements of a sentence
We can describe language in terms of elements of a sentence, for
example:

Subject Verb Object
The dog chased } the cat

The word order in a sentence in English is subject, verb, object: first:
the subject (agent, or doer, of the action), second: the verb (the
action), and third: the object (person or thing the action is done to).
Other languages may have a different word order (for example, the
word order in Japanese is subject, object, verb).

In a longer sentence there may be other sentence-clements, such asan
adverbial phrase:

Subject Verb Object 1 Adverbial phrase
The dog chased the cat up atree

The adverbial phrase tells us a bit more about where, when, or how
the action happened.

Some verbs, like be or seem, do not have an object. They have what is
called a‘complement.

The complement can tell us something about the subject:
Subject Verb Complement
| am happy

Parts of speech
Another good starting point is to know the names of the ‘parts of

speech’.

nouns car, moon, computer ...
adjectives small, excited,old ...
articles a,an, the

determiners  some, many, this, that ...
pronouns I,you,his,them
verbs go, come, eat, speak ...
adverbs quickly, slowly ...

conjunctions and, but, although ...
prepositions  of,in, with, near,on ...

A grammar book is usually organized into sections cnrrespnpding 1o
these parts of speech. Each part of speech can be subdivified into
different types. For example, under ‘pronouns’ vou will find subject
pronouns ([, you, he, she, we, you, they) and object pronouns ( me, you,
him, her, us, you, them). Different types of words will have a different set
of conventions about how they can be used. For example, we can say:
The dog chased her but not The dog chased she. There is a Grammar

19
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terminology appendix at the back of the book which gives a very basic
introduction to some of the important categories of the parts of speech

and what they are called. This guide to terminology should help you to
approach a grammar book.

How to help learners with grammar

Teaching form

You will need to know grammatical terminology, but do you need to
teach it to your students? In general it is best to avoid complicated
grammatical terms, particularly with lower level students, though
sometimes it is necessary. In general, it is easier for students to grasp a
new structure if the language is presented visually, for example in a
table, rather than analysed and described using grammatical

terminology. A table makes it clear what the structure is and how 1t
can be used to make other sentences:

He was
one reading a book the lights went out
eating spaghetti when | the telephone rang
You | watching a horror movie there was a knock on the door
We were
They

Telling the students only: The past continuous is made up of the past
form of the verb BE with the present participle, is far more difficult to

understand. There is an example of visual presentation of grammar
in Sample lesson 1 (page 23).

You do not always have to explain grammar rules to students. Often
they can work them out for themselves, though you will probably
need to give them some help by giving them a task, such as a chart to
fill in or questions to answer to guide them towards ‘discovering the
rule. There is an example of this in Sample lesson 2 (page 28).

Teaching meaning

So far we have looked at grammatical form — the correct ways of

using word order and changing grammatical form. This is a vital part

of grammar teaching but it is just as important to teach what
structures mean and how they are used.

You should always introduce a new grammar structure in a
meaningful context. This context should make the meaning of the
fewstructure clear and show how it is used in real life. You will see in
Sample lessons 1 and 2 how this is done, in these cases using drama
and a reading text. The reading text in Sample lesson 2 is a

questionnaire and it contains a number of examples of the new
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language which the learners can read in a context which will help
them understand its meaning. In the drama context in Sample
lesson 1, the teacher does not begin by presenting the learners with
examples of the new language, but instead uses questions to try to get
the learners to produce the target language themselves. This process
is called eliciting. If the learners make mistakes, the teacher can take
what they say and recast it (say it again but without the error) so that
the students hear a correct version of the new language.

When you have created a context and introduced the target language
you will have to check that your students understand how it is used,
which you can do by asking concept questions (questions that focus
on how the target language is used). There are examples of concept
questions in Sample lesson 1. You may also have to clarify or give
explanations of what a structure means and how it is used, which you
can do verbally or visually. In Sample lesson 1 the teacher uses a
diagram called a timeline to clarify meaning and to explain how the

structure is used.

Practising and using the language
Practice activities help students to remember the new language and

to become more accurate and more fluent in using it. There are many

activities that you can use to practise the language. The practise and
‘use the language’ activities in the sample lessons in this book include

questionnaires, written exercises, miming and matching games, drills,
drama, and a written description.

[n planning practice activities for your lesson, you need to have a
balance between activities which improve accuracy (getting the
grammatical form right) and fluency (communicating a message).
Speaking activities such as drills, gap fills, or matching tasks, focus on
accuracy. Others, such as information gap activities, discussion, and

drama activities focus on fluency.

In writing activities, accuracy-focused activities include gap fill or
matching exercises, and fluency-focused activities include short
descriptions or stories. There are examples of these in Sample lessons

1 and 2.

[t is important to vary the activities you use for pre§entati0n and
practice activities — don’t always begin with a reading text or'al-w\fays
use drills for controlled practice. The number and type of activities
you choose should be based on what kind of practice your learners
need and how much practice you think they need. A weak cl:fiss may
need simpler practice activities Or a greater number of practice
Activities, whereas a more confident class may be ready to move on to
the production stage after a much shorter amount of practice.
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How to select grammar items

Grammar items

In most cases you will be working with a book, ora school, or
national syllabus where the grammar items are sele-cted and ordered
for you. In most syllabuses grammar items are carrﬁetglly gr_aded,
meaning that simpler structures (for exam ple, Thisis my szfter) come
before more complex ones (for example, Not having seen him for five
years, [ was very surprised to bump into him again).

However, learners often take time to process language they have been
taught before they can start using 1t fluently and accurately, so you

will need to recycle the grammar you have taught. You can choose
items to teach or practise again:

For revision
For error correction and remedial work

Because a grammar item is too big to be covered all at once: more
complex items will need to be taught in small steps.

The structure of a grammar lesson

The two lessons that follow have a PPP structure (see Unit 2.1 |
page 16) but even when two lessons follow a similar order, there 18
room for a lot of variety in activities and techniques.

Sample lessons: focus on grammar

Sample lesson }

Sample lesson 2 s
Lesson structure | PPP ppPP o
Language focus Concept questions Students work out meaning themselves
Timeline diagram from context o
Teaching focus Eliciting language from students to guide| Encouraging students to work out the
them towards the target language rule for themselves o
Materials Flashcards ‘Find someone who'slips
Jigsaw sentence slips Group questionnaire -
Presenting the Dramatized situation Reading text with task
target language
Practice activities | Drill Writing sentences about themselves
M;_atching game Writing a questionnaire
Mime and guess game
Producing the Drama activity Using the questionnaires from the
target language Memory game practice phase
Consolidation s h

{2
b

Writing an account of a scene Using a questionnaire the learners have

written




2 . 2 Sample lesson 1

LEVEL Pre-intermediate

LANGUAGE Past continuous and past simple
The past continuous gives the background to an event, for example:

I was looking for my pet hamster, when X came in.
ASSUMED KNOWLEDGE Present continuous, simple past

RESOURCES Board, flashcards (Stages 2 and 6), handout slips with two halves of
sentences (Stage 7)

PREPARATION Draw the flashcards (Stages 2 and 6) and make the handout slips
(Stage 7)

TIME GUIDE 45 minutes

#ﬂ‘l#‘ﬂ'aﬁiﬁbi#ﬁﬁiﬂ#ﬂ#Sﬁﬂﬂ&&ﬁ&@#&ﬁﬁﬂ#ﬂﬁ@#ﬂ

Lead-in 1 Ask one student to leave the class. Tell him he will get a surprise when
he gets back.

h 1’5‘ creates a mystery whsch w:ll engage the leamers atte ntron

2 Create the context: tell the rest of the class to imagine they are a (big)
family. They have lost their pet hamster (use the flashcard in case
this is a new word) and are looking for it everywhere. Get them to
begin miming looking for the hamster. Then ask the student to

come back in.

/ Th:s is a fun way to mtmduce the Ianguage pomt that gets all the learners
-f-_,-;f_}-f:acttveiy mvolved and pmwdes a clear and dramatic context for an |
'?f’-_?-'"f-f.mterrupted action. Other possible contexts could be: at a party when X
if:*-i‘-'j.'.arrwes dmng housewark when X comes round watchmg a horror mowe
-"9--';_:'2-?_:?-{;'?-when the hgh_;-";f:__f--went out o R

B 6 P 5 % 9 6 % P B KOS OB BB TS NP PSS E RO NETET SRR

Introduce target 3 Ask the student, What were they doing when you came in? Get him/her
language to guess. As he/she guesses, recast his/ her language, for example:

s They looked for something.
T Yes... they were looking for something. What were they looking for?

Can you guess?

Thss way ﬁf mtroduc:mg the language by askmg questxons is a very natural
way of mtmducmg language and keeps the Ieamers more mvc:lved than 1f

yau sampiy teli them the new Ianguage
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Check comprehension 4 Start writing on the board the sentence: We were looking for a
hamster when X came in, asking the class to give vou the words to
make up the sentence. As the words are given, write them up in the

appropriate place until the class have constructed your sentence
together.

mg eut the mfc:rmatton from your students is called
”"-if"'ir_;i;_-__fi_ar seeing how much the students know cc}llectwely.‘s
pir mmrved m the presentatlan of new language.

Underlme We were Iookma for a hamster’. Ask the class, Did this mke
a long time? Underline ‘X came in’. Ask the same question. Write ‘long’
above ‘We were looking for a hamster’ and ‘short’ above ‘X came in.

"iitun_ is f_?alled a cancep’t Eluestrom It checks that Ieamef
1 the main idea behind the structure you are teachmg,
*%151115&6 'Eﬂ descrrbe a long act:on interrupted bya

LT e,

You can illustrate the concept of how these verb tenses are used by
drawing a timeline on the board: draw a long horizontal line on the
board labelled ‘PAST’, ' NOW’, and ‘FUTURE’. Draw a wiggly line on
top, starting at a point in the past and continuing towards ‘NOW-.
Now draw an arrow pointing down at the end of the wiggly line. Ask
the class what the wiggly line shows (‘We were looking’: the long

action) and what the arrow shows (‘when X came in’: the short action
which interrupted it).

PAST J NOW FUTURE
"\_/'\./'\/\x ’

Ask the class what represents ‘We were looking’ (the long wiggly line),
and what represents ‘X camein’ (the arrow).

s i-;.iﬁ.f? f-f;f_f?f:f._tff l way of lfiustrating the can?f '_'._'Pt

* P % 2 28 a0
Il'l"\li'i'i'll"#*iﬁill'."'l&

Lan
guage focus S Draw a substitution table on the board (you may need to remind

your learners that the singular ‘you’ form is the same as the plural).
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He Was

looking for the hamster wher X came in

We WEre

At iV s!eartotheleamers .

LR BB N N R N R - N R E EEEEE T I N B NN

Check comprehension 6 Show the class the first flashcard and ask them what the hamster was
doing. Ask them what they think happened next. Show the second

flashcard and ask them to make a sentence using‘...—ing ... when ...
Repeat with the other pairs of cards.

Think about how the flashcards will be interpreted, and what
sentences you are likely to be given. .

LT AL T
TN T L L FYURE T

.. patten isused
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t-tutoiw-ntitl'nﬁui#tiuniinaaaatﬁﬂﬁﬁﬁ

7 Hand out the slips of paper. Each slip has one half of a sentence. Tell
the class that they have to stand up and try to find the person with
the other half of their sentence. If you think your learners will have
trouble with the words, draw snake, bee, fly, spider on the board first.
You can mime ‘swallow’ if they do not know it.

Practlse the language

ttttttttttttttttttttt

Usethelanguage

aaaaaaaaaaaa

[ | was walking in the country

[ | was working in the garden

‘ lwas drinking a cup of tea

| | was having a shower

r when | saw a snake

when | saw a lot of bees

when | swallowed a fly

when | noticed a big spider

The answers to thls actwrty are not ﬁxed—-—-—-the leamers should have fun
dnscussmg whtch answers are poss;ble and do not need to take it too
| _.,senausty It gives them a further opportumty to practtse usmg the new

; !anguage ina centrolled way

8 When the learners have found their ‘other halves’ ask them to sit
together and prepare a mime of their sentence. Give them a few
mi‘nutes to prepare. Put the learners in small groups and then tell the
pairs to perform their mimes for the group. The rest of the group
should guess what happened and make a sentence using, was/were ...

—1ng ... when ...

.mty gwes the l&amers an Qppormmy to use the !a nguage to

.create more new sentences The actmty IS fa:rly controlled; lea rers
- can check if thelr sentences are carrect themselves by lookmg at the

-sisps af papez;

& % 2 a2 4 3

Divide learners into two groups. Tell each group they were all in a

street when a spaceship landed and two aliens got out. The people

in the street should all be doing different things: shopping, drinking
cotfee, wmtmg for a bus, etc. Give them some time to prepare their
scene tor the other group. The other ¢ group should watch and try to

notice what evervone is doing. Then get them to work in small groups
to try to remember what everyone was doing.
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1 Two people were waiting for a bus ...
2 Yes and Pierre was eating ... an ice-crean.

Circulate to listen to what they are saying. Make notes ot any
problems or errors and deal with these in feedback immediately after
this activity.

Consolidation 10 Get learners to write an account of the scene they watched, for
example, It was a sunny Saturday afternoon and the street was full
of people. Two girls were looking i a shop window ... cte. They can
continue the story inany way they hike.

This activity gets the students to use the language more freely and to put
it together with language they already know. They will use the language
both in speaking—as they discuss what they remember about the
scene—and in writing. Writing gives the students more time to think
about the language and will help to consolidate what they have learnt.



. Sample lesson 2

LEVEL Lower intermediate

LANGUAGE Superlative adjectives (adjective + est; most + adjective):

big biggest

sad saddest

young youngest

old oldest

early earliest

easy easiest

careful most careful
boring most boring
interesting most interesting
difficult most difficult

ASSUMED KNOWLEDGE Comparative adjectives (for example, tigger, sadder, etc), present
perfect for life experiences.

RESOURCES ‘Find someone who’ slips, group questionnaire

PREPARATION Prepare the ‘Find someone wha' slips (see Stage 1) and the
questionnaire (see Stage 2).

TIME GUIDE 40 minutes

4 0 8 % ¢ » 8 BB S L F NS P R E S G D SN

Lead-in 1

& % 4 % % & 9% %8 3T S

Hand out slips of paper to half the class. Each slip has a ‘Find
someone who’ instruction on it, using a comparative adjective, for the
students to compare themselves with each other:

Find someone who is taller than you and sit next to them. ]

Find someone who has bigger feet than you and sit next 1o thﬁm]

e T

Find someone who has more careful handwriting than you and it
next to them.

Ask these students to get up and go round the class asking questions
till they find the person and then sit next to them.
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Introduce target 2 Putlearners in groups of 6-8. Give each group a questionnaire.
language In your group, who:

* has the smallest feet * has the biggest hands

* {5 theyoungest ¢ hasthe most interesting hobby
¢ has the most careful handwriting e takes the earliest train

* has the worst journey to class * hasthe best idea for a party

Ask them to read the questionnaire and to work out the answers for
their group. Go round while they are doing this, listening to them and
helping with any problems.

L B B B LI B NN B R N A NN N I N N N N N N N R N R R A B R NE N B N L

Check comprehension 3 When they have finished, check they have understood by asking each
group to give you one fact about their ‘records.

T So, tell me one thing you found out.
s Angelika has the most brothers and sisters! Seven!

AR AR NI I I A A RN A WA WA I I R I B K I A O I IR I S A

Language focus 4 Put up the adjectives in the left-hand column (see LANGUAGE). Then
sk what the difference is between the four groups of adjectives. It
they need help, tell them to think of the number of syllables in each

word.

29



ﬁﬁﬁﬁﬁﬁﬁﬁﬁﬁﬁ & % & 3 %

Practlse the Ianguage
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Put the class into pairs. Write biggest at the top of the right-hand
column. Ask the learners to fill in the rest of the column. Check the
answers when they have finished.

Leamers can ﬁil in some words from the words in the guestionnaire.
They can try ta work aut the others themselves.

Tell the pairs to look at the first two groups again and decide how they
could divide them into two more groups.

Ask pairs at random how they have divided the words and what
reason they have. Ask them if they can think of a ‘rule’ for each group.

Group I:  One-syllable adjectives, e.g. young and old, add —est; sad
and big end in vowel + consonant so the last consonant s

doubled.

Group 2: Two-syllable adjectives ending in y, e.g. happy and funny,
the y changes to 1 before —est.

Group 3: The majority of two-syllable adjectives (except those
ending in —y) take most (for example, most careful; most

boring) but some can have either form, (for example,
quieter/more quiet).

Group 4:  Adjectives with more than two syllables take most (for
example, most interesting; most difficult)

Ask them to look at their questionnaire. Are there any adjectives that
make a fifth group? Group 5: irregular adjectives: good/best; bad/

worst.

."Changmg word endmgs to fcrm the superla’uve IS qu:te comphcated It
~involves a set of rules related to the number of syllables and the spellmg

of the adjectives, If they are given some examples and guided through
Ny the process by the teacher, the learners can work out the rules for

themselves. Dlscovermg grammar in this way, rather than bemg gwen o
lnfonnatmn is away of makmg learmng more memorable. |

® B ¥ PR R R BB

Write up the following adjectives:

nice vad pretty 400d thin
veautiful  exciting interesting famous happy

(et learners to work in pairs to discuss how to make the superlatives.
Go through in class when they have finished: write up the words and

ask learners to make a sentence about themselves using the words, tor
example: [ think Japanese food is the nicest.
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This activity gets iearners te appiy the rules they warked eut in the B
previous activity and gwes you the chance m chec:k that they have
understood correctly LR A o

£ % 2 £ & & 2 FH £ £ P & & g ¥ = o£ 2 £ F ¥ F F B owF T @ A oE B 2 2 S 8 2 & & 5

Use the language 10 erte on the board:
What is the best book you've ever read? Why¢

Collect answers from different learners. Then get the learners to make
five more questions in this pattern:

What 1s the you've ever ? Why?

Go round to deal with problems and give help if needed.

This actmty is faxﬂy cantrolled lt focuses on accuracy learners have
time to think about the adjectwes they are gmng to use and to get the
form right. However there is also an eiement of creatmty learners can
chocse what questtans they w:li wnte Th:s makes the actmty more |

11 When they are ready, put learners in pairs to ask and answer each
other’s questions. Circulate to listen to what the learners are saying,
and to help if necessary. Make a note of errors so you can go through
them later.

This actwnty gwes the leamers the opportumty to use the new language
more freely. As they answer each other’s questions, they will end up
- discussing their expenences In thts way the new Ianguage will be
| -mtegrated w:th !anguage they already have o |

% 5 3 %
%@%3&%-@@-&%-&%?%%?@ﬁ%ﬁﬁ%*ﬂ#@%ﬁ:&@##%-ﬁﬁgﬂ

Consolidation 12  Ask the students to write a report on their partner’s choices.
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About functions

A ww is the communicative purpose of a piece of language. For
example, the purpose of this piece of language Could you close the

window, please? is making a polite request. Here are some more
examples:

[nviting Would you like to come round for supper?
Suggesting Let’s have a game of chess.

Agreeing That’s right!

Giving opinions [ think that’s great.

Greeting Hello!

Functions are directly useful —if your learners can make a request
using Could I/you (+ infinitive)? for example, they can ask for a train

ticket, order a meal, ask someone for directions, ask a friend for help
with a problem, and so on.

There are various ways of expressing a function. These variations are

called exponents. For example, the function of requesting includes
the following exponents:

Car you open the window?
Could you open the window, please?
Would you mind opening the window?

Each exponent provides a frame for building new sentences.
For example:

close the door,
Could you pass the salt, please?
let me know,

One grammatical form can have several functions, for example, the
modal verb can is used for the following functions:

Ability [ can swim.

Requests Canyou turn off the television, please?
Permission  Can 1 smoke here?

Possibility 1t can be rainy at this time of year.

Functional language is often a fixed expression or ‘chunk;, for
example:

~Never mind.

It doesn't matter,
Of course.
Excuse me.

In these cases, the words in the chunk do not change and the learners
can memorize the chunk in the same way as an item of vocabulary.
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Social functions, such as inviting, requesting, etc., occur as an
exchange between two (or more) people, for example:

A Would you like to come round for supper?
B Idloveto.

A Could you open this for me?
B Yes, of course.

[t is important that learners can take partin both parts of the
exchange, i.e. asking questions and answering. They can do thisin
class in pair work and role play activities. They need to be aware that
the response is not always a straightforward Yes or No. For example,
when we respond negatively to an invitation, we use, I'd love to, but ...
or, I'm sorry, but ..., because a direct negative response mightappear
impolite.

The language we use depends on the situation and on the person we
are talking to. We use different language to talk toa friend, a stranger,
1 waiter, a member of the family, and so on. We are more informal
with people we know well and more formal with people we don't
know. Look at this example, where the speaker is requesting that

someone closes the door:

INFORMAL: Fathertoson Door!
FORMAL: To astranger  Could you possibly close the door,
please?

Learners need to learn what language is appropriate in ditferent
situations and to have practice in choosing and usingit.

How to help learners with functions

Introducing functions
Social functions occur naturally in conversation, so one of the best

ways of introducing them1sna conversation. There arc diffcrcm.
ways of doing this. In the ‘Asking for directions’ lesson described in
7.1, the teacher used a taped dialogue. In Sample lesson 3 the teacher
gets the learners to have a group discussion, then elicits frf)m t_hem‘
what language they used for suggestions and builds on this by adding
some new language for suggestions. In Sample lesson 4 the teacher
has a real-life conversation with the learners, asking them to tidy up

the classroom.
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Functions and grammar

Because different exponents involve different grammatical torms,
you have to be careful to show the learners clearly how the ditferent
forms are used to avoid confusion. Sample lesson 3 gives an example

of this.

Functions and appropriacy

You can help clarify for your learners which exponents are more
polite by presenting the different expressions with a ‘cline’ to show the
degree of politeness (a list of exponents, with the most polite at the
top), and by having a class discussion to match appropriate

expressions to situations. Sample lesson 4 gives examples of both of
these.

Practising functions

Learners need to practise both sides of social exchanges, so pair work,
role play, and simulation are especially important practice activities.
Pair work involves two learners practising both sides of a short
exchange. Role play involves a pair or group imagining they are
characters in a particular situation, for example, one friend inviting
another to dinner, a customer complaining to a shop assistant, or a
family giving opinions about which television programme to watch.
A simulation is a role play where the whole classroom becomes an
imaginary place, for example, a town centre where lost tourists ask
inhabitants for directions, a row of shops where ‘customers’ buy
things from ‘assistants’, or a restaurant where ‘diners’ order meals

from ‘waiters. There are examples of all these activities in the lessons
in this unit.

Written consolidation

Functional language can be written as well as spoken, though it can
sometimes be more formal in writing. You can help to consolidate
oral practice by getting learners to write realistic notes and letters.
There are examples of how you can do this in Sample lessons 3 and 4.

Selecting functions

The functions you teach will need to be suitable for your learners’
level and needs. A group of beginners planning a tourist visit to an
English-speaking country will need functions such as asking the way,
asking for things in shops, ordering a meal, and booking a hotel root
expr:essed in very simple language. An advanced group of learners
hoping to study in an English-speaking country will need functions

hecessary for academic study, such as giving opinions, presenting an
argument, etc.



Focus on functions

In a general English course, a cyclical approach is the best to use for
teaching functions. This means that functions are taught more than
once at different levels, using simpler language for the lower levels
and gradually adding in more complex structures. So beginners
might have a lesson on requests where they learnt Can you ...<.

At pre-intermediate they might add Could you ...? and Could you
possibly ...7 and by intermediate they might add Would you

mind ....—1ng?

The structure of a functions lesson

Sample lesson 4 is organized like the others we have looked at so far,
following a PPP model, but Sample lesson 3 begins with a speaking
activity before introducing the new language. This is becauseitisa
test—teach—test lesson. The lesson begins with an activity which
requires the new language (test). The learners complete this as best
they can and then the teacher introduces the new language and
practises it with them (teach). Finally the learners do another
speaking task in pairs or groups (test). The idea behind this way of
organizing a lesson is that the first speaking activity will encourage
learners to stretch the language they have to cope with new situations,
nd that it will make them aware of their need for the new language.

Sample lessons: focus on functions

Sample lesson 3 Sample lesson 4
Lesson structure Test—teach—test PPP
Language focus Making and responding to Making requests
suggestions
Teaching focus How to teach the different How to teach appropriacy
exponents of a function
Materials Virtually no materials Realia (classroom objects),
flashcards, role cards
Presenting the target Teacher elicits language Teacher uses classroom situation
language to introduce new language in
context
Practice activities Teacher—students question and Teacher—:students discussion on
answer appropriate language
‘Open pair’ practice Whole class simulation
Producing the target Group discussion Palf work
language Role play
Consolidation Short notes and replies Request letters and r eplles
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Sample lesson 3

LEVEL Lower intermediate

LANGUAGE Making and reacting to suggestions:

How/What about going for a picnic?
Great!

Good idea.
Thanks, I’d love to.
That’s a good idea, but ...

Sounds good, but ...
I’d like to, but ...

ASSUMED KNOWLEDGE  Vocabulary for leisure activities

Possibly some expressions for suggestions, for example,
Let’s.../ Shallwe...?

RESOURCES Board, eight word/punctuation cards:

How about g0ing to the beach ¢

Let's qo for a walk

PREPARATION Make the cards

TIME GUIDE 40 minutes

Il'lilIll'l'i‘i'lI"iiii#tii.i.‘lﬁlii'.l.'

Lead-in 1 Tell the class that it’s going to be warm and sunny at the weekend.

Ask what sort of things they like doing outside at the weekend and

put their suggestions in a list in the centre of the board. You can use€ d
substitution table like this:

Outdoor activities

walk
owim
drive
pichic

for a

A0

peach
park




Focus on functions 2 ® 3

Use the language 2 Put thelearners into groups of three or four and ask them to talk
about and decide what they are going to do at the weekend, using the
ideas on the board. They should find a total of four activities to do
together: one in the morning and one in the afternoon on each day.
As the groups talk, walk round the class and write down the language
they are using to make suggestions.

In thftsf Ieéson the learners doa speaking activity before any new
~ language is introduced. There are two main reasons for this; -

1 It gives them an opportunity to use the language they aiready have.
At this level learners may already be able to use some words and
phrases to make suggestions. There needs tobe a balance between

‘teaching learners to use new language and giving them the chanceto
_ use the language that they already know. i :
| 2 It gives the teacher a chance to find out what language the leamers.

. eanuse. The teacher can use this information to make @‘5‘995 o

059 00066895 BEEEEISSS OSSR BEEIIEIIS LS

Language focus 3 When the groups have finished, ask them what they are going to do.
Then ask them if they can remember any words or phrases they used
to suggest something. Add any appropriate ideas to the board, on the
left-hand side, for example, Let’s ... [Shall we ...7 etc.

Making suggestions Outdoor activities
walk
swim

fora drive

Let's pichic

40
Shallwe ...? beach
to the
park
fishing
cycling

t e s e s e st s ss e e As s EERRGERRRROAEDI OSSR OIE SIS

Introduce the language 4 Putup anew speech bubble with How about ...7 and ask the class if
they know how they should change the verb ending (Answer: add
—ing). Do the same with What about. .. 2
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Focus on functions

The mast lmportant feature af functmnal language is that we use itto do
thmgs wrth the Ianguage and ta interact with other people. At the same
~time, we a\so needto make sure that the learners can put functional

|anguage tegether usmg the carrect grammat:cal forms, for example ta
| use -:ng endmgs or not T

Rub out the word go from the phrases on the board. Add go or going

to the phrases for making suggestions on the board so that the
learners can see how to make sentences.

Making suggestions Outdoor activities
walk
SWIM
Let's go ... fora drive
Shallwe go . pichic
How about goi ¢ beacr
going ...: to the
What about going ...7 park
fishing
cycling

Ask eight learners to come to the front, and give them each a word

card. Get them to hold the card up so that the class can see it. Then
ask them to sort themselves out into two sentences.
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S Askthe class how we can respond to a suggestion and put up some

examples on the board, for example:

Making suggestions Outdoor activities Responding

for a walk ,
L et’s 4o ... Swir G[’"@ﬁts |
Shallwe go ...? Arive YES Good idea!

- 'd love to!
pichic

How about going ...7 tothe beach NO oounds good, but ...
What about going ...?2 | fishing That's a good idea, but ...

cycling Id like to, but ...

Ask the class why we don’t just say No (Answer: this would not be
polite).

f au e!e n_at need to break the se phrases down to teach the grammar:
_5 they c&_ﬁ.{é:g;'___;f;-_'-be leamt as set expresszens or chunks of ianguage

¥ * e g 4
i**?ﬂﬁ#ﬁﬁaﬁﬂ#ﬂﬁ#ﬁiﬁ#ﬁﬁﬂ%ﬂ#ﬁ%ﬂﬁﬂf#ﬂ#

Check comprehension

6 Make suggestions to individual learners and encourage them to
respond using different expressions, for example:

TEACHER  Kurt, how about going for a picnic?

KURT Great! Where? The beach?

TEACHER Sounds good.

TEACHER  Kyoko, how about going for a swim?

KURT That’s a good idea, but ... the water is very cold.

L T
M R T T T Y YT T T T T Y

7 Askindividual learners to make suggestions to other learners across

Practise the language

the class, for exampile:

PIERRE Kyung Ae, how about going for a drive in my car with me?

KYUNG AE [dliketo, but ... er... [ have to wash my hair.

~ Thi :ts kmd af practsce betwes
f ﬂtass Iisftemng, iS a kmd of patr werk called open pair practice. it
Cisa gmd way of giving realistic practice whife aflowing you to listen and
~ correct mistakes or explain misunderstandings before freer practice.

It makes a good basis for work fater in groups or ‘closed pairs’, i . the
whoie ciass warkmg in pasrs . |

M A I I I R I S T R E

Use the language

8 Tell the class that vou've just heard the weather torecast tor the

weekend and it has changed —it’s going to rain on Sunday. Ask

' ":_n twa Iearners acmss the class, with the rest
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the class for some indoor ideas, and add them to your board,
remembering that you have ‘go’ already in the ‘Making suggestions’

column. For example:

Making suggestions Indoor activities Responding

Let's go ... to a restaurant Great!

Shallwe go ...? to a concert YES Good ideal
to a museum 'd love to!

How about going ...7
What about going ...7

to the cinema
sKating

shopping

NO

Sounds good, but ...

That's a good idea, but ...

'd like to, but ...

Put the class back into their groups and get them to revise their plans
for a rainy Sunday. Circulate to monitor their language and make a
note of any problems and errors to feedback after the activity.

* »
I.l!.#'i’l!llll-’l"'lI.!l‘liﬂ.i'll‘i'iili'

Consolidation 9

40)

When the groups have finished, get each group to write four short

notes to other groups, suggesting activities to do together. Collect up
the notes and redistribute them at random. Students write replies
according to whether they can come or not.

]

We're going for a pichic
on Saturday afternoon,
How about coming too?

r—rre—

Sorryl I'd love to but were

going cycling on Saturday.

e




. Sample lesson 4

LEVEL Intermediate

LANGUAGE Making and responding to requests:

Couldyou...?
Of course or Sorry, ’m afraid I can’t ...

ASSUMED KNOWLEDGE  Can you ...? for requests

RESOURCES  Board, role play cards, flashcards (see below)

4

~

PREPARATION 1 Make the flashcards above for stage 5. These should be big enough
for the whole class to see.

2 Make these role play cards for each pair of students (sce stage 7). If
you have a large class and no copying facilitics, you can put them
on a large poster to stick on the board.

S

You are going on holiday. Ask a friend to look after your cat.

Dinner is nearly ready. Ask your son to set the table. |
|

Your car has broken down. Ask a neighbour to give you a lift. |

Tell your daughter to tidy her room. 11

1
Ask a friend to lend you a good book {

J

You are going on holiday. Ak a neighbour to watch the house foryou.

It's raining. Ask a colleague to lend you an umbprelia.

You have a headache. Ask a colleague if they could alve you an aspiriv,

+ N

Your sister is going to the shops. Ask if she could get you some 513!

You need change for the telephone. Ask a stranger to charge a note.

TIME GUIDE 45 minutes
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Lead-in 1 Prepare the classroom so that some things are in the wrong place (for
example, books, chairs, etc.), some windows are open, and the board
has writing on. When the learners come in, ask them what is ditterent
about the room.

Askmg the leamers te deﬂtlfy what has changed will engage their
attentsen as they Iaok araund and try and spot the differences

s s 8 & & F o2 0w ¢ % B PP G How R RR P D FERE T EF R B P F EE R

Introduce the language 2 Askthelearnersto help you put things back. Use some language
that they know already, for example, Can you ...? Then add Could
you ...? and Could you possibly ...?, being more polite for bigger
requests. Small request: Can you put the board rubber back, please?
But, big request: Could you possibly pick up all those books?

The new Ianguage ts mtmduced in a very natural way in this context. if -
yﬁu begm with language the learners know already (Can you ...?), then lt
lS easy ta understand that Comd you ? is an alternatwe | U

aaaaaaaa ¥ & 2 £ 2 8 P 5 x £ & 4 £ S % % B I B T X B D FEEREB Y R

Language focus 3  Write up Open the window on the board. Ask the learners if this
is polite. Ask if they know how to ask more politely. Write up
suggestions in a cline, from impolite to polite, for example:

Open the window! Not polite
Can you open the window?

1 i
Could you open the window, please?
Could you possibly open the window, please? Very polite

In Sample Iesscm 3 there was not much difference in meanmg between
N the various ways of making suggestions. Here there is animportant
:'_‘_dtfference the level of pohteness An ex,::-ressson that is appropriate in

~ one situation will not be appropriate in another. An important part of this
_,;1esson-—-—and 0f many Iessons 0!’! functlens——wm be getting the leamers

-to demde what language iS appropnate m dlfferent s:tuat;ons

L *n@m#iamitiﬁaa#ﬂﬂia#&%ﬁaﬁmgg@ggﬂﬁ

Check comprehension 4  Give the learners some example situations:

Ask a friend to lend you a book.

Ask your teacher to lend you a book.
Ask a friend to lend you some money.
Ask your mother to lend you the car.
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Focus on functions e ©

Discuss what they would say: in general, politeness depends on wHo
you are speaking to and How BIG the request.

% EFE 2 P ¥ & B ? 2T B E Z B

Tell the class You are on a plane. Ask the flight attendant to get you
some things. Hold up the flashcards one at a time and ask what
they are. Practise the pronunciation of the words. Hold up the first
flashcard again and discuss how they could ask for 1t (Could you
get me a blanket? or Could you possibly get me a blanket?). Practise
pronunciation with them, showing how the words ‘Could you'are
run together to sound like /'kod3a/.

This first practice activity focuses only on the language thatis new in
this lesson and gives a context for making polite requests. You need to
~ decide how accurately your learners need to speak. If you insist on only
very ac_cu.rate pronunciation, they may lose motivation. However, if their
- pronunciation isn't clear, other people might not be able to understand.

Repeat with the other flashcards getting the class to ask you to get
things. Reply as if you are the flight attendant, choosing Of course, for
some requests, and I'm sorry I'm afraid I can’t—we haven't got any
left, for others (for example, headphones, meal, etc.). Put up some
example replies.

Of coursel
Sorry, I'm afraid [ can't.

Now get students to arrange the classroom like a plane with rows ot
seats and aisles between them. (In a traditional classroom layout this
will not involve rearrangement.) Tell the class to imagine they are on
a plane and they need the flight attendant to get them something. Ask
five or six learners to be flight attendants and to walk down the aisles

answering passengers requests.

‘This kind of role play where the classroom becomes a place like an
| aero_plahe, a restamant or a shopping centre is called a simulation. it
is a good way of creating a realistic context for practising ‘situational
B langUage like ordering meals, buying food, or, in this case, in-flight
requests.

# @ @ £ e # ¢ ¥ F & ¥ ¥ ¥

Now put learners in pairs. Give each pair a set of role play cards (or
use the poster you have made). Ask them to put them face down on
the desk and to turn up one at a time. They should take 1t in turns to

make the request and to reply.
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Feedback

8 Go through the situations with the class, discussing what would be
the appropriate language for each situation.

L A A I B B R O I BN AN B I N A A I A A A I I N N NN EE R EE R X

Consolidation

14

9 Asklearners to imagine they cannot come to class. Ask them to write
two short notes, one to a friend and one to a teacher, asking them to
do something (for example, give in homework, collect worksheets,

etc.). Collect these in and give them out again to different learners.
Ask them to write a short reply.



Focus on vocabulary

About vocabulary

A vocabulary item, sometimes called a lexical item, can be:

a single word, for example, cat, table

two or three words that go together to make one meaning, for
example, a noun like washing machine or a phrasal verb like pass out
or come up with

a multi-word phrase or chunk of language like as a matter of fact,
never mind, by the way.

In each language learner’s mind there is productive vocabulary:
words that they are able to produce, themselves, for example, shoes,
and there is receptive vocabulary: words that they understand but
may never produce, for example, afflict. We all have a much bigger
receptive vocabulary than a productive vocabulary.

Learners need to know:

how a word 1s spelt

how it is pronounced

the meaning of the word

what part of speech it is

which words it is often used with (collocation)

how the word is used: in what situations and contexts.

Spelling and pronunciation

Spelling and pronunciation are not easy because there 1s no
consistent one-to-one relationship between a sound and how it 1s
spelt. For example, /ai/ can be spelt with an ‘i’ asin mindora’y asin
my. Learners need help understanding the various ways sounds can
be represented. One way of doing this 1s to group words which have

the same sounds and same spelling, for example:

Ja  bicycle, climb, nine, five, white

try, my, Cry,
high, flight

Meaning
Some words refer to concrete things or actions, for example, bus, or

jump. Other words refer to abstract concepts, for example, beauty,
existence, admure.
[t is important to teach words in context, because many words have

different meanings when used in different situations, for example,

admit can mean two very different things according to context: He
will admit to causing the accident = confess; This ticket will admit you

to the concert = allow you to go.
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Words can have a literal meaning or a figurative meaning. [n We
climbed a mountain, the word ‘mountain’ refers to an actual

mountain, but in I've got a mountain of work to get through, the word
‘mountain’ is used as an image of a huge pile of work. An idiom is a
group ot words which has a meaning different from the meaning of
the individual words: for example, the question Would you like a piece
of cake? refers to an actual slice of cake but the idiom It was a piece of

cake simply means ‘It was very easy’. Idiomatic language is common
In conversational English.

We can often change the meanings of words by adding affixes. An
athx is a group of letters added to a word, either at the beginning of
the word (prefixes) or at the end of the word (sutfixes) to change the
meaning in some way. For example: the adjective selfish can be
changed into its opposite by adding the prefix un—, or into a noun by
adding the suffix —ness, or into an adverb by adding the suffix -ly:
unselfish; selfishness; selfishly. It is important to teach which prefixes
and suffixes can be used, for example, the negative prehx for kind is

un—: unkind; but the negative prefix for formalis in—: informal. The
noun sutfix for the verb collect is —ion- collection, but for the verb
disappear is —ance: disappearance.

Parts of speech

Every word belongs to a category or part of speech, for example, a
verb, an adjective, a noun, an adverb. Each category has grammar

rules associated with it, for example, all adjectives come before 2
noun in a noun phrase as in g beautiful day and

adverbs usually
tollow the verb they are describing as in The exqg

mination went well.

belongs to and this will chan

ge how the word can be used, for
example we could say,

she had a happy smile. but she smiled happily.

Collocation

Words are used together, in partnerships.
words is called collocation. For exam
partyiclude have, go to, gate

This relationship between
ple, verbs collocating with g
crash, and throw but not make or do.

Lexical sets and word fields

Vocabularv (lexis) is often taught in lexical sets or word fields. These
are groups of words related by topic. A lexical Setis a group of the

same category of words, so for exam ple, table, chair, sofa, and bed are
all nouns belonging to the lexical set furniture: and angry, happy, sad,

_ | lexical set emotions. A
word field is wider than a lexical set and contains words and phrases

loosely connected to a topic, so for example, the word field

and anxious are all adjectives belonging to the
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relationships might include the lexical set family members (mother,
father, sister, etc.) but also other words and phrases like friendship,
close, distant, marriage, divorce, to be in love with, to break up with, etc.

Register and appropriacy

Different words and phrases are used by different people, according
to the situation and the relationship between the speakers. For
example, the two phrases, The concert was very enjoyable and The gig
was awesome! both have a similar meaning but gig and awesome are
more likely to be used by younger people, while concert and very
enjoyable are more likely to be used by older people. Gigand awesome
are informal: they have a lower register than concert and very
enjoyable. The term register is used to describe these differences in
formality, and we talk about register as going from high'( formal
language) to low (informal). Within lower register language IS
colloquial language, which is language used in conversation.
Knowing which register to use in a situation is having an awareness of
appropriacy. For example, ending an email to a work colleague with
Best wishes would be appropriate because this is a formal ending, but

to a close friend it would be inappropriate, as it is too polite.

How to help learners with vocabulary

Introducing and explaining vocabulary

Vocabulary can be presented in dialogues and reading passages where
the new words appear in context and in combination with other
words. You can also use pictures, mime, and realia (real objects) to
introduce and explain the meanings of simple concrete nouns like
apple or verbs like swim. With more abstract words you can explain

meaning with:

a definition: poverty means you have very li ttle money

an example: furniture: beds, tables, and chairs are all furniture
a synonynm: spiteful means cruel, unkind

an antonym:  spiteful is the opposite of kind

related words:  tinkle and clatter are both noises. Tinkle is lugh,
clatter is low: imagine you are washing up — the pans
clatter, the glasses tinkle.

sometimes this is the quickest way to explain, but be
careful — the translation might not be the exact
meaning of the new word.

translation:
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Helping learners record new words
Learners need to develop study skills such as:

Recording new words

It will help learners if they can record their new words in a vocabulary
notebook or on small cards. Vocabulary notebooks can have pages
divided down the centre with new words on one side and meanings
on the other. Small cards can have the word on one side and the
meaning on the other. Learners can record the meaning as a
translation, or with a definition in English. Whichever way they

choose, it is helpful if they record their new words in phrases or
sentences that show how they are used.

Organizing new words in lexical sets or word fields
[t will help learners if their words are recorded in groups of words

related by topic. Two ways of doing this are demonstrated in Sample
lessons 5 and 6, which use mind maps and labelled pictures.

Helping learners remember new words

Simply recording words is not enough — learners need to spend time
memorizing new vocabulary. They can do this by themselves out of
class, but you can also give them help with memorization, through
repetition and personalization. Repetition is effective—but it can be
boring! You can help make it fun by turning it into a game, as in
Sample lesson 5, which uses a memory game. Personalization
involves the learners giving the new words some sort of personal
association. Sample lesson 6 shows a ‘personalizing’ activity.

Helping learners use new words

Once learners have had time to absorb the new vocabulary they can
begin to use it communicatively. Words cannot be used in isolation:
they have to be used in combination with other language. Sample
lessons 5 and 6 show how new vocabulary can be integrated with
language the learners already know to help them communicate.

Recycling vocabulary

Remembermg words is a long process; even if learners can remember

and use new words by the end of a lesson, they may have forgotten

them a week later. You will need to revise and recycle the new
vocabulary to make sure they retain it.
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How to select vocabulary

Frequency

Some words are used more frequently than others, for example,
words such as eat and school are used more often than words such as
distract or security. It makes sense to teach the more frequent words
earlier in a syllabus at lower levels. Most monolingual learners’
dictionaries will give an indication of frequency.

Word fields

Learning words that are grouped around a topic is easier and more
meaningful for learners than learning lists of unconnected words,
and gives learners a good basis for a conversation or discussion on
that topic. Most teaching materials combine frequency and topicasa
basis for choosing what vocabulary to teach.

The structure of a vocabulary lesson

T esson 5 focuses on concrete vocabulary that can be introduced in a
direct way using physical objects, and this type of lexical set is easily
taught using the PPP structure that we have seen before. In Lesson 6,
however, the vocabulary is abstract and needs to be explained with
simple definitions and examples. For this reason, some of the

vocabulary is introduced at the beginning, and more is introduced
later in the lesson, after some practice: the lesson uses two cycles of PPP

(o make it easier for the learners to handle so much new vocabulary.

Sample lessons: focus on vocabulary

Sample lesson 5 Sample lesson 6
Lesson structure PPP PPP (x2)
Language focus Concrete vocabulary: crockery | Abstract vocabulary: adjectives
and cutlery for describing character
Teaching focus How to teach a lexical set of How to teach a lexical set of
concrete nouns abstract adjectives
Materials Realia Flashcards
Poster Word cards, photos,

magazine pictures

Presenting the target language

[ntroduced and explained using
physical objects

Explained with simple
definitions and examples

Recording the target language

Labelling a picture

Making a mind map

Pair work discussion: describing

Practice activities Whole class memory games
photos
Producing the target language Information gap: spot the Pair work discussion
difference
Consolidation Write a description Write a ‘Lonely hearts’
advertisement
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LEVEL

LANGUAGE

ASSUMED KNOWLEDGE

RESOURCES

PREPARATION

TIME GUIDE

Sample lesson 5

Elementary

Crockery and cutlery:
knife fork
spoon plate
cup bowl
saucer glass

There is/there are

House and furniture, for example, table, chair, cupboard, sink,
fridge, floor

Prepositions of place: in, on, next to, on the left/right

A selection of crockery and cutlery as above; table or desk, tablemat,
tablecloth, tray, apron; poster of a kitchen
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(_Jojllc:*ct the items together (see Stages 2-3), and make the poster, or be
prepared to do blackboard drawings (see Stage 9). If you have

copving facilities A
pying facilities, you can copy the poster as a picture, one for each
student. ’

40 minutes
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Lead-in 1  Arrange a table and two chairs at the front of the class and put the
tablecloth and mat on it. Write the name of a restaurant on the
board, for example, The Pizza Falace. Ask the class Where are we?
Ask a volunteer student to come to the front and put on the apron.
Ask Who is she/he? Teach waiter/waitress if the learners do not
know it. Tell them this is a new waiter/waitress and that it’s their

first day at work.

~ Creating a context for introducing the new words will make a livelier

~ lesson than if you simply held the items up and said the words. Another

~ context could be: teaching a child to set the table, or asking Someone to
‘pass you items.

® # . . - _
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Introduce the language 2 Tell the class you are the restaurant boss. You are going to teach the
new waiter to set the restaurant table. Hand them a plate, saying, Put
the plate on the mat. Continue handing over items and telling the
‘waiter’ where to put them, for example, Put the knife on the right. Put
the bowl on the plate, etc. If they don't understand at first, show them

with gestures.

Usmgrealebjects "('real-ia) and actions makes the lesson more interesting
~ and helps to make the new language memorable.

2
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Language focus 3 Hold the items up and get the learners to repeat the words to practise
pronunciation. Write the words in a list on one side of the board.

When you write knife, show the learners that the 'k’ is not pronounced
by covering it up as you repeat the word.

4 Putup asimple picture of the table setting on the board.
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Get the learners to copy the picture in their vocabula ry books. Ask
them to label the picture with the words from the list on the board.

ers tc fd and store the new words.
ry notebook is a useful habit. -

I‘t.III.I"‘.I.I‘I'I.l.“il‘l‘.lli.!l‘il‘ii

Check comprehension S Getlearners to check in pairs how they have labelled their

pictures. Then get individual learners to come to the board and
label the drawing.

ilItIi!'ll‘II.II-...IQIHII.'IEI‘I'.‘II'.‘

Practise the language 6 Asklearners to close their eyes. Erase one item (and label) from the

picture on the board. Get learners to open their eyes and tell you what

Is missing. Get learners to take turns in coming up and erasing an
item for the class to identify.

7 Putanumber of items on the tray, for example, two cups, four knives,
oriespoon, etc. Tell the students they can look at the tray for 30

seconds. Then put the cloth over the tray. Put learners in pairs to say
what they remember, for example,

ABDUL  Three cups!
KEIKO  No, there are two CUps.

There aren’t any  bowls

Encourage learners to tell you in complete sentences. Then take the
cloth off the tray. Get learners to say whether the sentences were

right or wrong. Draw attention to the plural of knife, by highlighting
1t: knives.
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Use the language 8 Put the poster on the board and get learners to copy 1t onto piece of
paper (or hand out copies to each student). Tell the learners that this

is a kitchen after a party, and so it’s messy. Get the learners to draw

in crockery and cutlery items in different places in the room. Show
them how to do this by drawing in a couple of examples on the poster.
They can put the items anywhere they like. When they have finished,
put them in pairs. Tell them not to show their pictures to each other;
they should find the differences between their pictures. Put up speech
bubbles as an example of what to say.

In my picture

there aren’'t any
spoons — but there
are two knives.

In my picture
there is a spoon
on the table.

Go round listening to your learners as they do this and when they
have finished, give feedback, putting up errors on the board and
asking the class to correct them.

L
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Consolidation 9 Ask learners to write a description of their picture. Collect 1n
the descriptions and the pictures. Pin the pictures up round the

room. Hand out the descriptions to the learners so each gets a new
description. They should go round the room and try and find the

picture that matches their description.
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2.4

LEVEL

LANGUAGE

ASSUMED KNOWLEDGE

RESOURCES

PREPARATION

TIME GUIDE

Sample lesson 6

Intermediate

Adjectives for describing character

energetic efficient practical
laid back disorganized dreamy
selfish sociable funny
unselfish shy serious

Some simple adjectives for character, for example, nice, tidy, kind, etc.

Board, flashcards, magazine pictures of men and women, word cards
of the new adjectives

Make the flashcards (see Stage 1) and word cards (see Stage 3).
Ask the class to bring photos of their family (see Stage 7). Collect

magazine pictures of men and women, one for each pair (see
Stage 10).

40 minutes

& 2 5 % £ 8 £ 5 5 B P K B @

Show the class the flashcards of your family (these could be photos of
your family, or pictures from a magazine). Ask them who they think
the people are: your sister, your father, etc. Tell them the names, for
example, Anne, John, Mary, Tony, and write them up on the board.

& £ % @ & 8 5 2 T ¥ B B

Put up the four flashcards. Tell them you are going to talk a bit about
your family. They should listen and match names and pictures.
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Talk about your family, for example,

My brother John is the eldest. He’s very energetic and efficient: he’s a
doctor, so he works long hours, but he has a lot of hobbies and is very
busy all the time. He’s very practical and good with his hands ... he’s
very different from my other brother. Tony’s laid back and relaxed,

loves films, books, theatre. He’s very disorganized and untidy — a bit
dreany— not good with money! My sisters are very different too. Anne’s
very sociable, she loves people and parties. She’s very funny — makes
everyone laugh. She’s got a strong personality— can be a bit selfish.
Mary is just the opposite: she’s very shy, quiet and sertous, but she’s a
really nice person, kind and unselfish.

 This vocabulary is abstract and cannot be explained s easily as the.
N Vgcabulary|n83mp|eles$en5H(}wever using a picture to give a general
“idea is a good starting point. As you talk, you can give examples which will

¢« 2 5 .
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Check comprehension

3

Check whether the learners have matched flashcards and names
correctly. Write the correct names under the flashcards. Give out the
word cards to students around the class and tell them you'll repeat the
description. They should come and put the card on the board under

the right picture.

* Matching words and pictures is a very useful exercise in vocabulary
 teaching: it encourages learners to guess the meaning of new words and
| he'pS)’OUtOChECk comprehension and explain words as you go through
theanswers.

T ¢ 8 3
T 2 5 2 % 5 B 5 % v P P e B B B L BB EE B H S B EPTH DR

Language focus

4

Ask learners to look at the lists of words under John and Tony and

to match the opposites. Go through it with them. If learners do not
know a word, explain in a simple way, for example, efficient means you
can do everything well and quickly. Repeat with the words under Mary

and Anne.

~You cannot show the meaning of abstract words with pictures or realia.
" You will have to develop the skill of explaining simply This means:
 usingsimplewords |

. using simple structures

(J1
Y
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5 Get the class to practise saying the words. Make sure that they can say
the words using the correct stress, 1.¢.

energetic etficient

6 Getlearners to record the words in their vocabulary books. A mind
map is a good way to record vocabulary. You can turn your board into
a mind map so that they can copy it or you can get learners to make
their own. If this seems too hard, you can give them part of the mind
map, and get them to complete it.

ener3€+ic: / laid back efficient / dlsorf)a_r\lzed

(busy, works hard) (el 4)
7 " - relaxe (does everthing well (untidy, inefficient)
and ci_uic:.kh/)
-(:utnn\/ / Serious Pra_c_‘fic.a_\ / dre.a,my
(mokes people |a_u3|'\) (sensible, (sensible and realistic) (has a lot of
+hou3h+§u.|, PerSona_‘i'fy 1ma_3|r\a_+ioﬁ and
c.a_rE,-Fun 5 not rQ.ﬂ_hS‘hc:‘)
( seltish /  unselfish shy / sociable
thinks of gelf Lirst) (k. ; r\c:l, 5Q“QY‘DM$,+|’\H‘\|<5 (neyrvous of mee+in<3 (likes meehr\g and
ot othe, people) Spemking to people) speaking to p€ap|€)

A LI S A L A B N N T T T

Practise the language 7 Askstudents to look at their family photos and to think how they

would describe their family members. Circulate as they do this and

supply any more adjectives they need. Put students in pairs and ask
them to describe their tamily photos to each other.
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Language focus

8 When they have finished, ask learners to provide any more words

they thought of. Add these to the mind map on the board, explaining
the meaning for other learners if necessary. Ask for any more words
they need and add these

2 % @ £ 2 & £ & 828 & 28 % & % = FL BB EFFIT P E S S E &S K2 R D EDS

Practise the language

9 Putlearners in new pairs and get them to describe their family to

their new partner. Circulate, to monitor and help if necessary.

2 & B & R 5 & 5B Q@ B £ 2 B P DPH S S P E SO D EETOS EE LB SD

Use the language

10 Give out the magazine pictures of men and women, one per pair. Get

the learners to discuss their picture —What is he/she like?

R T I A A A A A N N N EEEEE I I I NI B R R L

Consolidation

11 Put up a framework for a Lonely Hearts advert:

: , man/woman,
aged , interested in and ,
would like to meet , man/woman with

similar interests.

Ask the pairs to write an advert for their picture. They should use
the adjectives on the board to help them complete the framework.
Give an example: Young, energetic, sociable man, aged 26, interested
in art and cinema, would like to meet intelligent, attractive woman
with similar interests. Collect in the adverts and pin them round
the room. Get learners to go round in pairs to see if they can find

a suitable match for their character. If this activity 1s not culturally
appropriate for your learners, simply get them to write a description
of their picture. Then number the pictures and pin them up round
the room. Collect in the descriptions and give them out at random.
Learners go round the room to find the picture they think matches

their description.

S7



2 . 5 Focus on pronunciation

About pronunciation

There are many different varieties of spoken English in the world, but
all spoken English has the following features:

# 1ndividual sounds
® word stress
# sentence stress
# connected speech
# 1ntonation
Individual sounds
English has 44 different sounds, or phonemes. These can be written
in a special alphabet called phonetic script:
The phonemes of English
Consonant sounds Vowel sounds
p pen  /pen/ s see fsi./ 1. see /s1:/ €1 say /ser/
b bad /baed/ 'z 200  /zu/ I sit /st/ 20 g0 /gauv/
t tea /t1:/ | shoe /fu:/ e ten /ten/ ar my /mat/
d did /did/ v vision /'vizn/ & cat kat/ ot boy  /bor
k cat kaet/ h hat /haet/ a: father /'fa:09f ao now  /mauv/
g get /get/ m man /man/ D got /got/ 1> near /nif
tf chain /tfein/ n now  /nao/ D0 saw /8oy es hair  /hedof
dz jam  /dzem/ s sing  /smy/ v put /pout/ va pure /pod/
f fall R I leg fleg/ u. too /tu:/
v van  /ven/ r red  /red/ A cup  /kap/
6 thin /Om/ j yes hes/ 3. fur /f3:/
6 this  /01s/ w wet  /wet/ o> about /a'baut/
1

Learners need to be able to distinguish the difference between sounds
which are similar, for example, the sounds /p/ and /b/ in words like
pinand bin, the /t/ and /i:/ sounds in ship and sheep. A pair of words
like this with one difference in sound is called a minimal pair. In
Sample lesson 8 you can see an example of how to use minimal pairs
to help learners distinguish sounds they find hard to tell apart.

The phoneme table is adapted from the Oxford Advanced Learner's Dictionary,
Seventh Edition.
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Word stress
Words are made up of one or more sound units or syllables, a
combination of vowels and consonants. For example:

Number of syllables Example word
one bus

two to-night

three ex-pen-sive
four in-vi-ta-tion

With words of two syllables or more, one syllable is stressed more
than the others:

tonight expensive invitation

Learners need to be able to both recognize and produce these stress
patterns.

Sentence stress
Stress patterns also extend over a sentence. These are often the words

that refer to new information. For example:

When are you going to see John?
I'll probably see him on Monday.

A sentence may be said in different ways depending on what the
speaker wants to emphasize. In the example below, I'ni seeing John on
Monday, the sentence stress changes to emphasize the most
important information:

Are you seeing John on Tuesday?
No, I'm seeing John on Monday

Are you seeing Sue on Monday?
No, I'm seeing John on Monday

Connected speech
Words often flow into each other especially when one word ends with

a consonant sound and the next word begins with a vowel sound, tor
example, the /n/ and /a:/ in When are you ...7, or the /I/and /p/n
whole of, where the letter ‘¢’ in whole is not pronounced.

o’

Similarly, in four hours the letter ‘h’is not pronounced so the /r/ links
with /au/. These are all examples of linking. Another example ot
linking is when two consonant sounds come together and one
consonant sound is lost, as in next rwenty, which is pronounced
/neks'twenti/ (nextwenty). When two vowels come together, a /w/

or /j/ sound is pronounced to link them together: too old becomes

tu:'waold/ (too-w-old); see into becomes /si:jintuz/ see-y-into. Try
saying these words slowly to practise the linking.
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Two other features of connected speech are contractions and weak
forms. A contraction is when a full form such as I am is shortened to
I'm. A weak form is when a vowel sound like the /®/ in have 1s not
stressed, as in the sentence How many sisters have you got? Because
the stress is on other syllables, the vowel of have becomes the weak

sound /a/. This weak vowel is called schwa and is the most common
sound in English.

Intonation

The pitch of a speaker’s voice can go up or down at the end of a
sentence — this is called intonation. The patterns and rules about

intonation are complex, but there are some simple patterns that we
can recognize, for example:

N R

Have you finished work yet?  Not yet.

How to help learners with pronunciation

An understanding of the features of pronunciation helps learners
understand when they listen to the language. It also helps them to
produce the language more accurately, though learners do not

necessarily need to pronounce English perfectly, just well enough for
other people to understand them.

Stress and intonation

You can help learners recognize stress by getting them to listen and
mark in stressed syllables in a text as you read. They can learn to
recognize intonation in a similar way by marking arrows on a text to
show rising or falling intonation. Kinaesthetic activities are good
ways of learning to recognize stress and intonation: learners can tap,
f:lap, or walk out the rhythm of a text, or use hand gestures to show
Intonation. Drama activities such as rehearsing and acting out
dialogues are also good for highlighting stress and intonation, as are

jazz chants. There are examples of all these techniques in Sample
lessons 7 and 8.

Connected speech

Dictati'ons and gap fill texts are good ways of helping learners to
recognize how words are connected in speech. Alternatively you can
play or read them a short segment of text and ask them simply to
count how many words or give them the text, ask them to listen and
read at the same time and mark in which words are connected. There
are examples of these activities in Sample lessons 7 and 8.
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How to select pronunciation points

Pronunciation is best integrated with other language teaching points,
not taught in isolation. In Sample lesson 7, for example, learners
listen to some adverts and then work in groups to write and perform
a television advert of their own. In between they practise the
pronunciation of linked words and intonation in questions, which
will help them when they come to perform their television adverts. In
Sample lesson 8, learners use the adjectives in an activity before and
after a focus on word stress.

The structure of a pronunciation lesson

These two lessons use lesson structures we have met before. Lesson 7 uses
two cycles of PPP: first linking is introduced and practised, then intonation
is introduced and practised, and then both are practised together. Lesson 8

has a Test-teach-test structure, beginning with a pair work speaking
activity, then introducing and practising new language, and finally
repeating the speaking activity with a change of partner.

Sample lessons: focus on pronunciation

Samplelesson 7 Samplelesson 8
Lesson structure PPP Test-teach—test
Language focus Linking Sounds (schwa)
Intonation Stress in wh— questions and
statements
Teaching focus Using voice and gesture Using gesturc and actions
to highlight features of to highlight features of
pronunciation pronunciation
Materials Flashcards Poster of jazz chant
Poster Flashcards
Realia
Presenting the target Reading a text aloud for Eliciting unstressed syllables
language students to hear the word
linking and intonation
Practice activities Counting words Identifying syllables
Gap fill dictation Identifying stress
Gestures Identifving schwa
Clapping rhvthm
Producing the target Guided writing Writing a role play
language
Consolidation Group writing and Performing the role play

performance
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[EVEL Intermediate

LANGUAGE  Word linking:
You'll be amazed.

Intonation in questions and statements
ASSUMED KNOWLEDGE  Present simple, yes/no questions, imperatives, will

rESOURCES  Flashcards:

Realia: a floor cleaner, pet food, face cream, powdered food sachet,

and other household products, one per 3-4 students
Poster with text of advert

PREPARATION

Prepare flashcards and realia. Re-label the four products with the

names in the four adverts, Prepare or make up adverts for the
products, tor example:

Tired of scrubbing floors? Try new Eezi-Clean. Your floors wil Jook like
new! You'll bg amazed!

Does your pet need more gnergy? Is he tireq and ynfit?
B'uy Doggo! Doggo puts the GQ in dog! You'll notice the
0> difference straight _away!
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Wrinkles? Ageing skin? Try Youthbright cream. Wrinkles will vanish In
days .You’IUook years you‘ﬁ’ger =

Are you tireg_pf youn;gvening meals? DQ_JaII your dishes taste the
same”? Ge{:_g Spioe—pac@nd liven up your life. Three great new
flavours. So easy to prepare! You'll be delighted!

Practise reading the adverts, linking words as shown. Practise your
intonation: your voice should go up with the questions and down
with the answers.

You can make the adverts easier or more difficuit by adding or taking out
~ words that link together. The decision should depend on whether your
| class is used to this kind of activity and how easy or difficult they find
~ listening to English. . | .

TIME GUIDE 45 minutes

o n
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Lead-in 1 Show the class one flashcard. Tell them it comes from an advert. Can
they guess what it advertises? Collect suggestions, then put up all
four flashcards and ask learners to discuss in pairs what they thinkis
advertised in each picture. Use the pictures to pre-teach vocabulary
that may be unfamiliar, for example, wrinkles, scrubbing, energy.

* This lead-in activity has three purposes:

1 It gets learners’ attention and helps to get them -ihte-re-sted and. '

curious about the topic. | A |
-2 Predicting the subject of the adverts will help them to understand
 whenyou ‘perform’ the adverts. o

'3 The pictures will help you pre-teach difficuit vocabulary.

i'aﬂh
® 8 5 B 4 3T 85 B 3 B S RS D BB EE B BT B S NN KBS E SR

Introduce target 2 Tell the class that thev will hear four adverts. Thev should histen and
|anguage match each product to the picturc on the hoard. ‘Perform the adverts
for the class, producing each product as vou name it and holdmgitup

to show the class.

® 5 0 & %5 8 B S OB R DS E S B E R IR B S B E R AN RS

Check comprehension 3 Go through the answers with the class. A ok some general questions to
check their understanding:

What will happern when you use Fezi-Cleen:
What will happen when yvou use You thbright?
What will happen when your dog eats Doggo?
What will happen when you use 5p 1ce-Pack?
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Language focus:

word linking

64

4 Take one advert. Repeat the sentences one at a time. Ask learners to
count the number of words in each sentence. Go through, writing
each sentence on the board, showing how the words are linked and
how two or more words can sound like one.

5 Putup gap fill dictations for the rest of the adverts. Use gaps for the
linked words and write the words which are unlinked, for example,

scrubbing floors? Try -Clean. Your floors
like new! You'll !.

Go through, showing how the words are linked.

e _as!’atl fme wm'd

6 Check if the class knows why the words link together. Show them
three examples:

Tire(i_g)f
You’onok
Bfgjmazed

[t they need help, ask them how the first word ends and the second
word starts. There are three answers:

Tired of: consonant + vowel
You'll look: same consonant
Be amazed: vowel + vowel.

Show them how when two vowels come together, a /w/ or a/j/ sound

is put in to link them, for example, puts the GO-w-in dog, be-y-
amazed.
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Practise the language 7 Repeat one advert for the class. Get them to repeat it, linking the
words.

'!il‘li".ﬁ#'ﬁlﬁi#lﬂﬂﬂﬂﬁ‘ﬁﬂl‘l#tiﬂiiﬂﬂ'#.

Language focus: 8 Show with a hand gesture how your voice goes up at the end of the
intonation questions, and down for the statements. As the class repeats, get
them to use hand gestures to show the upward and downward

movement of their voices.

T S T I T I B O B O B i

Practise the language 9 Putlearners in pairs and get them to practise a performance of the
adverts, one learner acting and the other doing a voice-over.

*
'-ttwtantainuuaaﬁﬁt#aunnan---ncntcttt-

Use the language 10 Write the following advert framework on the board:
? ¢ (start with questions)

Try/Buy/Get (tell the customer Lo gel your
product)

| (say something avout the product )

You'll e _ (tell the customer whatl will happer |

Now divide the class INto groups of three or four. Give cach group
one of the household products and get them to work together to
write an advert. They should mark in the linked words and
intonation, and then practise it together, taking care with linking and
ntonation. When theyare ready, groups can perform their adverts

for the class.

o)
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2 . 5 Sample lesson 8

LEVEL Lower intermediate

LANGUAGE  Syllables and word stress in adjectives:

Two syllables Three syllables Four syllables
dreadful excellent  fantastic incredible
awful wonderful amazing astonishing
shocking terrible

awesome

Combinations of adjectives with really
What ... like?
The/5/ sound in unstressed syllables

ASSUMED KNOWLEDGE  Simple past, wh— questions, some adjectives for describing good and

O

RESOURCES

bad experiences

Jazz chant:

What was 1t like?
What was it like?
What was it like?
What was 1t like?

What was 1t like?
What was it like?
What was it like?
What was it like?

What was it like?
What was it like?
What was it like?
What was it like?

What was it like?
What was it like?
What was it like?
What was it like?

Awful!
Dreadful!
Really bad!
Horrible!

Excellent!
Sensational!
Really good!
Wonderful!

Amazing!
Fantastic!
Really good!
Incredible!

Terrible!
Shocking]
Really bad!
Horrible!
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Flashcards of worst and best holidays

Best holiday _ - Worst holiday

 The choice of pictures is Important. The more dramatic the pictures

" magazines, on the Internet, in holiday brochures, and so on.. -

prREPARATION Find or draw pictures of terrible and fabulous holidays. Make copies
of the jazz chant or make a poster for the front of the class.

TIME GUIDE 45 minutes

‘*ﬂﬂﬁ*****#9@#&ﬁa#;#iiualiﬁﬁi#ﬁiﬂﬂiﬂﬂﬁﬁ

Lead-in 1 Show the class one fabulous holiday picture and ask, What was this
holiday like? Show them a terrible picture and ask whatit was hike.

a o
Q‘Et""ﬂfhmﬂIIii&eoiﬁliﬂlﬁmaﬂilﬁiﬁli*"

Use the language 2  Put the class in pairs. Ask them to tell each other about the best and
worst holiday they have had. Ask them to talk about the food, where

they stayed, the weather, the people, and so on.

6/
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Introduce the language 3 Ask questions to individual learners: What was the food like? What
was the weather like? etc. Put the adjectives they use on the board.
Then add the adjectives listed at the beginning of this lesson. Ask the
class which words describe best or worst holidays.

[Answers: best: excellent, wonderful, fantastic, amazing;
worst: dreadful, awful, terrible, shocking, horrible.
Incredible could be in either category. |

2 & 8 38 2 6 8 0 0N 9D WO E S PONN TSGR E O NEN

Language focus 4 Go through the first column on the board and ask the class to say how
many syllables each word has and where the stress is. Get learners
to work in pairs to do the same for the second column of words. A
common sound in the unstressed syllables is /2/. Say the words and
get learners to raise their hands when they hear this sound

(/o/mazing, dreadf/a/1, excell/a/nt, unbeliev/a/ble, wond/a/f/a/],
/a/stonishing, terr/a/ble).

ltliill."'li‘l'l"!‘i‘#'!ii'ﬁllﬁiiiiﬂi‘l'

Check comprehension S Put the following symbols on the board

Get learners to clap the rhythm of each pattern with a loud clap on
the big squares and a shorter quicker clap on the little squares. Invite
learners to come to the board and write the words in each column:

dreadful excellent fantastic incredible
awful terrible amazing sensational
shocking wondertul

horrible

Get learners to say the words, clapping the rhythm as they say them.
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Practise the language 6 Getlearners to draw a 3 x 2 grid and to write one word in each square.

Clap one of the four stress patterns from the board. If alearner has a
word with the same pattern, they can cross it out. Repeat with more
patterns. When a learner has crossed out all six words they can shout
BINGO! They can repeat the game in small groups with one learner

clapping out the words.

emoffastheyhear

Practise the jazz chant with the class. Hand out copies or put up
poster. Read the first four verses to the class, emphasizing the rhythm.
You can get them to clap the rhythm along with you. Then get them
to read with you. Divide the class in half down the middle. Get side A
to ask the questions and side B to give the negative replies. Then side
B asks the questions and Side A replies. You can go on to practise the

next replies in the same way.

yook Jazz Chants by Carolyn

i I L R
\ . jr R :
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Use the language

8 Put all the flashcards on the board. Tell the class that they have just

come back from holiday and are talking to their friends. Ask the class
what sort of questions the friend might ask:

How was thD food
hotel

scenery/beach/town

room
weather

Get learners to look at the pictures and choose five to answer the
questions on the board. They can choose a wonderful holiday, a
terrible holiday, or a mixture (for example, lovely place but awtul
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Focus on pronunciation

weather). They should imagine they have just returned from this
holiday. They should not tell anyone which pictures they have chosen.

T 8 & &4 % 5 K F 8 4 G & % AL B G B DR F S

9 When they are ready, put the class into new pairs to role play the
conversation between the two friends. When they have finished the
conversation, they should guess which pictures their partner chose.



3 Focus on skills



3 . 1 The structure of a skills lesson

What are skills?

Listening, reading, speaking, and writing are referred to as “the four
skills’ Listening and reading are receptive skills, i.c. they require only
understanding. Speaking and writing are productive skills, i.e. they
require the learners to produce something. For more details about
each skill, see the introductions to sections 3.2-3.5.

How is teaching skills different from
teaching language?

When you are teaching language, you are teaching ‘what’ (for example,
a grammar point, a function, or a vocabulary item), and the aim of the
lesson is to introduce and practise new language. When you teach

skills you are teaching ‘how’: how to listen in a more focused way, how

to read more quickly and efficiently, how to speak more fluently, or
how to write particular types of text.

Learners master skills by practice, in a similar way to other skills like
playing the piano or swimming. You can give them practice in the
whole skill or in subskills. Learners can practise the skill of reading 1n
a general sense by, for example, reading a whole text and then
answering a question, or they can practise various subskills, such as
guessing unknown words, scanning for particular information, or
predicting what will come next. These subskills, like practising scales

in music or learning the stroke movements in swimming, help with
mastery of the whole skill.

How do | teach a skills lesson?

The simplest way of structuring a skills lesson is in three stages:

Before the skills activity
Lead-in

The activities in this stage should engage the learners’ attention and

get them thinking about the topic they will be hearing, reading,
writing, or talking about. For example:

lontroduce a reading text about festivals, you could ask learners
about their favourite festival in their country.

lontroduce a story the students are going to listen to, you could
show learners a picture and ask them to predict the story.

o introduce a lesson on writing postcards, you could bring in
postcards sent to you for learners to read.

To introduce a discussion of childhood memories, you could show

the class a photo of yourself as a child and tell them one of your own
memories.
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The structure of a skills lesson

Language focus
You might also include a short language focus to introduce some key
vocabulary or expressions.

During

Tasks
There will be a task or series of tasks that the learners have to carry

out, for example:

Reading a text about festivals and matching pictures to the
descriptions of the different festivals.

Listening to a story and arranging pictures in the order of the events
in the story.

Learners get a holiday postcard with a picture on the front. They have
to imagine they are in that place and write a postcard on the back.
Learners complete a questionnaire about childhood memories and
discuss with a partner.

There may be several tasks in this stage, particularly in the case of
reading and listening, beginning with more general tasks and
progressing to more detailed tasks.

After the skills activity

Language focus
After the learners have completed each task, you will need to go

through the task carefully, checking understanding and giving answers
in listening and reading lessons, and giving feedback/error Correction
in writing and speaking lessons. You may like to have a specific
language study spot, doing more detailed language work on a reading
or listening text, or giving learners more practice in a structure or
function that they are finding difficultina speaking or writingactivity.

Transfer |
Finally, you can use the skills activity you have just completed as a

springboard into practising another skill. For example:

Iearners write about their favourite festival from their own country.

[ earners act out the story 1n groups.

[ earners exchange postcards and read the .
questions to ask about the postcard writer's holiday. Then they role

play meeting after their holidavs and discussing them.
I earners write about their strongest childhood memories. In groups

they make wall posters with a collage of ‘Our memories. These are
pinned up for other learners to read.

m. They think of four



& The structure of a skills lesson
BEFORE
Lead-in Language focus
Listening The teacher shows the students some pictures of flats | The teacher uses the pictures to teach two new words
‘The new flat’ and houses. The learners discuss which they like best. | hallway and study. The learners will need to know
these words to understand the listening.
Reading The teacher writes some words on the board:
‘Mountain rescue¢’ blizzard
tourist
THOUNEALN
helicopter.
L.earners predict what the text will be about.
Speaking The teacher asks the learners: What makes a happy
‘Happy families’ farmuly?
He asks them to think individually of three things
that make a family happy and to write three words
down.
Writing The teacher describes one of the learners, without The learners look at how the three descriptions are
‘Long black hair’ looking at her. The learners guess who is being structured, making observations on the order ot
described. The teacher puts up three magazine adjectives, for example:
pictures on the board and gives the learners three 1 OQverall impression (height, size, age), then finer
descriptions. The learners match descriptions and details (hair, face).
pictures. 2 Most striking thing (bright eyes), then less obvious
things,
The learners look at ways of joining sentences
using and, with, and which.
DURING
rﬁ —_— — —
Tasks
Listening

I The teacher tells the learners they are going to listen to someone describing their new flat. He asks the

learner to listen for how many rooms there are in the flat. He plays the tape twice and then checks the
JIISWCET,

‘The new flat’

[ -

The teacher gives the learners a plan of the flat and asks them to listen again and label the rooms. He plays

the tape again then gets learners to compare their answers in pairs. After playing the tape once more, he goes
through the answers.

. = AR R

[he teacher asks the learners to listen again and write in each room the colour it is painted. He gets them to
~ <heckin pairs and then goes through the answers,

He plavs a small section of the tape again and asks them to guess the words balcony and French windows by
tooking at their plan for clues.

.I'J:I

He gives the learners a gap il transcript of part of the tape, where the speaker runs words together. He asks
them to listen again and write in the missing words.

qqqqqqq - ; He plavs the tape a number of times, and then goes through on the board.

- R




The structure of a skills lesson

Reading 1 The teacher shows the learners three headlines: Mountain rescue, Tourist feared dead in mountains, Hunt for
‘Mountain rescue’ lost tourist.
She gives them a newspaper article and asks them to read the first sentence of each paragraph and then say
which headline matches the story best.

2 She asks them questions about specific small details: the name of the mountain, the name of the tourist, and
the date it happened. The learners search the text trying to find the answers as quickly as they can.

3 The teacher puts up five pictures of different eventsin the story in muddled order. The learncrs read the text
and decide on the order of the pictures. They compare answers in pairs and then the teacher goes through the
answers.

4 The teacher asks further, more detailed questions, for example:

Why was the tourist alone on the mountain? How did the helicopter find him? The learners discuss in pairs and
then the teacher goes through the answers, explaining anything that was unclear.

5 The teacher selects words from the text that describe feelings, such as terrified and relieved, and asks the
learners to use the context to try to work out the meaning.

Speaking I The teacher puts the learners in pairs and asks them to share their words and to say why they chose them.
"Happy families’ He then asks the pairs another question for discussion: s #oney necessary for happiness?

2 The teacher puts pairs together into groups of four and gets them to share the previous two ideas. Then he
asks another question for discussion: Are children happier with strict parents of with easy-going parents?

3 The teacher puts the learners into groups of eight and asks them to share the previous three ideas. Then the
groups discuss three new questions: What is necessary for a happy home?, What is not necessary (but perhaps
desirable)?, and What makes an unhappy home?

4 The groups report back to the class on their ideas.

During all the above activities, the teacher circulates, listening to the learners talk and making notes on

problem areas. -
Writing The teacher gives out magazine pictures .nd the learners write a description of their picture, using onc of the
‘Long black hair’ texts as a model. The teacher circulates to help and check their progress. o
AFTER

Language focus Transfer

Listening The teacher draws a mind map on the board. He The learners draw a plan of their ideal housc,an d
"The new flat’ asks the learners if they can remember any words then describe it to a partner.

the speaker used to describe the flat. The learners

supply, for example, large, comfortable, and warm.

The teacher asks if they know any more words for

describing rooms and houses, and they give him

some more words, for example, / ight. The teacher

teaches them a few more, such as spactous and cosy. o -

Reading Learners go through the text and highlight the The learners imagine thevare the tourist and write d

(M . ’
ountain rescue

time exXpressions such as then, later that day, and by P(.‘lﬁtfélfd home about therr experience.

evening, which show when and in what order the

events happened. B e

fJ';



The structure of a skills lesson

Language tocus

Transfer

Speaking
‘Happy families’

Writing
‘Long black hair’

While listening to the learners, the teacher has noticed
that they are having trouble with If ... constructions,
such as It the parents are too easy-going the children
will get spoilt. He now uses sentences she heard them
say as a grammar exercise, asking the learners to put
the verbs in the right tense, for example:

If purents (be) too easy-going , their children (get)
S[J{Ji[f.

tHe goes through the sentences, explaining how they
are tormed.

The learners write a short essay on What makes a
happy family?

The teacher looks out for problems with adjective
order and writes some examples on the board:

I She was atall thin girl.

2 Hewas a fat short man.

3 She had long dark curly hair.

+ He had black small twinkling eyes.

They discuss which examples are correct (1 and 3)
and which are not, and apply the order that they have
abserved to their own descriptions. The learners look
through their writing again and correct any adjective
order nustakes.

The teacher pins the pictures around the room and
gives each one a number. She collects in the learners’
descriptions and gives them out to different learners.
Learners read their new description and go round the
room to match it to the right picture.




Focus on listening

What does listening involve?

Listening is perhaps the most challenging of the skills to master ina

second language. Although spoken language can be well organized
and similar to written language, most of the time it is different from

written text. A spoken conversation between several people is chaotic
and complex, and there is no time to stop and go over something
again, as you would if you were struggling to understand a written
text. In English, speakers may miss outa subject or verb, or may
break off their sentence in the middle, for exam ple:

[ was at the bus stop waiting for— when this car pulled up— 1t was
Dave— offered me a lift ... well ...

A speaker may often hesitate to think about what he is going to say
next, and plug this gap with fllers (little words or phrases like i,

you know, like, and I mean), for example:

The play was, like, really long.

Speakers may also . clude words, phrases, or ideas thatare not
strictly necessary, or backtrack to correct what they have just said,

often in the middle of a sentence, for example,

She’s really beautiful —well not beautiful exactly, but eresting-
looking—. ..

Two speakers may overlap cach otherina conversation rather than

waiting for the other person to finish. The language used is often
more colloquial (less formal) than written English, and 1s otten more
- Jiomatic. For example, asking someonc to help vou carry
something, you might use, Could you give me d hand? rather than |
would be grateful if you cou Id help me. These teatures make histening
difficult for learners, but there are wavs vou cafl tratn vour learners to

become better listeners.

How to help learners develop their
listening skills

Teachers need to help learners FCCOENIzZ and deal with these features

in several wavs.

Focusing listening
Listening with @ purpose

One wav to do thisis toence
st information thev are hstening for.,

yarage fearners to think about why they
are listening and exactly wh
Thev can then adapt the wav they Loten to their aims. I learners try
O Process evervthing that thev hear, thev are constan th trving to

by

Jlfr' I”.‘."
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catch up with what someone is saying. So it is important that learners
can focus their attention efficiently. We usually start by training
learners to listen for the gist (general meaning) and not to worry
about the details. For example, if we are listening to a story or
anecdote, we are mainly interested in the sequence of events: what
happened first, what next and so on. If the speaker makes digressions

or includes unimportant details, we learn to ignore these and focus
on the overall meaning.

Listening for gist

You can help learners to listen for gist by setting a question or task
which you give to the learners before they listen so that they know
what information they are listening for. An example is Listen and
match pictures to events in the story in which case you would need to
give the learners the pictures to look at before hearing the text.

Listening for specific details

Another way of listening is to listen for precise details. In everyday
life we often listen for specific information, for example, which
platform your train is leaving from, whether it is going to rain in your
area tomorrow, so you learn to listen only for that information,
Ignoring the rest of what is said. Our learners need to learn how to
listen for specific details in this way. You can give tasks that direct
learners to listen for a specific piece of information, for example,
Listen to the airport announcements. Your flight number is PT346.
What gate is your flight leaving from?

Listening with a clear purpose in mind means that learners develop
the ability to filter out everything they don’t need to know.

These different ways of listening are illustrated in the listening lesson
in 3.1, where listening for gist involves listening for how many rooms
there are in the flat, and then listening for detail involves using the

plan of the flat to label the rooms and listen for the colour of the
rooms.

Dealing with unfamiliar vocabulary

However, another problem can be caused when learners simply don't
understand the meaning of what is said and so are unable to tell
whether the information is Important or not. This may be because

the vocabulary or the topic is unfamiliar. We can help learners with
this in several ways:

Activating background knowledge

Because learners may have to listen to topics that are unfamiliar to
them, it can be useful to introduce the topic and related vocabulary
before doing a listening activity. For example, if they are going to



Focus on listening

listen to something related to a country's political system, it would be
useful to check whether they know who the prime minister or
president is, how many parties there are, which party is currently in
power, and so on. This activates any knowledge the learners already

have and provides a context for listening.

Predicting
It helps learners understand if they think about the topic and try to

predict what the speaker might say. This means they will have
questions in their mind when they come to listen and this will help

them focus their listening.

Pre-teaching vocabulary
It can help learners if you teach them some key words before they

listen. You do not have to teach all the new words, just those which are
essential for understanding the main meaning.

Guessing meaning
In everyday life people sometimes try to guess the meaning of aword

they do not understand. If a speaker says, for example, My partner
and I are quite different. I always do things immediately but he always
procrastinates you might be able to guess what ‘procrastinate’ means
by deducing it means the opposite of ‘do things immediately’. It will
help our learners if they can learn to guess or deduce meaning of

unknown words from contextin this way.

Two of these different ways of dealing with unfamiliar vocabulary are
Nlustrated in the listening lesson .3 1: the teacher pre-taught the key
vocabulary hallway and study, because if the learners did not know
these words they would not be Jble to do the second task of labelling

the rooms in the plan. Later, the reacher asks learners to guess the
meaning of French windows and balcony, which the learners can work

out by looking at the plan.

Making sense of connected speech | |
I earners can also have trouble understanding because language 15

familiar in its written form, but sounds unfamibiar in's beech. This s
hecause of features like linking of words oT asertion of fillers, which
can make the words <ound different. It1sa good idea to choose a
small section of the listening text to work on in detail to practise
<ubskills in this way. In the listening lessonn 3.1 the teacher chose a
few sentences from the listening where the vf.rords were run togethq *
and gave the learners a gap 611 dictation. This helped them to identity

the words and make sense of the sentence.
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Focus on listening

Identifying linked words

[dentifying words in a stream of speech is an important sub-skill.
Learners can practise this by activities like gap fill dictations or Listen
and count how many words.

Identifying fillers

It1s important for learners to know what little noises like 1 and er
sound like, and to be able to recognize them as fillers, not as words
with meaning. The teacher can do this with recognition activities

such as asking the learners to raise their hands when they hear the
fillers in a sentence.

Active listening

When we are listening to someone during a conversation we
sometimes ask the speaker to repeat, explain, or slow down. We also
use phrases like Do you mean ...? and Is that ...?, and so on. These are
useful phrases for learners to know, and can help them to find their

way when listening as well as to ask for clarification in their own
conversations.

The stages of a listening lesson

Before: Lead-in: Engage learners’ interest, introduce the topic and
context, activate learners’ background knowledge, help
the learners to predict what the speakers might say, and
introduce some key words and expressions.

Language focus: You may also want to introduce some key
vocabulary. Other words can be left till later.

During: Tasks: You should aim to repeat the listening several times
with a series of listening tasks. These should begin with tasks
tocusing on gist and then tasks involving more detailed
listening. Learners may need to listen more than once for
cach task. After focusing on meaning you can work on sub-
skills (guessing meaning, identifying words in connected
speech, etc.). Remember to check comprehension after each

task, and be ready to explain things that the learners did not
understand.

S0



Focus on listening

After:  Language focus: You might choose to focus on some of the
language in the text, such as new vocabulary, expressions, or

a particular structure or function.

Transfer: Use the listening and the language work as the
basis for work in a different skill, for example, speaking or

writing.

Selecting listening texts

Texts can be selected on the basis of interest, relevance, and level. In
general, the listening text should be slightly above what can be easily
understood by your learners. There is little value in learners listening
to texts that they can understand immediately. A text that is too far
above the level of the learners can be demotivating.

A more difficult listening text can be balanced with a relatively easy
listening task, or vice versa. For example, an elementary class could
listen to a more advanced text and just identify the situation, or pick

out one or two details.

Learners should also have the opportunity to listen to a wide variety

of texts:

Different text types
Listening should cover a range of different types of text, for example,

conversations, announcements, talks, and stories.

Different situations
Listening texts should cover a wide variety of different situations, for

example, at a station, asking directions, telephone conversations,
panel discussions, and so on.

Levels of formality
There should be a range from formal to informal register, for

example, a formal speech or a conversation between friends.

If you have access to the media and tape recorders the following are

also important:

One- and two-way listening
[ earners should have the opportunity for both one-way listening, to

radio, television, or airport announcements for example, and two-
way listening, as in conversations and discussions.

&1



Focus on listening

Different accents

Remember that English is an international language, and has many
varieties of accent and dialect. Consider which varieties and accents
your learners are most likely to encounter, and try and use listening
texts which reflect this diversity.

Different sources

If possible, learners should hear both tapes and teacher talk. Taped
material will give learners exposure to a wide range of accents and
speakers. If you do not have access to a tape recorder, you can invite
other people to your classroom and improvise or act out
conversations with them. Your own input is just as valuable though,
as it provides two-way interaction. A conversation between you and
your learners, or you telling them a story or anecdote from your own
life, is in many ways more life-like than a taped conversation, since
your learners can take part in and shape the conversation and you can
react and respond to their feedback, as in real life.

Sample lessons: focus on listening

- Sample lesson 9 Sample lesson 10 3
Type of text Answer phone messages Story ~
Lead-in Using pictures to teach key Using flashcards to predict the story
vocabulary and to predict
content
Language focus Key vocabulary in lead-in Key vocabulary in lead-1n
Task Listen and complete (a diary) | Listen and answer
Listen and answer Listen and draw
Listen and order
) Listen and match
Sub-skill Recognizing fillers Identifying repetition
B Guessing unfamiliar words
Language focus Would like to ... for Adjectives for feelings
B invitations
Transfer Speaking game: invitations Acting out television interviews




Sample lesson 9

LEVEL Lower intermediate

SKILLS Focus Predicting content
Listening for meaning
Listening for detail
Identifying hesitation devices

LANGUAGE Invitations: Would you like to ...? and Can you...7

ASSUMED KNOWLEDGE  Vocabulary for leisure activities, for example, concert, football match;
present simple, present continuous with future meaning, Can

RESOURCES Board, cassette recorder (optional), cassette recording or transcript of
answerphone messages.

PREPARATION Record the messages if you have a tape recorder (see Stage 2). If not,
practise saying them as naturally as possible, with hesitations.

TIME GUIDE 40 minutes

. s
OSBRI DR B RS B D E BE SRS E D eS8 eSS e

Lead-in 1 Begin to draw a picture of a telephone on the board. Ask learners to
guess what it is you are drawing. Tell them that it is your telephone,
and that you were out all day yesterday and when you camc back
there were four messages. Ask the class to predict what the messages
might be. Use their suggestions to teach the words invitation and

appointment if they do not already know them.

‘.
T EEEE e o L 2 G

Listen for gist 2  Ask the learners to listen to the four messages. What are the four
appointments? (dinner, dentist, football, jazz concert). Play the tape

(or say the messages). Get learners to check in pairs, then go through

the answers.

Oh er hi it’s Tessa here ern ... just wa nted to unt NMVILe you over.
Wanted to know ... er ... can you come 1o dinner on Tuesday?
Sam and Jan are coming ... Eightish? Er ... about 8 o’clock ... er... hope

you can come.

This is to remind you your dentist’sappointment is on Friday this week
at 10.30. If thereis a problem ring us back on 5375 9194.

Oh er hello this is Pete. Er ... justtoah ... let you know er ... the time1s

wrong on the tickets ... the football match is at 3 on Saturday, not 2. ['ll

ring again tonight.

Al . hithis is Sue ... er, just to say’... We're going to a concert—ah jazz
¢ on Saturday — this Saturday — in the — It starts ... I think 1t
. no sorry ... 7.30. Would you like to go with us?

concer
startsat 7 ..



Focus on listening

tf f__f?_ﬁcur students will not be familiar with the concept of an answerphonf
fj_@fi}“""t‘.;};;fiange the context: people came round while your friend was out and.
- left messages. When your friend comes back, tell him the messages.
;j:-_;::-.hange the messages to ones that are appropriate for your country/
culture L |

$ 8 & # D QB MBS H 2 BN HFELEE D EEE S PSP PR RE RS

Listen for main meaning 3 Draw a diary on the board and ask learners to copy it.

84

Monday Friday
Tuesday Saturday
Wednesday Sunday
_
Thursday

Ask them to listen for wHO, wHAT, and wHEN (i.e. who is inviting,
what the invitation is, and which days). They should write the
invitations in the right days on the diary. Give them an example by

writing Filin with Anna in on Monday in the diary on the board. Rub
it out again before they listen.

;_mes IS a reattsttc task fecusmg cm the mast 1mpartant mformaum ta
';_;}_-;retneve frem mwtatmns In real-llfe yeur attenttan wauld be darected ta
_;fg_;;:_ij_rf;i_?.understandlng and recardmg the Who What and When ef an mwtatmn
':_-;j;g.Yau mtght need te hsten agam fnr ﬁner details e e

Ask learners to compare thelr answers in pairs. Ask one learner to

come to the board. Play the tape or say the messages again, stopping
atter each one for the learner to fill in the diary.

Csmparmg answers in pa:rs is a gmd way tﬂ get leamers to help each
 other correct misumefﬂa"dmgs before ° you go thmugn with the whote
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Listen for detail 4 Asklearners to listen again and to write down the time next to the
appointment in their diary.

~ than the previous task:
- that leamers will need to listen ¢
Inreal life might need to play the message again to check you
 havegotthetimeright.

& & £ & P B ® 3 & B B B B B @ & T 5 L £ P §F B 2 B2 B 2 E R P 2 S 2B B G

5 Repeat the messages again. Before each one give a question, for
example,

Who else is coming to dinner at Tessa’s?

What number do you ring if you have a problem with the appointment?
What was wrong with the football tickets?

What day is the concert?

Check the answers as betore.

messageThe e details are not as vital as the information in the first

I N E E E E R R N E T EE e e e B I B

Identify words 6 Explain that the messages are full of the little noises that people make
when they stop to think what to say. Ask learners what they say In
their own language. Then ask if learners noticed any in the messages.
Write up on the board and add any they missed: er, erm, ah, um.
Repeat the messages, asking learners to put up their hand when they
hear the sounds. Dictate a few phrases, for example, ... just wanted to
um invite you ..., asking learners to write the phrase leaving out the

hesitation device.

This activity gives the learners practice in a sub-skill: leaming to
 recognize hesitation devices. These little sounds can make listening -

changetnewaythese wssaund ,for example, to-um-invite-you sounds
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Language focus 7 Asklearners what language the speakers used to make an invitation.

Write up:

Can you come to dinner?
Would you like to  go to a concert?

Ask them to suggest more activities, for example, go to the cinema, go
to a football match, and write these up. Then ask how you could reply.
Write up some ways of replying, for example:

Sorry, I'm afraid | can't,
I'm ...—ing then.

I'd love to!
That would be great!

Get learners to repeat, practising pronunciation.

'llIil‘l‘lI‘I.ﬂ'l'l".iil...li...i"l.‘l‘l“ii“

Transfer 8 Getlearners to sit in pairs back to back. Get them to imagine that

one of them is ringing Tessa or Sue back to accept or refuse the
invitations.

Get each learner to copy the diary and write in three activities (for

example, go to the cinema, go out for a meal) on different days. Ask
them all to stand up and walk around, asking other learners to come

with them, accepting or refusing the invitation. When their diary is
full they should sit down.

Get teedback from the class on the arrangements they have made for
the weekend, and who managed to fill in their diary.
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. Sample lesson 10

LEVEL Intermediate

SKILLS Focus Predicting content
Listening for gist
Listening for detail
Guessing new words
Identifying repetition and reformulation

LANGUAGE Vocabulary for emotions

ASSUMED KNOWLEDGE Past tenses

RESOURCES Handouts or poster of story transcript and sets of blank cards

PREPARATION Prepare the blank cards (see Stage 5). Practise telling the story (see
Stage 3). An outline of main events is given in the Lesson materials

appendix on page 157, which you can use to help you tell the story,
putting in some details of your own. Below the outline is an example

of what an expanded version might sound like, told as naturally as
possible for Intermediate/Upper intermediate learners.

TIME GUIDE 40 minutes

LR BN I
"‘ll'll#ttll#tti#ielf!lilit.!.lil!

Language focus 1 Do abrainstorm with your learners.
up this mind map.

In the middle of the board put

Things that live in the sea

Things that you do in the £2a

Get learners to provide you with any words they know, for example,
fish, octopus, sWim, <ail. Write these up in appropriate places on the
mind map. If a learner provides a word that the others mayv not know,
sk him/her to explain. Miming or drawingis the easiest way to

ulary. Introduce some words of vour own, ma king

explain this vocab
in. shark, seal, and surfing are introduced at some

sure the words dolph
point (though don't tell them they will come in the listening?).

tory away. However, shark, dol| shin,and
o know. This brainstorm isaway
ut giving away any secrets! ltalso




Focus on listening
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2 Lookat the list of things you can do in the sea. Get learners to discuss

Lead-in

* O 8 0 % 9 & % BB X 58P I G R B I FHRFEH

Listen for gist

3

in pairs what they would like to do and what they would not like to do
and why. Ask some learners for their opinions, for example,

TEACHER Would you like to go diving, Antoine?
ANTOINE No!

TEACHER Why not?

ANTOINE It’s dangerous!

YUMIKO  But you can see some beautiful fish!
ANTOINE Yes—and horrible sharks!

® $ & £ ¥ H £ & £ + 3 &2 B

The story you can use for the listening text can be found in the Lesson
materials appendix on page 157.

Dependmg on the Ievel of your learners, you can choose a level betweee
t?f?@ii:‘fe;_ﬁ'ff"-’ ;._f;ﬁffS_lmﬁle language of the outline and the more difficult level of the

. expanded story. Even if you need to use simple language, you sheufd_ try
. to make it sound neturef wrth some repetltion hesrtatlen and Imkm

Tell the class you are going to tell them a true story and that you want
them to listen for the answer to two questions:

1 Whatis the story about?
2 Attheend of the story is the man dead or alive?

Thrs gwes the learners a clear arrn before they start to listen. At thlS

~ stage they are not. listening for all the details, but for the essential - -
ﬁ._; -____;:-;.__-;f-f-meamng the main questron m everyone s mmd hstemng to thrs stery wril ;j:
be-—-drd the men survwe'? T T TR e e

Tell the story naturally, ﬁllmg out the outlme w1th lots of detalls and
drama. Put the learners in pairs to discuss the answers to the

questions, then go through the answers as a class. Encourage the
learners to talk about the story.

'f"f.f:”_'?_l__ff.f_f_-f:f.'-.'-leamers wrt! have understeed and remembered drfferent
| e story. Tr is ac gets them t Q Sh a t’é what they kn GW and

?I'it#ilﬂ'iﬂ'ﬂllﬁl#'Iii"'i‘ﬁ'ﬂli.il‘i'!ﬁ#ﬁﬂ

4 Asklearners to listen again and draw anything they hear. Tell the story

Listen for main events

33

again. Then put learners in pairs to compare what they have drawn
and to explain their pictures to each other.
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Listen and sequence 5 Hand out six blank cards to each pair. Ask the learners to divide their
story into six stages and draw a simple picture for each stage.

When they have completed the pictures, tell the pairs to write a
sentence under each one describing what happened. Put the pairs
into groups of four, and ask one pair to tell their story to the other
pair. If the other pair has any cards that show an extra event or detalil,
they can add them in to the first pair’s story at the right points. One
group can come to the board and put up their pictures and tell the
story to the class. If any other groups have a picture they could put in,
let them come up and add the picture at the right point in the story.

L B I R
= _
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Listen for detail 6 Put the following questions and word box on the board. Tell the story
again and ask the learners to match the answers (tfrom the word box)

to the questions.
How did the man feel:

when he realized he was far from land?
when he saw the shark’s fin?

when he saw the shark in the water?
when he saw the dark shapes¢

when the shapes came closer?
when he realized it was a group of dolphins?
when they surrounded him and led him to the shore!

confused/ puzzled/ anxious/ terrified/ sick with panic/
paralyzed with fear/ thought he was going to die/ amazed/ relieved

8 » & € 8 & & & 4 v B s O

Get learners to guess the meaning of words they don't know. You can
help them by writing on the board the following definitions to match

up with the words in the previous exercise.

T % 3
LA B B I R R A A N Y R E R

Guess words 7

Didn't understand/ very surprised/ happy and thankful/
very afraid/ worried
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Focus on listening

Thls matchmg exercise provides simple synonyms for the new words
frem the hstemng It is a good technique for helping learners to guess o
meamng "

* 0 & % D & B & & % W &K B & F 8 F F PP F R P E SF EF TS EEF EEE R D

Identify repetition 8

Give learners the transcript of the listening task. This time they can
listen and read at the same time, underlining parts where the speaker
repeats an idea or says the same thing in different words.

1__:{_i__-jz-.?;-}_ﬁlt can be v&ry helpfu! fm leamers to read and hsten at the same ttme
" asafinal activity. It helps learners make a direct relationship between
'::".-:-_'_wards on the page and how they sound in connected speech ThlS e
""-.j.'-"-'-pamcuiar task focuses on identifying all the repetition in the text, Wthhff';_}}_:
i the !eamers needed to sgnore or f;lter out durmg the listening task

!Iﬁ'.ii'&iﬂii#!!&lﬂﬂ##ﬁiﬁiﬁi*&ﬂﬂ%ﬁ:ﬁl‘ﬂ#ﬂ

Language focus 9
&
&
-
Transfer 10
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Get learners to look again at the list of words for feeling from stage 7.

Ask them to discuss in pairs what they think the following people
would feel:

the man’s wife

someone watching from the beach
another surfer.

I\tiitiiEﬂi"i"ﬁﬂ#ﬂ!tﬂ&ﬁﬁﬁ#ﬁﬂ*ﬁﬁﬁ*i

Put learners into groups of five or six to create a television interview.
One should be the interviewer and the other should be the man
involved. The rest should take the roles of the man’s wife and family
and people on the beach, in boats or in the sea at the time. Get them
to prepare individually: the interviewer writing some questions, and
the others working out their stories; what they saw, did, and felt. Then
get them to perform their interviews.

.'Thls actw:ty wnl gwe Iearners a chance to produce a {ot c::f the !anguage
they heard inthe stary F’Iannmg trme gives 1 them tlme to think out

~ whatto say and gives you time to circulate and he!p them if neceﬁsary
":-':.'-'*:-i'-'é'?f.Pfaﬁmng i8¢ dene m&‘w{. _-'_f'i"“ally, sa ’}'7_ere will be an eiement af surpnse and
~ freshness when they come w act @j.__?f_,;fiiithe mtemew Na ane knaws in
advance what Wi" be Sﬁid S SR




3 . 3 Focus on reading

What does reading involve?

When you read in your own language, you read differently from the
way you read in a foreign language. In our own language, we know
how to focus our reading so that we concentrate on getting the main
meaning from the text. We usually have a purpose for reading in our
mind, which focuses our reading. If, for example, we were reading an
article about a tourist lost in a blizzard, we would be reading in order
to answer certain questions in our mind: Was he rescued? How did he

get lost? How many days was he lost? How did they find him?

In our own language we use a variety of different ways of reading.
We read in different ways depending on what we are reading and
why. If we were reading a newspaper article, we might glance through
it to get a general impression of what it is about before settling

down to read again, in more detail. It we were reading the
entertainment page 1n a newspaper to sec what time a particular film
is on, we would search the text for this specific information. If we
were reading a magazine article, we might read it rapidly, for

general meaning but if we were reading instructions — for example,
a recipe in a cookbook, or a guide to using a new gadget— we would

read every word and sentence.

We also use a variety of sub-skills to help us read efficiently. We use
our background knowledge of a topic to help us predict the sort of

. formation an article might contain. As we read, we also make
predictions about what will come next. If we come to a word we don't
know, we guess its meaning from the context. We use our knowledge
of how different texts are structured to help us understand: we know
that a story will contain a sequence of events, or that a newspaper
editorial will have arguments for, arguments against,and a
conclusion. Certain words act as signals to point out the structure of
a text: A story will have words like later, or the next day, and an
argument will have words like however, or on the other hand. These
words signal to us when some new information is coming.

How to help learners develop their reading skills

You need to help learners to focus their reading so that they read tor

meaning instead of getting stuck on individual words or
unimportant detail and losing track of the main meaning of the text.

You need to help them read in different ways so that they can read

different texts for different purposes. You need to help them to use
sub-skills that will help them understand and improve their reading

efficiency.
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Focus on reading

Focusing reading

As in listening, you can do this by encouraging learners to think
about why they are reading and exactly what information they are
looking for. Tasks or questions should direct learners to read for the
main meaning. You can do this by setting comprehension questions
or a reading task, like ‘Read and match’, or ‘Read and draw. It is
important to suit the task to the kind of text. If you are reading a
story, your attention will be focused on the events, what happened
first, what next, and so on. Therefore, a ‘Read and order’ task will be
appropriate here because it helps you focus on the sequence of events.
It, however, you are reading a set of directions to someone’s house,
your attention will be on picturing the route you have to follow,soa
‘Read and draw’ task such as drawing a map of the route to your
friend’s house will be appropriate.

Reading in different ways

Skimming

[f we want to get a general idea of what a text is about, our eyes focus
briefly on a few words per line, perhaps headings, or the first and last
sentences in a paragraph— these are the ones that should have the
main point and conclusion. This is called skimming. We can give
learners skimming tasks by giving them a very short time (maybe
only 2-3 minutes) to look through a text to find the overall meaning.

Scanning

We also often scan a text to find a particular piece of information.

To do this we move our eyes quickly over the text and only stop when
we see the word or information we are looking for. We can practise
scanning with our learners by asking questions about specific small

details and giving a short time limit of 5~10 minutes to search for
the answer.

Reading for gist
When we read for gist we read with a purpose in mind: questions we

want answered about the text. We may skip some passages and read
others more carefully.

Reading for detail

Some texts require very careful reading. When we are reading a legal
document or a set of complicated instructions, we need to pay
attention to all the sentences and to be able to follow the meaning of
the whole text. This might also involve a certain amount of re-reading
and checking words. When dealing with texts like these, we may want
to give our learners questions which make them read more carefully.



Focus on reading

You can give learners a series of tasks, so that they read in
progressively greater detail. In the reading lesson 1n 3.1, the teacher
used skimming, scanning, reading for meaning, and reading for
detail tasks—in that order.

Extensive reading
When we read longer texts, such as novels, non-fiction, academic

books, we may use a variety of the above ways of reading; reading
some parts rapidly and others in greater detail. It is important to give
learners extensive reading, where they read long texts for pleasure, as
well as intensive reading, where they read a short text and practise

reading skills.

Subskills

Activating background knowledge
As with listening, it helps learners understand if you can discuss the

topic of the reading text with them before they read. Two useful
techniques for doing this are brainstorming and mind-mapping.

Brainstorming means thinking quickly about anything related to a
topic, for example, brainstorming ‘Preparing for a holiday’ might lead
to the following ideas: passports, packing, sun tan cream, foreign
money, tickets, locking the house, calling family and friends, and so on.

Mind-mapping involves putting ideas into some sort of order, tor
example into separate categories:

Money Security
get currency lock the house

J

Travel
buy ticKets
check times

Doing this kind of activity before a reading task helps to activate any
vocabulary learners already have and gives them a chance to add to
this by putting together words and phrases from other members of
the class. You can also use this opportunity to pre-teach key

vocabulary.
You do not need to teach all the new vocabulary—just the words
that are essential for understanding. In the reading lessonin 3.1 for

example, the teacher made sure learners knew the meaning ot
keywords blizzard, mountain, helicopter, and tourist because without

these, the text would be impossible to understand.
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Here is a diagram summarizing what to do with new vocabulary
In texts.

Is the word essential for understanding the text?

Yes | No ]
J J
Pre-teach J I Is it useful for my learners to learn?
\) J
ers I No I
L !
I Is it possible to guess from context? l Forget it 1
Y J
LYes J No
) \)
I [?oagues:sing ;x_ercise l l Post-teach it
Predicting

In a similar way, learners can prepare for the topic they are goingto
read about by looking at titles and pictures, or words from the text. In

the reading lesson in 3.1, the learners used the key words to predict
what the text would be about.

We can also make mini-predictions all the time we are reading. When
we read the beginning of a sentence: It was only nine o'clock but Ally
was tired so ... we predict as we read how the sentence will end: she
decided to go to bed. It can help our learners if we give them some
practice in thinking ahead as they read. We might, for example, gIve

them the first sentence of a paragraph and get them to predict what
will come in the paragraph.

Guessing new words

Asin listening, this is a useful sub-skill to practise with learners. In
the reading lesson in 3.1, learners cuessed the meaning of ‘feeling’
words such as terrified and relieved. These words are not essential for
understanding what happened and can be guessed from the context.

Using linkers

Some words act as signals to show us the structure of a text and help
us to understand when a new bit of information is comin o. These
words are known as linkers. You can help your learners to become
familiar with these signals which will help to point them to the main
ideas. In 3.1 the teacher focuses on the linkers in the story which help
us to understand when one event happens after another.



Focus on reading

The stages of a reading lesson

These are similar to the stages of a listening lesson:

Before:  Lead-in: In this stage you can engage learners’ interest,
introduce the topic and context, activate learners’
background knowledge, and encourage the learners to
predict what the speakers might say.

Language focus: You may also want to introduce some key
vocabulary or expressions. This should be vocabulary that
'« essential for understanding the main meaning. Other

words can be left till later.

During: Tasks: You should aim to repeat the reading several times
with a series of tasks. These might begin with skimming

or scanning, go on to tasks practising reading for main
meaning and then go on to more detailed reading.
Subskills: You can also work on sub-skills such as guessing
meaning, or identifying signals. Again you will have to
check comprehension and explain after each activity.

After: Language focus: You might choose to focus on some of
the language in the text: new vocabulary, expressions, or a
particular structure or function.

Transfer: Use the reading and the language work as the
basis for work in a different skill, for example, speaking or

writing.

Selecting reading texts

The texts we choose for classroom use should:

Be interesting and motivating
Tt is obvious that learners will learn best if the reading material

engages their interest.

Be appropriate to your learners’ level
In general the - ntensive reading texts you work on in class should be

slightly above your learners level. If everything is easy for them, they
will not be practising reading skills. However, extensive texts, such as
simplified readers, should be a bit below your learners’ level so that

they can read fluently, for pleasure.

Have a variety of different text types
[f your learners have a narrow focus, for example business English,

then they will need texts that relate to their needs, for example
business letters, reports, and so On. Other learners will need to have a

range of different kinds of texts: letters, brochures, newspaper

95



Sample lessons: focus on reading
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Focus on reading

articles, stories, advertisements, etc. You may like to include some
authentic texts if you have access to them. ‘Authentic texts’ means
texts that are taken from real life, such as newspaper articles,
magazine articles, tourist brochures, advertisements, etc., and these
are used so that learners should learn to read and listen to ‘real
language rather than the artificial, simplified language ot a textbook
for learners. However, you need to be careful when choosing
authentic texts: a lot them are is too hard for lower level learners. It 1s,
however, possible to find authentic texts written in simple language:
these would include advertisements, tourist information, and even
simple recipes from a cookbook.

Include both extensive and intensive reading

Intensive reading means doing a series of tasks on a short text,
usually in class time, where the teacher is on hand for questions and
feedback. Extensive reading means using longer texts that learners
read in their own time for enjoyment and to increase reading tluency.
Graded readers—short versions of books simplified to suit learners at
different levels—are an excellent way of providing extensive reading.
If you do not have access to these, you can make a reading card
scheme, by pasting texts onto card so that you have a lending library
of reading cards. Simple Reading Activities (Oxford University Press)
has instructions for making a reading card library.

Sample lesson 11

Sample lesson 12

Type of text

Story

Magazine article

Lead-in

———————— . ——n .

Using pictures to teach key
words and to predict content

Using key words to activate
background knowledge and to
predict content

Language focus

Key vocabulary in lead-in

Key vocabulary inlead-in

Task

Using pictures to teach key
words and to predict content

Using key words to activate
background knowledge and to
predict content

Predicting
Guessing new words from
confext

e r—

Activating background knowledge
Predicting
Using linkers

Language focus

' Stmple past

both/neither

Transfer
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Writing a strip cartoon

Speaking and group discussion



3 . 3 Sample lesson 11

LEVEL Pre-intermediate

SKILLS FOCcUs Predicting content
Reading for gist
Reading for detail
Guessing new words

LANGUAGE Irregular pasts
ASSUMED KNOWLEDGE Simple past
RESOURCES Eight flashcards, story strips

PREPARATION Draw the flashcards (see Stages 1 and 3) and prepare a set of cight
story strips for each group of eight learners (sec Stage 2).

TIME GUIDE 40 minutes

D T R R I I A

Lead-in 1 Show the class the first flashcard. Ask the class to describe the picture.

Use the picture to introduce the words crocodile, jaws, hole, river,
and riverbank.




Focus on reading

Put the learners in pairs to discuss what they think will happen next.
Collect suggestions from the class.

"';}:"7';5It isa good ldea t0 mtroduce some key words before the learners read
_:fif:fj’?":Yau do not have to introduce all the new vocabulary —just the ;mpa- tant
ks werds whech are essential for the main meaning. If the learners can_
have a ga at predtctmg the stary before they read, this wili help then
~ understand the story. It does not matter if their predictions are right o
"_'-'e?"fj:'__;_wmng what i is ;mpﬂrtan’t 15 that they have had a chance w thmk a:
i:,-‘-_:?-:11:h<-3 events m the stary o T
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Read for gist 2

- A dog heard the man’s shouts. Hey, Crocodile,
Why Dog is Man's Best Friend: A folk tale from i help you and then we can share the meal, she
Madagascar

l barkea.

One day a foolish man tried to cross a river at

She dived in and helped the crocodile. Togetner
a place where there were a lot of crocodiles.

they dragged the man onto the riverbank.

oOuddenly a crocodile grabbed him and started The crocodile opened his jaws to say, “Thank you
Lo puil him to his hole in the riverbank

8 ' to the heipful dog.

The man was heavy and the crocodile was small
50 it was hard work! The man shouted ‘Help,
Help! but there were no people around.

But quick as a flash the man ran off into the
trees and the clever dog followed him, laughning.

And ever since that day Man and Dog have been
the best of friends.

Put learners in groups of eight. Give each learner a story strip. (Grve

them out in muddled order.) Ask them to read out their story strip
In turn.

They should decide on the order of events in the story and arrange
themselves in the order of the story. (If you do not have enough space
for learners to move around, you can group learners in fours, sitting
round a desk and give two strips to each learner, or give one sct of

story strips to each pair and ask them to lay out the story strips on the
desk and arrange them in order.)

- When we read a stcry or a narrative with a sequence of events the
- ':.;.mest basic and immrtant thmg to understand is what happened and
m what arder This renrdermg actlvnty focuses on gettmg the leamers e
'f;ff_{"_ﬁffflto understand the events in the stmy well enough 10 work GUt their S
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Check comprehension 3 Put up the flashcards on the board in order. Ask the learners to
check the order of their story strips with the order of the pictures.

Go through with the whole class, reading out a story strip for each
picture.

ictures will help the leamers understand any events which were not

& ® & & & B
**ﬁﬂﬁﬁsaaa*ﬁ&asﬁaaﬂaaaaasaaa&s:a

Read for detail 4 Put up these questions:
Why did the crocodile need help?

How did the man get out of the crocodile’s jaws?

Why was the dog clever? Why was the man foolish?

This activiy gets the eamers to read for detal. These detais help
rs understand the story more com pletely and in more depth. The

. guestions ge cause and effect: why events happened and what
; the results were. This can be more difficult for lea mers to understand.
- than Unefs’fanﬂmgthem der of events, so they wil | need to read more

Ask the learners to check in pairs, then go through the answers

together as a class.

"ﬂiﬁ .
ai@aauamaaaa&aa#aaaatatﬁaaaacwtntt

Guess words 5 Read again some par
likely not to know, tor example:

ts of the text containing words the learners are

The crocodile grabbed the man.
‘Ull help you, she barked.

The dog dived into the river.

They dragged the matn 01nio the riverbank.
Ask learners to try to mime the actions. Explain any problems,

=

showing with gestures what the words mean.

#lﬁ!'i##'i!lﬁlﬁﬁ!iﬂ#ﬁﬁ#ﬂt!.#

6 Give the learners some gap A1l sentences and ask them to complete
them with the verbs in the past tense.

L R

Language focus

A man t0 Cross a river.

A crocodile nim and to pull him to his hole.

The man ‘Help, nelp!
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A dog the man's shouts.

She in and the crocodile.

They the man onto the riverbank.

The crocodile his jaws to say Thank you'.

The man off into the trees and the dog im.

n-i--.-it-ttIiiliti#lilitii--alltniiict

Transfer 7 Askthelearners to copy the eight pictures in the form of a strip
cartoon.

Ask them to write a sentence below each picture telling the story and
to add their own speech and thought bubbles to the pictures.

]



Sample lesson 12

1EVEL Pre-intermediate

SKILLS Focus Predicting content
Skimming
Scanning
Reading for detail
Guessing new words

LANGUAGE both,neither

ASSUMED KNOWLEDGE  Simple past

rEsOURCES  Picture of identical twins (see Stage 1), reading text (see Stage 2),
poster copy or handouts of the chart in Stage 4 (optional),

whiteboard

bREPARATION Make copies of the reading text (see Lesson materials appendix,
page 158) or copy it onto a poster to put up at the front of
the class, making sure your writing1s big enough to be seen by
everyone. Find a magazine picture of twins, or copy the pictures

onto flashcards.

TIME GUIDE 40 minutes

"'"ilii-.---.ui.1-l-ll-i-ioiit.---i||-

Lead in 1 Show the picture of the twins to the class. Ask what the learners
Hotice. Use the picture to teach twins and identical.

Write on the board, identical twih, 5£pa rated, adopted, coincidence.

Explain the meanings to the learners and ask them to guess the story.

2 Giveout the reading text. Ask. What is the story about? Tell the
learners to look very quickly all through the text. Give the students
30 seconds to look at the text, then cover it up. Ask them to turn to
a partner and tell them what thev think the story is about. Collect

suggestions from the whole class.

Skimming
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e  FOCUS ON reading

Now ask the learners to read only the first and last sentences of the
text, Cover the text again and ask them what happened to the twins.

A time Esmtt wﬂl help learners devemp the skill of skimming rap:clly i
_?f"--"'_f_*'?'threugh a whele text Just to get a very general impression. Other: ga
'}:';':”ﬁ:--;_ways of gettmg an overall ;mpressmn of what a text is about are rea_dz;
the ﬁrst and Iast lmes or,in lcmger texts the fll'St and Iast paragrap
th& ﬁrst sentence of each paragraph Sl T
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Scanning 3 Askthelearners short questions about specific facts. Do not go
through the text in order, but jump around, for example,

Were the twins adopted by the same family?
When were the twins separated?
How old were the twins when they met for the first time?

Where were the twins born?

ln sca nmng tasks the tearners ia"}*.jﬁ.;ﬂjﬁ;ﬁffﬁ;f lop <ifh of he
detaﬂs They ii-f;:_f":"f';ﬂ}ij}thr::mgh a taxt raprd_ }jf’jﬁ_ffl;j_f: ng for the righ
scattered thmugheut the text not m the arder m whrch the answers
_j"?-'-‘.f._._ceme in the text so that they develop the sknll of glancmg qusckly thmugh

~ whole texts, not readmg line by line. The answers to questions will give:
 the ieamers important backgrcaund mformatlon about the twins: the fact

- that they were separated at birth, lived separate lives, and did not meet
fer 40 years Thzs wz!t prawde a context far understandmg the detatls tn

yﬁaittttiltltnii#wioina-liain!uui#i!!i

Read for detail 4 Give out the chart or put up the chart and get learners to copy 1t. Ask
them to fill it in with information from the text. To help them find
the information, you can ask them first to glance through and circle
the word both each time it appears. This word acts as a signal showing
when new information is coming. Get learners to check in pairs then
go through the answers. Discuss their reactions:

How did they feel when they read about the coincidences?

Do they know any twins? Do surprising things happen to them?

Has anyone ever had a coincidence?
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Twin 1 Twin 2

Nname

jobs

good at

firet wife's name

second wife's name

son's Name

dog's name

-'."_;___This iS a 5zmpte task wmch dlrects the leamers to read for the exact
;;-'_E-;j{;_j;detatIs af the cmncrdences The Ieamers will probably want to talk about
fif:_;_ff;;f;;@_'the t&}_'ﬁ__j__'__'f--.-:__fwheﬂ they have understeod these details, giving their reactions
j_aps ta!k; ng about a camcndence that happe ned to them. |

& 8 & ¢ B» o .
'**“***i‘r#aaeaa;-naetnaauriuaainti

5 Read again some parts of the text containing words the learners are

Guess words

likely not to know, for example,

[dentical twins often have astonishing stories.
There were some amazing coincidences.

They both divorced thetr wives and married again.

Forty years later the brothers were reunited.

Ask them to guess the new words: can they think of a word they know
to replace the new words? Put them in pairs to discuss, then write on

the board,

Met again separated from  very sur prising

Ask learners which words these could replace.
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Language focus 6 Asklearnersto look back through the text and find the words both
and neither.

Write the table below on the board for learners to fill in with the
phrases from the text:

Neither Both

the boys the boys

them them

family families

Ask, When can you use them, us and you? (Answer: with neither/both
of ...), When is the used? (Answer: with neither/both of ...), When 1s
1t not used? (Answer: with neither/both ...).

L A AR LN I T I R

Transfer

'illﬁﬁ*'l'i.il‘.ﬁﬁiili‘#ﬂ

7T Putlearners in pairs. Tell them they have a time limit of five minutes.

They have to write down as many sentences about themselves as
possible, beginning

Bothof us ...
Neither of us ...

For example, Both of us have four brothers. Neither of us likes fish.

The sentences must be true!

Can they find any coincidences? At the end, get the pairs to report
back to the class.
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3 . 4 Focus on speaking

What does speaking involve?

Learners need to be able to interact with other people. This involves a
wide range of skills.

First of all, they need to think of something to say in the second
language and feel confident enough to try to express it.

Then they have to put words phrases and sentences together — using

grammar and vocabulary —to express what they want to say in
a way that others can understand. They have to be able to vocalize

this— using pronunciation and intonation—in a way that is clear
enough for others to understand. In order to do all this quickly
enough to keep up the flow of conversation they need to be

reasonably fluent.

They may also have to stretch the language they know to cope with
Hew situations: instead of hesitating to search for a word they have
forgotten or don’t know, they need to be able to find another way of

expressing their meaning.

Interaction involves more than just putting a message together; 1t
involves responding to other people. This means choosing languagce
that is appropriate for the person you arc talking to. It means
responding to what they say, taking turns i a conversat 1on,
encouraging them to speak, expressing interest, changing the topig,
asking them to repeat or explain what they are saying, and so on.

How to help learners develop their
speaking skills

We can help learners speak by helping them to find ideas and
supporting them so they feel confident enough to speak. We can aive
them opportunities to practise enough to become fluent, and we can
get them to improvise and stretch the language that they know to cope
with a range of different situations. We can give them opportunities to
‘nteract with others and help them with usetul phrases and expressions
for turn-taking, (:hanging the topic, Cxpl‘ﬁ'.ﬂﬁi.ng Interest, ete.

Finding ideas
[ earners need help in finding things to say. It vou come nto vour

class and announce, Today we are coing to discuss Climate change,
unless vou have a very responsive class, vou may be met with hlank
stares and tongue-tied learners. Alternativelv vou mayv get one or two
learners who are willing to speak, while the rest remain silent. There
are several ways in which you can help learners get over this problem

of ‘1 don't know what to sav.
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Provide some initial input in the form of a short reading passage or
listening text on the topic. This will contain some usctul vocabulary,
and can get students thinking around the topic and stimulate ideas.
Provide help with what to sav. You can provide learners with role
cards or information cards which give them an outline or suggestions
of what they can sav. They can then expand the ideas on the card,
adding ideas of their own.

Set a precise task. It helps if there 1s a goal or final outcome rather
than an open-ended discussion. Examples of goal-oriented tasks you
could set are:

discuss arguments for and against a topic and come to an agreement.
discuss a problem, such as how to design a house you would all like to
live in, and find a solution.

share information to complete a task, such as finding the differences
between two pictures.

fill in a questionnaire and compare your answers with a partner to
find similarities and differences.

role play a discussion, for example between members of a family

deciding what television programme to watch,and cometoa
decision.

Break the task down. A general discussion question can seem
daunting, but if you break it down into smaller questions, this makes
it easier for the learners. One technique for doing this is called a
pyramid discussion, where learners are given a series of small
questions and work first in pairs, then groups of four, and then
groups of eight. You can see this in the Speaking lesson in 3 1. Other
ways of breaking discussion tasks down are by using questionnaires
or ranking activities like the one in Sample lesson 13.

Developing confidence

Learners who are shy to speak in their own language may find 1t even

more difficult in a new language. You can help develop their
confidence in several ways:

Give planning time. If learners are given time to have ideas and think
out what they want to say, this will help them to feel more confident.
Let the learners warm up by sharing ideas in pairs before they have 10
speak in a group or to the class.

Use activities where everyone has to participate in order to achieve
the outcome. Information gap activities like the one in Sample lesson
14 are a good example of this: each student’s information is necessary
to complete the task.

Build in repetition. Repeating something a second time will give the
learners more confidence and fluency. For example, a pyramid
discussion gives learners the chance to summarize their ideas to
different partners before going on to discuss a new question.
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Developing fluency
Learners learn to speak by speaking. This means we need to give them

plenty of opportunities for communicating in different situations
and on different topics. To develop fluency, learners need as much
practice as possible. This means organizing the speaking lesson to
give them as much opportunity to speak as possible and getting
learners to work in pairs and groups rather than in teacher—student

interactions.

Monitoring and feedback
[t also means taking a back seat while they speak. Interrupting

learners to correct them while they are speaking means that they will
not get the chance to develop fluency. Speaking practice is a good
time for you to listen to the students and monitor their progress. You
can then plan further language work according to their needs. You
can do this directly after the speaking activity, by giving feedback on
errors. You can deal with errors in various ways, for example by

writing up sentences on the board and asking learners to ‘Spot the
g a mixture of correct and incorrect sentences
As you gain confidence In

r individual learners and

error, or by includin
and getting learners to sort them out.
listening for errors, you can keep cards fo
write notes to help them, for example:

FEEDBACK CARD: CHEN MEI
22/03 It was very bored for me.

Look up the difference between bored and boring in your
dictionary. Write sentences about yourself using these words:
bored, boring, interested, interesting, excited, exciting.

You can also do a grammar oxercise that focuses on errors that the
learners were making, or it many learners are having the same
problem, you can plan your next lesson or lessons around language

that the learners were finding difficult or getting wrong.

Stretching language
In Section 2.5 we looked at various speaking activities that practised

new language. In this section we will look at activities that get learners
to use the language they already know to communicate with others.
This is important to help them become more fluent speakers. Using
English outside the classroom, learners will not be in a predictable
<ituation where language is selected and controlled. Speaking
activities give them practice with these more demanding situations:
they form a bridge between the classroom and the real world, helping
learners to push their language knowledge to the limit to cope with a

range of different situations.
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Interacting

Learners interacting in pairs or groups may need some help with
typical language we use for turn-taking in conversations. They may
need to know how to interrupt politely, how to disagree politely with
what someone is saying, how to go back to an earlier point in the
conversation, and so on. It will help them if you can introduce
expressions like Could I just say something here?, That’s an interesting
point but ..., and Could we go back to what you said about ...

The stages of a speaking lesson

A speaking lesson follows the same Before/During/After format as
other skills lessons:

Before: Lead-in: Introduce the topic. It helps if you can give the
learners some input which will provide them with ideas:
a brainstorm around the topic or a short introductory
listening or reading text.
Language focus: You can also introduce key vocabulary
and useful expressions.

During: Preparation: Set up the speaking task with clear
instructions. Learners work in pairs or alone to
brainstorm ideas and plan what to say.

Speaking task: Learners work in pairs or groups to carty
out the task. While they do this you can circulate,
listening to the learners to see how they are doing. You

can make notes of errors and areas of difficulty for
feedback later.

After: Language focus: Here you can focus on problem areas
and error correction.

Transfer: You can follow up the speaking task with a
writing activity.

Selecting speaking tasks

Level

The tasks you choose should be at the right level for your class. Al
elementary class will be able to cope with a simple discussion, such as
favourite food, or a simple role play, such as deciding what to do at
the weekend, but would find it hard to cope with an in-depth
discussion on heavyweight topics such as Pollution or Smoking in
public places. However, many speaking tasks can be adapted to a range
of levels. A discussion on what kind of surprise birthday treat to
organize for a friend could be adapted to different levels with
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elementary students producing language like Let’s go to a concert.
She likes jazz and more advanced learners producing Well, we could
take her to a concert but would she prefer a party?

Interest and variety
You should also choose speaking tasks that are interesting,
motivating, and fun for your learners.

You should aim to provide a variety of different tasks. Some will
appeal to some learners more than others: some learners might
prefer ‘serious’ discussions, others might prefer lighter-hearted
activities like games and role play. You need to provide a balance to
cater for all your learners, but also to provide a range of different

kinds of speaking:
s discussion and argument around various topics of interest
social conversation (for example, inviting people round)
& conversations about personal feelings, experiences, and
preferences (for example, childhood memories, or where you

would like to live)
¢ factual information (for example, describing a person)

& transactional language (for example, making enquiries at
a railway station).

i

Sample lessons: focus on speaking

Sample lesson 13 Sample lesson 14

Type of activity Discussion Role play

Lead-in Reading text supplies context and Role play cards give the learners
ideas for discussion something to say

Stimulus Reading text supplies context and Role play cards give the learners
ideas for discussion something to say

Preparation: Learners work alone [earners work in pairs

confidence boosting | to rank ideas to prepare story

Task To agree on three ideas To solve mystery

Repetition Learners regroup to share ideas Learners talk to each other to retell

discussed in the first group story to several different learners

Information gap activity means
everyone must speak

Everyone must communicate
information in order to solve mystery

Participation Interaction strips game encourages
learners to speak

Language focus As needed by students As needed by students
Transfer Students write a manifesto stating Students write newspaper article
their views
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Sample lesson 13

LEVEL Intermediate

sKILLS FocUs Extended speaking
Interaction

LANGUAGE  Giving opinions
ASSUMED KNOWLEDGE  Social problems and places in town; language for giving opimions

RESOURCES  Leaflet or poster
‘Interaction’ handouts— slips of paper with phrases
that are useful in an interaction, for example:

Sorry, | couldnt catch that.

Do you mean ...¢

Could we go back to the point about ...7
Could | just say something here?

Could you explain that (a bit more)?

'd like to mention/talk about ...

That's all from me.

' les of
You will need copies of each expression so that there are five copies
each phrase for each group.

PREPARATION  Prepare the leaflet used in Stage 3 (Speaking preparation): thlf: te :
can be presented to the learners either as a role card for each learn
or as one copy on a big sheet of paper for the front of the class.

Prepare the interaction handouts (see Stage 6)

Look at the vocabulary in Stage 2 (Lead-in/Language focus) and

' - . raw,
think about how you would teach each word: would you mime, d
or explain them?

TIME GUIDE 40 minutes

i‘lﬁl%ﬂﬁiiﬁi.ﬁﬁ%ii!!llﬁ'i'!'i!tilﬁl'i"liit

Lead-in 1 Asklearners to think of the town they live in. What prqblems are .
there? What one improvement would they like to have in the town
Collect suggestions.
Language focus 2 Put up the following words on the board:
suburbs office blocks
tratfic jams hospital
overcrowding leisure centre
crime arts centre
unemployment schools
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Tell the learners the words come from a public information leaflet for
people who live in the Jocal area. Ask them to divide the words into

two groups:
Places in a town Problems in a town

Mime, draw, or explain any unfamiliar words.

ﬁﬁﬁﬂﬂﬁﬁﬂﬁiﬁﬂﬁﬂiﬁtﬂﬂiiiﬁr#ﬂﬂﬁﬁﬁﬁ#li#lﬂ!%#

Speaking preparation 3 Give out the text or put up the poster (see Lesson materials appendix,
page 158). Ask learners to read the text and then to number the

improvements in order according to how they think the money
should be spent.

5 2 &
*Gﬁaﬁﬂa#e#am#naﬂesagen@anaesasssaa@ﬁ

Speaking task 4 Putlearners in groups of four. Ask them to present their ideas. The
group should come to an agreement on three improvements they

think are most important.

& % 8
!H#ﬂ:autasaaﬁaqauaaacﬁatsan-anaﬂﬁﬁﬂﬂ

Speaking preparation: 5 When the group have reached agreement, let them make a name for

discussion hemselves according to the ideas they support, for example, ‘Fight
Crime’ or ‘Youth Energy’ Tell them they have to fight for their ideas.

Give them some preparation time to think of more arguments to

support their opinions.

*
""'ﬁ'i!aﬁaana;n:an-.nant-auseamutnast

Language focus 6 Regroup the learners into new groups. The easiest way to do thisis
to give everyone in each group a number 1—4. Then get them to re-

group so that all the 1sare together, all the 2s are together, and so on.

* together with people in one group, then move to a different group, where

 haree to repeat their ideas in a different context and to hear new ideas
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Hand out the ‘interaction’ slips so that each group has five copies of
each phrase. Explain that each time someone uses a phrase correctly
they take a slip. The person with the most slips wins.

in thls lesson the'zleamers are er;_cour_aged te use:_the express&
makmg he actt i .-:_‘-i;.-;:f'z;jf;;._-_j;j-;me _gf _a ga '_;;_':_5?;'_e'fifi:?:_gif,__'jfs._[j_._;}_ {3 means that t{}e e
B '.'_:mctwated tcar t_ﬁ_ﬁ{i -"';;;.;;;aut the §anf_.; uage. _:_;f-i-;;f.awever itisfine |f :{___i-ehaf‘i._ O

 aslong as they are actively participating in the discussion.
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Check comprehension 7 Discuss with the class when they would use each phrase, for example:

TEACHER  Let’s look at the next phrase, ‘Could we go back to the pont
about ...?” When do we use this? Anyone?

ANATOLY  Wewant to talk about something before.

TEACHER  Right. We want to go back to something.
The next one — ‘Sorry. I couldn’t catch that’?

MARIA We want to hear it again.
TEACHER  So ‘catch’ means ...?
MARIA ‘Hear’?

..‘.ﬂ‘"‘.".".!ﬂ""‘""‘i!"“‘.@‘*ﬂ*

Speaking task 8 Set the new task: everyone must try to persuade the rest of the group
to agree with their ideas. They should each present their ideas 1n turn.
After each person has spoken, the others can comment and argue,

using the interaction slips. Set a time limit of about 15 minutes for
this task. At the end there will be a vote.

Can we go
back to your

point about
crime?

Get each group to vote on the three things they think should be done

tirst. Then take a class vote (each group can vote for the three
improvements it finally decided on).

ﬁ#*#iiﬁi!i!ii'lﬂi#'!"!Qii‘lll‘ﬁlﬂ!“ﬁt#

Transfer 9  Ask groups to write a short ‘manifesto’ ,explaining what three

improvements they chose to spend money on and why.
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3.4

LEVEL

SKILLS FOCUS

LANGUAGE
ASSUMED KNOWLEDGE

RESOURCES

PREPARATION

TIME GUIDE

Sample lesson 14

Intermediate
Speaking: improvising speaking from role cards
Reporting events, describing people

Narrating past events: past simple, past continuous

Describing people’s appearance
Role play cards (see Lesson materials appendix, page 159)

Reading handout (police report, see Lesson materials appendix,
page 160)
Flashcards

An A4 sheet of paper for writing down errors (see Stages 3 and 6)

Scissors (see Stage 6)

Make enough copies of the eight role cards in Stage 2 (Speaking
preparation) for everyone in the class to have one. Make copies (or a
poster) of the police report in Stage 4.

Look at the vocabulary in Stage 1 and think about how you could
teach each word: would you mime, draw, or explain them?

Make 6-8 flashcards with simple drawings of men for your ‘1D
parade’ in Stage 5. The flashcards need to include one man with a big

nose and dark hair, one short man with glasses, one tall man with a
beard, and one with long hair in a ponytail and a tattoo.

50 minutes

L
"""!Eﬁtaaatatnaaan:.rrort:--:nt-n-

Lead-in 1

Put up the following words on the board

masked held up
robbers security guard
at gunpoint

registration number

Tell the learners the words come from a police report. Mime, draw, or
explain any unknown words. Ask the learners to work in pairs and

guess what happened. Discuss their ideas as a class.

»
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Speaking preparation 2

Divide the class into groups of eight. If you have learners left over, put
one of them with each group of eight—tor example, it vou have a
class of 36 learners, make 4 groups of 8 and then put one extra learner
with each group. Give one set of eight role play cards to each group.
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Give an extra card to the ‘extra’ learners: it does not matter which card
you give them.

of ﬁftrmaf_rﬂn' gap game the learners have d;:.;i?j_--_;_e__re

In each group, get the learners to work in pairs: 1 and 2 together, 3
and 4 together, 5 and 6 together, and 7 and 8 together. Get the learners
to discuss what they ‘saw’ and develop their stories, for example, by

saying how they felt, and adding details without changing the basic
information.

iﬁ!I-l'Q-l*i‘ii-lIQIIIi*#ﬁll%#'ﬂ.#i!#ﬂﬂ#ﬂ.ﬂ

Speaking task: 3 When the pairs have had 5-10 minutes preparation time, begin the
role play game role play. Ask the groups to stand up, and talk to as many people

in their group as possible to find out what they saw and to try to

work out what happened. You can set a time limit for this stage, for
example, 15 minutes.

RE‘ "_Ef_.:"fatzng .'-.":.:;._.:_Eif stni'y sieéé&éi'times te drfl?__;i“i it people

the:r ccmﬂde and ﬂue oY

While the role play is going on, don’t interrupt but take notes yourself
on any difficulties. Write the incorrect sentences or phrases on a sheet
of paper that you can cut or tear up later.

Iﬁhiﬂ!ﬂ#ﬂ-i‘!liliiﬁlﬂhlﬁ#ﬂﬁiiﬁ’@il%ﬁﬂ!il

Share information 4 When the time is up, ask learners to sit down again with thelr
0r1g1nal partner. They should discuss what they learnt from the other
‘witnesses” Give them a few minutes to do this and then give out the

police report or put it up as a poster. Ask the pairs to work together to
find the mistakes in the report.
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When the pairs have corrected the police report as far as they are able,
ask them to work with the whole group of eight to check their
corrections. Finally go through, reading out the report and asking
learners to shout STOP! when there is a mistake and to tell you the
correction.

L
l.l!..'.#lﬂﬂ!!!iﬁii!ﬂl.l'.ﬁl‘.i“.‘li.

Describe people 5 Tell the class that the police know which plane the robbers are on.
It has not landed yet. If they can get a description of the men to the
police in Spain, they can arrest the men when they arrive. Put up the
flashcards, like an identity parade. Which group can identify the four
men first?

. »
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Language focus 6 Cutthe piece of paper with the errors (from Stage 3) into strips with
one error per strip. Give one strip to each pair of learners and ask
them to find the mistake. Go through the errors with the whole class.

. 9
A T T T T S o

Transfer 7 Asklearners to write a newspaper article about the robbery using
facts they learnt from the other witnesses and from the corrected

police report.
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3 . 5 Focus on writing

What does writing involve?

Writing is a difficult skill for many learners, even in their mother
tongue. There are several reasons for this. First, writing has to be
learnt, unlike speech, which is acquired in the mother tongue as part
of a child’s normal development. In addition, speaking is a familiar

everyday activity, but for many people writing is something they do
only rarely.

Another difficulty is the problem of the absent audience. When we
speak, we are interacting with someone and have instant feedback on
whether the information we are giving is what the hearer needs to
know, whether it is clearly expressed and whether it is interesting.
When we write we cannot consult with the reader. It is difficult to
know what information the absent reader needs to know, and so 1t 18
hard to know what to write. This difficulty is even worse with
classroom writing. At least in real life we usually know why we are
writing and who we are writing to (or for). In the classroom these
questions are often left unanswered.

Then there are linguistic difficulties. The writer has to know how to
put a sentence together accurately. Writing tends to be either more
elaborate than speech, with more lengthy constructions:

The council will vote tomorrow on the controversial
city centre redevelopment but, when asked about the
likely result, councillors last night refused to predict
how the vote might go, saying that the public would
be able to express their opinions to the council before

the debate began, and that this might affect the
outcome. |

or more condensed than speech, in the case of notes, texts, headlines:

Police arrest DINNER IN
fourinraid FRIDGE
on house Munmt

Some linguistic difficulties have to do with knowing what is
appropriate language for different types of writing. This may involve
knowing the conventions of particular types of text, for example that
a business letter begins with Dear Sir and ends with Yours faithfully,
or it may involve knowing what is the right level of formality, for
example, that a colloquial expression like It was great! would be
acceptable in a letter to a friend but not in an academic essay.



Focus on writing

Another difficulty we have when writing is how to organize and
sequence our ideas. Writing involves more than putting sentences
together in language that is grammatically correct and appropriate.
The ideas in those sentences need to be organized in a logical way so
that they make a coherent text which is easy for the reader to follow.
When we speak, our ideas often come out in a jumbled, confused, or
incomplete form, and our listeners can help us by asking us to repeat,
explain, or clarify. In writing we have to get it right first time! For
example, when we read the following text, it is hard to get a clear

picture of the girl:

Lucy had long legs. Lucy’s eyes were blue. Lucy had long hair.
Lucy’s arms were long. Lucy’s hair was brown. Lucy was tall.
Lucy looked awkward. Lucy’s face was pale. Lucy was thin.

The following description, however, makes it much easier for the
reader to picture Lucy.

Lucy was a tall, thin, awkward-looking girl with long legs and
arms. She had a pale face with blue eyes and long brownhair.

The writer has made the text more coherent by organizing the
description so that we get overall impressions first, followed by
smaller details. This follows the order in which we would notice

things if we actually saw Lucy.

The writer has also made the text easier to read by hinking the 1deas
together with with and and. This way of linking ideas in text is called
cohesion and the words that link 1deas are called linkers. They signal
the different logical connections between one 1dea and the next:
words like and or moreover signal to us that a new fact oridea is about
to be added. Words like but, however, and in contrast signal that a new
idea or fact is coming which will contradict the previous one. Words

like so and therefore signal that one thing happened as a result of

another.

Another way ideas are linked in text 1s by usc of back reference: in the
description above the writer used she to refer back to Lucy instead of

repeating the name again.

To sum up, the writer has to answer these questions:

Why am [ writing?

Who am ] writing to (or for)?

What have I got to say?

How can [ express mv ideas:

~ appropriatelyv?

~accuratelv?

~ clearlv?

How can I organize my ideas in a [ogical sequence?

How can I link my ideas together so that my writing flows smoothly?
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How to help learners develop their writing skills

When you teach writing you can show the learners how to produce a
particular text type, for example a thank you letter, a business report,
or an article, by providing examples of the type of text and helping
the learners to see how they are structured and what language is
typical of that text type. This is called genre-based writing. You can
also focus on the stages a writer goes through to produce text: for
example brainstorming ideas, writing a draft, and editing. This is
called process writing,

Genre-based writing

When you teach learners how to write a particular type of text you
can give them activities to practise accuracy, give them guidance in
what to say and how to say it, or allow them to write completely freely.
These three different types of activity can help learners with their
‘writer’s questions’ in different ways.

Accuracy activities

Accuracy activities involve a range of writing exercises such as gap fill
reordering sentences, combining sentences with appropriate linking
words, matching topic sentences and paragraphs, or rewriting texts.
These exercises can help students develop the skills of linking ideas
between sentences (cohesion), choosing suitable language
(appropriacy) and organizing the structure of the text as a whole
(coherence) as well as improving grammatical accuracy. The

following exercise, for example, practises both coherence and
cohesion:

Reorder the sentences to make the story clearer. Then combine some
sentences to link the ideas.

Use these words: because/so/as

Are there any other changes you need to make to avoid
repeating words?

A dog stole a piece of meat. He wanted to eat it at home. He had to
cross a river. He started to carry the meat home in his mouth. He
went onto the bridge. He looked down into the water. He saw another
dog in the river. The dog had a piece of meat. He wanted that piece of
meat too. He opened his mouth. His piece of meat fell into the river.
He tried to bite the dog. He went home with no meat.

(Adapted from Aesop’s Fables)
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The corrected version:

A dog stole a piece of meat. He wanted to eat it at home so he started
to carry the meat home in his mouth. He had to cross a river and as he
went onto the bridge he looked down into the water and saw another
dog 1in the river, who had a piece of meat. He wanted that piece of
meat too so he opened his mouth to bite the dog. His meat fell into

the river, and so he went home with no meat.

There is an example of an accuracy activity in Sample lesson 15
(Stage 4).

Guided writing
Guided writing involves giving learners some help with the questions

What have I got to say? and How can I organize my ideas?
(coherence). Some ways you can do this are by:

giving a series of pictures that tell a story and asking the learners to

write the story

providing outline notes or key words
giving a ‘model text’ so that learners can see an example of the kind of

writing they are expected to produce and use it as a pattern for their
own text. You can help them by pointing out language that is
commonly used in that type of text.

Sample lesson 15 uses a model text for guided writing.

Free writing
Free writing is the most difficult task for learners. A task like Write a

story for homework or Write a letter to a newspaper gives them no help
with any of their ‘writer’s questions. However, there are some ways we

can help them with free writing, while still leaving them the choice of
what they write and how they express and structure their writing.

a Provide a stimulus
We can help them with the question of what to write by providing

a stimulus. Pictures, music, and realia can help to stimulate the
learners’ imagination. For example, pictures of people could
provide inspiration for a character description; listening to a
piece of music could inspire a story or a poem; and a collection
of objects (such as a train ticket, a love letter, a ring, and a photo)

could inspire a story.

Listening or reading input before the writing activity can provide
the learners with 1deas: listening to a news broadcast could provide
them with ideas for writing a newspaper article; or reading a letter
trom a magazine ‘problem page’ could provide a stimulus for
writing a letter of advice.
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Holding a class or group discussion or role play can help learners
develop ideas and rehearse them in speaking before they write
them down. For example, a group discussion on climate change
could generate ideas for an essay; or a role play on a public meeting

about plans for a new stadium could provide ideas for "Letters to
the Editor’.

Sample lesson 16 contains two ‘stimulus’ activities: one based on
listening to a story, and the other based on realia.

b Working together

Cooperative writing where learners brainstorm ideas together, or
write in pairs or groups, can also help to generate ideas on the
principle that sharing an idea can help to generate more ideas (two
heads are better than one!). Sample lesson 16 uses cooperative
writing to help learners to get ideas.

¢ Interactive writing activities

We can help learners with the questions of Why am I writing? and
Who am I writing to? by using interactive writing activities, where
the learners write letters which are then ‘delivered’ by the teacher to
another learner, who writes a reply. You can then use the texts th_e
learners have written as a reading task. Making the writing activity
into a game like this gives the learners a sense of audience and a

purpose. Sample lesson 16 uses interactive writing in the final ‘free
writing stage of the lesson.

Writing lessons can contain all three types of writing task, ina
progression from accuracy work through guided writing to tree

writing, or they may simply focus on guided writing or free
writing.

Process writing

Another way of helping learners to express their ideas and organize
them logically is through process writing. This means dividing the
writing activity into several stages, each of which practises a sub-skill
important in the writing process, for example:

brainstorm ideas about what to write

choose ideas and group them under headings

order the ideas and plan the structure, for example, introduction,
arguments for, arguments against, conclusion

write rough notes to expand each idea

write a rough version or draft

pass it to another learner for feedback

edit— read through, rewrite, and correct.

Sample lesson 16 is an example of a process writing lesson.
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Correction and feedback

Looking at learners’ written work gives you a good opportunity to
assess their progress and to give them helpful feedback on their
errors. But be careful how you correct: it can be very discouraging to a
learner when a piece of work come back covered in red ink. You will
have to decide which errors are the most important, and mark these
only. It is also valuable to the learner to have to think out what the
mistake was and correct it him/herself. For these reasons it is useful to
have a correction code. Underline the place where the error occurs
and put a note or symbol in the margin saying what kind of error it 1s,
for example, a mistake in verb tense, or a spelling mistake. Some
commonly used symbols in correction codes are:

T tense
Pr preposition
S spelling

WO  word order
WF  word form (for example, using a noun instead of a verb, as in

““we have to analysis this’)
WW  wrong word or expression

A article

Ag agreement (for example, subject and verb do not agree, as in
“he go to town’)

P punctuation

/ missing word

The stages of a writing lesson

Before  Lead-in: In this stage it 1s important to stimulate the
learners interest and provide them with ideas. You can do
this by beginning with a short listening or reading text or
discussion on the topic they are going to write about, or in
the case of imaginative writing, beginning with a stimulus
like pictures, music, or realia.

Language focus: You may like to focus on some structures,
vocabulary, or linking words that will be useful to the
learners as they write. If vou have used a listening or
reading text in the lead-in, vou can take examples from
this. [f you are using a model text in a genre-based lesson,
vou can point out the wayv it is structured and elicit some
usetul language. If vou are doing process writing vou
might like to do the language focus later in the lesson,
perhaps after the learners have done the first draft.
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During  Writing task: Set the writing task or tasks. You may be
doing a series of tasks, starting with accuracy exercises and
progressing through guided to free writing, or you may be
doing a series of sub-skills tasks in a process writing lesson.
Circulate while the learners are writing to offer help and
check their work.

After Transfer: You can use the texts that learners have written
as reading texts for other learners to read, with a simple
comprehension task.

Language focus: Take in learners’ texts and correct them
using a correction code as above.

Selecting writing tasks

The writing activities you choose should

be interesting and motivating
Learners will obviously be more motivated and have more ideas if the
task engages their interest or seems relevant to their lives.

be appropriate to the learners’ level

Beginners and elementary learners will be able to write texts such as
short passages about themselves, simple descriptions of people, an
account of their daily routines, etc. As learners progress you can add a
range of writing tasks: from simple stories, different types of letters,
diaries, newspaper articles, adverts, simple poems, dialogues and
plays, through to formal essays and reports.

be appropriate for the kind of learners you are teaching
Some groups of learners may need or prefer different kinds of
writing. Young learners will enjoy writing simple stories. A group of
newly arrived migrants will need writing related to their everyday
lives: form-filling, job applications, CVs, etc. Some groups may have
specialized interests: a group of businessmen, for example, will need
to learn to write business letters, emails, and reports, students
preparing to study abroad will need to practise academic essays. If
you have a general group then you can provide a range and variety of
kinds of writing, including 1maginative and creative writing, like
stories and poems, as well as more ‘real life’ writing, like letters and
emails. Imaginative writing can be a lot of fun for learners and the
sense of satisfaction and pride and creative ‘buzz’ that comes from

writing a simple story or poem in English will increase learners’
confidence and self-esteem.
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Sample lesson 15

Focus on writing

Sample lesson 16

Type of activity Genre-based writing: guided Process writing: free
for accuracy

Lead-in Using learners’ experience of Using realia to introduce
present-giving to talk around the idea of an object having
the topic a ‘history’

Stimulus Reading: short notes and thank Listening to a story, lucky dip,
you letters bag of realia

Task Write a short message and a Writing a story
thank you letter

Language focus Letter writing conventions Linking words for narrative
Structure of a thank you letter | Past passives
will

Transfer Learners letters and replies [earners stories become

become a ‘Read and complete’
task

a ‘Listen and guess’ task

b




3 . 5 Sample lesson 15

LEVEL Lower intermediate

SKILLS FOcUs  Writing short messages and thank vou letters
Greetings and offering gifts tor ditferent occasions
LANGUAGE Letter writing conventions

ASSUMED KNOWLEDGE  Will + infinitive for predictions
RESOURCES  Writing practice poster, reading texts, tlashcards
PREPARATION  Make copies of the reading texts in Stage 2 for each learner (either
handouts or a poster copy, see Lesson materials appendix, page 160).

Prepare flashcards of book, vase, rollerblades, money, and socks in
Stage 2.

Prepare writing practice poster in Stage 5 (see Lesson materials

appendix, page ...).

TIME GUIDE 40 minutes

*ﬁ-"ﬁE!!iiﬂﬂ#illﬁﬂ!ﬂiili!iﬂ'l**i’llﬂi'ﬁﬁl

Lead-in 1 Askthe class about when they give presents in their countries. Ask
about the last time they got a present. What was it?

i‘-*ﬂﬁﬂi‘lﬁilﬂ"ﬂﬂllﬂ'ﬂﬁﬁﬂiﬂi'&hﬁii#ﬂl!!!iﬂﬂﬁ

Pre-teach vocabulary 2 Putup the picture flashcards. Explain that these are presents. Check
learners know the words for the objects.

Put up the letters from p160 on the board or give them out to

the learners. Ask them to look at the pictures and read the texts to
answer the question:

Who gave what to whom?
(Answers: 1D, 2C, 3A, 4B, 5E)
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Language focus 3  Get learners to check their answers in pairs, then go through the
answers with the class. Explain any unfamiliar vocabulary, for

example, congratulations, cheerful, and housewarming.

S 8 8 F 0 5 9 66 P O 4P G B S O P N e ED IR FE SRR SRR

4 Look at the letters and replies again with the learners. Ask them to
identify the greetings in the ‘giving’ letters:

Happy Birthday
Happy Christmas
Congratulations

Help them to notice the structure of the letters:

1 Greeting Congratulations
2 Say something about why you chose the gift I hope this will be useful at university
3 Closing love from Uncle Peter

Do the same for the thank you letters:

I Greeting Dear Uncle Peter

2 Say thank you Thank you for the money!

3 Say something nice about the gift What a nice surprise! ... It will be very usetul
4 Closing love, Matt

ans that they can
W_ n Wﬁt& th@“’ .Wﬂ

TR Y YR R R I R S I A it

Writing task: accuracy 5 Putup the writing practice poster. Get learners to fill the blanks with
<uitable words and to put the sentences in the right order to make

the letter. Get learners to check their answers in pairs and then go
through with the class.
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Writing task: 6 Askeachlearner to write their name on aslip of paper. Collect them

guided writing in and give them out randomly, making sure no one gets their own
name. Tell the learners to look at the name they have been given. They
should imagine they are giving a present to that person. They should
try to choose something suitable for that person and write a short
message on a piece of paper, using the structure in Stage 4 as a guide.

o veHine 1Calny TAlQLe 10 gVE NCIK WHICTE

HI!"'lllillII#'ili!l’l"ﬁﬁiﬂﬂliﬁﬁl!ﬁ'iﬁﬂﬂﬂﬁ!

7 Collect up the notes and give them out again to the person they are
addressed to.

That person should write a thank you note to the giver on a different
piece of paper.

iﬁ##l#-‘lﬂ-l-'ilﬁﬁ#ﬁlﬂii#‘!ﬂHiiiiﬁ'ﬂiiﬂ!ﬁiﬁiﬂiﬂ

Transfer 8 Pinthenotes and ‘Thank yous’ around the class. Ask learners to take a
page and write the following column headings across the top:

Fresent  To  From Reason for gift  Comment on present

Ask learners to take the page and a pencil and walk around the class
to find out who gave what to whom, why they chose that gift, and
how the recipient felt. Get them to make notes on the answers. Read

out a pair of letters and demonstrate how you would fill in the
columns on the board.

Present To From Reason for gift Comment on present

woollen scarf Kyoko Fatima She always looks | Kyoko says it's very

cold! warm and nice!

When they have gone around for ten minutes or so, get them to form
groups of four or five and sit down to compare their answers.

Circulate while they are doing this to monitor the discussion.
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9 (Collect in the notes and thank you letters and correct them using an
error correction code.
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LEVEL

SKILLS FOCUS
LANGUAGE

ASSUMED KNOWLEDGE
RESOURCES

PREPARATION

TIME GUIDE

* & & & > 0 s ¥ 8 9 » & v 2 @ # 8 » &

Lead-in 1

128

Sample lesson 16

Intermediate
Telling a story

Sequencing events, active and passive verbs

Past tenses, passives
Bag, objects, text of story

Bring in the following objects: doll, book, pencil, paintbrush. Bring a
cloth or opaque plastic bag with a selection of small objects, for
example, key, ring, photo frame, dice, lacy handkerchief, paperclip,
yellow ribbon, toy, small mirror, coin, shell

Bring in one object that is special to you in some way. Copy the text (?f
the story in Stage 2 (see Lesson materials appendix page 162) or put it

ona poster to put up in class. Prepare telling the story. (You can use
notes to tell the story or the full text.)

40 minutes

2% B P % 6 3 9 R o e

Show the class your special object and tell them briefly about 1ts
‘history’ and why it is special to you. Ask them to think of an object
that is special to them in some way and to tell their partner about it.

Ask a few individual students to tell the class about the object and
why it is special.

Put the doll, book, pencil, and paintbrush on the table at the front
where everyone can see them. Tell the learners you are going to tell
them the life story of one of the objects. They have to guess which
objectis telling the story. Tell the story (see page 162) as naturally as
possible and at the end ask them to guess the object (a pencil).

When they have guessed, tell the story again and ask them to listen for

the order of events. You can put them on the board in muddled order
to help them, for example:

Hoated down ariver  taken to a shop

takento a factory iay on a shelf
cut dowr bought by a child
chiopped up taken home
grew in the forest drew a picture
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Get them to number the events in order. Let them check in pairs, then
g0 through numbering the events in order on the board. Finally, put
up the poster, or give out copies of the story and let them read it.

R
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Writing task: 3 Put learners into groups of 4-6. Pass around the bag of objects. Let

brainstorming each group reach into the bag and take an object. They may all look
at it but should keep it hidden from the other groups. Ask them to

imagine the history of the object. Get everyone in the group to write
one or two sentences about an event in the object’s life. They should

write as if they were the object, in the same way as the penal story.
When they have finished, get them to share their sentences with the

rest of the group.

-‘.Ii.lt'll'

"'*liliiititt.i!liliiltt!li

Selecting ideas 4 The group should choose whether to keep all the ideas or select some,

a &
""‘lil'llittttiiiilill.ilill'itliii

Sequencing ideas 5 Together they <hould decide on the order that the events happened in
the object’s life story.

a ® & 2 & @
’-'"I.i'!ltll#tfliiiil.i'i!!i'tli

Adding ideas 6 Thevcanaddevents and expand ideas, adding more detail
at this point.
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Language focus 7 Atthis stage, get students to read the pencil story again to look more
closely at the language. Ask, How many tenses are used ?What are they?
Get them to highlight the tenses with a colour code (for example,
red for simple past, green for past passive, blue for simple present)
on their copies or on the poster. Read the two sentences I was cut
downand A child ... bought me. Why is the active used in one and the
passive in the other? Elicit or explain that we use the passive when
it 1s not important who did the action. Then ask them to circle the
time expressions and words or phrases that tell you when something
happens (for example, then, next, later, etc.). They should identify:

a long time ago one day for several months  then
later when (we got there) now long ago

Put these up on the board and ask them to brainstorm any other
words they know that tell you about time in a story and add these to
the board. Point out to them that it is not every event in a story that
needs a time word to introduce it. It can make a story sound very
clumsy if every sentence begins with Then or Next or Later. In general
we use time expressions when we need to make it very clear that one

event happened before or after another, or show how much time
passed between two events.

 closely on the language. This means going back to the original textto
~ find useful examples of how language is used. R 4

liiﬂﬂi.ﬁil.ii“'ﬂii!'."‘!i#'ii‘ii&.!!iﬂ

Linking ideas 8 Split the groups into pairs or threes for this stage. Get them to work
on exactly how to tell the story, adding in time expressions to make

the meaning clear if necessary and checking use of different tenses
and active/passive verbs.

""""‘"'"*'*"*O#iiilia:niaua;eagpgggg

Comparing 9 Putthe pairs and threes back into their original large groups. Get

them to compare versions and choose the best, or combine the best
features of the two stories.

 compare. Itis easier to evaluate someone eise’s work thanyour own
_ andthe pairs will learn a lot from each other as they correcterrorsand
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Finalizing 10 Finally, can they add, delete, or change anything to make the story
read better?
Transfer 11 When the groups have finished, get them each to tell their story

without saying what the object is. The other groups should guess

the object. Collect in the stories and correct them using a correction
code or if you have time, type or write them up in a corrected version.
Hand them back to the learners getting them to notice the difference
between their version and the corrected one. These corrected versions

can be used to make a wall display.
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4.1

Planning lessons
and lesson sequences

Planning a lesson

When you are planning a lesson, ask these two basic questions:

What am I going to teach?
How am [ going to teach it?

What am | going to teach: writing a planning outline

You have seen several examples of lesson plans now, together with
comments on each stage. The basic framework of the lessons in this
book will make a good basis for planning your own lessons. For all
lessons it is useful to begin your planning outline with your aims
(what you want to achieve in the lesson) and your target language/
skills (the language or skills you are going to teach).

On page 135 is the planning outline with notes that the teacher might
have prepared for ‘Asking for directions’ in Unit 2.1.

How am | going to teach: procedure

The second part of your plan is called the procedure. This is

where you list the stages of your lesson and say what you will do
In each stage.

For language lessons the stages will be made up of these stages:

lead-in (engage attention and create a context)
introduce the language

language focus

check comprehension
practise the language
use the language

feedback

consolidation.

As we have seen, these can be arranged in different ways to give either
a PPP lesson or a Test—teach—test lesson.

For skills lessons, these will be the stages:

Before:  Lead-in
Language focus
During:  Task or tasks

After:  Language focus
Transfer



——}

Include the level and name of
your class here

*

Define the main aim here. This
IS defined in terms of what you
want 1o achieve in the lesson
and what you want your learners
to be able to do, for example: by
the end of the lesson, learners
will be able to ask for and give
simpie directions

ﬁ

Specify the new language or
skills you are going to teach. It
helps to list the target language

h—*
Try to think about any problems

or difficulties that learners may
have ...

e —————————————

... and try to be prepared with a
possible solution

__—_’

Keep within the time limits of
the lesson

Planning lessons and lesson sequences

Class
Class 1 Elementary

Aims

To introduce and practise language giving

directions

To revise vocabulary for town places

» To revise Where and How questions

. To revise prepositions of place

- To introduce imperatives and
vocabulary for giving directions

Personal aim
Less TTT and more STT!

Target language/skills
HowdoIgetto...

Turn left /right at the ...
Take the ... on the left/right

Go straight on

Assumed knowledge
present simple, present continuous, going

to, yes/no and Wh- questions

Town places
Opposite, next to

Anticipated problems
Learners may have forgotten vocabulary

for town places

Solution
Use flashcards to revise places

Materials

Flashcards
Taped dialogue + transcript
Board (substitution table)

Information gap cards

Time guide
50 minutes

Figure 4.1 Planning outline for alesson

*—————

Your main aim can be broken
into secondary or subsidiary
aims

W

You can also have a perscnal
aim. This is something you want
to improve about your teaching,
for example: less TTT (teacher

talking time)

w
Write here language that you

expect them to know already

e ——————————————————

List all the materials that you
will use during the lesson
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As you begin teaching it will help you to make detailed procedural
plans. As you get more experienced you will be able to simplify and
shorten this process, but at the beginning it will help you tocus and
think out exactly what you need to do. Details to include are:

# name of stage
aims for each stage

& Interaction”

#

=

%

procedure (what you will do in each stage)
materials you will need
timing for each stage.

For more on interaction, see ‘Classroom interaction’ page 146.

You can experiment with different ways of laying this information
out, until you find one that seems clearest to you. Here is an example
of how the teacher might write a procedure for the first few stages of
the lesson on ‘Asking for directions’

Stage Aim Interaction Procedure Materials Timing
I Lead-in 1 To get the students T-Ss Show flashcard of lost Flashcard 2 minutes
interested and tourist
predicting the content Get students to discuss
of the dialogue situation and predict
2 To create a context what is going to happen B
2 Introduce the language To set up a situation T-Ss Play taped dialogue Cassette 10 minutes
to introduce the new with focus question to tape and
language meaningfully establish situation. Play recorder
In context again with task: students
trace route on map. Play Map
again with transcript 3
3 Check comprehension 1 To check how much T-Ss Ask comprehension Board 5 minutes
of the new language Ss—T questions
learners understood Draw map on the board
2 To explain meaning and go through the route
of new words
4 Language focus To explain form, T-Ss Put up board diagrams Board 5 minutes
meaning, and use of the directions
of new words Put new language up
with substitution table
5 Practise the language 1 To give students T-Ss Substitution drill with Flashcards 5 minutes
controlled practice in Flashcards
using the target language
6 Practise the language 2 To give students Ss—Ss Label desks with names Students 10 minutes
controlled practice in of places. One student labels
using the language s a tourist and asks the desks

Figure 4.3 Procedural lesson plan

way, the others direct
him/her. He/she follows
directions
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Planning lessons and lesson sequences

What makes a good plan?
When vou have written your plan, look at it critically.

Here is a list of questions you can ask yourself:

[s the aim realistic and appropriate for your students?

s the target language the right level? Is there the right amount?

Are the stages of the lesson in a logical order?

Have you predicted what might go wrong and developed a good plan

to deal with 1t?

Is your timing realistic?

Are your materials attractive and interesting

Are the activities varied, realistic, and appropriate to the level

of your learners?
Is there a balance of T-S and 5-5 interaction?

How to plan a sequence of lessons

Each lesson in your sequence must lead on from the one beforein a
series of small steps— just like the stagesin a lesson. There should be
+ balance of skills throughout your sequence and a variety of
Activities. The sequence should be well paced so that enough time 1s
given to activities, but not so that they are allowed to go on so long
that they become boring. Finally, there should be time allocated for

feedback, review, and remedial work.

What a sequence of lessons might look like
Here is an example of a scheme of work for an Intermediate level

class. A scheme of work outlines the content and main aims of each
lesson in a given period. It gives anidea of what the lesson will
contain and how it fits in and builds on other lessons. The teacher can

then write a more detailed lesson plan for each lesson.

This scheme of work is based on a course book unit on the topic
Eor the morning lessons, the teacher uses the course book asa

basis and adds 1n some related speaking activities and some extra
grammar exercises. In the afternoons, she does a series of integrated

skills activities (activities which combine a variety of the language

skills) using extra materials.
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Week 5: Coursebook Unit 5
Topic: crime

Grammar: revision: past tenses; new: past passives

Lexical area: crime vocabulary
Functions: reporting events, giving opinions
Skills focus: students read and listen to a variety of

news articles and interviews on crime and
practise writing and role playing their
own news items— leading up to making a
television news programme on the last day

MORNINGS AFTERNOONS
course book: language work supplementary material: skills work
Monday Starter: Alibi game Extract from radio news on burglaries
Unit 5: p. 25 Students role play interview using info
from broadcast

Grammar revision on past simple/past
continuous/past perfect

Tuesday Unit 5 p. 26 Give students selection of newspaper

headlines: in groups they write news

Role play: Solve the crime stories to go with them

Grammar: introduce past passives

Wednesday | Leave out Unit 5 p. 27 (too hard!) Jigsaw reading: Crimes that went wrong.
. Students interview each other to find out
Replace with: _
C1q : : stories
pyramid discussion: Crime and
punishment

(Grammar: past passives

Thursday Game: [t wasn't me officer! Eyewitness stories

Unit 5 p. 28; Ex. 9 adapt discussion so Students listen and then write up as article
students talk about their own countries)

Grammar:
mixed tenses;
active and passive

Friday Unit 5 p. 29 (review) Students use different newspaper articles

: . on crime to create a television news
Test on passives and mixed tenses
programime

Figure 4.3 Scheme of work
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Comments
Notice how

The language work and skills are organized under a single topic.

To adapt a course book to the needs of your class, you may need to
leave out, replace, or adapt some activities and add others. In the
scheme of work above, the teacher has omitted one section she feels
‘o be unsuitable for her students’ level and replaced it with another
activity (Wednesday morning); and has adapted another activity to
give it a more personal focus for her particular students (Thursday

morning).
The skills work in the afternoons uses and extends vocabulary and

grammatical structures taught in the morning.
All the afternoon activities are preparation for the final task of the

week (making their own news programme).

Activities are varied. For example, there are different types of
speaking tasks (games, role play, discussion, and interview).

There is a balance of skills (listening, reading, speaking, and writing).
The week ends with a review and a short test, which will give the
teacher feedback on whether the class have mastered the language or
whether they will need review and further practice.

If you have access to different course books, skills books, grammar
workbooks, and teachers’ resource books, you can use these as
sources of supplementary activities for a scheme of work like the one
bove. For a list of recommended books, please see Further reading.
I you have access to radio, television, internet, or newspapers in
English, these authentic materials are also a good source of
supplementary reading and listening texts, especially if you have a
higher level group. At lower levels, you will have to be careful about
the level of the language in the authentic material you find and be
sure it is not so difficult that it will discourage your students. If you
do not have access to extra published or authentic materials, you can
use or adapt ideas like the ones In this book and the other books in

this series to create your own ‘home-made’ materials.
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4 . 2 Review, assessment, and

remedial work

In the lessons we have looked at in this book there has been a

‘production—feedback—error correction’ cycle within each lesson. It1s

important to build this cycle into a sequence ot lessons too.

Review

Begin a lesson with a quick review of what the students learnt in the
last lesson. Try to make the review an enjoyable activity. Here are
some 1deas:

Do a short oral practice activity (T-S or §-5).

Play a game: ‘Find someone who ... " is an enjoyable game that can be
adapted to practise a range of structures, for example: ' How many ...
have you got?’ Before starting the game, it is a good idea to elicit the
first couple of questions that the students will need.

Find someone who: Write the name

has got three brothers

has got two aunts

has got one sister

has got four uncles

Unscrambling: give learners jumbled sentences to sort out, for
example,‘is your name What?’ For higher level classes, you could
give the students a short text with the sentences in muddled order.
Matching: learners have cards with either a question or an answer on
it, and they have to go round the class to find the person who has the
right answer/question.

Competition: put learners in groups to see how many words they can
remember from the vocabulary in the previous lesson.

You can also begin a week with a review of the previous week’s work,
to refresh learners’ minds after the weekend.

Assessment

Assessment is a complex area. This is a brief introduction to give you

an overview of different types of test and their uses, together with a
few examples of test formats.
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Reasons for testing

You can assess students’ performance for different reasons:

s To find out their level and put them in an appropriate class with
students of a similar level at the beginning of their course. This 1s
called a placement test.

s To find out how well a student can use the language. These tests are
often national or international exams with the award of a certificate if
students pass. These exams are called proficiency tests.

To find out what gaps there are in a student’s knowledge of the
language so that you can tailor your teaching to address their needs.

This is called a diagnostic test.
& (Atthe end of a course) To see how much the students have retained.

This is called an achievement test.
® (During a course) To check on how well students have mastered what

you have taught them and identify what the main problems are in
order to plan remedial work if necessary. These are called progress

tests. This is probably the type of test you will be using most often.
You will probably plan them in on your scheme of work, weekly,

fortnightly, or monthly.

You can also check students’ progress informally by monitoring their
performance during tasks, marking their written work, and checking

their answers to reading and listening tasks.

U\

well, I was born in Japan
nd moved to Italy when I was
three, where I've been

ever since. Now, L.

Assessing for placement of students

141



142

Review, assessment, and remedial work

Types of test

You can use tests like gap fill, multiple choice, and true/talse
questions to test learners’ accuracy. These can be used to test
grammar items, pronunciation, vocabulary items, and
comprehension in receptive skills (listening and reading). Tests like
this, that only test one thing at a time, are called discrete 1tem tests.
They are objective, meaning they do not depend on someone’s
judgement, because there is only one right answer. You can grade
them easily with a number or a percentage.

However the productive skills (speaking and writing) cannot be
tested by objective discrete item tests, because they are about
meaningful communication. Speaking is best tested by in interview, a
role play, or other speaking tasks such as ‘describe a picture’
performed with the teacher or in pairs. The teacher (or an examiner)
can then grade the students’ performance. Writing is best tested by a
writing task such as writing a story about a sequence of pictures,
writing an opinion essay, or writing a reply to a letter/email. These
tests are called integrative tests because they test a number of things
at the same time: vocabulary, collocation, and many grammar points,
as well as pronunciation and fluency in the case of speaking tasks.
They are more subjective than the discrete itemn tests: the examiner’s

judgement is needed to decide whether a student’s performance 1s
e0od or bad.

Establishing grading criteria

You can establish criteria to make grading less subjective by trying to
define exactly what each grade means in terms of what the learner
can do with the language. Overleaf is an example of ‘Can do’
statements used as grading criteria, from the Council of Europe’s
Common European Framework CEF assessment criteria.

What makes a good test?

The tests you give should be valid and reliable. ‘Valid’ means that the
test should test only what it claims to measure:

1 Discrete item tests should test only language that the learners have
learnt in the course. If you have taught learners the simple past but
not the other past tenses for example, it is not a valid test to include
items which test the past continuous or the present perfect.

2 Youshould test in a similar way to the way you teach. If you have

been teaching communicatively then your test should include
activities and tasks where the learners have to use language

communicatively, for example, taking part in a role play or
conversation.
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Proficient
user

C2

Can easily understand virtually everything heard or read.
Can summarize information from different sources, reconstructing

arguments.
Can express him/herself spontaneously, very fluently and precisely, using
finer shades of meaning even in more complex situations.

Cl

Can understand a wide range of difficult, longer texts.
Can express him/herself fluently and spontaneously without much

searching for expressions.
Can use language flexibly and effectively for social, academic, and

professional purposes.
Can produce clear, well-structured, detailed text on complex subjects.

Independent
user

B2

Can understand the main ideas of complex text, including technical

discussions in his/her field.
Can interact with native speakers without major difficulties.

Can produce clear, detailed texton a wide range of subjects.

Bl

Can understand the main points of familiar matters in different topics such

as work, school, leisure, etc.
Can deal with most situations while travelling.
Can produce simple connected text on familiar topics.

Basic user

Can understand basic sentences and frequently used expressions
Can communicate with simplicity on familiar topics.
Can describe his/her background.

Al

Can understand and use familiar everyday expressions and very basic

phrases.
Can introduce him/herselt nd others and can ask about personal details,

<uch as where he/she lives, people he/she knows, and things he/she has.

—

Figure 4.4 CEF assessment critertd

In general, the tests you give your students should be a combination

of discrete item tests, which test language knowledge and
understanding, and integrative tests, which test ability to

communicate.

‘Reliable’ means that the test should give results you can trust. T his
means that instructions <hould be clear and easy to understand, there
should be no mistakes in the presentation of the test, and that the

conditions should be the same for all candidates.

Planning remedial work

Students have a lot to remember when they are learning a language,
.nd cannot always use or remember what they have been taught. If
<tudents are making lots of mistakes with something you have taught
them, you will need to give them remedial work, where you re-teach
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the target language in a new way, and give the students practice
exercises and activities or self study materials.

You are most likely to integrate remedial work on the basis of
progress test performance. If you find that there are errors that the
whole class, or most of the class, are making, it makes sense to take a
lesson or part of a lesson to re-teach and explain the structure and
give the class activities and exercises to help them.

When marking tests, you may also find errors that only one or onlya
couple of students are making. In this case you may like to give an
individual exercise to the student(s) involved, or refer them to

activities in self study grammar practice books such as Oxford
Practice Grammar.

You will also find instances when it is appropriate to give individuals
immediate feedback on their writing— again, referring them to self
study grammar practice books—or after a speaking activity. There

are several ways you can deal with errors that you hear in a speaking

activity, and these are dealt with under ‘error correction’ in the next
section (page 151).

When you are planning your scheme of work it makes sense to allow
time for whole class remedial work.
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Classroom management

In this section we will look at:

classroom layout

classroom interaction

roles of the teacher

classroom language

error correction and feedback
dealing with diversity.

Classroom layout

Depending on what activities you are doing, you will need to arrange
the objects in your classroom —the desks, chairs, and other items.

Here are some questions you can ask yourself as you set up the
classroom:

Can everyone see me?¢
Can everyone see the board?
Can the learners talk to each other?

Can they hear the tape recorder?
Here are some options for arranging the desks:

OPHG b i

{7 O

] — rows

2 — half-circle 3 — joined desks
(also called ‘horseshoe’)

Figure 4.5 Options for desk arranging

1 Rows
[f this is your classroom layout,

pair work by getting learners to
or by getting pairs to turn their chairs so they

behind them.

vou can easily organize group and
work with the person next to them,
work with the pair

2 Half-circle (‘horseshoe’)

This is a common layout in private language schools or state
tertiary institutions with smaller classes. The teacher is the focus of
attention but the learners can also interact with each other across
the half-circle. It provides space for the learners to meet in the
middle to act out adramaor role plav for the rest of the class. [talso

means that the learners can see and have easv access to the board.
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3 Joined desks

This is a good layout for classes that do a lot of project work or
group work. It gives them lots of space for materials and for groups
of 4-6 learners to work together. It allows the teacher to spend time
with each group and for the learners to interact with the teacher. Itis
less teacher-focused than the other two patterns.

Other options are for the desks to be moved to the side of the class to
provide space for activities such as mingling activities (like ‘Find
someone who ... ) or action activities (like ‘Listen and do’).

Classroom interaction

Let’'s now look at possible patterns of interaction in the classroom.

Teacher to students (T—Ss)

This interaction pattern is common at the beginning of class or an
activity, when the teacher is eliciting, explaining, or giving
instructions. Be careful, as this interaction pattern involves a lot of
TTT (teacher talking time), and you need to make sure that there 1s
lots of time for STT (student talking time).

Teacher to students (T—Ss) and student(s) to teacher (Ss—T)
Sometimes it is appropriate for learners to interact with the teacher
either individually or as a whole class in a ‘question and answer’ activity
or in a drill. Asking students to respond individually gives

you the chance to see how individual learners are doing but some

may find it threatening to be ‘put on the spot’ (asked to talk without
any warning).

Half class to half class (Ss—Ss)
In some practice or review activities you can divide the class in half and
the two half-class groups interact with each other in dialogue practice,

a team game, or a guessing game. These activities give everyone the
chance to contribute and they can be a lot of fun.

Student to class (S—Ss)

After the class has been working in groups, one learner from each

group can report back’ to the rest of the class. This is a valuable

Interaction, as it brings the class together again after group work and
rounds the activity off.
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Student to student (open pairs) (S—S)

Sometimes you will have one student interact with another, with the
rest of the class listening. This allows you to listen in and give
mmediate feedback, and is useful when you are checking learner

comprehension.

Student to student (S—S)
In many activities the learners work together in pairs or small groups,

and in some activities they walk around the class talking to other
learners at random, in a ‘mingling’ activity. This student-to-student
interaction pattern is the most valuable for giving learners speaking
practice. It are also valuable for you, as it gives you the opportunity to
listen to your learners and get feedback on how well they understand

and are able to use the language you have taught them.

ork can be frustrating for some learners who believe
from a native speaker, and that speaking
rners whose first language 1s not
help if you explain how much more

Pair and group w
that the best way to learn s
1o other non-native speakers (lea
English) is a waste of time. It can
speaking practice they are getting In pairs or groups than in T-§

: teraction, and if you monitor very carefully and provide feedback
that helps the learners to correct their mistakes. It also helps if you
move the learners around so that no one is ‘stuck’ with someonc for

very long.

One way of making sure learners talk to a variety of other learners 1s
by using mingling activities. These have the added benefitof giving
the learners the choice of who to talk to and for how long, which 1s
more like communication in the real world outside the classroom.
Mingling activities also give learners the opportunity to develop
interactive skills in English ( starting an hteraction, developing the

conversation, and finishing the interaction).

Individual work (S)
I earners do not have to ‘nteract with each other all the time: a hittle

mental space can be welcome in a busy lesson! Learners may work
individually on writing activities or they may need individual

planning time before a speaking activity.

ant to consider which interaction patterns

[n any lesson it is iImport
[t is also important to vary

best fit your aim for that activity.

interaction patterns to maintain pace and interest
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Roles of the teacher

In the classroom you will play two main roles: information giver and
facilitator. Within these two categories there are several sub-
categories, for example:

Teacher as information giver

Explainer

You will have to explain various things to your class such as how to
play a game or do a grammar exercise. You may also have to explain
grammar, or the meaning of words that the students do not know.
Particularly with lower levels you will often use mime, action,
pictures, tables, and diagrams.

Demonstrator

You will have to demonstrate some things to the class through
actions— for example, by miming ‘jump’ to show them what
the word means or by showing through your own actions how
a game is played.

Organizer and instruction giver
You will have to give instructions to the class such as, Now get 1110
groups of four or Turn to page 24.

Controller

Depending on the group, you may have to restore order from time to
time, for example by reminding the class to speak English, asking
them to speak more quietly, or preventing more dominant Jearners
from interrupting others.

Route planner

In this role you may give your students a sense of direction by
outlining what you will cover in the course or in a lesson.

Teacher as facilitator
Guide

Instead of explaining and giving information you can elicit
information from your learners, remodelling where necessary, s that

they formulate their own explanations of grammar or vocabulary
1tems.

Monitor

In this role you will be listening to your students when they are

speaking to each other in pairs or groups, noting errors to discuss
with them later,
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Support system
Again when students are working by themselves or in groups, your

role is to circulate to give help and provide language when asked.

Feedback giver
In this role you give students feedback on their performance by

correcting their errors — or better encouraging them to identify and
correct their own errors if they can.

Counsellor
In this role you will give students advice and support on things they

can do to help themselves learn, for example, on ways of learning

vocabulary at home.

Classroom language

Giving instructions

It is important to be very clear about how you want the students to
work and to give your instructions clearly and simply:

Break your instructions down: ‘one step, one sentence’ is a good rule.
Wait for the students to carry out that step before going on to the

next one.

Demonstrate what to do: actions are often clearer than words.

So, for example, if you say the following, your learners are likely to

feel very confused:

Now [ want you to get into threes and fours, take the pack of ca rds I give

you and deal them out 1o everyone One student begins by selecting a
g a question, for example: Do you like ice cream or

picture card and askin
e player with the matching card puts it down and

Do you play tennis? Th
answers the question.

They will find 1t ruch easier to understand if you break the

instructions down like this:

T Now get into groups: you four work together, you four work
tocether ... (waits for the students to get into groups, checks

they are all settled).
’m going to give you a pack of cards (gives them out).

Everyone gotd pack of cards? OK, deal thent out like this
(demonstrates and waits for the class to follow).

Have you all done that? Good. Now watch me (goes over to one
group and takes one player’s hand of cards).
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Player 1 takes a card. Any card (takes a card) and puts it on the
table (puts card on the table).

Then ask a question ... This card (shows them the card) 154
picture of ice cream. So ... What can I say?

ss: Do you like ice cream? Do you want ice cream? Do you eat ice
cream? Can you buy me an ice creams

r:  Yes! All of those questions are OK. For example (puts card
on table), Do you like ice cream? Now who has the matching
car— who has ice cream t00?

s:  Me!
t:  OK. Put your ice cream on the table (mimes) ... (waits for the
student to do this)

Now answer my question: Do you like ice creams?

S: Yes I do!

T:  Then itis Player 2’s turn (points to the next student).
You try, Ana.

ANA: (taking picture of tennis racquet) Ah ... Do you play tennise
s:  with matching picture: No, I don’t. I would like to learn ...

T:  Great! OK everybody? Any problems? Do you all know how to
play? All right,— begin!

At the beginning you will need to think out carefully how you are

going to give instructions but this will become easier and more
automatic as you go on,

Giving feedback

The teacher’s role while group and pair activities are taking place isto
monitor, i.e. pay careful attention to how the activity is going. This
includes making sure that all the learners know what to do and are
actively participating, and also making a note on how successfully the

learners are communicating. This then informs the feedback that the
teacher gives the learners.

Feedback can simply take the form of saying ‘Well done’ It 1s

important to give positive feedback as this boosts the learners’
confidence and motivates them for future activities.
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Error correction

Feedback can also take the form of correction, which can be done in
several ways. It is sometimes best to correct students immediately (as
soon as they make the mistake) and sometimes best to wait until after

they have finished speaking.

Self-correction
Self-correction is when the learner corrects their own mistake.

Immediate self-correction
As soon as you hear a mistake, you can bring the mistake to the

learner’s attention. For example, if the learner says I go shopping
yesterday you can encourage the learner to self-correct by saying, /
[pause] shopping yesterday, or I go shopping?, or by asking, What 1s the
past of ‘go’?. Another option is to use finger correction as in the

example lesson in 2.1 (see page 15).

The advantage of immediate self-correction is that the learner is
nade aware of the mistake and has a chance to us¢ the correct version
in practice. However, correcting immediately means that the flow of
communication is interrupted while the error is attended to. It can be
time-consuming and the learner might not be able to find the
nswer— which might mean that the learner loses self-confidence or
feels embarrassed. However, many students don’t mind immediate
self-correction, and it should be used sometimes, as it helps the
learner think about the language and develop a more autonomous

and active approach to their learning.

mmediate self-correctionina whole-class T—S

You will probably use'
ound monitoring learners as they are writing,

activity or when going r

Self-correction after the activity
[n pair and group work it is best not to interrupt the learners to

correct them, as this will interfere with fluency. Instead, you will need
to give feedback on errors after the activity. There are many options
for doing this as we have scen in the sample lessons. With written
activities you can usca correction code (see page 121) or rewrite the
text so the learner can compdre their version with the correct one

(see Sample lesson 16).

with either speaking or writing activities you can write up errors

nvmously on the board and ask learners to correct them (sec

anony
Section 2.1, and Stage 8 of Sample lesson 5). As a variation, vou could

also mix in correct sentences with the errors and ask the class to

identify the correct sentences.
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Peer correction

Peer correction is when a student’s mistake is corrected by their
peers: the other students. Any immediate peer correction will happen
spontaneously, while the learners are working together, and you have
no control over this. You can, however, set up peer correction for after
the activity has finished. One way of doing this is to record learners’
errors on slips of paper as you monitor their speaking, and get
learners to work in pairs on correcting the errors one slip at a time
(see Stages 3 and 6 in Sample lesson 14, pages 114-15). You can do
this as a mingling activity, where each student is given a small card
with a sentence on it containing one error, and has to ask three
different people what they think the error is. Both of these activities
will end with the learners writing up the incorrect phrase and

correction on the board and discussing it with the class, under your
supervision.

One of the most important judgements a teacher has to make is how
far the learners and class as a whole have understood and developed
the ability to say or do something. Monitoring provides the teacher
with data for this judgement. The teacher needs to keep a range of
questions in mind. For example, if the lesson has focused on making
and responding to invitations, can the learners perform these
functions? What sort of mistakes do they make? Are they struggling
to use the language fluently enough? Are they pronouncing the
phrases accurately enough to be understood? Depending on the
answers to these questions, the teacher needs to decide whether the
learners need more practice, and if so when. This affects their overall
planning, as the next lesson or lessons might need to be rethought to
provide more time to get the learners to the point where they can use
the language. This process of monitoring, judging, and planning

according to the learners’ performance is important for the learners’
overall progress.

Dealing with diversity

This book ends where it began — with people: their different needs
and wants, different levels and abilities, and different personalities
and learning styles— and suggests some practical ways of dealing
with these diverse demands. It may feel like an impossible task to try
to satisty all the individual needs of your students, and you are right!
But there are some practical things you can do to make sure that
there is something for everyone in each of your lessons.
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Different needs, levels, and abilities

As we saw at the beginning of this book, your students will have
different needs and abilities: some may need more speaking practice,
others may need more focus on grammatical accuracy. And even
when students are put into classes according to level, there will be a
range of levels and abilities within any class. There are three things

you can do about this:

The first is to make sure you provide a range of activities and a
balance of skills. For example, make sure there 1s both fluency

practice for the hesitant speakers and grammar exercises for the
fluent but inaccurate students.

The second involves making learners aware of their needs and
- ndividual differences. Let them know you are aware of this too and

that you will be doing your best to provide a course that has
‘something for everyone. A good way of doing this 1s t0 give your class
learners to say why they are learning

a questionnaire which asks
English and what they wantto be able to do in English. Ask them to
them and which areas they need to

list what they feel is important for
practise most. GO round helping them and looking at their answers
so that you get a feel for what they need, and then ask them to discuss

their answers with a partner and then in a group of four. Each group
of four can then report back to the class. There may be two different
outcomes to this. One is that you find that your class all want roughly
the same thing — to be able to speak fluently for example or to be
able to read newspapers—1n which case this will help you organize
your teaching to ceflect their needs. The other (more likely!) outcome
is that you find that students want very different things out of the
course, in which case you can let them know that you will teach a
balanced course with ‘something for everyone. In this way students
will become aware that thereare different needs in the class and that

they must balance thetr needs with those of other students.

can do is to provide some opportunities for
here learners can choose their own tasks.

You may be working ina <chool which has a self-access centre where
<tudents can go and choose from a range of material to work on by
themselves—but you call also build up a mini self-access centre in
your own classroom, with activities for ‘early finishers’ to work on
quietly while they wait for the rest of the class to complete an activity.

This could include grammar exercises, questions from a quiz, or
vocabulary from recent lessons.
Different learning styles: balance and variety

As we saw in the introduction, people learn in different ways. You
cannot, of course, offer a range of choices for every activity to suit

A third thing you
autonomous learning w
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different learning styles! But you can provide a range of different
activities in your teaching to appeal to a range of different learning
styles. For example:

Make sure some of your activities appeal to visual learners (reading,
writing, pictures, diagrams), some to auditory learners (songs,
listening, repeating, speaking), and some to kinaesthetic learners
(drama, movement, card games, mingling activities).

s Make sure you have a balance of noisy social activities and quiet
reflective ones to appeal to interpersonal and intrapersonal learners
(extroverts and introverts).

Make sure you have some analytic activities (such as grammar
explanations and gap fills) balanced with some activities which help
learners absorb new language (such as read and retell, listen and
discuss, role play, drama, information gap activities, and games
which involve repetition of language patterns).

m Make sure you have some logical exercises, such as puzzles and games,
balanced with some more creative tasks, such as poetry writing and
drama.

8 Make sure you have some closed tasks with a definite end, such as gap
fill and completing a task, balanced with more open ended tasks with
no fixed outcome such as role play, drama, and creative writing.

@ Make sure there is a balance of factual subject matter (topics,

descriptions, argument, and opinion) with more personal topics
(topics dealing with emotions and feelings).

And 1f sometimes you can offer a choice, for example,

Do this gap fill exercise on the past continuous
OR

Imagine you were waiting at a bus stop when a spaceship landed in the

street. Write a story describing what was happening before ... and what
happened when it landed.

... you will have some happy students!

In two teams, run to the board
to match the sentences with the pictures...
cuntil the music stops!
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Different personalities
Your students will also have very different personalities. Depending

on the mix of personalities this may produce harmony—or conflict!
You may think that this does not have much to do with learning and
that it is your job to teach, not make sure they all get on with each
other! But in fact research has shown thata cohesive class, where
students get on well and enjoy being part of a group, can enhance
learning. A cohesive group 1s also much easier and more pleasant to
teach — a much nicer place to be! Soitisin everyone’s interest to try
to promote a supportive and enjoyable group atmosphere. Here are a

few simple ideas for promotinga good group feeling:

Have fun! A group that laughs together will be a good group. Tell
jokes, bring in funny stories — listen to their jokes ...

Keep the seating arrangements flexible: find ways of getting people to
change places and work with different partners or different groups.
This means that cliques won't develop and it also means that your

students language will develop mor€: if they always work with the
same partner they may get Lestricted to the same limited language.

Get students to exchange personal information so that they get to

know each other well. Think how you can personalize grammar
exercises: for example, to practise the present perfect you can usc an

activity which - volves students telling each other about their own
d to practise the future continuous each student

life experiences, an
ner will be doing in ten years' time.

could predict what their part

Get the class to create group ‘products’: tasks like writing a story
together, producing a class magazine, or puttingona short play
together will help a class to ~vake friends and will give them a
tremendous s€nse of achievement, which 1s very motivating.

ositive. It is worth starting the week or the

Keep the atmosphere p
le short activity that is aimed at making

lesson with a very smp
people feel good. For example:

Think of something nice that happened this morning— it can be as
or the smell of newly cut grass.

simple as seeing a bu tterfly
Close your eyes an d imagine you are i avery beautiful place ... now

describe it to your partner.
Make a medal for another
special quali ties they have.
[magine you have a presernt.
might be and mine giving it.

student in the class, awarding it for the

for your partner: imagine what the present

We hope that you have enjoved this book and have found it useful.
We have taught English now in many countries and many different

[
{J]
!
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situations, and wherever we have been in the world have always
found it to be a challenging, exciting, and invigorating job. We hope
that wherever you are teaching now, and wherever you may go, you
will enjoy the rich experience of teaching and the fun, laughter, and
joy of the teaching-learning relationship as much as we do.



Appendices

Lesson materials

Sample lesson 10

Story outline  Man went surfing.
He was quite far from the beach.

He saw a dark triangle shape on the surface of the sea.

He realized it was a shark.
He panicked and started swimming towards the beach.

He saw more black shapes in the water.
His mind went blank: terrified.

The shapes got closer.
He tried to get on his board.
The shapes formed a circle round the board.

He thought he was going to die.

He fell off the board.
Underwater he saw lots of shapes.
He looked closer and realized they were dolphins.

They surrounded him and led him to the shore.
They had saved him from the shark.

I read this story in the paper the other day—it happened in New
Zealand, I think. A man was surfing and he was getting worried
because he was quite far out from the land. Anyway, he was surfing
when he suddenly saw this triangular black fin coming straight
towards him—right at him! Well, he panicked—the fin was huge
and coming straight for him—and he knew sharks sometimes

attack surfers—it’s because they can see the shape of the surfboard
and think it’s a seal. Anyway, he saw the shark in the water—he was
terrified; sick with panic—and started swimming for the shore. Then
he saw some dark shapes in the water—he wondered—was it more
sharks? He didn’t know what to do; his mind went blank; he was
paralysed with fear. The shapes got closer and closer. He tried to get
on his surfboard... the shapes got closer and formed a circle round
the board. The surfer fell off the board into the water, and the shapes
came closer and he thought he was going to die ... then he realized it
was a group of dolphins. He was contused and wondered what was
going to happen—would the shark chase them instcad? Then the
dolphins surrounded him—he was in the middle~—they surrounded
him so the shark couldn’t get him and they swam to the shore—they
pulled him along with them. At first he was puzzled—he didn’t know
what was happening—then he was amazed: he couldn’t believe
it—they led him to shore—he reached the land—the dolphins had

saved him from the shark.

Expanded version

—
L
~J
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Sample lesson 12

Identical twins often have astonishing stories. One pair of identical
twin boys, born in Ohio, USA, were separated at birth and adopted
by different families. Neither of the boys knew about his twin, but
there were some amazing coincidences. To begin with, neither famuly
knew the other, but both families called the boys James. At school the
boys liked the same subjects and both of them were good at drawing
and woodwork. The boys did various jobs but at one point both of
the boys wanted to be policemen. Both of them married women
called Linda and both of them had sons, one called James Alan and
one called James Allan. They were married for several years but in
the end both brothers divorced their wives and married again. Here
another extraordinary coincidence happened: both new wives were
called Betty. The final coincidence in this astonishing story: both
men owned dogs—and both dogs were called Toy. For many years,
the brothers lived different lives, neither of them knowing about

the other, until forty years after the separation the brothers were
reunited.

Sample lesson 13

Westport is growing fast—too fast some say! The list of problems
5 growing every day. Most of us live in the suburbs and work in

the centre. There is no good rail service so traffic jams are a daily
provlem for us. Our roads are too crowded and there are far too
many accidents. Our services are just not good enough. Our hospita
5 oo emall. Our schools are overcrowded. There are not enough
policemen. Our city centre has had to grow too quickly and is a jumble
of badly built office blocks and apartments. Ask people what they
think of Westport. Nine times out of ten you get the same replies,
1t's boring!’, ‘It’s uglyl’, “There's nothing to do!’ We all know what this
means: unemployment and crime is a growing problemdparticularly
among young people. But we have a hard question for the City
Council: the increase in population means an increase in the money

the council gets from taxes. How is the money going to be spent?
Come to the public meeting and have your say!

Which do you think is most important?

A new hospital

A leisure and sports centre
Petter roads

An arts centre
A better railway: more trains Redeveloping the city centre

New schools Job creation for young PSOF"@
More police
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Sample lesson 14

Role play cards 1 CASHIER
You saw the three robbers come into the bank at about 3pm. It hap-

pened so quickly you can’t remember a lot, but one robber was very
tall and one was short. They all wore blue uniform and stockings over
their heads and carried guns. You sounded the alarm as soon as they

left. You think they took about £200,000 in cash.

2  CUSTOMER
You were in the bank when the three men rushed in. It was about

3pm. They wore blue uniform and stockings over their heads and

carried guns. Everyone was screaming. The man nearest you had a
tattoo on his arm. He was very tall.You don’t remember much about

the others.

3  PASSENGER AT BUS STOP
You were waiting at the bus stop near the bank when a white van

pulled up and three men in uniform gotout. They carried briefcases.
You thought they were security guards. The driver of the car waited
for them outside the bank. He had dark hair and a big nose. You
didn’t see them come out again because your bus came. It was a bit

before 3 o’clock.

4 PASSER-BY
You were passing the bank when three uniformed men rushed out

and jumped into a white van. There was another man inside the van.
You thought they were security guards but then, as they drove off you
heard people screaming inside the bank, so you quickly looked at the

number plate of the van. It was ZPD 5023H"

5 GREEN STREET RESIDENT 1
A white van parked in your street around 3.30. It’s a very quict street

and it’s not near shops, so Strangers don’t usually park there. You were
annoyed as they parked in your parking space. Three or four men got
out. One was tall with a beard, one was short with glasses. You went
out to ask them to move but you were very surprised to see them

getting into a green car and driving off again.

6 GREEN STREET RESIDENT 2
You were coming back from work and listening to the radio news

1t mentioned a bank robbery. The thieves had been
1o a white van. You parked and got out of the car and
[n front of vou was a white van number
phoned the police im mediately.

in your car.

seen getting
couldn’t believe your eyes.

7PD 5023H. You went in and
This was about 4 pm.
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Police report

Role play cards

Lesson materiais

MOTORIST

You were driving along the motorway, about 4 o’clock, in the fast
lane when a green car overtook you on the inside and swerved in
front of you, going very fast. You took the number (W1789 XNV)
because they nearly made you have an accident. They turned off on
the airport road and you stopped at the next service station, about 15
minutes later and phoned the police to complain about the driver.

AIR PASSENGER

You were trying to park your car at the airport but a green car drove
in tront of you and took your parking space. You were very annoyed.
Four men got out and started to run towards the terminal. One had
long hair and a ponytail. You thought they were late for their flight,
but later you saw them in the terminal queuing for a flight to Spain.

Four masked robbers entered the High Street branch of AZQ Bank at
around 4pm today. They held up cashiers and customers at gunpoint
and escaped with over £100,000 in cash. They were seen getting out
of a red van (registration number ZPG 5823H) outside the bank. A
witness has said that he hadn’t noticed anything unusual: “They were
wearing black uniforms. I thought they were security guard’s. The
men were seen getting into a white car (registration number W178
LNP) atabout 5 o’clock. They were last seen on a quiet country road
travelling in the direction of the south coast.

Sample lesson 15
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s

Hlapps Birthday Congratulations on
Vour mum old me | Passing vour exam!
\ wanted Students are always
i short of money so

[ hope this will be

Happy Christmpas
Not Very original—
SOrry—buyt | hope

vou reall
these. } 1{.1‘“‘ }'ULI

: \
cnoy thent

[ ove from usetul at umversity. they]
< * | * e
Uacle Tom Love Uncle Peter W yllkeep your feet
arm when you're
Sknng!
Dear Ally, (JongraFulatlons! | Yourloving aunt
We'll miss you but we | Joan

| hope yo u'll be very

hope you'll be happy
in the new job. This 18

from everyone in the |
office to remember .

happy in Your new
L—ﬂ-——-._—--— g v ’ - _\
home—nhere 18 3

littie housewarming

prescnt‘.

Best wishes us by.
Sue Anya, Amy, and
Tammy
Dear All,
Dear Auntie joan, Thank you so much Dear Uncle Peter
Thank you very much for the beautiful book. Thank you for the
for the red cocks. They | [ know I will enjoy mODé:y! What a njce
Are nice and warm reading it. I'll really IS_ur prise! I have 3 long
1nd they'll make me¢ miss you too. It’s been IS'f_ ot books to get for
teel cheerful on dark great working with UNIVersity so it will e
winter mornings: you. Eer y useful!
Love from Keep in touch MOZG
Philip Love a
Katie
Dear Sue Dear Uncle Tom,
How niceofyou! — [ | Thankyouso much T —
What a lovely vase: for the rollerblades—
1t will look lovely on they are so cool! I’ve
the table 1n the IIVII]g fallen over 32 times
room. but Mum says I'll get
Wwith love and thanks better!
Love

Ally

Laura
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Story: notes

Story: full text

Lesson materials

Fill in the blanks. Then put the sentences in the right order.

oally
it be usetul.
you will be very in your new homel!
ere is a little housewarming present
_ove Uncle Jo
Uncle Jo
We enjoy using them!
50 much for the lovely coffee cups.
from Sally
Tim
I am enclosing some money to say ‘Well done!
on your exam!
| hope you use it to go out and have a good timel

from Auntie May

Dear

use it to go out and celebrate with my friends.
twas very kind of you to send it.

Thank you the money!
Love from

Sample lesson 16

otarted life as tree in forest—men came with saws and axes—was
cut down and sent down river to factory—was chopped up, carved,
painted—was taken to shop in city. Lay on a shelf next to cards and
writing paper. Child came in and bought me—child took me home,
held me in his hand, made something beautiful. Child now a man—
I'am old now—can’t work—TI still travel with him—he keeps me for

good luck. Child is now famous artist—remember day we drew his
first picture.

A long time ago [ started life as a tall tree growing in the middle of a
deep forest. One day men came with axes and saws. I was cut down
and sent floating down a wide river to a factory. There I was chopped
up, carved and painted, and then taken with hundreds of others to a
shop in a big city. I lay on a shelf for several months next to cards and
piles of writing paper. Then one day a child came in with his father.
He bought me and took me home. When we got to his room he held
me tightly in his hand and together we made something beautiful.
Now the child is a man and I am too old to work—but I still travel
everywhere with him. He says he keeps me with him for good luck.

That child is now a famous artist—and he and I remember that day
long ago when we drew his first picture.
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Glossary

_________ - pase

accuracy the production of spoken or written language which does 21
not contain errors.

achievement test a test based on the work learners have done during a course. 141

activity soimething learners do in order to promote learning, 12
¢.¢. a speaking activity or a reading comprehension activity.

affix letter(s) added to beginnings or ends of words to change the 46
meaning; e.g. unhappy, movement. See prefix, suffix.

aim what the teacher and learners plan to achieve. This can be 134
in a course or in a lesson.

assumed knowledge when planning a lesson, this is the language a teacher assumes 11
the students at this level will already know.

antonym a1 word that has the opposite meaning to another, e.g. quick 47
and slow.

auditory learning style learning best when using listening stimuli such as 5
spoken language, music, and sounds.

appropriacy the choosing of language which has the right level of 47,118
formality for the situation and the relationship between the
speakers.

authentic material/ ~ text taken from a real-life source e.g. a newspaper article, 96,139

authentic texts

or an extract from a TV programme, and used in class
without being simplified.

when students take responsibility for their own learning 153

autonomous learning
and can use strategies to learn independently outside class.

back reference use of a pronoun to refer back to something or someone already 117
mentioned, e.g. The girl was unhappy. She had been waiting
for almost half an hour.

choral drill teacher-led, repetitive, oral practice involving the whole class. 13

coherence the linking of parts of a text (e.g. paragraphs) so that the text 118
makes sense.

cohesion linking sentences and phrases to create connected text. 117

collocation the way 1n which words are used together, e.g. do + the washingup 18
(not *make + the washing up).

colloquial conversational, informal. 47

_concept question a question the teacher asks to check that students understand 21
the meaning of new language.

connected speech spoken language In which individual words sometimes linkup. 59
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consolidation an activity where students review and integrate the points taught 16
in a lesson or series of lessons. This is often a writing activity at the
end of a lesson.

consonant the letters of the English alphabet excluding vowels: b, ¢, d, f,etc. 30

context the background to and situation in which we hear, read, I1
or use language.

contraction the short form of verbs as used in informal writing,. 60
An apostrophe is used to represent the missing letter(s),

e.g. Where’s Harry? He’s gone to London—he’ll be back tomorrow.

controlled practice a form of practice which focuses on the target language and is 13
designed to provide maximum repetition with minimum error.

correction code a set of symbols and letters used by a teacher to mark the kinds 121
of error in a learner’s written work: ‘S’ for spelling error, etc.

diagnostic test a test intended to find out gaps a student’s knowledge. 141

dictation an activity in which a text is read out loud and the learners write 60
it down as accurately as possible.

discrete item test a test which tests understanding of specific language points, 142
e.g. when to use a and when to use the.

drill teacher-led, repetitive, oral practice to give students 13
pronunciation practice.

elicit asking learners to provide a response. The response could be 21
part of an exchange (Would you like to have lunch?—1I'd love to.),
provide information (What’s the capital of South Korea?—Seoul.),
and so on.

ELT English Language Teaching, /

error inaccurate form or use of language. 151

exponent the way a function is expressed, e.g. Would you like to...? 32
1s an exponent for making an offer.

extensive reading reflding a lqng text such as a short book or reader for pleasure, 96
with attention to overall meaning, Compare intensive reading.

extrinsic relating to external factors such as social pressure, Z
or institutional requirements (examinations and qualifications).

feedback response to what learners say and do. 14. 1 56
fluency producing spoken language without unnecessary pauses, 21
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focus on form clarifying how language structures are formed. 13

free practice practice activities where learners have more choice of 15
the language they use and the aim is to develop fluency; also
known as Production.

function what we do with language, e.g. apologize, explain. 32

gap fill an activity in which learners are asked to provide 21
individual words missing in a text.

genre-based writing teaching learners how to produce a particular text type, or 118
genre (e.g. a thank you letter, a business report, or an article),
by providing an example text and helping the learners to notice
the structure of the text and the language typical to the genre.

gist the general ideas of a text. 78

grading the order in which things are usually organised in syllabus, 22
from the simplest to the more complex.

group work a practice activity involving three or more learners. 146

idiom a group of words with a figurative meaning e.g. a mountain 46
of work means ‘a lot of work:

idiomatic idiomatic language uses :dioms and so cannot be interpreted 46
literally.

information gap activity a pair or group work activity where students have different 15
- formation which they must share in order to complete a task.

integrated skills describes classroom activities which combine a variety of 137
language skills.

intrinsic relating to internal factors such as wishes and desires. 4

integrative test an activity which tests many areas of language at once 142
(vocabulary, collocation, and grammar points, as well as
pronunciation and fluency in the case of speaking tasks).

intensive reading reading a short text with attention to detail. Compare 96
extensive reading.

interaction pattern the ways in which learners .nd teacher communicate with each 146
other, e.g. pairs, groups, whole class.

intonation the way a speaker’s vo1ce falls or rises to show meaning 60
and emotion.

input language read or heard by learners. 10

jazz chant 1 short thyme or chant with a strong beat, used to help learners 60

f connected speech.

get used to the contractions o
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kinaesthetic learning style

learning best when using movement.

5
lead-in (warm up) activity used at the beginning of a lesson to get the learners’ 11
attention, stimulate their interest and curiosity, and start them
thinking and speaking in English.
lexical item a piece of vocabulary; can be a word or a phrase. 45
lexical set a group of words that all relate to the same topic e.g. dress, hat, 46
and shirt are all members of the lexical set clothing.
lexis the words and phrases of a particular language. 46
linker a word which links ideas in a sentence, e.g. and, but, moreover. 94
mind map a diagram used to show ideas linked to a theme, with the theme 56
placed at the centre and the ideas around it.
mingling activities information gap activities where the whole class interact 114,146
informally.
minimal pair two words with one difference in sound, e.g. hit/ heat, road/ load, 58
hat/ hut.
monitor to listen to the students to check their use of the language. 40
narrative a description of a series of events. %
object in the sentence He was wearing a sweater, the noun phrase 19
a sweater 1s the object or direct object. The object usually
comes after the verb.
pair work an activity involving two learners practising a particular skill 34
or alanguage item.
peer correction one learner correcting another. Compare self-correction. 152
phoneme the individual sounds in a language are its phonemes. 58
phonetic script a system of symbols used in written text to represent phonemes. 58
phrasal verb a verb + adverb combination, e.g. 1 gotup early; Did you turn 45
off the heating?
placement test a test given to students at the beginning of ; course to determine 141
their language level ‘and which class is best for them. Compare
progress test and diagnostic test.
PPP itanc(;s for prese?tation—-practice——production: alesson model 16
vased on target language presented at the beginning of the lesson.
prefix an athx at the beginning of a word to change its meaning, 16
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presentation first focus on new language items, intended to clarify form 12
and function.

process writing dividing the writing activity into stages, each of which 118,120
practises a subskill.

production See free practice. 15

productive skills writing and speaking: the skills which involve language 72
production rather than internal response to language.

productive vocabulary vocabulary which a learner can produce when speaking 45
or writing.

Proficiency test a test which will show how good a student is at using or 141
understanding language.

progress test a test given during a course to see how far a learner’s language 141
ability has improved. Compare diagnostic test and
placement test.

pyramid discussion a discussion technique in which learners discuss questions 106
working in groups of first two, then four, then eight learners.

realia real objects such as packaging, magazines, objects, stamps, etc. 47

recast to correct a learner’s error by repeating it but with the 21
correct form.

receptive skills reading and listening: the skills which involve internal response 72
to language rather than language production.

receptive vocabulary vocabulary which a learner can understand by listening or 45
reading but cannot produce readily in speaking and/or writing.

recycle/review to revise things previously studied and relate them to what 22, 140
is being currently studied.

register variation in style in which a person speaks or writes depending 47
on the formality of the situation.

;emedial work B work designed to help learners overcome gaps and errors 22
in their English.

;ole play an acti—viiy in which learners take on ditfferent parts and act out 34
a situation.

scanning reading a text quickly to find speﬂciﬁc inf()rmati(m: - 92

scheme of work a teaching plan for a series of lessons. [37

schwa the phonetic symbol /a/ used to show an unstressed vowel. 60)
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self-access centre

— e o

1 room with resources that the students can use for

153

autonomous learning.

self-correction when a student corrects his or her own mistakes either 151
spontaneously or with direction and support trom the teacher.

simulation a particular type of role play where the students take on roles 34
in a location.

skill each of the four major modes of communication—reading, 72
writing, listening, and speaking. See receptive skills and
productive skills.

skimming reading a text quickly to get the general idea or gist. 92

stress where the emphasis is placed on a word or sentence when 59
speaking, e.g. the first syllable of telephone is stressed —
/'talofoun/. An example of sentence stress is [ love you.

STT student talking time: class time dedicated to the learners 146
talking, as opposed to the teacher.

subject in the sentence The ship sails in an hour, the noun phrase 19
the ship is the subject.

substitution drill/ a teacher-controlled form of practice where the teacher getsthe 13

substitution practice learners to produce sentences of the same grammatical structure
with some elements changed, e.g. My jacket is about two years old;
My watch 1s about two years old.

substitution table an illustration on the blackboard of a grammatical pattern, 13
showing the elements that can be substituted. Compare
substitution drill.

suffix letters ad'_:led to the end of a word to change its function, 46
e.g. happily. Compare prefix.

syllable a unit of speech which can be made up of a single vowel, 29
¢.g. 4, or a combination of vowels and consonants, e.g. cough.

syllabus a plan or programme for a course, specifying content, sequence, 22
and often methodology.

synonym a word that has a similar meaning to another, e.g. quick and fast. 47

target language the language that learners are aiming to learn. In a lesson plan, 1 I
this may be a structure, a function, or lexis.

task an activity which has a purpose (other than that of using 17
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(TBL) task-based learning a lesson sequence centred around a task or series of tasks that 17
the students carry out.

test—teach—test a lesson in which students are first given a task to carry out 17
unaided to see how well they can do it (test). This is followed by

language input (teach) and practice and then by repetition of the
task or a similar task (test).

text an example of the target language. These can be spoken texts 12
—conversations, speeches, quotes, and so on—or written texts

—a newspaper article, a short story, a report, a composition, etc.

transcript a written copy of a spoken text (generally used after a 12
listening task).

ITT teacher talking time: class time where the teacher is talking, 146
usually giving instructions, giving feedback, etc.

verb in the sentence The parcel arrived yesterday, the word arrived 19
is a verb. Verbs are words like make, talk, expect, carry, discover.
There are also the auxiliary verbs be, have, and do and modal
verbs, e.g. can, should.

visual learning style learning best when using visual material such as pictures, 5
diagrams, or writing.

vowel a, e, 1, 0, u; the English alphabet contains five vowels. 30
Compare consonant.

warm-up See lead-in. 11

weak form a weak form is produced when a vowel sound like the /®/sound 60
in have is not stressed, as in the sentence How marny ststers
have you got?

word field a group of words related to the same topic, e.g. carbon emissions, 46

ozone layer, polluting, increasing might all be part of the word-held

environment.
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Noun A word such as desk, apple, or information which can tollow
the word the.

e A — —r r .

proper noun and common noun A proper noun is a name, e.g. fessica, New York. 1t begins with a capital
letter and does not normally have a determiner such as a or the. Other
NOUNS are COMmMonN nouns, €.g. table, business, mistake, treatment.

collective noun A noun referring to a group, e.g. audience, class, gang, tean.
compound noun These are nouns made up of more than one word,
e.g. town hall, football match. Sometimes the words are
written together, e.g. girlfriend.
countable noun A countable noun can be either singular or plural and can be used with
a/an, e.g. a bag, three hours, some trees. See also uncountable noun.
uncountable noun These are nouns like flour, equipment, advice, that cannot be counted
and have no plural form.
noun phrase A group of words that functions as a noun,
e.g. The café we went to last night was lovely.
Pronoun Pronouns stand for nouns, e.g. instead of John saw the cat we can write,
e.g. He saw the cat.
subject pronoun L, you, he, she, it, we, you, they are subject pronouns,
e.g. I love you.
object pronoun me, you, him, her, it, us, you, them are object pronouns,
e.g. I love you.
possessive pronoun Mane, yours, his, hers, its, ours, yours, theirs are possessive pronouns,
e.g. That coat is mine.
reflexive pronoun Myself yourself himself herself itself ourselves yourselves themselves,
e.g. I made it myself.
relative pronoun who, whom, which, where, that are relative pronouns,
e.g. A choreographer is a person who creates dance routines.
Verb In the sentence The parcel arrived yesterday, the word arrived is a verb.
Verbs are words like make, talk, expect, carry, discover.
main verb A main verb carries the main meaning in a sentence,
e.g. I clean my teeth twice a day.
auxiliary verb These are the verbs do, have, and be which are added to main verbs to

make a question, e.g. Do you want to go swimming?, a negative, e.g.
I dor’t think so, different aspects of the verb, e.g. Has anybody seen

my pen?, the passive, e.g. The accident was reported in the papers, and
emphatic forms, e.g. She does talk about him a lot.
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modal verb

The modal verbs are can, could, must, need, should, ought, may,
might, will, would, and shall, e.g. I can drive; We should support the

tdea. A modal verb always has the same form.

transitive verb

A verb that has an object, e.g. We enjoyed the meal; The postman
brings the letters.

intransitive verb

An intransitive verb cannot have an object, e.g. The parcel arrived.
[t can have an adverb or adverbial phrase after it, e.g. The police
appeared eventually; Let’s go to the park.

verb tense and aspect

The tense is a form of the verb which shows whether we are

talking about the present, e.g. I play, he knows, we are, or the past,
e.g. I played, he knew, we were. The various combinations of tense

and aspect can also be called tenses, e.g. I have played 1s the present

perfect tense.

passive and active

A passive sentence has a verb form with be and a past participle,
e.g. My coat was stolen; The windows are being cleaned. Compare the
active sentences Someone stole my coat and We're cleaning the windows.

regular verb and irregular verb

A regular verb is the same as most others: it follows the normal pattern.

The verb call has a regular past tense and past participle called, but the
verb sing has an irregular past tense and past participle: sing, sang, sung.

participle

The past participle is used after have in pertect tenses,

e.g. They have arrived; How long has he known?
The present participle is the -ing form of the verb, e.g. walking, eating,

used after be in the continuous, e.g.  was working, and in other
structures, e.g. He lay on the bed reading.

gerund

The -ing form of the verb used like a noun, e.g. Sailing is fun; I've given

up smoking.

infinitive

The infinitive is the base form of the verb, e.g. They let us stay the

night. We often use it with t0, e.g. They invited us to stay the night,
and the to-infinitive is often used after an adjective (e.g. It’s good

to see you), after certain verbs, and to express purpose (e.g. I came

here to see you).

phrasal verb

"ittc'.ocnrr--o--------..------.--lt

Adjective

'ERE N NN RN 'EE NN BN B N

A phrasal verb is a verb + adverb combination, e.g. I got up carly;
Did you turn off the heatzng

------------------ AR EP R AT OISO R A PP AD B R NSNS PR Y SOOITARRN IS

An adjectiveis a word like bzg, new, spectal, farmous, used to describe

something.

comparative adjective

An adjective form with -er or more used to compare one thing with
another, e.g. My ice cream is bigger than yours; This chair is more

comfortable than that one.
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superlative adjective An adjective form with -est or the most used to make a comparison, e.g.

This is the biggest ice cream ['ve ever seen; Which is the most
comfortable chair of these three?
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Adverb In the sentence The time passed slowly, the word slowly is an adverb.
Adverbs express ideas such as how, when, or where something
happens, or how true something is.

adverb of time early, late, in the morning, etc.

e.g She got up late after the party.
adverb of place in, on, under, between, opposite, in front of, etc.

e.g. There are lots of cows in the countryside.
adverb of manner happily, sadly, quickly, terribly, etc.

e.g. She smiled happily.

Common irregular forms include She dances well (not *goodly);

He runs very fast (not *fastly). )
adverb of frequency always, often, sometimes, never, usually, hardly ever, etc.

e.g. The news is always on TV at 10pm at home. )
adverb of degree extremely, very, fairly, etc.

e.g. That film was extremely funny. B

adverbial phrase An adverb phrase is either an adverb on its own, e.g. carefully, often, O
an adverb which is modified by an adverb of degree, e.g. very carefully,
more often.

Preposition A preposition is a word like on, to, by, or wit.h. [t is usually followed by
anoun phrase, e.g. on the water, to the left.

Preposition of time in, on, at, etc.
€.g. on Monday, at the weekend, in July.

Preposition of place in, on, in front of, behind, next to, etc.

e.g. The children are playing behind the trees.

Preposition of movement across, along, into out of, etc.

e.g. Never run across the road.

other For, with, of, etc. B
e.g. Come with me.

Prepositional phrase -

A prepositional phrase is a preposition + noun phrase,

e.g. in the studio; from Australia, or a preposition + adverb,
e.g. since then. It often functions as an adverbial phrase,

e.g. ['ve got an interview on Thursday.

Fo 098P 'THEEENERENNENREENNSREJ:H;:JEJRJE/ e dhpds 'S E N ENE XN N NEMNEIMNIRZJMNIHEINIJHNENRIE-;EBJNJI N EESK] L I O L BN N LR B N NN N

------- SeseNsassREaBRe?

172



Grammar terminology table

dP A SBIRDPOPTEDY LN BB B B B N N s aAarFesee L 2 I O B NN ..l.ll'.lll.I.I.I.I..ll‘l".ll'I'.ll.III'I'IIIIIIIII..IIIIIII-IIIIII.III'III..'I..I..

Determiner A word that can come before a noun to form a noun phrase,
e.g. a photo, the result, my old friend, this week.

definite article The word the.
indefinite article The word a or an.
quantifier A word that says how many or how much, e.g. all the books, some milk,

half of the students, enough money.

demonstrative this, that, these, and those are demonstrative determiners or pronouns,
e.g. I like this building more than that one.

possessive The words my, your, his, her, its, our, your, their used before a noun,
e.g. my flat, her name.

Conjunction A word such as and, but, because, when, or that, which links two
clauses, e.g. I believe that it’s true.
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