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Map of the book 

Session focus Ta~ Aims Content Time 11 

audience 
. 

Classroom methodology 

1 Classroom Pre-service I To explore effective ways of • Interaction patterns 60-75 
management New in -service setting up and managing a • Teacher language minutes 
and teacher teachers range of classroom activities. . Giving instructions 
language . Managing the learner group 

2 Providing Pre-service I To highlight a variety • Contrasting different kinds of feedback 60-75 
feedback and New in-service of techniques for giving • Good practice feedback techniques minutes 
correction teachers both content-focused and . Deciding when to correct language 
techniques language-focused feedback to • Error-correction techniques 

learners. 

3 Teaching Pre-service I To raise awareness of • Real-world reading 60-75 
receptive New in-service successful planning and • Reading sub skills minutes 
skills: Reading teachers managing of receptive skills . Differences between listening and 
and listening lessons. reading 

• Managing the challenge of listening 

4 Oral fluency . New in-service To explore ways of planning • Good ideas for oral fluency activities 60-75 
and speaking I Experienced and managing activities that . Aims of speaking activities minutes 
skills teachers develop learners' oral fluency • Sub skills of spoken interaction 

and speaking skills. 

5 Developing New in-service To contrast process and • Spoken vs. written language 60- 75 
learners' I Experienced product approaches to . Process and product approaches minutes 
writing skills teachers developing learners' writing • Stages in a writing lesson 

skills. . Activities for writing sub skills 

6 Teaching Pre-service I To outline core issues • Vocabulary teaching problems 60-75 
vocabulary New in-service associated with different . Steps of eliciting words minutes 

teachers approaches to clarifying and • Concept checking 
practising vocabulary .. . Vocabulary practice 

• Learner training 

7 Teaching Pre-service I To compare and contrast • Staging of different approaches: text- 60-75 

grammar New in-service different approaches to based; test-teach-test; context build minutes 
teachers teaching grammar in the • Evaluating approaches 

classroom. • Drilling . Planning a grammar lesson 

8 Lesson Pre-service I To outline the contents of . Key aspects of a plan 60-75 

planning 1 New in-service a formal lesson plan and • Contents of a formal lesson plan minutes 
teachers indicate ways of wording • Staging a lesson 

lesson aims. • Articulating aims 

9 Planning a New in-service To outline the benefits of and . For and against a sequence of lessons 60-75 

sequence of I Experienced an approach to timetabling a • What to include minutes 

lessons teache.rs sequence of lessons. • How to go about it 
• Evaluating two timetables 

10 Teaching Pre-service I To outline a preparation • Exam classes compared with general 60-75 

exam classes New in-service strategy for teaching exam English classes . minutes 

teachers classes. . Contents of an exam 
• Task types 
• Speaking test preparation 
• Planning an exam class course 

11 Exploiting New in-service To demonstrate processes for • Choosing a text 60-75 

authentic I Experienced creating tasks and activities • Working out lesson aims minutes 

material teachers that can be used for exploiting • Evaluating tasks 
authentic materials with • Pros and cons of using authentic 
learners. materials 

• Creating tasks 
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audience 

12 Promoting New in-service To explore the rationale for . Some learner autonomy issues 60-75 
learner I Experienced learner autonomy and to • Defining learner autonomy minutes 
autonomy teachers highlight ways that this can be • Ways of promoting learner autonomy 

developed with learners. • Advice to learners 

Developing.language awareness 

13 Phonology: Pre-service I To clarify key issues associated • Sounds: consonants and vowels 60- 75 
Sounds and New in-service with sounds and word stress in • Speech organs and sounds minutes 
word stress teachers English and the way they are . Word stress patterns and exceptions 

taught. 

14 Phonology: Pre-service I To explore the way sentence . Sentence stress and core meaning 60-75 
Sentence New in-service stress and connected speech • Weak and strong forms minutes 
stress and teachers operate in spoken English. . Shifting stress 
·connected . Features of connected speech 
speech 

15 Vocabulary: New in-service To provide a basic . Leamer problems with lexis 60- 75 
Features of I 'Experienced classification of lexical items • Word relations minutes 
le xis teachers and lexical features in English. • Lexical chunks . Register, style and variety 

·16 .concept Pre-service I To explore oral concept • Ways of checking meaning 60- 75 
checking: New in-service questions used for checking • Selecting and writing vocabulary concept minutes 
Vocabulary teachers lexical and grammatical checking questions 
and grammar meaning. . Key grammatical concepts 

• Selecting and writing grammatical 
concept checking questions 

17 ·Grammar: New in-service To demonstrate the way . Tense, aspect and voice compared 60-75 

Tense. time I Experienced in which tense and aspect • Relationships between tense and time minutes 
and.aspect teachers combine to create a variety • Key concepts of aspect 

of form and meaning • Learner problems with aspect 
relationships. • Teaching tense and aspect 

18 Grammar: Pre-service I To highlight key aspects of • Past simple, past progressive, past perfect 60-75 

Nauative verb New in -service verb forms used for past • Timelines minutes 
forms teachers narratives and the way they . Different concepts of the past progressive 

interact together in context. • Shades of meaning of the past perfect 

19 Grammar: Pre-service I To outline the form and • will, going to and the present progressive 60-75 

Future .forms New in-service function of a variety of verb contrasted minutes 
teachers forms used to talk about • Future time and different aspects 

future time. • Future forms in coursebook material 
• Alternative future forms 

20 Grammar: Pre-service I To clarify differences of form . Conditionals and time reference. reality 60- 75 

Conditianal New in-service and meaning between key and possibility minutes 

forms teachers conditional structures. . Different forms for different clauses 
• Functional meaning of conditionals . Mixed conditionals 

121 Grammar: New in-service To clarify a variety of modal ·• Definition of a modal verb 60-75 

Modality I Experienced forms associated with • Modals and their functional meanings minutes 
. teachers necessity and certainty. .. Issues with modals 

I • Modals in teaching material 

22 Grammar: :rhe ·New in-service To analyse the component • Comparing written and spoken language 60-75 
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' noun phrase I Experienced parts of.English noun.phrases • Structme of a noun phrase minutes 
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23 Functional Pre-service I To clarify the nature of • Language style and politeness 60-75 

language New in-service functional language and . Indirect requests minutes 

teachers exemplify commonly taught • Varying forms of functional exponents 
functional exponents. • Evaluation of teaching materials 
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24 Discourse New in-service To introduce key features • Cohesive devices 60-75 
analysis I Experienced associated with discourse . Different kinds of cohesion minutes 

teachers analysis. • Cohesion and language economy 
• Discourse markers . Coherence 

Back.ground to teaching 

25 Methodology: New in-service To provide an overview of • Some key principles of second language 75-90 
Historical I Experienced second language teaching teaching minutes 
perspectives teachers methods and approaches. • Language learning experiences 

• Reading: The methods era 
• Contrast of two methods 

26 Second New in-service To outline key concepts • Leamer profiles 75-90 
Language I Experienced associated with second • Key terminology minutes 
Acquisition teachers language acquisition and . Reading: The role of consciousness of L2 
(SLA) learning, and their relevance acquisition 

to the classroom. • Noticing vs. acquisition 
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27 Sociolinguistic New in-service To introduce the field of • Some set phrases 75-90 
perspectives I Experienced sociolinguistics and key • The job of a sociolinguist minutes 

teachers terminology associated with . Reading: Styles, specialised varieties or 
this area. register and domains . Analysing different domains 

28 World New in-service To highlight issues • Key terminology 75-90 
Englishes I Experienced surrounding the spread of • Cirdes of world Englishes minutes 

teachers global English. • Reading.: English as an International 
Language or World Englishes? 

• Discussion of the issues . What English should be taught? 

29 Course design New in-service To introduce key concepts • What should be included in a course 75-90 
I Experienced and procedures associated programme? minutes 
teachers with course design and to give . The steps in planning a course 
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30 Testing and New in-service To clarify the nature of • Different kinds of tests 75-90 

evaluation I Experienced different test types and • Reading: Test purpose and the criterion minutes 
teachers explore the role of test validity • Problems of reliability and validity 
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Introduction 

Who is Teacher Training Essentials for? 
Teacher Training Essentials is a photocopiable resource book for trainers involved in training and developing teachers. lt aims to 
develop trainees' and teachers' knowledge in three key areas: methodology, language and theory. It can be used in a variety of 
contexts from formal teacher-training collrses to less formal professional development seminars. The material covers a range of 
levels from pre-service through to experienced teachers wanting to explore methodology and language in more depth. 

Tea~er Training Essentials contains 30 individual and photocopiable lessons each comprising a variety of tasks with associated 
step-by-step trainer's notes. lt will appeal to busy trainers and academic managers who need to prepare a self-contained training 
or professional development session in a hurry. 

How is Teacher Training Essentials organised? 
The 30 lessons in Teacher Training Essentials are divided into three sections. Units l to 12 explore Classroom methodology; units 13 
to 24 focus on Developing language awareness; and u nits 25 to 30 investigate core topics associated with the Background to teaching. 
The Classroom methodology units focus on core aspects of methodology ranging from classroom management to the teaching 
of language systems and language skills. The Developing language awareness uniis include lessons on all four language systems: 
phonology. vocabulary. grammar and discourse. The Background to teaching units explore aspects of theory that are relevant 
to English language ceaching. The Classroom methodology and Developing language awareness units each comprise a two-page 
trainee worksheet together with associated trainer's notes. The Back[Jround to teaching units each comprise a three-page trainee 
worksheet and include an excerpt from a book or article that examines theories behind English language teaching. These llDits 
are also supported by trainer's notes. 

Each unit in Teacher Training Essentials is aimed at one of two levels: pre-service I new in-service or new in-service I experienced in-service. 
Units aimed at the first level are suitable for trainees on a pre-service training course such as Cambridge CELTA or at teachers who 
have little experience and need ongoing professional development in the workplace. The second of the two levels is appropriate for 
teachers motivated 10 have more challenging professional development early in their careers or for teachers who need professional 
development challenges after they have been teaching for some time. These units would also be sllitable for a more formal in­
service training context such as Cambridge DELTA. 

How will Teacher Training Essentials help my trainees? 
Each unit of Teacher n-aining Essentials takes trainees through a series of varied tasks that progressively develop their knowledge 
of classroom practice and language. The aim is to motivate trainees by means of interactive tasks that are engaging and provide 
an appropriate level of cognitive chaUenge. The tasks are logicaUy staged and take trainees through a complete learning 
sequence. However, it is also possible to use excerpts from a worksheet in order to supplement a trainer's pre-existing seminar. 

Teacher Trainin9 Essentials works on a principle of guided discovery in all three sections. Worksheets acknowledge trainees' prior 
learning and experience and use these as a springboard. Throughout all units. there are questions that get rrainees to consider 
the tasks they have worked through. thereby encouraging active reflection. Further. trainees are frequently directed to apply 
knowledge gained in the sessions to their classroom practice. 

How is each unit organised? 
Each unit consists of a photocopiable worksheet (two pages with units I to 24, and three pages with units 25 to 30) together 
with an accompanying page of trainer's notes. Some units contain extra material that can be found in an appendix at the back 
of the book. Minimal preparation is required for each individual session, so tralners need only photocopy the reqllisite number 
of worksheets. 

Some of the appendix material needs to be cut up for the purposes of ordering or for a pair or group work activity. Once trainers 
have copied and cut up this material. it can be collected in and reused with a subsequent group of trainees. Correct or model 
answers to key appendix tasks are provided on the trainees' worksheet, so they have this as a record at the end of the session. 

The trainer's notes include a key information panel for quick reference. The headings in this section are: 

Aims: the broader aims of the unit as a whole 

Con texts: an indication of which training context the unit is most suitable for, either pre-service I new in-service or new in­
service I experienced in-service 

Duration: suggested timing for the task 

Preparation: any preparation that needs to be done prior to the session. 

Each unit is then divided in three main stages: 

Lead in: a suggested task to warm trainees to the topic of the session - this is included in the crainer's notes 
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Malo tasks: a variety of discovery and discussion casks that crainees work through 

Thinking about your teaching: this is an optional reflection task that gets trainees to consider the points made in the unit -
this is included in the trainer's notes. 

What further autonomous learning can trainees do? 
The questions in the final Reflection task can be written on the board to form the basis for discussion amongst trainees during the 
session. Alternatively. trainers can suggest that trainees maintain professional development diaries or logs during the training 
or professional development programme they are involved in. The questions can then be used as prompts for written reflection 
after each training session and as a springboard for funher personalised reflection. 

Here is a list of suggested further readings for Units 25 to 30: 
• Unit 25: Douglas Brown, H, 2002. 'English Language Teaching on the #Post-Method" Era: Towards Better Diagnosis, 

Tteaunent and Assessment.' 
• Unit 25: Richards, J.C. 2002. 'Theories of Teaching in Language Teaching'. 
• Unit 26: Nunan, D. 2001. 'Second Language acquisition'. 
• Unit 27: Silberstein. S. 2001. 'Sociolinguistics.' 
• Unit 28: GraddoJ. D. 2006. English Nex1. 
• Unit 29: Finney. D. 2002. 'The ELT Curriculum: A Flexible Model for a Changing World.' 
• Unit 29: Crawford, J. 2002. 'The Role of Materials in the Language Classroom: Finding the Balance.' 
• Unit 30: Bradley, G. 2001. 'Assessment'. 

These readings can be found in the following two books: 

- The Cambridge Guide to Teaching English to Speakers of Other Languages edited by Ronald Carter and David Nunan (Cambridge 
University Press. 2001) 

- Methodology in Language Teaching edited by Jack C. Richards and Willy A. Renandya (Cambridge University Press, 2002) 

as well as a freely available online resource: 

- English Next by David Graddol http://www.britishcoundl.org/learning-research-englishnext.btm 

U doing further reading, trainees could adopt an active Reading and reaction approach to reading.' Trainees read and make notes 
on the content. Al the same lime. they can write down in a column on the right hand-side of the notes their conunents or they 
can pose questions. The notes, together with the reactions, can be handed in to their trainer who can provide feedback on the 
comments and questions. Alternatively. trainees could keep an electronic diary that they give trainers access to. A worksheet 
providing trainees with instructions and an example can be found on page 127 of the appendix. You can give this to trainees 
when setting up a Reading and reaction programme. It is important to reassure trainees that trainers will not comment on the 
way they take notes. but will merely respond to comm!!ntS and answer questions. This approach aims to provide more purpose 
to background reading and to develop trainees' critical thinking skills when reading about methodology and background issues. 
It should also provide an insight into the way trainees process information and open up a dialogue between trainer and trainee. 

•Idea taken from Evans, s & K. Bayne. 2009. 'A "critical" process for developing EAP reading. writing and thinking skills'. Presentation given 
at the English Ausrra/ia Conference. See also Evans. S. 2008. 'Reading reaction journals in EAP courses'. English Language Teaching Journal vol. 62 1 
no. 3. 
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1 Classroom management and teacher langu~ge 
Summary 
Focus Classroom methodology 

Alms 

Contexts 

Duration 

Preparation 

To explore effective ways of setting up and managing classroom aqivities 

Pre-service or new in-service teachers 

60-75 minutes 

Photocopy both worksheets for all trainees. Cut up Task 3 from the appendix, p.106 for pairs or small groups 
to sequence. 

Lead in 
Ask trainees to think of a previous learning experience 
not associated with language learning. Write the following 
question on the board: 

• To what extent were the lessons teacher-fronted and to 
what extent were they learner-centred? How did you feel 
about this? 

Tiainees discuss their ideas in pairs or small groups. Conduct 
feedback and elicit some personal examples from trainees. 

1 a-b Give each trainee a copy of worksheet 1. Ask 
trainees to do Task la alone and then check their 
answers in pairs. Ask the pairs to discuss Task lb. 
Conduct feedback. 

Cl) la 1 b 2 d 3 a 4 e S c 

2a Ask trainees to do this task alone and then check 
answers in pairs. Conduct feedback. 

© l e 2c 3a 4f Sh 6g 7b 8d 

2b Put trainees in pairs to do this task. 

© 1 You are a policeman. 
2 Write down your ide.as, then talk to your partner. 
3 Talk to the person (Sitting) on your right. 
4 These instructions need to be spaced out over two 

different stages of the activity. Initially, only the first 
instruction needs to be given (talk to your partner on 
your left. then check your ideas with your partner on 
your right). Once learners have done this, the teacher 
can give the next hall of the insuuctions. 

5 First make notes. then check your ideas together. 
6 Everyone talk to your partner and have a conversation. 
7 Match the pictures to the paragraphs in the text. 
8 Now look for language examples like this in the 

sentences. 

3a Cut up copies of this task from the appendix, p.106. 
Put trainees in pairs and ask them to order the teacher 
instrUctions. Conduct feedback and then give each 
trainee a copy of worksheet 2 containing the answers. 

3b Put trainees in pairs to discuss these questions. 

© I Step I through to 7 - giving instructions 
2 Step 8 through to IO-checking instructions 

10 Classroom management and teacher language 

J So that the learners' attention remains on the teacher. 
4 Teachers should project their voices so they can be 

heard. 
.5 ln a central position so he or she can maintain eye 

contact with all learners. 
6 Just before handing out the worksheets. 

4a Ask trainees to do this task alone. 

4b 

CD 

Explain that trainees should mingle and ask each other 
the questions. Make it clear that they should ask each 
trainee only one question, and not repeat a trainee's 
name in the middle column. 

a Using gestures can add visual support to instructional 
sequences. 

b While It is important to be able to maintain eye 
contact with learners, in some situations it may be 
culturally inappropriate and threatening. 

c Body position will depend on classroom layout and 
cultural norms. For example, In some countries it is 
considered undignified for a teacher to sit on a desk. 

d While it is usually a good idea to monitor, it may be 
difficult with very large groups. Alternatively, close 
monitoring too soon in a speaking task may inhibit 
learners and stop them from speaking. 

e Some teachers are able to get learners' attention 
by eye contact or raising their hand. Also, voice 
projection is less important with. very small groups. 

f It is usually preferable to nominate a learner after 
as\dng a question. This can help keep all learners. 
involved in the lesson. 

g This will depend on the nature of the furniture in the 
classroom, the size of the room and the size of the 
learner group. 

b Again. classroom layout may make it difficult for 
teachers to move away from the front of the room. It 
is usually preferable for the teacher to be in a central 
position fo( teacher-fronted activities in a lesson such 
as giving jnstructions or drilling new language. 

Reflection task 
• Aie learners sometimes unsure what they have to do 

when you give instructions? Why do you think this is? 
• What can you do to improve the clarity of your 

instructions? 
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Worksheet 1 

1 Classroom management and teacher language 
1 Interaction patterns 
1a Choose an activity from the box that is suitable for each type of interaction pattern. 

a role play b giving feedback on an activity to the whole class c find someone who ... 
d extensive reading e simulation of a courtroom trial 

Interaction 
pattern 

1 Plenary 2 Leamer 
working alone 

~learners 

working In 

1b How often do/will you use each interaction pattern? Give reasons for your answers. 

2 Teacher language 

5 Learners 
mingle 

2a Examples 1-8 of teacher language are problematic in some way for pre-intermediate learners. Match the examples 
to the descriptions of problems a-h. 

If you can imagrne for a moment that you are a 
policeman ... 

Jot down some ideas, then have a bit of a chat with 
your partner. 

Could you possibly talk to the person sitting on 
your right 

4 First talk to your partner on your left, then check with 
your other partner on your right then get up and share 
your ideas with other learners and find out who has the 

1. most similar ideas and talk to that person about why. 

5 Having made your notes, you will then be able to 
check your ideas together. 

6 All learners - talking to partner - make 
conversation. 

Now match these beautifully illustrated pictures 
to the randomly chopped up paragraphs from 
this fascinating text. 

8 Now try to determine which of these discourse 
features can be found in these utterances. 

The teacher language ... 
a is overly polite. e is too hypothetical. 
b is overly descriptive. 
c contains difficult col loquial language. 
d contains too much complex jargon. 

f contains too much information all at once. 
g is overly simplified and unnatural. 
h contains complex grammar structures. 

2b Rewrite the examples to make them clearer for pre-intermediate learners. 

Teacher Training Essentials PHOTOCOPIABLE © Cambridge University Press 2010 11 
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Worksheet 2 

1 Classroom management and teacher language 
3 Giving instructions 
3a Answers: 

STEP ONE: Teacher holds up a worksheet. 

STEP TWO: Now I want you to match these eight words ... 

STEP THREE: Teacher paints to the left.-hand side of the worksheet. 

STEP FOUR: ... to the definitions on the right. 

STEP FIVE: Teacher points to the phrases. 

STEP SIX: There's one extra definition that doesn't have a word. 

STEP SEVEN I want you to do this alone and check in pairs after. 

STEP EIGHT: OK then, how many words are there? (Learners: Eight) 

STEP NINE: And how many definitions are there? (Learners: Nine). Good. 

STEP.TEN: And finally, are you going to do this together? (Learners: No) 

STEP ELEVEN: Teacher hands out the worksheet. Learners start the task. 

4 Managing the learner group 

3b Discuss these questions: 

1 Which steps of the sequence give the 
instructions? 

2 Which steps of the sequence check the 
instructions? 

3 Why does the teacher wait to hand out 
the worksheet? 

4 What should teachers do with their voices 
when giving instructions? 

5 Where should teachers stand when giving 
instructions? 

6 If you wanted your learners to change 
seats to carry out this task, at what point 
would you give that instruction? 

4a Read the classroom management techniques in the table below and complete the 'Me' column. 

4b Mingle. Ask each person only one question, then talk to someone else. 

And someone who ... Me Name Why? 

Yes/ No? Why? (Yes/No) 

a uses gestures a lot 

b sometimes avoids eye 
contact with his/her learners 

c likes to sit as well as stand 
during a lesson 

d always monitors learners . 
during pair work 

e doesn't have to project their 
voice 

f asks a question, then 
nominates a learner 

g likes moving the classroom 
furniture during a lesson 

h always stays at the front of 
the classroom 
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2 Providing feedback and correction techniques 
Summary 

Classroom methodology Focus 
Alms 

Contexts 

Duration 

To outline good practice in giving feedback and correcting learners 

Pre-service or new in-service teachers 

60-75 minutes 

~ration Photocopy both worksheets for trainees; cut up Pelmanism for Task 5 from the appendix, p.107 into sets of 24 

cards (one set for each group of four). 

Lead in 
Write the following question on the board: 

• What different kinds of feedback have you received in your 
life? How do you like to receive feedback? 

Trainees discuss their ideas in pairs or small groups. Conduct 
feedback and elicit some personal examples from trainees. 

1a Give each trainee a copy of worksheet I and ask them to 

do Task I a alone and then check their answers in pairs. 
Conduct feedback. 

content-based feedback language-focused feedbaclc 

I. 4, 6 2, 3, 5, 7, 8 

1 b Ask trainees to do Task 1 b. Conduct feedback, making 
the point that the teacher appears to be conducting 
content-focused feedback. but in the middle of this gives 
language-focused feedback which inhibits the learner. 

2a Ask trainees to discuss whether the suggestions are 
good practice or not in pairs or small groups. Conduct 
feedback. 

© l not good practice 2 good practice 3 good practice 
4 Qot good practice ' good practice 6 not good practice 

2b Ask trainees to match the suggestions from 2a with a 
rationale from 2b. Conduct feedback. 

© a5 b 3 cl d6 e2 f4 

3 a and b Give each trainee a copy of worksheet 2. Ask 
trainees to do these two tasks alone. Conduct feedback. 

© 3a l spoken 2 spoken 3 written 4 spoken 
5 written 6 spoken 7 spoken 8 spoken 
3b a7 b4 cl d 5 es f2 g3 h 6 

3c Put trainees in pairs to discuss Task 3c. (Make sure that 
they do not refer to Task 3d at this stage.) 

3d As the pairs complete Task 3c, ask them to do Task 
3d, discussing what the teachers in 3d would do and 
comparing it with their own ideas. Conduct feedback. 

© Laura - 3 Neil - 8 Luis - 7 Emily - l Tom - 6 
Zarina - 2 Sarah - 5 Nick - 4 

4a Ask trainees to do this task alone and then check their 
answers in pairs. Conduct feedback. 

© T = rense SP= spelling WW= wrong word 
C =countable/uncountable P =punctuation 
aft! = delete word i = word omitted WO = word order 
WF = wrong form of the word 
WP = wrong phrase/expression 

4b Put trainees in groups of four to discuss this task. 
Conduct feedback, accepting differences of opinion. 

© l on (the) internet about (a) six week! (."English: more 
informations; students (arc there) in classes; seme any 
activities: is single or~ (shared). 

2 Trainees may agree or disagree with the corrections 
the teacher has made. The rationale behind the 
teacher's corrections is to focus on errors in language 
which the lea mer should know at this level. The 
teacher has not corrected language which does not 
impede understanding and is difficult for the learner's 
level. for example, anlcles. 

} No. trainees can develop their own correction system. 
But they need to be consistent with learners and 
provide them with a key the first time they use the 
correcti.on sys1em. 

5 Put the trainees in groups of four. Give each group the 
set of Pelmanism cards in the appendix, p. l 07. Ask them 
to.spread the cards out (ace down and take turns trying 
to match the correction to the error. If the error and 
correction cards do not match, they ~re placed face down 
again, and play moves to the next trainee. 

© See appendix 

Reflection task 
• Do you feel you do too much or too little correction in 

your current teaching? Why I why not? 
• Do you ask your learners how much and what type of 

correction they want? Why I why not? 
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Worksheet 1 

2 Providing feedback and correction techniques 
1 Classroom feedback 
1a In each situation 1-8, decide whether the teacher's 

feedback is content-based or language-focused. 

The teacher ... 
1 asks learners whether they agreed or disagreed with each 

other in a discussion about public transport. 
2 checks answers to a controlled practice gap-fill task. 
3 tells a learner to think about the tense she has just used 

in an utterance. 
4 tells a learner that she found his story exciting to read. 
5 writes words up on the board that learners stressed 

incorrectly when doing a role play. 
6 asks learners how many other learners they spoke to 

after a 'find someone who .. .' task. 
7 repeats a correct version of a structure that a learner has 

said incorrectly when practising a dialogue in pairs. 
8 praises a learner for using wide-ranging intonation when 

practising suggestions. 

2 Good practice? 
2a Decide if the following suggestions are good practice 

or not. 
1 A teacher should always do open-class feedback after a 

detailed listening task without allowing learners to check 
in pairs. 

2 It is not necessary to give content-based feedback to 
every learner after a role play task. 

3 Language-focused feedback is optional after a task 
intended to improve fluency. 

4 Teachers should avoid commenting on learners' ideas 
after a discussion task and only ever give language­
focused feedback. 

5 When monitoring, if a teacher can see all learners have 
correct answers to a task, they do not need to do open­
class feedback. They can just confirm that learners' 
answers are correct. 

6 There's no need to give content-based feedback on a 
piece of learner's writing - learners only want to know 
what mistakes they've made. 

1b look at this example of feedback. What's the problem? 

Teacher: So what did you and Luca talk about. Paola? 

Leamer: We talk about classic film we like. 

Teacher: Oh, so which film? 

Leamer: We talk about Casablanca. 

Teacher: Talked. What happens? 

Leamer: Talked? 

Teacher: Yes, so what's the story? 

Learner: We talked about Casablanca? 

Teacher: That's right- you told us. But who are the main 
characters? 

Learner: (si lence) 

2b Now match the suggestions in Task 2a to the following 
rationales. 
a It is clear the learners had no problems with the task and 

this saves valuable time in the classroom. 
b It is not always necessary, but if a teacher hears a 

consistent language problem and it can be dealt with 
quickly, learners usually appreciate it. If not, it is a missed 
learning opportunity. 

c: Learners often find this kind of task challenging and like 
to check answers with one or two other learners before 
saying what their answers are in front of the whole class. 

d Learners also want to know what the teacher thinks of 
their ideas and. if the piece of writing is the answer to an 
exam question, they want to know if they have answered 
the question well or not. 

e It is often too time-consuming to give feedback to 
everyone. 

f It is usually more motivating for learners if a teacher 
shows interest in what they are saying, rather than only 
focusing on language accuracy. 
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Worksheet 2 

2 Providing feedback and correction techniques 
3 To correct or not to correct? 
3a Are these error examples most likely to have been made 

in written or spoken language? 

1 Have you ever go to Scotland? 
2 Yes and I am having two sisters but no brother. 
3 Despite many people have gone from the country to live 

in city, some people have left large cities to live in small 
towns for peaceful life. 

4 let's going for pizza. 
5 It was beautiful day with clear blue sky like painting and 

with sun shining on orange roofs. 
6 The answer to question 1 is husband and wife become 

divorce. 
7 To me like footing. 
8 I think democracy not always good system, Yes, because 

country choose bad leader and he do what he want. 

3b Now match the errors in 3a with the contexts in which 
they were made. 

a Learners are discussing the sports activities they enjoy. 
b The class is deciding what they will do as an end-of-term 

social activity. 
c The teacher is drilling learners in present perfect question 

forms. 
d The learner has submitted their final draft in a school 

short-story competition. 
e A group of learners is having a lively discussion about 

politics. 
f A learner is speaking to a classmate in a first-day 'getting 

to know each other' task. 
g The learners have submitted an essay for marking after a 

lesson that focused on contrastive linkers. 
h The learner is giving an answer during feedback on a 

reading-comprehension task. 

3c What would you do in each situation? Correct on the 
spot? Correct later on? Not correct at all? 

3d Read what other teachers would do. Which errors are they 
referring to? Do you agree with them? 

Laura 

Nell 

Luis 

Emily 

I would definitely correct the linking word because 
that had been an important focus in the writing 
lesson. but I may not bother to correct the articles. 

Learners are getting good fluency practice in the 
discussion and are very engaged with what they 
are saying. The errors here are small slips, for 
example, the third person singular verb form and 
articles, so I wouldn't bother correcting at all. 

I think the learner is trying to say that he likes to 
go jogging, but his way of expressing this would 
be incomprehensible to many people, 
so I would definitely correct on the spot 

Because I have just clarified this grammar point. 
and the focus in very controlled practice 
tasks of ttiis nature is on accuracy, then I would 
intervene and correct. 

The learner Is merely providing an answer to a 

· Tom task and what she says is easy enough to 
understand. Given that the focus here is on content 
and information I would not bother to correct at all. 

I would not correct on the spot because the 

Zarin a 

social aim of the task is more important than the 
linguistic one at this very early stage in the course. 
However, I might focus on this error once the task 
is finished, but I would not say who produced the 
error. 

Sarah 

The learner sees this as their best effort and. 
despite the errors, the language creates a clear 
picture. I w.ould praise the level of description 
rather than focus on the error. 

When the learner made this statement, she 
was engaged in a piece of authentic social 

Nick communication, so I definitely wouldn't correct on 
the spot I might do delayed feedback. particularly 
if we had studied suggestions earlier in the course. 

4 Correcting written work 
4a Read the email written by a pre-intermediate learner. The 

teacher has corrected their work by pointing out some of 
the problems. What do you think the symbols stand for? 

:.A88 
Dear International Language College 
I see Cn your website on internet about six weeks 
english ~(SP). 
I would want. (WW) more informations about the 
course. How !!U.!.Ch (C) students in classes .. (1') 
How (WW) Me qualifications ef i teachers i .. (1') 
Do you make (WW) some activities social ~O) ? 
I also would t know if hostel accommodation is 
single or double.I (1') 
It looking forward to hear (WF) from you. 
Distinct greetings (WP) 
Tony 

lr1 
h 
f: 
Ii 
Ir 

T = ............................................................. afe = ................................................. .. 
SP = .............. ............... .... .................. .... i = ........................................................ . 
WW = ..................... ......................... .. WO = ................................................... . 
c = .............. . WI= = .......... ............................................ . 
p = ..................... .. WP = ................................................... .. 

4b Discuss these questions: 
1 What errors did the teacher not correct? 
2 Do you agree with the corrections that the teacher has 

made? 
3 Are these the only symbols you can use when correcting 

written work? 

5 Your trainer will give you instructions for Task 5. 
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{Trainer's Notes) 

3 Teaching receptive skills: Reading and listening 
Summary 

Classroom methodology Focus 

Alms 

Contexts 

To raise awareness of techniques for successful receptive skills lessons 

Pre-service or new in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. Cut up the stages and aims for Task 3 from 1he appendix, 
p. l 08 for each pair of trainees. 

Lead in 
Put train ees into groups. Ask them to think about how many 
different texts they have read and listened to so far today. 
Conduct feedback. 

1 Give each trainee a copy of worksheet J. Ask trainees to 
do this task alone, and then compare their answers in 
pairs. Conduct feedback . 

© a 3 bl c 2 d 2 e 3 

2 a and b Put trainees in pairs to do these tasks. Conduct 
feedback. 

2c 

CD 

3 

4 

2a Skim/gist reading = a3 reading to infer textual 
meaning= d close reading= bl scan reading= 
d2 reading to Infer vocabulary meaning= c2 

lb a dose reading and reading to infer textual 
meaning b scan readJng c dose reading and 
reading to infer vocabulary meaning d dose 
reading e skim or gist reading 

Put trainees in groups of three to discuss these questions. 
Conduct feedback . 

1 The nature of the text and the reader's motivation. 
2 Many second Janguage learners forget to deploy the 

reading sub skills tha1 they automatically use when 
reading in their fi rst language. 

3 l.carners need to develop and practise reading sub 
skiUs in a second language. Teachers need to prov1de 
reading 1.asks that help them do thls. 

Put trainees in pairs to do this task. Cut up the stages 1-8 
and aims a-i Crom the appendix. p. l 08 and give each pair 
a set to order and match. Tell trainees the reading text is 
a shon newspaper artide about 1he growth of tourism. 
Conduct feedback. Give each trainee a copy of worksheet 
2 and ask them to make a note of the answers. 

l e l d J i 4 g ' c 6 a 7 h S f 9 b 

Put trainees in groups of four and get them to brainstorm 
the chaJlenges learners face. Conduct [eedback. 

© Most learners flnd listening more challenging than 
reading for the following reasons: 
• Authentic spoken English is very fast and language 

sounds are unclear. 

16 Teaching receptive skills: Reading and listening 

• When reading. learners can go back and re-read pans 
that they may not understand. 

• Unfamiliar accents can be difficult to understand. 
• Speakers often $peak over the top of each other. 
• Spoken language has a higher incidence of phrasal 

verbs and idioma1lc language that is often unfamiliar. 
• Much classroom-based listening is done using audio 

equipment and there is no visual suppon. 

Sa Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

5 

Point out how many of the problems relate to the 
planning stage and, therefore. could have been avoided. 

b and c Put trainees into three groups and assign one 
topic to each group. Ask the groups to brainstorm advice 
for their topic. Remix trainees into groups of three - one 
trainee from ead1 of the previ.ous groups - and ask them 
to share their ideas. Conduct feedback. 

CD Choice of text: choose a text that is motivating and 
interesting for learners: make sure the recording sounds 
natural, but isn't too fast for lower levels; avoid strong 
regional accents: ii often helps lower-level learners if 
a dialogue is spoken by a man and a woman so the 
participants are easily dislinguished-
Creating listen Ing tasks: it helps to think of a lead in 
before learners listen: create tasks that are suitable for the 
text; make the 1asks manageable for learners. 
Setting up llstenJng: make sure the rape/CD player is 
cued: explain the ovcraU rontext of the listening and wha1 
kind of text it is: give dear insrrualons: ser the task before 
playing the text; let learners check their answers in pairs 
before conduaing feedback. 

Reflection task 
• Think of a group of learners that you are currently 

teaching. Which receptive skill do you think you 
practise more with this group? Why? Do you think you 
need to change the balance? 
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Worksheet 1 

3 Teaching receptive skills: Reading and listening 
1 Quiz: the texts you read 

For each question, choose the best answer. 

2 

(!) You come across on article about a film you've just seen 
and you want to know ii the writer enjoyed ii as much as 
you did. How do you read it? 

0 1 By looking for individual words ii•~ 
and/or numbers. If\ -----=:::.. 

0 2 By looking for any vocabulary that 
is unknown to you and checking it 
in a dictionary. 

0 3 Quite quickly to get a general idea 
of the writer's opinion. 

~ You hove just received a contract for a new job. Before you 
sign it. how do you read it? 

0 1 Very thoroughly, focusing in detail 
on all the information in the contract . 

0 2 Intensively looking for spelling or 
punctuation mistakes. 

0 3 By scanning to count lhe number 
of clauses in the contract. 

~ntra.d­

J ~ . ---­· -l i§iiiiii--. -··--u~ 
:i .. ==,...,.,,,, ........... --

A newspaper article you are interested in includes a few 
words you don't know the meaning of. How do you read tt? 

01 Stopp;og ood sJOOlng to look up ~I 
each new word in a dictionary. 
At a normal rote, trying to guess ~ 
the meaning of the new words. -
At a normal rote. skipping the °':'- =~ 
sentences that contain difficult words. :_ -

Reading sub skills 

<!) You wont to know what time the next train home is. 
How do you read your local train timetable? 

0 1 From the beginning until you find 
the relevant page. "" ·~· • -" .,., 

0 2 By flicking through the pages •M • .-~ .. Lo•wn• 

to locate the specific piece of DUI 
information you need. - . ·-; 

0 3 Quicldy to find out the different ~ . _ _ ,,.' 
places the timetable refers to. 

@ You ore doing some research into different viewpoints of 
a key historical event. You come across on article by on 
unknown writer. How do you read it? 

0 1 Quite quicldy to look for any facts. 
0 2 By searching the text. looking for 

any difficult words. 
0 3 Quite carefully to find out whether 

you con detect any political bias. 

2a Match the reading sub skill terms below with the answers to Task 1. 

skim/ gist reading 
reading to infer textual meaning 
close reading 
scan reading 
reading to infer vocabulary meaning 

2b Which of the sub skills from 2a are typically used when reading: 

a a poem 
b a phone book 
c an academic article you are interested in which contains some unfamiliar terminology 
d instructions for assembling natpack furniture 
e a newspaper artide you have limited interest in 

2c Discuss these questions: 

1 What affects the way we read texts in our first language? 
2 If you are learning a second language, do you read in the same way as you do in your first language? Why I why not? 
3 What can we do to address these issues in the English-language classroom? 
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Worksheet 2 

3 Teaching receptive skills: Reading and listening 
3 The aims of a reading lesson 

Following feedback from this task with your trainer, match the stages 1-9 with the aims a-i so you have a record of the 
answers. 

1 Learners discuss a memorable tourist experience in pairs. 
2 The teacher explains the meaning of two key words in the 

text. 
3 Learners read and choose the best of three summaries for 

the text. 
4 Learners read again and answer true/false questions 

about information in the text. 
5 The teacher writes five new words on the board from 

the text. Learners look for these words in the text and 
underline them. 

6 Learners guess the meaning of the new words in the text. 
7 The teacher asks learners to underline examples of the 

present perfect in the text and to discuss why the tense is 
appropriate in each instance. 

8 The teacher asks learners to talk about the different kinds 
of reading skills they have practised. 

9 Learners discuss the effects of tourism in their city in 
small groups. 

a To provide practice in inferring the meaning of new 
vocabulary. 

b To provide spoken fluency practice by exploring the topic 
of the text further. 

c To provide practice in scan reading for specific words. 
d To clarify the meaning of key vocabulary items. 
e To provide spoken fluency practice and to activate prior 

knowledge about the topic of the text. 
f To develop awareness of reading sub skil ls. 
g To provide practice in close reading. 
h To encourage learners to notice grammatical features in 

the text. 
To provide practice in reading for gist. 

:iii 

• 
4 The differences between listening and reading 

From a learner's perspective, what are the key differences between reading 
and listening lessons? Are reading or listening lessons more challenging? 
What are the challenges? 

5 Managing the challenge of listening 
Sa Sort the following list of problems associated with listening lessons into 

the Venn diagram. Some problems can be placed in more than 
one category. 

1 The speed of the speech in the dialogue was too fast. 
2 The listening took place at the end of the lesson when the learners 

were tired. 
3 The task was too challenging. 
4 The instructions for the listening task were unclear. 
5 The CO wasn't cued and learners got confused about what 

they should be listening to. 
6 There no was lead in for the listening text. 
7 The recording of the dialogue wasn't clear. 
s Learners didn't get a chance to check their answers to the 

task in pairs before doing feedback. :!:7:i~';! 
9 The speakers in the dialogue used a strong regional accent. 

10 The teacher forgot to explain the context of the dialogue. 
11 The vocabulary in the listening text is quite difficult 
12 The subject of the conversation wasn't particularly interesting for learners. 

5b In groups, brainstorm advice you would give on one of the topics below. 

Choice of text Creating listening tasks 

Nature of the 
listening text 

Teacher 
management 
In the lesson 

Setting up listening tasks in the classroom 

Sc Work in groups of three (one person from each of the previous groups) and share your ideas. 
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(Trainer's Notes) 

4 Oral fluency and speaking skills 
Summary 
Focus Classroom methodology 

Alms To explore ways of developing learners' oral fluency and speaking skills. 

Contexts New or experienced in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheers. and make multiple copies of the role play cards in the appendix. p. l 09 for 
Task 1. The dialogue cards in the appendix. p. l 09 for Task 4 also need to be cut up for ordering. 

Lead in 
Put trainees in small groups. Ask them to think of as many 
different speaking tasks as possible. Set a time limit of a 
minute. Conduct feedback and list ideas on the board. 

1 a and b Give each trainee a copy of worksheet 1. Put 
trainees ln pairs. In each pair, give one trainee the 
Teacher A role card, and the other trainee the Teacher B 

role card from the appendix. p.109. Ask them to have a 
discussion, expressing the views on their role cards. How 
did they find the discussion? Conduct feedback . 

ff\ \.!/ Make the poinl that without an information gap and 

2 

3 

some kind of conflict. speaking tasks are not generative 
and will peter out. 

Put trainees in small groups to come up with some rules. 
Conduct feedback. 

1 It is imponant to have an information gap so that 
learners have a reason to speak to each other. 

2 Make sure you choo.se topics that are of interest and 
are relevant to your learners. 

3 It's important to vary task types so that learners 
remain motivared and are not bored. 

4 It is often imponant to give learners time to think 
about and/or plan what they are going to say. Don't 
be afraid of the silence this requires. 

5 Consider how you will deal with error correction. Will 
you correct? If so, what will you correct? (Refer to 
the aims of the lessons.) Will you provide individual 
feedback or whole group feedback? 

a and b Ask trainees to work alone to write a first 
draft of the aims for each task. then get them t0 check 
answers in pairs. Conduct feedback on 3a before getting 
them rn discuss the questions in 3b. 

Ja suggestions: 
1 To provide semi-controlled practice of the present 

perfect simple and progressive to talk about past 
actions with a connection to the present. 

2 To provide oral fluency practice on the topic of crime . . 
3 To highlight strategies for making and refusing polite 

interruptions. 
4 To provide freer personalised practice of causative 

'have' and ·get'. 

4a 

4b 

4c 

5 

3b 
1 Oral fluency: 2 Oral language practice: l 
2 Language practice activities have a clear linguistic 

agenda, whereas fluency activities do not aim to 
practise a specific grammar item. 

3 It focuses on specific strategies or subskills for oral 
interaction. 

Put trainees in pairs and give each pair a set of dialogue 
cards from the appendix, p.109. Ask trainees to make 
five mini dialogues of either two or three lines between 
two people, A and B. Conduct feedback. 

Dialogue 1: 9. 5 
Dialogue 3: 13, 2. 10 
Dialogue 5: 4, 6 

Dialogue 2: 3. 11. 7 
Dialogue 4: 8, I. 12 

Give each trainee a copy of worksheet 2. Ask trainees in 
pairs to match the dialogues to the speaking skill they 
exemplify. Conduct feedback. 

tht phrases show where rhe speaking sub skill is used 
Seeking clarification: Dialogue 4: So. l don't have to save 
the doc? 
Turn taking: Dialogue l: ... and so those are all the points 
I need to explain. 
Boundary or transition marking: Dialogue 5: Sp Jet's now 
haye a look at their written proposal. 
Feedback: Dialogue 3: l bet you did. 
Repair: Dialogue 2: I did pass. I just didn'1 do as well as 
I'd hoped. 

Ask trainees to discuss the questions in pairs. Conduct 
feedback. 

1 Speakers use visual clues like gestures. facial 
expressions, eye contact (or lack of it), nods of the 
head and body position. 

2 These are known as paralinguistic features. 
3 Showing video recordings of native speakers 

interacting can highlight paralinguistic features. 

It might help to do an open-class example of a. Pm 
trainees in groups to brainstorm ideas. Conduct feedback. 

Reflection task 
• How often do you focus on specific speaking skills and 

strat.egies? Do you do too much or too little? Why? 
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Worksheet 1 

4 Oral fluency and speaking skills 
1 Warmers 
1a Your trainer will give you and your partner a role card 

each. Have a discussion, putting forward your views as 

they are stated on the role card. 

1b Did you have an interesting discussion? Why I why not? 

2 Good ideas for oral fluency tasks 

3 
3a 

20 

In groups, write some rules to help make oral fluency tasks 
work well. Think about the following ideas. 

1 Information gap 

2 Topics 

3 Task types 

4 Planning/thinking time 

5 Error correction 

What are the aims? 
The following tasks are from facel(oce Upper Intermediate. 
Decide what the specific aim of each task is. 

1 

2 

a) Work on your own. Make qucs1lons with you 
with these words. Use How long ... ? or flow 
murhlmany .. ? and the P~nt Perfect Simple or 
~n1 Pent.Cl Continuous. Use the continuous 
fonn If possible. 

1 I rountncs I v15i1 ? 
How many countries have you visi1ed? 

2 I hvc I tn your house or Oar ' 
J I phone calls I make I today? 
• I Study I English? 
s /know I yo11r o ldes1 [rieud7 
6 I spend I on food today? 

b) Work with your partner. Take 1urns 10 ask and 
answt.r the que:;Lions. Ask follow·up questions. 

a) Work on your own. Read abool a crime that 
happened ln the UK. Then write five words/ 
phra.ses lO help you remember the crime. 

A )$-)"\It-Old sccrct:uy siolc £4.3 million 
from the company she ""rkcd ror "'"" a 
pcrioo of ''"""'l >"""" She wn, rough1 a few 
W4'<'k~ bofort she wru. pl:mninl,! 10 le:Jw her 
job and start u new lif~ in u £7.S0,000 ,.;ua in 
Cypnis. 

b) Work with lhe other people In your group. 
Take mrns 10 1ell each other about the crime in 
1). Use your own words if possible. After each 
mme, decide what punishment you would 
have given the criminal if you'd bcm the j udge. 

c) Turn to p1S9. Rtad wba1 haptxncd 10 !he 
criminals. Do you agree with the ~menccs that 

lhe judges gave them? Why7/W11y not? 

Teacher Training Essentials 
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4 

ASl(ING FOR PERMISSION TO INTtRRUPT 

a) Match I.he beginnings of sen1t ncQ 1~ to I.he ends of 
>enlcnces a}-f). Which xruul<U sound more polite? 

1 Sorry lo bother )'OU. 

bu1 havr you 
2 Is 1hls 
J Sorry 10 

I was wondering if 
Are you 
CQn I h•vc 

•I busyr 
b) a word l 

c) go1 • minute? 

d) d1$1urb you. 

•l a good 1 ime? 
I) 1 could $ee you for a moment. 

REfUSINC PERMISSION TO INT<RRUPT 

b) Look at 1hcsc ways of nJusmg pt.nntssion. Fill In the 
g,ips wilh I.hes« words. 

busy •g>lrut tied tlm• pus~ 

5orry, this tsn't a good 
I'm rc~lly up · ······-- -- it nt the mo111cnt. 
l'ni llfraid l'rn a bi1 ........... ~··· up just no'"'· 

' I'm rather .............. fol' tlmr 11t the: moment 
I'm rC111ly rather ___ right now. 

II we are refus.:d pum1ssoon "' ofren "2)': 

°""~ ""'">' II! no< important/it can wau/11~ not uri:au/ 
111 catelt Y"" lawfS4>m< othn 11m< 
When""""' M a good umtla 1><11cr 11'"'11norr con"cmcnt? 

c) What C3n we say if we wan1 10 glvt someone 
pc:nnlssioo to inlerrupt1 

d) Chtck in 

MW thrtt lisLS: things you have done for you; things 
you gt't other pt.Opie to do for you; things you do 
yourself. Use tht.St. prompLS, the phrases in 1•) and 
your own ideas. 

cul/hair dye/h•lr clean/car p<lnt/photos do/gardening 

clean/windows do/n1lls c1 .. n/hous• w"'h/cloth .. 
Iron/clothes delive</food aim/clothes painVhouse 

a) Work in groups. Take turns 10 tt.11 each other about 
tht. things on your li.sl5. Ask follow-up qutsli.ons if 
~Ible. Who is the most praetical person in the group? 

I ha"" my hair cut 
about once a month. 

Oii, I ~· my sister to do 
mlne. She's really good. 

b) Tell lite class ahouL the mos1 prac1ical person In your 
group. Who is the most practical pt.rson in I.he class? 

3b Discuss these questions: 

1 Which tasks focus on oral fluency and which focus on oral 
language practice? 

2 How are these types of tasks different? 

3 How can you categorise the other task? 
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-----~-------=::::=---=---
Worksheet 2 

4 Oral fluency and speaking skills 
4 Speaking skills 
4a Answers: 

Dialogue 1: 
9 A: ... and so those are all the points I need to explain. 
5 B: Thanks for that. Does anyone have any questions 

about the points that have been made? 
Dialogue 2: 
3 A: I was so disappointed with my exam result. 

11 B: Don't worry. You can resit it. I'm sure you'll pass next 
time. 

7 A: I did pass. I just didn't do as well as I'd hoped. 
Dialogue 3: 
13 A: We saw some amazing things. 
2 B: I bet you did. 

10 A: So many breathtakingly beautiful buildings! 
Dialogue 4: 

8 A: Then to finish you just click here where it says 'log 
out'. 

1 B: So, I don't have to save the doc? 
12 A: No, no. It automatically saves itself. 
Dialogue 5: 
4 A: In short, the discussion was very constructive. 
6 8: Pleased to hear it. So let's now have a look at their 

written proposal. 

4b Match the mini dialogues from 4a to the definitions of 
speaking skills below. 

Seeking clarification - when you check information with the 
person you are speaking to. 

Turn taking - when you indicate to other speakers that you 
have finished saying what you want to say, and when you 
indicate that you would like to speak next. 

Boundary or transition marking - when you indicate to the 
other speaker that you are going to start talking about a new 
topic. 
Feedback·- when you use small phrases, words, sounds or 
gestures to show the speaker that you are listening to what 
they are saying. 

Repair - when you correct yourself when you speak, or 
when you rephrase something if you think the other person 
hasn't understood you. 

4c Discuss these questions: 

1 What visual clues do speakers use to support some of 
these speaking skills? 

2 What do we call these clues? 
3 How can we help learners develop awareness of these 

visual clues? 

5 What could you do? 
Below are suggestions for contexts and resources for 
speaking tasks. What could you do to make an interesting 
task for learners? 

a Speaking skill: Transitions or boundary markers 
Context: Telling a story (monologue) 
Resource: a tape recorder or MP3 player that can record 
What could you do? 

b Speaking skill: Turn taking 
Context: A simulation of a business meeting with three or 
more participants 
Resource: one student who observes the meeting, but 
doesn't take part 
What could you do? 

c Speaking skill: Seeking clarification 
Context: Someone explaining a new software programme 
to another person 
Resource: three examples of phrases used to seek 
clarification on strips of paper 
What could you do? 

d Speaking skill: Providing feedback 
Context: Friends telling each other what their week at 
work was like 
Resource: checklist that measures feedback during the 
conversation 
What could you do? 

e Speaking skill: Repair 
Context: Patient telling a doctor about symptoms 
Resource: four examples of incomplete conversations 
where there has obviously been a breakdown in 
communication 
What could you do? 
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(Trainer's Notes) 

5 Developing learners' writing skills 
Summary 

Classroom methodology Focus 

Aims 
Contexts 

Duration 

To comrast process and product approaches to developing learners' Wliting skills 

New or experienced in-service teachers 

60-75 minutes 

Preparation Photocopy both worksheets. Cut up the Lesson A and Lesson B stages for Task 4 from the appendix, p.110. 

Lead in 
Write the following questions on the board: 

• How often do you write something during a typical week? 

• What is your overall attitude towards writing? 

• Does this affect the way you deal with Wliting in the 
English language classroom? Why I why not? 

Trainees make notes on their own for a minute or so. then 
discuss in small groups. Conduct feedback. 

1 Give each trainee a copy of worksheet 1. Put trainees in 
pairs to do this t.ask and then get them to check answers 
with anolher pair. Conduct feedback. 

@ a lt is mostly planned and contains very few extraneous 
words. 

b The discourse Is often very organised and observes 
formal boundaries such as paragraphs and chapters. 

c rt is usually neunal or formal in terms of style and 
register. 

d Feedback is usually either absent or deJayed. 
e There is a higher incidence of both simple and 

complex complete sentences. 
f Usually a higher incidence of noun phrases. 
g Uses punctuation to help make meaning dearer. and 

vocabulary choices tend to be more precise. 
h Writers use layout, headings and different typefaces to 

support their message. 

Use lhe answers ~bove to build up a list on the board, 
(like the one below) of what we need to tead1 when we 

teach writing: 

• planning · 

• organisation o( ideas, discourse features 

• clear communication 

• formal register 
• rules of grammar - how to form more complex 

sentences 

• noun phrases 

• punctuation. wider vocabulary 

• layom. imponance of presentation 

2 Put trainees in small groups to discuss the questions. 

Conduct feedback. 

3 a and b Ask trainees to do Task 3a alone, and then 
check their answers in pairs. Ask each pair to discuss 3b 
together. Conduct feedback. 

22 Developing learners' writing skills 

CD la Process approach: I. 2. 5. 7. 8 
Pcoduct approach: 3. 4. 6. 9. 10 

4 

lb The process approach is more concerned with the 
differem steps that writers go through (the process), 
while the product approach focuses more on the end 
result of writing (the product}. 

a and b Put trainees in small groups and give each 
group a set of the cut-up strips from lhe appendix, p. l 10. 
Ask them to orda the two lessons. Give out worksheet 2 
and ask groups to compare their answers wilh those on 
lhe worksheet. Conduct feedback by answering 4b as a 

whole group. 

@ 4b Lesson A product focused; lesson B process focused. 

4c Put trainees in groups to discuss these questions. 

Conduct feedback. 

CD GrammaT or vocabulary through to paragraphing 
and layout. It is quite common to focus on written 
discourse like linking words. 

2 Not necessarily; it could be very difficult for learners 
with opposing views to collaborate on a dlscursive 
essay. 

3 No, the process and product "pproaches are not 
mutually exclusive and teachers will often embed 
aspects of one approach Inside the other. 

5 a and b Put uainees in groups lO discuss lhcir ideas for 
Sa and answer the questions in 5b. Conduct feedback. 

Q) Sb 
forming letters, spelling, punctuation, editing, 
cohesive ties, paragraphing 

2 r"Clcvant content, layout, edlting. paragraphing 
3 forming leuers. spellin.g. layout. punctuation. cohesive 

ties, paragraphing 
4 including relevant content. editing, paragraphing 

Reflection task 
• Writing is sometimes called 'the Cinderella skill' because 

it is rhe easiest to neglect. Do you feel lhis is the case 
with your own teaching? How do you try and provide a 
balanced writing programme? 

www.ellt.ir
www.ellt.ir


Worksheet 1 

5 Developing learners' writing skills 
1 Spoken vs. written language 

Below are some typical features of spoken language. Write an associated corresponding feature of written language. 

Spoken language Written language 
It is mostly spontaneous and contains redundancies. a 

The discourse is often ·untidy'. b 

A higher likelihood of an informal style or register. c 

The speaker is usually able to get instant feedback on their d 
message. 

Often made up of a series of utterances that are not complete e 
sentences. 

Often a higher incidence of verb phrases. f 

Conveys meaning through stress, intonation and pauses. g 

The speaker can support their message using gesture and h 
facial expression. 

2 Some questions about writing 
Discuss these questions: 

a Do you think that written practice of tenses helps to develop writing skills? 
Why I why not? 

b Where do learners usually write their first draft of a piece of writing - at 
home or in class? Why? 

c Do you often get learners to focus on cohesive devices in their written 
work? Why I why not? 

d How good are learners at editing their own and each other's written work? 
e Do you sometimes get learners to brainstorm ideas for writing in groups? 

3 Process or product? 

How effective is this? 
f Which of the following aspects of writing do you consider the most 

important: punctuation, correct grammar or paragraphing? 
g Do you believe it helps learners to provide a model text for a piece of 

writing? Why I why not? 

la Writing is often discussed with reference to process (where a new text is built through a series of planning and re-drafting 
stages) and product approaches (where a text is analysed and imitated). Which approach do you think the following 
descriptions of methodology are talking about? Put the numbers in the correct box. 

A process approach to writing A product approach to writing 

1 Learners express their ideas freely and fluently in writing without being overly concerned with accuracy. 
z Pieces of writing will go through two or three drafts. 
3 Learners start a piece of writing with a sentence, this being the basic unit of written language on which to build. 
4 Learners analyse the key features of specific genre or text types so they can imitate them. 
s Teachers encourage learners to share their written work and give each other feedback. 
6 There is a strong focus on grammatical accuracy and teachers mark most grammar mistakes in learners' written work. 
7 Learners will often begin writing something by brainstorming ideas with their classmates. 
8 Learners will often work on a piece of writing collaboratively. 
9 Written work is marked as 'pass' or 'fail' according to a specified standard. 

10 Learners are encouraged to work on writing alone, often outside class time. 

lb What do you see as the key difference between the two approaches? 
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Worksheet 2 

5 Developing learners' writing skills 
4 What are the stages? 
4a Answers: 

Lesson A 

• Learners read a model text and answer comprehension 
Questions about the information in the text 

• Key features in the example text are highlighted and 
clarified. 

• The teacher provides practice of features previously 
analysed in the text. 

• Learners write their version of the text. 
• The teacher gives language-focused feedback on the 

learners' writing. 

Lesson B 

• Learners brainstorm the content of the text and discuss 
how they can best organise their ideas. 

• Learners write the first draft either alone or 
collaboratively. 

• learners swap first drafts and give each other feedback 
on their writing. 

• The teacher gives some interim feedback to the learners 
on the content, organisation and language of their 
writing. 

• Learners write their final draft and the teacher gives 
feedback on the writing. The feedback may only focus on 
the content of the text 

4b Which writing lesson could be described as product and which as process focused? 

4c Discuss these Questions: 

1 What kinds of features can be analysed in the product approach? 
2 Should all process writing be done collaboratively? Why I why not? 
3 Are these two approaches mutually exclusive? Why I why not? 

5 Tasks for writing sub skills 
Sa When either reproducing a text as a product or creating one in a process, it is important to be familiar with a number of text 

types and sub skills. For each writing sub skill below there is one idea for a task to help develop that sub skill. Think of one 
more idea. 

1 Forming letters 
a Briefly show learners a phrase that they have to copy 

by hand. 
b 

2 Including relevant content 
a Learners. in two groups, brainstorm ideas for an essay 

on to a board then critique each other's ideas. 
b ................................................. ...................................... . 

3 Spelling 
a Learners find words in a list that have a vowel missing 

and then correct the word. 
b .................................................... ..................................................... ..................... .... . 

4 Layout 
a Give learners cut-ups of headings, e.g. 'date'. address', 

etc. and get them to put them in their correct places 
on a blank page. 

b ······· ............ . 

5 Punctuation 
a Learners divide up continuous text into sentences. 
b .............................. - ............................................ ............................... . 

6 Editing 
a Learners choose three features they want their 

classmates to check their writing for. 
b ......................................................................................................................................... .. 

7 Creating cohesive ties in text 
a Learners decide what pronouns in the text are 

referring to. 
b .. ....................................... .......................................... ............................................. .. 

8 Paragraphing 
a Learners divide up a block of text into appropriate 

paragraphs. 

b ................................ -···- ···-························- ········ ......... ···························-·············-

Sb Discuss these quest.ions: 

24 

1 Which of the sub skills focus on writing at word or sentence level? 
2 Which of the sub skills focus on writing at whole-text level? 
3 Which sub skills are more connected with a product focus on writing? 
4 Which sub skills are more connected with a process focus on writing? 
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6 Teaching vocabulary 
Summary 

Classroom methodology Focus 
Aims 

Contexts 

Duration 

To raise awareness of different approaches to teaching vocabulary 

Pre-service or new in-service teachers 

60-75 minutes 

Preparation Photocopy both worksheets. You will need to cut up the vocabulary teaching sequence for Task 2 and the 
contexts for Task 3 from the appendix, p.l l L 

Lead in 
Write the following questions on the board: 

• Can you think of a memorable word that you know in a 
language that is neither your first language nor English? 

• What is that word? Why is it memorable? 

Trainees discuss in pairs. Conduct feedback and elicit personal 
examples from trainees. 

1 Give each trainee a copy of worksheet 1. Ask trainees to 
read the scenarios and make notes on what the problems 
are, and then compare their ideas in small groups. Conduct 
feedback. 

ff\ \.Y a Tbe teacher uses too much unnecessary language 
around the word. 

b The teacher asks learners 10 say the word when they 
are unsure of the meaning. The word needs to be 
concept checked before it is drilled. 

c This is the 12th word 1hat the teacher bas elicited 
from learners. Teacher-fronted elicitation of this 
nature is better limited to four or five words. 

d Writing a word on the board will not help learners 
understand the vocabulary item because there is no 
context. 

e The example sentence does not clearly illustrate the 
meaning of the word. 

f If a teacher asks learners directly if they understand a 
word, they are likely to say they do. The teacher needs 
to use concept-checking questions to check meaning. 

2a Put trainees in pairs. Cut up the vocabulary teaching 
sequence from the appendix. p.111. and ask trainees 
to order the stages and then match a rationale to each 
stage. Conduct feedback. 

@ l d 5b le 4a 6f )e 

2b Put trainees in groups of four to do this task. Conduct 
feedback. 

@ l mime 2 use realia or a picture ) give the opposite 
meaning sweet 4 show a picture 5 a personal 
anecdote or synonym 6 an oral definition 

3 Put trainees in groups of four. Give one of the four cards 
(A.B.C,D) from the appendix, p.11 l, to each trainee 
in each group. Explain that the trainees should share 
ideas in their group for how to deal with each teaching 
scenario. Conduct feedback. Establish that there are 

three key ways of teaching vocabulary in the classroom: 
teacher-fronted elicitation, learner-centred task or 
guessing the meaning of words in a text. 

ff\ \.Y Teacher A - Encourage learners to guess the meaning of 
the words from the C(lOtexl. 
Teacher B - Some kind of learner-centred task - perhaps 
learners can match the new words to pictures and/or 
definitions. 
Teacher C - The most efficient way of dealing with these 
words is probably by means of teacher-fronted elicitation. 
Teacher D - A learner-centred task where learners match 
the verb-noun collocations as a way to working out the 
meaning of the verbs. 

4 Give each trainee a copy of worksheet 2. Ask trainees to 
work in pairs and then check their answers with another 
pair. Conduct feedback. 

@ Category I - Vocabulary games: d. e 

5 

Category 2 - Vocabulary organisation tasks (soning. 
ordering. etc.): b. f 
Category 3 - Personalisation tasks: a. c 

a and b Establish that effective vocabulary learning 
requires learners to work independently of the teacher. 
and that it offers an ideal opportunity to develop learner 
autonomy. Ask trainees to do these tasks alone, and then 
compare their ideas in small groups. Conduct feedback. 

Sa 
l a mind map is used to record different uses/meanings 

of the phrasal verb put up 
2 a dictionary entry - used to focus on the meaning of 

the word and the way it collocates. 
) This is a notebook of an Italian learner who has noted 

the false cognates (false friend~) library//ibreria. 
5b 

Teachers can show examples of vocabulary cards. 
2 Teachers need to show example pages and diflercnt 

ways of recording vocabulary. 
) Learners will need training on how to read dictionary 

entries and identify key information. 

Reflection task 
• Learn~rs often need a lot of vocabulary revision. How 

can you help learners revise.vocabulary you have taught 
them? Over a period of time such as a month, track how 
much vocabulary revision you do. 
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www.ellt.ir
www.ellt.ir


Worksheet 1 

6 Teaching vocabulary 
1 Some teacher problems 
Read the examples of teacher language below. Each one shows a problem that teachers can have when 
teaching vocabulary. Decide what the problem is. 
a Teacher: Now the expression I want to teach you is ... well, 

it's a phrasal verb - run on - you know. with the verb plus the 
particle. Anyway, that's what I want to teach and it means 
it continues longer than you expected. That's when you're 
talking about a show or a film or something like that. 

b Teacher: The new word is appraisal. The stress is on the 
second syllable. OK. repeat - appraisal. 
(Silence) 
Learner: What means? 
Teacher: OK - just repeat - appraisal. 

c Teacher: OK, our 12th new word today: who knows what we 
call someone whose job it is to take care of a building? 

d Teacher: So here on the board is the new word I've written up 
- leverage. So what does it mean? 

e Teacher: Right, the word is foliage. For example, 'The foliage 
was thick and I couldn't see the sun.' 

2 The steps of elicitation 

f 'Peripheral'. Does everyone understand the meaning 
of this word? 
(Silence) 
Teacher: Do you understand? Tae Won? 
Learner: Yes. 

2a Your trainer will give you a cut-out version of the stages below. Place the stages 1-6 of the vocabulary teaching sequence in 
the correct order and then match the rationales a-f with the correct step. Once you have done this, mark your answers on this 
worksheet for your records. 

1 Concept check the meaning of the new word. 
2 Convey the meaning of the new word by defining it or by 

using a visual. 
3 Write the new word on the board, indicating the word 

class and marking the stress. 
4 Provide a clear oral model of the word. 
5 Elicit the word. (If the learners do not know it. or 

pronounce it incorrectly, say the word yourself.) 
6 Drill the word with learners both chorally and 

individually. 

a Learners need to hear the pronunciation before they can 
repeat it. 

b If learners can provide the word. it is very affirming for 
them. 

c Learners need to feel sure about the meaning of the word 
before they say it. 

d In order for learners to be able to provide the word, the 
meaning needs to be clearly established. 

e Learners need a written record of the word and they 
need to find out how it is spelt. 

f It is often a good idea for learners to say the word before 
they see it written down, especially when the spelling of 
the word is at odds with its pronunciation. 

2b With each of the words below there is a suggested mode for conveying meaning. The suggested mode is not very clear or 
efficient for that word. Think of a more effective way of conveying meaning. 

Word 
1 stagger 

More effective mode: . 
2 stapler 

Mode of conveying meaning 
put on a cline: walking normally ~ walking strangely 

mime using a stapler 
More effective mode: . ............ ............ ... . . . . . .. ............. .......................... ........................................................ -·-····· ........................................................................ -....... .. 

3 sour (fruit) provide a personal anecdote of eating sour fruit you didn't like 
More effective mode: ........................................................................................... .............................................................................................................................. ....................................... . 

4 sunset give an oral definition 
More effective mode: ..... ................................... ................. .. ...... .. 

5 terrified give the opposite meaning 
More effective mode: .... . .............. ........ ····--·-···--···· ..................................... -................................................... _ ........................ - ............................................ . 

6 doubt read aloud an example sentence that contains the word 
More effective mode: ........... ................... . . . . ...................................... - .................................. _ ........................... --.................. .... ... . ..................................... . . ...... . 

3 What's the best way? 

26 

Work in groups of four. Your trainer will give you a card each. Each person in the group has a different set of vocabulary to teach. 
Explain what you have to do and ask your peers for suggestions on how to teach the words. 
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6 Teaching vocabulary 
4 Putting words to use 
Below are three different categories of vocabulary practice; 
each one has an example. 
Put the learner tasks a-f into the correct category (there are 
two further tasks for each category). Then name each category 
based on the different task types. 

Category 1 
Tell me letters to spell a word. 

Category 2 
Which words do you use with an oven? Which do you use with a 
hob? 
bake. grill, fry, boil, roast, steam 

Category 3 
Tell your partner about 
the last time you caught 
a flight Use the flight 
departure words. 

a Practise the adjectives. 
Find someone who saw a film that was moving. Ask them why 
it was moving. 

b Put the following words in a logical order. 
break up, get engaged. go out together, get married, make up 

c Complete the sentence so that you make sense of the word 
in bold. The most eccentric person I've met was ·----·--

d Instructions: write a word on the board so that two learners 
(one from each team) can't see the word. The other learners 
in the team who can see the word try to elicit the word from 
their team member. The first learner to say the word wins. 

e Pelman ism: Put all cards face down. Each learner takes it in 
turns to turn up a red word card and a blue definition card. If 
they match. the learner keeps the cards. If not. they turn them 
face down again. The learner with the most cards wins. 

f Order the following crimes according to your opinion from 
least serious to most serious: 
arson. burglary, vandalism, fraud. kidnapping 

Worksheet 2 

5 Learner training 
Sa Below are examples of autonomous vocabulary learning 

strategies. Identify each strategy and what aspect of 
vocabulary is focused on in each example 1-3. 

1 

2 

3 

sb 1.1p l:o stn 

(get. sb to d..o stn 
bo.A. or wro~g) 

blockbuster /'blok,bAS.t<·l'f ® /'blo:k,bAs.te-/ noun (CJ 
INFORMAL a book or film that ls very successful, especially 
because it is exciting: a blockbu.ster movie I novel 

-·· 

_ Li.bre.rUI.. "' book shop -+ .--.--'-"-''--- ---.• 
Li.br = bi.blioteco.. 

Sb Complete the table below and then. in groups, discuss 
how teachers should introduce these strategies to 
learners. 

What learners can do What teachers should do 
outside the classroom ••• inside the classroom to 

promote this strategy 

1 Use vocabulary cards 

2 Use vocabulary 
notebooks 

3 Use English-English 
learner dictionaries 
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{Trainer's Notes) 

7 Teaching grammar 
Summary 

Classroom methodology Focus 
Alms 

Contexts 

Duration 

To compare and contrast different approad1es to teaching grammar 

Pre-service or new in-service teachers 

60-75 minutes 

Preparation Photocopy both worksheets for all trainees. Cut up copies of the stages for Task I for each group from the 
appendix. p.112. Cut up and distribute the role cards for Task 4 to trainees from the appendix, p.113. 

Lead in 
Write the following question on the board: 

• ln a multilingual classroo!1'1 what can be a problem of 
explaining grammar rules? 

Trainees discuss in pairs. Conduct feedback. Make the following 
point: often the explanation of grammar can involve a lot of 
language and terminology that learners can find difficult to 
understand, particularly at lower levels. 

Note: These tasks are designed to complement sessions which 
demonstrate the three approaches to teaching grammar 
outlined in Task l. 

1a Explain that you are going to look at three different 
approaches to teaching grammar. Put trainees in three 
groups. Give each group a copy of the cards for one 
approach from the appendix, p.112 and ask them r.o 
order the stages. As each group finishes give them 
another approach w order, until each group bas ordered 
all three approaches. Ask the groups if they know the 
names of the three approaches. Give trainees copies 
of worksheet 1, so that they can check their answers. 
Conduct reedback, pointing out that all approaches need 
a context for cbe grammar and that checking meaning 
should come before checking form. 

1 b Ask trainees LO complete the task alone, and then check 
their answers in pairs. Conduct feedback. 

<1) 1 listening 2 examples 3 practice 4 questions 
5 story/rontexr 6 questions 

2 a-c Put trainees in small groups to discuss the statements 
in 2a and decide which approach is being talked about. 
Trainees then choose a suitable approach for the 
situations in 2b. Next. ask them to answer question 2c. 
Conduct feedback. 

la 
1 text-based 2 test-teach-test 3 comext build 
4 test-teach-test 5 context-build 6 text-based 
2b 
1 Context-build: it's easy to build a context about 

someone's fururc intentions and this will be dear for 
low-level learners. 

2 Test-teach-test: learners might well have met these 
structures before, but are still likely 10 be unclear 
about how to use them. 

28 Teaching grammar 

3 Text-based: the passive occurs frequently in written 
language, so it makes sense to use a reading text to 
clarify it. 

le Suggestions: 
l Someone talking about the weekend activities they 

plan to do. e.g. go to the movies. meet friends, etc. 
2 Ask learners to talk about mistakes from their past 

they would do differently. 
3 A reading about a simple process. e.g. a manufacturing 

process such as the making of chocolate bars. 

3 a and b Give each trainee a copy of worksheet 2. Ask 
trainees to do these tasks alone, and then check their 
answers in pairs. Conduct feedback. 

<1) 3a 2 c 4 a 6 d 8 b 10 e 
lb Drilling can help learners with the pronunciation of 

language: it can help them get used to the natural 
rhythm of the language. 

4a Explain to the trainees that they are going to have a 
discussion about a lesson they are planning. Before they 
have the discussion. they are going to brainstorm ideas 
in groups. Give hall the trainees role card A, and half the 
trainees role card B from the appendix, p.113. Put them 
in groups with trainees who have 1he same role card to 
prepare what they will say in the role play. 

4b Put trainees in A and B pairs to do the role play and get 
them to discuss their ideas for the grammar datification 
lesson. Conduct feedback. 

4c Ask trainees to discuss these questions in groups of three. 

<1) 1 freer oral practice of language 
2 Neither person knows what the other is going 10 

suggest nor do they know each other's attitude in 
terms of approach to clarifying grammar. 

Reflection task 
• Are all grammar praclice tasks effective at practising the 

language they ajm LO practise? Why I why not? 
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7 Teaching grammar 
1 Different approaches - different stages 
1a Answers: 

Approach 1: Text-based approach 

3 learners read (or listen to) a text. 
2 Learners answer comprehension questions about information in the text. 

Worksheet1 

6 The teacher sets a task that allows learners to discover one or two examples or the target language in the text, without necessarily 
saying what the grammar point is. The teacher writes an example on the board. 

1 The teacher checks the meaning by asking concept checking questions. 
5 The teacher highlights the form of the target language. 
4 The learners do a controlled practice task to check their understanding of the form and meaning. 

Approach 2: Test-teach-test* 

6 Learners do a free oral practice task that encourages the use of the target language the teacher wants to focus on in the lesson. 
4 The teacher listens to learners and notes down any errors they make in using the target language. 
1 The teacher writes up errors associated with the target language on the board and elicits corrections. 
3 The teacher uses oral concept checking questions to check the meaning of the correct language on the board (or a pre-

prepared learner-centred task could be used). 
5 The teacher checks the form of the language at the board. 
2 The teacher asks learners to redo the original task or another similar task that also encourages the use of the target language. 

Approach 3 - Context-build** 

3 The teacher uses visuals and word prompts to build up a context that will generate examples of the target language. 
1 The teacher elicits (or gives) an example sentence of the target language, perhaps writing it on the board. 
2 The teacher uses oral concept checking questions to check the meaning of the target language. 
s Having checked understanding of the new language. the teacher highlights the form and then rubs the example sentence off 

the board. 
4 The teacher writes up key words (prompts) on the board that are clearly connected to the context These are used to model 

and drill examples of the target language. 
6 The teacher elicits an example of the target language on to the board for a second time and highlights aspects of pronunciation 

that have just been practised. 

; ~~'-"-·-~ • . ,,.. 

1 b Complete the following grid by placing one word in each space: 

Approach Ways of providing a Ways of highlighting the 
context target language 

Text-based A reading or Underlining (2) 
(1) text of the target language 

Test-reach-test A freer oral (3) Correcting learners' errors on 
task the board 

Context-build Visuals or a (5) Eliciting an example 
created from visuals 

•Test-teach-test Is also known as task-teach-task 
•• Context build Is also known as situational presentation 
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Ways of chedting meaning and 
form 

A learner-centred task 

Oral concept checking 
(4) and board analysis 

of form 

Oral concept checking 

(6) and board analysis 
of form 
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Worksheet 2 

7 Teaching grammar 
2 Evaluating approaches 

2a Discuss the six statements and decide which of the three 
approaches they are talking about. 

1 This approach is likely to be compatible with a lot of 
coursebooks because grammar is often contextualised In 
reading and listening material. 

2 This approach will be useful at intermediate level and 
higher because it will let learners know that they still 
need to work on using the grammar correctly when 
speaking freely. 

3 It can take a lot of time to prepare a lesson using this 
approach because you need to find pictures and think of 
a story that matches the grammar. 

4 This approach means that teachers need to have good 
language awareness and they need to be able to think 
quickly on their feet. 

5 This approach is particularly effective for lower-level 
learners and those who have a visual learning style. 

6 This approach can be more time-consuming because 
learners have to do a receptive skills lesson before they 
actually get to the main grammar part of the lesson. 

2b Choose the most suitable approach for the situations 
below and say why you think it is suitable. 

1 Teaching 'going to' for future intentions to elementary­
level learners 

2 Teaching regret structures(/ wish I'd ... I should hove ... ) 
to advanced-level learners 

3 Teaching the simple present passive to a group of pre­
intermediate learners 

2c What context would you use for each lesson? 

3 Drilling issues 

3a Here are ten steps in the drilling procedure. Some steps are missing. Place the extra steps a-e in the correct place in the procedure. 

1 The teacher asks learners to close their books so they 
can't read the target language example aloud and wipes 
any examples of the target language off the board. 

2 ..................................................................... . 

3 The teacher re-el icits an example of the target language. 

4 .......................... ······· ··················· 

5 The teacher demonstrates (but doesn't explain) any key 
phonological features such as linking or elision by saying 
these words slowly. 

6 

7 The teacher asks learners to repeat the example two or 
three times. 

8 

9 The teacher nominates individual learners to repeat 
the example aloud in front of the group and corrects if 
necessary. 

10 .............................. . 

a The teacher provides a model of the target language at a natural speed and beats the main stresses at the same time. 
b The teacher lets learners say the example quietly to themselves (known as a mumble drilf) so they will feel more confident saying 

an example aloud in front of others. 
c The teacher puts up pictures or word prompts on the board that help learners remember the utterance to be drilled. 
d The teacher repeats the example again at a natural speed. 
e Learners practise saying the example to each other in pairs and the teacher quickly monitors and checks for accurate use. 

3b Why is drilling useful? 

4 Role play 
4a Work in a group with others who have the same role card as you. You are both teachers who are planning a lesson on how to 

clarify the present perfect progressive (used to talk about actions that begin in the past and continue until the present). You 
are going to have a discussion with someone from the other group. Read your role card and decide together what you are 
going to say to someone from the other group. 

4b Work with one person from the other group and share your ideas on how to clarify the grammar point. 

4c Discuss these questions: 

30 

1 The role play you just did can also be a way for learners to practise grammar points. Do you think it is a way of providing 
controlled or freer oral practice? 

2 When creating oral practice tasks it is usually important to have some kind of information gap. What is the information gap in 
the role play above? 
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(Trainer's Notes) 

8 Lesson planning 
Summary 

Classroom methodology Focus 
Aims 

Contexts 

To outline the contents of a formal lesson plan and raise awareness about appropriate lesson aims 

Pre-service or new in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. Cut up the lesson stages for Task 4 from the appendix, p.113. 
For Task 2 it would be useful to provide trainees with an example of a blank lesson plan. 

Lead in 
Write the following question on the board: 

• What kinds of things do we write a plan for in our daily 
Jives? 

Conduct feedback. 

1a Give each trainee a copy of worksheet 1. Put trainees 
in pairs to order the jobs. Conduct feedback accepting 
differences in opinion. Establish that some jobs require a 
lot of planning while other jobs require a larger degree of 
on-the-spot responsiveness. 

© Jobs requiring a lot of planning: company manager, 
English-language teacher. 
Jobs n ot requiring a lot of planning: doctor. car 
mechanic. psychologist. 

1b Ask trainees to work alone, and then share ideas in 
groups of three. Conduet feedback. Highlight that 
planning is a key part of a teacher's job, though it lessens 
with experience and familiarity with subject matter. 

2a Put trainees in pairs to correct Ben's notes. Conduct 
feedback. 

© All the notes are correct except 4 and 8. Possible 
corrections are: 
4 Be prepared for anything that might go wrong in the 

lesson and be ready with possible solutions. 
8 Consider what materials and resources you can use to 

improve the learning experience. 

2b Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. At this stage, you 
could hand out a blank example or a lesson plan and 
show how these headings are laid out. 

© a3 b5 c4 d8 e7 f 9 g6 h i i 2 

2c Put trainees in groups or three to discuss these questions. 
Conduct feedback. 

CD It means that trainee teachers have a framework with 
which they can think through the lesson carefully. In 
many training contexts, lesson plans form pa.rt of the 
assessment. 

2 For lesson observations as part of professional 
development; when doing a demonstration lesson as 
part of a job application process. 

3a Ask trainees to do this task alone, and then check 
answers in pairs. Conduct feedback. 

© le 2f 3d 4a 5h 6g 7e Sb 

3b Put trainees in groups of four to discuss their reactions to 
the different opinions and their own ideas. Indicate that 
they are all valid opinions about planning, but they don't 
relate to contexts where a formal lesson plan is required. 

4a Put trainees in pairs and give each pair the set of lesson 
stages from the appendix, p.113 to order. Tell rrainees 
the lesson is for intermediate learners and that it is 

based around a semi-authentic text on someone's first 
parachute jump. Conduct feedback by giving each 
trainee a copy of worksheet 2 containing the answers. 

4 b and C Ask the pairs to do these tasks. Conduct 
feedback after each task. 

4b 4 
4c a3 bl c5 d2 

Sa Put trainees in groups of three to discuss the aims. Refer 
them to the typical problems in Task 4c to help them 
decide whlch aims are well phrased. Conduct feedback. 

© le 2b 3a 4c 5a 

Sb Put trainees in pairs to discuss these questions. Conduct 
feedback, highlighting that all three ways are acceptable. 

© Three ways that are used to word aims: 
By the end of the lesson ... ; For learners to ... ; To+ 
(verb) ... 

Reflection task 
After teaching a lesson. review how it went. Use these 
questions: 
• Were my aims clear? Did I anticipate all problems? Was 

the lesson learner-centred enough? Did tasks link in a 
logical way for learners? 

Lesson planning 31 
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Worksheet 1 

8 Lesson planning 
1 Different jobs - different plans 

1a Order the following jobs according to the proportion of the job which is given over to planning 
(1 most planning - 5 least planning). 

doctor 
car mechanic 
psychologist 
company manager 
English language teacher 

1b Spend a minute thinking about how the planning load might change for English 
language teachers over time. Share your ideas with others. 

2 Some pointers about planning 
2a Ben has just begun a teacher training course. Look at his notes below from his 

training session on planning. Has he noted everything down correctly? Make any 
necessary changes. 

lb l ll/lllff{(fff 

1 De.cU:le. w11ef:J1er !:ne. l..e.<l.mers wi.1.L be. wori::i.ng oJ.one, in polrs or in 

2b Each of Ben's notes relates to a component 
in a formal lesson plan. Match the notes 
from 2a with the components below. 

a Main and subsidiary lesson aims rw r eo.cl1 to..sk . 

3 

b Timetable fit 
c Anticipated problems and solutions 
d Materials and resources 

4 There.'s notlf wron in l:ne.. t.e..sson. e Language analysis 
f Class profile 
g Procedure 
h Interaction 

7 Re.searc.11 o.nci mo.Jee. note.s on the. voCll.bu Timing 

to teo.cl1 . 2c Discuss these questions: 

---1_ lncli..c.o..te. k~ informo..tio.!'.LQ~leo.mers - o.ge.., no..tionqJi.ty, strengths 

1 Why is it useful to write formal lesson 
plans when you are learning to be a 
teacher? 

2 In what other contexts can they be 
useful? o.nd. we.oJ:ne.sse.s . 

3 Some teachers' views 
3a Match the opinions about planning 1-8 with the rationales a-h. 

1 I don't always do a detailed plan. but I always like to write 
down my aims and objectives ... 

2 My lesson plans are like rough sketches of the lesson ... 
3 I only ever plan half my lesson ... 
4 I just write down key things that I know will be difficult, for 

example, vocabulary concept checking questions ... 
5 I just follow what's in the coursebook ... 
6 I try to make sure I have the right amount of material for 

the lesson ... 
7 I write down the lesson stages on sticky notes and 

sometimes move them around during the lesson ... 
8 I write up the steps of the lesson on the board for learners ... 

a I find it difficult to think of those things on my feet. 
b They usually find it reas.suring to know where the lesson is 

heading. 
c I like to have a clear idea of where I'm heading in the 

lesson. 
d I never know what's going to happen with the learners 

and I like to be able to respond to them. 
e I like to be flexible about the order of tasks in a lesson. 
f It's not realistic to plan in a lot of detail when teaching 

full-time. 
g I hate the feeling that I might run out of things to do. 
h I don't see the need to reinvent the wheel. 

3b Which ideas are closest to your own opinions about lesson planning on a daily basis? 
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Worksheet 2 

8 Lesson planning 
4 Getting it in the right order 
4a Answers: 

----·-----~~~-----~-~------~.---
0 In small groups, learners discuss extreme sports they would like to try. Open-class feedback. 

G Teacher explains that learners are going to read a text about an extreme sport. 

B Teacher shows a picture to elicit, check and drill harness and rip cord. 

E Teacher sets comprehension task on writer's overall feeling about his extreme sport experience. 
Learners read and check answers in pairs. Teacher conducts feedback. 

C Teacher hands out ten TRUE/FALSE questions. Learners read, answer questions and then check in 
pairs. Teacher conducts feedback. 

A Teacher asks learners to take turns imagining they are the writer and explaining the jump to their 
friend. Teacher monitors and notes down key errors. 

F Teacher writes up errors on the board and corrects examples of learner language from the role play. 

4b For the lesson plan above, choose the best wording for the 
aim of the lesson from the choices below. 

1 To provide gist and close reading practice; to provide 
spoken fluency practice. 

2 By the end of the lesson learners will have had a look at a 
text on parachuting. They wil l have also done a role play 
using information from the article. 

3 Learners will read a text about a parachute jump which 
will then be followed by a role play and a little bit of 
correction to finish. 

4 To provide gist and close reading practice of a narrative 
text; to provide spoken fluency practice in the context of 
discussion and a role play. 

5 By the end of the lesson learners will have done some 
reading and a bit of speaking. 

4c What is the problem with the wording of the other aims 
in 4b? The list below shows typical problems with the 
wording of aims. Match them to the incorrect aims above. 

a The aim describes the task but doesn't state the aim. 
b There is not enough information about the context of the 

language. 
c The aim is vaguely worded and doesn't contain enough 

detail. 
d The aim doesn't include enough linguistic information. 

5 Some more aims 
Sa Decide which is the best aim of the three options in 1-5. 

1 
a To provide learners with the opportunity of talking about 

their childhoods and their past habits. 
b To focus learners on the structure used to and to give 

them controlled practice of this target language for the 
past. 

c To clarify and provide controlled practice of used to to 
talk about past childhood habits. 

2 
a By the end of the lesson learners will read a newspaper 

article and they will guess the meaning of new words in 
context. 

b By the end of the lesson learners will have practised and 
developed awareness of reading to infer the meaning of 
unfamiliar vocabulary in newspaper articles. 

c By the end of the lesson learners wi ll have understood 
a newspaper article and all the words in it and become 
aware of how to do it. 

3 
a For learners to understand the meaning and 

pronunciation of lexis associated with kitchen utensils 
and to practise the target vocabulary in a cooking role 
play. 

b For learners to do a cooking role play and use words to 
do with kitchen utensils. 

c For learners to use a picture chart to focus on lexis used 
to talk about kitchen utensils and practise it. 

4 
a To carry out some turn-taking skills in spoken language in 

the context of a business meeting. 
b To clarify turn-taking and speaking in a meeting. 
c To highlight turn-taking skills used in the context of the 

spoken interaction of a business meeting. 
5 
a By the end of the lesson learners will have developed 

awareness of and practised intonation used to indicate 
surprise when responding to unexpected news. 

b By the end of the lesson learners will have learnt surprise 
intonation. 

c By the end of the lesson learners will listen to intonation 
to show surprise and they will have responded to some 
surprising news themselves. 

Sb What three different ways are used to word aims? What 
way do you prefer? Why? 
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9 Planning a sequence of lessons 
Summary 

Classroom mechodology Focus 
Alms 

Contexts 

Duration 

To explore the process of planning a sequence of lessons 

New or experienced in-service teachers 

60-75 minutes 

P~ratlon Photocopy both worksheets for all trainees. Cut up the question cards for Task 1 from the appendix, p.114. You 
will also need a set of coursebooks that trainees are likely to be familiar with and c.an create a work plan from. 

Lead in 
Write the following question on the board: 

• How has your planning load changed since you began 
teaching? Why do you think this Is the case? 

Trainees discuss in pairs. Conduct feedback. 

1 Give each trainee a copy of worksheet 1. Give half the 
trainees question card A, and half the trainees question 
card B from the appendix. p.114. Put them in groups with 
trainees who have the same question card. Once trainees 
have discussed the questions in their groups. put them in 
pairs (one from each group) and ask them to interview 
each other. Conduct feedback. 

2 a and b Ask trainees to do these tasks in pairs. Conduct 
feedback. 

CD la 
Pro 11 gives learners a sense of direction and reassures 
them. Con It could make lessons predlaable. 

2 Pro It allows teachers to make sure different needs are 
catered for and they can factor in time for revision. 
Con Teachers arc so focused on shon-and mid-term 
needs that they do not respond to needs as they arise 
during a lesson. 

3 Pro It allows teachers to consider issues such as 
the balance of language input to skills practice and 
development. Con Teachers become coo focused on 
variety and !oritet language items (or skills) that meet 
learners' needs. 

4 Pro 11 gives an opporrunity for teachers 10 consider 
alternative materials. especially authentic materials. 
Con Teachers may use too much supplementary 
material and learners may feel that bringing the 
et1ursebook 10 dass is a waste or Lime. 

' Pro It makes day-to-day planning more effidem 
and less time-consuming. con Teachers will need to 
take time once a week or once a month to plan the 
sequence of lessons. 

2b 0n balance. the pros outweigh the cons. 

34 Planning a sequence of lessons 

3 a and b Ask trainees to do these tasks alone, and then 
check/discuss their answers in pairs. Conduct feedback. 

3b 
a Topics 3. 4 
b Aims of Individual lessons 4, 5 
c Kinds of language I skills 5. 6, 7, 8 
d Kinds of tasks 4, 5. 7, 8, 10 
~ Pace I, 2 
f Choice between coursebook 

and/or supplementary materials 9. IO 

3c Put trainees In small groups to do this task. Conduct 
feedback by asking each group for one suggestion. 

4a Give each tTalnee a copy or worksheet 2. Ask trainees to 
do this task alone, and then check their answers Jn pairs. 
Conduct leedback. 

lb lb 3a 4 a 5b 6 a 7b S b 

4b Put trainees in pairs to do this task. 

Q) 1 vari~ 2 balant%<1 3 varied 4 logical 5 achievable 
6 achievable 

5 Put trainees in groups or four to do this task. Conduct 
feedback. 

CD Problems with I: lack or skills balance. with roo mu ch 
listening; no freer oral practice on Wednesday. Strengths 
or 2: coursebook supplemented; Monday more logically 
sequenced; practice opporrunities in Wednesday: topic 
unity on Friday. 

6 Put trainees in small groups to do this task. Groups can 
agree on a class profile. or use the description of Penny's 
class in Task 3. When the groups finish, ask them to 

compare their ideas with another group. Conduct 
feedback. 

Reflection task 
• Many language schools provide Learners and teachers 

with a courscbook to follow. What are the advanta~ and 
disadvantages of basing a course around a cowsebook? 

www.ellt.ir
www.ellt.ir


Worksheet 1 

9 Planning a sequence of lessons 
1 An interview 

In groups, look at the question card you have been given and discuss the questions. Next, in pairs. (with someone from the 
other group) conduct your interviews. 

2 What are the pros and cons? 

2a What are the pros and cons of planning a sequence of lessons over a week or a month? Complete the grid below. 

Pros Cons 

1 Learner motivation 

2 Learners' needs 

3 Variety 

4 Teaching and learning resources 

5 Teacher's time management 

2b On balance, do the pros outweigh the cons? 

3 What do I need to think about? 
la Penny works in a private English-language school in Rome. Read the description of her learner group. Can you identity any 

similarities with groups that you teach? 

One of the groups I teach is intermediate level. These learners 
are doing a part-time semi-intensive course. which means they 
come three times a week for a two-hour lesson between 6 pm 
and 8 pm (1)_ All but one of the learners works or studies at 
university, so they have usually already had a full day when they 
come to class C2). All learners in the group are young and no 
one is older than 32 (3). but thev are quite serious and gujte 
focused (4). They like to feel they've accomplished something 
tangible by the end of the lesson CS>. This helps their overall 
motivation. They are generally quick to understand ideas and 
concepts. They have a good understanding of grammar (6), but a 
lot of their knowledge is passive and they have oroblems actually 
using grammar correctly in communicative contexts (7). Two 
noticeable weaknesses are their vocabulary knowledge and their 
listening ability (8). As part of their course fees. they've been 
given a coursebook (9) . Because they have, in effect. paid for this, 
they expect to use it and can get frustrated if I give out too many 
photocopjes of supplementary material (10). 

3b Planning involves making decisions. Which of the underlined pieces of information above would affect your decision about 
each of the following? Note, the underlined pieces of information can go in more than one category. 

a Topics 
b Aims of individual lessons 
c Kinds of language I skills 
d Kinds of tasks ................. . 
e Pace 
f Choice between coursebook and/or supplementary materials 

3c For each of the above, make a specific list of suggestions of what to take into consideration when planning for this particular 

learner group. 
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Worksheet 2 

9 Planning a sequence of lessons 
4 The methodology of planning 
4a Steps 1-8 below outline a procedure for planning a week 

of lessons. For each step, there are two choices. Decide 
which is the best. 

1 a Review material not covered in the previous week 
so that you make sure it is not included in the 
forthcoming week. 

b Review material covered in the previous week to see if 
it needs to be incorporated in the forthcoming week. 

2 a Decide where you want to get to in the coursebook by 
the end of the next week. 

b Estimate the amount of material from the coursebook 
you think can be covered next week. 

3 a List the topics. language input and skills tasks in the 
coursebook material. 

b List only the language input material in the 
coursebook material. 

4 a Work out the balance of language input relative to 
skills development in the material. 

b Work out the balance of speaking practice relative to 
grammar input in the material. 

s a Begin thinking about the staging of your lessons on a 
day-by-day basis. 

b Identify approximate blocks of learning that are likely 
to be achievable in a day. 

6 a Identify any potential gaps in the coursebook material 
in terms of achieving aims of learning blocks. 

b Identify any potential logic gaps in your lesson staging. 
7 a Find any filler tasks that will help patch up staging 

issues. 
b Find supplementary materials for any gaps in the 

coursebook material. 
e a Create your work plan for the week and type up for 

learners. 
b Do a first draft of your work plan for the week. 

4b Questions 1-6 form a review checklist for the first draft of 
your workplan. 
Use the following four adjectives to complete the 
questions in the checklist: 

I achievable varied balanced logical 

5 Evaluating work plans 
The two work plans below are for a group of pre-intermediate 
learners studying for six hours every week. Decide which of the 
two work plans is more effective by applying the questions from 
4b above. 

Work pion 1 

9.30 -
10.30 

10.30 -
11.30 

Work plon2 

9.30 -
10.30 

10.30 -
11.30 

Monday 

Speaking 
Role play: bank 
robber and 
policeman 
p.61 

listening 
Radio news 
uime stories 
p.61 

Vocabulary 
Words for 
differenl crimes 

v~ 
Word..s for 
d.i,ffue.nt 
cri.me.s 

Mini, aim e. 
st.ori.e.s ( senii,­
ruAtne.nlic.) 

~ 
Role.~: 
bcu-Jc robber 
AA<l po!Lc.e.mM 

Wednesday 

Grammar 
clarification 
&controlled 
practice 
Narrative verb 
forms (past 
simple, past 
progressive) 
p.62 until ex 3 

Usten.ing 
Teacher's scary 
stories (from 
supplementary 
listening Ille) 
p.63 

Greu11mca.r 

~ 
& c.ontroUd 
pr~ 

Nru-ro.ti>/e. verb 
forms (pCJ.St 
si.mple, po.st 
progre.sswe.) 

p.b2. 1An.t.i.L 
e.x 3 

Ftt.u cwo.t. 
pr4di.u 

Friday 

Listening 
Asking for 
directions 
semi-authentic 
material 

Role play 
Tourist­
requests & 
directions 
p.63 
According to 
needs 

Li.&~ 
At ttie. reli!w~ 
sWion (skills 
fiLe. re.swrc.e.) 

M.4nd:!.onal. 

~c19e. 

Re.:itAe.sts, e..g. 
Cwt&. !:!Ol.t 
teU me. when/ 
wl1ere./how ... 

p.b3 

Role.~ 
Tcx.oi.6t -
re.:itAtsts & 
di.recaons 

,; 

i 

, 
2 

D 
D 

Are the topics ............ . . ... . ... . .. .................................. ? p.bl 

ScArH st:cri.e.s 

Set; 1Ap writi.ng 
"'°'1iwoe1c p.b3 I': 
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3 

4 

5 

6 

D 
D 
D 
D 

Is the relationship between language and 
skills ...... 

Are the task types .............. ......... ...... .......................... ? 

Is the sequencing of tasks .............. _.. ........ ... ? 

Are the daily learning aims 

Is the timing ..... ? 

Teacher Training Essentials 

(s~ st.ori.e.s) 

6 Create a work plan 

v~ 

~~ 

B!W::s tc tne. 

Use a coursebook that you are familiar with to create a work 
plan of between six and ten hours of study for a specific group 
of learners. 
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Trainer's Notes 

10 Teaching exam classes 
Summary 
Focus Classroom methodology 

Aims 
Contexts 

Duration 

Preparation 

To outline a preparation strategy for teaching exam classes 

Pre-service or new in-service teachers 

60-75 minutes 

Photocopy both worksheets for all trainees. 

Lead in 
Get trainees to tell each other about the last exam they took. 
Put the following questions on the board: 

• How motivated were you to study for this exam? 

• What kind of exam strategies did you learn about before 
the exam? 

1 Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

CI) a both b exam only c exam only d both e both 
f exam only g GE only h both 

2 Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. Point out that 
most of the incorreet options involved either specialist 
English or a very narrow choice of register. FCE focuses 
on general English and aims to be reasonably broad in its 
range. 

CI) al b2 c2 dl el 

3 Ask trainees to do this task alone. If they are unsure of 
the terminology in i-iv, suggest they guess. Put trainees 
in groups of four to check answers. Conduct feedback. 

CI) a - 2 - iii b - 4 - i c - l - iv d - 3 - ii 
Open Cloze: this is a text where words have been 
omitted and learners have to guess the missing word. 
Transformation: an original sentence is given and 
learners are asked to rewrite (or 'transform') this 
sentence using the language provided, but ensuring the 
transformation is grammatically correct. 
Multi-choice doze: in this version of a doze test, 
learners are given three or four different alternatives to 
choose from in order to fill the gap. 
Word formation gap fill: learners are given a sentence 
with one or two gaps. and these need to be completed 
using the correct form of the base word provided. 
Learners need to add a prefix and/or a suffix to the base 
word to create the correet form of the word for the gap. 

4 Elicit I go through the five areas of assessment. a-e. Put 
trainees in pairs to do this task, and then check answers 
with another pair. Conduct feedback. 

@ a2,5,6,Il b3.7 c8,12 dl.9 e4,10 

5 Put trainees in groups to do this task. Encourage them to 
give reasons for their answers. Conduct feedback. 

a X Learners will have differing individual needs. 
b ./ Setting specific goals should help their motivation. 
c X Coursebooks are a reassuring base for learners and 

contain useful exam practice. 
d ./ A good place to start is the website of the validating 

body that offers the exam. 
e ./ Overall language development and progress will 

also help learners pass the exam. 
f JC Learners do need to take responsibility for their 

learning. 
g JC Learners will need to study outside the classroom if 

they hope to pass the exam. 
h ./ Learners need training in how to approach different 

exam task types. 

6a Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

CI) l Task 2 2 Tusk 4 3 Task 5 4 Task 3 

6b Put trainees in small groups to do this task. Conduct 
feedback. 

I The same order as the tasks in the worksheet. 
2 Yes, because teachers neect a broader understanding 

of any exam they teach and an overview of what's 
involved. 

3 The best place to start is by going to the website of the 
examining body. Many of these organisations (e.g. 
Cambridge ESOL) provide exam handbooks which 
include useful information on the structure of exams 
and suggestions on how to prepare learners for these 
exams. 

4 Task 2. 
' Task 3 is relevant: learners can become familiar with 

task types by doing practice papers and practice 
questions. 
Task 4 is relevant: learners should be made aware of the 
areas of assessment. Point out to learners what area of 
assessment particular classroom tasks are aimed at. 
Tusk 5 is not relevant: it relates to course planning. 

Reflection task 
Think of a learner you are currently teaching in a general 
English class who you think would benefit from an exam 
class. 
• What kind of exam would you suggest this learner 

does? Think of what the exam should include - do not 
try and think of a specific exam. 
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Worksheet 1 

10 Teaching exam classes 
1 What's the difference? 
Read the following statements. Decide if they are relevant for general English (GE) classes, exam classes or both. 

GE Exam Both 

a Learners' expectations are high. 
-

b All learners have the same specific goal. 

c Learners are more likely to be susceptible to stress. 

d learners need a varied course programme. 

e learners don't always do homework. 

f Teachers usually have a higher administrative load. 

g Teachers have complete flexibility over the course content. 

h Regular revision is important. 

2 A specific exam 
Imagine you are told that you are going to prepare a class of learners for the Cambridge First Certificate of English (FCE) exam. For 
each FCE paper there are two descriptions below of the content. Decide which one you think comes from the Cambridge ESOL 
website and which one is incorrect. 

a Reading: 1 hour 0 UNlVERSITYo{CAMBlllDGI! 
1 You will need to be able to understand information In fiction and non-fiction books, V BSOL f.xuninatioos 

journals, newspapers and magazines. 
2 You will need to be able to understand Information in newspapers and simple academic texts. !i 

b Writing: 1 hour 20 minutes 
1 You will have to show you can produce two different pieces of writing such as a business letter and a piece of creative 

writing. 
2 You will have to show you can produce two different pieces of writing such as a short story, a letter, an article, a 

report, a review or an essay. 
c Use of English: 45 minutes 
1 Your use of English will be tested by tasks which show how well you use functional language. 
2 Your use of English will be tested by tasks which show how well you control your grammar and vocabulary. 

d Listening: 40 minutes 
1 You need to show you can understand the meaning of a range of spoken material, including news programmes, 

speeches, stories and anecdotes and public announcements. 
2 You need to show you can understand the meaning of a range of spoken material, Including academic lectures, jokes, 

songs and excerpts from movies. 
e Speaking: 14 minutes 
1 You will take the Speaking test with another candidate or in a group of three, and you will be tested on your ability to 

take part in different types of interaction: with the examiner, with the other candidates and by yourself. 
2 You will take the Speaking test with another candidate or in a group of three, and you will be tested on your ability to 

speak accurately with good pronunciation: with the examiner, with the other candidates and by yourself. 

3 Understanding some task types 
Examples a-it are task types for Paper 3, Use of English, from the FCE exam. Match them to the descriptions 1-4 and the task 
names I-iv. 
a In common with many other British teenagers, he chose to take a year out before ................................. to study his degree. 

A settling down B getting up C taking over D holding back 
b The lives of the people tools and pottery have 
c There is something for everyone to enjoy on these holidays, ................. . 
d The two boys were sitting by themselves in the classroom. (OWN) 

The boys were sitting .......... in the classroom. 

1 Use the word in capital letters to create a new word that will fit the gap 
in rhe sentence. 

2 Choose the best word or phrase to fill the gap. 
3 Use the key word to rewrite the first sentence so the meaning is the same. 
4 Think of a single word to fill each gap correctly. 

found on its shores have long remained a mystery. 
(REGARD) of age or level of . (FIT) 

open cloze 

ii transformation 

iii multi-choice cloze 
iv word formation gap fill 
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Worksheet 2 

10 Teaching exam classes 
4 Preparing for the speaking test 
Letters~ show the five areas in which candidates' speaking abilities are assessed. Numbers 1-12 are suggestions for how to help 
learners perform well in each area. Match the tasks 1-12 to the assessment focus~. 

a Grammar and Vocabulary. This refers 1 Highlight speaking strategies for learners such as turn-taking and giving feedback (or 
to the accurate and appropriate use back-channelling). 

of a range of grammatical forms and 2 Give feedback on key grammar errors after learners complete a speaking task. 

vocabulary. 3 Get learners to do mini presentations of two minutes on a topic they are interested 
b Discourse Management. This refers to in so that they get used to speaking fluently at length. 

the candidate's abil ity to link utterances 4 Provide learners with an overview of the speaking test outlining the different tasks 
together to form coherent speech, they will need to perform. 
without undue hesitation. 

c Pronunciation. This refers to the 
candidate's ability to produce 
intelligible utterances to fulfil the task 
requirements. 

S Focus on tenses commonly used in spoken language, e.g. simple past. present 
perfect, future forms, etc. 

6 Place a specific focus on phrasal verbs commonly used in spoken language. 
7 Highlight signposting discourse markers that are used to guide listeners. 

d Interactive Communication. This refers 
to the candidate's ability to take an 
active part in the development of 
discourse. 

8 Do minimal pair tasks for problem sounds with specific nationality groups, e g. /v/ 
vs. /w/ for learners whose first language is German. 

9 Provide plenty of role play and group simulation tasks that encourage learners to 
work together. 

e Global Achievement. This refers to 
the candidate's overall effectiveness 

10 Get learners to take turns taking the examiner's role during practice speaking tests 
so they evaluate each other's overall performance. 

in dealing with the tasks in the four 
separate parts of the FCE speaking test. 

11 Focus on learners' dictionary skills so they note whether a word is more commonly 
used in spoken or written language. 

12 Record learners doing a speaking task and then play back the recording so you can 
point out where it is difficult to work out what some of the individual words are. 

5 Planning a course 
Read the advice below about planning an exam course. If you 
think the advice is good, mark it with a./. If you think the 
advice is bad, mark it with a 1. 

ti! L__ -- -·-- ·-- - · 

Planning an exam course 
a It is not necessary to do needs analysis with the group 

because their needs are obvious: pass the exam. 
b Early in the course, talk to your learners individually 

and set some specific goals in relation to their 
particular strengths and weaknesses. 

c Avoid using a coursebook because that will trap you 
into a specific way of teaching. 

d Look online for supplementary resources because ! 
there are a lot of useful tasks and teaching ideas that 
will create variety in your programme. 

e You need to balance general language development in 
relation to practising exams because learners need to 
keep learning. 

f It is a waste of time focusing on learner autonomy 
because learning how to learn is not going to get 
learners through the exam. 

g Do not set homework as learners will be doing their 
own study anyway and you're likely to overload them 
and make them feel stressed. 

h Be sure to timetable lessons where you focus on exam 
strategies and tips because learners will not always 
know how to deal with some task types. 

./. 

6 Reflection 
6a In Tasks 2-5 above, you have worked through a series of 

steps related to pr-eparing to teach an FCE exam class. In 
which task did you ... 

1 ... look at the exam structure? 
2 · ... think about classroom tasks in relation to your 

learners' assessment? 
3 ... consider the broader plan for the course you will 

teach? 
4 ... analyse the kinds of tasks that learners will do in the 

exam? 

6b Discuss these questions: 

1 What is the best order to go through these steps when 
preparing to start teaching an exam class: the same order 
as the tasks in the worksheet or the same order as 
Task6a? 

2 Is it useful to go through these steps when teaching any 
kind of exam class? Why I why not? 

3 Where can you find most of this information7 

4 Much of the information in Tasks 2-5 is also useful for 
learners. Which of the tasks on these worksheets would 
you use as they currently stand. with learners? 

5 Is the information in the other tasks relevant for learners? 
If so, how would you convey the relevant information to 
learners? 
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(Trainer's Notes) 

11 Exploiting authentic material 
Summary 

Classroom methodology Focus 

Alms 

Contexts 

To explore the process of using authentic materials in tl:ie classroom 

New or experienced in-service teachers 

Duration 60-75 minutes 

Preparation Photooopy both worksheets for all trainees. 

Lead in 
Write the following question on the board: 
• Tell your panncr about a lesson based on authentic 

material that you taught and you feel worked well. If you 
can't think of an example, arc there any specific benefits 
with using authentic materials that you can think of? 

Trainees discuss in pairs. Conduct feedback. 

1a Give each trainee a copy of worksheet 1. Ask trainees 
to work alone to do this task. Put trainees in groups oi 
three to share their ideas. Conduct feedback. 

Text 1 
I Stories of heroism ·usually 

have wide appeal 
2 Narrative t.enses; passive 

forms; lexical set of 
words associated with 
the sea. 

3 Gist and detaiJed 
reading tasks focusing 
on narrative events. 

4 Learners role play the 
story from rbe 
perspective of one of the 
protagonists to a friend/ 
journalist. Or learners 
write the story from the 
perspective of one of the 
protagonists. 

'Fext 2 
Perhaps limited to people 
wbo like gardens. 
Range of mo.dais - should, 
ean. could, need; 
imperatives; Lexis of 
gardeni1'g and planting. 
Gist reading tasks focusing 
on function of text (advice) 
and detailed reading 
focusing on specific 
examples of advice. 
Role play between 
garden expen and novice 
gaJdener. Or leamers can 
write an advice shee~ on 
growing your own food . 

1b Ask the groups to discuss the question. Conduct feedback. 

CD Both texts are potentially exploitable. but Text 2 ls likely 
to be restricted to groups or learners who are interested in 
gardening. Text 1 is potentially of interest to a wider range 
of learners. 

2 Indicate the remaining tasks focus on Text 1. Ask trainees 
to do this task alone, and then put them in pairs to check 
their ideas and discuss why some aims are inappropriate. 

@ I a. Aim bis not appropriate because it will not allow 
learners to focus on the key events in the text that 
wiJl help them understand the narrative. 

2 b. Alm a is not appropriate because the text is 
reporting information. 

3 b. Ajm a is not appropriate because there are not 
enough examples to make it of value to learners. 

4 a. Aim b is not appropriate because there is only one 
example of the past progressive in the text. 

40 Exploiting authentic material 

3 

3 

5 a. Aim bis not appropriate because it is not very 
generative and is not a very challenging aim for upper 
iniermediate learners. 

a and b Give each trainee a copy of worksheet 2. Put 
trainees in pairs to do these tasks. Conduct feedback . 

3a Questions 1 and 2 both focus on small details in the 
text and do not prov.Ide practice In gist reading as would 
be appropriate for a text E>f this nature. 
3b None of the tasks is effective. 
1 This question is ' lirtable'. Learners can extract the 

answer from the text without necessarily having 
understood it. The grammar of the question and the 
grammar of the answer are identical. 

2 This information is not given in the text. 
3 There is no information in the text that allows 

learners to infer this idea_ 
4 This question requires comprehension on a linguistic 

level rather than merely understanding ID.formation. 
Funher, the text does not provide a lot of contexl that 
allows learners to understand huddled. 

5 This question is also 'liftable' (see I). 

c and d Put trainees in groups of four to discuss these 
tasks. After five minutes, re-group the tr~ees and ask 
them ro share their ideas. Conduet feedback. 

3c More appropriate tasks could be a gist reading task 
consist.Ing of two possible summaries of the article. 
Learners would choose the best one. A possible detailed 
reading task could be to put the day's events in order. 
3d The following words are critical for understanding the 
article: cave, surf, rip. 

4a Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

© le lf 3d 4a 5g 6e 7b 

4 b and C Ask trainees to do these tasks in groups. 
Conduct feedback by asking each group to give one of 
their drawbacks and lts corresponding solution. 

5 Put trainees in groups of three and give them time to 

work on the task. Conduct feedback. 

Reflection task 
• Think of some authentic texts that you have exploited 

in the past year. How varied are the topics or these 
texts? Do you think you are choosing iexts on the basis 
of your own interests or the interests of learners? 
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Worksheet 1 

11 Exploiting authentic material 
1 Choosing some material 
Text1 

Lifesaver worried 
friend would die 
A New Zealand lifesaver has 
told of the 11-bour 6gbr for life 
he and a woman companion 
endured while trapped in a sea 
cave in Cornwall, England. 
Shane Davis and Renee Potgieter, 
both from Christchurch, found 
themselves cut off in the cave 
at Trenance Point at Mawgan 
Porth on Monday. 
They were eventually rescued 
after Mr Davis, who had been a 
lifesaver at Christchurch's New 
Brighton Beach, went for help 
and was sparred by rescuers. 

came into the cave we got 
smashed up on to the rocks." 
They took off their wetsuits 
to share their body hear. "We 
found a spot and just huddled 
in the corner. It was very, 
very cold and I was worried 
she was not going to survive. 
She was drifting in and out of 
consciousness." 
Mr Davis saw lights and swam 
for 40 minutes to get out into 
the open sea. Ms Potgieter was 
Aown to hospital suffering from 
hypothermia. 
Coastguards said it was a 
miracle they survived. 
John Broad of the Llfeboar 
Institute said the way Mr Davis 
looked after his friend was 
inspirational. 

Text2 

Starting a 
vegetable garden 
What should you consider in 
choosing a site for a new garden? 
How can you create a yearly plan 
for your garden that wil l increase 
your chances of success? 
If you're planning a garden your first 
question is probably: ''Where is the 
best site for my garden?" To pick a 
good location, consider: 

• Sun - Choose a site that gets at least six hours of sunshine a day. 
Check how sunny your proposed plot will be at diflerent times of 
day. Remember that the angle of the sun is lower in the spring 
and autumn and may affect how the garden is shaded by nearby 
trees. 

• Water - Your garden will need at least 2.5 cm (1 inch) of water 
per week. Make sure your hoses will reach your intended site. Too 
much water isn't good. however: avoid a site with poor dra inage. 

• Slope - A flat site is best. Soil erosion ls a problem with sloping 
land. A slope can be used to advantage, however, if it's kept 
planted. on a south-facing slope, soil warms up faster in the 
spring: a boon for early crops. Also, the site could be terraced. 

• Convenience - Try to situate the garden close to the house. 
Kitchen gardens - just outside the back door - are handy. When 
you need an ingredient for dinner, it's iust steps away. 

Mr Davis said be and Ms 
Porgieter, both 21, were 
exploring the coastline in 
wersuits when a rip swept her 
out ro sea. "I swam out after 
her. With the size of the surf 
I was unable to get her out of 
the rip, and got sucked around 
the point and smashed up on 
the rocks a little biL Renee 
was freaking out," be told the 
Guardian. "The cave was our 
only choice. When cbe tide 

NZ Herald 5 July 2007 http:/ /www.vegetabteexpert.eo.uk/PlanningYourvegetableGarden.htm • 

1a You are looking for an authentic text for a group of upper intermediate learners. Analyse the two texts above, using the 
criteria in the table. 

Text1 Text2 

1 General interest of topic 

2 Exploitable language 

3 Reading skills development 

4 Potential for speaking/writing extension 

1 b Which text would you prefer to use with a group of learners that you know? 

2 What are the aims? 
Imagine you plan to use Text 1 with a group of upper intermediate learners. For each of the following pairs of aims choose one that 
is appropriate for this text. What is the problem with the other aim? 

1 a To practise gist-reading skills and have a general 4 a To encourage learners to notice verb phrases associated 
with past narratives. understanding of a narrative. 

b To practise scan reading for names and places. 
2 a To practise reading in detail to infer the writer's attitude. 

b To practise reading in detail to understand the sequence of 
events. 

3 a To practise vocabulary associated with emergency-rescue 
situations. 

b To clarify vocabulary used to talk about the sea. 

b To contrast different uses of was going to. 
5 a To provide speaking fluency practice by means of a role 

play (Shane/Renee & friend). 
b To provide controlled oral practice of simple past forms. 
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Worksheet 2 

11 Exploiting authentic material 
3 Good task, bad task 
3a The two questions below are suggested gist reading tasks for Text 1. How effective are they? 

1 Read the text quickly and find out about the cave. 
2 What did John Broad think? 

3b The questions below are suggested detailed reading tasks for Text 1. How effective are they? 
1 Who has told of the 11-hour fight for life? 
2 What is the weather like at Mawgan Porth? 
3 Is there a romantic relationship between Shane and Renee? 
4 What is the meaning of the word huddled? 
5 Who was flown to hospital suffering from hypothermia? 

3c Can you think of more appropriate gist and detailed reading tasks for Text 1? 

3d What vocabulary would you pre-teach for Text 1? 

4 The pros and cons 
4a Points 1-7 below outline different features of authentic materials, while a-g describe an associated benefit. Match the 

features and the benefits. 
1 Authentic materials contain examples of real language 

used by native speakers. 
2 Authentic materials such as DVDs are perceived as 

entertainment. 
3 Authentic materials can contain a lot of cultural 

information. 
4 Authentic materials can often be quite long. 
5 Authentic materials such as maps have real-world 

transfer. 
6 Authentic materials can be quite topical in terms of their 

content. 
7 Authentic materials are often used to supplement 

coursebook materials. 

a This means that learners can get good extensive listening 
and reading practice. 

b The variety they offer can increase motivation. 
c This allows learners to see how grammar and vocabulary 

behave in natural discourse. 
d This can help bring knowledge and information from the 

outside world into the classroom. 
e This means that teachers have the possibility of making 

their teaching programme as relevant and immediate as 
possible. 

f This means that learners forget that they are doing some 
kind of learning task and enjoy themselves. 

g This means that the learners will begin to see materials 
as something practical they can use. 

4b For each of the benefits listed above, can you think of a corresponding drawback? 

4c Now think of possible solutions that will help overcome these drawbacks. 

5 Creating some tasks 
Imagine you want to use the following floor plan of a flat from 
www.taylorwimpey.co.uk with a group of pre-intermediate learners 
studying on an intensive summer course in the UK. Work in groups and 
brainstorm tasks for all four skills. You can create other materials to use 
in tandem with the floor plan. hall 

lounge/ 
dining/kitchen 

bedroom 1 bedroom2 
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12 Promoting learner autonomy 
Summary 
Focus Classroom methodology 

Aims To oucline strategies for promoting learner autonomy 

Contexts New or experienced in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. The role cards In Task 5a will need to be cut up for individual 
trainees from the append.ix, p.115. 1Tainees will also need a copy of the commentary for Task 5 from the 
appendix, p.115. 

Lead in 4 Put trainees in pairs to do this task. Conduct feedback. 

Ask trainees to think of a prior learning experience that didn't a,) a 2 b 2 c l d 2 e J 
involve language. Gee them to discuss the following questions 

in small groups: Sa Give half the trainees role card A. and half 1he trainees 

• How much learning did you do in the learning context 
(classroom, lecture theatre, etc.)? 

• How much learning did you do in your own rime? 

1a Give each trainee a copy of worksheet I. Ask trainees to 
do this task alone. 

1b Put trainees in groups and ask 1.hem to compare their 
experiences. Invite some trainees to talk about their 
experience 10 the whole group. 

1c Ask the groups to do this cask. Conduct feedback. 

© a 2, 5 b I, 4 c 3 

2 Ask trainees to do this task alone and then check their 
answers in pairs. When they are checking in pairs, write 
the following words on the board: 

what goals acknowledge process how 
needs strategics 

and let them know they should use these words to 
complete the definition. Conduct feedback. 

© l process 2 acknowledge 3 needs 4 goals 
5 strategies 6 what 7 how 

3 a and b Prn rrainees in three groups and assign each 
group 1heir topic 10 brainstorm. Alter three to four 
minutes, put rrainees in groups of three (one trainee 
from each of the previous groups) to share their ideas. 
Conducl feedback. 

3c Give each trainee a copy of worksheet 2. Ask trainees to 
do this task in their groups. Conduct feedback. 

@ Group 1: d, i, m 
Group 2: b, e, f, j, I 
Group 3: a, c, g, h. k 

role card B from the appendix, p.1 15. Put them in 
groups with trainees who have the same role card and 
ask them to discuss in their groups whether they have 
taught learners with a similar kind of profile. 

Sb Put trainees in A and B pairs. Ask trainees to take it in 
turns to describe their learner and discuss together what 
advice they could give him/her. Conduct feedback and 
find out what ideas were suggested for both learners. 

Sc Give each trainee a copy of the commentary on this task 
from the appendix, p.115, to read and compare their 
advice with. 

Reflection task 
• What autonomous learning did you do ln your initial 

study/training to become an English-language teacher? 

• What autonomous learning have you done since you 
began work as an English-language teacher in order to 
develop professionally? 
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Worksheet 1 

12 Promoting learner autonomy 
1 Some issues and some advice 

1a Read the statements below about different experiences that teachers have had. Choose the statement that most closely 
reflects an experience that you have had as a teacher (or as a learner). 

1 I feel that l'rn doing most things ri.ght in the classroom. 
but my learners just don't seem to make much progress. 

2 A lot of my learners have been through an education 
system where they donl seem to have been taught how 
to think for themselves. They want me to proVtde them 
with everything. 

3 I'm not really sure if my learners know why they're 
learning English. They're all adults, so I suppose they 
have made a choice to study, .but I'm not really sure 
whether they know why they've made that choice. 

j Some groups seem to want me to give them homework, 
while others resist it. I tell them what they can do if they 
want, but ultimately it's up to them. 

5 I sometimes feel that learners want me to do everything 
for them and constantly get feedback from me. The 
point is that I can't be there to 'control ' their language 

/_ one hundred per cent of the time. 
~ 

1 b Work in groups and tell each other which statement you chose and why. Give some background to the actual experience 
you had. 

1c How could a teacher best deal with the issues in 1a? Match the ideas below to the experiences. 

a by developing awareness of learning processes inside the classroom 
b by developing awareness of how best to study outside the classroom 
c by running one-to-one tutorial sessions 

2 What is learner autonomy? 
Complete the following definition, placing one word in each space. 

Learner autonomy involves helping learners understand the 
1 .. .. .......... ........... of learning both inside and outside the classroom. It 
means that they begin to 2 ....................... ........ that they have a large role to 
play in their own learning. It also allows learners to understand what their 
3 ...................................... are and to set 4 ................. for themselves. Part of the 
process involves finding out about specific 5 ....................... that can help 
them to learn. As a result, they can, to some extent, decide 
6 .................................... they should learn and 7 ......................... ............. they should 
learn it. 

3 What can teachers do? 
3a Work in three groups. 

Group 1: 
Think of ideas of how you can help learners to develop awareness of 
learning processes inside the classroom. 
e.g. set up group and project work that encourages learners to rely on 
eoch other and become independent of you. 

Group 2: 
Think of ideas of how you can provide learners with ideas for study 
outside the classroom. 
e.g. set homework regularly and regularly revise language that you 
teach. 

Group3: 
Think of ideas of what you can say to learners in one-to-one tutorials. 
e.g. help each of your learners to articulate specific and achievable learning 
goals. These can be short term and long term 

3b After each group has brainstormed ideas for the topics above, 
you will be put in groups of three (one person from each previous 
group) to share ideas. 

,.,. z n 1JP •• ,;/ c/ # •• 
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Worksheet 2 

12 Promoting learner autonomy 
3c Here are some ideas on what teachers can do. Are they similar to the ideas you thought about? Can you sort them according 

to the three groups on worksheet 1? 

a Suggest to your learners that they try to vary their task choice. For example, learners who are usually drawn to more fluency­
based tasks because they reflect their learning style can be told to try a more accuracy-focused task. 

b Do lessons that give your learners an orientation to resources that can be used outside class time such as a school library or 
learning centre. 

c Give learners feedback on the progress they have or haven't made in relation to their short- and long-term learning goals. 
d Get learners to talk about the methodology that you use and begin to provide them with rationales for your approach. For 

example, you can let them know that you set a time limit for some reading tasks so as to ensure that they practise scan reading 
skills. 

e Familiarise learners with reference sections in the coursebook they are using. 
f Set aside some classroom time for self-study so that learners get used to working independently. 
g Point out speci fic resources (books, computer programmes. websites) that an individual learner can use and show how the 

resource can be used to meet the learner's needs. 
h Write up a brief tutorial summary for your learner and outline some key action points. 

Use guided discovery techniques so that learners get used to working out the answers for themselves. 
i Offer learners options when setting homework. 
k Suggest they implement some kind of learning system that works for them, e.g. ways of recording what they have learnt and 

ways of tracking what they have practised. 
let learners know about any opportunities for exposure to authentic English in the town or city they live in. 

m Develop learner autonomy by having them read instructions silently to themselves rather than always giving instructions 
verbally. 

4 What can teachers say? 
Read the learner problems a-e below. These are typical comments from learner tutorials. Choose the most constructive of the 
two pieces of advice offered by the teacher. 

a I want to leom English very quickly because I need a high /EL TS score. 

1 Study as hard as you possibly can and try not to get discouraged. 
2 Try to set learning goals that you feel you can achieve. Don't try and learn everything at once. 

b I hate Friday tests because I always do badly 

1 Well, I suppose they are only revision tests and are not worth getting too worried about. 
2 We do the tests to help you revise what you have learnt. But maybe you need to do a bit 

more of your own revision at home. 

c There's too much to learn - /'II never know English. 

1 Don't just think about what you have to learn in the future. 
Also think about what you have managed to learn so far. 

2 In the end. you will end up knowing the English you need to 
know and you don't need to worry about anything else. \.. -

d } Learning vocabulary fS so difficult for me-all these lists and lists of words. ) 

1 Just make sure you learn all the words that you need to lea~n and r~ad your ~ists ev;ry day. L 
2 Perhaps try organising words in your vocabulary notebook into sub1ect headings. Its 

sometimes easier to remember words when they are associated with a topic. _ 

e } Teachers are always telling me to read. I don't like reading much. ) 

1 You don't need to read all the time, but occasionally it helps to do L 
things that are a little bit challenging for you. 

2 Well. in the end. I can't force you to read if you don't like it that much. __ 

5 Two learners 
Your trainer will give you a task to do. 
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{Trainer's Notes} 

13 Phonology: Sounds and word stress 
Summary 
Focus Developing language awareness 

Aims To introduce the individual sounds of English and its common word-stress patterns 
Contexts Pre-service or new in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. Task 5a will need co be cur up into individual cards from the 
appendix. p.116. You may also need a phonemic chan. 

Lead in 
Write the following question on the board: 

• Have you ever had problems trying to say specific sounds 
in other languages? 

Trainees discuss the question in small groups. Conduct 
feedback and elicit some examples from trainees. 

1 Give each trainee a copy of worksheet I. Demonstrate 
with the first two examples lb/ and Ip/ how the first sound 
is voiced while the second sound is unvoiced, but the 
place of articulation is the same. Put trainees in pairs to 
do this task. Conduct feedback. 

@ Unvoiced and voiced pairs - unvoiced on the left. 
/ p/ & /b/ It/ & /di !If I & Id!, / / k l & lg/ / fl & /VI 
101 & t?>J Isl & IZI JJI & /3/ 

2 Put trainees in small groups to do this task. Encourage 
them to say the sounds and try and feel which speech 
organs they are using. Conduct feedback. 

@ a ! pl & lbl b / f / & tvl c 101 & IOI d lt l & !di, Isl & 
tzt e 1-01 & 1"51, l f t & 131 r /k l & tgl 

3 Put trainees in pairs to match lhe words. Go through 
the phonemic symbols with trainees, and then in their 
pairs match the phonemic symbols to the word pairs. 
Conduct feedback. Elicit what the difference is between 
the words above and below the black line. Elicit/teach 
monophthong and diphthong. 

@ Monophthongs 
l. /i:I bead/see 2 Ill women/bit 3 tu/ foot/put 
4 /u:/ lood/true S /e/ any/pen 6 /-;,/ ago/mother 
7 /a:/ heard/bird 8 /-;,:/sore/four 9 /re/ hand/cat 
10 /A/ rung/fun 11 /a:/ hean/car 12 /o/ what/hot 
Point out the /:/ symbol which indicates a longer sound 
Diphflro119s 
n /1;,/ dear/here 14 /et/ wait/cake 15 Ju;,/ tour/pure 
16 /"Jt/ soil/boy 17 tau/ bureau/go 18 /~/ dare/hair 
19 /at/ my!Ue 20 tao/ out/now 

4 Put trainees in pairs to do this task. Conduct feedback. 

CD lt means learners can use a dictionary to check the 
pronunciation of a word. 

2 rt is a good idea to introduce h gradually and teach 
two or three sounds at a time. It helps to stan with 
phonemic symbols that are similar to written language, 
e.g. 't' and /ti. 

46 Phonology: Sounds and word stress 

Sa Give each t rainee a copy of workshet!t 2 and one word 
from the appendix, p.116 and ask them to mingle. saying 
their word with the incorrectly marked stress pattern. 
They should correct each other's scress. 

a:> ruetable .marvellous e~tion ~etary alliance 
~late lheMrical '1aragraph entcl'lfilnment 
appliratlon retum imj2Q[tant ullery aJJ.ilysis 
ttsident ,Weral ~eton wiiform opportl.lllity 
comJlllter 

Sb Put trainees in groups to discuss these questions. 
Conduct feedback. 

CD l Incorrect word srress can impede communication. 

6 

7 

2 StTongly emphasising the correct syllable, bea1ing 
the stress with your hand or clapping on the stressed 
syllabic are all ways to correct incorrect stress. 

a and b Ask trainees to do these tasks alone. and then 
check their answers in pairs. Conduct feedback. 

6a prefer 
The word-stress role is that the majority of two 
syllable words in English have first-syllable stress. 

6b Group l: association, discussion, transponation, 
transmission, automatisation. emission 
Group 2: psychology. geography. cosmology, 
philosophy, biology, calligraphy 
Group 1 words ending -lion, -ssion are stressed before 
Ibis syllable. Group 2 words ending in 1rtaphy. -ogy. 
·ophy are scressed on the third syllable from the end. 

Put trainees in pairs to do this task. Conduct feedback. 

® l politics 2 political 3 politician 
4 democracy 5 democratic 6 democrat 
7 lntellcet 8 intelleetual 9 imellec1Ual 

10 pho1ograph 11 photographic l2 photographer 
13 diplomacy 14 diplomatic 15 diplomat 
Point out to 1rainees tbat lhese words do not follow any 
particular pattern. 

Reflection task 
• When and how can you focus on word stress and 

sounds in your lessons? 
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Worksheet 1 

13 Phonology: Sounds and word stress 
1 Sounds: consonants 
Match the pairs of sounds in the grid and write them in the space below. 
1 lb/ /pl 2 3 4 

5 6 7 8 

I p/ ~n ./ /vi Y,ery l g/ good lz/ ~oo 

/ t / ten /9/ .thank /tf/ Q:lip / 3/ televis.ion 

1<81 iob /b/ .!2ed .t If/ fine /di Qid 

Isl s.ea /k/ keep If/ ship IM .that 

2 Speech organs and sounds 
Match the pairs of consonant sounds from Task 1 to the place of articulation <t-f. Two places of articulation have two sets of pairs. 

Which sounds do we make using ..• 

a the lips? 

b the tips and teeth? 

c the tongue and teeth? 

d the tongue and the alveolar ridge? 

e the tongue. the alveolar ridge and the hard 
palate? 

f the velum? 

3 Sounds: vowels 

hard palate 

velum 

tongue 

Match the words in the box to the words in the table according to the vowel sound (and not the spelling). Note; with some 
words. you should match the underlined vowel sound. Then match the word pairs to the phonemic symbol. 

here true pen pure put see hair cake 
boy bird cat lie car go hot now fun 

Word Phonemic symbol Word 

foot: food: 

heard: sore: 
heart: tour: 
bead: out: 
ggo: dear: 
what: soil: 
women: my: 
gny: bureau: 
hand: dare: 

rung wait 

4 Phonemic script 
Discuss these questions: 
1 Why is it useful for learners to know the phonemic script? 

mother four 
bit 

Phonemic symbol 

2 How can you introduce the phonemic script to a group of learners? 
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1 / i:/ 11 /a:/ 
2 /II 12 /o/ 

3 /u/ 13 /Ia/ 
4 /u:/ 14 / e1/ 
5 /e/ 15 /ua/ 
6 /3/ 16 /-:>1/ 
7 /3:/ 17 /au/ 
8 /-:>:/ 18 /ea/ 
9 /re/ 19 /a1/ 

10 /Al 20 /au/ 
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Worksheet 2 

13 Phonology: Sounds and word stress 
5 The right stress 

Sa Your trainer will give you a word. Say your word with the marked stress. Correct other people's word stress. 
Sb Discuss these questions: 

1 Was it easy to recognise other people's words? 
2 How did you correct their word stress? 

6 Some word-stress patterns 

6a Circle the odd word out in the following group: 

apple paper waiter meeting greatest helpless prefer strengthen gorgeous 

What is the word stress rule for the majority of the words above? 

6b Sort the following words into two groups: . 

association psychology discussion automatisation biology geography 
transportation cosmology calligraphy transmission philosophy emission 

Group 1 Group2 

association psychology 

What is the rule for each group? 

7 Some exceptional words 

48 

Add the following words to the correct 
place in the grid below. 

photograph political democrat 
photographic democratic intellectual 

noun 

1 politics 

4 democracy 

7 intellect 

10 

13 diplomacy 

adjective 

2 ......... .................................... . 

5 ............................. .. 

8 intellectual 

11 ............................ ............... .. 

14 diplomatic 

Teacher Training Essentials PHOTOCOPIABLE 

person 

3 politician 

6 

9 ............................................ . 

12 photographer 

15 diplomat 
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14 Phonology: Sentence stress and connected speech 
Summary 

Developing language awareness Focus 
Aims 

Contexts 

Duration 

To explore how sentence stress and connected speech operate in spo~en English 

Pre-service or new in-service teachers 

60-75 minutes • 
Preparation Photocopy both worksheets for all trainees. Cul up the sentences for Task 2a from the appendix. 

p.116 and give one to each trainee. 

Lead in 
Write the following quote from a learner on the board: 

• 'When I listen to mother-tongue speakers of English it sounds like 
they're eating half the words. ' 

Ask trainees to discuss this in small groups and get them to 
consider why this might be the case. 

1a Give each trainee a copy of worksheet 1. Assign the lener 
A to half the d ass and B to the other half. Ask trainees to 
do their hall of this task alone. and then check answers in 
small groups with people who have done the same set. 

1b Put trainees in A and B pairs. Ask A trainees to read out 
the sentences in set B, and B trainees should underline 
the stressed syllables they hear. B trainees then read out 
the sentences in set A, while A 1rainees underline the 
stressed syllables they hear. Conduct feedback. 

l I'll be~ toriuwi at~ pm. 

2 He's arrL~g at vimwa Sration at ~en o'clock 

tom.W:row evening. 
• • • 3 SJlzy wled for you tam. 

4 rube ~ing at~ o'clock tom.2crow morning. 
• • • • 

5 I've in)!iled Mana to Qinner toniihl. . . . 
6 I'll be »'.Qiking a1 hm;ru: all this ~end. 

1c Ask trainees t0 do this task by looking at each other's 
worksheets. Conduct feedback highlighting that stressed 
syllables occur in words that carry the core meaning 
(content words). 

2a Give each trainee a sentence from the appendix. p.116. 
Ask trainees to find two people who have the same 
preposition as them. Conduct feedback. Elidt the 
difference in the sound of the preposition. Illustrate the 
difference between the weak form and the suong form 
by using phonemic script. Emphasise the weak form is 
always the same sound fa/. 

<l) The sentence number in bold indicates 1he sentence 
where the preposition is stressed. 
J - 6-11 2-7 - 12 3 - 8 - 13 4 -9- 14 5-10 - IS 

2b Put trainees in groups to discuss these questions. 
Conduct feedback. 

<l) l personal pr-0nouns, auxiliary verbs, anicles, 
conjunctions, indefinite quantifiers. 

2 We use either the weak form or the strong form 
depending on whether the word carries the core 
meaning of the sentence or not. 

3a Give each trainee a copy of worksheet 2. Ask trainees to 
respond to the question: Whose CD are you going to buy? 

3b Ask trainees to respond to the question: Have you bought 

Madonna 's latest CD? Conduct feedback. 

3c Ask trainees to write questions for the sentences they had 
in Task la. They can work in small groups to write the 
questions as described on the worksheet. 

3d Put trainees in A and B pairs. Trainees take turns reading 
their questions aloud and answering with the sentences 
from Task 1. They should then discuss whether the 
emphasis in their answers changed and note down the 
questions their panner asked. Conduct feedback. 

4 a-c Put trainees in pairs to do these tasks and then 
check answers with another pair. Conduct feedback. 

<l) 4b~nd c I - ii - c (NB: it is the sound that is important. 
not the spelling) 2 - iv - a (Ir/ is added} l - iii - d 
(/d/ ~lb/) 4 - i -b (/d/ is elided) 

4 d and e Ask trainees to do these tasks alone. and then 
check answers in pairs. Conduct feedback. 

<l) 4d l intrusion /w/ is added 2 assimilation In/ --+Im/ 
3 elision of the final /t/ in ·watched' 4 linking 
between ff / and fa/ 5 assimila1Jon Isl --+ If I 
6 elision of the /t f in ·next' 7 linking between the /t I 
in 'went' and 1he /I/ at 1he beginning of 'into' 
8 io1rusion /j/ ls added 

4e J wat~ (elision of /ti) Christopher play cricket 
yesterday. He's mybro1heund (linking ) he'u 
(/i11kin9) very goos!.Jllayer (assimilation !di-+ Ip/). L 
Qught (intrusion of ljl) to buqually (in1rusio11 of ljl) 
go~t (linking) cricke!...l2u1 (elision of /ti) I don'! 
(ell~io11 of It/) practi~nough (linking). 

Reflection task 
• How much should sentence scress and connected speech 

be taught in isolation, and how much should it be 
integrated into other lessons (for example, grammar and 
listening)? 
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Worksheet 1 

14 Phonology: Sentence stress and connected speech 
1 Core meaning 
Your trainer will assign you to group A or group B. Mark the words in each sentence {in your set) that carry the core meaning. 
For example: 

I'm going to buy the latest Madonna CO. 

Group A Group B 

1 I'll be home tonight at 8 pm. 

2 He's arriving at Victoria StatioA at seven o'clock 
tomorrow evening. 

3 Suzy called for you today. 

4 I'll be leaving at six o"clock tomorrow morning. 

5 I've invited Maria to dinner tonight. 

6 I'll be working at home all this weekend. 

1b Work with a partner from the other group. Your trainer will give you further instructions. 

1c Compare the dots and underlining for each sentence. Do the stressed syllables occur in words that are core meaning words? 

2 Weak or strong form? 
2a Your trainer will give you a sentence. Find two other people with a sentence that contains the same preposition as yours. 

Say your sentence out loud {but do not show it to anyone). 

2b Discuss these questions: 
1 What other kinds of words have both weak and strong forms? 
2 What affects whether we say these words with either a weak or strong form? 

a a 

~ 
a 
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~ 
Worksheet 2 

14 Phonology: Sentence stress and connected speech 
3 Changing emphasis 
3a listen to your trainer's question and respond using the sentence below. 

I'm going to buy the latest Madonna CD. 

3b Now listen again and use the same sentence to respond. What is the difference in emphasis between the two responses? 
Why is there a difference? 

3c Group A: write two questions for each of the sentences in Task 1: Group A. Each question should require the same answer, 
but the emphasis changes on certain words. 

Group B: write two questions for each of the sentences in Task 1: Group B. Each question should require the same answer, 
but the emphasis changes on certain words. 

Complete the gaps below that match your sentence numbers from Task 1a. 

1 a ........................................................................ . 
b ... 

2 a 

b 

3 a 

b 

4 a 
b ................... __ ............................. _ .......................................... _, __ ........................................................... ........... - ... -_ ..... _,,,, ............................................................................... .. 

s a 
b 

6 a .......... ·-··~-·--·--·---·--- -···----·············· ····························----············--· ...... -----····--···-·-··-
b . •Of•••-••·······-············ .................................... ,_,,,, __ ,, ............... -·-··············-···-·-···-- ---··-·················"'''''''''" .............................. - .. ·-~- -········· .................................................. ...... ·-···· 

7 a ........................................................ _ ..................................... ........... -......... ,,,,,,,.,,., ............................................. , . ..................................... ........... _ ................... -....................... --. .................. .. 

b ...... .-.-··--· ... ·----··---··-·---·· .. -· .. ···-· .. ,, ... _ .......... ~ .............. , .............. _ ... ._. ......... _________ ..... ,, .. _____ , ..... -............ ~···· ............... -........... .-... .. -·······----.. ---------

a a 
b 

.............. -.............................. _ ... , ... , _ _. ..... ................................................... .................................. ............. _ ......................................... ............................... , ... -.. ~ .................................... . 
................................................. ······························ ........................... ,, ....................... .................................................................................................................................................. ....... .. 

3d Ask your partner the questions. Does the emphasis in their answers change? Afterwards write down the questions your 
partner asked in the space above so you have questions for each sentence. 

4 Features of connected speech 
4a In pairs say the following sentences aloud and decide what 

you think happens to the sound in the underlined part of 
the sentence. 

1 I'll have some...Qf those apples. please. 
2 I safil fantastic movie last night. 
3 Your computer was a goo2.Quy. 
4 An olQ..man lives next door. 

4b Match the examples from 4a to the descriptions below. 

A consonant sound is left out to help maintain good 
rhythm. 

ii A consonant sound links to a following vowel sound. 
Iii A final consonant sound is modified by a subsequent 

consonant sound. 
iv An extra sound is added to make the transition between 

two vowel sounds easier. 

4c Can you guess which of the following terms match the 
definitions in 4b? 

a intrusion 
c linking 

b elision 
d assimilation 

4d What are the underlined features of connected speech in 
these sentences? Use the terms from 4c. 

1 I can't go out in the evenings. 
2 Then Michael got home. 
3 We watched Peter play tennis. 
4 Can I have half a kilo of tomatoes. please? 
5 Is this shoe yours? 
6 I'll see you again next week. 
7 I wen.Unto town this morning to do the shopping. 
8 !..Qwn my house. 

4e How many features of connected speech can you find in 
the text below? 
I watched Christopher play cricket yesterday. He's my 
brother and he's a very good player: I ought to be equally 
good at cricket. but I don't practise enough. 
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(Trainer's Notes) 

15 Vocabulary: Features of lexis 
Summary 

Developing language awareness Focus 

Alms To explore the features and classification of lexical items in English 

Contexts New or experienced In-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. Cut up the sentences for Task 1 from 1he appendix. p.117. 

Lead in 
Write the following question on the board: 

• What aspect of vocabulary learning do you think learners 
find most challenging? 

Trainees discuss the question in small groups. Conduct fccdback. 

1 Give each trainee a copy of worksheet I and one of the 
sentences fmm the appendix, p.117. Ask them to mingle 
and do the task. Conduct feedback. 

@ Suggested correct version in bold and 1he nature of the 
problem Is in brackets after each sentence. 
a 1n11'11iei1·t advertising (probably a false friend) 
b llftJlf91'1al'lle improbable (incorreci prefix) 
c ~strong (incorreet collocation with 'in~ve· I 

incorreet near synonym) 
d 1e lite fer beautiful/exquisite (style too informal for 

the context) 
e Aili is ... 11h:1Rgif1g hill ls ... steep (incorreci collocation) 
f Ee respeAEle1u another woman (Inappropriate legal 

register) 
g 1ei;iid wl!h:efRe warm welcome (incorrect collocation) 
b IR:itlisualieAs help (style too formal for the context) 
I fffeAdRess friendship (incorrect suffix) 
j afttt'fief previous (incorrect near synonym) 
k s1afled ~JI ll~e T\I turned on the TV (incorreet 

collocation) 
steey eralce poor (style too Idiomatic for the context) 

2a Ask trainees to do this task in pairs. Explain that you do not 
expect them to know all the answer... Conduct feedback. 

synonym 2 near-synonyms 
4 co-hyponyms s antonyms 

3 super-ordinate 
6 meronyms or 

camera 

2b Ask trainees to do this task alone. Conduct feedback . 

1 antonyms 
4 meronyms 

2 super-ordinate 
s co-hyponyms 

3 synonyms 
6 near-synonyms 

2c Ask trainees to study the table alone, and then discuss 
the questions in pairs. Conduct feedback. 

2d Ask each pair to try to complete this task. Conduct 

feedback. 

@ 1 homophones 
4 polyscmes 

2 heteronyms 
s homographs 

52 Vocabulary: Features of lexis 

3 homonyms 

3a Give each trainee a copy or worksheet 2. Put trainees 
in pairs to do this task. and then check answers with 
another pair. Conduct feedback. 

compound word 3. 5, 8 
idium I. 9, 12 

lexical chunk 4, 7, l l 
multi-word verb 2. 6, LO 

3b Put trainees in small groups to discuss these quest ions. 

@ 1 nuclear fission. 'Fission' only collocates with 'nuclear'. 
2 on rhe Jm11r. 'Hour' can be substituted with: 'dot', 'spot'. 
3 No. they form quite fixed collocation relationships. 

This I~ a typical feature of idioms. 
4 come down with wme kind of illness: go out with a 

pcrwn; kup 11p with a person. 

4a Put trainees in pairs to do this task. Conduct feedback. 

4b Ask trainees lo do this task alone, and then check their 
answer~ in pairs. Conduct feedback. 

@ l Legal English. The owner has had his or her house 
repossessed and. throughout this document, we will 
call this propeny an estate which is in debl. 

l Medical English. Reducing the flow or blood Is helping 
to decrease the bleeding and swelling. 

3 Archaic English. My superior did it and I don't think 
anyone will dare ask him about it. 

4 Jnformal British English. Thanks. I appreciate lt. 
s Formal English. We have to help both groups to talk 

together and move forward. 
6 Aumallan and New Zealand English. Your pick-up 

truck sounds broken. don't you think? 
7 American English. Chase the ball. You really did that 

well. rm impressed. 
8 Indian English (newspaper headline). The recent 

floods have affected one hundred thousand people in 
the state of Bihar. 

4c Put trainees m pairs to do this task. Conduct feedback. 

CD 'Style' and ' register' are sometimes used interchaTigeably. 
'Style' here refers to levels of rormaliry and the degree to 
which language is in current use. 'Register· refers to the 
kind o f language used in specific contexts. ·variety' of 
English depends on where people come from. 

Reflection task 
• At what differenc levels can you focus on the features of 

lexis menuoned above? 

• Would you teach any of this technical language to your 
learners? If yes. which terms would you teach? 
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~ Worksheet 1 

15 Vocabulary: Features of lexis 
1 Some problems with words 
Your trainer will give you a card with a sentence on it. Say your sentence to others and ask them to correct you. Decide together 
what the nature of the problem is. Correct the sentences. 
a I never watch TV because there's too much publicity in the 

middle of programmes. 
g When we arrived at the hotel, the staff there gave us a very 

tepid welcome and made us feel at home. 
b It's highly unprobable that he'll pass the exam. h Thank you for your ministrations while I settled into the new job. 
c The promise of promotion was a very tough incentive to stay in 

my current job 
I truly value his kindness and friendness. 

d The craftsmanship in this oak chair is extraordinarily fine and to 
die for. 

If you look at the anterior page you can see a summarising 
table. 

e This hill is very plunging and hard work to walk up. 
k He flopped down in the chair and started up the TV for a 

relaxing night's viewing. 
f I think their marriage is going to break up. He's been having a 

fling with a co-respondent. 
The stony broke of the Third World need your help. 

2 Features of vocabulary 
2a Here are some other terms related to vocabulary. Can you complete the mind map? 

super-ordinate 
antonyms 
meronyms 
near synonyms 
co-hyponyms 
synonyms 

2b Now complete the definitions below with the terms from Task 2a. 

1 are words with opposite meanings. 

start = begin 

2 ............................................ is a general term that encompasses a group of words that all have more specific meanings. 

3 .. ... ....... are words that have exactly the same meaning. 

4 ........................................ ... are words that when grouped together form the whole of something. 

5 ................................ . are words that are related in some way because they are all different types of one thing. 

6 .............................................. are words with similar meanings. 

2c Study the table below w hich shows how some vocabulary terms overlap. What do you think each term means? 
What are the distinctions between the different terms? 

Homophones Homographs Heteronyms Homonyms Polysemes 

take the weight ,/ wait for me 

a lead guitarist 
,/ ,/ 

a lead weight 

The head of the company ,/ ,/ ,/ ,/ 
Turn your head 

a can of cola ,/ ,/ ,/ 
I can swim 

2d Now complete the definitions below with the terms from Task 2c. 

1 ............................... .. .. are words which have the same pronunciation even though they may have a different spell ing. 

2 ....... . ........................ ... . are words which have a different pronunciation and meaning but the same spelling. 

3 ..... ....................................... are words which have a different meaning but the same spelling and pronunciation. 

4 ............... are words which have a different but related meaning, the same spelling {and may have 
different pronunciation). 

s ................ are words which have the same spelling but have different meanings (and may have different 
pronunciation). 
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Worksheet 2 

15 Vocabulary: Features of lexis 
3 Words that go together 
3a All of the following words and expressions are a type of collocation. Put them in the correct box. 

1 carry the can 2 come down with 

3 nuclear fission 4 in due course 
5 heart attack 6 go out with 
7 on the hour 
9 get w ind of something 

11 out and about 

compound word 

3b Discuss these questions: 

8 credit card 
10 keep up with 

12 pick someone's brains 

l.exical chunk 

1 Which of the compound words is most fixed? 
2 Which lexical chunk can include alternative nouns? 
3 Is it possible to alter any of the idioms? 

idiom 

4 Think of the kinds of words that can collocate with the multi-word verbs. 

4 The words we use 

multi-word verb 

4a Read the sentences and discuss anything which would create problems for intermediate language learners. 

1 The vendor is seized of the property hereinafter described for 'an estate in fee'. 
2 Vasoconstriction is helping to decrease haemorrhage and edema. 
3 My lord hath done it and methinks none durst meddle with him. 
4 Yeah. cheers, pal. Ta. Nice one. 

5 Our role is to further the negotiations between both parties and encourage progress. 
6 Your Ute sounds a bit crook there, mate, eh? 

7 Go chase the ball baby. Way to go, honey! Good job! 
8 Floods hit one lakh in Bihar. 

4b Complete the table below with reference to the sentences in 4a. State what type of English is used in each sentence, and then 
write the standard English equivalent for each one. 

1 

Register 2 

3 

4 

Style 
5 

6 

Variety 7 

8 

4c What is the difference between register, style and variety? 
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(Trainer's Notes) 

16 Concept checking: Vocabulary and grammar 
Summary 

Developing language awareness Focus 
Aims 

Contexts 

To explore lexical and grammatical meaning through the use of concept-checking questions 

Pre-service or new in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. Cut up Task la from the appendix. p.118 so each group bas copies 
of all the words. Trainees will also need learner dictionaries. 

Lead in 
Write the following quote on the board: 

• In many education contexts, when a learner does not 
understand something. the teacher uses explanation as a 
means to clarifying a problem. Is this always a good idea? 
Can you think why this might be a problem? 

Ask trainees to discuss in groups and conduct feedback. Point 
out that explanations often involve a lot of language and 
can exacerbate a comprehension problem. Well thought out 
questions that gradually unpack meaning are often more 
effective. 

1a Put trainees in groups of four. Give each group a set 
of cards from the appendix. p.118. Trainees take turns 
to take a card and elicit the word on it by giving a 
definition. but without saying the word. Conduct 
feedback. asking trainees to consider how they refined 
their definitions when they were given wrong answers. 

1b Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

2 

ld l a 3f 4b 'e 6c 

a-c Ask trainees to identify the different parts of each 
dictionary entry alone. and then check their answers in 
pairs. If the group is strong, they can move directly on to 
2b and 2c. If not, do feedback on 2a first. 

la 
1 semantic meaning: If someone 9ets UJ you. they make you 

feel upset or angry. 
style: INFORMAL 
coUocation: get to s1l. (i.e. collocates with people) 

l semantic meaning: different in every way 
style: FORMAL collocation: The two cultures 
(i.e. collocates with ideas or things rather than people) 

l b 
9et to 
4 (semantic meaning). 7 (semantic meaning), S (style), 
l (collocation) 
disparate 
8 (semantic meaning), 3 (semantic meaning), 2 (style), 
6 (collocation). 
2c With some words you will need to chec:k the 
register (medical. legal. etc.) and with other words the 
connotation. 

3 Put trainees in small groups and provide them with 
learner dictionaries to help them. Conduct feedback. on 
the board. ending up with a set of questions for each 
word that everyone agrees with. 

a Does she seem happy? (No) 
Does she seem worried? (Yes) 
ls she thinking about a problem? (Yes) 
Occasionally or a lot of the time? (A lot or the time) 

b Did he pay a lot of money for the printer? (Yes) 
Is he satisfied with it? (No) 
Does he think he paid too much? (Yes) 
ls this word neutral or informal? (Informal) 

c Is it annoying? (Yes) 
Does it take a lot of time or effort? {Yes) 
Is this word neutral or informal? (Informal) 

d Do I like the idea? (No) 
Do I think it's stupid? (Yes) 
Is this word formal or neutral? (Formal) 

e Is there any milk? (No) 
Have J used it all? (Yes) 

4 Ask trainees to do this task alone, and then check their 
answers in pairs. Reinforce the idea of working out the 
key concept for each structure. Conduct feedback. 

<I> a2 bl c2 d 2 e l f2 g l h 2 

5 Put trainees in small groups to do this task. Emphasise 
the importance of saying why one of the questions is 
irrelevant. Conduct feedback. 

<I> a2 b3 cl d3 e2 

6 Ask trainees to do thi.s task alone, and then check their 
answers in small groups. Conduct feedback to the board. 

@ a Cao we see the result of the action? (Yes) /ls it still 
broken? (Yes) 

b Why do we think it will rain? (We can see the clouds) 
c Why do we think he studied hard? (His marks were 

good) 
d Do you want it now or in the past? (Now) 

Reflection task 
• Why is it sometimes hard to include concept checking 

questions in your lessons? 
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Worksheet 1 

16 Concept checking: Vocabulary and grammar 
1 The right word 
1a Work in groups. Choose a vocabulary card. Don't say your word, but give a definition of it and see if the others can guess 

the word. 

1 b Match the underlined words in the sentences 1-6 to the sets of questions a- f that check the meaning of the words. 

1 The actor retired when he a Did he stop working? (Yes) Was the company unhappy with his work? (No) 
was 70 years old after a Did he choose to stop working? (No) Did the company have some financial 
long and successful career. problems? (Probably) 

2 He was m~de redundant b Do I take or give something? (Take) Is it forever or a short time? CA short time) 
after almost34 years in the Do I give it back? (Yes) 
company. 

c Did he come inside? (Yes) Did he have a key to unlock the door? (No) 
3 He~ their hOuse last Was he invited? (No) Did he perhaps break a window to get inside? 

Thursday. (Yes) 

4 Can I ~your pen for d Did he stop working? (Yes) Did he stop working because of his age? (Yes) 
a moment? Did he choose to stop working? (Yes) 

5 I'd like to ~a car for the e Do I take or give something? (Take) Did I pay for it? (Yes) 
weekend. Do I give it back later? (Yes) 

6 He broke ioto the house f Did he come inside the house? (Yes) Did he steal something? (Yes) 
while they were on holiday. Was he invited? (No) 

2 Using a dictionary 
2a Look at the two dictionary entries from the Cambridge 

Advanced Learner's Dictionary. 

underline the semantic meaning 
C=:::> circle the style of the word 

---put a wavy line under any kind of collocation 

get to sb INFORMAL SUFFER C) 1 If something gets to you, it 
makes you suffer: 1he heat was beginni11g to gel to me, so J we11t 
indoors. UPSET C) 2 If someone gets to you .• they make you feel 
upset or angry: I kn.ow hes Qllfl.OyUi& bul you sJwuldn't let him 
ge1.toyo11. 

disparate / 'dis.por.:n/ ® /-p~.~t/ adjective FORMAL 

different In every way: The two cultures were so utterly disparate 
that she found it hard tq adapt from one to the other. 

3 Concept checking 

2b Decide which concept checking questions below go 
with which word above. Identify whether the question i.s 
checking the semantic meaning, the style or the collocation. 
1 Does this word usually refer to things or people? (People) 
2 Is it a neutral or a formal word? (Formal) 
3 Is the difference big or small? (Big) 
4 If someone does this to you, do you feel angry? (Yes) 
5 Is this an Informal expression? (Yes) 
6 Does this word usually refer to things or people? (Things) 
7 Can you feel upset too? (Yes) 
8 Does this describe things that are different? (Yes) 

2c What other aspect of the meaning of words do you need 
to focus on when writing concept-checking questions? 

Write concept-checking questions for the underlined words in these sentences: 
a She's been very preoccupjed recently because her mother has been very ill. 

b You know that new printer I bought? It was a complete rjp-off - it's broken already . 
..... ...... ................................. ............................. ............................... ....... ............................................. .............................. ._ ............... . 

c It's such a~ when you lose your wallet and have to get new bank cards and everything else. 
,,,,,, _ _., , , , ''''' •••-' ' ' ''''' ' "'' ''''''''''''''''' '' '''' ,,,,,,,,.,,, .. ,,.,,,,,_,,,.,, '''''''''''''''''''''''-'' ''''''' '''"'' ' ''"'''''''''''''''" •••••••••••••••·''''''" ' ' ' '•••••••••••<•<"•••••••.,- • •••••••• oo•••I•••••" •••••''"''' ' ''''''''''" ' "'''"'"'I.,,.,,,., .. ,,, , ,,,,,,,, .. 

d The very idea is preposteraus' 
................... - ---·----··-····-··· ·······- ... _, ,_ ................. _,,_, ____ . ·---·-·· .. -··· ........................... _, ___ ............ -... .. 

e I've Jlfil..QJ.!l or milk . 
............................................. -....................... ....................... ........................................... ........................... ................................................................................................... _ ............. ............................................ . 
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Worksheet 2 

16 Concept checking: Vocabulary and grammar 
4 Key grammatical concepts 
Look at the underlined grammar structures. Which of the two key concepts is the more important to focus on when checking the 
meaning of the structure? Tick.;' the most important concept. 

a r~my car to James. (Present perfect simple) 

1 the agent of the action 2 the relationship between two time periods 

b You ID.ruU2 go and visit her more often. (Modal should) 
1 obligation 2 ability 

c I'm going to do my homework immediately after dinner. <Be going to) 
1 duration 2 intention 

d They were havjng dinner when he arrived. (Past progressive) 
1 possibility 2 duration 

e The CD was recorded in Vienna. (Passive) 
1 the agent of the action 2 intention 

f If I hadn't bought a house. I would haye gone abroad. 
(Third conditional) 
1 possibility 2 hypotheticality 

g She's wor!sjng part-time this month. (Present progressive) 

1 time reference 2 intention 
h We might come to the party a little later on. (Modal might) 

1 obligation 2 possibility 

5 The irrelevant one 
After each underlined grammar structure a-e, one of the 
concept checking questions is not relevant. Put a cross JC beside 
the question that is not relevant. Say why it is not relevant. 
a They've been workjng here for two years now. 

1 When did they start working here? 
2 Why did they start working here? 

3 Are they still working here now? 
4 Did they stop working here at any time in the past two 

years? 
b You have to oay a deposit of £200. 

1 Can you choose to pay a deposit? 

2 Is it necessary to pay? 
3 When is it necessary to pay? 

c !~smoke. 

1 Is it strange for me to smoke? 

2 Do I smoke now? 
3 Did I smoke in the past? 
4 Did I smoke once or many times? 

d Tony~ his watch .fixeQ last week. 
1 Is the action completed in the past? 
2 Did Tony fix his own watch or did another person do it? 

3 Was it possible for Tony to fix his own watch? 
4 Do we know who did it? 

6 Something missing 
Each of the grammar structures is missing a concept checking 
question that checks one aspect of the meaning. Add the 
missing question and answer. 
a She's broken her arm. 

1 Did the action happen in the past? (Yes) 
2 Do we know exactly when? (No) 
3 .............. . ............................. ............... ,., 

b Look at those clouds - it's gojog to rain. 
1 Is it raining now? (No) 

2 Will it rain in the future? (Probably) 

3 .. 

e We're having lunch at their place on Sunday. 

1 Is the lunch happening now? 
c He must have studied really hard to get a mark like that in the 

exam. 
2 What is the duration of the lunch? 

3 Is it in the future? 
4 Has the lunch been arranged with other people? 
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1 When did he study? (In the past) 
2 Did he study hard? (Probably) 
3 Are we certain? (No) 

4 

d I wish my computer~ more memory. 
1 Does your computer have enough memory? (No) 

2 Do you want more memory for your computer? (Yes) 

3 .............................................................................................. . 
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Trainer's Notes 

17 Grammar: Tense, time and aspect 
Summary 
Focus Developing language awareness 

Aims To explore the relationship between tense, aspect and time 

Contexts New or-experienced in-service teachers 

Duration 60-7 5 minutes 

Preparation Photocopy both worksheets for all trainees. The statements for Task l will need to be cut into individual strips 
from the appendix, p.118. 

Lead in 
Ask trainees, in groups, to brainstorm as many different verb 
forms as they can. This migh t include tenses or individual 
words like past participles. Give them one or two examples 
and set a time limit. The group with the longest list wins. 

1 Put the cut-up statements from the appendix, p.118 in 
a box or hal. Divide the group into two teams. A trainee 
from one team takes a statement and reads it out. The 
members of the other team have 30 seconds to confer 
and decide if the statement is True or False. If their 
answer is correct they win a point. The team with the 
most points wins. Give each trainee a copy of worksheet 
1, containing the answers. Don't explain answers during 
feedback as this will pre-emp1 some of the tasks in the 
worksheets. 

@ a False (strictly speaking there are two) 
b False (tense is indicated by a morpheme) 
c False (it can refer to present and future time, e.g. 'if' 

dausc of a second conditional) 
d True 
e True 
f False. Only transitive verbs (i.e. verbs which have 

objects) can be changed from active to passive. 
g False - it can also be used as an adjective. 
h False - the future perfect connects two points in the 

future. 
i True 
j True 
k False - it can refer to present time in the situation of 

offers (/'//carry yo'!fr suitcast) and it can refer to aU time 
in the situation -0f annoying habits (He will bite his nails). 
False - it connects time zones, but does not necessarily 
show duration. 

2 a and b ASk trainees to do these tasks alone, and then 
check their answers in pairs. Conduct feedback. 

@ 2a le 2a Jb 
2b I past and present 2 progressive and petfect 
3 active and passive 

3 a and b Put trainees in smaJI groups to do these tasks. 
Conduct feedback. 

© Ja Group I: I, 8, 11 Group 2: 2, 5,12 
Group 3: 3, 7, JO Group 4: 4, 6, 9 

3b I future 2 always l habitual/routine 
4 immediate/dramatic ' tense; time 

58 Grammar: Tense. time and aspect 

4 a and b Give each trainee a copy of worksheet 2. Put 
trainees in pairs to do these tasks. Conduct feedback. 

4a They all indude the progressive aspect. 
I present progressive 2 past progressive l present perfect 
progressive 4 present progressive S present progressive 
4b I duration, being temporary 2 synchronidty, duration 
3 duration 4 being temporary, synchronldty 
s repetition, synchrooic:ity 

Sa Ask trainees to do this task alone, and then compare 
their answers in pairs. Conduct feedback. 

® a Correct: a, c, h, j Jn correct: b. d, e, f. g, i 

5 b and c Put trainees in small groups to discuss these 
tasks, then conduct feedback to the board. 

<l) 5b l b, d 2f. i } d 
(NB: in b 'admire' has the state meaning of respect while 
in hit has the active meaning of looking at and 
appreciating; in f 'have' means 'own· wllile inc it 
collocates with shower as does the verb 'rake'. 
4e, g 
Sc 

Group Category Ver bs 

1 mental states I know. believe, 
[eelings despise 

2 states of being resemble. be, contain 

} momentary events rut. hit, break. punch 

4 verbs with both a admire. have, feel, 
state meaning and smell 
an active meaning 

Reftection task 
• ln many coursebooks, what is the word tense used to 

indicate? What are the advantages and disadvantages of 
this common use of the word tense? 
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17 Grammar: Tense, time and aspect 
1 Team competition: Some statements about grammar 
Answers: 

0 There are three tenses in English. 

0 A tense always needs an auxitiary verb. 

The past tense only refers to past time. 

() The present simple third person '-s' is a morpheme. 

'Progressive' is known as an aspect, not a tense. 

All verb forms can be changed from the active to the passive voice. 

C) The past participle is only used in perfect and passive verb phrases. 

0 Perfect verb forms always refer to past time in some way. 

0 The present simple tense can refer to past time. 

0 Progressive verb forms are used to emphasise duration. 

0 'Will' only refers to future time. 

Worksheet 1 

ii;i•Jj 
•tif1j 
•t!fij 
•tii1i 
i i;ilJb 

0 The perfect aspect often shows some kind of duration between time zones. 

ii;i11f8 
ij.if1j 
•tiffi 

2 Tense, aspect and voice 
2a Match the terms 1-3 with the descriptions a-<: 

1 tense 2 aspect 3 voice 
a This indicates how a speaker views an action: is it completed. or related to another point in time? Does its duration need to be 

emphasised? Not all verb forms have this, these are called 'simple'. 
b This changes depending on whether the speaker wants to show what the subject did. or what happened to the subject. 
c In linguistics, this refers to how a verb inflects, for example. the addition of the -d to indicate the past, or the -s to indicate 

the third person present. As the future is not indicated by such inflection it cannot, strictly speaking, be described in this way, 
though for convenience's sake, it often is. 

2b Discuss these questions: 

1 What two tenses are there in English? 
2 What two aspects are there in English? 

3 What two voices are there in English? 

3 One tense, different times 

3a Put these different examples of the present simple into four groups 
according to the way the tense is being used. 

1 The bus departs tomorrow morning at 8 o'clock for Lake Como. 
2 They come from Thailand. 

3 I get up every morning at about six. 
4 I got up from the table and suddenly my head starts spinning. 
S We live in the very centre of town. 
6 It was like this - he just comes up to me and asks for a hundred quid! 

7 The mail always arrives at this time every day. 
8 Fra.nk arrives later on this evening. 
9 Summer 1968. The sun rises on another beautiful day. 

10 Every year on 31 December she throws away a huge amount of rubbish. 

11 They move out at the end of the month. 

12 I love dark chocolate. 

3b Complete the rules. 

The present simple tense 
1 Group 1: used to talk about timetabled 

actions in the .............. . 
2 Group 2: used to talk about something 

that is ..................................... true. 
3 Group 3: used to talk about a(n) 

action. 

4 Group 4: used to make an action in a 
narrative seem more .................. _ ......... . 

5 From this task, we can deduce that 
there is not always a direct relationship 
between the ....... name and 
the .............................. ...... it refers to. 
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17 Grammar: Tense, time and aspect 
4 What's in common? 
4a look at the following examples. What do they have in common? 

1 I'm staying at Alison's place until I move into my new flat. 
2 She was walking across the room when I came in. 

3 I've been working on my assignment this afternoon. 

4 Stop making all that noise - I'm watching the news! 

5 Whenever I see him, he's always standing outside and smoking a cigarette. 

Worksheet 2 

4b Look back at each example in 4a. Which of the concepts below explain the use of the progressive? More than one concept 
may be relevant for each example. 

1 repetition 2 duration 

3 synchronicity 4 being temporary 

5 What can you say? 
Sa Which examples are incorrect? Change them so they are correct. 

a ) She's working really hard tt'lis month. ) 

b Someone from history I'm really admiring is the Roman Emperor; Hadrian. 

c l-:le can't come to the phone because he's having a shower. 

d ) How long have you been koowing Dan? ) 

e She's been cutting her finger with the kit!'.hen knife. 

f We're having a small hoiiday home on the coast. 

g ) The car has been hittmg the lamp post. ) 

h I'm just admiring your beautiful new vase. 

) He is resembling his father a lot. ) 

They wer€ al.1 jumping up and down with exdte.ment. 

Sb Look at the examples that were incorrect from 5a and match them to the following rules. Some examples can be placed in 
more than one group. 

1 Verbs used to talk about a mental process are not usually used in the progressive form. 
2 Verbs used to describe a state of being are not usually used in the progressive form. 

3 Some mental process and state verbs have two meanings, one of which can be used in the progressive form. 
4 Verbs whose meaning indicate a single momentary event are not used in the progressive form. 

Sc Complete the table by adding in verbs from 5a, then add these verbs to the correct box: 

be believe feel break despise contain punch smell 

group category verbs 

1 mental states I feel ings 

2 states of being 

3 momentary events 

4 verbs with both a state meaning and an active meaning 
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(Trainer's Notes) 

18 Grammar: Narrative verb forms 
Summary 
Focus Developing language awareness 

Aims To compare and contrast the uses and meanings of different narrative verb forms 

Contexts Pre-service or new in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. Cut up the examples and meanings for Task 3a from 
the appendix, p.119. You will need to cut up the form puzzles for Task 5 from the appendix. p.119 and have 
complete copies of the puzzles for each trainee so they have a record of the answers. 

Lead in 
Put trainees in pairs and ask them to tell each other about an 
important event in their childhood. After they have done so, 
ask them to recall any verb phrases that their partner used. 

1a Explain that you are going to read an anecdote of 
a childhood accident. Give each trainee a copy of 
worksheet l and ask them to record the difference 
between what they hear and what is on the page. 

Corredcexl 

I think my most dramatic childhood memory was a little 
accident I had when I was playing with my brother. You 
see. my family had just moved into the countryside. It was 
great - I loved it - all that nature to explore I Anyway, that 
afternoon we'd been walking along the banks of a little 
river until we came across a kind of tree hou5e. But best of 
all, it bad a swing auached to it so you could swing out over 
the river. So my brother and I climbed up to the tree house 
and I was determined to go first. I grabbed the rope and then 
I swung out. But, of course, what we hadn't realised was 
that the rope was rotten. And as 1 was swinging back to the 
tree house. the rope broke and I hit my head on a rock. I was 
bleeding a lot so I w en t off to hospital for stitches! 

1b Put trainees in pairs to name the correct verb forms. 
Conduct feedback . 

@ I was playing - past progressive 
2 had just moved - past perfect 
3 had been walking - past perfect progressive 
4 grabbed - past simple 
5 swung- past simple 
6 hit - past simple 
7 went - past simple 

2a Ask trainees how they could check the meaning of 
narrative verb forms in class. Introduce the idea of timelines 
and put trainees in pairs to do this task. Conduct feedback. 

© I: l b 2 c 3 a 2: 1 b 2 d 3 c 4 a 

2b Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

swing rope breaks h+it 
xxxxxx xf 

bleed I go to hospital 
xxxxxxxfx 

3a Put trainees in pairs to do this task and give them the 
cut-up examples 1-6 that use the past progressive and 
their meanings a-f from the appendix, p.119 to match. 
Conduct feedback. Give each trainee a copy of worksheet 
2 comaining the answers. 

@ le ld 3a 4 e 5f 6b 

3b Put trainees in pairs to discuss this question. Conduct 
feedback. 

@ The task illustrates that one tense can be used to 
convey a wide variety of meanings. which are not always 
as straightforward as they first appear. 

4 Put trainees in pairs to do this task. Conduct feedback. 

© 1 ln sentence a, the speaker began learning at the age 
of ten, but in sentence b, the speaker began learning 
before the age of ten. 

2 There is no significant difference in meaning between 
the two examples because the linker 'after' also signals 
the order of events in the past. As with 3, sentence b 
slightly emphasises the idea that the action of arEiving 
happened first. 

3 In sentence a, the speaker got home and then the 
game began, but in sentence b the game was already 
underway when the speaker arrived home. 

4 In sentence a the audience clapped as soon as Ellen 
began singing, but in sentence b the audience waited 
for Ellen to finish singing before clapping. 

5 a and b Put trainees in two groups. Give each group 
a form puzzle from the appendix. p.119, to complete. 
Confirm each group's answers. Ask trainees to test 
each other with questions such as 'what'S the form of 
the main verb in the past participle?' Do an example 
question for each group before getting trainees tO 

think of their own questions. Give each trainee a copy 
of the complete form puzzles in the appendix. p.119 
for their records. 

Reflection task 
Put trainees in pairs. Ask them to tell each other about a 
past event in their life. Then ask them to consider: 
• What different narrative verb forms did you use? 

• If you recorded and transcribed your conversation, 
could you use it with learners? 

• What are the advantages of using teacher-generated 
texts for teaching grammar? 
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Worksheet 1 

18 Grammar: Narrative verb forms 
1 Spot the errors 

1a Your trainer will read out a narrative which contains mistakes with the narrative tenses. As you listen, record the difference 
between what you hear and the text below. 

I think my most dramatic childhood memory was a little accident I had when I had played with my brother. You see, my family was 

just moving into the countryside. It was great - I loved it - all that nature to explore! Anyway, that afternoon we've been walking 

along the banks of a little river until we came across a kind of tree house. But best of all. it had a swing attached to it so you could 

swing out over the river. So my brother and I climbed up to the tree house and I was determined to go first. I was grabbing the 

rope and then I had swung out. But, of course. what we hadn't realised was that the rope was rotten. And as I was swinging back 

1b How many of the correct verb forms can you name? 

2 Timelines 
2a Label the two time lines below according to these excerpts from the text in Task 1. 

1 I think my most dramatic childhood memory was a little accident I had when l was playing with my brother. You see, my family 
had just moved into the countryside . 

.... ....... $2 

3~··· 

• 
... ... 

... ... 
... 

x\xx xx ! a family move 
b play 
c have accident 

2 Anyway, that afternoon we'd been walking along the banks of a little river until we came across a kind of tree house.[ ... J So mv.. 
brother and I climbed up to the tree house[ ... ) But, of course, what we hadn't realised was that the rope was rotten . 

... 

4A•' 
1 • xxxxxxxxxx 

... $ 
2 

! 
3 

l .. 
a not realise 
b walk 
c climb 
d come across 

2b Create two timelines. One for each of these excerpts: 

62 

1 And as I was swinging back to the tree house, the rope broke and I hit my head on a rock. 
2 I was bleeding a lot so I went off to hospital for stitches! 
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Worksheet 2 

18 Grammar: Narrative verb forms 
3 What are the concepts? 
3a Answers: 

Example of past progressive 

1 Jamie was always biting his nails as a child. 

2 I was wondering if I could have a word with you. 

3 We were leaving Norwich when we got a flat tyre. 

4 He said he was meeting Ron. 

5 That evening, we were going to the theatre. 

The past progressive tan be used •... 

c to describe a repeated past action. 

d to make a request. 

a to talk about a situation in progress that 
is interrupted. 

e to report a future event. 

f to talk about the future in the past. 

6 The wind was blowing hard and the rain was lashing the windows. b to describe the background to a story. 

3b What does Task 3a tell you about the uses of verb forms? 

4 Shades of meaning 
Is there any difference in meaning between each pair of verb 
phrases in the following sentences? If so, what is the difference? 

1 a I started to learn Spanish when I was ten years old. 
b I'd started to learn Spanish by the time I was ten years old. 

2 a After they arrived, they unpacked their suitcases. 
b After they'd arrived, they unpacked their suitcases. 

3 a When I got home, the game began. 
b When I got home, the game had begun. 

4 a When Ellen sang, the audience clapped. 
b When Ellen had sung, the audience clapped. 

5 Form puzzle 
Sa Work in two groups. Your trainer will give you cards. 

Group 1: Complete a form puzzle for the past perfect. 
Group 2: Complete a form puzzle for the past progressive. 

Sb Work in pairs and test each other on the form puzzles. 
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19 Grammar: Future forms 
Summary 
Focus Developing language awareness 

Aims 

Contexts 

Duration 

Preparation 

To outline the form and meaning of a variety of verb forms used to talk about future time 

Pre-service or new in-service teachers 

60-75 minutes 

Photocopy both worksheets for all trainees. The words in Task 4a can be cut up from the appendix, p.120. The 
dominoes for Tusk 5 will need to be cut up from the appendix:. p.12 l. 

Lead in 
Pm rrainees in small groups and ask them to tell each other 
about their future plans for the following rimes: tonight, 
tomorrow, this weekend, next month, in a year's time. TeU 
them to Listen for different future forms used by their panners. 

1a Give each trainee a copy of worksheet J. Ask trainees to 

quickly read the conversation excerpt and answer the 

ques1ions. Conduct feedback. 

@ Jake is the answer to both questions. 

1 b and c Put trainees in pairs to do these tasks. Conduct 
feedback. With weaker groups. it may be necessary w 
analyse these forms on the board. Point out that the 
present progressive use is a dear example of bow tense 
name and time reference do not always match. 

@ lb 'will' +base form 4, 5, 6 
'going to' + base form l. 3 
present progressive 2 
lca3 b4 c2 d6 el f5 

2a Ask trainees to read the excerpt and answer the question. 

Conduct feedback. 

© Jake 

2 b and c Put trainees in pairs or small groups to work on 
2b. If the group is confident, they can move directly on 
to le. I[ not. conduct feedback on 2b firsc. 

@ 2b 1 l'U be lying in rhe sun reading a novel or I 'll 
probably be teaching 

2 By Friday we'll have finished everything. 
3 rn this context, the~ progressive is used to talk 

about an action thal will be in n.mB.J:m at a specific 
future~. 

4 In this context, the illll!.u: perfect is used to talk 
about an event that wiJl be completed before a 
specific~ in the~. 

2e future progressive: subject + wiU + be+ verb+ -ing 
(present participle) 
fUlure pedect: subject + will +have+ verb 
{past participle) 

3 a and b Give each trainee a copy of worksheet 2. 
Explain rhal you will now be looking at all the future 
forms from Tasks l and 2 together. Ask trainees to do 
these tasks alone, and then check their answers in pairs. 
Conduct feedback. 

64 Grammar: Future forms 

© Ja 2 are we going? J We'll be having 4 I'll record 
5 we'll watch 6 rm going to buy 7 she'll let 8 I'll give 
9 l'll be seeing 10 rll ask 11 starts 12 We're going to 
l3 she'll be 
3b upper intermediate 

3c Put trainees in groups of three to do this task. Conduct 

feedback. 

© l present progressive 2 present progressive J future 
progressive 4 will + base form 5 will + base form 
6 going to + base form 7 will + base form 8 will + base 
form 9 future progressive 10 will + base form 
11 simple present 12 going to + base form 
13 will + base form 

3d Change the composition of the groups. Point out that 
the example in 3a l relates to another context in the 
coursebook. Also indicate that there are some forms 
and meanings that have not been discussed in Task I or 
worksheet I . Conduct feedback. 

© a6 bl, 2 c4.5,8.10 dll el2 f7,1 3 g3 h9 

4 a and b Put trainees in pairs to do these tasks. Give 
each pair the cue-up sentences from the appendix. p.120. 
Conduct feedback. 

@ 4aandb 
l The race ~to stan at any minute. 
2 The opening ceremony is about to begin. 
3 Next year l.J2lm.1Q take up yoga. 
4 Shall we go out for a pill!! tonight? 
5 Their disagreement means a strike is immjnent. 
6 The President itlQ meet the trade delegation this 

afternoon. (moreformal) 

5 Put trainees in groups of three or four. Give each group 
a set of dominoes from the appendix, p.121. Explain the 

rules of the game: 
One player deals out the dominoes between all the 
players. Player one puts down one domino face up on the 
table. The players then take it in turns to put dominoes 
down by matching future iorms with their meaning. 

Reflection task 
• There is no future tense in English. To what extent do 

you agree with this statement? 
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Worksheet 1 

19 Grammar: Future forms 
1 After the course 
1 a Read the conversation below between Rosanna and Jake 

who are talking about what they intend doing once they 
have finished their teacher training course. Whose future 
plans are more organised? Who is more worried at present? 

Jake: So what are your plans for when you finish the 
course? 

Rosanna: My plans? Well, to have a break for a start. rm_ 
going to just chi ll out (1 l and do nothing. 

Jake: Not job-hunting then? 
Rosanna: No, not immediately. What about you? 

Jake: No relaxation for me. I'm starting back at my 
old job (2) straight after the course. I got a call 
a couple of days ago - they're desperate for 
teachers and want me to come back. 

Rosanna: Fantastic - you've got a job already! 
Jake: Hmm - don't know if I'm worth employing. 

Rosanna: C'mon! 
Jake: I'm really nervous about this afternoon's lesson. 

Rosanna: Don't worry - it's going to be (3) good. 
Jake: What makes you so sure? 

Rosanna: I've seen your lesson plan! 
Jake: I was just wondering whether I should move this 

stage to ... 
Rosanna: Don't change it - it's fine. Really. 

Jake: OK I'll leave (4) it alone. But what if I don't get 
through? 

Rosanna: What - the lesson or the course? 
Jake: The course. 

Rosanna: Stop worrying. I think evervone will get through 
ill. 

Jake: I hope so. I wonder when we'll find out. 
Rosanna: It says in the course guidelines. They'll send out 

!.2). the results on the Monday after the course 
finishes. 

1b Which categories do the underlined future forms in 1a fit 
into? Put the numbers in the correct box. 

'will' + base 'going to'+ Present 
form base form progressive 

1c Now match the examples in 1a to the meanings below. 

a 'Going.to' is used to make a prediction based on present 
evidence. 

b 'Will' is used to talk about an intention decided in the 
moment of speaking. 

c The present progressive is used to talk about a future 
arrangement involving other people. 

d 'Will ' is used to talk about a future fact. 

e 'Going to' is used to talk about an intention decided 
before the moment of speaking. 

f 'Will' is used to make a prediction about the future that is 
not based on evidence. 

2 Different aspects 
2a Read another excerpt from a conversation between 

Rosanna and Jake during the final week of the course. 
Who is keen for the course to finish? 

Jake: Only three more days. 
Rosanna: Amazing, isn't it? The time's gone so quickly. 

Just think, this time next week I'll be lying in the 
sun reading a novel and not a book on teaching 
methodology! 

Jake: I'll probably be teaching, but at least I won't 
have anyone observing me while I do it. That's 
the bit I find hard. 

Rosanna: Oh well, it's your last lesson today and mine to­
morrow. By Friday we'll have finished everything. 
It'll all be over. 

Jake: Roll on Friday, I say' 

2b Answer the questions below, using the conversation in 2a. 

1 Find one example of a future form that is progressive. 
2 Find one example of a future form that is perfect. 

3 Complete the rule: In this context. the .................. . 
progressive is used to talk about an action that will be in 
. ............................... at a specific future ....... . 

4 Complete the rule: In th is context, the ....... . .......... .. ... . .... . 
perfect is used to talk about an event that will be 

.......... . before a specific ................................ in the 

2c How do we form these two future forms? 
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Worksheet 2 

19 Grammar: Future forms 
3 Putting it all together 
3a Do the exercise below. 

IA a) Read Emma's conversation with her husband, Paul, 
~ later that day. Choose the correct verb forms. 

EMMA I spoke to Diane. ~She'll come to the 
Eden Project with us. 

PAUL Oh, that's good. Which day 2wil/ we go/are we going? 
EMMA Thursday. And there's a programme about it on BBC2 

on Saturday at 7.30. 
PAUL 3We'll be having/We'll have dinner with your parents then. 
EMMA Oh yes, I forgot. OK, •f'J/ record/I'm going to record it 

and 5we'I/ watch/we're watching it when we get home. 
PAUL Fine. By the way; 6/'m going to buy/I'll buy a video 

camera at the weekend. I thought it'd be nice to take 
one on holiday with us. 

EMMA Tina has one she never uses. It's brand new too. Maybe 
7she'll /et/she's going to let us borrow it. 

PAUL Well, it's worth asking. 8/'// give/I'm giving her a ring. 
EMMA Don't worry; 'f'll be seeing/I see her at my yoga class 

tomorrow. 1ont ask/I'm going to ask her then. 
PAUL Good idea. Anyway, where's the babysitter? The film 

11startslis going to start in half an hour. 12We're 
missing/We're going to miss the beginning. 

EMMA Oh, l'm sure 13she'/I be/she's being here soon. 

3b What level do you think the book that this is taken from is 
aimed at? 

3c Name the correct future forms in the dialogue. 

1 ...... ·-·· ······· ·········································································································-·--·-····-· 

2 ···----······················································· .. ···························· .. ······-············-···-·-······· 
3 ···········----····················· .............................................................................................. . 
4 ···························-·············· ............................................................................. . 

5 ············ 
6 ....................... ............................. ··········································································· 
7 .......................... . 

8 
9 ....................... .......................................................................................... ........................ . 

10 ........................................................................................................................................... . 
11 ................................................................................................................. ---·····-············· 
12 
13 - ........... ·······················----------·-··-·······---···-----········---····-·········"······ .. . 

3d Match the examples in 3a to these descriptions of 
meaning. Note: There is often more than one example of 
each description. 

66 

a a personal plan or intention 
b an arrangement with other people or organisations 
c a decision that is made at the time of speaking 

d a fixed event on a timetable, calendar, etc. 
e a prediction that is based on present evidence 
f a prediction that is not based on present evidence 
g something that will be in progress at a point in time in 

the future 
h something that will happen in the normal course of 

events, without any particular·p1an or intention 

Teacher Training Essentials 

4 Other futures 

4a Unscramble the words to create a correct sentence. 

1 start any race due the at 
to minute is 

2 to opening about is the 
begin ceremony 

3 to year plan up next I yoga 
take 

4 for go pizza shall out 
tonight we a ? 

5 imminent is their means 
strike disagreement a 

6 President to trade this 
is the the afternoon 
delegation meet 

4b Answer these questions: 

5 

1 Underline the words that indicate future time in these 
examples. 

2 Which example is more formal than the others? 

Future dominoes 
In groups of three or more, play future dominoes. 
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(Trainer's Notes} 

20 Grammar: Conditional forms 
Summary 

Developing language awareness Focus 
Aims 

Contexts 

To compare and contrast the uses and meanings of the different conditional forms 

Pre-service or new in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. It·might help to provide grammar reference books for Tusk 3. 
You will also need to cut up the half sentences for Task 6a from the appendix, p.122. 

Lead in 
Write the word 'if' on the board and ask trainees to think of a 
wish they have. Get them to write it on a slip of paper and put 
it into a hat or box. Pull out some wishes and read them aloud. 
Everyone has to guess whose wish it is. 

1 Give each trainee a copy of worksheet 1. Ask trainees 
to do this task alone, and then check their answers in 
pairs. Conduct feedback, writing up the sentences on 
the board. Explain that 'if' sentences are known as 
conditional sentences. 

@ (b): ... will apply for the job. 
2 (c): ... would apply for the job. 
3 (a): ... would have applied for the job. 

2 Put trainees in pairs to complete the grid. Conduct 
feedback. 

CI) 
l Samira future real possible 

2 Sheila future imaginary unlikely 
3 Giacomo past imaginary impossible 

3 a-<I Put trainees in small groups to do these tasks. 
Conduct feedback. 

3a 
1 if + subject + simple present + subject + 'will' + verb 

(base form) 
First conditional or conditional type I 

2 if+ subject + simple past + subject + 'would' + verb 
(base form) 
Second conditional or condi1ionaJ type 2 

3 if+ subject +past perfect+ subject + ·would' + have 
+verb (past participle form) 
Third conditional or conditional type 3 

3b The conditional clause shows the condition and the 
main clause shows the result. Either clause can come 
first; the order is flexible. 
Jc Other modal verbs such as might/may/could - 1hey 
slightly reduce the certainty of the result. 
3d No, it doesn't. ln the examples from Tasks 1 and 2, the 
present simple and the past simple both refer to future time. · 

4a Ask trainees to do th.is task alone, and then check their 
answers in pairs. Conduct feedback. 

® 1 first conditional =advice 2 first conditional = 1hreat 
3 first conditional "' promise 4 second conditional 
=criticism S second conditional "'advice 6 first 
conditional = warning 

4b Ask trainees, in small groups, to discuss this question. 
Conduct feedback. 

® The task suggests the imponance of being aware of the 
functional meaning of these sentences. It also suggests 
the need to contextualise this language carefully. 

5 a and b Put trainees in small groups to do these tasks. 
Conduct feedback, pointing out that beyond the three 
basic forms, there are many variations in (erms of form. 

.... 

® sa l type 1 2 type 2 3 type 3 4 type I s type 2 
6 type I - the present simple is used in the result clause 

because it refers to something that is always true. This 
variation of type 1 is known as the zero conditional. 

5b It is better to teach these examples once learners have 
a clear grasp of the three core conditional structures. 
Trying to teach them at the s.imt> time as the main 
structures would probably cause confusion. 

6a Give one sentence half to each trainee from the 
appendix, p.122. Ask the trainees to find the person 
with the other half to their sentence. Conduct feedback, 
asking the trainees to mark the sentences that matched 
on their worksheets. 

® le le 3d 4b Sf 6a 

6b Ask trainees, in small groups, to discuss these questions. 
With stronger groups, it might be useful to analyse the 
verb forms in each clause. 

® l No, they don't, but they are all correct. 
2 It is useful for learners to learn the three main types 

of conditional because it helps them to form accurate 
sentt>nces. However, native speakers often form 
conditional sentences, which, while correct, do not 
conform to the standard three types. Higher-level 
learners need to be made aware of this. 

Reflection task 
• Imagine you are going to teach the third conditional to 

a group of young teenagers. What context would you 
choose? 
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20 Grammar: Conditional forms 
1 Complete the story 
look at this job application. 

Worksheet 1 

Shiela, Giacomo and Samira all see the advert and consider applying for the job. Complete the sentences with the endings below. 

f1ll=time Sales <•sultanl "'CIUired 
No experience necessary, training provided 
Applicants must have clean driving licence 

Closing date: 17 February 

1 Samira is about to take her driving test next week. If she 
passes the test. she ... 

2 Sheila works part-time. If she wanted to work full-time. she ... 
3 Giacomo only saw the advert after the closing date for 

applications. If he'd seen the advert earlier. he ... 

2 What's the meaning? 

a ... would have applied for the job. 
b . . . will apply for the job. 
c ... would apply for the job. 

The grid below focuses on the meaning of the three 'if' sentences. Complete each box by answering the relevant question. 

'If' sentence What time period ls the situation Is the situation (the 'if' part of Is the outcome of the situation 
referring to - the past. the the sentence) real or imaginary? possible, Impossible or unlikely? 
present or the future? 

1 Samira 

2 Sheila 

3 Giacomo 

3 How does the form work? 
3a Complete these form formulas for the sentences in Task 1 and decide what kind of conditional sentences they are. 

1 Samira's sentence: 
CONDITIONAL CLAUSE MAIN CLAUSE 
if + subject + simple ....................................... • subject + .......................................... + verb ( ........................................ ··-·· form) 

What is the name for this kind of conditional sentence? ..................... ... ................................. ................................. . ................................... ................ _ ...................... . 

2 Shelia's sentence: 
CONDITIONAL CLAUSE MAIN CLAUSE 

if+ subject + simple ... ·--·······-···-······· ············- • subject + ...................... ················-··- + verb ( -·····- .. form) 

What is the name for this kind of conditional sentence? 

3 Giacomo's sentence: 
CONDITIONAL CLAUSE MAIN CLAUSE 
if + subject + past ....................... ······-······-·····- • subject + .. .. . . ...... . . .................. + have + verb (past ...... form) 

What is the name for this kind of conditional sentence? .............................. ............... .................................................. . 

3b In conditional sentences, which clause shows the condition? Which clause shows the result? Which clause comes first? 

3c What other verb(s) can be used in the main clause of all three conditional sentences to make the outcome seem a little less 
certain? 

3d In the 'if' clause of each sentence, does the time referred to match the time label of the tense used in the clause? 
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Worksheet 2 

20 Grammar: Conditional forms 
4 Two conditionals - many functions 

4a Decide if the following sentences are examples of the first or second conditional. Then match the sentences to the functional 
labels on the right 
1 

If you put away some money in the bank now. 
you'll have more to spend on your holiday. warning 

4b What does this ta.sk tell you about other aspects of conditionals that you need to be aware of when teaching? 

5 Some alternatives 
Sa For each of the examples below, decide which conditional it most closely matches - type 1, 2 or 3. 

1 If she's been working hard, she'll want a long holiday. 
2 Were he to apologise unconditionally, then all would be forgiven. 
3 Had it not been for the rain mid-afternoon, the whole day would have been a complete success. 
4 Cook me dinner and I'll help you with your essay. 
5 If I were to come at eight. would it be inconvenient? 
6 If the rain is heavy, there's always a flood at high tide. 

Sb When would you teach these less regular conditional structures? 

6 Mix and match 

6a Your trainer will set you a task. Afterwards record the answers below. 

1 If you're going to paint the house yourselves . . . a .. . then she could have won the game. 
2 If I missed the bus . . b ... then you should see a doctor. 
3 If they hadn't stayed up so late last night . . . c ... then you're going to save a lot of money. 
4 If you really are having that much trouble sleeping . . . d ... they would be able to concentrate. 
5 If they want this by the end of the day . . . e ... I just walked and arrived late to work. 
6 If she were a linle more relaxed . . . f ... they're dreaming. 

6b Discuss these questions: 

1 Do these examples follow the form rules in the previous tasks? Are they correct? 
2 What do these example sentences tell you about the rules for conditional sentences? 
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(Trainer~ No~es) 

21 Grammar: Modality 
Summary 
Focus Developing language awareness 

Aims 

Contexts 

Duration 

Preparation 

To explore modality: its meaning, form and varieties 

New or experienced in-service teachers 

60-75 minutes 

Photocopy both worksheets for all uainees. The sets of cards for Task 2 will need to be cut up for groups of 
three from the appendix, p.123. Copies of face2face Upper intennediate Student's Book would be useful for Task 5. 
YO\l may also need a phonemic charL 

Lead in 
Get trainees to discuss the rules for the following situations: 

1 a library 2 an English-language lesson 

After the discussion, get them to refiect on the language they 
used. It is likely they used modal verbs (e.g. must, should, etc.). 
Establish that the area of meaning is obligation. 

1 Give each trainee a copy of worksheet 1. Ask crainees 
to do this task alone, and rhen check their answers in 
pairs. Conduct feedback by giving the answers only; 
do not explain the rules. Ask trainees 10 say what they 
think defines a modal verb. Move to Task 2 without 
conducting feedback. 

® I might 3 shouldn't 7 would 8 will 

2 Puc trainees in groups of three. Give each group a set of 
cards (shuffled) and the instructions t:rom the appendix, · 
p.123. At the end of the game, conduct feedback asking 
trainees what defines a modal verb. 

tj\ \V Answer key in the appendix. Pure modals follow the 

3 

form rules for modal verhs. 'Rave to', ·need', 'had better', 
·ought' are not pure modals because rhcy do not conform 
10 these rules or modal form. 

a and b Put trainees in pairs to do these tasks. Conduct 

feedback. 

3a 
l ability 2 obligation J possibility 4 permission 
5 possibility 6 deduction 7 deduction 8 deduction 
9 (mild) obligatioo 10 obligation 
3b lt shows that modal verbs can have more than one 
meaning. Of particular note Is the way in which can can 
encompass an array of meanings and that should can be 
used for deduction as well as obligation. 

4a Give each trainee a copy of worksheet 2. Put trainees in 
pairs to do this task. Conduct feedback. 

® 1 can should be replaced by could or must. Can cannot be 
used in the affirmative when talking about probability 
I logical deduction. 

2 The concept of the utterance is ' absence of necesslly', 
so the past of not havt to should be used (we didn't have 
to ... ). 

70 Grammar: Modality 

3 While m11s1 can be used lor positive logical deduction 
(almost I 00 per cenr sure it is true), the opposite 
(almost I oo per cent it is not crue} is can ·r. 

4b Trainees work alone, and then check their answers in 
pairs. Conduct feedback. 

® 1 'Must' and 'have to' have very similar meanings. 
:Z Example a inditates rhat It is not necessary to wear a 

hat, whereas example b indicates chat wearing a hat is 
not allowed. 

3 Both verbs refer to past habits. Used to can be used for 
both examples. However, iris not possible to use would 
in b because this refers to a state rather than an activity. 

4 ln a the teacher js deducing from past work tbat 
rhc learners have worked hard. Jn b the teacher is 
instilling a sense o( obligation in the learners to work 
hard in (uture. 

Sa Ask trainees co do the task quickly and then check their 
answers in pairs. Conduct feedback. 

® l Lucy is a little more sympathetic. 2 Possibility 

Sb Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

® 1 I might .... l'll (will) .. . he could ... they'll (will) ... 
he'll (will) ... I'll (will) 2 l won't (will not) .. . 
r can't . . . 3 he's bound 10 ••• he's unlikely to .. . 
4 he probably will 5 a possibility 

Sc Put trainees in groups to discuss these questions. 
Conduct [eedback. 

CD J Modality in English is expressed through an array 
of different grammatical rorms beyond modals and 
semi-modals. Adjectives. adverbs and nouns can all 
express modality, as can individual verbs that cannot 
be formally designated ·modal'. 

Reflection task 
• The strong interpersonal nature or modals of obligation 

means the wrong modal pronounced in the wrong way 
in the wrong situation can cause orrence. Can you think 
of problems learners have had? How can we help them 
with chis aspect of modality? 
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Worksheet 1 

21 Grammar: Modality 
1 What•s modal? 

Which of the following underlined words are pure modal verbs? If you are not sure, guess. 
1 They might be arriving late, so let's start eating. 
2 Do we have to go now? The party's just getting underway. 
3 It shouldn't be a difficult exam - it's all multiple-choice. 
4 I really need a good sleep. 
5 You'd better let your parents know where you're going. 
6 You ought to save a bit harder if you want to buy a house. 
7 I would never just turn up without phoning first. 
8 Murray will definitely be home by now - he left about an hour ago. 
9 It can't be Mum ringing - it's too late. 

10 You needn't come if you don't want to. 

2 Form chain 
Work in groups of three. Your trainer will give you a set of cards containing errors, corrections and rules. 
After the task, record the answers below. 

She mays be late. 

(Do you can play piano?) 

(He mighted go to the cinema. ) 

( You should taking aspirin.) 

(They can Italian very we11.) 

( She must can learn it. ) 

( They can speak Italian very well. ) 

(He might have gone to the cinema.) 

(She must be able to learn it.) 

She may be late. r-----

(You should take an aspirin.) 

( Can you play the piano? ) 

3 How many meanings? 
3a Sort the examples 1-10 into the meaning categories in the table below. 

1 I could speak Arabic fluently when I was five years old. 
2 I must get my hair cut. 
3 Campbell might just win the championship. 
4 Could I make a quick call? 
5 Even native speakers can make mistakes. 
6 She must have had a late night. 
7 The forecast says the weather should be fine all weekend. 
8 It can't have been Rob - he's overseas. 
9 You should try this sauce - it's delicious. 

10 I have to leave at 6 o'clock. 

They do not inflect with the ·S morpheme in the 
present simple. 

( They cannot co-occur.) 

( They have an inflected past form.) 

( There are no non-finite forms. ) 

Subject and verb are inverted to form a question 
(and a 'not' is added to form a negative). No 
auxiliary is needed. 

They are always followed by the base form of the 
main verb. 

r~·-M-Sl~_··-ity~~~~l~lled~uctlo-n~~----ll_Ab_l_llty~~~~~l-h_rm_i_m_On~~~~IO_~_ip~tlo-n~~~l 
3b What does Task 3a demonstrate about modal meaning? 
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21 Grammar: Modality 
4 Problems with modals 

4a The examples below contain learners' problems with 
modals. Correct the problem and identify the reason for it. 

1 Sue can have gone to the shops - she said we needed 
more milk. 

2 We had a camper van so we mustn't have stayed at hotels. 

3 It mustn't be Gary at the door because he's away on 
holiday this week. 

4b Look at the following pairs of sentences and say how they 
are different in terms of meaning. 

1 a I must give Peter a ring. 
b I have to give Peter a ring. 

2 a You don't have to wear a hat. 
b You mustn't wear a hat 

3 a I would go for long rides on my bike when I was a child. 
b I used to live in Edinburgh when I was a child. 

4 a Our teacher told us we must have worked hard. 
b Our teacher told us we had to work hard. 

5 Some teaching material 
5a Read the excerpt from unit 66 of foce2foce Upper 

Intermediate Student's Book and answer the two questions. 

1 Lucy and Don are discussing a colleague, Bruce. Who is 
more sympathetic towards Bruce? 

Lucy: Look. Bruce is having a go at someone again. By 
the way, are you going to his leaving party? 

Don: I might go for a bit. 
Lucy: Yes, me too. You know. I'll miss him in some ways. 
Don: Well. you don't have much contact with him, but 

I do. And I won't be sad to see him go. He's, um, 
he's extremely difficult to work with - he doesn't 
listen to anyone. 

Lucy: Yeah. I was in a meeting with him once and 
nobody could get a word in. And he's so bad­
tempered. If he's like that in the Leeds office. he's 
bound to upset people. 

Don: Well, he's unlikely to change his personality 
overnight But the Leeds office isn't doing well, 
and you know, he could improve things there. 

Lucy: Yes. he probably will, although I can't imagine 
they'll like him. 

Don: I don't suppose he'll worry about being popular. 
He's just ... he's not that kind of person. is he? 
I remember him saying, ''I'm not here to make 
friends, I'm here to sort out the company's 
problems." And to be fair, he has. 

Worksheet 2 

Lucy: Sure, no question about that Is he, um, taking his 
family with him. do you know? 

Don: Well, he's likely to be there for at least a year so I'll 
be surprised if he doesn't. He's a real family man. 

Lucy: But commuting's a possibility, I suppose. He may 
not want to give up his house here. 

2 What area of modal meaning is exemplified in the dialogue? 

5b Find one example of each of the following in the excerpt 
above. 

1 A modal verb in the affirmative: 
2 A modal verb in the negative: 
3 A modal adjective: 
4 A modal adverb: 
5 A modal noun: ....... 

Sc Discuss these questions: 
1 How would you focus on modality in this material with a 

group of upper-intermediate learners? 
2 Compare your ideas with the extract from the 

coursebook below. 

Listening and Grammar 
G 1) Look at the pho10. Wberc arc the people? What do you think Lucy and 
~ Don are talking about? 

b) iClJ Listen ro Lucy :and Don's conversation. Answu these questions. 

Why is Bruce difficult 10 work wuh? 
Why Is he going Jo work In the Leeds office? 

3 How long is he going for? 
• Is Don going 10 apply for Bruce's jobl 
5 Who dou Lucy think will gel the job' 
e What do Lucy and Don think will happen If Bruce comes back? 

c) listen again. Who said these .senu~nces. Don or Lucy? 

, He's bolUld 10 u~I people. 
2 He's unlikdy to change lus personahty ovcmighL 
3 I can't lmaJ!ne they'll like him. 
• I don't Hppose he'll worry about being popular 
s He's Ukdy to be there for at least a year. 

r!i'J MODAL VERBS 

I) Look at sentences 1-5 from Lucy and Oonll 
conversation. Which of LM undcdincd modal 
verbs express future certainty (C)7 Which 
express fu1ure possibility (P)? 

I m.i&bl go for a biL 
Ill miss him 1n som• ways. 

3 I :aYJllU be sad to Stt him go. 
• He aiWd Improve 1hmgs. 
s He mu nor want to give up his house. 

1.EVUS OF CERT,t,INTY "80UT THE FUl\JRE 

b) Look al the phrases in bold in 3c). Match 
.sen1cnccs 1- 10 to these meaning.s. 

•) The speaker chinks this "~ll definhcly or 
probably happen. 

bl The speaker thinks this definitely or prob~bly 
won't happen. 

c) took apin at the ph.rase.s in bold in 3c). 
Which are followed by the infinitive? Which 
are followed by subject + will + infinitive? 

cl) CM.cl< in pll7. 

3 What do the examples tell us about modality? 
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22 Grammar: The noun phrase 
Summary 

Developing language awareness Focus 
Alms To analyse the component parts of English noun phrases 

Contexts New or experienced in-service teachers 

Duration 60-75 minutes 

Preparation Photocopy both worksheets for all trainees. Cut up the noun phrases for Task 2b and the sentence halves for 
Task 3a from the appendix. p. I 24. Grammar reference books may also be needed for these tasks. 

Lead in 
Ask the trainees to reorder this text: 

the man standing in the corner wearin9 the three piece suit made 
of fine wool 

1a Give each trainee a copy of worksheet I. Ask trainees to 
read the two texts. Quickly confirm the answer to the 
question. 

Yes. the texts contain the same information. 

1b Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

© 1 once we get your deposit 
2 a letter that shows you are enrolled on the course 
3 this letter 
4 when you apply for your grant ... your application ... 

there's a committee who make decisions about grants 
' their decision is final and it cannot be challenged or 

changed in any way 
6 there's a committee who make decisions about grams 
7 a month exactly ... tbey'U dC'Cide by the 20th or next 

month 

1c Put trainees in small groups t.o discuss these questions. 
Conduct feedback. 

Cl) l Text I uses a lot more complex noun phrases. This 
means that information is packed more tightly. but 
more economically, into the Le'<t. 

2 There are two: 'a committee who makes decisions 
about grants' and 'a letter that shows you are enrolled 
in the course'. Both of these noun phrases indude 
post-modifying relative dauses. 

3 Jn spoken language, we use more verbs and post­
modifying relative clauses. This has the effect of 
distributing information over a longer ~'tretch of 'time'. 
which Is likely to be a bit more 'listener friendly'. 

2a Give each trainee a copy of worksheet 2. Put trainees in 
pairs. Conduct feedback. 

© a 4 b 2 cl dJ e 6 f5 a7 

2b Put trainees in small groups. Give each group a ropy of the 
words cut up from the appendix. p.124. Ask them to put 
each noun phrase in the right order. Conduct feedback (see 
sentences in answer key to 2c). 

2c Ask trainees to do this task in their groups. Conduct 
feedback. 

1 the woman 

2 an lmensive course 
crash 

3 your brand new computer 
desktop 

4 the revolving d<><k 
Ooral 

in high 
school 
chemistry 

In the 
Botanic 
Gardens 

who llves 
down the road 

3a Give each trainee one sentence half from the appendix. 
p.124 and ask them to find the person who has the 
matching half. Conduct feedback asking trainees to mark 
the answl!rs on their worksheet. 

Cl) lb 2d le 4a Sc 

3b Ask each pair to do this task. Conduct feedback. 

Cl) Wriltcn language 

3 c-e Ask trainees to do these casks In pairs and then 
check their answers with another pair. Conduct feedback. 

© The obJC:ctS or each sentence are in bold. 
l ~alkcd unwillingly along the dusiy road that led 

to the farm 

4 ~ ~!ra'Wi'I! tagjcmpset die opposln& players 'e Jhave noted a sltwlficant decrease in 
consumer demand for hlgh-pdccd electronic 

~ 

3f Discuss this question as a whole group. 

@ Yes. with higher-level learner.. 

Reflection task 
• It is sometimes said that the grammar in coursebooks 

focuses too much on verb phrases at the expense of 
noun phrases. To what extent do you agree with this? 
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22 Grammar: The noun phrase 
1 The information load 

1a Read the two texts below, one written and one spoken. Do they contain the same information? 
Text 1 

On receipt of !:jOU.r <ieposi.t~ we will forward, Gt 

!..et.t.er of 'COurse enroLment. This Letter sl-louUl 

be mc.Wc:lut in gour Letter of o..pplLcol:i.cn to 

the grants committee. A .finoJ, Mti bi:ncling 

d..easi.on will be. mo..cle b11 the. committee. 

members wW1in Gt co.Lend-ru- montl1 . 

Text2 
Enrolments Officer: Once we get your deposit, we will send you a letter 

that shows you are enrolled on the course. When you 
apply for your grant, you should include this letter 
with your application. 

Applicant: Who do I send the application to? 
Enrolments Officer: There's a committee who makes decisions about grants. 

Applicant: How long does it normally take them to make a 
decision? 

Enrolments Officer: A month exactly. So if your application arrives on the 
20th, they'l l decide by the 20th of next month. 

Applicant: And if I don't agree with their decision? 
Enrolments Officer: I'm afraid there's not a lot you can do. Their decision 

is final and it cannot be challenged or changed in any way. 

1b The noun phrases below come from Text 1. How is the same information conveyed in Text 2? 

1 receipt of your deposit 

2 a letter of course enrolment 

3 this letter 

4 your letter of application to the grants committee 

5 a final and binding decision 

6 the committee members 

7 a calendar month 

1c Discuss these questions: 
1 Why is Text 1 shorter than Text 2 although the information is the same7 

Worksheet1 

2 Most of the noun phrases in Text 1 are three or more words long. Can you identify any noun phrases in Text 2 that are equally 
long or longer7 

3 What does this tell you about grammatical differences between written language and spoken language? 
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Worksheet 2 

22 Grammar: The noun phrase 
2 The composition of a noun phrase 

2a Study the composition of the noun phrases from Task 1 in the table below. Then match the definitions 1-7 to column headings a-g. 

1 A dependent element of the noun phrase that comes after the head noun. This element can fall into two categories. 
2 A single noun that is the most important element of the noun phrase. 
3 An element that indicates the type of reference made by the noun phrase, e.g. is it definite. indefinite, possessive? 
4 A dependent element of the noun phrase that comes before the head noun. This element can fall into two categories. 
5 An element that completes the meaning of the head noun. 
6 An element that indicates qualities and attributes of the head noun, e.g. subjective qualities or physical attributes. 
7 An element that specifies which thing or person or type of person is being referred to. 

a PRE-HEAD bHEADNOUN cPOST-HEAD 

d determ.iners e p~·modifiers f complements g post-modjfiers 

receipt of your deposit 

a letter of course enrolment 

this letter 

your letter of application to the grants committee 

a final and binding decision 

the committee members 

a calendar month 

a committee who makes decisions about grants 

2b Put these jumbled noun phrases in the correct order. 

1 the the who road down woman lives 

2 in school intensive an course high chemistry crash 

2c Put these noun phrases in the grid. 

3 Noun phrases working together 

3 computer brand new desktop your 

4 Gardens clock floral the the Botanic revolving in 

3a Your trainer will set you a task. Afterwards, record the answers below. 

1 She walked unwillingly along a upset the opposing players 

2 Children and pregnant women can develop b the dusty road that led to the farm 

3 The mild liquid contains a truly effective anti-bacterial c consumer demand for high-priced electronic goods 

4 The team's delaying tactics d iron-deficient anemia 

5 Researchers have noted a significant decrease in e agent that works on the stain and not on the fabric 

3b Are the utterances in 3a examples of spoken or written language? 

3c Underline the noun phrase in each sentence. 

3d Decide what the main verb or verb phrase in each sentence is and put a circle around its subject. 

3e Put a wavy line under the object in each sentence. 

3f Could you do this type of analysis with learners? At which level would you do this analysis? 
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(Trainer's Notes) 

23 Functional language 
Summary 

Developing language awareness Focus 

Aims 

Contexts 

Duration 

To introduce and explore the nature of functional language 

Pre-service or new in-service teachers 

60-75 minutes 

Preparation Photocopy both worksheets for all trainees. 

Lead in 
Put trainees in groups of three. One trainee takes on the role of 
someone wanting a career in English language teaching. Another 
trainee gives them advice. The third trainee listens to the role 
play and writes down any expressions used to give advice. 
Conduct feedback.. Different structures are likely to have been 
used for the same purpose. Explain that this kind of language, 
known as functional language, will be the focus of the session. 

1a Ask trainees to do this task alone. and then check their 
answers in pairs. Conduct feedback. 

GD Conversation l: l was just wondering if you'd mind awfully 
wrning the radio down is too formal for family members. 
Conversation 2~ So rm out of here early. ok? is too informal 
for the context and would appear rude. 

1b Put trainees in small groups to discuss this question. 
Conduct feedback. 

GD Conversation l: making a request 
Conversation 2: asking for permission 

1c Put trainees in pairs ro do chis task. Conduct feedback. 
Make sure trainees understand that [Unction means the 
purpose of the language and exponent means an example 
of a function. 

2 a-c Ask trainees to work alone on Tasks 2a and l>, and 
then check their answers in pairs. Then get the pairs to 

discuss the questions in 2c. Conduct (eedback. 

GD 
CD 

la 3. 4, 5, I, 2 lb 4, 3, 2, l, 5 

le 
l lt would depend on how well the speaker gets on with 

their boss. Example I is the most neutral. but some 
people might feel comfortable using 4. 

2 Examples 3 and 4 are most likdy. but example 1, which 
is reasonably neutral, might also be used between 
friends. 

3 Examples l and 2 are possible given the nature or the 
request. 

4 Pwbably I or 5 would be used given the nature o[ the 
request. 

5 The degree to which two speakers know each other 
and the amount of social distance between them. The 
degree or imposition ts also a factor. 

la Pur rrai11ees in small groups ro do this cask. Conduct 
feedback. 

5,2. 3. (), 7, 4. l 

76 

3b Ask the groups to discuss these questions. Conduct 
feedback. 

GD l My hands are covered 111 flour (i.e. could you get my 
mobile for me?) 

2 Both speakers in the conversation know each other 
well and a request can be implied. This shows that 
very simple statements can have functional value. 

Jc Put trainees in four groups to do this task. Conduct 
feedback and get trainees to act out their dialogues. 

GD l Well. there's your new laptop. - asking permission. 
su9gestion 

2 I had no idea that I'd need to bring pen and paper. -
apologising, requttt 

3 Just think about it, OK? - proposal. reqi«st 
4 I'm noi going to say it again. - threa1/warnin9. request. 

4 a and b Give each trainee a copy of worksheet 2. 

5 

Ask trainees to do Task 4a alone. and then check their 
answers in pairs. Then get the pairs to discuss the 
questions in 4b. Conduct feedback. 

4a 
l What about meeting for lunch? 
l Why don't we meet for lunch? 
3 We could meet for lunch. 
4 Shall we meet for Lunch? 
5 I.&.U meet for lunch. 
4b 
l They are all suggestions. 
2 (Exponent marked above.) Point out that learners can 

learn these stems as set phrases. 
3 Whether the base form o[ the verb or the -Ing form 

(gerund) is used after the functional stem. 

a and b Put trainees in small groups to do these tasks. 
Ask each group to share their ideas with another group. 
Conduct feedback. 

Reflection task 
• Think about organising an entire teaching programme 

based on (unctional language. What kinds of learners 
might be interested in this kind of programme? 

• Can you foresee any problems wi1h using functions as 
an organising principle ior a language programme? 
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23 Functional language 
1 Something strange 
1a Read the two conversations below. In each conversation 

find one utterance that seems out of context and say why it 
is out of context. Change it for something more appropriate. 

Harry: What is that terrible noise? 
Melissa: It's the radio. Thafs what Chris calls music. 

Harry: It's awful. and it's so loud. Why can't he turn it 
down? 

Melissa: Tell him to. 
Harry: Chris' I was just wondering if you'd mind awfully 

turning the radio down? 
Melissa: I don't think he can hear you. 

Conversation 2 
Angela Soames. team leader, and Steve. who works in her 
team. 

Worksheet 1 

2 How polite? 
2a Look at the following ways to make requests. Order them 

from most direct to most polite. 

1 Would you mind turning the radio down? 
2 I hate to ask, but you couldn't possibly turn the radio 

down, could you? 
3 Turn the radio down! 
4 Can you turn the radio down? 
5 Would you turn the radio down, please? 

2b Look at the following ways to ask permission. Order them 
from most direct to most polite. 

1 Do you mind if I leave early? 
2 Can I leave early? 
3 OK with you if I leave early? 
4 I have to leave early, OK? 
5 Would it be possible for me to leave early? 

2c Discuss these questions: 

1 Imagine you wanted your boss to turn the office radio 
down. Which question from 2a would you use? 

2 Imagine you had to leave your friend's party early. Which 
question from 2b would you use? 

3 If you wanted to borrow £2,000 from a friend who is not 
rich, which exponent from 2a would you use? 

4 If you wanted to borrow a relative's car for a week, which 
exponent from 2b would you use? 

5 What factors affected your choice? 

1 
1 3 A strange request 

Steve: Excuse me, Ms Soames. I was wondering if I could 
have a quick word. 

Angela: Certainly, Steve. 
Steve: Last night I developed toothache .. . 

Angela. Oh dear - sorry to hear that. 
Steve: I've managed to get a dentist's appointment this 

afternoon. 
Angela: That's good. 

Steve: But it's at 3.30. So I'm out of here early, ok? 
Angela: Yes. of course. that's fine. 

1b Discuss this question: 
In 1a you changed the language in the utterances to make it more 
appropriate. but the purpose remained the same. What was the 
purpose (function) of what (1) Harry and (2) Steve said? Choose 
from the functions below: 

aPQlogising inviting 
making a suggestion 
asking for information 

accepting an invitation 
making a request 

asking for permission 

1c Can you think of examples (exponents) of the other 
functions in Task 1b? 

3a Put the following conversation in the correct order. 

1 A: OK then! 
2 B: He said he'd phone. 
3 A: Listen - that'll be him now. 
4 B: The other room. 
S A: What t ime's he coming? 
6 B: My hands are covered in flour. 
7 A: Oh, where's your mobile? 

3b Discuss these questions: 

1 Identify the request in the conversation. 
2 Why doesn't the request follow any of the patterns in 

Task 2a? 

3c Work in four groups. Each group should take one of the 
exponents below and think of how it could be used to 
express two different functions. Then write two short 
dialogues to provide a context for each function. Act out 
the dialogues for the rest of the group. 

1 Well, there's your new laptop. 
2 I had no idea that I'd need to bring pen and paper. 
3 Just think about it, OK? 
4 I'm not going to say it again. 
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Worksheet 2 

23 Functional language 
4 Function and forms 
4a Correct the following examples of learner errors. 

1 What about meet for lunch? .... . ...................................... ....................... .................................... - .... - ........... - ....... _ ..... _ ·-···· ...................................... . 
2 Why don't us meet for lunch? ............. ........................................................... .................................. ............. . ..................................... ..... ............. .,.,.,.,.,., 
3 We could meeting for lunch ................................................ ..................................... - .................... _........ . ....... .......................................................... .. 
4 Shall you meet for lunch? ........... ........ - ......... - .. - ... - -·-· ....... ···-- .. _ ....................... _ ........... _ ........................ __ .. ...-....... ..... - ............ . 
5 Let's meeting for lunch. ··-- --·-·---· . _ __ ... _ -- -· _ --·--.. . ............... ......................................... ___ ............................... . 

4b Discuss these questions: 

1 What is the function of these utterances? 
2 In each example. underline the exponent of the functional language. 
3 To use this language accurately, what aspect of grammar would it be useful for learners to know7 

5 Some material 
Sa Look at the two coursebook excerpts. Both aim to clarify and practise suggestions at elementary level. Evaluate the material 

for a group of elementary learners in the context you are familiar with. Use the following questions as a guide. 

1 How familiar and relevant is the context? 
2 ls the context natural? 
3 Is the range of exponents focused on appropriate or are there too many or too few? 
4 How challenging is the material overall? 

Sb Decide what you think is the most appropriate piece of material. 

Language focus 2 
Suggestions and offer!; 

1 mD lt'5 uso·s blrthdily on s .. turday. USlf!O to 
~ con••~~tlon with Amy withc>ul rt.Jdlna,. Whal 

do~declde to do> 

2 Wn<• Ille~ ot w ....ina tines"' the 
li'I"· The'1 llslen >¥•In- 0>1!Ck. 

1 How iboul 1""1 new French te!il4Wfil:ll 
'J rn spWc to Mlrtln one! the ottm·s 
l let's: book It for 011t4 
.c Whtte.shll•IO 
5 wttyd:Jn"lws .. 90oucfarano.tif~ . -•P-llw---·-

~ lt"syourbhlh+loy nn,;J Stltun!u),1 .,."' n' 
c \oob,.-butl 1~icq "'O!lv knaw ~l\dt I wuut Ir> tk, 

Mav~ft ,;.1v,11 OOnkQndb\JVcd '"drl W,;btitl 
~ t'roe\bt- ~n, .. ,, ... ,\111,tJOUlacla...o:ow.,al 5.:.. 

- )00. JIJ.,• \M.Jmq, 1t:s'! ,;wd;il)lll4•oi dwnUM"D 
..,..i,..• 

1· YeQ.11. \Jlr..tl rn111 ...,unJ· tnl.l.fr (uul 

...: \b) ' 
L! 1hcn:.'>Bc~l1hl•Ul~1• olwuv.)Wtl1fw(c) _I 

lcnrtl mn11nm Jl:'t iwmr­
~ lb.-f~hmle. 
e ht:'s.cpsht1r t'dndY-bW 10nyu 
~: Y\'Ol\.H"'"m•t-..,.•.J {dJ w-.lthl"l..L mw..nicv-

run c:oD':le rhtn (oJ -- : 

L: Y~.p.Jt.~.t(lhUl>'' ... •I» 
"'~ Whm IU.b('I U.JhL l-=i1Cc19htl 
um ,d""l\hitn•ll!aUt'!J"~'V.llt•rt•('.l"'lca:trr, 

., ""900'1 IJo">l 

3 -~in poifs. !."'* .. the 1-<riP• ""p.tg• 113 
and practise the ~k>llt'r. 

Grammar 
1 ........... ......-11 .. lhh: 

Wlly __ .. $0Mf«O-

,__~---­_,,,,.,__,_o_ 
i.r'Jl>Oc*lttordJlftlo1:1o<t. 
b How doH Ulla othtf f'"HSOl11n \ha 
cnn.,.f"Nlion_.,.,.,.t'r 

2 • we Mb oner.. llkt this: r•-roMqr<Jn_,,,.-. 
-·~--o-
b __ ,,,. __ __ 

.,. Read Unguagc sum1noric'f Cando or1 !>'8e 158. 

Practice 

1 • Pvt the wo.-ds "'tho con-ca ordet to Mlkf 
SU:geslfons .ind offo,.._ 

1 ~'Ofrtto; o I obou1 I U{tWf 
2 joc l.eot / to~ / I / )'OUI' I !lhoJl7 
3 Ulo bllJ f od:. /we I Sholl I (or1 

homo 1,.,..1 1·11 I ••k• 
90J wo/Why/doo' t l °"tm0 / lbe / lo? 

h ono&Mr / lei's I &lrlnk I tMz¥t '°" I tomorrow I coll I / Sba1t? 
wti / \\'hy I m~ / tile •n110C'I i don't/ ot? 

.1 lht' Ud;eots I bool.. I ru 

b - Osten and check. How did the other person 
amwtn Dtd they •cc4!pt tt\e affer1su31estion? 

Pronunciation 

Looko<-ng 6"" pogr l73.l.lnm 19'ln ond 
~&e. Pay- altlmiJl)u 10 t~ poUtt Jntonat~u. 

2 WhKh suggestlonsJofters In exercise 1 mlthl you 
make In these •ilwlllons1 

0 '°"' orP ommgmg o nagllt oul ot tht d~ 
b A frimd ls spmdt.n!1 tlw Cl"tnln_g 01 )"OW' bou"' 

\'ou mft't on old friff'ld In tht .\tfeet. 
\\•u ur.t in (I Jeih'IUrunt with a Jdend. 

3 Work with a partner wnte a dia!ogue 1or one ol 
the situatJons if' tJttftlSe 2. Act It 0\11. rn rront ol 

m.tcLHs. 

0 7 Compau the function file with lhe words bel-. Then limn 
•gain and cht<:k your •nswen. 

about good lilta, l'd Uke. let!I. on 

!::I Ma~t'lg Suggestiorrs 
.: Mi<k What's 1 __ at the. dnem& .. U:Q? 
~: 1.acy I.el'•~ 1.1ooir. 11uio ... a __ qo.m-1, 11o1>oc.1 
C think IVIU Srnilli ~ 1tlllly good. 

... ~I !lldc Mm. I don't tll:e >cillu fiction film. Wh•t J _ Troj? 
lucy No, I don'l tll:e Brad Pitt. And ~say it's bonng. 
Mldt Well, an old ftlm, then? " __ to se Cluabianco again. 

h's my lawurit41 filnr. 
Lu<y OK. Thlt"s 1 s __ . Lt~> do that! 

0 8 Pronunciation Listen ond n!put th<' suggestions and n!pllts. 

Speaking 
9 Write • short.. Imaginary 'What's On' page for your town. 
Think about th- things. 

tonems. exhlbldolll.. fltms, plays. sl)Otl$ events 

10 Work In pairs. Decide what to do this week. Use your 
'What's On' pages. 

Elciimple 
A Wbydon'I "• ..• 
B llo. I don't Ii~ ••• u(s ..• 

t,lUO'll. .. U?\f)(;O'l'L 
'1:.\.c~tt111~ .t.:.ant ~ '" l..c f.,t1nfo\1i/ (,_1til t.k;r qr\".

1 

Krli:h 1.!ltl..,J~. ~in 'T'h< l'<IDn! W....-. 
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(Trainer's Notes} 

24 Discourse analysis 
Summary 
Focus Developing language awareness 

Aims 
Contexts 

Duration 

Preparation 

To introduce discourse analysis and the key linguistic features associated with this language system 

New or experienced in-service teachers 

60-75 minutes 

Photocopy both worksheets for all trainees. Cut.up the dialogue for Task la from the appendix, p.125. 

Lead in 
Ask trainees to discuss this question in groups: 

• When °focusing on new language with learners, do you 
prefer to use complete texts or sentence-level examples? 
Why? 

Conduct feedback. 

1 a and b Put trainees in pairs and give them the cut-up 
dialogue from the appendix, p.125 to put in the correct 
order. Conduce feedback by giving each rrainee a copy of 
worksheer I containing the answers. Then get them to 
discuss I b in small groups. Conduct feedback. 

CD Apan from understanding the overall sense (coherence) 
of th.e conversation, we are also able LO make links 
between some of the 'little words' such as it, that, there. 
These are all features of cohesion. 

2a Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

@ It = title of the professional development session there 
= the noticeboard one = the list that thing = the 
branch of linguistics that =not knowing what discourse 
analysis is the = a pen that both speakers can see do 
= need to go 1.0 the session 

2b Put trainees in pairs to do t.hjs task. (Explain that they are 
not expected to know the answers.) Conduct feedback. 

@ l endophoric 2 anaphoric 3 cataphoric 4 exophortc 

2c Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

@ l Sophie and Jane - anaphoric reference 2 some kind 
of place or box - exophoric reference 3 the hilltop -
anaphoric reference 4 my husband and I - cataphoric 
reference ' Wellington - anaphoric reference 
6 sandwich - anaphoric reference 7 the fact the 
other person is leaving - anaphoric reference 8 seat 
- exophoric reference 9 family business going broke -
cataphoric reference 10 one oI the pens - anaphoric 

3 a and b Ask trainees to do Task 3a alone and then 
discuss their ideas in pairs. Put uainees in small groups 
to discuss the questions in 3b. then conduct feedback. 

© 3a The examples spell out exactly what is being referred 
to in full. As a result, they sound unnatural. 

3b 
Yes. Leaving out language and replacing language are 
a correct and natural feature of spoken discourse. 

2 It is more efficient. The use of pronouns and auxiliary 
verbs to substitute main verbs or nouns helps create 
cohesive ties in a text. 

3 Leaving out language is known as ellipsis; replacing 
language is known as substitution. 

3c Give each trainee a copy of worksheet 2. Put trainees 
in pairs to rewrite the conversation so it sounds more 
natural. Conduct feedback by asking a few pairs to read 
their versions. 

4 a and b Ask trainees to do these tasks alone, and then 
check their answers in pairs. Conduct feedback on 4a 
before asking trainees to do 4b. 

© 4a 1 First of all 2 so that 3 In addition 4 because 
S Although 6 Therefore 7 in order to 8 To sum up 
4b I first of all 2 in addition 3 although 
4 therefore, because. in order to, so that S to sum up 

5a Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

® it = the issue of bioethics this = bioethics being ignored 
thJs = the drawbacks of bioethics one of these = reasons 
they = critics this crrea = bioethics thJs kind of topic 
= bioethics what= the kind of topic which 

5b Ask trainees to discuss these questions in pairs. Conduct 
feedback. 

@ 1 As the sense relationship between sentences does not 
work, it is a difficult and fruitless task. 

2 Grammatically rhe text is cohesive but ... 
3 ... it doesn't make sense. It is a random assembly of 

sentences that don't make any.overall sense. 
4 In discourse analysis terms, texts are successful only 

if they are both c.ohesive and coherent. The text in 5a is 
arguably cohesive, but it is not coherent. 

6 Put trainees in pairs to match the terms to the 
definitions. Conduct feedback. 

@ l e ld 3f 4a 5g 6 c 7h 8b 

Reflection task 
• Think about the teaching resources you are using at the 

moment. To what extent do they focus explicitly on the 
features of discourse inch.tded in the tasks? 

Discourse analysis 79 
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24 Discourse analysis 
1 A professional development session 
1a Answer: 

A:. What's this afternoon's professional development session 
about? 

B: No idea what 1t is. 
A; Isn't it on the noticeboard over there? On the list 
B: Where? Oh, you mean the blue one. 
A: Does it say what 1t is? 
B: Oh no. It says It's discourse analysis. 
A: Right, discourse analysis. That's that thing about 

sentences or something ... 
B; You don't know what It is. do you? 
A: Well . , , OK. no, actually I don't. 
B: Don't worry. I don't either. 
A: Well, that's all right then! 
B: I think it's something to do with connected language. 
A: How do you know that? 
B: I think I must have read it somewhere. 
A: Pass me the pen - I'm going to sign up. 
B: Could you put my name down too? 
A: Sure I think I need to go to this. 
B: By the sound of 1t, we both do. 

1b What helped you to work out the correct order? Talk 
about specific examples of language in the dialogue. 

2 What refers to what? 
2a What do the bold words above refer to? 

2b Guess which words go in the gaps of the summary below. 

anaphoric exophonc cataphoric endophoric 

When words like pronouns and determiners refer to people, 
places. things and ideas inside a text this is known as 
1 .................................... reference. For example, the it in line 5 
refers to the previously mentioned fist. This is known as 
2 ...... .. ... reference because the it refers backwards. 
In line 6, the it refers forwards to the term discourse analysis. 
This is known as 3 reference. However, the 
there in line 3 and the the in line 15 refer to physical things in 
the real world. As such. they are considered outside the text. 
This is known as 4 reference. 

2c Say what the underlined words are referring to and 
identify what kind of reference it is: anaphoric, cataphoric, 
exophoric. 

80 

1 Sophie and Jane got home after midnight They crept in 
as quietly as they could. 

2 (sign next to on arrow) Completed assignments to be 
left~. 

3 After a two·hour climb, they reached the hilltop. From 
~ the view was spectacular. 

Teacher Training Essentials 

Worksheet1 

4 ~ met walking across a bridge. No-one believes my 
husband and I when we say how we got together. 

5 Wellington is the capital of New Zealand and has so 
much to offer. ~ has a stunning harbour and is 
surrounded by rolling hills. 

6 You can have the ham sandwich or the egg sandwich. 
Which .QD.e. would you like? 

7 You're leaving? I don't believe il! 
8 (sign on o bus) Please be considerate and give~ seat 

up to elderly or disabled passengers. 

J 
9 !tis going to be very hard on them all. The family 

business has gone broke. 

l 
10 These pens are 1dent1cal. Which one is yours and which 

is~? 

3 When you don't want to repeat yourself 
3a The examples below are taken from the conversation in 

Task 1. However, they have been changed slightly. What is 
the difference between these examples and the originals? 
8: Where is the list you mentioned? Oh, you mean this list 

which is printed on blue paper. 
B: Don't worry about It I don't know what discourse analysis 

is either. 
A: How do you know that it's something to do with 

connected language? 

3b Discuss these questions: 
1 Can we say that the language in the original version is 

correct? Why I why not' 
2 Why do we use these language features? 
3 Do you know or can you guess the name for these 

features of language? 
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24 Discourse analysis 
3c Make the following conversation more natural by leaving 

out or substituting language. 

A: How about going with me to see a film at the cinema 
tonight? 

Worksheet2 

B: Aren't you keen on ·any of the James Bond films which 
have been released so far? 

B: Yes, all right. I don't see why I shouldn't go with you to 
see a film at the cinema tonight. 

A: Do you know what films are on general release at the 
cinema tonight? 

A: No, I prefer watching films based on stories from real life. 

B: Yes, now I come to think about it, I suppose I also prefer 
stories from real life. We could go to the cinema together 
to see that documentary about Mount Everest. 

8: How about seeing the latest film about the British spy, 
James Bond at the cinema? 

A: I'd rather not see the latest film about James Bond at the 
cinema tonight. I'm not really fanatical about any of the 
films aboutJames Bond which have been released so far. 

4 Linking ideas 

A: Watching that documentary about Mount Everest 
sounds like a better idea than going to see the latest 
James Bond film. 

4a In this piece of writing from a learner 
essay, the linking words are in bold. 
However, they are in the wrong place. 
Rearrange the linking words so they are 
in the correct place. 

4b Match the linkers in 4a to the correct function. 

There are a number of ways to address 
the growing problem of chi ldhood 
obesity. 1 To sum up, children should 
eat a balanced diet 2 because they 
do not suffer from a high fat and sugar 
intake. 3 so that to dietary needs, 
children need exercise 4 although it is important for them to burn 
calories consumed during the day. 5 In order to children may do physical 
exercise at school, they can lead sedentary lives at home. 6 First of all, 7 
in addition tackle obesity in chi ldren, it is vital that we educate parents 
about the dangers involved. 8 Therefore, diet, exercise and parental 
example are the main ways to solve this problem. 

5 Making sense of it all 

1 

2 

3 

4 

5 

Listing 

Adding 

Conceding 

Giving a reason 
or result 

Summarising 

Sa Read the learner·text below and decide what the pronouns in bold are referring to in the previous sentence or clause. 

In this essay, I would like to examine the issue of bioethics. It is one-sided with drawbacks. This is why 
it is ignored. One example of tWs is that it is wonderful and complicated. However, some contend that 
it is horrible for many reasons. One of these is that they think it is a bad idea because this area causes 
negative feelings. Perhaps this can be linked to the increased investment as a consumer product. Indeed, 
this kind of product is just what many people around the world are fighting for and keen on. !f 

Sb Discuss these questions: 

1 How easy was it to do Task 5a7 
2 Is the text grammatically cohesive? 

6 Keyterms 
Match a term on the left with a definition on the right. 

3 What's the problem? 
4 What do we call this? 

1 cohesion a when a referring word refers forwards in a text 

2 endophoric reference b individual words or phrases that show meaning relationships between clauses or sentences 

3 exophoric reference 
4 cataphoric reference 

5 anaphoric reference 
6 ellipsis 
7 substitution 

8 linker 

Teacher Training Essentials 

c when unnecessary main verbs, nouns and clauses are left out 
d when something is referred to within a text 
e grammatical and lexical ties that hold a written or spoken text together 
f when something is referred to in the real world outside a text 
g when a referring word refers backwards in a text 

h when main verbs, nouns and clauses are replaced by another small word 
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(Trainer's Notes) 

25 Methodology: Historical perspectives 
Summary 

Background to teaching Focus 
Alms To provide an overview of second language teaching methods and approaches 

Contexts New or experienced in-service teachers 

Duration 75-90 minutes 

Preparation Photocopy an three worksheets for each trainee. 

Lead in 
Put trainees in small groups and ask them to disaiss what 
they consider their teaching method to be and what helped 
them to develop this method. 

1 a Give each trainee a copy of worksheet I . Ask trainees to do 
th1s task alone. and then compare their answers in pairs. 

1b Ask the pairs to discuss these questions. Conduct feedback. 

© The list of principles belongs lO the Berlitz Method, a 
variation of the Direct Method dating back to the end 
of the 19th century (see pp. 11-14 or Approaches and 
Mtthods in Language Teaching by Jack C. Richards and 
Theodore S. Rodgers. Cambridge Universicy Press. 2001). 
Potential weaknesses with this approach concern an 
inefficient lack of tolerance of the learner's LI; the 
absence of extended suetches or oral language ('a speech') 
which may not provide acquisition opportunities; a lack 
or tolerance for error and lnterlanguage; and slavi.sh 
adherence to a lesson plan which may mean the teacher 
does not respond to learners' developing needs in a lesson. 

2 Ask trainees to do this task alone. Then put trainees in 
small groups to compare their answers. 

(l) Ch ris - Grammar-translation method 
Marina - The Silent Way 
Graham - Community language learning 
Evelyn - Total Physical Response (TPR) 

3a Give each trainee a copy of worksheet 2. Put trainees in 
pairs LO do this task. Conduct feedback. 

GD Situational method -+communicative approach -+ task­
based language teaching I multiple intelligences (both in 
1990s) 

3b Give each trainee a copy of worksheet 3. Ask trainees to 
do this task alone, and then check their answers in pairs. 
Conduct feedback. 

82 Methodology: Historical perspectives 

During each period what were the ... 

... key ... alternative ... common 
methods I methodst beliefs about 
approaches approaches methods & 

approaches 

1950s- Audiolingual Silent Way; Belief that new 
1980s Method; Natural methods define 

Situational Approach; 'best practice' 
Method; Total Physical and lead to 
Communicacive Response improvements; 
Approach - many methods 

not tested by 
rigorous study; 
often seen as a 
way of fixing 
second language 
learning 
problems. 

19905 - Coment-Based Cooperative Methods no 
p~t tnstroct:ion; Leaming; longer seen 

Task-Based Whole as a solution; 
Language Language considered the 
Teaching Approach; 'post-methods 

Multiple era'; teachers 
lntelligences can adapt 

different methods 
according to 
needs. 

3c Put trainees in small groups to discuss these questions. 
Conduct feedback. 

4 Ask trainees to do this task in pairs and then check their 
answers with another pair. Conduct feedback. 

@ 1 k (AM). d (CA) 2 f (AM), l (CA) 3 n (AM),j (CA) 
4 m (AM), e (CA) 5 a (AM), 1 (CA) 6 h (AM), c (CAI 
7 b (AM), g (CA) 

Reflection task 
• Think about your teaching over the past month. What 

dHferent tasks can you relate back to some of the 
methodologies mentioned? For example. ·1 quite often 
drilled new vocabulary with my learners. That relates to 
the Audiolingual Approach.' 

• How varied is your teaching in terms of different 
techniques you use? Is it too varied or is it dictated by 
the coursebook you are using? Can you afford to offer 
your )earners more varie ty in terms of methodology? 

www.ellt.ir
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1 Some key principles 

1a Read these key principles for second language teaching. 
Tick (,/) the ones you agree with or currently use in your 
classroom practice. 

1 Never translate: demonstrate 
2 Never explain: act 
3 Never make a speech: ask questions 

0 
0 
0 

4 Never imitate mistakes: correct 0 
5 Never speak with single words: use sentences 0 
6 Never speak too much: make students speak much 0 
7 Never use the book: use your lesson plan 0 
8 Never jump around: follow your plan 0 
9 Never go too fast keep to the pace of the student 0 

10 Never speak too slowly: speak normally D 
11 Never speak too quickly: speak naturally 0 
12 Never speak too loudly: speak naturally D 
13 Never be impatient: take it easy D 

(cited in Titone 1968: 10(H01) 

1b Discuss these questions: 

1 Do you know a specific methodology associated with 
these principles? 

2 What era in the history of second language teaching do 
you think the principles belong to? 

3 Can you see any problems with the implementation of 
these principles? 

2 Some language learning experiences 
Read the four descriptions of second language learning 
below. Answer the following questions: 

1 Do you know the name for the approach described by 
each person? 

2 Do they mention any specific techniques that you 
currently use yourself? 

3 Which method sounds the most interesting to you? 

Chris - learning German 
I remember our teacher at secondary school - Frau Linthe. 
She was very academic and really made us focus on the 
grammar. We spent a lot of time translating between English 
and German and she would get a bit angry when we made 
mistakes. She spoke English with a very strong German 
accent and we used to joke about it behind her back. I guess 
I was an average German-language student, but when I 
ended up living in Germany some years later a lot of what 
I learnt with Frau Linthe came back to me and I eventually 
managed to speak the language fairly well. 

Worksheet 1 

Marina - learning Tamil 
The lessons weren't what I'd expected at all. Instead of 
using dialogues and practising them, our teacher, Raja, used 
Cuisenaire rods. those little bits of wood with different colours. 
The rods represented different sounds and then we built this up 
into a word. In fact, the first word we learnt was 'rod' and then 
we moved on to learning the colours. I found the pronunciation 
quite hard and I kept making mistakes. The terrible thing was 
when I made a mistake, the teacher wouldn't say anything­
just silence. But I always knew there was something I wasn't 
doing right. It was very unnerving. Still, the good thing was we 
were forced to use only Tamil right from the beginning. 

Graham - learning Arabic 
I thought this way of learning was quite novel. Our teacher, 
Ahmed, used a voice recorder and there was a microphone 
that we'd pass around. We'd sort of tell him what we wanted 
to say in Arabic and he'd translate it for us. We'd then record 
the phrase in Arabic and phrase-by-phrase build it up into 
a dialogue. Then Ahmed would give us a transcript of the 
dialogue to study. Of course, all this was in Roman script -
we didn't study the Arabic alphabet. Still, these lessons really 
helped me get by when I was working in the Middle East. 

Evelyn - learning Spanish 
I never thought that learning a second language would be 
like going to the gym. I was in this class of beginners and we 
more or less had to do everything that we said. So the first 
expressions we learnt were commands like 'open the door' 
and 'close your book'. Carlos, our teacher, would repeat 
these phrases about a hundred times and we would have to 
perform the actions with him, then we'd say the words. I guess 
it was better than studying grammar, but sometimes it felt a 
little silly. I'd also expected that the teacher would make me 
speak, but we didn't have to say anything if we didn't want to. 
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Worksheet 2 

25 Methodology: Historical perspectives 
3 Reading 
3a Before reading the text below, predict the correct historical order for the following methods and approaches: 

84 

Situational Method Multiple Intelligences Communicative Approach Task-based Language Teaching 

Now read the text and find out the correct order. 

The methods era 
One of che lasting legacies of the Direct Method was the notion of "method" itself. The controversy over the Direct 
Mechod was the first of many debates over how second and foreign languages should be taught. The history oflanguage 
teaching chroughouc much of the twentieth century saw the rise and fall of a variety of language teaching approaches 
and methods, the major examples of which are described in chis book. Common to most of them are the following 
assumptions: 
- An approach or method refers to a cheorecically consistent set of teaching procedures that define best practice in 

language teaching. 
- Particular approaches and methods, if followed precisely, will lead to more effective levels of language learning than 

alternative ways of teaching. 
- The quality of language teaching will improve if teachers use the best available approaches and mechods. 

The different teaching approaches and methods that emerged in the last 60 or so years, while often having very 
different cnaracteriscics in terms of goals, assumptions about how a second language is learned, and preferred teaching 
techniques, have in common the belief that iflanguage learning is to be improved, it will come about through changes 
and improvements in teaching methodology. This notion has been reinforced by professional organizations that endorse 
particular teaching approaches and methods, by academics who support some and reject ochers, by publishers who 
produce and sell textbooks based on the latest teaching approaches and methods, and by teachers who are constantly 
looking for the "best" method of reaching a language. Lange comments: 

Foreign language teacher development . . . has a basic orientation to methods of teaching. Unfortunately, the latest 
bandwagon "methodologies" come into prominence without much study of understanding, particularly those that appear 
easier co immediately apply in the classroom or those that are supported by a particular "guru". Although 
concern for method is certainly not a new issue, the current attraction to "method" stems from the late 1950s, when 
foreign language teachers were falsely led to believe char there was a method to remedy the "language teaching and 
learning problems". (1990: 253) 

The most active period in the history of approaches and methods was from the 1950s to the 1980s. The 1950s and 
1960s saw che emergence of the Audiolingual Method and the Situational Method, which were boch superseded by 
che Communicative Approach. During the same period, other methods attracted smaller but equally enthusiastic 
followers, including the Silent Way, the Natural Approach, and Total Physical Response. In the 1990s, Content-Based 
Instruction and Task-Based Language Teaching emerged as new approaches to language reaching as did movements 
such as Competency-Based instruction that focus on the outcomes oflearning rather than methods of teaching. Other 
approaches, such as Cooperative Learning, Whole Language Approach, and Multiple Intelligences, originally developed 
in general education, have been extended to second language settings. These approaches and methods are discussed in 
Parts II and III of this book. By the 1990s, however, many applied linguists and language teachers moved away from a 
belief that newer and better approaches and methods are the solution to problems in language teaching. Alternative ways 
of understanding the nature of language teaching have emerged that are sometimes viewed as characterizing the "pose -
methods era". These are discussed in the final chapter of this book. 

Approaches and methods in teacher preparation programs 
Despite the changing status of approaches and methods in language teaching, the study of past and present teaching 
methods continues to form a significant component of teacher preparation programs. The reasons for this are the 
following: 
- The study of approaches and methods provides teachers with a view of how the field of language teaching has evolved. 
- Approaches and methods can be studied not as prescriptions for how to teach but a~ a source of well-used practices, 

which teachers can adapt and implement based on their own needs. 
- Experience in using different teaching approaches and methods can provide teachers with basic teaching skills that they 

can later add co or supplement as they develop reaching experience. 

Richards, J.C. & Rodgers, T. S. (2001) Approaches and Methods in Language Teaching, 2nd ed., Cambridge: 
Cambridge University Press. pp. 14-16. 
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Worksheet 3 

25 Methodology: Historical perspectives 
3b Read the text again and complete the following grid. 

During each period what were the ..• 

... key methods/ ... altematlve methods/ .•. common beliefs about 
approaches approaches methods & approaches 

1950s - 1980s 

1990s - present 

3c Discuss these questions: 

1 Do you feel methodology is a 'problem' that you need to solve? Why I why not? 
2 What changes or improvements have you made to your own methodology since you began teaching? To what extent were 

these changes associated with an investigation of a new method or approach? 
3 Do you agree that second language teachers are now in a 'post-methods era? Why I why not? 
4 To what extent do you think coursebooks dictate the method used by the teacher? 

4 Two methods in contrast 
Use the ideas a-n to complete the table below that contrasts the Audiolingual Method with the Communicative Approach. 
a Voice recorder and audio-visual material are frequently used. 
b The lesson takes place in lockstep. 
c Information-gap tasks are frequently used. 
d Communicative competence. 
e Learners negotiate meaning and the teacher facilitates the 

learning process. 
f Behaviourism (stimulus ~ response ~ reinforcement). 
g There is a lot of learner-centred interaction. 
h Modelling and drilling are central. 

Learners learn when engaged with meaningful language in 
meaningful contexts. 

j Functional, notional and interactional. 
k Structural linguistics. 

A variety of coursebooks is used. 
m Learners respond to linguistic stimuli and the teacher directs the 

learning process. 
n Key items are: phonology, morphology and syntax. 

Audiofingual Method 

1 Theory of language 

2 Theory of language learning 

3 Syllabus 

4 learner and teacher roles 

5 Instructional materials 

6 Classroom techniques 

7 Oassroom practice 

Communicative Approach 
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(Trainer's Notes) 

26 Second Language Acquisition (SLA) 
Summary 

Background to teaching Focus 

Aims 
Contexts 

Duration 

To provide an overview of Second Language Acquisition (SLA) and key concepts associated with it 

New or experienced in-service tead1ers 

75-90 minutes 

Preparation Photocopy all three worksheets for each trainee. 

Lead in 
If you speak a second language, lead in by speaking about 
your own acquisition/learning experience(s). Put trainees 
in pairs or small groups to discuss their second language 
learning/acquisition experiences. 

1 Give each trainee a copy of worksheet I . Ask trainees to 
read the profiles alone, and then discuss the question in 
pairs. Conduct feedback. 

CD. Chan Hee: Lt is likely that Chan Hee has native-speaker 
level competence in English. However, some children 
who change countries and languages can still have 
accuracy issues when they are adults. One factor that 
can mitigate against this is whether the chi:ld has some 
dezree of English language support while they integrate 
into the new sch<>ol. 

Mona: She probably has a very high level of proficiency 
in English. It is unlikely (though certainly not 
impossible) that she has native-speaker-level ability 
given that she has never visited or lived in ~an English­
speaking country. 

Bogdan: He is probably very communicative in English 
a11d quite idioma1ic, but given 1.hat he has, in effect, 
picked up English as an adult. he may not be entirely 
accurate and it is possible he may not write English well 
at all. 

2 indicate that these are key terms associated with SLA. 
Ask trainees tO do this task alone, and then check their 
answers in pairs. Conduct feedback and explain that the 
words appear in the text in the next task. 

@ lb 2t 3d 4 c 'a 

3a Give each uainee a copy of worksheet 2. Encourage 
trainees to gist read to find the answer, and set a time 
limit. Conduct feedback. 

@ No, having considered different aspects of this argumem. 
he indicates that the distinction is not aJways dear and that 
learners can always reflect on implicit language knowledge 
and transfonn iUnto explicit language knowledge. 

3b Give each trainee a copy of worksheet 3. Ask trainees to 
read the text again and do this task alone. Allow trainees 
plenty of time to read the tex1· dosely 10 fully understand 
it. Put trainees in pairs to check answers. Conducr 
feedback. 

86 Sec.and language Acquisition (SlA) 

Cl> a4 b6 cl d5 e2 f7 g3 

3c Put trainees in groups to discuss this question. Conduct 
feedback. 

3d Ask trainees to do this task alone. and then check their 
answers in pairs. Conduct feedback . 

Tb ere may be some mom for discussion. Answers give o 
are for guidance only. 
./ highly likely 1 possibly )(less likely 

Chan Mona Bogdan 
Hee 

Lots of acquisition ./ )( ./ 
opportunities 

Incidental learning ./ 1 ./ 

Conscious learning 1 ,/ )( 

A lot of implicit ./ )( ./ 
English language 
knowledge 

A lot of explicit ? ./ )( 

English language 
knowledge 

4 Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

Proinotelanguage Provide language-
notidn2 acauisitlon opoortunities 
b. C, C, h a, d,J, g 

Reflection task 
• How evenly balanced are your lessons in terms of 

noticing opportunities and acquisition opportunities? 
• Do you feel like you need to alter the balance? Why I 

why not? 
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Worksheet 1 

26 Second Language Acquisition {SLA) 
1 Learner profiles 

1a Read the three profiles of second language learners. How effectively do you think each pers.on communicates in English? 

Chan Hee - l 1 Korean 

Chan Hee moved permanently from his native Korea to Australia when 
he was eight years old. with very basic English. As soon as he arrived. he 
attended a mainstream primary school and had English language support 
lessons for the first six months at the school. He is now 14 years old and 
studying at secondary school. He stil l speaks Korean with family members, 
but he feels uncomfortable with his first language when he goes back to 
Korea on holiday. 

Mona - L 1 Arabic 

Mona started learning English at primary school. She was a 
very capable student and did well in English throughout her 
primary and secondary 5ehooling. She decided to major in 
English language and literature at university. She now works 
as an English language teacher in an Egyptian secondary 
school and tries to pass on her passion for the language to 
her learners. She takes any opportunity to practise English 
with native speakers she meets in Cairo. 

Bogdan - L 1 Russian 

Bogdan began studying English at high school, but felt that this study was 
largely a waste of time. He studied sports science at university for three 
years, but during that time he didn't study English. After university, he 
met an English woman, Hannah, who was living and working in Russia. 
Hannah spoke Russian well. so they always spoke Russian together. 
When Hannah returned to live in England, Bogdan followed her. At the 
beginning it was hard coping with life and language, but Bogdan soon 
picked up English by ear and began working as a gym instructor. After 
many years, he eventually married Hannah and is now settled in England. 

2 Key terms 
Match the terms on the left with the definitions on the right. 

1 implicit knowledge a when a second language learner notes L2 language features in what they hear or read 

2 explicit knowledge b knowing a language without necessarily knowing the rules of that language 

3 skill-building theory c when a learner hears or reads language and makes sense of it without worrying about 
linguistic form 

4 input processing d the concept of developing language ability by actively practising what has been learnt 
to the point where it becomes automatic 

5 noticing e knowing the rules of a language and the way in which it works 
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Worksheet 2 

26 Second Language Acquisition 
3 Reading 
3a Read the article on SLA and the role of conscious learning by Rod Ellis. Does Rod Ellis agree with Stephen Krashen's 

assertion that explicit and implicit knowledge are entirely independent of one another? 

88 

The role of consciousness in L2 acquisition 

I When children acquire their Ll they seem to do so without conscious effort. In contrast, L2 learners, especially adults, 
seem co have to work hard and co study the language consciously in order to succeed. This comparison is not entirely 
accurate, however, for L2 learners, even adult ones, are also capable of 'picl<lng up' language in much the same way as 
children do in LI acquisition. At stake here is one of chc most controversial issues in SLA - the role of consciousness. 

2 Two opposing positions can be identified. Stephen Krashen has argued che need co distinguish 'acquired' 
L2 knowledge (i.e. implicit knowledge o/che language) and ' learned' L2 knowledge (i.e. explicit knowledge ,, 
about language). He claims that the former is developed subconsciously through comprehending input while 
communicating, while che latter is developed consciously through deliberate study of che L2. However, as we 
will shortly see, this claim is controversial. So, too, is Krashen's claim chat che two knowledge systems are entirely 
independent of one another and chat 'learned' knowledge can never be converted into 'acquired' knowledge. This 
concradiccs skill-building theories ofL2 acquisition, according to which learners can achieve gcammacical accuracy by 
automaritlng 'learned' knowledge through practice. 

3 Richard Schmidt has pointed ouc chat che term 'consciousness' is often used very loosely in SLA and argues that there 
is a need to standardize the concepts chat underlie its use. For example, he distinguishes between consciousness as 
'intentionality' and consciousness as 'attention'. 'Intentionality' refers co whether a learner makes a conscious and 
deliberate decision to learn some L2 knowledge. It contrasts with the 'incidental Learning', which takes place when 
learners pick up L2 knowledge through exposure. Schmidt argues chat no matter whether learning is intentional or 
incidental, it involves conscious attention co features in input.. 

4 This distinction is important and helpful. It helps us co see that when Krashcn talks about 'acquisition' being 
'incidental' and 'subconscious' he has failed to recognize char 'incidental' acquisition might in face still involve some 
degree of conscious 'attention' to input. In other words, learning incidentally is not che same as learning wichout 
conscious attention. 

5 There arc, in fact, very cliffcrcnc positions regarding the need for conscious accention in L2 acquisition. Schmidt 
argues char learning can.nor cake place without whar he calls noticing - the process of attending consciously co 
linguistic features in the input. He provides evidence of the importance of noticing in a scudy of his own acquisition 
of Porruguese when he was in Brazil. Schmidt kept a diary, recording chc various L2 features he noticed in che input 
he experienced. Subsequent analyses of his oucpuc showed chat in nearly every case che forms char he produced were 
chose chat he had previously noticed people using when chey spoke to him. At best, however, chis constitutes limited 
evidence of che need for conscious attention. Other researchers, not least Krashen, have resisted che claim chat input 
processing involves noticing. 

6 Schmidt also points co a third sense in which we can talk about consciousness in language learning. He uses che term 
'awareness' co refer co whether learners are conscious of acquiring new L2 elements (i.e. of when 'intake' is converted 
into L2 knowledge). The possibility ofleaming caking place implicitly in this way is even more hotly disputed. 
According to some psychologists, learners can achieve long-term storage of complex material through implicit learning. 
That is, they can learn without awareness and without consciously testing hypotheses. However, ocher psychologists 
have disputed chis, arguing chat the learning which has taken place only appears co be implicit but, in face, learners are 
aware of what they are Learning. 

7 Irrespective of whether learners learn implicitly or explicitly, it is widely accepted that they can acquire dilfereoc kinds 
of knowledge. le is perhaps self evident that all language users, including L2 learners, know rules chat guide their 
performance without any awareness of what che rules consist of. Of course, they can always reflect on chis implicit 
knowledge, thus making it explicit. le is also clear thac 12 learners may have knowledge about the L2 (i.e. explicit 
knowledge) but be unable to use chis knowledge in performance without conscious attention. 

Ellis, R (1997) Second Language Acquisition, Oxford: Oxford University Press. pp.54-56. 
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~ 
~- Worksheet 3 

26 Second Language Acquisition 
3b Read the article again and match the summaries a-g to the paragraphs. 

Which paragraph .. . 
a ... points out that incidental learning does not 

automatically mean that learners are not sometimes 
conscious of form? 

b ... discusses disagreement between psychologists 
whether information. e.g. language, wil l be remembered 
long term if learners are not conscious of what they are 
learning? 

c ... outlines that the degree to which children and adults 
are conscious of acquiring first and second languages is a 
hotly debated issue? 

d ... puts forward the idea that paying some kind of 
attention to the language heard or read results in more 
effective learning? 

e .. . introduces two means of second language 
development: one that involves 'picking it up' without 
worrying about grammar; the second that involves 
consciously studying grammar rules as a way of learning 
an L2? 

f ... argues that L2 learners use both conscious and 
unconscious knowledge about the target language7 

g ... clarifies key terms associated with the concept of 
consciousness by considering the role played by the 
learner's own will to learn something? 

3c Think about your experiences as a second language learner and teacher. What points of view do you agree with or disagree 
with in the article? Discuss your ideas in small groups. 

3d Complete the grid for the learners described in Task 1, using the symbols below . 

./ highly likely ? possibly X less likely 

Lots of acq\lisition Incidental Conscious A lot of isripliclt English 
opportunities learning learning language knowledge 

Chan Hee 

Mona 

Bogdan 

4 Noticing vs. ~cquisition 

A lot of explicit El\glish 
language knowledge 

Sort the following classroom tasks a-h into those that promote language noticing and those that provide language acquisition 
opportunities. · 
a informal chat at the beginning of the lesson 
b concept checking the meaning of new vocabulary items 
c grammar gap-fill practice tasks 
d oral fluency practice with role plays 
e grammar-analysis tasks 
f showing part of a film on DVD 
g listening to a song 
h controlled oral language practice dialogues 

Promote language noticing 

----A-Z ---~R 

Provide language acquisition opportunities 
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27 Sociolinguistic perspectives 
Summary 

Background to teaching Focus 

Aims 

Contexts 

Duration 

To introduce the field of sociolinguistics and key terminology associated wilh It 

New or experienced in-service teachers 

75-90 minutes 

Preparation Photocopy all three worksheets for each trainee. 

Lead in 
Put trainees in small groups and ask them to discuss these 
questions: 

• .How many different people have you communicated with 
today either by speaking or writing? What variations, iI 
any, did you make L<> the language you used? 

• Why did/didn't you vary your language? 

Conduct feedback. eliciting examples from the tralnees. 

1 a and b Ask Lrainecs to do I a alone and then check 
their answers in small groups. Ask trainees to then 
discuss the questions in I b. Conduct feedback. 

la 
I man/husband and wife - wedding ceremony 
2 remain silent - police arrest language 
3 an emergency - plane safety announcement 
4 you can't refuse - the film Tht Godfather 
5 your glasses - toast at J wedding reception 
6 reasonable doubt - a trial 
lb The expression~ are set phrases associated with specific 

situations and context~ in society, all of which have 
typical language that we arc able to recognise. 

2 Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

© 
CD 

3 

4a 

4b 

© 

4c 

True: I. 2, 5. 6, 8 
Emphasise the fact that all the wrong answers have a 
prescriptive element to them. Point out that description 
rather than prescription is al the hean of sodolingulstia. 

Put trainees in small groups to discuss these questions. 
Explain that you don't expect them to know the auswers 
and Lhat you wilJ return to these questions aher reading 
the texl. Conduct feedback, but do not give definite 
answers. 

Allow uainees time to read the text, and then check 
their answers in pairs. Conduct feedback. 

3 

Put uainees in pair; 10 do this task. Conduct feedback . 

1 domain 2 style ) gender 4 register 
s h>nguage variery 6 gender 7 jargon 

Ask trainees to discuss 1hc questions from Task 3 again in 
small groups. Conduct feedback . 

90 Sociolinguistic perspectives 

CD Sryle refers to level of formality; register refers to 
language (both vocabulary and grammar) used by 
speakers (or writers) to talk about something specific 
in a specific context; jargon Is terminology (usually 
lexical) connected with specific professions, hobbies 
and sports groups. 

4 

2 A lang11a9t variery is a general term to talk about 
different kinds of language used In panicular contexts 
or settings. A domain is a more specific term connected 
to panicular situations, e.g. 'home' or 'work' where 
who you talk to and what you talk about determines 
the kind of language used. 

) The first meaning of gendtr relates 10 the ways in 
which men and women use language differently; the 
second use of the term (not mentioned in the text) 
refers to noun categories In certaln languages. i.e. 
whether they arc of masculine or feminine gender. 

d and e Put trainees In pairs to do these tasks. Conduct 
feedback. 

4dlc 2a Jc 4 b 'b 6a 
4e 1 Trainees can suggest any term, e.g. concept 
checking, activating schemata, lead in. gist reading. etc. 

5 a and b Put trainees in small groups to do these tasks. 
Conduct feedba ck. 

CD Sa Study: The language is likely to be neutral, but the 
learner may use polite language i( making requests for 
information. There is likely to be some academic jargon 
related 10 the content of the essay. 
Leisure: The rivals are likely to .-.now each other, so 
their communication is likely to be direct and possibly 
aggressive. However. it might also be good-natured and 
teasing. and more sportsmanlike. 
Sales: Because the topic of the conversation is delicate. 
both speakers may blend famlliarity with tentatlven~s so 
that friendly relations arc maintained. However, if they 
are very good friends and used 10 being direct with each 
other, they may get straight 10 the poinL 
Bureaucracy: The language of the asylum seeker may range 
considerably from assertive and perhaps demanding to 
being ingratlating and hoping to create a good impression. 
The immigration officer will be trying to maintain a neutral 
stance, but using a firm and direet style of language that 
represents the prevailing government policy. 

Reflection task 
• To what degree do you feel you take account of 

sociolinguistic issues that concern language varieties in 
your day-to-day teaching? 
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27 Sociolinguistic perspectives 
1 What comes next ... ? 
1a Complete the following statements with two or three words. 

1 I now pronounce you .... . ...... ... ................... . 
2 You have the right to . . . .. .•. ·-·· ......... .... . 
3 In the unlikely event of ...... ........................ . ...... ........... . . 
4 I'm going to make you an offer ..... ··········-···-- ----·-···-· 
5 Ladies and gentlemen, raise ...... ........ .......... .... .. 
6 You must decide if he is guilty beyond 

1b Discuss these questions: 
1 Where do these phrases come from? 
2 Why are you able to recognise and complete the phrases? 

2 What does a sociolinguist do? 
Which of the following statements are true when describing the work of a sociolinguist? 

s D 

0 
~ 

Job description 

is interested in the role between language and society 

is aware that many societal behaviours and patterns are 
linguistic 

ranks native speakers from most proficient to least proficient 

encourages native speakers to alter their linguistic patterns 

examines the way in which speakers convey social meaning 

looks at the relationship between social structures and the 
language that Is used within these structures 

tries to break down social structures so that native speakers 
are linguistically consistent 

is interested in the relationship between language forms and 
different contexts 

3 Key terms 
3 Discuss these questions: 

Worksheet 1 

1 What do you think is the difference in meaning between the following terms: style, register and jargon? 
2 What do you think is the difference in meaning between a language variety and a domain? 
3 In the context of sociolinguistics the term gender has two meanings. What do you think they are? 

4 Reading 
4a Read the excerpt on sociolinguistics by Bernard Spolsky in worksheet 2 and choose the best answer. 

This excerpt looks at .. . 
1 ... how family contexts affect language use. 
2 ... how different social groups vary the formality of the language they use. 
3 . . . how language changes according to social context. 
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27 Sociolinguistic perspectives 
Styles 
[ ... ) 

Worksheet 2 

A first useful explanation is provided by the notion of style and the related dimension of formality. At times, we are more careful, and 
at times we are more relaxed in our speech or wricing, just as at times we are more careful or more relaxed in ocher kinds of behaviour, 
like how we dress or eat. This varying level of attention to variety forms a natural continuum, the various levels of which can be divided 
up in different ways. Each language has its own way of doing chis: some, like Javanese or Japanese, have a finely graded set of levels, 
marked specifically in morphological and lexical choice. 
[ ... ] 
Specialised varieties or register and domains 
[ ... ] 
A third set of variations concerns the special variety (or register) especially marked by a special set of vocabulary (technical 
terminology) associated wirh a profession or occupation or other defined social group and forming part of its jargon or in-group 
variety. People who work at a particular trade or occupation develop new terms for new concepts. Phrases like hacking and surfing rhe 
nee have no obvious meaning to those who are not keeping up with the computer revolucion. Terms like sticky wicket and hit for a six 
are understood best by people with some experience of cricket. 

A specialised jargon serves not jusc to label new and needed concepts, but to establish bonds berween members of rhe in-group and 
enforce boundaries for outsiders. If you cannot understand my jargon, you don't belong to my group. (You might have noticed how in 
this series <lfbooks, the writers are careful to identify new terms by putting chem in bold, and co explain them in a glossary, all ro make 
it easier for rhe novice reader to join the group of experts.) 

Australian aboriginal secret societies developed rheir own special forms oflanguage. Thieves and underworld jargons (sometimes 
called cant) are another example. The goal of these was often to make it hard for the outsider to understand conversations. This is not 
limited co rhe underworld. In Alsace, where rhe fact that so many people knew German made Yiddish more widely understandable, 
Jewish horse traders were reported to have used a great number of Hebrew terms for numbers and pares of a horse so as to keep their 
language secret. In the course of time, rhese terms might gee known by all professionals in che field, and form part of the register of 
horse-traders. Gangs and orher dosed peer groups often develop their own forms of jargon co serve as markers of group membership 
and also co make their speech less intelligible to oucsiders. 

Dialects, styles, and registers as we have presenced chem are ways of labelling varieties of language. The starting point of our fc 
classification is the linguistic variation, which we attempt to explain by associating it with a specific sec of social features. We might 
choose to work in the reverse direction, by classifying social situations, and then naming che variety chat is suitable for it. A register is 
a variety of language most likely to be used in a specific situation and with particular roles and statuses involved. Examples might be a 
toast at a wedding, spores broadcast, or talking to a baby. 
[ ... ] 

A useful way of classifying social situations is to analyse them into three defining characteristics: place, role-relationship and topic. 
Together, rhese make up a set of typical domains. One common domain is home. Domains are named usually for a place. or an activity 
in it. Home, then, is the place. The role-relationships associated with home (the people likely to he involved in speech events) include 
family members (mother, farher, son, daughter, grandmorher, baby) and visitors. There are a suitable sec of topics (depending on rhe 
cultural pattern) such as activities of the family, news about family members, rhe meal, the household. A particular variery of language 
is appropriate to rhe domain. In a multilingual community, different languages may well be considered for different domains. In a 
multilingual family, different role-relationships might involve differenc language choice, For instance, husband and wife might use one 
language co each orher, but farher and children might use anorher. 

Another common domain is work. The place might be a factory or an office or a store. The role-relationships include boss, 
worker, colleague, customer, foreman, client, to mention just a few. The topics are work-related. Now we can understand some of the 
sociolinguistic complexity that occurs when rwo people who have one role-relationship at home (such as father and son) have another 
ac work (boss and worker, for instance). When they speak, they can choose a register or language variety to show which relationship is 

dominant at the time. 

Spolsky, B. (1998) Sociolinguistics, Oxford: Oxford University Press. pp.31-35. 

4b Below are definitions for all the terms in Task 3. Can you match the terms to the definitions? 

1 This is a social situation where the place, the participant roles and the subject of conversation are all defined............... .. ...... . 
2 This concerns the level of linguistic formality used by speakers in different situations. 
3 This is a grammatical class, for example, some nouns in languages can belong to one class or another. ....... . ................................ . 
4 All the language used by a specific group of speakers, for example, colleagues, members of a sports team in a specific context. 

5 A more general term used to indicate any language that can be identified in a particular way. .......... .. . ....... . ..................... . 
6 Noticeable differences in the kind of language used by men and women. ...... .......................................................... .. . ...... .-..................... . 
7 Specific language, particularly vocabulary. usually associated with a particular field of work or social group . .. 

4c look at Task 3 again. Discuss the questions again. 

92 Teacher Training Essentials PHOTOCOPIABLE ©Cambridge University Press 2010 

www.ellt.ir
www.ellt.ir


Worksheet 3 

27 Sociolinguistic perspectives 
4d Choose the best answer a-c for each statement/question 1--6 in relation to the information in the text. 

1 In any language, the formality continuum ... 
a has very similar ways of dividing up language. 
b contains more examples of language at the relaxed end of the continuum. 
c is made up of different word forms and kinds of words. 

2 language registers are associated with ... 
a different groups of people in society. 
b mostly different workplaces. 
c groups that take part in social activities such as sports or hobbies. 

3 Jargon can help to .. . 
a welcome new members into an in-group. 
b educate readers of academic literature. 
c forge links between members of specific social groups. 

4 The most appropriate way to define language variety is ... 
a to crack the unintelligible code used by some groups in society. 
b to either link language to social features or to define a social situation and outline language associated with it. 
c to define the roles people take in social events and brainstorm examples of language typically used at those events. 

5 Which of the following can be labelled as a domain? 
a two people talking at a bus stop 
b two friends discussing their love lives in a restaurant 
c two colleagues having a chat 

6 The writer makes the point that ... 
a a relationship change brought about by a change of place will probably result in a change of language. 
b role-relationships do not tend to vary when the place of a conversation changes. 
c the dominant partner in a role-relationship determines what register will be used by the two speakers. 

4e Discuss these questions: 
1 What jargon can you think of associated with English language teaching methodology? Think of two or three examples. 
2 Is there any jargon or a register that you are familiar with that is not associated with your job? 
3 Can you think of a specific domain that you have participated in at some stage in the past week? Give an example. 
4 Do you belong to a family or know of any families that is/are multilingual and use(s) different languages for different domains? 

5 Different domains 
5a Four different domains are listed below. For each one, a place, role-relationship and topic are indicated. Work in groups and 

decide what kind of language would be used in each domain. 

Domain Place Role-relation ship Topic 

Study University Lecturer and learner Content of next essay 

Language: 

Leisure Athletics club Two rivals Upcoming race 

Language: 

Sales Local electrical shop Shop assistant and customer Faulty MP3 player bought in 
who are also good friends shop 

Language: 

Bureaucracy Immigration office Immigration officer and Asylum seeker's application 
asylum seeker to remain 

Language: 

Sb For each domain, change one of the characteristics (place, role-relationship, topic). How does the language used change? 
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28 World Englishes 
Summary 
FOc:us 

A1ms 
Contexts 

Duration 

Background to teaching 

To explore the spread of global English 

New or experienced in-service teachers 

75-90 minutes 

(Trainer's Notes) 

Preparation Photocopy all three worksheets for each trainee. Cut up the role cards for Task 4a from the appendix, p.126. 

Lead in 
Ask trainees to discuss in pairs: 

• What language/dialect did you speak as a child? 
• Do you believe there is a standard version of English? 

Conduct feedback. 

1a Give each trainee a copy of worksheet I. Ask trainees to 

do this task alone, and then check their answers in pairs. 
Conduct feedback. 

~ lb 2b 3a 4a Sa 6 b 7b S a 

1b Put trainees in small groups to discuss these questions. 
Conduct feedback. 

~ l It is mostly considered a native variety. 
2 rt is considered a Creole because it is now learned as a 

mother congue. 
3 This can vary depending on individual contexts. 

Generally speaking. first names are used in Australia 
and in New Zealand. ln the UK and the USA. speakers 
may use a mix of first names and family names with 
the title Mr. Mrs. Ms or Miss. 

2a Ask trainees to do this task alone, and then check their 
answers in pairs. Conduct feedback. 

@ Inner Circle: New Zealand, Canada 
Outer Circle: Nigeria, Philippines. Singapore, Malaysia, 
Pakistan 
Expanding circle: ltaly, J<orea. Russia 

2b Put trainees Into small groups to discuss this question. 
Conduct feedback. 

@ The distinctions are reasonably clear with the examples 
above. However, is South Africa with its varied linguistic 
history an Inner or Outer Circle country? Most Outer 
Circle countries have a colonial history. 

3a Give each trainee a copy of worksheer 2. Ask trainees to 
do this task alone. Allow trainees time to read the text. 
Pm trainees in pairs to check answers. Conduct feedback. 

l 

94 World Englishes 

3b Give each trainee a copy of worksheet 3. Ask trainees to 
do this task alone. Conduct feedback. 

@ Spread of English due to: 
l lmperlalismllinguicism 
2 desire of people to learn En9li.~h because of its utility. 
Evidence of 1: 
Anglo vqritties qf wrirrtn Englisll are often considertd superior. 
Evidence of 2: 
People worldwide seek out opportunities to learn E119lish. 
Evidence oI the influence of both argymems: 
• people need Jo learn English as an international language 

but fear threat to local languages and culture 
• loeal Englishes reflect local cult11re and ways of chinking 
• knowledge of Chi~se ailture has bun Spread through 

translations in English 
• in the future, Western values are likt ly co be challenged 

through the medium of English 
Classification of English 
• Monomodel English: Sin9le, homogen-eous varitty of 

English ~ international la11911a9e 
• Polymodel EngUsh: Assumes Englisll is variable 

(acq11isition. f1mction, conttxt) 

4a Give half the trainees role card A, and half the uainees 
role card B from the appendix, p.126. Put them In groups 
with trainees who have the ~ame role card, to discuss 
what they will say. 

4b Put trainees in A and B pairs to act out the role play. 

5 Put trainees into small groups to discuss these questlons. 

CD 
Conduct feedback. 

Teachers can often feel strongly about some of these 
issues, so there may be some heated discussion. 
Jn general. there is a tendency (certainly amongst 
sociolinguists} to view native-speaker English as just one 
of many varieties. 

Reflection task 
• There is now much debate about an International English 

as spoken by non-native speakers. What are your 
thoughts on having a variety of English of this kind? 
What could become the dominant variety- this or a 
native-speaker variety? 
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28 World Englishes 
1 Guesswork - some key terms 
1a Which definition do you think is correct for each term? 

1 native variety 
a a pure variety of English spoken only by people born in that country 
b a variety of English considered to be older and more inf luential 

2 nativised variety 
a a variety of English spoken by populations colonised in the 19th and 

20th centuries 
b a variety of English influenced by local cultures and languages 

3 lingua franca 
a a common language used by different people to communicate with 

each other 
b a simplified version of a language which is easy to learn 

4 pidgin language 
a a language born as a result of the contact between two different 

languages 
b an ad-hoc language invented by colonisers to communicate with 

local people 
5 Creole 

a a pidgin language that is learned as a mother tongue 
b a pidgin language that has official recognition 

6 cultural norm 
a rules about appropriate cultural behaviour 
b typical cultural behaviour 

7 linguicism 

Worksheet 1 

a where a society is divided into specific language groups, creating new local languages 
b where one language group assumes linguistic superiority to other language groups, resulting in the extinction of local 

languages 
8 linguistic imperialism 

a where the language of one culture invades and dominates the language and culture of another country 
b where a dominant country seeks to take political control of another country by means of language 

1 b Discuss these questions: 

1 Do you think Australian English is considered a native variety or a nativised variety? 
2 Do you think that Jamaican Patois (not Jamaican English) is considered a pidgin language or a Creole? 
3 In your country, what is the cultural norm for addressing a work colleague who you report to? 

2 World Englishes 

THE EXPANDING 
CIRCLE 

2a Add the following countries to a 
circle. 

Nigeria, Italy, New Zealand, 
Philippines. Korea, Singapore, 
Canada, Russia. Malaysia. Pakistan 

2b Discuss t~is question: 

How clear is the distinction 
between the circles? 
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Worksheet 2 

28 World Englishes 
3 · Reading: English as an International Language or World Englishes? 
3a Read the text and decide which is the best summary: 

96 

1 A discussion about why English has spread so widely and the consequences of the spread for the language itself 
2 A discussion about how the linguistic imperialism of English has created many varieties of English 
3 A discussion about how the pragmatic choice of people across the world to learn English has created many varieties of English 

The political debate over the spread of English centres around two questions: (1) is it due to imperialism or 
linguicism; or (2) is it due to a genuine desire of people to learn English because it has become so useful and 
because it can be adapted to suit che culcural norms of the people who speak ic? 1 return to this debate in more 
depth in Part C and here simply provide an introduction to it. In a way, this is a debate about one English and 
many Englishes. Those who see imperialism as the cause argue that it is British and, co an increasingly greater 
extent, American English, that is being spread across the world. They argue that British and American English 
necessarily bring with them Anglo-cultural norms and that to learn this English means adopting British and 
American culture. As Rahman (1999) has argued in the case of Pakistan, English 'acts by distancing people from 
most indigenous cultural norms' (cited in Phillipson, 2002: 17). 

There is little doubt that the certain varieties of English are considered superior in a range of international 
contexts. Academic publications in che United States and Britain favour articles written in Anglo varieties and 
which follow Anglo rhetorical styles. This has led scholars such as Swales (1997), Ammon (2000) and Kandiah 
(2001) to consider how any possible prejudice against scholars who are either speakers of different varieties of 
English or who are second language speakers of English can be addressed. 

Phillipson's (1992) elegant argument for the linguistic imperialism thesis has won many followers. Needless 
to say, however, there are many who disagree with his analysis and who argue chat, far from being forced upon 
people unwillingly, English has been actively sought out by people throughout the world (Conrad, 1996; 
Davies, 1996; Li, 2002b; Brutt-Giffier, 2002). In their view, people are making sensible and pragmatic choices; 
they are not being coerced into learning English. And, far from English being a purveyor of Anglo-cultural 
norms, the development of new varieties of English shows how English can be adapted by its speakers to reflect 
their cultural norms. 

Kandiah (2001) sees both motivations in action and feels chat there is an inherent contradiction for people 
in postcolonial countries. On the one hand, people realise they need to learn English as it is the international 
language. On the other, they fear chat the need to use English in so many situations and for so many functions 
will threaten their own language, cultures and ways of thinking. Yet, as Kachru and other have argued, local 
Englishes reflect local cultures and ways of chinking. Second, many non-Anglo or non-Western ways of thinking 
have received international attention through English. To cake just three examples from Chinese culture, 
traditional Chinese medicine, the writings on the Art of War by Sun Zi and the tenets of Confucianism are now 
much better known in the West than in the past, precisely because this Chinese cultural knowledge and rhese 
Chinese ways of thinking have been disseminated through English. As Jacques (2005) has argued, with the rise 
in power of India and China, American and Western values will be contested as never before. It is highly likely 
that they will be contested through the medium of English. 

In closing this chapter, I want to introduce a conundrum that we face in an attempt to standardise and 
classify World Englishes. We like models and norms. The conundrum that we have co solve is that we are faced 
with many models all of which are characterised by internal variation. This has been pointed ouc by Kachru in 
his ca1l for a 'polymodel' approach to replace a 'monomodel' approach (l 992a: 66). A monomodel approach 
supposes that English is homogenous, a single variety, it is 'English as an international language'. In Kachru's 
view, this approach ignores the incontrovertible fact that English is actually characterised by variety and variation. 
A polymodel approach, on the ocher hand, supposes variability. Kachru lists three types: 'variability related to 
acquisition; variability related to function; and variability related to context of the situation' ( l 992a: 66). 

Kirkpatrick, A. (2007) WorU Englishes, Cambridge: Cambridge University Press. pp.35- 37. 
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Worksheet 1 

29 Course design 
1 What would you include? 
You have been asked to create a course that aims to develop the spoken ability of intermediate learners. Look at the following 
suggestions of lists of linguistic features to include in the programme and tick an appropriate column. 

A list of ... Include Maybe indude Don't include 

1 ... speaking micro strategies such as tum-taking 

2 .. . functional exponents (suggestions, agreeing, etc.) 

3 ... communication tasks that learners can do 

4 ... grammar structures 

5 .. . phonological features 

6 ... topics to be covered 

7 ... formal discourse markers 

8 .. . spoken genre. e.g. explanations. narratives, etc. 

2 What does course design entail? 
2a Numbers 1- 10 outline different steps involved in designing a course. Your trainer will give you the steps to order. Afterwards, 

record your answers below. 

1 A decision is made on how to sequence the content of the course. 
2 The aims and objectives of the course are determined. 
3 The teacher conducts a thorough needs analysis with learners .who will follow the programme. 
4 The course programme is written up as a formal document to be given to learners. 
5 The teacher writes a course rationale. 
6 The teacher decides which kind of syllabus framework will best meet the needs of the learners. 
7 The teacher consults with different stakeholders other than the learners who will be involved in the programme. 
8 Suitable teaching materials are found or created. 
9 The teacher decides on the course content. 

10 The teacher begins to deliver the course. 

2b Discuss these questions: 
1 Do you always follow the steps above when planning a course? Why I why not? 
2 If it is not possible to follow this procedure strictly. what aspects of this approach do you try and use? 
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29 Course design 
Summary 

Background to teaching Focus 

Aims To explore syllabus and course design in theory and in practice 

Contexts New or experienced in-service teachers 

Duration 75-90 minuLes 

Preparation Photocopy all three worksheets for each 1.rainee. Cut up the steps for Task 2a from the appendix, p.126. 

Lead in 
Ask trainees to think of different learning experiences they 
have had. They should discuss th<: following questions: 

• Was there a syllabus for the course programme? How 
aware were you of the syllabus? How important did y<)U 
think ii was? 

Conduct feedback by elici ting examples from trainees. 

1 Ask trainees to do this task alone, and then check 
answers in small groups. Conduct feedback. 

(I) l include 
2 include 
3 include 
4 maybe include - grammar can be viewed as 

·generative' and thc:refore allowing learners to 
communicate, but a historically strong grammar focus 
in syllabuses suggests that It may not be that useful. 
given the course programme aims 

5 include 
6 include - learners need to talk about something and it 

is perhaps usdul 10 think ol different topics 
7 don't include - formal discourse markers are much 

more likely to be found In written language 
8 include 

2a Put trainees in pairs LO do this Lask. Give them the cut· 
out steps from the appendix, p.126 to order. Then ask 
them lo check their answers with another pair. Conduct 
feedback. 

GD 3, 7, 2. 6. 5, 9. I, 8. 4, 10 

2b Ask trainees to discuss these questions in pairs. Conduct 
feedback. 

CD Practical demands or many teaching contexts preclude 
implementing course design methodology of this nature. 
However. teachers can still apply many of these principles 
and think abour rhe course aims. the needs of the 
learners and the supplementing of coursebook material. 

3a Give each trainee: a copy or worksheet 2. Ask trainees to 
do this task alone. and then check their answers in pairs. 
Conduct feedba ck. 

GD J multi-strand and skllls-based syllabuses are not 
mentioned 

2 task-based syllabus - d functional syllabus - a 
process syllabus - b formal syllabus - c 

98 Course design 

3b Give each trainee a copy of worksheet 3. Ask trainees to 
do this task alone. and then check their answers in pairs. 
Conduct feedback. 

(I) The answc:rs in bold are suggestions only and any other 
variations with the same meaning are acceptable. 
Paragraph l: Functional syllabuses grew out of applied 
linguisrs· frustration that learners falled to use language 
that they bad studied In the classroom in the real world. 
Paramph 2: One argument against functional syllabuses 

4a 

is that the language they focused on tended to J"eSttkt 
learners· ablllty to express themselves outside cenain 
contexts. 
Paragraph 3; A second argument against functional 
syllabuses was that like formal syllabuses they were 
a list of separate bits of knowledge that learners w ere 
expected to acquire in decontextualised language­
focused activities. 
Paragraph 4; Tusk-based syllabuses aim to provide 
acquisition opponun.itles for learners inside the 
classroom. They do this by means of a series of tasks that 
allow learners to ln~ract and negotiate meaning. 
This procrss allows learners to gradually fine-rune their 
linguistic skills. 
Paramph 5: [ ... J This approach puts teaching and learnlng 
processes at the heart of the content that is to be taught. 
Paragraph 6; Involving learners In the process of deciding 
the content of a course programme provided them witn 
opportunities for authen~c language use, which helps 
develop their knowledge and skills. This discussion of the 
learning programme was a way of providing meaningful 
content for learners. 

Elicit some possible sources of lnfonnation for needs 
analysis. Put trainees in pairs to do thls task. and then 
check answers with another pair. Conduct feedback. 

2 & 3: teaching resource stock-takes; a review of the 
administration requirements for a course s-8: language 
tests; questionnaires: diagnostic lessons; conducting 
observations or learners in different d asses; 10 & 11: 
progress reports on previous study: examples of learners' 
work from previous dasses 13: discussions of stakeholder 
expectations 

4b Ask trainees lo create a plan in small groups. Conduct 
feedback. 

Reflection task 
• When creating a course programme, to what extent do 

you think it is possible to really meet the needs of all of 
your learners? 
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Worksheet 3 

29 Course design 
3b Correct the information in the paragraph summaries. 

Pelr~ro.ph 1 
Rmchonill.. S!jll.o.buse.s grew out of o.ppl.Wt. li.ngui.6ts' scili.6fuci:icn tl1o.t Leo.me.rs S!A~ in using IAl'lguo.ge tl1o.t tl1~ hrul 
swd.i.ed. in tl1e classroom in tl1e re& world... 

PMl.qro.ph l 

One o.r9ument a.go.inst funcl:i.on(l(. S!jll.o.blASes ~s tl1o.t t11e to..nguo.ge tl1~ focused. on tend..ed. to con.f«se Leo.me.rs ~t who.t 
l.AA91Ao_ge to <Ase in who.t context. 

Po.ragro.pl1 3 

A second. o..rgtAment <1-9o.i.nst .f«ncl:i.on(l(. S!jll.o.b1Ases wM tl1o.t IAnlike fomru, s!jll.o.b1Ases tl1~ were IA. lll;t of sepGtroJ:.e bi.ts of 
l::now~e tl1o.t Leo.me.rs Leo.mt i.n context. 

PC1rAfJro.ph 4 

T a.sl::-b11.Sed. s!jll.o.b!Ases o.im to provi&.e grCA.mmo.r Leo.ming opportuni.tie.s for t.eo..rners i.nsi&.e t11e classroom. Th~ c:l.o tl1i.s l>!j me.Ms 
of IA. seri.es of tMks t11o.t <Allow Wmiers to swc4! grCA.mmo.r ntl.e,s. Thi.s process <Allows Wmiers to 9r<UL.to.U!j fi.ne-wne tl1e.i.r 

li..ngv.i.sti.c ski.tt:;. 

Po.rt1.9ro.pl1 5 
The 1~80s s!A..W tl1e M.vel.opme.nt. of IA. second.. 1Approo.d1 to S!jll.o.b1As M.si.gn tl1o.t i.s ba.sed. on how Leo.me.rs Leo.mt, not wl1o.t tl1~ 

l,.e(amt. Thi.I; ~roo.c.11 puts teo..c11ing Cl.Yid.. le<A.rning processes in tl1e bCA.cJ::9r01And.. of tl1e content tl1a.t i.I; to be t<w9l1t. 

Po.rCUJro.ph t. 
lnvoLvi.ng Wmiers i.n the process of <Leci.d.i..ng t11e content of IA. COtAtSe progrCA.mme provid.ed. tl1e.m wi.t11 opporl:uni.tie.s for highly 
conuolWL 1Al'\91A<Aije prcu.ti.ce, whi.cl1 helps M.vel.op tl1e.i.r l::nowled.ge lU'ld.. sl::iils . Thi.6 <ilswssi.on of tl1e ·t.eo..rni.ng progrCA.mme wa.s IA. 

WG4;l of provi.d.Uig me.Mi.n9.f«L content for teo..cners. 

4 Getting needs analysis information 
4a Put the following sources of information in the correct box in the diagram below. 

• discussions of stakeholder expectations • progress reports on previous study 
• language tests • teaching resource stock-takes 
• conducting observations of learners in different classes • questionnaires 
• examples of learners' work from previous classes • diagnostic lessons 
• a review of the administration requirements for a course (e.g. attendance requirements) 

Teachers can gather information ... 

..• . for themselves . .. by means of . .. 1 Reading the opinions of experts 

2 ............ .-.................... . 

3 ···························································· ····················· ·························································· ···················· 

... from learners 

••• from c-olleagues 

.•. from stakeholders 

4 One-to-one interviews 

5 

6 

7 

8 

9 Meetings 

10 ........................ . 

11 

12 Information about real-world contexts and tasks 

13 

4b You have been asked to create an EAP course for a university that you are working for. Work out a plan for carrying out needs 
analysis. 
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29 Course design 
3 Reading 
3a 1 Read the text and underline the four syllabuses that are discussed from the list below. 

task-based syllabus 
functional syllabus 
multi-strand syllabus 

skills-based syllabus 
process syllabus 
formal syllabus 

2 Match the four syllabuses to the definitions. 

a a syllabus that focuses on how language is used in different real-life contexts 
b a syllabus that involves learners in classroom decision making about what to learn 
c a syllabus that focuses on language systems and skills ability 

Worksheet 2 

d a syllabus that focuses on a series of tasks that provide learners with opportunities to negotiate meaning 

Background [to syllabus design] 
1 Before rhe advenr of communicacive language reaching (CLT) in the late 1970s, it was widely accepted that the syllabus 

should focus upon linguistic knowledge and the skills of listening, reading, speaking and writing, usually in tha.r order. In 
the 1970s, research in rhe social and conversational use oflanguage. coupled with growing dissatisfaction with learners' 
apparent failure to use linguistic knowledge outside the classroom which they had gained within it, initiated a major change 
in syllabus design. Applied linguists advocared a focus upon language use rather chan rhe formal a.specrs oflanguage (e.g. 
Council of Europe 1971; Wilkins l 972b; Brumfir and Johnson 1979). The initial phase of chis cransicion was exemplified 
in rhe development of functional syllabuses focusing upon particular purposes of language and how these would be 
expressed linguistically. 

[ ... ] 
2 Jn the early 1980s chis functional movement in syllabus design became challenged from two directions. The teaching of a 

repertoire of functions or special purpose language was considered by some as limiting the learner's porential to certain fixed 
communicative situations or fixed social and occupational roles. They argued that a focus upon formal aspects oflanguage 
at least allowed learners to generalise from one situation or communicative demand to anorher on the basis of che sysrem of 
rules and rhe range of vocabulary thac they have learned (Brumfir 1981; Wilkins et al. 1981). 

3 The second challenge echoed earlier doubts expressed about formal syllabuses. Both cypes of syllabus could be seen as 'synthecic' 
in chat learners were expecccd gradually to accumulate SCJ>¥3tcd bits of knowledge, be they forms or funccions, largdy through 
de-contextualised language-focused activities before applying such knowledge as typically synrhesiscd. in real communicarion. 

[ ... ] 
4 Task-based syllabuses had their origins in research on second language acquisition (SLA) during the 1980s. Building 

upon discoveries from first language (Ll) acquisition and Krashen's influential view chat language was best acquired 
chrough rhe learner's focus upon meaning in the input provided to the learners (summarised in Krashen 1985), researchers 
began ro focus upon how learners interacted in order to negotiate meaning both inside and ourside the classroom (Hatch 
1978; Long 1981; for a review, see Pica 1994). From this perspective, a learner's use of the formal and social conventions 
governing language were seen to serve the struggle for meaning during interaction. The goal of the syllabus designer or 
teacher therefore became the provision of suitable casks to encourage interaction and, through it, negotiation for meaning. 
In essence, a learner's expression and interpretation of meaning during appropriate casks would enable the acquisicion and 
refinement of linguistic knowledge and its social use. Some researchers and practicioners therefore proposed that cask should 
be the key unit wichin the syllabus racher chan aspecrs of language, be chesc formally or funccionally idenci6ed (Breen et al 
1979; Prabhu 1984; Long 1985b; Candlin and Murphy 1987; Long and Crookes 1992). 

[ ... ] 
5 ... a second proposal for syllabus design in the 1980s was derived from educacional perspectives on curriculum design and 

the teaching-learning process. A key argumenc was chat what learners have to learn and how teaching and learning are done 
are unavoidably interrelated. Comenc, teaching methodology and learning constantly inccract and influence each ocher 
during classroom work so that the reaching and learning process is itself a highly .significanr pa.rt of the contenr of language 
lessons (Postman and Weingarter 1969; Freire 1970 [1996), 1972; Stenhouse 1975; Breen and Candlin 1980). 

[ ... ] 
6 In essence, collaborative decision-making and different aspects of the teaching-learning process in rhe classroom could be 

seen as a meta-task which involves learners in authentic opportunities co use and develop their knowledge and capabilities 
whilst, at rhe same time, calling upon their responsible engagement in the learning process within the classroom group. A 
process syllabus was therefore proposed as providing a framework for such classroom decision-making (Breen 1984). This 
type of syllabus identified negotiation about rhe purposes, concents and ways of working as a meaningful part of the content 
of lessons or series of lessons. 

Breen, M. P. (2001) 'Syllabus design' from The Cambridge Guide to Teaching English to Speakers o/Orher Languages, Cambridge: Cambridge 
Universicy Press. pp.152-4. 
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Worksheet 1 

30 Testing and evaluation 
1 Guessing key terms 

1a Below is a list of key test types. What do you think these terms mean? Can you think of examples? 

1 proficiency test 6 indirect testing 
2 achievement test 7 discrete-point test 
3 diagnostic test 8 integrative test 
4 placement test 9 norm-referenced test 
5 direct testing 10 criterion-referenced test 

1b Below are some examples of tests or descriptions of kinds of testing. Match them to the terms above which they exemplify. 

a A word-transformation task where learners have to change the form of a word to test their ability with word formation. 
Examples can be found in paper 3 of FCE and CAE. 

b A role play that a teacher asks learners.to do in class in order to ascertain whether they can use the present perfect or not. 
c A test for nurses that aims to evaluate their language performance in a typical nursing situation. The person evaluating the 

nurses refers to some 'can do' statements. 
d An exam like FCE, CAE or CPE which aims to determine a learner's overall competence in English. 
e A speaking task that aims to check learner's overall speaking ability (fluency, accuracy, interactive ability, strategic ability). 
f A reading test that is designed in such a way that it tells the teacher how good a reader the learner is in relation to others in the 

school. 
g A test written by a teacher to check how well learners have learnt the material in the course programme. 
h A test that involves learners first doing some reading followed by writing in order to test their reading skills as well as grammar. 

vocabulary and discourse management. 
A listening test that is used to check learners' ability in English pronunciation. 
A grammar, vocabulary and listening test coupled with a spoken interview. All this information is used to work out what class a 
learner should join. 

1 c Complete the following definitions of the different test types by choosing one of the two words in bold. 

1 Proficiency tests aim to determine learners' overall communication I ability in a language and are not related to any training 
they might have had. 

2 Achievement tests typically come at the end of language courses and try to determine whether a learner or learners have 
been successful I motivated at achieving the aims of the course. They can also be used to evaluate the course itself. 

3 Diagnostic tests help teachers improve I discover learners' linguistic strength and developmental needs. 
4 Placement tests are typically used at the beginning of a course. Their aim is to give a teacher or an institution a linguistic I 

affective profile of a learner that wi ll al low them to place the learner at an appropriate point in a learning programme. 
5 Direct testing means that test-takers have to improve I deploy the very skill that is being evaluated. 
6 Indirect testing tries to evaluate competencies that 

underpin I develop the skills that are being tested. 
7 Discrete point testing involves testing one word I 

Item on an individual basis. 
8 Integrative testing means that test-takers have to sort 

out I use different language systems and/or skills 
when performing one test activity. 

9 Norm-referenced tests compare I standardise the 
performance of test-takers to each other. 

10 Criterion-referenced tests measure test-takers 
language understanding I ability in relation to a 
specific standard. They are not concerned with test­
takers performance in relation to each other. 
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30 Testing and evaluation 
Summary 

Background to teaching Focus 
Aims 
Contexts 

To introduce the theory behind testing and raise awareness or key concepts related to It 

New or experienced in-service teachers 

Duration 75-90 m inutes 

Preparation Photocopy all three worksheets for each trainee. 

Lead in 
Ask trainees to think of different tests they t hemselves have 
done or forms of assessment and evaluation they have 
undergone. They should discuss the following questions: 

• How did you feel about the test or the evaluation? 

• Did you think it was lair and transparent? Why I why not? 

Conduct feedback by eliciting examples from trainees. 

1 

1c 

a and b Give each trainee a copy or worksheet 1. Put 
trainees in small groups to do these tasks. Conduct feedback. 

1 d 2 g 3 b 4 j 5 e 6 i 7 a s h 9 f 10 c 

Ask trainees to do chis cask alone. and then check their 
answers In pairs. Conduct feedback. 

© 1 ability 
5 deploy 

2 successful 
6 underpin 

10 ability 

l discover 
7item 

4 linguistic 
8 use 

9 compare 

2a Give each trainee a copy of worksheet 2. Put trainees in 
groups to discuss Lhese questions. Conduct feedback. 

2b 

CD 
<l) 

Ask trainees to check their ideas by reading the text. 

Conduct feedback. 

The text defines criterion as 'relevant communicative 
behaviour in the rarget situation'. In other words. 
what a non-native speaker would need to say or write 
to communic'ate effectlvely in a real-world conu:xt. 

2 The text indicates clearly that tests can never be rc.>al 
insofar as they can only replicate communicative 
situations. 

3 This 1s the! main point made in the excerpt. 

2c Give each trainee a copy of worksheet 3. let trainees 
read the text again and do this task. Conduct feedback. 

True 
2 False • it only gives ao indication and allows testers to 

infer how test·takers might perform in the real world. 
3 False - 'criterion' represents the re;il-world actlvity, 

while 'test' represents a language task that is simllar to 
the real-world activity. 

4 True 5 True 
6 False - it indicates Lhe opposite: it doesn't matter bow 

communicative a teSt is and how similar it is to a rt'al­
worJd raslc, it is. in the end. a test. 

7 "Jl'ue 

102 Testing and evaluation 

8 False - if resters make incorrcCI judgments it can 
adver~ely aHcCI a test-taker's chances or succeeding in 
doing something important like getting a job or being 
eligible tu emigrate. 

2d Ask trainees to discuss these questions in small groups. 

CD. 
Conduct feedback. 

It suggestS that whatever effort!> are made to make a 
testing !>ituation replicate real-life situations. the fact 
that assessment is being made can't be avoided. 

2 While performance-based tests cannot replicate a real­
world context. rhey are more valid rhan paper·based 
tl'St~. Funher, tbe preparation £or a performance­
based tesr is likely to meet learners' longer-term needs 
more fully than preparation for a paper-based test. 

3a Ask trainees to do this task alone. and then check their 
answers In pairs. Conduct feedback . 

© 1 Problem of validity because learners lack subject 
knowledge. so the task is not a fair test of thcir 
linguistic ability. 

2 Problem of validity because It focuses only on lwo 
aspeCls of speaking: accuracy and pronunciation. 

3 Problem of validity because the test doesn't relate to 
the course conrent and the learners' future needs. 

4 Problem or reliability in the way the two teachers have 
applied the assessment criteria. 

3b Put trainees in small groups to discuss this question. 

Conduct feedback. 

© The topic of the writing task should be changed to 
something that is familiar 10 the learners. Ideally. 
something that has been induded in the course. 

2 The test would have more face validity if it included 
an extra speaking task that allowed learners to speak 
rrerly and inreract with each other. e.g. a role play. 

3 The tcSt needs to. be rewriuen so it becomes more of 
a perfom1ance-based tl!SI that focuses on the skills. 
strategies and language focused on in the course. The 
test tasks need to reflect the criterion more closely. 

4 The teacher and his colleague ~hould do some 
standardisation o[ the speaking test. It would be a 
good idea to film some learners doing the test and get 
the teachers ro discuss the learners" performance in 
relation 10 the assessment criteria. 

Reflection task 
• What arc the strengths and drawbacks of fom1al tests 

relatiw to more informal evaluation of learners? 
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30 Testing and evaluation 
2c Read the text again and decide if the following statements 

are True or False according to the writer of the excerpt. 
Correct the False statements. 

1 In the text, 'criterion' refers to the linguistic competence 
of a language user in an authentic context. 

2 A language user's performance in a test that replicates 
a real-world task gives a very accurate idea of how that 
user will perform in real life. 

3 In performance-based tests, the 'criterion' represents 
a communicative task while the 'test' represents 
grammatical knowledge. 

4 If a learner does well in a listening test that is in the 
form of a lecture, this provides an indication of how that 
learner might cope with a real lecture. 

5 Relative to more traditional paper-based tests, 
performance tests of this kind are better at mirroring 
criterion-related behaviours. 

6 The quote about the tea party indicates that 
performance-based tests are likely to be less threatening 
than traditional tests. 

7 In evaluating a learner's performance in a test, we 
are trying to ascertain whether the learner has the 
underlying linguistic ability to deal with that kind of 
situation in the future. 

8 If we make incorrect judgments about a candidate's 
performance in a test, we can always get a second 
opinion from other stakeholders. 

3 Some problems with tests 

Worksheet 3 

2d Discuss these questions: 

1 What is the significance of the quote 'this is a test, not a 
tec:i. party' for the learner who is doing the test? 

2 'Because the criterion is ultimately unobservable, trying 
to test it is a waste of time.' Do you agree with this 
comment? Why I why not? 

An effective test needs to have reliability (i.e. it provides results that are consistent across a wide range of learners) and 
validity (i.e. it measures what it is meant to measure). 

3a Read the problems described by the teachers below and say whether validity or reliability was lacking. 
1 Rachel: I had to give my learners a writing test at the end of the course. They had to write a descriptive essay about British 

culture. The problem is we hadn't done a lot writing in the course because it wasn't in the syllabus. Also. none of the materials 
talked about Britain and only a couple of my learners had been to Britain. 

2 Don: Well, I'm supposed to be doing a speaking test with my learners tomorrow. I had a look at the test and it's just a series of 
pronunciation drills. I guess my learners will speak. but it seems a bit limited. · 

3 Renee: I've been teaching this university preparation course for the past three months. I had a look for their end-of-course test 
the other day and it's just a whole lot of grammar and vocabulary multi-choice items. For the whole course, I've been tel ling 
them that I'm trying to develop their overall ability to cope with university study and this test just doesn't make sense. 

4 Larry: A colleague and I have both been teaching intermediate classes. We've done some team teaching and I've got a feel for 
how good his learners are. particularly in terms of their speaking. We both did a speaking test the other day and used the same 
assessment criteria. I passed all of my learners, but this colleague gave all but two of his learners the distinction grade. I just 
don't believe they are all that good. 

3b How can the problems in Task 3a be solved? 

1 ......................................................... .......................... . 

2 

3 

4 
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~ 
30 Testing and evaluation 
2 Reading 
2a Discuss the following questions: 

1 What do you understand by the term criterion? 
2 How real do you think a test can be? 

Worksheet2 

3 ' ... testing is about making inferences'. To what extent do you agree with this statement or not? 

2b Read the text and see what the writer has to say about the questions in Task 2a. 

Test purpose 
[ ... ) 
Whereas achievement tests relate to the past in that they measure what language the students have learned as a result of 
teaching, proficiency tests look to the future situation of language use without necessarily any reference to the previous process 
of teaching. The future 'real life' language use is referred to as the criterion. In recent years tests have increasingly sought to 
include performance features in their design, whereby characteristics of the criterion setting are represented. For example, a cesc 
of the communicative abilities of health professionals in work settings will be based on representations of such workplace casks 
as communicating with patients or other health professionals. 
[ ... ] 
The criterion 
Testing is about making inferences; this essential point is obscured by the fact that some testing procedures, particularly 
in performance assessment, appear to involve direct observation. Even where che test simulates real world behaviour -
reading a newspaper, role playing a conversation with a patient, listening to a lecture - test performances are not valued in 
themselves, but only as indicators of how a person would perform similar, or related, tasks in the real world setting of interest. 
Understanding testing involves recognizing a distinction between the criterion (relevant communicative behaviour in the target 
situation) and the test. The distinction between test and criterion is set out for performance-based tests in Figure 1.1 

Test 
Characterization of the essential - Criterion 

A performance or series of features of the criterion influences the A series of performances subsequent 
performances, simulating/representing design of the test to the test; the target 
or sampled from the criterion -
(observed) 

___.inferences about___. 
(unobservable) 

FIGURE 1.1 Test and criterion 

Test performances are used as the basis for making inferences about criterion performances. Thus, for example, listening co 
a lecture in a test is used to infer how a person would cope with listening to lectures in the course of study he/she is aiming 
to enter. It is important to stress that although this criterion behaviour, as relevant to the appropriate communicative role (as 
nurse, for example, or student) is the real object of interest, it cannot be accounted for as such by the test. It remains elusive 
since it cannot be directly observed. 

There has been a resistance among some proponents of direct testing to this idea. Surely test tasks can be authentic samples 
of behaviour? Sometimes it is true that the materials and casks in language tests can be relatively realistic but they can never be 
real. For example, an oral examination might include a conversation, or a role-play appropriate ro the target destination. In a 
test of English for immigrant health professionals, this might be between a doctor and a patient. But even where performance 
test materials appear to be very realistic compared to traditional paper-and-pencil tests, it is clear that the test performance does 
not exist for its own sake. The test-taker is not really reading the newspaper provided in the test for the specific information 
within it; the test taking doctor is not really advising the 'patient'. As one writer famously put it, everyone is aware that in a 
conversation used to assess oral ability 'this is a test, not a tea party'. 
[ ... ) 
In judging test performances then, we are not interested in the observed instances of actual use for their own sake; if we were, 
and that is all we were interested in, the sample performance would not be a test. Rather, we want to know what the particular 
performance reveals of the potential for subsequent performances in the criterion situation. We look so to speak underneath or 
through the test performance to those qualities in it which are indicative of what is held to underlie it. 

If our inferences about subsequent candidate behaviour are wrong, this may have serious consequences for the candidate 
and others who have a stake in the decision. Investigating the defensibility of the inferences about candidates that have been 
made on the basis of test performance is known as test validation, and is the main focus of testing research. 

McNamara, T. (2000) Language testing, Oxford: Oxford University Press. pp.7-10. 
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Appendix 

2 Providing feedback and correction techniques 
5 

Errors: 

-g,..c;----------------------------·---------------------------------·---------------------------------· I I I 
I I I 
I I I 

Are you going to meeting or 
not? 

I I I 

: I think this exercise is too : : 
: much difficult. : I have still not found it. ! 
I I I 
I I I 
I I I 
I I I ·---------------------------------·---------------------------------·---------------------------------4 I I I 

I I I 
I I I 
I I I 

: If I'll get the job, I'll move to : D : 
I I I 

: London. : This sofa is very comfortable. : 
I I I 
I I I 

It was a really interesting 
actuality news programme. 

I I I 
I I I I 

·---------------------------------·---------------------------------·---------------------------------· I I 
I I 
I I 
I I 

! Give me a coffee. i I'm looking forward to meet 
I I him. 
I I 
I I 
I I 

I'll have the vegetarian pasta. 
Moreover, I'll have some 
salad with it. 

I I I t 

·---------------------------------·---------------------------------·---------------------------------· 

He's got a degree from 
business administration. 

I've been cutting my finger 
with a knife. 

I 
I 
I 

• I 

• I come from a small 'willage'. : 
I 
I 
I 
I 
I 

~---------------------------------·--------------------------------- ---------------------------------· 
Teacher corrections: 

~-g.c;----------------------------;---------------------------------~---------------------------------~ 
I I I I 
t I I I 
I I I I 
I I I I 
I I I I 

: There's a missing article. : OK, one word isn't necessary. : The word order is not correct. : 
I I I I 
I I I I 
I I I I 
I I I I 
I I I I 

·---------------------------------·---------------------------------·---------------------------------· I I I • 
I I I I 
I I I I 

: : : That word is a false friend in : 
: You have an unnecessary : OK, so the stress is on the first : English. Can you think of a l 
: 'will'. : syllable. : better word? : 
1 I I I 
I I I I 
I I I I 

·---------------------------------·---------------------------------·---------------------------------· I I I 
I I I 

i : OK, think about the linker. Are : 
Is that a polite way to ask in a i Should you use a base form or i you speaking or writing? Is the ! 
cafe? l an -ing form? i situation neutral or very formal? i 

f I I I 

~---------------------------------!---------------------------------!---------------------------------: 

l Wrong preposition. 
I 
I 

• I 

' 

I 
I 
I 
I 

' I 
I 

• I 
I 
I 
I 
I 

Did it happen just once or 
many times? 

·---------------------------------·---------------------------------
Note: Matching cards are laid out in corresponding boxes. 

Where? Think about the 
sound. 
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( Appendix 

1 Classroom management and teacher language 
3a Giving instructions 

~-E-c:----------------------------------------------- -------- --------~ 
1 STEP ONE: Teacher holds up worksheet : 
I I 

·--------------------------------------------------------------------· I I 

l There's one extra definition that doesn't have a word. l 
I I 

·--------------------------------------------------------------------· I I 

: Teacher hands out the worksheet. Learners start the task. : 
I I 

·--------------------------------------------------------------------· I I 

l Now I want you to match these eight words . . . : 
I I 

·--------------------------------------------------------------------· I I 

l And finally, are you going to do this together? (Learners: No) ! 
I ·--------------------------------------------------------------------4 
I : 

l Teacher points to phrases. : 
I I •-.--- -------------------------- ---------------------- --------------- -~ 
I . I 

l And how many definitions are there? (Learners: Nine). Good. : 
I I 

·--------------------------------------------------------------------· I I 

: Teacher points to the left-hand side of the worksheet. : 
: I 

:------------- ------------------ --------------------------- - --------- ~ 
I l OK then, how many words are there? (Learners: Eight) : 

I I 

·------------- ---------------- --------------------------- ------------~ 
I I 

l ... to the definitions on the right. : 
I I 

:------ ------------------------------------------ ----------- - --------~ 
I l I want you to do this alone and check in pairs after. : 

~-------- ------------- -------- ------------------- ------- - ------------! 
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Appendix 

4 Oral fluency and speaking skills 
1 Warmers 

--~--------------------------- ------------------y--------------------------------------------------­
.-~~~~~~~~~~~~~~~---,_: .-~~~~~~~~~~~~~~~~--,_ 

I 
I 

Teacher A : Teacher B 
You feel it is very important to do warmer 
activities with your learners before every 
lesson. This helps motivate students and 
creates good dynamics. It is also a useful 
way of dealing with latecomers. Find out 
your partner's opinion of warmers and 
outline your ideas. 

I 
I 
I 
I 
I 
I 
I 
I 
I 

You feel it is very important to do warmer 
activities with your learners before every 
lesson. This helps motivate students and 
creates good dynamics. It is also a useful 
way of dealing with latecomers. Find out 
your partner's opinion of warmers and 
outline your ideas. ._. ______________________________ ..... : ._. ________________________________ .. 

I 

---------------------------------------------------4---------------------------------------------------
4 Speaking skills 

r-~------------------- -------------- -- - -- ------- ------ -------- ------------ -------------------------~ 
I I 

: 1 B: So, I don't have to save the doc? : 
I I 
I I ·-----------------------------------------------------------------------------------------------------· I I 
I l 

: 2 B: I bet you did. : 
I l 

t------------------- - ---------------------------------------------------------------------------------~ I 

1 3 A: I was so disappointed with my exam result. 
l 
l 

l 
I 
l 
l 
l 
l ·------------------------------------------------M----------------------------------------------------4 I 

l 

: 4 A: In short, the discussion was very constructive. 
l 
I 

l 
l 
l 
I 
I 
l 

·-----------------------------------------------------------------------------------------------------· I l 
I l 

: 5 B: Thanks for that. Does anyone have any questions about the points that have been made? : 
I I 
I I 

·-----------------------------------------------------------------------------------------------------· I I 
I I 

: 6 B: Pleased to hear it. So let's now have a look at their written proposal. : 
I I 
I I 

·-----------------------------------------------------------------------------------------------------· I : 

: 7 A: I did pass. I just didn't do as well as I'd hoped. : 
I I 
I I 

:---------------------------------------------------------------------------------------------- - ------~ 
I 

: 8 A: Then to finish you just click here where it says 'log out'. : 
I I 
l I 

:---------------- - -- ----------------------------------------------------------------------------------~ 
I 

i 9 A: ... and so those are all the points I need to explain. : 
I I 
l I 

·-----------------------------------------------------------------------------------------------------· I : ! 10 A: So many breathtakingly beautiful buildings! 1 
I , I 

~-----------------------------------------------------------------------------------------------------~ 
I : 

: 11 B: Don't worry. You can resit it. I'm sure you'll pass next time. : 
: I 

· -------------- -- ------- - --------------- ----------------------------------------------------- ---------~ 
I 

: 12 A: No, no. It automatically saves itself. i 
I I 

!-----------------------------------------------------------------------------------------------------~ I l 

. 1 13 A: We saw some amazing things. : 
l : 

~--------- - -----------------------------·-------------------------------------------------------------· 
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Appendix 

3 Teaching receptive skills: Reading and listening 
3 The aims of a reading lesson 

r-~••••••••••••••--•-••----•••••••••••----------T-·- • -• •--- ---•••-••••---------- ••••••••--- - - - ---- -, 
I t 

: 1 Learners discuss a memorable tourist : e To provide spoken fluency practice and to ! 
l experience in pairs. : activate prior knowledge about the topic of : 
: : the text. 
I I 
I I 
I I 
I I I 

·--------------------------------------------------·--------------------------------------------------· I I 

: 2 The teacher explains the meaning of two : d To clarify the meaning of key vocabulary 
: key words in the text. : items. 
I I 
I I 
I I 
I I 
I I 
I I 
I I I ·--------------------------------------------------·--------------------------------------------------4 I I 

' 3 Learners read and choose the best of three : To provide practice in reading for gist. 
summaries for the text. 

• • I 
I 
I 
I 
I 

• I 
I I I t--------------------------------------------------·--------------------------------------------------4 I I I 

: 4 Learners read again and answer true/false : g To provide practice in close reading. : 
I I I 

: questions about information in the text. : : 
I I I 
t I I 
I I I 
t I I 
I I I 
r I I 
I I I 

·--------------------------------------------------·--------------------------------------------------· I 

5 The teacher writes five new words on the : c To provide practice in scan reading for 
I 

board from the text. Learners look for these : specific words. 
I 

words in the text and underline them. I 
I 
I 
I 

• 
I I 

·------------------------------ --------------------·-- - - --------~-- - ------ - -- - ----- -------------------~ I I I 

: 6 Learners guess the meaning of the new : a To provide practice in inferring the meaning : 
I I I 

: words in the text. : of new vocabulary. : 
I I I 
t I I 
I I I 
I I I 
t I I 
r I I 
I I I 

·--------------------------------------------------·--------------------------------------------------' I 

: 7 The teacher asks learners to underline : h To encourage learners to notice 
I I 

: examples of the present perfect in the text : grammatical features in the text. 
I I 

: and to discuss why the tense is appropriate : 
I I 

: in each instance. : 
C I 

·--------------------------------------------------·--------------------------------------------------· 
8 The teacher asks learners to talk about the 

different kinds of reading skills they have 
practised. 

I I 

: f To develop awareness of reading sub skills. : 
I I 
I I 
I I 
I I 
I I 
I I 
I I 
I I 
I I 

I I f 

·--------------------------------------------------·-- --------------------------------~---------------· I I 

: b To provide spoken fluency practice by 9 Learners discuss the effects of tourism in 
their city in small groups. 

I 

: exploring the topic of the text further. 
I 
I 
I 
I 
I 
I 

• 
~--------------------------------------------------·------------------------------- - ------- -------- - - -
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6 Teaching vocabulary 
2 The steps of elicitation 

2a 

Appendix 

~--~----------------------- ---- -- --------- ------------ ------- ---- -- - --------- ------------ ----------~ 
: 1 Concept check the meaning of the new word. l 
I I 

:------------------------------------------ -----------------------------------------------------------· l 2 Convey the meaning of the new word by defining it or by using a visual. 
~ - --- --- ------------- --- ------- - - ----- -- ----- ------------------------ ----- ------ ---- --------------- --- ! l 3 Write the new word on the board, indicating the word class and marking the stress. 
:-----------------------------------------------------------------------------------------------------! 
: 4 Provide a clear oral model of the word. 
I I 

·-----------------------------------------------------------------------------------------------------· I • I 

l 5 Elicit the word. (If the learners do not know it, or pronounce it incorrectly, say the word yourself.) : 
·-----------------------------------------------------------------------------------------------------· I 

: 6 Drill the word with learners both chorally and individually. 
I 

I 
I 
I 

' ~-------------------- - -- ----------- ------ -------------------- -••• •••• • --------------------------------A 

r--~---------- ----- -------------------------------------------- -------------------- ------------- ---~ 
: a Learners need to hear the pronunciation before they can repeat it. : 
I .. I 

·-----------------------------------------------------------------------------------------------------· I I 

: b If learners can provide the word, it is very affirming for them. : 
I I 

·-----------------------------------------------------------------------------------------------------· I I 

: c Learners need to feel sure about the meaning of the word before they say it. : 
I I 

·-----------------------------------------------------------------------------------------------------· I 

: d In order for learners to be able to provide the word, the meaning needs to be clearly 
I 

: established. 
I I ·-----------------------------------------------------------------------------------------------------· I I 

: e Learners need a written record of the word and they need to find out how it is spelt. : 
I I 

·-----------------------------------------------------------------------------------------------------· ' ' : f It is often a good idea for learners to say the word before they see it written down. especially 
l when the spelling of the word is at odds with its pronunciation. 
I 

·-----------------------------------------------------------------------------------------------------· 

3 What's the best way? 

Teacher A 
I'm doing a reading and there are four or 
five words in the text I'd like to teach my 
learners. They're not important to the 
understanding of the text. 

Teacher 8 
There's a set of about ten words all based 
around the theme of food and cooking. I 
would like to focus on these before practising 
these words by talking about recipes. 

---~-------------------- -------- - ----- -- -- ------- ------- ------------------- - --- - -~-- ------ -------- ---

Teacher C 
I'm doing a role play, but there are just a 
couple of words in the instructions for the 
role play that my learners won't know. 

Teacher D 
There are about 12 verbs to do with travel. 
Learners won't know all the verbs but they 
are likely to know the nouns that they 
collocate with. 
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Appendix 

5 Developing learners' writing skills 
4 What are the stages? 

110 

Lesson A 

·-~---------------------------------------------------------------------------------------- ----· I I 
I I 

l Lesson A: Learners read a model text and answer comprehension questions about the : 
: information in the text. l 
I I 
I I :-------------------------------------------------------------------------------------------------i 
I 

l Lesson A: Key features in the example text are highlighted and clarified. 
I 
I 
I 
I I 

·-------------------------------------------------------------------------------------------------· I 
I 

l Lesson A: The teacher provides practice of features previously analysed in the text. 
I 
I 
I 
I 
I 
I 
I 
I 

I I 

·-------------------------------------------------------------------------------------------------· I I 
I I 

: Lesson A: Learners write their version of the text. : 
I I 
I I 
I I 
I I 
I I 

·-------------------------------------------------------------------------------------------------· I I 
I I 

: Lesson A: The teacher gives language-focused feedback on the learners' writing. : 
I I 

I 
I 
I 
I 

·-------------------------------------------------------------------------------------------------· 

Lesson B 

~-~------------------~-------------------- - ----------------------------------------------------~ 
I I 

: Lesson B: Learners brainstorm the content of the text and discuss how they can best : 
I I 

organise their ideas. : 
I 

I I ·-------------------------------------------------------------------------------------------------· I I 
I I 

: Lesson B: Learners write the first draft either alone or collaboratively. : 
I I 
I I 
I I 
I I 
I I 

·-------------------------------------------------------------------------------------------------· I I 
I I 

: Lesson B: Learners swap first drafts and give each other feedback on their writing. : 
I I 

I 
I 
I 

I I 

·-------------------------------------------------------------------------------------------------· I I 
I I 

: Lesson B: The teacher gives some interim feedback to the learners on the content, : 
I I 

: organisation and language of their writing. l 
I I 

·-------------------------------------------------------------------------------------------------· I I 
I I 

: Lesson B: Learners write their final draft and the teacher gives feedback on the writing. : 
I I 

: The feedback may only focus on the content of the text. : 
I : 

~-------------------------------------------------------------------------------------------------· 
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7 Teaching grammar 
4 Role play 

4a 

Appendix 

--~---------------------------------------------;---------------------------------------------------

Role card A 
You think that an effective way of teaching the 
present perfect progressive is by using a text. 
You have in mind a dialogue of a job interview in 
which the interviewer gets the applicant to talk 
about their work experience from the past until 
now. You like a text-based approach to clarifying 
grammar because you feel it's very concrete for 
learners. It also means you can give learners a 
learner-centred grammar task. You are less keen 
on a context-build mode of clarifying grammar 
because you find this a bit artificial, and it runs 
the risk of being a bit patronising towards the 
learners. You also feel that oral concept-checking 
questions alone do not give learners enough 
thinking time. 

Role card B 
You think that an effective way of clarifying 
the present perfect progressive is by building 
a context using pictures. A good way of doing 
this is to invent someone who has a very 
active lifestyle and build up their life story by 
focusing on hobbies and sports activities they 
are involved in. You know that you can find 
all the visuals you need for the context-build 
on Google™ Images. You feel that learners 
need a bit of a break from the coursebook 
they are using, and a different approach will be 
motivating for them. You have done context­
builds in the past and learners usually find them 
great fun. You feel a text-based approach to 
clarifying grammar is overused and a bit boring. 

---------------------------------------------------~---------------------------------- ----------- ------

8 Lesson planning 
4 Getting it in the right order 

4a 

~-~---------------------------------------------------------- - -------------------------------------~ 
l A Teacher asks learners to take turns imagfning they are the writer and explaining the jump to their l 
I I 

: friend. Teacher monitors and notes down key errors. : :..._ .... .._ ...... __,,_,,, .......... -...,,,_..__. ........................... ,.... ............. _._. .... ..__.., .... ,._ ....... ..._....,,,_,..._.,~ : 

·-----------------------------------------------------------------------------------------------------· I I 

l B Teacher shows a picture to elicit, check and drill harness and rip cord. l 
I I 
I · I 

:-----------------------------------------------------------------------------------------------------! 
I l C Teacher hands out ten TRUE/FALSE questions. Learners read, answer questions and then check in : 
I 

pairs. Teacher conducts feedback. : 
I I 
I I ·-----------------------------------------------------------------------------------------------------4 
•......-~~~~~~....r-~~~~~~~~~~~~~~~~~~----~--~~~~~~---i : 

: D In small groups, learners discuss extreme sports they would like to try. Open-class feedback. : 
I I 
I I ·-----------------------------------------------------------------------------------------------------4 I _ I 

: E Teacher sets comprehension task on writer's overall feeling about his extreme sport experience. ! 
Learners read and check answers in pairs. Teacher conducts feedback. : 

, i....-....-. ... -.._.. ..... _.._...._...,_ .................................. -----.. ... ..---....-.... -. .... ,,.,. ........ .._.._,,,.. ....... ~ : 

·--------------------- ----- ----------------------------------------------- ----------------------------~ I I 

l F Teacher writes up errors on the board and corrects examples of learner language from the role play. : 
I 

I . I 

~-------------------------- ---------------------------------------------------- ---- -------------------4 I I 

l G Teacher explains that learners are going to read a text about an extreme sport. '1 
I I 
I I 

·-----------------------------------------------------------~- - ------- -- ------------------------------· 
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7 Teaching grammar 
1 Different approaches - different stages 

1a Approach 1: Text-based approach 

Appendix 

:-~----------------------------------------------------------- ----- - ----------- -------------- ------· i 1 The teacher checks the meaning by asking concept checking questions. l 
~---------------------------------------------------------------------- ------- ------------------------! 
i 2 Learners answer comprehension questions about information in the text. 
·-----------------------------------------------------------------------------------------------------~ I I 

: 3 Learners read (or listen to) a text. : 
I 

~---- ------------- ------------------- -------------------- ------------- ------- -------------------------~ 
: 4 The learners do a controlled practice task to check their understanding of the form and meaning. , 
~------------------------------------------------------ - ---- ------- --------------- --------- -----------~ 
: 5 The teacher highlights the form of the target language. 
I I :-----------------------------------------------------------------------------------------------------4 l 6 The teacher sets a task that allows learners to discover one or two examples of the target ! 
: language in the text, without necessarily saying what the grammar point is. The teacher writes ! 
I I 

: an example on the board. : • • ·-----------------------------------------------------------------------------------------------------· 
Approach 2: Test-teach-test 

~-~------------------------------------------------------------------------------------------------; 
: 1 The teacher writes up errors associated with the target language on the board and elicits corrections. : • • ·-----------------------------------------------------------------------------------------------------· • • 
: 2 The teacher asks learners to redo the original task or another similar task that also encourages : • • 
: the use of the target language. : 
I I 

~-----------------------------------------------------------------------------------------------------4 I 

: 3 The teacher uses oral concept checking questions to check the meaning of the correct 
I 

language on the board (or a pre-prepared learner-centred task could be used). 
·-----------------------------------------------------------------------------------------------------· I I 

; 4 The teacher listens to learners and notes down any errors they make in using the target language. : 
·-----------------------------------------------------------------------------------------------------· 
: 5 The teacher checks the form of the language at the board. 
I 

·-----------------------------------------------------------------------------------------------------4 ! 6 Learners do a freer oral practice task that encourages the use of the target language the ! 
I I 

: teacher wants to focus on in the lesson. : • • ·-----------------------------------------------------------------------------------------------------· 
Approach 3 - Context-build 

r-&-<:------------------------------------------------------------------------------------------------~ 
: 1 The teacher elicits (or gives) an example sentence of the target language, perhaps writing it on : 
I I 

l the board. 1 
·-----------------------------------------------------------------------------------------------------4 
i 2 The teacher uses oral concept checking questions to check the meaning of the target language. l 
I I ·----- -- ----------------------------------------------------------------------------------------------4 
! 3 The teacher uses visuals and word prompts to build up a context that will generate examples l 
l of the target language. l 
·-----------------------------------------------------------------------------------------------------4 ' I : 4 The teacher writes up key words (prompts) on the board that are clearly connected to the 
I 

I 
I 

context. These are used to model and drill examples of the target language. : 
~-------------------------------------------------------- --------------------- - --------------- --------· l 5 Having checked understanding of the new language, the teacher highlights the form and then ! 
: rubs the example sentence off the board. 1 
!-------- ------ ------------------- ----- --------------- ------------ ----------------- ------------- ------~ 
l 6 The teacher elicits an example of the target language on to the board for a second time and : 
I I 

highlights aspects of pronunciation that have just been practised. : 
I 

·------------- -----~ ------------- - ------------------------ ------- ---------------- ------------ ---------· 
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Appendix 
12 Promoting learner autonomy 
5 Two learners 

Sa 

--~------------- ----------------------- -- -------,-------------- - ------------------------------------
Role card A 
Learner's name: Laila 
Age: 19 
English language 
school attendance: 
three hours per week 
Level: intermediate 
Likes: speaking (is very communicative) and will 
sometimes try speaking with friends outside class; 
watches DVDs and sometimes tries to understand 
English-language films without subtitles; tries to read 
English magazines for young women; has a good 
repertoire of idiomatic language. 
Doesn't like: grammar practice tasks and 
pronunciation work; rarely does homework and won't 
read anything she considers boring. 
Progress: is communicative, but is sometimes 
difficult to understand for fluent speakers - her 
pronunciation is sometimes difficult to understand; 
needs to pass university tests in English that require 
spoken and written accuracy - thinks her love of 
English will get her through. 

. 

Role card B 
Learner's name: Roman 
Age: 26 
English language 
school attendance: 
six hours per week 
Level: pre-intermediate 
Likes: studying vocabulary and playing word games 
- has a detailed vocabulary notebook; also happy to 
study grammar and do controlled written practice 
tasks; maintains a learner diary that he hands in from 
time to time - shows good awareness of his strengths 
and weaknesses. 
Doesn't like: listening comprehension tasks of any 
kind; is shy about speaking, even with classmates 
as he feels he is behind the others in this skill - will 
sometimes resort to his L 1 with a classmate if he 
doesn't understand a word. 
Progress: does well in tests so long as they only 
involve controlled practice of grammar; does well 
enough in reading, but is weak in listening and 
speaking; needs to be able to communicate in 
English in order to get promoted in the 
multinational accounting office he works for (says he 
can't communicate with the native English speakers 
who work there) . 

.............................................. ............................................ ... 
--~------ ----- - - - -- -- --- --- - - ---------- - --------~----------- -- --------------------------------------
Sc 
--~------- - - ----------- - - - -- - -- -- -- - - -------,---------------------------- - ----------------- - --------­..-~~~~~~~~~~~~~~~~~~--. I .-~~~~~~~~~~~~~~~~~~~~~~~~ 

Laila: The teacher should praise Laila for what 
she does, particularly the efforts she makes with 
speaking in English outside the classroom. The 
teacher should remind Laila of her university test 
and that this is a very specific and important goal 
for her. The teacher needs to gently point out that 
love of English alone will not help her with the 
accuracy requirement of the university test. The 
teacher could ask Laila what kind of accuracy work 
might be more appealing for her. For example, 
could Laila begin writing film reviews and handing 
them in to the teacher? In this way, the teacher can 
get her writing more, and focus on the accuracy 
of her language in the written work. In terms 
of dealing with pronunciation, Laila could try a 
strategy of listening to a dialogue in a short film 
scene and trying to imitate the pronunciation of 
the actors. She could use the subtitles initially to 
make sure she is repeating correct language. The 
teacher could demonstrate this task (in effect, 
drilling of film dialogue) and make sure that Laila 
focuses on getting as natural a rhythm as possible. 

I 
I 
I 
I 
I 
I 
I 

Roman: The teacher should praise Roman for the efforts he is 
making in terms of learning management and the learner diary. 
It would pay to point out to him that he has a very accuracy­
focused learning style, and he needs to try working on some more 
fluency-focused tasks outside class. The teacher could suggest 
that he begins to practise listening, using elementary-level 
materials at the beginning. He could also practise listening to CDs 
that accompany many graded readers. He could read the book 
first so that he feels confident with the storyline or content, and 
then listen to the CD with the book closed. He should do this in 
manageable chunks, rather than attempting too much at once. 
The teacher could also suggest that Roman tries 'speaking' some 
of the grammar practice tasks he does. In other words, rather 
than write the answers, he should read the sentences aloud, 
trying to produce a correct answer. He could also try repeating 
phrases and expressions aloud to himself at home in order to gain 
some confidence in speaking. Eventually, it might be possible to 
team him up with a classmate for some speaking practice outside 
class. The teacher could set this as a short-term goal. In other 
words, Roman could try to practise speaking alone. then move 
on to conversation with a classmate. A longer-term goal could be 
conversation exchange with a native-speaker workmate. 

.......................................... : ............................................... .... 
--~--------------------------------------- -~--------- - ---------------------------- - ------------ --- --
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Appendix 

9 Planning a sequence of lessons 
1 An interview 

--~------------------------------------------ - --...---------------------------------------------------

Teacher A question card 
Discuss these questions in your group, then 
use them to interview Teacher B. 

1 How much time do you spend planning 
lessons on a day-by-day basis? 

2 Do you work out what you are going to 
teach a particular group on a daily basis 
or on a weekly or monthly basis? Why is 
that? 

3 Do you keep timetables from courses 
you have taught, then repeat them with 
another group of learners? Why I why 
not? 

4 What is the most important thing for you 
when thinking about the content of a 
teaching programme? 

Teacher B question card 
Discuss these questions in your group, then 
use them to interview Teacher A. 

1 When using a coursebook, do you try to 
make sure you use all the material in the 
book? Why I why not? 

2 Do you sometimes teach the material of 
a coursebook in a different order from 
that suggested by the writer? Why I why 
not? 

3 Do you sometimes supplement 
coursebook material? If so, do you prefer 
to use published or authentic material? If 
not, why not? 

4 On balaDce, do you prefer to use a 
coursebook? Why I why not? 

.................................................. : ................................................ ... 
I 
I 

----------------------------------------------------'---------------------------------------------------
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Appendix 

15 Vocabulary: Features of lexis 
1 Some problems with words 

.-~----------------------------------------------------------- -------------------------------~-----~ 
l a I never watch TV because there's too much publicity in the middle of programmes. : 
I I 
I I 
I I 
I I 

:---- -- -----------------------------------------------------------------------------------------------~ I 
l b It's highly unprobable that he'll pass the exam. : 

I 
I 

' ' : ·-----------------------------------------------------------------------------------------------------4 ' l c The promise of promotion was a very tough incentive to stay in my current job. 
' I 
I 
I I ·-----------------------------------------------------------------------------------------------------· ' ' l d The craftsmanship in this ·oak chair is extraordinarily fine and to die for. ; 
I I 
I I 
I I 
I I 

·-----------------------------------------------------------------------------------------------------· I 

: e This hill is very plunging and hard work to walk up. 
I 
I 
I 
I 

·-----------------------------------------------------------------------------------------------------· I I 

: f I think their marriage is going to break up. He's been having a fling with a co-respondent. l 
I 
I 
I 

I I 

·-----------------------------------------------------------------------------------------------------· I I 

: g When we arrived at the hotel, the staff there gave us a very tepid welcome and made us feel l 
l at home. : 
I I 

·-----------------------------------------------------------------------------------------------------· I I 

: h Thank you for your ministrations while I settled into the new job. i 
I I 
I 
I 
I I ·-----------------------------------------------------------------------------------------------------4 I I 

: i I truly value his kindness and friendness. : 
I I 
I I 
I I 
I I 

·-----------------------------------------------------------------------------------------------------· I : 

: j If you look at the anterior page you can see a summarising table. : 
I 
I 
I 

I I 

·-----------------------------------------------------------------------------------------------------~ ! k He flopped down in the chair and started up the TV for a relaxing night's viewing. : 
• I 

' I I 

·-------------------------------------------------------------------------------------- ---------------! I I 

: I The stony broke of the Third World need your help. : 
I I 
I I 
I I 
I I 

·-----------------------------------------------------------------------------------------------------· 
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13 Phonology: Sounds and word stress 
5 The right stress 

Sa 

Appendix 

.-g..c:---------------·-----------------·-----------------·-----------------·-------------------------· I I I I I t 

: . : . : . : . : . : 
I I I I I I 

: vegetable : marvellous : equation : secretary alliance : 
I t l f t t 

·--------------------·-----------------·-----------------·-----------------·-------------------------· I t I I 
I I I I 
I • I • I • I • 
t t I I 

: chocolate : theatrical : paragraph : entertainment : 
I I I I I 

• 
application 

·--------------------·-----------------·-----------------·-----------------·-------------------------· ' . . . . : . 
I 

return , important gallery analysis : resident 
I I I I I I 

·--------------------·-----------------·-----------------·-----------------·-------------------------· I I I I I I 

: . : . : . : . : . : 
I I t I I I 

: lateral : skeleton : uniform : opportunity : computer : 
I t I t I t 

·--------------------·-----------------·-----------------·-----------------·-------------------------· 

14 Ph~nology: Sentence stress and connected speech 
2 Weak or strong form? 

2a 

;-~---------------------------- ------------ - --- -----------------------------------------------------~ 
: 1 Where are you from? : 
~----------- ------------- - - -------------------------------- ---- ----- --------------------------------- --· I I 

: 2 Here's a nice cup of tea. : 
~------------------------------------------------------------------------------------------------------· I . I 

: 3 I'm at home this afternoon : 
~------------------------------------------------------------------------------------------------------· I I 

: 4 How long were you there for? l 
!------------------------------------------------------------------------------------------------------~ 

5 She's been to China. : 
~---------------------------------------------·--------------------------------------------------------~ 

6 Get it from the kitchen. : 
~------------------------------------------------------------------------------------------------------~ 

7 It's the b'est of the bunch. l 
~------------------------------------------------------------------------------------------------------~ 
, 8 What are you looking at? l 
~---------- - -------------------------------------------------------------------------------------------· I I 

: 9 I've been here for two days. l 
~------------------------------------------------------------------------------------------------------· t I 

: 10 Give it to me. l 
~---------------------------------------------------- --------------------------------------------------~ I I 

: 11 He's from Canada. : 
t------------------------------------------------------------------------------------------------------~ 
: 12 What was I thinking of? l 
~------------------------------------------------------------------------------------------------------~ 
I t 

: 13 I left it at school. : 
~------------------------------------------------------------------------------------------------------~ I t 

: 14 Who's that letter for? : 
~------ - ------ ------------------------------------------------------------------ ------ -----------------· I t 

: 15 Where's he going to? : 
I I 

·------------------------------------------------------------------------------------------------------· 
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18 Grammar: Narrative verb forms 
3 What are the concepts? 

3a 

Appendix 

·-~--------------------------------------------· i 1 Jamie was always biting his nails as a child. ! ~-~------------------------ -- ----------- -------i 
: a to talk about a situation in progress that is ! 

I I 
I I 
I I 
I I 

: interrupted. ~ ! 
' ' ·-------------------------------------------------4 I ·-------------------------------------------------· 

: 2 I was wondering if I could have a word ' ' 

1 with you. 
! b to describe the background to a story. l 
' ' I I 
I I 

I 

·-------------------------------------------------4 
I I 

I ·-------------------------------------------------· 
: 3 We were leaving Norwich when we got a 

I l 

: c to describe a repeated past action. : 
! flat tyre. • • • I I I 

·-------------------------------------------------4 ·-------------------------------------------------· I I 

! 4 He said he was meeting Ron. ! 
I I 

' ' I I 
I I 

I 

i d to make a request. 
' I 
' ' ·-------------------------------------------------· ·-------------------------------------------------· ' ' ' ' : 5 That evening, we were going to the ! : e to report a future event. ! 

' ili~re. : 
I I 
I l 
I I 

I I I I 

t-------------------------------------------------4 ·-------------------------------------------------· ' I l I 

: 6 The wind was blowing hard and the rain ' I 
I 
I 
I 
I 

: f to talk about the future in the past. : 
was lashing the windows. . ' I l 

I I . ' I I 

·-------------------------------------------------· ·-------------------------------------------------· 

5 Form puzzle 

Sa Past perfect 

:-~-------------.------------------;-----------------------------;------------------~ 
: • : Subject : Auxiliary : Past participle : 
l Affirmative: _ : / : had ! seen : 
I I I I I 

·------------------·------------------·-----------------------------·------------------· I f I t I 

' : Subject : Auxiliary (negative) : Past participle : ! Negative: • • • • • : they : hadn't : seen : 
t I 1 I I 

:------------------r-~~~i,i~;y---------r-;;~~;~~--------------------rp~;t-~~~i~i-~l~--i 
l Interrogative: • ~ • • • 
, : had : she : seen : 
1 I I I • 

·------------------·------------------·-----------------------------·------------------· 
Past progressive 

~-~-------------~------------------~-----------------------------:------------------~ 
: • : Subject : Auxiliary : verb+ -ing : 
l Affirmative: : it l was/were l swimming ! 
I I I I t 

:---------- --- -----r- -- ---------------r-------- ----------------- ----r--------------- ---~ 
' : Subject : Auxiliary (negative) : verb + -ing : 
:, Negative: • • , • . . : 
, : we : wasn't/weren t : sw1mmmg , 
I I I I I 

·------------------~------------------~-----------------------------r------------------~ 
: : Auxiliary : Subject l verb + -ing l 
1

1

1 Interrogative: • • , · · , , : was/were : you • sw1mmmg • 
t I I I I 

·------------------·------------------·-----------------------------·------------------· 
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Appendix 

16 Concept checking: Vocabulary and grammar 
1 The right word 

1a 

~-~-----------------·---------------------·------- - ---------- --·--------------------· I I I I I 

: retired : disappointed : make redundant : burgle : 
I I I I I ·----------------------·---------------------·--------------------·--------------------4 I I I I 

: hire : borrow : anxious : break into 
I I I I I 

· -- - - ------------------·--------- - - -- --------·--------------------·--------------------~ 

17 Grammar: Tense, time and aspect 
1 Team competition: Some statements about grammar 

~ -g..c:- ---------- -------------------------------- ---------------- - --- - - - --- - - -------~ 
: a There are three tenses in English. ! 
I . I 

·-----------------------------------------------------------------------------------· I I 

! b A tense always needs an auxiliary verb. l 
I I 

·-------------- ---------------------------------------------------------------------· I I 

l c The past tense only refers to past time. l 
I I 

·-----------------------------------------------------------------------------------· I I 

: d The present simple third person • -s' is a morpheme. l 
I I ·-----------------------------------------------------------------------------------· I I 

! e 'Progressive' is known as an aspect, not a tense. l 
I I 

·-----------------------------------------------------------------------------------· I I 

l f All verb forms can be changed from the active to the passive voice. : 
I I 

·-----------------------------------------------------------------------------------· I I 

! g The past participle is only used in perfect and passive verb phrases. ! 
I I 

·-----------------------------------------------------------------------------------· I I 

i h Perfect verb forms always refer to past time in some way. ! 
I 

1 
I 

·---------------------------------------------------------------------- -------------· I I 

I • 
I 
I 

• 
I I 
! I The present simple tense can refer to past time. 

·-----------------------------------------------------------------------------------· I I 

I • • I 

• 
I I 
: J Progressive verb forms are used to emphasise duration. 

·-----------------------------------------------------------------------------------· I I 

l k 'Will' only refers to future time. l 
• • ·-----------------------------------------------------------------------------------· I I 

I 

: I The perfect aspect often shows some kind of duration between time zones. : 
I I 

~--------------------------------------------------------- ------ -- ------------- -----· 
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19 Grammar: Future forms 
5 Future dominoes 

This is used for 
suggestions about 
the future. 

I'm meeting 
Jonathan for lunch 
tomorrow 

Present progressive 

This is used 
for future 
arrangements. 

Appendix 

She's way in front­
she's going to win 
the race 

be going to + base 
form 

------------------------------------------------;------------------------------------------------

This is used to taJk 
about a prediction 
based on present 
evidence. 

I'll be going home 
that way so I can 
drop off the package 
Future progressive 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

This is used to talk 
about something 
that will happen in 
the normal course 
of events. 

You 're not ready? 
Not to worry. I'll see 
you an hour later. 
will + base form 

~liimiilllillmili ............. ~: .............................. ,, 
-------- -------- --------- ------ - ----------------~-- ---------- ------------------------ ------------. I 

This is used to 
talk about an 
intention decided 
in the moment of 
speaking. 

We'll have done 
all the marking by 
tomorrow morning. 
Future perfect 

I 

I 
I 
I 

This is used to talk 
about events that 
will be completed 
prior to a future 
point in time. 

The Prime Minister 
will arrive here at 
2pm. 
will + base form 

~------iililililill _________ :-.._ .... lllllli ................. . 
------------------------- -----------------------1---------------------------- --------------------

This is used to talk 
about a future fact. 

Man will land on 
Mars before the end 
of this century 
will+ base form 

1 
I 

: This is used to 
I 

: talk about future 
I 

: predictions that 
I 

: are not based on 
I 

: present evidence. 
I 
I 
I 

My flight leaves at 
10 o'clock tomorrow 
morning. 
Present simple. 

......................... : .............................. . 
-------------------------------------------- ----~------------------------------------------------

This is used to talk 
about a fixed event 
on a timetable. 

Right, I'm going to 
do the dishes, then 
go to bed. 
going to + base 
form 

This is used for 
intentions decided 
before the moment 
of speaking. 

This evening's 
performance of 
Hamlet is about to 
begin. · 
be about to + base 
form 

------------------------------------------------1------------------------------------------------

This is used to talk 
about an imminent 
future event. 

Teacher Training Essentials 

This time next week 
we'll be doing our 
final exam. 
Future progressive 

1 
I 

' This is used to 
talk about a future 
event that will be in 
progress at a point 
in time in the future. 
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Appendix 

19 Grammar: Future forms 
4 Other futures 

4a 

r-g-c;·--•-·------•-••••---•--•••••••------••••••-----•••••----•--•••----•••••·----1 
I I I I I I I I I I 
I I I I I I I I I t 
I I I I I I I I I f 

start ' any • race • due • the • at • to • minute • is • I I I I I I I I t 
I I I f I I I I I 

I I I I I I I I I t 

~--------·--------·--------·--------·--------·--------·--------·----------·--------· 

·-~---·-----------·--------·--------·--------·---------·-------------1 I I I . I I 1 I I 
I I I I 1 I I 1 

I to I I - L0"'t I I t'· n I b I I 
I I ope.""'i""'3' I (,\LJ "' I is I .,...,.. I e.~i-jll. • ce.re.tll.CJ-1\~ I I I I f I I 
I I I I I I 
I I f I I I 

·--------·-----------·--------·--------·--------·---------·-------------4 
~-g..c:---~--------;--------~--------,--------~--------;--------r--------~ 
I I I I I I I I 
I I I I I I I 

: to : year : pion : up : next : : yoga toke 
I I I I I I I 
I I I I I I I t I 

~--------·--------·--------·--------·--------·--------·--------A--------· 

~-g..c:---~--------;--------;--------~--------~-----------.--------~--------;--------~ 

for 
I 
I 
I 
I 
I 

go pizza shall out tonight we a ? 
I I I I •--------6--------•--------•--------a--------•-----------•--------••••••••-••·------• 
~-g..c:.-------;--------.--------.---------.---------~----------------7--------1 

I I f I I 
I I I I I 

imminent : i5 their : mean5 5trike : al5agreement -: a : 
I I I I 

J I I I I 

~----·-···---•--------a--------•------·--•---------a----------•-••••••-•••--•• 

~-g..c:-------;--------~--------~--------~--------~--------~--------~------------;-------------;-------~ 
I I I I t I I I I I 
I t I I I I t I t I 

President : to : trade : this : is : the : the : afternoon : delegation : meet : 
t I I I I I I I I 

I t I I f I I I I I 

~------------·--------·--------·--------·--------·--------·--------·------------·---------------------· 
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21 Grammar: Modality 
2 Form chain 

Error Set 

Appendix 

·-~----------------------------· - ------------ ------------- -- - ----·-------------------- ------- ------ ~ I I 
• I I 

I I 
I I 
I I 
I I 

She mays be late. : Do you can play piano? : He mighted go to the cinema. 
I I 
I I 

Xl Xl X 
·---------------------------------·---------------------------------·---------------------------------· I I 

I I 
I I 
I I 
I I 
I I 

You should taking aspirin. l They can Italian very well. ! She must can learn it. 
I I 
I I 

X! x: X 
---------------------------------·---------------------------------·---------------------------------

Correction Set 
-~----------------------------·---------- - ------------ ----------~------------ - ---- ----------------· 

She may be late. Can you play the piano? 

I 
I 
I 
I 

: He might have gone to the 
I 

: cinema. 
I 

./ : 
I 

·---------------------------------·---------------------------------·---------------------------------· I I I 
I I I 
I I I 
I I I 
I I I 

• • They can speak Italian very • ! You should take an aspirin. l well. : She must be able to learn it. 
I I 
I I 

./: ./: 
I I ./ 

·---------------------------------·------------- --------------------·---------------------------------
Rule Set 
·-~----------------------------·-------------------------- ------- ---------------------------------

They do not inflect with the 
-s morpheme in the present 
simple. 

Subject and verb are inverted 
to form a question (and a 'not' 
is added to form a negative). 

They do not have an inflected 
past form. 

CD No auxiliary is needed. CD CD 
~---------------------------------·--------------------------------- ·------- ------------- ------- - -----~ 

They are always followed by 
the base form of the main 
verb. 

CD 

Tt:iere are no non-finite forms. They cannot co-occur. 

© © 
---------------------------------·---------------------------------·---------------------------------
Instructions 
Deal the cards out. Do not show each other your cards. Someone with an error card (marked 
with an ~) should start by placing it face up on the table. The people with the corresponding 
correction card (marked with a i/) and rule card (marked with <D) shou1d then place their cards 
down. If all agree this is correct, place another error card down and continue. 

Note: Matching cards are laid out in corresponding boxes. 
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20 Grammar: Conditional forms 
6 Mix and match 

6a 

~-~---------------------------------------------------------i 
I I 

: 1 If you're going to paint the house yourselves . . . : 
I I 
I I t--------------------------------------------------------------4 I I 
I I 

: 2 If I missed the bus . . . : 
I I 
I I ·--------------------------------------------------------------4 I 
I 

: 3 If they hadn't stayed up so late last night ... 
I 
I 

·--------------------------------------------------------------· I I 
I I 

: 4 If you really are having that much trouble sleeping . . . : 
I I 
I I 

·--------------------------------------------------------------· I I 
I I 

: 5 If they want this by the end of the day. .. : 
I I 
I I 

·--------------------------------------------------------------· I I 
I I 

: 6 If she were a little more relaxed .. . : 
I I 
I I 

·--------------------------------------------------------------· I I 
I I 

: a ... then she could have won the game. : 
I I 
I I 

·--------------------------------------------------------------· I 
I 

: b ... then you should see a doctor. 
I 
I 

I 
I 
I 
I 
I 
I 

·--------------------------------------------------------------· I 
I 

: c .. . then you're going to save a lot of money. 
I 
I 

I 
I 
I 
I 
I 
I 

·--------------------------------------------------------------· I I 
I I 

: d ... they would be able to concentrate. : 
I I 
I I 

·--------------------------------------------------------------4 I I 
I I 

: e ... I just walked and arrived late to work. : 
I I 
I I 

·--------------------------------------------------------------· I I 
I I 

: f .. . they're dreaming. : 
I I 
I I 

·--------------------------------------------------------------~ 
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24 Discourse analysis 
1 A professional development session 

1a 

Appendix 

r-~----------------------- ----------------------------------------------- ------------------------ --~ 
I I 

: A: What's this afternoon's professional development session about? : 
I I 
I I 

·-----------------------------------------------------------------------------------------------------· I I 
I I 

: B: No idea what it is. : 
I I 
I I 

·-----------------------------------------------------------------------------------------------------· ' ' : A: Isn't it on the noticeboard over there? On the list. 
' I 

~---------------------------------------------------------------------------------------- - ------------· I 
I 

: B: Where? Oh, you mean the blue one. 
I 
I 

·-----------------------------------------------------------------------------------------------------· I I 
I I 

: A: Does it say what it is? : 
I I 
I I 

·-----------------------------------------------------------------------------------------------------· I I 
I I 

: B: Oh no. It says it's discourse analysis. : 
I I 
I I ·-----------------------------------------------------------------------------------------------------4 I I 
I I l A: Right, discourse analysis. That's that thing about sentences or something . . . : 
I I ·-----------------------------------------------------------------------------------------------------1 I I 
I I 

: B: You don't know what it is, do you? : 
: I 

·-----------------------------------------------------------------------------------------------------· I I 

I : 

: A: Well ... OK, no, actually I don·t. : 
: I 

·-----------------------------------------------------------------------------------------------------· I I 
I I 

: 8: Don't worry. I don't either. : 
: I 

:----------------------------------- ------------- ------------------------------ -----------------------~ 
' : : A: Well, that's all right then! : 
: I 

·-----------------------------------------------------------------------------------------------------~ I I 
I I 

: B: I think it's something to do with connected language. : 
: I 

·-----------------------------------------------------------------------------------------------------~ I I 
I I 

: A: How do you know that? : 
I I 

~-----------------------------------------------------------------------------------------------------~ I I 
I I 

: B: I think I must have read it somewhere. : 
I I 

~--------------------------------------- --------------------------------------------------------------~ I I 

! A: Pass me the pen - I'm going to sign up. ! 
I I 

~-----------------------------------------------------------------------------------------------------~ 
I I 
I I 

: B: Could you put my name down too? : 
I I 

~-----------------------------------------------------------------------------------------------------~ I I 
I • I 

: A: Sure. I think I need to go to this. : 
I I 

~-----------------------------------------------------------------------------------------------------~ I I 
I I 

: B: By the sound of it, we both do. : 
I I 

!-----------------------------------------------------------------------------------------------------· 
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Appendix 

22 Grammar: The noun phrase 
2 The composition of a noun phrase 

2b 
.-g.c;---·--------·--------·--------·--------·----------·--------· I I I t I I t J 
I I I I I t I t 
I h I I I I 1 I I 

: t e : the : who : road : down : woman : lives : 
I t I I I I I I 
I I I I I I t I 

~--------·--------· --------·--------·--------· ----------·--------· 

r•g.c;••••---------•-------------•••••••••••··------•--------•-------------••••••---• I I I I i I t t I 
I I I I t I I t t 

: 1-tt : scJ,...ool : i-tLte.">lsive. : P.">l : C01Arse. : li\.i~ : cl\.e.-.is~ : er~ : 
I I I I I I I I t 
I I I I I f 1 I I 
I I 1 I I I I I I 

·--------·---------·-------------·--------·---------·--------·-------------·--------· 
~-g.c:--------~----- ----~--------;-------- ---~ --------~ 
~ I I I I I 

: computer : brand : new : desktop : your : I I I I . I I 
I 
I 

~-g.c:------;--------~--------~--------1--------; ---------- ;-- ----------r - -------~ 
f I I I I I I I 
I I I I I I B . I I I : Gardens : clock : floral : the : the : otamc : revo ving : in 

J I I I 
I I I I 

~-----------·------ --·--- ----- ·--------·-- ------·----------·------------·--------4 

3 Noun phrases working together 

3a 

~-g.c:--------------- ---- ----- --- - --------- ----- - - -~--------------------------------------------------~ 
: 1 She walked unwillingly along : a upset the opposing players : 
I I I 

·--------------------------------------------------·--------------------------------------------------· I I I 

: 2 Children and pregnant women can develop : b the dusty road that led to the farm : 
I I I 

·--------------------------------------------------·--------------------------------------------------· I I I 

: 3 The mild liquid contains a truly effective : c consumer demand for high-priced : 
I I I 

anti-bacterial : electronic goods : 
I I I 

·--------------------------------------------------·--------------------------------------------------· I I I 

: 4 The team's delaying tactics : d iron-deficient anemia : 
I I I 

·--------------------------------------------------·------------------------------ --------------------· I I I 

: 5 Researchers have noted a significant : e agent that works on the stain and not on : 
I I I 

: decrease in the fabric : 
I I I 

·--------------------------------------------------·--------------------------------------------------· 
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Reading & reaction 
Here is an approach to reading and note taking that helps provide a more meaningful focus. This approach aims to make 
background reading more purposeful, as well as activating critical thinking skills and encouraging aetive reflection. It also opens 
a one·to-one dialogue between you and your trainer. 

Next time you do some background reading, try out this approach: Read and make notes on the content. At the same time. 
write down your comments or questions about what you've read in a column on the right hand side of the notes. The notes 
together with the reactions can then be handed in to your trainer who can provide feedback. Your trainer will not comment on 
how you take notes, so you should feel free to adopt your own style. 
Here is an example: 

Do learners need a coursebook? 

Proponents of the coursebook argue that it is the most convenient form of presenting materials, it helps to achieve 
consistency and continuation. It gives learners a sense of system, cohesion and progress, and it helps teachers prepare 
and the learner revise. Opponents counter that a coursebook is inevitably superficial and reductionist in its coverage 
of language points and in its provision of language experience, it cannot cater for the diverse needs of all its users, it 
imposes uniformity of syllabus and approach, and it removes initiative and power from teachers (see Allwright 1981; 
O'Neil 1982; Littlejohn 1992; Hutchinson and Torres 1994). 

Should materials be learning or acquisition focused? 

Despite the theories of researchers such as Krashen (1982, 1988) who advocate the implicit acquisition oflanguage 
from comprehensible input, most language textbooks aim at explicit learning of language plus practice. The main 
exceptions arc materials developed in the 1980s which aim at facilitating informal acquisition of communicative 
competence through communication activities such as discussions, projcas, games, simulations and drama (e.g. 
Maley et al. 1980; Maley and Moulding 1981; Frank et a/. 1982; Porter Ladousse 1983; Klippel 1984). These 
activities were popular but treated as supplementary materials in addition to coursebooks, which still focused on the 
explicit learning of discrete features of the language. 

The debate about the relative merirs of conscious learning and subconscious acquisition continues (R Ellis 1999), 
with some peopJe advocating a strong focus on language experience through a task-based or text-based approach 
(e.g. J. Willis 1996) and some advocating experience plus language awareness activities (e.g. Tomlinson 1994); 
however, most coursebooks still follow an approach which adds communication activities co a base of form-focused 
instruction (e.g. Soars and Soars 1996; Hutchinson 1997). The experiential advocates argue that lea.rners need to 
be exposed co the reality of language use and can be morivared by the sense of achievement and involvement which 
can be gained from communicating in a language whilst learning it. The counter-argument is that learners can gain 
confidence and a sense of progress from focusing on a systematic series of discrete features of the language. 

Tomlinson, B. 2001 . 'Materials development'. In 1he Cambridge Guide to TMChing English to Speaitm of Other Langwga R. Carter & 0. Nunan (eds.) 

Notes Reactions 

Need coursebook? 
In favour: system, cohesion & progress for Ss Also Ss like to have a coursebook 
Against: superficial - doesn't cater to Ss' need -+ uniformity of Do Ts always want.initiative? 
approach so no T initiative 
Materials - for learning or acquisition? 
Most cbs focus on teaming - some supplementary material on Why is this the case? 
acquisition 
Language experience (i.e. acquisition) = task-based 
Most books are form-focused with communication activities added Are they? Note to self: look at some 

coursebooks and decide which use 
this approach 
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Appendix 

28 World Englishes 
4a 

--~---------------------------------------------,------------------------------------------------~--

Role card A 
Imagine that you support the linguistic 
imperialism argument. Re-read the ideas 
in the text and think of one or two more 
examples. 

I 
I 
I 
I 
I 

Role card B 
Imagine that you support the pragmatic use 
argument. Re-read the ideas in the text and 
think of one or two more examples. 

._. ______________________________ ..... :._. ________________________________ .. 
I 
I 

---------------------------------------------------~-- -- -----------------------------------------------

29 Course design 
2a 
r-~-------------------------------------------------------------------------------------------------~ 
: 1 A decision is made on how to sequence the content of the course. : 
I I 

·------------------------------------------------------------------------------------------------------· ' ' : 2 The aims and objectives of the course are determined. : 
I I 

·------------------------------------------------------------------------------------------------------· I I 

: 3 The teacher conducts a thorough needs analysis with learners who will follow the : 
I I 

: programme. : 
I I 

·------------------------------------------------------------------------------------------------------· I I 

: 4 The course programme is written up as a formal document to be given to learners. : 
I I 

·------------------------------------------------------------------------------------------------------· I I 

: 5 The teacher writes a course rationale. : 
I I 

·------------------------------------------------------------------------------------------------------· I 

: 6 The teacher decides which kind of syllabus framework will best meet the needs of the 
I 

learners. 
I 

' ' I 
' I 
I 
I 

·------------------------------------------------------------------------------------------------------· I I 

: 7 The teacher consults with different stakeholders other than the learners who will be involved : 
I I 

: in the programme. : 
I I 

·------------------------------------------------------------------------------------------------------· I I 

: 8 Suitable teaching materials are found or created. : 
I I 

·------------------------------------------------------------------------------------------------------· I I 

: 9 The teacher decides on the course content. : 
I I 

·------------------------------------------------------------------------------------------------------· ' ' : 10 The teacher begins to deliver the course. : 
~-----------------••••-----------------------------------·--------------------------------------·------a 
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