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Syllabus & Schedule

Section 1: Syllabus
Graduate School of Education
Young Learners’ Materials Use & Lesson Planning
Instructor: James Brawn

email: jbrawn67@gmail.com

The general purpose of this course is to provide teachers with insight into the tasksequencing and material design and development for young learners. Some of the topics we
will discus this semester are:
 The features of good materials
 Characteristics of young learners
 Task sequencing and materials especially in terms of productive and receptive skill
lesson planning frameworks
 Appropriateness of grammar instruction with young learners
 Active learning cycle
 Student learning objectives
We will be using a course packet available at 참글
Grading and assessments:
30% Attendance (10%) and active participation in class activities (20%)
20% Homework on readings
25% Lesson Plan & Materials I
25% Lesson Plan & Materials 2

HUFS grading scale:
A+ = 95-100%
AO = 90-94%
B+=85-89%
BO = 30-84%
C+ = 75=79%
CO = 70-74%
F = 69% or less

Weekly Plan
This weekly plan is a tentative plan. It will act as a flexible guideline for the classes throughout the
semester and may not be followed exactly. The lecturer will decide what to cover according to the
participants’ needs, their understanding of the contents, and overall progress.

Week/Date

Readings

Week 1
Week 2
Week 3
Week 4
Week 5
Week 6
Week 7

Tomlinson's Introduction
Halliwell Working with
Young Learners
Paul’s Learner Centered
Classes
Fadil’s Defining learning
objectives for ELT
EIF framework & Ch 4 of
Kurzweil & Scholl
Halliwell Working with and
without course books

Week 8
Week 9

Ellis’s Place of Grammar
Instruction in the L2
Curriculum

Week 10

Grellet’s Developing Reading
Skills

Week 11

PDP framework material

Week 12
Week 13
Week 14
Week 15
Week 16

In class activities/Assignments
Introduction of students, lecturer and
course, Life Map
Discussion/Lecture about reading
Discussion/Lecture about reading
Sample Lesson #1 w/ processing &
Lecture: Intro to SLOs
Workshop: Creating SLOs &
Discussion/Lecture on lesson
planning for productive skills
Sample Lesson #2 w/ processing &
Introduce Mid-Semester Project
Workshop: Applying SARS &
creating materials for productive skill
lessons
Review of EIF & continuation of
SARS and material creation
Team Meeting & Conferencing:
Check participant lesson plans and
materials and give feedback
Lesson Plan & Materials 1 Due
Read-on-Read Lesson,
discussion/lecture on reading
Discussion/lecture of PDP
framework Workshop: Lesson
planning and material development
for receptive skill lessons
Sample Lesson #3 w/ processing
Sample Lesson #4 w/ processing
Discussion/lecture of reading
Workshop: Evaluating Materials
Team Meeting & Conferencing:
Check participant lesson plans and
materials and give feedback
Review of key concepts
Lesson Plan & Materials 2 Due
Course Evaluation/Survey

Section 2
Assessment & Assignments

Attendance [10%] & Participation [20%] (30%)
Attendance is mandatory. Participants who arrive to class 10 minutes or more after the
start of class will be considered late. Participants who are late 3 times will receive 1
absence. Any participant who misses ¼ or more of all class meetings WILL receive
an F in the course. More important than attendance is participation. I expect
participants to be active in class discussions and to complete all oral and written
assignments BY THE DUE DATE. If assignments are handed in late without prior
permission from the instructor, 10% for each late day will be deducted from the
grade. Finally, participants in this course will have several opportunities to apply the skills
learned in lectures, discussions and workshops by engaging in various “in-class” activities
and projects.
Homework on readings (20%)
It is essential to be prepared for each class by completing the required readings. This will
provide you with the background knowledge on the topic and allow you to participate
actively in the class discussion. In order to ensure that you have read the required readings
for class, you will be expected to do a short homework assignment for the reading. This
homework assignment involves answering the guiding reading questions presented at the
beginning of each reading. These homework assignments are to be submitted at the
beginning of class. Late submissions will NOT be accepted.
Lesson Plan & Material 1 & 2 (25% each)
These two assignments are critical to success in this course. Participants will be expected to
write a student learning objective (SLO), design a lesson plan to achieve the SLO, and select,
adapt, and/or supplement the materials that the Ss will need to complete the lesson
successfully.
Lesson Plan & Material 1
1. Create a student learning objective (SLO) for a Speaking lesson.
2. Create a lesson plan following the E-I-F framework using the given template
3. Label the stages in the lesson E-I-F
4. Include interaction for each step in the lesson (T-S, S, Ss-Ss, etc.)
5. Provide a purpose or a rationale for each step in the lesson
6. Select, adapt and/or supplement the necessary materials to be used in the lesson
7. Label your materials so that they match the steps in your lesson plan
Lesson Plan & Material 2
1. Create a student learning objective (SLO) for a receptive skill lesson.
2. Create a lesson plan following the P-D-P framework using the given template
3. Label the stages in the lesson P-D-P
4. Include interaction for each step in the lesson (T-S, S, Ss-Ss, etc.)
5. Provide a purpose or a rationale for each step in the lesson
6. Select, adapt and/or supplement the necessary materials to be used in the lesson
7. Label your materials so that they match the steps in your lesson plan
NB: Please place your lesson plan and materials in a folder or envelope with
your name and class clearly labeled.

Section 3
Sample Lessons
Part 1: Productive Skill
Framework: Speaking

1

Section 3: Lesson Plan Frameworks & Sample Lesson Plans
Sample Lesson 1 - Comparatives 1 (Middle School 2nd Year)
Name: _______

___________

Date:

_____________________

Teaching time: _45 min_

Action points – (These are the suggested techniques/ideas to try in your next practice teaching. See trainer’s observation notes from your last
practice teaching session and copy the action points here)

1. Include materials to keep Ss interest on the lesson.
2. Include an activity which has an ‘authentic purpose’ in using the TL.
1.




What are you teaching?
Language points – Comparative statements and questions (“X is ____er than Y” / “Is X ____er than Y?”)
Language skills – speaking & grammar (some reading)
Cultural Aspects – N/A (unless words like fat and ugly comes up, then T may want to discuss the appropriateness of that term)

2. What are your Student Learning Objectives for the lesson? (These should be specific and describe observable student behaviors, which you
will be able to see in class.)
By the end of the lesson, SWBAT:
make statements about and ask basic questions using comparatives (i.e. “x is taller than y” and “is x taller than y?”) by conducting a class survey
about famous people.
3. When/How in the lesson will I check students’ progress toward the above Learning Objectives? What behaviors/activities will show me
whether they have mastered the material? Ss understanding of meaning will be assessed through the puzzle, form will be introduced as a pattern
that Ss will first manipulate in a controlled manner, as Ss gain confidence more authentic tasks will allow Ss to internalize and use the TL.
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
Most students will be familiar with adjectives used to describe people, such as big, small, tall short, etc...
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
Using adjectives to compare two things may be completely new language for some Ss.
c. How will you avoid and/or address these problem areas in your lesson?
I will provide lower level Ss with opportunities for peer learning; for example new learners will have a chance to model their language use after
the more experienced students.

2

T = teacher
Q&A = question and answer
S = student
PPT = PowerPoint
Ss = students
WB = white board
TL = target language
SL = sample lesson
N/A = not applicable
NB = take special not of
i.e. = that is
e/o = each other
e.g. = for example
Steps

1

2

3

Stage

Time

1

SWBAT = students will be able to
VAKT = visual, auditory, kinesthetic, tactile
CCQ = comprehension check questions
FMU = form, meaning, use
SLO = student learning objective
w/ = with
b/c = because

Procedures/StepsThese need to be written in the perspective f what the
students do

1. Hang pictures of famous Korean music, film, TV
and sports stars on walls around classroom
2. Greet Ss, introduce my name, smile, make eye
contact, ask a few questions: Who is that? Do
you like him/her? What is she/he famous for?
Who’s your favorite singer?
3. Introduce topic: Today we are going to talk about
people? Do you like to talk about people? Do like
비? Do you like Ivy?
7 REVIEW / BRAINSTORM
1. pics of tall, old pretty – elicit vocab from Ss,
write list on whiteboard (If Ss give non-adj. write
on WB in different column);
2. Ss in pairs create longer list
3. if not on their list, add good, beautiful, intelligent,
bad…
5 PUZZLE GAME
1. Logic puzzle on PPT and handouts. Small
groups / pairs to discover names of the people in
the picture based on clues:
a. Cindy is taller than Alice.
b. Jane is taller than Cindy.
c. Mary is older than Alice.
d. Jane is happier than Alice.
e. Cindy is more intelligent than Jane.
f. Mary is prettier than Cindy.
g. Cindy is older than Jane.;
2. feedback: elicit names (include a kinesthetic
component such as placing names on WB)

Interaction

T-Ss

Activity Purpose/Rationale






T-Ss
S-S
(T-Ss)

T-S
S-S
T-Ss

Activate Schema
Establish rapport, friendly
atmosphere.
Get Ss used to English and my voice
/ pronunciation.
Intro of topic

 Model task
 Activate Ss background knowledge,
find out what Ss know, get an idea of
Ss level.
 Validate Ss participation and build
confidence in the topic
 Ss first exposure to target language
 Discovery method – Ss see the
meaning of target language in a
context, work out the rules from the
examples.
 Student motivation / interest – Ss are
initially focused on a meaningful task,
NOT the language.
 VAKT is used to help Ss with
various learning modalities
 Silent period provided to give Ss
time to get comfortable with new form
3

3. elicit/give Ss structure: A is ____ than B
4. model use of the support language
5. erase / take away clues – drill: Ss make 3
sentences
6. Ss pass monkey and share their sentences
4

5

6

7

5 Next Chunk – Q Form
1. Introduce/Elicit the questions form (assuming
that some Ss are already familiar with this form):
Is A _____ than B?
2. Use picture to drill: Have Ss make three Qs and
ask them to each other – Ss then ask Qs to T
3. Picture as prompt and WB as support when pairs
practice Q and A

T-Ss
S-S
S-T

4 CHECKING FORM
1. T models chart on WB…check rules by asking Ss
CCQs
2. Ss complete chart on handout
3. T monitors, checks answers
Optional:
4. Have Ss write answers on WB
5 LESS CONTROLLED PRACTICE

Ss
T-Ss

8-10

1. Show pictures/elicit names of famous Korean pop
singers/movie/sports stars and write on WB
2. model activity: T / T-Ss / Ss-T / Ss-Ss
A: Is A _____ than B?
B: Yes, A is ___ than B // No, A isn’t ____ than
B.
3. Ss practice asking and answering using pictures
prompt or WB to scaffold task. TL support is
provide as a gapped dialog. T can remove TL
support to check if Ss have internalized
SURVEY
1. Remove TL support
2. Handout survey sheet
3. Ss write 3 to 5 Qs about famous Koreans









T-Ss,



S-S



T-Ss
S-S
S-S
T-Ss




Listening before speaking
Values Ss as experts;
Encourage Ss to participate in
meaning making by providing
learning materials.
Another chance to practice TL.
Silent period provided to give Ss
time to get comfortable with new
form
Ss are given a chance to clarify the
written form;
Visual/Tactile/Kinesthetic learners
accommodated.

Ss are given a chance to practice in
a less controlled exercise;
Increase Ss interest by using
relevant material.

Students are able to be active in
their own learning;
The activity provides an authentic
purpose in using the TL: to find out
4

4. T models task with Ss
5. Ss mingle with classmates and ask Qs and record
As (T can have Ss form two lines, if it seems Ss
aren’t mingling. Have the two lines face each
other and have lines move in opposite directions
to change partners)
6. If time T models how Ss can report findings:
Gina thinks BoA is more beautiful than Ivy.

about the opinions of other
classmates.

A is ___ than B .

Sample Lesson 1
Let’s Talk about People

Jane

A: Is A

Alice

Cindy

Mary

___ than B ?
B: Yes, A is ___ than B .
No, B is ___ than A . // No, A isn’t ___ than B .

Is Bi better than SG Wanna Be?
No, Bi isn’t better than SG Wanna Be.
A: Is A

____ than B ?

B: Yes, A is ____ than B .
No, B is ____ than A .
No, A isn’t ____ than B .

Jane

Alice

Cindy

Mary

Additional Materials:
 Laminated pictures of famous Koreans such as singers, actors and sports stars
 Pictures of angel, devil, Einstein and a baby
5

Mary
Cindy

Jane
Alice

6

7

Who is who?
Cindy is taller than Alice.
Jane is taller than Cindy.
Mary is older than Alice.
Jane is happier than Alice.
Cindy is more intelligent than Jane.
Mary is prettier than Cindy.
Cindy is older than Jane.

8

Where do these go?
Tall, happy, intelligent, pretty, old, interesting, beautiful, cute, big, young

+er

- y + ier

Special: Good – better; bad – worse.

more

Survey
Write questions about famous people, ask your classmates and write their answers.
Question

Name & Answer

Names & Answer

Name & Answer

Names & Answer

Sample Lesson 2 – Comparatives 2
Name:

_____________

Date:

/

/

Teaching time: ______________

Action points – (These are the suggested techniques/ideas to try in your next practice teaching. See trainer’s observation notes from your last
practice teaching session and copy the action points here)

1. Giving Ss lots of time to practice with each other.
2. Teach a small part and then add gradually to it.
1. What are you teaching?





Language points – review comparative form from SL 1, confirm use of more/less & who/which, introduce Q-form: “Which/who is more/less
______, A or B?” and introduce how to express agreement and disagreement: I agree/I disagree.
Language skills – speaking & grammar
Cultural Aspects – comparing the qualities of two things – agreeing or disagree w/ opinion

2. What are your Student Learning Objectives for the lesson? (These should be specific and describe observable student behaviors, which you
will be able to see in class.)
By the end of the lesson, SWBAT:
Show the ability to ask and answer each other’s Qs comparing two things or people (using: “Which/Who is ________, A or B?” and answering:
“A/B is___” “I agree/I disagree.” by playing the game ‘Consent.’
3. When/How in the lesson will I check students’ progress toward the above Learning Objectives? What behaviors/activities will show me
whether they have mastered the material?
Ss will play a game where they fill in the appropriate adjectives and people creatively as T monitors.
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
How to ask each other the Q: “Is A ____er/more/less than B?”
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
Finding errors in the form or meaning of example sentences at the beginning of the lesson.
c. How will you avoid and/or address these problem areas in your lesson?
Encourage Ss to discover the grammar and use their prior knowledge and classmates to learn—this will be a routine I set up for them.

Steps

Stages

Time:
guess
here

1 E

10

2 E/I

5

3 E/I

5

Procedure/Steps--these need to be written in the perspective of
what the students do
* T reviews the “Is A ____ than B? with objects, pictures or
students in class.
* T teaches intros new stem to question: “Which/who is ____
interesting, A or B?” and elicits “more” or “less” from Ss.
* T reviews some sample sentences with errors for the Ss to
identify with both people and things compared using the new
question.
* T previews p. 130 “Structures 1” and checks Ss understanding
of USE for less/more: T asks focusing Qs: How many sentences
have missing words? Use guiding Qs: How much is the CD
player? How much is the watch?
* T provides scaffolding on PPT or WB
* T models pair work by playing both parts of the dialogue in
“Structures 1”. T models and does controlled group practice (TSs)
* T models the same dialogue with a S (using the watch/CD
player to model MEANING/USE of less/more).
* T has two Ss model the same dialogue (using the pencils).
* T uses CCQs to check to see if Ss understand the task: Is this a
speaking activity or a writing activity? DO you do this alone or
together? Point: Who is your partner?
*Ss practice the dialogue with a partner.
Top of page 125 - “Look and Say II”
* Optional: Ss demonstrate USE for who/which by completing
chart on WB
*T previews task by having Ss look at the pictures. T checks USE
of who/which by asking Ss: When do we use who? When do we
use which? In the first one will we use who/which? Why?
* T models (T-Ss & Ss-T)
* Ss practice the dialogue in pairs: A asks the question using the
language provided and B answers the question.
Optional: For lower level Ss who need more guided practice
 Switch step 3 and 4. Do the bottom of page 125 first so Ss can

Focus
S-S, T-S,
etc.

Activity Purpose

T-Ss
T-Ss/
Ss-T
T-Ss
Ss-T

Ss review grammar point
and add new concept.
Ss access prior
knowledge and
inductive process is
used to discover
grammar.
Ss demonstrate FMU of
TL

T
T-Ss
T-S
S-S

T-Ss
S-S

Ss apply the concept
with limited possibilities
for error but an increased
challenge in pairs.

S practice in a
controlled setting.

4 I

5

5 I

7

practice who alone and then do top of page 125 so Ss can practice
who/which together
Optional (It only focuses on who)
Bottom of page 125 - “Work in Pairs”
* Ss use picture as prompt – Ss brainstorm adjectives and T writes
on WB
* Ss use the Q: “Who is…” and the short answer: “A is….” to the
new dialogue.
* T elicits Korean places and movie stars and the possible
adjectives to describe them (tall, short, thin, fat, rich, good, bad,
intelligent, attractive, famous, talented, respected) make chart on WB:

S-S

The textbook is adapted
to fit Ss learning needs.

Ss-T

Ss prior knowledge is
accessed.
Ss practice in a freer
communicative way.
Scaffolding is provided
to assure that Ss succeed
New language is
introduced and practiced
Ss have opportunity to
personalize their learning

S-S
Korean places


6 F

10

adjectives


Famous Koreans


adjectives


* T scaffolds the dialog by putting the following on the WB:
A: “Which/ Who is _______, A or B?”
B: “A is _____.”
A: “I agree/ disagree”
* In pairs, Ss take turns asking each other Qs about famous
Korean places and people.
NB: For lower level Ss having noun and adj. match in the chart
above can be helpful when they do the less controlled practice
**Consent**
*Make sure all dialog support has been removed from WB and
PPT. Lists of adjectives, names of famous people or places can
stay on the WB
* Put Ss in large circle. Each S receives a slip of paper with five
columns on it. (Ss name, 2 People/2 Things, Adjective, their
answer and score)
* Ss fill in their slip of paper either putting in two people or two
places/things. Ss also write an adjective (in base form) to
compare these items; i.e., “Brad Pitt, 강호동, handsome.” They
must also fill in the “Your answer” section according to their own
answer.
* T guides Ss in filling out the game sheet. T can ask: What your
name? Where will you write it? For the second column T can ask:
What are you writing in the third column? How many

S-S

Ss are checked on their
mastery of the objective
individually.
Ss personalize the
material by asking e/o
questions about
classmates - generating
interest.

people/things will you write down? For the third column T can
ask: What kind of word goes here? What kind of words do we
use to talk about people and things? Can you give me a word
that tells me about a person or thing? For the fourth column T
can ask: What will you write here? Are you writing what you
think or what your classmates think? For the fifth column you
can ask: How do you get a point?
* Ss make questions based on what they have written on their
strips:
A: “Which is _____er A or B?” or “Who is better, A or B?”
B: “A is…...”
A: I agree/ disagree.
* Ss ask the person to their right. If their answers are the same,
they must answer “I agree” and give themselves a point. If the
answers are different, the student must answer “I disagree” and
cannot get a point.
* Ss pass the slips to the person to the right until the original slip
of paper returns.
* T monitors the game as Ss play listening for fluency.

Queen
Elizabeth

Lee Myung Park

Comparative Lesson

Lee HyoRi

Baby

China

Han GaIn

Mabbakie

South
Korea

Albert Einstein

Princess Fiona

Brad Pitt

David Beckham

Salad

Sam kyeob sal
Shrek

•
•
•
•
•

Brad Pitt is handsomer than Shrek.
Mabbakie is more smarter than Albert
Einstein.
Queen Elizabeth is more old than Lee
HyoRi.
Soccer is more good than tennis.
Han GaIn is more beautifuler than
Princess Fiona.

Mini Me

A: Which is ___, A or B?
B: (A)/(B) is _____than_____.
A: Which is ___, A or B?
B: (A)/(B) is _____than_____.

A: Who is ___, A or B?
B: (A)/(B) is _____than ____.

• A: Who/Which is _______, A or B?
• B: (A)/(B) is ______than______.

Your Name

2 people

Describing Word

Your answer

score

Your Name

2 things

Describing Word

Your answer

score

• A: I agree/I disagree.

False Sentences

Fix these sentences:
1. Brad Pitt is handsomer than Shrek.
2. Angelina Jolie is more beautifuler than Princess Fiona.
3. Donkey is more smarter than Albert Einstein.
4. Albert Einstein is more old than Brad Pitt.
5. Soccer is more good than tennis.

Fix these sentences:
1. Brad Pitt is handsomer than Shrek.
2. Angelina Jolie is more beautifuler than Princess Fiona.
3. Donkey is more smarter than Albert Einstein.
4. Albert Einstein is more old than Brad Pitt.
5. Soccer is more good than tennis.

Which is more
interesting, Harry
Potter or Lord of the
Rings?

Lord of the Rings is
more interesting
than Harry Potter.

From Doosan 2 Middle
School Textbook.

Consent Game Sheet: Cut this into strips. Each Ss gets one strip.

Your Name

2 people

Describing Words

Your answer

score

Your Name

2 things

Describing Words

Your answer

score

Your Name

2 people

Describing Words

Your answer

score

Your Name

2 things

Describing Words

Your answer

score

Your Name

2 people

Describing Words

Your answer

score

SARS Chart for Comparatives 2

What
Select

Adapt

Reject

Supplement

Why

GRAMMAR LESSON #3—PRESENT PERFECT
Time: 60 minutes

Level: intermediate

Age: High School and Adult

Action points from previous practice teaching: (from your trainers)
1. Elicit from students
2. Modeling the different activities twice-> teacher-student, student-student
1. What are you teaching? (You don't need to teach all in one lesson)
Linguistic items-past tense vs. present perfect
Language skills- speaking & grammar (some listening, writing, reading)
2. What do you want the Ss to be able to do with the new material that they couldn’t do before the lesson? (Learning objective) By the
end of the lesson, SWBAT:
Use present perfect and simple past to ask questions and make statements about their past experiences e.g. (A: Have you
ever ______ ? B: Yes, I have. // No, I haven’t A: What/When/Who did you _____? B: I _____) by doing a class
interview activity where they compare experiences
FORM: subject + have + past participle, commonly contracted
MEANING: past is for specific time and present perfect is for unspecified time
USE: Pres perf is frequently used with ever in Qs and never in answers and past is used with specific times
3. How will I know when and if the Ss have learned the material (have achieved the learning objective)? Ss will write the rules for
the differences between the present perfect and past and then use the correct form in a game of “Talkopoly” and then in the
survey
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
The vocabulary used in the activities and the forms of both verb tenses
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
Coming up with the rule instead of being given the rule & when to use the two different verb tenses in the different
situations
c. How will you avoid and/or address these problem areas in your lesson?

giving lots of opportunities to discover the rules through inductive-based activities/examples, working in pairs so Ss can learn
from each other and writing the rule on the board once they create it and encouraging Ss to rephrase/write
Steps

Stages
EIF

Time:
guess
here

Procedure/Steps--these need to be written in the perspective of
what the students do

Focus
S-S, T-S,
etc.

Activity Purpose
FMU

1.

3

*Greets Ss and establish context of use by showing some
pictures, such as a beach, Paris, Harry Potter and a poster from a
recent movie.
*Ask Ss: Have you ever….? If Ss answer yes, as Qs like: What
did you do there? Who did you go with?

1. Activate Schema, 2.
Establish context of use, 3.
Check meaning of target
forms, 4. Build rapport, 5.
Generate interest 6.
Listening before speaking

2.

5

*Warm-up competition: Card Attack; each team gets a pile of
verbs in base form and they need to write the simple past and
past participle on the chart.

3.

3

*Human sentences: Pass out cards to individuals and have them
make a line at the front of class.
*Ask their classmates to help them get into the correct order

4.

8

*Scrambled sentences (each group gets a bag of scrambled
sentences):
*Ss figure out and write rule for statements “subject + have/has
+ (never) + past participle”
*Ss figure out and write rule for question (stations) ”have/has +
subject + (ever)+ past participle”

1. Initial assessment 2.
Checking to see if Ss are
ready to acquire the TL
being taught 3. Competition
for motivation 4. Learning
styles T&K 5. Form
check .6 Group work puts
Ss at ease 7. Opportunities
for peer learning and
teaching
1. Learning styles VKT 2.
Models upcoming task 3.
Form check 4. Safe and
comfortable environment to
put Ss at ease 5. permits
silent period
1. Guided discover activity
2. Materials facilitate learner
investment and discovery 3.
Opportunities for peer
learning 4. Learners’ attn is
drawn to significant features

5.

5

*Ss write three statement and three questions using the rules they
have discovered.
*T models: I have been to Thailand. Have you ever been to
Thailand?
*Ss check their work in pairs, then play pass the monkey.

6

6

* Ss do the Find Someone Who activity forming Qs and As
following rule to show ability to use Present Perfect.
*S create their own statement and question and answer—
demonstrate understanding of rules

7.

5

*Ss do handout where they compare past and present perfect—
Ss are asked what words go along with past (time markers).
*Ss make and write a rule about the difference in meaning & use
between the two tenses
*Ss share with a partner on why they chose that tense

8.

8

Ss play “Talkopoly” in which they use both rules with some
support language/and rule posted on WB

9.

12

*Remove TL support (have Ss turn over worksheets, etc.)
*Put Ss into two groups (A and B)
*Ss write on a slip of paper a country they have been to.
*T mixes together group A countries in one hat and group B
countries in another hat
*Group B draws slips of papers of group A
*T tells Group B they are travel reporters trying to research a

of TL 5. Permits silent
period
1. Controlled practice
activity 2. Ss affective
attitudes are accounted for
by allowing Ss to choose
who will participate in the
task 3. Learning styles
accommodated: VKT
1. Less controlled practice
2. Personalization of the TL
3. Learning styles: K 4.
Practice will help Ss
develop confidence 5.
Communicative purpose
1. Guided discover activity
2. Materials facilitate learner
investment and discovery 3.
Opportunities for peer
learning 4. Learners’ attn is
drawn to significant features
of TL 5. Permits silent
period
1. Controlled practice
activity 2. Ss affective
attitudes are accounted for
with a variety of materials
and activities 3. Learning
styles accommodated: VKT
1. Communicative purpose
2. Opportunity for outcome
feedback 3. Success =
confidence

country. They are to find the person who has been to this country
and ask him/her some questions to find out what their “source”
did in that country.
** This must be done in two groups: B reporters & A country
experts // A: reporters & B: Country experts
**T should explain that they should say “yes” only if they
wrote that country/place name on the slip of paper.
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Card Attack
•
•
•
•

Get into three groups
Each group will get a set of cards
You will only have 5 minutes
Write as many words as you can
– EX: hop – hopped – hopped

• You’ll get 1 point for correct word, and
bonuses for level each level.
• Be careful – Mistakes will cost you a ship

Additional Materials
 Laminated Human Sentence Cards- one statement and one question

Card Attack
Directions: Take turns flipping over a card and filling out the chart. The more boxes on the chart you
complete, the more points you will earn. The team with the most points wins.
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Guiding Questions
1) In each sentence, which words are underlined?

2) What patterns do you see with the underlined words?

_________________________ + ___________________
3) Write a sentence using they + have + eat lunch using this pattern:

4) Can you make a rule for how to form a statement in this verb tense? What is it?

5) Look at the questions. How are they formed?

6) Can you make a rule for how to form a question using this verb tense? What is it?

7) Do you know the name of this verb tense?

Find Someone Who… Interview Game!
Instructions:
1.) Please write out SIX sentences about six different experiences you have had in
the past in the chart below using the present perfect tense.
2.) Interview your friends to find out if they have had the same experience by
asking them questions using the present perfect tense.
3.) You can only ask each person you speak with ONE question.
4.) If your friend has had that experience, you can write their name in the chart.

Your past experience:

Your friend:

PRESENT PERFECT OR SIMPLE PAST
Present Perfect

Simple Past

Have you ever eaten sushi?

Did you eat sushi last week?

Carol and Jo have seen “Lord of the
Rings.”

Carol and Jo saw “Lord of the Rings”
last year.

Has Larry ever been to Canada?

Did Larry go to Canada in 1984?

David has been to the Double Decker
Pub.

David went to the Double Decker Pub
last night.

Kelly and I have lived in Australia.

Kelly and I lived in Australia in 1997.

I have studied Spanish.

I studied Spanish nine years ago.

Guiding Questions:
1) When do the present perfect sentences happen? (past, present, future)

2) When do the past tense sentences happen? (past, present, future)

3) In the simple past tense sentences, what types of words are in bold?

4) Can we make a rule about when we use present perfect tense and when we use
simple past tense?

Sample Lesson Can and Can’t
For Elementary School Ss

Teaching time: _45 min_

Action points – (These are the suggested techniques/ideas to try in your next practice teaching. See trainer’s observation notes from your last
practice teaching session and copy the action points here)

1. Balancing my Ss academic and emotional needs
2. Include activities that engage various learning modalities such as visual, tactile and kinesthetic learners
2. What are you teaching?
 Language skills – speaking & grammar
 Language points – Can and Can’t  Can you ____? Yes, I can _____ or No. I can’t _______. (Key Vocabulary: play baseball, ride a
skateboard, fly an airplane, drive a car, ride a bike,( go) swim(ming), (go) ice skate(ing), do taekwondo, play golf, play basketball, play
soccer, cook(ing), sing(ing), dance(ing), play piano, play guitar)
 Cultural Aspects – N/A
2. What are your Student Learning Objectives for the lesson? (These should be specific and describe observable student behaviors, which you
will be able to see in class.)
By the end of the lesson, SWBAT:
demonstrate their ability to ask and answer questions using: A: Can you _____? B: Yes, I can ____. or B: No, I can’t ______. by doing a
classroom survey. (NB: I usually don’t get to the survey, because it’s the first lesson of a new unit. Lesson ends during the “Go Fish” card
game).
3. When/How in the lesson will I check students’ progress toward the above Learning Objectives? What behaviors/activities will show me
whether they have mastered the material? Ss will show that they understand the meaning of target form before they use the new form. Ss will
play several card games to help them internalize the TL.
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
Most students will know many action verbs and activities such as swimming, riding a bike, and playing soccer
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
Asking and answering questions in full sentences. Remembering to drop the –ing form when using verbs with can/can’t

c. How will you avoid and/or address these problem areas in your lesson?
I will provide all Ss with opportunities to practice the structure. I will model the structure with the whole group before asking them to use it own
their own. I will guide Ss to notice the difference between the structures: He is swimming and He can swim.

Steps

Stages

Interaction

Time

Procedure/Steps--these need to be written in the perspective of what
the students do
1

1

Greet Ss, my name, a few questions, smiles, eye contact
What do you like to do?
Write verbs into key word and non-key word columns or
Optional: Write verbs onto WB and separate into columns
play
do
go (X)
soccer
piano

2

taekwondo
geomdo

T-Ss





run
swim
surf the internet

5 REVIEW / BRAINSTORM
1. Show pictures of actions such as swimming, soccer, etc.. Ask
Ss: What is he/she doing?
2. Make list on WB; (add key words to key word column, add
other verbs to non-key word column)
3. Put Ss in pairs and have Ss create longer list
4. Have Ss share lists and then elicit from group and add to
column on WB
5. If target vocab is not on their lists, show pictures and add
missing actions such as golf, skateboarding, etc…

Activity Purpose

S-S, T-S,
etc.

T-Ss
S-S
Ss-T
(T-Ss)

Establish rapport, friendly
atmosphere.
Get Ss used to English and my
voice / pronunciation.
Review action verbs and the
graphic organizer used the
previous week

 Intro key words & validate Ss
participation when Ss use correct
English even if it is not part of the
target vocabulary
 Activate Ss background
knowledge, find out what Ss
already know, get some idea of Ss
level and who is more advanced
with English.
 Create opportunities for peer
learning

3

4 E/I

10

MATCHING GAME
1. Ss demonstrate that they know action verbs. Use flash cards 1
set of 2 cards for each group
2. Make groups of four.
3. Model the game with two Ss (Cards are face down. Ss turns
over the card and says the actions: He is swimming. Ss turns
over a second card and says the action. If the cards match. Ss
takes card and plays again. If the cards don’t match, turn
moves to next Ss. Game stops when all cards are matched.

3 INTRODUCE TARGET LANGUAGE & CHECK MEANING
1. Put Chart on the WB or PPT
Action/Name
_________
___________ ________

2. Ask Ss question using the target form:
A: Can you ______?
3. Elicit the TL form from Ss after they have answered a series
of Qs & Write TL form for Q on the board
4. Elicit TL for for the answers and write on WB
B: Yes, I can _____. or No, I can’t ______.
5. Model target language. Practice with the group (T-Ss, Ss-T,
Ss-Ss)

T-Ss
S-S

T-Ss
Ss-Ss
S-S

 Key vocabulary is practiced in a
controlled manner. Repetition
increases chance that low level Ss
will learn target vocabulary
 Ss review vocab. in a fun,
kinesthetic and tactile way
 Ss have opportunities to repeat
key vocab and Ss can learn from
peers.
 Element of competition will
increase Ss motivation and create a
safe and comfortable learning
environment
 Listening before speaking
 Ss demonstrate understanding of
TL
 Controlled group practice to
create comfort and safety

5

6

7

3 CHECKING FORM
1. Put correct and incorrect sentences on the WB or PPT
2. Ask Ss to work together to find the correct and incorrect
sentences
3. Ss come to WB or PPT and place an X next to the wrong
sentence and O next to the correct sentences
4. Ask Ss to correct the wrong sentences first in groups then on
WB
8
LESS CONTROLLED PRACTICE: CUP, CARD & X-O GAME
1. T explains the directions, models and CCQs the directions
before passing out material. Possible CCQs: Does the X mean
he can or he can _____? What does the O mean? Does A or
B hit the cup? Who hides the Xs and Os in the cup; A or B?
2. Ss play in pairs. Each pair has about ten flash cards face
down on the desk. There are two paper cups. Color the
bottom of inside black, on the bottom of the outside write an
X o one cup and write an O on the other. “A” flips over a
card and asks: Can he/she/ _____? “B” flips over one of the
two cups and answers based on the outcome (0=yes, X=no)
3. Support language is still on WB (note pronoun change)
A: Can he/she ______?
B: Yes, he/she can _____. or No, he/she can’t ______.
4. T monitors, encouraging Ss to answer in complete sentences.
5. Ss stop when all the flash cards have been turned over
12
CAN CAN’T GO FISH GAME
1. Explain directions, model, and CCQ
2. Put Ss into groups of four and gives them about 32 flash
cards. Have Ss start with about 5 cards each. Ss are trying to
match cards that they have in their hand. Ss will ask the other
Ss: Can you _____? If the other S has the card he will
answer: “Yes, I can _____.” and then give the asking S his or







To avoid Ss being distracted by
the cards, cups, and the
cardboard Xs and Os



Kinesthetic and tactile
components to help Ss with
various learning styles



Practice is made fun by
introducing game like elements
that give Ss autonomy.



Students are able to be active in
their own learning
Ss academic and emotional
needs are meet b/c T provides a
fun and active educational
environment.

T-Ss
S-S

T-Ss
Ss-Ss

Clarify form
Provide for peer learning
opportunities
Check answers kinesthetically



8

12

her card. If the S does not have the card then he or she will
answer: “No, I cant _____. Go Fish.” The first S then takes
one card from the deck. Play always passes to the next S
regardless the Q & A sequence.
3. T monitors and encourages Ss to speak in full sentences.
4. Play continues until all the cards are matched. The S that has
the most pairs is the winner.
SURVEY
1. Remove all TL support
2. Ask Ss to copy survey chart into their note books
3. Ss write five actions in the first column
4. Ss ask their classmates using the TL
5. If time have Ss report what they learned

PowerPoint

Can & Can’t Sample Lesson



Ss are given autonomy to use
the TL strategically to win the
game.





Demonstrate SLO
Communicative purpose
Authentic and meaningful
activity

O/X Quiz
• If Yes  O
• If no  X

A penguin can fly. O/X

A dog can swim. O/X

Yuna can’t skate. O/X

Hobby

Stephanie

Ok-bi NaYoung

A chef can cook. O/X

A fish can walk. O/X

Heewon YouJeong

Swim
Cook
buchimgae
Play baseball
Do taekwondo
Play WoW

A: Can you ______?

What questions did I ask you?

Copy this chart in your book
Hobby
Play baseball

Choose and write three hobbies.
Write the names of three friends.
Ask your friends questions about their hobbies.

Fix these sentences if they are wrong:
I can’t swim.
She can cooking ramyun.
He can plays baseball.
She cans do taekwondo.
I can’t played computer games.

B: Yes, I can.
No, I can’t.

A set of flashcards 4 cards of each item. 16 total items. Here is an example of one of the
cards. To make cut, fold, glue and laminate.

Additional Materials: Paper cups, two for each group. Color the bottom on the outside
black. Inside on the bottom make an X or an O.

Bad Sentences
Directions: Read and mark sentences X and O. Fix the bad
sentences.
____ I cant swim.
____ She can cooking ramyun.
____ He can plays basketball.
____ She cans do taekwondo.
____ I can’t played computer games.

Sample Lesson - Locator Prepositions
Teaching time: 50 minutes

Target students: Elementary

1.) What are you teaching?
 Language points – locator prepositions
 Target language: “Where is the (classroom object)?” “It’s (locator preposition) the ~”.
 Skill focus – speaking (Other Language skills – listening, writing and speaking)
 Culture – N/A
2.) What are you Student Learning Objectives for the lesson?
By the end of the lesson, SWBAT:
Demonstrate an ability to ask and answer questions using locator prepositions (on, under, inside, behind, next to, in front of, between)
in the dialog: “Where is the (classroom object)?” and “It’s (locator preposition) the ~” by doing the information gap, ‘Draw the
Missing Items.’
3.) When/How in the lesson will I check students’ progress toward the above Learning Objectives? What behaviors/activities
will show me whether the have mastered the material?
 Ss will be able to follow the teacher’s commands (ex: Put your hands on your head) by acting them out
 Ss will be able to complete the information gap activity by using locator prepositions to get the answers.
 Ss will describe and draw a picture using locator prepositions to explain where the objects are in the picture.
4. Preliminary considerations:
a.) What do students already know in relation to today’s lesson?
 Ss already know basic commands and most of the classroom objects vocabulary presented.
b.) What aspects of the lesson do you anticipate your students might find challenging/difficult?
 Ss might have difficulty describing the picture.
 Ss may not know all the vocabulary words for the objects presented in the information gap and drawing activities.
c.) How will you avoid and/address these problem areas in your lesson?
 I will be clear with my instructions and model the activity for the students to help make it clear to them what to do.
 I will show the objects with the spelling and a picture (legend) on the information gap activity to help students understand what
they are.
 I will elicit the vocabulary words from the students that they already know and teach them the words they don’t know by
showing them pictures of the objects that are used in the drawing activity.
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 I will also practice the pronunciation of these words with students so they know how to say them for the activities.
Time
Framework Procedure/Steps (written in the perspective of what the students
Interaction
Activity Purpose/Reason
do)
S-S,
T-S, etc
5
Set up a comfortable
Greetings and Introduction
T asks Ss some casual Qs (ex: How are you doing today? How’s the
environment and build
weather? Etc)
rapport with the Ss
10
Ss listen and to and watch the teacher.
Ss are introduced to the
The teacher will introduce the locator preposition vocabulary (on,
target language in an
under, behind, inside, next to, in front of, between) by asking Ss:
authentic way.
 Where is the pen?
 Where am I standing?
If Ss don’t know the word, the teacher will say it.
Providing Ss with visual
Teacher puts each new word up on the board.
support of the new words.
Ss are asked what the words mean.
5
Ss practice pronunciation of words (listen and repeat after the
Ss are given an opportunity
teacher)
to practice saying the new
Ss practice sound linking (and write on board):
words and focus on
accuracy.
 next to
 in front of
5-10
Ss stand up and follow teacher’s commands.
Ss are given the opportunity
to practice their
Teacher says:
comprehension of the new
 Put your pen on the desk.
words through a listening
 Put your pen in the desk.
activity.
 Put your pen under the desk.
Kinesthetic learners are
 Put your pen behind your desk.
accessed through a TPR
 Stand in front of your desk.
activity.
 Stand behind your desk.
The game adds a fun element
 Sit on your chair.
to learning and helps to
 Stand between your chair and your desk, etc…
motivate Ss to learn.
Ss play “Please” game, following the teacher’s commands.
NB: The “Please” game works just like Simon Says but you say or
don’t say “Please” instead.
46

5-10

Survey
T asks Ss where several different objects are in the classroom by
asking: “Where is the (classroom item)?”
Ss might not be able to answer in full sentences at this point in the
lesson, so T will elicit or give the correct answer (ex: “Yes, it’s
under the desk”)
After asking about several objects, T elicits language from Ss:
“How did we ask the questions”
“How were the questions answered?”
T writes the TL: “Where is ~?” and “It’s ~ the ~.” on the white
board for Ss to follow.
T asks Ss to write five questions about classroom objects on their
survey paper by using the TL on the board.
After Ss have written their Qs, they must survey other students and
write their answers on their paper.
*Optional: T can make a competitive element by telling Ss that the
first one finished wins a prize.
Information gap activity
TL support is still on the white board from the previous activity
T explains the information gap activity:
 T must stress that it is a “secret” and not to show your
partner.
 T explains that each S has a different picture than their
partner, the ONLY thing that is the same is the desk.
 T explains that Ss must go through the list and find the
missing objects from their list, taking turns and asking each
other “Where is the ~ ?”
 S answers “It’s ~ the ~”
Each S will have a list of pictures of objects that should be on the
picture (pen, person, chair, desk, ruler, book, bag).
Ss cut out the pictures of the objects.
Ss must ask each other questions about the objects that are not in
their picture (ex: “Where is the pen?”) and answer using locator
prepositions to describe where the objects are (ex: “It’s on the

Review what Ss already
know (classroom objects)
and practice the TL in an
authentic way.
Treating Ss as knowers.
Providing Ss with visual
support of the TL.
Provide Ss with a chance to
practice the TL by
integrating writing with
speaking.

Ss are provided with an
activity to practice their
comprehension of the TL
through a speaking activity.
Information gap provides Ss
with a reason to
communicate.

Use of VAKT.
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desk”). Ss paste the objects on the appropriate location.
T models the information gap activity with a S:
1. T: Where is the pen?
2. S: It’s on the desk.
3. T: Where is the bag?
4. S: It’s under the desk.
Ss do the information gap activity in pairs.
Drawing activity
Remove all TL support.
*Ss work in pairs for “drawing activity”:
 One S faces the front of the classroom (so s/he can see the
board with the classroom picture on it), the S other faces the
back of the classroom.
 The S facing the board describes the location of objects in the
picture by using the locator prepositions and the other S
draws the picture.
 Ss check their pictures with the picture on the board.
 Ss switch and do the same activity with another drawing.
Optional Organization:
* Ss work in pairs
 Each groups of Ss will get several pictures of classrooms
 One Ss has the picture, the other Ss has a blank piece of
paper, a book bag, or screen should separate the two Ss
 The Ss with the picture describes what he/she sees, the other
Ss draws
 Ss compare pictures
 Ss switch roles until all the pictures have been described and
drawn

Modeling helps Ss to
understand clearly what they
are supposed to do for the
activity.

Use of VAKT.
Ss use the TL freely on their
own.
Ss demonstrate their
comprehension and mastery
of the TL.
SLO is observed.

This organization is best with
mixed level Ss, especially if
you are worried that some Ss
will finish before the others
are ready to move on.

Currently there are no PowerPoint materials available for this lesson. What supplementary materials would you need to
select, adapt and supplement, if you wanted to teach this lesson? Would you make changes to any of the steps? If so what
would you change and how? If you make a change remember it needs to fit into the proper staging and sequencing of the
lesson.
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Instructions for Info Gap
1) DON’T show your partner your picture…it’s a SECRET! You have
different things in your picture. Only the desk is the same it both
pictures.
CCQS: Can you show your picture to your partner? Are the pictures the
same?
2) Cut out the pictures of the things on the left side of your paper.
CCQS: What are you going to cut out? Can you point?
3) If you don’t have the thing in your picture, ask your partner: “Where is the
~ ?”
CCQ: Do you ask about the things that you see in your picture or the things
you don’t see? Who are you going to ask? What do you say?
4) Paste the picture of the object on the picture where your partner tells you
it is.
5) Take turns with your partner asking and answering about the different
objects and paste all the missing objects on your picture.
6) Compare your picture with your partner when you are done.
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Information Gap - Student A

50

Information Gap - Student B
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Day 1 Mini Lesson: Life Map: What’s made a difference in your life?
Overview: Ss will brainstorm events that have happened in their lives and make a Life Map
Target Language:
Vocabulary
 graduation, to move, be born, attend, learned to, date/go out
with, contest/competition, break up and make a difference.

Expressions
A: What was your most interesting experience? / What was
your most influential experience? / What was you scariest
experience?
B: My most ________ experience was ________.
A: What happened?
B: ____________________

Language Skills:
Writing/Speaking: Ss will create a Life Map and talk about it with their classmates

Student Learning Objectives (SLO):
By the end of the lesson, SWBAT: demonstrate the ability to use key vocabulary in the dialog (A: What was the most ______
experience? B: My most ____ experience was ______. A: What happened? B: ________) by doing a life map interview activity.

Potential Obstacles:
Students having the ability to describe in English important events in their life. T will support Ss by checking Ss background
knowledge and supplying some of the necessary vocabulary. T will also provide Ss with opportunities for peer learning through
brainstorming and sharing activities. Listing and re-listing the the key events in their life will allow them to become familiar with the
vocabulary and will provide a suitable silent period for reluctant speakers.
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Steps

Stages
EIF

1

Time:
guess
here
2

Procedure/Steps--these need to be written in the perspective of
what the students do
1. Greet Ss and write the following Qs on the WB: What’s
made a difference in your life? What’s the most
important event in your life? Let Ss discuss in small
groups. T can model/share an important experience
such has: Coming to Korea has made me more
independent.
2. Elicit experiences and wrote them on the WB –Use two
columns on for key words and another for non-key
words

Focus
S-S, T-S,
etc.

Activity Purpose

T-Ss

1. Establish rapport,
friendly atmosphere.
2. Get Ss used to
English and my voice /
pronunciation.
3. Activate Schema and
intro topic

Slide 1: No slide is necessary; unless T decides to have a title
page showing on screen
2

10-12

BRAINSTORM/ACTIVATE SCHEMA/BUILD
VOCABULARY
1. Put the following words on the PPT: graduation, to
move, be born, attend, learned to, date/go out with,
contest/competition, break up
2. Give one handout with the words used in context to
each group. Have Ss discuss the meaning of the words
in their L1
3. Ask some CCQs such as: What high school did you
graduate from? Have you ever moved? Where do
you move from and to? In what month were you
born? What school are you attending now?
4. Ss will do a vocabulary matching activity. Model task
for Ss by doing the first one.
5. Have Ss check answers with partner
6. Check answers altogether. Hand out several WB
markers and ask Ss to match the vocabulary on the

T-Ss

T-Ss

S
S-S

1. Brainstorm vocabulary
related to important
life events
2. Assess Ss
background
knowledge, find out
what Ss know, get an
idea of Ss level.
3. Validate Ss
participation and build
confidence in the topic
by writing all solicited
words on the WB
4. Model task
5. Create a safe and
comfortable learning
environment thru peer
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WB.
Slides 2≈10:

3

4

5

5

Life Map – Task 1
1. Tell Ss that they are going to make a list of important
life events: Good, bad, interesting, funny, etc…
2. T models by writing some important events on the WB:
Born August 15, new bike, lost parents at state fair,
changed schools, broke leg… Ask Ss to write as
many events as they can remember in 5 minutes. Tell
Ss that if they need help with English to ask their
partners. Put help language on the WB: How do I
say____ in English? Check Ss understanding by
asking CCQs: Are you speaking or writing? Do you
write many things or one thing? What are you
making?
3. Monitor Ss and help Ss find appropriate English words
and phrases
Have Ss share their lists with their partner or in small
groups. Tell Ss if they remember something important to
add it to their list.
Life Map – Task 2
1. Ask Ss to count the number of events on their list. Ask
random Ss: How many events do you have?
2. Ask Ss to put the events in their list in order: first, second,
next, and then… Model task by putting your sample list on
the WB in order. (see PPT)
3. Monitor as Ss do tasks

T-Ss

learning and
collaboration
Check understanding by
using a kinesthetic
activity
1. Model task
2. Provide Ss with
support by leaving
elicited vocab on WB,
and help language so
Ss can ask e/o in
English
3. Peer sharing to make
the task safe and to
promote peer learning

S

S-S

T-Ss
S

1. T models tasks for Ss
and visual represents
what the Ss need to
do so Ss can do task
successfully
2. Silent period is
provided with
opportunity of
repetitive writing tasks
of key events to build
comfort and safety of
54

5

6

10

15

Life Map – Task 3
1. Show Ss a picture or sample of a Life Map (Ps. 20 &21)
to let them know what they will make
2. Model next task on the WB. Draw a winding line from
one side of the WB to the other. Explain to Ss that this
line represents the road of their life.
3. Then draw dots along the line. One dot for each event
on their list. Remind Ss to try to space the dots out
evenly.
4. Next ask Ss to label each dot on their Life Map based
on the events they have put in order on their list. Model
task on the WB with the line and dots you have drawn.
5. Pass out colored pencils and/or crayons and ask Ss to
add simple illustrations of the events they have labeled
on their Life Map. Model task for Ss and show sample
Life Map on PPT.
Monitor Ss to make sure they are on task.
Sharing Life Map
1. After Ss have finished making their life map have Ss
get into groups of three.
2. Put the following Qs on the PPT:
A: What was your most interesting experience? / What
was your most influential experience? / What was you
scariest experience?
B: My most ________ experience was ________.
A: What happened?
B: ____________________
3. Ss take terms showing their life maps and explaining the
events to their partners

T-Ss

language elements
before speaking
1. T models tasks for Ss
and visual represents
what the Ss need to
do so Ss can do task
successfully
2. Ss are allowed to
personalize Life Map
thru the drawing of
pictures

S

S-S

1. T models tasks for Ss
and visual represents
what the Ss need to
do so Ss can do task
successfully
2. Ss are allowed to
personalize Life Map
thru the drawing of
pictures
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Life Map

• What are some important events in
your life?
• What experiences have made a
difference in your life?

• move
• learn to
• date

 I won the ___ . I got a prize.
 I will _____ middle school next year.
 I ______ from high school. Now I’m
going to university.
 I _______ ride a bike from my father.

• attend
• graduate

 I was _______ in August in the year of
the monkey.

• contest

 I ________ with my boyfriend last
week.

• break up

 There’s a girl I want to ______ , but
she keeps saying no.

• be born

 My family and I _____ to a new
apartment last month.

Discuss these words.
What do they mean?

Discuss in Groups
•
•
•
•
•
•

graduate
graduation
to move
be born
attend
learn to

Life Map

•
•
•
•
•
•

date
go out with
contest
competition
break up
break up with

Step One
• Make a list of events
from your life:
–
–
–
–
–
–
–

important
interesting
sad
scary
fun
embarrassing
exciting

•
•
•
•
•
•

camping @ the beach
broke leg
born August 15
moved & changed schools
learned to ride bike
attend kindergarten

Share list with partner.
Add ideas.
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Step Two
• Count the number of your
events
• Make a column of
numbers
• Put events in order: First,
second, next, and
then…

1.
2.
3.
4.
5.
6.

born August 15
learned to ride bike
attend kindergarten
broke leg
moved and changed school
camping @ beach

•camping @ the beach
•broke leg
•born August 15
•moved & changed schools
•learned to ride bike
•attend kindergarten

Step Three

Life Map

• One a sheet o blank
paper draw a single,
wavy line
• Make dots on the wavy
line for each event in your
life.
• Then write the name of
the even next to each dot
• Draw a picture for each
event

Share with a Partner
A: What was your most
_____ experience?
B: My most _______
experience was ____.
A: What happened?
B: ________________.
What was your most
_____ experience?
A: My most _______
experience was ____.
B: What happened?
A: _________________.

 important
 interesting
 sad
 scary
 fun
 embarrassing
 exciting
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Vocabulary in Context
Directions: Look at the sentences below and use them to help your understanding of the key
words and expressions. Discuss what you think the words mean in groups. You may use Korean.
He graduated from Harvard University in 2009.
Her graduation ceremony was really special. President Obama gave the
commencement address.

We are going to move next week.
Her baby was born last month. He’s so cute!

Do you remember learning to ride a bike?

My daughter attends Washington Elementary School. She’s in third grads.

Did you here the news? Gina and Tim are going out with each other!
Really! I though Gina was dating Tim’s brother, Tom.
She was. But she broke up with Tom to date Tim.
Did he win a prize at the speech contest?
He entered the competition, but he didn’t get a prize.
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• move
• learn to
• date

 I won the ___ . I got a prize.
 I will _____ middle school next year.
 I ______ from high school. Now I’m
going to university.
 I _______ ride a bike from my father.

• attend
• graduate

 I was _______ in August in the year of
the monkey.

• contest

 I ________ with my boyfriend last
week.

• break up

 There’s a girl I want to ______ , but
she keeps saying no.

• be born

 My family and I _____ to a new
apartment last month.
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Draw Your Life Map
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Part 2
Receptive Skill Lessons
SLO formula for Receptive Skill Lessons:
By the end of the lesson, SWBAT demonstrate their
understanding/comprehension of the __________
(text/passage/story/dialog/conversation/article/etc.),
_________ (title of text) BY ________________.
Example:
By the end of the lesson, SWBAT demonstrate their
understanding of the conversation, “Problems at the
Airport” BY describing the inferred conclusions about what
each speaker will do.
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LISTENING SAMPLE LESSON 1- PARK LESSON
Name___________________________________

Date_________________________________

Action Points: 1. Use VAKT (Visual, Auditory, Kinesthetic, Tactile)
2. Increase STT (student talk time)
1. What are you teaching?
Key words: pigeon, paper bag, entrance, statue, hoop
Language point needed for Ss to demonstrate SLO: Present Continuous
Language skills: Listening
Culture: N/A
2. What are your student learning objectives for the lesson?

3. When/how in the lesson will I check students’ progress toward the above student learning objective?
When Ss point to and circle the appropriate park-related items while listening to the text; when they identify where misinformation is given about the
original story by raising their hands; when Ss describe the park picture to their partners using the new vocabulary and present continuous, and then
when they are able to describe a different park picture and their own park picture using the key vocabulary and present continuous.
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
Ss already know some park-related vocabulary, basic sentence formation, and the present continuous tense.
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
Understanding the Qs that I ask and want them to ask each other and pronunciation of some new vocabulary words such as “pigeon” and
“statue”.
c. How will you avoid and/or address these problem areas in your lesson?
Write Qs on the board.
Have choral repetition of words.
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Time

Framework

Procedure/Steps

P D P

Interaction

(S-T, T-S)

Activity Purpose

5

1. Introduce the topic "park".
T shows Ss a picture of a park and writes the word "park" on the board.
T asks Ss, "What can you do in a park?"
Ss share in pairs.
T. elicits from group.

T-Ss
T-Ss
S-S
Ss-T

5

2. Show picture of a park and elicit park objects they know using the language:
T. “What's this?" Ss: “A bench.” T writes the words on the board.

T-Ss
Ss-T

3

3. For park objects that Ss do not know, T elicits from other Ss or gives new
vocabulary words: pigeon, paper bag, entrance, statue, hoop

T-Ss
Ss-T

3. To ensure that Ss have the
necessary vocabulary to succeed
at the listening task.

3

4. Listening Task #1: Ss circle all the items they hear as T reads the text.
Ss check with partner using the language S1: "What did you circle?" S2: "I
circled statue, bag, and pigeon. How about you?”

S
S-S

5

5. Listening Task #2: Ss listen to false text read by T. Ss raise their hands and say
“Stop.” when they hear false information.
T. elicits correct information.

4. Ss are given a general listening
task that is safe and manageable.
Use of VAT

Ss-T

5. Ss are given a more specific
task. Ss check answers to make
safe environment. Use of VAKT

3

6. Listening & Reading Task #3: Cloze sheet: T puts up a poster of words that go in
the blanks. Ss work in pairs to fill in the blanks.
Ss listen and check in pairs afterwards.

S-S

6. Integrating reading and
listening skills. On-going
assessment of key vocab.

5

7. Ss review the form of the present continuous and then describe the park story
to a partner using the new vocabulary. S: “Two women are sitting on a bench; one
man is holding a paper bag, etc.”

T-S
S-S

7. Ss build on language they
already learned in previous
lessons; SLO can be observed.

S-S

8.Ss use vocab. & grammar in new
context. Supports post activity

S-S

9. Adds a creative element and
personalization; Ss use and
expand on what was learned.

8

13
50 min.

8. Listening & Speaking Task #4: Ss listen to original text and look at new picture.
T asks Ss to check the differences. Ss compare differences. Ss ask each other:
“What did you circle that was different?” “I circled ___; what about you?” T
elicits.
9. Working in pairs, students draw a picture of their favorite park and describe it
to their partners.

1. To activate schema and
students’ prior knowledge in order
to prepare them for the new
information
2. To elicit Ss’ prior knowledge
Ss are treated as knowers
Ss learn from one another
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PowerPoint
A park

Listening Lesson – “THE PARK”

A: What can you
do in a park?
B: I can walk in a
park.

• Beginner Level Ss  Elementary to
Middle School
• What do Ss already know?
• Ss already know some park-related
vocabulary, basic sentence formation and
present continuous tense.

A pigeon

What do you see?
A: What can you do in a
park?
B: I can ____ in a park.
What can you do in a
park?
A: I can ____ in a park.
What can…?

Pigeons in a park

Which one is a pigeon?
1

Statue of Liberty

2
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1

A hoop and a stick

2

A paper bag

A hoop or a stick?

Yes or No?

1

Hoops or Sticks?

Yes or No?

2

Entrance
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An entrance?

Circle what you hear

Listen for What’s Wrong

Word List

A: What did you circle?

•
•
•
•
•
•
•

B: I circled ________. What about
you?
A: I circled……
B:

Answers
•
•
•
•
•
•
•

Park
Sitting
Pigeon
Looking
Nearby
Paper
Pigeons

•
•
•
•
•
•
•

Bird
Eating
Playing
Hoop
Man
Horse
Two

Review

Hoop
Horse
Two
Park
Sitting
Pigeon
Man

•
•
•
•
•
•
•

Looking
Nearby
Paper
Pigeons
Bird
Eating
Playing

Describe What You See

I
You
He
She
It
We
They
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Draw Your Favorite Park
A: What did you circle?
B: I circled ________. What about
you?

• Do you have a favorite park?
• I do:

A: I circled……
B:

Tell Your partner about your park
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Park Sample Lesson – False Reading

You can see the picture of a zoo in this town. You can see that it’s in
a town because there are some houses behind the park. Two women
are standing on a bench; one of them has black hair, and she’s
giving some food to the dog-the other woman is just yelling at it.
Three more pigeons are on the ground far away. Then there’s a man
with a plastic bag in one hand; I think he’s got dog food in it because
he’s throwing food to the ducks and they’re drinking it. On the path
there’s a boy dancing with a girl and running towards the entrance of
the park. Behind the path you can see the statue of a horse sitting on
a man with a tall hat and there are some flowers growing around.
There are three trees in the picture, one on either side of the statue.
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Park Sample Lesson – Cloze Activity

You can see the picture of a _______________ in this town. You can
see that it’s in a town because there are some houses behind the
park. Two women are ________________ on a bench; one of them
has black hair, and she’s giving some food to the
________________-the other woman is just _______________ at it.
Three more pigeons are on the ground ___________. Then there’s a
man with a ________________ bag in one hand; I think he’s got
________________food in it because he’s throwing food to the
____________________and they’re _________________ it. On the
path there’s a boy _____________with a _____________and
running towards the entrance of the park. Behind the path you can
see the statue of a _______________________with a tall hat sitting
on a ________________and there are some flowers growing around.
There are _________________trees in the picture, one on either side
of the statue.
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Sample Park Lesson – Listening Text

You can see the picture of a park in this town. You can see that it’s in a town because there are some
houses behind the park. Two women are sitting on a bench; one of them has black hair, and she’s giving
some food to the pigeon-the other woman is just looking at it. Three more pigeons are on the ground
nearby. Then there’s a man with a paper bag in one hand; I think he’s got bird food in it because he’s
throwing food to the pigeons and they’re eating it. On the path there’s a boy playing with a hoop and
running towards the entrance of the park. Behind the path you can see the statue of a man with a tall hat
sitting on a horse and there are some flowers growing around. There are two trees in the picture, one on
either side of the statue.
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Draw your favorite park.
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Sample Reading Lesson: “Holidays in the Fall”
(Pg. 182~192 Doosan Middle School 2 Textbook)
Teaching Time: 50 minutes

Target Ss: 2nd grade middle school low intermediate (reluctant readers)

What is being taught?
 Language points – ghost, throw, trick or treat, trouble, celebrate, harvest, pray, temple, growth, traditional
 Language skills – reading
 Cultural Aspects – N/A. Although this lesson is about holidays, it is not the kind of culture that we are concerned with as
language teachers. In language teaching we are concerned with culture that affects how language is used; that is, the invisible
aspect of culture such as beliefs, values and expectations. “Holidays,” in this lesson, is the topic or theme; that is, culture is
used as an interesting topic through which Ss can learn other aspects of English such as vocabulary and grammar, but the topic
doesn’t affect how English is used.
Student Learning Objective (SLO):
By the end of the lesson, students will be able to demonstrate an understanding of the text by

Optional Post Activity SLO <If time permits, students will be able to talk about a Korean holiday by telling a classmate how they
would explain a Korean festival to a foreigner.>
When/How in the lesson will I check students’ progress toward the above SLOs? What behaviors/activities will show me
whether they have mastered the material?
Ss will answer the detailed comprehension questions using the target vocabulary and present to a small group how they would explain
a Korean festival to a foreigner.
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
Some students might have some background knowledge about Halloween.
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
The low-level students might have difficulty answering the questions in the DURING stage on their own.
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c. How will you avoid and/or address these problem areas in your lesson?
I will let students work in groups and help them by giving them multiple choice answers if they struggle with the questions.

Step: Stage: Time: Procedure:
1

2

3

6

Ss look at the pictures on PPT and T elicits
Halloween vocabulary from Ss.
T shows additional pictures of other holidays and
elicits the word “holiday” by asking Ss “What are
these?”

T pre-teaches vocabulary using pictures on PPT
T goes over the FMU of the necessary vocabulary to
understand the reading by providing the new words
in context.
T asks Ss simple CCQs to check their understanding
of the new words (ex: Where do we usually pray? Is
a ghost scary or funny? etc)

3

4

2

4

T shows the pictures from the textbook and asks Ss
“Which countries have these holidays?”
Ss tell their predictions to each other.
T elicits and writes on the WB or poster paper.
T gives Ss handouts that have only the text of each
holiday with the title and picture missing for pages
182-184.
T shows Ss the three titles and three pictures from the
textbook on PPT. (T gives directions about task
before handing out the pictures, title, scissors and
glue)
Ss pick out an appropriate title and picture for each

Interaction: Activity Purpose:
S-T/T-S

T-S/S-T

T-S/S-T

T-S/S-T

T-S/S-T

T-S
S

Ss schema is activated.
Interest is generated.
Pictures are helpful for visual and low
level learners (use direct method).
Ss are set up for successful reading by
being introduced to the topic
(holidays).
Vocabulary is pre-taught to set Ss up
for successful reading.
Pictures are helpful for visual and low
level learners (use direct method).
Ss guess the meaning through context
so that Ss are active in the learning
process.
To make sure Ss understand the
meaning of the new words before
reading.
To generate Ss interest.
Prediction is used as a reading
strategy.
Ss are given with a reason to read.
Ss are given a general and easy
reading task.
Pictures are helpful for visual and low
level learners.
Ss have a chance to build on their
reading techniques (skimming).
Ss are provided with a safe
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5

5

6

7

15

10

story.
Ss glue title and picture next to the appropriate text.
Ss check their answers with their partners and then
with the whole class.
T shows the Qs on the PPT and tells Ss that they will
read the text again and to find the answers for the
questions.
Ss read the text and answer the Qs.
Ss check their answer with their partner.
T asks Ss the answers to the Qs and shows them on
the PPT.
Ss and T look at Ss predictions made in the pre-stage
and confirm their guesses

T gives Ss a handout with detailed comprehension
Qs.
T tells Ss that they will play a game (Typhoon game)
and the game is based on these Qs.
Ss have a chance to answer the Qs together in groups
(7-8min) by reading the text again and finding the
answers.
Ss play the Typhoon game.
(*Note: To ensure that all Ss participate in the
game, T will make a rule that each S in each team
can only answer ONE time, but they can help each
other in their teams.)
T asks Ss what their favorite Korean holiday/festival
is.
T elicits how they might explain this to a foreigner
and writes the support language on the board for Ss
to follow.

environment to check their answers.
S-S
S-T

T-S
S

S-S
T-S

T-S
S
S-S
T-S/S-T

T-S/S-T

Ss are given a reason to read with a
task that is more specific.
Ss are given another chance to
interact with the text.
Ss are provided with an activity that
requires additional reading and
prepares then for more the more
difficult assessment Qs.
Ss are provided with a safe
environment to check their answers.
Ss are provided with a visual of the
answers (helps visual and low level
learners).
Ss are provided with a reason to read
with a more specific and difficult
task.
Ss can learn from each other
(collaborative learning).
Ss show their comprehension of the
text.
Games are fun and can provide
motivation for Ss.
T can assess Ss achievement of the
SLO.
Ss have a chance to personalize what
they learned and think creatively.
Other skills are integrated (speaking).

Ss-Ss
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Ss will share in small groups how they would explain
this holiday/festival to a foreigner.

S-T
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Which title and which picture?
The Tomato War Festival in Spain
Shichi-go-san Day

1

Ghosts on Halloween

2
3
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Leave Page BLANK
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Holidays in the Fall

Title?

If you are interested in ghost stories, you may want to hear about Halloween. On
Halloween, which is October 31, American children dress up as ghosts and monsters. In the
early evening, they go from house door to door to collect candy.
When you open the door, the children shout, “Trick or treat!” Then you put a treat
into each child’s bag. Later, the children go to Halloween parties or get together to tell scary
stories.
Some people believe that ghosts and monsters come out on Halloween. So children
dress up as ghosts or monsters to deceive the real ghosts and monsters.

Picture?
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Title?

What will happen if you throw tomatoes at others? Of course, you will be in trouble.
In Spain, however, you can throw tomatoes at others during the Tomato War Festival, La
Tomatina. Why? Well, just for the fun! It is part of a week-long festival with music,
fireworks and food.
The Spanish people have celebrated this Tomato War Festival since 1944. It began
when people celebrated a good harvest of tomatoes. They were so pleased that they began
to throw tomatoes at one another. Today, a large number of people from all over the world
come to the festival to enjoy this friendly war.

Picture?
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Title?

Shichi-go-san Day, which is November 15, is a big holiday in Japan. Parents pray for
the healthy growth of their young children. Shichi-go-san means seven, five, and three.
Boys go to Jinja with their parents when they are three and five. Girls visit Jinja when they
become three and seven. Children used to wear traditional Japanese clothes on this day,
but these days, some of them wear western dresses and suits.

Picture?
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Directions: Read the story “Holidays in the Fall” and answer the following questions
with your group members.

1) When is Halloween?

2) What do children say to get candy on Halloween?

3) What do children dress up as on Halloween?

4) When did the Tomato War Festival start?

5) Who celebrates the Tomato War Festival?

6) What do people do on the Tomato War Festival?

7) When is Shichi-go-san Day?

8) Where do children go on Shichi-go-san Day?

9) When (age) do girls go to Jinja for Shichi-go-san Day?
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Sample Listening Lesson – “Korean Food”
Teaching time: 50 minutes

Target students:__________________________________________________

1.) What is being taught?
 Language points – squid, octopus, beef, pork, blood sausage, blood soup, silk worm larvae, miso soup, grilled meat,
marinated, buckwheat noodles, spicy, chewy, tasty, texture, vampire, bugs
key words Ss already know
key words Ss don’t know
other difficult words





Language skills – listening, reading, writing and speaking
Skill focus - listening
Cultural Aspects – Korean food and the idea that in English we often borrow words from foreign languages to describe food:
For example kimchi is kimchi in English, dim sum is dim sum in English.

2.) Student Learning Objectives (SLO):
By the end of the lesson, SWBAT comprehend the listening text by explaining the different foods that Jenny likes and dislikes in
their own words and making a dinner menu for her visit.
3.) When/How in the lesson will I check students’ progress toward the above SLOs? What behaviors/activities will show me
whether they have mastered the material? When Ss are able to explain the different foods that Jenny likes and dislikes in their own
words.
4.) Preliminary considerations:
What do your students already know in relation so today’s lesson?
Students already know tastes, textures and comparatives. They also know the names of the Korean foods in Korean.
What aspects of the lesson do you anticipate your students might find challenging/difficult?
Students may not know the names of the different Korean foods in English.
Some lower level Ss may have difficulty understanding the whole text.
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How will these obstacles be addressed in the lesson?
T will show pictures of the food with the name in English and check Ss understanding by asking CCQs and showing the pictures again
and asking Ss for the English word.
T will provide Ss with many chances to listen to the text and stage the activity tasks from easy and general to difficult and specific so
that Ss can build on their understanding of the text.
Step Framework
Procedure/Steps
Interaction
Activity Purpose/Reason
(PDP)
T hangs pictures of different kinds of Korean food on walls around
Ss schema is activated.
1
PRE
classroom
Interest is generated.
T asks Ss “What kinds of Korean food do you like?”
T-S/S-T
Pictures are helpful for
Ss share in pairs
visual and low level
T elicits from the group and writes answers on the board
learners.
Ss are set up for successful
litening by being
introduced to the topic
Pass out a laminated menu to each group: “New York’ World Famous
To elicit Ss’ prior
2
PRE
knowledge.
Korean Restaurant” since 1997 by Jae Seung Kang
T-S
Ss are treated as knowers.
On the menu are pictures of Korean food and the English names of the
S-S
Ss learn from one another.
food.
Ss work in groups to provide the Korean names for each of the food. (If Ss
struggle provide a list of the Korean names of the items on the menu, but
Ss usually don’t need support for this task)
T asks Ss the names of the different foods in English.
Vocabulary is pre-taught to
3
PRE
For words Ss don’t know, T gives the new vocabulary: squid, octopus,
T-S/S-T
set Ss up for successful
listening.
beef, pork, blood sausage, blood soup, silk worm larvae, miso soup,
T-S/S-T
Pictures are helpful for
grilled meat, marinated, buckwheat noodles
T elicits the different tastes and textures of food from Ss.
visual and low level
For tastes that Ss don’t know, T elicits from other Ss or gives new
learners.
vocabulary or gives new vocabulary words: spicy, chewy, tasty
T goes over other keywords with pictures on PPT: e.g. texture
T-S/S-T
Optional: for larger classes some kind of vocabulary assessment activity
T-S/S-T
To make sure Ss
5
PRE
might be appropriate such as matching or fill in the blank
understand the meaning of
the new words before
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6

7

8

8

10

DURING

DURING

DURING

DURING

DURING

6.) Listening task #1:
Task is given on PPT or WB
Ss read Q together: “What is it about?”
Ss listen
Ss check answer with partner
T elicits answers from whole class
7.) Listening task #2:
T gives Ss handout with pictures of different kinds of food.
Ss circle all the items they hear as T reads the text.
Ss check with a partner using the language: (T provides this support
language visually)
S1: What did you circle?
S2: I circled ______.What did you circle
S1: I circled….
8.) Listening task #3:
Ss listen to the false text read by T. Ss raise their hands when they hear
false information.
T elicits the correct information from Ss.
9.) Listening task #4:
T tells Ss that they will have Jenny over for dinner and they have to tell
their mother what kind of food Jenny likes and dislikes so their mother can
make a meal that Jenny will enjoy.
Ss listen again and write a list of what Jenny likes and dislikes (T can give
Ss a handout with a chart of “Likes” and “Dislikes”)
Ss compare their charts with their partner when they are finished.
*Note: If this activity is too difficult, T can provide a handout with the
foods listed and Ss have to put the foods in the correct columns.
10.) Retelling and making dinner menus:
T tells Ss that they will listen to the text one more time and after they
listen, they pretend that their partner is their mother and that they must
explain what Jenny likes and dislikes and why in their own words (they
can use the chart to help them) so that their mother can make the dinner.

T/S
S-S
T-S/S-T

T/S
T-S
S-S

T-S/S-T

T-S
T/S
S-S

S-S

listening.
Ss are given a reason to
listen with a general and
easy task.

Ss are given an easy
listening task that is safe
and manageable.
Use of VAK.
Ss are provided with a safe
environment to check their
answers.
Ss are given a more
specific listening task that
allows them to show
comprehension of the text.
Use of VAKT.
Ss are given a more
specific listening task that
allows them to show
comprehension of the text.
Ss are provided with a safe
environment to check their
answers.

To check Ss mastery of the
SLO.
Integrating other skills
(speaking and writing).
To add a creative element.
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11

POST

Ss work with their partners to come up with two possible dinner menus for
Jenny’s visit.
11.) Optional activity (if time permits):
Students draw a picture of their three favorite Korean dishes and compare
their pictures with a partner.
Ss tell their partners why they like they like the foods they chose.

S-S

To add a creative element
and personalization.
Ss expand on what they
learned.

Currently there are no PowerPoint materials available for this lesson. What supplementary materials would you need to
select, adapt and supplement, if you wanted to teach this lesson? Also the menu idea is new. What would it look like? What
menus do you know have pictures and descriptions together? Have you every seen a menu with food descriptions in more
than one language? Where have you seen it? How does this activity help to make the TL more relevant? How can it help
connect the topic/theme to the Ss lives?
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Jae Seung Kang’s
World Famous Korean Restaurant
New York, New York since 1997

Menu
Picture

English

Korean

Silk worm larvae

Blood sausage

Blood soup

buckwheat noodles

Buckwheat noodles

Grilled meat

Miso soup

88

Circle the foods that you hear
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Write down the foods that Jenny likes and dislikes in the table

Likes

Dislikes

miso soup
squid
buckwheat noodles
octopus
blood soup
silk worm larvae
galbi
marinated beef
blood sausage
bulgogi
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Dinner Menu
Instructions: With your partner, create two possible dinner menus for Jenny’s visit. Please write
the name of the Korean dishes you will serve and draw a picture for each.

Menu 1

Menu 2
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Listening Text for Sample Lesson
Paul:

Jenny, what’s your favorite Korean food?

Jenny:

I like galbi and bulgogi.

Paul:

Which one is tastier?

Jenny:

They are both tasty, but I think galbi is tastier than bulgogi.

Paul:

I think so, too. Are there any Korean foods you don’t like?

Jenny:

Yes, Paul, there are five kinds of Korean food that I don’t like. For
example I don’t like anything with squid or octopus. I don’t like the
texture of the meat. I think they are chewier than beef and pork. I also
don’t like blood sausage and blood soup. I am not a vampire. I don’t need
to drink the blood of others. Finally, I don’t like to eat silk worm larvae.
I will leave the eating of bugs to the birds. Besides these five foods I
really enjoy eating Korean food. I like Korean miso soup. It is tastier than
Japanese miso soup. I also really enjoy Korean grilled meats; especially
the marinated beef and pork. Marinated meat is more delicious than meat
that is not marinated. Finally, in the summertime I enjoy slurping down
cold buckwheat noodles. I like cold noodles better than hot noodles in
the summertime.

Paul:

Jenny, you’ve made me hungry. Let’s get something to eat!
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False Listening Text for Sample Lesson
Paul:

Jenny, what’s your favorite Korean food?

Jenny:

I like galbi and bibimbab.

Paul:

Which one is tastier?

Jenny:

They are both tasty, but I think galbi is tastier than bulgogi.

Paul:

I think so, too. Are there any Korean foods you don’t like?

Jenny:

Yes, there are five kinds of Korean food that I don’t like. For example I
don’t like anything with squid or fish. I don’t like the smell of the meat. I
think they are chewier than beef and pork. I also don’t like blood noodles
and blood soup. I am not a vampire. I don’t need to drink the blood of
others. Finally, I don’t like to eat silk worm larvae. I will leave the
eating of bugs to the birds. Besides these five foods I really enjoy eating
Japanese food. I like Korean miso soup. It is tastier than Japanese miso
soup. I also really enjoy Korean grilled fruits; especially the marinated
beef and pork. Marinated meat is more delicious than meat that is not
marinated. Finally, in the wintertime I enjoy slurping down cold
spaghetti noodles. I like cold noodles better than hot tea in the
summertime.

Paul:

Jenny, you’ve made me hungry. Let’s get something to eat!
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Sample Lesson: “Danny Seo: We Can Make a Difference”
Teaching Time: 50 minutes
Language Points:
Key Words
 environmentalist, vegetarian, bins, responsibility,
conserve, prevent and boycotts

Additional Vocabulary & Expressions
harm, organization, donate, expand, involved, national,
international, issues, disbanded, and confidence

Language Skill Focus: Reading:
Student Learning Objectives (SLO):
By the end of the lesson, SWBAT:

3. When/How in the lesson will I check students’ progress toward the above Learning Objectives? What behaviors/activities will show me
whether they have mastered the material? At the end of the lesson when Ss______________________________________________________
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
Ss will have difficulty describing important events in their life in English.
c. How will you avoid and/or address these problem areas in your lesson?

T will support Ss by checking Ss background knowledge and supply necessary vocabulary.
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Steps

Stages

Time

Procedure/Steps
1. Greet Ss and ask authentic Qs: Do you recycle at your school? Do you

1
2-5
minutes

recycle at your home? What do you recycle? Do you eat meat? Do you
know anyone who doesn’t eat meat? What do we call a person who
doesn’t eat meat?
Slide 1: No slide is necessary; unless T decides to have a title page
showing on screen

2

8 minutes

3

10 minutes

PRE-TEACH KEY WORDS
1. Ask Ss to look at the eight pictures and eight words on the PPT and see
if they can match them also tell them that the worksheet is in their books
2. Model the first one for them by ask some guiding Qs
3. Let Ss check answers with each other
4. Check all together kinesthetically by having Ss come to the WB and
match the pictures to the words
Slides 2≈10:

Purpose of Activities





Establish rapport, friendly
atmosphere.
Get Ss used to English and my
voice / pronunciation.
Intro of topic

 Activate Schema and brainstorm
vocabulary related to important life
events
 Assess Ss background
knowledge, find out what Ss know,
get an idea of Ss level.
 Validate Ss participation and
build confidence in the topic by
writing all solicited words on the
WB
 Model task
 Create a safe and comfortable
learning environment thru peer
learning and collaboration
Check understanding by using a
kinesthetic activity

First Reading Task
1. Show Ss a picture of Danny Seo and ask: Do you know this Korean Model task
American? If Ss don’t know him, tell his name, and ask: Have you every
 Provide Ss with support by
heard of Danny Seo? What is he famous for? Ss might be able to guess
leaving elicited vocab on WB, and
based on the pre-taught vocab.
help language so Ss can ask e/o in
2. Tell Ss that they will read a story about Danny Seo. T shows Ss Qs
English
before they read and asks the Ss to read them out loud. If Ss were unable

Peer sharing to make the task
to answer the Qs about what Danny is famous for add it to the following
safe and to promote peer learning
two Qs: How did Danny’s life change? Was it a good change or a bad
change?
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3. Have Ss check answers with each other.
4. Check answers altogether by eliciting answers from Ss.
4

12 minutes

5

8 minutes

10
minutes

Second Reading Task
1. Ask Ss to open work book and to read the T/F statements.
2. Ss read the story and answer T/F statement
3. Ss check answer with each other
4. Put Ss into three or four groups
5. Ss then play a game using a spinner and T/F cards (see rules below)
6. Ss play until all card have been played.
7. Ss who got rid of all his/her card first is the winner

3. Give Ss a chance to read the T/F
statements before they read the
text to provide reason to read
4. Peer learning and checking to
create safe learning environment
5. T models tasks for Ss and visual
represents what the Ss need to do
so Ss can do task successfully

Third reading Task
1. Ask Ss to read the comprehensive comprehension check Qs in their
workbook
2. Ss read the text for a third time
3. Ss check answer with each other
4. T checks answers altogether Optional: T can play the game Boards Up
with Ss to confirm the answers.
Post Activity
1. Ss are in groups of three or four. Ss take turns asking and answering the
following Qs:
Are you an environmentalist? Are their recycling bins at your school? Do
you recycle? What do you recycle? Have you every joined an organization
that helps people, animals or the environment? What did you do for this
organization?
2. T elicits answers from Ss and writes them on the WB.
3. Ss need to decide what they think the biggest problem in the world is.
4. T elicits answers and writes on the WB
5. T says I want you to imagine that you are having a birthday party with
six friends and you are going to ask them to help people rather than give
you presents. What will you and your friends do to help people?

1. Give Ss chance to read the Qs
before they read the text to
provide reason to read
2. Peer learning and checking to
create safe learning environment
3. Competition for motivation and
kinesthetic component

1. Let Ss personalize the reading
material
2. Ss make connection to their own
life
3. Ss move beyond the text
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Special High School
Program

Environmentalist
I love nature. We
must protect it.

Danny Seo: We Can Make a Difference
Lesson 8: Reading

vegetarian

A

Who is a vegetarian, A or B?
A

Who is an environmentalist, A or B?
B

bins

B
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responsibility
taking responsibility for…

conserve

prevent
You can’t
do that!

boycott
Stop
buying oil!

Match Word With Meaning
• prevent

•

a person who doesn’t eat mea

• conserve

•

a person who loves nature

• boycott

•

to stop

• responsibility

•

when people won’t buy
something

•

a container; a place to put
something

•

to save

•

something one must do;
something one did

• environmentalist
• vegetarian
• bin

Do you know this Korean-American?
2007

1998
What is Danny Seo
famous for?
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Second Reading:
True & False Preview

First Reading
• How did Danny’s life
change?
• Was it a good or bad
change?

True & False Card Game
Using the Spinner
• TRUE = All players can put
down a true card. If player has
no T cards, then no play
• False = All players can put
down a false card. If player has
no F cards, then no play
 the person who spun passes
one card to the person on his
left

True

a card form the person on his
right
 Free Card = person who spun
can play a true or false card.
Player must say if its T or F.

False

Danny Seo was born on Earth Day.
Danny Seo enjoys eating meat.
Danny’s friends joined his organization.
Danny got the recycling bins by writing a
letter
5. Danny didn’t work hard to make his
organization famous.
6. Danny retired from his organization when
he turned 18.

Third Reading


Free
Card

 the person who spun receives

1.
2.
3.
4.



1. What did Danny see on the news
program that changed his life?
2. How did having the principal say no help
Danny’s organization?
3. What kind of issues did Danny’s
organization get involved with?
4. Why did Danny retire from his
organization?
5. What does Danny believe a person
needs to make a difference?

True & False Game
•
•
•
•

Cut out cards, fold them and glue them
Cut out the Spinner
Mix up the cards
Give one card to each person until no cards are
left.
• Take turns using the spinner
• First person to get rid of all his/her cards wins

Beyond the Story
• Talk with your partners:
Are you
an environmentalist?
Are you
a vegetarian?
Imagine
you are having a birthday
party
with six friends.
Are• there
recycling
bins
at your problems
school? Doin
you
know any vegetarians?
What
are the
biggest
Korea?
Instead
of
presents
you
want
your
Do you recycle?
What do you recycle?
• What arefriends
the biggest
problems
in
the
World?
toorganization
do something
toyou
help
people.
Have you every joined an
Have
ever
helped other people?
that helped animals?
What did you do for them?

What will you nad your friends do to help people?
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Danny Seo
Match the words to their meanings.

Match Word With Meaning
•

prevent

•

a person who doesn’t eat meat

•

conserve

•

a person who loves nature

•

boycott

•

to stop

•

responsibility

•

when people won’t buy
something

•

environmentalist

•

•

vegetarian

a container; a place to put
something

•

bin

•

to save

•

something one must do;
something one did
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Danny Seo: We Can Make a Difference
1)

Most people believe that a person’s birthday doesn’t predict their future. I use to think that too,
until I read about Danny Seo. Danny Seo is a famous Korean-American environmentalist who was
born on Earth Day, April 22nd, 1978.

2)

Danny’s life changed greatly a week before his twelfth birthday. He was watching a news
program. The first story was about global warming and the harm it was causing. The second story
described the unclean conditions at a chicken farm. Danny never saw the third story because he
became very sick after watching the second story.

3)

While Danny was in the bathroom being sick, he made two important decisions. First he wanted
to help save the earth and second he was going to be a vegetarian. He had a birthday party that
weekend with his six closest friends. When Danny’s friends tried to give him their presents Danny
said, “I don’t want presents for my birthday, I want you each to help me save the earth.” His friends
agreed and they helped Danny start the Earth 2000 organization.

4)

Danny and his friend had lots of energy, but not a lot of money. The group wanted to start a
recycling program, but $23.00 can’t buy you many bins. That’s when Danny discovered the power
of letter writing. Danny wrote a letter to the president of a company and asked him to donate some
bins. Danny didn’t think he would get the bin, but then a couple of weeks later they arrived.

5)

Danny remembers that he wanted to set the bins up at the middle school, but the principal said,
“No! It’s too big of a responsibility.” Danny said, “Fine.” He then asked several local supermarkets
to use the bins. This became a much bigger success for the organization. The principal actually
helped Danny by saying no. He forced Danny to think bigger and more creatively.
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6)

Danny worked hard to make his organization famous, and after only three years Danny saw his
organization expand from six members to 25,000 members. Danny and his organization also
became involved in both national and international issues such as conserving land and preventing
countries from hunting whales.

7)

In 1996, after many successful programs, protests, and boycotts the Earth 2000 organization
disbanded. “When I turned 18, I wanted to become an adult,” said Danny, “so I retired from Earth
2000. I was happy with what we had accomplished. For a group of young people we did a lot; we
really made a difference.”

8)

Danny is still concerned with the environment, but he is not longer an activist. “As an adult I
needed to get a job,” said Danny, “but I want all young people to know that if they really care about
something, they can make a difference. All it takes is confidence, and desire.”
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True and False Preview: Put T or F next to each sentence
1. Danny Seo was born on Earth Day.
2. Danny Seo enjoys eating meat.
3. Danny’s friends joined his organization.
4. Danny got the recycling bins by writing a letter
5. Danny didn’t work hard to make his organization famous.
6. Danny retired from his organization when he turned 18.
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Sample Listening Lesson – “The Three Little Pigs”
Target Language:
Vocabulary
Straw, sticks, brick, build, house, chimney, pot, fire, fireplace, “huff and puff”

Language Skills: Listening, reading, writing and speaking
Skill focus: Listening
Target Ss:

Student Learning Objectives (SLO):
By the end of the lesson, SWBAT

Preliminary considerations:
What do your students already know in relation so today’s lesson?
Students already know animal names, numbers, adjectives (little, big, bad, smart), verbs: blow and climb, and possibly the fairy tale in Korean
What aspects of the lesson do you anticipate your students might find challenging/difficult?
Students may not know the words for materials the houses are built of.
Students may become passive while just listening to the story.
Ss might have low confidence in their listening abilities since they are low level young learner students.
How will these obstacles be addressed in the lesson?
T will show pictures of the materials to build the houses
T will provide Ss with many chances to listen to the text and stage the activity tasks from easy and general to difficult and specific so that Ss can
build on their understanding of the text.
T will allow Ss listen to the text as many times as they need to complete each activity successfully.
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T will provide Ss with pair work activities and allow Ss to check their answers with a partner to help Ss feel more confident in their listening skill,
to promote Ss to be more active in the lesson, and to promote peer learning.

Step

Framework
(PDP)

Procedure/Steps

1

1.) Introduce the topic “houses”
T shows Ss pictures of different kinds of materials that houses are made
from.
T elicits the different kinds of house materials from students and writes
answers on the board, for house materials students don’t know, T will give
the English words.

2

2.) T shows pictures of pigs and wolves and elicits the names of the
animals in English
T: What’s this? Ss: It’s a pig.
T writes the words on the board.
4.) T goes over other new vocabulary (and reviews verbs) with pictures on
PPT and gestures: chimney, pot, , fire, fireplace, huff and puff, build,
blow, climb

3

4

5

6
7

3.) Prediction
T tells Ss that they will hear a story. T asks Ss what they think it might be
about.
Ss discuss their prediction in pairs.
5.) T checks Ss comprehension of new words with PPT pictures.

6.) Listening task #1: Listening for gist
T asks Ss to listen to the story and asks them what it is about and to check
if their prediction is correct.
7.) Listening task #2: Listening for specific words
T gives Ss a word card to each pair of Ss.
Ss listen to the story and hold up their word card in pairs and stand up
when they hear the word that is one their card.

Interaction

Activity Purpose/Reason
Ss schema is activated.
Interest is generated.
Pictures are helpful for visual
and low level learners.
Ss are set up for successful
listening by being introduced
to the topic
To elicit Ss’ prior
knowledge.
Ss are treated as knowers.
Ss learn from one another.
To check Ss comprehension
of the new words before
moving on to listening to the
text.
Prediction is used a learning
strategy.

To make sure Ss understand
the meaning of the new
words before listening so that
they can be more successful
at comprehending the story.
Ss are given a reason to
listen with a general and easy
task.
Ss are given an easy listening
task that is more specific.
Use of VAKT.
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8

8.) Listening task #3: Matching activity
T gives Ss a handout with the three little pigs and their houses. T tells Ss
to draw a line to match each pig (first little pig, second little pig, third little
pig) with the houses they built.
Ss check their answers with a partner before checking with the whole class.

9

9.) Listening task #4: Sequencing activity
T gives Ss a set of pictures that represent the story to Ss in pairs.
Ss listen to the text again and put the pictures in the proper order with a
partner.
Pairs check their pictures with another pair.

10

10.) Listening task #5: T/F quiz
T shows Ss statements on PPT.
Ss listen again and decide if each statement is true or false (Ss write their
answers down in their books  T= true, F= false)
Ss check their answers with their partner before checking with the whole
class.
11.) Role play (finger puppets)
Students are put into groups.
Each group is given a paper with the picture characters of the story. Ss cut
out the pictures and make finger puppets.
Ss act out the story with the puppets.
*T can provide Ss with the necessary TL or script of the story (depending
on Ss level so Ss can be successful at this activity)

11

Ss are given a more specific
listening task that helps them
to understand the text in
more detail.
Ss are provided with a safe
environment to check their
answers.
Ss are given a more specific
listening task that leads them
to comprehend the text in
more detail.
Use of VAKT.
Ss are provided with a safe
environment to check their
answers.
To check Ss mastery of the
SLO.
Ss are provided with a safe
environment to check their
answers.
To add a creative and fun
element to learning.
Use of VAKT.
Ss expand on what they
learned.
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Instructions:
Please match each pig with the correct house by drawing a line from the pig to the house.
First Little Pig

Second Little Pig

Third Little Pig
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Finger Puppet Material
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Three Little Pigs Listening Text
Once upon a time there were three little pigs and the time came for them to leave home and
find their fortunes. Before they left, their mother told them, “Whatever you do, do it the
best that you can because that’s the way to get along in the world.”
The first little pig built his house out of straw because it was the easiest thing to do.
The second little pig built his house of sticks. This was a little stronger than a straw house.
The third little pig built his house out of bricks.
One night the big bad wolf, who loved to eat fat little piggies, came along and saw the first
little pig in his house of straw. He said, “Let me it. Let me in, little pig or I’ll huff and I’ll
puff and I’ll blow your house in!”
“Not by the hair of my chinny chin chin,” said the little pig. But of course the wolf did blow
the house in and ate the first little pig.
The wolf then came to the house of sticks.
“Let me it. Let me in, little pig or I’ll huff and I’ll puff and I’ll blow your house in!”
“Not by the hair of my chinny chin chin,” said the little pig. But the wolf blew that house in
too, and ate the second little pig.
The wolf then came to the house of bricks. “Let me it. Let me in, little pig or I’ll huff and I’ll
puff and I’ll blow your house in!”
“Not by the hair of my chinny chin chin,” said the little pig.
Well, the wolf huffed and puffed but he could not blow the brick house in. But the wolf was
a smart old wolf and he climbed up on the roof to look for a way into the brick house.
The little pig saw the wolf climb up on the roof and he lit a roaring fire in the fireplace and
placed on it a large pot of water.
When the wolf finally found the hole in the chimney he crawled down and KERSPLASH
right into that pot of water and that was the end of the little pig’s troubles with the big bad
wolf.
The next day the little pig invited his mother over. She said, “You can see it is just as I told
you. The way to get along in the world is to do things as well as you can.”
Fortunately the little pig learned that lesson and he lived happily ever after!
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Lesson Plan The Big Toe Name: _______

___________

Date:

_____________________

Teaching time: _45 min_

1. Age/Level: Upper Elementary to Adult/ Low Intermediate
2. What are you teaching?


Language points – digging, groan, scamper, plump, blanket



Language skills – Listening (some writing and speaking)



Cultural Aspects – Onomatopoeia in storytelling; that is, the words we use to describe sounds in English are different from the words
used to describe sounds in Korean. Genre can also affect the words we choose . For example, footsteps in an English horror story might
go: “Thump, thump, thump.” But in a Korean story they might go: “처벅, 처벅, 처벅.” or “쿵, 쿵, 쿵.”

3. What are your Student Learning Objectives for the lesson? (These should be specific and describe observable student behaviors, which you
will be able to see in class.)
By the end of the lesson, SWBAT demonstrate their understanding of the story “The Big Toe” by giving a plausible answer to the comprehension
question “Why do you think the monster was chasing the boy?”
4. When/How in the lesson will I check students’ progress toward the above Learning Objectives? What behaviors/activities will show me
whether they have mastered the material? At each stage, I will assess their learning: In the pre stage, when I ask CCQs about new vocabulary,
when the students choose the genre, when they answer T/F questions, when they fill in the blanks and when they act out the story I will assess how
much they have understood.
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
They should know most of the vocabulary. They have probably heard horror stories in their own language or in English. They probably have seen
horror movies, too.
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
Acting out the drama and answering the final question “Why do you think the monster was chasing the boy” requires a very detailed
understanding of the story.
c. How will you avoid and/or address these problem areas in your lesson?

I will pre-teach new vocabulary. I will provide many chances for the students to listen. I will ask questions which help the students
understand the details of the story.
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Steps

1

Stages

Time:
guess
here

2

Procedure/Steps--these need to be written in the perspective of
what the students do
T shows pictures of various movies (a comedy, a horror, a
romance, and an action movie) and elicits the titles.
T elicits other movies that the students like and write them on the
WB in the appropriate column.
Comedy
Adventure
Romance
Horror
The Simpsons Transformers Slumdog
Ring
Millionaire

Focus
S-S, TS, etc.
T-Ss

then T asks, what genre of movies they are. If Ss don’t know, the T
tells them.
2

5

T pre-teaches key vocabulary: picking vegetables, groan, scamper,
plump, and blanket, then checks the Ss comprehension with CCQs
(ie. Can an elephant scamper? Do you groan when you get hurt?
Etc..)
T shows Ss pictures of what happens in the story and has Ss tell
each other what they think the story will be about.

T-Ss

Activity Purpose

To increase Ss motivation
for the lesson, I have them
tell me about movies they
like.
To activate the students
schema about different
genres.
To elicit different kinds of
movies to help them learn
genre names and prepare
them for the first question.
Pre-teaching vocabulary
prepares the students to
understand the story when
they hear it.

S-S

3

5

T gives the Ss their listening task: To tell which genre this story is.
T tells the story and tries to scare the students.
Ss check with each other and tell the class what the genre is.

T-Ss

4

5

T gives the students the second listening task: Read statements
and, as they listen, choose whether the statements are true or false.
After listening, T has Ss check with a partner, then tell him if the

T-Ss

Predicting will help the
students prepare to listen so
that they can check what
they actually hear with their
predictions.
Students are given a reason
to listen. This is an easy
question to build
confidence and help them
understand the story.
Students are given a more
difficult reason to listen.
Answering these questions
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statements are true or false. If they are false, T has Ss tell him why
and elicits what the true statement is.
5

8

T shows Ss a list of words on the PPT. From this list, Ss have to
choose which words belong in the blanks of a cloze passage, which
is a script of the story.
T reads the story again as Ss check their answers. (T may have to
read it more than once depending on Ss’ level.)
T has Ss check their answers with each other,
Then read their answers out loud.

T-Ss

6

10

T makes groups of three and lets the students choose who will play
each character of the story. T reads the story one more time as the
Ss act it out and say the words of the characters.
T has Ss discuss the final question, “why do you think the monster
was chasing the boy?” and “how do you think he found him?”

T-Ss

7

10

T explains that Ss will draw a picture and explain a time they were
scared to a friend.
T shows a picture of a time he was scared and tells what happened
to the Ss.

T-Ss
S-S

will help them develop
their understanding of the
story.
Students are given the
chance to demonstrate their
understanding of details.
Peer learning provides a
chance for students to help
each other learn.
T monitors and decides if
they need to fill in the
blanks in two listening or
just one.
Students act out the story
while listening to show their
understanding of the plot
and vocabulary.
Includes AKT learning
styles. Appropriate for
interpersonal learners.
Final personalization
activity. This lets them
connect the story to their
own lives. Adds a speaking
component.

There currently aren’t any PowerPoint Materials for this lesson. What would you select, adapt and supplement to teach this lesson?
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The Big Toe
A boy was digging in the garden.
He saw something.
He tried to pick it up, but it was stuck to something.
He pulled on it, and it came off in his hands.
It was a big toe.
Then he heard something groan, “Oh….” and scamper away.
The boy took the toe into the kitchen and showed it to his mother.
"It looks nice and plump," she said.
"I'll put it in the soup, and we'll have it for dinner."
The dinner was good, but the TOE…the toe was delicious.
After dinner the boy was very tired and he fell asleep quickly.
Suddenly, he woke up. He heard something. It was outside. It was a voice calling to him.
Where is my to-o-o-o-o-e?" it groaned.
The boy was very scared.
But he thought "It doesn't know where I am. It will never find me."
Then he heard the voice again. It was closer: "Where is my to-o-o-o-e?" it groaned.
The boy pulled the blankets over his head and closed his eyes.
"I'll go to sleep," he thought. "When I wake up, it will be gone."
Then he heard the back door open. "Where is my to-o-o-o-e?" it groaned.
He heard footsteps. Thump. Thump. Thump. It was in the kitchen.
Thump. Thump. Thump. It was in the dining room.
Thump. Thump. Thump. It was in the living room.
Closer and closer it came. “Where is my toe,” it groaned.
Thump. Thump. Thump. It was in the hall.
Thump. Thump. Thump. It was climbing the stairs.
Thump. Thump. Thump. It was outside his door.
"Where is my to-o-o-o-e?" it groaned.
Then his door opened. Shaking with fear, the footsteps moved through the dark toward him.
Thump. Thump. Thump. Then they stopped.~~ (count to 12)
“Phew,” said the boy”….it was only a dream.”
“YOU’VE GOT IT!” the voice screamed. That poor little boy was never to be seen again.
<315 words>
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Big Toe Worksheet
1. Listen and choose the correct title for this story:
a) Gardening is Fun.
c) The Missing Toe.

b) How to Make Delicious Food
d) The Alien from Space.

2. Where did the story take place? Circle all answers which are true.
a) At school
b) In the kitchen
d) In the boy’s room

a) In the garden
c) At the store
e) In a hospital

3. Choose whether each sentence is true or false.
a)
b)
c)
d)
e)
f)
g)

The boy was digging in the garden.
The boy found treasure in the ground.
Mother was making soup for dinner
The toe tasted really bad.
The boy woke up at night.
The monster said “Give me back my eye!”
The boy wasn’t scared

T/F
T/F
T/F
T/F
T/F
T/F
T/F

4. Fill in the blanks for acts I, II and III.

Act I: In the Morning
A. Boy is (1)___________ in the garden. He sees something. He pulls on it and
something (2)____________. The boy finds a (3)__________________.
Act II: Before Dinner
A. Mother is (4)___________ in the (5)___________.
The boy comes in. He shows his mother the (6)_____________.
Act III: At Night
A. The boy is in his(6) ___________ . He is(7) _______________.
The monster is (8) ___________.”Where is my toe?”
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Listening Lesson - “From Head to Toe”
Teaching time: 40 minutes
school students

Target students: high beginner/low intermediate level elementary

1. Action Points:
1. I will incorporate activities and materials that will help Ss to show their understanding of the text through different
learning modalities (VAKT).
2. I will model and CCQ my instructions.
2. What are you teaching?
Skill focus: Listening
Integrated language skills: Listening, speaking and writing
Key Vocabulary - giraffe, buffalo, seal, bend, raise, wave, clap, thump, chest, arch, wriggle, knee, stomp, wiggle
Culture: using please when requesting someone to an action.
3. What are your Student Learning Objectives for the lesson?
By the end of the lesson, SWBAT demonstrate an understanding of the story chant 'From Head to Toe' by holding
up the correct card and doing the action correctly while listening to the story.
4. When/ How in the lesson will I check students' progress toward the above Learning Objectives? What
behaviors/ activities will show me whether they have mastered the materials?
When Ss find the cards that don’t belong in the 2nd listening activity and Ss do the sequencing activity correctly and
when Ss hold up the correct animal and do the action correctly in the 'Listen and Do' activity.
5. Preliminary considerations:
a. What do your students already know in relation to today's lesson?
Ss already know the body parts words in this story. Students already know some animal names and action verbs
such as giraffe, penguin, monkey, gorilla, cat, crocodile, elephant, turn, bend, raise, wave, clap, kick.
b. What aspects of the lesson do you anticipate your students might find challenging/ difficult?
Ss may not know some animal words and action verbs such as buffalo, seal, camel, donkey, thump, arch, wriggle,
wiggle.
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Ss may have difficulties to understand the whole text, because it contains 12 body parts, 12 animal names and 12
action verbs in it.
c. How will you avoid and/or address these problem areas in your lesson?
In the PRE stage T will show pictures of the animals and demonstrate the actions verbs in the ‘Glenda Says’ game.
T will provide Ss with many chances to listen to the text and stage the activity tasks from easy and general to difficult and
specific so that Ss can build on their understanding of the text.
Steps

Stages
PDP

1

PRE

2

PRE

Time:
guess
here

Procedure/Steps--these need to be written in the perspective of
what the students do

Focus
S-S, T-S,
etc.

Introduce the topic "Animals"
T shows parts of pictures of animals to Ss and asks Ss to T-Ss,Ssguess what it is. T will show mixed up animals and ask Ss
T
to put them together properly.
Ss
T will elicit the names of animals from Ss.
T writes the animals' name on the board.
Ss-T
For animal names Ss don’t know in English, T will tell Ss.
T
T-Ss
Please Game (TPR activity – Simon Says)
T will explain instructions for Simon Says. T will tell Ss
T-Ss
that she will tell them a command (ex: “T says clap
your hands”) and they must act it out, but if T doesn’t
say “Please” before the command, they shouldn’t do
the action.
T will ask CCQs to check Ss understanding of
T-Ss,
instructions:
Ss-T
- If I don’t say “Please” should you do the action?
T will model with Ss for the first few times to get Ss used
T-Ss
to game and understand how to play.
T will give Ss commands about movements that are in the
T-Ss
listening script such as "Bend your neck.", "Arch your
back."
After activity T can ask: Why should I say “Please” before

Activity Purpose
Learning Styles
(VAKT)
Activate Ss' background
knowledge.
FOWTAK
Introduce the topic to
help prepare Ss for
listening.
(VA)
Ss can feel safe when
they only move their
body to show what they
understood without
speaking. FOWTAK
Ss can review the action
verbs and the body parts
to set them up for
successful listening.
Check Ss understanding
of what to do.
Modeling helps Ss
understand how to do
the activity better.
Element of competition
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I ask you to do something

3

DURING

4

DURING

Listening Task #1: Find the correct book cover
T tells Ss that they will hear a chant of a story.
T shows them 3 different book covers.
T asks Ss to listen to the story and asks them which
book cover is the most suitable for the story.
Q: Which book cover is the most suitable for this
story? ( )
From Head to Toe
The Very Hungry Caterpillar
Brown Bear Brown Bear What Do You See?
Ss listen to the chant and match the cover to the story.
Ss share their answers in pairs first and then share with
the class.
Listening Task #2: Find out which animals don’t
belong
T gives Ss a set of cards of animal pictures. (The set of
cards contain all the animals in the story and 3 extra
animals which aren’t in the story.)
T asks Ss listen to the story and find the animals which
don’t belong. T explains that Ss must turn over the
picture if they hear the animal name.
T models the activity.
T will ask CCQs to check Ss understanding of
instructions:
- If I don’t hear the animal name, do I turn the card
over?
Ss listen to the chant and turn over the pictures of the
animals they hear.
Ss check their left over pictures with a partner before
checking with the whole class.

T-Ss
T-Ss
T-Ss

S
S-S
Ss-Ss

can help to provide Ss
with motivation.
(VAK)
Provide Ss with the reason to
listen with a general and
easy task helps Ss to
understand the main
idea.
Pictures are good for the low
level learners.
Ss can feel safe to
check their answers in
pairs first before the
whole class (Think-PairShare). (VA)

T-Ss

Ss are given a more
specific listening task
that is not too difficult.
Pictures are easy for low
level Ss to show their
understanding.

T-Ss
T-Ss,
Ss-T

Modeling helps Ss to
understand better.
Check Ss understanding
of what to do

T-Ss

Ss

Think-Pair-Share
(VAT)

Ss-Ss
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5
T-Ss
T-Ss

DURING

6

DURING

Listening Task #3: Sequencing Activity (pairwork)
T tells Ss that they will listen again and this time they
have to put the animal pictures in the order with their
partner as they hear them. T shows on the board while
she explains.
T asks Ss CCQs:
- If I hear “cat” first, what do I have to do?
- Do you put the pictures in order by yourself or with
your partner?
Ss listen and put the animal pictures in order with their
partner.
Ss check their pictures with another pair of Ss before
checking with the whole class.

Listening Task #4: “Listen and Do” activity
T explains to Ss that they will listen one last time. T tells
Ss that they have to hold up the card of the animal they
hear and do the action.
T models the activity.
T asks CCQs:
- Do you only hold up the picture card?
- What else do you have to do?
Ss listen again and hold up the correct animal card when
they hear the animal words and do the matching action.
(When they hear the part "I am a penguin. I can turn my
head." Ss should hold the penguin card up and turn

T-Ss,
Ss-T
S-S
Ss-Ss

T-Ss

Providing Ss another
chance to interact with
the text with a more
specific and difficult
activity that helps them to
understand the text in
more detail.
Checking Ss
understanding of what to
do.
Pair work helps Ss to
interact and learn from
each other
(collaborative learning).
Pictures are helpful low
level learners.
Providing Ss with a safe
and comfortable
environment to check
their answers and feel
more confident.
(VAT)
Ss are provided with
another chance to
listen to the text to
build detailed
understanding with a
specific and difficult
task.
Modeling helps Ss to
understand.
Checking Ss
understanding of what to
do.
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their head.)
Activity is an easy way to
check Ss' understanding
without reading or
writing.

7

POST

Class chant
T asks Ss what things they can do. T writes list of actions
on the board. T asks Ss how they can gesture the
actions. T and Ss do actions together.
T gives Ss a handout with their own picture on it. T tells
Ss to write their name what they can do and make a
gesture/action.
T writes support language on the board:
I am __________. I can __________.
T shows an example with her own picture.
T asks Ss to put their pictures on the board.
T tells Ss that they will make their own chant with their
pictures and actions.
Ss and T make a class chant together.

T-Ss
Ss-T
Ss & T

T can assess if the SLO is
achieved.
(VAKT)
Treating Ss as ‘knowers’.
Visual support for low
level and visual learners.

S
Providing Ss with the
language support they
need to be successful at
the activity.
T-Ss
Ss & T

Modeling helps Ss to
understand better.
Integrating writing and
speaking.
Ss can expand on the
text from the lesson in a
fun personalized activity
that allows Ss to be
creative. (VAKT)

Listening Script by Eric Carle
I am a penguin and I turn my head. Can you do it? I can do it.
I am a giraffe and I bend my neck. Can you do it? I can do it.
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I am a buffalo and I raise my shoulders. Can you do it? I can do it.
I am a monkey and I wave my arms. Can you do it? I can do it.
I am a seal and I clap my hands. Can you do it? I can do it.
I am a gorilla and I thump my chest. Can you do it? I can do it.
I am a cat and I arch my back. Can you do it? I can do it.
I am a crocodile and I wriggle my hips. Can you do it? I can do it.
I am a camel and I bend my knees. Can you do it? I can do it.
I am a donkey and I kick my legs. Can you do it? I can do it.
I am an elephant and I stomp my foot. Can you do it? I can do it.
I am I and I wiggle my toe. Can you do it? I can do it. I can do it.
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Buffalo

Seal

Crocodile

Camel

Donkey
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Part 3
Integrated Skill Lesson
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Lesson Plan 1 – Click Clack Moo: Cows That Type
Name: _______

___________

Date:

_____________________

Teaching time: _45 min_

Action points – (These are the suggested techniques/ideas to try in your next practice teaching. See trainer’s observation notes from your last
practice teaching session and copy the action points here)

1.
2.
3.




What are you teaching?
Language points – reading, writing, speaking (“I’d like a/some/an _____”)
Language skills – Asking for something, writing a letter.
Cultural Aspects – Writing a letter (salutation, closing,) request.

2. What are your Student Learning Objectives for the lesson? (These should be specific and describe observable student behaviors, which you
will be able to see in class.)
By the end of the lesson, SWBAT:
Demonstrate their ability to use the conventions of letter writing to ask for something by writing a letter from a pet to the pet’s owner
asking for something that pet would need.
3. When/How in the lesson will I check students’ progress toward the above Learning Objectives? What behaviors/activities will show me
whether they have mastered the material?
a) When students identify what the animals want in the listening activity (Click, Clack, Moo: Cows that Type)
b) When they are able to identify what other animals want in the reading activity (letters from animals).
c) When they explain to their friends what their pets want.
d) When they write a letter from a real or imaginary pet explaining what they want from their master.
Preliminary considerations:
a. What do your students already know in relation to today’s lesson?
Students know what letters are. They have probably seen some.
b. What aspects of the lesson do you anticipate your students might find challenging/difficult?
i.
The text is quite long so they may have a hard time following the story.
ii.
They will not be able to notice the form of the letter from just listening to the story.
iii.
They may find it difficult to think of what a particular animal might need.
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c. How will you avoid and/or address these problem areas in your lesson?

i.
ii.
iii.

Steps

I will show them the pictures in the book and give them two chances to listen so they can understand the story. For very low
level Ss, I will chunk the story into two parts and only read the first half on the first day. I may need to read it several times.
I will provide an example of a written letter for them to look at before they write their own.
I will have them brainstorm what the animal would need in the pre-writing stage. I will let them talk to their partner about
what their pet would need.

Stages

1

Time
(min):
Guess
here

3
L:Pre

2

5

L:Pre

3

7
L:During

Procedure/Steps--these need to be written in the perspective of what
the students do
Teacher asks Ss if they know the story of the “Three Little Pigs.”
Ask if they know any other stories where animals act like people.
Elicit a few (I.e. “Goldilocks and the Three Bears,” Aesop’s Fables,

Focus
Activity Purpose
S-S,
T-S,
etc.
T-Ss  Activate Ss’ background
knowledge. Prepare them to read
the story. Assess their

T pre-teaches key vocabulary:

T-Ss

1. T has Ss repeat after her to teach pronunciation and stress of new
vocabulary (problem, type, electric blanket, neutral, exchange,
type writer, diving board.)
2. then has them check with each other about what each word means
3. T checks comprehension by using gestures, anecdotes and
drawings to elicit the new words from the Ss, then asks some
CCQs about each word (i.e. in this drawing, who is neutral? Does
a neutral person fight?)

S-S

1. T puts a question on the WB and asks students to listen to the story
and think about the question. When the story is over, she will ask
Ss:
2. “Where did the story take place?”
3. (Support may be by providing choices: “A school, a farm or a
zoo?”

T-Ss

T-Ss



Ss learn new vocabulary to
prepare them to understand the
listening story.
 T validates and assesses Ss’
prior by monitoring their
discussion (Ss may use some L1
here)
 T keeps Ss engaged in the lesson
and assesses their knowledge of
key vocabulary by eliciting and
CCQs
 Ss are given a general reason to
listen for their first time.
 Visual support is given by showing
the illustrations.
 Peer checking is encouraged so Ss
feel more confident in their
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4. T reads the story aloud while Ss listen and look at the illustrations.
5. Have the Ss check their answers to the question with a partner then
share with the class.

4

7

T puts a chart on the board:
Animal
Wants

S-S

T-Ss

L:During
T tells Ss they will listen and tell her what animals they hear in the
story and what each animal wants.
T reads the story again (as many times as is required to complete the
chart.)
5

5

Reading a New Letter
T-Ss

W: E
L: Post

6

5
W:E
L: Post

T has Ss look at the handouts and read the letter from the cows.
Who is the letter from?
Who is the letter to?
What do the cows want?
T gives the same questions to the students about letter B (from the
dog.) Ss check with a partner and report to the whole class.
Noticing the Letter Structure and Grammar
T asks focusing questions:
What is the first word? What comes at the end?
What words are underlined?
Form/Meaning Check
Ss match the animal with what it would want. Check with a partner,
then with the class.
Ss unscramble the letter and check with a partner, then with the class.

S
S-S

answers and will help each other.
 The Ss see a letter writing in
context.

 Ss listen again to learn more
details about the story.
 Ss see a possible use for writing
letters (audience and aim.)
 T provides a graphic organizer to
help Ss answer the questions.
Answers:
Animal
Wants
Cows
Electric blankets
Hens
Electric blankets
Ducks
A diving board
 This activity moves beyond the
listening text by using another
skill, reading.
 The previous listening activity has
acted as a ‘pre’ stage by activating
schema about letter writing.
 This reading activity is a chance
for the Ss to see a written letter,
preparing them for the writing
activity later.
 T checks that the Ss know the “I’d
like” grammar form and meaning.
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7

10

W: I
L: Post

Practice the Grammar Form
T draws a picture or writes words on the WB:
A: What would you like?
B: I’d like ________
pencil, eraser, money (and elicits a, an or some to go before the
words)
T models the pronunciation and has Ss repeat using “I’d like _____.”

T-Ss

 Practice first in a controlled way to
practice pronunciation and
intonation.
 Ss practice on their own to
personalize and make it automatic.
 T provides TL and SL to support
practice.

S-S
8

10

W:I
L: Post

9

T-Ss

 Prewriting allows Ss to organize
their ideas and be successful in the
writing stage.

T then models writing a letter from his dog asking for something using S
the “I’d like” expression.
T elicits some animals and has Ss fill in a graphic organizer for their
own pet.
10

W: F
L: Post

T elicits things that the Ss want and let them practice as partners.
Prewriting
T puts graphic organizer on WB and fills it in with the Ss.
T Elicits many possible things to model brainstorming.

Writing
T has Ss choose just one item for their pet and write a letter using the
template.

S

 Ss can use the letter genre to write
with a purpose.
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Section 4
Readings with Guiding Questions

Tomlinson’s Introduction
(Please answer in full sentences and in your own words)
1) Which three statements about materials do you agree with the most? Why?

- 87 -

- 88 -

- 89 -

- 90 -

- 91 -

- 92 -

A-6

- 93 -

A-8

A-7

A-9

- 94 -

A-10

- 95 -

A-11

A-12

- 96 -

A-13

A-14

- 97 -

A-16

A-15

- 98 -

- 99 -

Features of Good Materials Chart
Feature:
1) Materials should achieve impact

Examples that you have seen:

2) Materials should help learners to feel at ease

3) Materials should help learners develop confidence

4) What is being taught should be perceived as relevant and
useful

5) Materials should facilitate learner self-investment and
discovery

6) Learners must be ready to acquire the points being taught

7) Materials should expose the learners to language in
authentic use
8) Learner’s attention should be drawn to the linguistic
features of the input

1

9) Materials should provided opportunities to use the TL for
communicative purposes

10) Materials should take into account that the positive effects
of instruction are usually delayed

11) Materials should take into account that learners have
different learning styles

12) Materials should take into account that learners differ in
affective attitude

13) Materials should permit a silent period at the beginning of
instruction

14) Materials should maximize learning potential

15) Materials should not rely too much on controlled practice

16) Materials should provide opportunities for outcome
feedback

2

Halliwell’s Working with Young Learners & Identifying
Implications
(Please answer in full sentences and in your own words)
1) What 6 instincts, skills and/or characteristics do children bring with them when
they enter the language learning classroom? How do we as Ts use these instincts,
skills and characteristics to help YL to learn a second language? (Please fill in the
chart below)
instinct/skill/characteristic

teaching implication

1.

2.

3.

4.

5.

6.

2) Make a list of teacher actions that can help students build confidence. Make a list
of teacher actions that can hinder student confidence. (Use Chart)
Do List
Don’t List

Why is building confidence and creating a safe and comfortable environment
important?

3) How can we create opportunities for real communication in our classes and why
is real communication important?
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Paul’s Child Centered Learning
(Please answer in full sentences and in your own words)
1) Describe the stages in the active learning cycle (Questioning Cycle). What
happens in each stage?

2) How are thinking and learning related? Why do we want to make our students
think? Who initiates the learning when students are thinking?

3) Why is personal involvement important? How does it help student learning?

- 91 -

- 92 -

- 93 -

- 94 -

- 95 -

- 96 -

- 97 -

- 98 -

- 99 -

- 100 -

- 101 -

- 102 -

- 103 -

- 104 -

- 105 -

- 106 -

Fadil’s Defining Learning Objectives for ELT
(Please answer in full sentences and in your own words)
1. What is the difference between statements of aims and statement of objectives?
Aims
Objectives
a.

a.

b.

b.

c.

c.

d.

d.

2. What are three benefits of writing statement of objectives from the perspective of student
learning?

3. What type of verbs should statement of objectives contain? Why?

1

4

Realistic Objective?

To make sure it’s a fair test, I’m going
to give you all the same task. All I want
you to do is climb up into that tree…

5
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Lesson Planning Process
ASSUMPTIONS

LEARNER’S
NEEDS

What will they be
able to do?

CURRICULUM

How relevant is
it?

SLO
What are they going to
do to own the language?

What are they
going to do for
internalization?

How are they going
to show me they
learned it?

FLUENCY

How are they
going to practice
meaningfully?

INTERNALIZE
How is it going to
be encountered?

What needs to be
encountered?

ENCOUNTER
WARM UP
Final Questions to ask:
1. How does each part support the SLO?
2. Have I broken it down into digestible parts?
3. Have I provided them with relevant, challenging activities?
4. How am I keeping the learners in the spotlight?
1

How to Develop a Lesson Plan
Overview: To begin, ask yourself three basic questions:
1. Where are your students going?
2. How are they going to get there?
3. How will you know when they've arrived?
Then begin to think about each of the following categories that form the organization of the plan. While
planning, use the questions below to guide you during each stage.
Goals
1. What is the purpose, aim, or rationale for the lesson?
2. What do you want or expect students to be able to do by the end of the lesson?
3. How does the lesson tie in with the course framework?
Prerequisites
1. What must students be able to do before this lesson?
2. How will you make connections to what students already know (i.e. their background knowledge)?
Materials
1.
2.
3.
4.
5.

What materials will be needed?
How familiar are you with the content?
How will the materials be used?
How much preparation time is required?
How will you instruct students to use these materials?

Lesson Procedure – Introduction
1.
2.
3.
4.

How will you introduce the ideas and objectives of this lesson?
How will you get students' attention and motivate them in order to hold their attention?
How can you tie lesson goals with student interests and past classroom activities?
What will be expected of students?

Lesson Procedure – Main Activity
1. What is the focus of the lesson?
2. What does the teacher do to facilitate learning, manage the various activities, and sustain interest?
3. How can this material be presented to ensure each student will benefit from the learning experience?
Closure/Conclusion
1. What will you use to draw the ideas together for students at the end?
2. How will you provide feedback to students to correct their misunderstandings and reinforce their
learning?
Follow-up Lessons/Activities
1. What activities might you suggest for enrichment and remediation?
2. What lessons might follow as a result of this lesson?
Assessment/Evaluation
1. How will you evaluate the goals that were identified?

How will students demonstrate that they have learned and understood the goals of the lesson?

2

Reflective Teaching Questions about Lessons
Overall
1)
2)
3)
4)
5)
6)
7)
8)
9)
10)

Was the lesson effective? Why or why not?
Did I achieve the goals and objectives I had for the lesson? Why or why not?
Were my students’ needs addressed successfully? Why or why not?
Was there anything that the students didn’t respond to well? Why?
What helped my students’ learning?
What hindered my students’ learning?
What were my strengths as a teacher today?
What were my weaknesses as a teacher today?
What are 3-5 things I could improve?
How do I plan to reach my improvement goals?

Specifics
1)
2)
3)
4)
5)
6)
7)
8)
9)
10)
11)
12)
13)
14)
15)
16)
17)
18)
19)
20)
21)
22)
23)
24)
25)
26)
27)
28)
29)
30)
31)
32)
33)
34)
35)
36)

Were there clear goals and objectives for the lesson?
Did I plan and prepare well for the lesson?
Was the lesson well organized and logically sequenced?
Were the goals and objectives of the lesson clear to the students?
Were my instructions brief and clear?
Was the contented encountered/presented effectively?
Were all my teaching materials appropriate and used effectively?
Did I provide students with time to practice?
Did students use different language skills?
Was I able to stimulate and sustain student interest and motivation for the duration of the lesson?
Did I praise, encourage and motivate my students as much as possible?
Were the students able to make connections between what I was teaching and their own lives?
Was the challenge level suitable for my students?
Did the activities go as planned?
Were the activities meaningful and appropriate to achieve my goals and objectives?
Were the activities appropriate for different learning styles?
Did the students have enough time/opportunities to participate in the learning activities?
Was the material/content too much, too little, or just right for the lesson?
Was the seating arrangement appropriate for each activity?
Did I help my students become more aware of the second language culture?
What events during the class made me deviate form my plans?
Was I able to guide students/explain any difficult concepts to my students clearly?
Were student errors monitored and corrected effectively?
Did I respond well to student problems?
Did I pay attention to all my students as equally as possible?
Did I speak in the target language (English) as much as possible?
Was teacher talk minimized and student talk maximized?
Did I use gestures, body language, and/or humor to enliven the class?
Did the students speak in the target language (English) with each other?
Did students get sufficient practice using the target skills?
Did all students participate actively – even the reluctant ones?
Did I organize class time effectively (i.e. Did I have good time management skills)?
Was I able to recycle language which I had previously taught?
Were the students’ performance assessed properly?
Did I do anything to leave the students with a feeling of achievement?

3

EIF Framework
(Please answer in full sentences and in your own words)
1) How many language skills are there in English? What skills can we teach using the
EIF Framework?

2) Please describe what EIF stands for and summarize your understanding of the
framework.

4

EIF SPEAKING LESSON FRAMEWORK

Encounter, Internalize, Fluency
E

I

—multiple
practices

F

—SWBAT is assessed

Inductive
Encounter—
student
involvement

Maximize
opportunities for Ss
contact
with the
language

INTERNALIZE

FLUENCY

ACCURACY

CONTROLLED

Recognition of
vocab. Structure
intro.

Production by
repetition.

Production practice
activities with
great attention to
error correction
(overt).

Activities move
from limited to
multiple
choices—1-4.

HANDS ON

T- guided and
directed using
deductive or
inductive approach

1

T-Ss to S-S

2
Note: the numbers 1-4 are arbitrary
and meant to be reference points only
on a continuum.

3

SWBAT Students will be able to…
Student Learning Objectives are SMART!
(Specific, measurable, achievable,
relevant, and time bound).
Don’t over prepare. Get mileage from
your materials. How many ways can the
teacher use the same materials by
maximizing VAKT?

4
FLUENCY
FLUENCY
Some mastery of
vocab and
structures. Error
correction is
delayed and
indirect.

Speaking 7 - 1

FREE

HANDS OFF

Interactive,
open-ended
communication.
Personalized,
creative use of
language.

Little to no control or
error correction .
Teacher observes and
assesses SWBAT

EIF INTERNALIZE (PRACTICE) Continued

1

2

3

C
O
N
T
I
N
U
U
M
R
E
N
T
I
N
G

Recognition drills in Encounter transitioning to
Internalization stage
__________________________________
 Structure Repetition drills (repeat after teacher)
 Simple substitution drills (mechanical) (T supplies
vocab and Ss plug into structure)
 Dialogue—repetition
 Matching structures, vocabulary








Simple substitution drills (meaningful) (T points to
a picture or acts out and Ss use in structure.
Transformation drills—change statement to
question
Q & As
Plug-in dialog—(T directed) (see Scaffolded Ds)
Controlled games



Cocktails
Conversation Grids—daily routines, Find Someone
Who (using set structure)
Less controlled games
Information Gaps














Presentations
Role plays
Interviews
Conversation Grids
Cocktails-- sharing opinions
Situation Cards
Construction Gaps-- Rod construct
Opinion Gaps
Task Completions
Discussions
Open-ended Games
Debates





T
O

4
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W
N
I
N
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Note: the numbers 1-4 are arbitrary
and meant to be reference points only
on a continuum.

THE EIF PICTURE
Encounter

Internalize/Practice
ACCURACY

New Material
Vocabulary
Structures
Concepts

3

4 Free

Drill/Practice
ASSESSMENT

_____________________
Set them up for success
Word Splash
Mind Map
Examples
Stickies
Pictures
Models – Models - Models
Scrambled sentences
Rods
Dialogues
Pronunciation Discrimination
Jazz Chants
VAKT
INDUCTIVE
(Eliciting/Collaborative) VS
DEDUCTIVE (Telling)

1 Controlled 2

Fluency

How are
the Ss
showing
you what
they
know?

Teacher Talk
VS
Student Talk

Am I doing for them what
they can do for themselves?

Control 1
Free (choices) 3
Difficult
Easy
Production
Recognition
Contextual
T-S & S-S
Pair and small group work
___________________________
Describe the _____
Recycling
Conversation Circles
Q& A (use structure)
Info Gaps
Dialogues
Controlled games
Cocktails
Conversation Grids
Pictures
Vocabulary –Grammar Practice
Stations
How many different ways can they
interact with the material?

ASSESSMENT
SWBAT

© 2006 Ron Bradley and John Kongsvik

Student Learning Objective: Observable,
measurable, realistic,
relevant, attainable

ASSESSMENT

How are
the Ss
showing
you what
they
know?

Teacher Talk
VS
Student Talk

FLUENCY
Communicative
Activities
Free
Real
Open-ended
Communicative
Situational
Creative
Personalized
_____________________
Games
Rod construct
Maps
Role plays
Situational cards
Presentations
Cocktails
Discussion
Debate
Interviews
Conversation Grids/Circles
How can they use it in a
meaningful way and take it
out the door with them?
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Lesson Developer Check-list
Please complete the questions on the back as well.

Lesson Title:______________________ Date:___________
Lesson Developer:__________________ Assessing Peer:____________________
Section 1: SLO:
___ Is the TL age/level appropriate and relevant to the Ss?
___ SLO includes the language component and a measurable activity to assess Ss'

success.
Section 2: Beginning (Encounter: first 10-20 min.)
___ Begins with a warm-up and/or initial assessment activity.
___ Rapport is established, motivation and interest is engaged
___ Activates Ss schema and/or elicits prior knowledge.
___ Target language (TL) is introduced early in the lesson.
___ Checks student understanding of TL through pictures, questions and other

strategies.
Section 3: Practice Time (Internalize)
___ Includes several interesting and varied chances to practice the TL.
___ Includes some T-Ss interaction and some S-S interaction.
___ Students are supported in their practice (i.e. scaffolding, support language,

chunking, and/or error-correction feedback is provided for all activities.)
___ Materials engage Ss and help in Ss internalization
___ Includes assessment of students' learning of the TL often during the lesson.
___ Students' opinions are elicited
Section 4: Final Activity (Fluency)
___ Students are given a chance to prove their mastery of the TL.
___ Activity is meaningful and authentic.
___ Activity has students interacting with each other.
Section 5: Learning Styles
___ Lesson appeals to kinesthetic learners.
___ Lesson appeals to auditory learners.
___ Lesson appeals to tactile learners.
___ Lesson appeals to visual learners.
___ Lesson mixes some of the four skills: reading, writing, speaking, listening (circle

which are used.)

1

Section 6: General
___ Lesson accommodates a variety of strategies (rephrasing, body language,

opportunities for peers learning, etc...)
___ Recommended classroom-talk is level-appropriate.
___ Instructions are easy to follow (should be short and accurate.)
Section 7: Tomlinson’s Features of Good Materials

To what extent do the materials in this lesson provide for and/or take into consideration
the following aspects (check all that apply):
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.

___ Materials should achieve impact
___ Materials should help learners to feel at ease
___ Materials should help learners develop confidence
___ What is being taught should be perceived as relevant and useful
___ Materials should facilitate learner self-investment and discovery
___ Learners must be ready to acquire the points being taught
___ Materials should expose the learners to language in authentic use
___ Learner’s attention should be drawn to the linguistic features of the input
___ Materials should provided opportunities to use the TL for communicative purposes
___ Materials should take into account that the positive effects of instruction are usually delayed
___ Materials should take into account that learners have different learning styles
___ Materials should take into account that learners differ in affective attitude
___ Materials should permit a silent period at the beginning of instruction
___ Materials should maximize learning potential
___ Materials should not rely too much on controlled practice
___ Materials should provide opportunities for outcome feedback

1. Do you think the Ss will achieve the SLO? Why or why not?
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
2. What questions/concerns do you still have about the lesson and how it will be taught?
Be specific.
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________

2

Use this for notes:

3

Halliwell’s Working with and without Coursebooks
(Please answer in full sentences and in your own words)
1) How can working with a textbook help a teacher? How can working with a
textbook help the learners? How can working with a textbook hinder teaching and
learning?

2) The chapters don’t discuss this directly, but what do you think is meant by the
terms: Select, Adapt, Reject, and Supplement when working with and without
coursebooks? (Hint: Select DOES NOT mean choose a textbook, so it is valid for
both working with and without a coursebook. What does a T select, adapt, reject, and
supplement?)

3) How can the teacher involve children in the planning? Why is involving your
students in planning a good idea? How does it help learning?
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Ellis, R. (2002). The Place of Grammar Instruction in the
Second/Foreign Language Curriculum. In E. Hinkel & S.
Fotos New Perspectives on Grammar Teaching in Second
Language Classrooms (pages 14-34). Routledge: London.
Rod Ellis
University of Auckland, New Zealand

Directions: Answer the following questions on a separate piece of paper. I will
collect them next week.
1. What are the four reasons that the author gives for learners’ failure to achieve
a high level of grammatical competence?
2. Summarize the six aspects of SLA research that support grammar instruction?
3. Where and when should grammar be taught in the EFL/ESL curriculum?
Why?
4. The author describes the kind of activities that need to be present in a unit to
support grammar acquisition; what are these activities?

The place of grammar instruction in the second/foreign language curriculum has been
strongly debated in the past 30 years. In teaching methods reliant on a structural
syllabus (e.g., grammar translation, audiolingualism, Total Physical Response,
situational language teaching), grammar held pride of place. However, with the
advent of communicative language teaching (see, e.g., Allwright, 1979) and “natural”
methods (e.g., Krashen & Terrell, 1983), this place has been challenged and in some
cases, a “zero position” has been advocated (e.g., Krashen, 1982) on the grounds that
teaching grammar does not correlate with acquiring grammar. More recently, various
arguments have been advanced for incorporating a ‘‘focus on form”1 into the
language curriculum (e.g., Doughty & Williams, 1998), motivated by research
findings that suggest that “natural” language learning does not lead to high levels of
grammatical and sociolinguistic competence (e.g., Swain, 1985). The purpose of this
chapter is to consider a number of reasons why grammar should be included in a
second language (L2) curriculum. The chapter also addresses how a grammar
component might be incorporated into a communicative curriculum. Finally, it
outlines an approach to the teaching of grammar that is compatible with the curricular
framework being proposed.
THE CASE FOR TEACHING GRAMMAR
A case for teaching grammar can be mounted from different perspectives: (1)
acquisition theory, (2) the learner, and (3) language pedagogy. Taken together,
1

Long (1988) distinguishes between a “focus on forms” and a “focus on form.” The former
refers to traditional approaches to grammar teaching based on a structure-of- the-day
approach. The latter refers to drawing learners’ attention to linguistic forms (and the
meanings they realize) in the context of activities in which the learner’s primary focus of
attention is on meaning.

arguments based on these perspectives provide a compelling argument in favor of
teaching grammar.
Acquisition Theory
It is now widely acknowledged that L2 learners, particularly adults, fail to achieve
high levels of grammatical competence even if they have ample opportunity to learn
the language naturally. Hammerly (1991) indicates that many naturalistic learners,
even after years of exposure to the L2, often fail to proceed beyond the second level
on the American Council on the Teaching of Foreign Languages (ACTFL) scale of
language proficiency. Kowal and Swain (1997) and Swain (1985) point out that
learners in Canadian immersion programs (i.e., programs in which the target language
serves as the medium of instruction for teaching subject content) achieve high levels
of discourse and strategic competence but frequently fail to acquire even basic
grammatical distinctions, such as passé composé and imparfait in French.
There are many possible reasons for learners’ failure to achieve high levels of
grammatical competence, including the following:
1. Age: Once learners have passed a “critical period” (about 15 years of age in
the case of grammar) the acquisition of full grammatical competence is no
longer possible.
2. Communicative sufficiency: Learners may be able to satisfy their
communicative needs without acquiring target language norms.
3. Limited opportunities for pushed output: Research (e.g., Allen, Swain, Harley,
& Cummins, 1990) has demonstrated that the linguistic environment to which
learners are exposed in the classroom may indeed be limited in quite
significant ways.
4. Lack of negative feedback: It has been suggested that some grammatical
structures cannot be acquired from positive input, which is all that is typically
available to learners learning an L2 “naturally” (see White, 1987).
If (1) is the reason, not much can be done to alleviate the problem pedagogically, as
teachers are clearly powerless to alter the age of their learners. However, there is
growing doubt concerning the validity of the critical period hypothesis where
grammar is concerned; it is becoming clear that there are large numbers of learners
who, given sufficient time and motivation, are successful in acquiring target language
norms even if they start learning the L2 after the age of 15. If (2) and (3) are the
reasons, two possible solutions suggest themselves. One is improving the quality of
the interactional opportunities learners experience, for example, by ensuring that
learners’ communicative needs are enhanced by requiring them to produce “pushed
output.” One way of achieving this is by devising a curriculum of communicative
tasks that are linguistically demanding (e.g., call for learners to activate their rulebased as opposed to lexical competence - see Skehan, 1998). The other solution is to
focus learners’ attention on grammatical form (and, of course, the meanings they
realize) through some kind of grammar teaching. Point (4) also indicates the need for
grammar teaching, as this serves as one of the more obvious ways in which learners
can obtain the negative feedback needed to acquire “difficult’’ structures.
Given that the possible reasons for learners’ failing to achieve target language norms
vary in the kind of solution they point to, it is obviously important to establish

whether the “teach grammar” solution is, in fact, effective. Earlier (see Fotos & Ellis,
1991), I summarized the main findings of what is now a substantial body of empirical
research that has investigated the effects of form-focused instruction on interlanguage
development. This summary, I would claim, remains valid today. It states:
1. Formal instruction helps to promote more rapid L2 acquisition and also
contributes to higher levels of ultimate achievement (Long, 1988).
2. There are psycholinguistic constraints which govern whether attempts to teach
learners specific grammatical rules result in their acquisition. Formal
instruction may succeed if the learners have reached a stage in the
developmental sequence that enables them to process the target structure
(Pienemann, 1984). Conversely, it will not succeed if learners have not
reached the requisite developmental stage.2
3. Production practice is not sufficient to overcome these constraints. There is
now clear evidence to suggest that having learners produce sentences that
model the target structure is not sufficient to guarantee its acquisition as
implicit knowledge. Studies by Schumann (1978), R. Ellis (1984), and Kadia
(1988), among others, suggest that formal instruction directed at
developmental or difficult grammatical structures has little effect on
performance in spontaneous language use. (The term developmental refers
here to structures that are acquired in stages and involve the learner passing
through a series of transitional phases before mastering the target structure.
Examples of developmental structures are negatives and interrogatives.)
4. It is possible, however, that formal instruction directed at relatively simple
grammatical rules (such as plural or copula be) will be successful in
developing implicit knowledge, as such forms do not require the mastery of
complex processing operations (Pica, 1983; Pienemann, 1984).
5. Formal instruction is effective in developing explicit knowledge of
grammatical features. There is substantial evidence to suggest that formal
instruction is successful if the learning outcomes are measured by means of an
instrument that allows for controlled, planned, language use (e.g., an imitation
test, a sentence-joining task, or a grammaticality judgment task). It is in this
kind of language use that learners are able to draw on their explicit knowledge.
Studies by Kadia (1988); Lightbown, Spada, and Wallace (1980); Schumann
(1978); and Zobl (1985) all support such a conclusion.
6. Formal instruction may work best in promoting acquisition when it is linked
with opportunities for natural communication (Spada, 1986).
In short, although there are constraints that govern both when and what type of
grammar teaching is likely to work, there is clear evidence that, providing these
constraints are taken into account, teaching grammar can have a beneficial effect on
learners’ interlanguage development. This conclusion is now widely accepted by
Second Language Acquisition (SLA) researchers (see Doughty and Williams, 1998).
2

A recent article by Spada and Lightbown (1999) does cast some doubt on the claim that
developmental sequences are inviolable. This study found that learners who were at an early
stage in the acquisition of question forms were able to learn question forms at an advanced
stage as a result of formal instruction, suggesting they were not constrained by the kind of
psycholinguistic constraints on acquisition proposed by Pienemann. Spada and Lightbown
suggest that the effectiveness of instruction may depend less on the learners’ stage of
development than on the type of instruction.

The Learner’s Perspective
An equally strong reason for including grammar in the L2 curriculum is that many
learners expect it. Adult learners typically view “grammar” as the central component
of language and, irrespective of the type of instruction they experience, are likely to
make strenuous efforts to understand the grammatical features they notice. In an
analysis of the diaries written by ab initio learners of German in an intensive foreign
language course at a university in London (Ellis, R., unpublished manuscript), I was
struck by the depth of the learners’ concern to make sense of the grammar of German.
Their diaries are full of references to grammar—of their struggle to understand
particular rules and their sense of achievement when a rule finally “clicked.” It should
be noted, too, that “grammar” for these learners consisted of explicit rules that they
could understand; it was not the kind of implicit grammar that comprises
interlanguage.
Of course, not all learners will orientate so strongly to studying grammar. Some,
younger learners for example, may be more inclined to view language functionally as a tool for communicating - and may be less able to benefit from grammar
instruction. Nevertheless, it is my contention that many successful learners are not
only prepared to focus on form but actively seek to do so (see Reiss, 1985). For such
learners, a “communicative” syllabus that eschews a focus on grammar may be
missing the mark.
A Pedagogical Perspective
One of the arguments that was advanced against the kind of notional/functional
syllabus that appeared in the late 1970s and early 1980s was that ‘‘notions” and
“functions” do not provide a basis for the systematic coverage of the language to be
taught (see Brumfit, 1981). Examples of notions are possibility and past time, whereas
examples of functions are requests and apologies. The problem with such constructs is
that they are not generative in the way grammar is. A similar criticism can be leveled
at the current fashion for task-based or thematically based syllabuses. There can be no
guarantee that the teaching activities that are based on such syllabuses provide a full
and systematic coverage of the grammar of the L2. To some extent, tasks can be
devised so that they require learners to use specific grammatical features, but, at least
where production tasks are concerned, there are limits on the extent to which these
features are essential in performing the tasks (see the comments later in this chapter)
as learners are adept at avoiding the use of structures that they find difficult. Arguably,
the only way to ensure a systematic coverage of the grammar of the L2, then, is by
means of a structural syllabus. Such a syllabus provides teachers and learners with a
clear sense of progression—something that I think is missing from both notional and
task-based syllabuses. However, this does not mean the abandonment of meaningbased syllabuses and a straight return to the structural syllabus. Rather, I see a need
for both. This involves a curriculum that incorporates both types of syllabus. We will
now turn to the question of how grammar can be incorporated into a language
curriculum.
THE PLACE OF GRAMMAR IN THE CURRICULUM

Deciding the place of grammar in the language curriculum involves seeking answers
to the following questions:
1. At what stage of learners’ general L2 development should grammar be taught?
2. With what intensity should grammar be taught?
3. Can the teaching of grammar be integrated into meaning-focused instruction?
The first question concerns the general timing of the grammar instruction. The second
deals with whether grammar instruction should be intense or spread over a period of
time. The third concerns the crucial matter of the relationship between the grammar
and the communicative components of a syllabus.
The Timing of Grammar Instruction
An assumption of traditional approaches to grammar is that it should be taught from
the very beginning stages of a language course. This assumption derives from
behaviorist learning theory, according to which learning consists of habit formation.
Learners must be taught correct habits from the start to avoid the unnecessary labor of
having to unlearn wrong habits in order to learn the correct ones later. As Brooks
(1960) put it, “Error, like sin, is to be avoided at all cost.” Such a view is not
supported by current theories of L2 acquisition. Interlanguage development is seen as
a process of hypothesis-testing and errors as a means of carrying this out (Corder,
1967). Learners follow their own built-in syllabus. Thus, it is now widely accepted
that errors are both a natural and inevitable consequence of the processes of
acquisition. In other words, there is no longer a theoretical basis for teaching grammar
to prevent errors.
There are, in fact, some fairly obvious reasons for not teaching grammar to beginners.
First, as the immersion studies have shown (see Johnson & Swain, 1997), learners do
not need grammar instruction to acquire considerable grammatical competence.
Learners with plentiful opportunities to interact in the L2 are likely to acquire basic
word order rules and salient inflections without assistance. For example, L2 learners
who have never received instruction are able to acquire the rules for ordering
elements in the English noun phrase; they do not put the adjective after the noun, even
when this is the ordering in their L1 (Hughes, 1979). They are also able to acquire the
English auxiliary system and, over time, use this in a target-like manner in
interrogatives and negatives. Probably, they will also acquire at least some complex
structures such as simple relative clauses in which the relative pronoun functions as
subject (as in “Mary married the man who lived next door”). Of course, not all
learners will acquire these grammatical features; some learners, like Schumann’s
Alberto (Schumann, 1978), will fossilize early. But many learners will go quite a long
way without any attempt to teach them grammar. In other words, up to a point, the
acquisition of a grammar takes place naturally and inevitably, providing learners
experience appropriate opportunities for hearing and using the L2.
A second, more powerful reason for not teaching grammar to beginners is that the
early stage of L2 acquisition (like the early stage of L1 acquisition) is naturally
agrammatical. Language learners begin by learning items—words or formulaic
chunks. They communicate by concatenating these, stringing them together into

sequences that convey meaning contextually, as shown in these examples from Ellis
(1984):
Me no (= I don’t have any crayons)
Me milkman (= I want to be the milkman)
Dinner time you out (= It is dinner time so you have to go out)
Me no school (= I am not coming to school on Monday)
Such utterances are ubiquitous in the spontaneous, communicative speech of beginner
L2 learners, both child and adult. It is only later that learners begin to grammaticalize
their speech. According to N. Ellis (1996), they do this by extracting rules from the
items they have learned—bootstrapping their way to grammar. It would seem, then,
that the early stages of language acquisition are lexical rather than grammatical (see
also Klein & Perdue, 1992; Lewis, 1993).
If grammar teaching is to accord with how learners learn, then, it should not be
directed at beginners. Rather, it should await the time when learners have developed a
sufficiently varied lexis to provide a basis for the process of rule extraction. In crude
terms, this is likely to be at the intermediate-plus stages of development. There is a
case, therefore, for reversing the traditional sequence of instruction, focusing initially
on the development of vocabulary and the activation of the strategies for using lexis in
context to make meaning and only later seeking to draw learners’ attention to the rulegoverned nature of language.
The Intensity of Grammar Instruction
Independent of when grammar should be taught is the question of how intense the
instruction should be once it starts. Is it better, for example, to spend substantial
periods of time focusing on a relatively few (albeit problematic) grammatical
structures, or is it better to deal less intensively with a broad range of structures?
There are now a number of studies that demonstrate that when problematic
grammatical structures are taught intensively learners acquire them. Harley (1989),
for example, describes an instructional treatment for dealing with the distinction
between passé composé and imparfait that lasted eight weeks! Thankfully, this
resulted in marked gains in the accuracy of these verb forms that were sustained over
time. One wonders, however, how feasible such intense treatments are in the context
of the complete language curriculum. If such lengthy periods of time are devoted to a
single grammatical structure there will be little time left to focus on the numerous
other grammatical problems the learners experience.
Underlying this question of the intensity of the instruction is another question. What is
the goal of grammar instruction? Is it to lead learners to full control of the targeted
structures? Or is it to make them aware of the structures and, perhaps, of the gap
between their own interlanguage rule and the target language rule? Grammar
instruction, again influenced by behaviorist learning theory, has assumed that the goal
of grammar instruction is complete accuracy. It is this assumption that appears to
motivate the call for intense doses of instruction of the kind Harley provided.
However, a more cognitive view of L2 learning suggests that acquisition begins with
awareness, and that once this has been triggered learners will achieve full control

through their own resources in due time. Such a view supports a less intense, broaderbased grammar curriculum.
The Relationship Between Code-Focused and Message-Focused Instruction
Traditional language teaching was code-focused, although there were probably always
some opportunities for message-focused activity, even in the most audiolingual of
courses. With the advent of communicative language teaching, however, more
importance, quite rightly, has been given to message-focused language activity, not
just because this is seen as needed to develop communicative skills in an L2, but also
because it caters to the natural acquisition of grammar and other aspects of the code
(see, e.g., Prabhu, 1987). Perhaps the key issue facing designers of language curricula
is how to relate the code-focused and the message-focused components. There are two
basic options.
The first is the integrated option. Integration can be achieved in two ways:
1. Communicative tasks that have been designed to focus attention on specific
properties of the code. I have referred to these elsewhere as “focused
communicative tasks.” Such an approach represents a proactive approach
toward integration; it takes place at the level of the curriculum content.
2. Teachers’ feedback on learners’ attempts to perform communicative tasks.
Such feedback can focus on specific errors that learners make. This approach
is reactive in nature; it takes place, not at the level of content, but
methodologically. The feedback can be instant (i.e., can occur as an immediate
response to a learner error) or it can be delayed (i.e., take place after the
communicative task has been completed).3
There are enormous problems in designing focused communicative tasks (see
Loschky & Bley-Vroman, 1993) that preclude using them as a means of achieving
curricular integration. As I have already noted, learners are adept at sidestepping the
grammatical focus while performing a communicative task, unless of course they are
told what the focus is; in which case, it can be argued that the task ceases to be
communicative and becomes a situational grammar exercise. Integration is more
likely to be achieved reactively rather than proactively, although there are some
obvious problems here, not least concerning the nature of the feedback; should it be
explicit, which potentially endangers the communicative nature of the task, or implicit,
when it might not be noticed? Currently, however, strong arguments have been
advanced for what Long (1991) has called ‘‘a focus on form” (i.e., reactive feedback
while learners’ primary attention is on message). The claim is that drawing learners’
attention to form in the context of ongoing communicative endeavor is compatible
with the type of input processing that is needed for interlanguage development.
The second approach for relating the two elements of a language curriculum is the
parallel option. Here no attempt is made to integrate a focus on code and message;
3

Little is currently known about the relative efficacy of immediate and delayed negative
feedback on learners’ acquisition of grammatical features. Most studies of negative feedback
have focused on the type of feedback (e.g., whether it is implicit or explicit) rather than the
timing. This is clearly an area that needs to be investigated.

instead, these are entirely separate components. In such a syllabus, the main
component would consist of communicative tasks, designed to engage learners in the
receptive and productive processes involved in using language to convey messages. A
second, smaller component would consist of a list of grammatical structures to be
systematically taught. There would be no attempt to create any links between the two
components. The time allocated to the two components would vary according to the
learners’ general level of proficiency. Thus, at the elementary level there would be
only communicative tasks (receptive rather than productive in the first instance).
At the intermediate stage, once learners had established a lexical basis for the
acquisition of grammar, the focus on code (which could include pronunciation and
discourse as well as grammar) would kick in, growing progressively larger as time
passed, until it occupied close to half of the total time available with advanced
learners. This proportional curriculum model (Yalden, 1983) is shown in Fig. 2.1.
Elementary
Communication tasks

Intermediate

Code-focused tasks

Advanced



FIG. 2.1 The relationship between the communicative and code components of a
syllabus.

This proposal flies in the face of what is generally considered to be good practice in
language pedagogy—namely, that the curriculum should be carefully constructed to
ensure an integration of skills, with tasks carefully sequenced to ensure a systematic
and graded progression. However, such syllabuses, although superficially sensible,
ignore the essential fact that skill integration is not something that is achieved
externally by the curriculum designer (or teacher) but must be achieved internally by
the learners themselves, in accordance with their built-in syllabuses and their
particular learning goals. Curriculum designers have hung themselves quite needlessly
on the gallows of the integrated syllabus.
There are strong arguments to support the view that the goal of the code-oriented
component of the syllabus should be awareness rather than performance; that is, the
syllabus should be directed at developing learners’ conscious understanding of how
particular code features work, not at ensuring that learners are able to perform them
accurately and fluently. In more technical terms, this entails a syllabus directed at
explicit rather than implicit knowledge of the L2. As I have argued elsewhere (see
Ellis, R., 1991a, 1993, 1997), it is unrealistic to try to intervene directly in
interlanguage development by teaching implicit knowledge, as this constitutes a
highly complex process, involving intake and gradual restructuring, which we still
understand quite poorly and which is not amenable to one-shot (or even to severalshot) pedagogic ministrations. In contrast, explicit knowledge can be taught relatively
easily in the same way that history dates or mathematical formulae can be taught.4 Of
course, explicit knowledge constitutes a lesser goal than implicit knowledge, as
4

This assumes that many L2 learners are capable of learning a wide range of explicit
rules. Such an assumption is controversial, however. Krashen (1982) claims that
learners are only capable of learning simple rules (e.g., third-person -s). However,
there is research evidence to suggest that Krashen seriously underestimates learners’

capacity for explicit knowledge (see, e.g., Green & Hecht, 1992).

effective communication activity requires the latter type of knowledge. This limitation,
however, is less severe if it can be shown that explicit knowledge plays an important
facilitating role in helping learners acquire implicit knowledge by encouraging
“noticing” and “noticing the gap” (Schmidt & Frota, 1986). If learners know about a
grammatical feature they are more likely to heed it when they come across it in the
input and also to attend to how it differs from the current interlanguage rule that
underlies their own performance in the L2. In other words, the goal of a grammar
syllabus becomes not that of teaching learners to use grammar but of helping them to
understand how grammar works. In this respect, but not others, this position is closer
to that of the cognitive code method than to behaviorism.
A crucial issue is the content of the code-oriented component of the syllabus. Clearly,
this will have to go beyond grammar, to include pronunciation (perhaps) and
discourse features. Here, however, I will consider only the question of grammar
content. Clearly, this content should be derived from our understanding of the
learning problems that learners experience; that is, the content should be remedial in
nature, focusing on areas of grammar where learners are known to make errors. There
are, in fact, many such areas that are common to all learners. The so-called
developmental errors reflect learning problems that are universal. Examples are as
follows:







omission of plural -s
omission of third person -s
overuse of the article the (and corresponding under-use of a)
the double comparative (e.g., “more faster”)
resumptive pronouns in relative clauses (e.g., “The man who my sister had
married him …”)
process verbs (e.g., “The size was increased greatly.’’)

Our knowledge of such problem areas of grammar provides a solid base for the
development of a general grammar syllabus, applicable to all language learners. Of
course, syllabuses designed for specific groups of learners will need to take account of
the fact that there are also some errors directly traceable to first language influence.
Probably, though, the transfer errors are less numerous than the developmental errors
(see Ellis, R., 1994).5
Curriculum designers also need to consider how this grammatical content can be
graded. There is a growing and somewhat confused literature dealing with this issue.
Although there is general agreement that grading should proceed in accordance with
difficulty, there is much less agreement regarding what this actually involves. This
results, in part, from the failure to recognize that what is difficult with regard to
implicit knowledge may not be difficult in terms of explicit knowledge. For example,
teaching learners to understand the rule for third-person -s (explicit knowledge) is
relatively easy, but teaching them to use this feature accurately and fluently (implicit
5

Many errors, of course, are the result of both developmental and transfer processes.
Thus, whereas all L2 learners seem to have problems distinguishing the use of the

and a learners whose L1 does not include an article system (e.g., Japanese or Korean learners) are
likely to experience the problems for longer, often failing to completely overcome them, even though
they achieve a very advanced level of overall proficiency.

knowledge) is problematic. Thus, third-person -s can be thought of as an easy explicit
feature but a difficult implicit feature. The question that needs to be addressed, then,
is what criteria influence the level of difficulty learners are likely to experience in
acquiring grammatical features as explicit knowledge? Table 2.1 suggests some of the
criteria. At this juncture, it is not possible to apply these criteria in a systematic
fashion, although it might be argued that these are the very criteria that have been
traditionally applied in the development of structural syllabuses. Thus, designers of
grammatical structures can call on this tradition with some confidence.
TABLE 2.1
Criteria for determining the difficulty of grammatical structures as explicit
knowledge approach for teaching grammar

Criteria
1. Formal complexity

2. Functional complexity

3. Reliability

Definition
The extent to which the
structure involves just a
single or many elements.
The extent to which the
meanings realized by a
structure are transparent
The extent to which the
rule has exceptions.

4. Scope

The extent to which the
rule has a broad or narrow
coverage.

5. Metalanguage

The extent to which the
rule can be provided
simply with minimum
metalanguage.

6. L1/L2 contrast

A feature that corresponds
to an L1 feature is easier
than a feature that does
not.

Example
Plural -s is formally
simple; relative clauses
involve many elements.
Plural -s is transparent;
articles are opaque
Third-person -s is very
reliable; the rule for
periphrastic genitives is
much less reliable.
The Present Simple Tense
has broad scope; the
Future Perfect Tense has
narrow scope.
Plural -s is simple;
reflexive pronouns are
more difficult; subject verb
inversion is even more
difficult.
For French learners of
English, the position
of adverbs in sentences is
difficult.

Finally, it should be noted that the two principal curricula options—integrated and
parallel—are not, in fact, mutually exclusive. It would be perfectly possible to
complement a parallel syllabus that includes a nonintegrated grammar component
with Long’s “focus on form” through reactive feedback to errors that learners make
when performing tasks from the communicative component of the syllabus. There are
considerable strengths in such a proposal as a focus on form. It may be one way in
which teachers can encourage learners to make use of their explicit knowledge to
“notice” features in the input. This raises the intriguing possibility of forging a link
between the focus on form and the teaching of explicit knowledge (i.e., by teachers
directing feedback on features that have recently been explicitly taught). It is doubtful,
however, if such a link can ever be anything other than opportunistic. In general, the
focus of teachers’ feedback in the communicative strand of the curriculum will not

match the focus in the grammar component. Nor do I see this as something for which
to strive for the reasons I have already given.
AN APPROACH FOR TEACHING GRAMMAR
The approach for teaching grammar that will now be outlined is premised on the
assumption that the focus of the instruction should be awareness rather than
performance. There are, in fact, two senses of awareness. First, learners can be made
aware of the formal properties of the language as they experience these in input; that
is, they can be made to consciously “notice’’ them. Second, learners can be made
aware in the sense of forming some kind of explicit representation of a target form
(i.e., developing explicit knowledge). Figure 2.2 shows these two senses of awareness.
The particular approach to teaching grammar that I will now describe involves
attempts to induce both kinds of awareness.
Awareness (1)

Awareness (2)
explicit
knowledge

input

output
intake
implicit
(noticed forms)
Knowledge
FIG. 2.2 Two types of awareness in L2 acquisition.

The materials (Ellis & Gaies, 1998) consist of a series of units, each directed at a
single grammatical problem. The approach is remedial, with the error targeted in a
unit indicated in an “error box.” By asking “Do my students make this error?” the
teacher is able to determine whether to teach the unit.
A unit consists of five kinds of activities:
1. Listening to comprehend: Here students listen to a continuous text that has
been contrived to contain several examples of the target structure. On this
occasion, however, they are required to focus on the message-content of the
text.
2. Listening to notice: In this activity the students listen to the text a second time
(and if necessary a third or fourth time) to identify the target structure. To
assist the process of noticing the structure, they are asked to complete a
gapped version of the text. It should be noted, however, that this fill-in-the-gap
activity differs from traditional grammar exercises in that students do not have
to rely on their competence to complete the text; they can obtain the missing
words by listening carefully.
3. “Listening to Notice” is intended to raise the first type of awareness in the
students. Oral rather than written texts have been chosen to induce real-time
input processing.
4. Understanding the grammar point: This activity is directed at helping learners
develop explicit knowledge of the grammar point (i.e., awareness). They are
helped to analyze the “data” provided by the text, which they have now
completed, and to “discover’’ the rule. A discovery approach to teaching
explicit knowledge is favored on the grounds that it is more motivating and
that it also serves a learner-training function. By completing such tasks,

learners can develop the skills needed to analyze language data for themselves
and so build their own explicit grammars of English. However, there is a
grammar reference section (at the back of the book) to which students can
refer to check the accuracy of the explicit rule they have formed.
5. Checking: The students are given a further text (this time, written) containing
errors. They are asked to identify the errors and correct them. This kind of
grammaticality judgment task is chosen because it lends itself to the use of
explicit knowledge (see Ellis, R., 1991b). It also fosters the skill of monitoring,
which, as Krashen (1982) has pointed out, draws on explicit knowledge.
6. Trying it: Finally, there is an opportunity for students to try out their
understanding of the target structure in a short production activity. The
emphasis here is not so much on practicing the structure as on proceduralizing
students’ declarative knowledge, a step DeKeyser (1998) considers to be
necessarily intermediate between the teaching of explicit knowledge and its
full automatization as implicit knowledge.6
These materials are not designed to develop implicit knowledge. Indeed, this can
hardly be achieved in a single hour, the typical length of time needed to complete a
unit. They are directed at developing students’ awareness of grammar. As such, the
materials do not constitute a complete curriculum but rather the kind of grammar
component I have described in the previous section. They will need to be
complemented with task-based materials of a communicative nature.

CONCLUSION
This chapter has sought to make a case for teaching grammar. However, the case is a
circumscribed one, and it is perhaps useful to conclude by saying what is not being
proposed as well as what is.
It is NOT being proposed that:





We revert back completely to a structural syllabus.
We teach beginners grammar.
We attempt to teach learners to use grammatical features accurately and
fluently through intensive practice exercises.
We teach grammar communicatively (e.g., by embedding a grammar focus
into communicative tasks).

It is being proposed that:


6

We include a grammar component in the language curriculum, to be used
alongside a communicative task-based component.

DeKeyser’s claim that explicit knowledge can be converted into implicit knowledge by means of
automatizating practice can be challenged for the reasons explained earlier in this chapter. However,
his idea of “proceduralizing declarative knowledge” seems a useful one. Thus, the materials stop at this
stage and make no attempt to supply the kind and amount of practice that DeKeyser acknowledges is
needed for automatization.






We teach grammar only to learners who have already developed a substantial
lexical base and are able to engage in message-focused tasks, albeit with
language that is grammatically inaccurate.
We teach grammar separately, making no attempt to integrate it with the taskbased component (except, perhaps, methodologically through feedback).
We focus on areas of grammar known to cause problems to learners.
We aim to teach grammar as awareness, focusing on helping learners develop
explicit knowledge.

These proposals are theoretically based and, as such, provide a solid foundation for
the teaching of grammar. However, it needs to be acknowledged that there is more
than one theory of L2 acquisition and that somewhat different proposals based on
alternative theories are possible (see DeKeyser, 1998, for example). This is likely to
ensure that the place of grammar in the curriculum and the nature of grammar
teaching will be hotly debated in the years ahead.
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Guiding Questions:
(for Grellet reading)
Here are some ways to think about this reading about reading.
Answer the questions on your own and then compare with a partner.
1) What are two examples of things we read in our lives?

2) What are two reasons that the writer says we read?

3) What are four ways the writer says we read?

4) What is the process that the writer says the reader is always
going through?

5) What are some productive ways that you can show
comprehension of reading?

6) a) What do you think of the formula: (Who) + What + Why =
How

b) What do you think the writer meant by it?

Part One – That Formula (Who)+What+Why = How
(Adapted from Developing Reading Skills by Francoise Grellet, 1994)
What do we read?
 novels, newspapers, diaries, letters, emails, accounts, pamphlets, recipes,
instructions, comic strips, statistics, telephone directories, dictionaries
Why do we read?
 reading pleasure
 reading for information
How do we read?
 skimming: quickly running your eyes over a text to get the main idea
 scanning: quickly going through a text to find a particular piece on
information
 extensive reading: reading longer texts, usually for pleasure
 intensive reading: reading shorter texts, usually to extract specific
information
How is reading used in relation to the other skills?
In real life we rarely read without talking or writing about what we’ve read. It is
therefore important to link the other skills to your reading activities.
 reading and writing: summarizing, note taking
 reading and listening: comparing an article and a news bulletin, matching
opinions to text
 reading and speaking: discussions, debates, appreciation

Who are you as a reader?
Reading is a constant process of guessing and what one brings to the text is
often more important than what one finds in it. This is why from the beginning
students should be taught the use what they already know to understand
unknown elements, whether these are ideas or simply words.
Reading is an active skill. It constantly involves guessing, predicting, checking
and asking oneself questions. It is then possible to incorporate time in your plan
to ask students to anticipate the content or develop their powers of inference as
they read the text. Similarly, one should introduce exercises for which there is no
single straightforward answer. This allows the student to exercise their powers of
judgment and analysis for a great amount of consideration of the text.

Grellet’s Seven Assumptions
for Designing Reading Exercises
1) Provide students with whole texts (a paragraph or longer). Students
should be encouraged to use the whole text to arrive at meaning.
2) Start with global understanding and move towards detailed
understanding. Students should understand the gist first, then details.
This builds confidence, develops awareness of how texts are organized,
encourages students to predict, anticipate, infer, deduce, and teaches
students to use what they know understand unknown.
3) Use authentic texts whenever possible. Authentic texts provide a
natural system of references, repetitions, redundancies and discourse
indicators – all of which are often altered or remove when texts are
rewritten or simplified. Rewritten texts deprive students of new rhetorical
structures and useful vocabulary. Authentic texts enable students to use
non-linguistic clues, e.g. pictures, etc. To simplify a reading task, adjust
the difficulty of the activity, not the text.
4) Integrate reading with the other three skills.
5) Reinforce reading as an active skill. Involve students in pre-reading
tasks, predicting, guessing, anticipation content from title and illustrations,
predicting content of the next paragraph, etc. Provide activities that lead
to discussion and reflection on the texts vs. straightforward answers.
Provide authentic and meaningful communicative follow-up activities
appropriate to the text.
6) Provide an assortment of flexible and varied activities that are suited
to the texts and the reasons for reading them. One text may lend itself
to understanding the author’s point of view, intention and tone through
open questions or multiple-choice questions. Another may lend itself to
tracing a route on a map or matching pictures and paragraphs.
7) Clearly define the aim for each activity, and make a clear distinction
between teaching and testing.

from Grellet, Francoise. 1981. “Reading and Reading Comprehension” in Developing Reading
Skills. New York: Cambridge University Press.

PDP Framework
(Please answer in full sentences and in your own words)
1) What are the four skills we teach in English? Which of those skills can we teach using
the PDP framework?

2) Describe what PDP stands for. Demonstrate your understanding of the framework
by summarizing what happens in each of the three stages of the lesson.

1

2

What is PDP?
PDP is a framework that can be used to teach the receptive skills – listening and reading.
In regards to reading, it helps in building learners’ reading skills as well as their reading
comprehension.
The first “P” in PDP refers to the “PRE” reading/listening stage in a lesson. This is the
stage of the lesson before (i.e.: “PRE”) the learners read or listen to the text. Activities in
this stage include such things as: activating schema, assessing students’ background
knowledge, pre-learning the new and necessary vocabulary to understand the text, and
generating students’ interest in the topic. The purpose of doing these kinds of prereading/listening activities is to help set the learners up for a successful reading/listening.
The “D” in PDP stands for the “DURING” reading/listening stage in a lesson. This is the
stage of the lesson that happens while (i.e.: “DURING”) the learners actually interact with
(read/listen) the text. In this stage, learners are provided with several activities that allow
them to have multiple exposures to the text. The activities are given to the learners before
they read/listen. These activities should incorporate different reading/listening techniques.
The purpose of providing learners with many chances to read/listen to the text with a
variety of different activities is to improve their reading/listening skills and help them to
comprehend the text (as this is the main purpose/objective of reading/listening). Activities in
this stage are sequenced and scaffolded in such a manner that learners are provided with
the support they need to fully understand a given text. Activities and tasks should be
staged in a step-by-step manner from general to specific, easy to difficult, and concrete
to abstract. By the end of this stage, students should be able to fully comprehend the text.
Therefore, the last activity of this stage should be one in which students show a
comprehensive understanding of the text.
The second “P” in PDP relates to the “POST” reading/listening stage in a lesson. This
stage happens after (i.e.: “POST”) the learners have read/listened to the text and have
shown comprehension of it. The POST stage is not a necessary stage in a receptive skill
lesson, i.e., the student learning objective is achieved at the end of the DURING. Thus, it
is an extra stage – the “icing on the cake” so to speak. Activities in this stage focus on
building/integrating other skills by using and expanding on the content/theme/topic of the
text. POST stage activities also help the learners make sense of what they have learned.
POST activities usually encourage learners to connect/apply the content/theme/topic to
their lives and to personalize the content/theme/topic by allowing the learners to creatively
use what they know and/or have learned.
The illustration on the following page depicts the PDP framework in the shape of a diamond.
This shape represents the amount of time that should be used for each stage. The PRE
and POST stages are the shortest and the DURING stage is the longest. This means that
the DURING stage in the most important because it is the stage in which learners use the
skill (i.e., reading/listening) which is the focus of the lesson. .
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PDP Framework

PRE
_____________________

DURING

POST
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PDP Analysis
Questions to think about after teaching a listening/reading lesson:
What in the lesson contributed to the success/failure of the achievement of the student
learning objective (SLO)?
State if the SLO was met or not and why you think so—what evidence do you have? Then
state what in each of the lesson parts—Pre and During stages in a PDP--led to the SLO
being met or not met in the last task in the During.

During
How are the
Reading/Listening tasks
sequenced? Are they
general to specific, easy to
difficult, concrete to
abstract? Are the tasks
given before the
reading/listening? For
reading how do the tasks
provide opportunities for
students interact with the
text? What is the last
activity and is it a
comprehensive
assessment activity?

Pre
How does the Pre set students up
for success in the During? Does
it generate interest, access
students’ background knowledge,
activate Ss schema, teach
needed vocab?

Pre
_________________

During

Post

The Post is extra “icing on the cake.
It moves beyond the text and
connects the theme to Ss lives. Skills
used are other than the skill being
taught— e.g. using speaking, and is
closely tied thematically to the
During content. A Post for a
listening lesson on a weather report
might have the students make their
own weather reports and perform
them for the class. A reading on the
history of blue jeans might result in a
Post that has the Ss creating an ad.
So the Post is a creative use of
language and it uses other skills.

5

TEACHING LISTENING
WHY LISTEN?






to engage in social rituals
to exchange information
to exert control
to share feelings
to enjoy yourself

WHAT ARE SOME OF THE MOST COMMON LISTENING SITUATIONS?











listening to live conversations
listening to announcements (at airports, railway stations, bus stations, etc)
listening to/watching the news, the weather forecast on the radio/TV
listening to the radio/watching TV for entertainment watching a play/movie
listening to records (songs, etc)
following a lesson (at school)
attending a lecture
listening on the telephone
following instructions
listening to someone giving a speech/a public address

WHAT SHOULD TEACHER’S OBJECTIVES INCLUDE?





exposing students to a range of listening experiences
making listening purposeful for the students
helping students understand what listening entails and how they might approach it
building up students’ confidence in their own listening ability

HOW DOES ONE SUCCEED WITH LISTENING WORK?
1) Make sure instructions are clear; students have to understand very clearly
what they are expected to do.
2) Make sure that each time a listening text is heard, even for the second or
third time, the students have a specific purpose for listening; give them a
task.
3) Do plenty of pre-listening work.
4) Encourage students not to worry if they don’t understand every word;; a task
can be completed even when they miss some of the words.
5) Never use a recorded listening text without having listened to it yourself.
6) Test equipment beforehand.
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Listening Guidelines
Skill: LISTENING
Definition: Listening is actively making meaning from verbal input.
What listening involves:
 getting clues from the environment: facial expressions, gestures, background noise,
the setting, the people
 using one’s background knowledge about the setting, topic and language
(pronunciation and grammar) to make inferences and predictions
 distinguishing which words and groups of words are important and carry the
meaning
 understanding and interpreting the meaning of those words and groups of words
(which includes pronunciation, colloquial vocabulary, ungrammatical utterances,
redundancy)
 usually, some kind of response
A good listening lesson:
1) Has pre-listening activities.
These should help students use their background knowledge about the setting, topic
and language associated with them so that they can anticipate and predict what they
will hear.
2) Allows students to know the kind of text and purpose for listening in advance.
3) Gives students a purpose for listening, which can include one or more of the following:
 to get general information (e.g. how many movies are playing)
 to get specific information (e.g. what time the movies are playing)
 to accomplish a task (e.g. to decide which movie to go to)
4) Requires some kind of response from the listener such as taking notes, answering
questions, making a group decision.
5) Uses appropriate material:
 the topic is of interest or value to the students
 it is at the right level
 it offers environmental clues, when possible
 the is visible, when possible
 it is authentic, when possible
6) Gives students more than one chance to listen, each time with a different purpose.
7) Has follow up activities which include the other skills.
Typical materials:
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Authentic: radio broadcasts, recordings (e.g. of movie times, airport announcements),
videos of TV shows or movies, lectures, phone conversations
Semi-authentic: unrehearsed tapes; role plays with native speakers who speak at normal
speed
Prepared: commercially prepared tapes and videos
Typical Pre activities:
pictures to activate background knowledge; TPR (Total Physical Response); brainstorming
what students know about the topic with a word map; showing realia related to the topic
such as a menu or a movie schedule
Typical listening tasks/During activities:
identify specific words; figure out relationship by listening to tone of voice; listen for specific
intonation (statement question); raise hand when hearing certain words; listen to
background noise to establish setting and topic; doing a task such as filling out a form,
following a map or taking an order; making a decision based on the information; cloze
passages; detecting mistakes; guessing; note-taking from a lecture
Typical Post activities:
Interviewing native speakers; calling for information (e.g. travel agency, movie theatre, car
rental agency, restaurant); reading and/or writing about the topic; discussing the topic;
listening to another example
Recommended resources:
Ur, Penny (1984). Teaching Listening Comprehension. Cambridge: Cambridge University
Press.
Dunkel, P (1982/1985). Advanced and Intermediate Listening Comprehension. (2 books)
Newbury House.
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Reading Guidelines
Skill: READING
Definition: Reading is actively making meaning from written input.
What reading involves:
 basic literacy; that is, decoding letters to understand words.
 getting clues from text: layout, headings, illustrations.
 using ones’ background knowledge about the topic, type of written material (e.g.
letter, want ad, poem) and language (vocabulary and grammar) in order to make
inferences and predictions.
 using appropriate strategies depending on the type of material and one’s purpose in
reading it (e.g. scanning the phone book for a number, reading the recipe in detail,
skimming a newspaper article).
A good reading lesson:
1. has pre-reading activities to prepare and motivate students to
 use their background knowledge.
 anticipate what they will read so they will be successful
 decide on a reading strategy
2. helps students practice reading skills.
3. helps them learn new vocabulary and information in the L2.
4. uses appropriate material:
 the topic is of interest or value to the students,
 it is at the right level, and
 it is authentic, when possible
5. gives students reading tasks, which can include one or more of the following:
 to get general information (e.g. how many movies are playing).
 to get specific information (e.g. what time the movies are playing).
 to accomplish a task (e.g. to decide which movie to go to).
6. requires some kind of response from the reader such as taking notes, answering
questions, and/or making a group decision
7. gives students an opportunity and reason to read the text more than once.
8. there are follow up activities which include the other skills.
Typical pre-reading activities:
At the level of basic literacy: matching capital letters with lower case letters, or first letter
with a picture; picking out words in the same category (e.g. food); sight words; phonics;
connecting spoken language that students know with the corresponding written form;
ordering pictures for left-right orientation of English script.
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Beginners: teacher elicits what students know about the topic; students brainstorm word
maps around the topic; students use a dictionary to look up the meaning of key
vocabulary from the text and then put them into categories; students look at and discuss
pictures related to the text; students look at headings, layout, and pictures and make
predictions about the text.
Intermediate/advanced: above activities; students generate questions they hope the text
will answer; students write about what they know about the topic; students answer
questions about the text.
Typical during activities (reading tasks):
Students read for specific information; read and retell to a partner (variation: use rods to
retell); read text in jigsaw groups and then discuss; match text to pictures; accomplish a
task based on the reading (e.g. filling out a form, deciding what to order); play
concentration games with new vocabulary; complete sentences form the text; reorder
scrambled sentences into paragraphs and then check against original text; make up
their own comprehension questions and quiz classmates; make an outline of what they
read; show through pictures, graphs, or lists what was in the text.
Typical post activities:
Are activities that ask the students to move beyond the text they read by writing a
response to the text; discussing the text; listening to something related to the text;
making up new endings; telling what happened before the text started.
Recommended Resources:
Grellet, Francoise (1981). Developing Reading Skills. Cambridge University Press.
Day, R. (1993). New Ways in Teaching Reading (TESOL)
Silberstein, Sandra (1994). Techniques in Teaching Reading. Oxford University Press.
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Pre-During-Post Framework
For Receptive Skills Lessons
PRE
Goals
- prepare student for listening/reading by contextualizing and/or personalizing to both make
it more accessible and more realistic as it is less common to find oneself listening/reading
to something totally our of context
- involve students in specific topic
- activate prior knowledge
- provide purpose for listening
Activity Types
 discussion of what they see in the visual or the task
 prediction questions to discuss what they can expect to hear
 questions to activate prior/background/own knowledge of topic
 introduce or elicit general topic through key vocabulary introduction/activation
 matching
 categorizing
 rating
 listing
 adding own known related vocabulary
 discussing own relationship with vocabulary items
 finding items in a visual or graphic organizer (for example the K & W sections of a
K/W/L Chart
 fill-in-the-blanks with vocabulary words
 answering questions using vocabulary
 matching questions and responses (e.g. formulaic language, such as greetings,
telephone language, talking about opinions, etc.)
 ordering, ranking or sequencing
 write sentences about visual or own information or using given vocabulary words
 finding or producing antonyms/synonyms
 making inferences/deductions from picture to sue vocabulary
 interact personally with the new/activated vocabulary
 completing a chart or table
 “Talk About Yourself” using given phrases and/or vocabulary at a lower level
 rating something
 choosing what applies to you from a list and then discussing it
 listing/brainstorming words that apply to given categories
 discussion questions
 create a picture dictionary
 vocabulary games like charades, taboo, pictionary
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DURING
Goals
To comprehend the text through multiple exposures; from general to specific information,
easy to difficult tasks and concrete to abstract concepts in order to:
- complete a task
- get new information
- learn something about themselves
- further develop language skills (especially lexis, but also pronunciation and grammar
awareness)
- develop strategies for listening/reading more effectively
Examples of tasks for multiple listening and reading
First Listening/Reading (Usually in terms of main ideas, theme and/or topic)
Example activities:
Listening/Reading for:
- ordering/numbering items of main
- gist
- purpose: to persuade, to apologize to ideas
- making a list of main or significant
invite, ask permission
events
- main idea
- attitudes/emotions: positive, negative, - reading or listening for the mood,
feeling or tone of the text or passage
warm, angry
- fill in the blanks for main ideas such
- key words
as in an outline where the details are
- acceptance or refusal of an id3ea or
invitation
provided but not the main ideas
- ranking the importance of the main
- permission granted or refused
ideas or significant events
opinions: good/bad, useful/worthless,
- select the correct response such as
lovely/dirty, convenient
- time references: past, present, future, what’s the best title for this passage
- multiple choice
completed, incomplete,
- label pictures, graph, or graphic
- preferences
organizer
- agreement and disagreement with
- matching picture with description
own previously stated ideas
- matching two general pieces of
- agreement and disagreement
information
between speakers
- checking off relevant information from
- general time: season, period of the
a text or picture
day (evening or morning)
- writing summary statements
- context or setting (outside, move
- (possible but rare) true/false of
theater, restaurant, home, office,
significant plot events or main ideas
school)
- likes and dislikes
- identify speech act: greeting, toast,
introduction
- interest level of speaker/listener for
topic
listening for tense/aspect/time
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Listening/Reading for Specific Information
Example activities:
Listening/Reading for more
- filling in cloze
- detail
- ordering/numbering items
- reasons
- fill in the blanks
- affect
- ranking
- tone
- true/false
- implications
- select the correct response
- inference
- multiple choice
- examples
- fill in graph, or graphic organizer
- determine meaning of vocabulary,
label pictures or parts of pictures
phrases from context
- matching two pieces of information
- identify intonation or stress
- determine meaning from intonation or checking off relevant information from a
text or picture
stress
- listening for specific words
distinguish between yes/no and
- writing short answers
information questions
- using context to define new words
- identify specific parts of speech:
- short answer
prepositions, verb tense, adjective
forms, negative prefixes, tag questions - matching
- determine meaning of specific parts of - acting out what is happening in the
text
speech
- labeling
- recognize spelling or numbers
- identify specifics: names, body parts, - write out (words, numbers, phrases)
- check off what you hear or read
cities, foods, colors, clothing items,
- list
times, jobs, etc.
- mark stress or intonation
order events
- apply punctuation to tape script
- decipher rapid or reduced speech
- correct errors
- changing easy vocabulary words to
more difficult vocabulary words that
mean the same thing
A list of Comprehensive Assessment Activities: Appropriate for achievement of SLO
•
•
•
•
•
•
•
•

Summary and/or Retelling
Sequencing sentences to complete a summary
Sequencing pictures
Using pictures to retell the text
Synthesis such as making inferences, drawing conclusion or reading/listening
between the lines
Application of new knowledge; e.g. using what they have learned to identify the
technique being used
Detailed Questions  Detailed questions cover the “who,” “what,” “where,” “when,”
“why” and “how” of the story or text.
Discussion and/or Debate
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POST Listening/Reading
Goals
- to personalize the TL/Topic/Theme; to expand on the content of the listening or reading
text through practical use
- to develop language by integrating listening/reading with other skills
Activity Types
- discussion or writing on the topic or the ideas (e.g. agreeing or disagreeing, comparing,
reacting)
- perform a role-play (e.g. the author of the text and talk show host, a character or person in
the text and student in the class, made up characters related to the topic but not found in
the text
- writing with attention to form and function (e.g. copy the genre of the reading using
another topic, revise the text with a different point-of-view, create a different ending or write
an expansion of the text, write a letter related to the text, create a move/book or product
related to the text.
- listening to a song or watching a video clip that relate to the text and making comparisons
in speaking or writing.
- making a poster
- doing any of the above with attention on the lexis and grammar introduced in the text, and
with attention to pronunciation if speaking.
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Pre-During-Post Checklist
Use this form to check your lesson plans
Clear Learning objectives
Definition: Receptive lessons are ones in which the main learning objective involves the
students demonstrating that they have understood a text which would normally be
challenging for them because of its language, style, or organization.
 uses observable verbs describing student behavior
 uses the following pattern in writing the SWBAT:
by the end of the lesson, student will be able to (SWBAT) … (complete receptive
task X) while working with text Y (using …) so that they can then do post text activity
Z (speaking or writing).
PRE stage – Students become familiar with the topic, the language and essential
vocabulary they will use during the lesson.
 Activates schema through use of visuals, topic-related discussion, prediction in a
learner-centered way.
 Provides background and situation related to the text in an interactive and in a learnercentered way.
 Pre-teaches or introduces key vocabulary and language structures related to the text in
a learner-centered way.

DURING stage – Students interact directly with the text a number of times, each time with
a specific purpose that leads the students to gradually gain a more detailed understanding
of the text.
 Provides multiple opportunities for student to hear/read the text.
 Each listening/reading has an interactive task requiring some kind of response from the
students and students check with peers before responding to the teacher.
 Tasks move from general to specific understanding. From getting the gist/main idea to
looking for specific, discrete pieces of information/individual words.
 Allows time for students to check comprehension, as questions, clarify vocabulary and
move toward deeper understanding of the text.
POST Stage – Students’ understanding of the text is reinforced through expanding on the
text or personalizing the topic using other language skill areas (speaking or writing).
 Requires students to be creative and to expand on the text or personalize the topic using
other skills in a learner-centered way.
 Allows students to reinforce the new vocabulary words/language structures using other
skills in a learner-centered way.
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Section 5
Resources
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