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Section 1: Syllabus  
 

Graduate School of Education – Teaching Listening & Speaking 
 
Instructor: James Brawn     email: jbrawn67@gmail.com 
 
 
The general purpose of this course is look at various ways to teach listening and speaking.  
The course will begin by examining the role of grammar in the EFL curriculum, and from 
there go onto explore frameworks for teaching receptive, productive and integrated skill 
lessons. Students will use this theoretical basis to take a unit/chapter form a National 
Curriculum English textbook to create a unit plan for the teaching of listening and speaking.  
Finally students will create a detailed lesson plan for either teaching a listening, speaking or 
task-based lesson and then teach that lesson to their peers.  
 
We will be using a course packet available at 참글 
 
Grading and assessments:  
 
20% Attendance (10%) and active participation in class activities (10%) 
20% Homework on readings  
25% Unit Plan 
25% Detailed Lesson plan 
10% Sample Teaching 
 
 
Attendance [10%] & Participation [10%] (20%) 
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 (see below). These 
homework assignments are to be submitted at the beginning of class. Late submissions 
will NOT be accepted. 
 



Unit Plan (25%) 
 
Each participant will be choose a unit or chapter form a National Curriculum textbook and 
to use the theories and frameworks presented in this course to design or adapt the textbook 
chapter to research supported ideals of language instruction. 
 
Detailed Lesson Plan (25%) 
Each participant will be asked to choose a lesson from their unit plan and describe that 
lesson in detail. Participants will be free to choose either a listening, speaking or task-based 
learning lesson to describe and then to teach.     
 
Sample Lesson Teaching (10%) 
Each participant will be asked to teach the lesson that they described above to their peers. 
Teaching will be assessed in terms of the ability to implement the plan. Suggestion and 
feedback about the lesson will be provided by both the supervising professor and the 
participant’s peers.   
 
Students will be assessed on the criteria listed below: 
 
5 = Excellent 4 = Good 3 = Average 2=Below Average 1 = Poor 
      
1. Teacher implements the technique and principles of the framework in the lesson. 
2. Procedural steps are followed. 
3. Teacher shows an understanding of the activity, method, principles and techniques.   
4. Activities demonstrate creative input on the part of the teacher. 
5. Activities are appropriate for learners’ age and level. 
6. Instructions are clear and comprehensible. 
7. Teachers voice is at an appropriate volume and sufficiently clear.   
8. Teacher manages the time of each activity appropriately. 
9. Teacher is organized. 
 
 
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 In class activities/Assignments 
   
Week 1  Introduction of students, lecturer and 

course 
Week 2 Place of Grammar Instruction 

in the ESL/EFL Curriculum 
Discussion/Lecture about reading 
 

Week 3 Receptive Skill Framework: 
PDP 

Discussion about reading 
Sample Lesson & Processing 

Week 4 Productive Skill Framework: 
EIF 

Discussion about reading 
Sample Lesson & Processing 

Week 5  Flex-week: Bicycle metaphor & 
Clarification of the receptive and 
productive frameworks. Role of 
scaffolding in teaching and planning 

Week 6 Task-based Learning Discussion about reading 
Sample Lesson & Processing 

Week 7  Discussion/Lecture Concept of the 
unit plan 

Week 8 Defining Learning Objectives 
for ELT 

Discussion/Lecture about reading 
Workshop on writing learning 
objectives 

Week 9  Workshop/Conferencing unit 
planning 

Week 10  Unit Plan Due 
Discussion/Lecture Lesson 
Planning & Lesson Plan Template 

Week 11  Workshop/Conferencing lesson 
plans 

Week 12  Lesson Plan Due 
Discussion/Lecture Sample 
Lesson Teaching Purpose – Schedule 
– Rubric 

Week 13  Sample Lesson Teaching 
Week 14  Sample Lesson Teaching 
Week 15  Sample Lesson Teaching 
Week 16  Sample Lesson Teaching (if 

necessary) Course Evaluation & 
Survey 

 



 
 

Section 2 
Readings & Homework 

Questions 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



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, 

                                                 
1Long (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 rule-
based 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 meaning-
based 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 rule-
governed 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, broader-
based 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  Intermediate  Advanced 
 Communication tasks       
     Code-focused tasks  
 

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 several-
shot) 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 Definition Example 
1. Formal complexity The extent to which the 

structure involves just a 
single or many elements. 

Plural -s is formally 
simple; relative clauses 
involve many elements. 

2. Functional complexity The extent to which the 
meanings realized by a 
structure are transparent 

Plural -s is transparent; 
articles are opaque  

3. Reliability The extent to which the 
rule has exceptions. 

Third-person -s is very 
reliable; the rule for 
periphrastic genitives is 
much less reliable. 

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

The Present Simple Tense 
has broad scope; the 
Future Perfect Tense has 
narrow scope. 

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

Plural -s is simple; 
reflexive pronouns are 
more difficult; subject verb 
inversion is even more 
difficult. 

6. L1/L2 contrast A feature that corresponds 
to an L1 feature is easier 
than a feature that does 
not. 

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: 
 

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

                                                 
6 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 task-
based 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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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. 
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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 pre-
reading/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 
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_____________________
 
 

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. 
 
 
 
 
 
 
 
 
 
 
 
 
 

 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. 

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? 
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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. 
 



 

 11

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) 
Listening/Reading for: 
- gist 
- purpose: to persuade, to apologize to 
invite, ask permission 
- main idea 
- attitudes/emotions: positive, negative, 
warm, angry  
- key words 
- acceptance or refusal of an id3ea or 
invitation 
- permission granted or refused 
opinions: good/bad, useful/worthless, 
lovely/dirty, convenient 
- time references: past, present, future, 
completed, incomplete,  
- preferences 
- agreement and disagreement with 
own previously stated ideas 
- agreement and disagreement 
between speakers 
- general time: season, period of the 
day (evening or morning) 
- context or setting (outside, move 
theater, restaurant, home, office, 
school) 
- likes and dislikes 
- identify speech act: greeting, toast, 
introduction 
- interest level of speaker/listener for 
topic 
listening for tense/aspect/time 

Example activities: 
- ordering/numbering items of main 
ideas 
- making a list of main or significant 
events 
- reading or listening for the mood, 
feeling or tone of the text or passage 
- fill in the blanks for main ideas such 
as in an outline where the details are 
provided but not the main ideas 
- ranking the importance of the main 
ideas or significant events 
- select the correct response such as 
what’s the best title for this passage 
- multiple choice 
- label pictures, graph, or graphic 
organizer 
- matching picture with description 
- matching two general pieces of 
information 
- checking off relevant information from 
a text or picture 
- writing summary statements 
- (possible but rare) true/false of 
significant plot events or main ideas 
 
 



 

 13
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Listening/Reading for Specific Information 
Listening/Reading for more 
- detail 
- reasons 
- affect 
- tone 
- implications 
- inference 
- examples 
- determine meaning of vocabulary, 
phrases from context 
- identify intonation or stress 
- determine meaning from intonation or 
stress 
distinguish between yes/no and 
information questions 
- identify specific parts of speech: 
prepositions, verb tense, adjective 
forms, negative prefixes, tag questions 
- determine meaning of specific parts of 
speech 
- recognize spelling or numbers 
- identify specifics: names, body parts, 
cities, foods, colors, clothing items, 
times, jobs, etc. 
order events 
- decipher rapid or reduced speech 

Example activities: 
- filling in cloze  
- ordering/numbering items 
- fill in the blanks 
- ranking 
- true/false 
- select the correct response 
- multiple choice 
- fill in graph, or graphic organizer 
label pictures or parts of pictures 
- matching two pieces of information 
checking off relevant information from a 
text or picture 
- listening for specific words 
- writing short answers 
- using context to define new words 
- short answer 
- matching 
- acting out what is happening in the 
text 
- labeling 
- write out (words, numbers, phrases) 
- check off what you hear or read 
- list 
- mark stress or intonation 
- apply punctuation to tape script 
- 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 learner-
centered 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. 
 



 4 

 

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. 
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E 

I—multiple 

practices 

F—SWBAT is assessed 
SWBAT Students will be able to… 

Student Learning Objectives are SMART! 
(Specific, measurable, achievable, 

relevant, and time bound).   

Inductive 
Encounter—
student 
involvement 
 
Maximize 
opportuni-
ties for Ss 
contact 
with the 
language 

EIF SPEAKING LESSON FRAMEWORK 

Encounter, Internalize, Fluency CONTROLLED ACCURACY 

INTERNALIZE     FLUENCY 

HANDS ON 

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

Production by 
repetition.  
 
Activities move 
from limited to 
multiple 
choices—1-4. 
 
T-Ss to S-S 

Recognition of 
vocab. Structure 
intro. 
 
Production practice 
activities with 
great attention to 
error correction 
(overt).      

T- guided and 
directed using 
deductive or 
inductive approach 

1 

2 

3 

4 
Don’t over prepare.  Get mileage from 
your materials.  How many ways can the 
teacher use the same materials by 
maximizing VAKT?  

FLUENCY 

FLUENCY 

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

 

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

FREE HANDS OFF 

 
  Speaking 7 - 1

Little to no control or 
error correction .  
Teacher observes and 
assesses SWBAT 
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1 

2 

4 

 
 
C
O
N
T
I
N
U
U
M
 

R
E
N
T
I
N
G 
 

T
O 
 

O
W
N
I
N
G

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

EIF INTERNALIZE (PRACTICE) Continued  Recognition drills: E-stage transitions to I-stage 
(meaning before form/listening before speaking) 

ALM Drills such as 
 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, scaffolded dialog) 
 Controlled games 

 

 Cocktails  
 Conversation Grids—daily routines, Find Someone 

Who (using set structure) 
 Less controlled games 
 Information Gaps 

 

 Group work with presentations 
 Role plays  
 Interviews  
 Conversation Grids 
 Cocktails-- sharing opinions 
 Situation Cards  
 Construction Gaps-- Rod construct 
 Opinion Gaps 
 Task Completions 
 Discussions 
 Open-ended Games 
 Debates 



THE EIF PICTURE  
 

   Encounter     Internalize/Practice       Fluency 
 
             ACCURACY                           FLUENCY 
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ASSESSMENT

Drill/Practice 
Control  1                  Free (choices) 3 
Easy     Difficult 
Recognition   Production 
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? 

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? 

1  Controlled  2     3    4  Free  

ASSESSMENT

Teacher Talk 
VS 

Student Talk

Teacher Talk 
VS 

Student Talk

ASSESSMENT

How are 
the Ss 

showing 
you what 

they 
know? 

How are 
the Ss 

showing 
you what 

they 
know? 

New Material 
Vocabulary 
Structures 
Concepts 

_____________________ 
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) 
 

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

SWBAT  
Student Learning Objective: Observable, 

measurable, realistic,  
relevant, attainable



- 131 -



- 132 -



- 133 -



- 134 -



- 135 -



- 136 -



 1 

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.) 
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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. ___ Materials should achieve impact 

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 

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  

 

 

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. 

_________________________________________________________________ 

_________________________________________________________________ 

_________________________________________________________________ 

_________________________________________________________________ 

_________________________________________________________________ 
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Use this for notes: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Reading 4: “Task-Based Learning” from  
TESOL Methods: Principles and Practices 

 

Directions: Answers these three questions on a separate sheet of paper. I will collect in next week’s 
class. 
 

 
1. What is the definition of task in TBL? How is a task in task‐based learning similar to a fluency 
activity? How is it different? 
 
 
 
 
 
 
 
 
 
 
 
2. What are the benefits of this approach? What are the challenges/disadvantages of this approach? 
 
 
 
 
 
 
 
 
 
 
 
3. Make a list of three language topics that you might want to teach your students. 
Next look at the list of task types described in the reading, a select a task type for each language topic 
and describe the nature of the task. (Make sure the task you describe in detail, fits the definition of a 
task that you described in Q #1). 
 
 
 
 
 
 
 
 
 
 



Brawn, J. (2010). Task-based Learning. In H.D. Kim et al. TESOL Methods: 
Principles and Practices. Seoul: Hankuk University of Foreign Studies Press.   

 
THEORETICAL BACKGROUND 

Task-based learning (TBL), also known as task-based language learning (TBLL), 
task-based language teaching (TBLT) or task-based instruction (TBI) focuses on the 
use of authentic language, having students do meaningful tasks using the target 
language that have a clear connection to real world situations. Such tasks can include 
scheduling an appointment at a doctor’s office, conducting an interview, or making a 
fractured fairy tale. Assessment is primarily based on task outcome, that is, was the 
task completed successfully and not on how accurately the target language was used. 
This makes TBL an appropriate approach for developing target language fluency and 
student confidence. 
 
TBL was first proposed by N. Prabhu. He noticed that his students learned language 
just as easily with a non-linguistic problem as when they were analyzing the linguistic 
features of the target language. He also noticed that students were more engaged and 
participated in the class more enthusiastically. He concluded that task-based learning 
had significant benefits for language learning that were typically missing form more 
standard approaches. 
 
Willis argues that task-based learning does a better job of creating the appropriate 
conditions for language learning than other methods or approaches. Willis identifies 
the following conditions: 

1. Exposure. Learners need to be exposed to a rich but comprehensible input of real 
spoken and written language in use 

2. Use. Learners need to be given opportunities to use the language to do things such 
as exchange ideas, share opinions, complain, disagree, etc. 

3. Motivation. Learners need to have a clear reason to listen and read the target 
language as well as reasons for them to speak and write the target language. In 
other words learners need to process and the use the target language that they are 
exposed to through doing authentic, meaningful and relevant tasks. 

4. Instruction. Learners need help noticing salient features of the target language after 
they have had opportunities to the use the target language. In other words, the 
teacher provides students with opportunities to focus on form. 

 
Willis believes that the first three conditions (Exposure, Use and Motivation) are 
essential for language learning. Instruction, however, is desirable, but not an essential 
condition for language learning.  
 
There are five important characteristics to a task-based approach to language 
teaching:  

1. Learning to communicate through interaction in the target language (i.e. interaction 
is seen as a necessary part of learning)  

2. The introduction of authentic texts into the learning situation 

3. The provision of opportunities for learners to focus, not only on language, but also 
on the learning process itself; for example, learners are given tasks with clear 
outcomes and they are asked to report on the task itself. 



4. An enhancement of the learner’s own personal experiences as important 
contributing elements to classroom learning 

5. An attempt to link classroom language learning with language activation outside 
the classroom 

 
Definition of task in task-based learning 
 
According to Willis (2007), a task is an activity “where the target language is used by 
the learner for a communicative purpose (goal) in order to achieve some outcome." 
Willis (1996) also assets that task is NOT “a label for various activities including 
grammar exercises, practice activities and role plays.” This is because many grammar 
exercises and practice activities are not communicative, and role plays, although they 
are communicative, they do not have a clear predictable outcome.  
 
Skehan (1996) defined task as an activity in which meaning is the primary focus. In 
addition the task must have some sort of relationship to the real world. Furthermore, 
task completion by the learner is a priority, and assessment of learning is determined 
by task performance in terms of task outcome. 
 
Types of tasks identified by Willis 
 
1. Listing 

 brainstorming 

 fact-finding 

 Outcome: Complete list or draft of a mind map 
 
2.  Ordering and sorting 

 sequencing 

 ranking 

 categorizing 

 classifying 

 Outcome: a set of information which is ordered and sorted according to specified  
 criteria 
 
3.  Comparing 

 matching 

 finding similarities 

 finding differences 

Outcome: Could be that items are appropriately matched or assembled or that the 
similarities and/or differences are identified and listed 

 
4.  Problem solving 

 analyzing real situations 

 analyzing hypothetical situation 

 reasoning 

 decision making 

 Outcome: solutions to problems which can be evaluated 



5.  Sharing personal experiences 

 narrating 

 describing 

 exploring and explaining attitudes, opinions reactions 

 Outcome: largely social 
 
6.  Creative Tasks 

 brainstorming 

 fact-finding 

 ordering and sorting 

 comparing 

 problem solving 

 many others 

 Outcome: End product which can be appreciate by a wider audience 
 
Task-based learning framework 
 
Willis (2007) uses the following diagram (see below) to illustrate the task-based 
learning framework. Her diagram has three stages, pre-task, task cycle and language 
focus.  
 
    
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Pre‐Task
	

Introduction	to	topic	and	task	
	
	

Task	Cycle	
	

Task											Planning										Report	
	
	
	

Language	Focus	
	

Analysis									Practice	



In the pre-task stage, the teacher introduces the topic, elicits student prior knowledge 
and sets up the task. The teacher may also choose to model the task. Additionally, the 
teacher may prepare the students by providing them with key vocabulary or helpful 
expressions. This step, however, does not follow TBL methodology in the strictest 
sense, because students should be encouraged to use the language they are 
comfortable with in order to complete the task, so providing learners with necessary 
vocabulary or grammatical expressions is usually not recommended. 
 
In the task-cycle stage, students are engaged in a language learning task, students then 
summarize what happened in the task and share this summary and the results of their 
task with their class. The teacher monitors and provides feedback to students at each 
step of the way, but because the tasks have clear outcomes, students are also able to 
assess their own progress and can often say why the tasks were completed 
successfully or unsuccessfully. Because the tasks provide students with clear outcome 
feedback, learners are able to take more responsibility in their own learning; hence 
TBL is appropriate for building fluency and confidence.   
 
In the language focus stage, the teacher draws students’ attention to some aspect of 
the target language that they used to complete the task. Teacher often chooses 
language that students struggled with or used incorrectly. It may include language 
forms that the students were using, problems that students had, and perhaps forms that 
need to be covered more or were not used enough. After students have had an 
opportunity to clarify their understanding of the target language, they practice using 
the clarified form.   
 
In this framework, clarification of the target language comes after students have had 
an opportunity to use the target language. In other language frameworks such as 
Present – Practice – Produce (PPP) clarification of the target language comes prior to 
use. In the Encounter – Internalize - Fluency (EIF) framework, clarification can come 
either prior or after use, although most examples in the Material Development course 
packet model clarification of the target language prior to use.  
 
Don’t even try to fit task-based learning into the EIF framework. It would be a very 
messy process, and there are several reasons for this. First, the TBL framework is an 
integrated skills framework, so assessment isn’t determined by the skill but by the 
task. Second the task cycle stage is a mixture of encounter, internalize and fluency. 
Therefore, it best to think of task-based learning as a completely different way of 
organizing and teaching a lesson. 
 
 
Sample lesson: Is it task-based learning? 
 
This is a lesson designed for adult learners. It is a multi-level class, but all the learners 
have had multiple years of previous language learning. The teacher enters the 
classroom and greets her students, and the students greet her back. She then looks at 
the class and says: “I have a problem.” The students respond to the prompt by saying 
things like: “What’s wrong?” “What’s the matter?” “What’s your problem?” The 
teachers says, “I need to take attendance, but I don’t have a pen?” Students respond by 
saying various things like: “Why don’t you use mine?” “Here. Use mine.” “You 
should use Jae-Seung’s” etc. 
 



The teacher uses a student’s pen and takes roll. Then the teacher asks the students: 
“Why did I borrow Jae-Seung’s pen?” Students respond: “Because you forgot your 
own.” Teacher says, “That’s right. I forgot my own pen, so not having a pen was my 
…..” Teacher waits for students to finish her sentence. Several students say: 
“Problem.” The teacher writes the word on the whiteboard and then the teacher says: 
“When someone has a problem what can we do?” Students say things like. “We can 
help them.” “We can give them advice.” Teacher says: “Yes, we can help them and we 
can give them advice. How do we give people advice? What do we say?” 
 
Students then give suggestions and teacher writes the target language on the white 
board such as: 

 You’d better… 

 Why don’t you…. 

 You should… 

 I think you should… 

 You might want to consider… 
 
Teacher then explains what the students will do next. Show them that you have two 
sets of cards; blue cards and red cards. On the blue cards are the situations on the red 
cards are the problems. Some students will get blue cards and some students will get 
red cards. People with the blue cards need to find someone with a red card. The 
person with the blue card will explain the situation. For example: ‘I am your professor 
and you have come to me because you have a problem.’ After the person with the blue 
card has introduced each person’s role the person with the red card begins the role 
play. A: Professor, I have a problem…After the pair has completed their role play, 
they should exchange cards and find a different person to interact with. Teacher 
should CCQ the directions and then she should pass out the materials. 
 
Students do the activity taking turns asking for and giving advice across a variety of 
situations and circumstances. The teacher monitors and takes notes regarding the 
language that students are using across the situations and circumstances. After about 
eight minutes, the teacher claps her hands and puts the students into groups of about 
six students. Each group has three blue cards and three red cards. The teacher asks the 
students to talk about the activity they have just finished so that they can report what 
they have learned and what questions they may have. 
 
Students work together and discuss the role play and make a list that describes the 
language that they used and a list of questions they have about the language and 
situations that they encountered. The students report and the teacher writes the 
students’ observations on the whiteboard such as “Is it OK for a students to say ‘you’d 
better’ to their professor when giving advice?” The teacher then makes her own 
observations. 
 
Next teacher reviews aspects of pragmatics and usage for the various way of giving 
advice. Teacher provides examples of the TL and tries to elicit the rules from students, 
but if the teacher is unable to get the students to notice the rules, she provides them 
with the correct answers. After students have had a chance to clarify the target 
language, the teacher gives a similar activity to the students. This time the students 
use green situation cards and pink problem cards to set up the role play. As students 
do the second activity, teacher monitors and takes notes. After about six minutes, 



teacher claps her hands and asks students about the target language they used in 
certain situations and why they chose that target language. Students answer the 
teacher’s consolidation questions and then the teacher dismisses the class.  
 
Although this lesson is staged in a similar way to task-based learning, it is NOT a 
task-based learning lesson. First of all, role-plays do not have clear outcomes, second 
this role-play over-emphasized a specific function of language. For a lesson to be 
considered task-based learning, the task that students are given need to have clear and 
identifiable outcomes and the language that students use to achieve that task should be 
open. Even though this wasn’t task-based learning (it actually followed the Test-
Teach-Test framework), it was still an effective lesson. It was effective because role-
plays allow a teacher to assess students understanding of pragmatics better than more 
outcome driven tasks.   

BASIC PRINCIPLES 

1. Tasks-based learning should have functional objectives that are tied to the outcome 
of the task, and these objectives should match the communicative needs of the 
learners. 

2. Task-based learning should have predicted outcomes and limited processes.  

3. Task-based learning should require input from all learners.  

4. Task-based learning should accommodate learners differing learning styles. 

5. Task-based learning should allow for different modes of participation and solutions. 

6. Task-based learning should be challenging but not threatening. 

7. Task-based learning should develop implicit, procedural knowledge. Learners can 
best develop implicit, procedural knowledge of a second language through the 
effort to communicate while doing a purposeful task. 

TECHNIQUES 

1. Give tasks with clear individual roles.  

2. Allow learners to decide what role each member of the group will take, but make 
sure that everyone has a role so that everyone can participate. 

3. Use authentic materials whenever possible so learners have real target language 
input to use as a model for their task completion. 

4. Use authentic task (see types of task above). 

5. Provide guiding questions to organize and structure the language analysis. 

CRITICISM 

Task-based learning has many advantages. First, it is more student-centered than 
traditional approaches, and second it allows for meaningful communication. It allows 
students to build their language skills around the language they need rather than 
following a prescribe language syllabus. Although the teacher may present language 
in the pre-task, the students are ultimately free to use whatever vocabulary or 
grammar they want. This allows the learners to use all the language they know and all 
the language they are in the process of learning and not only the target language of the 
lesson. Furthermore, as the tasks are likely to be familiar to the students such as 



scheduling an appointment, students are more likely to be engaged. When students 
find an activity engaging this will motivate them in their language learning. 
 
A major disadvantage for task-based learning is that it is not appropriate for real 
beginner students. For example it’s the first day of Turkish class, and I am the teacher. 
None of my students have ever studied Turkish before, could they successfully use 
task-based learning in this situation? No, because they have no knowledge of the 
target language. Others researchers, for example Carless (2003), have argued that the 
tasks themselves limit the language to which students are exposed. For example, 
because tasks need to have identifiable outcomes, certain kinds of language functions 
do not lend themselves to these kinds of task-types such as discussion or debate. Swan 
(2005) argued that the assumptions underlying TBL are problematic. For example, 
TBL assumes acquisition occurs during communication, but there is no evidence that 
this is the ONLY way that acquisitions take place. Furthermore, task-based learning 
my also limit teachers ability to assess and teach pragmatic aspects of language. 
Pragmatics require learners to use language in specific situations, outcome driven 
tasks tend to focus on task completion and not situational factors. Teachers, therefore, 
need to keep these things in mind when designing task-based learning lessons. 

PROCESS QUESTIONS 

1. What is the Task-based Language Learning? 

2. What is your general opinion of this method? 

3. What aspect of TBL might you use in your classes? 

4. What is the definition of task in TBL? 

5. When using the TBL approach, what is the teacher’s goal? 

6. Describe the teacher’s role in TBL approach? 

7. Describe the Students’ role in the TBL approach? 

8. What are the benefits of this approach? 

9. What are the challenges/disadvantages of this approach? 

10. What are some common activities or techniques used in this approach?  

11. As a teacher, have you ever used any of these activities? 

12. As a learner, have you ever been taught using any of these activities? 

13. What type of learners do you think would best respond to the TBL method?  

14. What aspects of TBL do you think would work for your students? Why? 

15. Look at the materials that your trainer has provided. Use the definition of task to 
decide if these materials are appropriate TBL task or not. 

16. Make a list of three for language topics that you might want to teach your students. 
Next look at the list of task types described above a select one or two possible 
tasks that your students could do for the topics you have brainstormed. 

MICROTEACHING 

1. Look at a popular language learning textbook, and adapt a lesson or unit to TBL. 
How is the lesson similar to the one in the textbook? How is it different? 

2. Choose one of task types listed in the first section and develop it into a full lesson 
plan. 



ACTIVITIES 

“22nd Century Star Search” 

Level Intermediate 

Time 15-20 minutes 

Aims To have students make a list of famous people today who will be 
remembered in the 22nd Century and to be able to explain why they 
believe they will continue to be famous  

Organization Small groups 

Preparation Pictures of famous people from the mid-20th Century who are still 
famous today such as Elvis, Marilyn Monroe, etc…  

Procedure 1  Lead-in: Show pictures of Elvis and Marilyn. Have the learners 
discuss these questions in groups: Do you know these people? 
What are they famous for? Why do we still remember them today?  

 2  Set-up: Write the task sequence on WB or put it on the PPT. 
Explain and CCQ the task cycle.   

   a) List five famous people today who will be remembered in the 
22nd century.  

   b) Compare your lists. Did you have any people in common?  

   c) Tell each other why you chose the people on your list.  

   d) Finally, combine your two lists, but keep it to only five people.  

 3  Report: Let groups share their lists and the reason why they 
believe these people will be famous in the 22nd Century with other 
groups. 

   

“Night Out” 

Level High Intermediate Adults 

Time 30 minutes 

Aims To build vocabulary related to the topic and to recycle TL for making 
plans (be going to) and describing intentions (will)  

Organization Small groups 

Preparation Pictures of some common places such as restaurant, bar, etc… and a 
short listening text of two people planning a night out.  

Procedure 1 Lead-in: Show pictures: restaurant, bar, movie theater and ask 
them what they see. Try to elicit the topic “going out” “having 
fun” etc… 

 2 Vocabulary Building: In groups ask Ss to brainstorm 
words/phrases and then elicit words/phrases form the groups and 
write them onto the board (Consider organizing your board into 
different columns places / verbs / feelings etc).  

 3 Model Task: Tell Ss they are going to listen to two people talking. 
Give the listening task: What are they talking about? Play the 
conversation and let groups discuss their answers. Elicit and write 
on board: Two people are planning a night out. Tell Ss they are 
going to listen again. Give Task: Where are they going to go? 
What are they going to do? Ss listen and then discuss their answers 



in their groups. Elicit and write answers on the board. Tell Ss they 
are going to listen for a third and final time. Give task: What do 
they say to each other to make their plans?  Ss listen and then 
discuss their answers in their groups. Elicit and write answers on 
the board.  

 4 The Task: Tell them hat they are going to plan a night out for the 
whole class with their partner. Give them a few minutes to think 
over place they would like to go. Elicit suggestions and have 
students rank the best place to least. When the best place has been 
determined, have students do the task. Then have the students 
switch groups so they can discuss their ideas with another pair. 
Students should take note of any similarities and differences.  

 5 Planning: Put Ss back in original pairings and have them rehearse 
their presentation for the class night out. Teacher monitors, 
answers questions that Ss have and keeps note on language points 
to be clarified later. 

 6 Report: Let groups share their ideas about the class night out. Each 
group presents and Ss vote on the best plan.  
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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. 

b. 

c.  

d.

a. 

b. 

c.  

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 

 



 5 

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…  



- 141 -



- 142 -



- 143 -



- 144 -



- 145 -
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Lesson Planning Process 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 

 

ASSUMPTIONS 

LEARNER’S 

NEEDS 

 

CURRICULUM 

SLO 

ENCOUNTER 

INTERNALIZE 

FLUENCY 

What will they be 

able to do?  How relevant is 

it? 

What are they going to 

do to own the language? 
How are they going 

to show me they 

learned it? 

What are they 

going to do for 

internalization? 

How are they 

going to practice 

meaningfully? 

What needs to be 

encountered? 

How is it going to 

be encountered? 

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? 

WARM UP 
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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. What materials will be needed? 
2. How familiar are you with the content? 
3. How will the materials be used? 
4. How much preparation time is required? 
5. How will you instruct students to use these materials? 

 
Lesson Procedure – Introduction  

1. How will you introduce the ideas and objectives of this lesson? 
2. How will you get students' attention and motivate them in order to hold their attention? 
3. How can you tie lesson goals with student interests and past classroom activities? 
4. 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?  
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Reflective Teaching Questions about Lessons 

 
Overall 
 

1) Was the lesson effective? Why or why not? 
2) Did I achieve the goals and objectives I had for the lesson? Why or why not? 
3) Were my students’ needs addressed successfully? Why or why not? 
4) Was there anything that the students didn’t respond to well? Why? 
5) What helped my students’ learning? 
6) What hindered my students’ learning? 
7) What were my strengths as a teacher today? 
8) What were my weaknesses as a teacher today? 
9) What are 3-5 things I could improve? 
10) How do I plan to reach my improvement goals? 
 
Specifics 
 
1) Were there clear goals and objectives for the lesson? 
2) Did I plan and prepare well for the lesson? 
3) Was the lesson well organized and logically sequenced? 
4) Were the goals and objectives of the lesson clear to the students? 
5) Were my instructions brief and clear? 
6) Was the contented encountered/presented effectively? 
7) Were all my teaching materials appropriate and used effectively? 
8) Did I provide students with time to practice?  
9) Did students use different language skills? 
10) Was I able to stimulate and sustain student interest and motivation for the duration of the lesson? 
11) Did I praise, encourage and motivate my students as much as possible? 
12) Were the students able to make connections between what I was teaching and their own lives? 
13)   
14) Was the challenge level suitable for my students? 
15) Did the activities go as planned? 
16) Were the activities meaningful and appropriate to achieve my goals and objectives? 
17) Were the activities appropriate for different learning styles? 
18) Did the students have enough time/opportunities to participate in the learning activities? 
19) Was the material/content too much, too little, or just right for the lesson? 
20) Was the seating arrangement appropriate for each activity? 
21) Did I help my students become more aware of the second language culture? 
22) What events during the class made me deviate form my plans? 
23) Was I able to guide students/explain any difficult concepts to my students clearly? 
24) Were student errors monitored and corrected effectively? 
25) Did I respond well to student problems? 
26) Did I pay attention to all my students as equally as possible? 
27) Did I speak in the target language (English) as much as possible? 
28) Was teacher talk minimized and student talk maximized? 
29) Did I use gestures, body language, and/or humor to enliven the class? 
30) Did the students speak in the target language (English) with each other? 
31) Did students get sufficient practice using the target skills? 
32) Did all students participate actively – even the reluctant ones? 
33) Did I organize class time effectively (i.e. Did I have good time management skills)? 
34) Was I able to recycle language which I had previously taught? 
35) Were the students’ performance assessed properly? 
36) Did I do anything to leave the students with a feeling of achievement? 

 
 



 
 

Section 3 
Sample Lesson Plans 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 
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. 

 



 
Time Framework   

  P  D  P   
                  Procedure/Steps Interaction 

(S-T, T-S) 
Activity Purpose 

5 
 
 
 
 
 
5 
 
 
3 
 
 
 
3 
 
 
 
5 
 
 
 
3 
 
 
 
5 
 
 
 
8 
 
 
 
13 
50 min. 

 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
       

 

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. 
 
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. 
 
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 
 
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?” 
 
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. 
 
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.   
 
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.” 

 
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. 

          
T-Ss 
T-Ss 
S-S 

          Ss-T 
 

T-Ss 
Ss-T 

 
T-Ss 
Ss-T 

 
 

S 
S-S 

 
 

Ss-T 
 
 
 

S-S 
 
 
 

T-S 
S-S 

 
 

S-S 
 

 
S-S 

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 

 
3. To ensure that Ss have the 
necessary vocabulary to succeed 
at the listening task. 
 
4. Ss are given a general listening 
task that is safe and manageable. 
Use of VAT 
 
5. Ss are given a more specific 
task. Ss check answers to make 
safe environment. Use of VAKT 
 
6. Integrating reading and 
listening skills. On-going 
assessment of key vocab. 
 
7. Ss build on language they 
already learned in previous 
lessons; SLO can be observed. 

 
8.Ss use vocab. & grammar  in new 
context. Supports post activity 
 
9. Adds a creative element and 
personalization; Ss use and 
expand on what was learned.  
 



PowerPoint 
 

Listening Lesson – “THE 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 park

 

A: What can you 
do in a park?

B: I can walk in a 
park.

 

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…?

 

What do you see?

 

A pigeon

 

Pigeons in a park

 

Which one is a pigeon?

1 2

 

Statue of Liberty

 
   



1                       2

 

A hoop and a stick

 

Hoops or Sticks?

 

A hoop or a stick?

 

A paper bag

 

Yes or No?

 

Yes or No?

 

1                               2

 

Entrance

 



An entrance?

  

Circle what you hear

 

A:  What did you circle?

B: I circled ________.  What about 
you?

A: I circled……

B:

 

Listen for What’s Wrong

 

Word List

• Hoop

• Horse

• Two

• Park

• Sitting

• Pigeon

• Man

• Looking

• Nearby

• Paper

• Pigeons

• Bird

• Eating

• Playing

 

Answers

• Park

• Sitting

• Pigeon

• Looking

• Nearby

• Paper

• Pigeons

• Bird

• Eating

• Playing

• Hoop

• Man

• Horse

• Two

 

Review

I

You

He

She

It

We 

They

 

Describe What You See

 



 

A:  What did you circle?

B: I circled ________.  What about 
you?

A: I circled……

B:

 

Draw Your Favorite Park

• Do you have a favorite park? 

• I do:

 

Tell Your partner about your park

 

  

 
 
 
 
 





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. 

 

 

 

 

 

 

 

 



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.



                                      

 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. 

 

 

 

 

 

 

 



                                      

Draw your favorite park. 

 



  

                                      

GRAMMAR LESSON #2—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. 

 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 

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 

 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 

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. 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 

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.  

 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 

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—

 1. Less controlled practice 2. 
Personalization of the TL 3. Learning 
styles: K 4. Practice will help Ss 



  

                                      

demonstrate understanding of rules develop confidence 5. 
Communicative purpose 

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 

 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 

8.  8 Ss play “Talkopoly” in which they use both rules with some 
support language/and rule posted on WB 
 

 1. Controlled practice activity 2. Ss 
affective attitudes are accounted for 
with a variety of materials and 
activities 3. Learning styles 
accommodated: VKT 

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 
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. 

 1. Communicative purpose 2. 
Opportunity for outcome feedback 3. 
Success = confidence 

  55 
min 

   

 
 



  

                                      

 

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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+20



 

 

 

 
COME 

 

 
WALK 

 
GO 

 
BE 

 

 
HAVE 

 
DO 

 
DRINK 

 

 
EAT 

 
READ 

 
 

WRITE 
 

 
TEACH 

 

 
PLAY 

 
 

SING 
 

 
RIDE 

 
DRIVE 

 
MAKE 

 

 
DANCE 

 
LEARN 

 
JUMP 

 

 
STUDY 

 
SEE 

 
 



 

 

 
WATCH 

 

 
LIVE 

 

 
RUN 

 
 

TAKE 
 

 
BUILD 

 
PUT 

 
HIT 

 

 
SPEAK 

 
KNOW 

 
WIN 

 

 
PAY 

 
CATCH 

 
 

STEAL 
 

 
THROW 

 

 
FLY 

 
 

 
 

have              you           ever        visited       
 
Australia     ? 
 
 



 

 

has        he        ever      played      ice      
 
hockey     ? 
 
 
have      they     ever    gone    fishing   ? 
 
 
have    you    ever     eaten    kimchi     ? 
 
 
has       she      ever      been       to      
 
Canada     ? 
 
 
I      have      been       to      Thailand     . 
 
 
She      has     eaten     kimchi     many      
 



 

 

times      .      
 
 
They      have     lived      in        
 
Australia     .      
 
 
He      has      studied     English     for      
 
five       years     .       
 
 
I      have      been      in      Korea     for      
 
three      months     .        
 
 
 
 
 
 
 
 
 
 
 
 



 

 

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? 
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Sample Lesson #3: Strictest Parents 
Name:               ___________         Date:                                                   Teaching time: _50-60 min_                              
 
Age & Level of students: middle school students intermediate 
 
1. What are you teaching?  
 Key Vocabulary strict, easy-going, look after, control, organize, punish, allow 
 Language points    Simple past tense especially questions with Did… 

Describing past actions especially duties, obligations, permissible and impermissible actions 
 Language skills –   Speaking                                                         
 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: 
Complete the task: “Who had the strictest parents?”  using questions from a questionnaire by ranking their group members from the strictest to the 
least strict. 
 
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 have an opportunity to read the questionnaire and prepare a summary of their experiences 
before they begin discussing with their classmate how strict their parent were 
  
Preliminary considerations:        
a. What do your students already know in relation to today’s lesson?   
Ss have learned comparative and superlative forms. Ss have also learned the simple past tense. 
b. What aspects of the lesson do you anticipate your students might find challenging/difficult? 
Using the language that they know to carry on an extended conversation about how strict their parents are 
c. How will you avoid and/or address these problem areas in your lesson?   
Ss will be given a model before they start the task. Ss will have more than one chance to describe how strict their parents were to their peers and 
will multiple opportunities to hear their peers describe how strict their parents were, so repetition and peer learning will be used to help the Ss 
become more fluent and competent.   
 
 
 
 

Steps Stages Time           Interaction Activity Purpose  
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(min): 
Guess 
here 

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

                  

T-Ss 
S-S 

1 
 

 10  •Optional: Show picture of some families, and ask Ss: “What do 
you see?” Elicit the words “family, children and parents.” 
•Write the questions: “What are/were your parents like?” on the 
board. 
•Model the opening discussion by answering the question: “My 
parents were pretty easy-going unless I was bad. If I was bad, then 
they were very strict. My father was very creative with some of the 
ways he punished me.” 
•CCQ your model: When were my parents strict? Who punished 
me? 
•Ask Ss in groups of three/four to take turns describing their parents. 
•Elicit some answers from the groups such as perfectionist, 
generous, hard-working, etc… and write them on the board. Then 
introduce the topic of today’s lesson: “Whose parents were the 
strictest?” 

 
T-S 

 
 
 

T 
 
 

T-S 

 
•Activate Schema and Intro the 
topic 
•Model the language I want Ss to 
use 
•Check that Ss understand the 
model 
•Validate Ss participation by 
writing words that describe their 
parents on the board 
 
 
 
 
 

2 
 
 
 

 5 •Put the following vocab on the board: strict, easy-going, look after, 
control, organize, punish, allow 
•Ask Ss to discuss what the words mean (Ss can do this in the L1 or 
the L2, but decide which is most appropriate for your Ss) 
•After Ss have had an opportunity to discuss the words ask the 
following CCQs: “If your parents are strict do they let you do what 
you want, or do you do what they say?” “Does look after mean take 
care of or find?” “Does easy-going mean stressed out or relaxed?” 
Does allow mean you can do something or that you can’t?” My 
daughter’s room is very messy. My son’s room is very clean. Which 
room is organized son’s or daughter’s? Which is a better 
punishment, giving candy or making the student write sentences on 
the board? Which person is controlling the car the driver or the 
passenger?” 
•Pass out the cloze exercise and let the Ss fill in the blanks. Ss do 
alone first and Ss should use the words in the word bank. CCQ: 

T-S 
 

Ss-Ss 
 
 

T-S 
 
 
 
 
 
 
 
 

S 
 

•Prepare Ss for the lesson by giving 
Ss keywords 
•Allow Ss time to discover the 
meaning and to teach and learn 
from each other 
•Check Ss understanding of the 
new words by using CCQs and give 
lower level Ss another opportunity 
to learn/guess the meaning 
•Use Cloze activity to assess Ss 
understanding and to clarify similar 
words (control/organize) 

 
 
 
 



 

 28

Alone or with your partner? What words do you use?  
•Let Ss check answers with each other then read and check. Ask Ss 
to circle the answers they get wrong 
•Common problem is control and organize – Ask Ss: Does a 
schedule have moving parts? You control things that can move, but 
you organize things that don’t. Give examples  Ask: Why we can 
control and organize a life? We control the person, but we organize 
the abstract thing.  

 
 

S-S 
 
 

T-S 

 
 

3  20 •Pass out the questionnaire, and go over the questions. Some 
questions you may want to model an answer, for example: When did 
you parents make you go to bed? “My parents didn’t have a bedtime 
for me, but I couldn’t stay up later than they did. My parents 
usually went to bed after the news at 11:30 pm.” 
•Ask Ss: Is this strict or easy-going? Why? 
•Set-up the task: In groups of four or five you are going to use the 
questionnaire as a guide to find out Whose parents were the strictest. 
•You may ask and answer Qs that are not on the questionnaire, but 
the questionnaire will give you examples to Qs to ask and answer if 
you can’t think of any yourself.   
•One person needs to run the discussion, another person needs to 
take notes and a third person will need to be the spokesperson. 
Please choose your roles before you begin.  
•With 5 minutes remaining in the discussion tell Ss that they should 
prepare to make their report. Whose parents were the strictest and 
why and whose parents were the most easy-going and why? 
 
 
 
 

 
T-S 

 
 
 
 
 

Ss-Ss 

•Model a possible answers and 
have Ss decide if my parents were 
strict or easy-going, to give Ss a 
clear idea of what they should be 
working towards 
•Give Ss a task with an outcome 
that requires Ss to discuss and use 
language to complete 
•Task provides Ss with a reason to 
ask and answer Qs to and to ask 
follow-up Qs to gain more 
information from classmates 

4  5 •Have Ss present their finding and see if the class can decide whose 
parents were the most strict and most easy going. 
•Close the discussion by summarizing what the Ss have said.  

 
S-Ss 

•Provided Ss with clear outcome 
feedback 
•Completion of task helps Ss with 
confidence 
•Validate what Ss have done by 
summarizing their finding and 
giving your stamp of approval 

5  10 Language Focus 
NB: Make decisions based on what you observed during the task 
cycle. Two common problems are described below. 
1. Verb Tense review: simple past, present continuous, simple 
present and future with will 
2. Additional vocabulary work with:  allow, have to, let, make etc… 
Option 1 – Verb Tense Review 
•Ask the Ss: “The Qs you asked each other today, did they happen in 
the future, now or the past?” Ss should answer, “Past.” 
•Elicit and example sentence by asking: “Can you give me an 
example of question you asked each other today?” and write the 
sentence on the board; for example: Did you have to look after your 
brothers and sisters? Underline the aspect of the verb that you want 
Ss to focus on. 
•Elicit and additional example sentence by asking: How can we 
change this question if we want to ask a person about something they 
are doing now?  Underline the aspect of the verb that you want Ss to 
focus on. For example: Are you looking after your brothers and 
sisters? 
•Elicit and additional example sentence by asking: How can we 
change this question if we want to ask a person about something they 
will do in the future?   Underline the aspect of the verb that you want 
Ss to focus on. Will you have to look after your brothers and sisters? 
•Elicit and additional example sentence by asking: How can we 
change this question if we want to ask a person about something they 
do on a daily basis?  Underline the aspect of the verb that you want 
Ss to focus on. Do you have to look after your brothers and sisters 

 
 

T-S 
 

S-S 

 
NB: The reason for this section will 
depend on what is actually the 
language focus, see below 
 
In general 
To clarify the TL that the Ss had 
problems with 
To give Ss opportunities to notice 
salient features of the TL 
To allow Ss to practice these 
features in a controlled way that 
helps Ss to build accuracy 
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Cloze Test 1 
 
Directions: Use the words in the word bank and fill in the blanks. 
 
 
 
 
 
Some parents are ___________. They raise their children in a relaxed and flexible manner. Other parents, however, are __________.  
 
They have strong beliefs about what a child should and shouldn’t do and they follow their beliefs exactly. My parents were pretty  
 
easy-going, because they ________ me to do what I wanted. They didn’t try to ________________ my schedule or to ____________  

everyday? 
Leave the example sentences on the board and set up the game: Ss 
will flip a coin and move their marker. Each square on the board has 
a question topic, before Ss ask their Q they need to pick a time card: 
past, now, future, daily and ask one of their group members the 
question based on the time card.  
Option 2 – Additional Vocabulary Work 
Tell Ss to turn over the questionnaire and pass out Cloze Test 2 
 

strict   easy-going   look after  control  organize  punish   allow 
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my life, because they would let me make my own decisions. For example, I had an opportunity to learn how to play an instrument, but  
 
I decided not to and my parents were OK with that. I was also the youngest so I never had to ____________ my brothers and sisters,  
 
but my brothers and sisters had to look after me. Although my parents were easy-going, they did ___________ me when I did  
 
something wrong. In fact, my father was very creative in coming up with ways to punish me.  
 
 
 
 
 
 
 
 
 
Questionnaire 
 

Keywords: strict, easy-going, look after, control, organize, punish, allow  
 

 

When you were a child: 

a) Do you think your parents were strict or easy-going? 

b) Did they allow you to stay out late at night? 

c) When did your parents make you go to bed? 

d) Did you have to look after your brothers and sisters? 

e) When you went out did you always have to tell them where you were 

going? 
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f) Did you always have to do your homework before dinner? 

g) Did your parents make you help about the house? 

h) What jobs did they make you do? 

i) Did your parents give you lots of free time or did they control and 

organize your life? 

j) When you did something wrong, who punished you and how did they 

punish you?  

 

 
Language Focus 
Option 1: Vocabulary 
Cloze Test 2 
 

When you were a child: 

a) Do you think your parents were ________ or ______________? 

b) Did they _________   ________   ________ stay out late at night? 

c) When did your parents __________   _______ go to bed? 

d) Did you ________    ______    _______    _______   your brothers and sisters? 

e) When you went out did ________    ______    _______    _______   tell them where you were going? 

f) Did ________    ______    _______    _______   do your homework before dinner? 

g) Did your parents _________   ________   ________ about the house? 

h) What jobs did they __________   _______ do? 

i) Did your parents give you lots of free time or did they _____________  and ______________  your life? 

j) When you did something wrong, who _____________  you and how did they ____________  you?  
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Controlled Practice of Vocabulary: 
 

Complete these to make true sentences: 
 

1 When I was a child my parents made me …. 
2 They let me …. 
3 I was forced to …. 
4 I was allowed to …. 
5 I was supposed to …. 
6 I had to… 

Option 2: Grammar (Q&A’s with “did” and regular and irregular verbs) 
 
Matching Card Game  
 

GO WENT COME CAME HAVE HAD 
DO DID IS WAS AM WAS 

ARE WERE LOOK AFTER LOOKED AFTER PUNISH PUNISHED 
ALLOW ALLOWED MAKE MADE TELL TOLD 

EAT ATE ASK ASKED   
 
More verbs could be added, but 30 is enough for a quick matching game. 
 
Controlled practice: Q&A  
 
Did you eat lunch? 
Did you do your homework? 
Did you go to the library yesterday? 
When did you come to school today? 
Did you have to do any chores this morning? 
 
More Qs could be added or Ss could think of their own 
 
Option 3: Grammar (Building Fluency) 
 
Go over the four kinds of Qs that you want your Ss to be able to ask and when they would ask them: 
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 Are you doing your homework? 
 Do you do your homework every day? 
 Did you do your homework? 
 Will you do your homework? 

 
Make a game board 
On the game board their will be topics 

 homework 
 ride a bike 
 read a book 
 listen to music 

Make Time cards (Now, Daily, Past, Future) 
Each Ss will have a marker 
Ss will use a coin to move on the game board (heads 1 tails 2) 
Ss will pick a time card and ask another Ss an question 

 Are you doing your homework? 
 Do you do your homework every day? 
 Did you do your homework? 
 Will you do your homework? 

Ss take turns moving across the board, first one to reach the finish wins 
 
You could also do the Question Poker Game with these Qs assign one time to each suit.  
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Sample Lesson 4: Do We Understand Each Other 
 

Name:               ___________         Date:                                                   Teaching time: _90 min_                              
 
Age & Level of students: High School or older low intermediate to intermediate 
 
2. What are you teaching?  
 Key Vocabulary  –  tension, responsibility, figure out, collaboration, aggressive, colleague, resolve 
 Language skills –   Reading and speaking (Integrated Skills Lesson)                                                        
 Cultural Aspects –  How culture affects expectations and behavior 
 
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 an understanding of the letters written by Sakiko and Edmundo by inferring the cultural expectations that each person might make. 
Describe a plan of action for Sakiko and Edmundo so that they can resolve their conflict by working in groups and analyzing the problem 
 
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? This will be a jigsaw reading activity, so Ss will read and fill in a chart about their individual and 
then they will share information with a partner. Then in pairs Ss will work on the inference activity. 
  
Preliminary considerations:   
      
a. What do your students already know in relation to today’s lesson?   
All students will have experienced cultural conflict through the chronic game. Some students may have experienced cultural conflict in real life.  
 
b. What aspects of the lesson do you anticipate your students might find challenging/difficult? 
They struggle to make the appropriate inferences about cultural expectations. 
 
c. How will you avoid and/or address these problem areas in your lesson?   
I will use collaborative learning so that Ss can talk about and discuss the answers in pairs or small groups.  
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Steps Stages Time 
(min): 
Guess 
here 

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

the students do 
                  

Interaction 
T-Ss 
S-S 

Activity Purpose  

1 
 

  
 

10 

•Put the following Q/Qs on the WB:  What is cultural conflict? Have 
you every experienced cultural conflict? If so, what happened? Why 
was there a problem? 
•Ss discuss in small groups 
•Elicit Ss definition of cultural conflict and their experiences and 
make a list on the WB  

 
 

Ss-Ss 
 

T-S 

•To activate Schema and make the 
topic relevant 
•To intro the topic 
•To build interest 
•To get Ss involved and talking 
from the start of the lesson 

2 
 
 
 

  
 
 
 
10 

•Put the following vocab on the WB:  tension, responsibility, figure 
out, collaboration, aggressive, colleague, resolve 
•Ss discuss words in small groups or pairs (with lower level Ss T can 
have Ss discuss words in the L1) 
•Pass out cloze sheet ask Ss to do in pairs 
•Have Ss check answers in larger groups 
•Ss listen to cloze and check answers (Ss should circle the words 
they got wrong) 
•Go over words that Ss had trouble with and ask CCQS to clarify the 
meaning such as: If you figure it out, do you understand it? Are 
problems or solutions resolved?  

 
 

Ss-Ss 
 
 
 

S-T/T-S 

•To introduce and check Ss 
knowledge of the key vocab 
•To promote peer learning and 
teaching 
•To assess Ss understanding of the 
new vocab 
• To prepare Ss for a successful 
reading 

 

3   
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•Tell Ss that they will be doing a jigsaw reading; i.e., half will have 
A and the other half will have B (Two possible grouping strategies 
for this activity 1. make two groups and pass the A reading to one 
and the B reading to the other or 2. Put Ss in pair with one being A 
the other B  Use the first strategy if you think Ss will have 
difficulty filling in the chart) 
•Pass out the reading passages and preview the first reading task: A 
readers will fill out information about Edmundo and B readers will 
fill out information about Sakiko 
•Ss read and fill in chart 
•If first group strategy was used let Ss check their answers with their 
entire group, if second strategy was used see below. 

 
T-S 

 
 
 
 
 
 
 

S 
 
 

•Task before reading, so Ss have 
reason to read 
•Jigsaw to integrate speaking into a 
reading lesson 
•Grouping 1: for safety and comfort 
and promote peer learning and 
teaching 
•Grouping 2: To raise the challenge 
level of the task and to assess Ss 
reading and communication ability 
more extensively 
•Support language to help Ss stay 
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•Remake groups: Pair up the A’s with the B’s 
•Write the following support language on the WB: 
A: What does ________ say about ________________? 
B: __________ says ____________________________.  
•Model task yourself or with an Ss 
•Remind Ss not to show their papers to their partner and to use 
the dialog to ask and answer the Qs 
•CCQ: Do you show your paper to your partner? What 
language do you use to ask and answer? Point to your partner? 
•Let Ss exchange info 
•Go over answers with whole class 

 
T-S 

 
 
 
 
 
 

 
S-S 

T-S/S-T 

in the TL 
•Model task and TL support 
because showing is better than 
telling 
•CCQs to confirm Ss understanding 
of task 

4   
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•Pass out the worksheet with the expectation statements 
•Tell Ss that the answers are not in the text, but they should use what 
they know about Sakiko and Edmundo to infer who would 
say/believe each statement 
•Ask Ss to read each statement and decide if E or S would 
say/believe it. 
•Model by doing first one with Ss 
•Ss can do alone or with their partner, if Ss do alone have Ss 
compare answers with partner before going over answers with the 
class  

 
T-S 

 
 

S 
 

S-S 
 

T-S/S-T 

•Comprehensive check of Ss 
understanding of texts 
•SLO is achieved 
•Peer checking for safety and 
comfort and to promote peer 
learning and teaching 

5   
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•Make groups of 3 or 4 (This activity can be done with or without 
the Ss making Posters, but Poster sessions work best with groups of 
4) 
•Tell Ss that they work for the same company that S and E work for 
and that a meeting has been called to deal with the situation.  
•Write the roles for each Ss on the WB and tell the Ss that each Ss 
has to take a role, and that each role has a task such as run the 
meeting and make sure each person expresses his/her opinion, take 
notes, make the poster, and present the groups poster/ideas to the 
class 
•CCQ the roles for each group member: What does the editor-in-
chief do? What role does the VP have? What is the HR person’s 
role? What will the regional manager do? 

 
 

T-S 
 
 
 
 

Ss-Ss 
 
 
 
 
 

•Integrate speaking into a reading 
lesson 
•Ss use higher order critical 
thinking skills to solve a real world 
problem 
•Building schema through a self-to-
world activity 
•Ss have clear roles in their groups 
to assure collaboration and 
participation 
•Extra Qs are provided for groups 
who work faster than other groups, 
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Example of the poster that Ss could use to organize/summarize their discussion 
 

Action Plan 
Short Term Solutions: 
 
Long Term Solutions: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

•Ss need to discuss Qs 1-3, but if they have time they can also 
discuss Qs 4-5. Ss will have about 7 min to discuss, 5 min to 
summarize or make poster, and 8 minutes to present their ideas to the 
group 
•Have Ss pick roles and check that each Ss knows their roles 
•Monitor group discussions and tell Ss when to begin preparing for 
the presentation/finish poster 
•Have Ss present. 

 
S-T/S-Ss 

so that all groups have adequate 
time to finish the key components 
Qs 1-3. 
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Do We Understand Each Other 
Cloze Exercise 
 
Directions: Use the words on the board or PPT and fill in the blanks. 
 
______________ is all about working together, but we don’t work well together, 

because there is too much _____________. I have no problem with most of the people 

I work with, but this one _________________ is a little scary. I find him kind of 

_______________. I sometimes wonder if he might get violent. I think the only way 

for me to ______________ this problem is to quit. I know that quitting is bad, because  

I’m not taking _______________ for the problem. But this guy is impossible to 

____________ . I mean he’s crazy.  

 
 
 
----------------------------------------------------------------------------- 
 
 
 
 
Do We Understand Each Other 
Cloze Exercise 
 
Directions: Use the words on the board or PPT and fill in the blanks. 
 
______________ is all about working together, but we don’t work well together, 

because there is too much _____________. I have no problem with most of the people 

I work with, but this one _________________ is a little scary. I find him kind of 

_______________. I sometimes wonder if he might get violent. I think the only way 

for me to ______________ this problem is to quit. I know that quitting is bad, because  

I’m not taking _______________ for the problem. But this guy is impossible to 

____________ . I mean he’s crazy.  
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Do We Understand Each Other? 
Jigsaw A 

 
 

The following is a letter written by an employee of a British based international public 
relations firm. He is having trouble working with a colleague. Here is what he had to 
say: 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
Reviewing the Case 
 
Directions: In your letter, underline all the complaints that Edmundo has about Sakiko. Then use 
that information to fill in the chart on the next page.  
 
 

To the editor-and-chief: 
 
I am writing to tell you of some problems I have been having with the other editor in 
the office, Sakiko Fujita. We don’t work well together. She seems to depend on me 
for all the ideas and decisions. I seem to carry the responsibility all the time. 
 
To give you an example of our tension, I will describe what happened between us 
today. This morning we were working on an article. I found that I was doing all the 
work. She didn’t contribute to the discussion. When I finally asked her what she 
thought of my decisions, she hesitated. Then she only said that she thought my work 
was interesting and that she would think about it more. I am very frustrated. She 
doesn’t give me her opinions or her ideas. How can I work with someone who 
doesn’t communicate or give feedback? I want to move forward with our work, but I 
can’t with her. How can I get her to take on more responsibility?  
 
I know that part of the problem is communication. She doesn’t seem to listen to 
what I am saying. She rarely looks at me when we speak. And she sits so far away. 
She is a very reserved person. I can’t figure out what is going on inside her head.  
 
I hope you can talk to her and get her to be more involved in our work. As things are 
now, our collaboration is not at all productive. 
 
Sincerely, 
 
Edmundo Montoya Reyes 
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 Sakiko says… Edmundo says… 
 

Eye Contact 
 
 
 
 
 
 
 

 
 

 
She doesn’t look at me when 
we speak. 

 
 

Physical Distance 
 
 
 
 
 
 
 
 

  

 
 

Cooperation 
 
 
 
 
 
 
 

  

 
Giving Opinions 

 
 
 
 
 
 
 
 

  

 
 

Listening 
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Do We Understand Each Other? 
Jigsaw B 

 
The following is a letter written by an employee of a British based international public 
relations firm. She is having trouble working with a colleague. Here is what she had to 
say: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Reviewing the Case 
 
Directions: In your letter, underline all the complaints that Sakiko had about Edmundo. Then use 
that information to fill in the chart on the next page.  
 
 
 

Dear Norika, 
 
How are you? I hope everything is well. 
 
I am not doing so well. Work has been very difficult lately. One of my colleagues 
is very difficult to work with. He seems to only consider himself. He doesn’t know 
how to share work space or work responsibilities.  
 
Part of the problem is that he has difficulty listening carefully to people. When we 
work together, he rarely asks for my opinion. He just talks all the time! When I try 
to offer my opinion, he interrupts me. For example, today we had to make some 
important changes to an article. He told me what he wanted, and when I tried to 
say it wasn’t the best idea, he just didn’t want to listen to me.  
 
I feel a bit uncomfortable with him. He sits very close and looks at me all the time. 
I try to put some distance between us, but he just keeps coming closer. He doesn’t 
give me room to talk or think. I think his behavior is a little aggressive.  
 
I don’t know what to do. Maybe I should ask to be transferred to different 
department or international office. It’s just too hard for us to work together. I don’t 
think we can resolve our differences. Tomorrow I will mention my problem to the 
editor-in-chief. I think she will understand. 
 
Thanks for listening to my troubles. 
 
 Sakiko 
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 Sakiko says… Edmundo says… 
 

Eye Contact 
 
 
 
 
 
 
 

 
He looks at me all the 
time. 

 
 

 
 

Physical Distance 
 
 
 
 
 
 
 
 

  

 
 

Cooperation 
 
 
 
 
 
 
 

  

 
Giving Opinions 

 
 
 
 
 
 
 
 

  

 
 

Listening 
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Making Inferences 
 
In the situation described in our letters, there are two people from different countries working together. They 
each have their individual style, personality, and experiences, but they also have cultural expectations.  They 
expect other people to behave according to their own cultural ways. For example, Edmundo expects Sakiko to 
look at him while they speak to each other. In his culture eye contact is an important part of communication 
because it signals that the listener is paying attention. When Sakiko doesn’t look at him frequently, he thinks 
that she isn’t listening to him. He understands her behavior according to his own culture’s rules. But Sakiko is 
acting in accordance with her own cultural rules. In her culture it is common to look away frequently while 
speaking and listening, because one is expected to show respect by looking away. Since they are co-workers, 
Sakiko expects Edmundo to look away from time to time. When he doesn’t, she feels uncomfortable with him.  
 
Directions: Read the following list of expectations. Decide which are Edmundos’s (E) and which are 
Sakiko’s (S). Use the chart you have completed and work together. 
 
__E__  1. When people are working together they usually sit close to each other.  Closeness indicates  

interest and cooperation.  
 
_____  2. A man should give a woman some physical distance. Physical distance shows respect for a  

person’s space.  
 
_____  3. People should invite each other to say something in a conversation. One should ask questions or  

remain silent so that the other person has a chance to say something.   
 
_____  4.  One should begin speaking even if the other person is speaking. If one doesn’t interrupt, one will  

never speak.  
 
_____  5. Silence expresses disinterest and boredom. 
 
_____  6. People often disagree with each other. It is normal to have different opinions. Some conflict is  

inevitable even between friends and family.  
 
_____  7. People should give their opinions and not wait to be asked. It is the individual’s responsibility to  

say what he or she thinks and feels.  
 
_____  8. One should express disagreement carefully. An open disagreement could offend or embarrass  

someone.  
 
_____  9. It is not polite to speak when someone else is speaking.  
 
_____ 10. People may be silent for a few seconds if they are thinking about something. One should respect  

the silence and not interrupt it.  
 
_____ 11.  If there is conflict, one should try to resolve it indirectly so that no one is embarrassed.  
 
_____ 12. It is impossible to resolve a conflict without facing it directly.   
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Problem Solving: Simulation 
 
Directions: You are part of the management team that is overseeing the project that Edmundo and Sakiko are 
working on. The management team is made up of the project manager, the editor-in-chief, assistant director of 
human resources, and the vice president of marketing. (Others may be present as well, for example: the 
regional director or her assistant). The meeting should be chaired by the vice president of marketing, because 
it is his/her client’s account. The editor-in-chief should be the note taker. The assistant director of human 
resources will draw the action plan on the poster paper. The action plan will be presented by the project 
manager to the class.  
 
The meeting has been called to resolve the conflict between Edmundo and Sakiko. The project manager and 
editor-in-chief both want to keep Sakiko and Edundo on the project because they are both excellent editors 
whose styles and experiences balance each other out. The assistant director of human resources wants to 
resolve this conflict because there aren’t any other qualified personnel to meet Sakiko’s request for a transfer. 
The vice president of marketing wants this conflict resolved so that the project remains on schedule and the 
firm’s second biggest client is kept happy.   
 
In your group, discuss a possible solution. Draft an Action Plan that will help the two employees resolve their 
differences. As you draft your Action Plan on the poster paper, think about the following questions: 
 

1. Why are Sakiko and Edmundo having problems with each other? What specific behaviors are causing 
conflict and misunderstanding? Are there cultural values and expectations that each need to be aware 
of? If so, what are they? 

2. What small things can they do to work together better on a daily basis? Are there changes they could 
make in their daily routine or in their modes of communication? What is the short term solution? 
Why are these solutions the easiest and most effective in the short term? 

3. What are the long term solutions? What can the firm do to help Sakiko and Edmundo deal with their 
communication problems? Why are these solutions the most appropriate for this situation? 

4. What might be the best way for the management team to communicate with them? Should the 
management team send them each memo? Should a meeting be called to address this problem directly? 
Or is there some other way that might be more effective and empathetic?  

5. To what extent should the editor-in-chief and the project manager be involved in this cultural 
misunderstanding? What roles, if any, should they take? Why?  
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