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Introduction

I decided to write this book because I needed it; and as soon as I began to
discuss the idea with other teachers and students it became clear that
many of them felt the same need as 1 did, and for similar reasons. On the
one hand, we all more or less took it for granted that we would have to
teach grammar — either because some authority told us to, or because we
ourselves were genuinely convinced that grammar input helps our
students to learn the language. On the other hand, we felt most
comfortable using a broadly communicative methodology in our teach-
ing, and were disappointed to find that our coursebooks provided very
few ideas for interesting, meaningful and contextualized grammar prac-
tice. There are usually either ‘communicative’ activities designed to
develop general fluency, or ‘grammatical’ exercises that are for the most
part based on uninteresting manipulation of forms. A few books and
periodicals suggest a number of good ideas for the kind of activities we
wanted (see BIBLIOGRAPHY) — but there secemed to be no comprehensive,
systematically categorized collection that could be used to supplement a
coursebook.

‘What we need’, a group of student teachers told me, ‘is a book that
will gather together the most useful of the game-like or communicative
grammar-practice procedures that are in the books we know, plus any
more you can think of or find, and lay them out systematically so that we
can look up, say, the “Present Perfect” on Monday morning and find a
few good ideas to choose from.’

I found, however, that however sensible and simple this idea sounded
in theory, its execution in practice was not so easy; and the end result has
inevitably fallen short of my first ambitious plans.

For a start the book could not possibly cover all the grammatical
structures there are; nor is it always so clear what is ‘grammar’ and what
is not. So | decided to select only those items that 1 and other teachers I
consulted have found in our own teaching to be the most essential and/or
tricky, and included some — ‘numbers’, for example — that are in the fuzzy
area between lexis and grammar. Even then, the sheer number of
activities which could be included in a collection of this kind is enormous,
so it was necessary to sift and select. All this means that any individual
reader will inevitably find some omissions.

Classification was another difficulty, as many of the best activities do
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not divide neatly according to grammatical categories, but can be used
equally well to practise several different ones. The final layout 1s
inevitably a compromise solution, with a lot of repetition and cross-
referencing, my main consideration being the convenience of the
(teacher-)reader rather than consistency or economy.

Then there is the problem of acknowledgement. Many ~ the ideas
presented in this book are borrowed, or adapted, from writers, teacher
colleagues, contributors to EFL journals; and sometimes very nearly
identical versions of the same activity can be traced back to two or more
different sources. I have done my best to acknowledge sources wherever
these are clear and known to me, and provided a bibliography; but there
are doubtless omissions, for which I apologise in advance.

Acknowledgements for ideas are due to the following people in these
activities:

1.2 Michael Carrier
4.2 Leo Jones
6.2 Mario Rinvolucri
11.2 Andrew Wright
12.6 Stretton Taborn
13.3 Michael Swan and Catherine Walter
15.2 Mario Rinvolucri
15.8 Michael Swan and Catherine Walter
17.3 Andrew Wright
17.4 Stretton Taborn
18.2 LS.P. Nation
19.5 Mario Rinvolucri
23.9 Alan Maley
27.4 Alan Maley
27.5 Wendy Scott
28.5 Michael Swan and Catherine Walter
33.5 Michael Swan and Jennifer Seidl

PART ONE of the book — Guidelines — provides a general introduction to
the topic of grammar practice, and suggests guidelines for the design of
effective classroom activities; it also includes a section of practical hints
to help you (the teacher) present them effectively in class.

PART TWO — Activities — consists of a series of descriptions of
grammar-practice procedures, designed according to the principles out-
lined in PART ONE. The activities are grouped into sections according to
grammatical category, and these ordered alphabeticaliy; so you should
be able to find any section you want simply by leafing through the book.
If, however, you use different terminology from mine, look up your term
in the index at the end of the book. Names of specific activities
(Association dominoes, Questionnaires, etc.) are also included in the
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index. Where activities are mentioned elsewhere in the text, they are
referred to by their section number and name, not by page number (4.1
Association dominoes, 15.4 Questionnaires).

The descriptions of the procedures are accompanied, where appro-
priate, by sample texts and visual materials in the Boxes, which you may
want to photocopy for immediate use in the classroom (broken-line
frames within the Boxes indicate cutting-out lines), or use as a basis for
designing your own materials.

There is no formal classification of activities according to the mode
(written or spoken) or difficulty level, partly because most of them can be
used for both writing and speech, and at various levels of proficiency, and
partly because you yourself are, obviously, a better judge of where and
how to use them in your teaching situation than | am.




PART ONE: GUIDELINES

1 Grammar

1 What is grammar?

Grammar may be roughly defined as the way a language manipulates and
combines words (or bits of words) in order to form longer units of
meaning. For example, in English the present form of the verb be in the
third person has two distinct forms, one (is) being used with a singular
subject, and the other (are) with a plural; and if the plural are is combined
with a singular subject, the result is usually unacceptable or ‘ungramma-
tical’. Thus, a sentence like: This is a book is grammatical, whereas This
are a book is not. There is a set of rules which govern how units of
meaning may be constructed in any language: we may say that a learner
who ‘knows grammar’ is one who has mastered and can apply these rules
to express him or herself in what would be considered acceptable
language forms.

I have not attempted here to describe the structures themselves, nor to
define what is grammatically acceptable and what is not; for this you
should refer to books of English grammar or usage (see BIBLIOGRAPHY).
The function of this book is only to provide ideas for classroom practice.

2 The place of grammar in language teaching

There is no doubt that a knowledge — implicit or explicit — of grammati-
cal rules is essential for the mastery of a language: you cannot use words
unless you know how they should be put together. But there has been
some discussion in recent years of the question: do we have to have
‘grammar exercises’? Isn’t it better for learners to absorb the rules
intuitively through ‘communicative’ activities than to be taught through
special exercises explicitly aimed at teaching grammar?

If you are (voluntarily!) reading this book, then your answer to the last
question is probablv either a straight ‘no’ or at least a cautious ‘not
necessarily’. The fact that a learning process is aiming for a certain target
behaviour does not necessarily mean that the process itself should be
composed entirely of imitations of that behaviour. In other words, ability
to communicate effectively is probably not attained most quickly or
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efficiently through pure communication practice in the classroom — not,
at least, within the framework of a formal course of study.

In ‘natural learning’ — such as the learning of a first language by a child
— the amount of time and motivation devoted to learning is so great that
there is no necessity for conscious planning of the learning process:
sooner or later the material is absorbed. However, in a formal course of
study, there is very much less time available, and often less motivation,
which means that learning time has to be organized for optimum
efficiency. This means preparing a programme of study — a syllabus — so
that bits of the total corpus of knowledge are presented one after the
other for gradual, systematic acquisition, rather than all at once. And it
also means preparing an organized, balanced plan of classroom teaching/
learning procedures through which the learners will be enabled to spend
some of their time concentrating on mastering one or more of the
components of the target language on their way to acquiring it as a
whole. These components may be things like spelling or pronunciation or
vocabulary — or grammar.

Grammar, then, may furnish the basis for a set of classroom activities
during which it becomes temporarily the main learning objective. But the
key word here is temporarily. The learning of grammar should be seen in
the long term as one of the means of acquiring a thorough mastery of the
language as a whole, not as an end in itself. Thus, although at an early
stage we may ask our students to learn a certain structure through
exercises that concentrate on virtually meaningless manipulations of
language, we should quickly progress to activities that usc it meaning-
fully. And even these activities will be superseded eventually by general
fluency practice, where the emphasis is on successful communication,
and any learning of grammar takes place only as incidental to this main
objective.

3 What does learning grammar involve?

Before planning the organization of our teaching, we need to have clear in
our minds exactly what our subject-matter is: What sorts of things are
mcluded under the heading grammar, and what is involved in *knowing’
A structure?

The sheer variety of all the different structures that may be labelled
wrammatical’ is enormous. Some have exact parallels in the native
lunguage and are easily mastered; others have no such parallels but are
fuirly simple in themselves; while yet others are totally alien and very
difficult 1o grasp. Some have fairly simple forms, but it may be difficult to
learn where to use them and where not (the definite article, for example);
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others have relatively easy meanings, but very varied or difficult forms
(the past simple tense). Some involve single-word choices (alan/some),
others entire sentences (conditionals).

When we teach any one of these types of structures, we are — or should
be — getting our students to learn quite a large number of different,
though related, bits of knowledge and skills: how to recognize the
examples of the structure when spoken, how to identify its written form,
how to produce both its spoken and written form, how to understand its
meaning in context, and produce meaningful sentences using it them-
selves. All these ‘bits’ may be presented in the form of a table thus:

ASPECTS OF THE TEACHING/LEARNING OF STRUCTURES

Form Meazing

Listening | Perception and recognition of | Comprehension of what the
the spoken form of the spok en structure means in
structure context

Speaking | Production of well-formed Use of the structure to
examples in speech convey meanings in speech

Reading | Perception and recognition of | Com prehension of what the

the written form written structure means in
context
Writin Production of well-formed Use of the structure to
4

examples in writing convey meanings in writing

Some teachers, and/or the coursebooks they use, have a tendency to
concentrate on some of these and neglect others: they may spend a lot of
time on getting the forms right and neglect to give practice in using the
structure to convey meanings: or they may focus ©n written exercises and
fail to cover the oral aspects satisfactorily. It is important to keep a
balance, taking into account, of course, the needs of the particular class
being taught.

4 The organization of grammar teaching

Any generalization about the *best’ way to teach grammar — what kinds
of teaching procedures should be used, and in what order — will have to
take into account both the wide range of knowle dge and skills that need
to be taught, and the variety of different kinds of structures subsumed
under the heading ‘grammar’. Thus the orgamization suggested here

Grammar

represents only a general framework into which a very wide variety of
teaching techniques will fit. I suggest four stages:

a) Presentation

b) Isolation and explanation

c) Practice

d) Test

a) PRESENTATION

We usually begin by presenting the class with a text in which the
grammatical structure appears. The aim of the presentation is to get the
learners to perceive the structure — its form and meaning — in both speech
and writing and to take it into short-term memory. Often a story or short
dialogue is used which appears in written form in the textbook and is also
read aloud by the teacher and/or students. As a follow-up, students may
be asked to read aloud, repeat, reproduce from memory, or copy out
instances of the use of the structure within the text. Where the structure is
a very simple, easily perceived one, the presentation ‘text’ may be no
more than a sample sentence or two, which serves as a model for
immediate practice.

b) ISOLATION AND EXPLANATION

Atthis stage we move away from the context, and focus, temporarily,on the
prammatical items themselves: what they sound and look like, whgt they
mean, how they function—in short, what rules govern them. The objective
is that the learners should understand these various aspects of the struc-
ture. In some classes we may need to make extensive use of the students’
native language to explain, translate, make generalizations and so on.

In more academic classes, or where the structure is particularly difficult
for the students to grasp, this stage may take some time. However, where
the structure is very simple, or very close to a parallel in the native
language, or when the students tend to learn the language intuiti.vely
rather than intellectually, it may take only a minute or so or be entirely
omitted.

¢) PRACTICE

The practice stage consists of a series of exercises done both in the
classroom and for home assignments, whose aim is to cause the learners
t6» absorb the structure thoroughly; or, to put it another way, to transfer
what they know from short-term to long-term memory. Obviously, not

every grammar practice procedure can ‘cover’ all aspects of the structure
as listed in the table on page 6; therefore we shall need to use a series of
varied exercises which will complement each other and together provide
thorough coverage
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With a structure whose formal rules are difficult to grasp, we might
start by devoting some time to manipulation of the written and spoken
forms, without relating particularly to meaning. Such practice is usually
given through exercises based on ‘discrete items’ (a series of words,
phrases or sentences with no particular connection berween them, except
insofar as they exemplify the structure to be practised). Commonly found
exercises of this type are:

i) Slot-ﬁl[grs (the learner inserts the appropriate item)
e.g. He is boy. We have ... .. umbrella. (a, an)
Answer: He is a boy. We have an umbrella.

i) Transformation (the learner changes the structure in some prescribed
manner)
e.g. This is a woman. (put into the plural)
Answer: They are women.

The function of such exercises is simply to help make the rules of form
clearer and to ensure that they are learnt more thoroughly. A learner who
has worked through a series of them may find it easier, eventually, to
express him or herself correctly, in language that will be acceptable t,o a
native speaker. But because they give no practice in making meanings
_with the structure (and are therefore, incidentally, usually not very
interesting) these exercises have limited usefulness; so we should move on
to meaning-based practice as soon as we feel our students have a
fundamental grasp of the rules of form and their application. (They may
of course, grasp these rules adequately as a result of the presentation and
explanation, in which case we will not need purely form-based exercises
at all.)

Another category of practice procedures still stresses the production or
perception of correct forms, but involves meanings as well — though as
yet unlinked to any general situational framework — and cannot be done
without comprehension. Such exercises are, again, usually based on
discrete items, and tend not to be open-ended. Some examples:

i) Translation, to or from the native language

ii) Slot-filling, or multiple-choice, based on meaning,
e.g. He (works, is working, worked) at the moment.
Answer: He is working at the moment.

iii) Slot-filling, with choice of answers not provided,
e.g. Last night we ... television.
Answer: Last night we watched television.

b ol sp A b b ol |

iv) Matching

e He an animal
| 15 soldiers
She are a woman
The men am a student
The dog a soldier

Answers: He is a soldier, etc.

The language is still not being used to ‘do’ things, but merely to provide
examples of itself (it is, in other words, not ‘communicative’) — but at
least the exercises cannot be done through mere technical manipulation.
They are certainly more interesting to do than purely form-based ones
(and this interest can be increased by the introduction of piquant or
amusing subject matter, or some game-like techniques), and provide
more learning value.

The third, and probably most productive — certainly most interesting —
type of exercise is that in which the stress is on the production or
comprehension of meanings for some non-linguistic purpose, while
keeping an eye, as it were, on the way the structures are being manipu-
lated in the process. Such practice may be obtained through information-
or opinion-gap communication techniques or through activities based on
the production of entertaining ideas. For example, the students might
discuss or write about the possibilities arising out of a dilemma situation
using the modals may, might, could, should, etc. (see 17.8 Dilemmas), ot
make up stories to practise the past tense (23.11 Cooperative story).

If all three of the types of practice exercises described here are in fact
used, they are likely to come in the order they have been laid out here —
though not always. We may in the course of a communicative activity
find that the students are making consistent mistakes in a certain
structure and decide to return temporarily to an exercise that focuses on
correct forms. Or it may be found feasible in some cases to do only one
kind of practice (usually the third, as described above), if the structure is
very easily mastered.

Most coursebooks and grammar practice books provide plenty of
examples of the first and second types. This book, which is meant to act
as a supplement to them, therefore concentrates — though not exclusively
— on the third.

d) TEST

Learners do tests in order to demonstrate — to themselves and to the
teacher — how well they have mastered the material they have been
learning. The main objective of tests within a taught course is to provide
feedback, without which neither teacher nor learner would be able to
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progress very far. We have to know where we are in order to know where
to go next.

Formal examinations, usually preceded by revision on the part of the
learners, and followed by written evaluation on the part of the teacher,
are only one kind of testing, arguably the least useful for immediate
teaching purposes. (I do not give here a list of techniques that can or
should be used for formal grammar testing, since the subject is outside my
terms of reference.) Most testing, however, is done automatically and
almost unconsciously by teacher and learners as the course proceeds, the
most valuable — though necessarily impressionistic — feedback on learn-
ing being supplied by the learners’ current performance in class and in
home assignments. Often ‘practice’ exercises are used to supply such
informal feedback, in which case they may function virtually as tests: but
if this aspect is stressed, their effectiveness as practice techniques is
usually lessened (see the end of Chapter 2).

Of the four stages in grammar teaching described above, the practice
stage is, | think, the most important, in that it is through practice that the
material is most thoroughly and permanently learnt. So let us consider
next what a grammar practice technique entails, and what makes it
effective.

10

2 Practice

I'he practice stage comes after the initial presentation and explanation,
when the learner is assumed to have perceived the material and taken it
into short-term memory, but cannot be said to have really mastered it yet.
Practice may be defined as any kind of engaging with the language on the
part of the learner, usually under teacher supervision, whose primary
objective is to consolidate learning. During practice the material is
absorbed into long-term memory and the learner enabled to understand
and produce examples of it with gradually lessening teacher support. A
practice technique may involve reception — ‘passive’ exposure to spoken
or written input — or ‘active’ production of language items and discourse.

What makes a language practice — or, more specifically, a grammar
practice — procedure effective? There is, of course no one generalization
that will answer this question, but some of the factors that definitely
contribute to successful practice are the following.

1 Pre-learning

Practice is the second or third stage in the process of learning a structure
(as described in the previous chapter) — not the first. The function of a
practice procedure is to familiarize learners with the material, not to
introduce it; learners should not be asked to practise material they have
not yet been taught. This sounds obvious, but it is surprising how often
teachers do in fact launch into practice activities in the classroom without
sufficient initial presentation of the material. If effective pre-learning has
not taken place prior to the practice — that is to say, if the material has not
been clearly perceived and taken into short-term memory by the learners
— then much time will be wasted on incomprehension or unacceptable
responses, forcing the teacher to interrupt the procedure for explanations
and corrections, and lessening the time available for real practice. If there
is virtually unlimited time available, of course, as in a ‘tetal immersion’
situation, this does not matter so much; the learners will gradually
understand and absorb the material through the practice itself. But such
is not the case in most language courses.

There are apparent exceptions to the principle of pre-learning: when,
for example, you introduce a structure for the first time in a brief sentence

11



or two and then go straight into a perfectly well-functioning practice
procedure. This happens where the structure’s form and meaning are
very straightforward, or consist of a simple variation of something
already learnt, and the learners grasp it after being exposed to only one or
two examples. Pre-learning has, however, still taken place. though using
a rapid and almost casual presentation appropriate to the simplicity of
the structure.

2 Volume and repetition

By ‘volume’ I mean the sheer amount of (comprehensible) language that
is spoken, heard, read or written in the course of the activity. Crudely
speaking, the more language the learners are exposed to or produce, the
more they are likely to learn: this means devoting plenty of time to
practice sessions, and exploiting that time efficiently. When the material
to be practised is non-specific, as in fluency exercises, this just means
spending as much time as possible using the language in general (as
distinct from talking about it). When, however, the material is specific, as
in the learning of a grammatical structure, most of the volume should
consist of repetition of the items to be learnt. In other words, we want to
design procedures that will induce the learners to engage with the items to
be learnt as many times as possible. This does not mean mere mechanical
reiteration of forms, but repeated reception and production, in speech
and writing, of different examples of the structure’s form and meaning,.

In a brief exercise where there is insufficient volume and repetition, the
learners may provide you with some feedback on what they know, or do
not know, but they will not get much opportunity to consolidate their
learning. In other words, the procedure will probably function as an
informal test rather than as a practice.

In simple terms, the principle of repetition means that you have to get
the learners to produce or perceive examples of the structure — say,
sentences using the present perfect tense — over and over again. This
would seem to be a perfect recipe for boredom. However, the two
features of mterest and repetition, though not easily combined, are by no
means mutually exclusive; and thinking of ways to achieve both of them
simultaneously is perhaps the central challenge facing the teacher and
materials writer in designing effective practice techniques.

3 Success-orientation

Although it is certainly true that correction of mistakes does contribute
towards learning (on a conscious, intellectual plane), the kind of

12
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thorough, semi-intuitive absorption of material we are auning for in
lanpuage teaching can only be achieved if, after mistakes have been
eliminated, learners have plenty of experience of *doing it right’. Thus
practice in general is most effective if it is based on more or less successful
performance, and practice activities should be designed and presented in
such a way as to make it likely that learner responses will be acceptable.

Besides immediate efficiency of practice, this principle of success-
orientation has wider pedagogical implications, no less important. A
student whose performance is consistently successful will develop a
positive self-image as a language learner, whereas one who frequently
fails will be discouraged and demotivated. It should also be noted that
tension and anxiety are fairly high if learners feel there is a possibility of
‘failure’ (that is, if they are in a sense of being tested), and are
correspondingly lowered if they are confident of success. Thus, success-
orientation contributes significantly to a positive classroom climate of
relaxation, confidence and motivation.

On the other hand, the fact that there is no risk of failure in producing
acceptable language lessens the challenge of the activity for some
participants, so we have to find other ways of making it interesting (see
Section 6 below, and Chapter 3). -

4 Heterogeneity

A ‘heterogeneous’ exercise, as I am using the term here, is one which may
be done at various different levels. Because most (all?) classes are in fact
composed of mixed-ability groups, a ‘homogencous’ exercise cannot
possibly provide effective practice for all the students: it will be too
difficult for the weaker ones, and/or lacking in volume and challenge for
the stronger. It is, however, possible —and desirable — to design practice
tasks that can be interpreted and performed at whatever level the
individual student feels appropriate, so that some will be able to do more
than others — in terms of both quality and quantity.

An example of an exercise lacking heterogeneity is one based on
multiple-choice questions; for example:

A male chauvinist ............... help with the washing-up.
a) don’t

b) isn’t

¢) doesn’t

d) aren’t

Such an item can only be done by students above a certain level of
proficiency, but on the other hand gives no opportunity for the really
advanced ones to exercise their capabilities. An example of a hetero-
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geneous task might be to give an initial sentence model, and ask students
to contribute further examples. For instance:

A male chauvinist doesn’t help with the washing-up. What else doesn’t he

do?

Students may respond with simple sentences like ‘He doesn’t cook’, or
more complicated ones like ‘He doesn’t approve of women going out to
work.” In this way, the slower learners can succeed at the same time as the
brighter ones can stretch themselves to the limits of their ability. Also, of
course, the quicker ones can simply make more sentences, as well as more
difficult ones, particularly if the exercise is done partly or wholly in
writing,

An exercise which is not heterogeneous will provide you with more
reliable feedback on learner performance, because the task is stan-
dardized and it is possible to assess the relative acceptability of different
learner responses. But if this aspect is seen as a major objective, then the
procedure is probably being used as an informal test, and is likely to be
less effective as practice.

The use of heterogeneous exercises not only ensures that a higher
proportion of the class get learning value out of the practice; it also, like
success-orientation, has a positive effect on learner attitude and moti-
vation. Response at many different levels can be ‘right’, hence these
exercises provide an opportunity for the teacher to give slower or less
confident students the approval and encouragement they need.

5 Teacher assistance

Having presented the practice task, we then need to make sure that our
students do in fact perform it successfully, and fairly briskly (to get
through as much volume of language as possible and to maintain
interest). There should be very little correction of mistakes if there has
been proper pre-learning, and if the exercise is really success-oriented.
Teacher activity in the course of the practice should therefore be largely
directed towards supporting and assisting the students in their pro-
duction of acceptable responses rather than towards assessing and
correcting. Examples of such assistance are: simply giving extra time to
reread or think; repeating or simplifying a text; approving the beginning
of an utterance in order to encourage production of the whole; suggest-
ions, hints, prompts. All this means that we have to be very alert to sense
when and where help is needed and what form it should take. Again,
there is a wider ‘message’: [, the teacher, am here to help you, the learner,
succeed and progress in your learning, not to judge, scold or make you
feel inferior.
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It may be argued that if we constantly help our students to get it right,
we will never know if they can manage by themselves or not. Part of the
answer to this is, of course, that we should be sensitive enough to feel
when they are going to be able to produce acceptable utterances on their
own, and not rush in to help unnecessarily. If, on the other hand, we let
them get it wrong and then correct, there will have been virtually no
practice: only a brief (failed) test, followed by a re-presentation of the
correct form.

6 Interest

Interest in language-practice procedures may derive to some extent from
extrinsic motivation: for instance, a student may be motivated to take
part and succeed in exercises if by doing so he or she may earn class
‘credit points’ or ‘stars’, or if he or she badly needs to know the language
for promotion at work. But such factors are based on success or failure in
test-like procedures and therefore do not operate well in success-oriented
practice; and they are often completely beyond our control and
unpredictable (like how much the learner needs to know the language for
career purposes). Thus, in most practice activities, motivation has to
derive rather from the intrinsic interest of the activity itself: its (non-
linguistic) topic and the task to be done.

An otherwise well-designed practice procedure may fail to produce
successful learning simply because it is boring: interest is an essential
feature of successful practice, not just an optional extra. Learners who
are bored find it difficult to concentrate, their attention wanders, and
they may spend much of the lesson time thinking of things other than the
learning task in hand; even if they are apparently engaged with the
exercise, the quality of the effort and attention given to learning drops
appreciably. Moreover, because boredom, particularly in younger
classes, often produces unruly behaviour, more valuable learning time
may be wasted on coping with discipline problems. If, however, the class
is interested in what it is doing, its members will not only learn more
efficiently, they are also likely to enjoy the process and to want to
continue,

For some practical ideas on increasing the interest of classroom
activities, see pages 19-25.

I'Hective practice procedures, then, are usually characterized by the
features of prelearning, volume and repetition, success-orientation,
heterogeneity, teacher assistance and interest. Any one particular exer-
vise may of course lack one or more of these and sull be effective in
gty specilic objectives; but if oo many of them are absent, the
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exercise is likely to become a virtual test, and provide little learning value.

For example, if you give five sentences with either have or has missing,
and ask individual students to fill in the missing word, correcting them if
they get it wrong — then this is what I would call a virtual test. There is
relatively little volume or repetition, no particular success-orientation or
teacher assistance, the exercise is homogeneous and lacking in interest.
(The aspect of pre-teaching is difficult to illustrate in an isolated
example.) You may find out which of the responders know the difference
between have and has (hence the ‘test’ aspect), but will have done little to
help those whose knowledge is still a little shaky and simply need
practice. If, on the other hand, we tell the students about some interesting
or unusual possessions of our own (‘I have...’), invite and help them to
describe some of their own to each other, and then challenge them to
remember what possessions another student has — there will be volume,
repetition, etc., and the exercise is likely to produce effective practice
(11.4 Possessions).

Unfortunately, ‘virtual test’ procedures are extremely common in the
classroom — being much more convenient to design and administer than
real practice ones — and teachers and coursecbook authors are often
unaware that they are testing more than teaching.

So far we have looked at topics connected with the place of grammar in
language teaching and how it may, or should, be taught; and we have
considered some aspects of language practice, within the context of
grammar teaching. It now remains to turn to the third word in the title of
this book and see how some of the theoretical ideas dealt with up to now
can be applied in the design and presentation of classroom activities.
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3 Activities

This book does not set out to provide a comprehensive taxonomy of all
the types of grammar exercises available to the teacher, but rather to
suggest a number of interesting, game-like or communicative practice
techniques that can be used to supplement those provided by regular
coursebooks. In this chapter, we move on to a discussion of topics to do
with the practical design of such techniques: the structure of the zask on
which they may be based; factors that contribute to interest; various
useful models of learner activation.

1 The task

The task the learners are asked to do may be overtly language-based
(*Give me some examples of “yes/no™ questions’) or apparently non-
linguistic, producing use of the structure as a natural by-product (*Guess
what I’m thinking of’). The function of the task is simply to activate the
learners in such a way as to get them to engage with the material to be
practised. ‘Activating’ the learners, incidentally, or the phrase ‘active
language use’, usually means actual production of instances of the
structure on the part of the learners themselves — but not always: in many
cases learners are rather perceiving, discriminating, understanding or
interpreting — processes which also involve a high degree of mental
‘activity’.

The two essential characteristics of a good language-practice task are:
a clear objective accompanied by the necessity for active language use.

a) CLEAR OBJECTIVE

The task objective may be language-based, in which case it may be
generally defined as ‘getting the language right’. However, the objective
‘getting the language right’ on its own often leads to the composition of
rather boring, meaningless language-manipulation tasks, such as putting
a series of sentences into the past tense.

If the main objective, however, is to get some non-linguistic result the
task is usually much more interesting and has more learning value —
provided, of course, that achieving the objective involves using the
grammar. This objective may be, for example, to solve a problem, to get
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someone to do something, to create some kind of pleasing compositon,
to explore a situation, to get to know one another.

In the most successful grammar exercises, the two kinds of objectives
are combined, the non-linguistic one being the main motivating focus,
while both teacher and students are aware of the ‘secondary’, linguistic
one. You may say, for example: ‘I want you to guess what I'm thinking of
—and use “yes/no’’ questions as you do so.” The amount of attention paid
to each aspect varies: if students get invoived in discussing personal
feelings while describing past experiences, it obviously will be inappro-
priate to ask them to concentrate on using the past tense correctly; but if
the objective is to produce or edit something for publication, correct
usage will be stressed.

In any case, the objective should be a simple one that can be defined in a
few words, so that students are clear in their minds at all stages where
they are going, and what the point is of what they are doing. It is very
much easier to define an objective if there is a tangible result to be
achieved: a list to be written out, a solution to be found and displayed, a
story to be narrated, a picture to be drawn or marked. In such cases, you
can explain the non-linguistic objective in terms of the end product (‘Find
and write down the solution to this puzzle . . .”) rather than in terms of the
process (‘Suggest some ways you might solve this...").

b) ACTIVE LANGUAGE USE

The learners should be able to attain the objective only by an exertion of
effort in some kind of active language use; though this, as noted above,
may involve the so-called ‘passive’ skills, listening and reading. And this
active language use should provide for repeated exposure to or pro-
duction of the structure(s) being practised. In other words, our task must
provide for volume and repetition.

First, we should make sure that the activity is in fact based mainly on
using language and and does not waste too much time on mime, artistic
creation or silent brain-racking. This may sound obvious, but it is
surprising how many otherwise excellent language-practice tasks fall into
this trap. It is tempting to think that if students (particularly children) are
happily absorbed in doing a task in an English lesson, they are therefore
learning English — but it is not always so. They may, of course, be
achieving other equally — or more — important educational objectives, for
the sake of which we may opt, temporarily, to sacrifice language-learning
efficiency. But in any case, we need to be aware of what is really going on:
to keep a careful eye on how much they are actually engaging with the
language they are supposed to be practising.

Second, we may need to put certain constraints on the process of
achieving our task objective in order to make sure that maximum
language use in fact takes place. For example, if you ask students to fill in
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imlormanon (using the past tense) on an empty grid by referring o
another, completed, grid, then they will simply copy out each bit of text
o the appropriate square. If; however, you put them in pairs, where
one student has one partially-filled grid and his or her partner the other,
anel they have to ask and answer in order to get the information, the
amount of language used will be much more, and will include oral work
and both interrogative and affirmative forms (see 23.8 What really
happeneds).

If we design our task in such a way that it has clear linguistic and
non-linguistic objectives and obliges learners to engage repeatedly with
the structure that is being learnt in the process of achieving them, then we
have the basis for a good grammar practice activity. But it is only the
hasis. Learners may still not do it very well if they find it boring.

2 Interest

|.earners may, as already noted, be motivated to participate in a learning
exercise by extrinsic factors that have nothing to do with the nature of the
activity itself — they may very much need to know the language, for
example, or want to be approved of. But we are concerned here with
intrinsic motivation: what kinds of features within the activity itself
arouse learners’ interest and attention and make them want to take part
in it?

a) TOPIC

The (non-linguistic) content of the activity is obviously a major factor in
arousing — or deadening! — learner interest. The importance of the topic
as a focus varies: if the activity is a discussion or essay on a controversial
subject, then obviously the topic must be one that holds the learners’
attention; but if the activity is a game-like one where the emphasis is on
problem-solving or creating amusing juxtapositions — as in an exercise
like 17.3 Desert island equipment — then the subject matter becomes
relatively unimportant, and the task itself is what provides the interest.

There is no single ‘recipe’ for the selection of subjects that will arouse
learner interest, but it may help to ask yourself the following questions: Is
my topic something my students can relate to because they know
something about it and it arouses definite positive or negative reactions?
Or alternatively, something they would like to find out more about, and
can do so through participating in the task? Is it something which
stimulates their imagination or curiosity? Or something they are already
familiar or personally involved with and would like to discuss or tell
others about? s it something I am interested in and can communicate my
enthusiasm about to the class?
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If the chosen topic gives a positive answer to one or more of these
questions, it will probably be found interesting . .. but then again, it may
not: even experienced teachers find themselves constantly surprised by
the unpredictable reactions of their students to topics they had thought
would interest or bore them.

A more reliable piece of advice is: vary! A common reason for the
dryness of many language textbooks is the lack of variety of their subject
matter. They tend to concentrate only on anecdote, or only on the
domestic doings of a set of characters, or only on informational news-
paper articles, for example, and fail to cover a sufficiently wide range of
subject matter. The same is true of teachers: many of us get into the rut of
certain types of subjects, and neglect to change them. Not only does a
frequent change of topic in itself help to maintain attention and interest in
the classroom, it also makes it more likely that sooner or later every
student may get to something that interests him or her.

A good range of subject matter on which to base grammar practice
might include the following types:

— Factual information on topics of general interest: history, geography,
psychology, politics, science, etc.

Controversial subjects of local or general interest

Personal viewpoints, experiences, feelings, tastes

Fiction: novels, short stories, anecdotes, folk tales

— Amusing or pleasing ideas as expressed in poetry, proverbs, quotations
Entertainment: films, plays, television programmes

Personalities: locally known people, famous celebrities, imaginary
characters

|

b) WVISUAL Focus

It is very much easier to concentrate on thinking about something if you
can see that something, or at least see some depicted or symbolic
representation of it. Learners (particularly, but not only, younger ones)
who are asked to discuss or listen to something without any visual focus
often find their attention wandering. This is because sight is an extremely
powerful and demanding sense: if you do not provide your students with
something to look at, they will seek and find it elsewhere, in objects that
have nothing to do with the learning task and that may distract them. An
exercise that uses both aural and visual cues is likely, therefore, to be
more interesting than one that is only speech-based.

A written text may provide sufficient visual focus in itself; but
accompanying graphic material often improves comprehension and
performance if it helps to elucidate difficult content, adds meaning to a
very short or boring text, or is used to compare and contrast (“The text
says she’s dancing but in the picture she’s sitting down’). Such material is
usually in the form of a picture — a poster, a magazine cut-out, a slide or
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overhead transparency - but it may of course be a representation of the
information being talked about in brief notes or a diagram. You yourself
are often an excellent visual aid, when using your own facial expression
and physical movement to illustrate a topic; so are your students and the
classroom environment.

¢) OPEN-ENDEDNESS

A task that is open-ended allows for lots of different learner responses
during its performance, and is therefore conducive to the production of
varied and original ideas.

Even if the basic structural framework of the response is prescribed in
advance, learners’ motivation to participate rises significantly if they are
allowed to choose the actual ‘content” words to use: the contributions,
written or spoken, become less predictable and more interesting. For
example, supposing you want to practise adverbs of frequency: one
technique is to supply a sentence such as He has coffee for breakfast, and
then ask students to insert the adverb always. The result is boring
because it is predictable and of totally uninteresting content. But if
students are asked to suggest all sorts of things they always (or usually,
or sometimes, etc.) do when, say, they are feeling depressed, or when
they have a free day, the exercise immediately becomes more interesting
for all participants (2.4 What do you do when . .. ). True, it also means
they have to find their own vocabulary: but usually they can manage
with what they know; and you can always supply the occasional new
word as needed.

However, it is not true to say that all closed-ended tasks are boring.
When you want to drill certain patterns that the learners still have
difficulty in producing on their own, there is a place for activities based
on very controlled responses; and these can be made more interesting by
varying intonation, facial expression and gesture, by the use of visuals, or
by introducing game-like features such as competition, time limits,
role-play and so on (see, for example, 11.3 Detectives).

d) INFORMATION GAPS

The existence of information gaps should not be taken to be the sole
criterion of genuine ‘communication’: there are many examples of
language use that is obviously communicative in spite of their absence
(greetings, for example, or joking repartee). But it is true that the
transmission of new ideas from one participant to another does occur in
most real-life language-based transactions; and when this factor is built
into a classroom language learning task, the effect is to add a feeling of
purpose, challenge and authenticity which improve learner interest.

For example, learners are often asked to practise the interrogative by
taking an answer and reconstructing the question; a useful exercise for
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sharpening awareness of interrogative forms, but certainly not outstand-
ingly interesting. If, however, students interrogate each other in order to
get the necessary information to fill out a form (15.8 Filling in forms),
then they are asking questions whose answers they do not know in
advance, but need in order to perform a task; and their interest in both
question and answer is likely to be much greater.

A variation of the ‘information gap’ is the ‘opinion gap’, where the
communication involves a transfer of ideas or opinions rather than facts.
The interest generated by opinion-gap activities is similar to that of
information-gap ones, but with the added feature of ‘personalization’.

€) PERSONALIZATION

By personalization | mean the use of interaction based on the students’
personal experiences, opinions, ideas and feelings.

Too many textbooks seem to see the learners merely as potential
containers of knowledge, and neglect to relate to them as individual
people. This expresses itself in exercises which ask them only to do things
such as to express objective facts, or to manipulate texts about unknown
characters, or to discuss issues that do not touch their (the students’) own
lives, and in a lack of tasks demanding any kind of subjective judgement
or individual variation. From an educational and moral point of view, |
find these kinds of books uncongenial; it seems to me a basic tenet of
good teaching that the teacher-student relationship should be built on the
entire personalities of both teacher and student, like any other human
relationship, not just on their language-teaching or language-learning
faculties. But also from the point of view of interest, to fail to relate to the
students’ individual backgrounds, thoughts and feelings is to deprive
ourselves of an excellent source of interesting activities.

As an example of a non-personalized exercise, learners can be asked to
practise present perfect forms by discussing how long something shown
in a picture has gone on, or has been going on. This can be a useful,
heterogeneous exercise providing plenty of use of the structure. But a
much higher level of interest is likely to result if we ask students to talk
about things they themselves have done or have been doing (as in 26.8 |
have lived here for...). Their contributions are interesting not only
because they are unpredictable and likely to be very varied and original,
but also because there is an element of personal investment: the students
are ‘giving’ of themselves to each other. This not only raises the level of
attention to what is said, it also tends to contribute to an atmosphere of
warmth and friendliness within the class.

A word of caution, however: asking students to be very intimate or
frank with one another can sometimes cause embarrassment or even
distress; we have to be sensitive to their personalities and relationships,
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and not ask them 1o ‘give of themselves” more than they feel comfortable
toing,

[) PLEASURABLE TENSION

The reason why most games are interesting is that they provide their
participants — and sometimes spectators — with a feeling of pleasurable
tension; and this feature can contribute also to the interest of language-
practice activities.

The introduction of pleasurable tension, however, does not necessarily
mean that the activity may be called a ‘game’. There is a fundamental
difference between a true ‘game’, played for fun and recreation, and a
‘pame-like’ language practice procedure which is a serious goal-oriented
activity, performed primarily for the sake of its contribution to learning.
The distinction is, it is true, largely one of pedagogical approach and
presentation rather than of practical design; but it is, I feel, an edu-
cationally valid and significant one.

A grammar practice activity, then, should be presented to the class
frankly as such, but may be made more enjoyable and interesting to do by
the introduction of an element of tension associated with game-playing.
Such tension is enjoyable because it is rooted in the drive to achieve some
stimulating and clearly-defined objective, with the spice of uncertainty as
to results, but without any threatening real-life consequences attending
failure.

For example, if the class is shown a picture and invited to make up
sentences about it using the present progressive, the objective is rather
ill-defined, and there is no particular challenge involved. If, however, we
rephrase the objective: ‘Make up 20 sentences about a picture using the
present progressive’, there is an immediate rise in tension (can we get to
20 or can’t we?), and interest increases. We can increase it still further by
introducing a time limit (‘Make up 20 sentences about the picture using
the present progressive within two minutes’) and/or an element of
competition (‘Which group can make the most sentences about the
picture using the present progressive in two minutes?’), I have tried out
this sequence of exetcises several times, and in every case the motivation
to participate — and the amount of language produced - increased with
ecach step (see 16.1 and 16.2 Describing pictures).

The factors which produce this kind of pleasurable tension as illus-
trated in the above examples are: the motivation to perform a clearly-
defined, attainable but not too easy task; the added challenge caused by
the introduction of extra constraints and rules, such as a time limit; the
drive to compete with others (or with oneself, as in activities based on
breaking one’s own previous record).

One other useful generator of tension is the unexpected: what is going
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to happen next, and will we/they be able to cope with it? For example, in
activities like 23.10 Alibi, or 15.9 Don't say yes or no, the tension
depends on the unpredictability of the questions that will be fired at the
answerers, and on their ability to think up acceptable answers,

g) ENTERTAINMENT

Another source of interest is sheer entertainment: the reception or
creation of ideas or graphic forms that are in some way aesthetically
pleasing or amusing, or both. Listening to stories or songs or watching
films or plays or television programmes can obviously give pleasure;
perhaps more effective for our purposes are those activities where the
entertainment is supplied by the students’ own contributions.

Exercises that are based on combining or comparing ideas not usually
juxtaposed can produce all sorts of amusing results: 17.3 Desert island
equipment, for example, where participants have to find reasons to
justify using unexpected and incongruous articles on a desert island.
Apparently straightforward brainstorming procedures often produce
entertaining contributions: how many things can you think of that you
might/could do with a pen, for example (17.2 Uses of an object): students
get pleasure from both composing and hearing (or reading) original
ideas. More serious, but equally pleasing, results can be obtained from
activities like 3.2 Cooperative poem, where students contribute ideas
connected to a central theme, and these are all put together to form a
free-verse composition.

Sometimes providing entertainment can become the main objective of
student contributions to a task, instead of a pleasing by-product. In a
variation on 17.4 Modal symbols, for example, students compete to see
who can suggest the most original or amusing interpretation of an
obscure symbol.

h) rprLav-aAcTING

Learners often enjoy ‘being’ someone else, or being themselves in an
imaginary situation. And a temporary departure from reality, inci-
dentally, is not only a means of motivating learners to participate, it is
also a very effective way of widening the range of language available for
use: if the students are acting the roles of explorers in the jungle, or
soldiers in an army, or young children arguing with adults, they will be
able to use varieties of language not usually appropriate for learners in
the classroom.

There is a difference between role-play, where each student takes on a
particular personality for an individual purpose, and simulation, where
the entire group is talking through an imaginary situation as a social unit
— though the two may, of course, be combined. Either may provide a
framework for some excellent grammar practice, both controlled (see
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15.1 Dralogues) and relauvely free (20,6 Election campaign). Many
information-gap and opinion-gap activities can function far more inter-
estingly and effectively if given the added dimension of a simulated
non-clagsroom situation. For example, exchanges based on giving and
taking can be given the imaginary context of shopping (8.5 Shopping); or
problem-solving can be made more immediate if the participants role-
play the people involved (17.8 Dilemmas).

3 Learner activation

A well-designed grammar practice activity, then, should be based on a
task that has clear objectives and entails active use of the structure being
practised; and it should maintain learner interest and motivation through
careful choice of topic, use of information-gap procedures, role-play,
personalization, etc.

But much of the effect of all this may be lost on a large proportion of
the class if we do not do something to ensure maximum, balanced
participation of its members. When the activity is based on writing or
silent reading, or on listening by all the class to a central source of spoken
text, then participation is less of a problem: all the students are,
potentially, equally activated. The problem arises when we want them to
speak — and this happens in most classroom exercises. How do we
activate learners in such a way that as many of them as possible
participate in oral work?

The way learners are activated when performing an exercise,
moreover, may affect not only the amount of participation, but also the
level of motivation and involvement, and the learning value of the
practice given; and here we are talking about reading, writing and
listening as well as speaking. Some modes of activation are more
appropriate and efficient than others for certain types or stages of
practice.

In this section I shall describe the main techniques of learner activation
available to the teacher — some of which are rarely if ever used in many
classrooms — and try to assess the advantages and disadvantages of each
for various teaching situations or kinds of practice activities. The
techniques are set out more or less in the order in which they are likely to
be used in teaching. In the first two, which are based on language
reception with little or no learner response, it is the teacher who does
most, if not all, of the language production, and clearly controls what
little learner activity there is. In one-to-one teacher-student exchanges —
probably the most common form of classroom activation — the teacher is
still dominant, but there is increasingly active participation on the part of
the learners. This participation increases still further in brainstorming or
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‘chain’ techniques; and in most forms of pair or group work, nearly all
the actual language production is in the hands of the learners, the teacher
merely providing instructions and materials and acting as monitor and
helper.

d4) RECEPTION WITH NO OVERT RESPONSE

Initial presentation of grammar is often done through showing learners
the structures within a written or spoken context, without demanding
from them any immediate response beyond general comprehension. This
technique can be used also to provide some very useful practice at the
early stages. Listening to or reading large amounts of ‘comprehensible
input’ is a far from passive process and arguably one of the best ways of
familiarizing learners with acceptable forms — certainly one of the most
natural and simple. Its use is most effective in situations where the
learners are young, or learn better through intuition than through
intellect, and where there is plenty of time available — as in a ‘total
immersion’ type of course.

Texts used for simple exposure in this way should be selected or
composed to present instances of the grammatical structure being learnt
in as natural a context as possible: an advertisement, for example, is
likely to produce instances of comparative and superlative adjectives.
Such texts can later serve as models for compositions, or bases for
interactive tasks.

However, silent listening or reading by students can be boring,
especially if the topic is uninteresting; and it provides no opportunity for
the teacher to monitor their learning: are they in fact engaging with the
language or not? Sometimes you can tell simply through ‘body language’;
but it is easier if they have to give some overt response.

b) RECEPTION WITH MINIMAL RESPONSE

As well as giving the teacher an opportunity to monitor their learning, the
necessity to make responses helps learners to concentrate on the exercise
as a whole, and focuses their attention on the particular points being
taught.

In minimal-response activations the learners are given a written or
spoken text — which may be an isolated sentence or a longer passage of
discourse — and asked to react to some aspect of it by physical gesture,
brief answers, or written symbol. Discrimination exercises, for
example, where the learner picks out examples of specific items (5.1
Looking at advertisements) come under this category, as do those
requiring brief physical or verbal responses to questions (11.1 Bingo,
12.1 Simon says).

But of course there is still no production by learners of the grammatical
structure in full-sentence contexts.
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) THACHER-STUDENT EXCHANGES

The most common kind of verbal interaction in the classroom is the
teacherstudent “ping-pong’ exchange: the teacher asks a question or
ehicits responses in some other way, a student responds, the teacher
approves or corrects and asks again, another student responds, and so
on, The choral response — where two or more students answer together —
is o variation of this, as are the ‘performances’, where students recite
longer given texts or dialogues in response to teacher requests. Essen-
tially, the teacher is the focus of attention, and is in full control of learner
tesponses, largely able to determine what these will be, and in a position
to monitor them.

This technique is most convenient to use at an early stage in practice
when you wish to make sure that the learners are hearing and producing
ncceptable forms; but it has disadvantages. There is usually (except in the
case of extended ‘performances’) a high proportion of teacher talk, hence
relatively little language production by the learners; and the cues, since
each demands only one response, tend to be geared to a single level, thus
not providing very useful practice for very slow or very advanced
members of the class. Since each exchange is ‘closed’ to participation by
other members of the class, they often do not bother to listen to each
other’s responses and another potential source of learning is lost.

The parallel in writing s the textbook exercise where the learner writes
the answers to a series of questions or cues. Here, of course, there is no
problem of activating only one student at a time, and these exercises,
piven as homework, can provide a useful controlled follow-up to a
classroom exercise.

L]) STUDENT-TEACHER EXCHANGES

There is also the possibility of a reverse ‘ping-pong’, where the student
initiates the exchange, and the teacher responds. This is a useful
technique which is rarely used — perhaps because teachers do not like to
forgo the initiative! Its advantage is that while the teacher can still
monitor learners’ utterances and provide good models of acceptable
grammar, the learners themselves can decide on the content, and initiate
their own ideas. Because of the originality of their contributions, students
tend to listen to each other much more than in the conventional
‘ping-pong’ described above. This technique is particularly good for
practising interrogative forms (15.10 Preparing interviews).

¢) BRAINSTORM

In a brainstorm, the students are given a single stimulus which serves as
the cue for a large number of responses. The stimulus may be a question
with plenty of possible answers (2.4 What do you do when...?); or a
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picture to be described, commented on or asked about (16.1 Describing
pictures); or a phrase or brief text that can be expanded in different ways
(6.2 Finishing conditional sentences); or a problem demanding diverse
solutions (17.8 Dilemmas).

The advantages of this technique are that it provides a larger volume of
productive language practice on the part of the learners relative to the
contribution of the teacher, and that it allows students to compose
utterances at levels convenient to them. It also encourages originality and
humour, and many brainstorming activities produce interesting and
amusing results. The wide range of possibilities open to the participants
and the fact that many of them are original and entertaining means that
students tend to be motivated to contribute and the activity usually
moves forward briskly, with a high ‘density’ of learner participation.

However, the very openness of the exercise and the emphasis on
learner initiative may sometimes confuse and embarrass students who are
more used to being told exactly what to say. In such cases it is important
to define very clearly the kind of response required, and use the more
confident and imaginative students to provide some initial examples.
Also, participants may not know the words they need to contribute new
ideas: so you can either supply these as requested, or provide a ‘pool’ of
useful words at the beginning. But as far as possible, learners should be
encouraged to make do with what they know.

Brainstorms can be given as written work as well, in class or for
homework assignments; or written and oral work can be combined, as
when learners are asked first to note down all the ideas they can think of
and then to share them.

f) CcHAIN

As in a brainstorm, instruction and an initial cue are given by the teacher,
resulting in a large number of responses by the learners. The difference is
that whereas in a brainstorm all these responses relate to the original cue,
in a chain only the first does, and thereafter each learner utterance is
made in response to the one before. The simplest form of this is
question-and-answer: A asks B a question, who answers and then asks C
something, using the same, or a parallel, formula:

A: What do you like doing in your free time, B?
B: | like dancing. What do you like doing, C?
c: 1like playing tennis. What do you like doing, D? ...

Like the brainstorm, this technique produces a high proportion of learner
talk, while allowing the teacher to monitor. There is usually some
flexibility of response, giving students a chance to express individuality
(23.3 Chain story); but not always (11.3 Detectives). A variant is the
‘cumulative chain’, where each student has to repeat all the previous
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vonteibutions, in order, before making his or her own addition (8.2 Piling
up stores),

Even if the acrual responses are fairly controlled in form, the inter-
action in general 1s more learner-centred than in types previously
mentioned; the students’ attention is on each other rather than on the
teacher or the board.

In writing, the chain technique provides a legitimate framework for a
favourite (but usually disapproved-of) student pastime: passing notes.
Papers are passed from one student to the next, each one contributing a
further step to the story, description, or whatever (23.11 Cooperative
story). The advantage of the written chain is that the whole result — often
entertaining or aesthetically pleasing — is available at the end for public
gloating.

Up to now in all the types of interaction described, only one learner has
been speaking at a time, allowing the teacher to monitor all utterances.
However, if several interactions are being carried on simultaneously in
class, the amount of productive practice carried on is greatly increased —
at the expense, obviously, of direct teacher control of learner language.
Thus, interactions of this type are useful when you are fairly confident
that learners can produce acceptable instances of the structure without
prompting — if they think about it — and you want to provide a large
volume of practice that will make them more fluent in its use.

g) FLUID PAIRS

The basic idea for a transaction-based exchange between two students is
provided by the teacher, often in the form of a prescribed dialogue. Each
learner performs only one transaction with any one partner, and then
goes on to do the same with another. For example, in a beginner class, the
simple dialogue:

A: Do you have ...?
B: Yes, I do, here you are. / No, I'm sorry, I don’t have any.

is used by ‘buyers’ and ‘sellers’ in a shopping simulation, as the ‘buyers’
move around trying to acquire the different items on their lists (8.6
Shopping list).

If the information provided in the exchange is based on individual
tastes or opinions, then the same question will produce different answers
with different people, so there is some point in asking it again. Some
activities, for example, are based on doing a mini-survey (14.2 Opinion
questionnaire): learners go from one to another of their classmates to find
out the answers to their questions.

The fluid-pair technique provides an extremely useful framework for
repetition — with a communicative purpose — of set questions or
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exchanges. It is another under-used one: in this case possibly because of
the fear by teachers that the large amount of verbal interaction and
physical movement will result in a loss of control. In my experience,
however, students doing a fluid-pair exercise very rarely deviate from the
task they have been set — though admittedly they can be very noisy: itis a
good idea to have a bell or some other prearranged signal for stopping.

h) SEMI-CONTROLLED SMALL GROUP TRANSACTIONS

The teacher provides a ‘skeleton’ dialogue, or idea for a conversation,
which the learners perform in pairs or small groups. The language to be
produced by students is semi-controlled: that is to say, they are told to
make use of certain patterns or kinds of sentences — but the exact content
is left up to them. Usually such transactions are based on an information-
gap task. For example, students may give each other directions or
commands (25.4 Describe and arrange) or convey or request specified
information (19.6 Exam results). This too can be done in writing, again
through passing notes or short letters in a kind of intimate, immediate
correspondence (31.3 Written enquiries).

This is a very effective type of activation for students who are well on
the way to mastering the structure. You do, however, have to be very sure
that they know what they have to do, and why, and that they have the
language (lexical as well as grammatical) necessary to do it. Thus it is
usually a good idea to do a preliminary full-class ‘rehearsal’ of the task
before dividing students into groups to try it on their own.

1) FREE GROUP DISCUSSION

This is the least controlled form of interaction. The teacher gives a task,
whose performance is likely to involve use of the grammatical structure
being practised, and simply lets the students get on with it, with minimum
intervention.

The size of the group can vary; it is usually bigger than that of
Semi-controlled small group transactions as described above — and may
even be the full class. Sometimes students move from one kind of
grouping to another within the same activity, as when a task done in
small groups is later assessed in a full class discussion.

Because of the relative lack of teacher control over what is said, this
model is best used at the stage where the learners can be relied upon to
produce acceptable forms of the structure in prescribed or controlled
contexts, and you want to give them experience in using it more naturally
and spontaneously in their own self-initiated speech.

What they will actually say is up to them: in theory, they may choose
not to use the structure you want them to practise at all! But it is possible
to design the discussion task in such a way that they are in fact very likely
to do so; for example, a discussion task based on agreeing on a scale of
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prionties is likely ro generate a good deal of use of the comparative (5.7
Ranking), whereas one based on discussing experience relevant to a
present situation is likely to produce the present perfect (26.9 The right
experence for the job). You may or may not wish to encourage your
students to use the structure in question by frankly directing them to do
50 in advance; or you may draw their attention to instances as they occur.
In any case, the structure is likely to occur less frequently than in other
more controlled exercises, but more purposefully and naturally. This is
perhaps the most advanced type of communicative grammar practice: if
the students succeed in using the structure correctly and appropriately in
proup discussions, you can be fairly sure that they have mastered it — at
least in its spoken form.

The follow-up, or parallel, in writing — though lacking the element of
interaction — is the free creative essay; again it is up to you to choose a
topic and setting that will be likely to generate use of the structures being
practised. This brings us full circle back to the first of the techniques
described in this section, since the kinds of texts presented to learners at
the earliest stages of receptive practice are precisely those we may suggest
they try to produce themselves at this, the most advanced level of
language production.
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4 In the classroom

This chapter deals with some practical aspects of the presentation and
performance of grammar-practice activities in the classroom. The first
section gives a series of practical hints for classroom teaching; and the
second some suggestions for improving examples of specific coursebook
exercises, using principles and techniques outlined in this and previous
chapters.

1 Practical hints

a) LONG-TERM PLANNING

When planning a series of exercises for a particular grammar topic, it is
very important to make sure that your programme is varied. That is to
say, it should provide thorough ‘coverage’ of the different aspects of the
structure (form and meaning-in-context, written and spoken modes); it
should be based on varied topics and task-types; and it should provide
opportunities for different types of student activation.

If your coursebook is a good one, it will do most of this planning for
you — in fact, this is one of the criteria of what makes a good coursebook
— but if not, you will need to supplement. For example, your book may
give plenty of form-based exercises, but few meaning-based ones; or be
composed of test-like items with no latitude for student initiative or
invention; or the topics may be too limited; or there may be too little oral
work. In such cases you may need to add activities you invent yourself or
cull from books like this one (see BIBLIOGRAPHY), and omit some of the
coursebook exercises to compensate.

b) SHORT-TERM PREPARATION

‘Short-term preparation” means what you do to prepare for a specific
lesson, usually not more than a few days (sometimes only a few hours, or
less) before the lesson is due to take place.

Just selecting an exercise out of the coursebook — or out of this book,
for that matter — and noting down the page number is not sufficient
preparation. You will find that in order for grammar-practice activities to
succeed it is best to have clear in your mind in advance, if not actually
written down, most of the following points:
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i) Lesson context At what point in the lesson will the activity take
place? Is there any way | can link it to what went before or what is
coming after? If not, how will I make sure that the transition from
one activity to the next is smooth?

i) Introduction Do | need to do a brief review of the grammar before
launching into the practice activity, to ensure that the latter will be
done successfully? How will I introduce the activity and define its
objectives? What instructions will I need to give, in what language, as
to how to do the task? Will I need to do a trial run or ‘rehearsal’
before starting the activity proper?

i) Supplementary materials Do | need extra hardware, visuals, texts,
or other supplementary material? If so, are they easily accessible, and
not too many or elaborate for easy manipulation in the classroom?

iv) Order If the procedure is multi-stage, do I know exactly what
comes after what? If there are follow-up activities, are they ready,
with necessary material?

v) Reserve Do lhave some extra activities ready, in case my prepared
exercise cannot be used for some reason, or does not go well, or
finishes earlier than expected?

vi) Homework Have | planned what homework, if any, I am going to
give to reinforce the practice? And do I have the necessary infor-
mation and instructions ready to give the students?

Most of these points are dealt with more fully later in this section.

¢) INTRODUCTION

Before any classroom exercise you usually make some brief comments to
introduce it. The most important thing here is clarity: as a result of the
introduction, the students should know exactly what the objectives of the
activity are, and how they are expected to achieve them. If the class is a
monolingual and not very advanced one which finds it difficult and
time-consuming to grapple with explanations in English, the intro-
duction may often best be done in the students’ native language (assum-
ing you know it).

With younger classes it is not usually necessary to define exactly what
the linguistic objective is (‘The use of the modals of obligation’, for
example), though they should be aware of the general learning aim
(‘We’re going to practise some words we’ve learnt’). But for more mature
learners it is a good idea to let them know more precisely what you are
going to practise with them: for one thing it helps them and you to feel
that there is a sharing of the responsibility for learning; for another, they
are more likely to make an effort if they know exactly what it is for. Very
often, particularly in the more communicative and game-like activities,
the language learning purpose is far from obvious; and if it is not
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explained, some students may feel they are wasting time doing them
(‘Why are we playing games instead of doing serious language work ).

The non-linguistic objective, if there is one, also has to be explained: to
guess something, to convey information, and so on. If the activity is a
game-like one, [ am not — as I have mentioned before — usually in favour
of stressing the idea that it is a ‘game’ when introducing it; grammar
practice activities, however enjoyable, should usually be presented
frankly as such. The exception is when both teacher and class really need
a period of recreation and fun: as a temporary break during a period of
very intense study for an exam, for example, or at the end of a long day,
week or term.

If the class is to do any kind of independent (individual, group or pair)
work in the process of the activity, it is vital for the instructions to be
clearly given before they start. This is the weak point of many inexper-
ienced teachers: they give instructions that are clear to themselves, and
then launch into the activity without checking that the students are sure
what they have to do. The result is very often that the teacher has to stop
the activity in the middle to reissue instructions, or that there is delay and
a constant distracting buzz of talk as students consult each other.

There are various ways of making sure that instructions are clear: by
slowing down delivery, repeating, and/or using the students’ native
language; by doing a ‘trial run’, or demonstration of an activity with the
full class before letting them work independently; by simply asking them,
before setting them to work, if there is any unclear point they would like
to ask about.

The instructions for an activity based on independent (individual,
group or pair) work, incidentally, should usually include some provision
for ending: how long the activity is expected to last, what the students
should do after they finish, what happens if some finish early or late, what
is to be done with any written or recorded results.

d) TIMING

The place of a grammar-practice activity is preferably in the middle of a
lesson rather than right at the beginning or at the end. Students are
treshest and most receptive at the beginning of the lesson: this is
therefore the best time to present new language topics or texts, or to
re-present difficult material. More extensive fluency practice tends to
come later in the period. The end of the lesson I like to leave for
‘rounding-off’: reviewing what we have done, checking that everyone
knows what is to be prepared at home, possibly a brief ‘lightweight’
activity involving not too much effort of concentration to give the session
a pleasant finish.

This model is of course very generalized, and a basis for variation.
Although as a rule grammar practice activities should be done soon after
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the beginning of a lesson, they may come right at the beginning if there is
no new material to be presented, and you want 1o devote the students’
energies mainly to the practice; and they may go on to the end if there is
nothing else to be got through in the lesson, and the practice procedure is
obviously a profitable one that is worth doing for as long as possible.

€] PACE

‘Pace’ is quite a different thing from ‘speed’. An activity may be done
quite slowly and still have pace, or quickly, yet lack it. If an exercise has
pace, it means that the class is occupied with a steady flow of interesting
stimuli to respond to, together with a feeling of constant progress
towards the objective of the activity. If there are frequent interruptions,
delays or digressions, the pace will flag, and the activity produce less
volume of language practice and all the problems associated with
boredom. But if the pace is too hurried, learners will not have time to
absorb material and there will be a feeling of stress and restlessness. It will
help if you:

i) Have a clear lesson plan, so that you can make the transition from
one item to the next, or from one activity to the next smoothly and
briskly;

ii) Have all materials, including visuals, ready at hand, so that they can
be manipulated without delay;

iii) Keep an eye on the clock so that the timing is balanced and you do
not find yourself having to draw out one activity or rush another;

iv) Make sure you are aware of student reactions, so that you know
whether the pace suits them, or whether you are going too fast or too
slow for some of them;

v) Try not to allow yourself to be deflected from the exercise for too
long by discipline problems, problems of individuals, or attempts on
the part of the students to change the subject; not always possible,
admittedly, but in most cases the immediate problem can be dealt
with summarily and/or postponed for future discussion, allowing
you to maintain continuity.

f) SUPPLEMENTARY MATERIALS

Supplementary materials are all those things you bring to a classroom for
a particular lesson, other than the routine books and equipment that are
always present. They might consist of duplicated texts or exercises from
another book, pictures or other visuals for display, sets of materials for
group or pair work, or more sophisticated equipment such as overhe:ad,
film or slide projectors, tape recorders, or computers, with appropriate
software.

The frequent use of such materials is likely to improve the quality of
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teaching: varied stimuli help to provide coverage of the different aspects
of the structure, and add interest. It is usually worth making the effort to
use some kind of supplementary item in most lessons; but there is such a
thing as overdoing it! Some useful questions to ask yourself might be:

i) Do the materials I want to use really contribute to good learning in
the practice I have planned? Are they essential to the performance of
the exercise? If not, if I am using them for extra illustration or
enrichment — are they clear, interesting and relevant to the topic, so
that students will feel that they help, rather than being an unneces-
sary encumbrance or distraction?

i) Are the materials ready at hand and easily manipulated? Have I laid
them out, or set them up, before beginning the lesson so that 1 can
start using them easily and quickly at the right moment? Have I
checked that [ have brought the right amount, so that I will not need
to leaf through piles of pictures looking for the right one, or find
myself short of duplicated sheets?

iii) If I am using electric equipment, have I prepared an alternative
(material or reserve activity) in case there is a power failure or
malfunction?

iv) If the material is bulky, heavy, elaborate, expensive or brought from
a long distance — is it really cost-effective? That is to say, is the
learning value my students will receive from the use of the material
worth the investment of time, money and effort | put into getting
hold of it? (Sometimes a difficult question to answer honestly, but
one that needs to be faced: supplementary materials, however
elaborate and attractive, are a means to an end, not an end in
themselves.)

g) EXTENDING ACTIVITIES

Sometimes you may feel that an exercise has been a good one, but that
there has been insufficient text or opportunity to engage with it — there
has not been enough volume or repetition of the language practised. You
feel you would like to do it again in order to give extra practice, but
realize that simply repeating it will in most cases bore and irritate the
class.

There are various ways of extending practice activities in order to
provide the extra repetition; here are some of them.

1) Repeating in a different mode An exercise that has been done orally
can then be redone in writing, or vice versa; for example, an exercise
done for homework is often checked orally in class; or an exercise
done in class subsequently given as written homework.

i) Repeating selectively Some bits of the exercise can be selected for
review; this lessens the boredom, since there i« an element of the
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unexpected ~ the class does not know which iems ‘wﬂl be used. The
teacher may select, or may ask students to do so: ‘(‘.honsc a question
you found difficult, see if you can do it now' or 'Lhoose, som'ethl‘ng
you're sure you know’; or even: ‘Guess which question I'm thinking
of.

i) t1‘<[m‘c1h!'in'g After an oral practice activity, stude_nts can be challenged
to recall as much as they can of what was said. If, for example, a
conventional discrete-item exercise was used, they can be gsked to
shut their books and try to remember all the items; if a brainstorm,
when a large number of utterances have been heard, the‘y may be
asked to try to recall a defined number of sentences: CaI} you
remember (at least) ten suggestions that_ hz‘1v~e been made?” The
recalling can be done orally or in writing, individually or in pairs or
groups. W

iv) Editing After a written activity, students can get together and go
through the exercise again in order to help each other correct and
improve their work. If the exercise was not open—et_ld_ed, groups of
students can pool their efforts to produce a ﬁne‘ili joint version as
correct as possible. If open-ended — that is to say, if each student has
something different, as in essay-writing — then student§ can read their
texts to each other, and exchange comments and advice.

v) Composing Students can be invited to compose their own exer-
cise(s) as a continuation of a textbook one, using the same kind of
texts and task. They can then ask each other, or th_e_ entire class, to
perform it. You can add further incentive by inviting students to
improve on the interest, humour or drama of the olrl_gmal, or to adapt
it to refer to their own circumstances or personalities.
Varying In ‘matching’ or slot-filling exercises, students are often
asked to put together two components in order to form logical
propositions. As a follow-up, you might suggest that they match
incongruous components to make nonsense or hurporgus propo-
sitions (but still grammatical!) — and then possibly justify tht.:m or
suggest situations where they might be true. Or they may simply
invent their own ‘fillers’ to make original, personal, or amusing
sentences.

—_—

vi

h) HOMEWORK

Homework, as suggested above, is a useful way of elxtendi.ng. classroom
exercises, giving an opportunity to revie‘lav the material. Th.lS is probably
its primary function; a secondary one is to serve as an informal te:sti
providing the teacher with useful feedback as to how well the materia
has been mastered. Very occasionally we may wish to give tot'ally fresh
material for homework, as a preliminary to a new topic, or just for a
change.
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Students usually do their homework on their own: home assigniments
shquld therefore be slightly easier than classroom ones, where teacher
assistance is available. For the same reason, you should take great care
over the giving of instructions for homework — misunderstandings
cannot be cleared up once the students have left the classroom. | like to
give homework in the middle of the lesson rather than at the end, thus
leaving myself plenty of time to explain and iron out problems; at the end
of the lesson all I will need to do is put in a brief reminder.

The checking of grammar exercises done for homework is a tedious
chore for the teacher if done by taking in notebooks and correcting at
home; but it is often equally tedious for students if done orally in class
besides taking up valuable lesson time that would often be better
employed doing new exercises. In principle, homework should be
checked in class only if there is real learning value to be got out of doing
so — that is to say, if the homework review actually functions as an
effective practice procedure in itself, fulfilling the criteria described in
Chapter 2. Otherwise — time permitting — you should check individual
assignments after class. The process may be made less arduous by asking
sFufients to do some preliminary correcting of each other’s work before
giving it in; this in itself can be a useful technique for awareness-raising.

The main point is, of course, that you should relate to and give
feedback on home assignments in some way as soon as possible after they
are done. If you ignore students’ homework or only look at it weeks after
it is done, they soon get the message that you do not care about it too
much, and cease to invest effort in it. Also, of course, the comments you
make on home assignments provide a valuable opportunity for relating to
individuals with appropriate criticism, praise or encouragement — some-
thing you often have no time for in a big class during lesson time.

1) RECORDS

It is a good idea to keep some sort of record of teaching ideas for
grammar practice that have worked. I am not in favour of preserving
lesson plans: these are bulky, often untidy, and much of their substance
has no value beyond the actual lesson they were written for. But before
throwing them out, it is worth going through them and picking out
particular bits that you remember as being successful. These can then be
noted on cards and filed in a card index under grammatical headings. The
time spent on making and adding to a card index of this type is well
repaid when you come to teach the same structure next time.
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2 Getting the most out of coursebook exercises

I this section | shall look critically at four grammar exercises which I feel
represent types of exercises we are often called upon to teach in the
lassroom, and consider what could be done to exploit their texts or tasks
1o provide maximally effective practice. A number of supplementary
procedures are suggested for each exercise — but it is not, of course,
imphed that all these should be implemented when actually presenting
simtlar exercises in class! — they are merely possible options, to be used
selectively. Different ideas are given for each exercise, though you may
notice that a procedure suggested for one of them could sometimes apply
equally well to another.

d) THE FUTURE TENSE

1 When will you meet Ronald? Maybe I'll meet him on Sunday.
- X Magyie come round? ... tonight.

3 Thomas go away? i Friday evening.

4 ... we move house? s NEXE yOAT,

5 . YOU telephone? e SOMEtiMeE Next week.

6 .. JOn and Tim arrive? - soon.

This exercise gives practice in the interrogative and declarative forms of
the verb with will, to express expected events at a defined time in the
future. The learner is asked to insert the missing words, which include the
tense to be practised, into disconnected sentences, and is given an
example at the beginning which provides a reliable model for the rest of
the items. The actual meaning of the sentences is not very important, the
emphasis being on correct forms. Answers may be given in speech or in
writing.

As it stands, this exercise is a little boring and rather short; let us
consider what could be done to give it more interest and volume.

One of the reasons for the lack of interest is the fact that the characters
are anonymous, and the relationships undefined. You could discuss with
the class who the various characters are and what the relationships
berween them might be; or you could bring to the class pictures cut out of
magazines purporting to represent the different people — which has the
added advantage of providing a visual focus; or you could simply invite
them to substitute names of members of the class for the names given.
Any of these will immediately make the exercise more meaningful.

Another reason for lack of interest is the fact that the answers are
prescribed. 1 would probably tell my class to ignore the answer cues
(*...tonight"), or use them only to help think up ideas of their own as to
when the various things will happen. If the characters are renamed to
correspond to people the students know, then the answers can also
correspond to real forthcoming events:
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A: When will you meer Pablo?
B: (Maybe) I'll meet him after the lesson.

Further variations can be added to the exercise to give extra volume: for
Examp!e, other question words can be substituted for When at the
eginning of each question, and answers given in the future:

A: Where will you meet Pablo?
B: I'll see him in the cafeteria.

A: Why will Maria telephone?
B: She’ll telephone to tell us why she didn’t come today.

_You rlmght then ask the students to suggest further developments to each
item in answer to the question: “What will (probably) happen then?’

Later they can even try — individually or in groups — to invent an e.ntire
programme of future happenings that will somehow include and link
together all the events described in the exercise.

b) VERB+ING WITH PREPOSITION

He congratulated him stealing the money.

They blamed the students being impolite.

He did not forgive her passing the test.

I apologised making the mistake.
We praised the girls forgetting to come.
The teacher punished him causing an accident.
He accused the young man succeeding.

Example: We praised the girls for succeeding.

The lejarners are asked to pair phrases from the left-hand column with
ones in 'the right-hand column to make logical sentences inserting
appropriate prepositions in the middle. Unlike the previous ex,ercise the
given example does not provide a reliable model for all the rest as the
prepositions vary: the ‘pre-learning’ aspect is not built in, and v’vithout
proper preparation this exercise might only produce a serie,s of mistakes
functxcn:ung_ as a test rather than a practice. The sentences have some
interesting ideas in them, but there is not really enough volume and
repetition of the structure.

I would introduce this exercise by reminding the class which verbs take
which prepositions, and giving a few examples, in order to make it more
likely that students will afterwards do the exercise itself successfully.
After first doing the exercise orally, using individual volunteers to suggest
answers, extra contextual interest could be added by asking the students
to continue each sentence with an explanation, for example:

We praised the girls for succeeding — it was a very difficult test
and they had worked at it very hard. ,
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Anuiher possibility is to ask students to combine incongruous com-
ponents, to malke sentences like:
He congratulated him on stealing the money.
andd then again adding justification:
He congratulated him on stealing the money — which was really
his, anyway.

Later, students can be asked to take only the introductory phrases and
fnvent their own endings, possibly in writing for homework. Alter-
nutively, they can be asked to use the first person (‘1 praised’, ‘I
congratulated’, etc.) and compose sentences that describe real personal
experiences, with or without explanatory notes. Such open-ended tasks
can produce interesting results, which students may enjoy sharing later.

¢) THE INTERROGATIVE

Agk him who he is.

Who are you?

1 Ask him where he lives.

2 Ask him how long it takes him to come to work.
4 Ask him when he came to live here.

4 Ask him what he likes to read.

& Ask him who he is looking at.

6 Ask him how many brothers and sisters he has.

This is in fact a transformation exercise: students are asked to put
indirect questions into direct speech. It could be done in conventional
teacher-student exchanges round the class, or in pairs, or individually in
writing. Again the subject matter is rather uninteresting and completely
decontextualized. Also, its coverage is rather limited: it concentrates on
the third person singular — masculine only! — which goes into the second
person in the direct question — and on the present simple; other tenses
have only token representation. The rules governing the transformation
of statements into questions vary according to the tense and aspect of the
verb; so that the first example does not help very much. Also, there is no
apparent provision made for answering the questions — most of which
seem a little pointless.

I would probably use the actual text of this exercise as a basis for a
review (re-presentation) of the rules for forming questions in the different
tenses, rather than as a practice procedure itself, and then go on to get the
students to compose further similar exercises to provide better coverage
and more interest.

One way this can be done is by adapting the exercise to form the basis
for interview simulation. Students could be told that they are editors
giving instructions to reporters about what questions to ask when
interviewing a certain celebrity (‘Ask him or her...’). The questions
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should cover the celebrity’s past and present occupations and future
plans and his or her opinions about other people and events. The whole
class can be given the same celebrity — or a choice — or each student can be
given a different name; and the work may be done individually or in small
groups or pairs. Some real or imaginary celebrities that could be used: a
famous film or pop star; a controversial local political figure; visitors
from outer space; a talking elephant; the founder of a new religion; a
mother of 20 children; a man aged 100; the owner of an unusual pet; and
so on. The prepared questions could then be used in role-plays of the
interviews; or the direct question forms could be written out in the form
of questionnaires and exchanged for answering in a kind of written
role-play procedure. Alternatively, individual students could be given the
celebrity roles in advance and told that they may choose what to be asked
in the interview; their exercises will then be based on the formart ‘Ask

me..."; again, the follow-up would consist of a role-play of the actual
interview.

d) THE POSSESSIVE ’s

Richard Rexton

married
Della Capstel|
|
| i
Martin Rexton Stan Rexton
married married
Pattie Jones Thora Kelly

\
| |

Michael Rexton Bella Rexton

Martin Rexton — Stan Rexton: Martin is Stan’s brother.
Stan Rexton — the children: Stan is the children’s uncle.

1 Richard Rexton — Della Capstell 5 Martin — Richard

2 Martin Rexton — Bella Rexton 6 Thora Kelly — Richard

3 Michael Rexton — Bella 7 Pattie Jones — Martin Rexton
4 Stan Rexton — the children 8 Della Capstell — Stan Rexton

A description of family relationships is a good overall context for the use
of the possessive 's, and the family tree itself provides an excellent visual
focus. The names, however, are a little long and consonant-clustered, and
the family lacks ‘reality’. Also, the numbered questions are rather rigid,
leaving no latitude for student choice or initiative.

Having reviewed names of family members (father, aunt, sister, etc.)
and made clear how sentences about family relationships using ’s can be
derived from the diagram, I would probably abandon questions 1-8
completely, and instead invite students to find and €Xpress as many
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rolationships illustrated in the diagram as they can, inany urdln: :ihf.:y l-kg.
If the diagram is on the board or OHP, coloured arrows can be drawn to
indicate relationships that the students have defined. Later you L-‘;H _p(;t'nf
1o an arrow and ask students to reconstruct the sentence that proc ucec fn,
ar number the arrows and ask them to write an appropriate sentence for
m'tli"l‘n:t;:r'nblcm of the heavy names can of course be solved b}i s:nzple
omitting surnames; but the family remains somewhat aponymo;:s, ﬁvm |1
you depict the different characters using magazine plct}llxre]i.‘ e; aps;l
real family could be substituted — a famous one like the 1:11m rcliy :
family, or a locally well-known one; altf:matlvely you cou us«f: C '?r-
acters from a television series currently bexng slno_wx_‘t; or your own' ami Y]i
or that of one of the students (with prior permission, of coursel."). Inha.
these cases, photographs canlalso be used, with the advantage that they
are of ‘real’ identifiable people. . !

drt!-':f- Eﬁther practice,p stgdents can be divide_d into pairs for la;:
information-gap exercise. Each student has a famlly-tree' diagram, V‘ﬁlt
different names missing; students supply each.other with the mlsa',l-ng
information in answer to questions. Or the family tree can be expre:jase
as a written description of the relationships, which is then use LO
reconstruct the original diagram. This can l?e done also in oral palc; work:
one student describes the relationships while thf: otherlhstens ?n _?raws
the family tree. Students can be asked to dt‘tscnbe their own anﬁf ies to
cach other in this way, which adds personal involvement; but in dt is casje‘j
you should try to make sure in advance that no one would be 1stn1355LH
by having to do so — the subject can occasionally be a sensitive one. (;1 a
such relatively free variations, you may find that you need to remind, or
help, students to use the ’s as they interact.
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PART TWO: ACTIVITIES

1 Adjectives

(For comparatives and superlatives see under Cosm
page 62.)

1.1 Finding twins

Position of adjective(s)

‘ before noun. Simple reading, controlled speaking
and writing,

Materials: Individual copies of a grid showing several alternative
adjective—noun combinations within a sentence, as in Box 1.
Procedure: Each student marks off one option in each column —
according to his or her own tastes, or at random. Then each tries to find
someonc else with exactly the same choices by asking others:
Do you have a big white cat?
Do you like romantic novels, folk music and comedy films?
Some students may find no ‘twins’; some may find several. In any case
the search process goes on until all the students have spoken to oné
another (if practical! — otherwise until you call a halt)
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parison of adjectives,

BOX 1
Adjective-noun combinations
r ERERPEN RS A T S - = et e R e = e R ﬂl
|

: | have a ... | | have some ... :
[ I
| | :
: big black dog : expensive | French paintings |
| | |
| | |
i I . |
| small brown mouse | | cheap Spanish | vases |
| I 1
| | [
| | |
! fat white cat I'| rare Italian glasses :
| I
I | |
i T Y e e e o |
RSO e R i |
| |
| | like . |
| |
| I
| o I
| detective modern historical |
| I

|
l ;
| romantic novels, classical music horror films. 1
| and :
1 .

|
| science-fiction folk comedy |
|

|
l ,
B sy i B e S T = e ) S I e e s _J
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1.2 Guessing adjectival phrases

Position of adjective before noun. Free oral guessing, based on given noun.

Materials: A set of ten or so cards or slips of paper on each of which an
adjective—noun phrase is written, as in Box 2.

Procedure: One student is given a phrase, and tells the others only what
the noun is. They then have to guess the entire phrase. For example, if
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the ‘knower' gives the noun table, the others might guess:
A square table? A '
A small table?
A wooden table?
You may need to give hints to facilitate guessing, tell them when the
are getting ‘warm’, and so on. The one who guesses the correct solutic ;
gets Fhe next phrase to be guessed. ¥
Variations: Later, the students think up their own combinations for
guessing — preferably based on a real object or person.
Comment: Remember to insist on the students using the entire phrase
or sentence willen making their guesses. Just saying ‘big?’ or ‘sqIf:{are>§
gives no practice in the adjective-before-noun construction. .

BOX 2
Guessing adjectives
e SO
| ST S
1 | | a
| | | '
| |
|j 1 Atall man | 2 Afat baby : 3 A brown cow !
| I |
| | | !
I____,____,____I_g I I
I A e i s e S T |
[ I [ l
: [ ! :
4 Ah i ;
: appy girl , 5 A wooden table : 6 A square suitcase '
| |
| | : |
U TR e o | I
| | B S Y ;
: l | |
| 7 Acotton : - I ;
: sablaalcih , 8 An exciting film : 9 Along story !
| I
. | : '
I = npm s e \ | :
I ST S R W I S R I
| I [ l
= ' ' ’
A I i
: soft bed ; 11 Ared light : 12 A boring book |
| [
| . I '
N e | _JI
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1.3 Inserting adjectives

Position and meaning of adjective before noun. Oral responses to heard
fext; or written responses to reading.

Materials: A story or other interesting text of 100-300 words with few
or no adjectives. You could improvise it from notes, read it aloud from
a full text, or present it in written form. Probably the best source is your
coursebook; or you can use books of short stories (see BIBLIOGRAPHY).
If it is a ready-made text, you might need to delete adjectives before
presenting it for use here — but in most cases this is probably
unnecessary: there are enough unmodified nouns in most texts for the
purposes of this activity.

I'rocedure: Read or improvise the text aloud, stopping at appropriate
nouns for the students to volunteer ideas for descriptive adjectives that
might go with them. Alternatively, present only the written form of the
text with blank spaces where students are to insert adjectives.

Variations: You can give a written text with no obvious blanks. The
students then have to identify the nouns and the right place for the
adjective by themselves, making the exercise rather more advanced and
challenging.

An amusing variation is to ask students to supply adjectives without
knowing what the context is or what they are describing. You write in
the adjective, however unsuitable, and then read out or display the
result at the end. This, however, gives only receptive practice in
positioning the adjective.

Comment: You may wish to provide a set of adjectives in advance for
students to choose from; this makes the procedure easier, but lessens its

heterogeneity and interest.

See also:
3.2  Cooperative poem;

7.1 Defining by sense;
8.2 Piling up stores, if the ‘piling up’ consists of a collection of adjective
+ noun combinations, starting with a cue-sentence like “When [ go

shopping I must buy a black pen...’;
15.5 Common denominator, if the ‘denominator’ is defined by an

adjective.
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2 Adverbs

2.1 Miming adverbs

Formation of adverbs with -Iy; oral guesses.

Procedure: Select a manner adverb (e.g. slowly, secretly), and tell all the

class but one what it is. The one who does not know gives a command
to one of the others — for example:

Get up and turn round!
If the adverb chosen has been slowly, then the student will do the action

slowly. If the guesser cannot yet identify the adverb, he or she will give
another command to someone else — and so on, until the word is
guessed or revealed.

2.2 Miming sentences with adverbs

Position of manner adverbs in the sentence. Oral guessing, based on cue
cards.

Materials:  One set of cue cards with manner adverbs on them, another
with short sentences describing actions that can be mimed — all based
on vocabulary known to the class (examples in Box 3).

Procedure: A student takes one adverb and one verb, and mimes the
combination (e.g. catch a ball + lovingly). The others have to guess
what was on the two cards, formulated in a grammartical sentence:

You are catching / you caught a ball lovingly!
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BOX 3
Guessing actions and adverbs
1 SLOWLY a) TURN ON A TELEVISION
2 HAPPILY b) DRINK A CUP OF TEA

3 NERVOUSLY

c) CLIMB A TREE

4 HEAVILY d) CLEAN A WINDOW
5 ANGRILY e) PUT ON A SHIRT

6 LOVINGLY fil MAKE A BED

7 GENTLY g) CATCH A BALL

8 VIOLENTLY h) TYPE A LETTER

© Cambridge University Press 1988
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2.3 Frequency surveys

oo ; 1
Equt?l’l(.,y Jd [ > ) | § . L . l'
a cn I s . ¥ g
P()Sll[(ll (Ij I Vv 'll’\ n sent e l‘)(.l“”!.." ‘L,Vt,]l’\ mnto 5 ()k(.“

Naperials. - . :
g}t(.;zg;als. ) ll;dlllwdual copies qf questionnaire sheets, beginning How
e be .E;Skc::do;ved byf a series of questions. For example, students

ow often a good teacher they h ;
y have known g
i?::fg;;li" 1:)l=i1yec]l1 gba_mej;x etc.; or they may answer questionéD 3-;’:
-viewing habits. Answers may be filled in by ticki
_ tick

L (Bo;c 4a) or by noting down number codes (Box 41’9)y gl

rocedure:  Go through questionnaires making sure all questions, and

Frequency surveys (1)

|
I
I
|
very r
|
I

5 y
Iways often often sometimes | rarely never

1... give homework?

2...play games?

3 ... make jokes?

4 ... give punishments?

5,.. praise?

6 ... criticize?

7 ...getangry?

8...smile?

|
|
I
[
|
I
|
|
1
|
|
!
|
I
I
|
|
|
|
|
|
|
1
|
|
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nstrnctions, are understood. Then students fll in their own question-
naires individually, or work in pairs, asking each other ‘How often did he
ur she /do you . .. ', Afterwards they report results using full sentences:
I always watch television at weekends.
Henri's teacher sometimes gave homework.
This may be done either orally, in response to your questions:
What answers did you get to the first question?
What are Jacqueline’s viewing habits?
or in writing, for homework.
Comment: Make clear what you mean by always (every day?) some-
times (twice a week? twice a month? every other day?), etc., otherwise
students may have difficulty deciding what to answer.

BOX 4b
Frequency surveys (2)
R S e s e R b
{ Television-watching habits |
| 5 S |
By each question fill in a number: |
i 1=never 2=seldom 3=occasionally d4=often 5=always I
[ I
,  How often do you... i
: 1 ... watch television on a weekday? ........... "
L 2 ...watch television at the weekend? ............ :
| 3 ... leave the television on even if you are doing something else? I
I I
L e !
I 4 ...turn the television on automatically when you come home? |
I I
L e ,
| 5 feel guilty about watching too much television? I
| ]
L e |
I . limit yourself to a certain number of hours’ viewing? ........... I
I I
| . look up programmes in advance to find things you'll enjoy? |
[ B I
| I
| .. watch programmes alone? ........... |
I |
| ... turn the television off if visitors come? ........... |
ll 10 ... feel that watching a certain programme was really worth- 'I
| while? .. |
L e e e e e e e e — — — — = — — |
© Cambridge University Press 1988
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2.4 What do you do when ... ?

Position of frequency adverbs;
written,

free composition of sentences, oral or
Procedure:  Ask students a cue question like
are depressed?’ and ask them to jot down a
frequency adyerbs always, usually, often, sometimes each time:
I sometimes go out and buy some new clothes .

I usually just sit and listen to music, :

] 1€N S Iy O ﬁ d ()t]lEI St ud(:f"s WI[(I
llaIE ldeas Wlt]] f:a&.h (thCI‘ or t T

3 n
Ilabe SlIIlllaI IﬁaCtIOHS.

artations: Alternative situations that can provide cues are: othe
H r

moods
(when you are happy, annoyed, bored, nervous) or events

(when you have a free da : :
y, quarrel with 3 f
day, find yourself shote of e riend, have an exam the next

‘Wha‘t do you do when you
few ideas, using one of the

See also:

L3 Inserting adjectives, usin '
_ ives, g adverbs instead of adjectives:
23.3 Chain story, using adverbs for the cues; i

28.3 Routines.
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3 Articles, definite and indefinite

(For alan contrasted with some see under Countableluncountable,
singular/plural nouns, page 86.)

3.1 Expanding headlines

Use of appropriate article in noun phrase; inserting a/an/the into head-
line; oral or written.

Materials: A pile of English-language newspapers, or headlines cut out
from them.

Procedure: Ask the students to go through the headlines they have,
inserting alanithe, or leaving no article, where they feel appropriate.
Do a few examples with them; then let them carry on alone (or in pairs
or small groups). You may need to help individuals with comprehen-
sion occasionally. Then check answers yourself; or ask them to check
cach other’s answers consulting you in cases of doubt.

Variations: Later, you may ask students to insert not only missing
articles, but also auxiliary verbs that are often omitted (is/are, do/does/
did), or any other items necessary to form complete sentences.

Sometimes there are cases where two, or any, of the three alternative
articles (the or alan or nothing) are possible. It can be interesting to
discuss what difference these variations make to the sense, or impli-
cations, of the headline.

3.2 Cooperative poem

Use of appropriate article; free composition of noun phrases in writing.

Procedure: Give the students a title of a poem: something which is
likely to be rich in associations and connotations, like ‘Night’ or
‘Home’ or ‘The Sea’. You might take the title from literature you have
read recently in class, or some topical association; or ask students to
suggest one.

Invite students to write a noun phrase describing an association the
topic has for them. Then write up suggestions on the board. ‘Night’, for
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example, might produce:
Darkness.
An owl calling.
The world at rest.
The result is a sort of impressionistic poem.,
The contributions may be made richer if students are allowed to add

a word or two to each such phrase — a prepositional phrase, an adverb
a verb; for example: i

Darkness over everything.
An owl calls in the distance.
The world is at rest.
but the basis remains the noun phrase.
Variations: Each student has a loose sheet of paper and is given or
(better) chooses an individual topic, which he or she writes at the top of
the page. He or she then writes the first line of the poem, as suggespted
abpve, and passes the paper to a neighbour. The neighbéur continues
with a second line — and so on. Papers may be left open throughout, so
that every new contributor can sce everything that has been writ’ten
before; or folded, leaving visible only one previous line.
The results may then be read out to the class, or, having been
checked and corrected by you, copied out and displayeé.

See also:

1.3 Inserting adjectives, inserting articles as well as adjectives.

4 Both ... and, either ... or, neither... nor

4.1 Association dominoes

Position of both before verb or after are; free oral responses.

Materials: A large number of pictures of readily recognizable objects,

animals, people — enough for each student to have at least three. You
could use copies of pictures in Box 5 or published sets of small pictures
for language learning (see BIBLIOGRAPHY).

Procedure: Give each student two or three pictures, and stick one in the

centre of the board with blu-tack. Any student may give you one of his
or her pictures for sticking next to the central picture, provided he or
she can suggest a convincing point of similarity. For example:
A table may be stuck next to a dog because: they both have four
legs.
Or a pencil may go by a table because: they are both made of
wood.
Some similarities suggested by students may be a bit farfetched; in
cases of uncertainty, you decide whether to accept a particular link or
not.

The same kind of similarity may not be used twice; for example,
having linked a bag and a car with “They are both used to carry things’,
another student may not use the same sentence to link, say, a horse
with the car.

Students should make do with vocabulary they know, rather than
asking you for new words.

The activity may be presented as a competition (the first five students
to get rid of their pictures are the winners). Or (as prefer) the objective
may be to form an unbroken line of pictures from one end of the board
to the other. In this case, students who run out of pictures should be
given new ones from a reserve pile.

Variations: The same may be done later in small groups. Here, the rules

are similar to those of conventional ‘dominoes’.

i



BOX S5 continued
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BOX 5

Small pictures
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4.2 Similarities

Use of both ... and, neither ... nor to describe similarities; constructing
sentences based on grid, written or oral.

Materials: Individual copies of a grid showing what different people
do, as in Box 6éa.
Procedure: Invite students to find pairs of people with similarities:
Both Elizabeth and Peter eat ice cream.
Neither Roger nor Mary eat fish.
After a little full-class practice, pairs or groups of students may
compete (against each other or against you) to see who can find most
such ‘twins’. They may be asked to write down their sentences.

BOX 6a
Similarities (1)
e e e S T R -1
: 1 What they eat (/) or don’t eat (x) :
[
| ice tropical ,'
[ meat cream fish fruit salad pasta |
: Mary L X X o A X |
|
: Peter o o x i X X !
|
: Roger x % % ¥ v o I
|
: Elizabeth X A L ® % o7 :
| [
e o e v = N S i
| |
| 2 What they can (/) orcan’t (%) do I
: speak two play an :
; drive languages type instrument swim 0
I Tony X e o v X !
I |
I Jeff N W X X o !
I I
I Sue x X o X 4 !
| I
: Heather A X et " X I
I
: Brenda v X X Vi v '
|
I |
L= = e R e e e L e e e e e e e e o = |
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Vardations:  In pairs, students each ger ditferent partally filled grids (Box 6b)
aned help each other to fill them in by describing who is similar to whom in what
respect. They may not show cach other their grids, and are only allowed to use
wentences with both ... and or neither ... nor.

Ta pracuse both or neither alone, call out two names, and ask the class to
ilentify a point of similarity between them:
Both (of them) eat fish.
Neither (of them) can type.

BOX 6b
Similarities (2)
e R R e e e L _ll
: Student A can |
I
I speak two play an . i
: drive languages type instrument swim |
I
1
i Tony X A 4 v X |
|
1
1 Jeff ~ :
|
| Sue x v :
|
I
: Heather i * ;
I
: Brenda X N g |
I I
o I T S ——— |
e TR R g 1, Lt |
|
‘I Student B can :
I
' speak two play an ) |
: drive languages type instrument swim i
i
|
i Tony 1
1
I
| Jeff ' % X A :
|
I Sue X Wi X W :
I
| Heather A *7 7 i :
I
|
| Brenda A X x |
| |
e i o e T ) e T e e e e Y o e e T e e e TR e A =l
© Cambridge University Press 1988
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4.3 Possible candidates

Use of either ... or and neither . .. nor to describe possible or impossible

alternatives (also, none of ..., any of .. .); constructing written or spoken
sentences based on brief cues.

Materials:  Brief descriptions of the qualifications of four or five people,
and jobs they might be asked to do, as in Box 7. These may be
displayed on the overhead projector, or individual copies distributed to
students.

Procedure:  Ask students to tell you which of the people described might
or might not be able to cope with each job, using either . .. or or neither
... HOT.

Either Ali or Anita could cook a meal.
Neither Mark nor Christine could move heavy furniture.
This could also be done in pairs, or individually in writing.

Variations: You might ask students to think about members of the
class: can they think of two people, either of whom is qualified to do a
certain job? Use tlie jobs suggested in Box 7 as a starting point, then
encourage students to think of others.

See also:
28.8 Things in common.

Who could ... ?

1 ... help move heavy furniture?

2 ...sing the treble (high) part in a song?
3 ... advise you about University studies?
4 ...cook a meal?

5 ... entertain a Spanish visitor?

6 ...drive you to the airport?

7 ...teach you to ride?

8 ...entertain an Arabic-speaking guest?

9 ... play in a basketball match?

0 ... paint a picture?

SPRFREE ') My Funy Ry Y VI OWIe FRELYELERE S RS EET

BOX 7 continued
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CHRISTINE

Age: 10. Home: a Texas ranch.

Very musical (plays violin).
Speaks Spanish and English.
Hobbies: helping with the
horses, sports.

MARK

Age: 70. Home: Cairo.
Retired University professor.
Has had polio —in wheelchair.
Hobbies: painting, driving (in
special car).

ALl

Age: 24. Home: Morocco.
Works as chef in restaurant.
No driving licence.
Hobbies: riding, no other
sports.

ANITA

Age: 30. Home: Argentina,
Has M.A. in English. Musical,
artistic.

Allergic to animals.

Hobbies: cooking, ball games,
body-building.
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5 Comparison of adjectives

5.1 Looking at advertisements

Umc:lit_arstandmg comparative and superlative adjectives in context; mainly
reading.

Materials: A large number of English-language newspapers or maga-
zines with plenty of advertisements in them; alternatively, a number of
ready cut-out advertisements.

Procedure: Give each student, or pair of students, a pile of adver-
tisements or periodicals, ask them to look through them to find
instances of the comparative and/or superlative of adjectives. Help
with comprehension where necessary. Each example when found may
be highlighted with a fluorescent pen, or copied into a notebook.

Variations: The marked or copied sentences are later read out to the
rest of the class, who have to guess what product was being advertised.

5.2 Making advertisements

Us; .of comparatives and superlatives in advertisements: free or cued
writing.

Procedure: Preferably after doing Looking at advertisements. above
tell the students that they have to compose their own advertise;nent for
a Product (some ideas in Box 8), using comparative and superlative
adjectives. They have to write it up neatly; and — optionally — design
the layout and illustration. The results, when you have checked them
may be copied neatly and posted on the wall to decorate the classroom.
Best done in pairs or groups. ‘
Variations: The advertisement may be designed to be later read aloud
or acted, like a television commercial.
The activity may be presented as a competition: the group which
makes the best advertisement — written or spoken — is the winner.
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BOX 8
Things you could advertise

1 Imaginary products
Marve margarine; Supremo car; Wisdom computers; Sparkle

cleaning fluid; Sleepo beds; Yummy chocolates; Vita vitamin
pills.

Local attractions

A local beauty spot; our school/college; a local newspaper; a
forthcoming party/festive event; a local dish; a local product; a
celebrity, or locally well-known personality.

L5

3 People and pets
Marriageable young man/woman (described by matchmaker);
pet animal (advertised by pet shop);
actor/singer/dancer (promoted by theatrical agency);
au pair/cook/nanny/housekeeper (advertised by domestic help
agency).

5.3 Brainstorming comparisons

Use of comparative and superlative adjectives, alsoas ... asand not so . .
as to compare subjects; oral brainstorming based on set pattern.

Procedure: Give the students three names of objects (or animals, or
professions, or whatever you like — examples in Box 9), and ask them
to find as many points of comparison between the items as they can.
For example, if they are given a garden rake, a ball, a pencil,
comparisons might run:

The pencil is smaller than the rake.

The ball is the roundest.

The pencil is more useful than the ball.
After a preliminary trial run with the whole class, another set of words
can be given to small groups, who compete to see who can think of the
most comparisons in three or four minutes. Encourage them to make
do with vocabulary they know, rather than asking you for extra words.

A similar task can be set for individual writing, or homework.
Variations: When students know each other fairly well, they can be put
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into pairs and asked to compose sentences comparing themselves with
each other:

[ am taller than you are.

You speak more languages than I do.
Pairs may then be asked to write together a summary of their
comparisons.

Comment:  This activity can be used to practise any kind of comparing;
but you can, of course, limit it to any particular construction you want
when you give the preliminary instructions: the comparative with -er
than, for example.

BOX 9

Things to compare

1 a pencil, a bail, a garden rake

2 an elephant, a snake, a crocodile
3 atelevision, a lamp, a chair

4 arock, a mountain, a river

5 acar, an aeroplane, a bicycle

5.4 Comparing pictures

Use of comparative and superlative adjectives, also as . . . as, not so . . . as,
to compare subjects; oral brainstorming based on set pattern.

Procedure: The students compare two or three pictures, which should
have some theme in common. Some examples are given in Box 10; or
you can use pictures from your coursebook, or cut out from magazines.
The comparisons are likely to be longer and more complex than those
produced in the previous activity. Students may relate to items within
the picture:

The girl in Picture 1A is prettier than the girl in Picture 1B.
or to the picture as 2 whole:

Picture 1B is the darkest,
Again, this can be done as a group competition, with a time limit.
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BOX 10 continued

BOX 10 continued
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5.5 Circle comparisons

Use of comparative adjectives to compare subjects, based on single-word
cues. Oral brainstorming based on set pattern; possible written follow-
up.

Procedure: Show the students several nouns laid out in a rough circle

BOX 11

Circle comparatives and superlatives

thus:
macaroni
ice cream apples
yoghurt salt

water curry
fish

The nouns should be connected in sense to a common theme (more
examples in Box 11). They can be displayed on the board or overhead
projector. Then ask students to suggest a point of comparison between
any two; for example:

Ice cream is more fattening than yoghurt.
Draw a line between ‘ice cream’ and ‘yoghurt’ to represent the
comparison, and ask for another sentence linking two other items . . .
and so on, until there is a criss-cross ot lines linking the words.
Participants should make do with known vocabulary, rather than
asking you for new words.
Variations: You can provide some extra practice afterwards by asking
students to recall sentences that are represented by the lines. Point to
one line, and ask the class what was said when it was drawn in; when a
student repeats the sentence, you delete the line — and so on, until all
the lines are gone.
Later, students may be given sets of nouns on paper to work on
individually, drawing in the lines and writing the corresponding
sentences below.
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boots lion
coat dress spider snake
shirt hat cat mouse
watch umbrella fly fish
jeans man
reading hairdresser
swimming sleeping bus-driver housewife
watching TV eating secretary pilot
driving dancing teacher mechanic
studying doctor
field car
wood river train plane
city village spaceship bicycle
sea lake ship skis
mountain submarine

(Or the students’ own selection of names of local places,
celebrities, television programmes, etc.)

© Cambridge University Press 1988

5.6 Circle superlatives

Use of superlatives to distinguish one of a set of cues; oral responses

based on set pattern; optional written sullow-up.

Procedure: Give the students circles of nouns as in Box 11, and asEk
them to take each member of the set in turn and find some respect in
which it is superior (ot inferior) to all the rest:

Macaroni is the most fattening.

Fish is the richest in protein. a ]
They can later be given another set to work on individually, writing

down one sentence for each item.

69




Materials:  Sets of five or six linked nouns,

5.7 Ranking

Use of comparative adjectives, as . .. as, not so . .
scale. Spoken and written responses to cues, free discussion.

and another four or five
adjectives that express criteria that might be applied to them. For
example, some of the foods suggested in Circle comparisons might be
given criteria like fattening, sweet, healthy, cheap. The nouns and
adjectives are laid out in the form of a grid (Box 12) and presented to

the class on individual worksheets, on the board, or on the overhead
projector.

Procedure: Check that the meanings of all the nouns and adjectives are

Variations:  This activity

known. Then students discuss in what order the items should be rated
under each criterion. For example, if they think that macaroni is the
most fattening, then they will insert the number *1° jn the appropriate
column by macaroni. Then, by discussing which of the other items is

more or less fattening, they will decide on a final order. And so on, with
all the other criteria, until the grid is filled.

is suitable for group work. Each group is given
the same grid to work on; later, results are compared, and the class tries
to reach a final consensus (almost impossible, in my experience, but
there is a lot of language practice to be got in the attempt!)

[ = — — = i = i e i

essential

healthy to life

fattening

macaroni

water

yoghurt

curry

arsenic

ds, to rank items on a

BOX 12 continued

strong

intelligent

beautiful

dangerous

lions

snakes

men

dogs

spiders

healthy

tiring

productive

enjoyable

watching TV

swimming

driving

studying

sleeping




5.8 Preferences

Use of comparative adjectives and as . .. as, not so ... as to express

preferences; inserting varied adjectives i i
s into fairly controlled se S
patterns; mostly oral. d -

Prohcedure.- _ Present a set of two or three words, expressing concepts
_tdat are élkel;f;)o Zriuse C(iif:ﬁm're positive or negative reactions (some
1deas in Sox 13). Ask students to express and justi i

ustify their
Forsscnt b justify preferences,

[ prefer snakes to spiders because they are more colourful and
graceful.

~ I'prefer a lake to a waterfall because it is quieter.
Th}s'ma)r_ be done in open class discussion, in groups, or individuall in
wrmnE; if the last, then results can be shared later. ,The aim is to gnc]
;Jat;tte\: : sryl(‘;]l;)rsst- members of the class prefer, possibly comparing their
Variations: Each student chooses his or her own set of ‘concepts’, and
goes round asking all the others which they prefer and whyp In this
way, all students are activated simultaneously, either asking or 'answer-
ing in a ‘fluid pair’ procedure. They can be asked to draw conclusion
as to the tastes and reasons of the majority, which may be interesti ;
share with the rest of the class at the end. -
Commient:  You might like to use for the basic ‘concepts’ things you

hgve been studying recently in class: new vocabulary, characters from
literature you have read, etc,

BOX 13

Which do you prefer, and why?

snake, crocodile, spider

mud, sand, rock

dog, cat, canary

morning, afternoon, evening
summer, winter, (spring, autumn)
countryside, city, village
swimming, dancing, running
sweet, savoury, spicy food

pop, classical, folk music
waterfall, sea, lake
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5.9 Quizzes

Use of comparative and superlative adjectives in questions (quizzes);
understanding, responding to and composing such questions; mostly
reading and writing.

Materials; Quizzes based on comparisons:
What is the highest mountain in the world?
Which is longer, the Amazon or the Nile?
More examples of questions using the comparative in Box 14a;
superlative in Box 14b. Vocabulary should be familiar to the students,
or easily guessed.
Procedure; Students answer the questions cither orally or in writing,
preferably in complete sentences:
Mount Everest is the highest mountain in the world.
They then make up their own quizzes, for each other to do.
Variation: Give the students only a name (Mount Everest; the Dead
Sea; Queen Victoria) —and ask them to say why these are outstanding.
Or take obscure names out of the Guinness Book of Records, and get
students to find out what record they hold by asking questions.

Comparative quiz
1 Where are there more people: in Indonesia or Japan?
2 Which is the larger country: the USSR or China?
3 Which can live longer: a man or an elephant?
4 Which is the smaller country: the Vatican or Nauru (island in
the Pacific)?
5 Which can jump farther: a kangaroo or a horse?
6 Which country produces more rice: China or India?
7 Which is bigger: a Boeing 747 or a DC 10?
8 Which ocean is deeper: the Atlantic or the Pacific?

(© Cambridge University Press 1988

Answers

1 Japan 2 the USSR 3 aman 4 Nauru 5 akangarco
6 China 7 a Boeing 747 8 the Pacific
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Superlative quiz

1 thch _is the highest mountain in Africa?

2 Wh!ch is the largest planet (in the solar system)?
3 Which animal lives the longest? -
4 Wh_ich is the largest snake in the world?

5 Which country produces the most wheat?

6 Which language has the most wards? I

7 Which is the lowest place in the world?

8 Which is the fastest animal in the world?

© Cambridge University Press 1988

Answers

1 Kilimanjaro 2 Jupiter 3 thet

urtle 4 th
5the USSR 6 English 7 the Dead Sea o
8 the cheetah
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6 Conditional clauses

(Note: in this section, the term first conditional refers to the construction
as in the sentence If I come, I will see him; the second conditional to If |
came, | would see bim, and the third conditional to If I had come, l would

have seen him.)

6.1 Finishing conditional sentences (1)

First or second conditional sentences; slight variations of controlled
patterns; oral brainstorming.

Procedure: Give a sentence using the first conditional, describing one of
a number of possible variations, preferably based on personal taste.
For example:

If I go to France this summer I will visit ... the Eiffel Tower.

If 1 had a million dollars I would buy ... a luxury yacht.
(More examples in Box 15) lnvite students to express their own
variations.

If T go to France this summer, [ will visit the Eiffel Tower.

If I go to France this summer, [ will visit the Louvre.

If I go to France this summer, [ will visit the Opera.
This may be done fairly briskly, going round the class; or each student
may be required to write down his or her variation.

Variations: Each student composes his or her own variation and then

goes round trying to find someone else with the same. If the activity is
done in full class, students may later try to recall what other students’

variations were:

If Mario goes to France, he will visit the Louvre.
e
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1 1f1 go to France this summer, | will visit ...
2 If I feel very hungry this evening, | will eat ...
3 If | have time next weekend, | will goto ...

4 If | have to write a story for homework, | will write
about ...

5 If you come to my home, you will see . ..

! 6 If I had a million dollars, | would buy ..

| 7 If you asked me out for a meal, | would order . e
| 8 If I could live anywhere | wanted, | would live ...
I 9 If I had 20 children, | would be . . .
: 10 If I had a museum, | would collect . . .

© Cambridge University Press 1988
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6.2 Finishing conditional sentences (2)

First or second conditional; variations of set patterns, less controlled than
(6.1) above; oral, with optional written follow-up.

Procedure:  Give students only the #f clause of a conditional sentence:
If I go away on holiday this year...
and invite them to compose their own endings (see Box 16 for more
examples of half-sentences).
Variations:  Give the ‘result’ half of the conditional sentence as a cue:
I would be rather disappointed if . . .
and do the same (more examples in Box 16).
suggestions, ask students to recall:
What were the most interesting endings you heard?
Who remembers what Monique would do?
For homework, another similar half-sentence may be given (not the
same one the students have already explored in class!), and students
write four or five possible completions, or a complete paragraph
enlarging on one particular response.
Comment: Note that it can be very confusing to mix the first and
second conditionals in a single activity. Stick to one or the other until

you are really sure your students are clear about the differences
between them.

After hearing a few
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BOX 16

Finishing conditional sentences (2)

First conditional

1 If 1 go away on holiday this year ...
2 If | lose all my money ...

3 If we get too much homework ...
4 [f my friend gets into trouble ...

5 If we finish early today . ..

I'll eat my hatif ... ‘
This school will have to close if ...
We will all be very happy if e

9 | will be rather disappointed if ...
10 Will you help meif...?

00~ ;

: 1 If | were a millionaire ...

| 2 If youloved me...

! 3 If | went to live in another country ...
! 4 |f we were all geniuses ...

: 5 If you came to visitme...

6 | would stand on my head if ...

7 We would all be very ill if ... '

8 Qur teacher would be delight_ed it

9 Would you be well preparedllf .:.?
10 My friend would give me a kiss if ...

@© Cambridge University Press 1988
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6.3 Chains of events

Use of conditional (any type) to describe results of actions; transg-

formations and some free composition; oral or written.

Procedure: ~ Give the class one if clause, similar to those suggested for

the previous activity:
If I had a million dollars . . .

(See Box 16 for further examples.) One student suggests a possible

result:
If I had a million dollars I would buy a yacht.

The next student takes the result, re-forms it into a condition and

suggests a further result; and so on. For example:
A: If I had a million dollars, I would buy a yacht.
B: If I bought a yacht, [ would go for a sail.
c: If | went for a sail, there would be a storm,
D: If there were a storm, my yacht would sink.
The same can be done, of course, using other types of conditional:
A: If Lam ill tomorrow, [ shall stay at home.
B: If I stay at home, I shall miss lessons.
or:
A: If the car had been going faster, it wouldn’t have been able to
stop in time.
B: If it hadn’t stopped in time, it would have hit the child.
Supply new vocabulary as needed.

Variations: The same can be done in small groups. In writing, it is best
done as a class activity rather than as homework: cach student gets a
sheet of paper, at the top of which he or she copies down the given
condition (or each student may be given a different condition, or —
better —invent their own). The student then fills in a possible result, and
passes the paper to a neighbour, who thinks of and writes down the
next event in the chain (using full conditional sentences as in the
example given for oral work above), and passes it on. After about ten

minutes there will be a number of ‘chains’ ready to be read aloud or put
up on the wall.

6.4 Superstitions

Use of first conditional to describe superstitions; free

composition of
single sentences, oral or written.

Procedure: Suggest some well-known superstitions, defining them
through conditional sentences:

If you walk under a ladder you will have bad luck.
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I a ginl catches the bride's bouquet after a wedding she will be the
KL LO MArTy. )
(home :::::T: suggcstium in Box 17: see also BIBLIOGRAPHY, under
1er SONFCeS, _

()‘."{ltl:d‘:‘l‘ll'h are )thcn mvited to suggest further superstclinons t}_ll?lz' knsv\;\ii
which may be written on the board, or col?ted | céwn. ey
probably need some new vocabulary; supply as ngoded. .

Variations:  The class might m'ilke a list of as many 5uhperst1 lthe asthey
can, write them out on a big piece of paper and put t e;n (1)‘n o .m
l¢sson or two later, students can be asked to look at the list a ~1¥1a11
memorize them. Then the paper is taken down, and 1}1: pat;snor s
proups they try to recall and write dou_m as many las t ezl c:t r.O st

Comment:  Students might find it a little dlfﬁc_kfj t at drsd o reca
superstitions, though they probably know many i bremlrgl e k ks l};
need to jog their memories (“What about the one about le:c i -
is also a good idea to ask them to think of superstitions '::]ey ol
homework the night before, writing them out in the coré :jn‘omillass \
or even simply making brief notes wthh can be expaln_lf: ll'llk_ ro.u .

This activity is particularly interesting with a multi lﬁgu? g fm[r)r.l

members can contribute superstitions new to others in the class
their different countries or cultural backgrounds.

BOX 17

Superstitions

ill have bad luck.
If you walk under a ladder you wi . .
If; girl catches the bride’s bouquet after a wedding she will be
the next to marry. ,
If you break a mirror you will have seven years bad luck.
If you talk of the Devil he will appear.
If you see a small spider you will get a lot of money.
i i ill die.
If a witch points at you, you will .
If you seratch your left hand you W|||l give money away.
If you touch wood your good luck will co.ntm.ue.
if you hear an owl in the night a fnenq will die. "
If a black cat crosses your path you will have good luck.

R —
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6.5 If only

Use of second conditional to expre

ss untulfilled desires; (also, possibly
wish ... construction)

; free composition of sentences; mostly written,
Procedure: Tell the students that they are to b
should write down what these would be.
wish form, if it has been learnt, or simpl
I wish I were very rich.
['wish I were good at sports,
['wish I could speak English well.

e given three wishes, ane
This may be done using the
¥ To. .. For example:

or:
To be rich.
To be good at sports.
To speak English well.

They should then writen down a

t least one reason why they want these
things, using the second conditional. For example:

If I were very rich, I wouldn’t need to work.

If I were good at sports, I would take more exercise.

If I spoke English well, I would be able to travel more.
Check, as far as you can, that their sentences are correct; then ask them
to get together in pairs or small groups and share their wishes and
reasons.

Variations: If a similar task is given later for written homework, it is a
good idea to ask students to suggest more than one reason for each
wish, and to discuss its implications more fully.

An amusing variation is to ask students to write down three negative
wishes — things they would hate to do, or hate to happen to them,
possibly using the formula I would hate it if...:

I would hate it if I lived at the North Pole.
or again the To . .. form:

To live at the North Pole.
Then the procedure follows that described above.

6.6 Justifying actions

Use of second conditional sentences t

o describe hypothetical situations;
written and spoken responses.

Procedure: Suggest a set of four or five unusual or immoral actions
(written on board, or dictated), and ask students to think of justi-
fications for doing them. For example:

Why might you
... Jump out of the window?
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.. steal something? o
. dehiberately break a glass: B . gt
(More examples in Box 18.) Students try to think of s,lmaml'(lm‘s lgg:il;m
they might, perfectly morally and reasonably, perform these :
[ f i
write them down. For examp _ s
a If the classroom suddenly caught ﬁr.e, and if I could not get to
door, 1 would jump out of the wmdowc.:l - e
If someone stole something fmm1 r‘net’, ar;( new
ing it, I would steal it back.
way of proving it, .
Note that the descriptions do not have to uff ﬁ)e exatctow‘:i';dtz ?jown
initial ¢ imited time — during which you to
imtial cue. After a limited time . &
your own suggestions! — participants sharle ideas. "l;(hey shoulf(i :r.};ew
make do with vocabulary they know, without asking you
words.

i is of
Variations: Small-group discussions may be held on the basis

i i vincin
students’ suggestions in order to de;tde on tl}e le;t (f}?: ‘resulf’
bossi ] e) for each course of ac

ossible reason (the #f claus : . o
phme) Groups then compare their results with each other, a
clause). ,

i i ‘best” answers. .
;sibly decide together on the : . I i
P("hl?ll)e Z‘ues may be used as the basis for creative wrltmgl,l but in e
case, students should be encouraged to des;nbe more det.al s,hor tgion
flll;'tljler suggestions as to circumstances which would justify the a

Why might you ...

|

1

|
1 ...jump out of the window? :
2 ...steal money? |
3 ... deliberately break a glass? |
4 ... pretend to be someone glse? e :
5 ...take off all your clothes in a public p ace.? ‘
6 ...drive a car on the wrong side of the roads :
7 ...jump off the top of a cliff? |
8 ... set fire to your house? |
9 ...cheat in an exam? :
0 ... paint yourself green? |

© Cambridge University Press 1988
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6.7 Looking back

Use of third conditional to describe

contrary-to-fact past situationsy
written work as basis for discussion.

Procedure: Students are told to write down three things they have done
(or not done) in their lives which, in retrospect, they regret; and three

things they are glad they did. This may be written down as follows:
Things I regret

I didn’t go to University.
[ never knew my grandmother.
I quarrelled with a good friend.
Things I am glad about
I'had children young.
I'came here to study English.
['was one of a big family.
They are then told to imagine what it might have meant to them if these
things had not occurred, and write down sentences expressing what
would have happened had things been different. Supply new vocabu-
lary to individuals as needed.
If I had gone to University, I would have got a better job.
If I had known my grandmother, I would have been able to hear
about her experiences.
If I hadn’t had children young, [ wouldn’t have been free to learn
a new profession at the age of 40.
I I hadn’t come here to learn English, I'd have missed making
some great friends.
Afterwards, students share and discuss experiences in small groups.
Each participant in turn chooses one item to talk about. Other
participants should be encouraged to react and comment on what is
said, particularly if they have had similar — or conflicting— experiences.

Variations: For writing, an essay title can be given such as Why |
regret...ot Whylamgladl. . You may wish to direct students to use
conditional sentences in their essays; but these would be likely to occur
anyway, particularly if the essay is given as a follow-up to the
classroom activity described above.

Comment: Some students find it difficult to think of ideas, others have
plenty: so let the more inventive ones think of as many as they like,
while others may only have one or two.

This activity is most appropriate for adult learners,

See also:

17.3 Desert island equipment;

17.5 Games and their rules:;
17.8 Dilemmas.
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7 'Copula’ verbs -
(Verbs whose complements refer back to the subject, e.g. “Jane looks
happy.')

1.1 Defining by sense

i il i s based
Verbs of sensing + adjective; free composition of simple sentence
un object cue; written and oral.

] nses as
I'rocedure: Describe an object to the class, throggh as ;:nany ;insle-
you can, and ask the class to guess what the object is. For example:
3
It feels smooth and hard. o
It tastes sweet or sometimes a bit acid.
It looks attractive.
It smells slightly sweet. s . .
the answer beir;gg ‘an apple’. Then invite them, in paérshor groul;stlzo
: iti ] the rest of the
i imi for other objects for you an
invent similar definitions _ . ;
class to guess. Some ideas for objects which lend themselves to suc
‘ -y . . 19‘ . .
lefinitions are given in Box ‘ o T
Vv :riation:;' For homework, ask students to write youh similar udess
‘nitions for three objects of their choice, which you then have to guess.

BOX 19
____________________ -
_______________ I
[
' How do they look/sound/smell/feel/taste? :
| i 4 a parrot
“ 1 anapple 2 ababy 3 chicken soup d :
ioli hand grenade |
: 5 afur coat 6 a violin 7 an orangetree_ » _S—a_ ars _g_ G -
D e e = 2 s SR D A I NN — iilleeene
(© Cambridge University Press 1988
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7.2 Not what it seems

Use of ‘copula’ verbs to contrast what something seems like with whar OX 20b
is; written and oral,

Procedure:  Give students the second half of a sentence, beginning *hy Not what they seem (2)

in fact.. ., for example:

... but in fact it’s very good for you.

... but in fact he is wicked.

and ask them to reconstruct a possible first half:
It doesn’t taste very nice ..,
He looks friendly .. .

and decide what the sentence refers to (for example, ‘bran’, or an evil

2 awise old woman -
4 guavas 5 vitamin pills

7 an old book

1 Superman :
3 a confidence trickster
6 Snow White's poisoned app_le
8 a broken radioc 9 an ageing actor

() Cambridge University Press 1988

character in a film). There are some examples of cue half-sentences in
Box 20a. See how many variations (and how many subjects) you can.
find for each cue.

Variations: When they are used to this sentence-form, students can be
given only names of items referred to (Box 20b), and make up the full
sentences themselves (possibly for homework).

Comment: Apart from ‘sensing’ verbs (taste, feel, smell, etc.), you may
like to add seem and appear, and allow the possibility of using ... like
(‘It smells like a lemon .. ) as well as the adjective (‘He seems

happy...).

Not what they seem (1)

1 ...butin fact it's very good for you,
2 ... butin fact he's rather nice.

3 ...butin fact it's very enjoyable.

4 ... butin fact they are poisonous,

5 ...butin fact it's quite safe.

6 ...butin fact she's very gentle.

7 ...butin fact it'’s no good at all.

8 ... butin fact they work very well,

e e e ]

|
I
|
I
|
|
|
|
|
I
|
|
|
L.
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8 Countable/uncountable, singular/plural
nouns

8.1 Remembering pairs

(‘Pelmanism’, ‘Memory game’.)

plural forms; short oral responses to picture cues.

Materials:  Sets of small cards made up of matched pairs whose link is

immediately and easily grasped. For example, pairs of pictures of
identical objects; or of the same ob

pictures and corresponding words or

derived from the material given in Box 21). One set should consist of
about 40 items (20 pairs). Published sets of small picture cards for

language learning can be used to make materials for this activity (see
BIBLIOGRAPHY).

Procedure: Students work in pairs or threes
distributed before them, face down. Th
two cards and reads the written text(s)

an umbrella
some sheep
a boy

then replaces them face down. This process is repeated, in turn, by the
participants, the aim being to remember where the different cards were
located and to turn up a matching pair — which then becomes the

property of the one who found them. The winner is the one who has the
most pairs at the end.

phrases (any of these sets may be

, with the cards randomly
e first student turns over any
or defines the picture(s):

Insertion of a/an/some, use of singular/

jects in singular and plural; or

Y

e W Fwyy

(—

T

|

|

I an orange

i

I

I

==

|

i

: a man

I

I

e -

|

|

|

|

|

I

g B

|

|

|

| awoman

I

|

' ST

o= s

|

|

: a foot

|

I

I

|

| an elephant

|

I

|

g s
a sheep

WOX 21 continued

(some)
elephants
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2 Piling up stores }

wertion of alan/some before appropriate nouns, use of singular/plural
s brief oral responses based on given pattern; optional written

Tullow-up. |

Pocedure:  You start off with a sentence such as: ‘
In my kitchen store I have a carrot.
The first student continues:
In my kitchen store I have a carrot and some sugar.
The second:
In my kitchen store I have a carrot, some sugar and some eggs.
And so on, each student adding another item until the sentence becomes
impossible to remember, or until you decide the class has had enough.
Variations: The introductory sentence given above is quite arbitrary; it
is probably better to invent your own, based on some local place or
vircumstance.

Immediately you have finished one such ‘round’, ask students to see
if they can recall, in writing, all the items mentioned — and see if you
can yourself. Then check each other.

[ usually use food as the topic, because it provides plenty of varied
examples of countable and uncountable nouns. But there is no reason
why you should not ‘pile up’ classroom equipment, clothing, or any
miscellancous collection of items you like.

BOX 21 continued

8.3 Kim’s game

Insertion of alan/some before appropriate nouns; use of singular/plural
forms; brief, mainly written responses; follow-up discussion, using how
muchl/bow many.

Materials: A tray displaying about 20 different items, which can be
defined by a variety of singular and plural nouns, all known to the
students.

Procedure: Let the students look at the items for a minute or two, then
cover the tray with a cloth to hide it. Ask them to recall and write down
as many of the objects as they can — with appropriate determiners, of
course. Then check answers, and see who is the ‘champion’.

Variations: 1f the items are distributed in varying quantities (‘a litre of
milk’, ‘six stones’), then you might ask them to recall exactly how
muchlmany of each there was. In groups, each student recalls and notes
down all the quantities he or she can remember, and then asks other
group members:

How much/many X was there?

© Cambridge University Press 1988 _
in order to complete the list.
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8.4 Equipment for a project

P the latter, it is a good idea to p(uwdc aset dialogue (as Lll-l!(.).wd
hove, for example), and individual five- or ten-item shoppmg m.s.b

There 1s a lot of material to be prepared for thn;; activity; butitcan be
teused, and | have found the work put into it a g_ood investment.
Published sets of picture cards for language learning (see BIBLIO-
WiAPIHY) can be used.

Insertion of a/an/some before appropriate nouns; use of singular/plugd

forms; also how muchlhow many; short written phrases, with discussie
follow-up.

Procedure: Give the class a project which they have to plan, such as 4
meal, a camping expedition, a class outing, a party, a weekend course
a propaganda campaign. It may be an imaginary one, or some real
event which is actually planned for the near future. Discuss with them

what equipment they will need for it, listing three or four items they. DX 22

suggest, with appropriate determiner (a, an or some), on the board

Then ask them to finish the list in small groups, helping with new

777777777777777777777777 .
; - piaiaintbt . |

vocabulary as necessary. Next, working with the full class, compile 4 | Shopping \
definitive list on the board, agreed on by all. Finally, decide - in groups : | — 15 (some) potatoes 29 (some) bananas

or all together — how much/many of each item will be necessary. S (5 book 16 (a) pen 30 (an) apple ‘
Variations: It is a good idea to compile your own list of equipment in F (a) hat 17 (a) coat 31 (a) shirt L
advance; this may be then presented as a possible ‘right’ answer, to : 4 (an) umbrella 18 (a) watch 32 (a) handbag .
which they can compare their own — or simply as a source of more I 5 (some) coffee 19 (some) milk 33 (Somzi P, |
ideas. ' & (an) electric fire 20 (a) chair 34 (a)take '

' 7 (some) flowers 21 (some) wine 35 (a) ca 8 :

5 (o) radio 22 (a) television 36 (some) rice |

I 9 (some) glasses 23 (some) meat 37 (some) g'ﬂtej |

8.5 Shoppin ' 10 (some) matches 24 (some) eggs PR !
' PRing " 11 (some) wine 25 (a) pair of shoes 39 (a) scarf :

; . : ) (a) penknife 26 (some) butter 40 (some) money |
Insertion of alan/somelany before apropriate nouns, use of singular/ : 3! laomme)tes 27 (a) bicycle 42 (some) gloves |
plural forms; oral dialogue. | 14 (a} vase 28 (some) trousers 41 (a) watch ,
. Iy, : : , , 4 |
Materials: Individual copies of lists of about 40 simple items. These | 4

may be written out with a/an/some, or without: it depends how far you
feel your students can be relied on to produce the correct determiners
on their own. Also, at least two pictures of each item on separate cards
or pieces of paper (80 pictures). A sample list 1s in Box 22; correspond-
ing pictures can be found in Box 5, page 6.

Procedure: Half the students divide the pictures randomly between
them: they are the sellers. The others, the buyers, take the written lists,
and each chooses ten items he or she wishes to buy. They then

approach the sellers, who do not openly display their wares, and
request their items.

Do you have any apples?

Yes, here you are. / No, I'm sorry, I don’t have any.
After four or five minutes, see who has managed to buy — or sell — most
items. Then the buyers and sellers change over, and pictures and lists
are redistributed.

Comment: This activity works best with younger learners,and beginners

90
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8.6 Shopping list

Use of alan/some (and possibly any) with appropriate nouns; use of
singular/plural forms: oral dialogue.

Materials:

Procedure:

Individual copies of one shopping list, consisting of nouns

known to the students, preceded by alan/some, or with no determiners
at all (depending on how well your students can be relied on to produce
the correct determiners on their own). Examples in Box 23a.

Tell the students that each should choose five items from the

list which they would like to buy. But products can only be supplied if

91
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there is sufficient demand: so in order to buy” an item, each student hag
to find at least four others who want it. Working in ‘fluid pairs’, they
try to find ‘co-buyers’; '

I want some ... and a ..., do you?

—————————————————————— =
I'want some ... too, but [ don’t want a. .. ittt o |
A time limit of four or five minutes for this should be plenty, 1 Shopping list :
Afterwards they report back how many items they have succeeded i R s ,
‘buying’ (i.e. have found four ‘co-buyers’ for). - i !
L ; ) advice on my
Variations: The same procedure can be repeated immediately after- -1 (some) fun 9 Lﬁ%?l?ms :
wards, with students trying to get a higher ‘score’ of successful ‘buys" 2 (an) autolmat;cr 10 (some) more friends |
The things to be bought do not have to be real marketable commodi | 3 rous:cme;r; tiie %o 11 (some) more progress [
ties; students may enjoy doing this activity on the basis of a list of more. { dsc??t:ings in English :
imaginative ‘desirables’ — an extra ten years of life, for example, or & B (a) riew job 12 (a) talent for music or ,
perfect figure (see Box 23b). | 5 (a) trip into the future art :
Comment: You may find that you have to make the number of | (of my choice) 13 (an) achievement :
‘co-buyers’ larger or smaller, according to the size of your class. | 6 (some) patience 14 (some) peace and |
' 7 (some) excitement guiet ] |
: 8 (an) extra ten years of life 15 (a) perfect figure :
BOX 23a B i han Ll et o L ks ool 392 |
e T S e S 4 () Cambridge University Press 1988
Shopping list
ListA See also: st el Bobs
4t ' ural forms);
1 (a) colour television 9 (some) gold 4.1 Association do"?‘"“? of P ; : _ ‘
2 (a) motorboat 10 (some) good food 11.1 Bingo, 11.2 Quick Bingo, using varied countable and uncountable |
3 (some) land (for farming 11 (an) apartment items;

4 (a) fast car

5 (an) electric typewriter

12 (some) tickets for a
holiday cruise
13 (some) theatre tickets

11.4 Possessions; A _
16.1 Describing pictures (1), 16.2 Describing pictures (2).

6 (a) country cottage 14 {some) clothes for
my holiday

15 (some) improvements
to my home

16 (some) furniture

7 (some) kitchen equipment

8 (some) courses of study

© Cambridge University Press 1988
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9 Future tenses

X 24
s — — = =& e — — = - e e e e S
What will/could you do with them? |
1 acup :
9.1 What will you do with it? |
2 astone !
. | |
Use of going to or will to express planned future action; oral brainstorm, 3 aplate :
Materials: A collection of small, readily recognizable, objects in a bag; : L
or a set of picture cards depicting similar objects; or the names of the ' it |
same items Written on slips of paper (see Box 24). : i i :
Procedure: Display one object or picture to all the class except for one | i |
student, who has to guess what it is. The guesser asks: ; il l
What will you / are you going to do with it? : b :
and the other members of the class then describe their (imaginary) ; 7 ablanket |
plans for the object. Their utterances should preferably express less 1 :
obvious or conventional uses, so that the guessing is made more : 8 4ptece afiwood ;
f:hallengmg, and the hints more entertaining. For example, if the article ' |
is a cup, students may say things like: ' 9 a box of matches I
I will / am going to water plants with it. | :
1 will / am going to break it. | 10 a shoebox !
1 will / am going to make sandcastles with it. | I
as well as the more conventional: | il :
I will / am going to drink tea from it. : [ |
Variations:  After a few such objects have been guessed, one can be i R ‘L
displayed again, and you ask: ’ ' 13 a litre of water |
Wl?o remembers what will be done with this object? ' I
If you wish to practise the future passive, answers may take the form: | 14 alump of clay :
It will be broken. - ' |
It will be painted. bice e oo s SR = R T 3

~ otherwise they may simply recall who said what:

Simone is going to break it. e

Antonio is going to paint flowers on it.

9.2 Diaries

Use of going to to express future plans; oral or written responses, based
on more or less controlled sentence patterns.

Materials: A diary showing the days of the week filled in with notes of
different planned activities (Box 25). This may be presented on

94 95
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individual worksheets, or on acetate film to be shown on an overheac

projector.

Procedure: Using the diary as in Box 25 students expand the notes

the squares to full sentences. They may use the first person, or, if th
diary is assigned to an individual (called, say, Mickey), the third. Fo
example, the note ‘office’ at 9 a.m. on Thursday becomes:

I am going to be in the office from nine a.m. on Thursday.
or:

Mickey is going to be in the office . .
This may be done orally, round the class, or in writing. If the latter,
students may be asked to expand all the entries for one day into full
sentences (a bit tedious), or select for writing only a set number of
activities according to some subjective criterion: those they think they

will enjoy, for example, or those they think they are likely to forget,
and therefore need to write in full.

Variations:  After the students have worked for a while on one such

98

grid, it may be taken in and a blank one (Box 26) shown on the
overhead projector or drawn on the board. Students then have to try
and fill it in from memory: one student, for example, might recall:

I 'am going to be in the office from nine a.m. on Thursday.
whereupon you, or a volunteer student, fill in the note ‘office’ in the
appropriate space. The same may be done in groups: each group gets a
blank grid, and one ‘secretary’ fills in everything members of the group
can remember — taking care to accept only full future-tense sentences!

W= p. 100

PHIare tefiaka

4 Finding a time to meet

e of present progressive or going to to express future plans; oral
yuestions and answers.

Pracedure:  In pairs, each student has a different schedule for a wEek
(Box 27, for example). They have to try to find at leas_t one time w er}
both are free to meet (or, preferably two or three poss.lble tlmkels, out ?h
which they choose the most convenient). They do this by asking eac
sther questions:

- g(;hat are you doing / going to do on Tgesday?
Are you going to be free at seven on Friday? a1 o
If they cannot meet their partner at the time proposed, they mgsft;r Z
why (i.e. describe what they are going to do [ are doing then). :
few minutes, check to see whether all pairs have found one or more o
» ‘correct’ times to meet.

V.-:plf\r':ztt;))ns: Give students blank grids (as il’ll Box 26) and_tell tl_uem to fill
about two thirds or three quarters of it with their own 1magu;1ary —hor
genuine! — programme of activiltles for the coming week. T eyAt zn
talk to partners and try to find times they are both fre;: tohmeet. s; : 2
optional continuation, they may go on to try to ﬁx_afulll't er ap!:;oh
ment with someone else —and so on, until the diary is full, or until they
are unable to find anyone to meet in the little spare time remaining.

w>p. 102-5
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9.4 Future of a picture

Use of going to or about to 1o deseril

X 28 continued
storming; optional wrirten follow-up.

womminent actiony oral byl

Materials: A picture of some kind of intere
displayed to the class or distributed to individual participan
Examples in Box 28; or use Cut-out magazine pictures,

Procedure:  Ask the class “What do you think will / is going to happ
next?’, and students contribute suggestions, using the specified fuuy
form. They may be asked to give evidence for their ideas, or try ¢

decide which of the suggestions is the most likely. Give new vocabulap:
as needed.

Variations: Usually this activit

sting or dramatic acti

y takes the form of a free brainstorm; by
sometimes there may be a ‘right” answer — if, for example, the picture |
taken from a play or film and you know what comes next; or if the
picture is one of a series (e.g. one of those in Box 59, page 216), witly
the sequel available, Then the activity may take the form of g
guessing-game, and you can help with hints (*Look carefully at thay
character in the corner and think again!” .

For homework, several such
write a sentence for each; oron
paragraph.

.- “You're very close?’),
pictures may be given and the studenty
€ picture may serve as stimulus for a full

BOX 28

Pictures with a future
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BOX 28 continued
X 28 continued

() Cambridge University Press 1988

95 Mime continuation ‘

Use of interrogative of going to or about to to ask about imminent action;
free oral responses based on mime cues. 'I

1

Materials: A set of cue-cards or slips of paper, on each one of which is | h
written a sentence using going to or about to, describing an action l
about to be done. For example:

You are going to drive a car. .‘
(Further ideas in Box 29.)

Procedure: One student takes a slip, and mimes things he or she might ‘w
do leading up to the (future) action. The others have to guess what is ‘I‘ ‘
about to happen, using question forms, and trying to get as near as |
possible to the text of the cue-card. l

Are you going to / about to drive a car?
The mime should not, of course, include a demonstration of the action \
‘
|
|

itself.
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Variations: Students mav i
e ls d'o‘m b;t;duin.s I:l;lly mvent theie own ‘future actions’ o mMime
H YOu shoulg NAVE A FesServe s ; b ) ,
L i haveares e supply of ideas re: o
less imaginative or confident ones, A eas ready to help

___________________________________ .
BOX 29 |
10 You are going to play cricket. :
You are about to / going to i
R T B i
R SR e e |
! - |
| 1 You are going to drive a car. 11 You are going to paint a picture. i
l 1
. |
b el --ToTTTTTTTTTTTTTTTT T
R . |
: 2 You are going to wash your face. 12 You are going to dance. 'i
[, s o Pt |
b e e .- -----c-o-oTTmmTToTmmTTETTTETE 4
A e T B T T R
: 3 You are going to drink a Giip oF tes () Cambridge University Press 1988
|
R R,
: 4 You are going to swim.
I
R e e e o e 9.6 Future of an object
| ==
5 You i . ; ' . ; :
| are going to play a guitar. : Use of going to or will, especially in the passive, to describe non-
. | imminent future events; group oral brainstorming, free discussion.
L T T T T T T T T T e e s e s e [ i , .
=l R B Procedure: Suggest a simple object or raw material — an egg, for
6 Youare going to shout. | example —and ask students what they think will / is going to happen to
'L : it in the future. For instance:
O e R e~ o I It will be part of a cake.
Loy .. | COIFTTRECEIEEESS T It will fall on the floor and break.
,I ou are going to fall asleep. i Then give groups of siudents lists of five or six such items (ideas in Box
Ll N l 30) and ask them to note down possible future ‘destinies’ foreach one—
: __________________________ || as many as they can think of within the vocabulary they know. Ideas
M e | are noted down by a ‘secretary’. Later all the groups’ ideas for each
[ g9thg fo wark. ! item are compared or pooled: which object/material is the most
! | :
s L , ve_rsa_nle? ‘ . . ‘
A e B PR [ Variations: The group is asked to list all the things that will be done to
|19} Youategaiiiito i ' the object in a possible sequence. The egg, for example:
; geingta pick 3 flowear, ! will be sold. will be put in a fridge, will be taken out, will be
o oo | broken, will be fried, etc.
__________________ I W
————————— |
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BOX 30
) Objects with a future X 30 continued ‘||
: :— ___________ e . S S EEES S E T e e n = =Tl St A i
| i I' I I |
| S ! ; 10 some steel wire | 20 a cardboard : 21 achain : [ |
: a stone : 2 a potato '3 aplank of wood | box | '
I | I | [
\ [ : | | l r.,
| |
S e S L A e R Rl et i ! |
_________ | | | |
: rl : | | | f
I 4 ' | 22 abottle ‘ 23 a carton of ' 24 four tyres : 1
| 3 lump of wood | 5 a screw | i milk l | “I |
i I | 6 a battery ! I I "
| | ! ! i |
'I ' ' ' ' ! | h
| | T e i Wit NS _J ‘I
: |
:

(i) Cambridge University Press 1988

I_______________L____k____ =S .
‘
L_—.]

9.7 Plans for a trip

Use of going to or will to express future plans; free discussion or writing,
|

some reading.

Materials: A collection of data about places and/or things to do on a
trip or holiday. This might consist of a list of possible activities (Box
31a); a list of equipment or gear that will be needed (Box 31b); part of
a holiday brochure (Box 31¢); or a map of an area to be toured with
places of interest marked (Box 31d). Each student should have a copy I i
of the data you have chosen to work on.

Procedure: Tell the students that they have a week off for a trip, and
they have to draw up an itinerary and programme of activities, ‘

bringing in all (or as much as possible of) the data they have been given,
and using the prescribed future form. After one such exercise done with ‘ I
all the class together, they may do a similar task in groups, pairs or |
individually. They should write out the finished plan in complete ‘ '
sentences and paragraphs. Different programmes can later be read out | ‘.'
|
‘\

and compared.
Variations: Each participant tells the others, or writes down, one thing

that he or she would really like to do on holiday. Then the programme

has to include something for everyone.
A programme based on the limitation of a sum of money may be

made into a group competition. Tell the students that there is a sum of
113 |




a thousand/three thousand/ten thousand pounds available 1o be Wl
for a trip abroad: the group with the best
money will get it. The judge may be you or (better) a panel of studenss,
who work out what their main criteria will be for judging entries whil
the others are planning their trips.

You may wish to ask your class to write out their plans neatly and

add maps and illustrations for displaying on the classroom wall.

Comment: This activity is basically a simulation, and the more serfs
ously the students relate to it the better. Keep them aware of real-life
factors, and remind them to make their programmes realistic and
practical (“That’s a nice schedule, but have you considered what you'll
doif it rains?’ ... ‘Don’t you think that’s a bit tiring, all in one day?"), If
the plan can be linked to a real trip due to take place in the near future,
so much the better.

Note that the more explicit the preliminary data, the easier and more
controlled the exercise: the list of activities (Box 314) virtually dictates
the content of most of the sentences of the plan, the list of equipment/
accessories and the brochure (Boxes 315 and 31c¢) allow more room for
variation, though giving some lexis on which to base sentences, and the

use of the map (Box 31d) makes the students invent their own
sentences more or less from scratch.

Holiday activities
,  Skiing, skating, dancing, sunbathing,
| resting, meeting people, touring.
 Swimming, scuba-diving, visiting nightclubs, walking, :
i sunbathing, sailing, driving, seeing shows, fishing,

cating out, walking, '

____________________ _J
i Camping, wglkmg, cycling, riding, swimming, visiting stately
I homes, learning about nature, rock-climbing,
|

_______________________ |
I Resting, taking hot baths, sunbathing, reading, seeing films,

hearing interesting talks, listening to music, eating good food
coach-touring,

b

© Cambridge University Press 1988
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DX 31b -
Holiday gear and equipment

Ll ¥ ses
Ll t‘

SRR 1k ook ol harhing costime, Harp ing-rod
Goggles and snorkel, bathing costume, harpoon, fishing-rod, 1
evening clothes, life jacket, driving licence, camera. T

St e S S I

____________ i idi ide

Tent, sleeping bag, strong shoes, bn:yclei riding ciotk;is;;lgiig |
5, i n rope, sw

books, books on plants and animals, nylon rope, i

costume, hat, sunglasses, torch. :

(1) Cambridge University Press 1988

BOX 31¢c
Holiday brochure

treets. See 16th-century
The Channel Islands e

Jersey Bay, reached by a garrq\:if Cﬁiﬁ;
The largest of the group, Jersey way or by fen;y g}t high t:) u?il i
lies 100 miles from Weymouth on %ﬂ ?l(lilge 311 Ca(:{lzy w)i(th S
¥ th coast. Despite its ont Orgu ‘ >
Enghajalli: i(:;)out 45 square miles leaux and museum, while tiézn\; ;
Smtlu:re: are some 500 miles of lage itself boasts a ponefgmﬂl i
:oads suitable for motoring and whelx{'e you can see cra
it to hire a car. The scenery work. ‘ 0
i'taf'izzsgt?m magnificent cliffshon Spo;u;;gr engt£111;51§f(t)sm:_r:ac\;:g,
t to sandy beaches catere - golf, -1acit
. tlﬁonhuctﬁa:rith lush valleys in  surfing and underwater swimmin 05
e are among the many pursuits y !
betSweeHn;:Iier is Jersey’s capital, can follow - or simply relal).xl on }?ig-
dthas plenty of shops and en- of the clean, golden gfacdses
fa:nainment in its charming ingamong rocky headlands.
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BOX 31¢ continued X 31d
= T e - - Map of holiday island
I 5 ; i muchwofeetecrioa RS © eeofholdayland =
i Winterin Britain much to offer the eager shopper. NS e et :
! This is the season for visits to Even if you’re based in London, N I
Ir the theatre, opera, concerts and  you don’t have to spend all your I
 ballet, or for discovering the time there — and that goes for all e '
| [reasures of the hundreds of the year round, too. Take a train I
| museums and galleries through- o coach and see what else Britain I
: out the country. Soccer is in full  hasto offer; there are many excur- [
| swing and there’s rugby, too, with sions, even in winter, and among '
' thrilling international matches at  the great country houses which !
ing aiche: grea try :
I the famous grounds of Twick- keep their stately front doors open |
: enham in London, Cardiff Arms  throughout the year are Longleat ! |
i Park in Wales and Murrayfield in  angd Woburn Abbey, Hire 3 car i b : !
I Scotland. If you prefer four- and drive outinto the beauty of the | = s :
I legged sport, it’s the steeplechase  winter landscape — the scenery is | . > |
: season, with meetings at major  gj] beautiful - and the people will I' o\ e [
1 Facecourses in all areas of Britain. have more time to chat to'you at =) & [
1 Ifyou’re energetic and like to take  this time of year, | 2N :
' part in sports, Scotland is the I == ‘Archeological |
I’ place for you at this time ofyear, as l' siteard mussdm e |
i centres such as Aviemore have ] SH== [
N : Pk e [
| excellent facilities for‘ winter | The lsland o= e ;
I sports and year-round holiday en- I S g :
tertainment. | - |
|] Ifyou prefer a more relaxed way Ir _____________ =
i of life, you can eat out by cosy S
! candlelight, or have a few drinks [ il =l 1 1988
I beside a roaring log fire in 2 [ (© Cambridge University Press
[ [
,  country pub. ;
! I
I London’s attractions I
I London has plenty to offer during ! 9.8 How will the story end?
' the winter months especially in ) " -
. L) I . : : ral brainstorm-
| the way of entertainment - and the ! Use of going to or will to describe future efveﬁlts, reading, o
I shops act like a magnet with their I RS EL ; ; i ritten follow-up.
l arrap_\)f of presents ﬁg)’r1 the Christ- i ing or discussion, with opnonalwl itially to the students without its
" mas shopper, followed by bargains " Materials: A story, presentfad initially Jeiit ‘ericing, Suzh stoie At
. galore in the January sales, But it’s " ending, or with an uncertain qr‘amblva en i, Bt sy o
I notonly London that offers value | Ait c;nveniemly given as individual written cop t,e s. They may be
' shopping — most of our suburban ! H; ad aloud or improvised orally from kske}etonl no nd- hst AL
{ d provincial centres have just s ! r OKs Of stories a
, An@provincial centres have justa [ taken from the coursebook or from bo
bt = i OO s e oy, o, . . f
PHY). rm of a
BI%LﬁgilR:teriai may be presented very effectively in the fc
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recorded short stor :
A ! ¥s radio play or dramat
il Al : Ay or dramatized narrative, or a (vic
Pr()cc‘(;;:npm;j atsome pomnt before (he drnuucnwr‘lll e GER
edure:  Present the incomplete e )
how it will ! - complete story, and invite st ic
cot . . i suggestions as
et :;It:;;m btudc.pts may brainstorm sin1pl::bnnc-::':1rd:|‘
o d duss each idea as it is proposed, accepting ol n
may discloseg the(ziigft’tg Wd9rk (qfu rharl e of c%;n::‘“;}
nding (if there i :
o ! ( one) at the end ¢ acti
Van'atz'onfpt %lllle of th?lr suggestions — or approve themc;l?f et
: € activity may be made a little longer and mc:re varied by

e"ellts fOHO W lllg an ll]conlptete stor ’ ]
g
¢

For those who teach i
3 iterature as :
vech part of the English iq
o r;:l(-qnueetzan lbe used V\_rhen presenting a story, p]agy i)r ;}21353?8, v
b stlmulate‘ discussion of plot or character ( ‘jud“? T
hen ey e 3 v do you thin Sh il rca
or tragically?’, .. Wh;ﬂ’) + D0 you think this is going to end happily

9.9 Horoscopes

Use of goin '
£ g to or will to ex i
iriting, press non-imminent future events; mainly

Procedure: 3 5
i aAﬁf(OS;esﬁtetéfz}ts to compose a horoscope for an unknown
ey I_pal_:)er: it shou!ld be interesting and not too
e af 1m1ted future time (next week/month/yea )
e L tre tuture life. Try to get students to b yh ;
cabulary they already know, without getting nejvs iv:)riilr
s

piece of paper which is to be ‘hj
: e ‘his or h ' '
or all of the horoscopes’ may be ?éa; ;E)(Lfg e Al S

Variations: A
¢ Ask the students ¢
horoscope - 0 compose very optimistic a :
pes. Then, instead of distributing them personall;dtﬁesifable
» (N€ horo-
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seapes are put up on the wall round the class. You and the students
then go round reading them — and correcting the English, if necessary —
and each member of the class chooses one future he or she would like
und appends his or her name at the bottom. Students then read out the
futures they have chosen for themselves.
Or ask students to compose an ideal horoscope for themselves, and
another for someone (anonymous!) they hate; or one for a specific
person — you, a fellow-student, a famous politician or television

personality.
For students unfamiliar with the idea of a horoscope, you

Lmment:
may need to explain what it is, and possibly show them an example

{rom an English-language newspaper or magazine.

9,10 The world tomorrow

s of will to describe non-imminent future events. Written brainstorm,

lollowed by free discussion.
Procedure: Ask students to write down a list of changes they expect to
see in the world by a date 50 years hence. For example:
We shall have a working day of four hours.
Every home will have a video telephone.
People will live to be 100 or more.
Europe will be a single country.
They may be told to write as many as they can in the time given; or you
may want to give them a series of topics (education, technology,
politics, fashion, sport, etc.), and ask them to write one or more idea
for each; or they may be asked to describe three or four developments

they expect to occur in areas they are expert in.
The ideas are then read out and discussed. Those that most of the

class agree with may be written up on the board.
Variations: In groups, students can try to sort their predictions into
‘optimistic’ and ‘pessimistic’ ones — not always as clear-cut a distine-

tion as you might expect!
Later, students may choose predictions that particularly appeal to

them as the topic for a short essay.

See also:

6.1 Finishing conditional sentences (1);

15.5 Common denominator (using future in the original sentence);
20.6 Election campaign (using active or passive);

20.7 Results of events (using active or passive).
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' ried.
By 1796 he or she will have mar i
806 he or she will have become mperor. ) o
The u?gcrl students guess who the personage is. The same can be don

i writing for homework, for you to guess.

10 Future perfect tense

10.1 Kim’'s diary game

Future perfect tense in simple spoken/written sentences,

Materials:  Any of the filled-in diaries in Boxes 2 and 27, pages 96, 1(),
and 104,

Procedure:  Ask students a few questions starting ‘What will you ha Vi
done by. .. (a certain time on a certain day)’, and elicit answers usj
the future perfect. Then tel] them to study two specified days of the

then turn the diary-sheets face down, so that they cannor sce them, and
you ask them to write down what they will have done by a specified.
hour on one of the days — for example, by half past three on Tuesday,
They may work individually, or in pairs or groups. Check answers, and
see who has remembered most. Then do the same again, with two other
days, and see if they can get better scores,

10.2 Predicting achievements

Future perfect tense in simple sentences: oral brainstorming, optional
written follow-up.

Procedure: Tell the students to invent for themselves an extremely
successful future career in whatever field they like. Give them a minute
Or two to imagine what kinds of things they will achieve, and to ask
you for new vocabulary where needed. They may jot down ideas in
writing, and should also note ar what age they will have thejr different
successes. Then ask them to tell each other (possibly in groups) what
they will have done by the age of 30, then by the age of 50, then by the
age of 70 (if your students are over 30, adapt ages accordingly). Finally,
discuss with them who will have had the most successful career of all.

Variations: For homework before the lesson, each student chooses a
famous historjcal personage, and notes down important dates in his or
her life. In class, each student gives his or her date of birth, and ar least
two dates, or ages, by which he or she il have done certain things:

Itis 1769; my person has just been born,
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11 Havel/has (got)

(as main verb)

For the sake of simplicity and brevity, I have used only the simpleg
havelhas form in my examples; those who teach British English and
prefer havelbas got to express possession will need to amend my

sentences accordingly.)

11.1 Bingo

Simple I have sentences; controlled oral responses; possibly some simple

reading.

Materials:  Pictures or written names of objects, animals or people.
There should be two copies of each such item: one on a separate piece
of card, the other on a sheet showing several items together, The
materials cannot be illustrated here as they take up too much space and
are too numerous: you can use some children’s Bingo or Lotto games,
but I usually adapt sets of picture cards for language learning (see
BIBLIOGRAPHY), adding written versions if necessary,

Procedure: Each student has a sheet displaying several items. You (or
one of the students acting as ‘caller’) have the pile of separate

cue-cards, and offer cach one in random order, using the question
‘Who has...?»

Who has a horse?

Who has the policeman?
The student who possesses the item answers using ‘I have’:

I have it / a horse.

I have him / the policeman.
and receives the card with which he or she covers the item on the sheet
The winner is the first to cover all his or her sheet.

Variations: A useful variation is to lay down the rule that the winner is

the one who finishes last, so that all items must be called out and
claimed, and there is extra practice of the structure,

.
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I order to practise the third person forms, students are putin Ipa.-urs.
pach partner having a sheet of cues. A s.l‘mlcpt may not C}I:]”;: for is or
her own sheet but only for the partner’s, using ‘He or she has.. .

e or she has it / a horse. :
as hi : emarn.
He or she has him / the policem
1 he winners are the pair both of whose sheets are completed first.

11.2 Quick Bingo

Simple | have sentences; controlled oral responses; some reading and
Lapying. |
Pracedure:  Give the students duplicated sheets displaying 20 cues, to

which the teacher has matching ‘partners’, and ask each _stuldenta:::(;
cross out any 14 of them, leaving six to work on. Alternative ﬂ,ceard‘
student may get the same 20 cues, but each on a sepjrate srg:r card;
they arrange the cards into a 4 X 5 recltangle, in rarla' om oli . i
the first student to get, say, four items in a straight 1pelxs t cilw]l)n c;d;:
Variations: One variation needs no :ea'dy-madc matenﬁ s ati aA keeach
on ten or 12 vocabulary items and write them on t}]1~le board. As e
student to copy down any four ofthem: Then offer t eitems inra o
order and the students cross out thtj:lr correspo_ndlng 1ten;s ztsl;] th}é
identify them. This is an extremely quick and f_:f‘ﬁcw'rét \;zay f;] Liltsemgs e
Bingo technique to practise a small number of specific lexic ,

well as havelbhas.

11.3 Detectives

Affirmative, interrogative and negative of have; simple oral repetition.
v )

Procedure: An object to be ‘stolen’ is decided on —say a coin, ora fru‘l}i;.
One student (the ‘detective’) is sent ou}t; of thli rpor?l. (‘z}r:_e f? ";hz
ini is gi the object: he or she is the ‘thief’.

remaining students is given . i .
detective returns and tries to find out who is the thief by asking each
participant: it

Do you have it / the ring? _ . .

Each part?cipant—— including the actual thief —denies guilt, and accuses
someone else: S —

No, I don’t have it, A has it! . s
Whereup’on the detective turns to A with the same questhrl; x an%‘ i;lo
on, until everyone has been asked and has demegl responsibi 1t¥l. ke
det,ective then has to decide in three guesses who is lying — who ‘looks
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guilty'. The process is then re
thief.

Variations: The activity may be made more lively by e
students to act innocence or indignation as convin
they may change the emphasis or intonation of the s
wish, add gesture and so on. Another techn;
verisimilitude but helps fluency, is to get the class to complete th

round of ‘interrogation’ as quickly as possible: (‘Let’s see if we can ger
round the whole class in two minutes’ . . .

in even less time’).

peated with another detective and anoth

neouragin;
cingly as they can

11.4 Possessions

Havelhas with first/third person subjects; simple oral responses based on
picture cues; possible written follow-up.

Materials:  Pictures of small objects, based on vocabulary known to the
students, enough for each member of the class to have at least one:

those in Box §, page 56, for example, or published pictures for
language learning (see BIBLIOGRAPHY)
Procedure: Each student

says what he or she has:
I have a cat.
I have some coffee.
I have a box of matches.

Then students are asked to recall what others have:
Ahmad has a cat.

Hasan has some coffee,
Fayiz has a box of matches.
Variations:  Students say not only what

don’t have —and the latter, of course, is 0
imagination:

I have a dog (shows it), but 1 don’t have ... an elephant.

[ have a fish, but I don’t have .. . a dolphin.
The recallers then have to remember not only what the other partici-

pants have, but also what they do not have — again, using the third
person.

gets a picture. Going round the class, each

they have but also what they
pen to the individual student’s

In a more personalized version, the pictures are discarded, and
students imagine their own items, choosing things they really have that
are ‘special’ for them or that they are proud of. They may add brief
comments about their ‘possession’. This is a good getting-to-know-you
activity for an early stage in the course.
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1.5 Happy Families

westions and answers with have; simple oral responses based on set
A,

atertals:  Packs of Happy Family car'ds, enough fo; e‘a.}:]h snlag Sg‘::;lii
(44 students) to havcapack.A.pack is composed of eig tto~ (S e ol
{our cards, each set representing a mother, a fgther, a ix‘[:m}g i
t'l-.‘nugl'ncr in families identified by name and pr};)fessmn (e.g}.l. ‘ rv;smm
Paker, Mrs Bun and so on). However, t ere are ot li: e
available based on theme-linked sets of objects: a pafT aé % 2
‘nature’, for example, might consist of sets of }fo?r owiirlijs o
animals, four birds, four trees, four insects, four fish, four relzuden.ts b
possible, though time-consuming, to make your own, or gets

make them.

3 S he pack is
Procedure: EBach student gets four random cards, the rest of the p

i lete a family;
aced face down on the table. Each student tries to comp

!:(l)]iﬁmeaof Student A’s cards is Mr Bun the Baker, he or she may turn to
: f the players and ask: ] _
i Ollgeooyou hgveyMrs Bun the Baker’s wife (Miss/Master Bun .. .)?
If that player has the card, he or she answers:

Yes, | have him/her,
and gives it to Student A, who can then request another card from any
;')!ayer. If he or she does not have the card, then the answer is:

No, I don’t have him/her,
in which case Student A takes the top cardl;)fhthe pz(aick_, irt-l.d ;Si ktt::;

i e
the next player. And so on, until all the cards in '

;;S:Safd all ‘famiﬁes’ are completed. The winner is the player with the
most ‘families’.

11.6 Had a good day?

Use of have with noun to describe action (e.g. have a shower, have a cup
of tea); mostly writing.

Procedure: Ask the students ‘Had a good day yf:ster.day}?7 and I%ez th;;{]]
to tell you things they did using only phrases with au?.h u se il
phrases on the board as they come up, and supplement w::1 sor_ri; :
your own (see Box 32 for some ideas). _Then ask t}_lem to describe n
writing an imaginary awful day in which everything \Kgnt wronsg()r
again, they should use phrases with hgve. They can wor flIlll gliousp 1
pairs, and read out their results;, ?ii d:splfayl lt'hﬁ:m, to the full class.

he most awtul day of all!
C:r:rz;rj; CO\}I‘IJ};OSTQ; want to relax the rules a bit and allow students to
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use other verbs as well to make
limit them: for example,
happened to them,

the composition more mteresting; b
at least half the things they did, or th
must be expressed in expressions with have.

12 Imperatives

BOX 32

You can have . ..

... things to eat (breakfast, a meal, a snack, a sandwich, a steak)

.-« things to drink (a cup of tea/coffee, a glass of wine)
... acigarette

... arest, a break, a sleep

.. atalk, a discussion, a quarrel
.. a shower, a bath, a swim

- @ game, a run, some exercise
.- an outing, a treat, fun

..a good/bad/exciting/duIllhappy day or time
.. adream, an idea

... @ lesson, a session, a lecture
.- @ celebration, a party, a picnic
++- @n operation, an injection, some treatment

12.1 Simon says

' i nces.
Simple commands; understanding and producing short oral uttera

Procedure:  Give the students simple commands:
Stand up! :
They Ell:lrs[; f)%lé;dtilese commands only if youhsay ‘SAmonssti)(;se’nfjrs:;;h 1(5
you omit this prefix they should ignore them. Any g i
serforms a command that was salld without Smtlon ,sa}f o ik
'}They have three lives, after which they are ‘out’. Later,
themselves may give the commands.

Variations: Omit the ‘Simon says’ rule; instead, give a commsnd in%e:;
e i ction which may or may not correspond to 1t.
y the same time do an a kel
students have to do what you tell them, not (necessarily
you do.
See also:

Comment: Best for younger students.
8.5 Shopping;
16.3 Picture dictation (describing a person or animal with plenty of A5 o i

interesting physical features or possessions), ¢ = g
Use of imperatives to tell someone how to get somewhere; giving a
understanding simple oral instructions.

Materials: Individual copies of a road mapkof atown, as in Box 33; you
st i book.
find similar maps in your course
Prrgfe};iure: Review the kinds of comr_nz_mds _and_ Dthﬂ.’ word.s alnd
formulae needed for requesting and giving dlrﬁctlorg: ;nzgasrt;’?; j:;
iti irecti list at the end of 25.
tions of place and direction (see nd of ] :
Eursgf);;ou like tg live? page 234). Then put studcgjs in pslrs, Lwth th;u-
i her. Student A decides where he or she
maps hidden from one anot o : Al S
i i in the site, and instructs
would like to live (on the map), marks in tl > ; 3
tudent B then does the
to get there from the Starting Point. 5
]ssar}:l?‘goro S%udent A. They continue to take it in turns to sl:hoose what
else they will have in ‘their’ town (a bank, buistanon, c1rt1)em£,tetfl.l)é
i ite: but they have to go back to
to direct each other to the site: but :
g?;:irting Point every time they give directions. At the end, they compare
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maps to check their sites correspond; and com
see how many different facilities are bo
Variations: In writing, ask them to de

from their home to the school, or from the
town, etc.

pare with other pairs
as‘tcd by the different towns,
scribe a route they know well
station to the centre

T PE TR EN

12.3 Dos and don'ts

Positive and negative commands; written, with oral follow-up, and
uptional free discussion.

Procedure:  Ask each student to think of something he or she is good at;

BOX 33

then to think of pieces of advice for someone else new at the job. It
could be a sport, a profession, or a hobby. For example, I might write
about teaching:

Learn your students’ names as soon as possible.

Don’t talk too much.
Ilicit a few examples from students; then ask them all to write at least

=

O8BOVRNE R°‘\o

JOYCE AVENUE

five positive and five negative pieces of advice; they should try to make
o with vocabulary they know, without asking you for more. Then
they get together in pairs or groups to advise each other on, or find out
about, their different fields of expertise. This may, of course, develop
into an informal discussion, and the brief commands may be elabor-
ated, in speech, into more detailed recommendations.

Variations: The same can be done on the basis of advice for a new
student or teacher coming into the school or course. In this case,
students try to come to a consensus on the best set of ‘dos’ and ‘don’ts’

for the purpose.

12.4 Recipes

Use of the imperative to give instructions; fairly free writing.

Procedure: Tell the class to write out instructions for a simple recipe:
making a cup of tea, or boiling an egg, for example (more examples in
Box 34); supply new vocabulary as needed. Then check that all the
participants agree as to the best method — or learn alternative methods!

Variations: Ask for a detailed ‘recipe’ for a very simple operation, like
opening a door (second part of Box 34): students have to describe
everything that has to be done:

Walk to the door, stop in front of it, turn the handle, push or pull
the door open...
When they think they have finished, they exchange papers, and try to
find things their partners have forgotten: '
You didn’t say: ‘put your hand on the handle’.

P>

© Cambridge University Press 1988
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BOX 34

Give instructions how to ails

Stances
.. boil an egg

.. make a cup of tea

.. make a cup of coffee

-.. make a salad / fruit salad
.. make soup

-~ make scrambled eggs / an omelette

[
|

QOB WM

1
1
[
[
Or how to ... '
7 ...open a door
8 ... puton a shirt
9 ... wash your face
10 ... cut a piece of cake
11 ... light a match
12 ... cross the road

="

12.5 Stances

Simple oral commands to move parts of the body.

Materials: A set of sketches of stick-people in different physical posi-

tions, on separate cards or slips of paper (Box 35): itis a good idea to
have two or three copies of each sketch.

Procedure: Check the students remembe
the body. Display one card to everybod
that one person to assume the
instructions:

Put your hand on your head ... . look to your left. .,
The same is then done in small groups: each group gets one card, and
gives instructions to one of their members. When they have got the
latter to take up the position depicted to their satisfaction, the card is
exchanged, and another participant is told how to assume another
‘stance’.
Variations: This can be done using pictures of models cut from fashion

magazines. The ‘stances’ are then often more difficult to describe, but
the process is more challenging and entertaining,

130

r names of different parts of
y but one. The students then get
position depicted on the card by giving

|
|
|
|
|
I
|
|
|
|
|
|
|
|
1
|
I
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|

(© Cambridge University Press 1988
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12.6 Imperative symbols

Positive or negative commands:

free composition of sentences, based o
symbol cues; oral or written.

Materials:  Individual copies of sheets of internation
Box 36.

Procedure: Usin
students to tel]
Stop!
Come this way for . ..
Look out for . ..

Or you may ask them to write down what they know; later teach cagl

other, or you teach them, the right answers for the ones they did na
know (given at the bottom of Box 36a)
Variations:

_________ 1
al symbols, as | f

g fairly well-known or obvious symbols (Box 364)

o
you what each one is telling you to do,

or not to dos

————————— 'J |
Broups to invent interpretations, | l
torm of positive and negatve commands. Who can invent the moy !
entertaining/original/appropriate meaning for each? { .
The original meanings are listed ar the bottom of Box 36b. I '
| |
————————— i
|
stop | |
T
POLICE : J
_____ -
- I
|
o ! |
| |
m——l I f
| Il
_______ ]

() Cambridge University Press 1988 ]

[Key to meanings (not exemplifying any specific grammatical fo;m} e, f
1 'Stclp no entry 2 Don't drink the water 3 I%ogs agllow_ete

' i i 7 Camping si
smokin 5 Pass either side 6 D_anger .
;m\zewgor camera point 9 Cold spring 10_ Maxnmur‘: speed |
11 Parking/waiting 12 Telephone 13 Stairs, uplor ovtvn |
14 Pedestrian crossing 15 No dogs 'IE_S Cqmpu sory; s”t;;:ved U
17 Put out campfires 18 Poison 19 Direction to be fo
20 Smoking permitted
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BOX 36b 2.7 Proverbs
Symbaolai w ol imperatives to give advice; reading and discussion.
ols (likely to be unknown) Materials:  Individual copies of a list of well-known proverbs using the
imperative. A selection can be found in Box 37; or look up more in a
buok of proverbs (see BIBLIOGRAPHY, under Other sources).
Procedure:  Go through the list explaining difficult vocabulary and
making sure the meanings of the proverbs are clear. Ask each student
i choose five favourite ones, and learn them by heart. Later, discuss:
what are these proverbs in fact telling you to do? Is it always good
advice? Can they think of parallel exhortations in their own language,
translate them into English, and compare?

I BOX 37
| A B E .
: ‘ : Proverbs in the imperative :
I | [ : 1 Don't cry over spilt milk. ‘|
:_9 ______ 110 | ' 2 Don't put off to tomorrow what you can do today. |
| T -l | ¢ 3 Make hay while the sun shines. 1
| ( ! - \ 4 Do as you would be done by. |
I' ; l' J 5 Don't count your chickens before they're hatched. !
| , I | : 6 Don't cross your bridges before you come to them. :
: \ [ | : 7 Save for a rainy day. i
;_13 _____ 114 | | 8 Never say die. |
| R R - Smmne— | - | | 9 Don't put all your eggs in one basket. [
I B - I I 10 When in Rome, do as the Romans do. |
l I i ' 11 If at first you don't succeed, try try again. :
B — | | . '
| S | 12 Take care of the pennies and the pounds will take care of themselves. I
I I ~— | 13 Leave well alone. [
gz _:_13 | 14 Live and let live. '
____________ : 15 Don't look a gift horse in the mouth. :
Cambri i : 16 Don’'t wash your dirty linen in public.
© = University Press 1988 : 17 Look before you leap. :
| 18 Don't make a mountain out of a molehill. |
Key to masnings o : 19 Cut your coat accorcliing to your cloth. :
formi gs (not exemplifying any specific grammatical {, 20 If the cap fits, wear it. ‘
vi S, DIERTESUREE rag ety e s s e .
4 Dry; heat ;v;cl‘g;:i do e Red o 3 Open door or lid © Cambridge University Press 1988
8 Lock 9 Lost child n;ars .6 Telegrams 7 Registration
11 Protection and safety equi Turning basin ~ manoeuvring (boats)
14 Tourist activities 1? P[;rc]i"i::rtic clir!ui: Ag'gate 13 Rendezvous point See also:
17 Slow 18 Amphitheatre 19 Spin drvinz WatZrSports area 2.1 Miming adverbs;
0 Nature trail 17.5 Games and their rules.
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135




e

FIRITEEE S/ VEu

13 Indirect speech 4 Quotation quiz

i ansf i direct
ported (past) speech, mainly statements: transformation from
pitten) to indirect (written or spoken) speech.

weedure:  Give students a brief indirect-quotation quiz of your own:

it . . ’
Who told Pharaoh to let his people go? .
Who asked who had been eating his porqd.ge.l T
Alter identifying the source, recons;lruct(?e 01';gmat ;?3;2?1?:}} hen
hs two or three (direct) quo

sk cach student to prepare Resias K il

| ili bers of the class. These do no
will be familiar to other mem _ ‘ s =

iginally i ish, they may be translations; they may g :
originally in English, they m: sl : it i

' ' ‘in’-jokes familiar locally, or s

¢ll-known sayings, or ‘in’-jo ;
:‘c"wntly by someone the students know. This can be donlelstf(;;
Iulm.u'work the night before; if done in class, then have a resirve al tof
your own ready (some ideas in Box 38) to help students who can
readily think of any. |

L S)t/udents then get together in groups ;)f iqu}i }?r ﬁt\.cf)ebteog i[r_)lrf:\[)ava}fg

i i i h question of which has

ilirect-quotation quizzes, eac _ : i
limi thatq " (or any reasonable alternative, SUChl?ShWhO aske}clial‘fe -
4 ?’). When all the groups

s 218

or ‘Who requested/ordered . .. ' i
lcast seven or eight questions ready, quizzes are exclllanged, anfidg; ; ;lfd
ity to answer each other’s questions. At the end, all groups rea

their original questions and check answers.

13.1 Reading reports

Reported (past) speech: reading and discussion of texts.

Materials: A pile of English Ne€Wspaper cuttings reporting interviews,

Procedure: Give the students the cuttings (at least one each), and tel
them to copy out, or mark in fluorescent pen, instances of indirect
speech, You may need to help individuals with comprehension of more
difficult texts. Each student then reads out a selection of his of her
sentences, the others try to guess the speaker and/or circumstances.

13.2 Reporting interviews

Reported (past) speech, mainly statements: production of generalized
written account of oral dialogue.

Procedure: Invite a volunteer student to the front of the class and
interview him or her for two or three minutes (about a hobby, for
example, or an interesting experience, or future plan). Then ask
students to write down, in indirect speech, all they can remember of
what the interviewee said, as if they were writing a report for a
newspaper. In groups, they then combine thejr data to produce brief
reports.

Variations: For homework, ask students to interview someone outside
the class on a specific topic agreed on in advance — for example, their
views on smoking, or fashion, or a topical event — and then write a
feport on it. The interview itself may be conducted in the native
language if you are teaching in a non-English speaking environment, as
long as the reporting is done in English. The reports, after being
corrected, may be ‘published’ as a mini-survey,

Comment: By careful selection of topic you can get students to concen-

trate on practising a specific tense, For example, an interview about
future plans will produce sentences like:

She said she would visit New York.
One about past experiences will produce:
He said he had been in great danger.
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Quotations

I
|
| ;
| ; ‘ILet my Qeople go!" (Moses)
: 2 'EﬁagTar::Iisst :\::J;\i/;hing? e:cept temptation.’ (Oscar Wilde)
| j n of shopkeepers.’ (N
4 ‘| have nothin i
| g to offer but bl i
| ik ood, toil, tears and sweat.” (Winston
| 5 ‘I came, | saw, | con 3 i
: . % quered.” (Julius Caesa
Il s ‘\Vx)zage n?t almused.' (Queen Victoria) "
an fool all the i
‘ people so
i peogle all of the time, bu;)you cr::n?; t1’he Itlme, e
: ; :rihe time.” (Abraham Lincoln) i e HRgRieallie
cannot tell a lie, | did i i i
: Wt It with my little hatchet.’ (George
9 ‘The re
i port of my death ion.’
| 10 ‘Workers of the v\\(lorld urﬁf:'FFK:zahgllgerT“on. ) i
. ! ! ar
I| : ; ‘:.:e;_thkem eat cake!’ (Marie Antoinette) i :
! g i |2r;|thcerel‘ore l'am.’ (Descartes) |l
F ontract isnt w it i
| AR orth the paper it's written on,’ (Sam |
I 14 'That's one small st |
‘ ep for i
: 1 o Aiatian p a man, one giant leap for mankind.’ .l
5 All animal
| als are equal, but so i |
| et (B me animals are more equal than :
I

13.4 Correspondence

Procedure: Gi
: Gave each student the
X . name of one oth
e ; e other student
o write a brief message to him or her and sign i duars
i S sign 1t. It may be a
Are you enjoying this course?
Or a statement:
You are looking very nice today!
or a request: '
Can you lend me five pounds?
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The notes are delivered, brief answers written (on the same piece of
puper) and sent back, and so on until several lines of correspondence
Euvc been put together. All this should be done in silence (if possible!).
Fach student then takes the correspondence he or she initiated, and
prepares it for reporting — that is to say, writes out an indirect speech

version:
| asked Anna if she was enjoying this course. She told me it was

all right. ..
Then you take in the completed reports for checking. In the next lesson,
pick out some of the more entertaining, and invite the authors to read
them aloud — or do so yourself (with their permission!).

135 People used to believe

Indirect past statements contrasted with present; oral or written brain-

storm, based on cues.
Procedure:  Introduce the topic of the advance of scientific knowledge,
and give some examples of what people used to believe:
People used to believe that the world was flat.
People used to believe that you could turn iron into gold.
and contrast them with:
But now we know that the world is round.
But now we know that gold is an element.
Ask students to think of some more examples of contrasts between past
belief and present knowledge, and write up on the board only the
second half of each (‘But now we know that..."). When you have a list
of ten or more such items on the board, ask students to recall, orally or
in writing, what the first half was (‘People used to believe...").
Variations: Suggest that students recall their own youthful miscon-
ceptions (‘ used to believe that..."), and share them with one another.

13.6 What would you need to know?

Indirect questions, also the construction know how to... (or ...whol

whenlwherelwhether to .. .); oral or written brainstorm, based on cues;

optional discussion follow-up.

Procedure: Ask the class what they think a new student needs to know
on entering the present course/school; suggest they use the question

words wholwhere, etc.
You need to know where the secretary’s office is.

You need to know when to come to class.
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Write up their ideas on the board. Then ask each student 1o think o
field of activity he or she knows something about — his or |
profession, a hobby, an aspect of his or her way of life — and make
quick list of things someone new to it would need to know, If you w
taking up sailing, for example:

You would need to know how to swim,

You would need to know a good place to sail,
Then students may describe to you and the rest of the class t
necessary knowledge for ‘their’ fields, or tell each other in pairs
small groups.

Variations:  If working in pairs or groups, the listeners may, of coury

contribute or criticize:

Wouldn’t [ need to know . . . ?

Why would I need to know that?
and a discussion may develop.

Dialogue pictures

13.7 Tell me what they said

Indirect questions, statements, requests in present or past; written
transformations from direct to indirect speech.

Materials:  Pictures of people talking to each other (Box 39), displayed
to all the class, or distributed to individual students. You can also use
pictures from your coursebook, or ones cut from magazines.

Procedure: Take one of the pictures, and discuss what the people haye
been saying to one another (formulated in indirect speech):

He’s asking her to marry him and she’s telling him she won’t.
Then ask each student to select any picture and write down what he or
she thinks the characters are saying, or said (you can, of course, decide
arbitrarily whether the pictures represent Past or present action,
depending on what tenses you want to practise). They then read out
their reported dialogues, and the rest of the class try to identify which
picture is being described.

Variations:  Further such exercises can be done for homework, in which
case you can read out some of the reported dialogues the next day for
the class to guess the picture.
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NG form of the verb

BOX 39 continued

[m == = o

13

1 My tastes

wlbateldon’t mind + VERB + -ing; brief written responses based on

pattern.
Lo edure: Give each student a loose piece of paper and ask them to

wiite down one thing they love doing, one thing they hate doing and
e thing they don’t mind doing. Do the same yourself. Take in the
papers, then read them out one by one, and see if the class can identify

wich student — and you — by likes and dislikes.

14.2 Opinion questionnaire

Veihs that take following VERB + -ing (for example, ‘I enjoy dancing’, or
e risked falling’) used in set questions and answers; reading and oral

interaction.

Materials: Multiple copies of brief questionnaires, such as those shown
i Box 40. It is best to make up your own version, based on
controversial topics appropriate to your own teaching context; my
examples are suitable for young adult classes.

Procedure: The class is divided into groups, each of which gets a
different questionnaire; each member of a group has a copy of it. The
groups then disperse and re-form in such a way that there is at least one
representative of cach of the original groups in every new group.

Participants take turns to ask all other member of the new groups their

and jot down the answers. They then re-form into the
ed, and

questions,
original groupings to pool the answers they have collect

formulate their results into complete sentences, such as:
20% of our population enjoy smoking.
30% of our population like driving fast.
and report back to the class. These results may later be written up

neatly and displayed.

| S
= s R .

© Cambridge University Press 1988

See also:

33.1 What to do.
142
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BOX 40 HOX 40 continued
_________________________________ 1
D e e e e e |
. ; . - i
II Questionnaire 1 1 Questionnaire 3 ,
| | Yes No |
[ i [
I F ] : ; ; I
i1 Do you enjoy smoking? : 1 Do you enjoy listening to classical music? |
! P - L [
]' 2 Do you mind other people smoking near you? : 2 (If so), at what age did you start enjoying it? :
! i ; le listening to loud [
I 3 Doyoua v . i i 3 Do you m|nd‘ other peop |
; You approve of smoking as a habit; : classical muslé BearyouD i
: [ [
4 (For smokers) Could ou sto moki i ; : 7 |
j easily? i i SO | 4 Do you like or play (classical music) yoursel |
1 | ) . |
i i | music to
: i inas : I 5 Do you prefer listening to classica |
' 5 Should we forbid smoking in public places? ’ l . wat‘éhingtelevision? :
! |

| | I
! e |

S b L B P S ey OER . e VRS e S

; Questionnaire 4
Questionnaire 2 Yes No

: e T >
! Poyou enjoy listening to pop music? 1 Do you enjoy drinking wine with a meal?

2 (If so), at what age did you start enjoying it?

[
[
[
!
I
!
[
: ’ 2 Do you enjoy drinking spirits (like brandy)
]
" 3 Do you mind other people listening to loud
i POp music near you?
|
I
]
I
]
I
|
I

between meals?

3 Could you easily do without drinking (alcoholic
drinks) at all?

4 Do you like singing pop songs yourself?

5 Do you prefer listening to pop music to
watching television?

4 Do you always avoid getting drunk?

5 Do you mind people getting drunk in your
company?
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plations:  Give students, in groups, several such ‘cnr'm‘wlu.'z;t‘-ccf1 prr(f;)tll)-
lems, and tell them these are initiative, or ingenuity, tf“‘b.ts’f rv 1-tcl gonsg
vun lind the most effective (or gcunmmcal, or original) sﬁoule ?
Mewules to be judged by you, or dISCLlSSt?d by thc class as ai)lw : n
Later, students may be asked to design their own problems,

BOX 40 continued

e e L R e
' ; d/or discussed.
. . nped and solved, and/or

: Questionnaire 5 #xchang ’

| Yes No

I

: 1 Do you enjoy driving? ROX 41

g w could you ...

i 2 Do you like driving fast? Ho y ' i

I 1 ... get someone to come to you (without speaking, or while

' 3 Davyou dislike other people overtaking you? acing the other way)? .

I| : fdc?;_?en a door {without touching the handle, or before reaching

1 4 Do you ever risk being fined for speeding? it)? - ) | freet

! 4 ... pick up a pencil {without touching it, or while keeping y

! 5 Do you disapprove of people racing each other eyes shut)? . :

: on the highway? 4 ”V_S]t on a chair (without bending your knees, or without looking

' at it)? : ! :

' 6 ...open a tin (without using a tin-opener, or while holding one

b S o e e S R S R e e e e i k)? -
hand behind your bac ) . 5

© Cambridge University Press 1988 6 ...get into your home (after losing the key, or without opening

door or window)?

14.3 How could you do it?

The -ing form of the verb after prepositions; brainstorm, based on set
pattern; mostly oral; optional discussion follow-up.

Procedure:  Suggest a simple task:

How do you get someone to come to you?
and ask for a straightforward solution using by + VERB + -ing:

By calling them.
Then make it more complicated by adding a condition, also repre-
sented by a preposition + vErs + -ing:

How do you get someone to come to you without speaking?
The students may have several solutions:

By getting someone else to call them.

By writing them a note.

By making a sign with your hand.,
Give new vocabulary as needed.

Some examples of simple tasks with various possible compli-

cations are given in Box 41,
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15 Interrogatives

15.1 Dialogues

Simple interrogative, affirmative and negative forms, within dialogues
oral repetition of forms learnt by heart.

Materials: Short conversations between two speakers consisting of four

example:
A: What are you doing?
B: I'm going outside.
A: Why? (pause) Why are you going outside?
B: None of your business.
Your coursebook will probably supply further examples; or see
BIBLIOGRAPHY,

Procedure: The dialogue is presented orally — with or without written
reinforcement — and Jearnt by heart by the students, preferably during
the lesson through various kinds of repetition (choral, pair, individual),
reiterating or answering utterances said by the teacher. It is then

can apply only to speed, tone or volume (‘Do the dialogue fast/slowly
-..in a high/low voice . .. loudly/softly . . ) or they can apply to mood
or personality (‘Do the dialogue angrily ... sadly ... laughingly . ..
dramatically ... fearfully .. ). You can even prescribe an entire
situational context (“The dialogue is an exchange of code formulae by
secret agents in hostile LELritory . .. or a conversation between a teacher
and student in a lesson . . . or part of a marital quarrel .. 2'). Such direc-
tions may be issued to the performers privately, and the rest of the class
asked to guess what the situation is. In such ways the dialogue can be
repeated many more times, familiarizing the learners more effectively
with its forms, while maintaining interest.

Later, of course, the actual content can be varied: you can ask
students to suggest alternatives to certain key words (for example,
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. . ‘ an [ o
‘ I | ven as o an L)t.lmph'.‘ ll(.‘.l'(’ C

r’ « & L ] .), ¢ tht.l'
3 L“dl“g i l ¥ ¢l 0Or ’III .

i ' [ -utterance
A technique called wrangling can be u;ed \a"l::lt’l ;\(;\;oexampiel
pxchanges that express or imply some kind of conflict.

A: Will you marry me?

: Why should I? . ‘ , "
‘il‘udc:ta' wm)fk in pairs, each taking one of the ‘parts’ and argue wi

ir Li try to wear
tach other using only the exact words of their line. ’I'heyinryaS s
‘MI) other down by repeating their utterances in turn, usiséhe mman
t'.:l'lrivd kinds of emphasis as they can. The first to give up

15.2 Choosing or composing comprehension questions

i ; i nderstanding;
All kinds of questions on a reading passage; reading and u :
uptionally, composing new questions. o
: : e . )
P'rocedure: Using a conventional reading passage-plus-comp

are
(uestions text (preferably one from your ci?ursebuc;cs:;ot[}lxsatthg;;lhink
jue do anyway) invite students to select those g oyhink
il sible for testing comprehension, and to cross out: i
i Iien t half the original number. They may do th!s indivi ul:l ¥,
|t'ilVll“ilr8530r0 ?n groups. They go on to answer the questions they have
in pa .
e invi est their own
Variations: ~ After reading a passage, invite the c![eit(s; zoos;ffe e
comprehension questions. Write up all sugges : e o
:l(:;llpask students to whittle down the number of questions as

above.

15.3 Find someone with the answer

i 1 ' ifying spoken answers.
‘WH’ questions; reading and identifying sp

i ‘WH’ i ; separate

Materials:  Slips of paper with simple “WH C}lluesltéollez cgr;éh:(?;; 0[E> e

lips with corresponding answers. There shou £ eopy ol o

. lps‘ i d one of each answer; in total, rather more pair e
Cl;ll emt(l)]r;rinare students in the class. For example, for a class zdm

;tjgents, you should have abobut 30 questions and 30 corresponding

answers.(aslil:cnglféeiiag:;don)e question slip and one answer S!ll[;. Ir}
P?"OC-‘e’ldure-. ’, students ask each other ‘their’ questions, giving ‘their

i it onse — though these will usually be 1nappr0pr1§t¢.

%?1?1‘:; I’aS cilrlle;fisg; does get a correct answer, the two students put their
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slips together and come to you, You check
in the slips. A pair of students left without
from your reserve pile, until there are nc

until all question and answer slips have been paired off.

that they are right, and
any slips at all gets fresh
me left. The activity goes

BOX 42a

Questions and answers

Questions

I What language do they

I' speak in Brazil?

! What language do they

I' speak in Australia?

! What language do they

: speak in Quebec?

Ere s s e e
I What was the name of the

I' first man?
e LR

|

! Who was King Solomon’s

: father?

logeode St e L U

|

! Who led the Israelites out of

| Egypt?

b e e i
I I
I What is the first month of

: the year?
L

P PR W TR e

K 428 continued

| How many tens are there in

]

n hundred?
: e e e e . pen i g _
e e
[

| How many grams are there
"in a kilo?

! have?

I How many legs does a
' spider have?

"have?

'a week?

I How many litres are there in
" a kilo of water?

@© Cambridge University Press 19

: Pooh?

I
l -
| How many days are there in t
I June? r
|

88
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15.4 Questionnaires

BOX 42b
Answers Mostly ‘yes/no’ questions; reading and answering set questions, mostly
urally. Optional follow-up: composing new questions.
[ S e e e s e , » . . ! , .
I 5 e L ERR T Materials: Individual copies of questionnaires on a topic that interests
: Portuguese J ' the class, based on vocabulary they know or can guess. Often the most
I | English ! French : ‘ ) : : : W,
, J | effective are the ‘know yourself® type, with questions designed to elicit
i oy ; _______ , information about the answerer’s personality. These may be in the
I‘ ! [ e form of one question with various endings, or a series of different
] Adam |I King David : Moses questions (both types shown in Box 43). Examples of different kinds of
! I
|TTE T S e s i G ! e et
| | T _________
|
[ danuary |I Ten ! A thousand
I " [
[ i e i A _EWETT L BOX 43a
[ | -lr __________
[ | !
| Six | Elght : Four ol e el e R e e B e e 0 it
e I Wy, o ey = | : Questionnaire about yourself |
|| 5 ! R T = T | Whatare you like? :
even ;
: | Milk : One I Answer code: 1=Yes, very (much/many); 2=Yes, quite; I
R e 1'_ ________ | : 3=S0-s0; 4=Not very (much/many); 5=Not at all :
| | R e | |
! Blue | In Canad : ' 1 Areyou 12345 !
| | n Canada ' In Switzerland | i !
S ! ; fyourself? 23485 !
W, RN R S — ; sure ofy ,
: : : T _______ ! ..interestedin other people? 1 2 3 4 5 :
nlra : I
i n ] Black and white II Yellow i ... usually happy? 1 23 4 5 |
| | i I
et S I 1I____ | ..ahard worker? 12 345
I e L R B SR e | X . 1
| Eightesn " A ) [ i ..intelligent? 123 45
| ark Twain [
I I j A. A. Milne | !
forini i ! g I 2 Doyou often help other people? 1 2 3465 !
——————— P e i e e | |
I I R e e = | ; : I
| Shakespeare | - I 3 Doyoucareif people like you or not? o2 % 4 8 |
| , ifteen | In Egypt , |
L = I | I 4 Haveyougota lotoffriends? 12345 |
—————— B T, wry s m s I LS | |
| T i e s o
| Thirt : | : 5 Can you be patient with stupid people? 12 3 465 :
[ ¥ | Flour ' Columbus ] [
b L : : ]
_____________ L o o e e i e e e e e e = e m em e e e e e e e e e
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questionnaires in Boxes 4 and 40, pages
BIBLIOGRAPHY,

Procedure:  Each student gets a sheet of the questions, and writes his.
her answers; or students can work in pairs, asking each other ¢
questions and noting down answers; or in *fluid pairs’, asking differe
partners each time.

Variations: In groups,
answers, and then further sets of answers for each oth
group (Box 43b), accordin i
member’s personality. Participants then compare what they think o
themselves with what their co-students think of them: very revealing
But only to be attempted if relationships within the class are fair?l\
warm and comfortable.

Instead of the questionnaire being supplied ready-made, it may be
designed by the students, working in pairs or groups, on the basis of a
set objective (some ideas in Box 43c). The question forms used should

be checked by you before the questionnaires are administered and filled
in,

S0 and 1445 see al

What makes you do things?

Answer code: 1=VYes, definitely;

2=Yes, probably;
3=Sometimes; 4=Not usually;

5=No, never

Myself (Names of others in group)

I
|
t
I
|
1
I
I
"1 Dovyoutry
: harder to do
i something
I because ...
|
|
|
I
|
I
I
I
I
I

will like you
if you do?

o you will
get money
for it?

s e el

|

|

I

|

I

|

I

|

|

I

|
|
I
|
... people :
|
|
|
|
I
I
|
|

rresnry fld’“‘l’ll‘ll’hﬂ

X 43b continued

... you enjoy
doing it?

... you believe
it is a good
thing to do?

... you are
afraid of what
will happen if
you don't?

2 lIs it important
to you to know
people think
your work is
good?

3 Is a job easier
for you if you
are working
with other
people?

4 Would you like
to be famous?

5 Can you make
yourself
work hard at
things you
don't really
like doing?

Myself

(Names of others in group)

© Cambridge University Press 1988
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BOX 43¢

You could design questionnaires about . ..

.. How healthy are you?

. How good a student are you?

- How good a friend are you?

- How creative are you?

. Was your childhood a happy one?

-« What are your political opinions? (left/right/centre)

. How do you feel about yourself? (self-esteem)
.. How good is your family life?
.. Are you content with your life?
.- How well do you get on with other people?
.. Are you optimistic/pessimistic?

155 Common denominator

‘Yes/no’ questions; oral responses, based on set patterns.

Procedure: Think of a certain feature tha
objects, (‘roundness’, for example)
sentence:

I'love... the sun.

Students then try to find out what your ‘common denominator’ is by

asking questions based on the original sentence. A student who thinks
you are thinking of ‘hot’ might ask:

Do you love ... . fire?

and one who thinks it is ‘somethi
Do you love ... clouds?

to both of which you answer ‘no’, A question such as:
Do you love ... an orange?

however, since you are thinking of ‘round’, obvi

‘yes’.

The guessers only have one ‘direct question’ —

Is the answer ‘round’;

— so they have to be very sure that they are right before asking it —

which means asking several verifying ‘Do you love . . . ?’ questions even
after they are fairly sure they know the answer.

Variations: The original sentence does not, of course,

love...” You can vary it according to the kind of ver
want to practise in the interrogative. Some possible
Box 44, together with some more ideas for common

t may be common to various
» and put one such object into a

ng in the sky’ might ask:

ously gets the answer

for example:

have to begin ‘I
b, or tense, you
variations are in
denominators,
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BOX 44

Possible base sentences

my friend love(s) ... '
; 'lvifa'r\; going on a picnic tomorrow, and we'll take ...
I'm reading a book about ...
3 Yesterday Jeremy went for a walk, ar?d he saw ...
5 I'm going shopping soon, and I'm going to buy ...
6 In our kitchen thereiis ...
7 | would like to have...

Possible common denominators

_________ -
_____ =S=_R=l == | I

g 4 ; d | long | short
gaes (hsoft | bad 4 longl LE SRel !
lﬁround:_sq-A_L__—L___-I_Lﬁ‘__l—.;_fJ’blue L
e I red/yellow/green |
: smaller or Iargerthan;afe_mfnrl e s bt e e e !

e e e

drunk
1 I can be eaten or |
1 floats on water_ _I_ _c_arlf_y_ o b s -1l
:— - can be held in the hand :_ isa machlmi IREL
_____________ |
e L e g \ ;
ifiti akes a noise ,
: breaks if it is dropped : i 7n1 __________ !
___________________ . I
: is made of animal (or vegetable, or mineral} substance e
__________ bt
Ty ke i i hine
i i letter I is a mac |
| begins or ends with a cer_|ta_|n _____ kel .
___________ . .
o et i ntains five or more letters
ns a certain letter | co i
: e I romaineliye armarEt ‘
_____ Wi ame of the guesser i
‘I begins with the same lettiar-ait?e—n ____________ !
"""""""""" WA - - !
: the same word exists in the student’s nat[_vr-i Ifn_g i ? o
e e e S e Y., Sate S
© Cambridge University Press 1988
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load on the guesser 15

If it {s done the other way round, the
to do — with the result

while most of the class have too little
down and becomes tedious, and the practice is

15.6 Guessing |

(uestions,

oo heavy

that the process slows
inethaent.

For younger cl

3 ’ b
Yes/no’ questions; oral brainstorming,

asses it is a good idea to have the item to be guessed

physically represented in some way, not just imagined: written on a
piece of paper, depicted, or itself actually present in the room. If
pictures are used, then the lucky guesser can be given the picture

(temporarily) as a symbolic prize.

Procedure: '
aees ;:;e.b : "gll::s;ezcht;f_ or a vcl;luntecr student chooses or is given
ed: this may be an object ivi
i ‘ , person, activity, plac
i ltc The rest of the class asks ‘yes/no’ questions, tobe a:s.’vfer:; h
nower’, until the item is guessed.
A: Is it in the classroom?
No.
: Can we eat it?
Yes.
: Is it round?
Yes.
Is it an apple?
Yes.
Sometimes the k i
‘ nower may begin by giving a set hi
Sejnct ' i giving a set hint: whether the item.
s ;; rS(l)'n, :meal (_)r.thmg,whetherltls male, female, neuter, sin lm'
s ];;_ura ; whether it is animal, vegetable or mineral .
ria : Vi .
o (;?jﬁ:;t jo;f}:f ZCF'IVIFy canhbe made more brisk and motivating by the
imit on the number of i |
b - questions that may be as
Ehe t;xﬂl;a:' ;_(: gbt;es(s‘ ;’he a}rllswer in not more than 20 questio)las’) orksfll
ilable (“You have two minut ,
A ; 1 h: es to guess the answer’).
b gzr\:;:;ll known' variation on the guessing game is Coffeepo)t The
e quec;(t)izes or is glhv.\':r}l1 a l\jrerb; the rest of the class try to guess' it by
ns in which the word coff: i i
: ) eepot is substit
verb, with appropriate suffixes added if necessary: wied for 8
Does an animal coffepot? ‘
i Do I like coffeepotting?
s a wri
- eth;\;ntt‘eﬁ f}:)llow-up, 3;tudents compose a series of question
shin e with the appropriate answers (‘yes” or ‘no’, plus, possibl o
. o :
o no:igo alnswerli), ;?:f)nded to lead to a certain solution :l’gu ther}i,
nly to check the grammar of th i : : :
_ e questions but
solutions. For example, a student might write: e L
Does it have four legs? No.
Does it fly? No.
Does it swim? Yes.
i Can we eat it? Yes.
imi i
5 Sltirds;e;: of questions composed by students may be brought to class
g o Osd:o eyfqhange betwgen themselves, and guess each other’
Comme,n o bt wnl.tlmg_ and reading may be done as a classroom activi )
i (;);; :e :t ml thE f'ulfl-class spoken version of this activity ttlfé
Ver, only brief answers, should b i ,
o . , should be a single perso
p y two), while the bulk of the class should bgc :fskingn t(l(:;

16.7 Quizzes

"WH' questions; reading and answering given questions; optional

fullow-up: composing new questions.

Materials: Individual copies of a general knowle
Box 45). The game “Trivial Pursuit’ 1s a goo
(uestions.

Procedure: Tell the class thereis a lot of criticism of the lack of general
cultural knowledge of the present generation of students. How much
does this class know? Tell them to try to fill in the answers t0 the quiz,
individually and then, possibly, helping each other in pairs or groups.
(You may need to run through the questions first to make sure they are
understood.) Then they read out questions, and check answers. How

Jid the class, as a whole, do?
Variations: Without looking at t
questions (and their correct answers) can they

_ or the following day?

Mwgwow

w

dge quiz (example in
d source of further

he original quiz, how many of the
recall later in the lesson

Ask them to suggest —in class or for homework —another three/ four/
1d have been included in a quiz of this kind.

ten questions they think cou
imilar quiz for you, the teacher, on a local

Suggest they compose a s1
ts and you, possibly, are not.

topic on which they are exper
W
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Cultural knowledge quiz

Where is Taronto?

Who spoke Latin?

How do you find out the area of a circle?

Who said I think, therefore | am?
I\;lvc;]v;rzzzy pfayﬁrsdare there in a football team?

n you fi i inni
s EKII'S Prr;S':'ly(; words ‘In the beginning ..."?
What was Sherlock Holmes’ profession?

When did the Second World War start?‘
:10 HWhatdcou:'nry was Hamlet prince of? .
ow do e — i i
12 What are t:';hf?:erss.:f:e;;? AL
13 What kind of an ani i i
14 Whatis a gondo;r;'ma' il
15 What is the capital of Ethiopia?
16 In which city is the White House?
17 What is the name of Mickey Mouse's girlfriend?
18 How often are the Olympic Games held? ‘
19 Where did Peter Pan take Wendy?
20 What happened to Pompeii? -

LN D WN =

© Cambridge University Press 1988

Brief answers

1 In Canada 2 The Romans 3 nr 4 Descart
5 Eleven‘ 6 Genesis, ch. 1, v.1 7 A pop singer ares
12 gptectwe . 9 1939 10 Denmark 11 Standing up
ight, h-earlng, touch, smell, taste 13 A wild do
14 A.bogt (in Venice) 15 Addis Ababa 16 Washgi t
17 Minnie Mouse 18 Every four years 19 To the”g o
Never-never land 20 It was destroyed by a volcano
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15.8 Filling in forms

Il kinds of interrogatives in the present: constructing oral questions on
asis of brief written cues; reading and oral interaction.

Materials: Individual copies of simple forms, as in Box 46.
Procedure:  Tell students (to imagine) that the school’s records have

been lost or destroyed, and you need personal details about each one of
them for the new files. They should sit in pairs and note down details of
each other’s identity and background, as demanded by the form. All
such information must be given only in response to a proper question:
thus, given the cue ‘Age’, the asker must say:

How old are you?
During the process of supplying the information, the answerers may

help or correct the askers in their questioning. Before giving in the
filled-in forms, each student should check that his or her partner has in
fact filled in the information correctly.

Variations: Each answerer has to give two false pieces of information in
response to the question asked; at the end, each student tries to identify
his or her partner’s lies. (This variation is, obviously, only feasible if the
students know each other fairly well — and is one way of getting to
know each other even better!)

Later, students may role-play a different person: a celebrity, a
fictional character, or a locally-known personality — and answer the
questions in their ‘new’ persona. Later, read out data from one or more
of the filled-in forms, and see if the class as a whole can identify which

student was the real answerer.
stude e
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BOX 46
Frmim = e = s o 8 D SRR
Form to fill in E
Surname: First name(s):
Age: Married: Yes/no Profession:
Place of birth:

Home address:

Address at work:

Names of children (if any):

Interests:

© Cambridge University Press 1988

Al kinds of interrog
View; optional writng of questions,

WMocedure:

Variations: Later, give eac

15.9 Don't say yes or no

3 3 o
Yes/no’ questions; free oral interaction.

Procedure: i
studet:;z. ﬁr?q\.;hipteer stl::nds in front of the class, and the rest of the
stions at him or her designed to elici
o s e ] : gned to elicit the answer ‘Yes’
: erer tries to avoid sayi
ng these words, substituti
o s, substi
& ept’able paraphrases. If, however, ‘Yes’ or ‘No’ is said ’the a T
out’, and another volunteer takes his or her place ’ SR
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$.10 Preparing interviews

atives; free composition of questions for an inter-
followed by oral interaction.

Tell students they are to interview you for a television ‘chat’
and must prepare a set of ten to 20 questions to elicit
t. Give them ten or 15 minutes to do so, helping
lary where necessary. You may wish them to
jot them down in brief note form.

programme,
information they wan
them with new vocabu
write out the questions in full, or just

They then interview you.
h student the name of another student to

em to prepare their questions and then get into
They may later describe to the class
some of the questions they asked and their answers, or write them up
{or homework. If, however, the students know each other very well,
then just getting general information about each other may be rather
pointless. So ask each student to suggest something he or she is
particularly interested in, or well-informed about, and would be
willing to be interviewed about; then students get into pairs to
interview each other about their respective fields of interest — and,
again, report back to the class. As far as possible, try to let students
choose their own partners, finding topics of mutual interest.
Alternatively, give students fictional characters or celebrities to
prepare interview questions for, and then ask for volunteers to
role-play the interviewees. Each student may choose a different person
to interview from a list provided by you (some suggestions in Box 47);
or all may prepare questions for one person. In the latter case, one
student, or you yourself, role-play(s) the interviewee, and all the others

take turns asking the questions.

interview, and ask th
pairs to perform the interviews.
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BOX 47 16 lIs/are, there is/there are

People you could interview (in role-play)

Well-knpwn personalities in politics, the current news
entertainment, sports, the arts, broadcasting. :

Local people: student
ople: s or teachers from th
personalities from the community. kit

16.1 Describing pictures (1)

:sﬁgle vv.:ho have spmething unusual about them: a mother of 20
e ren; a professional stuntman/woman; the inventor of a cur
L :g:}ca‘_,t : I::-,auty queen/king; the possessor of a pet e]ephanf‘ a
i ta[lf three husk;ands / man with three wives; a person 2 1
; a person who can breathe unde 5 -
: ! rwater;
children’s nanny; a (female) bus-driver. B

Use of islare or there is/there are to describe a scene; oral brainstorm,
optional written follow-up.

Materials: Large pictures that can easily be seen by all the class,
preferably in colour and with plenty of clearly delineated detail; or
\ndividual smaller copies of the same. There are some good published
pictures of various sizes suitable for this activity (sce BIBLIOGRAPHY);
cut-out magazine pictures are cheaper, but often not large and clear
enough for full-class interaction. Or you may find suitable material in
your own coursebook, cither within the book itself or as supplemen-
tary flash cards or posters. Some examples for enlarging or copying
(not in colour, unfortunately!) may be found in Box 48. Whatever you
choose, make sure that most of the items depicted are within the
vocabulary range of the class.

Procedure: Invite the students to say as much as they can about the
picture, using (There) is or (There) are. Have a defined objective: 20
sentences in all, or as many as the class can manage in three minutes.

Alternatively, show the picture for two minutes, then hide it and ask
students to recall its content.

Variations: The same can, of course, be done in writing; or the writing
can be done as a follow-up. It is sometimes a good idea to give the
students two or three minutes before the spoken brainstorm to jot
down some ideas: then when the speaking does start, there are plenty
of contributions ready.

One variation is to display two pictures of roughly similar subjects —
but by no means identical (Box 10, page 67) — and to ask students to
suggest similarities, or differences, or both; in this case each contri-
bution has two clauses:

The horse in Picture B is white, but the horse in Picture A s
black.
It is possible, of course, to ask questions instead of making statements
about the picture. It is better if such questions are not simply alter-
native forms of statements, whose answer is obvious from the picture,
but genuine uncertainties, which can then be answered imaginatively
by other students.

15.11 What are they saying?

AH k]l’ldS Of ln[(’,‘ O 'K‘ES O P() O ] (I a [(l Answel

Materials: DPi
: ctures of people talki i
141. Each student mfy hzve a léi)?ymoontianmher’basén ey
r they ma ispl if bi
i _ 3 y be displayed
llctugh, at the front of the class. You can also use cut-cl))utyma, lf 1_318
pictures, or cartoons with ‘balloons’ to show speech — in whi Ea%mc
. youdblank out the original dialogue. i
roce :
uesg;e. ”lc;ell the students that one of the characters is askin
Eejn S;i(zimY the other is answering, and ask them to imagine wha% ii
Smdgms t. ou may give some §uggested ‘answers’ in advance and ask
v 0 ldmagme the questions; or ask students to invent both
and answers. Suggestions may be written or given orally

) s
SOIIIEtulleS O‘U ma b bl to ethf I st lldeil S est .( )

See also:

1.1  Finding twins;

18.2  Combining arrangement;

18.3  Picture differences;

22.1  What were you doing last night? (1),
23.8 What really happeneds?; ’
23.10 Alibi; ’

31.3  Written enquiries.
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Pictures for describing BOX 48 continued

B g

() Cambridge University Press 1988

16.2 Describing pictures (2)

Use of islare or there is/there are to describe a scene; oral brainstorm.

Materials: Two or three different pictures, of a similar type to that
suggested for the previous activity, but small enough to be used for
group work. You may need two or more copies of each if you have
more than about 15 students in your class.

Procedure: After they have had a little practice in the full-class picture
brainstorm, as described in Describing pictures (1) above, divide the
students into groups. Give each group a picture and ask them to
produce as many (is/are) sentences about that picture as possible within
a given time limit — say, three minutes. One member of the group has to
record the number of sentences — either jotting down a tick for each
sentence, or actually writing it out. I prefer ticks, since the full writing
out slows things down, lessens the volume of practice for most of the
group, and frustrates those who are waiting to contribute. The groups
then report how many sentences they produced.

After one such round, pictures are exchanged, and the process is
repeated, each group trying to better its previous result (number of
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mEyiFYy . p WiwSsYy ¢

(o show each other, Each student then has to find §f){11c(:1:1§ -w'll;(') ha:, htiml;
exuct duplicate of his or her picture: ghcy do this by describing
pictures to each other, or asking questions:

There’s a bird in the tree.

Is your cat black?

Where is your dog?

sentences produced). Then, possibly, the same provess yet again (1
rounds are usually enough!).

16.3 Picture dictation

Use of is/are or there is/there are to describe a scene; oral brainstorm.

Procedure: Draw a large rectangular frame on the board (or overheay
projector), and invite students to tell you what to draw in it. You migh
start by suggesting it is a room, then saying ‘there’s a rable in the roon
and drawing it in. Students suggest further details:

There’s a vase on the table,
The vase is blue.

Variations:  You may, of course, invite students to do the drawing, but
this tends to slow things down somewhat; better to do the sketching
yourself, even if it is very unartistic, and gain more time for language
practice. An alternative is to use prepared cut-out drawings: cardboard
ones for a felt- or clip-board, or bits of acetate film for laying on the
overhead projector — this, of course, both guides and limits the kinds of
contributions available to the students.

The exercise can be made more interesting by asking students to
describe not just a conventional scene, but an unusual one: an
extremely untidy room, for example, or their ideal classroom, or an
outdoor scene on an imaginary alien planet.

Pictures with differences

16.4 Find a twin picture

Use of islare or there isithere are to identify features of a scene;
constructing interrogative, negative or affirmative sentences; oral inter-
action.

Materials: A set of simple black-and-white pictures showing various
combinations of between six and ten components: say, a table, a bird, a
tree, an apple, a dog, a cat, an egg. These are fairly easily made by
copying sketches of the components on separate pieces of acetate film,
laying them in a basic arrangement on the photocopier and copying,
then changing the position or direction of one component for each
subsequent copy. You may make further variations, after the pictures
have been copied, by colouring in or slightly altering some of the
components by hand. Make two copies of each variation. In all, there
should be enough to give every student one picture and still have ten or
so in reserve. Examples in Box 49.

Procedure: Give each student one picture, which they are not allowed
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B Reverse guessing

Students who have found duplicates bring them to you; youcheck
with third person pronouns to describe people or simple

are right, : i ' '
goi zlgTh}tl,:;:c:iggrc thgm f:rrhcr pictures from the reserve, until all
ne. vity ends when all the pi ¥ i , |
e o pictures are paired,
co;ti::c;n;;f ea’l;}l:c activity Ffm;l be made slightly longer if there are
picture. Each stude ' ‘l
i nt then has to find two others wil

I ol is/are
Ijocts; oral or written brainstorm,

Choose the name of a person known to all the class, or a
, and tell all but one of the students
what it is. The student who does not know then has to guess it, but does
not ask any questions. It is up to the rest of the class to supply enough
lyints to enable him or her to guess correctly.

It is in the classroom.

s e i e 1
She is tall and thin.

They are made of wood.
Comment:  You may wish at first to limit sentences specifically to those

wemplifying the use of islare; but at a later stage, let the participants
use whatever constructions they like. This will produce more interest-
ing and varied sentences, and the use of is/are when it does occur — and

it does! — will be more natural.

Proedure:
simple object (or group of objects)

BOX 49 continued

See also:
1.1 Expanding headlines;
8.3 Kim's game.

— e e e

© Cambridge University Press 1988
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17 Modals

17.1 Guessing by abilities

Use of canlcan’t to describe abilities; or

: al brai i 1014
written follan, instorm, with option

does not know has to guess, with the help of hints suggested by the

others, based on whart the subject can or can’t do, or what we can or
ple, if the subject is ‘koala bear’, studenty.

can’t do with it. For exam
might say:
It can climb trees.
It can carry its baby,
You can’t buy one in a shop.
They might occasionally need a new word — supply it as needed. Th
f:;lss;r :1?}' ?1150' ask c_:]an};’can’r questions, but may not guess v:hz;t 'ch(ef
ctually is until the other i ir hi
Varz'atio.ns:_ For homework, stude;tgdgggzr?sg eag;‘;?e?:]tl (t)};el}l; h'mtS‘
choosing in this way for you to guess — ; il

) : or for other s i
the following lesson. e e

17.2 Uses of an object

Use of can, could to describe possibilities; oral brainstorming

Materials: A picture of a simple object, or (better
Examples in Box 24, page 95.
Prgg;’dz;-re: hln\nte the students to suggest as many original uses for the
ectas they can, using can or could (which
> . g car chever you want to practise
For example, if thg object is a pen, students might suggest: : '
You can use it to dig holes. .

Al You could scratch your head with it.
ter initial dgmonstran’on with the full class, divide the students into
tgé?ﬁlpsf(and gl;lwﬁ each gr;up an object. They have three or four minutes
nkup all the uses they can, noted by a ‘secretary’ i
; y’. Help them with
new vocabulary as necessary. Later, the groups reportpback thi?ir
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) the object itself.

_;

AVILHAe

wiggestions, which are usually entertaming enough in themselves to
stovide interest; or the actvity can be made into a competition
Jetween groups to see who can produce the most ideas.
arations:  In lower-level classes, limited usually to the modal can in
this activity, you can widen the range of possible sentences by saying
that anything at all you can do with the object is acceptable. For
example:

You can hold it.

You can put it on the table.
With more advanced classes, however, [ find it better to lay down that
the sentences must express an actual, feasible (though not necessarily
likely!) use of the object (as in the examples under Procedure above):
this is more of a challenge, and produces more varied, interesting

contributions.

17.3 Desert island equipment

Use of canlcould!may/might to express possibilities; free composition of

sentences, based on situation and object cue; oral.

Materials: A pile of small pictures of objects. You could use drawings
such as those in Box 5, page 56, or bits of magazine pictures, or
published small pictures for language learning (see BIBLIOGRAPHY).

Procedure: Tell the students they are stranded on a desert island. They
have before them a pile of items, each of which they may keep if they
can find a convincing use for it in the desert island situation. In turn,
each student picks up a picture, and suggests how he or she can/may/
might/could use whatever it depicts. For example, a student who picks
up a picture of a shirt might suggest:

We could use the shirt as a flag to signal to ships.
After initial full-class demonstration, this is best done in groups (with
some help from you with vocabulary). The students themselves decide
which uses are ‘legitimate’ and which not.

Variations: The activity may be presented as an inter-student or
inter-group competition. Or neither; the challenge of finding uses is
often motivating enough in itself, and groups can be asked at the end to
share their most original ideas, or tell the class what they can do, in
general, on their island as a result of having all this equipment.

Comment: This is similar to 17.2 Uses of an object, but slightly more
advanced: sentences are likely to be longer and more complex (‘If we
... then we might/could...").




17.4 Modal symbols

Use ot canlcan’t/mustimustsn’t to express permission, obligation
prohibition; oral and written responses to simple graphic cues,

Materials: Individual copies of a sheet of international symbols, [il
those in Box 36a, page 133; or the same shown on the overheu
projector.

Procedure: Using the more well-known symbols (Box 36a), ask il
students to tell you, or write down, what each symbol means, usin
can, can't, must or mustn’t. Check the correct interpretation of each
symbol.

Variations: Using the less obvious symbols (Box 36b), brainstorm

possible interpretations for each one. Then you can either select with

L

the class the one which is the most original, entertaining or convineingy
or give them the correct interpretations at the end,

Ask the class to suggest warnings, suggestions, etc. that could he

posted at different places in the school, and to devise symbols for them,

17.5 Games and their rules

Use of may, may not, can, can’t, must, mustn't to define rules; free
composition of sentences; oral or written,

Procedure: Choose a game that the students all know. Write up on the
board some basic facts about it: the number of players, objective,
equipment, amount of time and space needed. Give some basic
vocabulary essential to a description of the game. Then invite students
to list its rules, using modals such as may, may not, can, can’t, must,
mustn’t. They may write down rules and later read them out, or go
straight into oral suggestions.

Variations: Divide students into groups, and give each group a different
(well-known) game; ask them to write down (as a group) as many rules
as they can think of in ten minutes on a sheet of paper. They then
exchange papers, and correct and add to each other’s lists. And so on,
until all groups have seen all papers. When you have checked the
results these may be copied out and displayed.

If you have a class of students from various different background
cultures, then each can write about games from home that they think
other students may not be familiar with; then describe them to each
other.

Imaginative students may be asked to make up their own games:

original types of races, or competitions based on school or domestic
activities,
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6 Advice for a novice

3 ing affi i egative
s ol all kinds of modals to give advice; composing affirmative, neg

| | intorrogative sentences; oral and written.

' ' ive a
cedure:  Ask students to write down any advice they would g

| i : e first
stident — or teacher — entering the course, or the school, for th

wme: the kinds of things they should or shouldn’t do, or must or

mustn't do. '
St C time.
You must come to work on
You shouldn’t make private phone calls on the office phone.

' i - ded. Then hear their
Ip individuals with new vocabulary as nee :
:u!ltp,]gcslguns, list them on the board, and decide with them which are the

most important three — or five — pieces of advice.

i ' hobby,
Variations:  Ask each student to tell you one field of interest, or hobby

1 d give

or profession, which he or she knows q;}ute a ldot a,bout ar;d _lgazi egaCh
i ite i board, by the student’s name.
advice on; write it on the . e
hree of these topics that they

student chooses two or t : g
nothing about, but are interested in, an.d prepare 5(1).1'11(16 questions
about them. Questions might begin with phrases like:

MustI...?
Can one ... ?
ShouldI...?

. 5 .
Might you ... ? - . e
You mayg of course, prescribe in advance which modals, or
3

phrases, you want the questions to be based on. i Tl

After about ten minutes of preparing questions, studen Ak
the ‘éxperts’ in the class to find out the answers; each one will be

- ] & v
i ‘novice’) and answering (as ‘expert’). _ _

asking {as ‘novice’) an . pert’). ‘ ,

Latger( students describe, orally or in writing, interesting things they

3

have learnt about the various topics.

17.7 Duties and privileges

Use of can, may, can’t, may not, must, mustn’t, don’t hayf? to, sbou[r:i
; 7 i [ -
shouldn’t ,to define duties and privileges; free composition; gener
2

discussion as follow-up.

Procedure: Tell the class to imagine that theysre responsﬂ})ll_e forlfl;l:i:ni
. ' it ng a :
i s | a position they know somethi
a suitable candidate to fil _ ibingaont 2
-hool secretary, for example. They
new teacher or student, a school s ) = e
i inf | job description which might serv |
write out an informal : . ] : or
circulating among likely candidates, or as a basis for interview. T
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description should include all the duje
the position:
You must be on duty at least seven hours a day.
You can/may have a company car.
and qualities or qualifications that the candidate should have:
You should have a friendly, warm personality.
You must be able to drive,
They may do this individually or in small groups, pooling their ide

later. The resulting description may be written up and displaye
and/or furnish a basis for a general discussion.

Variations: For homework, students write about
leges of a job they are familiar with: what they
profession, or one of their parents or other membe

s and privileges associated w

the duties and priyj
do themselves as g
rs of the family do,

17.8 Dilemmas

Use of all kinds of moda

Is to express possibility, obligation, necessity;
free discussion or writing

Materials: A situation either described in language (
or depicted in graphic form. For example: a moral dilemma of some
kind, or a survival sitnation. Some examples are given in Box 50; or
you could use pictures like those in Box 28, page 106; or letters from
the advice column of an English-language magazine,

Procedure: Present the situation, and make sure it js clear to all
students. Ask them to brainstorm comments, suggestions or questions
in order to suggest possible, advisable or necessary courses of action,
The verbs to be used may be dictated in advance: must or have to,
should or ought to, may, might or could, Or the formulation of ideag
may be left open to the students: the task will tend to generate modals

anyway.
You may present the activity as a simple brainstorm, and a
suggestion as a possibility, or try to find one ‘best’ solution.

Variations: ~ Ask the students to role-play the situation in small groups:
one of them is the person with the problem, the other members of the
group are counsellors. Later, the groups describe the conclusions they
reached, orally or in writing,

For homework, students may be asked to write a sentence or two on
each of several situations, or explore the possibilities of one of them in

detail. The title of the essay may dictate the kind of modal to be used,
for example:

What should I do?
What may happen?

spoken or written)

ccept any
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Dilemmas

1 Your car has a puncture, and you have just discoxfereq that_the
spare tyre is flat. You are alone on a lonely road; night is falling.

i i heating in an end-of-term
You have noticed your best friend c _
1 exam. A lot of kids cheat, but you and your friend have always
been against it, up to now.

to you: they buy him

ur parents prefer your younger br_othgr you

i :ln%rezew things, and generally discriminate in his favour. If you
protest, they get angry.

4 Your boyfriend/girifriend said he or she coulq not come out v\gth
you this evening because of work; but you've just seen him or her
coming out of a cinema hand in hand with another girl/boy.

5 You and your friends are mountain-climbing; you have been
caught in a sudden thick fog, and are lost.

6 Your mother has had a stroke and is semi-paralyzed. She h?{tes
the idea of going into an institution, but neet.:ls constant care. You
cannot afford a nurse, and do not want to give up your job.

has got a fatal disease, and
7 Someone close to you, of your age,
the doctors say there is no hope. She has asked you to help her
end her life now.

8 You have been offered a well-paid job by a rich eamployerr and
badly need the money; but people have told you that his business
is dishonest.

i i i irst time, at a party a year
tried using an illegal drug, for the first e
’ :;:— hated it—g and haven’t touched the stuff since. Bgt someon’e
who saw you at the party threatens to tell the police if you don't
pay them off.

i ivi in hi i e crossing the
friend, while driving you in his car, hit someon . !
1 ﬁoard and knocked them down. You told him to stop; he said the
person wasn't badly hurt, and drove on.

i i boss. He was very nice,
11 You felt really ill last night, and rang your )
and told you to take the day off. Today, you got up late, and now
at 10 a.m. — feel perfectly well. -
12 You have put on a lot of weight, none of your clothes fit, and your

doctor says you must diet. But you feel. OK, and enjoy vour food —
also, you have to eat out a lot in your job.

(© Cambridge University Press 1988
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17.9 Being polite

Use of modals to formulate polite requests and offers (Would

(mind) ... ¢, Could you...?, Shall I ... ¢, etc.); oral interaction,

Pr . Di i '
ocedure: Discuss briefly the importance of the forms of courtesy
5Yy

an Enghsh-lapguage culture and in the students’ native culture(s). T
present a brief transaction in abrupt, direct commands/questi
comments, for example: T
A: Hey, you! Open this door!
B: It’s locked. Want me to get the key?
A: Yeah. Get it. Fast. ‘
and discuss how it could be made more polite, for example:
A: Excuse me, would you open this door? '
B: glm afrqicd it’s locked. Shall I get the key?
A: Please, if you wouldn’t mind, as quic
Then divide students into groups of f(c)lur, kgvis Z:::Jhczn.sit ti
involving getting someone to do something (some examples in B ol;ca.; ? ‘
and ask them to compose two similar alternative dialogues. They th )t
perfor_m the dialogues to the rest of the class, with appropr.iate aY ti "
The dlal_ogues may, of course, be slightly tongue-in-cheek: the afarl: gt'
V;r;;t;t::-ou#); ?;lgagzs?twc, t.he polite one exaggeratedly deprecating, ;
- 1t easier, you may prefer to compose the origi
(abrupt) dialogues yourself in advance, and gi A o
kil ] ance, give them to the groups
Creaﬁi}; | but this makes the exercise rather more mechanical and legs
When preparing their dialogues, the groups should decide on an

exact context (setting and character
s); then spectators ma
try to guess what these are. ¥ pheiasked
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Dialogue situations

| Getting someone to lend you some money.
2 Selling flags for charity.

4 Getting something to eat in a restaurant.
4 Taking/giving in an assignment.

5 Asking someone to give back something they've taken.
6 Asking someone to go out with you.
7 Getting help with lifting something heavy.
8 Getting a noisy neighbour to be quiet.

9 Helping a blind person to cross the road.
10 Asking the way.
11 Hitching a lift.
12 Booking a room in a hotel.

17.10 Then and now

(ontrasting modals in past and present tenses, affirmative and negative

(c.p. must/mustn’t/don’t have tolhad toldidn’t have to); or used to

contrasted with present; written responses, with oral discussion follow-

up.

Procedure: Discuss with students how they remember their childhood
— happier and freer than now? Or the opposite? Then ask them to write
down four lists of differences berween:

1 What they could do then, but can’t (or mustn’t) do now;

2 What they couldn’t / weren’t able to do then, but can now;

3 What they had to do then but don’t have to do now;

4 What they didn’t have to do then, but must now.
After ten or 15 minutes of writing (you may need to help with some
new vocabulary), ask them to read out some of the things they have; or
they may share their ideas in groups before reporting to the full class.
Finally, try to reach some overall conclusions; do these fit the impres-
sions given in the opening discussion?

Variations: The same exercise may be used to practise the quasi-modal
used to: students can contrast what they used to do as young children
with what they no longer do.
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17.11 Deductions

Negative sentences

rL:JzS: t;?f r_l,ltogals to expres;; logical necessity or possibility (e wh

st/ican’t be true, or could have happened); written anc =
: and oral re

based on picture cues. 5 ral respoiy

Materials: .ASk as many students as possible to bring to class snapsha
0£ Sec_)ple in th1}311r family. These should show the subject in the proc
of doing something — not static portraits. Bring a simil 0
someone in your own family. e
Procedure: Show your photo
graph, and ask the class to t
whatever they can about its subject; Vi
She must be your mother or sister — she looks like you!
That house might be in England. .
il That can’t be you ... can it?
en they have exhausted their ideas, tell th 1)
e ey , tell them the true background
Then post their photograph i
phs round the class, with a sheet of pape
under each one, and invite them to go round writing up pthl:in
deductions or conjectures, using the same structures they have just used
orally. Help individuals where necessary — and contribute your own

ideas as well. Finally, r_e:ad out the suggestions under each photograph
and ask its owner to give the true interpretation. i

18.1 Erasing picture dictations

Nepative sentences in the present based on picture cue; oral.

Procedure:  Students dictate to you a simple picture —a scene, a person,
1 still-life — which you draw on the blackboard, adding new features as
they suggest them (as in 16.3 Picture dictation). Then ask them to take
the things you have drawn, in any order, and convey to you that they
are not there, using simple negative sentences (these will often corres-
pond to the affirmative sentences they used in the picture dictation).
Whatever they negate in this way you have to erase. For example, they
may have told you originally:

Alice has a feather on her hat.
but now someone may say:
Alice doesn’t have a hat.
Whereupon you erase the hat (but may leave the feather hanging in the

See also:
air!). This goes on until the board is empty.

4.3 Possible candidates;
6.6  Justifying actions;
20.7 Results of events;

20.9 By men, by women, or by both. 18.2 Combining arrangement

Simple negative sentences in the present, contrasted with affirmative; oral
interaction.

Materials: Two series of pictures of simple items (objects, animals or
people), numbered, but displayed on separate pieces of paper. Irems
bearing the same number on each list should be similar, but may or
may not correspond exactly. Where there are differences, these should
be clear and easily expressed in simple language: a person with
dark/fair hair, a dog sitting versus a dog standing, etc. There are some
examples in Box 52; but you can easily make such materials yourself,
using simple pictures (like those in Box 5, page 56, for example),
altering where wished with correcting fluid or black pen, and photo-
copying.

Procedure: Students work in twos, each having one of the paired lists,
which they are not allowed to show each other. Each student takes it in
rurn to describe or define an item, giving its number in the list, and the
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other student repeats the definition if it corresponds to his or her |
with the same number, or contradicts it if not. The object 15 to [
if the items with the same number are identical or not. If the stud
decide they are, they put a tick next to them, if not, then a cross, I
pair of items may need several such exchanges in order to test if gk
really are the same or not. For example, the exchange about item o
the first pair of lists in Box 52 might go as follows:
A: Number one is a man.
B: Yes, it’s a man.
A: He has black hair. |
B: No, he doesn’t have black hair. (Both students mark numly
one with a cross.)
Itis as well to do a brief full-class demonstration with one or two iten
before letting students work on their own. At the end, check that th
have the ticks and crosses in the right places, and go through
definitions of the differences.
Comment: As with many group or pair work activities, it is worth

having some other pairs of lists in reserve to give to students who finigh
early.

OX 52 continued




BOX 52 continued 3 Picture differences ;(

ple negative sentences in the present, contrasted with affirmative; oral
¢ written brainstorm, optional free interaction in pairs as follow-up. i

terials:  ‘Two or more pictures with ten or so minor differences
Ietween them that should be easily expressed in language the students ¢
kow. You can use the pairs of pictures in Box 53, or several of those in }

Box 49, page 169. ||

BOX 53 i
Picture differences [l
___________________________________ i f
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Procedure: Display the pictures, and ask students to find and def
dtffcrcnccs between them, using negative sentences: that is they m
define what is not so in one picture (contrasted with wh‘m 15 80
another). This is most easily done in a full-class oral brainstorm: but
may also be done individually in writing, with feedback later. ‘

Variations: When students are familiar with this procedure they ma
be divided into pairs, and each given a picture which tlu:y are n
allowed to show one another. They have to discover the ten differenc
by question and answer, and write these down as negative sentences,

BOX 53 continued
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Solutions to differences between pictures 1A and 18.

1 In picture A the time is 3 o’clock, not 4 o’clock.

2 In picture A the notice doesn’t say DEPARTURES, it says
TIMETABLE.

3 In picture B the man in the foreground doesn’t have a suitcase.

4 [In picture B the man driving the truck has no hat.

5 In picture A the two people on the right aren’t running, they are
walking.
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Activtties

6 In picture B the doors on the left aren’t open, they're shut,
7 In picture B the man in the foreground has no dog,
8 In picture B there is nobody sitting on the bench under the clock,
9 In picture A the gate to platform 3 isn’t shut, it's open,
10 In picture B the little boy isn’t looking at the notice, he’s looking
the right.

Solutions to differences between pictures 2A and 2B.
1 In picture A there is no ‘Car Park’ sign.
2 In picture A the man standing by the road doesn’t have fair hair; |
has hlack hair.
In picture B the dog isn’t sitting, it’s standing.
In picture B the man on the other side of the road isn’t running, he's
walking.
In picture A the hand of the man telephoning isn’t in his pocket.
In picture B there is no woman sitting in the car.
In picture B the man standing by the road doesn’t have a tie.
In picture A the car isn’t a taxi.
In picture B there is no word ‘telephone’ on the telephone box.
In picture B there is no postbox by the telephone.

B G

O N0 ] ON Ln

1

Solution to differences between pictures 3A and 3B.

In picture A there are no birds in the sky.

In picture B there are no numbers on the number plate.

In picture B the man going into the shop doesn’t have a briefcase.
In picture B the woman in the car isn’t smiling.

In picture B the name of the filling station isn’t DRAKE, it’s BROOK.
In picture A, the man standing by the car doesn’t have glasses.
In picture A there 1s no woman behind the cashtill in the shop.
In picture A the man filling the car isn’t wearing a cap.

In picture B the big sign doesn’t say TURN OFF ENGINE, only NO
SMOKING.

In picture B there is no little boy in the back of the car.

O 00~ O\ b I Lo R

—
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18.4 Questionnaires with negative answers

Negative responses to set questions, contrasted with affirmative; oral or
written.

Materials:  Any type of questionnaire based on ‘yes/no’ questions
(examples in Boxes 40 and 43, pages 144 and 153).
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cedrre: Students administer the guestonnaires to cach other; posi-

Tive answers may be given as ‘yes', but negatives must be given in full
wentences. 1f possible, each student should talk to several other
yindents, Then ask for reports, in the third person, of negative replies
that were given. )

Martine doesn’t mind other people smoking near her.

Jan doesn’t enjoy smoking. |
and try to reach some general conclusions:

Most people don’t like singing pop songs themselves.

No one approves of smoking as a habit. .
() questionnaires may be done individually, in writing, and answers
luter shared and compared. r :
Variations:  You may ask students to elicit both positive and negative
answers equally, and discuss both kinds (_)f response in your summing-
up. There will be less concentrated practice of the negative forms, but
the interaction will be casier and more nat_ural, and negative forms
when they occur will be better contextughzed.ﬁ You_wﬂl also have
better opportunities of contrasting these with affirmative forms.

18.5 Don’t say no

Negative answers to questions; oral.

Procedure:  One volunteer comes to the frontio_f the class, and t.he ?thers
fire questions at him or her, trying to elicit th(? answer ‘no’. "l_"he
answerer must give true answers, but find alternative ways of.dentymg
or refusing; all answers must be in full sentences (answers like ‘Not
really’, or ‘Never’ are unacceptable). _ A e

A: Does the President of the United States live in Canada?

B: The President of the United States does not live in Canada.

¢: Would you like to fail tomorrow’s test?

A: 1 would prefer not to fail tomorrow’s test. =
“Yes’, however, is allowed; so students might slip in some ‘yes
questions occasionally in order to lull the answerer’s suspicions. When
the answerer lets slip a ‘no’, or manages successfully to answer 20
questions without doing 50, someone else takes their place.

18.6 Guessing without yes or no

Affirmative and negative answers to questions; brief oral responses.

Procedure: Half the class chooses an item to be guessed — and defines it
as “animal, vegetable or mineral’. For example, a diamond necklace is
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b
mineral'; a cotton shirt is ‘veperable’ h
— .uwi reas vegetable’. The other half of the class
' questions to try to guess it. Any of the *knowers’ may ansy
out they may not use the words ‘yes' or ‘no’, only full-sen: "
confirmations or denials: |
A: Can we wear it?
" B: We can’t wear it.
W , :
en the item has been guessed, the other half of the class choose
new item to be guessed. h |
C(])mmfnt: ‘I\/‘i(‘)s't of the time thg answers will tend to be negative, ungil
otof possibilities have been eliminated and the ‘guessers’ are v -
the right answer. -
Note Fhat there sl'_lould be a number of ‘*knowers’, not just one as i
_clt_(;lr}vgntlonal guessing procedure (see Comment to 15.6 Guessi
is is because they have rather more to do (full sentences rather th

t yCS/IEO IES[)()I)SE a]ld ]l()l(iel to glve]l ore (16]"51) ()rtl[ |
Stu 1811

18.7 Discrepancies

Negati ;
fegfaﬁtlve Sentences in any tense; oral responses, based on transformation
ol alirmative to negative; optional written follow-up.

_ ‘ pancies in it. Every time they hear a
mistake they put their hands up, tell you what is wrong, andygive .Ehz

correct version. You might take a well-know
' - n folk st i
they have just read from the coursebook. il
Teacher: Once upon a time there was a little girl called Goldj-
locks, who had long green hair. ..
o3 P Student: Her hair wasn’t green, it was golden. . .
arfmttqns: Yo_u can hase your spoken text on an inaccurate description
o ‘ﬁ Slcturc (plgtures in Boxes 28, 39, anu 53, pages 106, 141, and 185
%1] 0), or a picture of yourself, or of one of the students in ,the class
€ text may be given n writing for homework; ask students t(;
s in red, and write in corrections b
: elow:
illf:‘: §h0]111[d ;gcll)ude what was wrong (usually a negative sentence) and
at it should be (usu_ally affirmative). Students welcome the oppor-
tunity to do some red-ink correction themselves! ey

See also:
16.5 Reverse guessing (using negative sentences as hints).
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Numbers

.1 Telephoning

inple cardinal numbers; histening comprehension, reading numbers.

Wocedure:  The object is for each student to find out the phone numbers

ol all the other members of the class. Each student notes down on a
sheet of paper his or her own number (or invents a fictional one if they
prefer, or don’t have a phone). One student (or you) begins by
announcing his or her own number, and ringing up someone else. And
so on. It is a good idea to repeat each number at least twice.

A: This is 06-933761, Mark speaking. This is 06-933761.

Calling Pauline. Are you there Pauline?
B: Yes, this is Pauline; my number is 04-224365. Pauline here at
04-224365 ...

Meanwhile all the students jot down the names of those who have
identified themselves, with their corresponding numbers. At the end,
check that all the numbers and names are right.

Variations: Make individual copies of a list of phone numbers —
preferably the kinds of number combinations students are used to
locally. There should be the same number of numbers on the list as
there are students in the class. On each sheet a different number is
underlined: this is the number of the student who has the sheet. The
first student, after announcing his or her name and number calls
another number, at random. The student whose number it is answers
and calls another — and so on. All students note down numbers and
corresponding names.

Comment: Note the need to teach specific telephone-linked expres-
sions, such as the use of ‘double-O’ for *00’, and conventional openings
and closings of telephone conversations.

19.2 Address book

Simple cardinal numbers in addresses; listening comprehension and
dictating.

Materials: In an earlier session, pass round a sheet and ask students to
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Activities

write down their names and addresses (and, if i h

: ’ ; and : sses (and, if you wish, phe Numbers that are important to me
numbers) on it, very Iclcarly. Add your own. Later, hlnnk‘ nn:.ll ! ; ’
numbers with correcting fluid. Then make enough copies for |
student to have one. ‘

Procedure: Students fill in the missing numbers in their own address

v LS
Any numbers, particularly as used in dates: oral interaction.

Procedure:  Ask the students to write down:
I A year that was important in their lives (e.g. 1980).
3 A date that is/was important to them (e.g. January 12th).
3 A telephone number that is/was important to them.
4 Any other number that has special personal significance.
One (volunteer) student reads out his or her numbers; other students
guess what the significance of the numbers might be; the student tells
them what in fact this is. Then the class divides into groups, and the
papers with the numbers on are displayed to all members of the group;
participants  discuss the different numbers and their background
‘stories’.
omment: Note that this kind of activity demands a certain intimacy
nd frankness, and should only be attempted in a class where relation-
ships are warm and informal, Also, students should not have to reveal
the background of all their numbers if they do not want to: let them
choose which they would like to talk about.

rather than individually — finding out from each other, and you, all 0"
numbers that they lack. When the first students finish, stop the activig
Read out all the complete addresses yourself, in order to check th
cveél)ione has thim right, and to give people who didn’t finish a chane
to fill gaps. At the end, they have an address list for keeping in touel
with each other. il

19.3 Number dictation (1)

Larger cardinal numbers: listening comprehension,

Procedure: Dictate a series of numbers in the hundreds, in rando
order, writing them down yourself as you do so. Go on’ to the nc)f'
number as soon as the last student has finished writing. How many dia
the lclass get through in two minutes? Check answers, and then do it
again with another series of numbers; the class trics 4o breal its
‘record’ for the two minutes.

Variations: To make it easier, use numbers berween ten and a hundred;
to make it more difficult, go up to the thousands or higher. ’.

19.6 Exam results

Ordinal numbers; simple utterances based on number cues.

Materials: Five separate sheets, each giving information on the results
of four (out of 20) candidates in exams in three subjects. These results
are given as placings, not marks. For example, ‘2 Reg’ means that Reg
came second. Examples in Box 54.

Procedure:  Students sit in groups of five, each participant having one of
the sheets. They are not allowed to show each other their sheets, but
have to fll in the missing information by asking each other questions:

Who came fourth in English?
or simply by dictating their information to each other:
Reg came ninth in English, second in maths, and sixth in art.

Variations: The groups might work out the average placing of each

candidate in a final list — and compare results with one another.
W

19.4 Number dictation (2)

Larger cardinal numbers; listening comprehension and dictating.

Procedure: The ﬁrs_t student dictates a number (in the hundreds) to the
clags; everyone writes it down. The second dictates another number
N b
which everyone writes down, and adds to the first. As each new
number is given, it is noted down and added to the previous total. Has
everyone reached the same grand total at the end? If pocket calculators
are available, use them.
Variations: This can be conveniently done in groups of not less than
five students.
Yoq can, of course, use bigger numbers, or include ‘minus’ numbers
. . . - X
ot dec1ma] points, or fractions, if you wish to make the activity more
challenging.
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Activities ANHITET S
BOX 54
BOX 54 continued
Exam results
r ; _: ; r = | Solution
,  List? , List2 i List5 |
| English Maths Maths I\ English  Maths Art |\ English  Maths Art I English Maths Art
l 1 1 1 Dick | 1 1 1 1 1 1 1 ' 1 Ned 1 Meg 1 Dick
- 2 2 L2 2 2 2 2 Reg 2 o2 di 2 Reg 2 Meg
' 3Ann 3 Beth 3Chad ' 3 3 3 P 3 3 3 , 3 Anmn 3 Beth 3 Chad H
L4 4 4 4 4Eva 4 Fred ;4 4 4 4 Meg 4 Eva 4 Fred
| 5 5 5 | 5 Gary 5 5Eva | b 5 5 I 5 Gary 5 Ned 5 Eva
! 6 6 6 | 6 6 6 i 6 6 6 Reg | 6 lan 6 Jill 6 Reg
| 7 Beth 7 7 | 7 7 7 \ 7 7} 7 | 7 Beth 7 Kate 7 Ned
I 8 8 Ann 8 I 8 8 8 Gary [ 8 8 8 ! 8 Ora 8 Ann 8 Gary ﬂ
! 9 ] 9 [ g9 g9 g | 9 Reg 9 9 ! 9 Reg 9 lan 9 Leah
10 10 Dick 10 10 10 10 10 10 10 Stan | 10 Pat 10 Dick 10 Stan ‘
; 1 11Chad 11 ' 11Eva 1 11 B 1 11 11 Vera , 11 Eva 11 Chad 11 Vera
T 12 12Ann | 12 12 12 | 12 Tony 12 Vera 12 ., 12 Tony 12 Vera 12 Ann
| 13Chad 13 13Beth |, 13 13Hedy 13 ;13 13 13 | 13 Chad 13 Hedy 13 Beth
14 14 14 ;14 14 14 Hedy i 14 Vera 14 14 I 14 Vera 14 Leah 14 Hedy
[ 15 15 | 15Hedy 15 15 i 15 15 15 Tony ! 15 Hedy 15 Pat 15 Tony
I 16 16 16 I 16 16 Fred 16 I 16 16 16 ' 16 Leah 16 Fred 16 Pat
| 17Dick 17 17 I17 17 17 %2 17 Stan 17 : 17 Dick 17 Stan 17 Ora
| 18 18 18 '8 18 18 ! 18 Stan 18 Tony 18 | 18Stan 18 Tony 18 Kate
.19 19 19 19 19 Gary 19 119 19 19 , 19 Kate 19 Gary 19 Jill
g, 20 20 20 ,  20Fred 20 20 .20 20 20 | 20 Fred 20 Ora 20 lan
b — — e e — - = = = = e O e S . bo =2 a2 2k = 4o e Siamre— et e = =4
List 3 List4

English Maths Art (© Cambridge University Press 1988

' [

' . |

L 1 | 1 Ned 1Meg 1

I 2 Jill 2 2 | 2 2 2 Meg

I 4 4 | 4 Meg 4 4 o

| 5 5 5 | 5 5Ned 5 19.7 Getting in order

| 6 lan 6 Jill 6 I 6 6 6

: 7 ke 7 b W& 7 7 Ned Ordinal numbers; free discussion. ‘
, 8 8 8 ! 8 Ora 8 8 i o

.9 9 lan 9 Leah : 9 9 9 Procedure: Putstudents in a line; then ask them to rearrange themselves
[ ol i L2 10 Pat 10 10 according to the dates of their birthdays — the one nearest to the first of
: :ll ; :; : ; ' 1; oy 1 January at one end, the one nearest to the 31st of December at the other.
13 13 13 : 13 1; :g Fach one should find out which number he or she is within the class —
lo14 14 Leah 14 114 14 14 third? tenth? sixteenth? Then put them into groups pf five to ten
L5 15 15 115 15 Pat 15 students and ask them to find as many other ways of ranking themselves
3¢ keah 10 16 L 16 16 Pat in order as they can. For example: in ‘length of name’, Jacqueline s first,
: ]Z :; 1; g | :; :; 17 Ora Penelope and Jonathan second, Robin fourth, Kate fifth and lan sixth;
: 19 Kate 19 19 Jill : 19 19 :g but in ‘distance we travel each morning to get here’, the order might. bﬁ:
20 20 20 lan | 20 20 Ora 20 quite different. Th;n the groups tell each other some of their more orig-
b e B e i = & ok am o nal ideas for rankings — and the order they put themselves in.
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Variations:  Groups try to find different reasons for ranking that
give cach participant at least one opportunity to be in first place
Groups might simply recount one of the orders that they have fl;
and challenge‘ other groups to guess the rationale behind ir,
Jacqueline is first, Penelope and jonathan second, Robin fou
Kate fifth and lan sixth: what are they in order of?

But obviously this will work only if th |
mation is likely to be known by gll. " nesay backaro

20 Passives

See also: 20.1 Passives in the press

8.3 Kim’s game (Variation).

Passive sentences, all tenses; reading and understanding, expanding brief
headlines; writing.

Materials: A pile of English-language newspapers.

P'rocedure:  Give each student a newspaper, and ask them to go through
the headlines and news reports, highlighting or underlining occur-
rences of passive constructions, and using dictionaries where necessary
to understand the meaning. If the passives occur abbreviated in
headlines, they should expand them into proper sentences in their
notebooks. For example: |

Man struck by lightning in wood i
becomes:

A man has been struck by lightning in a wood. ‘
(Often the first sentence or two of the articke will give some indication \‘
of what the expanded headline should look like.) After 15 or so j
minutes of such activity — during which you can help individuals with |", '
difficulties in comprehension — stop them, and ask to hear some of the '
items they have found. .‘

Comment: Some of the items will probably stimulare discussion; a
good thing, up to a point, but don’t let them get you away from the
main point of the exercise for too long! H

You may need to teach a little ‘journalese’ when working on |H
headlines: the use of infinitives to indicate the future passive (‘Forest to '
be cut down’), and the use of short or abbreviated words for more i
usual long ones (‘Demo banned’). In such cases, you may wish to “;
encourage them to change vocabulary as well as expand grammatical '
forms. |

20.2 What is done — and by whom? r“

Present passive sentences, with agent; oral and written brainstorm. ‘\ ‘
Proceditre: Give the students the name of an institution or centre of ‘
activity that they know of — the school, a sports centre, the local
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government offices, a theatre, a street, a hotel, an awrport — and
them to list all the things that are normally done at this location, W

up their suggestions on the board. In a hotel, for example, they mi
say:

Pictures showing changes

P.fCtUre A W
I i s TR
= Wi 6 | / Wy Yy v N
4 w - W E
W ¥
== T\ e <
= = o
oty Marsh A A AA

Credit cards are accepted.

Food is eaten.

Meals are served.

Guests are welcomed.
Then ask them to identify by whom these things are done. Each studen
writes down the name of an agent suitable to each sentence (you ma
need to supply some new vocabulary here); then compare and discuss
For example — by whom are credit cards accepted? By the receptionist?
Or by the hotel management?

Variations:  Erase or hide what has been written. Can they remember

and write down the things that are done by ... the receptionist? The
guests? The waiters?

]
AT
P e Mountains
e o |
AR T
ey
P
A
e
A
B it aigty

20.3 Describing changes

Passive sentences in various tenses; oral brainstorm;

optionally, the
structure need(s) doing/to be done.

Materials:  Pairs of pictures showing a situation or place before and
after a set of changes — like those in Box §35, for example.

Procedure: ~ Ask the students to imagine that the second picture is the
present and to describe what has been done, Or let them assume that
the tirst is the present, and describe what they know will be done (i.e.
the second picture). Or they can imagine that they are midway between
the two, and describe what is in the process of being done in order for
the situation in the first picturc to change into the second. This can be
done orally or in writing.

Variations:  Showing only the first picture of one of the pairs in Box 535,
ask students to guess what changes will be made — or, in the case of the
untidy room, need to be made. Write up all suggestions, then look at
the second picture: how much did they get right? What did they miss?

Discuss the local situation: changes that have been made over the
last few years, things that are going to be done in the future, Ask
students to tell you the changes that seem to them to be for the worse,

ot for the better. Or what they think needs to be done or needs doing —
will it in fact be done?
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BOX 55 continued

X 55 continued

Picture A
Picture B

Picture A

© Cambridge University Press 1988
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20.4  Writing up a process

. . 5 X

2 A litre of water is heated . ..
witin asbk ::ach ﬁtuder}llt to choose one such process he or she is
— but perhaps the others are not ibe i :
— and describe it simi Yo
glfaty neecli to supply some new vocabulary, e
4 . o
o :;rcl:lmogt [?m t{:elr del:cnptlons, students get together in pairs
er about ‘their’ processes, and ' .
i . , and to check the quality o
h nia(:]\:r%(] egcplanatlons. Are these clear enough to be follo?;vecliltg"
layman? When you have checked their descriptions, the more i -
’ ing ones can be read out. , e
omment: ive i
s eve:;da I\Lote tha_t the passive is not appropriate for the description
B y domestic processes (washing, cooking, etc.), but rather fa
experiments and technical operations. Hence this activity 7

most suitable for ESP or EST ;
. : class i 5
main subjects. cs, using ideas drawn from theit

as individuals request |

20.5 What's being done?

g

Procedure: Su i
: ggest a few things that are bei
Suj \ eing done at the
moment w1thm,. say, a kilometre radius of the classroom: g
The road is being mended. |
Cars are being driven.
then divide the class into groups, and ask each group

202

0.6 Election campaign

Iae of future passive to express promises: free composition of sentences,
gal and written.

wcedure:  Tell the students they are preparing part of a candidate’s
campaign for election to a post in either national or local government.
What sort of things should their candidate promise in order to gain
votes: what should he or she undertake will be done? For example:

The main road in this town will be widened.

A new school will be built.

More jobs will be provided for young school-leavers.
[licit a few such suggestions from the class and write them on the
board. Then divide the class into groups, each of which is supporting a
different candidate: they work out a programme of what will be done if
their candidate is elected, and write it out. Supply new vocabulary as
asked for, and write it on the board.

Then the ‘candidates’ (role-played by one member of each group)
present their programmes, supported and prompted if necessary by
members of the groups. Finally, one of the candidates may be selected
by the class in a democratic election (participants are not allowed to

vote for ‘their’ candidates).

20.7 Results of events

Past or future passive: free composition of sentences, oral or written.

Procedure: Describe briefly an event which would be likely to have far-

reaching consequences: an unusually heavy rainstorm; a sudden rise in
the birthrate; a flu epidemic. Write a sentence describing the event in the
centre of the board, in the past tense, and ask the class to suggest what
they imagine was done by the authorities to cope with it—and any other
consequences that can be expressed as passives. Results—and results-of-
results — are written up as a flow-chart. Thus the sentence:

An unusually large
number of
babies were born.

may lead to:
—
More An unusually large A new
teachers |<— number of hospital

were trained. babies were born. was opened.
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which in turn may lead to:

More
teachers
were trained.

An unusually large
number of

—
babies were born.

l

Too many
teachers

doctory
were neede

were trained,

If the initial sentence is in the present perfect:

An unusually large number of babies has been born.
then the following passive sentences will be in the future:
A new hospital will be opened.
and will represent estimations of wha
rather than events assumed to hav
ideas for initial events, not marked
Variations: You may wish to use ge
esting consequences,
students are studying.
The activity may be done in small groups; give each group a large
sheet of paper with the initial event written in the middle, appoint 4
‘secretary’ and ask them to su

ggest things done in consequence and
draw in the flow-chart. After you have checked, display the results,

t will be done as a consequenqe
¢ taken place already. Some mo
for tense, are shown in Box § 6.

nuine historical events with inter-
or events connected with other subjects the

20.8 Defining objects

Present passive with modals (e.g. It can be done); oral brainstorm.

Procedure: Choose a simple inanimate ob

one what it is. Students describe it b
must/should be done)

guess. For example, an
It can be eaten.
It must be eaten fresh.
It can be broken.

The guesser may also ask questions:
Can it be boiled?
Can it be decorated?

ject, and tell all the class but
y saying what can be done (or
with it, until the one who does not know

can
egg might be described by sentences like:
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BOX 56

Events with far-reaching results
A Worldwide

1 A cure found for cancer

2 Return of the ice age

3 Explosion of Bomb

4 Sudden rise in birthrate

5 Invasion from cuter space

B National

by neighbouring country
12 \If‘:i?;sz(:'lnac::gtsvof oi?discovered-oﬁshore
3 Sudden fall in industrial prgduct:on
4 Celebration of national jubilee
5 Doctors on strike

C Local

1 Collapse of hotel in centre of town
2 Heavy rainstorms

3 New motorway

4 Olympic Games held here

5 Flu epidemic

20.9 By men, by women, or by both
i itten; discuss-
i i i - brainstorm, oral and written;
¢ t simple passive with agent; i ! 2y
:;:;SfengW-Ep lfsing modals should, can, might with passive

i hings that are normally, or
. Ask students to write down five t :
Pmudu;z;.lallys done by men, five that are normally done lb)::l 'Womsgl\’,iit :
E{C:arihat are, normally done equally by both ﬂhexc.tu i?(;gn .

biological functions! (Tell them to consider whﬁt t }? sl ;.113 ke

i i iliar— t they thin |

i i th which they are familiar—not wha ;
g]?)s?rf 1;}(’)1‘:’1;5 or in full class, share ideas: do they agree with each
el
> -

Ot‘h? 'ﬂS‘ Whittle down the list to things that the studer;]ts m{})lr?T 0’11:_ }::ﬁsrs1
i e usually done by one of the sexes rather than the otke : Then
aglie:hzm whether they think such situations are.gustlfmd.l"(li':;;7 e (;gne :
' h activity listed, and discuss whether it can/ngh't/shpu e iy iSy
o ezlbcr gf the o,pposite sex — and what the implications are 1 .

am
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| | ife — using the
class what differences it made to his or her life = using t
but amplifying freely. o
riences to one another in pairs —
person, each student

21 Past perfect explain to the ;

written sentences as a basis, t ;

Variations:  Students may tell t}'ll_‘ll"t?xlpL e

and then report back to the class 1}:1 i

e L‘le)ef:ieﬂc@ i ]:iltsir?; pi:firably a5 follow-up to the oral
' same may be done inw i . :

-u:t]i:.lf1 li): dKlstkT}?g students to describe the difference something made to

their lives, contrasting what they had been/known/felt beforehand with

their situation afterwards.

21.1 Past diary

See also:
6.7 Looking back;
13.2 Reporting interviews;

; ight? (2);
2.2 What were you doing last night? ( h)e e B

Use of past perfect to describe events done by a certain time in the pa
construction of simple sentences based on set cues; oral or written.

Materials: A diary of daily events, such as those in Boxes 25 and 274
pages 96 and 102; individual copies, or shown on overhead projecto

Procedure:  Present the diary as representin g the events of last week;
writer is called Mickey. Pick one day; ask the class what Mickey ha
done by three o’clock of that day. Then ask them to look carefully af
the schedules of two days (say, Tuesday and Wednesday). Then,
without looking, they should try to write down as much as they can
remember of what Mickey had done by, say, one o’clock on Wednes-
day, and what he or she had #ot yet done. Check: have they, between
them, remembered everything?

6.6 Accounting for moods (assuming t

21.2 Changes: before and after

Past perfect contrasted with past simple; construction of written sen-
tences based on set pattern, followed by free oral interaction and writing,

Procedure:  Ask each student to think of some period that made a great
impression on him or her: a course of study, an impressive trip, some
kind of edifying (or traumatic!) experience. Then ask them to express
the difference it made to them in a sentence, or sentences, based on the
formula:

I had never (or always) ... before.
and possibly adding:

But afterwards I . .
using the past perfect in the first clause and the past simple in the
second. Give an example yourself, from your own life. Then ask
students to write down their sentences — as many as possible, to express
the widest possible implications of their experiences. Supply vocabu-
lary to individuals as needed.

Then ask a volunteer student to describe his or her experience, and to
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o waer f’l ll"! wew e v
: nple, s one who has a vase should not say:
N R one, For example, :.:‘nncumlwlu i
| was putting flowers in a vase.
but something unexpcgtcd, ike: L
[ was drinking wine out of my vase. 0
| was selling my vase to a friend fog $12,0 A
_ ry.
You may need to supply some new vocabula y ST o
Then each student says what he or she was doing,
sibly using the past perfect:
IHMlbllj\lv'lq d%inking wine out of my vase because I had broken all my
slasses. ‘ -
I \5’15 selling my vase for $2,000 because | had discovered it wa
made of gold. . .- e
Variations: Gather in the pictures and stick them up on tl;le b g
‘l l:1 nck. Point to each in turn — can the students )(not the on
MU-13 . : : :
picture it was!) recall who was doing what with it?

22.1 What were you doing last night? (1)

Use of past progressive to describe past period of activity;

composition o
simple sentences based on picture cues; oral with written

follow-up.
Materials: A set of pictures of simple objects, as in Box 5, page 56.
Procedure: Each student gets a picture and decides what he or she was
doing (in imagination) ar a given time last night — say, at ten o’clock:
the activity must involve the item depicted. Then each student shows
his or her picture and says what he or she was doing. A student with 4
picture of a vase might say:
I was putting flowers in a vase.
One with a picture of a loaf of bread might say:
I was making sandwiches.
The students then have to find co
other:
What were you doing last night?
If two or more students find that they were doing activities that could
‘g0 together’, they join up. For example, someone who was making
sandwiches and someone putting flowers in a vase could go together:
they might have been preparing for a party. When most of the students
are in groups of three or more, they report back to the full class: what
each one was doing, and what the ‘umbrella’ activity was that
accounted for their being together (e.g. they were preparing for a

party). Can the class find a group for any students who have not
managed to find one for themselves?

22.3 Are you a good witness?

' [ 51 ion; composition
Use of past progressive to describe given past situation; free comp
s¢ et _
of sentences based on picture cue; oral and written.

i i oing on — a
Materials: A picture depicting a large number of things i(lmi)gr i
scene in a street, for example, or in an airport termin -e’ ey
iiving room of a large family. Examples in ngd57,.orb1]15 p;;cmres “
; ' suitable
ials RAPHY); or you may fn tab
aterials (see BIBLIOGRAPHY); may fn ek
;T:)ur coursebook. Choose pictures whose topics are within the scop
’ .
our students’ vocabulary. _ . i
Pr)c()cedure- Tell the students you are going to give ;herll(’. att;:sstcene =
they are good witnesses or not. They Wl]l have to }?o ?he o
then recall details in response to questions. Show them .pns L
inutes, then hide it and give them a series of questio
twn m A
i i ory: |
eir perception and mem ’ ;
" pVVhici way was the old woman facing — left or right:
i hat?
Was the baby wearing a . : i
You can improvise these, and get immediate vnlulnteerﬁ.d gezgsé thé
i i I e — In whic
ten form in advance — 1
repare them in writ : L 4
gtrugenfs write down their answers (in complete sentences)
checked later. . i !
See if the class can establish who the best w1mes‘ses areked -
Variations: In a more demanding version, sn}depts are ash e
ac;c‘)wn ev'erything they can remember that was going on 1(111 t- e sc:[:)SiI.1 ;
they can work in groups, pooling their knowledge and composing
itten account together. , - o
Wr'lftltie students themselves may provide the original material

mpanions. They go round asking each

22.2 What were you doing last night? (2)

Use of past progressive to describe past period of activity; composition of
simple sentences based on picture cues.

Materials: A set of pictures of simple objects, as in Box 3, page 56.

Procedure: This begins the same way as the previous activity. Each
student gets a picture, and decides what he or she was doing last night,
involving the item depicted. But the activity must not be an obvious
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ioups prepare more or less

pocalling, by secting up a living tableau. €
or a minute or two — and

deamatic tableauy, hold them stationary f
ihen challenge the other students to recall what was going on.

Things going on

22.4 When did we meet?

gs going on at certain times in the past;

st progressive to refer to thin
s into full sen-

uptionally, contrast with past simple; expanding note
\ences; oral interaction,

Muterials:  Four lists of activity schedules, describing a certain day in
the lives of four different people; optionally, a map showing the places
referred to. My sample texts in Box 58 go with the map of the
‘developed’ island (Box 53, page 199).

I'vocedure:  Put the students in groups of four, each participant having
one of the lists and a copy of the map. Take one or two examples of
items on the lists, and show the full class how they may be expanded in

speech. For example:
Lunch 13.00-14.00

might be said as:
I was having lunch from one o’clock to two o’clock.

You might ask your students to use only the past progressive; or, if they
have grasped the contrast, to use the past simple occasionally to refer to
specific events or to a sequence:

I came back to the hotel at half past one.

| got up and then had breakfast.
Tell students that each of the four met each of the others in the course

of the day. They have to find out when and where. Each of them in turn
should recount what they did (using sentences like the above
examples), while the others listen and try to identify when/where they
must have met. After everyone has described their day, they may need
to ask each other questions, which may use cither the past simple or the
past progressive:

What time did you leave the Nature Reserve?

What were you doing at six o’clock / berween four and six?
At the end, each participant prepares a note stating where he or she met
each of the others, and what he or she, and the other person, were

doing at the time. Compare and check results.
W

! esma] ey ] "

& | e

g - (f 7

See also:
23.7 Story behind a photo.
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BOX 58
SOOI Ny e = .
A
(Staying at Grand Hotel)
Get up 9.00

Breakfast in hotel 9.00-9.30
Visit Castle museum 9.30~11.30
Swim in sea 11.30-13.30

Back to hotel 13.30

Lunch, rest at hotel 13.30-16.00
Tea at hotel 16.00-16.30

Leave hotel 16.30

Walk, Castle beach 16.30-18.30
Back to hotel 18.30

Shower and change 18.30-19.30
Dinner at hotel 19.30-21.00
Party at hotel 21.00-23.30

Bed 23.30

(Lives in town)

I
1

I

| Get up 7.30

| Breakfast at home 8.00-8.30

I Drive to north coast 8.30~11.00
: Survey area 11.00-14.00

| Eat sandwiches in car 14.00

| Continue survey 14.00-16.00

| Drive south via Nature Reserve
1 16.00-18.00

! Arrive Castle 18.00

: Make phone calls, hotel

| 18.00-18.30

| Dinner at hotel 18.30-20.00

[ Leave hotel 20.30

1 Drive home 20.30-21.00

| Television 21.00-23.30

: Bed 23.30

© Cambridge University Press 1988

B
(Staying in tent, Castle
Beach camp)

Get up 7.00

Swim in sea 7.00-8.00
Back to camp 8.00
Breakfast 8.00-9.00

Walk to Nature Reserve 9.00-13.00

Reach Nature Reserve 13.00

Picnic lunch by river 13.00-14.00

Fish in river 14.00-17.00

Tea at Nature Reserve Cafe 17.00

Hitch lift to Castle beach
17.00-18.00

Walk to camp via beach
18.00-18.00

Supper at camp 19.00-20.30

Sing-song at camp 20.30-22.00

Bed 22.00

D
(Living on yacht)

Reach north coast of island 4.00

Sleep 4.00-10.00

Breakfast 10.00-10.30

Land 10.30

Explore coast on foot
10.30~12.30

Back to yacht 12.30

Sail round west coast 12.30~15.00

Go up river {(motorboat)
15.00-16.30

Go back down river 16.30-17.30

Back to yacht 17.30

Sail south, to Castle 17.30-20.30

Eat, shower, change 20.30-22.00

Go to hotel party 22.00-24.00

Back to yacht, bed, 24.00

Past simple

1 Listening to stories

W of past for narrative; listening comprehension and slot-filling; oral.

wcedure:
'::ntcs, or reading out from a text (see B!BL[OGR,}PHY_ o
mended sources). The story should have plenty o afctlf)n,on be
casily comprehensible to the students. Get ther? to oi_uslar foprm
forms by asking occasionally for a translation o anbu'rt,gut g of[er;
or by stopping and getting them to’supply the verb -.'—b']L'lt noAfs.ter o
s to interfere with overall ‘pace’ or comprehensibihity. h yast
have finished, ask them to recall some of the sentf:nces’ in t et;})wir
that were mentioned in the story — using one-word ‘cues’ to jog

i ising from skeleton
students a story — IMprovising .
i for recom-

memories. | _ _ ¥
Comment: You do not have to finish a single story in one session; use

AR -
longer stories, or complete books, and read them in serial form, a fe

minutes each lesson.

23.2 Piling up events

lse of past for narrative; repetition and construction of sanIe sentences
hased on given past forms; oral, with optional written follow-up.

£ - 42 ] & Y
Procedure:  Give each student a verb in the past tense (‘sat’ or ‘stood’ or
‘gave’). Then start a simple chain of events with the sentence:

Yesterday 1 went to town and I bought a loaf of bread ...

The frst student continues, repeating your sentence but adding a

F lause including his or her verb:
turthe\r(zsterday I went to town, I bought a loaf of bread and lsat on a
park bench. ..

The second continues likewise:
Yesterday, 1 went to town, | bought a loaf of bread, I sat on a

ark bench, and 1 stood at the bus stop ... ‘ _
And so }c))n, until all the students have contributed, or until the chain

becomes impossible to remembe}".. _ :
Variations: Immediately after finishing the above procedure, ask
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students to write down as much as they can recall of the final chal
possibly working in pairs or groups to help cach other remember,

Instead of giving verbs in the past tense, give them in the *base” fo ]
so that they have to supply the past form themselves, Or simply |

them choose their own — either in advance, or on the spur of 4
moment.

23.3 Chain story

Use of past for narrative; composition of sentences based on given pas
forms; oral, with optional written follow-up.

Procedure: ~ Give each student a single past form (‘thought’ or ‘spoke’
‘went’). Begin improvising a story — for example:

Once upon a time there was a very old fisherman who lived na

cave near the sea. Every day he went out in his little boat i
catch fish. One day there was a terrible storm . .. I

When you stop, a student has to continue, bringing his or her past fo
into the story. For example, if it was ‘thought’, he or she might say:
-~ and he could not go out to sea in his little boat. “What can |
do?’ he thought, ‘if 1 don’t catch any fish, I won’t have any
money, or any food...’
And on to the next student, until all have contributed, and all past
forms have been woven in. Unlike the previous activity, students do not
have to repeat what the one before them has said, and their contri-

butions can be much longer and more elaborate.

Variations: Students may be given simple base forms of the verb, and
derive the past forms themselves for putting into their ‘instalments’, Or
they may get (or choose themselves) other kinds of words, not
necessarily past forms — a good way of practising recently-learnt
vocabulary. Or they may be given pictures which they have to use as
illustrations to their contributions.

You may wish to write the whole story on the board. This slows
things down, but focuses attention on correct forms, and adds the
written dimension.

The original graphic or written cues can be used after the end of the
narration to stimulate recall of the various contributions:

Who remembers what bit of the story included
thought?

Who remembers what happened at this picture?
—a memory test which also provides extra review of the material,
The same activity can be done in dlass in writing. Each student
prepares a personal list of about 15 verbs, and keeps it by him or her

the word
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just received, students
using the second verb
used up. Stories are then read out.

lece or ecach student
throughour the activity, On a separate piece of paper eac

' entence of
wiites the opening sentence ¢ y e
list; and then passes the paper to a neighbour. On the pape y

{0

a story, using the first verb on his or her

write a continuation of the story (one sentence),
on their list — and so on, until all the verbs are

23.4 Pictures into story

sitl ies b: on picture
Ll of past for narrative; free composition of stories based on p
ues; oral or written.
i 1 e 1 9, shown on
Materials:  Simple picture stories, like _thqml?dm lBoxdﬁS‘mS g o
overhead projector or distributed to 1nd1v1buakstu X
probably find similar material in your course OL(; I
Procedure:  Taking the pictures one by one, as s
rally or in writing, ey shoi ol . o
:;md:’ detail as possible. They are not, of course, h[_mtedl tgtions e
actually depicted; encourage them to use their own imlaglirz P
Iin background information, dialogue, character analysis
Supply new vocabulary as needed.

Jariations: ' : ety
\dtfhle story, and then let them brainstorm ideas as to what happ

the story they show. They should do this in as

Display only the first picture, get the students to start telling

' ' it shows
.xt. Show them the next picture, let them desv_:nbe the ev.f:Tts:he o
e heir guesses right?), and continue similarly with
(Were their gues )
pictures.
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Variations:

& e Jlfl’!”ll‘

hefore going lie
fory implies; check they all have the right order betore going on to the
* H

XL sLory, ‘ ' ?
istions: Is there a ‘best’ or ‘most probable’ order of the pictures

[iscuss. N ' -
For homework, give students another set of similar pictures to w

A story about.

23.5 Putting stories in order

Use of past for narrative; free composition of sentences based on picture

cues; oral or written.

Materials:  Sets of pictures apparently showing story — but ambiguous:
could be taken in any order (Box 60).

Procedure:  After the students have had some practice working from
picture stories, as in 23.4 Pictures into story above, put them into
groups and give each group a set of the pictures — each picture on a
separate piece of paper. The groups then decide in what order they
want their pictures to be, and write an appropriate story. If a group
finishes early, it puts the pictures in another order and writes another
story.

Each group in turn then reads out a story they have written. As they
do so, other groups arrange the pictures in the order they think the
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BOX 60 continued
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23.6 Changes in one’s life

Le of past to describe personal experiences; free composition of
sentences, oral and written; discussion.

Procedure:  Ask the students to think of an event in their life that made a
big difference to them. Start the ball rolling by describing a change in
your own life; encourage them to ask you questions about it. Then ask
for a student volunteer to describe a similar experience, helping with
vocabulary where needed. Other students contribute further, until the
¢lass has had enough. Then ask them all to write down descriptions of
their ‘change’ experiences for homework. If you wish, and if your
students agree, some of the resulting essays can be read out later.

23.7 Story behind a photo

lse of past for narrative; also past interrogative; free discussion, with
written composition follow-up.

Materials: In a previous session ask the students to bring to the
classroom photographs of themselves, or someone they know, taken
some time ago; and bring one yourself.

Procedure: Show the students your photograph, and tell them about
the circumstances in which it was taken, or any other interesting facts
(in the past) connected with it. Encourage them to ask questions. Then
invite another student to display his or her photograph and talk about
it. And so on, round the class.

Variations: Theactivity may be based on questions, in the past, about the
photograph. The owner of the photograph simply states who the subject
is — and from then on all information is given in answer to questions:

Where was this taken?

Did you live there long?
For homework, ask students to write a brief composition based on a
similar photograph.

23.8 What really happened?

Use of past for narrative; reading out and understanding short sentences,
followed by discussion.

Materials: Four grids, each giving partial information about a sequence
of events involving four characters and certain times, as in Box 61. 1

> p. 224
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BOX 61
Story in four grids
]— ———————————————————————————————— L
| GridA
| January - July — January — July —
| June 1986 December June 1987 De:émbsr
| 1986 1987
|
| Alex Met Don in
| Chicago,
i February
I
| Myra Paid $2m
| into New
| York bank,
| March
Lo b
i on Was arrested
: in Paris,
: September
: Ken Talked to
| Myra in
; restaurant,
; New York,
i September
|
'. ___________________________________
, GridB
| January— July— January— July—
| June 7986 December June 1987 Det):,ember
| 1986 1987
|
| Alex Threw
| himself
| under a train
| in London,
| August
|
| Myra Had haby,
. London,
i November
| Don Paid Alex
: $10m,
; Chicago,
; March
1
i Ken Was at Don’s
: wedding,
. London, May
|
1S

Ly it e

Girid €
January — July — January — July —
June gas December June 1987 December
1986 1987
Ala;— Paid Myra
$1m, New
York, August
Myra Stayed in
Chicago
hotel,
January—
June
L Married
i Myra,
London, May
Adopted
L% Myra’s baby,
Paris,
December
Grid D
January — July — January — July —
June 1986 December June 1987 December
1986 1987
Met Myra,
B New York,
March
Fell from
L high building
died,
London, July
Don Met Myra,
London,
December
Ken Saw Don
with Alex,
Chicago,
February

@© Cambridge University Press 1988




Activities

know of no similar published materials; but these are quite easy
fun — to construct yourself in a spare hour, :
Proceq’ure: Put the class into groups of four, each group participi
having one of the four grids. Without showing their papers 1o ¢
another, they exchange necessary information to fill all the spaces i
the grids: l
Alex met Myra in New York in March, 1987.

What did Myra do in the first half of 19867

(You may need to start off with all the class together, showing the
_how to ﬁl] in one or two of the spaces. However, if they are used f
information-gap group work this will not be necessary.) '
Then ask the groups or individuals to try to reconstruct the stan
behind the events given: Why did Don pay Alex all that money? Wi 7
Myra’s death an accident? And so on. They should write out
finished thrillers for presentation to the class at the end.

23.9 Sounds interesting

Use of past for narrating; free composition of story, based on sound cues.

Materials: A recorded series of sounds, lasting two minutes or so. Yol
can make these yourself, or use published materials (see BIBLIO-
GRAPHY). |

Procedure: Tell the class a recording has been found of a sequence of
events — but no one knows what really happened. Can they, by.
listening to the recorded sounds, reconstruct the story? Let them li,stem
to the sounds two or three times, noting down ideas; then they should
get together in pairs or small groups and try to reconstruct the story,
They may want to hear the recording again once or twice as they are
working, and will probably need help with vocabulary. Finally, let
them read out suggestions. ,

Comment: You should prepare a suggested interpretation of your own

to contribute: it is interesting to compare your ideas with those of the
students.

23.10 Alibi

Questions in the past; oral interaction.

Procedure:  Select a scene and time for a crime — say, a bank robbery, at
a well-known bank in the middle of town, at 11 o’clock yesterday. T::vo
students are the ‘suspects’ — they are sent outside and instructed to
prepare an ‘alibi’ for one another. This means they have to invent and
be prepared to describe a situation during the period of the crime, in
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which they were in each other’s company and can therefore vouch fom
each other's innocence. For example, they were shopping in a different
part of town, or cycling together in the country. The class, who are the
‘detectives’, prepare a number of questions to ask them:

Where exactly were you?

What did you buy there?

How much did it cost?
and so on. Meanwhile the ‘suspects’ prepare their story to try to
anticipate all such questions and give exactly corresponding versions of
iheir alibi. Afrer about five minutes of preparation, the first suspect is
called in and asked questions about his or her movements and actions
during the crucial time. Then the second. If they do in fact corroborate
each other’s stories, they are ‘innocent’; but if there are inconsistencies
and contradictions, they are ‘guilty’.

23.11 Cooperative story

lse of past for narrative: free written composition.

Procedure: Give each student a large blank sheet of paper, and the title

of a story, which should include the names of a hero and heroine —say
Cliff and Sabrina. Each student writes the title and the first sentence of
the story, and passes the paper to a neighbour. The neighbour writes
the next sentence in the story, and folds the paper over to hide the title
and first sentence, leaving only his or her own sentence exposed; so the
next student to get the story will only see the last sentence. And so on,
cach student contributing a sentence and folding the paper over to hide
what went before, before passing it on.

When you (or the class) have had enough, or the papers are full, open
them up and read out the resulting stories.

Variations: For less entertaining results but perhaps more satisfying

writing, let the students leave the papers open the whole time; then
each student adds his or her contribution on the basis of everything
that has gone before.

For homework, ask students to write the story that they would have
composed on the basis of their own opening sentence.

See also:

2.2 Miming sentences with adverbs;

2.3 Frequency surveys (using the ‘good teacher’ questionnaire);
6.7  Looking back;

9.8  How will the story end? (using past);

11.6 Had a good days;
15.5 Common denominator (using past in the original sentence);
17.10 Then and now.
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24 Possessives Fay is John's wife,

Ity the end, every name should be linked to at least two others. .
As a follow-up, point to any of the arrows, and elicit, orally or in
writing, the sentence that it represents. . :
uriations:  Put the students into pairs, and give one of them a famllg—
~ tree diagram, the other a blank sheet of paper. The one with the
diagram dictates the names and relationships, improvising sentences
{rom the diagram using the possessive ’s as above, so that the other can
reconstruct it. Alternatively, each student dictates to his or her partner
his or her own immediate family. ‘ ' .
In another version, one student is given a blank d1agrarp — just the
lines. with no names — and the other a list of names and information
k]
(‘Jack is Fay’s son’).

(including possessive ‘s and possessive adjectives and prono

24.1 Detectives

The possessive pronouns mine, yours, his, hers; oral production of
dialogue.

Procedure: Send one student (the ‘detective’) outside, and ask anoth
student for something that belongs to him or her, but is not eas
identifiable — a pencil, a standard textbook, etc. The detective com
back, is given the object, and asks one of the students:

Is this yours?
The student — whether it is in fact his or hers or not — denies it:
No, it isn’t mine. It’s his. (indicating another student)
The detective then asks the student indicated, and so on round thi

class; at the end, he or she has to try to identify who in fact was lyinj
and is the owner of the object.

BOX 62

Family trees

24.2 Family tree

Daniel

Use of possessive ’s to indicate relationships; composition of simple
sentences based on family-tree diagram; oral or written.

Materials: A diagram of a family tree, presented on the board or
overhead projector. The family tree may be an invented one, like those
in Box 62 (or you may find one in your coursebook); or, better, a
representation of a family the class know of and can relate to: your
own, one of theirs, the British royal family, a television soap-opera
family.

Procedure: Ask students to define the relationship between any two of
the names, using the possessive ’s:

John is Fay’s husband.

Jack is Tom’s uncle.
As they do so, draw in a coloured arrow, from the subject of the
sentence to the related name: so from the above suggestions there
would be an arrow from John to Fay and from Jack to Tom. There will
sometimes be parallel arrows; for example, a parallel arrow going the
other way will be produced by the sentence:

Sam

Stephen
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Activities
24.4 Distributing goods

Plural possessive pronouns and adjectives (our, their, ours, theirs); as a

BOX 62 continued ‘
variation, other possessives; simple oral utterances based on picture cues.

Muaterials:  Piles of pictures of objects; those in Box 3, page 56, can be
used, or pictures cut out of magazines.

Procedure: Tell the class that the objects are available for u‘se on a
sl | il holiday: ‘we’ are going on an active outdoor hohdgy, whereas ‘they’ (a
vival class or school) are going on a restful, luxurious one. In groups,
[ =1 they have to distribute the objects:
= is or theirs?
Ra n Cath Stella Kit Is thl.fx our camera
This is ours.

and put them into two piles according to their category. .
If each group has the same set of pictures, then results can later be
compared. ‘ _ '
Variations: The same can be done Wlth othfar possessives: if two
holiday-makers have names, then the s is u§ed; if one is male andlonc_ls
female (unnamed), then hislherlbisihers; if .students are wprkmg in
N N e e pairs, then each can take one of the roles, using my/your/minel/yours.

© Cambridge University Press 1988

Liz

See also:

(for possessive adjectives and pronouns)
29.1 Reverse guessing;

29.2 Eavesdropping.

24.3 Whose is it?

Use of ’s or possessive pronouns or adjectives to indicate possession,
writing; simple oral utterances based on object cues.

Materials: ~ One or two small objects from each member of the class;
each object should be in some way identifiable as belonging to its
owner: a hair slide from someone with long hair, a sheet of music from
someone who plays an instrument. Ask students the day before the
lesson to bring the articles with them to class.

Procedure: Place the articles on a table in the middle of the room, and
make sure that all the students know what they are called in English — if
necessary, write up new words on the board. Then each student takes
an article and notes down in writing whose he or she thinks it is:

The hair slide is Tali’s.
Then he or she returns the article and takes another, and so on, until
most students have written ten or so sentences. If they aren’t sure, they
should guess anyway.
Check answers, using and eliciting possessive pronouns:
Is this yours, Tali?
No, it isn’t mine, It’s Anat’s.
Who got the most right answers?
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25 Prepositions
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HOX 63 |
Preposition grids | |
___________________ o \

________________ | I

| am going to be ... : I

| I

25.1 Finding twins (1) in town at midnight on Saturday | ] ‘I
. g . - i fternoon on May 1st ' .

Simple prepositional phrases of time and place, and their order (pla near here e | “,

before time); manipulation of set formula; oral. e cauntiy —— on Tuesday | H

Materials: Individual copies of three-by-three grids, showing altey :
native versions of a sentence that includes definitions of time andplacii_ ¢ 00 4 |
examples in Box 63. | St :

Procedure: Each student marks the particular alternatives he or sh | T |
prefers, and tries to find other students with the same choices, by | UBPERL.A AR - | |
asking simple questions based on the text of the prid: ‘ i ; |

gArf: yiz)u going to be in town? . : imLangon ot Manosy n 198 E |

Are you going to be !n town at six o’clock? l S on a Thursday in 1987 [ .

Are you going to be in town on Saturday? : : |
! in Scotland on August 20th i 1986 | ‘i
| |

25.2 Finding twins (2) ' >

Use of simple prepositions of place to describe a scene; short oral

(© Cambridge University Press 1988

responses to picture,

Materials:  Sets of pictures as in Box 49, page 169: about 30 pictures,
which all look similar, but each picture has only one exact ‘pair’. Most
of the differences should be differences of position, e.g. the apple is on
the table or in the tree. For instructions how to make such pictures, see
16.4 Find a twin picture, page 168.

Procedure:  Each student gets one card, which may not be displayed to
anyone else, and tries to find its ‘twin’ by going round and talking to
other students, describing or asking questions about the content of the

cards. The kinds of sentences used in these transactions may of course
be prescribed in advance:

A: Where is your cat?

B: My cat is under the table.
or, more simply:

A: The bird?

B: In the tree.

If you have enough pictures, the first students to find ‘twins’ may be
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finished help those who have not.

25.3 Guessing locations

i !

Behind the blackboard? s :

Tell them when they are getting ‘warmer’ or ‘colder’. Then let one of |

them choose where the next ‘treasure’ is to be iocgted. : |
Variations: The ‘treasure’ may be located outside the classroom;

‘ \
'\
\.
issued with new ones, until they run out. Then students who have

iti 1 : ions; interaction.
Prepositions of place in ‘yes/no’ questions; oral inte

somewhere in the classroom, and invite them to guess where:

Procedure: 'Tell the students you have hidden an imaginary treasure
Near the window?
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wherever you like, in fact, The more detailed the location (e ‘under
book on the shelf by the window in the library’) the more lengthy thy
guessing process will be, and the more prepositional phrases will
used.

To make it more realistic you could actually secrete a (symbolie
item in the locations you choose — but I find that this is usually mor
trouble than it is worth; and younger classes often cannot resist th
temptation to get up and look instead of asking!

25.4 Describe and arrange

Prepositions of place in instructions; oral interaction.

BOX 64

Buildings to describe

D |I"|M1

Muaterials:  Sets of Lego I'.alm'k.sdc.:r Qu:scnairc rods of varied sizes and ‘
olours; each student has an identical set. § |
l’r::(ﬂ:!lzl::c Give students instructions how to arrange the components ‘”‘: |
Put the yellow rod across the blgck r(ljd |
Put the red brick behind the white brick ... gt |
Then in pairs: one student arranges his or her materla[ls mghgm e | ‘
other cannot see, and then gives instructions how to lay J'I
the end they check they have the same pattern. SR ‘“ |
Variations: Using only one set of matel:lals per pair: t e(sl;t { building i
the instructions gets a sketch of the desired layout instea 24 ] “
him or herself, and dictates from that. Examples in Iilox i .time e ‘ “
copies of each sketch are made, they can be exch_agllgg e}a}; e o ) ‘
every pair of students has done as many as possible in t

|
BOX 64 continued

|
|
|
|
|
|
|
|
|

yellow

|
|
|
|
I
|
|
|
|
|
I
|
|
|

|
@© Cambridge University Press 1988 ‘




class, or i small groups. If the latter, ask
Il class what each other’s experiences were.
d place, students can simply
s to guess. Or they can

B This can be done in full
students later to tell the fu ‘

Variations: Having noted down the tlE‘}E an pla
recount their experiences without asking othe

do the same as an essay for homework.

Use of prepositions of place or direction to locate points on
writing and oral interaction.

Materials:  Individual copies of a fairly large-scale map of an urby
rural area; you could use the island map in Box §5, page 199, or
road map in Box 33, page 128; or a map of your own local area,

Procedure:  Tell the students where you would like to live, if you
choose, in the area on the map:

I'd like to live in the Nature Reserve, by the river, on the ¢
bank.

Then ask each student to write down a descrintion of where he or (]
would like to live; they must pinpoint the location by using at lea
three prepositional phrases. You might help by suggesting prepositiomn
they could use: near, by, on, in, under, opposite, beside, above, belon
not far from, in the middle of, at the foot of, at the top of, at the end ¢
etc.

They mark in on the map their chosen place to live. Then they fine
out where other students live, by hearing their descriptions of the
location, and mark these in also. )

Variations: Instead of describing the location, students can direct eacl
other to their homes, starting, say, from the bottom left-hand corner ol
the map. The prepositions then will be ones of direction and move-
ment: to, into, past, by, along, over, under, down, up, up to, as far as,
across, through, via, beyond, etc.

Discuss: who lives near whom? What kinds of places do most
students live in? Why did people choose to live where they do?

See also: .
1.2 Cooperative poem;
16.3 Picture dictation.

W

1

25.6 Can you remember?

Prepositions of time and place, and the ordering of prepositional phrases;
construction of sentences round set pattern; oral and written.

Procedure: Can the students recall the exact place and time of an event
in their lives? For instance, many older people can remember exactly
where and when they heard that President Kennedy had been shot. Ask
students to write down the event, and the exact place, hour, day and
year. It can be something quite recent. Then each student in turn rells
the others the time and place, and gives some kind of hint; and they try
to guess what the event was. For example:

In my home at two o’clock in the afternoon, on a Saturday in the
autumn of 1973 ... something rather frightening happened to
me,
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26 Present perfe e

ct
use of short words ke guer in headlines tor the more usual resign), or
at least explain such usages when they come up. The expansion of
headlines may therefore entail some corresponding changes of vocabu-
lary, from ‘journalese’ into ‘normal’ English. Also note that headlines
in the present perfect are often explained by sentences in the past
simple in the following detailed report, as the writer details times and
places; this is perhaps worth pointing out to your students — a good
opportunity to illustrate the difference in meaning between the two
aspects.

26.1 The news (1)

Use of present W
pr perfect to present current ; listeni
e o nt news; listening comprehens! ] h
Mand w. nlg om dic .a on - 26.3 Find someone who ...
aterials: A recording of an English-language news broadcast pre
il

ably recent. LlStE!l to 1t yOlll’SE“ m ad‘fa”ce ()f t]le €sson ar ld (0]

Procedure: Play i udents, and make sure they ha
s ay the recording to the stud

_ ts, and mak hey h
understood the main news items : :
]

Use of present perfect with ever and never; questions and answers based
on set cues; reading and oral interaction.

Muaterials: A set of cards or slips of paper, each of which has a task on it
beginning: ‘Find someone who’, plus the present perfect. For example:

Find someone who has been to Disneyland.

forms as they hear them. Chee Find someone who has had a car acci};ent.
There should be about ten different tasks, each one duplicated three or
four times. Examples in Box 65.

Procedure: Describe a task similar to those on the cards:

Find someone who has ridden an elephant.
and ask round the class:

Have you ever ridden ... ?
until you find someone who has, or until it is apparent that nobody has.
Write up on the board:

Karen has ridden an elephant.

Varz'atz'qns: For homework,
bulletin of local (or school)
they could record it.

the studenFs might try to write a new
current affairs; when you have checked it

26.2 The news (2)

Used‘of present perf§ct (especially passive)
reading comprehension, and expansion of
sentences, in writing.

to .present current news;
brief headlines into full or:

No one in the class has ever ridden an elephant.
Then tell them to take a card each, and try to find someone in the class
who has done the action indicated on it, by going round asking each
other questions beginning ‘Have you ever... ?” They should then note
down the result in a full sentence, like the cne you wrote on the board,
and take a new card. How many answers can they find out and write
down? This is a competition, so they are not to give away the answers
to each other as they find them out!

Check the answers at the end, by asking publicly for an answer to

each task:

Has anyone ever ... ?
Participants get one point for each acceptable answer. Anyone who
writes for any item that nobody has ever done it when in fact there is

somebody in the class who has, loses a point.

?’f’zt:g’;f&.- PApll{le of English-language newspapers.
semenﬁ; o : thefsrudents to look through the headlines and first
L hw? 0 tf‘le news reports. They should underline — or
ght with tluorescent pens — headlines which they think imply a

present perfect (they may need h i '
oL examplz: elp with understanding some of the

- (Elhairman told to quit.
ey should then expand these into full

: resent (

Lhe first line or two of the article itself \31'1[ sh?mlf f}l;fect }iemem‘es e

e em how this should

The chairman of Brown & Smith Lt

Later, hear and discuss their exam
Comment:

! d l;{as been told to resign.
ples, or take in for checking.
You may need to teach a little ‘lournalese’ (for exarrllglple the
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BOX 65
i X 65 continued ‘
BIH, . Find someone who ... P oo ~
______________________ | \“ ‘
| PPN R R RS PR PR S S A E s e T 5 - i
| 1 Find someone who has had a car accident, : 10 Find someone who has driven a tractor : |
I NAME: | NAME: ! |
e = o = t \ Hl‘I
T E R e o e e s D B s = s e e = = SIS S S — |
| i LT T T T T TS b | i | 8 ‘
I 2 Find some who has written a letter to a newspaper e e B 5 |‘ “I
! NAME: il
et !
R e e e
e T T R ¥ | I
: 3 Find someone who has read 4 Tale of Two Cities g4 What hiasthasn't happened ““‘m
I
| NAME: lse of present perfect to describe what has led up to present situation; ‘
S e e e also, present perfect with not yet; oral brainstorm. ‘
; 4 Pitdisersons who Has eateriatog, o 4 o Materials: Two pictures showing a situation before and after changes '
! NAME: (Box 55, page 199). ‘ |
' ' Procedure: Ask students to brainstorm what they think has not yet |.“|
FeStiss il i happened in the first picture, relative to the second; or what has now ‘.| |
| 5 Find someone who h D happened in the second. The same may be done in writing. i
1 as sleptin a cave. Variations: Use only one picture, showing a more or less dramatic |
: NAME: situation, as in Box 28, page 106. Students describe what has happened
e S to produce the situation depicted. Then ask them to continue with H
| B T T AT TSR s S what they think may happen, but has not yet happened. Again, the bl
| someoane who has been to Disneyland. same may be done in writing. H
J NAME:
| ‘ ‘|
T b e 265 Oh! ‘
e R i erd cense | T ERA I
: ind someone who has spoken to a famous person : . ‘
| NAME: : Use of present perfect to describe past events leading up to present “
| : situation; construction of simple sentences based on brief verbal cues; |
|| ________________________ oral or written. i
I 8 Find someone who has done all their homework thiis e i Procedure: Give the students a series of exclamations (‘OhY?, ‘Ah”, ||“|
: NAME: A ‘Great!’, etc. — more examples in Box 66), and ask them what they , ‘|
I ' think has just happened to make the speaker say them. For example, "
P e e ‘Oh!’ might mean that: “"
TR e U She has had a surprise. ‘
| e who has = . P |
| spentmore than a month i hospital. or: ‘|||
| NAME: He has just remembered something, || ‘
L They might brainstorm their ideas orally, or write them down. If Hll
g T T possible, record the exclamations, or say them, rather than giving them ‘ U ,
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tnwriting; this gives the extra dimension of intonation, and makey
meaning clearer.

Comment: Note that the material on which this actvity is based is v
culture-linked; similar exclamations may oceur in the students’ naty
language, with totally different meanings. You can make the Engh
meanings clear by the use of intonation and facial expression; or y
may have to explain some of them verbally.

Write up a few suggestions on the l‘)n;lrj. ’!;;mnnlcr them do t:wrl.jﬁgcég I
| ing individu irs.
1L ; S | s, working individually or m pa ”
writing for other pictures, w : id SERCARRE O
o take the pictures in any rigid order: le :
not need to take the pictu . . |
whichever ones they want, and do as many as they can in the ti ,
Then hear and discuss results. . B L I
mework.
Variations: The same may be done in writing for ho |

‘H
BOX 66 H
'_ __________________________________ ‘\‘Il
: Exclamations |||1'\ .
| 1 Oh! 11 Great! 21 Thank you! ‘|‘|‘
' 2 Anl 12 Well? 22 No, thank you! | ‘|
| 3 Oh good! 13 Sorry! 23 Rubbish! |‘||‘
I 4 Damn! 14 No! 24 Thank goodness! M\
: 5 What on earth?! 15 Yes! 25 Touch wood! i
y 6 My God! 16 Yes? 26 Good luck! |
| 7 Oh dear! 17 Hallo! 27 Bad luck! .i“'
| 8 What? 18 Hallo? 28 Congratulations! il
| 9 Stopit! 19 (sigh) 29 Cheers! ‘M
|10 ow! 20 Welcome! 30 Goodbye! {"
=

© Cambridge University Press 1988

26.6 Accounting for moods

Use of present perfect to describe events leading up to present situation:
oral or written brainstorm, based on given sentence pattern.

Materials: A set of pictures showing people in different moods: indi-
vidual copies, or one set large enough to be displayed to the full class
(Box 67).

Procedure: Go through the pictures with the students defining with
them the apparent feelings of the person depicted (‘worried ...
surprised ... exhausted’) — you may have severai possibilities for each
picture. Then take one picture, and ask them what they think has
happened to make the person feel this way.

Sheis worried because her young son has not come home yet, and
it’s very late.
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BOX 67 continued 26.7 Things have changed since then

Use of present perfect to define happenings or processes during a period
up to the present; oral brainstorm.

Procedure: Describe to the students some of the impressive things that
have happened in the world in your lifetime:
Man has landed on the moon.
English has become the most important international language.
Ask the students if they can think of things that have happened or
changed within their own memories. Help them by suggesting fields of
activity: what has changed in ... fashion? means of transport? eating
habits? the arts? the political scene? sport? science and technology?
After finding a few examples together, as a full class, they may continue
in groups, pooling and discussing results later.
Variations: Suggest that students talk in the same way about changes
that have taken place in their own lives, say in the last ten years:
I have been to China.
| have learnt how to swim.

26.8 | have lived here for ...

Use of present perfect or present perfect progressive to describe a past
state or process extending into the present, with since or for; writing and
oral interaction.

Procedure: Ask each student to write in their notebook four to six
(true) facts about themselves in the present tense; for example:
] am married.
[ live here in England.
[ am feeling tired.
Write on the board one or two such facts about yourself, and add
present perfect sentences showing how long these facts have been so:
I have been married for ten years.
Then give out slips of paper, and tell students to write on each slip one
such present perfect (or present perfect progressive) sentence for each
of their own sentences.
I have lived here for a year.
| have been feeling tired since I got up this morning.
Take in the slips of paper, and put them in a pile on your desk.
Tell the students to choose one slip of paper each and guess who
wrote it — if they have no idea, they should make a random guess

© Cambridge Universi .
R e R anyway; and write down what they think:
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Elke has been married for six years,

T chhan has always been blonde,
en Y ] L ' 1
Ty ;;t}igzthl;mk] thck.sl(;p thcyihavc Just read, and take another -«
0 ve looked at and guessed the authors of abe
e il o | guessed the authors of about ten 1
gh the slips eliciting the correc
| : FeCt ANSWeny;

many did they get right? Who got most right answers? T

26.9 The right experience for the job

Use o
f present perfect to express past events with relevance for presen

situation; optionally, use of modal ph :
reading and free n phrases should have, need not bave

M:tjirlial:l.; va’rilrcliix;iliiqal copies of the curricula vitae of four candidates f¢
4 Bo,x iy g their past experience — things they have done
Procedure: Give the studen
ire: ts the texts, and tell them th lo
. t ;
Sescrxbled are candidates for a specific ;ob — teacher in th?s :?ﬁoicliorl' .
xample (some more suggestions at the bottom of Box 68). Go thr(;ng'

the texts, if necessary, explaining any difficult vocab

. cabulary. p
then discuss who they would choose for the job on tl:ztl;l;sails:yofs:::fg::;:

past experience and their own jud t; thi
( ement; i i '
e e judgement; this can be done either in full
Variations: 1vi i
dr;.:iions. }?w;(de the class into small groups, and ask each one to
musﬁsl}apogldaz ! ;r;d; (Zif expenegce thez think the successful candidat&.
/ ad, or need not have had. Th '
. ' . They the
ca?dldateion the basis of their recommendations ¥ then udge Sy
n a iati .
.. mit er variation, only one group does the above; each of the
S prepares a curriculum vitae for ‘their’ candidate, statin
hasiinence, in ahform similar to that shown in Box 68. The group %vgisl:
rawn up the recommendations th '
: _ en hears the qualification
different candidates and chooses one. This may be done tlslnggl‘:

I 'pla}‘, one Cpreﬁent i £ i[ m eac gl up ist lh( ate all(! 1S
()le I ativ O a h (6} i 1 3

. ! : he can 1
lIltE.EVlC‘WEd by EllL .ielectl()[l Lommlttee.

(exampley

Lo ool ot o

Candidates for a job

B.A. in social studies.

Has spent a year working his way round the world.

Has spent six years teaching economics in state school.
Has written a highly successful novel about teachers.
Has lived in a back-to-nature commune for two years.
Has been married twice — now divorced. Two children,
Has been running local youth group for three years.

BETTY, aged 45

Has been married for 24 years, three children.

Has not worked most of that time.

Has done evening courses in youth guidance.

Has spent the last year teaching pupils privately for state exams — with
good results.

Has been constantly active in local government — has been elected to
local council twice.

ROBERT, aged 27

Has never been married, no children.

Has served a term in prison — killed a man in a drunken fight; but has
committed no further crimes since release two years ago.

Has recently become a Catholic, regularly goes to church.

Has been working in school for mentally retarded in poor area — has been
recommended by principal of the school.

Has followed no course of formal study.

CLAIRE, aged 60

Has been married, husband now dead, no children.

Has been a teacher for 36 years, mostly teaching English abroad.

Has lived many years in the Far East {husband was diplomat).

Has taught English in British Council school in Singapore and Hong Kong.

Has been Principal of British School for girls in Kuala Lumpur,

Husband died two years ago; since then has been in this country, doing
voluntary youth work; has recently completed Diploma in Youth
Counselling.

© Cambridge University Press 1988

POSSIBLE JOBS

‘Buddy’ (companion) for AIDS victim

Probation officer (training provided)

Children’s nurse in orphanage

Teacher in special school for disturbed teenagers
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27 Present progressive

27.1 Remembering pairs

(‘Pelmanism’, ‘Memory game’.) Brief PIESENT Progressive sentences w
subject pronouns; oral responses to picture cues.

Materials:  Sets of small cards made up of matched pairs of identi

pictures. Each pair de

picts a person or animal doing some eas

identified action:

girl/boy/cat eating. There should be at least 20 pai
such pictures, which you will need to copy twice to

a man/woman/dog running, for example, or

rs. Box 69 shows
get the pairs; or y

can make cards from published materials (sce BIBLIOGRAPHY),
Procedure: Students work in small groups of not more than fa
participants. Each group has a ser of cards, which are random|
distributed before them, face down. The first participant turns over an

two cards and describes the pictures revealed in brief present progress
ive sentences:

He is running,
She is eating,
They are fighting.
then replaces them face down. This process is repeated, in turn, by the

participants, the aim being to remember where the different cards were

BOX 69
Action pictures for ‘Remembering pairs’

gt = SRS Ao B e e A S Sl SPEUTEE = i -
1 [ I ! ‘, |
| |

i | | | % : % |
| I | ! 1 i
| i i ,%76- ! I i
! ! ! : ! |
: I' ! [ [ |
1 1 l | I |
L o e == A i W TES W s R wl
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i al ich the omes the
Jocated and to wien up o matching pair = which then become

| T inner s : has the
property of the one who found them. 1 he winner is the one who

most pairs at the end.

BOX 69 continued
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27.2 What's going on?

Use of present progressive to describe action-in-progress; oral or
brainstorm based on picture cue.

Materials: A picture showing a large number of things going on
street scene, for example, or a family living-room. You can us
examples shown in Box 57, page 210, or published materials |
BIBLIOGRAPHY); or you may find suitable pictures in your coursels
In any case, the things shown in the picture should be within the set
of the students’ vocabulary. The picture should be large enough
display to the entire class — or each student may be given a capy,

Procedure: ~ Ask students to brainstorm all the things that they can §
going on in the picture:

The policeman is talking to the driver.

The woman is drinking coffee.
This can be done orally; or in writing, sharing results later. Can :
find 20 things to say? How many activities can they identify in ty
minutes? _

Variations: Show the picture for a minute or so, then hide it and asl
students to write down all the things that they can remember are goi
on. Check against the picture. The same can be done as a grou
competition: which group has remembered the most activities?

27.3 Guessing mimes

Use of present progressive to describe action-in-progress; reading and
oral guessing.

Materials:  Simple sentences for guessing, using the present progressive:
You are opening a tin.
You are making a cup of tea.
You are watching a comedy on television.
More examples in Box 70,
Alternatively, similar situations depicted in drawings.

Procedure: One student is given a cue-card, and mimes its content for
the rest of the class to guess:

Are you holding something?
Are you opening something?
Comment: It is important in such activities to make sure that not too

much time is spent only on silent mime. The students should be
encouraged to keep guessing during the mime.

248

FreESent frogressite

_______________________________ =
_____ |
6 You are crossing a busy road. :

|

_______________________________ ,

______ I
7 You are acting in a Shakespeare play. 'l

I
_____________________________________ :
|

8 You are waiting for the dentist. :

I
_____________________________________ |
|

9 You are eating a very hot curry. :

1
_____________________________________ |
I

10 You are changing a baby’s nappy. :

I

_________________________ vl
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Activities
27.4 What does it sound like?

Use of present progressive to describe action-in-progress; oral brai
storm based on sound cues.

Materials: A recording of a series of sounds (footsteps, running warer,
door slamming, and so on). You can make this yourself at home, or u
published materials (see BIBLIOGRAPHY).

Procedure: Play the sequence of sounds to the students, and ask the
what sort of things they think are going on. Get some suggestions:

A man is running acress the room.

Someone is washing their hands.
Then replay the sequence, bit by bit this time; stop after every few
seconds, and ask the students to write down what they think i§
happening; help with vocabulary as needed. At the end, they should get
together in pairs or groups to see if they have a coherent series of events
that explain the sequence of sounds — all in the present progressive, af
course. Then hear and compare the different versions.

Variations: Use a sequence of different pieces of music in contrasting
moods, instead of sound effects. Tell the students that the music is the
background to a brief video sequence; can they reconstruct what is
going on? Otherwise the procedure is as above. This is more demand-

ing of their imaginations, but results in more varied and interesting
stories.

275 Silhouettes

Use of the present progressive to describe action-in-progress, mainly in
the interrogative; oral brainstorming.

Materials: A series of silhouettes showing people in the process of some
action, usually holding, or standing by, some object or instrument.
These may be made easily by sticking magazine pictures of suitable
figures on black paper, then cutting out. The resulting silhouette may
then be displayed against a background of white paper, or a
whiteboard, if you have one; or simply laid on the overhead projector.
Some examples in Box 71a; solutions in Box 71b.

Procedure: Present the first silhouette and invite students to guess what
sort of a person it is and what he or she is doing.

Is he holding something?
Is he holding a musical instrument?
They may need some new vocabulary; supply as needed.

Variations: You can put up several silhouettes at once, numbering
them, and ask students to guess whichever one they like. This means
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that when they despaut of, or get fed up with, one of them they can I
move on to one of the others. This tends to speed up the rate of |
suggestions, and therefore increase the amount of practice. ‘ |

BOX 71a Il
Silhouettes |

251 W




Activitios

rresent progressive

276 Temporary and permanent

BOX 71b . _ :
Llse of the present progressive to indicate a temporary state or action;

contrast with present simple; composition of sentences based on set
lormula; written and oral.

Silhouettes (solutions)

Procedure:  Describe to the class some things you are doing tempor-

arily, and contrast with more permanent or usual situations:

At the moment I’'m speaking English, but most of the time I speak

French.
This year I'm living in Paris, but my permanent home is in
Scotland.

Ask the students to write down a few similar sentences. They may
hegin them with:

At the moment ...

Today ...

These days ...

This year/month/week ...
and they may choose as their subject someone well known to them — it
does not have to be themselves. They then read out their sentences to
cach other, in the full class or in small groups. Encourage them to ask
each other questions:

Are you enjoying living in Paris?

Where do you live in Scotland?

Variations: Tell students to read out only one half of their sentence:

At the moment I’'m not feeling very well ...
and ask others to try to reconstruct what the other half is. The one who
puesses nearest the original suggests the next half-sentence.

See also:

9.2 Diares (use of present progressive to indicate future);

9.3 Finding a time to meet (use of present progressive to indicate
future);

15.5 Common denominator (using present progressive in the original
sentence);

20.5 What’s being done? (using either active or passive);

26.5 Ob! (using present progressive instead of present perfect);

26.6 Accounting for moods (using present progressive instead of present
perfect);

28.4 What’s my line?

© Cambridge University Press 1988
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28 Present simple

28.1 Opinion polis

Use of present simple to describe states of feeling, thinking, etc.; readin

and answering set questions; optional free discussion or writing
follow-up.

M:czterials: Individual copies of questionnaires designed to elicit opin
ions on some subject of interest to the class. My example (Box 72)
feedback sheet on the English course the students are currently doi "
but you could construct similar questionnaires on any topic of generil
or local interest (see Box 43¢, page 156). Or use questionnaires lik
those in Boxes 40, 43a and 43b, pages 144, 153 and 154. ‘

Procedure: Give out the questionnaires, and go through them if nece
sary checking that they are understood. Ask students to read th
questions and tick their answers. Or they can administer the questio
naires to each other, marking down their partner’s responses. Th
may then compare and talk about their answers.

Variations: For homework, each student writes a summary of his or he
opinion of the topic of the questionnaire, in essay form, using the
questionnaire answers as a source of ideas. '

They may also be asked to design their own questionnaires, eliciting
opinions of classmates on topics that interest them (some possible
topics in Box 43¢, page 156).

Feedback on this course

Please tick the appropriate answer.

|
I
|
|
|
|
|
i
[
[
|
|
i
I
I
|
|
i
i
I
|
I
i
|
|
!
|
I
|
|
I
|
|
|
|
I
I
[
|
I
|
I
I
|
I
|
|
|
I
I

1 ::!ow much do you feel you have learnt on this course so
ar?

A lot / quite a lot / not much / nothing

CTesen stmpie

(X 72 continued

2 Do you find the material: too easy?
too difficult?
about the right level of difficulty?

3 How do you rate the teaching?
Excellent / good / all right / not very good / bad / terrible

4 Do you think you get: too much homework?
too little homework?
about the right amount of homework?

5 Do you consider the material interesting?
Yes, very / yes, quite / no, not very / no, it's very boring

6 Do you want: more grammar?
more vocabulary work?
more listening?
more talking?
more reading?
more writing?

7 In general, do you prefer: working on your own?
working in small groups?
working in the full class,

teacher-directed?

8 Do you think you should have tests: once a week?
once a month?
less than once a manth?
never?

9 Do you like playing games in class?
Yes / sometimes / no

10 Do you enjoy being with the other students, as friends?
Yes, very much / yes / no, not particularly / no, not at all

If you have any further comments, please write them below.
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28.2 Animal habits

Use of present simple to describe habitual action; composition of st
sentences; oral or written,

Procedure:  Give the class the name of an animal, and ask them whal

they know about its habits. For example, a rabbit: '

It lives in a hole.

It eats plants and vegetables.

It has a lot of babies.

It runs very fast.
If they get stuck, suggest verbs they might base their sentences on (/i
eat, move, mate, sleep, make, change, grow, die, give birth), rathe
than limiting them with non-open-ended questions like “Where does
live?’

Then ask them, in groups or pairs, to prepare a description of the
habits of an animal of their choice. Each group later reads out ity
description to the rest of the class, who guess what the animal is,

Variations: For homework, ask the students to choose an animal and
find out as much as they can about it, by looking it up in nature or
zoology books, encyclopaedias and so on (if these are in English s
much the better, but such material can also be read in the native
language). Then they should write a brief essay in English about thei
animal.

In a later lesson, invite them to give brief talks about the animals they
have studied.

28.3 Routines

Use of the present simple to describe routine actions; composition of
sentences based on time expressions; oral and written.

Procedure:  Discuss briefly activities we do as part of our daily routine;
and ask for examples of things people do regularly once a week, once a
month, once a year.

I visit my grandmother once a month.

I take my vitamin pill once a day.
Then give the students five minutes to write down as many things as
they can think of that they do:

1 Every day

2 About once a month

3 About once a year
They should write their suggestions in full sentences, like the examples
above; supply new vocabulary as needed.
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In groups, they read out their lists to one another, and delete anything
they have written down which someone else has as well. So that at the
end, each student has only his or her ‘special’ routines, that no one else
has. Later, a representative from each group describes these ‘special’
routines in the third person:

Justine goes to ballet class every day.

Paul doesn’t eat anything for one day every month.
Some of these routines may give rise to interesting questions and
answers — also in the present simple.

28.4 What's my line?

Use of present simple to describe habitual action, mostly interrogative;
contrast between present simple and present progressive; oral guessing.

Materials: Slips of paper, on each of which is written the name of a
profession (examples in Box 73). . '
Procedure: One student takes a slip, and does a mime showing some
activity which a person would do in the course of the job indicated —
but not something which immediately gives it away. For example, a
‘bus-driver’ could mime locking up the bus, rather than steering and
changing gear!
Other students try to guess what the job is; they may ask general
questions, in the present simple:
Do you work outside? .
or questions connected with the mime, in the present progressive:
In your mime, are you holding something? .
They may only make three direct guesses as to the profession (*Are you
a secretary?’), so should be very sure of their ground before doing so.
W
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BOX 73
Professions
FRESec==ne o P e e T e -
| : !
| ! |
| : !
: 1 policeman/woman 6 actor/actress : 11 secretary
| I |
: I I
: | I
i | |
FrmES s s o ————— = - e e
I ' !
| I |
| | [
1 |
: 2 teacher | 7 farmer | 12 bus-driver
I I
: | |
i I |
: I |
____________ R I SR
I | I
| I |
: I |
I I
: 3 mechanic | 8 hairdresser I 13 pilot
I I
I I |
| | |
| | |
R e o - 4o e e e
I I I
I I I
I I I
| | I
I 4 photographer | 9 model [ 14 singer
I | |
I I I
| I I
| I \
| e o s T 2 ey w T Nt == =i =t F =T mm = = e
| | |
I { |
| | |
I | |
I 5 road-cleaner I 10 chef I 15 computer
| i I programmer
| | I
| | !
| | |
(IS B T N Lo o RN N ISV SECIISE 5 Svow ey e |
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285 What | do

Use of present simple to describe habitual action or state; writing and free

discussion.

Materials:  Individual copies of forms showing various fields of activity
(sport, eating, hobbies, entertainment, etc.), with room to write in full
sentences (Box 74).

Procedure: Ask students to write in one sentence stating one thing they
do — or don’t do — in each field. For example:

sporT: I watch tennis, but [ don't play it.
EATING: | don’t eat pork, as I am Jewish.
HOBBIES: | collect matchboxes.
Then students get into pairs and tell each other about themselves.
Finally, each student tells the rest of the class about his or her partner:
Yossi watches tennis, but doesn’t play it ... he doesn’t eat pork
because he is Jewish ... he collects matchboxes.. .

Comment: This is a good activity for the beginning of the course, when

students are still getting to know one another.

BOX 74
e e e e i
|
I Things | do |
: |
| [
| [
|
|| woRK :
|
: |
| |
| |
| |
: HOBBIES :
| |
| |
| |
| |
|
| SPORT :
{ |
1 |




Activities 4 TEQETIE SHTHIIE f

286 Something special |H |

BOX 74 continued : : ; : " w
Use of present simple to describe habitual action or state; oral inter- H'

action, and/or writing. ‘

Procedure: Ask each student to write down one interesting (present) il
fact about him or herself (an unusual hobby, habit, job, possession, I
ability, disability) that he or she would be willing to talk about: ‘ ‘

1 go bird-watching every weekend.

I only eat natural foods. ‘, '
— and do the same yourself. Then you and individual students present ‘
your topics, talk about them briefly, and answer questions. |

Variations: Students can write about their topics instead of discussing
them; or write as a preparation for oral presentation and discussion.

Comment: Again, a good getting-to-know-you activity.

EATING

ENTERTAINMENT

SOCIAL

28.7 Associations I

Use of present simple to describe feeling, opinion, etc.; free composition i
of sentences based on picture cues; oral. ,

Materials: A pile of smallish pictures depicting objects, animals, scenes.
You can use simple drawings, like those in Box 5, page 56; but colour |
photographs cut out of magazines are better.
Procedure: Spread the pictures on a table in the middle of the class-
room, and invite each student to choose one that arouses some kind of
definite positive or negative reaction in him or her. Then invite each to
show his or her picture and say whether he or she likes it or not, and
why. Start the ball rolling yourself: |
I like this picture of a dog — I love dogs, and this one reminds me |
of our own dog at home. |
Comment: Not all the student responses will be in the present simple; |
they may respond to a picture because it reminds them of something
that happened in the past, or something they hope will happen in the
future. This is perfectly acceptable; the main thing is that the students’ \

HOUSEWORK

FAMILY

TRAVEL
descriptions of their own reactions (‘I think/feel/like/hate...") should
be in the present simple. H\

|
I
|
I
|
I
1
1
I
I
1
|
|
1
1
I
|
|
|
I
|
|
| CLOTHES
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
|
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Activiries
28.8 Things in common

Use of present simple to describe habitual action or state; free
interaction and writing.

Procedure: Put students in pairs, tell them to talk to each other and
to find as many things as they can in common with one another in t
minutes. These should not include things they can find out just
looking at one another, e.g. that they both have blue eyes or a
wearing jeans; nor should they include more than two things beginni
“We both like...

They should write down the things they find out they have |
common in full sentences:
We both have two brothers.
We both like reading detective stories.
Then ask the pairs to describe their common features. Which pa:
found most?

Variations: Each student has to find at least one thing in common with
as many other members of the class as they can; each talks to a partner
for as long as necessary to discover a common feature, then changes
partners. They note down names and common features as they find
them. At the end, call out pairs of names at random, and find out what
they have in common.

Comment: Another good getting-to-know-you activity.

28.9 Proverbs

Use of present simple to express general truths or make generalizations;
reading and free discussion.

Materials: Individual copies of a list of well-known proverbs using the
present simple. There is a selection in Box 75; you can find more in
books of proverbs (see BIBLIOGRAPHY, under Other sources).

Procedure: Read through the list of proverbs with the class, clarifying
any difficult vocabulary and making sure the significance of each is
understood. Then divide the class into small groups, and ask each
group to pick out proverbs they think are untrue or misleading, discuss
what is wrong with them, and invent a version that seems to them
preferable. At the end, come together and discuss each proverb and its
new versions.

Variations: Students can be asked to learn the proverbs by heart; then
ask them to recall and write out as many as they can.

It is quite interesting to compare parallel proverbs in the students’
native language, and discuss differences/similarities.
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Proverbs in the present simple

A rolling stone gathers no moss.

Still waters run deep.

Eavesdroppers hear no good of themselves.
Love makes the world go round.

Actions speak louder than words.

Too many cooks spoil the broth.

A bad workman blames his tools.

Every cloud has a silver lining.

Absence makes the heart grow fonder.

The early bird catches the worm.

A new broom sweeps clean.

Dreams go by contraries.

It's an ill wind that blows nobody any good.
Familiarity breeds contempt.

Bad news travels fast.

The more you have the more you want.
Nothing succeeds like success.

God helps them that help themseives.
Practice makes perfect.

Two wrongs don’t make a right.
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28.10 Theme music

Use of present simple to recount the plot of a book, film, etc.; free writing.

Procedure: Play the class a recording of music, chosen according to

your own taste, and tell them this is the theme music o_f a film. Can they
imagine what kind of film it is, and what sort of plot it has? They need
not write down an entire story, but should note down some details of a
plot that seems to them to fit the music:

This must be a romantic film . . . it’s about a girl who falls in lox.re
with a handsome nobleman ... but he already has a wife ... in

the end they all die...




Activities
28.11 Recall the plot

Use of present simple to recount the plot of a story, play, film, etc.; fre
discussion and writing.

Procedure: Tell the students about a film you have seen or a book yo
have read recently: recount the plot briefly, in the present simple. Gef
one or two of the students to do the same. Then ask students to write a
essay recommending to you a film or book that they have foune
particularly good; the essay should include a resumé of the plot.

Variations: Have a ‘May [ recommend?’ session in class: studenty
recommend to one another films, books, or plays, recounting parts of
their plots. They may improvise their recommendations orally, or read
out the essays they have written.

See also:

2.3 Frequency surveys;

2.4 What do you do when . .. ?,;
4.2 Similarities;

5.8 Preferences;

7.1 Defining by sense;

7.2 Not what it seems;

14.2 Opinion questionnaire;
15.5 Common denominator;
27.6 Temporary and permanent;
30.2 Clues for solving.
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29 Pronouns

29.1 Reverse guessing

Subject and object pronouns, and possibly possessive adjectives, in
simple sentences; oral brainstorm.

Procedure: One student is sent out of the room, and the rest of the class
choose an object or person to be guessed. When the student comes
back, he or she is told if the item to be guessed is masculine, feminine or
neuter gender, and whether it is singular or plural. The ‘knowers’ then
throw out hint after hint as to what the item is, using the appropriate
pronouns, until the student is enabled to guess the answer. For
example, if the answer is ‘a (female) hairdresser’, the class may say
things like:

She uses scissors.

She works inside.

She needs special training.
The guesser should be instructed not to guess, even if he or she is fairly
sure of the answer, until the rest of the class have exhausted their ideas
for hints.

For a written assignment to follow, students can be asked rto
compose a series of hints in the form of simple sentences intended to
lead to a certain solution. If this is done for homework, you then have
not only to correct the grammar of the sentences, but also to guess the
solutions. If done in class, the sets of sentences can be exchanged
between students for guessing.

29.2 Eavesdropping

Various kinds of pronouns and possessive adjectives in dialogue; reading,
interpreting and adding to set texts, orally or in writing.

Materials: Short dialogues, using a lot of pronouns and possessive
adjectives, but with no antecedents, so the context is unclear. Some
examples in Box 76; see also BIBLIOGRAPHY.

Procedure: Tell the students they are eavesdropping on a dialogue — but
they missed the beginning of it, so they don’t know who the people are
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Activthies

that are being talked about, or what the circumstances are. Can th
suggest an interpretation? Work together with them on one dialogy
gathering various suggestions, then put them into pairs to work &
another. Having decided on their interpretations, each pair of studen
then composes a beginning to their dialogue, which supplies ant
cedents to the pronouns, and explains what is being talked about,
Variations: The pairs decide how they understand their dialogues ani
then act them, without any additions, to the rest of the class, trying W
make their interpretation as clear as possible through intonatioy

they think is being talked about and why.
Or students can compose their own similar dialogues, whose expla
nations only they know, for others to work out.
Comment: This activity covers a wider range of pronominal forms than
the previous one, and provides opportunities for you to review some
commonly confused forms (themselves, not theirself, for example),
pronominal expressions (like by himself) or the differences between,
say, ber and bers.

See also:

15.6 Guessing;

24.3 Whose is it¢;

24.4 Distributing goods.
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Pronoun dialogues

Dialogue 1

o W

B

. ...l told her there'd be no trouble, but she wouldn't listen.

They never do, none of them. But she’'s the worst of them all.
What do you think he’ll do when we tell him?

Don’t know. He can't manage by himself, anyhow. He'll need our
help.

Qurs, and theirs too.

Dialogue 2

Whose are they?

How should | know? Not mine — and not hers either.

We found their suitcase in your apartment.They must have been
there themselves.

. This one? Are you sure it's theirs? Anyway, it's not my apartment,
it's his. Why don't you ask him?

Dialogue 3

el

You really ought to tell him yourself it's yours.

Me? | can’t. He'll kill me. Or kill himself.

He'll find out by himself sooner or later.

Not if | can keep her quiet. She's the one I’'m scared of.
Yes, well, it's hers too in a way, isn't it?

Dialogue 4

m P @ P
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: Pick him up!

: Pick him up yourself! He's yours, not mine!

: I'm busy with her. She's the difficult one.

: lthink he’s the worse of the two. He's uglierthan her. | won‘t touch
him.




30 Relative clauses

30.1 Likes and dislikes
Use of relative clauses to define nouns; composing sentences based on set
pattern; writing and oral interaction.

Procedure: Give the class the introductory cues:
I like people who . ..

[ dislike people who ...
and ask everyone to complete the sentences in writing according ta
their own opinions and preferences. Then ask them to tell you what
they have written, and write up the results on the board: you then have
a profile of the class’s favourite — and un-favourite — people!
Variations: Give the students similar beginnings, but with different
nouns, using a variety of types of relatives: ‘days when...’, ‘places
where . ..", ‘teachers who...’, ‘films which...’, ‘lessons in which...’
Instead of pooling the students’ sentences in the full class they can do
the same in groups; or each student can go round trying to find
someone else with the same likes and dislikes as him or herself.

30.2 Clues for solving

Use of relative clauses to define nouns; composing noun phrases with
relative clauses; mainly reading and writing.

Materials: A number of lists of different nouns, known to the students;
all the nouns on any one list should begin with the same letter. Some
examples in Box 77.

Procedure: Write up one such list on the board, and ask students to
suggest definitions for each item, using relative clauses. For example:

A POLICEMAN: Someone who directs traffic

A POST OFFICE: A place where you can buy stamps
Divide the class into pairs or small groups, give each of these one such
list and ask them to make up a similar definition for each noun. They
then copy out their definitions, without the original nouns. The lists of
definitions are exchanged, and students work on each other’s clues:
what were the original nouns? And which letter began them all? If there
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Variations:

SREIIVE Likmmasy

are not too many, read out the clues and check answers at the end.

You may ask the students themselves to compose the
original list of nouns, instead of giving it to them ready-made.

List'1

a policeman
a parrot
apen

a pear
Poland

a post office
a panda
pre-history

List4

Australia
an apple
August

an airport
an artist

an African
an alligator
acid

List7

a cow
Canada

a chicken

a carpenter
a cigarette
coffee
acinema
Christmas

Nouns for defining

List 2

a duck

a doctor
Denmark
a door
December
a dream

a daughter
a dollar

List s

Hollywood

a helicopter
a hand

a hotel

a holiday

a hairdresser
history

a horse

List 8

a television
Thailand

a tomato

a tiger
tennis

a taxi-driver
a ticket

a tooth

List 3

a book
Bangladesh
bread

a bedroom
a baby

a bottle

a bus

a birthday

List 6

spaghetti

a shoe
Saudi Arabia
a shop

a snake

the sun

the summer
a scientist

List 9

the morning
Malaysia

a mother

a motorbike
a map
matches
money

milk




BOX 77 continued

=55 TSR it s T T TR
! | I
: List 10 I List 11 b List 12

] [ I
I night I wine I anegg
: New Zealand l' Wales ' England
, a@newspaper ,  the winter : an elephant
| anurse . awife i the evening
| a nu.t I awitch I anemperor
|I a neighbour I awater | anengine
| a@nose : the west : economics
| aname , awall | anentrance
| | |
L e o e Lo o il
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Com_mefzt: You might prefer to spread this activity over two sessions;
this gives you time to take in the lists of definitions and check and
correct them before giving them out to be guessed.

During the second (guessing) stage it is a good idea to tell students to
write their solutions on a separate piece of paper; then the list of clues
can be passed on to other students for guessing.

30.3 Write your own test

Use of relative clauses for defining nouns; composition of relative clauses
based on noun cues.

Materials: A list of nouns, or noun phrases, and adjectives that the class
has learnt recently.

Procedure: This is really a variation of 30.2 Clues for solving, but
rather more serious and challenging. Tell the students they are going to
write their own vocabulary tests, which will be administered next
lesson. Give them the list of vocabulary, and ask each student, or each
pair of students, to write a definition of ten of the items, using relative
clauses. Beside each definition they leave a dotted line where the
answer will be filled in.

A woman whose main job is looking after the home: ...
With adjectives, they write a definition of a noun described by the
adjective, and then put the noun beside the dotted line. For example:
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A man who has never learnt very much : An ... man.
They then exchange and do each other’s tests.
Variations: You can take in their papers after the first session for
checking and correcting, then administer the tests next time.

If you have time, you might like to type out and make multiple copies
of the tests for administering later. In any case, the solutions are best
checked orally, in the full class.

Comment: An excellent way to consolidate vocabulary!

30.4 Elaborating a story

Use of non-defining relative clauses for description; free composition of
clauses based on noun cues; oral or written.

Materials:  Any short story or anecdote, taken from your coursebook or
from published collections of stories (see BIBLIOGRAPHY). Copy out the
story, leaving a comma and half-line gap after some of the nouns. For
example:

Once upon a time, there was a girl called Goldilocks, ..............
e 23008 Lived In 2 HOUSE, s !
with her mother, ...

Procedure: Give each student a copy of the story, and ask them, in
pairs, to invent and write in relative clauses. These can be conventional
and appropriate to the story:

Goldilocks, who was very pretty and had long golden hair.
or you can ask for original and unexpected ones:

Goldilocks, whose hair was really brown (but she dyed it yellow).
At the end, hear suggestions and choose one for each space; finally,
read out the finished story.

Variations: Don’t tell the students what the story is, but just give them
each noun in turn, out of context, and ask for suggestions for a relative
clause describing it. Fill in the most incongruous or original suggestion
each time; when all the nouns havebeen described, read out the result,
or show it on the overhead projector: it can be very entertaining.

30.5 Let's complain
Relative clauses with prepositions; brainstorming noun phrases with
relative clauses, and constructing sentences based on them; mostly oral.

Procedure: Tell the students they (and you!) are going to have a
complaining session — let off steam about all the things that bother
them. But first they have to think of things to complain about; and
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these must be expressed by nouns with relative clauses that u
prepositions, For example, they might like to complain about:

The people 1 work with

The house/town 1 live in

The book we learn from

The person I sat next to in the bus today
Get the students to brainstorm as many such phrases as they can think
of, gnd write them on the board. You might help them by suggesting
topics: people, surroundings, equipment, entertainment. Then asE
them to let loose their complaints! They can, of course, add to, modify
or present variations of each other’s suggestions. ,

Variqtions: After the brainstorm, you might give them a few minutes to

write down some complaints before sharing them orally.
As a follow-up they might discuss what they could do about the
various problems. Invite students to offer each other friendly advice,
For homework, ask them to recall and write down things they and
other people complained about. Or make a list of things they are
pleased about, and write similar sentences about them.

Comm_ent: It is up to you, of course, what exact forms you wish the
relative clauses to take: you might wish to include the relative
pronouns:

The book which we learn from
The person who [ sat next to
Or you might wish to use more formal phrasing, putting the preposi-
tion at the beginning of the relative clause:
The people with whom [ work
The house in which I live
In any case, make it clear through your own first examples what
pattern(s) you wish your students to follow.

ki

31 Short answers

31.1 Answering guesses

Short answers to ‘yes/no’ questions; oral.

Procedure: Divide the class into two teams, each of which chooses three
items; one person, one object, one group of things or people. They then
proceed to guess each other’s items.

The first team tells the second whether the item is represented by he,
she, it or they. Then anyone in the second team may ask ‘yes/no’
questions to elicit information, and anyone in the first team may reply —
but the responses must include ‘short answers’, not just ‘yes’ or ‘no’:

Yes, it is.

No, we can’t.

No, they don’t.
They may go on guessing and answering until all items have been
discovered (or despaired of); or you may prefer to set a time limit or a
limit on the number of questions for each item. When the first three
items have been guessed, teams may go on to set further ones.

Comment: It is a good idea to check the items teams choose before the
guessing starts, to make sure they are not too easy or difficult. Or
prepare your own items in advance to give to each team.

31.2 Don’t say yes or no

Short answers to ‘yes/no’ questions, without using ‘yes’ or ‘no’; oral.

Procedure: The objective is to try to get other students to say ‘yes’ or
‘no’. Any student may address a question to any other member of the
class — but the answer must be in the form of a short answer, without
saying ‘yes’ or ‘no’. Anyone who makes a correct short answer without
‘yes’ or ‘no’ gets one mark; anyone who makes an incorrect response or
uses ‘yes’ or ‘no’ deducts a mark. After a few such exchanges, when the
procedure and scoring system are clear, divide the class into groups and
tell them to continue similar exchanges within their groups, making
sure that all group members get equal opportunities to ask and answer.
At the end, ask for groups’ total scores. Which group won?
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31.3 Written enquiries

“Yes/no’ questions and short answers, in writing.

Materials: A pile of small blank pieces of paper.
Procedure: Give each student the name of one other student. Then each
student takes a piece of paper and writes on it a ‘yes/no’ question
addressed to the person he or she has been allotted. It should he
something which he or she is genuinely interested to know. The paper
is then folded, the name of the addressee written on the outside, and
passed to the addressee. The addressee writes a short answer: ,
Yes, I do.
No, they aren’t.
— but may also add any extra details if he or she wishes:
Yes, I do, sometimes. But not so much as I used to.
The note is then returned to the original asker,

{\g soon as any student has finished writing one question, or finished
writing an answer, he or she takes another piece of paper and writes
another question addressed to someone else.

At the end, ask students to read out exchanges they think are
particularly interesting.

See also:

15.1 Dia!ogues (using short answers in the basic texts);
15.4 Questionnaires (responding orally with short answers).
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32 Tag questions

32.1 It's true, isn't it?

Use of tag questions to check information, using both rising and falling
intonation patterns; free composition of sentences; writing and oral
interaction.

Procedure: Each student writes down some things that he or she thinks
he or she remembers about other members of the class, in the form of
simple statements.

Anne lived in Argentina for three years.

Don hates snakes.
Give them a few minutes to write sentences; then tell them to go to the
people they have written about and check their information. Remind
them that the tag questions should have a falling intonation if the asker
is fairly sure of the answer, and a rising one if not.

Anne, you lived in Argentina for three years, didn’t you? (sure)

Don, you hate snakes, don’t you? (not sure)
They tick the facts they got right and correct the ones they got wrong,.
Variations: Ask all the students to write up on the board subjects they
feel they could answer questions about: special skills, hobbies, jobs,
fields of knowledge. Then all the students write down things they think
they know about other people’s fields of expertise, and check them, as
described in Procedure above. When answering, the ‘experts’ may of
course add further details and information. At the end, ask students to
share new things they have learnt.

32.2 We both know ...

Use of tag questions in casual chat to show expectation of agreement or
common knowledge, using a mainly falling intonation; inserting tag
questions into set (dialogue) texts.

Materials: Individual copies of a set of five or six short written dialogues;
these can be taken from your textbook or from published collections of
dialogues (see BIBLIOGRAPHY); some examples in Box 78.
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Procedure:  Put the students into pairs, and ask each pair to choose
of the dialogues and insert tag questions where they feel the s
are expecting agreement or sympathy, or talking about something
know about. What difference do the insertions make to the impl
cations of the dialogue? Ask pairs to perform the two versions of the

WRAER W -

dialogue, making the difference clear.

BOX 78

Dialogues for adding tags

Dialogue 1

A: Nice day.

B: It'll rain tomorrow.
A: Why should it?
B
A

¢ It's the picnic tomorrow. Always rains for the picnic.

: You are in a lousy mood today.

Dialogue 2

a: | think I'll try this one.

8: Oh, yes, a lovely colour. Just matches your eyes.
A: How much is it?
B
A

: Twenty pounds. It's much cheaper than the red one.

. But the red one will wash better.

o e s e e s e e e e e e e i T e e o e o S T e e
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, Dialogue 3

| A | really don't know what to do....

| B: Well, that's why you're here. You can't keep it to yourself forever.

I A:! I've been such a fool.

: B: No you haven't. We all make mistakes sometimes.

. A It helps, talking to someone about it.

|
U M T
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BOX 78 continued

Dialogue 4

You know where the microfilm is.

I've told you again and again that | don't.
We'll just have to help you remember.

| can’t remember what | don't know.
That's what we're going to find out ...

Dialogue 5

You know | love you.

Yes, but ...

| wouldn't ask you to do something wrong.
You haven't told Jean?

Dialogue 6

A Rl N

Very good, Georgie, that's a beautiful picture.

| can paint all over Pattie's picture now.

No, Georgie, we don't spoil other peaple’s pictures.
| do.

Now you've made poor little Pattie cry.

Get lost.

: Georgie, that's not the way we talk to our teacher ...

No, of course not. It'll be a secret between the two of us.

© Cambridge University Press 1988
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33 TO form of the verb

33.1 What to do

Use of to form of the verb after question words who, where, when, what,

whether, how; constructing written sentences based on given pattern
followed by oral interaction. y

Procedure: Divide the class into an even number of groups. Half of

these groups are told that they are tourists planning to visit an island

they know nothing about. The others are groups of natives of various
such islands. The tourists draw up a list of things they would need to
find out. Give them a list beginning:
We would need to find out ...
... how to get to the capital.
... where to stay.
and ask them to complete it with as many other similar queries as they
can think of. Meanwhile each of the other groups chooses a name for
their island and then makes a list of their own, beginning:
We can tell them ...
... how to get to the capital.
... where to stay.
- bu.t they also, of course, have to agree on their answers. Then each
tourist group joins up with a native group to ask:
Canyoutellus...?
and notes down the information they are given. The native group may

also add:
You didn’t ask . ..
and may give extra information.

[l? you have time, let every tourist group meet every native group, and
decide in the end which island they would choose to visit.

33.2 Wants

Use of to form of the verb after verbs like want + object (‘I want you

3

. .
to...', ‘He would like me to...", “We asked you to..."): constructing
sentences based on set pattern; written.
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Materials: A set of pictures of people talking to one another, as in Box
39, page 141 — displayed, or distributed as individual copies.

Procedure:  Elicit from students suggestions as to what each character
in the different picture might want from the other:

The patient wants the doctor to cure him.

The girl on the left wants the girl on the right to keep her secret.
Brainstorm as many ideas as possible for each picture. For homework,
give students more pictures (possibly from your coursebook), and ask
them to do the same in writing.

Variations: The same can be done with fictional characters, if you are
reading literature with your class: what does each character in the story
want from the others? This is a good way into a general discussion of
character.

Or ask students to write down what their parents want them to do;
and then divide their sentences into ‘Things they want me to do, and |
want too’ and ‘Things they want me to do, but I don’t want for myself.’
Good for teenagers.

Comment: My examples are based on the verb want; but other
common verbs such as ask, tell, would like, expect, advise, warn,
persuade, etc. can be practised through similar activities.

33.3 Purposes

Use of to + verb to express purpose; free composition of sentences based
on cues.

Procedure: Write on the board a few names of locations: local institu-
tions or shops, or places of interest (shown in Box 79), and elicit
suggestions why we might go to each one:

THE BANK: We'd go there to get money.

THE CAPITAL: We’d go there to see the sights.
Then divide into groups, ask each group to make its own list of places,
and suggest a similar sentence for each one. They then read out their

sentences, and other groups guess what the places were.
»H—r
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BOX 79

i S b v e e e N
: Places to visit for a purpose

: 1 THE BANK 8 THE CAPITAL 16 THE COUNTRY

, 2 THE POST OFFICE 9 A HAIRDRESSER 16 THE THEATRE

;3 ASUPERMARKET 10 A CLINIC 17 A CHEMIST

| 4 AHOTEL 11 A BUS STOP 18 A TRAVEL AGENT

: 5 A SCHOOL 12 A PUB or BAR 19 A GARAGE

| 6 THE BEACH 13 A PARK 20 THE Z0OO

, 7 THE RIVER 14 A GYM 21 A SWIMMING POOL
1S
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See also:

6.5 If only;

13.6 What would you need to knows?;
17.3 Desert island equipment.
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34 Used to

34.1 How things used to be

Used to to describe past habits or states, contrasted with present; free
composition of written or oral sentences.

Procedure: Ask students to brainstorm a list of manufactured products
they possess or often use; suggest things connected with transport,
instant food, clothes, entertainment, the media, their studies. You
might get things like: a car, a tin of sardines, jeans, a newspaper and so
on. Then ask the students to go back in their imaginations to the 19th
century — or even to the Middle Ages — when these things did not exist,
and describe what people used to do instead of using them. They can do
this orally, or in writing, giving you their ideas later.

People used to travel by horse, or by carriage.

People used to keep food by salting it.

Women used to wear dresses all the time.
Write up their suggestions on the board, and then discuss: what were
the advantages and disadvantages of the different things that used to be

or happen?

34.2 Have |l changed?

Used to to describe past habits or states, contrasted with the present;
written composition, possible discussion follow-up.

Procedure: Ask students to consider how their personalities, or per-
sonal habits, have changed over the last ten years (or 20 years, for
mature students). Each should write down some things they used to be,
or enjoy, or do, and contrast them with the present:

I used to do a lot of sport — but today I only play tennis.
I used to be much more irritable than | am now.

Variations: 'When they have finished writing, students may simply give
their compositions in to you. Or ask them to get into groups and share
some of their ideas — see if they have some ‘used-to’s in common. Then

report back:
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Both Ilana and I used to eat a lot of sweet things — but we don
any more.

See also:

2.3 Frequency surveys (using ‘good teacher’ questionnaire and sen-
tences like: ‘She used to smile very often’);

13.5 People used to believe,

17.10 Then and now;

19.5  Numbers that are important to me.
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In this index the names of the activities are in heavy type.

alanisome, 53—4, 86-93

activation of learners, 25-31

activities, design of, 17-31

Address book, 1912

adjectives: position of, 44-7;

comparison of, 62-74

adverbs, 48-52

advertisements: Looking at, 62;
Making, 62-3

Advice for a novice, 175

Alibi, 224-5

Animal habits, 256

Answering guesses, 273

Are you a good witness?, 209-11

articles, definite and indefinite, 53—4,
86-93

aspect, see simple, progressive, perfect

Association dominoes, 55-7

Associations, 261

be, 165-71

Being polite, 178-9

Bingo, 122-3

both ... and, 55-61

brainstorm, 27-8

Brainstorming comparisons, 63—4
By men, by women or by both, 205

can, 172-80

Can you remember?, 2345

chain interaction, 28-9

Chain story, 214—15

Chains of events, 78

Changes before and after, 2067

Changes in one’s life, 221

Choosing or composing
comprehension questions, 149

Circle comparisons, 68-9

Circle superlatives, 69

classroom teaching, practical hints
for, 32-43

Clues for solving, 268-70

Combining arrangement, 1814

commands, 127-35

Common denominator, 156-7

Comparing pictures, 64—7

comparison of adjectives, 62-74

comprehension questions, Choosing
or composing, 149

conditional clauses, 75—-82

continuous, see progressive

Cooperative poem, 53—4

Cooperative story, 225

copula verbs, 835

Correspondence, 138-9

countable/uncountable nouns, 86-93

coursebook exercises, improving,

3943

Deductions, 180

Defining by sense, 83
Defining objects, 204
Describe and arrange, 232-3
Describing changes, 198-201
Describing pictures, 165—8
Desert island equipment, 173
Detectives, 123—4, 226
determiners, 53—4, 86-93
Dialogues, 148-9

Diaries, 95-105, 120, 206
Dilemmas, 1767
Directions, 127-8
Discrepancies, 190
Distributing goods, 229

285




Index

Don’'t say no, 189

Don’t say yes or no, 162, 273
Dos and don'ts, 129

Duties and privileges, 175-6

Eavesdropping, 265-7

either ... or, 55-61

Elaborating a story, 271

Election campaign, 203

entertainment, 24

Equipment for a project, 90

Erasing picture dictations, 181

exchanges (between teacher and
student), 27

Exam results, 193-5

exercises, improving, 39—43

Expanding headlines, 53

extending activities, 367

Family tree, 2268

Filling in forms, 161-2

Finding a time to meet, 99105

Finding a twin picture, 168-70

Finding twins, 44-5, 230-1

Find someone who, 237-9

Find someone with the answer,
149-52

Finishing conditional sentences,
75-7

fluid pairs, 29-30

Frequency surveys, 50—1

Future of a picture, 1069

Future of an object, 111-13

future perfect tense, 1201

future tenses, 94—119

games, 23

Games and their rules, 174
Getting in order, 195-6

going to, 94-119

grammar, teaching of, 4-10
group work, 30-1

Guessing, 158-9

Guessing adjectival phrases, 45—6
Guessing by abilities, 172
Guessing locations, 231-2
Guessing mimes, 248-9

Guessing without yes or no, 189-90
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Had a good day?, 1256

Happy families, 125

havelhas (got), 1226

Have | changed?, 281-2

heterogeneity, 13-14

homework, 37-8

Horoscopes, 118—-19

How could you do it?, 146-7

How things used to be, 281

How will the story end?, 11718

if clauses, 75-82

If only, 80

I have lived here for ..., 2434

Imperative symbols, 132—4

imperatives, 127-35

indirect speech, 13642

infinitive: with -ing, 143-7; with to,
278-80

information gaps, 21-2

-ing form of the verb, 143-7

Inserting adjectives, 47

instructions, 33—4

interaction in the classroom, 25-31

interest, 15-16, 19-25

interviews: Preparing, 163—4;
Reporting, 136

interrogatives, 148—64

introducing activities, 33—4

is/lare, 165-71

It’s true, isn’t it?, 275

Justifying actions, 801

Kim’s game, 89
Kim’s diary game, 120

learner activation, 2531
Let’s complain, 271-2

Likes and dislikes, 268
‘linking” verbs, 83--5
Listening to stories, 213
Looking at advertisements, 62
Looking back, 82

Making advertisements, 623
Mime continuation, 109-11
Miming adverbs, 48-9
modals, 172-80

Maodal symbols, 174

moods, Accounting for, 240-2
must, 172-80

My tastes, 143

negative sentences, 181-90
neither ... nor 55—61

not, 181-90

Not what it seems, 84—5
Number dictation, 192

numbers, 191-6

Numbers that are important, 193

Oh!, 23940

open-ended activities, 21
Opinion polls, 2545
Opinion questionnaire, 143-6

pace, 35

passives, 197-205

Passives in the press, 197

past: perfect, 206—7; progressive,
208-11; simple, 213-25

People used to believe, 139

perfect: past, 206-7; present,
23645

personalization, 22-3

Picture dictation, 168

Picture differences, 185-8, see also
1814

Pictures into story, 215-18

Piling up, events, 213—4; stores, 8§9

planning lessons, 32-3

Plans for a trip, 113-17

play-acting, 24-5

pleasurable tension, 23—4

Possessions, 124

possessive pronouns and adjectives,
226-9

Possible candidates, 60-1

Predicting achievements, 1201

Preferences, 72

pre-learning, 11-12

preparing lessons, 32-3

prepositions, 2305

present: perfect, 23645

progressive, 246—53; simple,

25464

ndaex

‘pro’ torms, 273—4

progressive: past: 208—11; present,
246-53

pronouns, 265—7

Proverbs, 135, 262-3

Purposes, 279-80

Putting stories in order, 218-20

question forms, 148—64

Questionnaires, 153—6; with negative
answers, 188-9; see also 50-1,
143-6, 2545

question tags, 2757

Quizzes, 734, 159-60

Quotation quiz, 137-8

Ranking, 70-1, see also 195
Reading reports, 136

Recall the plot, 264
receptive practice, 26
Recipes, 129-30

record keeping, 38

relative clauses, 268-72
Remembering pairs, 868, 2467
repetition, 12

reported speech, 15642
Results of events, 203—4
Reverse guessing, 171, 265
role-play, 24-5

Routines, 2567

Shopping, 90-1

Shopping list, 91-3

short answers, 273—4

Silhouettes, 250-2

Similarities, 58-9

Simon says, 127

simple: future, 94-119; past,
213-25; present, 254—64

simulations, 24—5

singular/plural, 86-93

some, 86-93

Something special, 261

Sounds interesting, 224; see also
250

Stances, 130-1

Story behind a photo, 221

success orientation, 12-13
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Superstitions, 78-9
supplementary materials, 35-6
surveys, Frequency, 501
symbols, 1324, 174

tag questions, 275-7

task, 17-19

tastes, My, 143

teacher assistance, 14-15

teaching, practical hints for 32-38

Telephoning, 191

Tell me what they said, 140-2

Temporary and permanent, 253

tenses, see present, past, future

tension, pleasurable, 23—4

testing, 9—10

the, 53—+4

The news, 236-7

The right experience for the job,
244-5

The world tomorrow, 119

Theme music, 263

Then and now, 179

there isithere are, 165-71

Things have changed since then, 243

Things in common, 262

timing, 34—35

to form of the verb, 278-80

topic, 19-20

used to, 2812
Uses of an object, 172-3
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visual focus, 201
visual materials, 35-6
volume, 12

Wants, 278-9

We both know . . ., 275-7

What are they saying?, 164

What does it sound like?, 250; see
also 224

What do you do when. . .2, 52

What has/hasn’t happened?, 239

What I do, 25960

What is done and by whom?, 197-§

What really happened?, 2214

What to do, 278

What were you doing last night?,
208-9

What will you do with it?, 94—§

What would you need to know?,
13940

What’s being done, 202

What’s going on?, 248

What’s my line?, 257-8

When did we meet?, 211-12

Where would you like to live?,
234

Whose is it?, 228

will, 94-119

will have, 120-1

Write your own test, 270—1

Writing up a process, 202

Written enquiries, 274




