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Elżbieta Wiścicka 
Uniwersytet Szczeciński 

 
 

 

Methodological background  
 
 
From the seventies to the present period, there has been a marked shift in the 

understanding of what is meant by teacher preparation. Teacher development serves 
a long-term goal and seeks to facilitate growth of the teacher’s general understanding 
of teaching and of himself or herself as a teacher. It involves examining different 
dimensions of an individual’s own practice as a basis for reflective evaluation. 

 It is a fact that those teachers who gain awareness of how they teach also gain 
freedom to create a more stimulating environment for their learners. Teacher self-
reflection and self-monitoring is crucial in the process of continuous teacher 
development. 

 
1.Teacher development  

 
Teacher development adopts a holistic approach to the teaching process and 

analyses complex and integrated aspects of this process. These aspects are 
idiosyncratic and individual; the purpose of development is thus for the teacher to 
increase awareness and develop an internal monitoring system in order to generate 
change. Indeed, teacher development refers to teachers’ learning, which is triggered 
by teachers’ questioning their own teaching and learning and their ways of thinking 
about these processes. Therefore, it is focused on the teacher’s inner resource for 
change rather than external training Johnson and Golombek (2011). Underhill 
(1997:1) defines teacher development as a process centered on the teacher’s 
personal awareness of his or her possibilities for change and of aspects which 
influence this process. It refers to past experiences, and by analysing them, identifies 
opportunities for change in the present or future. Furthermore, it is a self-reflective 
process, drawing on questioning old habits and, through this, “alternative ways of 
being and doing are able to emerge” (ibid.). 

Many factors may promote professional development, the most obvious being the 
acquisition of new knowledge and skills. Teachers may want to learn some new 
techniques to use in their classes, they may want to upgrade their skills to work with 
a new group of students with different learning needs or they may wish to utilize new 
materials and equipment in order to achieve their goals. Change is another highly 
important factor encouraging teachers to engage in professional development 
activities. Keeping up with change is in fact a prerequisite for remaining competitive 
on the job market. Additionally, keeping abreast of changes occurring in the field of 
education may lead to an increase in income or prestige. Further, professional 
development leads to an increase in teachers’ knowledge base, which in turn, 
increases their power over their own lives: “Empowerment is working our way 
forward, based on our own understanding” (Edge 1993, cited in Freeman 2001:7). 
Those teachers who are in charge of their professional growth may remain 
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enthusiastic about their work and stand a greater chance of avoiding the burn-out 
phenomenon. This phenomenon is a problem of professional survival after many, or 
even after just a few, years of teaching. It can be described as a feeling of boredom or 
disillusionment caused by the teaching routine or the predictability of students’ 
reactions. It may also be accelerated by the teacher’s personal problems. It stands to 
reason that teacher development can prevent the burn-out phenomenon from 
becoming an issue and it can contribute to teachers’ progress in their professional 
work.  
 
1.1 Language teaching categories 

Undoubtedly, analysis of teacher development should begin with a clear 
understanding of the categories that constitute language teaching and the relationship 
between them. Freeman (1989, 2016) made an attempt to do so, presenting 
a description of teaching as a decision-making process with four interrelated key 
elements. These four elements are: knowledge, skills, attitude and awareness. The 
first two, knowledge and skills, refer to what is being taught and how; this is often 
referred to as a knowledge base of teaching. Language teacher education seen as a 
transmission of knowledge is almost exclusively based on these two elements. 
However, Freeman argues that the individual nature of teaching must be considered if 
“the descriptive model is to cover the generic practice of language teaching” 
(1989:32). For this reason, attitude is introduced and defined by the author as “the 
stance one adopts toward oneself, the activity of teaching, and the learners one 
engages in teaching/learning process” (ibid.). The teacher’s attitude connects his or 
her external perceptions and behaviour with the activities, reactions and feelings 
which take place in the classroom. 

The last element suggested by Freeman (ibid.) in his descriptive model of teaching 
is awareness, which has a holistic function, meaning that one can be aware of many 
things but attend only to specific issues. Further, he points out that awareness 
includes attention, and that both awareness and attention are critical in learning. 
Therefore, in the context of language teaching, the teacher is either aware or unaware 
of a particular problem or aspect of his or her teaching and expresses it in terms of 
attention given to this particular aspect or problem. Teachers can be or become aware 
of the subject matter knowledge they possess, skills they use, and their attitude 
towards the teaching and learning process, as well as their learners, the context, the 
institution, etc.  

Larsen-Freeman (1983, cited in Bailey et al. 2001:23) offers a perceptive 
comment about the importance of the awareness component in teaching 
development: 

I cannot make an informed choice unless I am aware that one exists. 
Awareness requires that I give attention to some aspect of behaviour or the 
situation I find myself in. Once I give that aspect my attention, I must also 
view it with detachment, with objectivity, for only then will I become 
aware of alternative ways of behaving, or alternative ways of viewing the 
situation, and only then will I have a choice to make. 

In that case a descriptive model for language teaching is not limited to the three 
constituents of knowledge, skills and attitude but is extended to include awareness 
as a superordinate constituent which is fundamental to the way a teacher makes 
informed choices in his or her teaching.  
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Figure 1 illustrates the constituents which stimulate the process of teacher 
awareness. In particular it focuses on how much knowledge teachers have, what 
skills they use and how well they use them, and what attitude they adopt in their 
teaching. 

 
AWARENESS triggers and monitors attention towards: 

ATTITUDE 

a stance toward 

self, activity, and others which 

links intrapersonal dynamics with 

external performance and behaviours 

 

SKILLS________________________________KNOWLEDGE 
the how of teaching:                                                              the what of teaching: 

method                                                                                    subject matter 

    technique                                                                          knowledge of students 

activity                                                                                    sociocultural/ 

materials/tools                                                                          institutional context 

 

Knowledge – Transmission 

___________View of Language teacher Education______ 
 

Figure 1: Descriptive model of teaching (adapted from Freeman 1989:36). 
   
 
1.2 Self-awareness and self-observation 

 
Awareness is an essential requirement for development to occur. Exploration of 

teaching is a prerequisite for teacher development, and the reason to explore is to gain 
awareness of teaching beliefs and practices. Thus, awareness of one’s teaching beliefs 
and practices leads to development.  

Those teachers who want to be responsible for their own teaching should 
acknowledge the fact that the process of exploration involves other people, colleagues 
and students. Cooperation with others aids an understanding of the teacher’s own 
teaching; it reveals the teaching from a different perspective, the way other people see 
it. Exploration of teaching, according to Gephard and Oprandy (1999:13), may also be 
developed by introducing different ways which lead to a gaining of awareness 
through exploration. These are: 

1. Problem solving, where a teacher introduces a change to his or her teaching or 
behaviour in order to solve a problem; 

2. To see what happens, where a teacher changes his or her usual behaviour by 
doing the complete opposite (e.g., instead of teaching from the front of the 
classroom s/he tries teaching from the back), and explores what happens. 
Alternatively, the teacher adopts random teaching behaviours including those 
s/he does not normally use;  

3. Seeing what is refers to the exploration of what a teacher actually does in his or 
her teaching, as opposed to what s/he thinks s/he does. Naturally, the 
application of this method of exploration requires the collection of data 
(keeping a record or writing in a journal) relevant to the problem under 
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investigation. By analysing the descriptions of teaching and confronting this 
material with his or her image of what is happening in the classroom, a teacher 
can find out if what s/he thinks is happening is actually occurring. As a result, 
a teacher can confront his or her beliefs about teaching in the light of what s/he 
does. According to Jimenez-Aries (1992, cited in Gebhard and Oprandy 
1999:15), exploring teachers’ beliefs about teaching and confronting these 
beliefs with teachers’ activities in the classroom can be very informative. In her 
study, Jimenez-Aries interviewed teachers to find out their beliefs, following up 
with observations of their teaching. As a result of her observation, she 
discovered that in the classroom these teachers acted contrary to their 
previously-stated beliefs: “For example, she learned that one of the teachers 
believes in minimal error treatment, but in actuality, she corrected very often” 
(ibid.), while another teacher claimed she used a variety of error correction 
techniques, but it turned out that she used the same technique consistently to 
treat most errors.  

4. Clarifying teachers’ feelings refers to the ‘affective side of teaching’. By 
exploring their emotions, teachers learn about their feelings and how they feel 
about particular things happening in the classroom. Through this process, they 
gain more insight into which issues they really care about, which areas they are 
indifferent to or those they are opposed to.  
 

It seems that the above-presented beliefs and assumptions, which help develop 
awareness of teaching, should be understood and accepted by any teacher who wishes 
to explore his or her teaching. They may help them to be more critical of their own 
teaching and make personal connections to teaching, through relating anything in 
their life experience to what they do in the classroom.  
 
1.3 Defining reflection and reflective teaching 

 
Mainstream literature has presented various definitions of reflection and 

reflective teaching. Richards and Lockhart (1996) suggest that reflective teaching 
may be carried out by teachers individually, and that reflective teaching may be 
practised by both pre-service teachers and in-service teachers. Zeichner and Liston 
(1996) present a concept of reflection that includes social contexts and communities, 
whereas Gilpin (1999), in her article on teaching reflection, claims that Wallace’s 
seminal work Training Foreign Language Teachers (1991) begins the “‘reflective’ 
movement” in TEFL. In the same article she presents some of her colleagues’ 
definitions of reflection. They are as follows: 

Structured and critical thinking about a previous experience or action with 
a view to understanding better the processes that shaped it, possibly to 
shape future action. 
The process through which we aim at self-awareness, context awareness 
and understanding of our objectives. 
The reflective practitioner is: attentive to patterns of phenomena; skilled at 
describing what is observed; able to generate and test models; engage in 
critical thinking, creative thinking, complex thinking (ibid.:110). 
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It is clear then that reflection consists of a variety of elements.  
Gilpin (1999:111) enumerates five constituents of reflection: 
 noticing – observing and becoming aware of a problem. In order to notice 

something a teacher requires the skills of observation, which means the ability 
to differentiate between seeing and judging; 

 reasoning and analysis – analysing what has been observed and drawing on the 
teacher’s knowledge base. This also means the ability to formulate answerable 
questions about the phenomena described;  

 introducing change – applying new ways in solving old problems, changing 
teacher behaviour, introducing new ways, experimenting in exploring teaching 
problems;  

 questioning – especially those facts and behaviours which have so far been 
taken for granted; 

 affective involvement. 
 
Schön (1983 cited in Hatton and Smith 1995:34) claims that reflection is bound 

up with action. In his opinion, teachers should learn to “frame and reframe” (ibid.) 
their teaching problems, which are often difficult and complicated, and try to modify 
their actions. Teachers should, furthermore, try different interpretations of their 
problems and test them out. Hence, Shon introduces two forms of reflection: 
reflection-on-action and reflection-in-action (ibid.). Both forms of reflection 
stimulate rational and moral processes which teachers have to go through in order to 
make informed and reasoned choices about their modified actions. The first form of 
reflection, reflection-in-action, implies conscious thinking and modification while the 
teacher is in the process of teaching, and involves simultaneous reflecting and doing. 
The professional teacher who has reached a high level of competence and is able to 
analyse and modify his or her actions instantaneously can apply this form of 
reflection. The second form of reflection, reflection-on-action, involves looking back 
and analysing the process of teaching some time after it has taken place.  
 
1.4   The teacher as self-observer and a reflective practitioner 
 

In the light of what has already been discussed, self-awareness leads to self-
observation, self-monitoring and self-reflection. Luft (1969, cited in Richards 
1990:119) presents four types of teacher behaviour which teachers may analyse and 
monitor:  

a) The open self refers to information about the teacher’s behaviour which the 
teacher is willing to share with others, and is thus known to the teacher and 
everybody else; 

b) The secret self refers to information which is known only to the teacher. This is 
information that the teacher is unwilling to share with others, principally 
because it refers to his or her teaching problems. Many teachers are reluctant 
to discuss with their colleagues problems they experience in the classroom for 
fear that they might be judged incompetent or poorly qualified; 

c) The blind self refers to information about the teacher which is known to others 
but not to the teacher. For example, a teacher acts impatiently or in 
a disorganised manner in various situations but is unaware of this behaviour, 
even though it is clearly recognised by students and colleagues; 
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d) The hidden self refers to such information about the teacher’s behaviour which 
is unknown to the teacher, his or her students and colleagues. 
 

Apart from the first type of information, the open self, the next three, i.e., the secret 
self, the blind self and the hidden self, pose a challenge for the teacher, and facing the 
challenge means to learn more about his or her teaching, and as a result, improve it by 
applying appropriate change. 

Richards (1990) identifies four good reason for a teacher to engage in self-
monitoring: Firstly, it helps teachers to obtain feedback on what they do and how well 
they do it, and is a prerequisite for the teacher’s professional growth and 
development. Secondly, it helps a teacher to reflect on his or her teaching and to think 
critically about what s/he does in the classroom. Thirdly, it helps narrow the gap 
between teachers’ imagined opinion of their own teaching and reality. Fourthly, the 
teacher who is engaged in self-monitoring is more responsible for the improvement of 
his or her teaching, and thus initiates this process. An outsider, such as a supervisor, 
can objectively evaluate a teacher’s activities but does not have to initiate them. 

It goes without saying that, in order to embark on teacher development, an 
individual needs to be not only motivated and mature enough to do so, but also 
modest and critical about his or her teaching. Therefore, in order to realise the need 
for ongoing teacher development, teachers need to consciously take advantage of 
available resources to forward their own professional learning. 
 
1.5  Strategies to promote reflection 
 
1.5.1 Action research  
 
Action research is a strategy whose aim is to increase teachers’ knowledge of 
classrooms, and is a tool in teacher education. Zeichner (1987) points out that action 
research helped many teachers to become more aware of their teaching and able to 
take steps to solve their own problems, helping them to become more flexible and 
open to change. Wallace, on the other hand, argues that action research can be 
attractive for two particular reasons: 

1. It can have a specific and immediate outcome that can be directly 
related to practice in the teacher’s own context. 

2. The findings of such research might be primarily specific, i.e., it is not 
claimed that they are necessarily of general application, and therefore 
the methods might be more free-ranging than those of conventional 
research (1991:56-57). 

Altogether, action research is considered a useful strategy which can be applied 
in various teaching contexts to solve a great number of problems occurring in 
classrooms. 

Action research consists of four developmental stages originally introduced by 
Kemmis and McTaggart (1988), which are: planning to improve what is already 
happening, implementing the plan, observing the effects of action, and finally 
reflecting on these effects. This process should always involve some form of data 
collection. There are different methods for collecting information inside and outside 
the classroom, and action research permits a large variety of data to be used. The 
types that are most common are diaries, journals, field notes, questionnaires, 
interviews, case studies and protocol analysis.  
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1.5.2. Journals and diary studies 
 
One of the methods of carrying out action research is the keeping of journals by 

teachers for the purpose of professional development. According to Bailey et al. 
(2001), both keeping a teaching journal and doing an actual diary study can be very 
informative for the teacher. 

Teaching journals 
Journal writing is perceived as an opportunity for teachers to explore their 

process of teaching, improve it, and alter it if necessary. Journal entries are 
a combination of records of events and the teacher’s interpretations of those events. 
The advantage of keeping a journal lies in the fact that it reveals to a teacher many 
aspects of his or her teaching which are otherwise hidden, rejected as trivial, or 
difficult to see by the outside observer. This self-observation leads to moving from the 
“hidden self” to the “open self” (cf. Luft 1969), especially if a teacher is willing to share 
his or her observations with others. The benefits of keeping teaching journals 
include: articulating puzzles or problems, venting frustrations, clarifying and realising, 
and stretching teachers professionally (Bailey et al. 2001:59). 

Diary studies 
Many teachers have found it useful to conduct a diary study and analyse their 

journal entries to observe their teaching and patterns of behaviour. Bailey and 
Ochsner (1983, cited in Bailey et al. 2001:51) give the following definition of a diary 
study: 

A diary study in second language learning, acquisition, or teaching is an 
account of a second language experience as recorded in a first-person 
journal. The diarist may be a language teacher or a language learner – but 
the central characteristic of the diary studies is that they are introspective: 
the diarist studies his own teaching or learning. Thus he can report on 
affective factors, language learning strategies, and his own perceptions – 
facets of the language learning experience which are normally hidden or 
largely inaccessible to an external observer. 

A diary study would include such stages as: a language learning or teaching 
history, systematic records of events and feelings about the current language 
experience, rewriting journal entries for a public version and clarifying meaning in the 
process, studying journal entries and looking for patterns and significant events 
together with other research, and, finally, the factors identified as important to the 
language learning or teaching experience being interpreted and discussed in the final 
diary study (ibid.:50). 

 
1.5.3 Teachers’ Autobiographies 
 
Writing a language learning autobiography has been found a useful activity for 

the professional development of language teachers. The importance of 
autobiographical knowledge lies in the fact that it explains why teachers’ actions differ 
widely despite the fact that they may be following a common curriculum, have the 
same syllabus, use the same textbooks and teaching methods and have studied the 
same educational theories (cf. Kohonen et al. 2001). The use of autobiographical 
knowledge can be very beneficial for teachers, providing them with the experiential 
base they need in their development, and sharing autobiographical knowledge in 
teacher education leads to a raising in awareness of the other teachers’ personal, often 
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implicit, pedagogical theories. Further, the interpretation of pedagogical situations 
seems to be central to teachers’ decision-making and their pedagogic actions. 
Undoubtedly, their personal method of interpreting what they experience in the 
classroom has an impact on their professional growth as a teacher. As a consequence, 
the teacher can discover “his or her subjective educational theory and develop the 
professional self” (ibid.:131).  

 
1.6 Models of supervision 
 
The supervision of teachers is an important part of teacher education 

programmes. There are different reasons for doing supervision; therefore, different 
supervisory behaviours should be adopted. Gebhard (1984) discusses five models of 
supervision: 

1) directive supervision – illustrates the kind of supervision most often used by 
supervisors. In this model, the role of a supervisor is to direct and inform 
a teacher, model teaching behaviours and evaluate the teacher’s teaching;  

2) alternative supervision – a supervisor suggests a variety of alternatives to what 
a teacher has done in the classroom. This kind of supervision helps a teacher to 
make a choice out of a limited number of alternatives, and reduces his or her 
anxiety over not knowing what to do next;  

3) collaborative supervision – expects a supervisor to work with a teacher but not 
to direct him or her. This model supports the belief that teaching is mostly 
a problem-solving process requiring a sharing of ideas between a teacher and 
a supervisor; 

4)  non-directive supervision – does not place a supervisor in a sharing relationship 
with a teacher; on the contrary, a supervisor offers his or her help by listening 
and providing an understanding of what a teacher had done or said. This 
understanding response is a ‘re-cognised’ version of what the speaker has said. 
In supervision a supervisor restates how s/he has understood a teacher’s 
comments;  

5) creative supervision – a combination of different models, or a combination of 
different supervisory behaviours taken from different models. It should be 
stated that different teaching situations call for different models of supervision. 
If supervisors limit their approach of supervision and their choice of 
supervisory behaviours then they can discourage teachers, or in the case of 
directive supervision, even retard a teacher’s progress. 

 
2.   Teacher Language Awareness   

 
Thornbury (1997:x) gives the following definition of the language awareness of 

teachers: “the knowledge that teachers have of the underlying systems of the language 
that enables them to teach effectively.” This definition clearly narrows down TLA to 
subject-matter knowledge and its impact upon teaching. Undoubtedly, subject matter 
knowledge plays a central role in a teacher’s language awareness; nevertheless, this 
awareness is far more complex and entails more aspects which shape it. Andrews 
(2001) discusses a number of factors which influence the impact of TLA on 
pedagogical practice. The author refers to an in-depth study of the language 
awareness of a group of teachers of English who describe difficulties they experienced 
in teaching grammar to their students. The most common problem the teachers face is 
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the difficulty in giving their students clear explanations concerning particular 
grammar structures. The teachers admit that these problems are caused by either 
their own limitations in the explicit knowledge of grammar, or by the fact that they are 
not selective enough in giving simple and precise explanations. This shows that 
analysing language from the learner’s perspective is also an important aspect of TLA. 
Andrews (2001) claims that the data from teachers’ extracts suggest that there are 
a number of factors contributing to the complexity of TLA. He emphasises the 
relationship between a teacher’s subject-matter knowledge and his or her 
communicative language ability (CLA). This close relationship becomes very clear 
when a teacher prepares lessons with a grammar focus and reflects upon lesson 
content. In such a situation, a teacher encompasses both his or her explicit knowledge 
of the relevant grammar rules and his or her own communicative use of a particular 
grammar structure. Then, when the teacher actually teaches this grammar item in the 
classroom, s/he not only draws on the subject-matter knowledge but also ‘filters’ it 
through his or her CLA. Andrews (2001:77) argues that “much of the complexity of 
TLA derives from the uniqueness of the situation in language teaching, where content 
and medium of instruction are inextricably intertwined.” Taking this into 
consideration, he specifies the areas of special concern which seem to influence TLA: 

a) First, the teacher’s language awareness includes two basic elements: subject-
matter knowledge and communicative language ability. The interaction between 
them involves reflection, and the subject-matter knowledge is mediated 
through the teacher’s CLA.  

b) Second, there is a difference between the language awareness of an educated 
user of a particular language and a teacher of that language. Andrews 
(1999:163) argues that it is not enough for the teacher to be an effective 
communicator, which means possessing implicit and explicit language 
knowledge and an ability to draw on this knowledge, in both spoken and 
written form. The teacher is expected to “reflect upon that knowledge and 
ability, and upon her knowledge of the underlying systems of the language, in 
order to ensure that her students receive maximally useful input for learning. 
These reflections bring an extra cognitive dimension to the teacher’s language 
awareness, which informs the tasks of planning and teaching” Andrews (ibid.).  

c) Third, the teacher’s language awareness is ‘metacognitive’ because it involves 
not only knowledge of subject-matter and CLA, but also reflection upon these 
two elements, which constitutes the basis for the teacher’s planning and 
teaching.  

  
2.1. The role of TLA in structuring input for learners 

 
There are three main sources of input for learners: the teacher, other learners, and 

materials. Andrews (1999) argues that the teacher’s language awareness can interact 
with these three sources, and that the language produced by them is ‘filtered’ through 
the TLA, thus affecting the kind of input which is finally made available to the learner. 
The extent to which TLA interacts with the three main sources of input can vary 
considerably, due to a number of factors. For example, time constraints play a major 
role in the teacher’s ability to select and filter the input from the chosen teaching 
materials at the planning stage, and influence the amount of filtered input during the 
lesson. The extent of the teacher’s explicit knowledge, his or her confidence, and the 
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awareness of how to make use of that knowledge may also heavily influence the 
quality of the filtered input derived from the three sources. 
 
2.1.1. Autonomy and the teacher 

 
Being an autonomous person means being responsible for one’s actions and 

accepting the consequences of one’s behaviour. Moreover, the autonomous person 
must be capable of making choices from a range of possibilities. Freire (1974) claims 
that responsibility is a fundamental human need: “For this need to be satisfied it is 
necessary that a man should often have to take decisions in matters great or small 
affecting interests that are distinct from his own, but in regard to which he feels 
a personal concern” (cited in Sinclair et al.2000:113). 

Freedom from control by others is the basis for personal autonomy. According to 
Young (1986:1), “The autonomous person must not be subject to external interference 
or control but must, rather, freely direct the course of his or her life”. Similarly, the 
autonomy introduced to teaching comprises a cluster of behaviour capacities 
characteristic of human interdependence. In the field of teaching, the development of 
autonomy is pursued as a matter of conscious intention, and its presence can be 
recognised in teacher’s behaviours which are shaped by reflection. Therefore, teacher 
autonomy comprises two characteristic features, self-directed professional 
development and freedom from control by others (cf. McGrath 2000). 

 
Teacher autonomy as self-directed professional development 
An autonomous teacher takes control over his or her own professional 

development, and reflects upon his or her teaching. Being reflective involves risk, 
because there are no right answers, and also effort and motivation in applying 
different ways of thinking and reacting than those required in his or her own 
education experiences. 

 
Teacher autonomy and freedom from control by others  
Crucial in analysing this perspective is the way in which a teacher responds to 

a variety of constraints. According to Breen and Mann (1997), constraints on teacher 
autonomy may be broadly categorised as macro constraints, decisions taken outside 
the institution, over which teachers will normally have no control, and micro 
constraints as institution-internal decisions, which the teacher should be in a position 
to influence. The latter type of constraints typically involve syllabus, examination and 
textbook together with the ‘ground rules’ operating in any institution. Nonetheless, 
teachers working in any context may choose one of the two options. The less 
demanding option is to accept the decisions made by others and implement them in 
the classroom; teachers who take this option are clearly not autonomous. However, 
those teachers who try to exercise their judgement in order to establish their own 
strategy of teaching, and thus make an effort to compromise and negotiate in order to 
carry out an autonomous action, are those who have capacity for self-direction. 

 
Nonetheless, the constraints on the exercise of autonomy in a given context of 

learning are likely to include the following factors: 
 Policy constraints – broad policies on language in education determine 

the languages that can and cannot be learned in schools; 
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 Institutional constraints – rules and regulations, certification, 
examinations, curricula, the physical and social organisation of the 
school and classroom practices set broad constraints on content and 
methods of language learning; 

 Conceptions of language – dominant conceptions of what the target 
language is, the ways in which it is organised and correct usage act as an 
ideological influence on what counts as ‘learning a language’ and what 
does not; 

 Language teaching methodologies – academic expertise and 
professional assumptions about how languages are learned and relevant 
learning resources and activities also act as ideological constraints on 
what counts as learning (Benson 2000:116). 

The above factors clearly show that the teacher’s role is to mediate between the 
learners’ right to autonomy and the constraints inhibiting the exercise of this right. 
However, the way in which teachers perceive their mediating role is the key factor in 
teacher autonomy.  
 
2.1.2. Autonomy and teacher education 

 
It is a fact that if teachers, during their own education, were encouraged to 

perform autonomous tasks, they are likely to promote learner autonomy in teaching 
their students. Therefore, the term ‘teacher-learner autonomy’ suggested by Smith 
(2000) might be important in relation to teacher training, as well as in relation to the 
development of learner autonomy with students. The importance of ‘teacher-learner’ 
autonomy was earlier acknowledged by Breen and Mann (1997). They discussed the 
attributes and roles of the teacher seeking to promote autonomy in the classroom. 
Three teacher attributes were identified: 

a) self-awareness – the teacher’s awareness of his or her own self as a learner. The 
ability to realise the difference between what learning means to the teacher 
and to his or her learners, and the ability to reflect on the decisions and actions 
the teacher takes in the classroom, as well as how s/he interacts with the 
learners; 

b) belief and trust in learners’ capacity to act autonomously – the teacher acts out 
of the assumption that each learner can be autonomous in his or her learning; 

c) desire – the teacher expresses genuine desire to foster the development of 
learner autonomy. 

The above three attributes are related to six ‘ways of acting’: 
1) being a source – accepting a responsive role in relation to learners’ needs, and 

being able to balance the roles of resource person and guide; 
2) decision sharing – the learners should have the opportunity to take 

responsibility for their learning, and the teacher should be prepared to find 
ways of gradually sharing the classroom decisions with his or her learners;  

3) facilitating collaborative evaluation – reducing the learners’ dependence upon 
the teacher’s evaluative comments, initiating collaborative procedures which 
may enable the learners themselves to exercise responsibility for making their 
own judgements;  

4) managing the risks – including being able to tolerate ‘the disorientating but 
developmental phase’ in the teaching-learning process, during which the 
teacher and learners are uncertain about their purposes and procedures. It is 
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important to go through such a phase because it reveals to the teacher and 
learners possible directions towards autonomy;  

5) being a patient opportunist – knowing that different learners will be at 
different stages between dependence and independence as learners, and that 
some learners might transfer their responsibility back to the teacher; being 
able to recognise opportunities which help exercise autonomy;  

6) getting support – by enlisting the help of colleagues. 
 
The conclusion drawn by Breen and Mann (1997) is that in order to fulfil these 

roles, teachers need to ‘recognise and assert’ their own autonomy, and to understand 
the limits placed upon it. 

Furthermore, it may be concluded that the ability of learners’ to exercise their 
own right to autonomy depends upon the extent to which teachers are prepared to 
exercise their own right to autonomy, and the way they view their own role in relation 
to constraints on autonomy. Cichoń (2004) also discusses the importance of 
introducing autonomous activities to students on teacher training courses at 
university. In her analyses she concentrates on the ways teachers use modern 
coursebooks in the classroom, and claims that coursebooks based on the 
communicative approach are still used by many teachers in a very traditional manner. 
For instance, teachers rely on the use of translation and metalanguage in their 
teaching, and instead of teaching the language (communicative competence), they 
teach about the language, thus duplicating the same models of teaching. Indeed, 
“a non-autonomous teacher will not only mould non-autonomous students, but may in 
fact discourage them from learning, and confirm their convictions of low self-esteem, 
and negative and false assumptions about learning a language” (Cichoń 2004:326 own 
translation). Cichoń presents her ways of introducing autonomy to teachers with 
whom she works. First of all, she discusses two types of autonomy: 

 language autonomy: refers to the creative use of the language in new, 
communicative situations 

 methodological autonomy: refers to cognitive freedom of the subject in self-
directing the process of learning.  

 
Cichoń emphasises the importance of being aware of one’s own style of learning, 

in particular, “understanding difficulties in developing different language abilities” 
(Cichoń, 2004:328, own translation).  

The reflection suggested by Cichoń is divided into two stages: 
1. The initial stage of reflecting upon the learning strategies is, for the learner, to 

find out about his or her stereotypes and ideas about learning a foreign 
language. Some of these stereotypes are false but some are justified; therefore, 
it is worth analysing them. And here Cichoń (ibid.) suggests a questionnaire 
which may help to do this. 

2. The next stage involves making a list of preferred learning techniques. The 
learners can discuss their lists, and thus share their failures and successes. 
They appreciate such discussions because they help them reflect upon their 
learning styles.  
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3. Strategic teaching 
 

Droździał-Szelest (1998:18) claims that most researchers see the need for 
implementing strategic teaching as an integral part of a language teaching course, 
and “to provide learners with the techniques (= strategies) of learning a language, and 
an awareness of how and when to use such techniques most effectively”. However, 
Droździał-Szelest (2004:37) also observes that the majority of learners are unaware 
of their own learning abilities, are unable to make appropriate use of the skills learned 
or to determine their needs in learning a language, or even evaluate their progress. In 
order to become autonomous, the teachers need language awareness, language 
learning strategies, and self-assessment. As Droździał-Szelest (1998:18) points out, 
“learner training aims to focus the learners’ attention on how they learn. It is assumed 
that, although learners benefit from understanding the content of the lesson (the 
‘what’), they benefit even more from being made aware of the process itself”.  

 
3.1. Strategy system 
 
 Oxford (1990, 2017) developed a system based on the theory that the learner is 

a “whole person” who uses intellectual, emotional, social and physical resources. This 
system includes the following strategy groups: 

a) Affective – anxiety reduction through laughter and mediation, self-
encouragement through affirmations, and self-reward through praise and 
tangible reinforcement; 

b) Social – such as asking questions, cooperating with native speakers of the 
language, and becoming culturally aware; 

c) Metacognitive – such as paying attention, consciously searching for practice 
opportunities, planning for language tasks, self-evaluating progress, and 
monitoring errors; 

d) Memory related – such as grouping, imagery, rhyming, moving physically, and 
structured reviewing; 

e) General cognitive – reasoning, analysing, summarizing and practicing;  
f) Compensatory (to make up for limited knowledge) – such as guessing meanings 

    from the context and using synonyms and gestures to convey meaning;  
 
Strategie uczenia się. Klasyfikacja zaproponowana przez R.Oxford 
  (Michońska-Stadnik 1996: 38): 
 

Strategie bezpośrednie 
I. Strategie pamięciowe 

 
A. Tworzenie skojarzeń myślowych: 

1) grupowanie, 
2) tworzenie asocjacji, rozszerzanie pojęć, 
3) umiejscawianie nowych słów w kontekście: 

B. Używanie obrazu i dźwięku: 
1) używanie skojarzeń wzrokowych, 
2) umiejscawianie słowa w kontekście sytuacyjnym, 
3) używanie słów kluczy tj. używanie wyrazów w języku ojczystym, które 

brzmią podobnie do wyrazów w języku obcym np. goofy ang. – gofry pol. 
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4) odtwarzanie dźwięków w pamięci. 
C. Systematyczne utrwalanie (w określonych odstępach czasu). 
D. Zapamiętywanie przez działanie: 

1) fizyczna reakcja służąca lepszemu utrwaleniu, 
2) mechaniczne techniki zapamiętywania. 

 
II. Strategie kognitywne 

A. Ćwiczenie: 
1) powtarzanie, 
2) formalne ćwiczenie dźwięków i pisowni, 
3) rozpoznawanie i używanie form rutynowych, 
4) kombinowanie struktur, 
5) ćwiczenie w sposób naturalistyczny, z wyraźnym celem komunikacyjnym. 

B. Otrzymywanie i przesyłanie informacji: 
1) używanie różnych technik ułatwiających rozumienie tekstów pisanych 

i słuchanych, 
2) używanie dodatkowych źródeł dla usprawiedliwienia biernej i czynnej 

znajomości języka, np. słowniki, czasopisma. 
 

C. Analizowanie danych językowych: 
1) rozumowanie dedukcyjne, 
2) analizowanie wyrażeń, 
3) analizowanie językowe np. z językiem ojczystym, 
4) tłumaczenie, 
5) transfer wewnątrz językowy, czyli uogólnienie. 

D. Organizowanie wiedzy: 
1) prowadzenie notatek, 
2) streszczanie, 
3) podkreślanie ważniejszych informacji. 

 
III.Strategie kompensacyjne 

A. Inteligentne  zgadywanie: 
1) używanie wskazówek lingwistycznych, 
2) używanie innych wskazówek ( np.struktura tekstu, ilustracje). 

B. Pokonywanie ograniczeń w mówieniu i pisaniu: 
1) przechodzenie na język ojczysty, 
2) szukanie pomocy, 
3) używanie gestu lub mimiki, 
4) unikanie rozmowy (częściowo lub całkowicie), 
5) wybieranie tematu rozmowy dostosowywanie tekstu, 
6) tworzenie nowych słów, 
7) użycie omówienia lub synonimu. 
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 Strategie pośrednie 
IV. Strategie metakognitywne 

A. Centralizacja procesu uczenia się: 
1) utrwalenie i powiązanie nowych informacji ze znanym materiałem, 
2) Koncentracja uwagi, 
3) Odkładanie na później mówienia, aby skoncentrować się na 

słuchaniu, 
B. Planowanie uczenia się: 

1) zbieranie wiedzy na temat uczenia się języka, 
2) organizowanie uczenia się, 
3) ustalanie krótko- i długoterminowych celów, 
4) ustalanie celu określonych zadań językowych, 
5) planowanie konkretnego zadanie językowego, 
6) szukanie okazji do ćwiczenia. 

C. Ocena efektów uczenia się: 
1) monitorowanie własnych wypowiedzi, 
2) samoocena. 

 
V. Strategie emocjonalne 

            A. Obniżanie napięcia: 
                       1) stosowanie medytacji i innych metod relaksacyjnych, 

                2) słuchanie muzyki, 
                3) śmiech. 
           B. Samozachęta: 
                 1) pozytywne uwagi na temat własnych postępów, 
                 2) mądre ryzykowanie, 
                 3) nagradzanie się za postępy. 
            C. Sprawdzanie temperatury uczuciowej: 
                 1) słuchanie własnego ciała, 
                 2) stosowanie „listy spraw załatwionych”, 
                 3) pisanie dziennika postępów w nauce, 
                 4) rozmowa z innymi o swoich uczuciach. 
 

Strategie społeczne 
A. Zadawanie  pytań: 

1) prośba o wyjaśnienie, 
2) prośba o poprawianie wypowiedzi, 

B. Współpraca z innymi: 
1) współpraca z innymi uczniami, 
2) współpraca z zaawansowanymi użytkownikami nowego języka. 

C. Współodczuwanie: 
1) rozwijanie porozumienia kulturowego, 
2) zrozumienie uczuć i myśli innych osób. 
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3.2. Effective language learning strategy use. Suggestions for teachers 
 

1) The simplest methods to find out about your students’ learning strategies is to 
use structured surveys (such as the Strategy Inventory for Language 
Learning), and informal classroom discussions about strategies that students 
use; 

2) Study the effectiveness of the particular learning strategies your students use. 
Notice which strategies are most useful for which kinds of language tasks; 

3) You can teach students to orchestrate their use of strategies by having them 
systematically combine and use strategies relevant to the ESL task at hand. For 
example, begin with the metacognitive strategy (such as planning for the task), 
then unite a cognitive with a social strategy (analysing or practising 
expressions in cooperation with other students), and finally combine 
a metacognitive strategy and an effective strategy (such as self-evaluating 
progress and self-rewarding for good performance). You can encourage 
students to use an effective strategy of self-talk at any time. These activities 
help students see that two keys of successful ESL learning are combining 
strategies and linking them to the specific language task; 

4) Help your students understand that for most language learners, the organized, 
reasoned use of learning strategies is more important than the sheer 
frequency of strategy use. Give students examples of random strategy use (e.g., 
simultaneously using strategies that do not support each other well, such as 
visualizing, scanning, guessing and using circumlocution) and show why it 
does not help. 

5) Give explicit directions about strategy use and offer practice in transferring 
the strategies to new situations and tasks. Integrate the strategy training with 
your regular activities over an extended period of time (a semester or a year); 
do not separate it as a mini course on language learning strategies; 

6) Ask learners to evaluate their success in using strategies. Observe any changes 
in language performance based on strategy use. (Richards et al.2005) 

 
 
3.3. Learning styles 
 
A general approach to language learning is language style. Students often use 

strategies that directly reflect their preferred learning: 
 
a) analytic learning style – students prefer strategies such as contrastive analysis, 

rule learning, and dissecting words and phrases; 
b) global learning style – students prefer strategies that help them find the big 

picture  
(i.e., guessing, scanning, predicting) and assist them in conversing without 
knowing all the words ( i.e., paraphrasing, gesturing).  

c) visually oriented students use strategies such as listing, word grouping; 
d) students with auditory preference work with CDs and practise aloud.  

(Richards et. al 2005)  
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4. Learner autonomy  
As the saying goes: you can bring the horse to water, but you cannot make him 

drink. In order for learners to be actively involved in the learning process, they first 
need to realise and accept that success in the learning process depends as much on the 
student as on the teacher. (Blidi 2017: 10) 

Teachers can provide all the necessary input, but learning can only happen if 
learners are willing to contribute.  

Some degree of autonomy is also essential to successful language learning. No 
matter how much students learn through lessons, there is always plenty more they 
will need to learn by practice, on their own. Also, the changing needs of learners entail 
their return to learning several times in their lives: again, they will need to be able to 
study on their own. The best way to prepare them for this task is to help them become 
more autonomous. 

Nevertheless, personality traits, preferred learning styles and cultural attitudes 
set limits to the development of autonomy. 

 
4.1 Ways of developing responsibility and autonomy: 
  

 Motivation and self-confidence – intrinsic motivation. Intrinsically motivated 
learners are more able to identify with the goals of learning, and this makes them 
more willing to take responsibility for the outcome.  

 Monitoring and evaluation – students focus on the process of their learning (rather 
than the outcome) they consciously examine their own contribution to their 
learning. 

 Learning strategies – serve as tools to improve language competence, and learners 
can become fully responsible for their competence if they are aware of these tools.  

 Cooperation and group cohesion – encourage learners to rely on each other and 
create opportunities for feedback from peers.  

 Sharing information with the learner – teachers express respect and willingness to 
regard learners as partners; this includes being clear about both short- and long-
term objectives. 

 Consistent control – establishing expectations towards the learner, the limits of 
acceptable behaviour and the consequences of failing to meet those expectations. 

 Delegating tasks and decisions: - reallocation of some tasks and decisions in 
classroom work, so that students can get more involved in choosing learning 
materials, correcting mistakes, etc. It is important that the teacher respect the 
ways they handle these tasks, and expect learners to deal with the consequences of 
their decisions. Support them but do not rescue them or, in other words, do not be 
afraid to let them make mistakes.                              
 

 
  4.2. Stages in the process of developing learner responsibility 
 
Raising awareness. New viewpoints and experiences are presented to the learners. 
Most of the activities at this stage are structured and controlled by the teacher. 
Learners need to be told what to do. 
Changing attitudes. This is a slow process requiring a lot of practice and patience, 
since it takes time to go from understanding to practising new roles and habits, 
especially when this involves breaking away from ingrained patterns of behaviour. 
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Many of the activities at this stage are repeatable, and they tend to allow more room 
for learner initiative. 
Transferring roles. This stage requires a considerable change in classroom 
management and so may be the most demanding phase for the teacher. The activities 
are loosely structured, giving a considerable amount of freedom to the students in 
accomplishing tasks, or even in deciding about tasks. 
On the whole, this is a smooth process where one phase develops into the next 
(Scharle and Shabo 2003). 
 

This theoretical background is the basis for the following lessons and activities. It is 
presented in the belief that those teachers who want to develop and become more 
proficient in the field of methodology may adopt and use the ideas presented here in 
their own teaching. Consequently, the lessons and activities included in the practical 
part of this work can be a springboard for ideas that any teacher may have regarding 
his/her personality, teaching style and the needs and wants of learners. 
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 Unit 1  
 Talking about how people feel  
 
  
This unit is aimed at helping students to tell a story and to focus on how the 
characters of the story feel. The skills practised in this unit can be directly transferred 
to real life situations where there is a need to relate a story and to communicate the 
students’ feelings and emotions. The unit challenges students with a more difficult 
language input while giving them an opportunity to use what little English they know 
in relation to an authentic text. The carefully planned procedure and restricted 
language needed to fulfil the task enable the teacher to allow more and more ground 
for the students to exercise their autonomy during the lesson.  
 
Language level: A1 - A2 
 
Language focus: emotion adjectives, Present Simple and / or Present Continuous 
tenses.  
 
Teaching aids / equipment: Printed handouts, computer, projector or interactive 
board. 
 
Time: 45 min. 
 
Procedure:  
Step 1 
List familiar emotion words on the board. The students take it in turns to mime one of 
the words for the others to guess.  
 
Ask your students How does _ _ _ _ _ _ _ _ feel? Or How is _ _ _ _ _ _ _ _ feeling? 
  
Example emotion words:  
A1 students: 
sad, happy, unhappy, angry, bored, scared, interested 
 
A2 students 
shy, worried, brave, lonely, in love, excited, shocked, guilty, hopeful 
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Step 2 
Tell the students they are going to watch Rocky’s adventure story, which is about a boy 
who travels in space and goes to a distant planet. Check if students understand these 
expressions: 
 
rocket 
space travel 
travel in space 
distant planet 
 
Step 3 
Play the story to your students. You may select from a variety of stories available on 
YouTube. You may, for example, play the story Rocky’s adventure story available at 
https://www.youtube.com/watch?v=9no8cZFV3GU . 
 
Step 4 
After watching Rocky’s space adventure story, ask the students what it is about. Elicit 
three or four answers, such as: 
 
The boy goes to bed  
His room is a mess 
He wakes up in the middle of the night 
Rocky says he is late because of the mess 
Rocky goes out of the window and takes Henry with him 
Henry and Rocky travel in space 
Rocky has chocolate in his eyes 
They land on a star 
They dance with their alien friends 
They go back home 
They land in Henry’s room 
Henry says he will keep his room tidy 
 
Step 5 
Ask the students how the characters in the story feel at particular moments of the 
story. 
 
How does Henry feel when Mom asks him to clean his room? 
Henry feels bored. 
 
How does Henry feel when he and Rocky travel through space? 
First he feels scared, and then he feels interested/happy. 
 
How do Henry and Rocky feel when they dance with their alien friends? 
They feel happy. 
 
Step 6 (if you run out of time, this may be done as a homework): 
Distribute the cards with mixed-up sentences expressing the main events of the story. 
Ask the students to order the events and write a short paragraph about what happens 

https://www.youtube.com/watch?v=9no8cZFV3GU
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in the story. Ask them to add information about how the characters in the story feel. 
For example: 
 
They land on a star. They feel excited. 
 

 
They land on a star 
The boy goes to bed  
Rocky goes out of the window and takes Henry with him 
He wakes up in the middle of the night 
They go back home 
Henry and Rocky travel in space 
His room is a mess 
Rocky has chocolate in his eyes 
Henry says he will keep his room tidy 
They dance with their alien friends 
Rocky says he is late because of the mess 
 

 
Variation 1: You may ask your students to change the story a bit, replacing Henry and 
Rocky with different characters (or imagine that they are the characters themselves), 
think about the name of the planet or provide other details, such as the time when the 
story happened.  
 
Variation 2: This exercise may be done as a book-making project with younger 
students. The students should change the main story a little and make it into an 
illustrated book. 
 
 
Level B1- B2 – The Incredibles movie clip 
 
Language focus: emotion adjectives, Present Simple, Present Continuous tenses. 
Alternatively Past Simple, Past Continuous and Past Perfect depending on which 
narrative tenses you intend to practise. Present infinitive structures (he may feel…, he 
may be feeling...) or past infinitive structure (he may have felt…) may additionally be 
practised with more advanced students. 
 
Time: 45 min. 
 
Procedure:  
Step 1 
List familiar emotion words on the board. The students take it in turns to mime one of 
the words for the others to guess. Ask your students  
 
How does _ _ _ _ _ _ _ _ feel? Or How is _ _ _ _ _ _ _ _ feeling?  
How may _ _ _ _ _ _ _ _ be feeling at the moment? 
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Example emotion words:  
B1 students 
proud, jealous, amazed, frightened, surprised, patient, exhausted, disgusted, confused, 
indifferent 
 
B2 students 
envious, joyful, frustrated, cheerful, depressed, embarrassed, anxious, overwhelmed, 
cautious, unconcerned, worried 
 
Step 2 
Tell the students they are going to watch The Incredibles movie clip, which is about 
a family having dinner together. Check if students understand the expressions: 
 
dissect a frog 
book (verb – here ‘run very fast, hurry’) 
be sent to the office 
encourage 
tack 
 
Step 3 
Play the story to your students. You may select from a variety of stories available on 
YouTube. The Incredibles movie clip is available at 
https://www.youtube.com/watch?v=Rnwwo9Zol6w.  
 
Step 4 
After watching The Incredibles, ask the students what it is about. Elicit three or four 
answers such as: 
 
The family are having dinner 
Dad is reading at the table while eating 
Dash is eating his steak with big bites 
Mom asks Dash to tell his father about what happened at school 
Dash says they dissected a frog 
Dash got sent to the office again (principal’s office) 
Dash put a tack on the teacher’s chair 
Somebody taped it 
Dad says Dash must have been booking (doing it really fast) 
Mom says that the parents shouldn’t encourage such behaviour 
Dad cuts the plate in half 
 
Step 5 
Ask the students how the characters in the story feel. 
 
How is Mom feeling when she asks Dad not to read at the table?  
She is feeling exhausted / overwhelmed. 
 
How is Dad feeling when he is reading the paper at the table? 
Dad is feeling bored / uninterested / indifferent / unconcerned. 
 

https://www.youtube.com/watch?v=Rnwwo9Zol6w
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How does Dash feel when Mom asks him to tell Dad what happened at school? 
Dash feels frightened / embarrassed. 
How does Mom feel when she tells Dad that Dash got sent to the office again? 
Mom feels anxious / worried. 
 
Step 6 (if you run out of time, this may be done as a homework): 
Distribute the cards with mixed-up sentences expressing the main events of the story. 
Ask the students to order the events and write a short paragraph about what happens 
in the story. Ask them to add information about how the characters in the story feel. 
For example:  
 
Dad is reading at the table while eating. He feels uninterested in what is going on at the 
table. 
 

 
Dash got sent to the office again (principal’s office) 
Dad is reading at the table while eating 
Somebody taped it 
Dash is eating his steak with big bites 
Dash put a tack on the teacher’s chair 
Mom asks Dash to tell his father about what happened at school 
The family are having dinner 
Dad says Dash must have been booking (doing it really fast) 
Dash says they dissected a frog 
Mom says that the parents shouldn’t encourage such behaviour 
Dad cuts the plate in half 
 

 
Variation 1: You may ask your students to write their own story based on the one 
they watched in class.   
 
Variation 2: Alternatively, you may ask your students to prepare a comic strip based 
either on the clip they watched or on their own story. 
 
Sources: 
digital: 
Rocky’s adventure story at https://www.youtube.com/watch?v=9no8cZFV3GU . 
The Incredibles movie clip is available at 
https://www.youtube.com/watch?v=Rnwwo9Zol6w.  
 
 
 
 
 
 
 
 

 
 

https://www.youtube.com/watch?v=9no8cZFV3GU
https://www.youtube.com/watch?v=Rnwwo9Zol6w
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Maria Brenda 
Instytut Językoznawstwa  
Uniwersytet Szczeciński 

 
 
 

 

Unit 2  
Dramatic dialogues 

 
 
 
This unit is aimed at helping students to focus on making stories more dramatic. 

Dialogues allow the listener to imagine the situation better and to have a feeling of 
more direct participation in the events. At the same time, students practise their 
conversational skills, which could be transferred to real life situations. The unit 
provides a challenge for students to cope with a more difficult language input while 
giving them an opportunity to use what little English they know in relation to an 
authentic text. The carefully planned procedure and restricted language needed to 
fulfil the task enable the teacher to allow more and more ground for the students to 
exercise their autonomy during the lesson.  

 
Language: A1  
 

Language focus: Present Simple, Present Continuous tenses, the present 
infinitive structures such as He may be in the bathroom, he must be in the lab. 
Expressions let’s go there, what should we do? 

 

Teaching aid/equipment: Printed handouts, computer, projector or interactive 
board. 

 

Time: 45 min.  
 
Procedure:  
Step 1  
Tell your students they are going to watch the story about a haunted house. Ask 

them if they know what haunted means and if they know stories about haunted 
houses. Ask the students if they like such stories. 

 

Step 2 
Ask the students if they are familiar with the following expressions: 
 

walk through the forest 
thunder 
have a fright 
snake  
fangs 
shell  
turtle 
rat 
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Step 3 
Allow your students 2 to 3 minutes to predict what happens in the story. They 

may come up with answers such as: 
 
Somebody is walking through the forest.  
There is a thunder storm.  
They have a fright.  
They come across dangerous animals in the forest.  
 
Step 4 
Play The haunted house story available at 

https://learnenglishkids.britishcouncil.org/es/short-stories/the-haunted-house 
 
Step 5 
Ask the students if their predictions about what happens in the story were 

correct. Then ask them: 
 
Why are the main characters walking through the forest? 
Who is Bob? 
What are the main characters talking about? 
 
Elicit answers such as: 
 
They are saying that they are afraid/have a fright. 
They are saying that they lost their dog. 
They are saying they want to find it. 
They should look in the kitchen, in the bathroom, in the lab. 
 
If the students do now know the answers to all the questions, play the story again 

and ask them to take notes or stop in places where the answer is given. 
 
Step 6 
Distribute the story card with spaces indicating where the students are supposed 

to include a short dialogue between the characters. 
 

 
The haunted house 

 
We walked through the forest on a dark, dark night. The thunder went BANG! Bob 

had a fright! Bob ran through the trees as fast as he could, into a house at the edge of 
the wood.  

 
Dialogue 1: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
We ran after Bob and into the hall. We shouted his name but heard nothing at all.  
 

https://learnenglishkids.britishcouncil.org/es/short-stories/the-haunted-house
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- ‘Bob!’ ‘Bob!’ 
 
We looked in the kitchen and there was a snake, showing its fangs. What a noise 

we made.  
‘Aargh!’  
 
Dialogue 2: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
We looked in the bathroom. Do you know what we saw? Eight long legs in the 

bath, we were glad there weren’t more!  
 
Dialogue 3: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
 
We looked in the study and saw a hard shell. What was inside it? A turtle! Well, 

well!  
 
Dialogue 4: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
We looked in the lab and there was a cat and there on the table a horrible rat. 

‘Shut up!’ We looked here for hours. 
 
Dialogue 5: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
Then we went home. We opened the door. There was Bob with a bone. 
 
Dialogue 6: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 

 
Possible answers: 
 
Dialogue 1: 
- Oh no! Where is Bob? 
- I can’t see him. Let’s run after him!  
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Dialogue 2: 
- A snake! Bob is not here! 
- Let’s go to the bathroom! / Should we check in the bathroom? 
 
Dialogue 3: 
- An octopus! I can’t believe it! It has many legs! 
- Let’s go to the study. / Should we check in the study? Bob may be there.  
 
Dialogue 4: 
- A turtle! It has a hard shell! But Bob isn’t here. 
- Let’s go to the lab. / Should we check in the lab? 
 
Dialogue 5: 
- A rat! It’s horrible! But Bob is not in this house. 
- Let’s go home. / Should we go home? We looked for hours. I give up. 
 
Dialogue 4: 
- Bob! We are so happy to see you! 
- Let’s play, Bob! Give me the bone! 
 
Variation 1: Tell the students to learn to read the story as homework and ask 

them to role play the story during the next class. 
 
Variation 2: Ask your students to choose from one of the following situations: 
 

 walking through the forest at night with a friend 
 hiding from the witch 
 meeting a dangerous animal 
 being lost in the Disney amusement park 

 
Either in class or as homework ask the students to write a short dialogue between 

two people. Then ask them to embed the dialogue in a short story. They should use as 
much language from the story they read as possible. 

 
 
Language: A2  
 
Language focus: Past Simple, the structure here is …  
 
Time: 45 min.  
 
Procedure:  
Step 1  
Tell your students they are going to watch a story about George and the dragon. 

Ask them if they know what dragon means and if they know any stories about 
dragons. Ask the students if they like such stories. 
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Step 2 
Ask the students if they are familiar with the following words and expressions: 
 
knight 
brave 
travelled by horse 
hermit 
cave 
jewels 
army 
capture 
princess 
 
Pre-teach the words if necessary. Display the pictures using a projector or an 

interactive board and ask your students to guess the meaning of a given word or 
phrase.   

 
Step 3 
Allow your students 2 to 3 minutes to predict what happened in the story using 

the words. They may come up with answers such as: 
 
The knight was brave. 
He travelled by horse. 
The hermit lived in the cave. 
The knight fought with the dragon.  
The knight married the princess. 
 
If the students do not know what role the jewels and the army play in the story, 

tell them to listen out for this specific information when they hear the story.  
 
Step 4 
Play George and the dragon story available at  
https://learnenglishkids.britishcouncil.org/short-stories/george-and-the-dragon 
 
Step 5: 
Ask the students: 
 
Where did the knight travel? 
How did he find out about the dangerous dragon? 
What did the dragon do? 
Did the army capture the dragon? 
What did the princess do? 
Did the knight fight with the dragon? 
Did the knight marry the princess? 
 
If the students do now know the answers to all the questions, play the story again 

and ask them to take notes or stop in places where the answer is given. 
 
 

https://learnenglishkids.britishcouncil.org/short-stories/george-and-the-dragon
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Elicit answers such as: 
 
The knight travelled across many lands. 
The hermit, who lived in a cave, told the knight about the dragon. 
The dragon attacked the village and the villagers. 
The army didn’t capture the dragon.  
The princess waited for the dragon at the lake. 
The knight fought the dragon and killed it. 
The princess returned to the village, but we don’t know if she married the knight. 
 
You may also ask the students if their predictions about what happens in the story 

were correct. Ask them what happened with the jewels and what the army did.  
 
Step 6 
Distribute the story card with spaces indicating where the students are supposed 

to include a short dialogue between the characters. Ask them to think about the 
possible dialogues in pairs or individually. Make them aware that even if the story is 
written in past tenses, the dialogues in present tenses make the story more vivid and 
interesting. 

 
Tell the students they may use the expressions Here is all the food we have or We 

have _ _ _ _  for you, used when we give something to someone. Walk around the 
classroom and help with the language the students want to use. If necessary, simplify 
their ideas and insist on correct language. 

 
 

George and the dragon 
 
 
Once upon a time there was a brave knight called George. George had lots of 

adventures as he travelled by horse across many lands. One day he came to a small 
village and met a man who lived in a cave next to the village. The hermit told the 
knight about the awful things that were happening there:  

 
 
Dialogue 1: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
 
A terrible dragon had come to live in the lake and attacked the village every day. 

The villagers didn’t know what to do. First, they gave the dragon all their food: 
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Dialogue 2: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
 
But the dragon just took the food and still attacked the village. So then the 

villagers gave the dragon all the animals from their farms.  
 
Dialogue 3: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
The dragon took all the animals, but continued to attack the villagers. So then they 

gave the dragon all their gold and jewels.  
 
Dialogue 4: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
The dragon took all their money, but still was not satisfied. The king sent his army 

to try and capture the dragon, but the dragon was too strong and the knights of the 
army were too scared and they ran away. With nothing left to give, the king could only 
think of one thing to help protect his people. He sent his only daughter, the princess, to 
the lake to wait for the dragon: 

  
Dialogue 5: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
 
When George heard this, he rode as fast as he could to the lake. Just then the 

dragon jumped out from the lake and was going to eat the princess. George attacked 
the dragon. He fought very bravely, won the fight and killed the dragon. George and 
the princess returned to the village and everyone was very pleased that they would 
have no more problems with the dragon.  

 
Dialogue 6: 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
- _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _  
 
Today, the story of George’s bravery is remembered and George is known as the 

patron saint of many countries. 
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Possible answers: 
 
Dialogue 1: 
- Hello, I am George. Did you hear about the dragon living near the village? 
- Yes I did. The dragon is very dangerous. 
- What did the dragon do? 
 
Dialogue 2: 
- Dear Dragon, here is all the food we have. Take it. 
- Thank you, villagers. The food is really good. 
 
Dialogue 3: 
- Dear Dragon, here are all the animals we have. Take them. 
- Thank you, villagers. The animals are really tasty. 
 
Dialogue 4: 
- Dear Dragon, here are all the gold and jewels we have. Take them. 
- Thank you, villagers. The gold and jewels are really beautiful. 
 
Dialogue 5: 
- Dear Daughter, go to the lake and wait for the dragon. 
- Yes, Father. 
 
Dialogue 6: 
- We are so happy! We will have no more problems with the dragon! 
- Thank you, George! 
 
Variation 1: Tell the students to learn to read the story as homework and ask 

them to role play the story during the next class. 
 
Variation 2: Play a game with your students. Write words or phrases from the 

story on slips of paper and fold up the slips. Divide the students into two (three, four) 
groups and ask them to choose a slip of paper and make a sentence related to the clip 
using it. They should get the grammar, vocabulary and pronunciation right before they 
score a point for their sentence. They can consult with their group, but the sentence 
should be said by the person drawing the lot. They have three goes at it. If they do not 
get the sentence right, the other group can take the word over and have the possibility 
of scoring a point. 

 
Variation 3: Ask your students to choose from one of the following situations: 
 

 the interrogation room (cops and a suspect) 
 stranded on a desert island and a volcano is about to erupt 
 lost in the catacombs of Paris (catacombs are cold, dark, humid places, and 
those in Paris are known for being a labyrinth). 
 Getting off a train at the wrong station late at night 

 
Either in class or as homework ask the students to write a short dialogue between 

two people. Then ask them to embed the dialogue in a short story.  
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Sources: 
digital: 
The haunted house story available at 

https://learnenglishkids.britishcouncil.org/es/short-stories/the-haunted-house. 
 George and the dragon story available at 

https://learnenglishkids.britishcouncil.org/short-stories/george-and-the-dragon. 
 
Printed: 
Wright, A. [1997] 2015. Creating stories with children. Oxford: Oxford University 

Press. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

https://learnenglishkids.britishcouncil.org/es/short-stories/the-haunted-house
https://learnenglishkids.britishcouncil.org/short-stories/george-and-the-dragon
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Unit 3  
Adverbs of frequency 

  
 
This unit is aimed at teaching students how to use adverbs of frequency with the 

Present Simple tense. It provides a personalized practice where students need to 
reflect on their own habits and the frequency with which they perform everyday 
activities. This unit also teaches grammar without focusing on formal instruction 
concerning the usage of frequency adverbs.  

 
Language level: A1 
 
Language focus: Adverbs of frequency: always, often, usually, sometimes, rarely, 

almost never, never. Daily routines, typical activities. 
 
Teaching aid / equipment: Printed handouts. 
 
Time: 45 min. 
 
Procedure:  
Step 1  
Start by revising the days of the week. You may want to play a “toss the ball” game 

(with a real or paper ball) where you get your students to stand in a circle and toss the 
ball to one another saying the days of the week from Monday to Sunday and then 
backwards. 

 
Step 2 
Ask your students what their favourite day of the week is. Most probably, they will 

choose Saturday or Sunday because of the free time they have: 
 
- What is your favourite day of the week? 
- My favourite day of the week is Sunday. 
 
Step 3 
Ask your students why a given day is their favourite: 
 
- Why is Sunday your favourite day of the week? 
- Because 
I have a lot of free time 
I watch TV 
I meet my friends 
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I play computer games 
I go shopping 
I get up late 
I do nothing 
I don’t go to school 
I don’t study 
I don’t clean my room 
 
Step 4 
Choose one idea the students came up with and say: 
 
- On Sundays, I always get up late. 
And 
- On Sundays, I never study. 
 

Write the sentences on the board and draw a scale indicating the frequency of the 
actions. Start with the extreme points “never” and “always,” then mark “sometimes” in 
the middle of the scale, and finally add the remaining adverbs of frequency. 

 
 
Step 5 
Introduce the question: 
 
- How often do you get up late on Sundays? 
 
Write the sentence on the board. 
 
Step 6 
Ask a few volunteers to come to the board. Ask them: 
 
- How often do you get up late on Sundays? 
- How often do you watch TV on Sundays? 
- How often do you play computer games on Sundays? 
- How often do you study on Sundays? 
 
and have them indicate the frequency of the action on the scale. 
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Ask the class: 
 
- How often does _ _ _ _ _ _ _ _ get up late on Sundays? 
- How often does _ _ _ _ _ _ _ _ watch TV on Sunday? 
- How often does _ _ _ _ _ _ _ _ play computer games on Sundays? 
- How often does _ _ _ _ _ _ _ _ study on Sundays? 
 
Step 7 
Ask the students to work in groups of 3 to 4. Tell them they are going to play a 

game and score points. They should ask a partner in their group questions to which 
they can answer with subsequent adverbs of frequency. They should start at “never” 
and finish at “always,” which gives them the opportunity to score 7 points each. The 
answers of the students should be real. For example: 

 
- How often do you study on Sundays? 
- I never study on Sundays (1 point) 
 
- How often do you watch TV on Sundays? 
- I often watch TV on Sundays (no point; the answer should be I almost never watch 

TV on Sundays) 
  
Step 8 
Distribute this frequency adverb worksheet. Ask the students to rewrite the 

sentences using an appropriate adverb in the right place of a sentence. 
 

1. She does her homework on weekends. (50%) 
 

2. He goes to school in the summer. (0%) 
 

3. He has a pizza for lunch. (40%) 
 

4. Gavin walks to school on Mondays. (80%) 
 

5. On Fridays, I meet my friends. (70%) 
 

6. She cleans her room on Saturdays. (100%) 
 

7. He gets up at seven o’clock in the morning. (100%) 
 

8. My mom drinks apple juice for lunch. (30%) 
 

9. I go to visit my grandparents on holidays. (90%) 
 

10. I have eggs for breakfast. (50%) 
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Variation 1: Ask your students to use the sentences from Step 8 and say what is 
true for them. For example: 

She sometimes does her homework on weekends.  
It is not true for me. I always do my homework on weekends. 
 
Variation 2: Assign reading comprehension as homework. You may use the story 

provided below or any other story focusing on daily activities you like. Ask the 
students to come up with 5 to 7 questions starting with “How often...” and answer 
them. 

 
Variation 3: You may want to draw students’ attention to the fact that in 

sentences with the verb be adverbs of frequency are placed after the verb, for 
example, I am always late. You might want to adjust the exercise from Step 8 in such 
a way that it contains example sentences with the verb be. 

 

Hi! My name is Lucy. This is my daily routine on weekdays. 
 

I always get up at half past seven and I have breakfast with my parents and my 
younger sister Paula. I like cereals but my sister likes bacon and eggs. My parents 
have coffee and toast. 

 
We usually go to school by bus, but sometimes my father drives us. My mother 

works at home; she is a journalist. 
 
We have lunch at school, because in the afternoons we often do activities: I sing 

in the choir and play basketball and my sister goes to art class and plays badminton. 
 
After school we go home and my mother sometimes helps us with the 

homework. We also help at home; I clean the rooms and my sister washes the dishes. 
 
In the evenings, we sometimes watch TV, play games and talk about our day. My 

sister and I usually go to bed at nine o'clock. 
 
(adapted from 

https://www.englishexercises.org/makeagame/viewgame.asp?id=6234) 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

https://www.englishexercises.org/makeagame/viewgame.asp?id=6234
https://www.englishexercises.org/makeagame/viewgame.asp?id=6234
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Language level: A2 
 
Language focus: Adverbs of frequency: always, almost always / nearly always, 

often, sometimes, occasionally, rarely / seldom, hardly ever / almost never, never. 
Daily routines, typical activities. 

 
Time: 45 min. 
 
Procedure:  
Step 1  
Start by revising the months in a year. You may want to play a “toss the ball” game 

(with a real or paper ball) where you get your students to stand in a circle and toss the 
ball to one another saying the months of the year from January to December and then 
backwards. 

 
Step 2 
Ask your students what their favourite month of the year is. Most probably, they 

will choose summer months because of the holidays: 
 
- What is your favourite month of the year? 
- My favourite month of the year is August. 
 
Step 3 
Ask your students why a given month is their favourite: 
 
- Why is August your favourite month of the year? 
- Because 
I go away on holidays  
I swim in the lake 
I go to the mountains 
I meet my friends 
I don’t go to school  
I don’t do homework  
I don’t get up early  
I stay up late 
I play computer games 
I do what I like 
I do nothing 
 
Step 4 
Choose one idea the students came up with and say: 
 
- In August, I always swim in the lake. 
And 
- In August, I never swim in the lake. 
 
Write the sentences on the board and draw a scale indicating the frequency of the 

actions. Start with the extreme points “never” and “always,” then mark “sometimes” in 
the middle of the scale, and finally add the remaining adverbs of frequency. 
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Step 5 
Introduce the question: 
 

- How often do you swim in the lake in August? 
 

Write the sentence on the board. 
 
Step 6 
Ask a few volunteers to come to the board. Ask them: 
 

- How often do you swim in the lake in August? 
- How often do you go to the mountains in August? 
- How often do you stay up late in August? 
- How often do you do what you want in August? 
 
and have them indicate the frequency of the action on the scale. 
 
Ask the class: 
 
- How often does _ _ _ _ _ _ _ _ swim in the lake in August? 
- How often does _ _ _ _ _ _ _ _ go to the mountains in August? 
- How often does _ _ _ _ _ _ _ _ stay up late in August? 
- How often does _ _ _ _ _ _ _ _ do what he/she wants in August? 
 
Step 7 
Ask the students to work in groups of 3 to 4. Tell them they are going to play a 

game and score points. They should ask a partner in their group questions to which 
they can answer with subsequent adverbs of frequency. They should start at “never” 
and finish at “always,” which gives them the opportunity to score 10 points each. The 
answers of the students should be real. For example: 

 
- How often do you study in August? 
- I never study in August (1 point) 
 
- How often do you read books in August? 
- I hardly ever read books in August (no point; the answer should be I almost never 

read books in August) 
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 Step 8 
Distribute this frequency adverb worksheet. Ask the students to rewrite the 

sentences using an appropriate adverb in the right place in a sentence. 
 

1. She talks to her sister on the phone. (50%) 
 

2. He wears his black jacket in summer. (15%) 
 

3. He cleans his car in winter. (90%) 
 

4. Gavin walks to the park after lunch. (80%) 
 

5. On Fridays, I have important meetings at work. (70%) 
 

6. She watches horror films because she is scared (0%) 
 

7. I do my homework at the weekend. (100%) 
 

8. My mom drinks a cup of coffee after lunch. (30%) 
 

9. I go to visit my grandparents on holidays. (95%) 
 

10. Little children like playing football. (50%) 
 

 
Variation 1: Ask your students to use the sentences from Step 8 and say what is 

true for them. For example: 
She sometimes talks to her sister on the phone. 

It is not true for me. I never talk to my sister on the phone, 
 
Variation 2: Assign reading comprehension as homework. You may use the one 

available at https://en.islcollective.com/english-esl-worksheets/grammar/adverbs-
frequency/emmas-daily-routine-reading/24510 or any other story about different 
activities people perform. Ask the students to come up with 7 to 10 questions starting 
with “How often...” and answer them. 

 
Variation 3 You may want to draw students’ attention to the fact that in 

sentences with the verb be adverbs of frequency are placed after the verb, for 
example, I am always late. You might want to adjust the exercise from Step 8 in such a 
way that it contains example sentences with the verb be. 

 
Sources: 
digital: 
Islcollective available at  https://en.islcollective.com/english-esl-

worksheets/grammar/adverbs-frequency/emmas-daily-routine-reading/24510. 
Englishexercises.org available at 

https://www.englishexercises.org/makeagame/viewgame.asp?id=6234. 
 

https://en.islcollective.com/english-esl-worksheets/grammar/adverbs-frequency/emmas-daily-routine-reading/24510
https://en.islcollective.com/english-esl-worksheets/grammar/adverbs-frequency/emmas-daily-routine-reading/24510
https://en.islcollective.com/english-esl-worksheets/grammar/adverbs-frequency/emmas-daily-routine-reading/24510
https://en.islcollective.com/english-esl-worksheets/grammar/adverbs-frequency/emmas-daily-routine-reading/24510
https://www.englishexercises.org/makeagame/viewgame.asp?id=6234
https://www.englishexercises.org/makeagame/viewgame.asp?id=6234
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Unit 4  
On a desert island  
 
 
This unit is aimed as a revision of Present and Past Simple tenses. It provides 

speaking and listening practice as well as negotiating techniques needed during 
problem-solving tasks. The unit challenges students to be creative and use their 
imagination while practising and revising the tenses and structures they learned. The 
carefully planned procedure and guiding questions allow the teacher to control the 
main direction in which the students are going while enabling them to exercise their 
independence in choosing the language structures they know during the lesson.  

 
Language level: A2  
 
Language focus: Present Simple, there is/are, Past Simple 
 
Teaching aid / equipment: Computer, projector or interactive board; but you 

may do without them, in which case, print the necessary materials before the class. 
 
Time: 45 min. 
 
Procedure:  
Step 1 
Write the title of the game on the board. Ask the students if they know what the 

title means. Tell them to imagine that they are stranded on a desert island. Ask how 
this could happen. 

 
Step 2 
Distribute story cards that explain the situation to the students. 
 

You are on a ship. The captain says that you have just hit a rock and that the ship 
is sinking. You are lucky, because there are lifeboats for everybody.  You are safe but 
in different lifeboats. You see small islands in the distance. Your boat comes to one of 
these islands. There are mountains, lakes, rivers and forests on the island. There is 
even an old castle. 

 
 
Step 3 
Ask your students to count to three or four (depending on the number of students 

in the class) and divide them into different lifeboats (lifeboat 1, 2, etc.). Print out 
outlines of the island for every group of 3 to 4 students in a life boat. The outlines are 
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available at https://clipart4biz.com/explore/island-drawing-outline/. Alternatively, 
you may ask your students to draw such outlines on separate sheets of paper. 

 
Step 4 
Show the students a map with pictographic symbols on it such as, for example, the 

one available at https://www.shutterstock.com/image-vector/skull-island-treasure-
map-90606391. 

Ask them to draw similar symbols on their maps to indicate the positions of 
different landscape features. They should start with an“X” symbol indicating the 
landing place. 

Ask the students: 
 
What is the name of your island? Write the name. 
How many rivers are there on your island? Draw the rivers. 
Are there any mountains, lakes, forests on your island? Draw them. 
Where do you live? In a cave or in a hut? 
What do you eat? Do you eat fish, fruit, nuts, animals? 
Are there any other people on your island? Who lives in the old castle?  
 
Allow the students enough time to draw.  
 
Step 5 
Distribute small unmarked cards for your students to write on. Ask them to make 

“adventure” and “good fortune” cards that they can use during their adventurous tour 
around the island. For example: 

 
You fall into the river. 
A wild animal chases you. 
A snake bites you. 
You are lost in the forest. 
You find some treasure. 
Some people chase you. 
You find food and drink. 
You find a mobile phone. 
You see a ship in the distance. 
 
Step 6 
The students now discuss the route they take around the island on the map. Their 

goal is to 
 
- look for fresh water 
- make fire  
- find food 
- make a fishing rod 
 
They should include 4 to 5 points on the route and write what happened there. 

For each point they should write a complete sentence on a separate piece of paper 
about what happens. For example, At this point / here I fall into the river. 

 

https://clipart4biz.com/explore/island-drawing-outline/
https://clipart4biz.com/explore/island-drawing-outline/
https://www.shutterstock.com/image-vector/skull-island-treasure-map-90606391
https://www.shutterstock.com/image-vector/skull-island-treasure-map-90606391
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Step 7 
Pair off each student with another one from a different lifeboat and ask them to 

tell each other about what happens at each point of their route. Make sure they use the 
Present Simple or Past Simple (depending on your goal, to practise or revise) as in 

 
At this point / here I fall into the river. 
At point three some people chase us. 
 
Or 
  
At this point / here I fell into the river. 
At point three some people chased us. 
 
Variation 1: 
Either in the classroom or at home, the students make an adventure tour journal 

writing about what happens / happened on the island and how they are / were 
rescued. 

 
 
Language level – B1 
 
Language focus: Present Simple, there is/are, Past Simple 
 
Time: 45 min. 
 
Procedure:  
Step 1 
Write the title of the game on the board. Ask the students if they know what the 

title means. Tell them to imagine that they are stranded on a desert island. Ask how 
this could happen. 

 
Step 2 
Distribute story cards which explain the situation to the students. 
 

You are on a cruise ship. The captain announces that you have just hit a rock and 
that the ship is sinking. Fortunately, there are enough lifeboats for everybody.  
Everyone is safe but they are in different lifeboats. Once in a lifeboat, you see small 
islands in the distance. Your boat comes to one of these islands. There are 
mountains, hills, lakes, rivers, forests and caves but also wet lands and paths on the 
island. There are even the ruins of an old castle. 

 
 
Step 3 
Ask your students to count to three or four (depending on the number of students 

in the class) and divide them into different lifeboats (lifeboat 1, 2, etc.). Print out 
outlines of the island for every group of 3 to 4 students in a lifeboat. The outlines are 
available at https://clipart4biz.com/explore/island-drawing-outline/. Alternatively, 
you may ask your students to draw such outlines on separate sheets of paper. 

 

https://clipart4biz.com/explore/island-drawing-outline/
https://clipart4biz.com/explore/island-drawing-outline/
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Step 4 
Show the students a map with pictographic symbols on it such as, for example, the 

one available at https://www.shutterstock.com/image-vector/skull-island-treasure-
map-90606391. 

Ask them to draw similar symbols on their maps to indicate the positions of 
different landscape features. They should start with an “X” symbol indicating the 
landing place. 

 
Ask the students: 
 
What is the name of your island? Write the name. 
How many rivers are there on your island? Draw the rivers. 
Are there any mountains, hills, lakes, forests, volcanoes, valleys on your island? Draw 

them. 
Where do you live? In a cave or in a hut? 
What do you eat? Do you eat fish, berries, other fruit, coconuts, rabbits, wild pigs? 

Write down what you eat. 
Are there any other people on your island? Who lives in the old castle?  
 
Allow the students enough time to draw and write. 
 
Step 5 
Distribute small unmarked cards for your students to write on. Ask them to make 

“adventure” and “good fortune” cards that they can use during their adventurous tour. 
For example: 

 
You fall into the river. 
There is a fire in the forest. 
A spider bites you. 
You are lost in the forest. 
You find some treasure. 
Some people chase you. 
You find fresh water. 
You find food hidden in a cave. 
A wild animal eats your food. 
A volcano is about to erupt. 
You see a ship in the distance. 
 
Step 6 
The students now discuss the route they take around the island on the map. Their 

goal is to 
 
- look for fresh water 
- make a fire  
- find food 
- make a fishing rod 
 

https://www.shutterstock.com/image-vector/skull-island-treasure-map-90606391
https://www.shutterstock.com/image-vector/skull-island-treasure-map-90606391
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They should include 5 to 7 points on the route and write about what happened 
there. For each point they should write a complete sentence on a separate piece of 
paper about what happened. 

 
Step 7 
Pair off each student with another one from a different lifeboat and ask them to 

tell each other about what happens at each point of their route. Make sure they use the 
Present Simple or Past Simple as in 

 
At this point a spider bites me.  
At point three, I find fresh water. 
 
Or 
 
At this point a spider bit me.  
At point three, I found fresh water. 
 
 
Variation 1: If time allows or during the next lesson, you can ask your students to 

work in pairs and have an interview related to the game. One person is a journalist 
and the other is a survivor. The journalist asks questions in Present and Past Simple 
tenses about the island itself and the survivor’s experience. The survivor answers 
using an appropriate tense. The questions should relate to Step 4 and Step 5. Example 
questions: 

 
What is the name of the island? 
Did you find fresh water? 
 
Variation 2 
Either in the classroom or at home, the students make an adventure tour journal, 

writing about what happened on the island and how they were rescued. 
 
 
Sources: 
digital: 
Clipart 4Biz available at https://clipart4biz.com/explore/island-drawing-outline/. 
Shutterstock available at https://www.shutterstock.com/image-vector/skull-

island-treasure-map-90606391. 
 

 
 
 
 
 
 
 
 
 
 

https://clipart4biz.com/explore/island-drawing-outline/
https://www.shutterstock.com/image-vector/skull-island-treasure-map-90606391
https://www.shutterstock.com/image-vector/skull-island-treasure-map-90606391
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Maria Brenda 
Instytut Językoznawstwa 
Uniwersytet Szczeciński 

 
 
 
 

Unit 5  
Paragraph and essay writing 
 
 
This unit explains how to structure an English text. Students should be aware that 

formal or academic writing in English, which revolves around paragraphs and essays, 
has a clearly defined structure and that diverting from it may cause misunderstanding 
and confusion for an English-speaking reader. The unit helps students to narrow 
down their ideas, starting from the general statement (the topic sentence), through 
more specific aspects of the topic, to concrete examples illustrating the point they are 
trying to make. 

 

Language level: A1 - A2 
 

Language focus: a variety of structures needed to write a simple paragraph in 
English. 

  

Teaching aid/equipment: Printed handouts. Computer, projector or interactive 
board needed for variations.  

 
Time: 45 min. 
 
Procedure:  
Step 1 
Tell the students that there are different types of texts and ask them what types 

they know. Help them to come up with the following types: 
 
narration 
description 
opinion 
explanation 
 
Step 2 
Tell your students that any text they write is written with the following in mind: 
 
purpose of the text – for example, tell a story, describe, express opinions, provide 

explanations 
 
audience of the text – the people reading the text and their expectations 
 
style – depends on the audience, for example, formal or informal 
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Step 3 
Ask the students if they know what a paragraph is. Draw their attention to the fact 

that the word paragraf in Polish has a different meaning. Explain that it is a small unit 
of text talking about one topic or one aspect of the topic. For example, in narrative 
texts it may be about one situation, in descriptive texts it may focus on physical 
features of a described person, in opinion writing it provides one opinion on a given 
topic and supports it with arguments, and in explanation texts it introduces one aspect 
of a problem and explains it. 

 
Tell the students that paragraphs are clearly marked in the text by indents and 

that they can be short or long, but they are usually concerned with just one aspect. 
You can show your students a page from a book and ask them to count the number of 
the paragraphs. You can use the images at, for example, 
https://graphicdesign.stackexchange.com/questions/61204/good-strategies-for-
typesetting-bilingual-books, or your own book. 

 
Step 4 
Distribute the model paragraph below. Ask the students to have a quick look at 

the paragraph and say what kind of paragraph it is (an opinion paragraph). More 
model paragraphs are available at, for example, 
https://marsdenarenglish.wordpress.com/academic-paragraphs/model-opinion-
paragraphs/.  

 
Tell the students that paragraphs have three different, carefully arranged types of 

sentences. These are the topic sentence, support sentences and example sentences.  
 
Read the paragraph with your students.  Ask them what function each sentence in 

the paragraph has. You may help your students by asking more specific questions, 
such as: 

 
Which sentence is the most general?  
Which sentence explains the first sentence? 
Which sentence provides examples? 
 
Sum up your students’ ideas by explaining that the topic sentence tells us what the 

paragraph is about, that is, in this particular case the paragraph is NOT about cooking 
and NOT about my mother, but about my mother AND her cooking. 

  
 

Sentence Type of sentence 

 
Nobody cooks as well as my mother.  
 
When she makes dinner, all we can think about is eating it. 
 
 
 
When we invite someone for dinner, they change their 

 
Topic sentence 
 
level 2 sentence – 
support of the TS 
 
 
level 3 sentence – 

https://graphicdesign.stackexchange.com/questions/61204/good-strategies-for-typesetting-bilingual-books
https://graphicdesign.stackexchange.com/questions/61204/good-strategies-for-typesetting-bilingual-books
https://marsdenarenglish.wordpress.com/academic-paragraphs/model-opinion-paragraphs/
https://marsdenarenglish.wordpress.com/academic-paragraphs/model-opinion-paragraphs/
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plans if they have to so they can taste the incredible dishes my 
mother makes.  

 
Everything she makes tastes great.  

 
It is hard to choose a favourite, but if I had to, I would say 

that her lasagne is the dish I like most.  
 
I have never tasted anything as good from any other 

kitchen.  
 
Not even the best restaurants in town make anything as 

delicious as the things my mother does. 

example 
 
level 2 sentence – 
support of the TS 
 
level 3 sentence – 
example 
 
level 2 sentence – 
support of the TS 
 
level 3 sentence – 
example 
 

 
 
Step 5 
Tell your students that they are going to write a similar paragraph. Distribute the 

sheet below showing the paragraph structure the students will practise. Make sure 
that this paragraph expresses their opinion on a topic. Give them a topic similar to 
that of the model paragraph. For example, Best gym in town, Best sister or Best book I 
have read. 

 

Topic sentence: 
 

 
Level 2 sentence A: 
 
 

Example A: 
 

 
Level 2 sentence B: 
 

 

Example B: 
 

 
Level 2 sentence C: 
 
 

Example C: 

 
 
 
Step 6 
Explain that the topic sentence should be the most general sentence in the 

paragraph and that it should express their opinion on the chosen topic. Tell them that 
level 2 sentences should justify their opinion and that example sentences should 
concern a particular situation, that is, someone’s visit, what someone said, etc.  
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Monitor the class and help the students with their topic sentences.  
 
Variation 1: Ask the students to write an opinion paragraph at home. You may 

choose a topic related to the topics in your coursebook or adjust one from 
https://eslgold.com/writing/topics/. 

 
Variation 2: You may want to introduce basic linking words and phrases, such as 

first or first of all for level 2 sentences and for example for example sentences. 
 
Variation 3: You may use the same format to teach explanation, for and against, 

narrative or descriptive paragraphs. 
 
Variation 4: With more advanced students you may start your writing lesson 

with one of the recordings available at the beginning or intermediate levels of Voice of 
America at https://learningenglish.voanews.com. This webpage provides a variety of 
stimulating up-to-date podcasts to start a discussion on a given topic and is also a 
good source of language the students may need.  

 
 
Language level: B1 - B2 
 
Language focus: a variety of structures needed to write a simple essay in English 
 
Time: 45 min. 
 
Procedure:  
Step 1 
Tell the students that there are different types of essays and ask them what types 

they know. Help them to come up with the following types: 
 
opinion 
explanation 
for and against 
problem and solution 
cause and effect 
 
Step 2 
Tell your students that any text they write is written with the following in mind: 
 
purpose of the text – for example, to tell a story, to describe someone, to express an 

opinion on a given topic, to provide an explanation. 
 
audience of the text – the people reading the text and their expectations. 
 
style – depends on the audience, for example, formal or informal. 
 
Ask the students what the purpose, audience and style of an opinion essay are 

(purpose: to express an opinion; audience: the teacher or a journal; style: formal). 
 

https://eslgold.com/writing/topics/
https://learningenglish.voanews.com/p/5610.html
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Step 3 
Ask the students if they know what an essay is. Explain that it is a formal piece of 

writing on a given topic. Opinion essays express the author’s opinion on a given topic 
and justify it, for and against essays provide arguments for and against a given topic, 
problem-solution essays explain a problem and offer a solution, and cause and effect 
essays identify a cause and explain its effect.  

 
Step 4 
Distribute the model three-paragraph essay below.  Ask the students to have a 

quick look at the essay and say what kind of text it is (an opinion essay). More model 
essays are available at, for example, https://marsdenarenglish.wordpress.com/short-
essays/model-short-opinion-essays-2/.  

 
Tell the students that essays consist of the following parts: 
 
- introduction 
- body paragraphs (as many as needed) 
- conclusion 
 
Read the essay with your students.  Ask the students to identify the function of 

each part of the essay. You may help your students by asking more specific questions, 
such as: 

 
Which part of the essay introduces the topic? (introduction) 
Which sentence provides the main idea of the essay? (thesis statement) 
Which part of the essay develops the topic? (body) 
Are the thesis statement and the topic sentence related? (yes) 
Which part of the essay summarizes the writing? (conclusion) 
 
Stress the importance of a clear thesis statement, the importance of the topic 

sentence of the body paragraph and the importance of the conclusion. Tell the 
students that they should not be afraid of being repetitive as long as they use different 
wording in the thesis and topic sentences. Remind them that the body paragraph 
should also have a clear structure. 

 

Essay  Its parts and function 

If there is one kind of music that people disagree on, it 
is rap. Instead of singing, rappers chant a kind of poetry 
while music plays in the background.  

 
I think rap is an important and interesting style of 

music. 
 
Rap music is important for two reasons. First, it is 

about real life. Rap singers chant about problems at home, 
at school, in the neighbourhood or city, and in the world. 
Their poetry gives young people a voice. Second, the 
rhythm of rap music is easy to dance to, so it helps young 

Introduction – to signal 
the topic 
 
thesis statement – 
expresses the author’s 
opinion on the topic  
 
Body paragraph – 
elaborates on the 
opinion 
 
Topic sentence  

https://marsdenarenglish.wordpress.com/short-essays/model-short-opinion-essays-2/
https://marsdenarenglish.wordpress.com/short-essays/model-short-opinion-essays-2/
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people to be comfortable together. Many parents dislike 
rap. They say it is loud and violent and it all sounds the 
same. Some of it is loud and some rap singers do talk about 
fighting and killing, but not all. Even if they do, they are just 
telling it like it is. It is important to know what happens in 
people’s lives. As for all sounding the same, the same is 
true for any kind of music. I cannot tell one country song 
from another. It is the same with jazz and classical music. 
To people who listen to rap, every song sounds different 
from every other. 

 
I do not expect everyone to like rap, not even every 

young person. However, to me and many others, rap music 
sounds good and it helps us understand each other and the 
world. 

 
 
 
 
 
 
 
 
 
 
 
Conclusion – sums up 
the essay, repeats the 
thesis in different ways 

 
Step 5 
Tell your students that they are going to write a similar essay. Distribute the sheet 

below showing the essay structure the students will practise. Make sure that this 
essay expresses their opinion on a topic. Opinion essay topics can be found, for 
example, at https://schulzeug.at/englisch/texts/topics-for-opinion-essays/. 
Alternatively, you can choose a topic related to your recent coursebook topic. 

 

Introduction:  
 
thesis statement: 
   

 

Body paragraph: 
 
 

Topic sentence: 
 

 

Level 2 sentence A: 
 
 

Example A: 
 

 
Level 2 sentence B: 
 
 

Example B: 
 
  

Level 2 sentence C: 
 

 
Example C: 
 

Conclusion: 
 

https://schulzeug.at/englisch/texts/topics-for-opinion-essays/
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Step 6 
Explain that the thesis statement should express their opinion on a chosen topic 

and that the topic sentence in the body should reflect the thesis. Make sure that the 
conclusions the students write do not end abruptly and that they contain at least two 
sentences. 

 
Monitor the class and help the students with their theses and topic sentences.  
 
Variation 1: You may want to introduce some linking words and phrases, such as 

first, first of all, besides, furthermore, moreover or in addition for level 2 sentences and 
for example, for instance, similarly, likewise, in contrast or on the other hand for 
example sentences. Make sure that the students do not overuse them as this can lead 
to stylistic awkwardness. A list of useful linking words and phrases is available at 
https://www.smart-words.org/linking-words/transition-words.html. 

 
Variation 2: Ask the students to write an opinion essay at home. You may choose 

a topic related to the topics in your coursebook or adjust one from 
https://eslgold.com/writing/topics/. 

 
Variation 3: You may use the same format to teach explanation, for and against, 

narrative or descriptive essays. In these cases, thesis statements will have a different 
focus. 

 
Variation 4: With more advanced students you may start your writing lesson 

with one of the podcasts available at Voice of America at 
https://learningenglish.voanews.com/p/5610.html or National Public Radio at 
https://www.npr.org/. They provide a variety of stimulating up-to-date recordings to 
start a discussion on a given topic. They are also a good source of language the 
students may need. Voice of America categorises its recordings into beginning, 
intermediate and advanced levels. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

https://www.smart-words.org/linking-words/transition-words.html
https://eslgold.com/writing/topics/
https://learningenglish.voanews.com/p/5610.html
https://www.npr.org/
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Sources: 
digital: 
English Language Smart Words available at https://www.smart-

words.org/linking-words/transition-words.html. 
ESL Gold available at https://eslgold.com/writing/topics/. 
Graphic Design available at 

https://graphicdesign.stackexchange.com/questions/61204/good-strategies-for-
typesetting-bilingual-books. 

Mars Dennar English available at 
https://marsdenarenglish.wordpress.com/short-essays/model-short-opinion-essays-
2/). 

National Public Radio available at https://www.npr.org/.  
Schulzeug available at https://schulzeug.at/englisch/texts/topics-for-opinion-

essays/. 
Voice of America available at  https://learningenglish.voanews.comp/5610.ht/ml. 
 
printed: 
Zemach, D. E. and L. A. Rumisek. 2005. Academic writing: From Paragraph to 

Essay. Oxford: MacMillan. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

https://www.smart-words.org/linking-words/transition-words.html
https://www.smart-words.org/linking-words/transition-words.html
https://eslgold.com/writing/topics/
https://graphicdesign.stackexchange.com/questions/61204/good-strategies-for-typesetting-bilingual-books
https://graphicdesign.stackexchange.com/questions/61204/good-strategies-for-typesetting-bilingual-books
https://marsdenarenglish.wordpress.com/short-essays/model-short-opinion-essays-2/
https://marsdenarenglish.wordpress.com/short-essays/model-short-opinion-essays-2/
https://www.npr.org/
https://schulzeug.at/englisch/texts/topics-for-opinion-essays/
https://schulzeug.at/englisch/texts/topics-for-opinion-essays/
https://learningenglish.voanews.comp/5610.ht/ml


61 
 

Agnieszka Miksza 
Instytut Literatury i Nowych Mediów 
Uniwersytet Szczeciński 

 
 
 
 

Unit 6  
Community Building  
 
 
This unit shows students how to build a learning community. It also gives some 

ideas on how to revise conditional sentences. (See 4) 
 

Language level: B1 
 
Time: 45 min 
 
Language focus: conditional sentences 
 
Procedure: 
 
Step 1 
 Write on the blackboard: 

"If I study hard, .................................... 
Encourage students to make up the other half of the sentence. 
After they suggest a few versions, write:  

"If I study hard, I'll pass the test" 
Step 2 
Divide the class into two groups which consist of the same number of students 

(they can draw lots - 15 pieces of paper with "if" and 15 with "I'll") 
 
Step 3 
Ask the students to work individually and make up their examples  with 'if' or 'I'll' 

(10) and write them down on a piece of paper.  
Write the example on the board: 
The "If" students: 
If I have enough money,... 
If I go to China,... 
The "I'll" students: 
...I'll go home. 
... I'll go on holiday. 
Monitor this task and make sure that the students do not write full conditional 

sentences. 
 
Step 4 
After students finish writing their halves of sentences, get the "if" students to 

work with "I'll" students (in pairs) and tell them to try to make full sentences out of 
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their halves. Underline the fact that sometimes it might be difficult to make a logical 
sentence but that they should try to make connections between them, even if 
connections appear unlikely at first sight. Students make as many pairs as possible. 

 
You can write this example on the board: 

If I study hard, I'll travel to a foreign country.  
Ask the students to make connections between these halves. What might the story 

behind it be? Students make suggestions. 
(Maybe you are taking part in a competition in which the main prize is a trip to a 

foreign country.) 
 

Encourage students to make up short stories connected with their sentences. 
 
Step 5 
After all pairs have finished creating their sentences they get into groups of four 

(consisting of two pairs), and pairs present their sentences and stories to each other.   
 
Step 6 
Ask the students to choose the best sentence (and story!) in each group which 

they want to present to the rest of the class. 
 
Step 7 
A representative from each group writes the chosen sentence on the board but 

does not explain it. The rest of the class take guesses at what the explanation/story of 
this sentence might be. Finally, the group tells their story to the class.  

 
Step 8 
All students vote for the best sentence. Each sentence is marked with a letter (A, 

B. C....) and they write the letter of the best sentence. They cannot vote for their own 
sentence. 

 
Variations: 
For B2/C1:  there might be second, third and mixed conditionals. 
B2/C1 students randomly make up the beginnings and endings (in pairs: one of 

them says the beginning and the other one the ending) 
 
Homework 
Write a short story (100 words) based on one of the sentences on the board. It 

cannot be your sentence! 
 
Souces: 
Printed: 

Scharle, A. and Szabó, A. 2000. Learner Autonomy. Cambridge: CUP.  
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Agnieszka Miksza 
Instytut Literatury i Nowych Mediów 
Uniwersytet Szczeciński 

 
 
 
 

Unit 7  
Classroom Language 
 
 
This unit familiarises students with common instructions during an English class 

in order to encourage them to limit their L1 use. It also lists some ideas for class 
warm-ups and revisions. 

Language level: A1-A2 
Language focus: revision of dates in English, days of the week, alphabet/spelling. 

Difficult vocabulary to pre-teach: certainly, environment 
Time: 45 min 
Teaching aids/equipment: computer 

 
Step 1  
Lead-in/warm up 

Start with the video School Conversation, School Dialogue 
https://www.youtube.com/watch?v=7isSwerYaQc, stopped at 0:09 (the picture of 
a school in the USA) 
Ask the students: 
What is it? (It's a school) 
Where is it? (If they have problems, point at the American flag) 
 
Step 2  
Pre-teach words. Explain them in English, and if students still don't know the meaning, 
translate them into Polish. 

 hurry up 
 may 
 repeat 
 borrow 
 drop 
 pencil case 

 
Step 3 
Ask students to watch the video (play it to 3:44). 
 
Step 4  
After watching the video the students get two cut-up dialogues from the video. Ask the 
students to put the dialogues into the right order. Each pair has a different dialogue. 
Show the example: 
T: Good morning, everyone! 
S: Good morning, teacher! 
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Video script/dialogues to cut up/ 
 
S: The bell is ringing. Class is about to start. Let's go inside. Let's hurry up! 
 
DIALOGUE 1 
T: Good morning, everyone!   
Ss: Good morning, teacher! 
T: How are you today? 
Ss: We're fine, thank you! 
T: I'm happy to hear that! It's so great to see you again! 
 
DIALOGUE 2 
S: Teacher, may I open the window?  
T: Certainly, it's very hot in the classroom today. 
 
DIALOGUE 3 
T: Come in. 
S: Good morning. I'm sorry I'm late. May I come in? 
T: Yes, please. You may go to your place. 
S: Thank you, teacher. 
 
DIALOGUE 4 
T: Who can tell me what day it is today? Please raise your hand! Emma, stand up. 
S: It's Monday. 
T: Very good, sit down. 
 
DIALOGUE 5 
T: What date is it? 
S: It's September 17th 
T: Speak louder, please, I can't hear you. 
S: It's September 17th. 
T: That's right. 
 
DIALOGUE 6 
T: Did you do your homework? 
S: Yes, we did. 
T: Great, let's check it. 
T: Please open your books to page 20. Let's read a text. 
 
DIALOGUE 7 
S: Teacher, may I ask you a question? 
T: Yes, please. 
S: What does that word mean? 
 
DIALOGUE 8 
T: Listen and repeat after me: "Environment." 
S1: I don't understand. Can you repeat, please? S2 How do you spell it? 
T: E-N-V-I-R-O-N-M-E-N-T. Please write it down. 
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DIALOGUE 9 
S: Excuse me, teacher. I don't have a pencil. May I borrow one from my 
classmates? 
T: Yes, you may. 

 
T: Kate, please come to the backboard. Please write the days of the week on the 
blackboard.....Well done, you may go back to your place. 
 
DIALOGUE 10 
T: Please be quiet. Stop talking and pay attention. What happened? What was 
that noise? 
S: I'm sorry, teacher. I dropped my pencil case. 
T: It's OK. Please pick it up. 
 
DIALOGUE 11 
T: Who wants to clean the blackboard? 
S: I do! 
 
It's break time, goodbye, students. 
 
Step 5  
Students read out their dialogues in pairs. After each reading repeat the "student 
sentences" chorally, then ask one student to repeat it individually. 
 
Step 6  
Play the video again without the sound. The teacher reads teacher's sentences and 
students read students' sentences chorally. Stop the video and demonstrate the first 
dialogue. 
 
Step 7  
Give the students all the dialogues on the sheet. They practise reading them 
(demonstrate one dialogue with one student). One of them is a student and the other 
is the teacher. After they have read all the dialogues they change roles; they may also 
change their partners. 
 
Step 8  
The teacher practises dialogues with the whole class. Tell the students to try to say the 
sentences, not to read them out. If they don't feel confident, though, they can read the 
sentences out. Each student should read out/say at least one sentence. 
 
Step 9  
Ask the volunteers (pairs of students) to act out the dialogues 2, 3, 9, 10 and 11. One of 
them is the teacher and the other is the student. 
 
Step 10 
At the end of the lesson say a sentence to every student (e.g., "You want to open the 
window. What do you say?"). They should respond in the correct way (or do what the 
instruction says). 
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Lesson 2 
The aim of this lesson is to revise school dialogues from the previous lesson and 
learn/practise some more classroom language. 

 
Language level: A1-A2 

Language focus: vocabulary: listen, be quiet, sit down, stand up, tick, circle, underline, 
play a game, jump, hop, turn round, clap, point, touch, discuss, sing, write, trace, colour, 
cut. Grammar: Imperatives. 

 
Time: 45 min 

 
Teaching aids/equipment:  
Flashcards from:  
https://learnenglishkids.britishcouncil.org/sites/kids/files/attachment/flashcards-
classroom-language.pdf 
A pencil, a piece of paper with a picture to colour in, scissors, dice.  
 
Procedure: 
 
Step 1 
Warm-up 
Students get a piece of paper with one sentence from the previous lesson. They read 
the papers out and choose somebody from the class to answer/do the instruction. 
They cannot choose the same person twice. Model the first dialogue. 
 
Variation: 
Students get a piece of paper with one word (e.g., “window”) and they make 
instructions/sentences with these words and ask others to answer/perform the tasks. 
words to be used: 
-morning 
-late 
-question 
-pencil 
-borrow 
-pencil case 
 
Step 2  
Each student gets a flashcard with a picture. Students say what they can see in the 
picture. Possible answers: 
- There is a girl. 
- I can see a boy/pencil/flowers/scissors. 
 
Step 3  
Divide the class into groups of four. Each group sits at one table and gets a set of 
flashcards. Their task is to match the flashcards with their meanings. Show them an 
example (e.g., the word "listen" with a picture, or "write"). It's important to show them 
examples of words they definitely know. 
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Step 4  
During the task, monitor the group work. If the students have a problem with any 
word they should ask the question, "what does this word mean?" (which was learnt in 
the previous class). After they ask this question the teacher shows the meaning by 
gesture, realia, etc.  
 
Step 5 
After the students have finished matching words and pictures, the teacher shows 
a picture (on paper or on the screen) and the students have to say the word. The 
teacher corrects students' pronunciation, then the students repeat the words chorally. 
 
Step 6 
After revision of words the students play a memory game in the same groups. There 
should be two piles of flashcards face down on the table: one pile shows pictures, the 
other shows words. Each student uncovers one from each pile. If they get the right 
pair, they have to read it correctly, take it away, and then they get a point. When they 
get the right pair they perform the task/instruction they have. 
 
Step 7  
Divide the class into two groups, standing in a row, opposite each other. One person 
from one group says the instructions they have collected (during the memory game) 
and the opposite group performs it.  
 
Step 8 
Before everyone leaves the class each student performs an instruction the teacher 
says; if they don't do it correctly they get another one, until they do. 
Sources: 
Digital: 
School Conversation, School Dialogue 
https://www.youtube.com/watch?v=7isSwerYaQc 
British Council Kids, 
https://learnenglishkids.britishcouncil.org/sites/kids/files/attachment/flashcards-
classroom-language.pdf 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 



68 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



69 
 

Malwina Siemiątkowska 
Instytut Literatury i Nowych Mediów 
Uniwersytet Szczeciński 

 
 
 
 

Unit 8   
British Food WebQuest 

 
 

The following lesson plan is based on the WebQuest created by Mme Haquet of Collège 
Marc Chagall, available at: 
http://www.letshavefunwithenglish.com/projects/british_culture/food.html  
The lesson teaches students advanced culinary vocabulary and also presents them 
with national dishes of the UK. The challenge of the class lies in the direct following of 
the WebQuest to fill in the attached workbook. 
 
Language level: A2+  

 
Language focus: food items, adjectives, senses 
 
Teaching aids/equipment: computers/tablets for the students, beamer, SmartBoard, 
loudspeakers, wi-fi, headphones, printer 
 

Time: 45-90 min. 
 
Procedure: 

 
Step 1 

DISCUSSION 
A) Pairwork - Ask your students what their favourite Polish food is. Let them list the 
dishes, and the ingredients that are required to prepare them according to this 
division: 
 
Vegetables  
Fruits  
Meats  
Dairy Products  
 
Also, ask them what national dishes from Poland would you recommend to the world 
and why? 
 

B) Now ask them to list any British dishes/desserts/sweets they’ve heard about or 
eaten before. List the British dishes on the board for all students to see and let the 
class decide which is their favorite dish and why. If there aren’t many examples, tell 
your students not to worry, as you will take them on a WebQuest of British food 
during the class. 
 

http://www.letshavefunwithenglish.com/projects/british_culture/food.html
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Step 2 
A) open the WebQuest at: 
http://www.letshavefunwithenglish.com/projects/british_culture/food.html  

and hand the students printed copies of a food mini-book from the link they can see 
on the screen. Show them how to fold the mini-book, so that they can fill in the details 
during and after the class.   

B) Tell your students they will watch the clip about the English breakfast twice. 
Ask them to watch the following video (embedded in the website) and to write down 
all the ingredients mentioned in the clip in the order that they are cooked.    
(After the second watching, check the answers and correct any mistakes if necessary. 
Don’t forget to praise the students for their correct answers.  

C) Now ask the students to follow the directions on the screen and open the 
following links:   

1)  http://www.projectbritain.com/food/meals.htm  
2) https://en.wikipedia.org/wiki/Full_breakfast#Full_English_breakfast  

Ask the class to read the articles and write down the other ingredients that can be 
added to create a full English breakfast.  Give them 10 minutes for the task. 
 

Step 3  
A) Ask the students what the grossest dish they have ever heard of is. After 

listening to the answers, tell them that one Scottish national dish is a specific 
combination of meat and veggies. Tell them to open the following link:  
https://kids.britannica.com/students/article/haggis/325543   
and answer the questions about Haggis in their mini-book.   

B) When the students are ready with their answers, play them the following video 
(the video is embedded in the website) twice. Before playing the clip, ask your class to 
pay attention to the video and find out the two vegetables that are served with Haggis. 
Challenge the group to find the names of these vegetables in Scottish. 

C) After watching the clip for the second time and checking the answers with the 
class, ask your students whether they would eat haggis. Why? Why not? 
 
Step 4 
Tell the class that they will work in pairs and do online research to fill in the 

missing information in their mini-books. Pair the students and give them 20 minutes 
to explore the two links from the WebQuest about biscuits:  

1) Scones and muffins: http://www.cakebaker.co.uk/history-scones-griddle-
cakes.html  

2) Shortbread:   
http://www.thenibble.com/reviews/main/cookies/cookies2/history-of-

shortbread.asp 
Check the answers after the time is up. 

 
Homework 
 
Use the section under Welsh Rarebit and Dessert 2 as homework for your students. 
The attached links lead to online quizzes that students can fill in on their own based 
on the information provided in the online exercise.  

 

http://www.letshavefunwithenglish.com/projects/british_culture/food.html
http://www.projectbritain.com/food/meals.htm
https://en.wikipedia.org/wiki/Full_breakfast#Full_English_breakfast
https://kids.britannica.com/students/article/haggis/325543
http://www.cakebaker.co.uk/history-scones-griddle-cakes.html
http://www.cakebaker.co.uk/history-scones-griddle-cakes.html
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NOTE TO THE TEACHER 
 
Remember that you don’t have to use the whole WebQuest created by someone else, 
and that you can adapt any of the existing ones to your needs. Should you wish to 
learn more about how to create your own WebQuests, check the following online 
sources:  
 
https://www.csus.edu/indiv/r/rodriguezr/computer%20class/rodriguezr14/compu
ters/webquest/making%20a%20webquest.html 
https://www.educationworld.com/a_tech/tech/tech011.shtml 
https://webquest.org/index-create.php 
 
 
Sources 
 
Digital: 
 
British Food WebQuest at 
http://www.letshavefunwithenglish.com/projects/british_culture/food.html 
 
National dishes of the UK at  http://www.projectbritain.com/food/meals.htm   

Full English breakfast at 
https://en.wikipedia.org/wiki/Full_breakfast#Full_English_breakfast   
 
Haggis at https://kids.britannica.com/students/article/haggis/325543 
Scones and muffins at http://www.cakebaker.co.uk/history-scones-griddle-
cakes.html  
Shortbread at  
http://www.thenibble.com/reviews/main/cookies/cookies2/history-of-
shortbread.asp 
 
 
 
 
 
 
How to make a WebQuest at: 
https://www.csus.edu/indiv/r/rodriguezr/computer%20class/rodriguezr14/compu
ters/webquest/making%20a%20webquest.html 
https://www.educationworld.com/a_tech/tech/tech011.shtml 
https://webquest.org/index-create.php 
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