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ABSTRACT

This thesis explores the application of Schema Theory in English as a Foreign Language
(EFL) internationally produced coursebooks used in schools in the city of San Luis
(Argentina) during the period 2000-2010. The aim of the study is to evaluate trends
regarding the presence of schemata, their activation and the techniques used in the
context of the four skills. It follows an exploratory, descriptive approach based on
document analysis: a mixed model research design (Cameron, 2009) using descriptive
content analysis and statistical analysis to identify patterns in the data. Nine beginner
level textbooks and their corresponding teacher guides were analysed. The results reveal
a high, constant level of activation of content schemata and a high, though slightly
decreasing, percentage of activation of formal schemata along the 2000-2010 period
The inclusion and activation of cultural schemata is minimal. The activation techniques
most used in the coursebooks ln&s with a previous activitythe use of imageand
triggering elements in the rubrics/titlesshereassetting the contexand elicitation of
students’ schemata and of expected contenvere also very frequent choices in the
teacher guides. In general, the principles of Schema Theory were found to be applied to
some extent in the sample, although the non-increasing trends pose some concern.
Additionally, the results indicate that the inclusion and activation of cultural schemata,
stronger connection with previous activities and more contextualisation in the rubrics
should be implemented in textbooks. Awareness of these aspects should also be raised
among teachers.
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Chapter |: Introduction

CHAPTER |: INTRODUCTION
1.1. INTRODUCTION

The field of English language teaching (ELT) has grown markedly worldwide.
Economic and social phenomena brought about by globalisation have turned English
into an international language and, in turn, into a desired commodity. This has boosted
the ELT industry: new types of courses and exams for students, teacher development
programmes and teaching and learning materials are constantly offered. At the same
time these developments have fostered relatively new areas of knowledge such as SLA
(Second Language Acquisition), applied linguistics, educational linguistics, and
contrastive rhetoric, which have been an extraordinary help in understanding the
processes of language use, learning and teaching. The bulk of research evidence
produced by scientific disciplines, however, sometimes struggles to reach the everyday
classroom situation and frequently the materials used in the language classrooms as well.
This is the first of two important aspects in ELT that converge in this study: language
learning materials, in particular those published by major international publishers.

The second coinciding aspect is Schema Theory (Carell, 1984; Cook, 4997),
preferred topic of interest among psychologists and linguists towards the end of the 20
century and again in the last sxseven years in several countries in the Middle and
Far East. This theorgttempts to explain the importance of “preexisting knowledge
structures stored in the mind” (Nassaji, 2002, p. 444) that are activated at the moment of
understanding, learning and recalling information. Applied to language learning, it has
become a key tool in explaining comprehension, storage and recall processes, gaining

an undeniable place among the assumptions behind language teaching and learning.
1.2. BACKGROUND OF THE STUDY

The adoption of coursebooks is an extended practice in ELT in all levels and
areas. Be it English for Academic Purposes (EAP), Business EnBEhEnglish for

Specific Purposes (ESP), exam preparation courses or secondary schools, coursebooks



constitute today a central element in ELT (McGrath, 2006) either as a foreign, second or
international language (EFL, ESL and EIL). And these second and foreign language
commercial instructional materials have an enormous effect in teaching and learning.
From the students’ point of view, as Ur (1996/2009) tells us, textbooks have a certain
prestige, to the extent that students complain Gkease of lack of purpose” and
seriousness if they do not use one (p. 193). Their contents, activities and methodologies
can also dictate, ta greater or lesser extent, teaching. Some authors point out that
printed materials are having an ever greater structuring role, not only regarding the
curriculum but also in the classroom itself (Littlejohn, 1998; McGrath, 2006). As
Richards and Rogers (2001) suggest, they “further specify subject matter content even
when no syllabus existsnd define or suggest the intensity of coverage” (p. 29).

For teachers, published instructional materials are surrounded by controversy.
As Crawford (2002) points out, there are two main positions towards them among
language teaching professionals: that which considers their use undermines teachers’
professionalism, turning them into simple classroom managers, and that which
considers them as @mpensatory tool for teachers’ deficiencies and inexperience or
simply as material produced by those with higher expertise (p. 81823t least with
enough time to put it into practice at ease. In any of the two cases, the coursebook is
almost invariably the inseparable companion of EFL/ESL teachers, serving both as
inspiration for material and activity development (Ur, 1996/2009, p. 193), and, in the
case of less qualified teachers, ultimately as teaching manuals as Richards (n.d.) and
Harwood (2005), among many others, point out. These last two phenomena make it
essential for published coursebooks to follow well established methodological
principles and be in tune with research findings.

The latter is, however, frequently not the case. In EAP, for example, researchers
have compared corpora with textbooks, finding serious mismatches and inadequacies in
terms of modality, hedging and vocabulary (Harwood, 2005, p. 153). Harwood urges
publishers and authors alike to implement research findings in textbooks (p. 149).
Coursebook author and materials development specialist Brian Tomlison (1998/2011)
suggests to writers they should evaluate current materials in terms of how much they

facilitate learning, consider the potentialities of research results for language acquisition

! Although optional, | will follow the APA Manual recommendations to idelupage numbers for
indirect quotations and paraphrasing when possible (Chelsea Lee, 2011).



and foster the participation of teachers and researchers in better quality materials desig
(p. 1).

Textbook writers have been accused of lacking theoretical and practical
methodological knowledge, and of being more concentrated on what will make a
textbook a “commercial success” than on producing a successful outcome in academic
and practical terms (Harwood, 2005, p. 151). This certainly seems to be the objective
and the pressure on the part of publishas can be directly observed by their tips for
getting published and guidelines for authors. Thompson Publishing, for example, urges
authors to “try to get an idea of the market size”, “find out what you should include and
avoid, to make it marketable in other countries” (Thompson Publishing, 2005, p. 20)
and provide an analysis of the markiattheir view, a “critical factor” since “publishers
generally focus most heavily on projects that will bring the highest revenue and/or fill a
gap in the market” (p. 23). Nothing whatsoever is mentioned, though, with regard to
ensuring the proposal integrates research evidence and accepted pedagogical practices.

With all the above in mind and considering the generally agreed importance of
Schema Theory, the question arises whether the principles of this theory are reflected in
commercially published materials. Unchallenged in the fields of cognitive psychology
and applied linguistics for over forty yeaisjs considered established knowledge and
probably one of the basic imperatives in any EFL/ESOL (English to speakers of Other
Languages) teacher training programnowadaysAt the beginning of the 90s claims
were that schemand other key concepts, were “still working their way into the field of
consciousness” and their potential for teaching methods and instructional materials had
yet “hardly begun to be realized” (Anderson, 1993, p. 19). This was written in the wake
of intense research and popularity of the New Schema Theory. Has this potential indeed
been rebsed, or, maybe too often, not? Though éisrplenty of research on schemata
especially lately on the issue of formal and cultural schemata in non-Western countries
such as Iran and China, only two studies have been found surveying the actual
application of this theory in the classrooms. Ajideh (2003) explored intermediate level
students’ valuations of different pre-reading strategies based on schema activation
which he had put into practice during a reading course. Students expressed a high regard
for the learnt strategies. Without a clear description of his methodology and scant
documentation presented, the report is, however, an interesting exploration into

empowering students by schema-based strategy training (in the fashion ofswhat



presented in detail on page 27). The other academic work targeting stherttze
classroom is that of Nolan (2002): an experimental study involving intermediate level
students of Spanish agoreign language. The author compared the effectiveness of two
schema-based activities: vocabulary review and key word discussion as a means of
predicting content. The results showed no significant improvement in the reading
comprehension scores in relation to the control group. The slight difference,
nevertheless, decreased with more complex sq®orer readers might have benefited
more from the pre-reading activities. The research design also included a student survey
that explored which of the two activities was perceived as more effective, vocabulary
review being the msi popular.

Regarding the application of Schema Theory on EFL/ESL materials, some data
can be inferred from studies on materials evaluation. Five out of the eight inadequacies
of commercial instructional materials that Crawford (2002/2005) drew from research
are somehow related to Schema Theory: this type of matéfidlsto contextualise
language activities”, “foster inadequate cultural understanding”, “fail to address
discourse competence” or “fail to teach idioms” (p. 81). The only study found directly
focusing on the application of Schema Theory in instructional matevigiat of Ajideh
(2006). The author explored a claimed representative sample of locally produced ESL
materials for college students in reading courses in Iran with the contention that
students’ problems when facing a text might not be due to lack of background
knowledge but rather to lack of appropriate activation of the relevant sthehha
focus was solely on pre-reading activation of schaniée exclusively found activation
of formal aspects such as vocabulary and grammar; yet again, the exploration lacks a
clear explanation of the method used. Furthermore, it focuses on Iranian locally
produced learning resources and limits its scope to reading skill practice, and within this,
it only centres on pre-reading activities. The application of Schema Theory in
commercially produced materials published by leading companies in the ELT industry
for the ELT market, on the other hand, has not been, to the best of my knowledge, an
object of study at all. This is surprising, considering the already stated major influence
these materials exercise on students, courses, syllabuses, classroom practices and
teachers (mostly trainees, newly qualified or unqualified) and thaiitiplying effect’

regarding ideas and practices, as Littlejohn (1998/2011, p. 190) points out.



1.3. STATEMENT OF THE PROBLEM

Taking into consideration that printed materials have a considerable influence on
language classrooms, teachers and learning, the purpose of the present study is to
explore whether ELT coursebooks published by international publishing houses and
used in a particular context respond to the principles of Schema Theory. It particularly
aims at describing the presence and characteristics ofctiveation of students’
schemata present in a sample of books used in the period 2000-2010 in secondary state
schools in the city of San Luis, Argentina. For this purpose, the three schools with the
greatest number of students were selected, and the coursebooks they used in the
elementary levels were sampleddB activity in the middle units of each of the books
in the sample was scrutied The study intends to identify and categorize the type of
scheméa activated in each activity and the way in which this is ddhe analysis also
attempts to describe the skills in which the activation occurs. Two further aims include
observing whether there has been any evolution in the frequency of activation along the
sampled period and comparing the activation present in the student bookd to tha
suggested in the teacher guides.

The study looks into answering a number of questions regarding the presence
and frequency of activation of schetaan activities targeting listening, reading, writing
and speaking skills. The working hypotheses include a general growing tendency of
activation along the ten-year period and variation in the presence of activation across
the different skills. A last speculation comprises variation in activation in the student

books as compared to the teacher guides.
1.4. SIGNIFICANCE OF THE STUDY

Evaluating the application of such an essential theoretical assumption in ELT as
Schema Theory in instructional resources produced by major publishefsgreat
significance in practical terms. The results of this study could shed light on and extend
the appreciation of the phenomenon of schemata activation as vislapplicability in
language learning materials. The results may principally serve as input for both
undergraduate training and Continuing Professional Development (CPD) of teachers in
the context of the city of San Luis. This would be particularly relevant in view of the
results of investigations by researchers at IFDC San Luido@h EFL teachers’

conceptions and practices which suggested that when teaching reading, local teachers



only fostered low level cognitive processes, as opposed to higher level processes which
would involve the use of previous knowledge and higher thinking skills (Puchmiiller,
Gioia, Padez & Suarez, 2011, p. 11). The teachers intervieweck istitly made no
reference whatsoever to attempts at activating sctaeongpreparing students for the
target skill practice (p. 9). Furthermore, data pointed to an uncritical attitude in the use
of the activities proposed in the coursebooks with absence of any adjustment (p. 15).
Furthermore, in response t&ayapinar’s (2009) demand regarding the
inadequacy of coursebooks and the need to discuss them, the study is also significant to
materials design and development in ELT. It delimits strengths and weaknesses of the
selected instructional materials insofar as they apply principles of Schema Theory,

especially as these principles are considered basic for ELT.
15. DEFINITION OF TERMS

To ensure clarity and consistency, following are the definitions of key terms
used in this study.

Activation techniquethe way in which the attempt at activatiofi students’
previous knowledge has been (directly or indirectly) realised in the books/suggested in
the teacher guides, such as the inclusion of related images or the explicit questioning on
thestudents’ previous experience of the topic dealt with.

Content schemataa person’s stored knowledge of the abstract and concrete
world, life experiences, subjects and areas of knowledge and everyday situations.

Cultural schematastored knowledge related to experiences, uses and values
specific of the own and other cultures/societies.

Formal schemata “background knowledge of the formal, rhetorical
organiational structures of different types of text” (Carrell & Eisterhold, 1992, p 79).

Language related schematasubtype of content schemata consisting of
knowledge related to language, be it grammar, vocabulary or any other aspect of the
language.

Schema activatiarthe active (conscious or unconscious) process of bringing to
the current mental activity (thinking, comprehension, etc.) the sdhgmasessed in
relation the relevant topic/elements. In the context of the coursebooks, it will also refer
to the presence of elements/layouts, etc. that aid the books users bring relatetbschema

to mind.



Schema buildingprocess by means of which new schenaae created on the
basis of the input received. Usually, there are already some existing schemata to which
more particulars are added.

Schema (plural forms schemata/schemgag&nowledge structure about objects,
ideas or phenomena (Spiro, 1980) that allow human beings to store their knowledge,

aiding, not only perception and understanding, but also storage and recall.
1.6. ORGANISATION OF THE THESIS

This chapter has focused on the general background information of the present
study and detailed its purpose and significance. The subsequent chapters are structured
in the following manner:

Chapter 1l provides a description of the origins and development of Schema
Theory. It thoroughly describes its principles and introduces the reader to the
classification of schemata.

Chapter IIl focuses on the way in which the principles of Schema Theory have
been found to affect language learning and teaching as stated by research evidence. It
also considers schema activation in ELT coursebooks.

Chapter IV describes the methodology of the study. It presents the research
design and details about the context of the study as well as the process of data sampling
and gathering. It also describes the instruments and data analysis used.

Chapter V describes the findings and discusses their meanings with regard to
theory and practice.

Finally, chapter VI lists the conclusions and applications derived from the
findings. It also presents recommendations based on these and suggests directions for

further research.



Chapter I1: Literature Review

CHAPTERII: THEORETICAL BACKGROUND

2.1. INTRODUCTION

In this section, the theory on which this study is based is described together with
the areas in language teaching thahight affect.lt identifies the origins and birth of
the theory and introducescomprehensive description of schemata within the context of
language teaching and learning. The chapter also focuses on the functions and types of
schemés, together with specifics about how they are activated and built in language

learning situations.
2.2. SCHEMA THEORY

Schemata, prior knowledge or cognitive structures are some of the names
researchers have given to the structured mass of knowledge we store in our minds.
Every life experience, book read, film watched, observation made, anecdote heard or
read provides valuable information about the abstract and concrete realities in the world
that surrounds us, and we gradually and unconsciously gather all this information about
a myriad of different fields in the form of what is nowadays generally known as
schemata (Bartlett, 1932). Schema Theory attempts to explain the importance, unction
and characteristics of these structures.

2.3. PRECURSORS

It has been argued that Kant had first mentioned the concept of schema in his
Critique of Pure Reason in the late 1700s (Rumerhart & Ortony, 1977). On reading
these alleged references to the notion of schema in his original work, however, | may
conclude thaKant’s use of the term rather refers to abstract concepts, clearly far more
restricted than what they were later to be within the frame of Schema Theory. It must be
conceded, nevertheless, in agreement with Rumelhart (1980), that the famous
philosopher was anticipating the later conceptual content.

Another famous figure who also developed schema related concepts was
Ausubel, allegedly independently from other traditions: he explicitly tried to



differentiate from it (Spiro & Anderson, 1981). In his theory of meaningful learning
“already-known generaideas “subsume” or “anchor” the new particular propositions
found in texts”; he proposs ‘advanced organisers’ as bridges between the already
known and the information in the text (Anderson & Pearson, 1992, p. 41).

Finally, Gestalt psychologstsuch as Wulf and Koffka (Schank & Abelson
1977; Anderson & Pearson, 1992), American social psychologist (Schank & Abelson,
1977) and Piaget (Anderson, 197 Have also been attributed pre-concepts of modern

Schema Theory.

24. ORIGINSAND DEVELOPMENT

Schema Theory emerged in the field of Empirical Cognitive Psychology in the
1930s. British scholar Frederic Bartlett, a leading experimental psychologist at the
University of Cambridge, carried out extensive experimental research on memory.
When systematising his findings, he developed his theory of mental representation in
the 1920s (Brewer, 2000, p. 69) and, in so doing, he laid the foundations for what was
later to become Schema Theory. He defined scteeam "masses of organised past
experiences and reactions” (1932, pp. 199), “mental structures” that have “the same
status as images and ideas but that are not available to introspection” (1936, p. 47),
rather, they‘remain outside the central consciousness” (1932, p. 200). He hypothesised
that schemia arearound “common areas of interest”, such as sports, art, history (p. 201)
and each area collects materials “from all sort of sources” (p. 211) i.e. visual, auditory,
coetaneous, etc. (p. 211). It must be noted that B&stlefizinal concept of schema
characterised it as being active, i.e. constantly modifying.

Although Bartlett himself favoured the idea that psychology is a biological
science whose object of study is conduct and response to stimuli and that psychologists
“agree to give up asking what a sensation, or an image, or an idea, or an ematibn
(1936, p. 42), he did not align with behaviourism or, as some suggest, any other
particular school. At the time, however, his theory did not engage the mostly
behaviourist scientific community in North America and only initially in Great Britain,
mainly due to the high scientific standards of the day (Carrell, 1984a; Cook, 1997,
Brewer & Nakamura, 1984; Brewer, 2000) which excluded mental entities from
scientific psychology (Brewer, 2000, p. 69) and focused solely on stimulus-response
(Brewer & Nakamura, 1984, p. 19)



Bartlett’s theory was considered a failure until as late as 1972 (Brewe¥
Nakamura, 1984, p. 24). In 1975, however, publications supporting Schema Theory by
researchers in areas varied as artificial intelligence, cognitive psychology, linguistics,
motor performance and other combinations of the above appeared (p. 23) and by 1983,
his bookRememberingvas the second most cited source in the area of human memory
(Brewer, 2000, p. 69). By then, behaviourism had already fallen out of favour and
cognitive psychologists embrac@drtlett’s theory fully, resulting in what is nowadays
called modern Schema Theongrtificial Intelligence and Cognitive Science initiated
the revival. The formein its attempt to find out how to make machines perform
complex human tasks -e.g. play games intelligently or make translation- (Schank &
Abelson, 1977; Brewer, 2000, p. 69) and the latter in its early days as a discipline
focusing on developing'a system ofrepresentation of knowledge” (Rumelhart &
Ortony, 1977, p. 100). Though with a distinctive mark from the computational model,
the theories of these earlier schema theorists (namely Minsky, Schank, Rumelhart,
Ortony) mostly coincided wittBartlett’s original theory: they were closely related to
memory and they were not only concerned with knowledge but also witH.skills

Immediately after this first revival within cognitive psychology in the late 1970s,
Schema Theory was introduced to educational psychology and educational linguistics
and became a focus of scientific research (McVee, 2005) for over fifteen years.
Anderson, Rumelhart and Carell were some of the more restbmames linked to the
theory in those years. After the first studies and alreddhe heightof the theory’s
popularity, the most studied area was that of reading (Carell & Eisterhold, 1983;
Johnson, 1982; Reynolds, Steffensen, Shirey & Anderson, 1982; Taglieber, Johnson &
Yarbrough, 1988; Tudor, 1988; Pratt & Krane, 1981) resulting in practices and models
such as the top-down and interactive approaches to reading (Carell) E@4kthe
popularisation of pre-reading activities. Research in the remaining three skills, however,
has always lagged behind with fewer or no publications, particularly regarding writing
(Anson, Bommarito & Deuser, 1983) and speaking. Listening, on the other hand,
though scarce, has been given some attention (Long, 1989; Pratt & Krane, 1981,

Schmidt-Rinehart, 1994). In thiso-called “Information Processing Era” Schema

% For details on the different concepts of schema and names usedtiatietteee Rumelhart & Ortony,
1977, p. 100; Rumelhart, 1980, p. 33; Carrell, 1983, p. 81; Ha®@®2; Schank & Abelson, 1977,
Brewer & Nakamura, 1984, p. 42).

10



Theory was a popular research topic because the focus was on processes and
functioning (Alexander & Fox, 2004).

After this prolific period, althougit maintained its generalised recognition, the
amount of research focusing on the theory diminished considerabhg 190s and the
beginning of the Z1century, other factors became the focus of attention of educational
psychology (Alexander & Fox, 2004) and Schema Theory was not often a topic for new
studies, thought was and still is considered established knowle@®€. Anderson,
personal communication, September 6, 2012). Pwdisbsearch on the topic in the
Western world asrather scarce for a period, so much so, that the International Reading
Association supported the mere reprinting of the two chapters on Schema Theory by
Anderson and Bransford in the 2004 edition of the classical bbekretical Models
and Processes of Readiflguddell & Urnau, 2004)This shows that the topic is still of
great interest for the scientific community. Today, Richard Anderson, a landmark in the
history of Schema Theory, and other researchers at the Center for the Study of Reading
from the University of lllinois are embracing the concept and it has also been the source
of other theories suchs AST -Argument Schema Theory- (Reznitskagtaal, 2009).
Moreover, there has been, mainly in the last six or seven years, a significant emphasis
on research focusing on cultural and formal schemata in the Middle and far East
countries (Santos & Suleiman, 19%&zi, 2004 Alpakein, 2006; Jalilifar & Assi, 2008;
Zhang, 2008; Erten & Razi, 2008ayati, 2009;Sayeh, 2009; Yu-hui, Li-rong & Yue,
2010; Fageeh, 201Ajavi, Moradi, & Taghaddomi, 2011; Bakhtiarvand & Adinevand,
2012, Rokhasi, 2012, Ganiji, 2012; Zhao & Zhu, 2012) in an attempt to overcome the
big disadvantage of ESL/EFL students with such a different cultural and religious
background when confronted with the target language embedded in the Western culture.

Awareness and a thorough understanding of the principles and importance of
Schema Theory continues to be crucial for any educational situation, especially in
today’s globalised world, many times characterised by high mobility and immigration
which translates into classrooms where very different backgrounds cohabit (Anderson,
1993) at every level of educatiosr simply classrooms where there are “different
subcultures” in the same country (Reynolds, Taylor, Steffensen, Shirey & Anderson,
1982, p. 356).

2.5. DEFINING SCHEMATA
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Schema Theory is essentially a theory of knowledge (Rumehart, 1980) and
comprehension (Carrell, 1984b). Schemata are said to be constittfted bfiowledge
of all concepts, those underlying objects, situations, events, sequences of events, actions
and squences of actions” (Rumbelhart, 1980, p. 34), though this ‘all inclusive’
approach has been questioned (Brewer, 2000, pp. 69-86). Salmawva been called the
building blocks of cognition (Rumelhart, 1977; 1980) or simply the ‘cognitive
structures’ (Spiro, 1977, p. 137) that allow human beings to store their knowledge,
aiding, not only perception and understanding but also storage and recall. Knowledge of
the world and experiences are stored in the mind in the form of schemata. The world
around us is then interpreted on the basis of these frames that we already possess, which
are constantly activated during a person’s life. The gaps of information about situations
and texts are continuously filled with data that has been previously stored. If the schema
for one given situation or context is non-existent, new schemata can be created on the
basis of the input received.

Early schema theorists advocated that any given schema has variables: taking the
example by Rumelhart (1977) the schema of GIVE hgisex, arecipientand agift (p.

102). Each one of the variables can take different values, for example, elaborating on
Rumelhart’s GIVE example, the variable GIFT could be a birthday present, a wedding
present or a donation; whereas the GIVER can be a charity, a friend or a sister. A
schema is also argued to have different components, which are called ‘nodes’, ‘variables’

or ‘slots’ (Andersen & Pearson, 1988, p. 42) which will be activated by certain
information.

There are schemata of different degrees of abstraction, from high-level sghema
such as a narrative schema (Anson, Bommarito, & Deuser, 1983, p. 198) about how to
tell a story, to lower level ones on more concrete and simple realities or events.
Schemata are organised in a hierarchical way; they are embedded (Rumelhart 1977,
Brewer & Nakamura, 1984): ‘lower level constituents or subschemata’ (Rumehart, 1977,

p. 106) can be found constituting more general schemata. Brewer and Nakamura (1984,
p. 28) exemplify it with the schema of an office building for which the schema of an
office will be a subschema. In turn, “the office schema could function as a schema in its

own right with a typewriter schema as a subpart, and the typewriter schema could
function as a schema with keys as a subpart” (p. 28). Within the dominating schemaf
wedding, to give a more abstract example, we might havsuibschemataf religious

wedding, civil wedding, wedding reception or wedding dress.
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Regarding their functions, Rumelhart (1980) summarises the then evolving
views on the role of schemata in cognition: schemata play a role in perception,
comprehension, reasoning, learning and remembering (p. 62), all concepts that are
reinforced by Alderson (2000). As many studies show, putting the right schemata to
work is crucial for understanding and recall. The study by Bransford and Johnson (1972)
Is a good example. The students in this study were made to listen to an obscure passage
and subgroups were shown different images. The subgroup that was shown an image of
the right context as opposed to an image just showing the elements involved-
comprehended and remembered much more than the control groups.

As mentioned earlier, schemata also have a crucial role in the process of
remembering. Bartlett had already observed in his renowned North American folk tale
experiments in the 1920s, that in later recounts of a $iisryubjects changed “the
relatively unfamiliar into the relatively familiar” (1932, p. 89) making ‘unwitting’
transformations by which presented material was connected with other matters outside
the story but having the same general nature. For example, the “something black”
(coming out of one of the characters’ mouth) was later recalled as “foamed at the mouth”

(p. 87) and a “peanut” recalled as a more familiar “acorn”.

Schemata also play an essential role in the disambiguation of polysemy. Cook
(1997) quotes Lehnert’s example ‘The King put his seal on the letter’ where the word
sealis unlikely to be interpreted as the aquatic animal sftizat is not the kind of seal
in mostking schemas(p. 86). Furthermore, Schema Theory helps evoke the different
variations and shades of meaning words have when used in different contexts. Anderson
and Ortony (1975) analysétleinreich’s (1966 as in Anderson & Ortony, 1975, p. 158
example of the verbatnoting that phrases suchest a steakeat a soupeat an apple
suggest different utensils and different actions of the lips, tongue, and teeth. Additional
variations appear when possible agents are considéredxecutive ate the stedke
baby ate the steakhe dog ate the steaknce, they conclude: “each of these sentences
gives rise to different suppositions about location, circumstance, manner,
instrumentality, and antecedent and consequent conditions” (p. 169). Schemata also
constitute the form in which semantic associations are storedighgstreetcan evoke
rush hour, crowding and congestion for a UK citizen of a big city (Carrell & Eisterhold
1992, p. 82-83).

26. TYPESOF SCHEMATA
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Many classifications of schemata have been suggested. Bartlett (1932) initially
referred to types of schemaiach as “motor production schemas”: those a tennis player
would have on hitting a tennis ball as opposed to someone who has never played tennis
before (in Brewer & Nakamura, 1984, p.9). Although this and other types of schemata
have been proposed across disciplines, there is dyrr@rgeneral agreement within
Schema Theory on the lines of three main types of schemata: content, cultural and
formal (Carrell & Eisterhold, 1992 The three are, in turn, described in the following

sections.

2.6.1. CONTENT SCHEMATA

In the context of text comprehension and production, subject-matter knowledge
(about the content and topic of the text) together with background knowledge or
knowledge of the world (that related to the abstract and concrete world around us, life
experiences and everyday situations, among others) are generally referred to as content
schemata (Alderson, 200@umelhart’s famous exampleiThe policeman held up his
hand and the car stoppead often quoted (Alderson, 2000, p. 45); it triggers our schema
of a traffic police officer doing his job in the middle of a street independently of
whether we acquired this schema through personal experience, watching a film or being
told about trafic policemen and what they do. Bransford and McCarrell’s (1974 as cited
in Andersson & Barnitz, 1998) exampl€he note was sour because the seam’ split
extremely difficult to understand if the reader does not know that it refers to bagpipes
and does not have a basic knowledge of what this instrument is. Similarly, Cook (1997)
gives the example of the senterféewent to the restaurant last night’ which would
trigger a schema of eating out in a restaurant: going to the restaurant, ordering, eating
paying and leaving. This case would be what is often referred to in the literature as a
script, considered by some authors to ‘de sub-class of schemata dealing with the
domain of human actions’ (Brewer, 2000, p. 85)% or “memory of typical episodes that
occur in specific situations” (Richards, 1983, p. 192).

In general, language knowledge is not mentioned as a type of schema in its own
right and, if mentioned at all, only some aspects are part of formal schemata. Alderson
(2000), however, includes it as part of content schemata highlighting it as an important
issue even in L1 reading research. Recent studies in China, have also classified

language as a separate type of schemata (Yu-hui, Li-rong & Yue, 2010; Zhao & Zhu,

® It also evolved int®cript Theory(Clark & Bamberg, 2003)

14



2012). For the purpose of this study, expecting language to be the main content
presented in EFL/ESL textbooks knowledge related to language (be it grammar,
vocabulary or any other aspect) will be treated distinct subtype of content schemata

-accounted for separately- and not analysatkpth.
2.6.2. CULTURAL SCHEMATA OR CULTURE-SPECIFIC CONTENT

The American National Center for Cultural Competence defines culture as an
“integrated pattern of human behaviour that includes thoughts, communications,
languages, practices, beliefs, values, customs, courtesies, rituals, manners of interacting
and roles, relationships and expected behaviours of a racial, ethnic, religious or social
group; and the ability to transmit the above to succeeding generafiGosde,
Sockalingam, Brown, & Jones, 2000, p. 1). From this definition of culture a general
description of the extent of cultural schemata can be derived, as well as considerations
on how foundatioal it is for cognitive processes since it is deeply entrenched in the
person’s constitution.

This type of schemata, also referred to as socio-cultural, imglyceptual
structures that enable an individual to store perceptual and conceptual information about
his or her culture and interpret cultural experiences and expresgidhagolm &
Sharifian, 2002, p.170). finvolves cultural familiarity and helps readers to reconstruct
the story line through referring to more personally and culturally relevant scripts [with
which to] identfy and find some common ground” (Oller, 1995 as citeth Erten & Razi,

2009, p. 61). Such schemata have been proposed to include many realms; Reynolds,
Taylor, Steffensen, Shirey and Anderson (1982) state that "personal knoyleflige
conditioned by age, sex, race, religion, nationality, occupation - in short, by a person's
culture” (p. 354). On these linest has already been mentioned how Bartlett’s subjects
changed constituents that were not part of their culture and surroundings for more
familiar elements (see page 13) or simply failed to recall them (Bartlett, 1932, p. 125).
Another classic example is the study by Steffensen, Joag-Dev and Anderson (1979)
which proves the impact of cultural schemm reading comprehension. In their study,

the authors used two groups of subjects of different origin -American and Asian Indian
living in the USA- who read personal letter style descriptions of two traditional
weddings from each of the two cultures. It was demonstrated that each group read more

rapidly, recalled better and elaborated more on the description of their culture and at the
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same time introduced more distortions when retelling the other (as in Woods, 1996, p.
59). As Carrell (1983) explains, #eedistortions are “outright intrusions from one’s

own culture, where unfamiliar ideas in the foreign letter were interpreted, remembered
and recalled in light of the subject’s own background” (p. 86). Another well-known
example is that of Reynolds, Taylor, Stefensen, Shirey and Anderson (1982) who, in an
attempt to eradicate cultural bias in tests and reading materials, gave eight-year olds
from African American and white American background a reading text featuring
soundingor playing the dozens'a form of ritual insult predominantly found in the
black community" not intended to be offensive (p. 353). They found that the children
from white background completely misunderstood what was described in the passage
taking it for a horrible physical fight instead of an instance of friesdlynding These

results showhow important people’s culture is for their interpretation of the world but

they also raise the concern that elements that do not conform to the own schemata,
especially culturally, can be taken as not valid or under appreciated.

The extent of the influence of cultural schemata on interpretation can be deduced
both from the above and other examples. Nevertheless, the effect it appears to have on
recall seems to be even greater, as atasrved in Bartlett’s’ memory research (1932).

Though at the time of input subjects might interpret the content of a text with a certain
degree of objectivity, they appear to store it tinted by their already existent cultural
schemata so that when the time comes to recall this content, especially after a couple of
weeks from the reading, there is a tendency to apply significant distortions that reflect
accommodation to the own conception of the world (Read & Rossen, 1982). Research
has also demonstrated that content and cultural schemata familiarity improve reading
time because readers can make predictions and, in so doing, release the strain on
working memory (Steffenson, Joag-Dev & Anderson, 1979), comprehension and recall

(Kintsch & Greene, 1978) and make more elaborations and inferences.

Though in general mostly within the context of reading, the building and
adivation of this type of schemata have been extensively studied and highlighted
(Alptekin, 1993; Carell, & Eisterhold, 1983; Johnson, 1981 in Carell & Floyd, ;1987
Reynolds, Steffensen, Shirey & Anderson, 1982; Steffensen, Joag-Dev & Anderson,
1979).“Cultural schemas play a crucial role in crosseultural sense making” (Malcolm
& Sharifian, 2002, p. 171) and this obviously has a critical function in foreign and

second language learning. In the case of English, awareness of cultural schemata
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implications is particularly important for ESOL students (those who want to learn the
language to function in the society where the target language is used) and their teachers
-even more so when the teacher is a native speaker. This is also the case when the goal
is international English, although sonresearchers in the Arab world propose
naturalisation of text in this instance. The topic of cultural schemata has become of
special interestto scholars in the Middle East in the last ten years. Increasing
Westernisation of these regions has fostered the learning of English and researchers
have found that language students are hampered by the enormous cultural differences
between the two civilizations. Nativisatiaoa particularly drawhg these researchers’
attention Razi, 2004 Alpakein, 2006; Jalilifar & Assi, 2008; Erte & Razi, 2009; Sayeh,
2009; Rokhasi, 2012). It consists of "sociological, semantic and pragmatic adaptation of
the textual and contextual cues of the original story into the learner's own culture, while
keeping its linguistic and rhetorical content essentially intact" (Alpteki6 as cited in
Rokhasi, 2012, p. 47i.e., eliminating or reducing cultural unfamiliarity in a text by
modifying it, changing words, concepts and elements that are not familiar for the reader
for more familiar ones. This, they argue, could help Arab students with the difficulties

they encounter when approaching Western texts in English (Rokhasi, 2012).

The tendency in foreign language teaching has been traditionally to transmit the
target language associated with the target culture - examples include issues such as
“culturally appropriate” in terms of “ways to address people, express gratitude, make
requests, and agree or disagree with someone” (Peterson & Bronwyn, 2003, p. 1). Since
the English language is increasingly seen hsgaa franca(Crawford, 2005; Harumi,

2002; Sharifian, 2009), there has been, in later years, a move towards English as an
International Language. This has promoted a dissociation between culture and language
teaching. However, Anthropologic Linguistics has tried to explain how, for example,
some lexical items transmit how speakers of a given language have conceptualised
experiences in the past (Sharifan, 2009, p. 243). The concepts expressed by the words
time or friendshipdo not seem to be universal, for example (Sharifian, 2009, pp. 244-
245). In the case of Australian aboriginals, time is not necessarily linear as in Judeo-
Chrisitan tradition but different categories of tim®r{ctical time’, ‘social time’,
‘religious time’,‘dream time’) coexist in a rather circular manner, in which the concept

of future is somewhat irrelevant (Janca & Bullen, 2003). Differences in terms of

thinking patterns and world interpretation have also been reported between Chinese and
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English (Bao-he, 2010) or in writing patterns and appropriate depth in questioning about
personal issues between English and Arabic (Santos & Suleiman, 1993; Fageeh, 2011)
These realities urge both EFL/EIL teachers and material designers, as Mekheimer (2011)
points out, to introduce at least a cultural awareness constituent (p. 44).

All the suggestions in the literature for fostering cultural awareness (Peterson &
Bronwyn, 2003; Au, 1979 as cited in Andersson & Barnitz, 1998; Hanvey, 1979 as
cited in Bao-he, 2010) and building cultural schemata -approaches witroultural
didactics* (see Byram, 2001)- have in common some elenwnteflexion and
discussion. The range of options ELT teachers have at their disposal to foster cultural
awareness is wide and varied in depth. It is also significant for teachers to be alert to the
importance of cultural differences they can greatly affect their students’ motivation,
performance and, ultimately, success in learning the language. Similarly important is, in

many senses, the last type of schemata presented in the next section.
2.6.3. FORMAL SCHEMATA

In addition to content and cultural schemata, there is a third type that Carrell and
Eisterhold have nametformal schemas”’. The concept is described as “background
knowledge of the formal, rhetorical organizational structures of different types of text
(1992, p 79) that helps listeners and readers comprehend (Carell, 1984a, p. 87). The
authors use the example of the schema of stdf@s: schema for simple stories, for
example, includes the information that the story should have minimally, a setting, a
beginning, a development and an ending”. Though not explicitly named and delimitated
until much later, it could be claimed that the concept of formal schemata was already
present irBartlett’s original Schema Theory back in 1932 when he studied the recall of
North American folk tales by his British students and observed how the subjects added
connectors, elements that were not characteristic of the rhetorical organisation in the
original type of text (Bartlett, 1932). The notion has been explicitly related by Carrell
herself to the concept of genre (1992; 1983), together with language and linguistic
conventions (1983, p. 83).

Along these lines, Swales (1990) has highlighted the importance of content and

formal schemata activation to help theader’s understanding of a text. In Figure 1

4 Contact situation approach, intercultural cognitive approach, virtual contriiste approach, linguistic
awareness of cultures approach.
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below he illustrates his description of the relationship between background knowledge
and genre. The author points out how formal schemata derives from our prior
knowledge, constituted by experiences and activities of life, and verbal experiences and
encounters, both of which result in content and formal schemata, which, in turn,

contribute to our genre knowledge.

PRIOR KNOWLEDGE

o e

previous experience prior texts
/ (oral and written)
facts procedures information structures/
and concepts rhetorical elements/
[ style
content schemata formal schemata

\ /

genre (allowable contributions)

Figure 1. Swales’ interpretation of the relationships between genres and
different types of schemata and their origins (1990, p. 86).

It should also be remembered that formal schemata is in some respects also
cultural From a ‘cultural studies’ perspective as Coe and Freeman (1998) pointaout,
genre can be seen rather “as a signifier about the community that us&gpt 42), since
in Aebersold and Field’s (1997) words, “beliefs about the organization and development
of ‘good’ writing are shaped by cultuie(p. 31). It is often also the case that the same
genre has variations across cultures, examples will be presented in the next chapter.

Genre knowledge is the main constituerit formal schemata. As well as
informed by culture, genres are everywhere and in each human activitiristie’s
words, “social activities are generally realized in genres” (2002, p. 136). They have
been defined a%taged, goal-oriented social processes through which social subjects in
a given culture live their lives” (Martin, 1997, p. 13). Within the concept of genre,
Martin (1994 as cited in Christie, 2002, p. 97) proposed the concept of ‘macrogenres’,
such as a church service, comgb of other ‘elemental’ genres/micro-genres, e.g.
sermons or prayers (Well, 1997, p. 71) which must be interrelated (Christie, 1997, p.

148), and the more specific concept of curriculum macrogenres (Christie, 2002).
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2.7. SCHEMATA ACTIVATION

It is not enough for schemata to be present in the mind for successful
comprehension. The activation Omstantiation’ of the proper schema is essential.
Failure to activate any schema at all or activation of the wrong schema will négessar
derive in poor or no understanding of the text or situation. Any particular schema is
‘instantiated” when enough similarities are perceived in any given situation as to
activate that frame (Bruning, Schraw, Norby & Ronning, 2004; Anderson, 1977a;
Anderson & Pearson, 1992). As mentioned earlier, each schema is made up of certain
nodes or slots. Figure 2 below shows Anderson and Péafd4@92) example of a ship

christening schema, in which they identify six basic slots.

Done by
celebrity

Ship-
Christening
Schema

Involves
New Ship

Bottle
Broken on
Bow

Done Just
Before
Launching

Contains
Champagne

Suspended|{
from Rope

Figure 2. Anderson an®earson’s example of slots in Ship Christening
schema (1992, p. 43).

Some of these slots will be more salient and more likely to bring up one
particular schema over others. Additionallgck of these nodes will be activated only
by certain information: the bottle slot in this schema will not be activatedbbytla of
coke or wine, nor with aplastic bottle Authors have even posed hypotheses on the
mathematical probability of a particular schema being activated. According to Anderson
and Pearson (1992, p. 44), if there is more than one part of the schema activated, the

individual probabilities of instantiation of the schema should be combined.
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Furthermore, although Bartlett states that activatiomisre frequently found to
be active unconscious” (1932, p. 20),it can also be an intentional process involving
“conscious strategies on the part of the subject” (p. 87-89). Second language readers
will, in Carrell’s and Eisterhold’s words, “persistently” try to supply a schema that
might help them make sense of the text (1992, p. 81). The reader might, however,
encounter a number of situations in which interaction between the existent schema and
the text pose difficulty, deriving in either miscomprehensions or noncomprehensions.
Carrell (1984b) lists six possibilities: ho existing schema?) naive schemai.e. a
partial schema that is not developed enough to allow comprehensiamy 8gw
informationin the text, so that the reader does not interact with the text or pay attention
to detail because s/he quickly labels it as known, gha textthat has been simplified
or adapted so much that has no clues to signal what schema to activatanyb)
schemata are appropriatend 6)intrusion, which occurs on the part of the reader by,
for example, distortion of the text (p. 340). Pearson and Spiro (1984) also mention
schema selection (a non-optimal level of generality, unawareness of the possession of

the relevant schema) and schema maintenance problems.

It is rarely the case that a schema is completely non-existent, usually there is at
least“partial schemata(Bransford, 1984, p. 270) that then underga@d®smngé&, maybe
by refinemenschema specialisatiorgeneralisation(Rumelhart and Ortony, 1977;
Anderson, 1977)articulation with another schema already in existence (Anderson,
1977, p. 424) orlaboration (Bransford, 1984). These are processes of building of
schemata. Although not the object of this study, the process is briefly mentioned since it
is of utmost importance: any attempt at activation would be meaningless if there is no
schema present in the mind that could be instantiated. Other suggestions include content
reading (Carrell, 1984b) and reading of texts in the student’s mother tongue (Krashen as
cited in Al-Issa, 2006, p. 45) and, at school, Anderson (1977) mentions descriptions,
explanations and demonstrations either by the teacher or the materials used by him/her.
Carrell (1984b) suggestSectures, films, field trips, demonstrations, class debates or
discussions, plays, skits, [...] and even reading of other texts” (p. 334). Stragnman and

Hall (2004) also deal extensively with this issue.

All the above, particularly in educational contexts, points to the need for both

teachers and materials designers to be aware of the importance of schemata activation
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The many ways by means of which this can be purposefully done in ESL/EFL teaching

and its level of effectiveness will be discussed in the literary review section.

2.8. CONCLUSION

In this chapter | have thoroughly presented Schema Theory, its origins,
development and its main constituting elements, both in the general context of cognitive
science and with some references to its application to language teaching and learning. In
the next chapter | shall expand on this last issue focusing on existing research evidence
regarding the application of the principles of Schema Theory in areas of foreign

language teaching and learning under scrutiny in the present study.
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Chapter 111 Literature Review

CHAPTERI1I: LITERATURE REVIEW

3.1. INTRODUCTION

The present chapter explores the available literature on the application of
Schema Theory, particularly in connection to language learning and teaching. It refers
to existing research evidence concerning scheraad the four skills and specifics
about how schentaare activated in language learning situations. It finally explores the
application of the principles of Schema Theory in ELT textbooks and teacher guides.

3.2. RELEVANCE AND IMPLICATIONSFOR EFL TEACHING

The application of Schema Theory is crucial for EFL/ESL/EIL teaching.
Learners of a language other than their native one may lack knowledge of both the
target language and the target culture. Due to this, it is of utmost importance to apply
Schema Theory by activating the right schemata in students to help their understanding
and production. As Aebersold ariikld (1997) assert “if the topic ...is outside their
[language studeriisexperience or base of knowledge, they are adrift on an unknown
sea” (p. 41). This indicates how aware and ready language teachers should be to

scaffold students’ progress by activating or providing relevant schemata

Firstly, consciousness of the importance of Schema Theory should lead language
teachers to be attentive to the choices they make regarding content topics. As Eskey and
Grabe state (1988), interesting and appropriate materials will determine language
students sustained efforts to understand the material to be read. Understanding seems to
provoke higher self-confidence aral sense of achievement that leads to higher
engagement, which, in turn, seems to promote independent reading (Guthrie & Wigfield,
2000 as cited in Alexander & Fox, 2004). The same would apply, to a certain extent, to
writing, especially regarding asking students to write about “experiences they do not
have” (Johnson & Roen, 1989, p. 260). In Johnson’s (1989) opinion, creating writing
tasks that require students to write about topics of interest they are either familiar with
or highly motivated to build their schemata abogétnpowers” them by enriching the
context of the task. According to this researthsense of control in using language

contributes to richness in language and better writing” (p. 44) whereas unfamiliarity



with the topic negatively influences the quality of writing. This relationship between
degree of control and better language has also been observed in speaking. Ultimately,
the more familiar the learning situation the student has to cope with, the less stressing
the learning process will be. A low affective filter plus the empowering discussed earlier
will positively affect learners’ overall performance and, in turn, improve their
motivation and boost their self-esteem, and a virtuous circle will be created.

On the same lines and regarding knowledge of formal schemata, for example,
evidence (mostly within reading contexts) shows tlhatas a beneficial effect on
comprehension and recall (Sharp, 2002; 2008) and it is one of the issues that L2 reading
specialists such as Grabe (Grabe & Stoller, 2001, p. 194) point out as being very
important in reading instruction.ahguage learners’ lack of formal schemata or a
teacher’s lack of attention to its effects can result in lower levels of comprehension and
recall. Carrell (1981; 1983), for example, proved that the same content transmitted
through different text organisations (a typical one for the situation and a genre-violation)
caused L2 readers of the second text to recall less, affecting also the ‘temporal sequence

of recall’.

Another key implication of Schema Theory concerns class planning and activity
design. The need to activate or build relevant schemata should lead teachers to carefully
plan the activities that they will present to students. As will be discussed in the section
on activation of schemata, pre- and (though in a lesser degree) post- activities are a very
important tool to cater for learners’ schemta. These activities will many times also

constitute carefully prepared links between skills as will be shown in the next section.

The issues presented above are closely related to choosing materials and
ultimately thér design. The importance of the appropriate application of Schema
Theory in published materials lies firstly in the fact that such items are usually the main
source of activities and too often also the source of course syllabuses. A further reason
why Schema Theory is important in published materials is the high status and prestige
that surrounds them (Ur, 1996/2009). This is especialyamong novice and
insufficiently trained teachers, either native or non-native speakers of the target
language, who unwittingly end up regarding them as desirable examples to follow in
terms of conceptions and practices. Also, as Kayapinar (2009) suggests in his study of
teachers’ opinions on published materials, “the coursebook evaluation of English

teachers may prove to be just aip@ing for resource development process” (p. 76) by
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teachers themselves so that these usually highly regarded resources should be good

inspirational models.

Another pertinent implication of Schema Theory in language learning points

towards awareness of the differences in formal schemata derived from cultural
upbringings, occasionally somewhat diverse from the target culture that can cause
problems in understanding and in oral and written production. Variations of the same
genre, for example, have been recorded across different cultures. Rice (1980 in
Malcolm & Sharifian, 2002), for example, observed how American readers, when
confronted with a version of the same story both in the original Eskimo style and in
American style “showed a superior verbatim recall with the Americanized version of the
stories” (p. 171). The same occurred in the study by Chu, Charney and Swaffar (2002 as
cited in Sayeh, 2009, p. 28) with texts in English with average rhetoric style and with
Chinese stylised rhetoric. Similarly, Japanese folk tales, unlike Western folk stories,
mostly lack a main character with a clear orientation to a goal (Matsuyama, 1983 as
cited in Andersson, & Barnitz, 1998). Finally, there is the example of the embellished
rhetoric style of Arab language learners (in the fashion of the Quran) and its almost
exclusive use of coordination (Alameddine, 2012, p. 4) that differs greatly from the
straight forward, objective and logical way of writing characteristic of English (Santos
& Suleiman, 1993, p. 5). In the case of Japanese argumentative written style, Hinds
(1983, 1987 in Ferris & Hedgcock, 200®und that the authors try to “obscure their
own opinions when presenting various sides of an issue, taking a position only (and if at
all) at the end” and found the linear deductive style of argumentative English “dull,
pointless and selfavolved” (p. 19). Grounded on deeper philosophical differences
between West and East, these dissimilarities also show in conversationalgageeh,
2011, p. 65). It has been verified, for example, that, contrary to native English ones,
Chinese speakers introduce the topic of conversation towards the end of the
communication (Sharp, 2008, p. 3). Teacher awareness of these differences will affect
feedback and correction as well as teaching.

Furthermore, other issues related to formal scheara also of great relevance
for foreign language teaching situations. Research evidence appears to indicate that
Genre knowledge is tacit (Coe & Freedman, 1998, p. 44). This and whether genres can
be explicitly taught at all, particularly the attempt is made “in isolation from authentic

writing situations” (p. 45) are issues that have often been discussed by genre theorists.
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Singer and Donlan (1982), for example, studied the effect of instruction on genre-
related self-questioning. In their view, readers could have, for example, a problem-
solving schema not necessarily associated to their short story formal schema. In order to
gather data, they taught a group of teenagers general problem-solving schema for short
stories together with general schema-specific questions and trained them in self-
questioning about particular instances of the genre. They found that the trained subjects
outperformed the control group (in Carrell 1984b). There is, however, a certain
agreement about the necessity for learners to realise that the process of writing is a
‘social action’, which is situated and intentional (Coe & Freedman, 1998, p. 45).

Several teachers and theorists advocate genre-based pedagogies, which foster genre
analysis and production in a highly scaffolded manner, as the centre of L2 training in
writing (Hyland, 2007, p. 158). In any case, the call for genre as social action should be
translated into a need for purposeful and authentic activities when fostering any of the
four skills in the L2 class.

Finally, it is also to be observed that the major benefits from the application of
Schema Theory in language teaching have been reported among students with lower
levels of language. Authors such as Tudor (1988) and Hudson (1982) have observed
during experimental situations that appropriate activation of previous knowledge helps
more in the early stages of language learning. Coady (1979 as cited in Carell &
Eisterhold, 1992, p. 75) tells us how background knowledge “can help compensate
when syntactic control is weak”, due both to increased motivation and greater amounts

of “semantic input”.

3.3. SCHEMA THEORY AND THE FOUR SKILLS

“Communication involves comprehension and production of spoken and written
language” as Grauberg’s (1997) points out. Having acquired another language implies
using it in a range of situations and formats, these formats are what are referred to as the
four skills: reading, listening, writing and speaking. Along the history of second/foreign
language teaching, these four have not always received equal attention. Different
methods have seen them in different lights and some of them have been considered
central whereas sometimes others have been completely neglected. However, in the last
decades of the 30century, with the emergence of communicative approaches to

language teaching, the concept of the four skills strengthened (Uso-Juan & Martinez-
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Flor, 2006, p. 18), so that nowadays, teaching a langt@gept in particular contexts-
is generally understood to imply the teaching oféfeur abilities.

The application of Schema Theory to the development of any of the four skills is
of utmost importance, whether to be able to make sense of what is read/heard or to have
content to write and speak in a manner appropriate for the target cuttulentS basic
cultural schemi@ about what constitutes a ‘good text’ -either oral or written-, for
example, can have important implications. Due to the fact that not only attitudes
towards reading are culturally biased but also beliefs about genres (Aebersold & Field,
1997), it is important for teachers in EFL/ESL contexts to acknowledge that there are
likely to be different views and schetasamong the students in their classThey
should raise this issue to develop awareness and to refine the existent formataschema
This would be particularly significant when teaching writing, since students might tend
to use their recognised, approved type of writing inrtbeiginal language -see some

examples on page 25.

In the following sections, Schema Theory as applied to each of the four skills

will be presented and discussed.

3.3.1. READING

“According  to  schema  theory,
comprehending a text is an interactive process

between the reader’s background knowledge and

the text’ (Carrell & Eisterhold, 1992, p. 76).

Unlike in first language acquisition, reading is usually the first skill teenage and
adult language learners nowadays are exposed to (Grabe, 2006, p. 279). It has also been
a preferred object of study for researchers throughout the generations in edlicationa
psychology and linguistics. Schema Theory has not been the exception: most research in
the area has focused on reading, especialtg Beginnings in the late 70s and early 80s.

Anderson (1984, p. 248) has attributed schemata with six functions when
reading, these are to:
e “provide ideational scaffold for assimilating text information”, which
will be easier if the new information fits in a slot already present in the

particular schema,;
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e “facilitate selective allocation of attention determining what is important”;

e ‘“enable inferential elaboration”. As the author points out, “no text is
completelyexplicit” so that schemata help the reader go beyond literality;

e “allow orderly search of memory”;

e “facilitate editing and summarising” since schemata, he argues, hava
hierarchy of importance that would guide the recaller on what things are
important;

e “permit inferential reconstruction” to be able to fill in gaps in memory.

The persistent attempt of language learners to provide relevant fsahtema
understand a text would be useless if they cannot access or do not possess tlia schema
(Carell & Eisterhold, 1992, p. 81When discussing reader’s variables, Alderson (2000)
places schemata and background knowledge in the first place, emphasising how the

reader’s schemata affect his/her understanding and recall.

Content schemata are undeniably essential to written text comprehension
reading speed (Cekic, 2007, p. 449) and subsequent information recall. One way in
which cultural schemata, for their part, affect reading processes was proposed by
Basham, Ray and Whalley (1993 as cited in Grabe 2008, and in Silva, Brice & Reichelt,
1999, p. 11): they found that readers seem to interpret texts “from their own cultural
frameworks” (p. 250). In their study, three groups of students from different origins
were asked to write on the basis of what they read. Chinese subjects read examining
closely the content and following the information carefully, Latino subjects used the
read text as a “jumping-off point for thér own personal experiences on the topic” and
Alaska NativeAmericans “developed a personal orientation to the information in the

text” (p. 250). Additionally, formal schemata are argued to be very important too:

How texts are organized (what sort of information to expect in what place)
[...], for example knowing where to look for the main idea in agaph, and
being able to identify how subsidiary ideas are marked, ought in printiple,

help a reader process information (Alderson, 2000, p. 39 & 40)

On this issue, Aebersold and Field (1997) tell us how research evidence suggests
three main advantages of including an introduction to the topic of a reading passage: it
allows time for students to bring to mind the content and cultural knowledge they have

about the topic, it increases motivation and, if developed in the target language, it can
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make students review relevant vocabulary. In addition, it gives the teacher the option of
assessing th&udent’s background knowledge on the topic and allows time for building

it if it is non-existent or poor.

Finally, research has also shown that writing can enhance reading (Grabe, 2004),
particularly in as much as it works as schemata activation or as a building technique.
“Responding to short-answer questions that serve as anticipant guides and creating
graphic organizers before reading can be effective types of writing for improving
reading” (Grabe, 2004, p. 27); writing summaries has also been proved to enhance
understanding (Grabe, 2004).

3.3.2. LISTENING

As Uso-Juan and Martinez-Flor (2006) indicate, from the 1980s onwards,
listening has achieved significant “status and importance” in language teaching and
learning (p. 35). Preferably, listening tasks should include more than simple words or
isolated sentences -what Field calls listening as means of reinforcing grammar (1998 as
cited in Richards 2005Rather they should be comprised of chunks of language in
context, framed in some communicative purpose and authentic setting, either as
“listening for understanding” or ‘listening for acquisitioh in Krashen’s fashion
(Richards, 2005, p. 87-88). This, however, is not always the case even in publications
by prestigious publishers. For the purpose of the present work both instances will be

broadly categorised as listening activities.

Althoughclassically classified as ‘receptive’, listening is not an easy task at all,
when a listener engages in listening, the vocal message filters thitwaig
short-term memory system first, and at this time, the listeneséscan
the auditory and/or visual stimulus/stimuli and concentrates on the
message received. Their (sic) attentioarsguring this activity is very
limited, as short as 20-60 seconds (Nazikian & Om2202, p. 126)

during this very brief time, listeners apparently “interpret what they hear in the light of

what they have heard already and what they expect to hear next” (Grauberg, 1997, p.
181). This points to how providing enough contextual clues to help understanding the
context of a text is crucial for listeners, since it greatly influences interpretation (Buck,
2001 as citedn Ching-Shyang Chang & Read, 2007 and Ruhe, 1996) by helping to
create these “expectations” about what is going to be heard next (Ruhe, 1996, p. 376). A
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well-known study byBransford and Johnson’s (1972) is highly significant in terms of
the types of contextual clues and how to set the context for listening tasks effectively.
The authors made the four groups of secondary students in this study listen to the

following passage:

If the balloons popped, the sound wouldn’t be able to
carry since everything would be too far away from the
correct floor. A closed window would also prevent the
sound from carrying, since most buildings tend to be
well insulated. Since the whole operation depends on a
steady flow of electricity, a break in the middle of the
wire would also cause problems. Of course, the fellow
could shout, but the human voice is not loud enough to
carry that far. An additional problem is that a string
could break on the instrument. Then there could be no
accompaniment to the message. It is clear that the best
situation would involve less distance. Then there would
be fewer potential problems. With face to face contact,
the least number of things could go wrong. (p. 719)

and the group shown an image of the right ‘modern serenade’ context (appropriate
context) scored significantly better in understanding and recall compared to the control
groupsof 1) not specific enough image (partially correct context), 2) no image but

repetition and 3) right image after listening. See Figure 3 for the images they used.
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Figure 3. Bransford and Johnson’s (1972) experiment’s Appropriate contexand
Partially correct context

Similarly, if there is any visual non-linguistic scaffolding for the oral text, as in

the case of a video, during teacher talk or if it is a participant listening situation, the
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listener’s comprehension process will be greatly aided, since it is estimated that
nonverbal visual clues can account for up to 93% of the meaning of a message
(Mehrabian, 1971 as cited in Nazikian & Omoto, 2002, p. 126).

Uso-Juan and Martinez-FI¢R006) advocate that the possession of schematic
knowledge of all types is “essential” in terms of facilitating the listening process (p. 33).
“Cultural values, habits, humour and institutions”, i.e., what we could call cultural
schemata, however, have been identified by experts as one of the main difficulties in
listening comprehension (Brown, 1995, p. 59) together with unfamiliar pronunciation,
grammar and vocabulary. Participants in the study by Nazikian and Omoto (2002) on
the effect of content on listening, reported listening to TV programs in Japanese as the
most difficult real listening activity for students, quoting lack of social/cultural
knowledge as one of the reasons. On these lines, Hayati (2009) observed that if familiar
with the cultural content of a text, students achieved greater proficiency. A number of
other studies that have shown the beneficial effect of schemata in listening contexts are
those by Schmidt-Rinehart (1994), Otham and Vanathas (2006), Otham and Vanathas
(2006) and Sadighi and Zare (2006).

Additionally, activation of schenta might be more difficult when listening
since in most cases there is no time for going back and forth as is the case in
reading/writing or to ask for clarification as in speaking, dwets ‘instantaneous’
naturein Richards’s words (2008). To this, some other characteristics derived from the
form must be added, such as speed of delivery, reduced forms or its linear organisation
(p- 3). In this sense, pre-listening activities are very useful because they aid listeners in
focusing their attention on the right scheéany narrowing down the topic, activating
those schemata (Underwood, 1989 a€imng-Shyang Chang & Read, 2007, p. 377)
and serving as a base for the formulation of hypethesrediction and inference
(Mendelsohn, 1995 as cited in Ching-Shyang Chang & Read, 2007). Finally, Ruhe
(1996) also studied the effect of graphics as support for low proficiency non-native
college students in North American Universities and found they were of great

effectiveness.
3.3.3. WRITING

As has been previously stated, giving learners choice regarding content when

writing -in terms of familiar, interesting or motivating topics- contributes to better
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performance. Attention to content schemata is important when putting students to write,
since they need to have something to write about. The combination of-skili has

been called theeading/writing connectionis a usual resource in this respect, sffite

is well recognised that learners improve reading and writing abilities when they have
greater background kmledge in the associated tasks” (Grabe, 2004, p. 17).
Researchers on threading/writing connectiomuring the 1980s have determined ato
certain degree- that the combination of reading and writing for learning purposes, both
in L1 and in L2 contexts, does have a positive effect in both skills and results in better
learning (Grabe, 2004, pp. 22-23). Specific researateading to writeappears to have
proven that better readers happen to be better writers and that good usage of read
information can result in the production of better written pieces. Furthermore, as Grabe
(2004) concludes from studies on the subject, extended exposure to reading, i.e
extended readingmproves writing (p. 26). One of many examples of inter-skill work
and activation of schemata is that of Clayton (1992). He accomplished activation and
building of cultural schemata for composition writing through pre-activities, such as
local legend script writing and performance, and the indirect provision of target
language cultural background knowledge by means of tasks designed to trigger research
(p. 56). Kennedy (1994), as well as Langer (1989), proved that there was a correlation
between a) topic selection for composition, b) students’ reading —what we could call
building of schemia-, c) preparation time assignedime for selfactivation of
schemé&a- and writing skills. However, Kennedy studied the effect of content reading
on the composition writing proficiency of advanced adult ESL students and found that
too much familiarity with the topic did not correlate with better composition skills,
since “extremely familiar ideas and skills become automatic and resist conscious
examination” so that “topics which have been mentally organized and routinized for

spoken discourse would not meet wefitdiscourse standards” (p. 5).

The emergence of both Genre Theory and contrastive rhetoric, has greatly
contributed to a growing awareness among foreign and second language teachers of the
significant implications and usefulness of applying formal schemata in language
learning. Formal schemata activation and building, either only through schemata
description and practice or within the reading/writing connection, are crucial when
teaching writing. This is even more relevant when the cultural distance between target

and student’s cultures is pronounced. Findings in contrastive rhetoric have revealed, for
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example, that Chinese native speakers tend to use an inductive writing style presenting a
general contention and then narrowing it down by means of examples until the main
topic is presented in full at the end (Xing & Spencer, 2008, p. 73); they also use
metaphoric language and a style characterised by circular starts and tangential views
(Young 1994 as cited in Xing & Spencer, 2008). These features cause Western teachers
to consider their writing confusing and irrelevant. With this and the other examples
presented on page 25 in mind, the close links between formal and cultural schemata can
be appreciated together with the phenoménamjor effects in langage learners’

writing style. On these lines, Xiao (2008) purposed a model to the teaching of writing in
ESL contexts merging Schema Theory with Contrastive Rhetoric which emphasises the
inter-relationship among context, cognition and text by means of many varied types of
activities during which learners focus on the content, the context and the form of the

text in an attempt to build their formal schemata.

To sum up, Xing an8pencer’s words (2008) “the process of learning to write in
the target language is a process of creating and defining a new identity and balancing it
with the old identity” prove quite true, since the rules of each language embody values
and beliefs different from or even clashing with those of other languages (p. 73).
Awareness of this is of great importance for language teachers when developing writing

skills in their classrooms.

3.34. SPEAKING

In the same wayas with listening, the status and practices of the skill of
speaking have also experienced a great change with the popularisation of the
communicative approach to language teaching and its emphasis on fluency (Richards,
2008, p. 2). Yet again, as the case of listening, there are still traces of the previous
methods’ ‘scripted talk’ and drillings (Bygate, 2006, p. 171) in nowadays practicefn
the present study both these instances will be categorised as speaking activities.

As Uso-Juan, Martinez-Flor and Alcon Soler (2006) reflect, speaking a second
language implies a greater challenge than any of the other skills, since it requires a
number of appropriate choices -influenced by cultural and social factors- regarding the
content and form of the communication as well as a simultaneous production and
processing of language within tight time constrains (p. 139). Furthermore, the

development of this skill becomes more relevant under the light shed by Swain’s mid
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1980snotion of ‘comprehensible output’. He claimed thait is not only by receiving
comprehensible input but also by producing comprehensible language mediated by self-
repairs, that language learners acquire the language (Lynch, 1997). It is, nevertheless,
clearly hard to speak if there is nothing sy ndit is paramount to ensure learners
have schemata on which to base their output.

Along these lines, content schemata activation and building during speaking in
language learning -sometimes done by means of the other skills, particularly reading
and listening- is paramount. The concept of cultural schema is also particularly
important for speaking since communicative competence, as Fageeh (2011) points out,
does not only need language but also cultural awareness (p. 65). Countless issues related
to societal and cultural factors can affect oral communication. Shades of meaning and
associations for particular lexical items acquired through a common history or simply as
part of afad, the fast and sometimes incomplete nature of oral language, whole attitudes
to life or organisational practices such as the Chinese tendency to present the topic of
the communication at the end already mentioned on page 25 are just a few examples
Cultural awareness, i.e. conscience of one’s cultural schemata as distinct from other
cultures’ and specifically from the target language’s culture is highly relevant especially

in the case of speaking in cultures very different from Western ones.

Finally, the type of speaking situation -as interaction, for transaction or as
performance (Richards, 2008will turn particular types of schen@gamore relevant. In
speaking as interaction -talking to another passenger in a plane or to a professor on the
elevator-, which causes language learners to feel awkward and stressed (Richards, 2008,
p. 24), content and formal schemata seem to be tis¢rglevant ones. When speaking
is for transaction -when asking for information on the phone or ordering food in a
restaurant- (p. 25), again content and formal schemata are crucial, though cultural issues
would also affect these types of events such as the irregular European city street
distribution for a Latin or North American tourist accustomed to square layouts in an
‘asking for directions’ situation. Finally, in talk as performance -giving a lecture,

presentation or speech- (p. 27), these two types of sthaneaagain the nsbrelevant.

In the next section, the focus of attention shifts from the realisation of language
teaching and learning through skill practice -from a schebwgad perspective- to the

materials through which this is more often accomplished: the coursebook.
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3.4. SUGGESTED TECHNIQUESTO ACTIVATE SCHEMATA

To start with, it must be noted that most of the research on the issue of schemata
activation has been within the context of reading, consequently, most of the evidence
will be based on this skill, though it can generally be applied to the other skills as well.

In the context of reading, titles and anything adjacent to the text -especially if it
includes pictures-, have been described by Hartley and Davies (1976 in Lee & Riley,
1990) as “content clarifying and designed to activate or induce schemata” (p. 27).
Schemata activation is also most often done through pre-activities which are of great
value since, arguably, they aid comprehension by providing opportunities for
predictions. Readers of an L2 can then resort to these “conjectures” whenever the syntax
of the target language interferes in their reading process (Taglieber, Johnson &
Yarbrough, 1988, p. 458). Three main forms of pre-activity activation are proposed: 1)
answering questionssince the deep processing involved in constructing the answers
apparently facilitates learning and comprehension (Strangman & Hall, 2004), 2)
brainstorming (Erten & Razi, 2009), particularly effective if it involves peer
questioning (King, 1994 as cited in Strangman & Hall, 2004, p. 6), apde8j)ewing
the text(Carrell & Eisterhold, 1992, p. 87). The latter would involve not only presenting
an outline of the text to read but also teaching key concepts that might be socially or
culturally alien for the readers or structures and specialised vocabulary (p. 88).
Strangman and Hall (2004) also highly recommend students reflect and elaborate in

oral/written form about their knowledge on the topic.

Researchers have studied and compared the effectiveness of different types of
pre-activities. In their study on the effect of pre-reading activities among college EFL
students in Brazil, however, Taglieber, Johnson and Yarbrough (1988) reveal a crucial
finding: pre-reading activities motivate readers (p. 468). They tested pre-activities
consisting of pictorial context, vocabulary pre-teaching and pre-questioning, and found
that the three were effective, though vocabulary pre-teaching proved to be less effective
than the othetwo. Hudson’s (1982) results on the effectiveness of three different types
of aids for comprehension for a reading passage showed that topic related pictures on
which students were asked to make predictions were more effective than providing a
vocabulary list or the chance to reread the text for beginning and intermediate students
(p. 27). If the image is on an unfamiliar topic, however, it might not help understanding

unless it describes the relationship among elements present in the text, as Bransford and
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Johnson’s (1972) modern serenade study proved (see page 34). The unfamiliarity with
the content of the accompanying images affects particularly students whose culture is
very different from that of the target language’s, so that pictures have in later studies

been the target of nativisation processes, where the unfamiliar images were exchanged
for more familiar ones to activate schemata that would help comprehension and also

“free up some cognitive load” (Rokhasi, 2012, p. 60).

It is surprising that in spite of the fact that the above and other results (Johnson,
1982) suggest that vocabulary building pre-activities are of relative little effectiveness,
especially among low and intermediate level students, their use keeps being extended.
According to Carrell (1984b) effectiveness would improve if the activity is purposefully
related to the students’ previous knowledge and to other activities designed to build this
knowledge previous to the reading, such as activities involving word and concepts
associatia with a ‘semantic map’ as a final product. In this vein, Taglieber, Johnson
and Yarbrough (1988) suggest that the slight effectiveness of vocabulary pre-teaching
might lie in that it usually involves vocabulary items relevant to the unit under study
rather than a narrow set relevant to the reading passage (p. 457). Some studies
including vocabulary relevant to the text, though, have also showed vocabulary pre-

teaching ineffectiveness (Johnson, 1982).

Activities carried out after the main skill practice can also be used to activate
schemata. It must be pointed out that, yet again, research evidence on these cases is
mostly within reading and -to a lesser degree- listening. It is argued that post-
reading/writing questions, for example, are aimed not only at checking comprehension
but also “as an aid to the development of comprehension if it does not take place
spontaneously during reading” (Beck & McKeown, 1981, p. 913). Bartlett’s reading
comprehension skills taxonomy has classified after-reading questions litetal
comprehension reorganisation of the information in a new wayjnferential
comprehensio@about content not directly stated in the texialuationandappreciation
by giving an emotional response to the text, the first one showing the highest occurrence
(Beck & McKeown, 1981; Humos, 2012). In their modern serenate study, however,
Bransford and Johnson (1972) found that providing a context to aid activation of

previous knowledge after listening was of little use.
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The activation of all three types of schemata -content, cultural and formal- is
important depending on the situation, though content and cultural schemata are likely to
be the most obvious choices. Activation of formal schemata, however, has also been

reported to enhance comprehension. Rhetorical frameworks or information of the type

“This passage presents a collection of descriptions of some

activities the French do during their leisure time. These

activities demonstrate an interest in both personal enrichment

and communication with othérsas opposed to only “The

passage presents a collection of descriptions (Lee & Riley,

1990, p. 37)
proved to increase comprehension and recall (the later if the pattern was also used to
store the information read) in Lee’s and Riley’s study. Finally, formal schemata can also

be activated by explicit identification of the genre.

A last point that needs to be addressed is that of direct comprehension skill
teaching, that is, explicitly training students to activate their previous knowledge. As
has been mentioned, Bartlett (1932) considered that the activation of schemata was
often a conscious process. In this vein, researchers have found that explicit teaching of
self-questioning techniques, as opposed to teacher generated ones (Singer & Donlan,
1982), helps students self-activate their sciiaraad improve comprehension because
students need to know something and bring it to mind to be able to generate their own
questions. Additionally, it highly improves their motivation (Yopp & Dreher, 1994).
Ogle (1986) developed the KWitrategy in which learners, with teacher help, reflect
and brainstorm orally, identify knowledge gaps and what they learnt. Carrell (1984b)
also suggests nonsense words or poems to raise the issue of background knowledge
evocation during class discussion. The issue of training on self-awareness about the
cultural differences encountered in a text has also been studied by Webster (2001 as
cited in Sayeh, 2009) who surveyed students’ degree of multicultural awareness when
approaching literary texts. All in all, as Ra2i004) concluded from his study witf’3
grade EFL studentsf cultural schemata are lacking, reading activities might be able to
compensate for this lack. In his study on how cultural schema and reading activities
affect reading comprehension, one group read an original story and another read its

nativised version. A third group read the original with activities, while a fourth read the

®«“What I K now, what IWant to know and whatllearnt”.
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adapted version with activities. Though the readers of the culturally adapted versions
outperformed the ones reading the original story, the subgroup of the original story

which completed comprehension activities did better than the text only readers.

Suggestions of techniques for activation of schemata have been summed up in
Table 1 below. Notice that in most of the cases (marked*) the authors cited have not
developed the concepts but have merely mentioned or used them in research, generally

without a specific definition.

Table 2. Summary of the techniques proposed as means of activation by theorists.

Activation technique Author Description
Use of pictures Taglieber, Johnson & Inclusion of images accompanying text/activiti
Yarbrough, 1988* for illustrative purposes or as part of it
task/activity.
Use of triggering elements in  Hartley & Davies, 1976 Use of titles, rubrics and other adjacent element
titles, rubrics & others inLee & Riley, 1990* the text/activity that are relevant to the scher
adjacent tothe text including instructions.
Brainstorming/elicitation of Ogle, 1986 Presence of questions to students based c
schemata specific keyword that would trigger the releva
information (whole class).
Peer questioning King, 1994 * Encouraging students to ask and answer each ¢
guided, self-generated questions.
Previewing the text Carrell & Eisterhold, Presenting an outline of the text to read. Might
1992; Shen, 2004 involve teaching socially or culturally alien k

concepts or structures and specialised vocak
(Carrell & Eisterhold, 1992).

Previews are introductory materials presente
students before reading to provide spe
information about the contents of the rea
materials (Shen, 2004

Vocabulary building/ pre- Johnson, 1982Taglieber, Any kind of explicit or implicit teaching of relevar

teaching or association Johnson & Yarbrough, vocabulary or word association related to the top
1988; Carrell 1984b*

Construction of Semantic Carrell, 1984b;Pearon & Drawing a semantic map on the basis of students’

map Spiro, 1984 Strangman,  previous knowledge or, if after reading, on t
& Hall, 2004* content of the text.

Contextualising/setting  the Bransford & Johnson, Setting of the context by means of description

context 1972* participants, places, purposes, etc.

Inclusion of rhetorical Lee & Riley, 1990 Inclusion of clues on formal and content schem

frameworks in the rubric, e.g. “This passage presents a

collection of descriptions of some activities tl
French do during their leisure time. These activit
demonstrate an interest in both personal enrichn
and communication with others” (Lee & Riley,
1990).

Pre-questioning Strangman & Hall, 2004  Answering questions before the main skill pract
text.
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Reflection and elabor ation Strangman & Hall, 2004 Pre-oral/written reflection and elaboration abc

about previous knowledge previous knowledge on the topic.

Post-questioning Beck & McKeown, 1981 Answering of questions after the main skill practi
text.

Self-questioning Singer & Donlan, 1982  Training students in bringing to mind previol
knowledge to create questions about the text.

Group activation (KWL Ogle, 1986 Oral reflection and brainstorming by learners

strategy) aided by the teacher-, followed by identification

knowledge gaps and what they learnt.

3.5. ACTIVATIONSOF SCHEMATA IN EFL COURSEBOOKS

As already delineated in the introduction, the use of coursebeaksssively
extended in the ELT world nowadays and their major influence on the teaching-learning
process and participants must be acknowledged and carefully appraised. This is
especially the case with large scale commercially produced instructional materials, since
they enjoy a particularly high prestige and reach all the corners of the woitd. It
particularly important that we make sure that these materials reflect the advances of
knowledge gained through research in SLA, Applied linguistics and contrastive rhetoric,

among other fields.

Related to this and in a context in which EFL teaching keeps expanding in many
parts of the world, the application of Schema Theory in terms of bridging the wider gap
between target and learner’s cultures is essential. Commercially published textbooks,
however, do not seeto pay enough attention to the implications of cultural schemata.
As Steffensen and Joag-Dev (1984) asserted at the time,

While foreign language teachers and theorists have been aware of the fact
that students from different cultures will bring different systems of
background knowledge to the comprehension process, pedagogicatimeth

and materials have not always reflected this insight (p. 48).

Later, Wallace (1997) also states that “the adoption of established British EFL
texts in these more traditional countries [in the far East]”, can turn out to be unsuitable
concerning the schemata students take to the classroom as well as in the thinking and
problem solving skills (p. 372). Although the mismatch of scham@auld not be so

striking, this could also be said of the Latin American context. The author also paid
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attention to the inappropriateness of schemata in the IELTS examination. Alptekin
(1993) suggests that ELT materials writers shatitgt to build conceptual bridges
between the culturally familiar and the unfamiliar in order not to give rise to conflicts”
in the lerners, and doing this by means of exploiting “cross-cultural comprehension”,
and target culture and personal experience as “reference points for the interpretation of

unfamiliar data” (p. 141-142).

Tomlison (1998/2011) argues that a way to make students feel at ease in the
learning experience and consequently learn more, is for coursebook writers to include
texts and images which the learners potentially relate to their own culture (p. 9) and link

the students’ and the book’s worlds.

Moreover, and crucially, given the bulk of coursebooks available for choice,
advice on materials evaluation and selection for teachers has barely addressed the issue
either. The most direct reference found was that of Littlejohn (1998/2011), who mclude
the general concept of schematahis “process competence” notion which refers to
learners’ knowledge(of concepts, social behaviours and language structafiegts
(attitudes and values) aradbilities (p. 184). Rubdy’s (2003/2005) “Dynamic Model of
Materials Evalation” consisting of 110 questionsenly briefly mentions “the function
of world knowledge” -as opposed to the learners’ world knowledge- when exemplifying
the “accords” with “broader educational concerns” (p. 54). It also questions whether the
materials are sensitive the learners’ values and beliefs or relates thdearners’ and
target cultures (p. 52) and if the proposed lexis is relevant to the learners’ background (p.

53). Paradoxically, the only schema that is brought to attention directly is that of the
teachers: does the book define and expand the teacher’s schemata? (p. 50). In his
introduction to the materials development book he edited, Tomlison (2003/2005)
suggests focusing on the extent to which “the materials help learners achieve

connectionsvith their own lives” (p. 21).

On the other hand, the activation of schemata might not be present in the
coursebook but rather suggested in the teacher guide. Checklists for these
complementary materials do raise the issue of activation, mainly of cultural schemata,
but the focus is, once moneacher’s schemata rather than students’. This seems totally
relevant in the sense that NNS (non-native speaker) teachers must themselves have the
background knowledge in the first place, to then be able to activate or build it for

students. To exemplify this, Colman (1986) tells the experience he had observing a class
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in Java. Students did not know witairnflakeswere in a breakfast picture in their book

and neither did the teacher. Without finding any reference in the teacher guide and no
Internet, she created an explanation making it an alcoholic drink from the West (p. 25-
26). Likewise Cunningsworth and Kusel’s (1991) teacher manual checklist explicitly
refers to the guide’s adequate prediction of problems in understanding the “cultural

setting or background” and also in helping teachers cope with them by informing and
explaining (p. 134). Hemsley’s (1997) checklist, on the same lines, questions the
presence of“enough cultural information to enable the teachers to interpret
appropriately the situations represented in the teaching materials” (p. 78). All in all,
schema activation and building is paradoxically both an expliciadadit requirement

of instructional materials.

36. CONCLUSION

The present chapter has dealt with the relevance of schemata activation in
foreign language teaching and learning and presented studies that have been conducted
in this specific area. | have also explored the controversy over ELT instructional
materials’ application of this and other key principles and reflected on the importance of
so doing.

As can be deduced from the content explored, the issue of schema activation in
ELT practices and commercially published materials is of great importance as well as to
some extent controversial issue. The assessment of the actual extent to which it is
attempted and performed in coursebooks is highly relevant, though asisyestill a

mostly unresearched topic.

In the following chapter, | will describe and justify the methodological approach
and clarify decisions taken during the research process as well as recount the research

experience.

41



Chapter 1V: Methodology

CHAPTER IV: METHODOLOGY

The present chapter expands the initial description of this study presented in the
introduction, unfolding the aims, working hypotheses and research questions, the
research design and the sample selection criteria and process of the present study. It also
describes the instruments adopted to gather and analyse the data and the coding system

designed based on the patterns that eeskdgring the analysis.

4.1. RESEARCH DESIGN

The main objective of the present study is to determine to what extent the
activities in EFL coursebooks from major publishers used in the period 2000-2010 in
the city of San Luis, Argentina, feature and activate sitsteontent, cultural and
formal schemata; observing if there is any change in frequency of sehactiaation
along the period of time evaluatetifurther aims at establishing the overall amount of
activities that activate each type of schemata and describe the techniques used for the
activation (e.g. accompanying images, previewing, titles) across the four skills in each

instance of activation.

Following a hypothetic-deductive approach some hypotheses were posed, such
as that over the period 2000-2010 a variation of frequency of activation was expected
across the four skills in activities in internationally published coursebooks used by the
selected schools in their beginner EFL classrooms. It was further hypothesised that
during the period selected, there would be a growing tendency to activate content,
cultural and formal schemata. It was also hypothesised that the analysed textbooks
might present variation in activation of any type of schandgpending on the skKill
featured and, finally, that there could be differences regarding activation in the student

books as compared to the teacher guides.

The following general research question was thus derived:
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How did the activation of schern@adevelop across the four skills in the EFL
textbooks used in the years 2000, 2005 and 2010 in three state secondary schools in the

city of San Luis, Argentina?

In order to gain supporting evidence for this general question, the following
specific questions were addressed:

1. How often are content, cultural and formal schemata activated across the
2000-2010 time span

2. How does activation compare across the four skills?

3. What techniques are used for the activation of content, cultural and formal
schemata?

4. How does the activation presented in the textbooks relate to the activation

presented in the teacher books?

4.2. RESEARCH METHOD

Because of the probing nature of the present study, the research design chosen
follows an exploratory, descriptive approach based on document analysis, with the
document considered as resource (Prior, 20Al)mixed model research design
(Cameron, 2009) was adopted consisting of an interaction of both quantitative and
qualitative methods. Firstly, descriptive content analysis was applied to analyse the
textbooks in terms of the realisation of each type of schemata and their degree of
activation in the sample. Qualitative data of this sort should be of great value in terms of
potential for enhancing understanding and improvement of practices of coursebook
production and use. A quantitative methodology was also applied in order to describe
and interpret tendencies in relation to the activation techniques found to be used
throughout the sample, this with a view to obtaining ideographic knowledge about the
phenomenon in these particular teX@sme data tables were then translated into charts.
Statistical analysis was applied throughout the process of analysis in order to identify
patterns in the data.

4.3. CONTEXT OF THE STUDY

The city of San Luis is located in the centre of Argentina. In 2001 it had 153.322

inhabitants (Indec, n.d.). There is a public and a private national university in the city,
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but it lacked a teacher training institution -including an EFL teacher training program-

for a long period of time, until the year 2000. This caused the EFL teaching vacancies
available in secondary schools to be filled by advanced language students graduated
from private language schools with little or no pedagogical training. Research bn loca
teachers’ beliefs and practices carried out by the new teacher training College IFDC-San

Luis (Puchmiiller, Gioia, Paez & Suarez, 2011) suggests that teéal@misthe books
uncritically, donot activate students’ schem#a (p. 15) and do not promote higher order
thinking processes (p. 10). In this context, it is of great interest to evaluate the materials
teachers have used to teach the target language, since these are likely to dictate contents
and ways of teaching in the classrooms.

4.4. DATA COLLECTION AND SAMPLING

This study analyses coursebooks that had been and were being used in secondary
schools in San Luis. For that purpose, a sampling mechanism was devisedct
books used by a significant number of students and teachers. It was intended that the
sample be representative of the materials the greatest possible number of students in the
context were exposed to; for this reason, the process of data collection started with
information gathering about the most populated schools in the city. A list of these
secondary schools was obtained from a school inspector form the provincial Ministry of
Education and the top three were selected. Information on the instructional materials
that had been and were being used in the elementary level English courses in these
schools was gathered by means of questiotiiagichools’ EFL teachers in informal
conversation. These informal interviews amgrocess of review of the syllabuses for
the target years were aimed at gathering data regarding the coursebooks used. Notes
were taken on the information gathered through this means. The choice of level was
made in response to evidence that sskbto demonstrate that the greater effects of
schemé&a activation are gained among students with limited command of the target
language (Tudor, 1988; Hudson, 1982).

Since the aim was to observe whether there had been any development regarding
schema activation over the previous ten years, | decided to sample one book used at the
beginning of the decade (2000), one used in the middle (2005) and one at the end (2010)
in each of the three schools selectBdring this process, however, two of the three

most populated schools had to be discarded as sources of data because, in two of the
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targeted years, they did not use coursebooks at all or used them only sporadically in the
form of photocopies given to studerftghich were unrecoverable). Moreover, one of
them had been founded after 2001. Due to this, the next two schools in the list had to be
sampled instead. A total of five schools were finally visited (see page 98 in Appendix A
for the full list) towards the end of 2011. The final three schools sampled were: Escuela
Maestras Lucio Lucero, Colegio Juan Crisostomo Lafinur and Colegio Juan Pascual

Pringles.

In order to compare the activation techniques present in student books and
teacher guides and verify that any absence of activation in the student books was made
up for by suggestions of activation present in the teacher guides, the corresponding
teacher books were also part of the sample. Table 2 below shows the final sample of
coursebooks (see Table 10 in Appendix A for publication dgtdilse unit of data
collection was each of these nine books sampled and their corresponding teacher guides.

It is worth mentioning that some problems were found during the data gathering
process regarding the teacher guides. Some of the teachers formerly in the posts were no
longer working in the schools and even if the same teachers were holding the post,
obtaining the teacher guides was extremely difficult since in most cases teachers did not
have them nor were there copies available in the school libraries. Nevertheless, after a

long and hard search process, all the teacher guides were eventually obtained.

44.1. SAMPLE

The final sample was comprised of sections from the following coursebooks
(and their corresponding teacher guides):
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Table 2. Coursebooks -and their corresponding publishers- used in theispdiaree years in the three schools
sampled.

Year
School

2000 2005 2010
Colegio Juan Your turn 1 In Focus 1 Headway Beginners
Crisostomo Richmond{N0O) PearsonN05) Oxford University Press
Lafinur (N10)
Colegio Juan Generation 2000 Explorer 1 Adventurers Elementary
Pascual Pringles Heineman 1 00) Macmillan Heinemann Oxford: Oxford University

(M05) Press 1 10)
Esc. Maestras Polimodal English 1 Your choice next 1 Chat 1
Lucio Lucero Macmillan Heineman Richmond [L05) Pearson Education-Tinta
(LLOO) Frescal(L10)

It is worth stating that all the sampled units finally chosen were digitalised as jpg
files and reassembled intdP documents. The identification code designed for each
coursebook included an initial capital letter to signal the school, followed by the last
two figures of the year in which it was used; LLO5, for example, was used for the book
used in the year 2005 hticio Lucero Schoofsee TablgError! No se encuentra €

origen delareferencia.11 in Appendix A for a full account of the coding).

44.2. THEBOOKS

The nine sampled books were published by five leading international publishing
houses. Two of them are published by the relatively new -1R@Pmond ELTpart of
the Santillana Publishing Grouppelonging toPrisa, the world’s leading Spanish and
Portuguese-language business group in the fields of education, information and
entertainment. A further two books are publishedPearson Educatigna branch of
Pearson reportedly the largest book publisher in the world (Jones, 2010). One of these
two is in alliance withTinta Frescabelonging to the&larin Group,leading in the Latin
American communication market. Another two are publishekford University
Press,which claims to be the world's largest university press (Oxford University Press,
2012) dating back to the middle agésacmillan Heinemannwhich belongs to the

Macmillan Book Publishing Grou@Macmillan, 2008) publishes two more of the books.

46



Finally, one of the books is published Hginemanncurrently belonging téloughton
Mifflin Harcourt from the United States.

LLOO: Polimodal English -Macmillan Heineman- is co-authored by local and
foreign authors. The names and contexts mentioned are adapted to the local context (e.g.
names and places such @kudia, Diego, Chacabucare used) and it is aimed at
secondary schools.

LLO5: Your choice next {Richmond- features topics and characters not related
to the local context. It is targeted at an adolescent audience; this is evidenced in the
cartoon style pictures and the topics (e.g. astronauts in space, pop singers, being in love).

LL10: Chat | -Pearson Education with Tinta Fresca- is, unlike most of the other
sampled coursebooks, a book by local authors. Topics and images are clearly aimed at
secondary schools, with instructions in Spanish both in the student book and in the
teacher guide. It is adapted to the local market: the names, places, etc. featured belong
to the Argentinian context.

NOO: Your turn | -Richmond- is targeted at adolescent audiences. It features
topics for this age group and seems to be aimed at an international audience since no
references to our local context were observed.

NO5: In Focus I-Pearsonis aimed at an adolescent audience, the characters and
stories featured respond to the interests of this age group. It introduces some local
elements such as peofdaames and football clubs.

N10: Headway BeginnersOxford University Press- seems to be targeted at a
wider international market. It does not present any local reference and it features a
varied selection of topics and characters, and the language content is presented in great
depth. The age group targeted appears also to be wider since topics such as work are
emphasied

MQO: Generation 2000Heinemann- makes extended use of images. It seems to
target a wide age span, since some topics and characters are relevant to young adults
(e.g. borrowing your fathr’s car) while yet others are suitable for teenagers (e.g.
treasure hunt) anitlfeatures drawings.

MO5: Explorer | -Macmillan Heinemann- is written by Latin American authors.

The types of images (cartoons and drawings) and the general outline (font and colours)

point towards a secondary school audience.
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M10: Adventurers StarterOxford University Press- is aimed at an adolescent
audience. The topics and characters are varied and there is no reference to the local

context.

4.5. INSTRUMENTS

After this initial data collection process, an instrument for text analysis was
designed to be able to break up the data collection units into their minimal element, in
this case, activities. This was used to organise the data and allowed the researcher to
find the categodsunder exploration which emerged from the data. The labels selected
to be included in the instrument were: the type of schema featured, whether there wa
activation or not, in the context of which skill and what activation technique was used
when there waactivation. The tool consistl of a descriptive double entry table for
each of the sampled set (both coursebook and teacher guide) in which information about
each of the activities was recorded and categdriBhe actual section from the books
was also cut and pasted as an image in the chart, which allowed an easy access and
return to each element by simply temporarily enlarging the image.

One table was used for each of the nine sets of student book-teacher guide
sampled. Each table consists of the number of rows equivalent to the number of
activities in the section and columns for the following information: 1) the type of
scheméa featured -content, cultural or formal-, 2) the skill -listening, reading, writing or
speaking-, 3) the area of language involved -grammar, pronunciation or vocabulary-, 4)
whether there is activation or not, 5) the activation technique/s used in the student book
-e.g. use of images-, and 6) the activation technique/s suggested in the teacher guide -e.g.
suggestions for questioning- (see Table 13 in Appendi¥ially, the instances were
tallied in Word Excel spreadsheets for each set of materials in order to observe any

emerging pattern.

4.6. DATA ANALYSIS

Initially, | intended to select the two central units of each book for analysis.
However, the ample variation among the sampled books in terms of unit types and
length, dictated the need for different choices in that respect. There was no harmony
among the books regarding the labelling of the units into which they were divided, their

extension or even the criteria of what constituted a unit. In some cases, one unit
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consisted of up to 13 pages, whereas, in others, there were only two pages in each unit.
Out of the nine sampled books, for example, two had two page-long sections labelled
“units”/’lessons” all throughout. The remaining seven, meanwhile, had between seven

and thirteen pagkng “units”. The number of subsections in each unit of this group of
books varied between as little as two or as many as dgiitnodal English | for
example, included within unit 2, lessons 1, 2 and 3, followed by a Consolidation section,
a Grammar review and an Extended Practice sections, and two Curriculum Connection
sections. Given these circumstances, and in an attempt to ensure a rigorous approach to
the selection, the criteria that follow were adopted to sample the units. A total number
of at least 7 of the central pages of each coursebook were selected irrelgpefctive
number of units featured along those. On the basis of this, in the cases in which one unit
included more than this minimum number of pages, and considering that the book’s
rationale might be only fully developed along the whole unit, all of that particular unit
was taken as a sample together with any other section not necessarily labelled within it,
until the next unit starts. In these cases, the final sample for the books could include as
many as 13 pages (elgolimodal English ). The minimum of 7 pages reflected the

length of the shorter units (not counting the very short two pages units) in the sample.

In an attempt to observe and describe the instances of activation of content,
formal and cultural schemata throughout the sampled sections, the technique for data
collection and analysis consisted of codification of the data regarding type of sghema
activation and technique used. Each activity was analysed with the purpose of
identifying the type of scherteafeatured (content, formal or cultural, and additionally,
language related content was also identified) and whether it was activated, the skill
targeted by the activity (speaking, writing, reading and listening) and the way in which

the schemia were activated (prediction, image exploitation, mind mapping, etc.

For purposes of triangulation of information and to ensure that further processes
of activation intended by the book authors were also included in the sample, the teacher
guides of each book were also examined in detail and the information was recorded in
the same table. It was assumed that some proposed component of the activities might
not be present in the student books but only featured in the materials for the teachers in

order to be carried out by the instructors orally or through other means.

The unit of data analysis was the instances of realisation of each type of

schemé&a throughout the text. On the other hand, for the analysis of the activation
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technigues, the unit of data analysis was reduced to each instance of activation. The unit
of observation was each activity in the analysed units in each of the courselmooks. |
previous studies focusing on ELT textbook activities (as related to the application of the
theory of Multiple Intelligences) both Botelho (2003) and Leonardi de Olivera (2009)
opted to exclude grammar references and reviews from their analyses. In this study, on
the contrary, these activities/sections were included in a preliminary analysis,
considering that such a choice would be revealing in terms of the way grammar is
tackled by the materials in those cases in which it was present in conjunction to any of
the four skills. In her study, Leonardi de Olivera also considers shorter activities
labelled separately from other mainiaties as one with the “mother” activity. The
approach in the present study, in order to be able to identify links between actinities (i
case subsidiary activities were acting as warming up, @r@ost-activities) and any
schema activating function, was to consider what appears to be sub activities as
independent activities. In some instances, shorter activities were proposed only in the
teacher guides but had no counterpart in the student books. These were also considered
as independent activities and numbered in the overall counting for that set of materials
In this way, the activity delimitation criteria initially took the limits used by the
coursebooks. However, when there were many sub activities under one label, each
step/element was discretionarily assigned to the same activity, or considered as an
activity in its own right depending on the purpose (whether the new step was intended
only to check the previous activity or there was a completely new aim) and skills
practice.

The information was arranged in the already described descriptive double entry
tables to allow for the subsequent tallying of frequencies of occurrence. For an
accessible identification and classification of each element, all the featured activities in
each book sampled were numbered overall, without making separate counts for each
section within a sampled unit or for groups of related sub activities. If referred to
individually, any given activity would be coded with the coursebook it belongs to, in the
way already mentioned (capital letter plus year used) followed by the activity number.
The lettersS or T at the end refaio whether the activity appears in the student book or
teacher guide respectively.

The coding system for the different elements under analysis that gradually

developed in the process of description and analysis of the data includes:
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4.6.1. TYPESOF SCHEMATA

C: content,Cu: cultural andF: formal, language related content was also
individualised:CL. During the analysis, it soon became clear that individual activities
sometimes involved more than one type of schemata. Due to this, it was decided that for
an activity to be classified as activated, if there were more than two types of schemata at

stake, at least one had to be activated.

4.6.2. SKILLS
For the purpose of the analysis, a broad concept of the four skills was used in

which both contextualised and purposeful reading/speaking/writing/speaking activities
of relatively extended texts as well as activities that included only word or sentence
reading/saying aloud were included. The first letter of each skill was used for the coding
system R, W, S andL). Activities that were labelledy the coursebooks as both
reading and writing at the same time, were only counted as reading, unless the
suggestions in the teacher guides indicated that the listening was proposed to be done
before students read the text. Otherwise, that is, if both were done at the same time, i.e.
reading while listening, it was assumed that the main skill put into practice by students

would be reading (e.g. activity NOOS):

The data analysed was tallied and percentages worked out for each of the
elements under observation. The normalisation process involved calculating the
percentages over the overall number of activities in each book in order for the results to
be representative in relation to their own overall incidence. Though the nature of this
study is primarily qualitative, a frequency analysis was performed so as to be able to
draw conclusions in relation to the tendency of occurrence of types of schemata and
strategy for activation, and, in turn, to be able to triangulate that tendency with the data
obtained qualitatively.

The initial categories for analysis of activation technique were taken from the
theory and are listed on page 38. Categories emerging from the data were, however, also

added to the initial list. The resulting list used is presented in Table 12 in Appendix A.

4.7. CONCLUSION

This chapter outlined the research design behind the present study. Aimed at

exploring the use of schemata activation in ELT commercially published instructional
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materials, it uses a mixed-method descriptive approach, focuses on document analysis
and uses frequency analysis to describe activation as related to the different skills and
types of schenta as well as defining the activation techniques used. The section also

provided a detailed description of the instruments and processes of data gathering and

analysis. In the next chapter the results obtained in the analysis will be presented.
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Chapter V: Results and Discussion

CHAPTER V: RESULTSAND DISCUSSION

The current chapter is made up of two main parts. It initially presents some
general findings obtained in an initial exploratory face. Although this data does not
answer any of the research questions posted in this study, it is considered to be of great
contextualising value. Secondly, with a deeper level of scrutiny, it presents the results of
the data analysis as related to each of the research questions. It also includes the

discussion of all these findings.

5.1. GENERAL EXPLORATORY FINDINGS

Some very interesting general data which was relevant to the topic of the present
study but des not specifically answer any of the research questicasfeound. This
datais considered worth mentioning and thus observations regarding three issues in
particular are presented: scheafound to be featured in the sample, the inclusion of
the traditional four skills throughout the sample and, finally, a brief reference to
building of schemta.

1. Regarding the types of schemata featumnedthe books under analysis, ig
observed thatontent schematare the most often featured type of schiamdth 85.8%
occurrence, this including@nguage related schemateth an average of around 44.8%
of occurrence (see Table 3 below). A striking observation in relation to the featuring of
schem#ais that the occurrence ofiltural schematan the sample is very low, reaching
only 2.8% of the instances. It is also worth pointing out that even though most of the
activities featured only one type of schema per activity (72.4% of all the activities in
sample), a substantial 27.6% featured two or more types of sthe@ree activity
could feature, for example, both formal and cultural schemata, regardless of whether

these schentawere activated or not (see Figure 24 in Appendix C

Table 3. Instances of occurrence of each type of schema in the entirdes@#@ activities)C refers to
content schemat&u to cultural schemata ardto formal schemata; within language related schemata
(CL), the following notations are usedL G-grammar,CL V-vocabularyCL Pr-pronunciation.
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Book/Schem@a C

CLG CLV CLPr |Cu F Total

No of

activities

Total 188

90 91 25 13 52 459

340

% 410 19.6 19.8 54 28 11.3 100

0

2. If the activities in the sample are observed, the percentage of activities that

practice one or more of the four skills is relatively high in all the books. As can be

observed in Figure 4 below, there is a slight increasing tendency to include skill practice

along the decade. The year 2005, however, shows a slight deviation from the tendency

marking a peak point.

100

Average of activities featuring the

four skills

90
80

78,2

70 A

Percentage

60 +—
50 +—
40 —
30 +—
20 +—
10 +—

2000
W 2005
m 2010

Years

Figure 4. Average of activities featuring the four skills (calculated
over each the total number of activities in each book).

Specifically, if the tendencies within each skill are observed in the time span

(Figure 5), the frequency of featuring of listening skill related activities shows a

growing tendency, whereas reading skills practice shows a negative tendency. If the

year 2000 is considered in isolation, a disproportion shows between the amounts of

listening and reading activities, whereas at the end of the period, there is a relative

balance in skills featured. This variation would point to a general growing tendency

towards multiskill instruction, in line with suggestions in the literature (Hinkel, 2006).
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Average of activities featuring each of the
four skills
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Figure 5. Yearly averaged percentages of activities featuring each of
the four skills (calculated over the overall number of activities in each
coursebook).

Percentage

3. The instances of building of schet@across the skills were very low (see Table
4). Of the 459 instances of schamalentified in the sample, only 17 implied building
of schemata in skills related contéxtShe building was found to be done by means of
exemplification, explanation, description, the use of images and meaningful rubrics and

encouragement for research.

Table 4. Percentages of the overall instances of building (B) of
each type of schema for the different skills (the same notation was
used for schemala

Type of schemata CB CLB CuB-B Total

L 1 1
R 5 2 1 8
S 5
W 1 1 3
Total 11 3 2 2 16

Following, the results of the data analysis will be presented as related to each of

the research questions.

® The building of schemata was originally an issue to be observegratminary data, however, showed
a minimal amount of building. In consequence, it was decided that the Yamuisl be exclusively on
activation processes.



5.2. RESEARCH QUESTION 1

How often are content, cultural and formal schemata activated acrossthe
year s 2000-20107?

Content schemata

Activation of content schemata at the beginning and end of the ten-year period
was relatively high (see figure 6) and stable; the tendencies in the mid period data,
however, are much lower, presenting nearly half the activation of the other years.

Activation of content schemata

100 -

2000
60 2005

40 A

Percentage

NAN

m 2010
20 A

Figure 6. Trends in activation of content schetaa
in the period.

Cultural schemata

The data showed striking results in relation to cultural schemata. Contrary to
expectations, the occurrence of cultural schemata was unexpectedly low: only 3.8% of
the overall occurrences of schamén the activities (not necessarily featured on their
own, though) was of this typé&urthermore, in few of these instances of occurrence
there was activation. Reading skill practice was the only skill in which there was

activation (Figure 7) and this only in one year.
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Activation of cultural schemata
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Figure 7. General trends in the activation of
cultural schemata.

These results seem particularly puzzlirgpecially if we consider Fuchs’
(2011) reports -in his summary of coursebook research in all disciplistging that
multicultural issues are addressed today as opposed to they being ignored in the 1980s
(p. 24). As mentioned earlier, differences in word meaning, patterns of thinking, world
interpretation and writing -among others- between different cultures have been reported
(Sharifian, 2009; Janca & Bullen, 2003; Bao-he, 2010; Santos & Suleiman, 1993;
Fageeh, 2011). On the basis of this, expectations regarding a considerable presence o
cultural elements in EFL books would not be unreasonable. Furthermore, cultural
schemé&a were and are one of the preferred types of sctestadied by researchers.
Practice, however, at least in relation to coursebook writing, seems to go in a different
direction. It could be hypothesidthat in response to the surge in research focusing on
nativisation and cultural differences in the Middle East (Razi, 2004; Alpakein, 2006;
Jalilifar & Assi, 2008; Erte & Razi, 2009; Sayeh, 2009; Rokhasi, 2012) publishing
houses have chosen to avoid cultural content altogether in their products targeted at
international markets. However, this hypothesis is not supported by the fact that many
of the sampled books seemed to be targeted at Latin American audiences rathex than at
wide international market. This can be deduced from the inclusion, in many of the
books, of names and elements from the local culture and the fact that the books LLOO,
LL10, MO5 for example, arec-authored by writers from the Latin American region

whereas LL10 igo-edited with local publishing houses.
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In the context of Argentina, this low featuring of cultural schemata in books that
are likely to be still used in the classrooms is particularly meaningful since intercultural
reflection has recently been introduced in the foreign language curriculum for secondary
education (Resoluciéon CFE N° 181/12).

Formal schemata
Finally, regarding formal schemata, and as can be observed in Figure 8, globally,
there is a slight decreasing tendency in activation during the period. Activation in the
year 2005, however, is again mostly a point of incongruity with the rest of the years,

showingavery low percentage of activation.

Activation of formal schemata

100 -
_/
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[-T4]
£ 60 1 = 2005
[
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o
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Figure 8. General trends in the activation of
formal schemta.

General tendency
If we analyse the general progression in the selected years (see Figure 9 below)

there is constant presence of activation at the beginning and end of the ten-year period,
although the year 2005 breaks the pattern with slightly less than half the activation
(41% compared to 84%) of the other years. Specifically, the activation of formal
schemata shows a marginally decreasing trend, whereas cultural schematdpexcept
pe& in 2005, stays flat with no activation in the beginning and end years of the period.
Unfortunately, since no previous studies have been carried out on the topic, a

comparison of these results with other findings becomes unfeasible.
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Activation of schemata
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Figure 1. General trend of activation of content,
cultural and formal schemata.

5.3. RESEARCH QUESTION 2

How does activation compar e acr oss the four skills?

General trends
As previewed above, the general tendency regarding activation of content,

cultural and formal schemata across all the skills along the period analysed points
towards constant presence (Figure).10 we focus on each of the four skills,
percentages of activation show a general rising tendency in all the skills if these are
considered independently of the type of schema they feature. The year 2005,
nevertheless, does score dissonant results if compared to the other two years, presenting
slightly lower activation in reading and writing skill practice but higher activation in

listening skill practice (100%3¥peaking follows a rising tendency.

Presence of activation in skill related
activitites
100
80
&
& 60 -
< 2000
S 40
9 m 2005
20 17 m 2010
O T T T
L R S w
Skills

FigurelO. Yearly averaged percentages of presence of activation in skills related
activitites in the featured years.
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Content schemata
The activation of this type of schetaan all skills is relatively high (well

above 70%) and there is a general rising tendency along the 2000-2010 period, with the
exception of listening skill practice which has a decreasing tendency (see Figure
11Figure 2). Given the fact that this last skill has traditionally been amongdiee
researched within Schema Theory -although far less than reaitngarked decrease

in activation cannot be overlooked. This relatively high level of activation of content
schemata is in line with the central role assigned to content sthemd their

activation in Schema Theory.

Activation of content schemata in 2000, 2005
100 and 2010.
90
80
70 +
o 60 1 02000
850 22005
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& 30 1
20
10 +
0 L R S w
Skills

Figure 21. Comparison of percentages of activation (over the yearly
overall instance of occurrence of each skill) of content schemata in
the sampled years.

Additionally, it must be pointed out that the year 2005 represents, yet again, a
break in the tendency, in this case with just belo% &s activation than in the other
two years averaged.
Cultural schemata

As stated in the previous section, this type of schanhad very low
occurrence and an even lower degree of activation. Cultural sthesre not featured
at all in listening skill practice in any of the years and, although featured in speaking
and writing skill practice they were found ntot be activated at all. Reading related
activities, on the other hand, did show activation, conforming to the popularity of

schem#a activation in reading skill practice in the literature (Aldreson, 2000; Ajideh,
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2003; Alexander & Fox, 2004; Al-Issa, 2006; Alptekin, 20p@his occurred, however,
only in one of the three years: 2005 (see Figure 12Figure 13).

Activation of cultural schemata in 2000,
2005 and 2010
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Figure 132. Comparison of percentages of activation (over the
yearly overall instance of occurrence of each skill) of cultural
schemata in the sampled yéars

Given the fact that there has been a marked revival of interest in cultural schemata
during the last seven years, the results obtained, which show neither activation nor
inclusion of this type of schematia 2010 are not encouraging. Even when the recent
research highlights the importance of cultural schemata for comprehension in language
learning contextsRazi, 2004 Alpakein, 2006; Jalilifar & Assi, 2008; Erte & Razi, 2009;
Sayeh, 2009; Rokhasi, 2012), this has not had an impact on materials design. The
guestion remains whether these important findings will eventually be introdaced

coursebooks in the near future.

For mal schemata

Finally, formal schemata show a rising tendency in activation during the period
2000-2010 in listening and speaking skills, whereas there is no change in reading skill
practice and a slight decrease in writing. As presented in Figure 13, the casenoidi
skills practice is worth noticing since the increase in activation is very marked reaching

7 Calfe & Greitz Miller, 2005; Anderson & Pearson, 1992; Andersofi31Brten & Razi, 2009; Cekic, 2007; Carrell
& Eisterhold, 1992; Carell & Eisterhold, 1983; Carrell, 1983; Grabet@®le®, 2001; Guthrie & Wigfield, 2000;
Hudson, 1982; Jalilifar & Assi, 2008; Johnson, 1982; Lee &R11€90; Nassaji, 2002; Nolan, 2002; Pratt & Krane,
1981;Razi1, 2004; Reynolds, Taylor, Steffensen, Shirey & Anderson, 1982; Rokttd2; Ruddell & Urnau, 2004;
Sharp, 2002; Sharp, 2008; Shen, 2004; Steffensen & Joag-884;, Taglieber, Johnson & Yarbrough, 1988; Tudor,
1988; Xie, 2005; Yopp & Dreher, 1994; Yu-hui, tang & Yue, 2010; Zhang, 2008; Zhao & Zhu, 2012.

8 Note:0 stands for schemata that is featured but not activated, whéoeématured implies that these

schemas were not present.
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a 67% of activation in the year 2010, whereas it shows no activation in 2000 and no

featuring in 2005.

Activation of formal schemata in 2000,

2005 and 2010
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Figurel3. Comparison of percentages of activation (over the
yearly overall instance of occurrence of each skill) of formal
schemata in the sampled years.

Like in many other aspects, the results for the year 2005 are not consistent with
the beginning and end of the period. It shows considerably lower activation in reading -
notably less than half the activation (38%) observed in the other two years- and
speaking (67% of the occurrence in the year 2010), no activation in writing practice and,
as mentioned before, no featuring of the type of schema in listening practice. It must be
highlighted that this inconsistenay activation, as well as in the other elements studied,
was observed across all the analysed aspects for the year 2005. The possible reasons for

this phenomenon remain unexpkdrand beyond the scope of this study.

5.4. RESEARCH QUESTION 3

What techniques are used for the activation of content, cultural and formal
schemata?

The activation techniques analysed were mainly based on categories in the
literature on the field -systematised in the chart on page 38-; others, however, emerged
from the data. A number of techniques suggested by theorists, on the other hand, were
not found in the sample; this was the caseinofusion of rhetorical frameworks,
construction of semantic map, previewing the taxd peer questioningOverall, the
activation techniques most used for activation of schemata across skilldinkse¢o a

previous activity, use of images and theappearance of a triggering element in the
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titleor rubric. In Figure 14 below the distribution of techniques usadluding details
about skills- can be observed; Table 20 in Appendix C shows the specific amounts and
percentages.

Vocabulary pre-teaching -another techniqgue much discussed by authors such as
Carrell (1984), Johnson (1982) and Taglieber, Yarbrough and Johnson (1988) - was not
considered as a category in the analysis since it is, strictly speaking, a baddiog
of schemata and hence falls outside the scope of the present work. For the detailed list

of categories used for analysis, both from the literature and emerging, see Table 12 in

Appendix A.
Didactic strategies used to activate in the four
skills
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Figure 144. Overall instances of activation techniques used to activate in the four skills
in the coursebooks (with specific reference to each skill).

Following is a detailed discussion of techniques.

Linksbetween activities
Links to a previous activity as means of activating schemata was the most

frequently used technique in all skills except in reading in whgs of imagescored
slightly higher with a52% overa 47% of use. Activation by means of links with
previous activities was examined in terms of what the relationship with the previous
activity was. It was found that the types of links established were of three k)rie-
guestioning and post-questionifiBeck & McKeown, 1981; Strangman, & Hall, 2004;
Erten & Razi, 2009) and 2)gap-filling, True or False and main skill practi¢ehich

reflected the presence of a pre-activity and is presented in Table 5) were the first two.
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Table 5. Example of main skill practiced with links tgpae-activity:the immediate previous activity
introduced the topic by the use of Shakira's photo and questioneth&ib@mccupation in the title,
whereas activity LL1QE8-S consisted of the main reading skill practice.

L10-17-S LL10-18-S
What's her occupation? 1. Language in context
Dos amigos estan hablando sobre Shakira.
[ e
o x ] @ Read and listen.
‘ ; i Boy: Who is this?
(k - Girl: It's Shakira,

5 { Boy: Is she Mexican?

Girl: No, she isn't. She's from Colombia.

Boy: What's her occupation?

Girl: She's a singer.

Yol v
@ L2751 Listen and repeat.

The third type of link wasimilarity in/recycling of the topican example of
which can be observed in Table 6 below. Type 3 was the most frequently found in all
skills except in reading, in which post-questioning and post-activities were more
frequent. Overall, nevertheless, links related to the topic weradsEecurrent.

Tabled. Links between activities through recycling of topic in the context of ardifit skill practice and
context.

NOO-7-S NOO-8-S NO0O-9-S NO0O0-10-S
W 2 Answer the gquestions. 3 Ask another student about histher = M
: g * Write a paragraph about your '

1 Where does Tony live? home.
2 How many rooms has he got? Where do you live?

.
HERE

Does Tony live in 4 house or a block

"¢y yv.~ house or flat.
of flats?

3 Where does he watch TV? 1
4 Where does he eat?

0

3
%
2
Z
Z
%
2
zt
=
-
2

T e i a house in \eads $¥s ook seven
coome Downstans fheces a Wishea,

a lwing room whede we. warch
Yelewnzion and a dioung, o where
ue cal. Thece's aleo a poreh
oatmde e frank dowr and a hall
Upstnics there are three bedvooms,
a bathroom and a ferlek. Ty
howee hae also 9ot a gamge and

a fwat and back garden o
e back gaden we. have got a
Gion pond

Other instances of activation by links with a previous activity, nevertheless, were
rather poor due to the fact that the link was not reinforced in the rubric as was the case
of the following example (LL-05-8-S, Figure 15
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rtr Agree or disagree
ré ith a ¥
Wor v.‘\" p— wits. Choose your
vith these statent
nswer from the
4on't agree
) ag ree
oree
80
5 t talented
Jctress in the worl
Brad Pitt’s a very good actor
} | like Robin Williams
4 | think Jim Carrey is very funaoy.
5 | don't like julia Roberts

Figure 5. LL05-8-S: a poor use of

links with previous activities.
In this activity, students had been dealing with the book characters expressing opinions
about different pop stars and agreeing and disagreeing with each other’s opinions along
the previous four activities; there is, however, no reference to that or a change of focus
towards the students’ own opinions in this new activity, which would have helped
learners instantly position themselves in the new task. The same poorly developed links
between activities could be observed in language related stheaman the case of
M10-8-S (Figure 16), which had been preceded by three activities dealing with these
items of vocabulary in the context afreading passage about a woman going on a
Safari and its post-activities. Links with previous activities could have easily been
emphasised, however, as can be observed, there is no reference at all to any other

activity.
Look!
Singular Plural

Crsaek
natches

atltery b
vy vatiernes

toMmpass compasses

Der ¥ Y
penknife penknives

people
Figure 6. M10-8-S.

The high frequency of use of previous activities to activate students’ previous
knowledge would also denote that coursebooks have been designed taking sequencing
into account, so that the links between the elements surely result in a sense of continuity
across the material as opposed to an amalgam of unrelated activities. The use of this
technigue would prove highly beneficial for reducing the cognitive load for students

since they can readily assign the already activated s¢aémaew activities.
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I mages
The use of images was the second most popular activation technique with 28%

occurrences. Images scored high frequencies in activation of formal schemata, as a way
of exemplifying/describing genres (letters, surveys, television guides) or in some cases
the genre itself was characterised by images, as in the case of comic strips and picture
biographies. Although no specific methodology was used in the present study for the
analysis of images, a basic observation of thesea@othparison with the activity they
targeted showed that, in some occasiding,images did not necessarily activate the
relevant schema. Such is the case of activity M1&G2igure 17), in which the images

used do not necessarily activate the schemata of camping and school trips, suggesting
that careful attention should be paid both by textbook producers and users to detect and
repair these mismatches.

T gesehool 7P

Reading

ereer i
3 Kr.hlll\rlnu.r

sets up
1 Listen ro the dialogue. Which person £¢ :
atsixo'clock? B3 i st

Mary Linda ——

Mary. Put senfence
Read the sentences about !
. and check. S5

a-fin order, Then listen 3

2
Figurel?. Misleading use of images: activity MIX®-S.
Triggering elementsin thetitles/rubrics

The third most frequently used technique involved the inclusiamigdering
elementsin the titles/rubrics with a 20% of occurrence. It was particularly preferred in

listening activities but it took a uniform third place in the other three skills. It was also
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very often used in language related content, though in these cases in a rather poor way,
since there was no reference to the meaning of the language or the function performed
through it, which could have built schemata and activated already acquired language.
On the contrary, almost in all cases, the two or three options that were to be used to fill
in the gaps osimply the grammar element targeted appeared in the titles, e.g. activity
LLO5-13-Sin Figure 18 below.

Figure 187. Activity LL05-14-S.

The techniques following in frequency wesxemplification with 7% of
occurrence (particularly high in writing activitiesgiting of the context of the activity
to guide students to activate the relevant schemata, scoring 5% occurrence, and the use
of personal questions, with 3%. It is noticeable that, although recommezhdy
theorists (Carrell &Eisterhold, 1992; Erten & Razi, 2009 King, 1994 as cited in
Strangman & Hall, 2004 Qrainstorming of the text had a very low incidence (0.3%)
whereagr e-viewing of the text had no occurrence at all.

Techniques and types of schemata

Regarding the relationships between the types of schemata and the techniques
used, the trends in content related activities coincide with the general trends regarding
the favoured choices (see Figure 19). There seems to be, though, a slight decrease in
frequency along the time period. This does not contradict the tendency towards a
general increase in activation, since it must be remembered that there were usually more

than one technique used at any one time.
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Figure 8. Activation techniques used to activate Content Schemata in each of theghiree y
(coursebooks).

In the case of cultural schemata, it is observed that links with previous activity
and images are again the most used activation techniques with 44% occurrence each.
This is presented in Figure 20 below and in Table 43 in Appendix C. The case of this
type of schemia is problematic since it must be remembered ifisateaturing in the
year 2000 was non-existent and its minimal occurrence in the year 2010 presented no
activation, hence, no evaluation of the tendencies in techniques used along the whole

period can be ventured.

Cultural schemata

Instances

2000

W 2005
W 2010

Figure 20. Activation techniques used to activate Cultural Schemata in each year
(courrsebooks).
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Finally, formal schemata were activated mainly by means of images (39%), also
through the use of a triggering word in the rubric/title (33.9%) and links with previous
activities (17.9%)-see Figure 21 Figure 219 and Table 44 in Appendix C.

Formal schemata
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Figure 219. Activation technique used to activate formal schemata in the different years
(coursebooks).

The genre related elements featured were: sports club membership pass, letter
(x2), picture bibliography, comic strip (x2), description of a person, personal business
card, advertisement, interview (x2), personal information form, personal profile, family
tree, person's description (x2), TV guide, survey (x4), shopping exchange, picture story,
telephone conversation (x2), e-mail, web-page (x 2), postcard, conversation and
physical description. Apart from the occasional naming of the genres in rubrics and
titles, there was no further reflexion, descriptions of their purpose, audience, etc., i.e.
genre/form related text previewing (Carrell, 1984b) that coulvae students’ formal

schemata.

55. RESEARCH QUESTION 4

How doesthe activation presented in the textbooksrelate to the activation

presented in the teacher books?

In order to triangulate data, activation was also observed in the teacher guides
corresponding to each book. The results point to most activities being activated both in
the student books (82%) and in the teacher guides (91%), as can be observed in Table 7

below. However, almost half of the percentage of activities not activated at all in the
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coursebooks was activated exclusively in the teacher guides, i.e. around 9 % of all the
activities sampled were activated only in the teacher books. This result points to the
importance of promoting the use of teacher guides, especially among novice teachers
and those with less training. Although more experienced teachers would be expected to
proceed to activation regardless of the omissions in the coursebook, less experienced
teachers and those who lack the relevant schemata might not provide optimal activation.

Table 7. Yearly averaged percentages of overall activation in the sampled
books (calculated over each year’s occurrence).

Year 2000 2005 2010 Total %
Activated in the C 79.8 80.7 85.8 82
Not activated in the C 20.2 19.3 14.2 18
Activated only in the TG 11.8 5.4 8.5 9

The frequencies of occurrence of suggestions for activation proposed in the
teacler guides confirmed the major trends observed in the coursebooks, with
suggestions for thexploitations of images in the student books and oflinks with
previous activities scoring high (15.1% and 14.5%). Unlike results from the student
books, recommendations satting the context of the activity, nevertheless, scored
equally high with a 15.1% (Figure 22 below). Other relatively frequent techniques in the
teacher guides were brainstorming, elicitation of expected content, exploitation of the
examples in the book and new exemplification by the teacher. As in the student books,
there was no instance of strategy training in schema self-activation in the teacher guides
either. This has been a topic that has attracted the attention of several researchers
(Singer & Donlan, 1982; Yopp & Dreher, 1994; Ogle, 1986; Carrell, 1984b; Webster,
2001; see page 26); the fact that it was not present in the sample, however, was not in
line with these suggestions. As can be observed, the categories that emerged from the
data analysis of the teacher guides were more and, in some cases, different from the

ones considered for the student books (for the full list see Table 13 in Appendix A).

Regarding the techniques suggested for activation as related to skills, the results
corresponding to speaking practice are surprising. Considering the low number of
research studies found in the literature, the expectation would have been for them not to
be particularly activated; the number of techniques suggested (29.7%), however, is

comparable to the ones for reading (30.8%). Writing and listening skill practice are the
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ones with less activation suggested as compared to the others, but the amount is still
fairly high (19.2% and 20.3% respectively).

Teacher guides: techniques suggested to activate the four skills
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Figure 2210. Overall instances of suggested activation techniques for the four skillsteattteer
guides (with specific reference to each skill).

All in all, the general amount of suggestions for activation in the teacher guides
has a 25% increasing tendency along the ten-year period, as can be observed in Table 8

below.

Table 8. Techniques suggested in the teacher guides for the ten-year period.
Techniques 2000 2005 2010
Image exploitation 9 4 12
Reference to previous activity 8 9 9
Personal question 2 8 7
Authentic materials/realia/flashcards 2 2 2
Elicitation of schemata 9 9 3
Elicitation of expected words 0 4 0
Brainstorming/Elicitation of expected
content 4 9 5
Setting of the context 8 4 14
Exemplification 6 5 2
Exploitation of title 2 1 0
Exploitation of example 2 0 11
Total 52 55 65
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In the coursebooks, on the other hand, there is a 21% decreasing tendency which

can be seen in Table 9.

Table 9. Techniques used in the coursebooks along the ten-year period.

Technique 2000 2005 2010
Previous activity 45 35 39
Image 30 32 26
Personal question 4 4 3
Exemplification 11 7 4
Setting of the context 7 4 5
Brainstorming/Elicitation of Sch. 1 0 0
Total 98 82 77

In addition to this, the activation in the teacher guides appears to be richer in
terms of number of techniques suggested. As can be observed in the two tables above,
while there are twelve different techniques suggested in the teacher guides, only six
techniques are used in the textbooks, some of which present some deficiencies as
mentioned in the previous sections. It could be interesting to investigate the reasons
accounting for this observed disparity between tendencies regarding amount of

activation techniques used and their quality in coursebooks and teacher guides.

Furthermore, it was observed that the techniques used in the student books
sometimes did not match the ones suggested in the teacher guides. On some occasions
for example, there were personal questions included in the coursebook as a means to
triggering a particular schema, but thevere no suggestions to make the most of them
in the teacher guide, whereas the rest of the suggestions in the latter were extremely
detailed. This is to be expected since the two are in many cases not written by the same
authors. There is, however, an urgency for resources to be both linked and mutually
supportive to really enhance teaching practices and the potentialities of the materials.
Regrettably, no other studies comparing activation of schemata in student and teacher

books are availabl® contrast with these results.
5.6. CONCLUSION

This chapter has reported on the results of the data analysis as related to each of
the specific research questions. It has also interpreted and discussed the findings and

related thee whenever possibldap the scarce previous research available, deriving
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consequences and practical considerations. In the next chapter, the conclusions and
applications of the present study will be presented.
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Chapter VI: Conclusions and Applications

CHAPTER VI: CONCLUSIONS AND APPLICATIONS

The aspects of Schema Theory explored in the present study are highly relevant
to ELT practices. It aimed at determining what schemata are presented in the
coursebooks we use in our classroom, whether these schemata are activated and how
that is done. Furthermore, it intended to detect any terelaiong a ten-year period of
time. By means of a descriptive approach based on document analysis and a mixed
method research design, the study arealys sample of sections of coursebooks and
teacher guides used locally in the city of San Luis, in the period 2000-2010 looking to

answer the above questions.
The following is a summary of the main results obtained:

e The activation of all types of schemata across skills is relatively even, though it
must be noted that, as expected, activation in reading is slightly higher than in the
other skills. Contrary to expectations (considering that research on gehema
activation has focused on reading and listening almost exclusively) activation in
listening activities, on the other hand, showed the lowest frequency.

e There is a very high frequency of linking between activities across the units.

e Cultural schemata are extremely disregarded both in terms of featuring and
activation, which is an issue for concern given the importance that has recently been
given to this type of schensin the academic world.

e There is a greater variety of techniques suggested for activation in the teacher guides
than in the student books, probably due to the same fact that both are, in general, not

written by the same autr®

The working hypothesis that there would be a variation in the activation of
schemata along the ten-year period was partially refuted, since the activation of content
schemata was relatively unchanged. However, formal schemata decreased in activation
and the activation of cultural schemata was minimal. The hypothesis posing variation in
activation depending on which skill practice the schema was embedded, was to some
extent, also refuted, since although the activation in listening skill practice was slightly



lower thanin the rest of the skills, the fluctuation was not substantial. The last
hypothesis venturing that there would be differences between activation in the student
books as compared to those suggested in the teacher guides was confirmed. The teacher
guides suggested additional techniques besides those used in the coursebook, both in

types and number, which could have made activation richer.
6.2. CONTRIBUTIONSOF THE STUDY

To some extent, thecantinesof research analysing schema-related issues in
EFL internationally-produced coursebooks makes the present work unprecedented. As
mentioned in the introduction, schema-related issues have been identified by researchers
(Crawford, 2002/2005asinadequacies of ELT commercial instructional materials. The
present study coincides with this earlier research in relation to materials failing “to

contextualise language activities” and foster adequate “cultural understanding” (p. 81).

Additionally, the links of the present study to a specific context -ELT in the city

of San Luis- with particular characteristics and needs imply that the results can be of
significance for local improvement in ELT practices. As research suggests, local EFL
teachers’ conceptions and practices point to lack of inclusion of higher level processes
(Puchmiiller, Gioia, P4dez & Suarez, 2011, p. 11) and an uncritical attitude when using
coursebooks (p. 15). In response to this, the results of the present study indicate a need
for trainers to aim at developing awareness of activation techniques used in
coursebooks, their weaknesses and the value of teacher guides in terms of suggestions

for activation.

At the same time, it is a comprehensive study, which sheds light on many
aspects of EFL textbooks and their connections to the teacher guides that accompany
them. Furthermore, it indirectly challenges coursebooks as sources of authority and
prestigious elements in the classrooms (Ur, 1996/2009), a process that | judge highly

valuable in itself.
6.3. LIMITATIONS

The present study centres solely on materials for general English at beginner
level and in formal education, whereas the results of similar studies analysing materials

aimed at other contexts or higher levels of language could produce different outcomes.
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Furthermore, the types of materials under analysis are those published by international
publishing houses, so studies of teachers’ or institutionally produced materials might
reveal different tendencies. Finally, it must be mentioned that the coursebooks
corresponding to the years 2000 and 2005 are not likely to be still in use at schools at

present.

6.4. RECOMMENDATIONSFOR FUTURE RESEARCH

The present study tried to establish the way in which schemata were
implemented in coursebooks. In addition to this, it would also be relevant to investigate
how schemata are activated in the classrooms and whdsladdut schemata and their

activation teachers hold.

Another issue that was beyond the scope of the study and could be of interest for
future lines of research refers to the inadequacies observed in the information regarding
the year 2005, since most of the elements analysed showed dissonant data. Likewise,
future research might focus on the mismatch reported between the general tendencies
regarding amount of activation and quality and types of techniques used in the
coursebooks as compared to the teacher guides throughout the ten year period under

study.

Furthermore, regarding the building of schemata, Bransford (1984) pointed out
that in the earlier times of Schema Theory most studies had targeted tschetmation
but few focused on the building of schemata. Judging by the scarcity of previous
literature on the issue, this still seems to be the case. This fact, together with the very
low number of instances of building of schemata found in the preliminary explorations
of the present study suggest that exploration on whether and how the above is done in

coursebooks would also be of interest.

6.5. IMPLICATIONSAND APPLICATION OF THE RESULTS

The results of this study could have important implications for school and
educational authorities, teachers, teacher trainers and EFL book writers and publishers.

The findings suggest the need for teachers to have easy access to teacher guides

in their institutions. It is imperative fauthorities at schools to ensure the supply of
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EFL teacher guides to their libraries; this should also be a prioritgdocational
governmental authorities in charge of providing EFL books to schools. In the city of

San Luis, for example, many schools have been sent sets of coursebooks in numbers to
be used by whole classby the national government, but the accompanying teacher
guide and audio material were not included. This suggestion is based on two facts: 1)
for half of the activities that were not activated in the coursebooks, suggestions for
activation were provided in the teacher guides, and 2) the activation suggested in the
later showed to be much richer and more elaborated than that provided in the student
books. On the same lines, it is pertinent to mention again that most of the teacher guides
needed for this study were not gathered from teachers in the school or from the school

libraries, thus confirming that the access to these resources is limited.

Teachers need to be aware of some of the relative effectiveness of the activation
techniques sometimes used in coursebooks, especially the poor use of links with
previous activities and images-schema mismatches. Furthermore, they should be trained
to develop other activation techniques suggested by researchers which, however, tend
not to be favoured by book authors (e.g. previewing the text, peer/student pre-
questioning, pre-writing/discussing schemata). They must also be aware that teacher
guides, on the other hand, provide a rich and elaborate source of suggestions for
activation of students’ schemata and thatthese resources should be exploited.
Furthermore, teachers should teach students how to activate their own previous
knowledge independentl{fraining students in the recognition of tasks’ schema-related
needs and giving them tools to bring to mind the relevant familiar schemata could help
them be more independent in their language learning, to say the least. Finally, teachers
must be particularly aware of the low amount of cultural schemata presented in
coursebooks in order to increase these quantities in line with the new governmental

curriculum guidelines for secondary education (Resolucion CFE N° 181/12).

Teacher trainers, for their part, should ensure schema activationais
sufficiently emphasised topic and that trainees and teachers undergoing CPD are
adequately exposed to the main research findings in relation to this concept. Teachers
should also be instructed on effectively tested activation techniques that, though not
used in commercially produced textbooks, have proven to be effective (such as
previewing the text, peer/student pre-questionimg;writing/discussing of schemata).

They should also be made aware of the value of teaching self-activation strategies so as
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to raise awareness among teachers and trainees. As mentioned before, coursebooks
many times act as teacher training manuals (Richards, n.d.; Harwood, 2005) so it could
be of great use for trainers to make teachers conscious of the techniques authors use and
their degree of effectiveness. Most importantly, trainers should make teachers aware of
the relative lack of cultural content in books and guide them on what and how to include

it.

Finally, the results of the present study could be of great valueHRbrbook
writers and publishers. Their products could be improved by providing more
meaningful links between activities and greater schanaativation in the rubrics by
means of contextualisation and previewing of the texts. The other issue that should be
addressed by authors is the featuring and activation of cultural schemata. While the non-
featuring status in the year 2000 improved to featuring in subsequent years, the presence
in the year 2010 was minimal and there was no activation at all. Although formal
schemata were moderately featurad,increase in featuring of this type of schémna
could greatly help students’ overall comprehension and learning of the language.
Embedding the linguistic content in a variety of genres could provide a context for the
language to be learnt rather than the grammar, vocabulary and pronunciation of the
target language in isolation, as was the case in a good number of the activities analysed.
Finally, including researchers’ suggestions for training in self and peer schemata

activation techniques would also be of great advantage.

6.6. FINAL COMMENTS

Coursebooks for ELT nowadays, to some extent, dictate the curriculum
(Littlejohn, 1998; McGrath, 2006) making their careful evaluation crucial to ensure the
important assumptions in the process of learning and teaching a language are reflected
in them. In this context, a proper application of Schema Theory can make a great
difference in students’ comprehension, motivation and success during their process of
language learning. Some of the findings from the present study can be a point of
departure for reflexion and improvement of practices within EFL teaching and materials

design.
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APPENDIX A
GENERAL DATA



SAMPLE

Tablel0. Full detailed information of the sampled coursebooks and teacher guides

School

2000

Year

2005

2010

Colegio Juan
Crisostomo
Lafinur (N)

Colegio Juan
Pascual Pringles
(M)

Esc. Maestras
Lucio Lucero
(LL)

Downie, M. (1996)Your
turn 1. Student’s book.
Londres: Richmond

Taylor, S. (1996)our turn
1. teacher’s Book. London:
Richmond

Granger C. & Beaumont D.
(1993)Generation 2000.
Student’s book. Madrid:
Heineman

Granger C. & Beaumont D.
(1993)Generation 2000.
Teacher’s book. Madrid:
Heineman

Battersbury, A. et al
(1998).Polimodal English
1. Santiago de Chile:
Macmillan Heineman

Villareal, O. (1999).
Polimodal English 1.
Buenos Aires: Macmillan
Heineman

Abbs, B. et al (2008)n
Focus 1 Student’s book.
Bs As: Pearson

Abbs, B. et al (2006 1In
Focus 1. Teacher’s book.

Harlow: Pearson Educatior

Garcia Cahuzac, S. &
Tiberio, S. (1999)Explorer
1. Student’s book. Bogota:
Macmillan Heinemann

Cresta, E. et al (1999).
Explorer 1.Teacher’s book.
Bogota: Macmillan
Heinemann.

Downie, M. et al (2001).
Your choice next Buenos
Aires: Richmond.

Otermin, S. (senior ed.)
Your Choice Next 1
richmond publishing
London 2000

Soars J. & Soars L. (2007).
Headway Beginners.
Student’s book. Oxford:
Oxford University Press

Maris, A. et al (2002)New
Headway Beginners.
Teacher’s book. Oxford:
Oxford University Press

Wetz, B. (2009).
Adventurers StartelOxford:
Oxford University Press

Mark, G. et al (2005).
Adventures Starter.
Teacher’s book. Oxford:
Oxford University Press

Otavio de Barroso Suoza, L
(2008).Chat 1, student’s
book.Buenos Aires: Pearso
Education-Tinta Fresca

Casuscelli, L. & Gandini
M. (2007).Chat 1. Libro
para el maestroBuenos
Aires: Pearson Longman

Table 115. Coding system for each book together with the characteristics ofitfe and number of

pages sampled.

School

2000

Year

2005

2010

Juan Crisostomo
Lafinur (N)

Juan Pascual
Pringles (M)

Maestras Lucio
Lucero(LL)

NOO: Your turn 1
8 pages sampled: 1 unit
with 6 subsections

M 00: Generation 2000
7 pages sampled: 4 units

LLQO: Polimodal English 1
13 pages sampled: 1unit
with 8 subsections

NO5: In Focus 1
8 pages sampled: 1 unit
with 4 subsections

MO05: Explorer 1
8 pages sampled: 1 unit
with 4 subsections

LLO5:Your choice next 1
9 pages sampled: 1 unit
with 8 subsections

N10: Headway Beginners
9 pages unit sampled: 1 un
with two loose subsection

M 10:Adventurers Starter
7 pages sampled: 1 unit
with 4 subsections

LL10: Chat1
9 pages sampled: 5 Lessotr
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SCHOOLSVISITED

e Escuel&Paula Dominguez de Bazan”
e Escuela Publica Experimental Desconcentrada ‘NDr3Carlos Juan Rodriguez”

Colegio N 1 “Juan Crisostomo Lafintr

e Centro Educativo N8 “Maestras Lucio Lucero”
e Escuela NormétJuan Pascual Pringles”
INSTRUMENTS
School, date used, name of the book |
7 Activity Student’s coursebock Page No, presence of] Tezcher's book Page No, presence of
§ 2 | Skl [Area activation & type of activation & type of
e activationd \ v activation
Figure 23. Chart used for data analysis.
CATEGORIES

Table 126. Final list of categories emerging from the analysis of data from the cooksefitems
marked * are only based on concepts by these authors but might have concepts by this study’s author
included; categories marked ** were entirely developed by this tudghor).

Activation technique

Author?®

Description

Use of pictures

Taglieber, Johnson &
Yarbrough, 1988*

Inclusion of images accompanying text/activiti
for illustrative purposes or as part of it
task/activity.

Use of triggering elements in
titles, rubrics & others
adjacent tothe text

Hartley & Davies, 1976 in
Lee & Riley, 1990*

Use of titles, rubrics and other adjacent element
the text/activity that are relevant to the scher
including instructions.

Brainstor ming/dicitation  of
schemata

Ogle, 1986

Presence of questions to students based c
specific keyword that would trigger the releva
information (whole class).

Contextualising/setting the
context

Bransford & Johnson,
1972*

Setting of the context by means of description
participants, places, purposes, etc.

Linkswith previous
activity**

Presence of links with previous activitie
(immediate or not) that would make studet
continue focusing on the target schema by senc
the students back to the previous activity

° In most of the cases the authors cited have not developed thetsdngemerely mentioneitor used it
in research, generally without a specific definition.
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mentioning of any of its constituents.

Personal questioning**

Presence of a direct question to students o
personal detail relevant to the targeted schema.

Exemplifying**

Presence of an example to depict the targe
schema.

Peer questioning

King, 1994 * Encouraging students to ask and answer each ¢

guided, self-generated questions.

Previewing the text

Carrell & Eisterhold,
1992; Shen, 2004

It would include not only presenting an outline of
text to read but might also involve teaching
concepts that might be socially or culturally alier
the readers or structures and specialised vocal
(Carrell & Eisterhold, 1992).

Previews are introductory materials presented
students before reading to provide spec
information about the contents of the readi
materials (Shen, 2004

Construction of Semantic
map

Carrell, 1984b;Pearon &
Spiro, 1984 Strangman,
& Hall, 2004*

Drawing a semantic map on the basis of students’
previous knowledge or, if after reading, on t
content of the text.

Inclusion of rhetorical

frameworks

Inclusion of clues on formal and content schem
in the rubric, eg. “This passage presents a collection

of descriptions of some activities the French

during their leisure time. These activitie
demonstrate an interest in both personal enrichn
and communication with others” (Lee & Riley,

1990)

Lee & Riley, 1990

Table 137. List of emerging categories for activation technique in the teacher gui

Suggested activation
technique

Suggestions for the teacher:

Referenceto previous activity

to refer to previous activities and/or what has been done in them (e.g. “ Ask
students what Kevin’s father wants -in the cartoon story on page 32-. Studel
re-read the story if necessary”, N00-3-T).

I mage exploitation

to mention, discuss, describe the images included in the studerks(dgo
“Focus on the picture of the Treasure house”, M00-21-T).

Personal question

to ask students personal questions related to the relevant schema (e.g. “Do you
watch/like soup operas? Which ones do you watch? NIb).

Exploitation of example

to refer, discuss the example present in the book (e.g. “In this exercise students
write about themselves. Focus attention on the examples in the speech bubbles”,

N10-18-T).

Exemplification

to provide examples/further examples related to the relevant scheman(e
MO0O0-23-T teachers are expected to provide examples of directing studer
different places in the school.).

Setting of the
context/contextualising

to reconstruct/tell students the situation in which the text is produced/t
produced characters involved, purpose, etc. (“Tell students they are going to
hear a conversation between Jack and Priya talking about music” LL05-3-T)

Exploitation of title

to read the title and use it as a means of focusing student’s attention on the target
schema (e.g. “Discuss the title of this unit. What could it mean? What topics
does it suggest? LLO5-1-T).

Elicitation of expected
content/prediction

to ask students what they expect the content of the text will be. (e.g. “Ask them
[students] what they think happens in the story”, M05-3-T)

Authentic
materialgrealia/flashcards

to use/show students real objects/flashcards/posters that are related to the
schema (e.g. N1@1-T suggests asking students to bring photographs from t
families).

Brainstor ming/Elicitation of
schemata

to ask students to figure out what the contefithe text will be (e.g. “Ask
students what they associate the word ‘suspense’ with.”, M05-2-T)

Elicitation of expected words

to ask students to provide words related to the relevant schema (e.g. “give
students five minutes to write any words or names they can thinkatédeo
the world of music”, LL05-9-T)
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Page No, presence of

Page No, presence of
activation & mode of

activationx

Teachers’ guide

activation & mode of
activation

p. 3V

A: Image

A: Triggering
element in the
rubric/title

Snapshots

1 With books closed, start drawing a house on the
board, line by line, and get the class to guess
what you are drawing. When you establish it's a
house, students brainstorm as many rooms as
they can in groups and help each other with
meaning and pronunciation,

Students open their books and see how many of
their rooms are mentioned. Students match the
pictures with the rooms. Feed back in open
pairs.

What's picture A? / It’s the ...

p.3v

A: Image exploitation
A: Elicitation of expected

words

Activity Students’ cour sebook
s 3
s
I
- Hon
s
ST Al P IENCICIREES
1 Match the rooms to the pictures.
kitchen
living room
bedroom
garage
c |2
F |R

P. 32«

A: Image (both)

2 Students shut their books. Ask them how
confident they feel at listening. In groups,
students discuss their feelings and any reasons
why they find listening difficult (in their mother
tongue).

p. 3k
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—{ Hint -
This kind of self and self-or
encourages reflection in learners which helps
them become more autonomous, It also gives
you an opportunity to see if students are
objective in their self-criticism. It might be that
some students rate themselves as bad at
something when really they are quite good. This
can indicate a lack of self-esteem but also a lack
of awareness of what is expected of them in
different classroom activities. You can help this
by making your objectives explicit before an
activity:

Controlled practice.
In this activity it’s important to think about
getting the grammar right.

Reading skills development, scanning.
In this activity it's not important to read every
word or understand every word.

As students become familiar with the
methodology, you can elicit from them What'’s
important in this activity? to help them realise
what is expected of them.

L R e AR C S

Explain that they are going to listen to a text.
Those students who feel confident at listening
should listen with their books shut. Set the
question Where's Erin? and play the cassette.
Students listen and then check in pairs. Play the
cassette again while they read. Ask them to put
up their hand when they hear the answer to the

question.

Pr

Complete the dialogue with these words.
can can't

you help me in the kitchen?

I'm sorry, | . I'm busy.

@ Listen and repeat.

P. 33

v
A: Previous activity
(CL-G&C)

B: Exemplification
(CL-Pr)

1 Ask students what Kevin's dad wants (In 1€
cartoon story on page 32). Students re-read the
story If necessary, Feed back students’ answers.
Tell students to complete the dialogue.
Meanwhile, write Asking for Help on the board
and copy up the dialogue, with gaps. Students

check in palrs.
CNECK I pairs, s

2 Play the cassette. Students listen and check.
Feed back by elteiting the missing words onto
the board. Play the tape again and tell students
to concentrate on pronunciation. Give a model
and drill, Do some open palrs practice and
encourage student = student correction.

Key  Can /kan/ you help me in the kitchen? I'm sorry,
I can't fkant/. I'm busy.

p. 3tV

A: Previous activity(CL-
G, O

B: Exemplification (CL-
Pr)

Act a similar dialogue with these words,

bedroom living room
garden garage

p. 3V

A: Previous
activity(CL-V & C)

3 In palrs, students practise the substitution
dialogues,

p. 398
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CL

GAME

e HEC K
1 study vhis,
Whise hatis red?
Mary's hat s red.
2 What does 's mean?

a thete are two prople called Mary
b the hat bielangs o Mary

P. 33

(The image does
not activate the
schema)

Game Check

I Ask studentsto hold up a pencll Then ask
Whose percil's red? and let the students shout
oula name. Select one of these and glve a model
Mania’s percil’s red Elicit another example from
the students and give a second model, Repeat
with a ditferent colour and elicit more answers.
Students look at the example in exercise 1 on
piage 33

2'In pairs, students discuss What does % mean?
Ker b

p. 3tV

B: Exemplification

CL

3 Whose hats are these? Write
sentences

4 Make your own hat maze.

p. 3V

A: Previous activity
(both)
A: Image (G)

3 Use Mary's hat is red as an example on the
board, Students follow the maze to find the
owners and write sentences. Check in palrs,

4 Students can make their own mazes with hats or
with classroom equipment from unit 2, page 18
(e Maria's pencil, Jose's rubber. Javiers
calculator) and pass them to another student 10
solve.

Students who need more practice can look at
Grammar Reference on Page 87 and Workbook:
Possessive 's exércise on page 23.

p. 3tV

A: Previous activity (botk
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Cux 7

BY ol ~

ml CULTURES

p. 3V

Across Cultures

p. 3tV

CL A: Image (C A: Brainstorming (both
l 1 Does Tony live in a house or a block . . 9 ( ) Houses and flats 8 g ( )
C R | offlats? A: Triggering On the board, draw a gallows and eight dagy, &
10 element in the represent the letters of bungalow. To play ;‘
| 4 rubric/title (C & hangman, elicit letters from the students, i aicil
i 3 CL) is in the word, write it on the appropriate dash =8
4 1 continue until someone can guess the worq It
i 2 I Jetter is not in the word, draw a head on tp, k
i 2 I ' gallows, then a body, etc. It is also usefy] t, Write
I s 1 up these letters on the board so students 3
I sy | remember which have been suggested, Bfainsm :
| 1 other types of accommodation students kny, 1n'
I 1 English. ) b
1 Tell students they are going to read a tey o8 8
l T \we in a housein \Leeds. s got seven | the answer to the question Does TOny live ing
I cooms Downstmirs drere's a wichen, | house or a block of flats? Students open thej, -
g 3&&“2%5‘2‘1?? wak L ) books and put their hands up as soon a5 they
| weeat. Theres alsoao poveh ] find the answer to the question, e
i oursde the font door an\d)e‘; hall. :
Vpstairs there are three Yoorn'S,
bathroom and a toilek. Ty
| :avse has alg:oeo\’ a gage and |
| ¢ Lot and en. Tn I
¥ 2ne back gasden e have got a
| Sen e i
Cc 8 2 Answer the questions. p 33V Nominate different students to read out the p.3gV
R live? ’ questions. Tell students to read the whole text . .
1 ‘Whr doss Taly we.h it _ . find the answers to the questions. (They B: Explanation of Sch
(p-a) 2. How mahy racms has he gat; A: Previous activity  ghouldn't stop if they can’t understand 5 A: X
aword,
2 Wihers Hiee Hesuateh TV2 Check and discuss in pairs. 5
4 Where does he eat?
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— Hint } :
Students are often blocked by vocabulary they
don’t know while reading. We therefore needl
train them to use strategies they already usein
their own language to cope with unknown
vocabulary.

e

In this text, possible problem words are: porch, "'4
fish pond, toilet. The students don't needto
know these in order to answer the questions.
Tell them they can ask questions afterwards, but &
they should do the exercise with what they
know and not worry about what they don't knw@

3 In pairs, students ask each other about their

C 9 3 Ask another student about his/her p 3V -
S home: A: Previous activity ~ ©mes using the questions in exercise 23538 | A: previous activity
Where do you live? guide.
C 10 : i P. 3£« Mlni PrOjeCt P. 3“
W o . . -
A ’ k Write a paragraph about your 2: _FF:ieV'g::i activity - Students write a paragraph about their home. TH
() ; v house or flat. I. 9ge E can ask you for vocabulary they need (or us¢d
= element in the dictionary) for up to a maximum of three words
rubric/title
mart
CL |11 p. 3V GraM Continuous P. 3V

Present continuous A
1 Match the activities to the people in

Erin’s family.

watching TV having a bath working

reading playing football

P

A: Setting of the
context

A: Image

A: Previous activity

ats s look at the pictures of Erin's family and
e activities to the people. Check in pairs

- SEECHLSLSRE W

A: Previous activity
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p. 3V

d play the cassette. In pairs,

p. 3%

to wear (present conti i i
ntinuous) your family are doing at the 1
lam/'m wearing | t g
[ am not'm ¥ R Sl
ou are/'r, i noy i
r}e i € wearing YOu are not Wearin | wearing?
: i
she I's wearing h'e *otisne ° Z’e ') ?
it/ wearin [ 2 fisn't wearin .
q it is not/ 9 she wearing?
we are/ wearing | 9
you  /'re wearing | S g Wearing e
: | you a i
are/  wearing ! rhey I're not Wearing are s
are not/ d Wearing?

—

are wearing?

=y ] ; | n
CL |12 2 4 Listento Erin talking to her dad : ) setthe tas(l)(:lpare wnmrets, Eo3ERE eeagisln
How many activities does she A: Setting of tke stude“tz %tudents can note down which actions
L mention? context (L) tocheC 5. Check in pairs and then feed back.
A: Previous 8 Tﬁ:tape again if necessary and ask students
activity(V, L) Pla);.,out stop when they hear an action
tosﬁoned' Press the pause button and ask the
T&Sem(s) which action they heard.
<
- i context. Ask students to
C 13 3 ‘Unjumble Erin's diblogue, p.3V o thir;)a;kt;::;:emember about Erin’s family. P. 35{ h t
a Dad: How are you? A: Previous activity ricacpk they know her father is in America and A: Sgtt_mg_ of the contexc
o} T otk C emother’s in the UK with her. Students look A: Elicitation of schemas
. : T
R e :‘Ifrough the telephone call between Erin and her
- jather and then, in pairs, re-order the text by
Dad: Hi, Erin. ) A
4 eck with
Erin:  Hi, Dad. pumbering the sections. Pairs ch
¢ Erin:  She's OK. another pair.
Dad:  What are you doing?
Erin:  I'm playing football in the garden
with Kevin.
d Dad: I'm making dinner.
Erin:  Here's Mum, now. Bye Dad. | miss
you.
Dad: | miss you too.
e Erin:  She's working. What are you
doing?
f Dad: Areyou being good for your
mum?
Erin:  Yes, | am.
Dad:  What's she doing?
: the table and compare in P.3
4 Work in pairs. Compl p. 34¢ 4 Students complete 3¢
CL 14 irs. Complete the table. © Write sentences about what | pairs. In feedback, revise the pronunciation of

the contracted forms of the verb to be by
eliciting:

T I'am

C/I'm

(Fast finishers could do this activity now (see
~ notes below).

106



APPENDIX B | NOO

CL 15 ) ; : P 3 4J 5 In pairs, students work on the rule and check P. 39
5 work 'f.‘ pairs. Answer the questions, B: Encourage with another pair, Students copy the rule and «
G 1 In which of these sentences is the verb in : 9 the table into their books. If students are A: Previous activit
the present continuous? research o confused, refer back to Exploring English B: c > /yS S
a I'm playing football with Kevin, A: Previous activity = sections in units 2 and 3 to revise the use of the - Lomparison w,
b I play football with Kevin. present simple. Students look at ‘e’ in th;e1 phone culture/reality/lang.
conv 3 this to the
2 When do we use the present continuous? piguzsﬁé?jnczzlgaflzg ts}:?lﬁ?compare the
a to describe actions which are temporary, tenses to the mother tongue.
or happening now or around now.
b to describe habits and routines.
. 6 > the
CL 16 6 Write QUeSHIoHE arid ansvsrs. P. 3“ ) ;\l\l/lr(ilhvllir‘(l. u:«(n::::l 1;;r m:m:;«:’.r one on the board P. 35«
3 ! estion in the present . i~itati
W 1 Slmon/shop clmmmj("” Write this on the board, Then elicit A: Elicitation of expected
;m answer and write it below the cjuestion. content (bOth)
What ik tudents copy this into their books and then
= . continue the exercise, Check in pairs, Feed back
e e In open pairs: student A reads a question and
2 Mary and John/listen to music nominates another student, who answers,
3 We/study Engli
glish
4 You/read my book
arn [ 4
CL 17 @ = P. 3Fx an Je In exercise 1 and P 4(“
1 study this. | Students study the example is asking for help. If LAl
G oy discuss in pairs f the person 18 2erl i oo A: Elicitation of expecteq
Can you $ing i + what Is s/he doing? Feed e Ik about
No, | can‘t but I can play the guitar. '""c}“ 1s know that can is also used to md i content
4 students K ; 3 {. Tell studen
S ey : on the board
tha P QI ki
SAME. | ot the first prompt with a student and
i and answers with % g
CL 18 2 Make questions ihtiees P. 3¥(V) bl . first prompt with a student and P. 4&(V)
words. 9 Demonstrate the L D dents in groups to ask
C S Jay football speak French skateboard v drill If necessary. Put studen O v
g A: Previous activit and answer questions. Students write books A: Exemplification(C-S)
' y examples about themselves in their noteboo : p
uhher the heading Ability.
CL [19 PSS b 3y p. 408

Pr

/Wesay | /kan/swim, \

nt/sing, /kon/you?” ——

'/km 'vé,l Jkaen/. //
\__ < o

A: Image
B: Description
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p.av

CL |20

Pr

S i |
Pronunciation A
Match the sounds to the words.
la:/ 1/ 13/ lel lael h

bed

p. 3tV

B: Image (Phonetiq
symbols and
drawings)

Pronunciation

1 With books closed, write the phonemes on the
board and number them. In groups, the students
see which ones they know. In open groups,
students ask for help with ones they don't know,
for example What's number 3? Other groups help
them if they can. Practise the sounds in isolation
and help students with the mouth position.
In groups, students match the words on page 35
with the phonemes. Feed back in open groups. A
student from Group A gives a sound and
nominates another group. A student from the
other group gives the word. Group A corrects, if
necessary.

/34 = bird
N/ = ship

Key /fay/ = cart
le/ = bed

/il = sheep
/] = cat

-

B: Explanation of Sch

p. 408

A: Elicitation of schemas

CL

21

Pr

2 Q Listen and circle the word you hear.

p. 3V

A: Previous activity

2 Play the cassette, Students circle the words they
hear. Play again and students number the order
they hear them. Feed back.

Kev  Tha ~odo_ o
Kev  The order is: 1 cart
4 cat 5 sheep

2 bed
6 bird

3 ship

p. 408

CL

22

Pr

3 Play the game with a partner.

p. 3¢

3 Students re-order words into a list and say them

to a partner who points t
ot
correct each other. b i
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CL |23 ——éﬂAMMﬁH : p. 3V Grammar Chant b 10V
- e v T 1 A: Image i ks closed, mir ” : ificati
vV CHA Nf g 1 With bool sd' ! ' " the actigng e A: Exemplification
writing, reading, slening, drawing 5, g A: Image exploitation
students What am I doing? Open thg 3 th - A: Elicitation of expecteq
get students to look at the pictyrag , - s ang) words
the different activities. Snd ldenmy__\.
9 Clace the hooks again. nlav tha «
TG o ¥ 21
CL 24 2 5 i P. 35/ 2 Close the books again, play the first v P. 4(“
L \% == Listan ipliesans. A: Previous chant and ZST them W)hich actions th:y:f of the
. (singing and listening). Students
ARE You LISTENING? ac.t|V|ty(V) books and look at the text. Play t(l:li)en theiy
I am singing - A: Image (L) the cassette again whilst they reads Section of
| am singing 2 Tleing the nromnts chitdante v,
you a song
you a song
Are you listening?
Are you listening?
Yes, | am.
Yes, I am.
CL |25 3 Write more verses with these words. P.35 p 40¢
5 T oavay, - .
G read/story/listen / 3 Using the prompts, students write New y, -
Vv write/letter/read A: Previous activity 4 Flay ‘her‘g’t‘g? song and students check?gr e
draw/picture/look (both) verses a same, or they can jyg sing all:;;

4 Sing along.
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with Words

p. a1V

C |
L [26 p. 3tV -
G A:lmage : each the word p::nfvt l;oint to the pictures A: Setting of the context
g Pretise 1 and as if students know what the . Climitati
’e‘\(:fme s, Ak Mot Dresross wece A: Elicitation of schemas
nam the parmt is trying to do in the pictures (it
at 5 to get into the box). Students study the
{s 11 nﬁions. Go through them and check
5 s know how to say them.
stucieﬂt the picture and elicit the different
Loalr A Sy ¢ G TS T S
in front of the box behind the box above the box in the box,
CL |27 2 There are thirteen socks in the picture. P 3V e Kl el the different o 2l
C S G Can you find them? A:Ima e (all) 9 kat they can see. Practise the vocabulary. ; licitati
/ : g Obifmqen:ence in the singular, for example A: Elicitation of schemas
\Y glicit 23" ek on the bed. Drill. Then elicit an (all)
mhere " i the plural to check students A: Exploitation of image

example ‘:, the form before starting the exercise,
> le There are three socks on the
for exarﬂpswdents practise in pairs by taking it
S t;) point to the picture and describe

e socks are. '
ﬂ.] _.rite sentences in their books under

©
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p. a1V

CL |28 p. 3V
. P, . OCKD> arv.
C W G 3 Write sentences describing where the A: Previous wher;givsf"e sertejices i thelr bools ander A: Elicitati
Pr socks are. activity(W-C, G) 3 S;‘;dheadmg prepositions of place. Check their (P I)E icitation of schemag
! L back. Students read out r
) « and then feed ! .
Thste Ien SOt Oht et A: Image(W_, G)' we(:::ences and the others correct mlstalfes of B: Comparison w/ SS
. A: EXemp“ﬁcat'On 5 t grammal’ and pl’OnUnCiatiOn. Practise those Culture/rea“ty/lang (Pr)
e i )
- (W,G) 'acr;is that are still causing problems. Write X (G, C)
X(Pr) W(:ne of the examples onto the board and elicit !
s?ress and weak forms for students to record in
:heir notebooks. Focus students’ attention on
the prepositlons that take of and to in English
compared with their mother tongue.
CL 29 4 How many mistakes are there in the text? « N it wi
C There are two socks on the table, One sock s i ivi g rez{(l th§ tﬂtr e B8 P. 4“/
- - I under $he b5 el e O J A: Previous activity picture and identify mistakes. A: Image(C-R & G, V)
ngfe&t Ther: Zare three socks next to the (C-R&G,V) ‘ | |
\V puter and three more on the wardrobe A:Image (C-
One sock is in front of the mirror and ;def' 9e (CREY)
othzr :wo are behind the lamp. Two socks
a s
re between the pillow and the mattress.
C 30 5 Write th
e text correctly,
CL W : Y. P. 3(\/_ - 5 Students write a correct description and swap P. 4“
A: Previous activity ~ witha partner. Students underline mistakes and
\V/ (C, CL-GY) discuss corrections in their pairs.
c A:lmage(C-W, G) | =
.............. (2 ol TS B SIS Re 9 different J
CL 1 What type of programmes do you like 2 A:lmage (all) 1 With books closed, studfzflts brainstl(;rtr;]l don’t P. 4‘.
S \Y watching on television? A: Personal types of TV programmes in groups. 1t £ Eyat A: Elicitation of schemas
documentary  cartoon music sports uestion all know the English word, they should use their V)
q ) mother tongue. Feed back all words onto the ] .
B: Exemplification (V)

SATURDAY TELEVISION GUIDE

BBCI BI
500 Cartoons. 5.0
Including
Richard the 53
Rat and
Mickey 6.0
Mouse.
S TR Tk o83
7.0

5.15 Power Rangers. Danger! Another exciting
adventure in this series for children.

6.15 Camera Eye. An interesting documentary
about the life of the American Crocodile

7.00 News. Reports from around the world

730 Film: Murder on the Orient Exbress. An exciting 8.4

board in English. Chorus drill each word.

(Examples of TV programme types are;

documentary, cartoon, film, news programme,

armme, music programme, game show,

sports progre :
quiz show, series). Students open their books

and look at the four examples. Ask them which
type of programme they like watching on TV.
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CL

32

cu¥

What type of programmes do you like
watching on television?

documentary  cartoon music sports

2 Find the different types of programme in
the guide. When are they on?

SATURDAY TELEVISION GUIDE

BBCI

500 Cartoons.
Including
Richard the
Rat and
Mickey
Mouse

5.15 Power Rangers. Danger! Another exciting
adventure in this series for children.

6.15 Camera Eye. An interesting documentary
about the life of the American Crocodile

7.00 News. Reports from around the world

7.30  Film: Murder on the Orient Express. An exciting
Agatha Christie classic.

9.00 Twenty Questions: A lively quiz show hosted
by Fiona Yates and Harry Hale

10.15 The Big Match. International football
England vs Colombia

12,00 News and weather

1230 Close

BBC2

5.00 Top Ten. Music from the charts including Wet
Wet Wet live, Presented by Clive Jordan.

5.30 Cartoon Time. Another humorous half hour
with the Flintstones.

6.00 Blue Peter. A popular children’s magazine
programme laoks at Britain's ecological
problems

6.30  News and Weather with Nigel Bennett.

7.00  Tomorrow's World. A look at inventions
that will change our future

8.00 World in Action. This excellent
documentary series studies the problem of
homeless children in London

8.45 Bruce is Back. Entertainment for all the
family in this funny variety show.

10.00 News

10.30 Business Week. The week's financial analysis

11.30 Late Night Film: The Maltese Folcon. Black
and white film with Humphrey Bogart and
Lauren Bacall

1.00  Close

p.3iv
A: Image (F,CR)
A: Previous activity

V)

2 Students scan the TV guide and find the times of
the four programme types (on both channels).
Elicit a model for them to work with e.g. a sports
programme is on BBC 1 at 10.15. Drill.

p. 4298

33

Listening ..

Srersvesesennies

cessesrssssansrsone

©
1 2£ Listen to Graham and complete the

chart with (v) and (x).

like don't like
sports v
music
series
documentaries

hews

firs

|4
|

p.3v

A: Exemplification

L

Listening

1 lé:ad fxloud the programme types in the chart
plain that students are going to listen to .
Cassette about a boy called Graham, Ask A
studgnts to interpret the tick in the .
(he likes sport programmes). Studen
table, listen to the Cassette and tick
Graham likes and doesn't like. Chec
Play the cassette again. Feed i)ack

‘like’ column

ts copy the
what

k in pairs,

television guide for him to watch.

[ 2 Choose three programmes from the

p.3v

A: Previous activity

p. 4V

A: Setting of the context

9 Using the information on what he Ii]
choose three programimes from the

him to watch.

p. 4V

A: Reference to previous
activity
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p. 4V

A: Previous activity

p. 4V

A: Previous activity

A: Setting of the context

p. 4V

A: Elicitation of schemag

(Pr)
K

C | Speaking . s it p.3iv Speaking '
oA R Rt A: Previ . In groups of four, students ask and ans:
S Work in groups. Ask and answer these : Previous activity questions and note down answers for f
questions. While they are working, write on the boa
1 How many hours of television do you watch 1 ‘We all like ... :
a week? ; 2 Three of us ...
2 Do you watch television in the morning? 3 Two of us ...
3 Do you watch television after school? 4 Maria’s favourite programme is ...
4 What is your favourite programme? Students prepare results for their grou
feedback language. Tell the class to coj
results of the different groups
C |36 Writing S .3V Writing : h
R R T o I : _ o i thels BrolpEstdentsseaptis
W Make an ideal Saturday evening A: Previous activity programme they like. They should im
television guide for your group. spending Saturday evening together wat
from 7.00 to 10.00.
Groups write their ideal TV schedule fo
period with types of programmes.
CL 37 D.eSiS" .......................................... p. 32« ? D.es\igﬂnts malch the “’OTF‘S to the pictures. Check
V Materials and shapes A: Image (V) By smders Elicit and practise pronunciation,
jals to the pictures- “Tri i Y :
Pr ! x:::h:;:":::: sp:,er plastic metal A: T”gge_rmg - iatt ta right)
; element in the
rubricftitle (V)
(Pr)
t > .
CL 38 2 Which materials do you find in these P. 3{« , pecide what language yt0|unwan students to use
V household items? A: Image 2 nen doing the next activi y._ )
television cupboards curtains windows . ) L :" estions: You find g[aSS in a window.
wallpaper A: Previous activity s A window's made of glass.
trate by pointing to your desk and
De‘_’:‘onfyhal’s the desk made of? Then drill the
asld ise wood. Elicit a substitution made of the

o substance door and practise, In pairs,
dents point at the objects and discuss what

i made of. Feed back.

they aré

p. 4V

A: Previous activity
B: Exemplification
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CL |39 3 Match the words to the shapes. P. 3{“ 3 Students match the shapes to the pictures. If you P. 4% J
rectangle’ triangle oval square circle A |mage (V) :‘;;es?:gélﬁfsd;:ltig‘;gﬁlgssvc::f::ﬁzgieﬂt]gem so B: Encourage SS to
\% X(Pr) pronunciation of the words - (sounds and research (Pr)
Pr stress), Students copy the vocabulary and X(V)
pronunciation into their notebooks. While they
are working, write the vocabulary on the board
inalist, Ask students to come up to the board
and write phonemes and stress marking.
CL |40 4 Name a household ite ] P. 38« 4 Write noun over the list of vocabulary from P. 41«
: m which is: A: Previous activity ~ exercise 3. Now write adjective as a new heading B: Encourage SS to
Vv circular a table V) and get students to look through the list in research (G)
SOUAre X(G exercise 4 and find out which words are different X(V
G oval ( ) in the adjective form, In pairs, students see how ( )
triangular many objects they can think of for each shape,
rectangular using the language A table's circular,
c |41 p. 3tV Mini Project p. 4K
A Trigggring Students design a piece of furniture or a household
S element in the object using unusual materials and shapes, They
rubricltitle show and describe them to their friends who could

vote on the one they think they would like to have,
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p. 4%

CL [ 42
cts
C R Extra ............................................. P. 35« Extracts
|1 complete the extract with the correct A: Triggering I To revise, students fill in the gaps with the
| fam ot 2 ki element in the correct form of the verb. Check in pairs.
Mgfai;o:wrfte pho‘tos A bttt rubricttitle (both)
This 1. (be) a photo of me and my friends at
the beack. We 2 ... (play) football.Tcan ¢
5.....(play) football very well. My sistera ...
(sunbathe) and my mum and dad's ... (walk) =
‘.‘o}‘l the beach. Bones, my pet dog, 6 ..... (ot
play) football and 7 o (not walk) onthe
prath e (chasedacalll o g
C |43 o T
ite about a photo with you in it.
2 Write about a p y Z 35/ 2 Students write about a photograph they ?;;avte P 4 «
: Previous activity brought in, or about an imaginary scene tha : )
" i includes them. If they don’t have a photo, they A: Realia
bkl il could sketch the scene to accompany their
e description.
your Workbook. p
C a4 '
It's your turn! o b 3w RS yGUr e —
N Ao e e W EEReee _y “-
S el exercise 1 of Themes. Demonstrate by miming an A: Exemplification
action and asking What am [ doing? Students guess

Student A:
Student B:

Mime an activity.
Guess the activity.

You're playing tennis, Repeat with a completely
different action and practise the answer to make
sure students are using a contraction. In groups,
students play the game, taking it in turns to mime.
Groups choose the most interesting mime to
demonstrate to the rest of the class.
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EASASS e ) =4

p. 4%
- P. 38 1 Students match the two halves of the words.
CL |45 stady tip’, e Chedkit pilis.
ound
1 Match the words to make comp et e et o
V nouns.
a bed 1 -paper
b bath 2 stairs
3 room
:-i \l;‘vpall 4 ball
e foot 5 room
p. 448
O on the P. 35/ 2 Students listen and mark the stress on the
CL |46 2 &L Listen and mark the stress A: Previous words. Play the cassette. Students check in
words. (.:tivit (L) pairs. Play the cassette again. Check in pairs.
L Pr a L) Rewind the cassette and feed back each example
A: Triggering one by one, playing the item on cassette after
in the ¢ i 8 i ;
elementint the student has said it. Elicit corrections and
rubricttitle (Pr) practise as necessary,
- ST ITCC GO ATy, P 4x
3 Give students two minutes to scan Your Turn § '
« und nouns. S« n for
CL |47 3 Make a list of more compo Z: g vious activity examples of compound words. Feed back.
. Pre Compile a list on the board.
\Y
- t p. 498
Y v vV p 3(« Equa“ yts match the pictures with t
CL 48 EQUALITY § o 1 Studen airs. Feed back in open
1 Match the activities to the pictures. A: Image Check in pairs. s he doing in ple
3 tidying a room e language What's £
Vv making the bed ying th

washing the dishes  doing the shopping

Correct pronunciation and drill exampy
necessary.
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p. 4%

p.av

A: Exemplification

CL 49 2 hist :;her jobs in the P. 3¢ J 9 Brainstorm other househQId activity
OUSES . A: Previous activity ~ work in groups and compile a list, b
ironing gardening other with meaning and pronunciati )
back onto the board and check prony
Alternatively, distribute bilingual dictj
that students can look up five tasks. S
write words and useful phonology in t
notebooks. !
CL |50 3 Who does what in p 3(\/ 3 Read the instructions to the exercise g
your house? A: Previous activit and elicit an example response, e¢. i}
Make a list. A: Personal y does the shopping. Students look throy
you Mum’stDad ‘ estion lists of jobs and mark who does what
brother sister quest house. -
> h/ . .
F |51 : ¢ p. 3V Mini Project
: 5 A: Triggering Build up a survey form on the board with
* ~ : . t
: ¢ Condpd: a das._s : element in the students, deciding which tasks to include, §
S Lo v survey on rubric/title walk about and interview each other. As feedh

domestic tasks.

A: Previous activity

students could write up statistics or make a
graph to represent the results. If you have tim
the results provide material for it, discuss sha
responsibility of sexes for household tasks.

p. 4V

A: Exemplification
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= Activity Students’ cour sebook Page No, presence of Teachers’ guide Page No, presence of
S = CEIEHEE e ] activation & mode of
s3] _ g activation e
< § = @ activation
A B | <
q
c |1 p. 2V Learning goals ] b acv
Cu R A: Image(C-R) Tell $s the title of the unit and ask them to gucs:& A: Image exploitation (C)
X (Cu-R what language they arc going to learn. Then ask . ;
: ( ) them to ;catl the learning goals and see if their & A: Personal question (C)
s both students? guesses were correct. &

B: Description of Sch (C{

n | have a da

it L]
1 = Listen and read
Background notes
Sports Club: Found in most English towns and cities, ¢
sports club has a number of facilities which usually
include swimming pools, exercise rooms, squash courts
sauna, a cafeteria, etc. A sports club can also provide ¢
classes, e.g. swimming and aerobics lessons. People pa
use the facilities, but there are reductions for senior
citizens, students and the unemployed.
British phone numbers: 01273 here is the code for
Brighton. For 33, 66, 88 ... we say 'double three’, etc.
For 0 We say ‘o’ Jouf not zero.
Greetings: Ss may not be familiar with the British
distinction between morning, afternoon and evening:
morning = usually till 1.00 p.m. (i.e. before lunch)
afternoon = 1.00-5.00 or 6.00 p.m.
evening = 5.00 or 6.00 p.m. and after.
Good night when we go to bed, to other peopl
in the same house, or when we say goodbye
te at night.
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Picture exploitation =
e Ss lank at the picture of Luke and Daniel. &=
o Ask Ss some ‘warmer’ questions, in L1 if  @=
: Where are the boys? What are thego
Vhat are they going 1 you
snorts? If so, which ones? Are you a me
of a sports club? How ofter do you do 51)m‘!/u
a sports club? What can you sce in the =
background of the picture? (A drinks/snack =
machine.) What's on the desk? (A compulcr.é___
o Give Ss some general questions to answer abm
the dialogue, e.g. Is Luke a member of the Sptats)
Club? (Yes.) What day is it? (Monday.) What &=
Danicl's surname? (Cressoi.)
Play the tape while Ss read the dialogue and =
answer the general questions. =

an\

s Put Ss in pairs to compare answers. Then go @
through the answers with the whole class. !

o

- @\m Miss M5
ISt BAMES

CL
Cu

p.2iv

A: Image(F, C)

A: Previous activity
©

A: Triggering elemen
in the rubricltitle (F, G

& Comprehension

m(‘opy the day pass or write it on the board so

m more able Ss can do this task with books closed,
whereas less able ones can have their books open.

' Divide the class into pairs or small groups and

B tell Ss to complete the information in the pass.

™ Play the dialogue again so that they can fill in

m A0y information they do not have.

¢ Check the answers with the whole class.

* Explain how the phone number is written and said

® (see the background notes at start of this unit).

.4V
B: Exemplification (F)
X (C)

Listen and repeat.
* Good morning Good altersees
Cood evening
* Right & Wigil » eestatpiranl
* Sure = ORI * Yo re woelouem

p.2ivV
B: Exemplification (V
X (Cu)

b (=] Useful phrases

mSee the Introduction.

B and drilling the expressions as necessary.

m® Ask Ss what greetings we give in the morning,
afternoon and evening. Play the tape, explaining

p. 4V

B: Description of Scl{Cu)
A: Elicitation of Sch(CL)
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= @ |
vV A: Triggering elemen{ BNumbers 20-100 A: Elicitation of schemas
in the rubric/title B¢ Introduce this exercise by writing a selection of
B numbers on the board.
e Elicit how to say them, and write this on the
- board: 19 nineteen, 26 twenty-six, 90 ninety.
Draw special attention to different stress patterns
y eg nineteen, ninety. )
) e Play the tape, pausing at each number for Ss to
repeat.
)
~ e a
CL p.2iv 5 = Pronunciation p.av
Pr A Trlggerl_ng_elemem The sound 70/ three, thirteen B: Description of Sch
in the rubricftitle St '—
The tapescript appears on page 97.
¢ Introduce the sound / 8 / by writing three on the
board. Ask the class to repeat it.
e Show Ss that they put their tongue between their
teeth to produce this sound correctly.
* Play the tape. Ss repeat the numbers and rap.
F

p. 2V

A: Triggering element
in the rubricftitle
A: Exemplification

e Explain that when giving phone numbers, Ss
should say each numeral separately, e.g. two three
Sfour six not twenty-three, forty-six.

e Ask Ss to read the dialogue silently.
e Drill the dialogue chorally and individually.

e In groups or pairs, Ss ask each other’s telephone
numbers.

6 Communication
Giving your telephone number

e Remind Ss of ‘double three’ and ‘oh’, as in the
number 01273 332 5806: oh—one—two—seven—
three double three—two, five—eight—oh—sir.

p. a7V

B: Exemplification
B: Description of Sch

120



APPENDIX B | NO5

e e
CL .2V 7 = Listen P. 498
v ﬁ _FFr.eVIOU.S a((;tlglrl‘:]{a(xi ° Ask Ss to look at the chart.
L hrlgg%rl_n?_ le (L e Tell Ss to listen to the tape and write the missing
in the ru ”C tlt(_e (L) numbers. Tell them each number is repeated
A: Exemplification(V) twice.
e Play the tape without pausing.
¢ Ss work in pairs to compare their answers.
¢ Play the tape again, pausing after each number as
necessary.
e Check the numbers with the whole class, ensuring
that Ss are pronouncing them correctly.
Note: Support can be given by providing less able
students with answers, and asking them to write
them in the appropriate place.
CL 8 Vocabulary p. 2tV 8 = Vocabulary p. 4V
C Pr @ - wd“u

The ietters @, €. 1.0 uAare
cansonants
) What ietters can you see on the ieft?

A: Triggering element
in the rubricftitle
(C,CL-L/PY)

The alphabet

® Write the letters of the alphabet on the board and
clicit the names of the letters from the Ss.

e Get Ss to classify the letters according to the
sounds, so they can remember them more easily.
There is no need to write the symbols, just
arrange the letters in seven columns if you prefer.
18 ] & s Hg K
28 s lie di o gap, £V
3 Ffe =zl onm, s, X2
4ifatl:y
50/[au/
6q/u/iuw
Twlaz]

* Play the tape, pausing after each letter for Ss to
repeat.

e Practise any letters Ss find difficult, e.g. ¢, g, h, 1,
J» q, r, w, v, z. Ask Ss to spell, e.g. why, write,
zigzag, quiet, jaguar.

A: Elicitation of schemas
(Pr)
B: Exemplification (C)
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CL

Pr

b) Spell the names for your partaer to FUess.
A FLRNHDRRSS.

B

What's this football team > B
B: f’s ‘Boca juniors’
A QK. What’s this compute! gome’
M-OR-T-A-L KO-M-B-A ]
B. (an vou Spellitagain, piease

p. 2¢v

A: Previous activity
(Pr)
A: Exemplification

(S)

P. 498

CL

10

Pr

S (wver to you

Wri me of:
a) Write the na
g O AN . computet ame & g -]
1oc thall tex a computel & M |

a 1c il tean :

Bow Junisis f‘bﬂm“” i

P.2 vV

A: Previous activity

9 Over to you
a)

* Point out the three categones amnd elicit anather

vxrmple of each

# Tell 55 to think of one more example individually

I gich calegory, and (o write them down,

b)

® LIS Your owWn exampie,

1 spell a foothall team

= Show 5s how the scoring works: [T they get it
right first time, give the
fr L1 IF you like, that they only got one point if
they nsk you to repeat. it

* Revise the phrase: Can von spell i ogain, plense?

two polnts and explain,

pP. 4tV

A: Exemplification (Pr,

S)
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Cu

11

Communication
Giving vour name and address
» What's your suraame’

» Sanches :

» Can vou spell that, please

» S AN-CHREZ ;

» What's vour address :
» 1t's Colon 235, Mat del Plata, i
» What's your posteode
» 7600

Notes
Surname: You can also say last name or family name.
Postcode: In the USA the postcode is called zip code.

p. 2tV

A: Previous activity
©)

A: Exemplification(C)
B: Explanation (Cu)

¥
10 Com
Giving your name and address

Background notes
In a British address, the number is given before the name

of the street, €.g. 20 Southey Road. Each small district has

its own postcode which is written after the name of the
town or city, e.g. London N15 5LH.

e Choose a good student to read the exchange
aloud with.

Read the note under the dialogue and explain
about the address and postcode (see the
Background notes above).

e Ask Ss to read the dialogue silently.

Ss work in pairs with the conversation and use
the dialogue to talk about themselves.

p. 4V

A: Exemplification (C)
B: Description of Sch (CU

Cu

12

L e . " 1 e

p. 2V

B: Image (Cu, F)

@

e

=
e

11 Practice &
Ss compare the British-style address with the &
American one, on the two envelopes at the top ?;
the page. =
With the whole class, discuss the differences an?
their own way of writing addresses. You can deg
with any questions or queries in L1. Y
[ndividually, Ss complete the chart for Sally an ?
Roberto. ]
Check the answers for Sally and Roberto by

question and answer across the class.
Ss then complete the last column of the chart
ahont themselves.

m®oo

p.asv

B: Exemplification(F)
B: Comparison w/ SS
culture/reality/lang. (Cu)
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m of the week
CL [13 "- s - p. 2V 12 Vocabulary o |PaX
L B A: Triggering elemen Daus of the week s
in the rubricftitle (v, } © = 7"

-

a)
» Play the tape to the whole class and stop after &
each day is named. Ss listen and repeat. a
¢ Ask Ss to cover the page, and recite the days oja
the week in order, round the class. 4
Alternative procedure :
e Write the days of the week jumbled on the bo®
e Label Monday number 1, and ask Ss to come uf
to the board and number the other days in the g
correct order. y
4

w
C 14 B) Now answer the questions. p. 29X ‘b) pacy
I is it today? e Write foday? on the board and elicit the question s
W ;m:;;: I K oand o e A: Elicitation of schemas
3 Whiess ave yous English WW"‘;" 4 y* Drill the question chorally and individually to
# Wik e Yese: lexsions o yov favetible; ensure Ss remember to include it.

#Maths ¢ History ¢ Biology ¢ Geography

) .

¢ Ss now ask and answer the first three questions

) in pairs. Make sure they include if and use the
correct preposition on (to answer question 3).

e Teach the school subjects and practise their
pronunciation.

e Ss ask and answer question 4, in pairs.
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13 Interaction
o Student B: Torn o P. 25_‘/ _ 13 Interaction p. 4V’ _
F SR e Ku 4 S i Shinccabie e s A: Triggering element , A: Personal question (C
S R o Ry in the rubricftitle(F, C)| >¢¢ the Introduction. B: Description of Sch. (C

& When's ‘Neighbours™
B: if'son Tuesdoy

A: Exemplification(C-
S)
A: Image(F)

Background notes

Soap opera: A story on TV (or radio) which continues over
a number of weeks, months or even years. Australian and
American soap operas like Neighbours and New Baywatch
are popular in Britain. Sometimes soap operas are simply
referred to as 'soaps.

Neighbours is set in a street in a small Australian town
and follows the lives of the people who live there.”

New Baywatch is an American soap. It shows the
adventures of a group of lifeguards on the coast of
California.

e Bring in your own local newspaper page of TV
schedules to introduce this activity. Using your
own material or the examples in the book,
check/teach soap opera and sitcom. Ask Ss to
identify how many soap operas there are in your
schedule.

o Ask Ss some general ‘warmer’ questions, in L1 if
necessary: Do you watch/like soap operas? Which
ones do you watch? Do you recognise any of these
soap operas?

e Practise the names of the soap operas.

¢ Divide the class into pairs and make sure Ss
know how to do the activity. Remind them that
they must ask questions and not just show each
other the information.

e Tell Ss to turn to page 96.

e Ss work through the exercise to complete their
charts.

A: Authentic
materials/realigF)
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16

15 == Listen

Copy the o batow. Then
listan, 5ad comipate B

//

P. 3V

A: Image (Cu, F, C)

oy »
14 /| Read

Background notes

The tango originated in Argentina. It is popular all over
Latin America. Learning to dance the tango is popular with
young people in Europe and Asia too.

Marfbo and salsa are dances which originated in Latin
America but are now also very popular in many other parts
of the world.

The lambada is a dance with synchronised movements
which originated in Brazil. The word lamboda is
Portuguese and means, literally, ‘the cracking of a whip!
British discos play a variety of these and other types of
music, e.g. hip hop.

Swing is a type of jazz music from the 1930s and 1940s
with a strong, reqular beat which people still enjoy
dancing to.

Hip hop is a type of music which originated in the late
1980s and which is popular with teenagers today.

Introduce this activity by asking your Ss what
music and dances they like, and if they can dance
traditional dances from their country.

L]

Read through the questions in the book.

Ss read the advertisement and answer the
questions.

Explain any problem vocabulary, e.g. a workout
is often an individual physical exercise
programme, but it can also be physical exercises
done by a class. In this case, it is dancing.

e Ask for reactions: Would vou go to this class?
Whyv/Why not?

P.50V

A: Reference to previous
activity (Cu)
A: Personal question (Cu
C)
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C 17 Tam] B &
P.3v | 15 [=] Listen P.5(V
L A: Previous activity A: Setting of the context
A: Image Glossary A: Elicitation of expected
funky (colloquial English): fashionable and fun content
wicked (colloquial English): very good
e Before Ss look at the form in Exercise 15, ask
them what information they think Doctor Disco
will ask them if they telephone.
e Ss listen to the tape and complete the form with
the relevant information.
e They check their answers in pairs.
e Play the tape again if necessary and check with
the whole class that their answers are correct.
# Ask the more able students: Why doces Kirsty say,
‘That's silly! It's only a machine!” at the end?
CL |18 p.30V

B: Exemplification

16 Leorn to learn

e Introduce this language yourself by saying
somcthing very quickly. Elicit and drill the
request: Can you speak more slowly, please?

o Present the other requests in a similar way.

= Give Ss a few minutes to think, individually, of

|

their own difficult words and phrases to use as

prompts for further practice.
2 Write some ideas on the board if necessary.
« In pairs, Ss practise asking for spelling and
repetition, ete.

p. 5V

A: Elicitation of schemas
A: Setting of the context
B: Exemplification
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p. 598

CL

19

B bles.
= and complete these ta
y Cop¥

% ;In—guvlar Plural

e phyral Sl

}”_ ," P addresses |
;d"' 5 ah .:
: FEETDE ]
w R N women 4
L ~ chid |
kmw“" S e
fmee = person i
_,—0"""" @5

p.31V

B: Exemplification

- (Keys)

CL

20

sudents at St john’s College?
¥ o e g

,'“M i wu‘and your brother?
3. fom Recie in Brazil. Whese ... you from?

& Sie 2t Amevican. We .. Austraiian.
5 . ke and Emity bath membess.of this club?
| § e students 2" at school today. [t -

3 istanbul .2 the capital of Turkey. The cagitai
. Aakara.

p. 398

- (Keys)

p. SJX
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CL

21

3 se Mo tges M Wby (IMEIEN? SearengEs.

m’b Cubar. Thew'ne AmrenaIm.
T e ls) Oniean: (o Paiisn

7 el Sormiguese (o) Iraziian
Bk%mmnm () Py

& vin) Spams (o Wesdcan

-3 Uik Amencar (4] Tanadian

8 ey ) Gome K

e Bl 0 Austrasiian

P.3:V

A: Exemplification

- (Keys)

p. 598

CL

22

4 Copy and complete these tables.
e -
i(ommy " Mationality |
! i
f

{ Argentma Argennman

L Coquv uationallty
Spairn

p.3:V

A: Previous activity
A: Exemplification

- (Keys)

p.59¢

CL

23

5 mmmummmdm
week.

duynsa = Sunday
1 ratsuyda 3 yidraf 5 yamnod

7 dhatswyr 4 sademmyde 6 usteyad

p.3:V

A: Previous activity
A: Exemplification

- (Keys)

p. 598
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24

6 i pais, 2sk and answer these qestions.

Wihere ane you from? — s fon ...
Wikat nationality are you? — M. .

Witat lngsages do yow Speak? —/ pem ...

Wihat Finm stars do yow lilke? - 1 ke ... -

Wihat TV series do yow like? - ke ...

m&..mfwm a

p. 398

- (Keys)

p. 598
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25

parents live in
Warsaw, the
opl

English
an

2 Javier

h i his
the moment

wast of the USA
by mother and father aren’t
ren 15Y @ at home in Buenos
Tather 10 my mother and my
et but | Uike life here in
attle. It's grom

1 @J Read
Read about two people who come from one country but (Ive
in another. Make questions for these answers.

Nevena Javier

1 She's fourteen. ; 1Nsnl<1:z.

2 She's from Bulgaria. elve. ;

3 It's in the centre of 6 From Buenos Aires.

3 7 Spanish.
L 8 In Buenos Aires.

p. 3V

A: Image
A: Triggering elemen
in the rubricftitle

Pict_yre exploitation

e Ss look at the pictures in the SB. Write the
countries on the board (Bulgaria, Poland,
Argentina and the USA). Ss discuss the question
in pairs.

* While they do this, write some of the things you
can see in the pictures on the board: palm trees,
a river, skyscrapers, red roofs, the sea.

e Ask Ss to close their books and remember which
of the cities has these things in the pictures.

¢ Elicit answers from the whole class.

1 &/ Read

e Explain the title of the texts.

In L1, ask ‘warmer' questions: Why do people
move to other countries to live? What problems
might they have?

®

Show Ss a map of the world, or use the map from
Unit 3. Ask Ss: Where are the follou ountrics
on the map: Bulgaria/Poland/Argentina/the USA?

o Ask: What language(s) do they speak in these
countries? Do you know any famous buildings/
places in these countries?

Show Ss how to make the questions using
Nevena. Write the first answer (She's fourteen.)
on the board. Elicit the question: How old is she?
If Ss are having difficulty forming the questions,
give them two or three options and get them to
choose the correct one.

s then read the other
stions in pairs.

Divide the class into pairs.
answers and make the que

¢ Check the questions across the class.

Note: Support can be given by providing the questions
and asking Ss to match them to the answers.

Alternative procedure

e Organise separate groups working on questions
for individuals, e.g. one pair does Nevena and
another Javier.

® Go round and check each group.

e Then regroup Ss, e.g. in pairs (one student has
worked on Javier and one on Nevena). Ss ask
questions and try to remember the answers.

p.6(V

A: Image exploitation
A: Elicitation of expected
content
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C 26 2 == Listen T ®
F Listen to an interview with a student of English and copy P. 3\-. . 2 e P 6(«
L and complete the table. A: Triggering elemeny . A S A: Image exploitation (C)
in the rubric/title (F) s the picture to generate interest. Ask Ss: - @ | A: Flicitation of expected
et — Al EC Where do vou think he is from? How old is he?
SO NI C e - Image (F, C) . A € | content (C)
‘ : Language note: Dima makes a few mistakes. I cay X (F)
First "a"“’-': from Moscow should be I come from Moscow and®x
: ’?e: learn something else should be to learn anything €8
:a""':"":‘ ; clse/to learn any other language. e
ome town:
Address in England: Sandpit Farm, e Play the tape once. Ss listen, take notes and e
Guildford Road, complete the chart. ]
o Ss compare their notes in pairs. Play the tape &
again, il necessary, to complete the informatiorg
Languages spoken: ... Ask: Ifou long is Dima staying in England? e
C 27 ! y /4
< 3 # Write ) P.3V |3 / Write p.&:V
Write Dima’s personal profile. Then write about yourself. A: Previous activity A: Previous activity (C)
W My name is Dima ... : © o Take the first two items from the chart in Exercise B: Image(F)
A: Triggering elemen{ ' 2 and show Ss how to write them as a complete
in the rubric/title(F) sentence: My name is Dmitry Gouchtchin.
e Ss do the same with the other items in the table
(I’'m ... years old. I am ... . My home town is ... .
At the moment I'm at ... in England. I speak ... .)
Support can be given if the activity is done in pairs.
e Ss read out sentences across the class.
e Ss write about themselves in class.
C 28
4 $? Speak p.3:V p.61V

Who am 1?

about yourself. The class
say your name.
Example facts:
1 I'm Canadian.

‘lnllﬁ

A: Setting of the
context
A: Exemplification

e Introduce the game by using the example (Céline
Dion). Then choose another example of your own.
Allow time in class or assign the task for
homework for Ss to prepare their information.

¢ The game can be played in groups or as a class.

A: Exemplification
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N10-4 Headway beginners (8 pp.)

Activity Students’ cour sebook

activated

Page No, presence of
activation & mode of
activation

Teachers’ guide

Page No, presence
of activation &
mode of activation

O | Schema

,_
=1 skill
Area

1 Complete the able

G -iﬂmm I (] | b e
_hnmmm |-

EEER Lioon end check

| &

E
i

P. ZZR

I Fhis section reviews all the possessive adiectives
students have seen in Units 1-3 and also presents our
and rheir. Fecus students’ attention on the subject
pronoun column and bricfly review I, you, etc, by
pointing to yourself and students and eliciting the
correct pronoun. Pocus atiention on the examples in the
table. Get studenis to continue completing the table,
working in pairs, Plav the recording and let students
check their answers. Plav it again and get students to
repeat chorally and mdividually, Make sure they can
distnguish yowe'yen, they/therr, and that they can
pronounce our correctly

Aaswers and tapescript
Subject promoun | you he she we they
Possessive adjective my your his her our ther

p. 2wV

A: Elicitation of
expected words

1 Talk sbout things In the classoom

Tt if dns clld)

P2V

B: Exemplification

~

Focus attention on the examples in the speech bubbles.
Say the sentences, pointing to relevant objects and
getting students to repeat. Elicit more examples by
pomting to objects that belong to the students and
objects in the classroom.

p. 2wV

A: Exploitation of
example
B: Exemplification

Possessive 's — family relations

1 Read and listen.

She's married, and this

is her family. Their house
is in London, She’s a
teacher. Her school is

in the centre of town.

Tom is Sally’s husband.
He’s a bank manager.
His bank is in the centre
of town, too.

Our children are

Kirsty and Nick. They’re
students at Camden
College. We're happy
in London.”

P. 2&/

A: Image
A: Triggering in the
rubricftitle

Possessive s ~ family relations
1 Focus attention on the photographs.

Play the recording and ask students to follow the
text in their books. Check comprehension of fusband,
bank manager, children, and college.

Point ta one member of the family and ask Who's this? 10
elicit the person’s name. Take the opportunity to further
practise How old 15 ... ?and (I think) She’s ... by asking
How old is (Sally)?, etc. to elicit possible ages,

p. 2wV

A: Image exploitation|
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CL

1 She’s married. She’s a teacher. ‘s=is

2 This is her family.
This is Sally’s family. s = the family of Sally

3 his | her
Tom's bank Kirsty's school

P> Grammar Reference 4.1-4.3 p123

p. 2tV

B: Exemplification

GRAMMAR SPOT

Focus attention on the examples. Make sure that
students understand that s is the contracted form
of 1s.

Review the use of ker and then focus attention on the
use of possessive 5. Make sure that students
understand that we use this form to express
possession,

Review the use of kis and then focus attention on the
other examples with possessive s. Ask students to
circle the examples of possessive 'sin the text 2bout
Sally. Make sure students don't confuse the
contracted form of is with possessive s

Read Grammar Reference 4.1 and 4.2 on pi23
together in class, and/or ask students to read it at
home. Encourage them to ask you guestions about it.

Grammar Reference 4.3 on p123 focuses on irregular
plurals. Read it together in class, and/or ask students
to read it at home, Ask students to find an irregular
plural in the text about Sally on p24 (children).

p. 2wV

B: Description of Sch

(p-2)

Answer the questions.

Is Sally married? Yes, she is.
Where’s their house?

What is Sally’s job?

Where’s her school?

What is Tom’s job?

Where is his bank?

Are their children doctors?

NN s W N -

p. 2tV

A: Previous activity
A: Exemplification

2

Flicit the answers to questions 1 and 2 { Yes, she is. and Je's
in London.). Get students to continue answering the
questions in pairs,

P. 2'“
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CL 6 Listen and repeat. p 2;\/ 3 Focus attention on the words in the table, Play P. 2%
v * Tiather S| daugterl it ite A: Image the recording and get students to repeat as a class.
* father son brother husband |
’ Plural | parents I children ‘
cLi| 7 p. 2tV \ ; o o the family frce. Adk Wi p. 272898 (CL)
L Vv 4 Look at the family tree. Listen and complete A Image(F-L) IR Focus attentian an the Iamuy {ree, i 108 v
C the sentences. A: Previ Vity(C-L Saily? and get students to point to the correct person in e
F (p-a) : rewom:_s]:_ aCt_IVItX -L) the photo. Now focus attention on the example and play A Image exploitation
(Family, A: Exemplification CL- sentence | on the tape. Continue playing the sentences, (F-L&C-L)
tree) V) pausing at the end of each one and getting students to A: Reference to
write the correct words. Play the recording again and get previous activity(C-L)
Sa//% = Vom students 1o check their answers,
Play the recording through again, pausing afier each
sentence and getting students to repeat chorally and
individually, Make sure they reproduce the possessive s
accurately,
laraty Nick — -
£ SUGGESTION
With a weaker group, use the family tree in a teacher-
1 Sally is Tom’s wife . lead presentation, e.g. point to Sally and then to Tom
2 Tom is Sally’s _ % and say wife. Sally is Tom's wife. Have students repeat
3 Kirsty is Sally and Tom’s 2 the word in isolation first, then the whole sentence
4 Nick is their _ _— chorally and individually. Make sure that they
& Sallv is Niclds : pronounce the possessive s Students can then listen to
& Tom s Kissty's ) the recording and write the words down as
7 Kirsty is Nick’s _ . 1 remforcemer_l_(.__ R
8 Nick is Kirsty’s :
9 Sally and Tom are Kirsty and Nick’s
10 Kirsty and Nick are Tom and Sally’s
Listen again and check.
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Ask and answer questions.

| He’s Kirsty’s brother.

p. 22V

A: Previous activity(C-S)
B: Exemplification CL-
G)

X:A (CL)

5 Write the following on the board to reinforce the use of

possessive 5.

Who's! Nick? s = is

He’s Kirsty(s/ brother = possessive, not is

Drill the question and answers in open pairs, Then drill a
plural example, ¢.g. Who are Tom and Sally? They're
Nick’s parents. Get students to continue asking and
answering about Sally’s family in open pairs. Make sure
that they give all possible answers about the different
relationships and that they include plural examples, wo.
Students continue asking and answering in pairs.
Monitor-and check for correct use of possessive 'sand
isfare.

SUGGESTION

You can give students further practice on families and
possessive s by referring to famous people, Draw the
family tree of a famous family, ¢.g. the British or

Spanish royal family and get students to ask and answer |

experience of individual groups.

Spanish royal family and get students to ask and answer
questions with Who? Alternatively, you can prepare
true/false statements about the family relationships.
You can also try a quiz based on famous people.
Prepare questions based on relationships that your
students will know. You can include film stars, pop
stars, politicians, and sportspeople, e.g.

Who's Victoria Beckham? (She’s David Beckham’s wife.)
Who's Guy Ritchie? ( He's Madonna's husband.)

Wha's Kiefer Sutherland? [ He's Donald Sutherland’s son.)|
Who's Stella McCartney? (She's Paul McCartney's
daughter.)

Be prepared to modify the questions to suit the age and

1

p. 26V

A: Exemplification

s

136




APPENDIX B

N10

1 Listen'to Rachel Chang, Complete the information sbout her family

X

Rschel's brother

Rachel's mather

Rachel's father

p. 2¢v

A: Image ( C)

The family

1 Focus attention on the photo of Rachel Chang's family
and on the names. Ask some general questions about the
family: Where are they from? What are their names? Focus
attention on the table and make sure students
understand what information they have to listen for by
eliciting possible answers for each category, e.g. name -
Bob, age — 16, job — student.

Play the first part of the recording as far as He'sa
studens at college, Ehicit the answers abour Rachel's
brother (Steve, 15, student). Play the rest of the recording
and get students to complete the table.

Check the answers with the whole class.

As a follow-up, point to each of Rachel’s relations and
get students to give a brief description, c.g. This is Steve.
He’s Rachel’s brother. He's 15 and he's a student.

p. 26V

A: Image exploitation|

©

10

(p-2)

Complete the senbences

| Sapve i Rashal'y  boeather

= FRET
}race i Bl
1 Yalual

Whirre's

FEITEIE |S Raldi e

jab? "He's 2 busingsuman’

Foiise?” 11 bn San [!iL-!;‘,-'

2V

: Previous activity
- Image
: Exemplification

>>>70T

2 Focus attention on the example and then get students to
complete the sentences in pairs.

Check the answers with the whole class, making sure
students have included possessive 's where necessary:

p. 2%

11

Write the names of vour tamily. Ask and answer guestions with o partner

Stwdan T et d

| How ofd is he/she?

He'sishe’s ey brotherimother ... |

He's/She's

What's Ris/her job?

s/ Sie's a

2V

: Previous activity
: Exemplification

>>T

3 Demonstrate the activity by writing the names of your
own family on the board and talking about them. Give

the information quite slowly but naturally and then ask a

few questions to check understanding, ¢.g. Who's this?,
What's her job?, etc.

SUGGESTION
If possible, it's a nice idea to base family descriptions on
real photos. Bring in photos of your family and ask

| students to do the same, If you have a small enough
class, sit them around you and talk about the pictures

slowly but naturally and pass them around. Encourage
students to ask questions, following the models in
cxercise 3 on p26.

P. 282¢V"

A: Authentic
materials/realia
A: Exemplification
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- 4 Get students to draw their own family tree (and have p. 282¢v
their family photos ready if relevant). Divide the class A: Authentic
into pairs and get students 1o ask about each other’s materials/realia
family. Monitor and check for correct use of he/she, A: Reference to
husther, and a + job. previous activity

Ask a few students to choose someone in a famuly tree
or in a photo and give a brief description of him/her.
The person can be from their own or their partner’s

family.
Y/ P
P 2(\/ my/our/your b 29{/
s A||||.}I:L':\‘ the sentences with 4 r.@;c."._d'.‘.' A: Exempliﬁcation (G) 4 This section consolidates the p()&WSSiV{‘ a(ﬁf(fliw,‘i covered A Exploitation of
adiective in the Starter section. Focus attention on the example and example (G)

then get students to complete the sentences. Ask students

L Whats, S i to check in pairs before checking with the whole class,

‘My name’s Sally,
2 '"What are DANES

'Our numes wre Kirsty and Nk

a0l and Andrd are studenss
school 25 In Pans

4 "My sister’s married
"What's husband s name?
"Ny brother’s othee 15 in New York
"Whart's job?’

6 Wearein English ¢Jass.

‘Mutn andd Dad are in-Roane

'What's vhone number?'
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C |14 i p.2iv has/have p. 2tV
BB A Image I This section recycles the family vocabulary, possessive | A* Image exploitation
A T_”gg'le””g in the and possessive adjectives; and also presents has/ave.
rubric/tide Point to the picture of Sally on p24 and ask Who's this?
Elicit the answer It's Sally Milton. Tell students they are
going to read about Sally's brother.
Focus attention on the photograph of David and
bis family and play the first line of the recording as an
introduction. Play the rest of the recording through to
the end. Check comprehension of farmand dogs by
e o . pointing to the photo, and. chgck students understand
e T that child is the singular of children.
R Swa:dogs, Dylan and Doy, My sister, Sally, and Hér NAEAD N
abig house in London. They have two children. Tom has  Very good job.fi ¥
C 15 1 e Phie s s trne b i folng L3653 p. 2 2 Elicit the answer to sentence 1 with the whole class as an p oy
R 1 O :.J,.,;:.\ "'”.'I' iin .ﬁl,ﬂlﬁ_ A: Previous activity example ( ln;:). T:-nlen get students to complete the A Elicitation of
I L Ivawvid moSally's brother EXErcise worxin one.
(p'a) His wifie sas o job ln d hospil. % & ’ « expected content
¢ [ David and Megan have two children. Get students to check their answers in pairs before
5[] Their farm is big. checking with the whole class,
6 L | They hove two dogs, Ben and Dolly -~
CL |16 p. 2V GRAMMAR SPOT p. 2V

GRAMMAR SPOT

|

You
He
She
We
They

Complete the forms of the verb hase

P Grammar Reference 4.4 p12)

A: Exemplification

Focus attention on the table and the examples. Students
complete the table with the other forms of have.

|
i Answers
|

\ She has

example

\
; They have J
Ask students to circle the examples of has and have in l
the reading text. Refer students to Grammar Reference |
4.4 0npl23 i

A: Exploitation of
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17

Listen and write the sentences. Practise them
| | heve & smed farm In Walae

p.2W%

3 This is a dictation activity. Each sentence is
recorded twice, once at normal speed and once more
with time for students to write. Demonstrate the activity
by playing the first sentence and getting students to

by playing the first sentence and getting students to
listen only, then play it again and get them to write it
down, Tell students there are seven sentences in total.
Play the rest of the sentences in the same way.

Write the sentences on the board and get students to
check their answers.

Play the recording again, pausing at the end of each
sentence and getting the students to repeat as a class.
Students then repeat the lines individually,

p. 208
v

A: Exemplification (F

18

o
b Wi g et it s Rt ] the clase FR 3 Ik b GiETE
Wiate sentences aboit your Family. Tell the class. L We lave 4 howse it the ooy ) | 4R e grters
g

p.2iv

A: Exemplification
A: Personal question

4 In this exercise students write about themselves. Focus
attention on the examples in the speech bubbles. Write a
few more examples about yourself on the board and list
the categories students can write about: brothers/sisters,
children, home, job; animals. Go round helping and
checking,

Then ask a few students to tell the rest of the class about
themselves and their family.

p. 2cv

A: Exploitation of

example

CL

19

Ciomplete the senfesces Use Nz of s

| hiredt Ewer BegLhers and & ssber
Wy parents i hemsie b e ComnTy,
Wl wide | fapaiess var
1 By sister nmid | a o
Wi A very mice Sy,
Uhur schin fiftcen clasrooms
7 W Enplish classes in the evening,

p. 27V

A: Exemplification

has/have
1 Focusattention on the example. Students then complete
the exercise working alone.

Get students to check their answers in pairs before
checking with the whole dlass.

p. 3V

A: Exploitation of

example
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C 20 Tl abowit yemr schusml p. 2 2 Focusattention on the examples in the speech bubbles, p. 3V
[ Ourschool ixsmll ) |'J I s st chassroamms _J A: Exemplification Drill the sentences chorally and individually. List the A: Exploitation of
et R e \ categories students can talk about on the board: number example
: # of teachers/students/classrooms; size of school;
(_I'. R L et s o el ] equipment at your school (e.g. TV, video, CD player,
CMavT I [LEIE ] | DL L X
s computer. You will need to modify the examples to
S F include equipment that students know you have at your
school so thart they only generate affirmative sentences.)
Divide the class into pairs and get students to talk about
their school. Monitor and check for correct use of
L L
C 21 p v Questions and answers P 3V
L M 0 U O RIS ARSI A: Exemplification 3 This exercise reviews the question words students have A: Exploitation of
| Haw is your mather? = Yes, we are, covered to date and also includes a Yes/No question. example
) What's your sister’s job] She's David’s shsves Focus attention on the example and then get students 1o
5 How old are your brothers? \ 1t in the centre of town match the other questions and answers.
4 WhoisSally? Shies very well, thank you,
o :; ayc'L o i s s s Play the recording and get students to check
3 () LM \ g4 [ ¥ fen INUTeer . : x
RN 8 ke - their answers. Then let them practise the questions and
from Mali answers in pairs.
Listen and chick.
CL |22 — p. 2% Check it > 3%
E sente

n are marrted,
1 are marned
Whats your g

What's your d

What's he's job?

What's his job?
‘ I'hev've fromm Germany
Iheir from Gerntany.
[hev're parents tave a house i Sonn.

Their pazents have a house in Bonn

" My beother havea ‘_\u';l woh

| My brother bas a goed job

e of lown

We howse ks g

| Our honse is in the centee of towmn,

4 Focus attention on the first pair of sentences as an
example. Remind students of the convention of ticking
(#) to indicate that something is correct, Students
continue working individually to choose the correct
sentence.

Get students to check their answers in pairs before
checking with the whole class.

v

A: Exemplification (F
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23

My best friend

| Read about Andy. Chicck the nenw wordss tn your cictiorn

1 March the phot

the people

f .4 , y
My friend Andy
@ | My best friend's name is Andy. He's very nice, and
e’s really funny. He's 22, and hie's @ stident al
university. He i a beautitul
girifriend. Her nanie 4s Carrie, ol s Amerlcan

married, but fie ha

b | Andy's parenes have o flot in Manchester, [t'e near
e of 1w His Frther's o daxt driver, anl

15 0 part-time job in o hosplta

Al it
ALSan and

¢! Behast ters. Theiy names are

Molty. They're both at s

4 Andy has a lot of CDs. His favourite music s ro
W roll, ané his favourite pop group is Mood e i

| alsa a fan of Manchester United

Whent we're together, we bave & good time

p. 2tV
A: Image(C)
A: Exemplification (F)

READING AND WRITING [s8p

My best friend
NOTE
Students need access to dictionarics to check new lexis

in the reading text. If students don't usually bring
‘ dictionartes to class or if there isn't a class set of
| dictionaries available, ask students to check the new
‘ words (in bold) in the text for homework before the
reading lesson.

1 Working alone or in pairs, students read the text and
check the new words (in bold in the text). (If students
have done the dictionary work for homework before the
lesson, ask them to do the reading and matching
straightaway.)

2 Demonstrate the actvity by cliciting the photo that goes
with paragraph a (photo 1), Students continue to match
the other photes and paragraphs, and say who they think
the people in the photos are, Check the answers with the
whole class,

p. 308
v

A: Exemplification

"
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p. 2V

3 Focus attention on the example sentence. Students

p. 3V

C 24 Cnderding the coreect information o 2o, Al
e 3 o/ b diier e Al A: Image complete the activity working individually and then A: Exploitation of
P bl . A: Previous activity check their answers in pairs. Check the answers with the example
R ) Andy | 1 whaole class,
= ANGY Rds .. W sisters /two brothess/a wife /a irffriend /
(p-a) % [ot of CDy, =
Vo Garriebs ... Andyssister/ Aady’s girlfriend / American /
Beautiful
£ Awdy's parents have ... 3 house/a fat / o dasheer 7
three childeen 3
Andy is N 2 Pop grows cafted Mood / 3 fan of Mood 7
a fan of Manchester ned
C 25 Wbk with ot T it Ak p 2w 4 Focus attention on the speech bubble and then get p 3V
A ' L : L students to give more information about Andy. Divide T
f A: Exemplification the class into pairs and get students to teke it in turns to A: Elititation of sch
S [ Asmdy'sar stadem. He's svrs A: Previous activity ; P e SO T SR A: Exploitation of
—— talk about Andy, using the information they underlined example
in exercise 3. Monitor and check for correct use of
he/she/they, histher/their, 1s/are, has/have, and
DOSSessive <
C 26 p 296 v 5 Prepare students for the writing phase by eliciting what | 3%
= el st e amed Felerad A: Personal questiofC) sort of information can complete each sentence, If you v
W o My Frienefs riame s have time, build up a connected description on the A: Elititation of sch (
v Sho/Hed board of an imaginary person to provide the students . -
+ ShesHe b . N : . B: Exemplification
o M with a model. Get the students to write their description (F)
»  HerHis favaurite e th s RReR TR
Wirlte shout family, job, migsic, spart | g WGG—“%N
It's a good idea to let students look at cach other’s
written work to help correct it. When you correct the
work, make 2 note of the most common mistakes in
recent target language and get students to correct them
as a class acuvity before you hand back individual work.
CL (27 i .3V e SO p.39%
C P A: Triggering in the This section covers the alphabet and speiling, Once
L Pr 1 Listen to the Jetters of the alphabet. Practise ther rubrictitle (C-PI’) students have learnt the alphabet, take the opportunity

ABCD

EFGH

1JKL
MNOP

arRsT UV W xv7

whenever possible to spell new words to the students and
to get them to spell words in class.

1 EEEDD Tell the students they are going to practise the
alphabet in English. Play the recording, pausing after
each letter and getting the students to repeat as a class.
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Review the letters that students find confusing and drill
these thoroughiy:

Zr

CL 28 } Practise the letters in groups, p. 3V 2 The letters in this exercfsc are arrflnged according to p. 3V
f ikihk ail' & A: Image sound./[)t’:monstmle th:s by rg:fdmg the first gmflp of B: Explanation of ScH
Pr 3 hiedeasl n 4w A: Previous activity letters /e’. Say these letters again and get students tg B: Exemplification
- et y repeat as a class. Repeat for the other groups of letters
[ Llmnsx ¥ L~ ) and then get individual students to read different letter
il 1y groups aloud.
Write different letters on the board at random and elicit
them from the students. Pay special attention to the
vowels as these often give problems. Then put some
known words on the board and elicit the spelling. (You
could feed in How do you spell ... 7 at this point.)
CL 29 EEXD) Listen to people spell thedr first name {Sakly) and e P. 3“ (CL) 3 Check comprchcnsit‘\n of first m}mcand surname = 3,“/
C surnamne {diltan), Yeite-the mames and tell students they are going to hear five people A: S_ttin fth
L Pr 2ELLY MILTON \/ . spelling their names. Play the recording of the first name - o€ g Ic_) e
A: Ex_empl_lflcgtlon(C-L) as an example. Then play the other names, pausing at the cgntext( - ) .
A: Triggering in the end of each surname, Students write the names and then A: Exemplification
rubricttitle (C-L) check their answers in pairs. Then check the answers (CL)
with the whole class by writing the names on the board
and getting students to spell them aloud.
CL 30 & Practise spedling your name with 2 partaier P 3(‘/ 4 Pu:;-_luds .F.]I-.l'[e::'[i.uli_]l.-:ﬂ the {3;:1-:15:.:5 ”];'wd“:,:u;‘;hl?ubb]ﬁ P 3:‘/
S P (" How da you spell your first name? ) A: Triggering in the ekt to b Ao ot femclotdinrman 1 A: Exploitation of
r 7 - i rubric/title (PY) Students practise 5prﬂlr!g their own narmes in open and example (S)
(| K-Eal$ade 'r_’ =8 ) A: Exemplification (S) closed pairs,
{ How do you spell )\mr-'wna».g | N<“A-G -' 1 ll
W 1
CI— 31 % In paire sk and answer Hoie die poo '||'I.'|I.I . P with words From thi P. 3(\/ 5 Focus attention on the cxamplcs. in the ‘ip{'.tf(‘.h bubbles in P. 3:\/
peet ahiout Andy on paé. A: Previous activity (Pr) exercise 5. Drill the exchange chorally and individually. | A Exploitation of
S Pr A: Exemplification (S) Students practise the exchange with different words from example (S)

Hiwe iy v <|:"-..'|'.| _.'.r.'|'l'-|r'"] =
F-K-T-E-M-0 J

the text, working in open pairs, Students continue
working in closed pairs. Monitor and check for accurate
pronunciation of the letters,
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CL |32 6 Pt e ketteewia the corroct orider, WhAL the coudivy p.3v 6 Focus attention on the example. Students continue with | p. 3:v”
\ I,; rI -l : H FRANCE A: T_riggering in the thc_ other countnc;. Gc!.thcm to check their answers in A: Exploitation of
eAS rubric/title (CL) pairs before checking with the whole class. Get the example(CL)
e A: Exemplification(CL) students to give the spelling of each country, rather than
LASARUTAL il.lst the name.
YLIAT
GANELDN
Cx 33 | (KD listen to the phone conversations, P 31« On the phone P. 32«
F R | A Good morning. The Grand Hatel A: Triggering in the 7 Focus attention on the first business card and ask | A: Image exploitation
(Phone I Hello. The manager, pléase. rubric/title (F) What's his name?, Where's his company?, and What's his F)
conver, A Certainly. And your name is? A: Image (F) phonz number?, Play the recording through once and get
ﬁersona L L:i’;’ 'l:(:‘pll E—— B: Image (F) students to follow in their books. Make sure students
card) 1 G-O-N-Z-A-L-E—2 understand that And your name is7 is a polite way of

Hella, Sam Jackson
Mr Jackson, hello, This is José Gonzalez .,

}
A Thankvou
S
)

Camver Arcs 5, 12 ssa planta, 0B023 Barcsana
ol 233306 78S O4 fux 33492 234 95

Senor José Gonzalez
export manager

asking What's your name? over the phone.

Play the recording again, pausing at the end of each line
and getting students to repeat chorally and individually.
Students practise the conversation in closed pairs. Repeat
the above procedure for the second conversation, but use
the feminine forms What’s iter name?, Where’s her
company?, and What's ier phone number? about the
second business card,
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1 B Good afte
M Hello. 1
B And your name is!
M Mayumi Mook,
B M-A
MM
B Thank

Wha

M It's Jap

B Thank

M Goodbye

lirectorn, Anniz Ben

M-| M-0O-R-1-0-K-A
I'm sorry. She isn't mchey ofbice.

one number?

5414 6443

for telephoning.: Gooid

L2410 2204 ARngsk e Bailiding
Sendagaya Shtbans-ku
Tekyo 1510051 JAPAN:

phetie/ + 81354146442

M4B1-3-5419-6444

emel|/renoriska®1thoktblesign (o Ip

W tohekndeigos. jp | Mayumi Morloka
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§ Write your business card. Have similar phone 8 Ask students to write their own information on the
(Eersonz 34 e e : : i_‘ ;‘)’l‘/ blank business card. They should indlude first name, p. 328
card) "o, g n F:?:\g/]i?)us activity surname, address, and phone number and they can
: ﬁ 3 i g : invent a company name if they like.

w
F |35 P31V p. 3%
(Phone S A: Image Get students to practise comversations | and 2 in open
conver. A: Previous activity pairs, using their own informarion. Students continue
working in closed pairs,
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M 00- Generation 2000 Units 28,29,30& 31

o
S
=
g

Schema

Activity

Skill

Area

Students’ cour sebook

Page No, presence
of activation &
mode of activation

Teachers’ guide

Page No, presence of activation
& mode of activation

CL

X

suggested Procedure
Lend In

Trooks closed TIe bend iy
wnceola somber of reg;
(AR e AU sty
n\u-u‘..'\-n?h.a. Pant

gréugrs actording 1o the
codmps Practise saving {)

seknd apologised
1-‘2:;!10! armved
Jooked shenved
parked

walked
gopped
Nonw winte thie Base formis ¢
bownd: come, £ evd, fond
thestudants to say what th

Im'&.upihc pasttense of thes
verbs on page 119 ol the Studer

thesé past borms. cami, driy
fook, thoughl

No page NoVv
A: Elicitation of schemas
A: Exemplification
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v

CL

Pr

W28 The new car

Turn over for the rost of the teacher's notes.

Practice Activities
Pronunciation of -ed endings

Remind the students that the past tense of regular verbs
have an -ad ending (e walk/oalked, look/lookéd).

Write these three groups of verbs on the board:

1 2 3:
start turn stop
end arrive walk

play Sfinish
use watch

Start with the verbin group 1. Get the students to repeat
these after you. Focus on the end sound in these verbs:
start [t/ and end /d/ . See if the students can tell you how
we say -ed after the sound (/1d/ ). Then get them to
practise saying the past forms: started /ud/, ended /did/ .
Now get the students to repeat the verbs in groups 2and 3
after you. Focus on the voiced end sounds in the group 2
verbs: turn /n/, arrive /v/, play /e1/ and use /z/ . Then
focus on the unvoiced end sounds in the group 3 verbs:
stop /p/, walk X/, finish /[/ and watch /1f/. Seeif the
students can tell you how we say -ed after the voiced
sounds in group 2 (/d/ ) and the unyoiced sounds in
group 3 (/1/ ), Then getthem to practise saying the past
forms: turyed /nd/, arrived /vd/, played /e1d/, used /2d/,
stopped / pt/, walked /ku/, finished / ft/, watched /1t/.
Now write thebase form of more regular verbs on the
board:

open work. want wait clean live like

Get the students to say the past form of these verbs,
grouping them according to the pronunciation of the -ed
endings,

/d/ /d/ 1t/
waited opened worked
wanted cleaned liked

lived

Refer the students to the pronunciation rules on page 118
of the Student’s Book.

A: Elicitation of schemas
B: Description of Sch

A: Reference to previous
activity
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CL

Spelling of -ed endings

Go over these rules with the students.

1 Most regular verbs, add -ed.

wait  waited

work  worked

2 Verbsending in ¢, take away the e and add -ed.
like liked

live lived

3 Verbs ending in consonant + y, change the ytorand
add -ed.

study  studied

try tried

4 Verbs of one syllable ending in 1 vowel and 1
consonant, double the consonant and add -ed.
stop stopped

plan planned »
But we do not double the consonant ifitis y or w.
play ~ played

show  showed

palc rules will enable the students to dey) Wit

rbs, although it i worth noting that thas |
Bles double the final consonant any, Whep. |
pre ferlpreferrod, ad'mitgyg,,

These
most ve ¢
ormore sylla /
isinnatrcssedsy"ablt’{est R S L
When the last syllable is not stressed, the m"““""’ﬁ.\m

{s not doubled; egy ‘openifopened, ‘listen/listened

Now get the students to wrrite the past tense of theg, =
dance (danced) die (died)

paint (painted) look (looked)

drop (dropped) close (closed)
carrP;'((can'ial) mend (mended)

You could also get them to group these past iormg
according to the -ed pronunciation.
/1d/ [d/ [t/
painted carried danced
mended died dropped
closed looked

v

A: Reference to previous
activity
B: Explanation of Sch
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Can L..7 (asking for permission)

X

CL |4 X
Giye studentsa perm:ssmn quiz’. Get them ©+ make
approprlate requests using Canl..7in thes: fuations:
1 You are at your friend’s home. You want o ¢ the
telephone. What do you say to your friend? (¢ Can ] g,
your telephone?)
2 Youare at school. You are cold and there i1s . winday
open near you. What do you say to the teachr” (ep Cay)
close thewindow, please?)
3 Your friend has got a magazine. You want to [nok atif
‘What do you say? (eg Can I look at your magazir.. 7)
4 You telephone the ABC company. You want to speak o
Mr Black. What do you say to the telephonist? (eg Can
speak to My Black, please?)
5You are in a restaurant. You want a cup of coffee. What
do you say to the waiter? (eg Can I have a cup of coffee,
please?)
6 You want to write something, but you haven't gota pen.
Your friend has got one. What do you say to your friend?
(eg Can Luse your pen?)

AL
C 5 ﬁumammamnmu« P 54'5!,« mopcn de up the tithe O the sty (TR e card on «

happaned? Look at the pictures.
Can you ] the story?

A: Triggering
element in the
rubric/title

A: Image

ﬁoelw:d Tedl the class that they dre gotag toread the

ﬁzstynuwamuwnmlour.mlx- peturss and
fedl the stiiry (heonselves: Establish that the pictures

ym‘ v
showy what happened in the pas! st Saturday evening. T

F24 i Aforyabont a smast callnd Paiel Willis. ook et pictiers

W N&mﬂuﬂéwhﬂ Saturiting st ? Sy Helookadd)

s Wh did P fasbe a fate tinth 7St He fund 4 dale

itk  Continue in this way helping the claks to tedl th
teiry. Mitkee sure that the students koep aising tho pud

| fense. Ax you go along, | introducs <ioie kiy Atems of

 vicabulary Tike 7 ek, space, coimedv, diputng (K ence eie

: Yﬁ@ﬁdlﬁopra&‘r Eome 0 e pes langusge by

etting stodents to choose the Qurfed sentinces, (Pictine
“B) T Bauf parked in o cor ek, Pl puriad o the stoet: S

Paif oms the street. X Pupdarrrved at thae ciriemm o S0

Heamiovd atthe ciriens 41520, (Picturs 7) s Hearpivalit fh

“ﬁqm A o Thiey thatght the il ods Ry
i 41 s TS 5 Wy&hmﬂlufhcﬁ.‘mw-

T Dl coaldn *t fond Wiy car Koy el conlie 't firad Bl

N‘Wuﬂ" fireed Jurs o {Pictored l)‘l' Xim foss i
vr a pvfmmm Sy K fourd it ;nx:nm

yhe stictents 1o corectyou

et ‘?Wm:ﬁ;T‘PMMML 5 e police sfation 5
N e posieen e to the pofice st T: Kt it
ity S No, Panl pinitad to his ar

A: Image exploitation
A: Setting of the context
A: Exploitation of title
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ma&esﬁw butthe different parts are in the
wrong order. Can you put them in the right order?

Ex-m

b Paut tred 19 find = placa to park. He orows around
far vent minuies, 0u 20l the car parks word ful. He
“locked at the clock agan. It vae 8.10. Hewss
‘gte. Hehad to find 2 place to park and he Had to
find oo quickyy. msmmmtywmmsme
I sireat by 2 telaphons boax. He droe into tha
50ace and parked the car thara.

b Kim came back & few minutes later with &
policaman. Tha policeman ook His rotabook from
145 pockak analooked at Paus.

Wt kind of car is it. 7' the poiceman asked.

-naamm Pew Mazds - dark bive.” said Paul.
rumber?’ the golcaman asked,

b Ame, 0 alraid | doat Know,” sait Pl

“You don't oo, sic?" the policeman said.

AWl Emeen ., you see L. R isnt my car”

’No\wu'w ssﬂ'saidlnap caman.

NG SaKE Paut. IS my father'S car’

“Your iatrer's can 588" salﬂmepd)cemm ‘Can

lseo)wrdn\wg , please, 5¢7°

Pl fat i s packet. He didn have 14 lisenoe.

1. Fnvsomy” he id. 1 haen't got o me |

think 1’ at home.

The poticeman focked at Paud,

0K e said. 'Get nto the car We're going to the

pobce station, You can phone your faimer from

t ®m was stil outside tha cinema when Paul amived
21820, Ho apongised for baing kate and they went
ralde. They realy liked the fim. it was a comady
and they laughed 2 ot

9 Pad Gatinto the carand diove int 10w, The date

was for 8 o'clock outside tha Odaon Cinema.
There was 3 fot of traff in the fown centre. When
Paul was nser the crema he looked at the clock in
the car, It was 7.55

“On, nal I'm gaing 1o balate,” hathaugh.

h They waked for about len minites, Then Paul
suddenly stopped,
‘On, ot h sed.
AVrat's the matier?” asked Kim.
I think ... someone has stolen my fthers car’ He
ponted to an amply parking space by a telechane
ax, Leok!' he sad, Thal’s whare | parkad the
<@, And 's ot there now.
Viait fere,” said Kim. Tmgong o find &

0

P.5¢v

A: Previous
activity

| A: Image

A:
Exemplification

the fim, Paul prougly showed Kim the keys to
father's car.

'Canlg?myouammm he aseed,
‘Oﬁ.hmngntawa Kim asked. “Trats

e s
ey Started welkiog back 1o e Gar together

4 Last Satwrcay evening Paul Wills nad a date with a
¥oung woman nemed Kim Ryan. Paul wanted to
Bonow Ws father's new soords car flwasa

Deautifiud car and Mr Wiks was very proud of it

‘0K, 800, You €an take the c, tun Grive very

‘carsful,’ savd Mr Wikis. ‘And doa't park £ in the

et Putit n @ cor park”

Tmmwmmopdmwmwwm
wisdenly Faul shoutes,

A om:outoéthsw Thero - parked by a
teaphions box - was & brand new dark i Mazda
SPOFS G, Kmammnolwmgomnv?n
pofica car, 1o. The palicenman lookad at Pad.
%Myw!um‘sow 5ir?! o asked.
Paulhadab.gsmhonm!we.

‘¥iss, that's right,' ha sald 'That's b cat’

dents to read the
sfettersin the correct order S
. 0l
be unfamiliar, Encourage men::
wmge right order w. itho
ing. Explain that they
everything atthis stage Ll BRI

for the students to check ther

jumblegq texts

“ilently
of the

udentsjus
uttrvin ngto oz

answers.

5c,6h,7b,8¢

(‘ the right order) iny Sections,

difficulties as you o along,
uy to guess through tha
ds

f;ful <and Mr Willis was very proudofit,
‘here? (The new car.j Point aust that the
escribes the noun Mr Wailis,

dealing
Encourage
context what some

it in the street, Put it in a car park - Ask What i
sentences? (The car.)

ind a place.... and he had to find one quickly,
‘one” mear here? (A place to park.)

Ask What doyou thivk Pard sard? (1'ni sorry
od the film, — Ask Who are ‘Hey 7 (Kim and

ght-hearted film.

owed Kim the keys to his father's car. -
‘his’ mean here? (Paul’s.)

'\r'mrtgﬂ =What iswrong?
 the car away without permission.
phy parking space.~ Ask Who is Tie'?

: completely new.
7 the students to give you the
-of the family car.
of regret.
icence, plaase? (Asking for

examples by asking for
oursel;’f Can Tuseyour pen/ruter?

‘magazine?

_ Ask Whois he'? (Paul. )
his « mean here? (Paul Sfafh“)

could
xecorded Asa final stage you
of e whole story with the students

B S B S e e

X
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(p-a)

C

How much can you remember?

Write questions about the siory fo osk cach other.
Whodid .2 Wiy dd ...?

What od . 7 What kind of flvaid .7
Whoea car did .7 D ..2

Where dic .7 Wos .7

When oid .2 Wera , 7

What time was .7 e

Who did Foul. e adlate with Lase Saturdiny
Whoss car cléd s botrow fir the date P
Was Ve hillis very posed of the car 2
%ﬂ%mm bo park the cor in the

Wihere il e st Bl & park 7

Then ask and answear.

P.5¢v
A
Exemplification
A: Previous
activity

A: Personal
guestion

c

1&3::\’::"‘; ‘lh;\ Rt:ad_lhv sample questions with the
Vit selthenito focus on the story and ask
; “€r5 10 ask some more example questions; ey Wit
Kind of il cid theysee? Did Paul have s licenice? ete. Then
Bet them to write some questions of their own on a piece of
Paper
Books closed. Getindividual studentsito read their
questions alond for the class to answer. If there are any
l}UL“rh(\ni the class can’tanswer, write them on the board
They canreread the story and find the answers to these
questions later

You could get studentsto work in groups of four orx fiye
forthis activity, The students take turns toraska question
Cherestof the prouptry 10 answerthe questions.

Tum back for the Practice Activities,

v' A: Exploitation of

example

A £
In class: Before you make your

picture story S
Look at Alison's picture story.
Resc the taxt and 200k at the.

sictures, Mask the picture stary : A d‘ly “ (¢ fie I;ﬁ’
N o a photogripher:

and answer thess guestions:

el tine ol Kim Stare get up

st dhd Sire have for breakiast?

Whal s 1 weathir a?

Ahere dd she go or 2 walk?

% did she take with Der?

iid she take photos of?

did she sew n the sireat?
ow did she gat % the firs?

Arstdd she tade ?

et dd the heconter end?

¥itese photo was in e

mespazes?

Out of class: Make your

pliure story.

Yo need:

o Alage place of zapsd

» Gipend scissors

» Somecolowed pers

* Pitures, drandrgs, eic

How to write your story:

1 Thivk 2bout who yol &0 gohg
5 vaile your pictue story

notograchioy a

& famdus fook Star.

wite the itie of thostany

2 £id plitares for your story.
Tyoucan’t fing the ight
o<tures, make d

P.5v

A: Image (F,C)
A: Triggering
element in the
rubricftitle (F,C)

JE¥ Adaymue e ——

Suggested Procedure
Lead in

A A . ut
Books open. Focus attention on the picture SGOI;‘Y- l}::;i 9
the title and then read through thestory with tl enclong’.
dealing with any language difficulties as you gt:l e
Next, with books closed, read through the qucsh 0 o
get volunteer students to answer them. When t e{lhe
finished, students can check their answers agains!

picture story to see how well they did.

5%

Answers

She got up late.

She had a big breakfast.

It was a sunny day.

She went for a walk in a park.

She took her best camera.

She took photos of some children.
She saw a fire engine. !
She got/took a taxi./She went by taxi.
She took a lot of pictures.

It landed on a big office building.
Kim's photo was in the newspaper.

= »j“

v

A: Image exploitation (C)
A: Exploitation of title (C)

X (F)
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Qut of class: Make your
pleture story
Your naed:

v Alavge pecs of faper
» Gloo and sCi8s0rs

¢ Soona colowed peds

* Petures, drzeings, elo

How ta write your story;

1 Thrk ahodt who you &8 oG
2 Wiite your actine story.
about, og & ohotogranher 2
cetechive, a famdus rock star
sit, Weile the i%ie of the stony,

2. Fiod picturss for your 5iozy.
¥ you can't find the right
pctures; make drawings.

3 Vakeyour ploturassony: wite
b tact 2nd 3hicx o0 the
polres,

P.5W

A: Previous
activity
A: Image

B

Tell the class that in their own time they are going to make
their own picture story. Go through the notes in the How to
write your story section. Read through the list of items the
students will need to complete their picture stories at
home and check they have everything. You may want to
give the students a large sheet of paper to start them oft

Give the students a set amount of ime to complete the
picture stories. Explain that you will allow some time ina
later lesson to help with any problems they may have

X

10

¢

v class: Use your picture story

Lot your ciassmates read your

pcire story.

P.5v

A: Previous
activity

Cc

After everyone has completed their story, set aside about
fifteen minutes at the end of a lesson for the students to
pass round their stories for their classmates to read. After
they have finished they should talk to each other about the
stories and tell each other what aspects they liked best, did
not understand, etc
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11

“ infinitive with or without fo (>GR A12, C1-C3, C9)
Complete the conversation. Use the verbs with or without to.

1. (go} out semewhese this merakng?
(G0} out naw. | have
(o) Ty homemark

- (do} somathing lster on, then?
1) this aftecnoon f you lika,
want {0)? Do you want

L% (stsyf ar home.

for tennis foday.
1ema. then, There's:2 good film on
Q0 o 1he cinema &t the moment,
ey,
do you vant (do}, then?
{30) sWimming.

500y o

P. 56V

A: Image(F)
v

A: Triggering
element in the
rubric/title (CL)
X (C-R)

? previews and consolidate.

Vm;ma uced in Lessons 2129 Ny, ‘!“\‘"‘n:;‘)‘:“-"\-uv

,ﬂ&nwﬂhin the exerases here yeo o, vred \nI )l"lhlv ey

[ once Grammar at the back e Stud, nt e

B ¢ CASTS, you may find it usery) W 2oover 1 lﬂ il
on‘oﬂhc Reference Gramumg wWilh the . e

,.“‘ﬂ?l'they do particular exeroye,

lm.k.ly\lh‘,,,

exeﬂjscs could be done orally iir e wWnlhimg,. They

; dbedom"’j\“ cl..\\\ achvity ar wath styder
mdivid“a“v orin pairs. They could alse b 1y,
& Quiz (see Teacher's Book | csaon 10

W working
*d s a Crivs

ar’
 Allright. Do you wavit ¢
g W

A: Oy, What do you
B Not reslly It's too
iLet s goto the cinen
B:1can tafiord to go to

X
(It could have potentially beg
previous activity, but it is not
because it is information for
the teacher only)

CL

12

B Was, were (>GR C5)
Complete the questions with was or wers. Give true answers,

Example
1 Were yourathome last night? - Yas, fwas

1.V you 3t homa last night?

2 Where o< you a) fowr o’clock on Saturday?

3 00 the weather o yastanday?

4 W hade any good programmas on T¥ B night?
5 Whee your 1gacher bom?

6 _ Marie 3nd Piarre Curie sclentists?

P.5ev

A: Triggering
element in the
rubric/title

1 1“("-!.-
2were
3 Was
4 Were
s

{1 l"'lll[.r!l

CL

13

Past simple (>GR C6)

What are the past tenses of these verbs?
go  work open ast =
) walch meet take cioee
Put the verbs into two lists:

M—n::d y—wp:?t

Then aid five more verbs 1o each list.

P.5¢v

A: Triggering
element in the
rubric/title

C

Regular past
work - worked
u;u'n - (vpmml

Irregular past
o - weent

lipe - lived have —had

watch - watched meel i
e — Jonk

close — closed take — 1
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CL 14 E Past simplo: mgular verbs (>GR C5) B P. 55« x
C What did you 6o last weekend? A: Personal
What didn't you do?

DiJ you do thesa things?

play tennls
warch ™V

Glean your room
cook 2 maal
Py basketoal
study

Make true sentences.

Examples
| played taryds, or Joidn'T ply tennis.

guestion (C)
A: Triggering
element in the
rubricltitle (G)
A
Exemplification

(©)

15

E Past simple: imegular verbs {>GR C6) {ii} Ask Tom about his day yesterday. Complete

fil Tom i & student, What did he do yesterday? e questions. Give his anawers.
Complate what he says. JOU GOLUP. yestirday?

(ged up)iat 7.00 yesterday

and ve] & shomer. Then 3
T o) praacan 1 5 your hor T haeﬂ‘anng"
ihaves crangs juice 2nd toast for T et
treciiast, Afisebreakfest) | & Whattime____ tones?
{golto sehodi. In the evering 1 {iii) What about you? What did you do
[t ¥ J Look at the hans you asked
- gelto bed a1 2bout 10.00. Tom in (. Answer the same questions about
yourself, Give true answers.
Example
1" 1ot up of 7.30,

P.5¢v

A: Image (C)

A: Setting of the
context (C, G)
A: Triggering
element in the
rubricftitle (G)

Egataipat 7.00 yesterday and had a shower. Then | Jiad

breakfust, {liad oranse jutce and toast for breakfast, After

breakfast 1pent o school. In the evening [did my Jontework.

gt to bed at about 16.00,

(i) T

1 What time did you got up yesterday? - I gotupat? .00.

2 Did you have a bath? = No, Lhad a shower. =

3 What did you lave for breakfast? =1 had orange }uu‘t‘a"d
foast.

4 Did you go to school after breakfast? — Yes, Tdid.

5 Did vou do your hiomework in the evening? = Yes, Idid,

6 What time did you go to bed?— 1 went to bed at about 10.00.

CL

16

i Have to SGRCY)

Complete the sentences. Use have to, has to, don't have to or
doesn't have to,

1 Lhavan't gotary money. | 1< gotothe bank.

2 | canstay in bed on Sundays. | ). gelupsary

3 Kevin's eyesightisn't very good. He WS (assas,
4 AnR | work temarrow. She's on hokday.

S InEnglend you'ae % drive on e .

& In my country you 1 e go'to schodi on Saturdays,

P. 5V

A: Triggering
element in the
rubric/title
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CL 17 ﬂ ®hject preneuns (>GR C10) P. 55\/ .
f:homglette the sentencas. Use ebject pronouns eg me, dim, her, A: Triggering 2 Jizr
em etc, .
us
1 Look; theve's Anhur, Canyeusee [ - 7 elemer!t In the 3 ;ﬁ_ )
2 Susanis sitting in the cornar. WhG's that man with _ 1¢ 2 rubric/title 4 them
§ We've gota problom: Canyou haip £ 27 5 thers
4 ‘Whora a0 the keys? tean'tdad _ Loy i
5 Bert ang Hary werd in iown yestercay, |saw :
|8 | haven'{ got any peper Gan you giva some? 7t
|7 Wriore's the newspapar? 1can't fing O B you
8 Do you wart & stamp? 1can give ang,
3 == = H
C L 18 'm P. 5¢ v at in on no preposition x
Time: a2, in, on (>GR C11} s . at8.45 in 1990 on Monday next Monday
Moty B.45 11990 next Monday  Moriday moming, - Apil A: Triggering gt A on Monday morning last night
I the maeniog pght Bstoight 115 the weekend | tin th althewekeid iithecening N AHLAprl this weekend
the weskend: midnignt tha evening - Tomomow evening 152 Juy eglement in the atmidnight — inJuly onIst July tomorrow evening
&iy Eastar “my birfvdey the afterncon the summar ru brIC/tltIe at Easter in the afternoon onmy b"”“l”y cvery summer
every SUETeTe in the summer
al in o» no prapasition
Put thsege werds 3
: : in 7090 onMondsy rect Mondoy
ito four lists: e
S
n... T P. 59 .
C 19 The Bmo‘ 11t's five to hwo. x
W What's the time? v 2 It's six minutes past ten,
Examples 3 1t's twenty froe past froe.
T IES {03 10 vl A Image 41t's three rsrcinulf"c Iof ur.
| 2. It'ssix misutes past fon A SII'A s N {0 .
| = : ’s en to ten.
| ‘f' \ e . 6 It's twenty to twe
{ Exemp lification 7 It's nine minutes past twelve.

8 It's twenty past eleven.
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(pr-a)

suggested Procedure

Lead In
Books closed. Draw a floor plan on the buard

Introduce and practise giving directions using the plan
Forexample T: First, you go up the steps and go into the
building, Then you walk straight on and go through the second
dooron the right, Whiclt room are you in? C: G, Tz First, go up
the steps and go into the building. Then walk to tie end of the
cortidor, Next, you have to turn right, walk straight on and go
through'the second door on the left. Which room are you in?

'C:E. Continue with more examples, Then get some

individual students to give directions using the plan

v
A: Image
A: Exemplification

21

1he Treasure Hunt

Work with a classmate. Make a st of the moves
1:5. Follow the directions and write the cormeot
lntters.

Move 1.

Move2

Moe? —

aroto czeidee iaks -
A Sk o
36 20 Dokgh
e coor on joa it
| Wtuen daoc iz kPR |
B,C.0,EF,Geri?

wary l5ega nal, You
b oo 01
10 T 58] 30,
| A, (&
96 30 DO the.
Vs 17 OO 00N
Vecigenaw b sen
e ) kel

Tadas

Look ot the lettors in your list. These five lotters
spell a wrord: Show your word to your teacher. If &
15 cormocs, you can enter tho Treasure Room on the
nexd page.

P.6(V

A: Previous
activity (V)

A: Image(C, V)
A: Triggering
element in the
rubricftitle (C)

A

Books open. Focus on the picture of The Trea :
E\'Plﬂlnlh(lt some treasure is hidden in thu b utldhing and
they have to find a code word in order to ind it
the vocabulary box and introduce the prepositions of
movement and the directions. Get the students
pairs, Tell them to write Move 1 through to Moy e ””‘.-‘
Piece of paper as in the example Explain that each mowvt
provides a letter which they should note<

tumber of the move. Then get the students l«\mn‘;g‘ll ll\ ‘
the first five moves with their partner. GO round the class
and help with any problems

Facus on

{own next tothe

> >

working in

(\

: Image exploitation (C)
: Setting of the context (C)
B: Description of Sch (V)
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The treasure is in the safe in this room, but the safe is locked: You need fourkeys to open
tho s3fe. The keys am somewhere in the room. Find ot Where they are.

Move 6 The first key
Visik across the
FOOI 0 the chal,
Tha fisst key i in the

roOMIotho dosk (v
secondkeyscnthe  Thathedkey s under i
Trird shelf i the boole  the piece of paper

next 16 he pen. Wit behnd the
colols s the beok? yperter Wnss -
oolour is the piaca of

paps]

Move 9 Tra-fourth dey
Walk acroes the room

photograph, What
otiowris the cop?

Week with your classmato. Make a list of the
moves 6-9, Follow the diractions and writs the
sorect colours.

What is the troasure? Look at the colours in your
fist and write the foliowing:

+ e frstdetior of the colow for Move &

4 fth o o colaur for Mave 7
¢ e cacond eiter df the Coks for Move 8

+ 3 thirc Jatter of tra cofour forMove 9
Tho four letters spell the name of the troasure.
Show your word to your teacher. if it is correct,
you have completod the Treasure Hunt.

First, you 9o through the door and tum rights
¢ Waﬁ’&ﬁwmtﬁsm/ﬁd&mﬁ
Newt; you heoe £ g0 Up ths stiirs Lo the thind
Hoor: Tomn Left o the top of the stoies and

Think-of 3 ptace in your school o.g. the secratary’s
office, the staff room, the car park; Write directions

P.61v

A: Previous
activity

A: Image

A: Setting of the
context

Focus attention on the picture of the I'reasure Room and
=et the situation. In the same pairs as before, get ~[mh'n(~j
to work through moves 6-9 to find the keys to thesate. Get
them to add Move 6 through to Move 9 on their piece of
paperand write down the names ot the colours as they
work through the moves Go round the class and help
with any problems. Once students have made a note ot the
colours, explain how they can work out what the treasure
is. When the students think they have the word, get them
to put their hands up Go round and check their answers
Make sure that they don’t let any other pairs know what
the answer is

Answers

Move 6 -green
Move 7 - yellow
Move § - blue
Move 9 -red

The treasure 1s gold

v

A:

Image exploitation

A: Setting of the context

23

v TN =

Furss, you go theough the.chor and et right.

¢ Then watk straight on ta ths end of the carrider.

Sekicaa i e ia Neict, \you honge £ go up the stuirs To the thind
ink of a place in your school, 0.g. the secrel Plooe

cfice, o staff room, the car park. Write directions il ot ok & L o th stole and

1o this place. Start from your classraonm.

mwlwﬁﬁo« | |
15 Lqe opdoan thestazstotha | tm wak | |
P [ | o wl [
YU GO Fouton | Jousvak | ‘e en {
N | theough the festisacondjatc et [ (et o
YOu hao . GODE Of youx AghARf yauhave‘ you Have: Hong |
| totum | nawxi ‘

| e
S
I OGO your Tightiaf ‘

Can your clsssmates quess the name of your place?

P.61v

A: Previous
activity

A: Setting of the
context

A:
Exemplification

C

Give some instructions for finding different places in the
school, eg the school hall, the library, etc without telling
the students which place it is. T: First, go through the doar
and then turn right. Watk straight on to the end of the corridor
Next, go doon the stairs and turn left. Go through the door
Whereare you? C: The library. Work through the table
getting students to repeat the instructions. Then get
students to work individually or in pairs to write their
own set of instructions to find a place in the school

Get individual students to come to the front and read the
directions out for the class to follow. If the class can't
answer correctly, get the student to read the instructions
again, stopping after each sentence. Students can then ask
for clarification, S1: Is it the door on the right or left 7 $2: The
door on the left i

v' A: Exemplification
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24

Language Check
1 Books closed. Write the following words on the board:
up dmon through inta along across night left straight on

Get the class to give you examples for each preposition of
movemenl using an appropriate phrase, eg walk up the
staurs, walk down the stairs So through the door, ete

Then write up
it on nextto under belind  in front of

Get the class to give you examples for each preposition of
e, e M ,

place, eg My money is in my pocket. My book is on the desk,

etc. ‘

2 Do a quick check of some ordinal numbers, Use cue
number prompts to elicit the ordinals. T: Ope S1: First. T
Two. S2: Second, etc (s

v

A: Elicitation of expected
content

directions to another group for them to wive hat i

C 25 v Further Practice v
W A: Previous You could getstudents “‘i““‘“' "“"k' ownpocdew | Ar Reference to previous
ingi a pictures in AL Get students, working i TR .
activity ::‘téur. to choose a five letter word which J “\':" w | activity
from the letters available in the five pretun 1) the
they don't have to take the movesinthe vr o g,
they could start with Move 3. They shoul RS g
down directions for each move. They they the

to the chair. Sz Is tta bag? C: Yes, it is.

mystery word is,
Get a student to go out of the classroom. | A
© 2 V . class they have to decide onan object w th, ag x
S A: Previous bag. Then get the student to come into the | ‘:w
activity try to find cut what the object is by tollow: =
directions. Ct First, turn left. Then walk strag thy
Turn right. Walk. Turn left. It’s on the floor 1y oy
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activated

Students’ book

Page No, presence of
activation & mode of
activation

Teachers’ guide

Page No, presence of activation
& mode of activation

Tl| Schema

Qur aim

i wrs nnina to D3y @ QUESSING Game.

p. 30
v

A: Triggering element in
the rubric/title

Qur aim

® Ask the studioni 1o look at the Task and explain to
e that they ame 2O 10 play & SURTING RN
They will have to work with a parteet. asking
uestons like a detective, ir ordier to complete the

sk

p. 45\/

B: Explanation of Sch.
A:X

(pr-a)

Getting started

; > do, n fiims A
: She i films? if you do, name some w
Do you like suspense

30
v

A: Personal question

Getting started
® Ask the students what they associate the word
USRI Wi

® AsK the students i they hike suspense flms and, i
v}-m do ask thew to BIVe some XA OF SURPERSe
Bebes aendd 20 sav why they ke them

oV

A: Elicitation of schemas
A: Personal question

wn|w
<

p. 30-39€ (CL)
v

B: Image (C)
X(A-C)

p. 47

v

A: Elicitation of expected
content (C)

B: Explanation of Sch.
(CL)
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Tim Crawiced 5.2 ClA agent Hesm hs
car on & very quiet 03¢, He 5 on bis w2y
10 his mother's house I the Countryside
Suddenly hs Car SIS Tim wants 1o phone
for help best he Gan't, His mobile phone ©
dead There 50t 2 disfing tone. INS S
sirange.” Tim says. Tom looks arounc anc
sees the woof of 2 big house on 2 hill. There
Secides 1o walk 3o the house for help

The house i very big. & hizs got two foos and S
siindows. 23 the windons 22 open and the Soat
Trese s 2 big =0 G e e Do
s ‘Great! sags T, Themae

he door 2d rings the bl Hellot e
ere i i ZOREL

noE
she Sioor and there S any 000 MES
= g e 2 some DSCIE

there are two sthocd Bags ness The e

= erety e
7 the hashvoom there 82 P

she Srdge & TPER. TheeS

Tim decides to go back to his car. He turns off
the tap and he closes the windows. Then he
goes downstairs, he turns off the radio and he
closes the front door of the house.

On his way to his car, Tim sees a small white

light in the sky. He gets into his car and drives
| off. He turns on his mobile phone. There is
now a dialling tone. Tim is not surprised. This
is not the first case of an alien invasion. The

vernment doesn't want panic among the
people. This is a new secret file.

p. 30-31

v

A: Images
A: Previous activity

© Ak the students which of the words and phesses
they expect to find i the story and wiky:

B o Telt the stuconts to vead the story and te check.

whether or pot their prodictions weee right.

© Ask the students o give more information abolt e
Contexts of the words and phrases they Bnd inthe

Shoey:

‘ Lagescript b
o Oranpford 15 & CEA agent. Mie & e A car o & vamy quih
o, Bl i on R wey e s miodher s howse Dy te
cownerysude. Suddendy his car stops. Thm wnds to phows foe
ety Dt e oot 2. s modde phone = dead. There St @
iailing wone. This & soamge,” Thm says. Thre looks erownd
and sees the moef of & Mg howse o @ il There aee wany Sees
around Y house: T decsdes b waik 02 She house Rr help.

The s is very Deg. 18 bas gok hwo Reors and & ok of
windews. Al e wondewes ae qpen and Y Font door &
aper, w0 There i 2 bg red cze neer Sie door. Thm oim ear

woices. ‘Crend? “saus T, There are peopie bt e howse®
Tome stards aé the doer @k rongs the bell, ‘Hllo! he ays.

Helle! he says agein. But thore S wo anstoer.
Do s epreroies. He devdes 0 ondor e howse, e
T T - —
aned dtere N @ SRS o B i 3

p. 47

v

A: Elicitation of expected
words
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:U|cn

p. 31

2

airs to answer the

-
e Ask the students to work in p:
questions.
Ask the students to join another pair and check their
answers with that pair.

answers aloud as a class.

e Finally, check the

<

_ He's a CIA agent.
_ He sees a big house on a hill.
There are four cups of coftee on the table.
. There are two schoolbags.
No, there isn't.
No, there aren't.
There is a lot of water in the bath.

. No, there aren’t.

TS oo g e

p. 48

X
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CL

many trees around the house.
a car pear the house.

‘two cups of coffee on the table.
some biscuits on the table

3 newspaper on the chair.
some food on the floor.

food in the fridge.

-3 lot of dothes on the floor.

- alot of water in the bath.
 peopie in the house.

) &

H

e Tell the stude
students that this t i

i ) s table gives informatio
gt 0::5{ and the things in it. Ask the‘ %l“ur;
- Pa%ibleéb)u;:s l:':nd to give as much jnforr;mt; ol

pos: out the things j -

“jm e ings in the house. Give one or
There is g car neqy the

There are house.

n' ]
tany people in the hoyse

p. 48

X

CL

p.32

v

A: Image (CL)

Vocaburary
Breakfast time

1
o Ask the students to listen to the cassette and to repeat
each word

ts to work in pairs. Tell them to read the

e Ask the studen
hev understand all the words.

lists and to check t

e Tell the students to read the words again and to tick all

the ones they find in picture A.

sugar milk bread orange juice ham

p. 4%

e r———

::pl«wn and find nine more differences
A e forof water in i ‘ ‘
ol water in'the fug. I picture B, there isn't aiy water in the 1oy

v

A: Image CL-V, F: the
picture format in pairs
triggers the “spot the
difference type of
activity)

A: Exemplification (CL-
G)

p. 498
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CL

10

p.32v Focus on speaking p. 49¢
F Hungry at lunchtime (an introduction to the
s the options in today's . . . in pairs. Tell f th Vi i i
S 98 b you questions. A: Tngg-er".']g elementin| * ﬁxﬁs‘:ﬁfp‘:ﬁ“’;’;&m g:‘:oss d‘:‘;:gon:on s activity situation could
st o the rubricttitle (F) menu, without showing it to their partner. have been suggested)
. o Tell the other student to prepare questions, asking what
2 :mage (E)LV is on the menu today.
- Image ( ) ® Ask the students to act out dialogues based on the
example in the Student’s Book.
® Ask the students to change roles after 3 or 4 anestione
CL |11 p33% Reflecting on grammar ot p. 498
Do it yourself e
e tudets bt ey can e o the urit s
_____anewspaper on the table iy plete the activities in this section without *: i“;:,‘
There ... two magazines on the chair ® Ask the students to work in pairs and do the activities. tf; i‘s"*" t
there . alotof milk in the bottle e
i_ d There @ lot of biscuits on the plate
;"»;: o There _____any water in the jug
, { There _ . any sandwiches today.
: g There some coffee in the cup
:ﬁ b There _____ some yoghurts in the fridge.
CL |12 Think it over P. 3'\./ T — . P. 4“
2. Circle the countable nouns and underline A: Triggering element in | s Ask the students 0 work in pairs 1
the uncountable nouns in 1. the rubric/title section.
i 3
Key AL 3
Cw“hmmmww‘w P v
bottle. biscuits, plate, jug, sandwiches, cup: YOR
Uncountable nouns: milk, watet, coffee
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3. Write these words in the correct arcie.

s ate many much alotof any  some

o S e e
-~ Countable ><__ Uncountable
nouns nouny

33«

A: Previous activity (CL)
A: Image (F)

498

33
X

49K

33 (Cu)
/A: Image (C)

sV

A: Explicit elicitation of
schemas (Cu & C)
A: Elicitation of expecteq

words (C)

B: Teacher description (
Sch. (Cu)

B:Comparison with
students’ culture/reality
(Cu)

C 13
F
CL |14
C |15
Cu

R
CL |16
F

S

A faé«?d’!&;? game

33V’

‘| A: Previous activity (CL)
‘| A: Triggering element in

the rubric/title (F-S)

A guessing game

5

» Ask the students to look at the table on page 32 and to
draw a similar one with only ten items onit.

wV&@u

A: Reference to previous
activity (FG-S)

B: Description of Sch. (FG
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17

(pr-a

friand aska questions 10 guess the Wings on your table and dfaws W&ﬁv T

“according 1o your answers, Use the new Janguage: Are there 0oy

are they? 1s there any, . Where is I8
the drawings of the two tables:

roles.

e Ask the students to work in pairs — one student is
Student A, who asks the questions,
Student B, who answers the questions a
drawing.
guess what object
draws on his/her

o Ask Student B to check Student A’s drawing to see if it's
correct.
o Ask the students to swap roles and repeat the activity.

and the other is
bout his/her
Tell Student A to ask Student B questions to

< are on Student B's table. Student A
‘blank’ table what Student B describes

S)

p. 34

v

A: Images

Divide the class into two groups and ask the
students to have 2 look at the picture of Vivian and
Michael. Ask Group one to write about Vivian and
Michael and their every day hife. Ask Group two to
draft questions to ask Group one about Vivian and
Nichael's everyday life.

Ask the students from Group ore to sit in pairs with
someone from Group two and tell them to ask and
answer questions about their stories.

Ask the students to read the text together and chedk if
they are right or wrong and ask them to make a list of
the information that was different from theirs. Ask
the students to read the information aloud.

p. 51

v

A: Image exploitation
A:Elicitation of expectec
content

18

p. 34

v

A: Images
A: Previous activity

» Ask the students to look up ‘savanna’ in the

dictionary. Alternatively, tell them to open the bo
and ask them: What cex you sev in ihe gucture * Ney
bz e At

explain the meaning of "savanna’ (& pn

Conaniries covernd I orRSS)

p. 51

v

B: Encourage SS to resear
B: Description of Sch.
A: Elicitation of expectec
content
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C 19 p.34 » Ask the students to answer the questions after the text p. 51
R v kﬁvﬂmﬂymﬁmdﬁ&e&mhﬂ‘:mmmd ¥4
W A: Previous activity (Both =
R&W)
 the savanna wi n the box. Mhmmmlﬂpﬁma\dmdﬁnm
gL \2/\(}) e wild amma e trees buildings px'35 khm wmmmmmu p'51
fresh air rivers tratfic Ssavanna. : 3 «
In the savanwna theve aven't many pecple. "'ﬁﬂ &t ﬂ‘m hm bt A Companson Wlth
many peogle. T moy town there ave @ Jot -ﬁlﬁu students’ culture/reality (C)
cC 21 .mni:otewi%"‘“‘ o ISTENIN P, 35 P.51
tick the boxes.
F + are 26 0 26 O animals in the animal hospital EAKI « f
L e 1s D isn't O a ot of work: : 4 A: Triggering element/s ir A: Elicitation of expected
re are fouerNeDseveanets in the animal hOISP“Ia- the rubric (F) content (C & FG)
i the hosital there are L) here aren't any L baby anmels A: Previous activity (C)
1he hospital there are L there aren't any Cbig animals.
‘The elephants eat three 2 six 2 trees 3 day. 7
511:45012:15012:15.0. ,
A eck
S With 2 frigma T P.35 p 4

® Are there 26 animas in
the animg| hospital?

v

A: Exemplification
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C
cud 23 P. 35 p. 5%
S v
B: Images
A:lmage
C |24 Before the sto
g ; ry P.37 : Ask the students to open their books .and look at ifhe . J
2 ::’eyou like f:ncy V/ pictures. Ack them to tell you w}?at kujd of party it P. 5%
S ss parties? A:lmage is. If necessary, explain the meaning of fancy dress. A: Image exploitation
: i <k the students to work in pairs and discuss A: Elicitation of schemas
A: Personal questlon g :M&er they like fancy dress parties or not. Tell
CL | 25 2. Find the meaning P 37 ?ﬂ‘e‘“ to give reasons.
of these words: x ; Ask the students, still in their groups, to discuss the P. 5“
whistle  lifebelt excited meanings of the words, and to look up in a
a hold-up tie dictionary any they don’t know. Tell them only to ask
you if it is strictly necessary.
C 26 3 ;zgkge:’te;r;et f;c::;f; P. 3° J e Ask the studen.ts to Took at the pictures and guess )
A:lmage what happens in the story. P.5 L«
) . . Ask the students to exchange their ideas with other A: Image EXplOitatiOI"l
A: Previous actvit 5 B A
S y Broups. A: Elicitation of expected
(Pr-a) content
r-a
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27

3 sfm.ny.m I

*Putthe sandwiches on the [0
table,” ono of the robber boy

“Who are you, dear?
Mam asks.

“This s » hold-up, Mum.*
the robbers sy

P. 36-37

v
B: Image
A: Previous activity

P. 52

A: Personal question about the
topic
A: Elicitation of expected content
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After The STory

1.

0
J
J

i |
J
J
J
a
J

Put the events in order.

Mum comes in with the sandwiches
Bob, the skeleton, comes in.
Suddenly the door opens and the two
boys in black clothes come in

Then the gypsy comes in

‘Hands up!” shout the robber boys
Tim ties the robbers to a chair

The police boys take the robbers’ guns
'On the floor!” shout the police bays
The robbers take off their masks.

p.39%

E
e Tell the students to re-read the story and, in pairs,
put the events in order.

o Get the students to join another pair and ch
whether they agree or not. e

® Finally, check the answers with the whole class.

P. 5%

29

2. Why is the title Our
Last Fancy Dress Party
and not Our First Fancy
Dress Party? Tick the
right answer.

Q

J

Tim and his friends don't like
parties

This is a horrible expenence
Nobody wants any more fancy
dress parties

Mother is very angry wath Tem's
friends.

P. 3*

students to discuss in the,
ry and to choose the most
™ to give their reasons.

ir groups the title of
appropriate answer,

p. 528
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M 10- Adventurers 1, Unit 6, 7 pp.

- Activity Student’s coursebook Page No, presence of Teacher’s book Page No, presence of
s activation & type of activation & type of
E = = § activationd& v/ activation
BB | <
C 1 P.57 P. 57

= e o Have a look! x
.3 .--“.'_;‘.j . . . . e H 1 1
ave alo A: Triggering element i thaev;:;:ie:r:bleor:k s oo T
Find the pa geswhere your the rubric/title
* doaTraffic and LrAnsport survey,
* wroitcaboura school tip.
* read about a matoreyele adsenture,
-a;\zda'bu'la'ry "1 2 Answ i
CL 2 ?X::::f::::e s ' \ 357 Vocabulary P. 5-‘V
LV | X image The weather: adjectives A: Elicitation of
¢ A: Triggering element i Aims: Students talk about the weather. schemas
the rubric/title Warm-up A: Personal
e With books closed, ask: What is the weather like question

today? Yesterday? Tomorrow?
e Write their suggestions on the board.

1 « BB Play the cassette. Students listen and
repeat. Make sure students stress the first
syllable of two-syllable adjectives ending in -,
e.g. sunny /'sani/.

e Check that students understand the meaning
of the adjectives by using the pictures.

o Students copy the vocabulary into their
notebooks under the heading, The weather:
adjectives.

e If necessary, students write a translation.
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(p-a)

Answer the guestons.

I What'sthe weather Jxkevodays

e
Ba Trans-Sahara

Reading

1 lLookatthe phoro and the ritle of the gext-
Amswer the questions,
I Where dloes the waiin plan o go
2 | W'k form of trarsport dies she picted

A III'|-T!.I-f..‘||l-.|'-||r|'-|:-||, 1 i
rradrdbers an the (Eesert

P. 57«

A: Previous activity
A: Personal question
A: Image

p.5gV

A: Image
A: Triggering elemen
in the rubric/title

2 . Stgdems answer the questions using the
adjectives in exercise 1.

P ——

you have maaes

Warm-up
Jer What's the ¢
o Ask: Wha have any 'pr[)bh‘m.\?

the journey

Jongest journe)
2 Did you

What was
to and the

1 « Askstudents © look at the photo )
dtle of the text. Ask: What do yo think the text1s
about? (A woman who is planning to €105 the

Sahara desert on a motorbike.)

o Preteach desert.

« In pairs, students answer
without reading the text.

« Discuss students’ ideas, but explain that they
will find the answers when they read the text.

the questions

P57x

p.5ev

A: Image
exploitation

A: Personal
guestion

A: Elicitation of
expected content

174



APPENDIX B | M10

P'. stV , - 2 o B Students read and listen to check their P74
2'. |I°I‘eVIOus activity answers to exercise 1.
- mage + Remind students that they only need to find

the answers to the questions and that they do
not need to understand every word.

A: Triggering elemen
in the rubric/title

L
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P. 5“

4 Lookarthe wordsin the box and the pia:

ofSrcphnnic'slhings. Which three ofiien.

are not inche picture?

map rorch sumghasses: went

; bartenes matches COMPAass

‘ }vcni;:x:l'c rucksack slccpmgbnf \/
/ - > !

(CL)
A: Image (C)

4 -« Srudents look at Vocabulary, page 127

ims: ents learn v :
Aims: ?tud e ocabula,-y aboit
things for a trip.

Warm-up
o Ask students to tell you al] the thin
Stephanie takes on her trips (warm gy ™ :
tent ’IZ"‘PS’ @ C"’"P““} SOmIeﬁMd andy, Lot , 3
sunglasses, extra petrol, tools, phoy, v
Sandy.) P05 pteag,
e Ask students to think of other usebidk
to take on a trip like this, Obj.% |
« Write their suggestions on the boarq.

i e L Pl oy D

find any words not covered in ¢he Re, ’?-2':0 |
the W.arm-up. Check they understang the o
meaning.

* Students find three words that ae e
picture.

* Students copy the vocabulary into thejr
notebooks under the heading, Things foramp

* If necessary, students write a translatio o
brackets.

C 6 Read the rext again and answer lhe*\ P 55/ 3 ¢ Preteach petrol, tools, mascot.
R [ How faris Stephanio’s toure? A: Previous activity * Read the questions as a class. Check that
(p-a) 5 \What's che temperature in the dyy irichy . -Srtt]l}dent; understand route, warm, emergency.
hat's . 3
Sahara? [horztuu ]elntsher rgad the text more
. ]
3 Does she rake anywarm clothess. i SIUdenf y tdxs txmle. .
; b e v S read and, in pairs, answer the
4 What doessie LARe 10F EMErgencies questions,
& Docs she rake any books?
6 \Whatis Sandy?
C 7 cabulary Vocabulary ' v
ve P. o ings for a trip P. 5t
. .. S i
CL Things for a tnp A: Previous activity Thing A: Reference to

A: Personal

(both)

previous activity (C

question (CL)

A: Elicitation of
expected words
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{ don't take any books

poes he take any witrm clothes?

Rules

1 We use in athir Vi

2 Weuse ., mne W o0,
3 Weust m questons

Students open the grammar section of their notebooks a
write the labelling some and any.
Students read and complete the rules. Ask students to W
example under each rule.
et with the class.

Ask students to .... the examples ....

APPENDIXB| M10
CL Look! p. 5¢v Look! p.5eV
Singutar Plural A: Triggering element i Plurals B: Explanation of
rucksack roleleaeks the rubric/title * Read the Look! box with the class. Sch
) matches * Explain to students that plurals are nomaly
:n’r::\; i:az.:oiif:’s B: Exemplification fOrm‘ed in three different ways: by adding s 0
p{*n‘f’.’.-; X cormpasses the §mgular noun (rucksack - rucksacks), by
Fi penknives adding -es to the singular noun (compas -
people compasses) or with a different word (person -
people).
CL cuploring granmn I~ L : i n p. 59K
< and at A: Triggering element ij ' @ '
& [ ook at the examples and complete the rles the rUbriC/‘Eme . ".
with some and any. B: Exemplification ! i
E,“mplcs i 3 | 1] i
vou need some Juck ol e P
Mo
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CL 10 7 Choose the corvect word for cach seneg P. 55\/ : v
et Al A: Exemplification sy b p. 59 o
e R A: Previous activity auntithio A: Exploitation of
2 e o som B: Explanation of Sch | ead he exnple it e lse, Aek stdentssmeisused | example
Bigpodinted some /a3 *Students choose the correct word. A: Authentic
| § 'wepotsome  any Ea————— nm-«m.nmf-lu .o.,-.m'. matena's/rea“a/ﬂa
Geuntableand uncouniu i dhfcy shcards
' Countable nouns B: Explanation
et souns have go i
W(?)l/mwr 4 "
(Weuse (2) some [ an) 0
; oun
(g ! &
(3) some / any e
n'tuse{4) a / an. R ey
B Countable and uncountable nouns
Aim. Students learn about countable and uncountahlas and ho
to use someandany for countable and uncountable nouns
Warm up
* On the board, show a picture of a tap with water ognoutand a
picture of a glass of water. Label the water comingobtite tap
water and label the glass of water glass of water.
* Explain that there are two different types of nougiglish
countable and uncountable nouns
at the wortieater and “glass of water
(glass of water)
*Read the ruleswith the class
*Students open their notebooks and write countableuacduntabldg
nouns
*Students copy the table.
1 =
CL 11 8 Lookat the nouns in exercise 1L P. 5E\/ - P. 5“

Countable or uncountable?
peerol
1 money 3

2 e hes 4 ool

A: Previous activity
A: Triggering element i
the rubric/title

o e wf thiris sy

Students .. the ... in the rules they wrote
in the grammar section of their notebooks.
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CL
=4

12

Complete the dialogue with o, an, e and

any. Theo listen and check,

Assistant: - Can | helpyou?

Morag: Yo, lave you got sy tents?

Assistants  Yer wdve gor () L exoelieny
teors Do von need 2y
~.i-'.",\-,n.\', !‘.1}‘."

Morag: No, Pve gov(3) o cold stoepangs
bug, buchoeed (4) = smalboreh
and (5) barteries

Assistant:.  OR Wl welveaoris) .

rorches, Buowe haven't gor(?)

p.5oV
A: Image (C)
A: Previous activity (G)

N o i :
& Sl v TE | " -
- S S ¥ o RaanT v
Nuse
Ll
1. 3 s 2 Jrme ’ sy
a v - ol

*Read the activity with the c&s.
*Students complete the
*Play the cassette students listen and check

P. 5“

CL

13

Pr

p. 5V

A: Triggering element i
the rubric/title

P vovsmsond Ration

W e
e oatenny iy

o wal e
25 3l Wnahen
oy W g

o B0 the AHiketre Sa

madeney loten aad

T Sy R0 e

My

p. 598

CL

14

Pr

Ligten snd repran B2

Seophanie s poea special !mﬂ“-'ill‘t'Pi-“Hb’rg!

p. 598

YY = B 7 ohe Ghsscrrr, Soudersy liseen Arhd
Tl grairog spevial ASTITAEO 15 D

SriloTiEnd Jeruidiadl

p. 598
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15

Write and practise s shopping dialogue. Use

SUNIENces f‘l O Lxercise 9.

P.59V

A: Previous activity
(F.C)

A: Triggering element
in the rubric/title

Ao Trbaedones (arsdade saaeng far st i 3

“al ) \I'

¢ % Jradunas s FECERS Y Ly 3 poing
Wk Wil 2ge Bapeaas that they are gotng

Ay S S ey need Froge 3 shop

o Sty moe & B of the thuses 1o taks

& Dusidonins wobts 3 daaligue, Ficourage
phalirmity 20 s the masbel! B cageciic 9

o Do spiedemans 10 woe o S o with aingle

WIEEO0 e, A e 3nd vy when

p. 5V

A: Reference to
previous activity
(both)

A: Setting of the
context (both)

.- ; ‘ ety pracrie their didsogues
o Aal thaee pasey 1 resd our thar dialoguda
CL |16 Eished? v - N binished? v |
C W UL A: Previous activity (C) o Sedeons make o loe of dungs they would | A Setting of the
Make a list of things fora trip to Britain. A: Triggering element 0d of ¢ g on s shool enp to | context (both)
in the rubricltitle (C, V) &

.v"v'.‘"('r".’aJ’ “'l el oiRrnes

A: Setting of the
context (C, V)
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CL

17

Seiindine

Vocabulary
Forms of transport

1 Listen and repeat words | -8, 29

P. 6(V

A: Image

A: Triggering element i
the rubric/title

Vocabulary
Forms of transport
Aims: Students learn vocabulary t© talk about
transport
Warm-up )
o Ask students (in their own language, if

ver travelled by

: Have you €
a’r':"rnotor]nkc;slup./
e, ship, tra
bicycle? How often do you

/coach? Do you
in or coach?

necessary)
plang, ‘helicopt
prefer travelling by plé
Why? Have you got 4
use 1it?,

Play the cassette. Srudents listen and

repeat

p.ov
A: Personal
guestion
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CL

18

2

e

Listen to the sounds, W tite the form of

transportyou hear,

p.6V

A: Triggering element i
the rubric/title

2 o Explain that students are going to hear the
sounds of different forms of transport

i Play the cassette. Students listen and write

down the forms of transport they hear

* Students open the vocabulary section of their
notebooks and write the heading, Forms of
tnansport.

* Students copy the vocabulary into their

notebooks

.60V

A: Setting of the

context
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19

ronin TORTA
I.i!f:"d (ﬁc ineroduction o Loniyety cu,,". 3
3 Rea Q

Then listen and write Paul'y mm“‘.“ '

; here are
b m:t:zs“:s‘ l‘aut there aren’t =
s'omtraims. Some peopie-cy¢|§ bu; al
a'e‘z ple usually travel by car. And there
aplot of traffict l am doing a survey in
class to find out some facts.

How do you normally travel 10 schioafs
I g b On foot.
¢ ‘Bybus, d Other

fs;there a lot of trafficnear your homas:
a Yes, thereis.
b No, there isri't

Are there any dangerous roads nesr your
3 home?

a Yes, there are

b No, there s

Do you wear a | when you cycled’
l’ a Yes, ido

b No, I'don't

Atethere any |
S stOps near your

home?

a Yes, there ar:
b’ No, there are

P. 6(«

A: Triggering element i
the rubric/title(F, C)
A: Image (C, F)

Listening

Aims: Students listen to an interv
information

-

tew for specific

Ask students (in their own Ianguagc): What is a
Srvey?
* Ask students to look at the survey and tell
you what it is about (transport). Ask: Whar
questions do you think will be in the survey?
* Preteach belmet 3

* Students read the introduction and the

questions in the survey,
* Explain to students th

at they are going to
listen to a teen

age boy, Paul. answering the

SqUestions.

o B Play the cassette. Studen
down Paul’s answers. a“dn%
ANCWEDC

ts li&(gn

P&V

A: Elicitation of
schemas (F)

A: Elicitation of
expected content
©

A: Setting of the
context (C)
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Jook! P.61V Look! P. 6V
py and on B: Exemplification by and on B: Exemplification
. * Point out that on foot is a fixed expression A: Elicitation of
by which means tragpel by walking. schemas
* Ask students which Vpreposiéxon they would | B: Comparison w/
use with car and ship (by). ; SS

* Draw attention to the differences berween culture/reality/lang

Englis > stude
glish and the scudencs’ own language.

Ing @ramimig By ¥ : )
[""Plf”:i :.L__.,‘ P.6:v B joncs open the grammar section oftheir | P. 6V
pre 1E . . . = u -4 3 2 4 2 . A .
;a. ook At BHE SUECEY O Page 60, Complece the A: Pr_ewou_s actllwty _ 3 :\ret\wb and write the heading, there is / g grewqu§ activity
rable: A: Triggering element if &= AR : Description
. . 1 ék"? are :
Affirmative the rubricititle b cents copy and complete the sentences.
(1)1 atorof craffic i fr(“ <cudents to look back at the survey on
et |0y some buses B ;-rc-bﬂ to help them, making sure that they
Negative 3 i; identify which are affirmative or negative
< L e » s -
't anairport B ntences, and which are questions.
There 4 Rpsepeny o
R b Explain to students that the short form there’s
Questions E . used in spoken and informal written
f") W here ' & English. Draw atrention to the fact that only
! : the full form there is can be used in affirmative

Short answers

| horr answers, e.g. Yes, there is. NOT Yes-sheres.

Yes, there is, [ No, ther

Yo, there are. / Na
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CL |22 plete the resuls ursey, Lse P. 61V e Ask scudents to read the results of Louise’s P 6V
C axn'tand aren A: Triggering element il (88 survey and complete the sentences with the | A: Previous activity
the rubric/title (C) L correct form of is or are. (©)
""" thix ‘  -( A: Previous activity (G) B8 Play cthe cassette. Students listen and X(G)
W S e & check.
BKEU3) iy Bais ity PEOPICSIMITE
' Joiin 4 Belmet whien chey eveh
._....;dilligl‘t&‘\"' rods near thr
s o of traflic neartyo peoplt
eck. B
C 23 peaki P.6:v Speaking P.6:V
F S b o of Fotir, do the traflic and A: Triggering element i Aims: Students ask and answer c;'uestio?ns ina A: Previous activity
EERA PO Revey va e B0 the rubric/title (C, F) survey using Is there ...? and Are there ... (C, F)
A: Previous activity (C,| 7 « Explain to students thart they are going to do
F) the survey on page 60.
* Ask students to get into groups of four.
* Students take it in turns to ask and answer
the questions. (Student A asks Student B the
questions, Student B asks Student C, Student
C asks Student D and Student D asks Student
A.) The other students in the group write
down the answers.
CL 24 5 Write the results of your suevey. Use the P. 61\/ 8 . Scuden}tls write the results ofth;ir st}l\r\;ey h P. 1{
3% . : - 1 i i to help them. . o
c |w EDEhcEy taexercives A: Previous activity (C, s bRl s b . A: Previous activity

CL)

* One student in the group reads the results of
the survey to the rest of the class.

(C, CL)
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Praw a diagram

warvey resules

Ny mbur
b
o?‘ )

| Pea?t( =

A: Exemplification

example, using their survey results.

APPENDIX B | M10
CL 25 9 Lookasthe informarion about Louise and P 6‘\/ 9 » Ask students to look at the information about P. 61
Paul’s tawn, Write sentences about the places, v . . 3 ) . . .
I e A: Previous activity (C) . kead the exammples wih che class A: Exploitation of
Al Exemp“flcatlon » Students write more sentences. Remind them examp!e (G)
Shaps 7 Restaurants (G,\V) to use a, an, some ot Ay, A: Setting of the
Spores cenrre X Clinsema X context (C)
Intern \ X Gamesarcade v
‘Q\\Hy'm:h‘,‘.-’. | X iscon X
C 26 ) Write sentences abiout your tnwn, P. 61\/ ¢ Students write sentences about their town. P. 6“
w A: Previous activity
C |27 P.6:V Finished? P. 63X
W s rate BReOFSER A: Previous activity o Students draw a bar chart like the one in the
ISR ILTLA &
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ever been on 4 camping trip? What
pe on a camping trip? (Wet or
wter in the tent, Insects,

Warm-up
o Ask: Haveyos
soblems can You ha
windy weather, Wet clothes, w
L’L’C.)
1 o Tell students they are going to listen to two
students on a school camping trip.
« EEI Play the cassette. Students listen an

answer the question.

_ APPENDIXB| M10
Listening
L 1 filetin to che diatogue \Uhi b pet son }:.-:-. U P 6% .
v o docks I Listening
& : logue between two
Aims: btudentssg;rjgltﬁi; cgfufi%nts End out P.62V
agers ona sy . .
;;r;r:.! and specific information. A'_ Perspnal questio
g A: Setting of the
context
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—-—f"'z/:-’ o y
g 29 6e S«moi trip P. 6;{ . . o Explain that the sentences aee i = P. 62«
u T T A: Triggering element i order. Mthey, | B: Description of
R 2 Mﬂ’t’mm’“’ j’b"";n 3 cﬁ; S the rubric/title (C) ¢ Read the sentences wich the clag 3 Sch. (Cu)
a-finorder, Then listen X (Cu) that students understand g ,saﬂckgg% X (C)
r4 : . ;p;lirs, ;tudencs put the seniﬁz ; X(Cu)
L ahe Bnde A porc L t { S1n g,

2% Whndf 2 -‘~ necess:;yt')’ ];a::;sesil:te. Listen ang Checku‘l? 8

b A NS < cIent = o0 §
b Shegossouc ol th " CASReTte after e
o She fasds water (1 che tent 1-6. Cveny
S \ : ANSWERS _ i |
o She loaks for bageries o - 31
& Shedooks for ber cothes Bafc!(ground nol':es ; b,%
f Shehears = MasguiIta BI.‘IUSh SChOOIChlldren ge“efauy 20 L'J
trips at least once a term. These s, O Schooy | |
visits to local places of interest :?Pflnd :
another country. Children’s pa;'e % i
pay for these trips. B Usually 4
2 |
|
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30

Reading
3 Read

p latherea s

4 \What
S

{ the lerrers

What
\What

nd answer tho Guestion,
vimyisg poolat the SRt
« theAvearies hke?

e dons che diseo tmaslsz

Jos Mary and Lindado dunng ey

{o chey doan the everings?

Wihat a0 G

Whatasla
6 What

{ wrahilom?
NAN N PTOLS

e

P.6:V

A: Previous activity (C)
A: Image(F)

A: Triggering element i
the rubric/title (F)

® Students read the letter an

i
Reading e
Aims: Students read an info

S: St rmal
specific information. ety i

e Tell students that the i
‘ Y are going
letter from Linda, Mary’s friencgi z}fgﬁa
* Read the questions with the class ang l:
that scudents undersrand How 2

ar ..?
and share. . g

d, in pai answ
. : IS, answ
the questions. .

3 ’
iy )
vy,
i : AN~
OOrciay
y
"
e
el
= relre
‘ .
e 3
-
.y Tyt
5
o)
ym
(a5
Oy bt
.
11 >
re
f
021 o, -
y
I "
5
ol ;
f 3 it
{
/ i
L9 t)
v
g -1

P.62V

A: Setting of the

context (C, F)
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P.6:V

B: Explanation of
Sch (Cu, F)

X (C)

X:A:Cu, F

Cu [31 3R P. 6V A locer
= mal letter _ , - ~ an inform Jugln
Ly A: Previous activity (C,| ma Students write an informal letter to a
C W '.Q'tﬁﬁ“(_h.'s: ',.ﬂlcr. Co,mp.lctc the rable, F) 0 ?ﬂ ond about @ school trip.
. > : _— A: Triggering element i| £ grudents copy and complete the table using
l"rl'.;},spy,\ :1”;-)- Campsive, the rubric/title (F) . L inda’s letter on page 62,
G X(Cu) "m’r l
T (&)) g 12th Aprt
e e g pear
secoftheletter: (25 Dave 5 Lare
B_fdac ferter: (30 Eanda dumind students that dates are read wich
4 ! r'dl'md numbers, e.g. the twelfth of April,
L E‘ {ain that in English, informal letcers are
E - w’r"}:‘en with the address in the top right
'oﬁlfﬂ They usually begin with Dear ... . Love
i : s0 a common way of ending letters,
= at pictures a-c and choose a place for 1 srl.ldcl'l[ﬁ ”“meter o
C 32 N"—“":"":u"""‘ i P. 65« i : :?iicxwd about an imaginary school trip,
F A: Triggering element if £, rell studencs to look at thc)px’c{:lrc& ki
Sy cudents’ own language): Has anyone been
W the rubric/title(F) the students’ own languag D

6 Writealetter 1o a friend from placea, b or ¢,
Include chiy information:

s Where ace you?

» Ateyouwath anyone?

o \Whint's the weacherike?

* lsthere anyching todean the diy?

o dsthere anything to do inghe esoning?

A: Image (C)

to Disney World in Florida? Has anyone been
shiing? Has anyone been to Switzerland?
« Students choose one of the three places for a

- ychool trip.

Pl i s
Background notes ) : ‘
Disneyland was opened in 1955 in Anaheim,
near Los Angeles, California. Disney World, a
second amusement park, was opened in 1971
near Orlando, Florida. They are two of the
world’s most popular theme parks. Many of
the rides, ateractions and shows are based on
Walt Disney characters or films.

Read the questions wich the class

Students write notes
S ite
Vtudents write cheir letter to a friend. Remund
ht\ld(‘nFS about the conventions of informal
leteers in exercise 4
- ™ -
Tell students thae when they have finished
they should do the Finished? activity.

for each question,

P. 6V
A: Setting of the
context (C)

A: Personal
question (C)

B: Description of
Sch (C)

A: Reference to
previous activity

(F)

A: Image
exploitation (C)
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Imagine that some people arevisting your

country for a week: Prepare a programme

for theny.
Minidlisy 7 e park B B

I

P. 6V

A: Previous activity

Finighed?

¢ Stud
Students prepate a programme for some

people visiting their country.

P. 63k
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Activity Student’s coursebook Page No, presenceof | Teacher’s book Page No, presence of
activation & mode of activation & mode of
activation activation

activated

=1 skill
Area

O O| Schema

1. o and shm with blue eyes and curly haic
2 Shon and fat with fuge feet and hands
3 Short and shm, in shorts and 3 Tshirt
& T and pretiy, with long, straight, blonde haic
5 Smal with 2 long nose and 3 big mouth
6 Short and goad-iooking, (n 3 black suit

in the rubric/title (C,CL
A: Image (C, CL)

Describe some students in your classroom. Ask the students to guess who you are talking about.
Extra

Bring four large posters of models (preferably, they should not be very well known models).

Describe the models in the posters. Ask students to guess who you are talking about.

Main activity

Ask the students to look at the pictures in the book.

Discuss the pictures with the whole class. Provide whatever new vocabulary the students ask for.

Ask the students to study the pictures and the descriptions on their own and to make a choice

Check the students’ answers.

Extra ofthe
Encourage the students to add at least one more adjective or expression to the description of each one
characters in the book.

PEOPLE
L LOOKING AT P. 2(« 1. speAK P v oitati
vV - A: Triggering element| Ty rmmma s A: Image exploitation (V)

A: Exemplification (V)
A: Authentic

materials/realia/flashcards

©

2. LISTEN AND READ B
a. Why does Cliddia say You're just jealous?
Nato: H

Mariano. Hi, everyone

Mariano:  Hi there, Nato
Nato: What are you doing?
Matias: We're lobking at Mariano’s photos
from vancpuver
Nato: Oh right. So; who's the girl with long
br haye? :
"M " Thisbli e s
ariano: nats Camita. She’s from Argenting
Claudia:  shes pretty
ego: And -:-/H"_J, this with short, blond hajr
and a cap?
Mariano: inats Tommy. He I{J{.‘“eu from Canada
. w
Claudia:  He looks nice. And who’s this bay in a
' suit? Mmm. He's good-looking!
Matias: Do you think s03 Lodk at his nose!
It's hugel
Diego: Yeah, and he's really fat!
Claudia:

Oh, you're just jealous.

p.20%

2. LISTEN AND READ X1

Alm: to practise describing people.
Main activity
a.

Ask the students to read the focus question.

Ask them to listen and read the dialogue and answer the focus question
Answer

Because Diego and Matias say the boys that Claudia likes are not good [0okng

p.20%
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b. Read the dialo, )
gue again.
people? gain. Who are these

A girl with long, brown hair
A man with short, blond hair and 4 cap.

P. 2(«

A: Previous activity
(both)

b
Ask your students to read the questions
Atk them to listen and read the dialogue for the second tume and sngmer the P

p. 28

ct 5| 3.LISTEN = p. 2% 3. UsTEN O
r Alw: 10 identity stressed words in sentences
< . Mata activity P.2
- " it? . :x
PR Ask the students 10 listen to the cassette and to try to Wit M Srecosd e
b
Ask them 10 read through the three sentenie ety
Atk them 10 lsten and underine the strewed wivd
CL i derline the stressed words.
b. Listen and under o 2]« ) —
ne { i i 7 . . . -
Pr Who's the girl with long, brown hair? A: Previous aCt|V|ty o ‘ S :x

< this with short, blond hair and a cap?
Look at his nose! It's huge!

W ra

Ask thierm 10 listen and underlins the streosed o
Answers

i i 1. girt org haw
¢. Listen again and practise. o & -
1 Look mave N ape
L %
Ask the students 16 lsten 10 the sentances agaen s W regeis T &
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4. SPEAK

CL

CL

Who are these famous people? Match the
descriptions with the pictures.

He’s a Spanish actor. He has long dark hair and
is very good-looking
2 She's an actress. She’s a short, large woman
with dark, curly hair
He's an Australian actor. He's slim and good-
looking with short, brown hair
She’s a singer. She’s short with long, dark hair.

w

a
4

A: Number 4 is (a) Gloria Estefan.

p. 21V

A: Previous activity
V)

A: Image (C)

4. SPEAK

Adam: 10 practise the function of Sevoiung pecwss
Load in

Adh the Students 10 Dring ¥ plcture of e favmr e -

Ak them 10 deneribe thae s
i, #ic. Toll the rent of e
After S or 5in stadants Favw danirdoerd
25 10 TItrt P dhew Tt Vi

A SRoents S el the st o S S S i i

P. 21«

A: Authentic

(€)
X (v)

materials/realia/flashcards

—_— ’;MW’_T

REMEMBER

Giving a description of a person

A man with short, blond hair and a
cap.

A girl with long, brown hair.

Giving your opinion of a person
She looks pretty.
He's good-looking.

P. 2]«

A: Triggering element
in the rubric/title
B: Exemplification

p. 2%
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CL

5. WRITE AND SPEAK

Put the words in the correct order.

1. He has/hair/blond/long.
2. She's/with glasses/pretty/tall/and.
3. He's/in a T-shirt and shorts/tall/good-
looking/boy/the
4 She's/pre(ty/short/and/wnth/hau/strasght/\ong
| 1 9 g N & &
Check your‘answers with a (léssn;:te. L

p. 28

5. WRITE AND SPEA!

A

sk 1
Use the sentences they dictats
the order of adjectives.

o 1o practse adiective word order.
Main activity
sk the students 10 -_mmarwb\e the sentences on th

sk the students to check their 3
ndividual students 1 dictate their

K

eir own
nswers with 3 classmate. g
Write the sentences they dictate on

sentences 10 you.
¢ Ask the students 10 work out 3

<6 to exemplify adjective ofde

p. 2%

CL

P

5. sportsmen and women, characters in the school
s xumupmirmmmmmmm

P. 2“

CL

X

4
|CURRICULUM CONNECTIONS

the teacher of Contemporary World History or the teacher of Contemporary Culture and

ns of famous women and men from different historical moments of
neds Bara from the silent movies, Marilyn Monroe from the fiftes
Rudoliph Valentino, Errol Fiynn and Tom Cruise.

description of each of them

s of people of the same sex and the same historical time.

was of there is 3 prevalent aesthetic sterectype at 2 given moment

p. 2%

11

6. ABOUT YOU
Describe yourself in a letter t¢ a pen-friend.
Don’t write your name.

I eomte froms Chacabuco. | am tall andd slim,
with lovg, striaght haiv: | love sports —
foothall o volleyball, but | dow't like
hasketball. | dm in year one in Polimodal
wnd .

-'*--—J

p. 2V

A: Previous activity
C.V)

A: Exemplification(F-
W)

A: Setting of the
context (C)

nd’ describing themsetves bt oot

P. 22«

A: Setting of the conte(€-W)
X (F,V)

12

Mow read anather student's letter, Guess the
student.

p.ov

A: Previous activity (C, V)

X

13

X

P. 23«

B: Description of Sch (C)
X (V), X A(C)
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1. LISTEN AND READ

a. Whatis Miiton doing?

P. ZLJ

A: Image

Ask the students ta look at the picture and make predictions sbout what they are going to fisten to and read.
Help them with questions like: Why is Milton in bed?

Do you think he is ill?

Who are these two women in his room?

Main activity

Ask the students to read the focus question and answer it

Ask them to listen and read the dialogue and check whether their Intuition was right.
Answer

He says hie's looking for jobs, but his mum and sister think he's relaxing in bed and listening to music.

P. 2’\-«

A: Image exploitation
A: Elicitation of expected
content

Mum: urn that music down! Sister: me! But you always
i
Milton:
Mum: Milton:  Look. I'm studying, OK? We have
exams next week
Mum: not looking for jobs!
Milton: mes study -~ | go 10 coflege ing in bed! 3
m- vu‘ .,._:m and yus Sister; And you're not studying for your
o e G e xams. You're listening 1o music!
sl i
i hm ework b. Read the dialogue again. How often does
- Not now, Teresa. Can't you see fm Milton do these things?
working?
b.
C 15 i i : <
b. Read the dialogue again. How often does P. 2‘«

Milton do these things?

A: Image

Ask the students 1o listen to the dialogue for a second time and to tefl you the mood the characters are in
and whether their mood changes as the dialogue progresses, Write these statements on the board as a guide|

P. 2’\-«

& i ki serious? sngey? A: Elicitation of expected
. .. 15 Milton’s mum joking? serious? an
1. Help his sister SR T, A: Previous actiVity | . s s s o content
¥ Stay i bed Un!ll noon :k‘;ﬁnudﬂwsto read the questions and answer them,
3 Study Adsiiacs SR ‘
Rt v 1. never 2. always 3. sometimes
‘2. usenEm 3 ,

FX | 16 2. LISTEN £ad p. 2V E

A classmate is asking students at your school
about languages they study. She stops you
outside the school and asks you some
guestions. Listen and answer the questions.

A: Setting of the
context

| the introduction to the listening activity with the students, Explain to ‘he."' that this is an open
4o and that they are expected niot only to listen but to answer the questions.
‘the questions straight through first. Then play them again, using the pause button to ask individual
 students to answer the questions.
answers

Woman: Is it all cight if 1 ask you 3 faw questions?
Student:  Yes, that'sall right.

‘Woman: Do you study English at school?
Student: Yes, [ do study English at school.
Woman: What are you doing just now in your

English Tessons?

Student: Student's own answer.

Woman: Are you preparing for an English exam?
Student: Yes ! am./No I'm not.

Woman:  How often da you have exams?
Student: | have exams each semester

Woman: Do you always have English homework?.
Student:  Student’s own answer.

Woman: Do you watch films in English?
Student:  Yes | do./No | don't.

Woman  Thanks for your help.

::;nmdu\ts 10 take down dictation in their notebooks to reconstruct the questions
from the tape-recorder.

{Ask them to split into pairs and supply the missing parts of the open dialogue.

/Ask them 1o rehearse reading the dialogue paying special attention to the rising and falling
intonation of questions.

P. 2z\/

A: Setting of the context
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3. WRITE AND SPEAK

s Look at these activities. Write a word or
phrase from the box next to each sentence.

suery 0ay  never always sometimes |
nwo/three times a week
9o 10 school

lister to rock music

play sports

o by —

p. 2%

3. WRITE AND SPEAK

Aim: to practise functions.
a
Read the list of activities and the frequency words in the box with the students

frequency words,
Ask the students to write a frequency word next to each activity.

watch videos.

Ask them a few questions with 'How often?” related to the activities on the list to elicit sentences COnts

Ask the students to read the sentences they made aloud, for example: watch videosisometimes = | 27

P. 24«

A: Personal question

listen to the radio
go 10 the cinema

6. watch videos

7 read a book

8. read the newspaper

9. go to rock concerts
10 ga rollerblading

C 18 b. Compare with your partner. p 25« ‘:skthestudenuto work with a partner and find activities they do (n common x
S '. ~ . L Ask the pairs 1o read out the sentences they have made. For example, We never go to rock coneers P.2

A: We never read the newspaper. A: Previous activity

B: We play sports every day.

CL

19

REMEMBER

Talking about regular, repeated
actions

You always have time to phone Patricia.
I go to college three times a week.

Talking about actions in progress now
I'm looking for jobs.
You're not studying for your exams.

p. 2V

A: Triggering element
in the rubric/title

B: Exemplification
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4. WRITE AND SPEAK

Match the questions with the answers.

What are you doing now at school?
When do you have exams?

Are you training for the next big match?
Where do you play?

We play in the park.

Yes, we're training hard
Three times a year.

We're studying for our exams.

oONw» Bwh =

Check your answers with a classmate.
Now practise the dialogue.

p. 2%

4. WRITE AND SPEAK

Aim: to practise the functions.
Main

Ask the students to match the questions with the answers and unscramble the two conversations.
Answers

1. D 2.C 3. B 4.A

A: What are you doing now at school?

B: We're studying for our exams.

A: When do you have exams?

B: Three times a year.

A: Are you training for the next big match?

B: Yes, we're training hard.

A Where do you play?

B: We play in the park.

Ask them to read the dialogues in pairs.

Challenge them to change parts of the exchanges and read the new conversations aloud.

p. 298

21

5. ABOUT YOU

Write a short paragraph about yourself.

A: | always relax at the weekend, and sometimes
listen to music. | never train after school, but t

sometimes work hard at school. | phone my
boyfriend every day.

Now tell a classmate about yourself.

p. 2V

A: Previous activity
(C. V)

A: Exemplification(F-

5. ABOUT YOU RTS8
Aim: to give students free practice in the functions.

Main activity

Tell the students something about your habitual activities (or things you never do},

Encourage them to tell you about their habitual activities.

Ask them to write a short paragraph about their own habitual actions and share it with a classmate.

Extra
‘Ask individual students to read their paragraphs to the rest of the dass.
heir habitual activities with friends).

‘s of 'You've got a friend’ by James
any parts of the song that might need

5:::9 people spend a large part of their lives with friends (and share

The theme of this song is friendship. Give the students 3 COpY of the lyr

Taylor. Ask them listen 1o the song and read the lyrics. Explain to them
ion.

Talk to them about your friends today. Tell them about the activities you sh

common. Use expressions like ‘We often. e like..." Encourage them 10 t3

activities they do together and the things they like and dislike.

are or the preferences you have in
i about their friends, the

P. 25«

A: Personal question (C)
A: Exemplification (C)
X (F, V)

CL

22

pr-aj

1. SPEAK
Alm: to introduce and review adjectives to describe character,
Main activity
Ask the students to tick the adjectives that they know.
Provide a few sentences (celated to the school reality as far as I
i possible) to illustrate thy ning of
adjectives on the fist. i

Tell the students to ask you for the meanings of the adjectives the; not sure of. Provide the medoing.
ves they are still not sure of. Pro
y suf ide

ASk them 10 think of other adjectives that describe personality trais.
Make them aware of the false cognate ‘sympathetic’

P. 2(«

B: Exemplification
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2. USTEN AND ReaAD B

s happy

Camila:

Facundo:

Carlos

b Read the dialogue again. Who are they
wlking about?

P. 24«

A: Previous activity
A: Image

2. LISTEN AND READ X3

Aim: to introduce the functions.
a.
Lead in

A_ Tr|gger| ng elemer Ask them what they imagine the personality of the teachers to be

in the rubric/title

Ask the students to read the focus question
Ask them to listen and read the dialogue
Answer

No, he isn't.

Ask the students to read the title of the lesson and to look at the picture and describe it

P. 2(«

A: Image exploitation
A: Elicitation of expected
content

24

b. Read the dialogue a

. gain. Who are they
talking about?

Mine's boring
Hers is livealy

His 15 fun

P. 2z\/

A: Previous activity

b.

Lead in

Ask the students to listen and to read the dialogue for the second time.
Ask the students these questions:

What does Facundo think about his new teacher’s classes?

What does Camila think about her science teacher?

What is Facundo’s teacher’s name?

What does Carlos think about the classes of his science teacher? Why?

Main

activity
Ask the students to identify the reference in the text for the sentences in the box.
Answers
Mine’s boring = Carlos’s teacher
Hers is lively = Camila’s teacher
His is fun = Facundo’s teacher

p. 2%

25

VRITE AND SPEAK

mory. Write three questions for

ns and write down the answers.

p. oty

A: Previous activity
A: Triggering element
in the rubric/title

3. WRITE AND SPEAK gl

Aim: to practise the functions and vocabulary.

Main
Ask the students to ask questions about Carlos, Camila and Facundo's teachers.

Choose some students to answer the questions.
Ask the students to write down at least two questions and two answers.

P. Z'X

26

4. ABOUT YOU

Describe your perfect teacher. Choose from the
adjectives in 1.

A: My perfect teacher is a man. He's fun, intelligent,

p. 2V

A: Previous activity
(C.V)

A: Triggering element
in the rubricltitle (C)
B: Exemplification (C)

4. ABOUT YOU

Aim: to provide practice of the adjectives of character.
Main activity ;
Talk to the students about your own idea of a pef '3
Ask the students to write a very brief description of their perfect tead el
Ask some students to read their descriptions. Ask them if they have descril

bed
school, if 50, ask the rest of the class ta guess who i being descril

rfect teacher. Review the adjectives in exercise 1

P. 27«

A: Exemplification (C)
X (V)

O T

27

X

SO
Extra

Ask the students to conduct a simple survey
believe the perfect student is like.

Ask them to report the results of their findings to

they
dal to find out what

t teachers in Polimo:

mong the differen

thie rest of the class in the following lesson

el sl B

p.2v

A: Previous activity(F, C)

28

s |

X

7ASK them 1o report the Tesures or
Extra

Show the students a video clip from
“Bright Minds’, ‘To Sir with Love’ ot
behayiour in these dips is exemplary, that i shows a P

+ ‘Mr Holland's Opus
v « Society’, ‘Mr Hol

films; ‘Dead Poets chers

one of "‘eh'::"c";‘l':;;ﬂ,.a eacuss with them whether the tea

Kbyt erfect teacher.

2 = marfact teacher (O shaw 10 Thelt

p.2v

A: Previous activity(C)
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5. WRITE

P. 25«

5. WRITE
Aim: to practise new vocabulary.

Main activity
Ask the students to sort out the adjectives inta the two columns ‘positive’ and ‘negaf

p. 298

CL Put the adjectives in the correct column. A: PreVIOUS aCtIVIty (V use a monolingual o bilingual dictionary to work out the meaning ofmna,mwes"if,;i':::{m&'ﬁ%
Check the answers with the whole class. |
Y T 3 X % Yo Answers % B
tun, doring, interesting, lively, intelligent, kind, dull, Positive Negative |
\ 1 -« % fun kint.l boring unkind oy
mean, unkind, cruel, patient, beautiful, ugly o et
intelligent o |
Positive Negative
fun
6. WRITE &#““ p 2“

cX
CL

30

6. WRITE

Complete the sentences with one of the
adjectives in exercise 5.

a. She always gives things to her friends. She's
very
b. | sometimes fall asleep in his classes. He’s

€. We always laugh in class. The classes are

d. My teacher knows a lot. She’s very

8. Tommy always laughs at his friends when they
make mistakes. He's

P. 25«

A: Previous activity (v

Aim: to consolidate new vocabulary.
Main activity
Ask the students to complete the sentences with one of the adjectives in exercise 5,

Ask the students to make the sentences provided negative and

~
change the adjects

(TN rJr

the completion. For example, | never fall asleep in his classes. He's lively.
Answers

8. kind c fun e. unkindicruelimean
b. boringldull d. intelligent
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=

REMEMBER

Asking about p
Is this notebook yours?
Whose pencil case is this?

Talking about possession
It's Pablo’s.
The notebook’s mine.

N

P. 25«

A: Triggering element

in the rubric/title
B: Exemplification

p. 2%

CL

32

7. CHECK YOUR GRAMMAR
Look at the Grammar Review on page 28,
Complete the chart below.

your sister work?
B: She ___inMonterrey.

1 A What __ you atschoolnow? 3. A:
8 for my exams B: tsnot

A: Ohyes. its

P. 25«

A: Previous activity

7. CHECK YOUR GRAMMAR

Main anones
Ask the students to complete the sentences based on the Grammar Review on page 28, Check the

and clarify any problems,

Answers

areldoing

amistudying

does

AW

works

5. Whoseiminehis

Extra

Give the students the lyrics of Another brick in the wall by Pink Floyd
Play the song and ask them to listen and read the lyrics,

Extra
Show them the video of the song. feaings 80
Discuss the lyrics with your students, Allow them, if necessary, 1o use Spanish to convey thelr fe€8

the song

Ask them to design a poster for a campaign with these words We need education becasse

P. 2{«

A: Previous activity

1. SPEAK
Say what you know about
Rio de Janeiro.

A: Rio de Janeiro is in Brazil.

p. 2V

A: Image

A: Elicitation of Sch
A: Exemplification

1. SPEAK

Alm: 1o activate students’ background kncwded
Main activity

Ask the students to study the pictures biriefly
Encourage the students 1o say what ey bnow
about Rio de janesiroc

You can ask some lead in guettions ldkse

& it an exciting! dangerous city?

Why /s it so famous? When 06 & ot oF forssts v
it?

What is the weathes hke o Bio? What are %
beaches ke ?

i there any famous landemack s Rig? Can piey we
ir: the photos on tha pege’

Write the students’ ansvssts on the board t Sww 3
COORPYUN O frendd Mmap abowt

P. 25«

A: Image exploitation
A: Elicitation of Sch
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2. READ
34 a Match the texts with P. 2(«
- R the pictures.

of Ghnst 1s 30 metres
s v
& 1,000 tons. 1t
06 I tain
G-rnetre MOuN
2 s of

Now, you must go up Sugar Loaf

Mountain, Du you know, it's 396
melres high? From the summit, Rio
looks like the most beautiful city in
the world. You can see great views
of the city and the beaches. But
don't worry - you don't need to be
a mountain climber! There's an easy
way to get to the top - cable car.
On, and the best time to g0 is just
before sunset. You can sit there and
watch the lights of the city come on.
Have a good time,

3
Here we are on Copacabana beach.
It's the Brazilian winter now, but it's
lovely and warm. People do
everything on this beach. At the
moment there are people doing
aerobics and some local boys are
playing football. They have a lot of
energy! | gel tired just watching
them! Four and a half kilometres of
golden sand and it still gets
crowded, especially on weekends!
See you soon.

35

b. Which text comes from:

1. a postcard
2. a tourist guidebook
3. aconversation

Now explain how you
know.

A: Image
A: Previous activity

p.29¢

P. 2(«

A: Previous activity (C
A: Triggering element
in the rubricftitle (F)

. *

Fuieit oo thve studhents wity Sead Pueler o 'f**; 2

sewily Sook e & comversation Expiain e T

vt 3 & i fart the traeacrigtae of pad s *' S
. i At e

coreersation, T out gt The w > :

e R Tk Pt

K presedue for @ coves gm0, Bk ERRRETVE adl
o Wouat tuwe i Soe it s
i g g ¥ 3
Ak e shuterdy what shsant sk WS

wli [AERIN
s e e ok B ok e ¥ wE ;
::ﬁikdmmwewwna

P. ZSV

A: Elicitation of schemas (
B: Explanation of Sch (F)
X(C)
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p. 2%

p. 2%

cX |36 3. READ AGAIN
Look at the numbers
RI below.
(p_a) a. Which texts do they
belong to?
b. What do they refer to?
1. 45
2. 396
3. 1,000
4. 100
5. 30
c |37 4. ABOUT YOU e p. 208
S ;’Vhif'j Pf'_ace do you want A: Personal question
G"i\:‘;u':‘::ams A: Previous activity
Aim: to offer students the chance to react personaltijze
texts
Main activity: Ask the students to say which place timey
particular and in the world in general they wouile lto
visit and why.
C 38 1. SPEAK P. 2"« 1. SPEAK P. 3(.*
play a game. Describe a student in your class. . . .. S o veviaw the funcrionof describing @ parson.
CL S ay A PreVIOUS aCtIVIty mnmﬂmmmdhmm"numminme :IauAskﬁ\areﬂwHMr.hsmgm@ b

see if your classmates know who it is.

A:

She's short and slim with long, dark hair.
She doesn't like sports.

V)
A: Exemplification
(CV)

Extra
Remind them to be polite and respectfull Students in other classrooms as well as teachers could als
described, 4
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C 39 2. LisTen B2 p o7 2 usENm : 4
Listen to the conversation. Mariano is talking '_ ) Aim: to practise listening for the main idea.
10 his friend, Pablo. What does Pablo talk A: Sett|ng Of the Main

about? Check (v) the boxes.

K - Taxis =4
Blic transport [ Restaurants  [J
Spant : Night life |
s (71 Cinemas £

w

3. WRITE

context

Ask the students to read the categories listed.
Ask them to listen to the tape twice and tick the appropriate boxes.

Answers

parks, public transport, museums, restaurants, night life

Night life, restaurants, public transportation and museums, are mentioned in this order.

mo

40

T

Read Camila’s letter. Now write a similar letter.
Talk about your routine.

Dear Patricid,
Here | am, back howe. This is my first
year in Polimodal and | have lots of new
classes this year. | have lots of new
teachers, too. The new waths teacher is
fun, but wmy science teacher is awful —
he reads from the book all the tine.

I play basketball twice a week, and
Go out with my friends every Saturday.
But what about you? How are you?
Please write we a letter.

Love
Cawmila

p. 2V

A: Setting of the
context (C)

B: Exemplification (F)
A: Triggering element
in the rubricftitle (C)
A: Exemplification (F-
W)

A: Image(F-R)

3. WRITE

Aim: to offer students practice in talking about regular actions in a free practice activity.
Main

Ask the students to tell you what they remember about Camila.

Read the letter aloud to them.

Ask the students if their routine is very different from Camila’s.

Ask them to write a similar letter.

P. 3(«

A: Elicitation of schemas
(C-both)

A: Exploitation of example
(F-both)
A: Personal question(C-R)

CL

41

4.

} Talking about regular, repeated actions Talking about possession ‘

CHECK YOUR PROGRESS NN
5 Lok at the Remember boxes in this unit, Write an example for each of the headings. |
i

Giving  description of a person Talking about an action in progress oW {

Givina your opinian of a person Asking about possession

b. How well can you do these things in English? Check (v) the boxes.

Very well Quite well Not very well
i Describe sameone in your class. 0 O O
i, Talk ahout actions in Progress. = 0 0
} O (&

il Talk about reguiarfeveryday actons.

P. 21«

A: Previous activity

4. CHECK YOUR PROGRESS

Aim: to review the main functions of the unit and to allow students to evaluate their own progred
Main

Ask the students to complete the section individually.

Extra

Alternative: Ask the students to swap books with a partner and compare their answers,

P. 3(“
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GRAMMAR REVIEY™

1. PRESENT CONTINUOUS

Affirmative Negative

1) relawna

Questions Short answers

Am | relamng Yes, | am
No, I'm not

Are yrulveithey relaxing? Yes, yauwerthey are
No,

aen’t

1% hesshe/it relaning? Ves, hefshelit is
No, fielshet isn't

Present participle (-ing) endings

“You form the present participle of most verbs by
#dding -ing: train - training, look — looking, help -
heiping.

ou delete the final -e for verbs ending i -¢ and
204 -ing: phane - phoning, practise ~ practising,
haye ~ having

Yous double the firal consonant of verbs of ane
sytable that end in a vowel followed by a consanant,
and add -ng. swin ~ winning; sit - sitting

You add -ing (o verbs ending in a vouvel
Ny of W draw - dravaing, play ~ playing

Function

r ining for the big mm
ron't studying. You're relaxing!

cut something that s ha

of spesking.

e yau) BoIng?

» 1o ask about future plans.
\What time s she feaving?

o 1o talk about future plans.
We'rte metting 3t the cinema:

2. POSSESSIVE ADJECTIVES
AND PRONOUNS
Form
Possessive adjectives Possessive pronouns
Singular  Plural  Singular Plural g
our mine ours {
your yours yours
their
theie hers theirs
thers
Question word
Whose is that magazine? it hers

Function
We use possessive adjectives and pronouns:
® 1o ask for information. %
15 this your notebook?:

® totalk about possession.

Remember!

When you use a possess| |
Ve pronoun, don't put | v
the noun before the pronoun ,‘tj
That Walkinan's imine.

P. 2£«

A: Triggering element
in the rubric/title

p.ak
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1a. MORE ON THE PRESENT
SIMPLE: have or be

write the correct form of the verb have or be.

a is _ Maritza. She nineteen
__astudent and she
Mexico. She short and
1 She ______long, brown curly hair and
__brown eyes
b H __Caria. | _____ from Argentina
* eighteen. | three
rs and two sisters
C He Jonathan. |
from Manchester in England. | _____fifteen
yearsold and | ________ tall and thin.
Sally and Gemma twins. They
Jian and they 17 years old
Sally __ talland slimand she
long black hair. Gemma also tall, but
she long blende hair. Sally

biue eyes and Gemma
brown eyes.

P. 29«

A: Triggering element

in the rubric/title

Extended Practice

3 goss d areyoudoing g plays
b ssending e doyoudo A don'teat

. Hoiw often do you wash the distes?

b. At the moment e is looking for 3 job. 1. Patricia s 5ot watching TV 3t the moment
€ W g0 10 the cinema twice 5 week . Patricia never wolches TV on Saturdays
d. Theyace going to the cinema tonight b Marcelo does mot go jogging on Wednesdays

/ADVERSS OF FREQUENCY

4. 190 to school every day.

B We Dlay football at the football field.
© My sister never watches TV,

d. Do you sometimes go to concerts?

& Thoy aiways help their father.

s How oFten

3. How often does Joel make his bed

Joel makes his bed every day.
s ever "
. ool washes the e on Mondays, Tuesdays and Thursdeys

5, and Sundap.

A very doy:
. Joe) washes his clothes oo Tu
£, Joe) caoks dinner on Mord

escays
. Tuesdays, Thorsdays Saturte

har?
3 Whote o 1 10
2 Wham shoes e these!

X

CL

1b. Do / Don’t | Does | Doesn’t
Write the correct form of the verb.

Steve: What sports _ you like?
Dave: | like sports, but my sister
Steve: What sports _____ she like?
Dave: Backetball and tennis, but she
like football
Steve: ___ you like music?
Dave: Yes, |
Steve: What music you like?
Dave: | like rock, but | o like heavy metal
Steve: ____ your sister like music?
Dave: ‘Yas, she . She likes classical
music,

P. ZSV

A: Triggering element
in the rubric/title

m

CL

45

2. PRESENT CONTINUOUS OR
PRESENT SIMPLE

Circle the correct form of the verb.

a. She ((goes)/is going) to school every day:

b. At the moment she (reads/is reading) the
newspaper.

¢. (Do you/are you) sometimes (play/playing)
football?

d. What (are you doing/do you do)?
I'm studying.

e. What (are you doing/do you doj?
I'm a'student.

f. We (are playing/play) basketball next
Wednesday.

g. She always (is playing/plays) the guitar
on Thursdays.

h. We (don’t eat/are not eating) spaghetti,
because we don't like it.

P. 2£«

A: Triggering element
in the rubric/title

13
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3. PRESENT SIMPLE O 4 «
PRESENT CONTI P. 2s\_/ _ X
Mikie varano g e A: Triggering element

. Milton/ listen to/music. e . . .
N o A e e in the rubricftitle

b. Atthe moment/he/look for/job.

¢. We/go/to the cinema/twice/a week.

d. They/go/to the cinema/tonight.

e. How often/you/wash the dishes/?

f. Patricia/notAwatch TV/at the moment.

- 9. Patricia/ever/watch TV/on Saturdays.

. h. Marcelo/novgo/jogaing/on Wednesdays. .,

P. 3(« i x

A: Triggering element
in the rubric/title

Put the sentences in the correct order

P.3(v i X

A: Triggering element
in the rubric/title

A: Setting of the
context

This is what Joel does every
week
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Write questions using how often...?
a. How often does Joel make his bed?

CL

49

CL

50

p.3v i X
A: Triggering element

in the rubricftitle

p.3v i X

A: Triggering element
in the rubric/title
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CL

51

CL

52

P. 3(«

A: Triggering element
in the rubric/title

X

53

p.ao%

CURRICULUM CONNECIHIUND

,,-(-f?'*"‘""';""ﬁ'g::'? s
> e
> 1% fants take in water, carbon dioxide and soil
chemicals. They turn these things into food for themselves,
swith the help of energy from sunlight. Plants also produce food for animals.

Animals, on the other hand, cannot produce their food from inorganic materials.
Animals eat plants or other animals, They are not producers, they are consumers.

Some organisms live in the same habitat as other species, and each one helps the

other. A shark, for example, protects its cleaner fish. How do cleaner fish

help the shark? They eat the shark’s skin parasites. This sort of
refationship is called symbiosis.

P. 3]«

A: Triggering element
in the rubric/title
A: Images

PUZZLE IT OUT

p.3k
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PUZZLE IT OUT

Here are some descriptions of other feeding
relationships between organisms in the
environment. Match each description with one
of these words:

comensalism bullying  predation
scavenging parasitism

a

Some organisms feed off other organisms
without killing them. For example, a vampire
bat sucks some of a buffalo’s blood but this
does not kil the buffalo.

Some organisms live closely together. One of
the organisms benefits from this relationship.
The other organism doesn't benefit, but this
relationship doesn‘t harm it. For example,
humans give food to birds.

Some organisms kill others for food. For
example, carnivorous animals, like lions, eat
other animals.

The descriptions of two relationships are
missing. Look those words up in the dictionary
and discuss them with your Biology teacher.
Try to write a definition for these two
relationships.
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3 Find examples for all these relationships among
the following illustrations:

e A cheetah with his
incredible speed
chases and catches
his prey.

e Skua forces a
puffin to drop his
food.

o A trap-door spider
builds a web and hides
behind it. It catches
passing food.

e Predators leave some
food. Vultures eat this
food.

e This plant lives in soil
without many nutrients.
To improve its nutrition, it
catches and eats insects.

P. 31/

A: Previous activity
A: Images

3. Ask the groups to match the relationships with
the Hiustrations.

Answers

1. The descriptions of scavenging and bullying are
missing.

2. Scavenging: some animals (scavengers) eat food
left over by other predators.
m@dng:mmimahbutkyoﬁnssomm
givemﬁthefoodmeyhaw:wgm,

3. The cheetah
predation
The Skua
bullying ‘

The trap-door spider
predation

Vuftures
scavenging

Plants

predation

p.sk
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1 Just the bare facts on

8

3

geothermal energy

4 itself can supply energy. The
the earth,

The ea "
deeper you go into the crust of
the more the temperature rises. Miners
know this very well in degp mines life is

hot and sticky.

I some places, there are very hot rocks
quite close to the surface of the earth. The
rocks are VERY hat, you can boil water on
them, In Yellowstone Park, Wyoming, USA;
these rocks boil water under the surface.
They force it up and out. This produces
"geysers”.

o We can use this
geothermal energy.
We drive boreholes
into the rocks and then
we pump cold water
into these hot rocks,
The water gets
extremely hot and it
boils. Boiling water
produces steam. The
steam comes up to the surface through
other boreholes. We collect the steam and
we use it to drive turbines and generators.

Where does this energy come from?
The earth contains many radioactive
elements in its rocks, for example, uranium,
The rocks slowly break down over millions
of years and release energy into the earth,
The crust of the earth is like a blanket. It
insulates the rocks under it. The crust traps
the heat energy. So the inside of the earth
is like a very slow nuclear reactor.

1 Chedck vocabulary

Find a verb which means: to make
machinery work

Find a verb which means; to force
something into a certain position

Find another word for the surface of the
earth,

g Think and expe
experiment and

Why can't we reach the |
What are the two indisp/
a rainbow?

Look at the picture. Why
stand with your back to'
rainbow in the sky?

N o=

w

2 Check understanding

3 Explain: In dee,
P mine i
b Whatisa geyser? s life is hot and sticky.

e

P. 32«

A: Images

A: Triggering element

in the rubric/title

A. JUST THE BARE FACTS

Ask the students to write a list of the principalior
conventional sources of energy used in our sodiety.
Askd\emtnsharetheirlistwiththerestofthe
Qroup.

Ask them to write a list of ‘unconventional’ sources
of energy and to read it aloud.

Ask them how much they know about geothermal
‘energy and its applications.

Ask them to read the text and to underiine the main
ideas.

Ask them to dictate these main concepts to you.
Put down their ideas on the board. Generate a
Sunshine diagram.

1. CHECK VOCABULARY

a. to drive

b. totrap

<. earth's crust

2. CHECK UNDERSTANDING

a. Life’s hot and sticky because the deeper you go
© the hotter it gets.

b. A geyser is boiling water forced up and out the
earth's surface.

P. SLJ

A: Elicitation of schemas
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g Think and experiment ...

experiment and think

1 Why can't we reach the end of the rainbow?

2 What are the two indispensable elements of
a rainbow?

3 Look at the picture. Why is it necessaryto.
stand with your back to the sun to seea
rainbow in the sky?

Check your answers with a classmate.

P. 32«

A: Images
B: Encourage researc

B. THINK AND EXPERIMENT...

Answers

1 Setausetberamma,’ustdmemdw
reflected light. it doesn't start or finish ata
definite place.

2 mmindmmmekmsaﬂarwn
water and light.

: 2 Yourm(immtbemmsoﬂbt\‘wm“;
like a prism and the raingrops reflect the hight
the sun in the sy

p.sk
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correct order,

How agile are you? Make a chart ts s
results of your class or your group.

Put the instructions for the agility test in the -

wow the:

P. 31«

A: Triggering element
in the rubric/title

C. HEALTH AND FITNESS runws

I tand2

P. 33
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[ Did you know ...

.. that a TOG is a unit of measurement that
shows the degree of warmth of a bed cover?

.. that manufacturers give duvets and
sleeping bags a TOG value which
indicates how well they insulate?

.. that a sleeping bag contains
padding which insulates the person
using it?

.. that when we twist fibres
together they trap pockets of air?
Air is a poor conductor of heat,
so fibrous clothes prevent loss of
heat from the body and keep us
warm.

1 What does insulate mean?
2 Find out what kinds of padding we use in
sleeping bags.

p.aXk

D. DID YOU KNOW?
Answers

*»
1. insulate is to cover something 5o TA gt

(edectricity, sound, etc) do nat getmor :

,.wul
2. Feathers and fibre fF (M@n~MaNe

as padding i sleeding bags

cX

59

I Quiz time

Object 1 is moving against object 2.
What force tries to stop object 17

2 When you wind up a clockwork car, what
produces the force?

3 Hammer-head and tiger belong to the same
species of animal. Which species?

4 Which type of wood is 10 times lighter than
water?

5 Which organ of the body removes waste from
the blood? Liver, heart, brain or kidney?

Find the answers and check them with your
teacher.

P. 33 «

A: Triggering element
in the rubric/title

E.

p.sk

QUIZ TIME

!

2.
3
-
S

Frct:on

Your musias
Shark

Baisa

Kigney

p. 3k
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Page No, presence of

Student’s coursebook

< B Activity
£ 8 | skill |Area
3%
C 1
R

Page No, presence of
activation & mode of
activation

Teacher’s book

activation & mode of
activation

p.14%

Aims

To prepare students for the language and skills of the
unit

Optional Extra

Discuss the tthe of this unit. What could it mean? YWhat
topics does iz suggest?

{You may need to tell students the two meanings of the
word star i.e.3 star in the sky,and a film star)

in this unit you will learn to ...
. e and compare pecple
R st s that in Unit | they described
gt ” will not be towally unfamiliar. Alsoitsa
e %9 m&'
3 : 1y people in the class Jike
discussion as to what kinds

P. ZA«

A: Personal question

A: Elicitation of schemas
A: Exploitation of title

A: Elicitation of expected
content

A: Reference to previous
activity

B: Description of Sch.
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» Key

P. 1V

A: Image
B: Description

P. 248
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p. 15V

A: Image

A: Setting of the
context

Snapshots

Aims

Functions asking for and giving opinions
talking about likes and dislikes
Skills fistening, reading

n &% Lead in by dictating the names of some famous
people and asking students to put a cross or a tick next
1o each one depending on whether they like them or not
Then in pairs they tell each other their opinions using
-~ Llike .../l don't like . .. .

0 ;tudenu they are going to hear a conversation

i en Jack and Priya talking about music. Tell them to
table into their notebooks and to focus on the

mation they need when they read and listen. You may

play the recording more than once.

v X ? v
X v v ?

g e e

P25V

B: Exemplification
A: Setting of the context

pol B

CL

P.15 vV

A: Previous activity

the speech bubbles containing the

about Jack and decide if Priya likes him,and
doesn’t like about him. Students could
onversation in pairs.

likes his hair, eyes and smile,

p. 298¢

equivalents in their mother

p.25v

B: Comparison w/ SS
culture/reality/lang.
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CL

dptional Extra

able to speak

Hint

Te ents to look at the In this unit you will learn to
section on e 14. Ask them which of the items they
seCtio page

{

have been learning

p.2tv’

A: Reference to previous
activity
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P.1¢v

A: Previous activity
©

A: Setting of the
context(C)

A: Exemplification
(G)

- Dialogue build

Aims

Functions giving opinion
ageeoing and disagrecing

Skilts listening. speaking

o Remind students of ways of agreeing and disagres P
colld be helpful o copy the table in exercive 4 onto the
board and give an example for each re sponse The first
time, say the sentences in the following order. Then say

them randomly for them to choose the correct
response, for example

if you agree

English Is an Important language. - [ apree

L think English Is an important language. - So do |
Fdon't think Dutehis an important language
Neither do |,

if you don't agree

Dutch Is animportant language, - | don't agree

L think Duteh is an important language. - | don't
I'don't think English s an important language. - ! do

Students lopk at the information In the table and match
Priya's replies to Rashid's comments. Point out that a
cross means that Priya doesn’t like something and a ek
means that she does,

ﬂ Ask students to compare their answers with a parmer:

6 (D Play che recording for students to check thelr
answers: Ask them to take turns to be Rashid and Priya
and practise the dialogue.

Transcript 1| and Key

the response for Torn
L an appropriate

P. 26V

B: Exemplification (G)
X (C)

X A(CL)
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P.1¢v

A: Previous activity
(both)

18 an open-ended exercise.
¢ appropifate phrases. For

Extro

Fast finishers write three mare sentonces each sbiout
other famous peopde. Then they read the sentonces to
their partner who says whether they agree or disagree

Optional Extra

Students could write up the three conversations they
have had and check them with their previous partnors

P. 268

CL |8

C

Cu |9
R

P.1¢v

A: Image
A: Triggering element
in the rubric/title

World Music

Aims
World music
Skills reading, listening, speaking

) With their books closed, give students five minutes to
write any words or names they can think of related to
world music. Encourage them to think of verbs and
adjectives as well as nouns. They could then use their lists
to write three sentences each. Ask them 1o read them
out either to the class or In small groups. Alternatively,
they could write one of their sentences on the board,

Tell students to look at the photos and give them a short
time limit to mateh them with the types of music.Tell

them to write their answers in their notebooks.

p. 2V

A: Elicitation of expected
words
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Cu

10

P.1¢v

A: Previous activity
A: Image

P. 268

11

P.1¢v

A: Previous activity
A: Image

B (@ You might want to stop the recording after each
extract 3o students can tell you which type of music it
was,

f 2 i(ny -.I Folk

2 Regnin 3 Afrobet 4 Sala

B S

pP. 268

12

4) Which do you like? Why? Why not?

5) What is the traditional music from
your area? Who are the most famous
performers of this type of music?

P.1¢v

A: Previous activity
A: Personal question

' W could do this at class level or you

p. 288

CL

13

ey Have got (’ve got)
GR

&3 Complete these sentences.
‘ [ his latest CD.
dark hair and blue eyes.

lephone number?
any tickets for the concert.

2 He
2 vou my te

J
4 They ... (not

P. 17V

A: Triggering element
in the rubric/title

GRAMNMAR: Have got (‘ve got)

n If necessary, remind students of have got before they look
at this exercise. You could use the classroom as an
example. Write on the board, for example:

Our classroom has got four windows.

It hasn't got any curtains.
- Has it got a cupboard?

~ Ask students to use the same model to write three more

sentences about the classroom. Then they check each

- other’s sentences in pairs.
Students work alone to fill in the verbs in the sentences

:  they check each other's answers in pairs.

p.27v

A: Exemplification
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14

sragraph. Use ve got or

»f the verb to be.
__short, dark wavy hair.

vn eyes. | ....Spanish. | ...

ind 2 .r. My mum and dad ...

, dad is a famous singer. | ....a

singer; too. My name starts with E.

2 Complete

Pt
the correct i<

ous. |

P. 17V

A: Triggering element

in the rubric/title
X (C)

between have go
on the board,

I...astudent

f... ogcar

Ask for a volunteer to come to the board and fill in th
verbs,

5 Hint

When we want students to do something in front o
class, they should be allowed 1o volunteer, If we pick o
someone, we may choose someone who doesn't kno
snswer There'’s no point choosing someone who will get it
WIONE,

Lt weaker students work on this exercise in pairs

Cekapasnnsaviniasaen

B Key ‘m 'vegot 'm. vegot ‘m. vegot are.’m

Optional Extra

Fast finishers could use have got and 10 be to write a
similar paragraph about themselves

p. 27V

A: Exemplification
X (C)

15

y Who is this mystery person?

» If you need more practice, turn to page 64 of the

Activities now.
» If you need help, look at page 97 of the Grammar

Reference.

P. 13V

A: Previous activity
A: Image

B Ask students to decide individually who they think the
miystery person is before checking at class level.

» KEY Ennique Iglesias

Further Practice

Waorksheet |,pageT 77 and notes on page 38 (lower
levels)
Activities, Gammar |, page 64

p. 27X

16

cinion of the people in the photos? Use these words.

P. 13V

A: Previous activity
A: Image

GCRANMNIAR: Comparative and
superlative adjectives

ﬂ Go through the words in the list to make sure everyone
understands them. Let students discuss their opinions of
the people in pairs.

p. 27V

words

A: Elicitation of expected
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17

p. 11V

A: Triggering element
in the rubric/title(G-
both)

A: Previous activity
(C-RI)

A: Image(C-both)

y Which of these opinions do you agree with?

Al a
pop

Wasnaldo s the mose
Tlented foothaler
In history.

B students read the statements alone and decide which
ones they agree with. Put them in pairs. They take turns
to read out the statements they agree with and their
partner agrees or disagrees with them. Remind them to
use the expressions of agreement and disagreement on

the previous page (Dialogue Build).

You could end the activity with a class vote on each one.

p. 2%

CL

18

[ -
Work in pairs.
. {dentify the comparative adjectives in the b 1£«

e ercise 5. . i i
&z:i;;‘st;:]ei:;:rlative adjectives in the A: PreVIOU.S. aCt.IVIty
. A: Exemplification

opinions in exercise >-

7 Copy the ¢table into your notebook and

complete it.

superlative

} comparative

adjective

attractive

) od
e~ most talented
»
: most popular
]
T ST ISR

at students remember the difference in meaning
tive and superfative. Write quieter,
 on the board and ask students to tell you which is

look back to exercise 5 and discuss with a
ner which of the adjectives are comparatives and
are superiatives.

‘;’_ K@y mare auractive. more popular
prettiest, most @lented. best

‘Write these headings on the board:

the most .......

the ......est

dents copy the table into their notebooks, making it
enough to write in the words. They work alone to
lete it. Remind them to think carefully about

more attractive most astractve
better best

more rlented most ralented
aller allest

more popular most popular

p.2¢v

B: Exemplification
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CL 19 ,(- What are the rules with short and long v,
adjectives!? P. 1¢ _ B 1f you want to save time.allocate one question to P. 28%
G When do we add -er? A: Previous activity different pairs and then get them to read out their
sz:en :o we szydmors + adjective? A: Triggering element il
en do we add -est? ; . o : AT SR S S R
When do we say most + adjective’ in the rubric/title ‘ ,KGY See pages 99-100 of the Grammar Reference.
Which adjective is irregular? S S R S SN
P You can check your answers on pages 99 and 100
of the Grammar Reference.
CL 20 (i Add these adjectives to your table. ‘
; 7 P 15« Students should add these words to the left-hand column
fast slow loud relaxing lively ] o P. 28x
G interesting boring modern beautiful nice A: Previous activity (G
V generous kind handsome ts write the comparatives in the second column.
2 Wit the Comparative form of these X (V) .llower.louder.more relaxing, livelier, more
rite |
' adjectives in your st h
. ki les on
elling by looking at €€ T
> Ch;c; l‘gg Z‘: the Grammar Reference. There
Page;e ‘;ractice on page &5 of the Activities,
o tives to the
C 21 ST :
CL W G (a What do you think?.WFﬂe sentences P. 1{« dents work alone to write the sentences Then they P 2&
comparing these things: A: Previous activity (G and compare each other’s answers in purs :
| iazﬂreggae. (boring) A Trlggerlng element ;ﬂ'mﬂ\lﬂ | :mfnend-h{'-r than .
2 dogslcats (friend) in the rubric/title(G) Mt ehin. ..
3 a Porsche/a bicycle (fast) X (C)
C 22 T3 rorseT
CL W G (‘ Write superlative centences about these P. lEV. B e ssrncasThenthey | P. 2 &
things- A: Previous activity (G other's answers in palrs.

Example: bicycles/carslplanes (slow)

Bicydes are the slowest.

| jazz/heavy metal/pop (enjoyable)

2 the guitar/the piano/the violin (difficult to

learn)
3 CDs/records/cassettes (cheap)

A: Triggering element
in the rubricltitle(G)
X (C)
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23

CL

24

Work in pairs.

STUDENT A: Turn to Pairwork 2A on page 49.
STUDENT B: Turn to Pairwork 2B on page 51.

PRONUNCIATION

p.189%

Pairwork

This informaton gap activity gives students the chance to
use the superfaoves

Divide students into pairs and tell them to decide who is
A and who is B. Swdents look at their page (without
letting their partner see it), and read the information.

Give them time to think about the guestions they will
need to ask.

A’s ask questions to find the missing information. Then
B's do the same
Further Practice

Activities, Grammar 2, page 65

Activities, Listening, exercises 1-4, page 70
Waorksheet 2,page T 78 and notes on page 38
(lower levels)

Worksheet 3, page T 79 and notes on page 38
(higher levels)

p. 28%

Pr

g Mark the stress on these adjectives.

Exomple: interesting

interesting  relaxing lively boring
modern  loudest entertaining  romantic
beautiful generous talented handsome
enjoyable  difficult  important

[ PeeT
. @53 Listen again and repeat.

' {7} Listen and check your answers.

P. 16V

A: Previous activity (P
LII

A: Example (LI

Pronunciation

Aims

Phonology stressed syllables in adjectives

B Students write the adjectives in their notebooks and
mark the stress with a box as in the example.

When they have finished, write on the board:
Stress on Stress on Stress on
Ist syllable 2nd syllable  3rd syllable

Ask for volunteers to write one of their words under the
appropriate heading.

m {173 Play the recording for students to check therr
answers,

Transcript 13 and Key

Polnt out that the unstressed syllables may have the weak
sound /o modan, loud 25t entataining, genaras, alanted,
handsame, enjoysble, important.

Let students listen to the words again so tat they an |

411 - Jisten out for this and repeat what they hear.

p. 2V

B: Description of Sch (Pr)
X: A(CL)
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wolge s

Kty e e vy of Uhe Cast
W awre rey Auaevaen”

[ e
B e wa s SOy OB /.
1. Look at the credits of the film in the cinema screen. M

the names and the peoplein the pictures.
Professions Number
Cameraman
Casting director
Costume designer
Director
Lighting technician
Makeup artist
Script writer

tch

p. 1V

A: Image (C, V)

A: Triggering element
in the rubricltitle (C)

Fun with words

Aims

Yocabulary the cinema, professions in the cinema
industry

Skills speaking

Student-generated activity

Lead into this page with a brainstorm of words
connected to the cinema in the students’ own language
Write the following categories on the board

Kinds of films  Jobs involved  Equipment/ebjects needed

Put the class into three or six groups depending on the
size of your class. About six people per group works well
Give each group one of the categories and a large sheet
of paper (A3 if available). Each group appoints a secretary
who writes the topic in the middle of the paper and then
writes all the words the group thinks of connected o
that topic. They should write them scattered all over the
page, not in a vertical list. If they don't know the word in
English, they write it in their mother tongue. It is 3 good
idea for each secretary to use a different colour pen
After a short time, stop them and tell them to pass their
paper to another group. When they receive their new
paper with the different heading, they read the words If
there is anything they don't understand, they send a
messenger to the group who wrote it for help. If they can
translate any of the mother tongue words into English,

~ they do so.Then they think of more words to add to this
 sheet. Repeat the process undil they get their original
paper back.They are then responsible for translating any
words still in the mother tongue with the help of the

.2 follow-on you could put the sheets of words on the
students to copy. Alternatively. it could be done
tudent dictation.

. love, drama, documentary, science fiction,
omedy. -
Jabs invalved
actors, cast, casting director, director, producer, make-up
artist. costume designer, script writer, set designer,
ptonwr.aunenman/womnn. lighting technician, sound
 technician, stuntman/woman
Equipmentiobjects needed

ses. film. make-up, costumes, scenery. furniture,

the table into their notebooks and fill in
- for each job listed.

P29V

A: Elicitation of expected
words (V,C)
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2. | dentify the three ers of the . What their
names?

CL

27

p. 1V

A: Previous activity
A: Image

8 You could make this a race to the board. Tell students to
raise their hands when they know an answer. The first
three get to write the names on the board

® Key Eila Hugh.Miranda

pP. 298

3. Match the words and the objects.
You can use your mini-dictionary on pages 104-128.
Mask script chair wig

CL

28

p.19%

) Students match the words with the pictures, using the
mini-dicuonary as necessary.

1 Key sapt mask

chair Wi

P. 298

p. 1V

A: Previous activity
A: Image

© This could be done orally at class level. Call out each of
the objects and ask them to name the job.

W Key | scnpt 2 mask 3 owig 4 chair
7 Hint
Get students to write all the new words in their vocabulary

books. This could be the start of the tapic Fims, divided as per
the headings above.

p. 298
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p. 20V ~ Developing Skills P.3(v

A: Image exploitation

A: Image (C) Reading 9=
A: Setting of the A: Elicitation of expected
context (C) z":’ o content
A: Triggering element R R S o A: Setting of the contexF)
in the rubric/title(F) Pre-reading activity

Books closed.

Tell students they're going to read the nughlights from =
week of Des'ree’s diary on her web page Atk them to
write five questions they would lite to be answered whicr
they read Des'ree’s diary

Before students read the diary, remind them of the Stuay
Tip on page |4 and encourage them to lcok ar the
picture and tell a partner what they think the diary will
be about.

They then scan the text to see if any of their questcons
are answered.

D Students read the text and answer the questions in their
notebooks.

B Key | breakfast time 2 Monday 22nd 3 Beverley Knight

{5 This text is available as an additonal recording on the
Class Audio.
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p. 2V

A: Previous activity

B Tel students to read the text carefully to find the i
meanings of the words. They then check with a partnes.

®» Key :;uhhi; -
Extra

Fast finishers look for words in the text that mean the
same as the words in the list. When everyone has finished
exercise 2, the fast finishers could read out in random
order the word they found, and the group have to match
it to the correct word in the list.

W Key 1band bored cverytred dnervons e award
Optional Extra

Ask students to write five questions each that are
answered in the diary. Put them into pairs. One of them
asks their questions and the other answers as Des'ree,
using the information in the text Then they reverse role

Further Practice
Activities, Reading, page 68

p. 308
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p.21v Listening P .31V

A: Previous Aliiis A: Elicitation of schemas
aCtIVIty(L1S) . Skills listening for specific informauon. ordering (bOth) i

A: Personal question speaking A: Personal question (both
(S) {9 Before students listen to the song, ask them to write

the names of Des'ree songs they know on the board
Then vote on which one is the class favourite and discuss

why.

Play the song for the students to listen to it

After listening they discuss the song with a partner

Transcript 14

See page T30
Transcript 14

YOU GOTTA BE
Desree

You gotea be bad, you gotta be bold
You gota be wiser

You gotta be hard, you gotza be tough
You gota be stronger

You gotta be cool, you gotza be caim.
You gotea stay together

Al know.all 1 know.

Love will save the day.

Time has no questions,

It goes on without you
Leaving you behind

If you can't stand the pace

The world keeps on spinning,
Can't stop it if you tried to

The best part is danger staring you
In the face, oh oh oh

Listen as your day unfolds
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32

p.21v’

A: Previous activity

B (D Go through the list of words before students listen
and check that they understand them. You could ask them
to give a synonym,an antonym or a translation

Play the recording of the refrain so they can number the
words in the order they hear them.

It’s more fun and also easier for students to do this kind of

activity with slips of paper. Ask them to write each word on a

slip of paper. While listening to the song they put the ships of
aper on their desks in the order they hear them. It's also much

“to change if they miss one when they do itin this way

AawasassssarsasararEnTTy

together 9,
wiser 3,
stronger 6,

p. 3¢

33

p.21v

A: Previous activity

Aims

Skills talking about music. likes and dislikes,
agreeing and disagreeing

B Piay some of the students’ CDs and cassettes that you
will have asked them to bring in to class. Have a short
discussion about who likes what kind of music.

p.3:v
A: Authentic
materials/realia/flashcards|
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p.21v’

A: Previous activity

This could be done as a class survey.

Write the seven questions on different slips of paper so
that there are enough for everyone in the class. For
example, if you have 30 students in your class, you will
need three copies of each set plus two questions
repeated. Divide the class into three groups and give each
student a question. They have to ask every member of
the group that question and make a note of the answer.
They can do this sitting together or mingling but make
sure they don't go near the other groups. When they
have finished, put the students who asked the same
question together t© collate their answers. They then
report back to the class.

Example:

Question | What kind of music do you like?

Answer  Six people in the class like reggae; four people like
... etc.

p. 3¢

36

p.21v

A: Previous activity
A: Image

Writing

Aims

Skills Writing about music, likes and dislikes
) Give students time to think and write down their

answers. Then call out each possibility and they raise their
hands if they think that is the right answer.

i Key b

p. 398

p.21v’

A: Previous activity
A: Image

0 Students 1ead the questions and disguss the answers in
pars This will help them with the wrinng actvity (0
exercise (0

# ey Asnger or musican

P. 3%

233



APPENDIX B| LL0O5

37

38

(pr-a)

p.21V

A: Exemplification (C,
F)

A: Previous activity

) This could be done as a homework activity. Remind
students to look at exercise 9.

p.3v

A: Reference to previous

Further Practice activity (C)
Activitlies,WWriting, page 69 e | X(F)
Worksheet 6, page T 82 mg@d\wa\;;@:

Cross Curricuiar P 37

ASTRONOMY
1. Read these statements. Which of them are true?

1.Marsisbigger than Earth
2.Saturneis smaller than Neptune
3.Venusisnearer tothe sun than Jupiter

p. 2.V

B: Image
A: Triggering element
in the rubric/title

Astronomy

Aims

Skills reading about the planets and life on o
Space Shuttle

o Tell students just to look at the pictures for one
Then they close their books and tell their |
the subject of this Cross Curricular section is
their books, read the sentences and decide which are
true,

This could be done as a class activity. Read out each

statement and ask students to raise their hands if they
agree with it. Write the number of the question on the
board and the number of people who raise their hands

They open

bKey IF 2F 3T 4T

- Fast Finishers

":“.Whan everyone has finished exercise |, fast finishers

| could write more true/false sentences about the planets
d then read them out to the class, who say if they are

r false.

v

A: Image exploitation

4. Pluto isfurther from the sun than Mercur

39

 MiRan e e gt

5 e e el W
WS T e s e B
v e e T Toony Be et

2. Now answer these questions.

1. Which isthe biggest planet?

2. Which isthe smallest planet?

3. Which isthe nearest to the sun?
4. Which isthe nearest to the sun?

p. 2.V

A: Previous activity
B: Image

B3 Students work alone and write the names of the planets
in thewr notebooks. They check and compare with a

partner
% Key )jupic 2Plute 3 Mercury 4 Pluto
Fast Finishers

Ask fast finishers to write Two more quesuons. They
dictate their questions to the rest of the class.

p. 324
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3. Read these notes from an astronaut’s diary

p. 2.V

A: Previous activity
A: Image

B Students read the diary carefully. Let them talk to a
partner to help each other understand it

G This text is available as an additional recording on
the Class Audio.

p. 3¢
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CL

42

Bty Ehueae 35 3¥m vamdy b

Fum o Laden

Arethe statementstrue or false?

3. Astronauts sit on chairsto eat.
4. Astronauts can deep standing up or lying down.
5. There are soft mattresses on the bulk beds.

1. Theair ismore polluted on Earth than in the Space Shuttlg
2. Astronautswear special space clothesinside the shuttle.

p. 2.V

A: Previous activity
B: Image

@ Tell students to read the sentences and then check in the
diary to decide if they are true or false. They write the

number of the sentence and T or F in their notebooks.

W Key T 2F 3F 4T SF

Fast Finishers

Ask fast finishers to write one more true statement and
one more false statement. They then read them out to
the class, who decide which is which.

Extra

Fast finishers wor

student could then be made responsible for i
one of the questions by looking at the wm

K in small groups. They discuss and list S
any more questions they have about living in space.Each

p. 3%

p. 23X

In Focus
. Aims

Review of the grammar, functions and vocabulary of the
unit.

o This exercise practises the comparative and superlative
of adjectives. Remind students to think about the
difference between short and long adjectives in the

~comparative and superlative.

Students work alone.

ﬂ ) Play the recording, Students lsten and check thi
answers.

They make a note of how many marks they et (2 ik
for each correct answer).

Transcript 16 and Key

| Is Gloria Estefan a better singer than Cher!

2 The worst group in the world Is REM

3 Australia is further from Spain than Scotland
4 | think Brad Pitt’s more talented than Tom Cruise
5§ Whos the allest player in the team?
- 6 Sclence Is more difficult than History.

p.33V

A: Elicitation of expected
content
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Complete the questions or the answers.

| What colour hair .....you got? | .....
blonde hair. (3 marks)

2 What colour eyes ... ... got? She's got
brown eyes. (2 marks)

% he ... a ticket for the concert? No, he
s W'E (3 marks)

&7 Listen and check your answers.
How many marks did you get?

p. 23X

) (M This exercise practises have got
~ Students work alone.

Play the recording. Students listen and checlc then
ANSWers.
‘They make a note of how many marks they get (I mark
each correct answer).

 Transcript |7 and Key

colour hair have you got! I've got blonde hair.
colour eyes has she got? She's got brown cyes
gor a ticket for the concert? No, he hasn'c

total the two marks (for exercises | and

‘comments in the Score box. Find time
work and deal with their problems as
Alternatively, students with high marks

] ts with lower marks and go

p.33%
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Page No, presence of

Teacher’s book

Schema
activated

Activity

Area

Student’s coursebook

Page No, presence of
activation & type of
activation

activation & type of
activation

=1 skill

p. 208

Warrm up

MHamngman
Reviaidn de vocabularis: los RGMeros.

p. 26X

p.20%

1. Language in context

= Contale a los slumnos que van a escuchar uns
cofwersacidn de auls Se iINLegra WA ruEw COMm-
P fierosa.

Listen and (el m, 15 Lhe pow Student & Doy or 8
WFITiE=5El

& Dibujd carims an el plrarrdn para qoe dentili-

quren by — girl, A new boy,
= Pediles gque, sin lBer ol lexio, sEcosien Fusy -
mentey slijan ls opclén cormecta

* Escribi en el pizarrén:
Gabrielais 12 -13
Albertois 12- 13
Taniais 12-13

I Pospuasias Golvieds 2 Albarts 13- Towa 12 I

p.2¢V

A: Setting of the context

OTOo
i

pP. 2V

A: Setting of the
context(C)

A: Previous activity
CV)

A: Image(F, C)

A: Triggering
element in the
rubric/title (C)

4= [

* Pedile a los alumnos que escuchen y sigan el
1ext1o para confirmar sus respuestas.

* Pediles que contesten las preguntas a continua-
cién del didlogo.

* Haceles notar el uso y la diferencia entre her/fis
y she/he.

P.2¢v

A: Previous activity C)
X (F, CL)
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CL |4 P 2V 2. Oral expression P. 2%
A: Previous activity BIE ) )
S * Seguila secuencia como enlessans anteriores.
Suggestion in previous lessons
2. Oral expression(E-S-E)
[l Pedile a los alumnos que escuchen el CD y que
todo el grupo repita cada frase. La repeticion en
grupo es la primera practica de pronunciacion,
sin exponer individualmente al alumno.
CL |5 P 2y 3. Grammar view P 2V
3, Grammar view i . . ' . .
e rsghltar Y vsponed o B: Exemplification » Hacele notar a los alumnos cémo pregquntamosy | A: EXploitation of
Verb to be: interrogative Verb to be: affirmative ossessive adjeves rﬁpondemx sobm la edad de otra mrsona. eXam |e
St SR » A medida que analizan los diferentes ejemplos, P
t s | st | |1eolyi omwoss sk asocialos con la realidad de clase.
Thexi ‘re *
Look at Caroilna. She Is 12 years old.
o Pedile a los alumnos que den sus propics
ejemplos.
o Trabaja los adjetivos posesivos del mismo modo.
7. Grammar practice ”
C L 6 1. Uni la pregunta con la respuesta correspondiente. jAtencion! Hay una opeion de més. P i 2 : « 4- Gfammﬂf pra(tl(e «
1. What's her first name? a. No. My name'is Federico. . .. & PO . I i
o e b e b shidbonen, A: Previous activity » Hacé los ejercicios 1y 2. A: EXp|0ItatI0n of
. at’s his last name? c. Noj itisn't. Her Iast name is Raberts.
j. :::;5[:; n:mllc BZWH? \'\\ d. Yes. My name is Juan. . RECor.dé 35&9Ufa rle .de que todos hayan com- example
5. What's her full name? “e. Her frst name’s Julia, prendido las instrucciones.
RIS » Podés hacerles notar el ejemplo y que ellos den
uno.
CL 7 2. Ordena las palabras y hacé las preguntas. P. 2:“ SRR 32 3t & 52 LA feweaEm? x
a. how [ he /is /old /? b. What Is har nachnally?  c ks her las name SIva? d i Massla
WII foombali player 3. A. What's s name’ - How old & he?- Whare

b. nationality / is / her / what / ?

¢. name [ her / Silva / is [ last / ?

d. Messi [ player [ a | football [ is / ?

& he from?
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CL 8 3, Completé esta conversacion. . v x
C A: Look! That boy is new at school! P. 2. .
? A: Previous activity (G
R z: His full name is Nahuel Paz. ; X (CL)
B: I think he is thirteen.
A 7
B: He's from Rio Negro.
5. Written expression - -
C 9 S Eseribi un didlogo similar con alguno de tus compafieros. Inclui esta informacion: nombre, P ZLV 5. Wrmen ex pI'ESSlon P 2%
w e nmmm,::o' NSl Y e St el A: Previous activity S
Someone in W Fag . — ——————— » Tesugerimos hacer este ejercicioenclase acom-
your class e e e e e p e 1 panando al alumno en el proceso de escritura.
SoNRINS,  — ——e 2 op s . r .
:';f“ Nota que si bien los alumnos tienen una guia, tie-
s S s et nen que tomar bastantes decisiones para decir
cémo armar la pregunta.
L
O  Felicitar alos alumenes por sus
lLogres, a pesar de que el resultado xo
sea pesfects. Resaltar lo que s hizo
biew. Esto le permitind responder
LPOF Rdin.
CL 110 X Warm up 5 ok

Bingo de ndmeros
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C 11 p. 22X 1. Language in context P 2V
» Contale 2 los alumnos que Hugo llama a Gabrie- A Setting of the context
L 13 para pedirle 2 teléfono de Tania.
» Pediles que escuchen y completen la siguiente
(pl’ 'a) tarea:
Listen and teli me. WhICh IS correct? [E-S-EL
Is Tania's number 55937109 or 559371907
* Para mayor claridad escnbli los nimeros en &l pi-
zarrdn o dictiselos para que ellos los escriban en
sus carpetas.
5i les resulta dificil y necesitan escucharlo otra vez,
pasd el audio una segunda vez pero ahora pedies
que también noten la entonacidn de Gabrielay pien-
Sen a qué se debe.
C L 12 ke l:[;:g :;:: li:blc:;:)::léf‘ono con Tania pero no tiene su nimero. P . 2: V ﬁ : P . ZE «
F DO ot e A: Setting of the * Indicale 3 los alumnos que escucheny sigan el | A: Previous activity (C)
C R This s Hugo, o lexto para confirmar sus respuestas. : X (E.CL
COﬂteXt.( ) o * Pediles que contesten las preguntas a continua- (F.CL)
A: Previous activity cién del dislogo.
ool A: Image (F,C)
A: Triggering element
in the rubricltitle (C)
C 13 p. 2:v 2. Oral expression p. 298
CL A: Previous activity QI
S (C,CL) » Sequi la secuencia como en lessens anteriores.

I?.Q Practise. Practici con un companero;

]E Adapt, Ahora inventen un mimero de teléf

fono cada uno, Luego practiquen ¢l didlogo 3
escriban el numero del otro.

B: Exemplification(C-
Sl)
B: Explanation (V)

Hacé referencia al comentario de Zack.

Suggestion in previous lessons

2. Oral expression(E-S-E)

[1 Pedile a los alumnos que escuchen el CD y que
todo el grupo repita cada frase. La repeticion en
grupo es la primera practica de pronunciacion,
sin exponer individualmente al alumno.

241



APPENDIXB| LL10

CL

14

3. Listening

g R
Gabriela le pregunta el ndrero de teléfono a sus amigos. Esc mh{l ¥ completd los espacios.

gnﬁﬁﬁﬁﬂuﬁ

\
5 A ooe-29sl
Hugo ==
T A L
@oay BAEEETTT |
CERR

p. 2.V

A: Previous activity
A: Image

3. Listening

» Pedile a los alumnos que te digan los nimeros de
teléfono de la lista.

* Haceles escuchar el audio para que completen
con los ndmeros que faltan.

Notad que probablemente sea necesario escuchar-
lo mas de una vez, del mismo modo que en la vida
real pedimos que alguien nos repita un nimero de
teléfono.

Si tus alumnos tienen teléfono, podés aprovechar
este momento para que eninglés se arme una lista
de teléfonos para todo el grupo.

Aodios > GROiE Taods, woat's tadopbane namde 7 oy
O, you don't Aave E7N's SSSITI0R Gabwdla Hopg whats your
talaphone numbar? Mooz A SSPE 2952 Gatvies: 527 Moo
s, Sabdae And yours, Oawd? MQ “Home sumbar o makis
nunbar? Gadvea: Imyarmwonunorlmodmnw

numbar. Dawd §347 4858

p. 29¢

CL

15

4. Vocabulary - Greetings (2)

Escribi la expresion que corresponda a cada situacion.

p. 2.V

A: Image

(5]
® , Todas las inctancias enla que el
Mf«&(&mudidlonwm
habl&rd&r&mkmﬁmmm

qmvdlaaj& sestendds.

4. Vocabulary - Greetings (2)

N

* |Indicale a los alumnos que revisen el didlogo y
vean qué saludos se usan.

» Pediles que completen el ejercicioy vean cual es
el saludo nuevo.

* Recordales que lo usaron los chicos cuando co-
mocieron a Alberto.

Respuastas:1b 2d 2 g3 4¢

p. 2V

A: Reference to previous
activity
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p. 248

Warm up

Memo test

Para trabajar con grupos reducidos o con el curso
dividido endos grupos. Prepara tarjetas conel nom-
bre de paisesy nacionalidades para reparlir o pegar
en el pizarrén. En el dorso, las tarjetas de paises
fienen un ndmero y las de las nacionalidades, una
letra. ordenalas en dos columnas.

Frente de las tarjetas

Mexico Argentinian
Brazil American
Argentina Canadian
United States Mexican
Canada Brazilian

Dorso de las tarjetas

o | e[| o=
m|a|n |o|w

We are golng toplay memo test. |E-5-E| Choose a card
from this column -senzalamos la primera columna -
for example ‘Z. Turn It over. Brazil. Now, one from
this other column - senalamos la segunda columna
- ‘¢’ Canadan. Do they match? No. Put them down.

Now you play.

@
® J‘Lamtrjmfadocm o

distints nivel de rendindests
enelidioway distints grado de
confranza podés estimwudarlos & que
18 e unos & obvos.

p. 30¢
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What's her occupation?

p. 2.V

A: Image

1. Language in context

* Indicale a los alumnos que -sin leer el didlogo-

miren La foto del personaje famoso.

Docente: What's her name?
Alurmnio: Shakira

]

Estos dos amiges estdn hablande de ella. Now,
dan'T read. Listen tothe comversation [E-5-E| and tick

e Infar mat! on they give |E-5-EL
= Escribi en el pizamdn:
Last name NMationality Age
* Sies necesario pasd el audio 2 veces,

| Raspuesta: Natonaliy

P.30-3.V
A: Image exploitation

18

1. Language in context
Das amigos estan hablaudo sobre Shakira:

D Read and tisten:
Boy: Who is this?
Girl: 16 Shakiry,
Boy: Is 2he Moxican?
Girl: No, she isn’t. She's from Colamivia.
Boy: What's her occupation?
Gitl: Bhe'sa singer.

:l Listen and repeat.

p. 2.V

A: Previous activity
A: Image

(] =)

* Pedi @ los alumnos que escuchen y lean para

confimar la informacidn.
* Haceles notar que hay otra pregunta mas.

* Preguntales si quieren sabersobresu ocupacidn
—su trabajo- o su tiempao Libre. A partir de ahi corm-

prenden el significade de singar por asociacitn.

P.30-3:V
A: Previous activity

CL

19

2. Grammar view

A An
= he
~a doctor 2n actor

a doctor

areporter | anengineer | | Are | you

2n engineer

doctors

engineers

| ves. e
No, ‘mnot,
Yes, he _3;. 15
No, she 't |
Yes, we are. |
they [arent

p. 2V

B: Exemplification
B: Explanation

2. Grammar view

Trabaja con los alumnos Yes/no gquestions y res-
puestas corlas con el werbo fo be.

Par exiensitn, haceles notar que esta esiructura
también la pueden usar con otro tipo de informa-
cidn: age, nationalify, name.

Coments el usp de a - an antes de oCcupacio-
nes saglin el suslaniivo inicie con consonante o
wacal

A continuacién hacé las actividades de practica
indicadas.

pP.3:vV
B: Explanation of Sch

20

p. 2.V

A: Previous activity

A continuacién hacé las actividades de prictica
indicadas.

p. 3¢
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CL

21

3. Vocabulary - Occupations

1N Bscrivi las ocspaciones pars cada figura. Uss 2.0 - jAtencion! Hay cuatro acupaciones de mis,

Goctor W angihesr W atiers B staden. W musican B palcaslicer % scientt
= singer @ actress ® repcaur A foothokplayar

Maticuiters! Edueation Web.

o [ topia) < Lveeava ol

=
&N
ulticultural Cvducation ¢/ ebsite

Which ogcupations..-
& ‘are mare important for. spciety?
b are fun?

¢ are boring?

d, e you Intécested in?

‘. are popular in your family?

p. 2tV

A: Triggering element
in the rubric/title

A: Image

3. Vocabulary - Occupations

* Coniale alos alumnos que van a aprender cGma
decir ciertos frabajos u ccupaciones an inglés.

* Pediles que miren la lisla y wean cual pueden
asociar con las imagenes.

* Recordales el uso de &- an

* Ensefid aguellas ocupaciones gue no entiendan a
trawés de ejermplos relacionados con su entormo
o simplemente traduciendo.

* Hacé repaiicidn grupal del vocabulario.

Respuastas: & Ha's 2 Wochall player B He's @ masidan, CHasa
poiice oo OMesadodon EMa’sargpoier FHok 2 sudend

B She's 3 siogar

p.3:vV

A: Setting of the context
A: Image exploitation
A: Exemplification

CL

22

Warm up
Binge

Trabaja connGmercs del 1 2l19,

p. 3%

23

p. 26X

1. Language in context

* Contale a los alumnos que los chicos estin
completando su ficha de inscripeién para la
bidlioteca
Preguntales quéinformacién corresponde incluir
en esa ficha. Problablemente te contesten: nom-
bre, edad, direccidn, teléfono, nacionalidad.
Ancid en el pzarrdn 3 medida que contestan:
name, age, address, telephone nurnber, nationality.
* Hacé referenciaainformacion real para revisar ol
significado. Por ejemplo, What's your last name,
(Qauda)? How old are you? The school address!s
[Montes de Oca 345), etc.
* Notd que address es una nueva palabrayestaes
(a2 instancia de presentacién. Asegurate de que
les quede claro a través. del ejemplo.

.

Pediles que escuchen la corwersacion e indiquen
cudles de los datos mencionados tienen que
completar en la ficha.

] Pespuesta: Nome, 308 ess

p. 3.V

A: Setting of the context
A: Elicitation of expected
content

A: Personal question
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P.2ev

A: Setting of the
context (C)

A: Previous activity
©

A: Image (F,C)

A: Triggering element
in the rubricttitle (C)

(7[g)

Now read, listen and check. [E-S-E)

+ Confirmada o corregida la respuesta, pediles
que escuchen nuevamente y respondan cémo
pregunté Hugo la direccién. What's yowr address?

* Hacé referencia al comentario de Zack.

p.3vV

A: Previous activity(C)
X (F)

P.26V

B: Explanation
A: Previous activity

2. Oral expression

(1=]k2

* Saquila secuencia comao enlessans anteriores.

p.32%¢

C 24
F

R
C |25 B

S o

L
CL 26 3. Vocabulary - Numbers from 20 to 100
w Read and listen to the numbers,
R V ' ga P o9
Pr

. {E Listen again and repeat.
Lj . Read and listen to these pairs of numbers. Then repeat.

mmmm

NINETEEN, NINETY JLEIGHTEEN, EIGHTY

p. 2V

A: Triggering element
in the rubricltitle (V)
X(Pr)

3. Vocabulary - Numbers from 20 to
100

(179

Read and l/sten to these numbers. (E-5-E)

QIR

Listenagainand repeat. (E-S-E)

(43 9)[F2)
Now, read and listen to these palrs of numbers.
Thenrepeat. [E-5-E)

* Hacele notar a los alumnos cdmo cambia el
significado segun la silaba acentuada.

* Hacé primero repeticién grupal, después en dos
grupos y después individual.

p. 3V

B: Description of Sch (Pr)
X (V)

X: A (CL)
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C 27 Eﬁ Adapt. Ask and answer about your address. P. 2-“/ - x
S A: Previous activity
4. Listening _ . . .
C 28 @ Tania is asking her friends for their addresses. Listen and circleul_hernumbcr you hear. P 2 AV 4‘ Lmenlng P 3\«
L — - A: Previous activity A: Setting of the context
.é David:  Barcefona Street et A: Settlng of the Tania le pregunta la direccién a sus amiges. LOOk
fHugor . Santos Dumont Avenuc: SN I S text at the chart. What are thelr names? (E-5- E|. Dawd,
§ Gabriela: Manuel Ugarte Street 18 80 ﬂﬂ‘ .... contex Huw and Gabriela.
i = * Antes de pasar el audio, leé los nueve nimeros
junto con los alumnos para que se familiaricen
con la pronunciacioén.
Audioscript:
Tanlz: Oawd, what'sycur s0drass? Jawd: The now one? Taga Teah,
R #'s Barcdona 17, [anle: Aod yoavs, Hugo? Hugo: M Sanfos
Oument 32 Taofz- 137 Hugo- No, 70 Tania: Tours (s Manuw! Ugarte
Strost, right, Gabrala? Sabiala Yes. Numbar 5%
Respuastas: 17 30 &8
i iculum . i i i
CL |29 5. English across the curri P 2V 5. English across the curriculum p 39¢
Which number(s) complete(s) each series? A: Previous activity N
T r Y R L + En estes ejercicios inlegris inglés con
dy m %& *m “& k%" operaciones matemadlicas.
B 7% EEE R RS | + Asegurate de dar una guia clara para resolver
los ejercicios.
C. + Recordd hacer el primer ejemplo con los
il alumnos.
= | Pespueetse 3. 1F15 B4 C Al 0 09T o SYW |
CL |30 T — p.33K
\ Youkears 2045 +7—(5XB) =7 i " "
L - + Pasd el audio por primeravez y pedia los

A: Exemplification

A: Triggering element
in the rubric/title

B: Explanation

alumnos que simplemente escuchan.
+ Enlassgunda escucha resuebren y enuna
tercera completan o controlan las realizado.
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p. 288

Warm up

Guessing game

* Para esta actividad podés usar folos o tarjetas
con nombres de objetos que los alumnos ya se-
pan o nombres de personajes famosos.

* Los alumnos tienen que adivinar quién o qué es.

* Recorda dar un ejemplo primero.

Docente: Let's play ‘Guess the abject”. (Pedro), come
here. Choose a picture. Don't show me.
Ayudate con gestos. Let me guess. Is It a
pencll?

Alumno: No, [t Isn't).

Docente:Is/ta map?

Alumno: Yes.

* Copia la pregunta modelo y las respuestas en el
pizarrdén para ayudar a los alumnos que se pue-
den santir menos seguros.

* Nuevamente elegivos una tarjeta y que el grupo
adivine.

* Después hacé pasara 24 3 alumnos mas.

O  Mabar al luwws por sus lagros
M"‘ o and ‘; " ) A...A‘p'
aprender.

P. 3z\/
A: Authentic
materials/realia/flashcards|

CL |31
C 32
RI

p.2ev

A: Image
A: Triggering element
in the rubric/title

1. Reading

* En inglés, preguntd a los alumnos a3 modo de
conwersacién informal por sus mejores amigos,
sus nombres, nacionalidades, teléfonos. No es-
peres respuestas completas.

* Nota que ya podés mantenar con 2llos una mini-
ma corwersion personal usando lo aprendido.

* Contale a los alumnos que van a escuchar algo
mas acerca de Zack.

* Preguntales qué tipo de informacidén puede ser.

+ Aceptd diferentes posibilidades y anotalas en

p.3:v

A: Setting of the context
A: Personal question

A: Elicitation of expected
content
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el pzarrén: name age, address, nationality,
occupatian, elc.

* Pediles que escucheny tilden la informacidn que
identifican.

(79

* Pediles que escuchen nuevamente, leany con-
frolen sus respuestas.

p.34%

c |33 p. 2tV
A: Previous activity * Indicalea los alumnos que vuelvan a leer el texto
R en forma individual y completen la ficha de Zack.
* Para la correccién, pedi que te cuenten qué sa-
ben de él.
* Dales un ejemplo: Hislast namels Terry.
CL |34 g om P 29V 2. Grammar view P 35V
informacion sobre la edad y la <k} isinot i . . . P
e el e A: Exemplification * Hacele notar a los alumnos cémo usames elver- | B: Description of Sch
ey e bo to be en negativo, para dar diferente tipo de
v:,e Ll fromithe Uis. informacién.
You | ‘re not | * |ndicalesvolver altexto paraque encuentren mas
They | aren't ejemplos.
3. Grammar practice -
CL |35 5 e i g on e oo P 2y 3. Grammar practice P 35v
i P e A: Exemplification N A: Exploitation of example|
S { x : A: |mage * Trabaja los ejemplos con los alumnos antes de
i@ﬁgamananxanz David fs a studeati:  Soledad and Jorge Rojus aren't:from ; 2 que completen.

England. They're from Amgenti

ina.

| i

* Comentales qué indican los simbolos ?, v, x,
* Hacé el primero en forma grupal para detectary
resolver dudas.
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36

p.2¢v

A: Previous activity (F
C)

4. Written expression

N

* Hacele notar a los alumnos que esta es la ficha
de Louise, la amiga de Zack.

* Preguntales qué tipo de informacidn incluye.

¢ |Indicales que usen esa informacién para escri-
bir un parrafo siguiendo el modelo de la pagina
anterior.

p. 3tV

A: Setting of the context(C
A: Reference to previous

activity (C, F)
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GENERAL DATA

Table 14. Percentage of activities that feature the 4 skills along the period

Y ear 2000 2005 2010

% of activitiesrelated to 64.0 78.2 73.0
the 4 skillsover each

bookstotal number of

activities

Table 15. Each book’s amounts of skills-related activities.

Book N10 NO5 NOO M10 MO5 MOO LL10LLO5LLOO Total

Skills related activities 27 21 30 23 24 17 2Z6 33 4@41

Total No activities 35 28 51 33 29 26 36 43 59 340

% 771 75 588 69.7 828 65 72 76.7 678
TYPESOF SCHEMATA

Types of schemata featured
per activity

219 0,3 m1l

24,4
=2

3
72,4 m4

Figure 24. Number of types of schemata featured per
activity (calculated over the overall number of
activities).

Table 16. Instances of occurrence of each type of schema in each bdbkdgBMities).

CL CL N# of

Book/Schema C G V CLPr Cu F Total 2actvites
LLOO 37 24 15 2 0 8 86 59
LLO5 27 10 10 1 1 3 52 43
LL10 18 8 19 1 0 4 50 36
M 00 14 10 2 1 0 4 31 26
M 05 17 6 7 0 2 6 38 29
M 10 21 5 7 2 3 7 45 33
NOO 17 16 22 9 2 3 69 51
NO5 15 4 6 4 5 9 43 28
N10 22 7 3 5 0 8 45 35
Total 188 90 91 25 13 52 459 340
% 410 196 198 54 28 113 100

Note: The following capitals refer to: C- content schi&am&u- cultural schemata, F: formal schemata;
within language related schemata (CL): G-grammar; \éalmilary; Pr-pronunciation.
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Comparison of yearly featuring of
types of schemas

0

50 N
(0]
& 30
o == CL
J 20

— Cu
10 ——
0 —>=F
2000 2005 2010
Y ear

Figure 15. Comparison of the featuring of each type of schema in each
of the years analysed.

ACTIVATION

Table 17. Activation in coursebooks and teacher guides (C: coursebook; TG: teacher guide)

Book N10 % NO5 % NOO % M10 % MO5 % MO0 % LL10 % LLO5 % LLo0o %
Total number

of activities 35 28 51 33 29 26 36 43 59
Activated in

C 31 886 25 89 44 86 31 9394 24 828 20 76.9 27 75 36 837 45 76.3
No activation

inCor TG 0 0 2 71 3 59 1 303 8 276 1 38 5 139 3 6.98 9 153
Activation

only in TG 4 114 1 36 4 78 1 303 1 345 5 192 4 111 4 93 5 847
No activated

intheC 4 114 3 11 7 14 2 0061 9 31 6 231 9 25 7 163 14 237

Table 18. Overall activation of schemata per skill in the student books.

Skill/Type of C C CL CL Cu Cu Total Total
schema X A X A X A FX FA X A Total
L 5 22 0 16 0 0 2 3 7 41 48
R 11 62 3 18 5 3 2 15 21 98 119
S 8 41 6 14 4 0 2 9 20 64 84
w 7 30 8 13 2 0 2 10 19 53 72
Total 31 155 17 61 11 3 8 37 67 256 323

Note: X: not activated, A: activated. The following capitals refer to: C- content schethataultural
schemata, F: formal schemata; within language related schemata (CL): G-graimacabulary; Pr-
pronunciation
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Table 19. Overall activation of schemata per skill in the teacher guides.

Skill/Type of cC ¢C CL CL Cu Cu FG FG Total Total
schema X A X A X A X A X A Total
L 7 24 13 5 0 0 1 3 21 32 53
R 38 38 19 4 3 2 16 7 76 51 127
S 23 23 12 9 2 0 1 3 38 35 73
wW 18 16 11 9 2 0 7 5 38 30 68
Total 86 101 55 27 7 2 25 18 173 148 321

Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, (
cultural schemata, F: formal schemata; within language related schemata (CL): G-gramm
V-vocabulary; Pr-pronunciation.

Activation of Language related Schemata in
2000, 2005 and 2010

L

R S
Skills

w

02000
B2005
|2010

Figure 26. Comparison of percentages of activation (over the
yearly overall instance of occurrence of each skill) of language
related schemata in the sampled years.

ACTIVATION TECHNIQUES

Table 20. Occurrence of each activation technique in the courcebooks with
calculated percentages over the overall occurrence of techniques.

Activation technique

Previous activity
Image

Personal question
Exemplification
Setting of the context

L R S W Total

15 42 31 31
12 47 21 8

0 O
3 1
5 7
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7 4
7 11
1 3

119

88
11
22
16

% of
overall
techniques

37%
28%
3%
7%
5%



Triggering element in the

rubric/title 14 27 10 10 61 19%
Brainstorming/Elicitation of Sch. 0O 1 0 O 1 0.3%
Previewing 0O 0 0 O 0 0%
Total 311

Table 21. Overall activation techniques used in the teacher guides as related to skill
practice involved.

Technique/SKill L R S W Total
Reference to previous activity 3 6 7 9 25
Image exploitation 4 11 8 3 26
Personal question 5 6 4 2 17
Exemplification 1 2 7 3 13
Setting of the context 12 6 2 6 26
Exploitation of title 0o 2 1 0 3
Elicitation of expected content 5 7 5 1 18
Authentic materials/realia/flashcards 0 1 4 1 6
Brainstorming/Elicitation of schemate 4 7 7 3 21
Elicitation of expected words 0 4 0 O 4
Exploitation of example 1 1 6 5 13
DATA FOR EACH BOOK
ACTIVATION
School N
2000
Table 22. Overall activation of schemata per skill in the student book NOO
Skill/Type of CcC CL CL Cu FG FG Total Total
schema CX A X A CuX A X A X A Total
L 0 2 0 4 0 0 0 0 0 6 6
R 0 8 0 4 2 0 0 2 2 14 16
S 0 8 1 2 0 0 0 1 1 11 12
W 0 5 1 3 0 0 0 0 1 8 9

Total 0 23 2 13 2 0 0 3 4 39 0
Note: X: not activated, A: activated. The following capitals refer to: C- content schemata, Cu-
cultural schemata, F: formal schemata; within language related schemata (CL): /Grtag V-
vocabulary; Pr-pronunciation.
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Table 23. Overall activation of schemata per skill in the teacher guide NOO

Skill/Type of C CL CL Cu FG FG Total Total
schema CX A X A CuX A X A X A Total
L 0 2 4 1 0 0 0 0 4 3 7
R 3 5 1 3 1 0 2 0 7 8 15
S 2 6 2 2 0 0 0 1 4 9 13
w 3 1 1 3 0 0 0 0 4 4 8

Total 8 14 8 9 1 0 2 1 19 24 0
Note: X: not activated, A: activated. The following capitals refer to: C- content schematau@ural

schemata, F: formal schemata; within language related schemata (CL): G-gravmacabulary;
Pr-pronunciation.

2005

Table 24. Overall activation of schemata per skill in the student book NO5

Skill/Type of CL CL Cu Cu FG FG Total Total

schema CX CA X A X A X A X A Total
L 1 3 0 2 0 0 0 0 1 5 6
R 0 2 0 0 1 1 0 1 1 4 5
S 1 2 0 2 2 0 1 2 4 6 10
W 1 0 0 1 1 0 1 0 3 1 4

Total 3 7 0 5 4 1 2 3 9 16 0
Note: X: not activated, A: activated. The following capitals refer to: C- content schetataultural

schemata, F: formal schemata; within language related schemata (CL): G-graimacabulary; Pr-
pronunciation.

Table 25. Overall activation of schemata per skill in the teacher guide NO5

Skill/Type of CL CL Cu Cu FG FG Total Total
schema CX CA X A X A X A X A Total
L 1 1 2 0 0 0 0 0 3 1 4
R 0 2 0 0 0 1 1 0 1 3 4
S 1 3 1 1 1 0 0 1 3 5 8
W 0 1 1 0 1 0 1 0 3 1 4

Total 2 7 4 1 2 1 2 1 10 10 0
Note: X: not activated, A: activated. The following capitals refer to: C- contertrszfa, Cu- cultural

schemata, F: formal schemata; within language related schemata (CL): G-gramacabulary; Pr-
pronunciation.

2010

Table 26. Overall activation of schemata per skill in the student book N10

Skill/Type of CL CL Cu Cu FG FG Total Total

schema CX CA X A X A X A X A Total

L 6 3 1 1 1 10 11
R 1 4 2 1 6 7
S 1 5 1 2 1 2 8 10
W 1 3 1 2 2 5 7
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Total 3 18 1 5 0 0 2 6 0
Note: X: not activated, A: activated. The following capitals refer to: C- content schethata
cultural schemata, F: formal schemata; within language related schemata (ClLprGatar; V-
vocabulary; Pr-pronunciation.

Table 27. Overall activation of schemata per skill in the teacher guide N10

Skill/Type of CL CL Cu Cu FG FG Tota Total

schema CX CA X A X A X A X A Total
L 2 5 2 1 0 0 0 2 4 8 12
R 1 4 0 0 0 0 0 2 1 6 7
S 0 5 0 3 0 0 1 0 1 8 9
W 2 0 0 0 0 0 1 0 3 0 3
Total 5 14 2 4 0 0 2 4 9 22 0

Note: X: not activated, A: activated. The following capitals refer to: C- contertrszta, Cu- cultural
schemata, F: formal schemata; within language related schemata (CL): G-graimacabulary;
Pr-pronunciation.

School M

2000

Table 28. Overall activation of schemata per skill in the student book MO0

Skill/Typeof C CL CL Cu Cu FG FG Total Total

schema X CA X A X A X A X A Total

L 0 0 0 0 0 0 0 0 0 0 0
R 1 5 0 3 0 0 0 3 1 11 12
S 1 2 1 0 0 0 0 0 2 2 4
W 0 5 1 0 0 0 0 1 1 6 7
Total 2 12 2 3 0 0 0 4 4 19 0

Note: (X: not activated, A: activated). The following capitals refer to: C- content sche@ataultural
schemata, F: formal schemata; within language related schemata (CL): G-gravmacabulary; Pr-
pronunciation.

Table 29. Overall activation of schemata per skill in the teacher guide MOO

Skill/Typeof C CL CL Cu Cu FG FG Total Total

schema X CA X A X A X A X A Total
L 0 5 2 0 0 0 0 0 2 5 7
R 1 6 4 0 0 0 3 0 8 6 14
S 4 0 2 1 0 0 0 0 6 1 7
W 1 1 1 1 0 0 0 1 2 3 5
Total 6 12 9 2 0 0 3 1 18 15 0

Note: (X: not activated, A: activated). The following capitals refer to: C- contertrsata, Cu- cultural
schemata, F: formal schemata; within language related schemata (CL): G-gramacabulary; Pr-
pronunciation.
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2005

Table 30. Overall activation of schemata per skill in the student book M05

Skill/Typeof C C CL CL Cu Cu FG FG Total Total

schema X A X A X A X A X A Total
L 0 1 0 1 0 0 0 1 0 3 3
R 3 5 0 0 1 0 0 0 4 5 9
S 2 6 1 3 1 0 0 4 4 13 17
w 1 1 2 0 0 0 0 0 3 1 4
Total 6 13 3 4 2 0 0 5 11 22 0

Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu-
cultural schemata, F: formal schemata; within language related schemata (CL): 1Grtag V-
vocabulary; Pr-pronunciation.

Table 31. Overall activation of schemata per skill in the teacher guide M05

F

Skill/Typeof C C CL CL Cu Cu G FG Total Total
schema X A X A X A X A X A Total
L 0 0 0 0 0 0 0 0 0 0 0
R 3 3 2 0 0 0 3 0 8 3 11
S 0 2 1 1 0 0 0 0 1 3 4
w 2 3 1 0 0 0 1 0 4 3 7
Total 5 8 4 1 0 0 4 0 13 9 0

Note: (X: not activated, A: activated). The following capitals refer to: C- content schemata, Cu-
cultural schemata, F: formal schemata; within language related schemata (CL): r@rtag V-
vocabulary; Pr-pronunciation.

2010

Table 32. Overall activation of schemata per skill in the student book M10.

Skill/Type of CL CL Cu Cu FG FG Total Total

schema CX CA X A X A X A X A Total

L 1 2 0 2 0 0 0 1 1 5 6
R 0 6 0 1 1 0 1 1 2 8 10
S 0 3 0 0 1 0 0 1 1 4 5
wW 0 9 0 3 1 0 0 3 1 15 16
Total 1 20 0 6 3 0 1 6 5 32 0

Note: (X: not activated, A: activated). The following capitals refer to: C- content schetataultural
schemata, F: formal schemata; within language related schemata (CL): G-gramacabulary; Pr-
pronunciation

Table 33. Overall activation of schemata per skill in the teacher guide M10

Skill/Type of CL CL Cu Cu FG FG Total Total
schema CX CA X A X A X A X A Total
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L 1 2 0 3 0 0 0 1 1 6 7
R 4 2 0 0 1 0 1 1 6 3 9
S 1 2 0 0 1 0 0 1 2 3 5
W 4 5 0 3 1 0 1 2 10 16

Total 10 11 0 6 3 0 2 5 15 22 0
Note: (X: not activated, A: activated). The following capitals refer to: C- content schetuataultural

schemata, F: formal schemata; within language related schemata (CL): G-gravimacabulary; Pr-
pronunciation.

School LL

2000

Table 34. Overall activation of schemata per skill in the student book LLOO.
Skill/Type of CL CL Cu Cu FG Total Total

schema CX CA X A X A X FA X A Total

L 0 3 0 1 0 0 1 0 1 4 5
R 3 16 1 3 0 0 1 1 5 20 25
S 2 4 1 1 0 0 1 0 4 5 9
W 2 5 2 3 0 0 0 2 4 10 14

Total 7 28 4 8 0 0 3 3 14 39 0
Note: X: not activated, A: activated. The following capitals refer to: C- content schetataultural

schemata, F: formal schemata; within language related schemata (CL): G-graimacabulary; Pr-
pronunciation

Table 35. Overall activation of schemata per skill in the teacher guide LLOO

Skill/Type of CL CL Cu Cu FG Total Total
schema CX CA X A X A X FA X A Total
L 1 2 1 0 0 0 1 0 3 2 5
R 15 8 5 0 0 0 2 3 22 11 33
S 4 2 2 0 0 0 0 0 6 2 8
W 3 3 4 1 0 0 2 1 9 5 14

Total 23 15 12 1 0 0 5 4 40 20 0
Note: X: not activated, A: activated. The following capitals refer to: C- content schetataultural

schemata, F: formal schemata; within language related schemata (CL): G-graiimacabulary; Pr-
pronunciation.

2005

Table 36. Overall activation of schemata per skill in the student book LL0O5

Skill/Type of CL CL Cu FG Total Total

schema CX CA X A CuX A X FGA X A Total

L 0 3 0 1 0 0 0 0 0 4 4
R 3 9 1 4 0 2 0 2 4 17 21
S 1 8 1 1 0 0 0 0 2 9 11
wW 2 1 0 2 0 0 0 1 2 4 6

Total 6 21 2 8 0 2 0 3 8 34 0
Note: X: not activated, A: activated. The following capitals refer to: C- content sche@atecultural

schemata, F: formal schemata; within language related schemata (CL): G-grarMmacabulary; Pr-
pronunciation.
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Table 37. Overall activation of schemata per skill in the teacher guide LLO5

Skill/Type of CL CL Cu FG Total  Total

schema CX CA X A CuX A X FGA X A Total
L 2 2 0 0 0 0 0 0 2 2 4
R 9 3 4 1 1 1 1 1 15 6 21
S 7 2 2 0 0 0 0 0 9 2 11
wW 2 1 2 0 0 0 1 0 5 1 6
Total 20 8 2 1 1 1 2 1 31 11 0

Note: (X: not activated, A: activated). The following capitals refer to: C- conterhsafa, Cu- cultural
schemata, F: formal schemata; within language related schemata (CL): G-gravmacabulary; Pr-
pronunciation.

2010

Table 38. Overall activation of schemata per skill in the student book LL10

Skill/Type of CL CL Cu Cu FG FG Total Total

schema CX CA X A X A X A X A Total

L 3 2 0 2 0 0 0 0 3 4 7
R 0 7 1 3 0 0 0 3 1 13 14
S 0 3 0 3 0 0 0 0 0 6 6
W 0 1 2 1 0 0 0 1 2 3 5
Total 3 13 3 9 0 0 0 4 6 26 0

Note: (X: not activated, A: activated). The following capitals refer to: C- content sche@at cultural
schemata, F: formal schemata; within language related schemata (CL): G-gramacabulary; Pr-
pronunciation.

Table 39. Overall activation of schemata per skill in the teacher guide LL10

Skill/Type of CL CL Cu Cu FG FG Total Total

schema CX CA X A X A X A X A Total
L 0 5 2 0 0 0 0 0 2 5 7
R 2 5 3 0 0 0 3 0 8 5 13
S 4 1 2 1 0 0 0 0 6 2 8
w 1 1 1 1 0 0 0 1 2 3 5
Total 7 12 8 2 0 0 3 1 18 15 0

Note: (X: not activated, A: activated). The following capitals refer to: C- contertrsata, Cu- cultural
schemata, F: formal schemata; within language related schemata (CL): G-gravmacabulary; Pr-
pronunciation.

ACTIVATION TECHNIQUES
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Table 40. Overall activation techniques used in the coursebooks for the ye@ra®0related to skill practice

involved.
Technique/ Skill L R S W Total
A: Previous activity 6 16 9 14 45
A: Image 1 20 5 4 30
A: Personal question 0 2 2 4
A: Exemplification 1 2 7 11
A: Setting of the context 3 0 2 7
A: Triggering element in the rubricltitle 1 10 3 3 17
A: Elicitation of Sch. 0 1 0 0 1
Total 12 50 21 32 12

Table 41. Overall activation techniques suggested in the teacher guides used in theDgeas Pflated to

skill practice involved.

Technique/ SKill L R S W Total

A: Image exploitation 0 4 4 1 9
A: Referenceto previous activity 2 1 4 2 9
A: Personal question 0 1 0 1 2
A: Authentic materialgrealia/flashcards 0 1 0 1 2
A: Elicitation od schemata 0 5 2 2 9
A: Elicitation of expected words 0 0 O 0 0
A: Elicitation of expected content 0 2 1 1 4
A: Setting of the context 2 2 2 2 8
A: Exemplification 0 0 3 3 6
A: Exploitation of title 0 1 1 0 2
A: Exploitation of example 0 0 O 2 2
Total 4 17 17 15 53

Activation techniques and types of schemata

Content schemata

Table 42. Activation techniques used to activate content schemata.
Technique 2000 2005 2010  Total %
Previous activity 36 25 32 93 378
Image 27 23 18 68 27.6
Personal question 3 3 10 41
Exemplification 12 23 9.3
Setting of the context 7 4 4 15 6.1
Triggering element in the 15 5 16 36 146

rubric/title
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Brainstorming/Elicitation of

1 0 0 0.4

Sch. 1
Previewi ng 0 0 0 0 0.0
Total 246

Cultural schemata

Table 43. Techniques used to activate cultural schema.

Technique 2000 2005 2010  Total %
Previous activity 2 2 0 4 4.4
Image 1 3 0 4 44.4
Personal question 0 0 0 0 0.0
Exemplification 0 0 0 0 0.0
Setting of the context 0 0 0 0 0.0
Triggering element in the 0 1 0 1 11.1
rubric/title

Brainstorming/Elicitation of 0 0 0 0 0.0
Sch.

Previewing 0 0 0 0 0.0
Total 9

For mal schemata

Table 44. Techniques used to activate formal schemata.

Technique 2000 2005 2010 Total %
Previous activity 1 3 6 10 179
Image 5 8 9 22 393
Personal question 0 0 0 0 00
Exemplification 2 2 1 5 89
Setting of the context 0 0 0 0 00
Triggering element in the

rubric/title 9 6 19 339
Brainstorming/Elicitation of Sch. 0 0 0 0 00
Previewing 0 0 0 0 0.0
Total 56

2005
Table 45. Overall activation techniques used in the coursebooks for the year 2005 as
related to skill practice involved.

Technique/ Skill L R S W Tota
A: Previous activity 6 13 11 5 35
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A: Image 6 14 11 1 32
A: Personal question 0 0 4 0

A: Exemplification 1 0 4 2 7
A: Setting of the context 1 2 1 0 4
A: Triggering element in the rubricltitle 6 5 5 3 19
A: Elicitation of Sch. 0 0 0 O 0
Total 20 34 36 11 101

Table 46. Overall activation techniques suggested in the teacher guides used in the year
2005 as related to skill practice involved.

Technique/ SKill W  Total

: Image exploitation

: Referenceto previous activity
: Personal question

: Authentic materials/realia/flashcards
. Elicitation od schemata

. Elicitation of expected words
: Elicitation of expected content
: Setting of the context

: Exemplification

: Exploitation of title

: Exploitation of example

Total
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2010

Table 47. Overall activation techniques used in the coursebooks for the year 2010 as
related to skill practice involved.

Technique/ SKill L R S W Tota

A: Previous activity 3 13 1 12 39
A: Image 5 13 5 3 26
A: Personal question 0 1 2

A: Exemplification 1 1 2

A: Setting of the context 1 3 0 1 5
A: Triggering element in therubricftitle 7 12 2 4 25
A: Elicitation of Sch. 0 0 0 0 0
Total 17 41 20 24 102
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Table 48. Overall activation techniques suggested in the teacher guides used in thel@ear 20
as related to skill practice involved.

— TechniquerSkill L R S W ___ Total
A: Image exploitation 3 3 1 1 8
A: Referenceto previous activity 1 4 2 5 12
A: Personal question 4 1 1 1 7
A: Authentic materials/realia/flashcards 0 o 2 0 2
A: Elicitation of schemata 2 0 1 0 3
A: Elicitation of expected words 0O o 0 0 0
A: Elicitation of expected content 2 2 1 0 5
A: Setting of the context 8 2 0 4 14
A: Exemplification 0 1 1 0 2
A: Exploitation of title 0 © 0 0 0
A: Exploitation of example 1 1 6 3 11
Total 21 14 15 14 64
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