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Introduction 

In the rapidly changing and globalized world we live in today, agreeing with Richards (2012), foreign 

language teaching has become one of the enterprises that prompts more and more learners around 

the world to devote important amounts of time and effort to the task of mastering a new language. 

This also involves ELT professionals as the different tasks of planning language courses, preparing 

teaching materials and delivering lessons demand a lot of their energy. However, more often than 

not, ELT professionals rarely have participation in the specification of the knowledge, skills, and 

values learners are to develop in the language classroom or even the learning experiences that 

learners should be provided with so as to bring about the intended curricular goals. Unfortunately, in 

so proceeding, the role teachers play in the achievement of learning aims might be overlooked 

negatively affecting their levels of commitment to the use of more comprehensive context -based 

teaching methodologies and procedures that also more readily cater for their learners’ needs.  

Similar to professionals in other fields, demotivated English Language Teachers, as Edge and Garton 

(2012) explain, could eventually engage in the customary repetition of, for instance, some classroom 

procedures and dynamics after any given number of years as ELT practitioners. In other words, they 

resort to ‘what has always worked’ eventually neglecting the potential of likely innovative and 

informed classroom practices the curriculum might entail. Sadly, this posture somehow presumes 

that the language and the way it is taught are not only static, but also that the involved actors share a 

fairly similar, or even the same, construction of reality and the experiences and knowledge of and 

about the world that this implies as prerequisites for learning to take place. Nevertheless, ‘[o]ne 

important thing for all teachers to remember is that the differences present an opportunity to learn 

from each other.’ (Edge and Garton, 2012:8)     

Concurring with Edge and Garton (2012), and Harmer (2009), learners are at the core of the teaching 

activity which is why it is essential to closely identify their needs, preferences, backgrounds and 

motivations, or learner profile.  Needs assessment then provides the foundation over which not only 

the riches of learner differences can be acknowledged, but also decisions about the curricula and the 

principles that guide it can be justified. That is, learner profiles raise awareness and inform ELT 

professionals’ methodological decisions when, for example, planning lessons and deciding on the 

language areas to emphasise, selecting supplementary materials to add to what a textbook already 
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offers, or more readily helping learners to focus their efforts. Therefore, learning about learners’ 

preferences ‘enables teachers to give students what they need to acquire the target language in an 

enjoyable and digestible way.’ (Purgason, 2014:373)  

Considering that no two individuals have the same needs, experiences and background, it could be 

said that learning a second language (L2) also has a different meaning for every single person as well 

as different implications for L2 classrooms. For some people, for example, learning an L2 could mean 

achieving conversational fluency, or ‘the production of spoken language without unnecessary pauses, 

false starts or repetition.’ (Edge and Garton, 2012:190) In other words, depending on their purposes 

or motivation, some people might conform to the idea of speaking an L2 with reasonable naturalness. 

Not surprisingly, this has led some people to somehow assume that the process of learning the ir 

mother tongue (L1) could be equalled to that of learning an L2. However, agreeing with Nunan 

(2010), the influence the learners’ L1 has on the acquisition of an L2 must be acknowledged and 

addressed properly as the acquisition of an L2 cannot be seen me rely as the result of some mental 

process. 

To learn an L2, as Nunan (2010) comments, it is necessary to analyse the actual language or product 

L2 learners use at different stages in the acquisition process given that these will eventually help 

language professionals ‘revise, vary, and modify teaching/learning procedures on the basis of the 

performance of the learners and their reactions to instructional practice.’ (Richards and Rodgers, 

2017:29). Indeed, Larsen-Freman (2003) elaborates further on this idea saying that: 

‘How [a teacher’s methodology] is implemented in the classroom is going to be 

affected not only by who the teacher is, but also by who the students are, their and 

the teacher’s expectations of appropriate social roles, the institutional constraints 

and demands, and factors connected to the wider sociocultural context in which the 

instruction takes place.’ (Larsen-Freeman, 2003:x) 

Bearing the previous ideas in mind, chapter one in this project will look at my philosophy of teaching 

and how this articulates my understanding of the theoretical foundations, principles, hypothesis, 

approaches, methods and techniques reviewed throughout the EEAILE programme in the systems 

(grammar, vocabulary and phonetics) and the skills development (reading, writing, listening and 

speaking) areas given that both are essential parts of the language. Moreover, it will also brief ly look 
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at what proficient and effective communication involves from a sociocultural perspective and how 

this has changed the original teaching philosophy I had at the beginning of the EEAILE programme in 

the understanding that knowledge of the systemic part of the language does not necessarily mean 

that, in real-life contexts in which the target language is spoken, a user will automatically know what 

to say, when and how to say it to a target audience, or if further action might be needed.  

Next, chapters two and three will be a space to put all the theoretical knowledge quoted in chapter 

one into practice through the design and analysis of a didactic sequence for a learning unit in my 

teaching context and the assessment tools it entails. That is, chapter two presents itself as a moment 

to provide the rationale for the decisions made about the activities, materials and procedures 

included in the lesson plan as well as the design of the assessment tools needed to measure the 

expected outcomes and the level of achievement the learners are supposed to reach at different 

stages of the 3 2-hour sessions the learning unit in question consists of. Chapter three follows up on 

the work done in chapter two and provides an opportunity to reflect on and analyse the results 

obtained after this intervention as well as to identify priority areas to continue working on in 

subsequent lessons as well as ways in which to strengthen the results obtained and mitigate any 

problem areas should there be an opportunity to teach the same lesson or replicate part of it. 

Finally, chapter four will sum up the main aspects learned after the implementation of the lesson plan 

designed for this assignment as well as comment on the challenges the acquired philosophy of 

teaching and methodology entails, not only in conceptual terms, but also on practical or delivery 

ones. Last but foremost, this chapter will briefly comment on the importance of reaching a balance 

between the lessons learnt from experience as well as those learnt from the act of getting involved in 

a professional and personal continuous development cycle.  
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1 Philosophy and theory 

Throughout my twenty years of experience as an ELT professional, it is important to note that the 

beliefs, principles and knowledge of and about the ELT profession that have shaped my practice have 

greatly changed from a highly dependent teaching style that favoured the mastery of grammar and 

vocabulary to one that acknowledges the active role and responsibility the learners have in the 

acquisition of language as essential aspects to develop communicative competence, or ‘the ability to 

successfully perform in a specific environment in which that target language is spoken.’ (Canale and 

Swain, 1980:6)  

For some people, ELT is an occupation that is somehow static and involves only the transmission of 

knowledge from a more knowledgeable source, the teacher, to an empty recipient, the learner. 

However, as Edge and Garton (2012) explain, for others teaching is a much more complex experience  

that gradually demands increasing levels of awareness to make the most out of it. That is, it is an 

opportunity to not only better inform our decisions and methodology, but also to take our career 

forward as this will prepare us to eventually take on roles that demand a higher level of responsibility 

while incidentally widening our scope. 

Therefore, the following paragraphs will draw a link between ELT theory and my actual teaching 

methodology, as well as support my reflection, in the last chapter of this project, on the areas of 

opportunity and changes my actual beliefs and principles would have to undergo so as to more 

readily achieve the professional goals I envision for myself as succinctly as possible. In other words, I 

will shortly comment on some of the Continuous Professional Development (CPD) and/or Teacher 

Development plans I have for my career after the EEAILE programme. 

1.1 Teaching identity and philosophy 

When learning a second language, learners bring into the classroom, among other things, their 

knowledge, experience, expectations, preferences ‘and everything else that goes with being a human 

being, including the ability to speak at least one language.’ (Edge and Garton, 2012:3) Therefore, as 

no two individuals have the same experiences and background, it is essential that we, as language 

professionals, first recognise and value the learners’ background and the influence this might have on 
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the construction or reshaping of already existing structures or knowledge they have about the world 

or about any given concept.  Moreover, as a social product associated with individuals and their 

unique views of the world around them, concurring with Richards and Rodgers (2017), language 

learning becomes a phenomenon that demands careful consideration from different perspectives and 

disciplines. 

Learning a second language, Peterson and Coltrane (2003) mention, is a complex activity that 

demands not only learning about the grammatical forms, vocabulary and uses of the target language, 

but also about the inherent cultural values of the target social group and their language. Indeed, 

proficient and effective communication, as Hinkel (2014) comments, requires the users of a language 

to have sociocultural competence, or knowledge of what to say, when and how to say it to their target 

audience, and even knowledge of when further action might be needed as ‘language is not only part 

of how we define culture, it also reflects culture.’ (Peterson and Coltrane, 2003:1) 

Having established the inexorable relationship between the culture of a community and the language 

of its speakers, it becomes clear that developing sociocultural competence is a vital methodological 

aspect to consider when teaching an L2. That is, learners and teachers, as members of any given 

social group or community, will inevitably behave in a way that shows the attitudes, values and other 

characteristics of the social group they belong to directly affecting the teaching-learning process, for 

example, when showing themselves reticent to express their opinions or being uncritical of the ideas 

introduced in the language classroom. Therefore, respectfully analysing the aspects that characterise  

the specific construction of reality of a social group implies not only including and presenting cultural 

information every now and then just as one aspect of the language to incidentally pay attention to, 

but, as Tomalin and Stempleski (1994) note, transforming the classroom into a space that constantly 

stimulates learners’ intellectual curiosity about the target culture and encourages empathy towards 

the people of the culture being explored in the language classroom. 

Then, developing learners’ sociocultural competence , as Kiet Ho (2009) rightfully comments, also 

implies instilling the values and attitudes that support intercultural language learning in the 

interconnected and globalized world we live in at present, which I personally believe should become 

one of the most important goals of modern education. In fact, recognition of this important aspect 

should also compel ELT professionals to advocate for the use of a more comprehensive context-based 
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teaching methodology that not only caters for the learners’ needs, but also promotes a responsible 

global citizenship or ‘diversity and a sense of interconnectedness between countries and 

populations.’ (UNESCO, 2019) 

1.1.1   ESA (Engage, Study, Activate) 

My present philosophy of teaching attempts to judiciously blend many of the ideas and elements 

discussed above as it acknowledges the riches of learners’ background and the importance of 

respectfully allowing them to express and share their identity, principles, attitudes and values in the 

negotiation of meanings with the members of their language learning group. Hence , in line with what 

Kashen’s monitor model, it is essential to first promote learners’ emotional engagement through 

exposure to comprehensible input through a somehow stress-free environment as ‘things are  learnt 

much better if both our minds and our hearts are brought into service.’ (Harmer, 2009:52) However, 

Harmer (2009) also warns us about the careful profiling of the learners’ needs and preferences as a 

necessary prerequisite to provoke and encourage such meaningful engagement. 

Next, informed by the by Sociocultural Theory by Vygotski, the philosophy of teaching I have adopted 

acknowledges the fact that ‘learning is an interactive process and depends on learners working 

together to achieve mutual understanding.’ (Richards and Rodgers, 2017:27) This means that , 

learners’ meaningful engagement with the topic and the materials being dealt with in class, as well as  

interaction with more knowledgeable ones are central prerequisites to increase learners’ chances to 

internalize the target language. Consequently, the learners need to be provided with opportunities 

to, either inductive or deductively, collaboratively focus on the construction of the different elements 

of the language systems (grammar, lexis, pronunciation) and their much needed practice (mechanical, 

meaningful or communicative) so as to reflect about the hypotheses created during the first study 

stage and/or then proceed to their necessary modification. 

Last but not least and in order to support the development of sociocultural and communicative 

competence, learners should be provided with an opportunity to use the language ‘as freely and 

communicatively as they can.’ (Harmer, 2009:53) In other words, they need to be given a space to 

concentrate on the message they are trying to convey, or on the task that needs to be performed so 

they ‘use all and any language which may be appropriate for a given situation or topic.’ (ibid) In this 
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way, they will not only rehearse for the real world, but also systematically develop their sociocultural 

competence in an effort to develop ‘learners’ ability to negotiate meanings across languages and 

cultures.’ (Kiet Ho, 2009:63) 

To sum up, coinciding with Harmer (2009), I now believe the ESA (Engage, Study, Activate) elements 

are essential in a more comprehensive and modern teaching sequence as this allows me to logically 

combine many different theories and approaches I believe are necessary for the teaching of an L2. 

That is, the ESA teaching sequence allows the learners to emotionally engage, interact and respond to 

rich input, usually in the form of skills-development activities, while also focusing on cultural 

differences there might be between the learners’ beliefs systems and the ideas they have been 

exposed to. This incidentally allows them to negotiate new meanings and promote the development 

of awareness and tolerance towards other ways of thinking and/or constructions of the reality. Then, 

the study stage is a time in which the learners will collaboratively analyse, construct and/or modify 

their hypothesis about language construction to methodically work on the systemic part of the 

language. Finally, the activate stage presents itself as an invaluable opportunity to consolidate 

meanings, rather than form, and to develop their communicative competence  and support their 

achieving a higher level of mastery of the target language.  

1.2 Theory underlying my teaching practice and identity 

1.2.1   Krashen’s ‘Monitor model’ 

Particularly influential and aligned with the Innatist Theory, the Monitor model proposed by Stephen 

Krashen in 1982, Tarone and Swierzbin (2013) mention, bases his five hypotheses on the assumption 

that adult L2 learners are capable of accessing and reactivating the same language acquisition devise 

(LAD) they used to acquire their L1. The five hypotheses Krashen proposes are as follows: 1) the 

acquisition-learning hypothesis, 2) the natural order hypothesis, 3) the monitor hypothesis, 4) the 

input hypothesis, and 5) the affective filter hypothesis. 

1.2.1.1   The acquisition-learning hypothesis 

According to this hypothesis, language learners internalize a second language in two possible ways, 

either they acquire it or they learn it. From this point of view, as Lightbown and Spada (2008) suggest, 

learners acquire an L2 as they are exposed to language samples that they manage to understand; 
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process which resembles the way children pick up their L1 without consciously paying attention to 

grammatical rules. By contrast, we learn an L2 ‘via a conscious process of study and attention to form 

and rule learning.’ (ibid: 38) By making such a statement, Krashen challenged the ideas put forward 

until that moment by asserting that ‘teaching grammar rules does not lead to acquisition and by 

emphasizing that all a learner needs is comprehensible input.’ (Menezes de Oliveira e Paiva, 2014:116)  

1.2.1.1.1   Some more differences between acquisition and learning 

Normally associated with the process by which we become acquainted with our mother tongue or 

(L1), language acquisition, as Foppoli (n.d.) and Limacher (2017) comment, refers to the subconscious 

process through which, unaware of grammatical rules, children interact with their parents and the 

environment that surrounds them. As a result of such interaction, they get a feeling of what is correct 

or not, which highlights the influence a natural source of communication or to the influence exposure 

has on this process. On the other hand, the acquisition of a second language ‘takes place “later” and 

in addition to speech, includes also reading and writing.’ (Limacher, 2017)  

Language learning, by contrast, is ‘the result of direct instruction in the rules of language.’ (ibid) It 

presupposes that learners have conscious knowledge of the new language and can talk about that 

knowledge, which is why it is not an age-appropriate activity for very young children. (Foppoli, n.d.; 

Limacher, 2017) Language learners usually have basic knowledge of the grammar, which might 

indirectly imply a deductive approach to the phonology, morphology and syntax of the target 

language. 

1.2.1.2   The natural order hypothesis 

This hypothesis, Lightbown and Spada (2008) expound, is based on the observation that L2 learners, 

similar to L1 ones, apparently acquire the features of the L2 in predictable sequences or universal 

order of acquisition that is independent of the learner’s L1. In other words, ‘the rules of language are  

acquired in a predictable order, “some rules tending to come early and others late.”’ (Menezes de 

Oliveira e Paiva, 2014:116) 

1.2.1.3   The monitor hypothesis 

The third hypothesis refers to linguistic knowledge that has been ‘consciously learned and stored in 

the monitor.’ (Tarone and Swierzbin, 2013:17) Such information is, Lightbown and Spada (2008) 
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elaborate, used to edit rather than generate utterances. Put in different words, the monitor helps 

learners to edit their utterances when they have enough time to concentrate on correctness or the 

focus is accuracy. However, this is only effective when the rules in question have actually been 

learned. As a result, it can be assumed that writing and reading activities could provide learners with 

a better opportunity for monitor use as the learners have more time to concentrate on the form, 

precision of and even links between their ideas.   

1.2.1.4   The input hypothesis 

Krashen, Menezes de Oliveira e Paiva (2014) underscores, believes that there is only one way in which 

language learners acquire language, by exposure to comprehensible input.  This means that the 

learner must hear or read some L2 input that ‘contains the new form, and is made comprehensible by 

the context.’(Tarone and Swierzbin, 2013:18) However, for this input to be comprehensible, ‘it must 

contain forms and structures just beyond the learner’s current level of competence in the language 

(what Krashen calls ‘i+1’), then both comprehension and acquisition will occur.’ (Lightbown and 

Spada, 2008:39)  

1.2.1.5   The affective filter hypothesis 

The last hypothesis refers to ‘a mental block that prevents acquirers from fully utilizing the 

comprehensible input.’ (Menezes de Oliveira e Paiva, 2014:116) This can be explained by the use of  a 

metaphor. For example, when a person is inside a completely sealed crystal box, s/he might see what 

is happening outside of it, but the information coming from the exterior will never, or not necessarily,  

reach him/her, or it could do so defectively. This crystal barrier, which ‘consists of a learner’s 

attitudes and expectations, can block comprehensible input from reaching LAD.’ (Tarone and 

Swierzbin, 2013:18) 

1.2.2   Cognitivism and the Sociocultural theory 

Cognitivism, Tarone and Swierzbin (2013) note, is a learning theory according to which mental 

processes mediate learning and learning entails the construction or reshaping of mental schemata, or 

‘the way that knowledge about a topic or concept is presented and organized in the mind.’ 
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(Thornbury, 2006:202) Following the same line, the Sociocultural theory gives more importance to 

interaction and the influence of mediated communication on language acquisition rather than 

focusing on input as the only way to trigger the acquisition-learning process, similar to what 

behaviourism and innatism propose. For the Sociocultural theory proposed by Vygotsky, ‘learning is 

an interactive process and depends on learners working together to achieve mutual understanding.’  

(Richards and Rodgers, 2017:27)  

Indeed, this theory puts forward the idea that learners’ conscious attention combined with 

interaction with more knowledgeable ones is central to allow the noticing of a given feature of the 

language that attracts learner’s attention so they make a mental note of it. To complement this idea, 

the cognitive learning theory explains that not all learners necessarily take in all the input they are 

exposed to. It is through noticing that input can become intake, or ‘the part of the input that is taken 

into the short-term memory, the first step into the process of accommodating it into the learner’s 

developing interlanguage system.’ (Thornbury, 2006:106)  

Supporters of the Sociocultural theory claim, Menezes de Oliveira e Paiva (2014) comments, that 

language acquisition actually takes place in the interactions of learner and interlocutor, and sees 

noticing, although not as the only element, as a prerequisite for acquisition to take place combined 

with scaffolding, or ‘a temporary instructional support that is given to learners while their language 

system is “under construction.”’ (Thornbury, 2006:201)  

1.2.2.1   The Zone of Proximal Development (ZPD) 

Lantolf (2000, cited in Menezes de Oliveira e Paiva, 2014) explains that ZPD is the site where future 

linguistic development is negotiated as the learner is not yet able to solve a problem independently, 

but with the help of an expert who provides suitable assistance or scaffolding. The Zone of  Proximal 

Development, Tarone and Swierzbin (2013) explain, provides learners with opportunities to co-

construct L2 knowledge while acquisition takes place.   

1.2.3   ESA 

According to Harmer (2009), there are some elements that need to be present before any language 

work takes place which he calls: 
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• E: Engage. In this stage, the teacher arouses students’ interest in the context, and attempts to 

reduce negative affective factors (lower the affective filter), so that the students are 

emotionally engaged with what is going on in the classroom. In this way, their learning will be  

more effective. This may involve using an oral or printed text which students read for 

meaning first. 

• S: Study. Here, students are focusing on a particular element of the language system. It may 

be something pre-planned by the teacher, or a reaction to something the teacher notices in 

class which makes this a highly flexible stage according to learners’ arising needs. This stage 

covers both the presentation, or language focus, and the practice stages of a PPP paradigm. 

• A: Activate. In this stage, students use all or some of the language at their disposal, either to 

focus on the language point in question, or to carry out some kind of communicative task.  

In essence, ESA is a teaching sequence that attempts to describe the learning process rather than the 

teaching process, which represents a major swift from traditional paradigms such as PPP 

(Presentation, Practice, Production) or ever teaching methods such as Audiolingual or TPR.  

1.2.4   Intercultural Language Learning 

As Kiet Ho (2009) documents, Intercultural Language Learning involves a set of principles for learners’ 

language and acquisition which involve: 

• Exploring self: this refers to the idea of providing learners with the opportunity to become 

aware of their invisible culture, or ‘sociocultural beliefs and assumptions that most people are 

not aware of and thus cannot examine intellectually.’ (Hinkel, 2014:396) This has the aim of 

reflecting on the influence these might have on the learner’s language use in interaction with 

people from other cultures. By doing this, learners gradually develop an inner sense of 

equality of cultures and incidentally grow more tolerant, sympathetic and sensitive towards 

other people’s different constructions of reality.  

• Exploring cultures: this principle engages learners in the process of exploring their own and 

the target culture through a series of noticing, reflection and language production stages so 

as to develop intercultural communicative competence in a cyclical fashion that will 
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eventually support the learners in interpreting and constructing their own model of culture 

learning through cultural exploration. 

• Comparing cultures: this implies comparing the learners’ culture and the one being explored 

in the classroom in order to find similarities and differences between them as this draws on 

learners’ own knowledge, beliefs and values and leads to increased cultural knowledge. In 

other words, this makes the strange familiar somehow facilitating the reconsideration of such 

ideas while also decentring learners from their own culture. 

• Finding one’s own ‘third place’ between cultures: as the learners are decentred from their 

own culture, they need to adopt a neutral position where they can observe and reflect on 

both their own and the target culture. ‘It is on this unbounded and dynamic space where 

language learners bridge the gap between cultural differences and achieve their personal and 

communicative goals.’ (Crozet and Liddicoat, 2000, cited in Kiet Ho, 2009)  
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2   Methodology and practice 

Given the fact that the English department at Escuela Superior de Educación Física (ESEF) has been 

created recently, the English coordination has been left to make the decisions that best support the 

achievement of the institutional goal; namely, the certification of ESEF students at a B1 level or higher 

according to the CEFR (Common European Framework of Reference) at the end of their 3-year studies 

at the school. As a result and after having analysed different published books, the department opted 

for the series book named Cambridge English Empower B1 Plus due to three main aspects: 1) it is a 

book for contemporary young adults, 2) it features a digital component (Cambridge LMS) that can 

make up for the conscious decision of not using a workbook, and 3) it has been designed to enable 

the learners to take on more responsibility for their own learning as it is emphasised that they should 

have some participation in the specification of learning goals, specifically referenced to the CEFR.  

 2.1   A practical and useful lesson plan 

2.1.1   The learners 

The students I teach at present study or work at ESEF, which is part of the net of schools around 

Mexico devoted to the academic preparation of the next generations of Physical Education teachers. 

As they have been given the opportunity to take English lessons only re cently, enrolment is voluntary. 

From the previous, it can be inferred that they all are intrinsically, and most likely, instrumentally 

motivated, which was also confirmed using a diagnostic questionnaire focused on what Oxford (1990)  

calls, direct strategies (memory, cognitive and compensation ones), or strategies that directly involve 

the target language. (See chapter 2.3)  

Therefore, it can be said that the group for this project consists of seven Mexican adults who are 

working to improve their current level of English to a B1 level according to the CEFR and meet twice a 

week for two hours each time. As most of them are new learners in the school, with the exception of  

Jesús Mendoza and Olimpia Puerto, who have been together for about a year and a half. On the 

whole, they were diagnosed to already have some knowledge of other languages, basically some 

isolated words and phrases, which somehow helps them not to fear new language learning 

experiences and even take some risks so as to put get their ideas across in real-life situations. They 
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generally feel they need more practice and exposure to the target language, especially to develop 

their listening and conversation skills. Additionally, they share some common interests such as music,  

entertainment, sports and some aspects of their academic lives. 

As it can be seen from the chart below, the group consists of 4 women and 3 men as follows:  

 Name Age 
Actual level of mastery of 

the language according to 

the CEFR 

L1 / Origin 

Alanis Orante Marco Apolo 25 B1 Spanish / Mexico City 

Mendoza Mora Jesús Fidel 26 Low B1 Spanish / Mexico City 

Meneses Ortega Nancy María 22 Low B1 Spanish / Mexico City 

Moreno Mendieta César Uriel 23 Low B1 Spanish / Mexico City 

Pintor García Iñaqui 21 B1 Spanish / Mexico City 

Puerto Moctezuma Olimpia 23 Low B1 Spanish / Mexico City 

Quezada Olguín Daniela Fernanda 22 B1+ Spanish / Mexico City 

2.1.2   The sessions 

As quoted in the title of this assignment, the topic to review in the following series of sessions is 

relationships. This decision was made based on institutional constraints and the learners’ 

preferences. That is, the learners are to review three learning units in the present course and, as they 

are keen on expressing their identities because it relates to their immediate needs, the choice 

seemed logical. Moreover, as mentioned in chapter one, the sessions designed for this project are 

based on the ESA teaching sequence proposed by Harmer (2009), and which involves language work 

on three macro stages, namely, Engage, Study and Activate. Generally speaking, the engage stage 

was devoted to the recalling or recycling of previously reviewed vocabulary, and to skills development 

work with some incidental work on the development of some metacognitive strategies, or strategies 

to help the learners ‘to control their learning cognition – that is, to coordinate the learning process by 

using functions such as centring, arranging, planning, and evaluating.’ (Oxford, 1990:135) The study 

stage was planned for the overt presentation of language systems, more specifically grammar, and its 

meaningful practice. Last but not least, the sessions were intended to end with an informal speaking 

task which allowed the teacher to generally determine the frequency and type of errors they make. 
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‘In this way students get a chance to try out real language use with little or no restriction.’ (Harmer, 

2009:53) 

2.1.3   Session 1 

Overall, this session had the aim of enabling the learners to review the use of narrative tenses to talk 

about how a close friendship began by means of exposure to an extract from a veridical film 

describing an unlike friendship. This would incidentally set the basis for the analysis of the meaning of  

friendship and what this could mean for different social groups so as to promote a positive attitud e 

towards any cultural differences they might find. 

Following the teaching sequence quoted in 1.2.3, the engage stage for this lesson comprised the 

following activities: 

• Warm up and introductory activity 

• Vocabulary check-up and recycling 

• Topic presentation and pre-reading 

• While reading 

• Post-reading discussion and information processing 

The warm-up consisted mainly of a brief comment the teacher made about a friend he had lost touch 

with so as to catch their attention and trigger curious responses on the part of the learners about the 

reasons why this happened. After this, a learner was nominated to read the instructions of the 

vocabulary check-up and activation activity, which were written down on the Powerpoint 

Presentation (slide 1) (see appendix B). They were next prompted to make guesses about the type of  

relationship the people portrayed in the two different images had. Picture one showed colleagues 

and acquaintances, whereas the second image portrayed close friends in a slightly risky situat ion. The 

learners were encouraged to comment on every single detail they could so the language of 

relationships was elicited and/or recycled (acquaintance, close friend, relationship, etc.). This 

introduced the idea that people from completely different cultural backgrounds can become close 

friends and allowed me to question the role similar likes and interests play in creating strong bonds 

with the people around us. Indirectly, awareness of cultural differences was raised.  
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As they were keen on expressing their identities, they personalised the information reviewed and 

made some comments about the types of friends they have and/or used to have. Moreover, this 

activity served as the previewing stage prior to the display of the trailer of the French film, 

Intouchables. As most of the learners are interested in languages and enjoy different entertainment 

topics, it was expected that they had already seen or heard about the film. This encouraged the use 

authentic material not only to enhance engagement and active participation, but also allowed them 

to collaboratively recall and fill in any gaps in the plot of the film giving them a good head start at 

using a silent viewing video technique. Indirectly, this also helped them to reduce their affective filter 

in case they did not have sufficient linguistic resources to cope with input from such material. Next, 

they were prompted to make guesses about the type of things that brought them together  and 

whether they would have become friends under ‘normal’ circumstances. Eventually, this activity 

motivated them to think that the meaning of friendship was different for every learner in the group. 

Next, the reading activity was designed to work on the learners reading speed and on the 

identification of content words to get the gist of the text as the lines of the text gradually appeared 

and disappeared making everybody read at the same speed. The text was displayed twice; at the end 

of the first time, they were encouraged to collaboratively comment on the general idea of the text, 

and after the second time, they were asked to answer more specific questions so they focused on 

understanding. Then, the complete text was displayed so they could concentrate on the vocabulary 

tasks used from the text book on page 34, section 3e and f. (See appendix B) To round up this activity 

and concentrate on the unlikelihood of some friendships existing, they were asked to complete some 

sentences that gave them the opportunity to create either a simile or to complete them with their 

own information (personalization) (Powerpoint Presentation, slide 4). 

The study stage of this session included the following activities: 

• Language focus 

• Controlled meaningful and communicative practice 

The learners were instructed to individually select the best verb conjugation to complete a text 

summarizing the main ideas from the previously read text. The exercise was a multiple choice 

exercise with 7 two-option items. (See appendix B) Some concept check questions were made to 

clarify meanings before moving to the language focus stage which also encouraged them to think 
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about the chronology of events in a narrative. During this time, the learners were nominated to read 

parts of the text aloud which allowed me to monitor their pronunciation and make any necessary 

corrections. This was followed by the overt presentation of the target grammar point (narrative 

tenses) in the same fashion as the revision of the language focus introductory task. Then, after doubts 

had been clarified, they were provided with a second similar practice exercise to confirm, mainly, that 

the meaning of the past perfect had been grasped. (See appendix B)  Last but not least, they were 

encouraged to utter some ideas about memorable experiences they had lived with friends to increase 

the chances of the input becoming intake as well as to personalize  the topic and to draw a link to the 

activate stage. 

The activate stage of the lesson consisted of an informal speaking task which gave the learners the 

opportunity to prepare, review and consolidate the target language point, especially the past perfect 

and the past continuous. This was conceived as a social practice activity in which they more freely 

narrated anecdotes and experiences they had lived with a close friend also commenting on how they 

had met. By doing this, tolerance, interest and empathy were instilled as they were encouraged to 

find out more details about each other’s relationship as well. 

2.1.4   Session 2 

The second lesson continued exploiting the topic of unusual relationships, in this case family ones, so 

as to raise awareness of the meaning of family and different family structures  or family types. 

Therefore, the learners were exposed to ways of expressing past habits (used to and usually) in order 

to talk about family traditions by means of a graded listening activity about two twins.  

The engage stage of this lesson comprised the following activities: 

• Warm-up and activation 

• Vocabulary check-up and recycling 

• Topic presentation and pre-listening 

• While listening 

• Post-listening discussion and information processing 
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The warm-up was aimed at catching the learners’ attention while also recalling the information 

reviewed and discussed the day before in the form of a question. The first question was addressed at 

Iñaqui as he had commented that his immediate family are his best friends, especially his father and 

brother. Therefore, the idea that family members can become friends was challenged and he was 

asked to elaborate further on his view. Next, the discussion was opened to the rest of the group by 

posing two more questions: a) Did Abdel and Philippe in the Intouchables become a family in the 

Intouchables? b) What is a family? These questions were aimed at helping the learners reflect on the 

meaning of family and who can be considered as family apart from blood relatives. Next, they were 

shown a picture in which two couples of twins were displayed (Powerpoint presentation – slide 1). 

(See appendix B) Similar to the procedure in session 1, they were prompted to note and comment on 

aspects such as body language, proximity, etc. After some ideas had been heard, some short texts 

describing different types of family were displayed (Powerpoint Presentation – slide 2) and some 

learners were nominated to read the texts aloud so I could concentrate on their overall 

pronunciation. When this had been done, they were encouraged to comment on the principal 

characteristics of the families displayed as a whole group and to say which type their family most 

closely resembled. The concept of nuclear, immediate, extended, single -parent and couple -with-no-

children families was introduced by asking them to match the name to the correct description. This 

stage also served as a check-up activity of vocabulary about family relationships such as mother, 

uncle, etc. In order to personalize the introduced vocabulary, they were asked to briefly comment on 

the type of family they considered as a ‘normal’ one. Indeed,  this question was posed to raise 

awareness of the fact that there is no ‘normal’ when it comes to relationships . 

As a pre-listening activity and topic presentation, the learners were asked to look at two pictures 

displaying Roger Federer’s family. Given that he is one of the most famous sports people in the world 

and that this aligns with their main interest and area of knowledge, the learners were expected not to 

have problems describing probable relationships among the people in the images. After they had 

guessed family relationships, the fact that Roger Federer’s children are twins was emphasised. They 

were asked to comment on the advantages and disadvantages they think this would have. The 

learners were monitored while putting forward ideas regarding this and provided with prompts in 

case they were lacking in ideas or linguistic resources. Eventually, the activity allowed me to identify 

probable vocabulary items they could have problems with during the while-listening stage. 
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Next, they listened to two monologues by two twins talking about what they liked and did not like 

about having a twin sister. After they had heard the audio the first time, they were asked to 

collaboratively comment whether the ideas or predictions they had made were mentioned in the 

audio. Apart from allowing them to confirm their predictions, they also got the gist of the oral text. 

Then, before listening to the audio a second time, they were instructed to attempt answering the 

questions on their textbook, page 36, section 2b and d. It is important to mention that, although the 

tasks were taken from their textbook,  the listening tasks were displayed using a Powerpoint 

Presentation so as to avoid the predictability looking at the textbook page might imply. Indeed, they 

managed to answer all of them collaboratively, which confirmed my initial assumptions about their 

abilities. Next, they were asked to listen to the audio a second time to identify  the speakers’ opinion 

about the advantages and disadvantages of having a twin sister. Individual learners were asked to 

justify their answers, which provided them with an opportunity to rephrase the ideas they had been 

exposed to and informally allowed peer correction to take place. The instructions to this task were 

displayed on slide 5 of the Powerpoint presentation (see appendix B) and the answers were reviewed 

as a whole group nominating individual students to read each item aloud. Finally, this stage was 

rounded up by displaying the questions in slide 6 of the PowerPoint presentation for session two so 

that they could use them to prepare a brief oral presentation about their actual relationship with 

their families. 

The study stage of this session included the following activities: 

• Language focus 

• Controlled meaningful and communicative practice 

The learners were instructed to individually select the best sentence completion for some sentences 

extracted from the audio in the engage stage. After they had reached consensus about the best 

choices, they were asked to comment on the function such sentences fulfilled (past habits vs. one-

time events) as a concept-check or meaning confirmation activity. This was followed by the overt 

presentation of the target grammar point (used to and always) in the same fashion as the revision of  

the language focus introductory task. (See appendix B) Then, after doubts had been clarified, they 

were provided with a meaningful practice exercise to see if there were any doubts about meanings. 

Last but not least, they were instructed to solve a sentence completion exercise which provided them 



  EEAILE – G9 

-   17   - 

with communicative practice while also increased the chances of the target grammar point being 

noticed. Then, they were asked to share their ideas and/or expand on their thoughts. They were also 

encouraged to respond to each other’s contributions so they started working on their sociocultural 

competence and developed some sensitivity towards different types of families.  

The activate stage of the lesson consisted of an informal speaking task which gave the learners the 

opportunity to prepare, review and consolidate the target language point by talking about family 

traditions they used to or still have. This also provided them with another opportunity to recycle the 

grammar point reviewed the previous session and to accommodate any recently noticed information. 

Indeed, this activity proved very useful to allow them to express their identities freely as , for example, 

some preferred to talk about their friends rather than their relatives.  

2.1.5   Session 3 

Having provided the learners with some linguistic resources to explain or give some more detail about 

past events in the previous two sessions, in the last session they were exposed to a writer’s life 

history and biography so as to persuade them to write the biography of someone they know and 

admire using appropriate phrases to start and finish their narrative  as well as suitable paragraphing. 

Although shorter in appearance, the engage stage of this lesson comprised the following activities: 

• Warm-up and activation 

• Topic presentation and pre-reading 

• While reading 

• Post-reading discussion and information processing 

Session three used the teacher’s experiences as initial instruction material and as a way to appear 

more approachable incidentally reinforcing the bonds between the learners and the teacher, and 

lowering the affective filter. With these ideas in mind, the warm-up was aimed at catching the 

learners’ attention by briefly recalling the information reviewed and discussed in previous sessions. 

Next, the topic of family traditions was used as a link to the topic in this session by saying that it was a 

tradition in the teacher’s family to pass on some wisdom on to others. Therefore, individual learners 

were nominated to describe what they could see in three different pictures and also to comment on 
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the probable message such images conveyed. After they had finished describing, they were told that 

the three pictures represented different aspects of the teacher’s philosophy of life and then, they 

were encouraged to guess what that philosophy is. Purposefully, the activity triggered some interest 

and enhanced emotional engagement with the topic of the lesson. Next, the poster advertising the 

film Eat, Pray, Love featuring Julia Roberts was displayed and they were asked to comment on how 

they imagined the pictures they looked at first related to the title of the film. By doing this, they made 

predictions about the authentic text they were going to read later on.  

Once the learners had become acquainted with the writer Elizabeth Gilbert, the author of the book 

Eat, Pray, Love, they were told that they were going to read her biography directly from her website . 

Next, they were instructed to read the text and identify the main purpose each paragraph fulfilled. As 

they were dealing with authentic material, they were expected to have some problems regarding 

vocabulary. However, they were encouraged to ignore unknown vocabulary and concentrate  on the 

gist and purpose of each paragraph. By doing this, their affective filter was reduced and the input 

provided became more accessible (i+1).  After this, they were encouraged to identify the main idea in 

each paragraph (topic sentence) and its usual position (normally at the beginning of a paragraph). 

Next, they were asked to comment whether they considered the text a good biography model and 

why. To draw a link to the writing stage, the teacher commented how he applies the philosophy 

Elizabeth introduced in her book and encouraged them to explain what their philosophy of life is. To 

round this macro stage, the learners were asked to look at the writing task displayed in slide 3 of the 

PowerPoint presentation for session 3 and to use the questions provided as a guide to brainstorm 

ideas (see appendix B), before asking them to write their first draft. They were allowed 20 minutes to 

write their compositions and encouraged to look at the model provided if they needed to. 

The study stage of this session included the following activities: 

• Language focus 

• Collaborative editing and improvement 

Before delivering their compositions, the learners were provided with a checklist so their awareness 

of the points to be included was enhanced. It is important to mention that one of the learners was 

asked for permission to use his composition as the material for the next part of the session. Then, the 

learners were provided with a reformulation task, as suggested by Hedge (2005), which consisted of 
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four stages, namely, 1) error identification, 2) error confirmation, 3) error correction, and 4) editing. 

(See appendix B) As the first three stages of this technique provides them with feedback on the work 

done and raises their awareness of mainly linguistic aspects, the language focus becomes a highly 

flexible stage which completely depends on the learners’ ability  and promotes the use of their 

monitor (see chapter 1.2.1.3). Moreover, as this is a collaborative task, tolerance and team work (21 s t 

century skills) are instilled. During the initial revision of the composition provided, the learners were 

asked to work individually in order to only underline all the errors they could identify. After some 

minutes, they were brought together and asked to share the number of errors found. As they were 

expected to be doubtful about the task, they were encouraged to be stricter by telling them there 

were about thirty mistakes. They were also instructed to broaden their scope and consider areas such 

as spelling, punctuation, grammar, vocabulary, etc. As a result, they felt reassured of what they were 

doing and scrutinized the text more closely. While checking the errors identified as a whole group, 

they had to justify their ideas which indirectly helped them focus on the form.  

Then, they were provided with a second version of the text in which the mistakes had been marked, 

but not classified. That is, the learners could only see there was a problem but were unsure whether 

this was about grammar, vocabulary or any other aspect of writing. Next, they were instructed to 

collaboratively work on correcting the mistakes marked, which allowed me to monitor and identify 

common areas of opportunity to work on for further learning units. After they finished scrutinizing 

the second version of the text, they were provided with a third version fully corrected. By respectfully 

working together in this task, the less able ones benefited from working with their peers as their  

awareness and abilities were scaffolded; in other words, they worked within their Zone of Proximal 

Development.  

Before moving on to the editing and improvement stage, they were asked to comment whether they 

thought the corrected version of the composition would have a positive effect on its target audience 

and why. After some comments had been heard, they were provided with a reformulated version of  

the same composition (version 4 – see appendix B), so that they could make a list of the 

improvements made and the effect these could have on the target reader. Therefore, they became 

acquainted with writing sub skills such as organization, grouping of ideas, etc. as well as with the fact 

that writing is a more complex activity than the mere action of putting sentences together. 
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Last but not least, the activate stage of this last lesson was assigned for homework so they ha d more 

time to organise and/or elaborate on their ideas, edit and improve their original work.  (See appendix  

B for feedback provided to learners)  

2.2   The tools to assess learners’ progress 

Following Graves (1996) suggestions, different tools were designed to specify how well the  learners 

were doing at different times of the learning unit and to provide them with feedback on performance 

for subsequent times, or formative assessment. Other tools to determine their overall level of 

achievement and effectiveness were included, especially towards the end of the learning unit, or 

summative assessment (Hughes, 2010). Put in different words, some instruments were included to 

monitor the learners’ progress, provide them with feedback about their performance, as well as to 

acknowledge their active role and motivate them to take on more responsibility for their learning 

process, or learner autonomy. (Thornbury, 2006:22) Moreover, summative assessment tools were 

planned to complement formative ones, and to get a clearer measure of how well the stated 

objectives were achieved. Incidentally, this supported some administrative tasks such as recording 

grades. However, to draw a comprehensive assessment plan, Graves (1996) warns us about 

neglecting the overlapping purposes assessment has throughout a course. 

2.2.1   Formative assessment 

On analysing the institutional goals and the complexity language skills development pose, 

instruments that were not reliant on the need of an expert eye and were easy and quick to 

administer were favoured so as not to stress the learners unnecessarily; i.e. practicality (Hughes, 

2010). Hence the following instruments were selected: 

• a learning log  

• informal classroom production tasks  

• writing checklist  

• speaking rating scale  

2.2.1.1   Learning log 

Learning logs or diaries, as Baxter (1997) comments, are highly personalised tools that need to be 

handled carefully due to the negative feelings intruding in a person’s thought might cause. 
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Consequently, the use of a learning log was favoured as part of a scheme to motivate the learners to 

develop learner autonomy, as well as to guide them in the identification of personal strengths and 

areas of opportunity. The previous was achieved by guiding their reflection process answering some 

general questions about what they feel they learned and recording their answers  at the end of  each 

session. Incidentally, this instrument helped them to monitor their progress and raised awareness of  

what they had achieved as a result of instruction. 

Learning logs can also work as summative assessment instruments to evaluate the suitability of 

learning aims at the end of a course because they give information on how well learners perceived 

they achieved such aims. Thus, having access to this tool, at least once every learning unit, would be 

advisable so the information gathered not only feeds back on to the actual teaching taking place in 

the classroom, but also corroborates or rejects the actual progress made. Lastly, this tool can be 

stored to keep track of any mismatches between the results obtained, learner expectations and 

actual performance levels. 

2.2.1.2   Informal Speaking Task 

Although an informal speaking task may be subjective in nature as its assessment is based on the 

observer’s appreciation, it is also a good tool to initially identify the frequency and type of errors 

learners make. Bearing the previous in mind, a matrix that focused on the use of discourse markers 

mainly was used as a way to identify aspects to improve their conversational skills, which also aligns 

with their perceived needs. Eventually, such task also allowed for prioritization of major areas to work 

on such as the development of turn-taking techniques or other aspects that might hinder their 

pragmatic competence. (Thornbury, 2006:174) However, it is clear that, as they advance in their 

studies and level of mastery of the language, their performances need to start being marked against 

overall syllabus goals, namely, Cambridge English Preliminary speaking analytic scales so as to 

increase the programme’s accountability. 

2.2.1.3   Writing checklist 

Unlike receptive skills, agreeing with Katz (2014), language output is an observable behaviour, at least 

in terms of learner products such as spoken responses or pieces of written work, and so lends itself to 

being assessed through direct measures, or tools that ‘require  the candidate to perform precisely the 

skill that we want to measure.’ (Hughes, 2010:18) Given the fact that my new philosophy of teaching 
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aims at developing learner autonomy and higher levels of learner engagement, involving the learner 

in different ways in the specification of, for instance, the tasks used for evaluation and the grades 

they get at the end of each term becomes more important. However, it goes without saying that 

learners are not a language experts, therefore, they are lacking in the knowledge that enables them 

to more precisely measure their performance. Consequently, they might be either over reliant or 

underestimate their abilities. Thus, agreeing Katz (2014), checklists present themselves as simple 

tasks to use and adapt to any teaching-learning situation as they demand no specialized knowledge 

about the quality of a performance, but rather about the likely presence of any given features of 

language performance. Therefore, a checklist was an excellent instrument to raise learners’ 

awareness of the presence of all the required elements in their written work before handing it over 

for revision and/or grading. 

2.2.1.4   Speaking rating scale 

Unlike checklists, as Katz (2014) explains, rating scales offer more scoring choices and involve the 

learner in a more detailed consideration of performances so they get an opportunity to prioritize 

some performance features over others. In other words, rating scales are tools that enhance learner 

engagement as they allow them to express their opinions about the general quality of their 

performance and give these a weight or value that can be considered for the specification of , for 

example, summative assessments. In the specific case of the learning unit for this assignment, the 

learners were asked to rate their performance according to how well they managed to engage in 

fluent communicative exchanges during the development of the informal tasks planned at the end of  

each of the first two sessions. This provided me with invaluable information about how well the 

learners felt during performance and allowed me to identify any mismatches between my 

observations and their actual perceptions. This also provided me with some  positive information 

about the quality of instruction and whether adjustments needed to be made, or washback. 

(Thornbury, 2006:228) 

2.2.1.5   Informal band scale for listening 

Similar to reading, listening skills are usually developed and tested in lockstep fashion, i.e. by getting 

all the learners to listen to one text at the same time. However, asking them to engage in this type of  

practices might negatively affect learners’ perception of the teaching potential they could have. In 
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other words, as Harris and McCann (1998) comment, informally assessing listening proficiency by 

getting an impression of what they have understood during pair or group work activities , or reactions 

to instructions is advisable. Therefore, in order to enhance the formative aspect of listening tasks, it is 

essential to minimize the threat element by not overtly exposing their failures in the way asking them 

to say the number of correct items they got in an exercise  could do. Hence, in line with Harris and 

McCann (1998) suggest, assessment can be completed unthreateningly, if the learners are asked to 

recycle what they have heard and rating their performance against a band scale to informally assess 

their listening ability. Such recycling can take the form of oral or written summaries, for example, 

after asking the learners to work collaboratively in order to report the important points of a text, as is 

the case of the present project. (See chapter 2.1.4) Last but not least, the information collected using 

such instrument can be used to provide learners with feedback, for example,  at the end of the 

learning unit so as to help the learners in the specification of tailored learning goals for the following 

one, and so forth. 

2.2.1.6   Informal band scale for reading   

Typically, reading is associated with the so widely used ‘comprehension’ questions after a passage. 

However, such exercises usually neglect the teaching potential as well as the formative influence 

feedback on this area could have. Indeed, ‘[w]hen assessing reading in this way a factor to bear in 

mind is subject knowledge.’ (Harris and McCann, 1998:17) In other words, some learners may be 

knowledgeable about the topic of a text unfairly giving them an advantage over those less erudite. 

Therefore, in line what was mentioned above about listening, Harris and McCann (1998) suggest 

getting the learners to engage in discussion of the information contained in passages or writing about 

texts so as to recycle the information they were previously exposed to. (See chapter 2.1.3) Hence 

their performance can be rated in a similar way as their listening skill while also proving important 

ethnographic information about the quality of teaching instruction and the perceived level of 

achievement of institutional aims. 

2.2.2   Summative assessment 

As Baxter (1997) explains, summative assessment generally occurs in the final stages of a course or 

learning process with the purpose of identifying how well the goals were achieved or what learning 
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has occurred. In this case particularly, using summative assessment tools also provided learners and 

the teacher with a general view of their readiness to sit a formal test. With the previous in mind, and 

to ensure the adequate sampling of learners’ proficiency, i.e. construct validity (McNamara, 2014), 

the use of speaking and writing rubrics seemed appropriate as it not only facilitated the recording of 

information, but also more readily provided learners with feedback about their communicative 

competence. Therefore, emphasis was given to productive skills in this project as only later in the 

programme are the learners to sit an achievement summative to assess their systemic knowledge. 

2.2.2.1   Speaking and writing rubrics 

Katz (2014) explains there are two types of rubrics depending on what the descriptors they entail 

intend to measure; namely, holistic and analytic ones. Although both types include specific criteria 

related to various qualities of language, each intends to measure different things; the former aims at 

recording the rater’s overall impression of an entire performance whereas the latter ‘requires a 

separate score for each of a number of aspects of a task.’ (Hughes, 2010:100) As a result and bearing 

in mind the sessions’ objectives, it seemed logical to use an analytic rubric as it ‘provides information 

that is useful for discerning a learner’s strengths and pinpointing areas for continued efforts.’ (Katz, 

2014:330) Therefore, when considering the learners’ current level of mastery of the target language, 

it becomes evident that writing rubrics need to include aspects regarding the performance’s content, 

organisation, organisation, style and lexis and grammar which starts aligning with Cambridge English 

Preliminary writing analytic scales as mentioned above. By contrast, speaking rubrics included aspects 

such as pronunciation and the performance of target language functions.  

2.3   Evidence 

As mentioned in chapter 2.1.1, the learners were initially profiled using the instrument featured in 

the book Headway Advanced, Student’s Book (1998) through Google Forms. ( See appendix A for an 

interpretation of the results) The graphs obtained using the quoted instrument are as follows: 
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2.3.1   Session 1 

As a follow up on the description provided above and to make the procedural aspect of the lesson 

clearer, this section will provide some visual evidence of the activities carried out.  

• Warm up and activation (Nominated learner reading instructions for the class.)  

 

• Vocabulary check-up and recycling (Learner comparing and contrasting the images) 
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• Topic presentation and pre-reading (Silent viewing video task. Learners comment on the plot 

of the film after only watching the images) 

 

Discussion task after silent viewing video task. 

 

• While reading (Lines of text appearing and disappearing to work on reading speed and gist)  
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While reading (Recalling specific vocabulary form the text through definitions, SB p. 34) 

 

• Post-reading discussion and information processing (Creating similes to personalize) 

 

• Language focus (Initial multiple-choice task, SB p. 34) 
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Overt grammar presentation. (Nominated learner reads grammar explanation, SB p. 136) 

 

• Controlled meaningful and communicative practice. (Similar multiple choice exercise. Sets 

the basis for further controlled practice. SB p. 137) 

 

• Informal speaking task 
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2.3.2   Session 2 

• Warm-up and activation (Volunteer learner talking about the message the picture conveys) 

 

• Vocabulary check-up and recycling (Introduction of vocabulary to describe family types) 

 

• Topic presentation and pre-listening (Learner guesses how the people portrayed are related)  

 

• While listening (Listening for gist and listening for opinion tasks) 
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• Post-listening discussion and information processing 

 

• Language focus (Overt grammar presentation after initial practice exercise) 

 

• Informal speaking task 

 

2.3.3   Session 3 

Although this session looked shorter, it is important to note that it took about the same time as the 

previous ones because the learners had to engage in the writing of their first biography drafts.  
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• Warm-up and activation (Picture description task) 

 

• Topic presentation and pre-reading (Establishing a connection  to the picture description task) 

 

• While reading (Identifying the purpose of each paragraph in the model provided) 

• Post reading. (Discussing genre features such as topic sentences) 
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• Pre-writing (Brainstorming and drafting according to the task provided) 

 

• Post writing. (Filling in writing checklist before delivering first draft)  

 

• Language focus. (Error identification stages 1, 2 and 3) 
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• Collaborative editing and improving. (Identifying ideas other non-linguistic improvements) 

 

The video for the learning unit can be seen at: https://drive.google.com/file/d/1n5yFSqhNofC-ohTJE-

ZNTC-EdLGqgx6Y/view?usp=sharing 

2.4   Evidence of designed assessment tools 

2.4.1   Learning log 

 

https://drive.google.com/file/d/1n5yFSqhNofC-ohTJE-ZNTC-EdLGqgx6Y/view?usp=sharing
https://drive.google.com/file/d/1n5yFSqhNofC-ohTJE-ZNTC-EdLGqgx6Y/view?usp=sharing
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Bearing in mind what was mentioned above, it is important to emphasise the personal and private 

characteristics of the information included in a log. Therefore, the learners were invited to voluntarily 

share their files; however, it is clear that there will always be some reluctance to disclose this type of  

information regardless of the good relationship there might be between the learners and the teacher. 

This was confirmed when only two out of seven learners were willing to share their files. Then, on 

closer analysis of the information collected, it became evident that the learners need to undergo a 

training period before implementing a tool like this one so it more readily shows their actual 

thoughts, helps them to establish relevant personal learning goals, and eventually promotes learner 

autonomy. Put in different words, training to use this type of tools is essential so the learners more 

readily identify and express their goals rather than what they think is expected of them as in the 

sample above. In such sample, it is evident that the learner commented that she can understand 

better as a result of language instruction. However, this does not mention what it is that she 

understood better or how her performance will change as a result of the acquired knowledge  which 

prompts me to believe that there are areas of improvement she is not aware of . Last but not least,  it 

seems that the way the questions were formulated might have caused some confusion and prompted 

the learners to write an account of what was done in class. 

As a result of the previous, it is important to first include succinct but clear instructions that 

emphasise the privacy of the information in the document and comment on the objective the format 

pursues. It would also be an asset to reconsider the type of questions used to guide the learners’ 

thoughts and even rephrase them in such a way that they make them feel at ease , for example, using 

simpler but clearly different verbs, similar to what is done when designing rubrics. This could be 

achieved by, during training, negotiating and together specifying not only the type of questions to 

use, but also their focus so the learners appropriate this document and engage with its use.  

2.4.2   Informal Speaking task 
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On having implemented this tool, it became clear that, as a rater, a teacher depends a lot on his 

memory skills as it is necessary to first mentally note and classify utterances the learners make before 

writing them down in the correct space in the matrix above. Indeed, this is a versatile and simple tool 

to design once you have a clear objective to pursue. However, an important problem that must be 

commented on and that arouse during its implementation was the loss of focus. That is, it is very easy 

to be led astray by errors and mistakes in the systemic part of the language (grammar, vocabulary and 

pronunciation) which might eventually make the rater focus on correctness and accuracy rather than 

on language use or functions, just to give an example.  

Indeed, on thinking about ways in which this format could be improved and better included in my 

teaching practice, it seems advisable, depending on the areas one might wish to focus on,  to 

reformulate the areas to work on in the form of yes/no questions. By doing this, the rater’s mind can 

focus only on deciding whether an incorrect utterance fulfils the criteria specified rather than spend 

valuable time classifying it before noting it in the correct space in the format. Moreover, I think there 

should be an additional section for the rater to make notes or comments on other frequent problem 

areas such as inappropriate vocabulary or pronunciation, etc. Last but not least, it would be 

important to include a note to remind the rater that there is no need to note down every single 

incorrect utterance the learner makes, but the most frequent ones. This releases the pressure of 

being extremely attentive to all errors that take place. 

2.4.3   Writing checklist 
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Similar to the learning log instrument, after having implemented this tool with the group of learners 

in question, it was evident that, on the whole, training is a much needed prerequisite to the use of 

self-assessment instruments due to their introspective nature. That is, there is always the possibility 

that the learners are, among other possibilities, unaware of their abilities or that they under or 

overestimate their performance. Indeed, as is in the sample shown above, a strong and 

communicative learner under estimated his efforts showing he was unsure his compositions met the 

established criteria, which could be assumed to be the result of defective instruction or to an overtly 

demanding task beyond the learners’ current level of mastery of the target language. Moreover, 

when thinking about the implementation of this instrument and to increase its formative potential,  it 

would seem appropriate to allow the learners to scrutinize their work more closely using this tool 

after they have completed a raising-awareness stage so their senses are more acute when identifying 

areas to work on. Put in different words, in the specific case of session three in this project, they 

could have been asked to take a second look at the writing checklist after the raising awareness task 

planned.  

2.4.4   Speaking rating scale 

 

After having analysed other self-assessment tools above and apart from establishing he need for 

learner training, it is important to note the naturally biased nature of this instrument. Indeed, when a 

learner is aware of the fact that his opinion will be taken into consideration in assessment, their 

actual motivation becomes more evident. That is, those learners who see learning as a tool to 

communicate and achieve something greater could more readily see the value of demanding more 

from themselves. However, learners whose ultimate aim is just to get a qualification might show 

themselves reluctant to critically analyse aspects of their performance that might not comply with the 
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standard and the institutional aims. Therefore, this instrument could prompt them to award 

themselves a grade that does not relate to their actual performance. This is the case of Apolo Alanis 

in the first sample provided above and who, despite being highly motivated and open to feedback, 

graded himself too high in some areas as he is over reliant on his abilities. Thus, his sensitivity to 

identify areas of improvement seems to have been hindered. By contrast, Olimpia´s grade (second 

sample) shows a heightened level of awareness of her abilities. However, awareness of  her areas of  

opportunities seems to be misplaced as she nicely managed some of the functions specified for se lf -

assessment despite having awarded herself a lower grade in some and vice versa. 

With the previous in mind, it would seem sensible to adapt the design of this instrument in a similar 

way as what was suggested for the informal speaking task, i.e. by reducing ambiguity using yes/no 

questions. Additionally, more specific categories can be included without resorting to specialized ones 

that demand specific training such as the criteria used in analytic rubrics. In fact, agreeing with Katz 

(2014), as self-assessment instruments provide mainly subjective information regarding learners’ 

performance, the role of feedback is emphasised to raise the learners’ awareness of their actual 

abilities. Hence the role rubrics play in achieving a more accurate balance between objective and 

subjective assessment cannot be overlooked. 

2.4.5   Informal band scale for listening 

 

5 Can understand complex messages. 

 Can understand different oral presentations. 

 Can distinguish between explicit and implicit information. 

4 Sometimes has difficulty with some complex messages. 

 Can understand most oral presentations. 

 In general, can distinguish explicit and implicit information. 

3 Has difficulty with complex messages. 

 Has difficulty with some oral presentations. 

 Cannot, in general, distinguish between explicit and implicit information. 

2 Cannot understand complex messages. 

 Has difficulty with most types of oral presentation. 

 Cannot distinguish between explicit and implicit information. 

1 Cannot understand simple messages. 

 Cannot understand any type of oral presentation. 
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Regardless of the subjective nature of instruments such as rating scales, it became obvious that 

asking the learners to collaboratively work on reformulating the contents of any input does have a 

positive influence on their levels of comprehension and confidence. That is, this type of tool has an 

important formative potential as the learners have the opportunity to accommodate any information 

they got from the input provided and, through discussion with more able peers (scaffolding), make 

sense of the part of the input that might not have been that clear. Indeed, this was evident when one 

of the learners commented one of his peers had better understood the input he had been exposed to 

after having discussed his ideas with one of his peers before the reporting stage in the second session 

of this unit. 

Bearing the previous in mind, the rating originally assigned using the band scale created to measure 

their listening skills had to be changed so as to reflect the developments expressed during the lesson. 

However, similar to the informal speaking task (see chapter 2.4.2), there is always the possibility that 

the rater might deviate from rating comprehension and start focusing on linguistic aspects such as 

accuracy and/or fluency. Moreover, given the collaborative nature of the discussion following  the 

while-listening stage, it is highly probable that the rater loses track of the ideas expressed and who 

mentioned them which might eventually lead to inaccurate ratings. 

2.4.6   Informal band scale for reading 

 

In a similar way to the previous instrument, the informal band scale to measure general reading 

comprehension proved to be a highly adaptable instrument. However, this instrument also succeeded 

at allowing the learners to react to written texts by not only discussing the main points (see chapter 

2.3.1 and 2.3.3), but also by allowing them to make a brief criticism of the input they were exposed 

to. Indeed, this was visible when they managed to comment on the nature of friendship at the end of  

the engage stage in session 1. However, this instrument was quite general as no specific type of  text 

5 Can understand all necessary text types with no difficulty. 

4 Has minor difficulty with different text types. 

3 Has considerable difficulty with different text types. 

2 Cannot understand different text types. 

1 Cannot understand any text type. 
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was mentioned. Therefore, it might be subject to modification so that it more readily reflects the type 

of texts the learners at this level are usually exposed to. Such rephrasing of the instrument might 

even be discussed with the learners so they are involved in the specification of some of the 

experiences they are provided with during language instruction. 

Last but not least, it should be mentioned that, although ratings provide a general picture of what the  

learners can do with regards to the institutional standard set, the same CAN-DO statements used can 

be rephrased so they become yes/no criteria to follow so as reduce ambiguity on the part of the 

rater. Unfortunately, doing this would incidentally sacrifice the level of flexibility the instrument 

features at present, which might not allow for the noting of other important aspects such as cohesion 

and coherence of the ideas expressed, to name a few. 

2.4.7   Speaking and writing rubrics 

  

In line with the characteristics expressed about rubrics in 2.2.2.1 above, it is important to note that 

the instruments designed for these sessions proved practical to obtain a numerical grade. However, 

an important issue arose from this; a mismatch between the grades obtained and the actual 

achievement of the goals set for the course. That is, after having used the instruments, it became 

clear that the way in which these were designed overlooked important goals of the curricula that are  

part of a higher level of mastery of the target language, namely, the attitudinal and cultural aims. 

Therefore, as it can be seen in the samples provided, more emphasis was given to aspects that 

resemble the institutional goal of getting the learners to sit their certification exam. However, there is 

little inclusion of aspects such as the values and attitudes that were developed as part of developing 

the learners’ sociocultural competence. As a result, for instance, the composition provided by Olimpia 

Puerto got a low grade, but this grade does not resemble the amount of effort she put into 
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developing the task or the level of cultural awareness she developed. Similarly, Apolo Alanis, whose 

over reliant attitude makes him appear as rude at times given that he is slacking in awareness of his 

sociocultural competence, got a grade that does not match the overall quality of the work done.  

Hence important work restructuring these instruments is much needed as these should more 

comprehensively mirror the goals initially set. Put differently, it is essential that curricular goals are 

clearly specified and broken into course goals that not only take into consideration the level of 

linguistic knowledge achieved at the end of the instructional period, but also important non-linguistic 

aspects such as attitudes, values, and, if so specified, learning strategies. However, in doing this, it is 

also important not to lose the practicality principle from sight so the newly designed instruments do 

not make teachers’ labour more complex. 
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3   Experience report 

On looking back at the whole experience the present project implied, it is inevitable to question what 

one knows and believes about teaching and learning along with everything that one knows about the 

learners in our groups so as to create more effective and efficient ways to help them achieve their 

goal of learning a second language. To guide our efforts, Purgason (2014) reminds us that a lesson is 

more than just a lesson plan and presents us with a model consisting of three broad areas to think 

about: 1) what appears on paper, 2) what happens in the teacher’s head, and 3) what is actually 

supposed to happen in class. Alternatively, she comments that this can be seen ‘as a three-stage 

process: before, during and after class.’ ( ibid:365) Consequently, the experience report for the 

learning unit in this project will be analysed from three similar points of view, namely, planning 

(before), delivery (during) and further action (after). 

3.1   Planning 

By the end of the first session, the learners were expected to review the use of narrative tenses to 

explain how a close friendship began which incidentally prompted them to analyse and question the 

meaning of friendship for different social groups. Indeed, it can be said that the activities planned for 

the engage stage were effective as they not only reduced their affective filter, but also encouraged 

them and supported the development of positive attitudes towards cultural differences. For example, 

they showed themselves respectful and curious when one of the learners mentioned his best friends 

are his brother and father. This was consistent with what was planned and anticipated as this 

challenged the assumption that friends are only people that are outside of the nuclear family . 

Unfortunately, when it comes to the linguistic aim (narrative tenses), it became evident that due to 

time constraints and incorrect assumptions about the learners’  level of ability only a couple of 

practice exercises were planned during the study stage. However, as this involved the presentation of  

three grammar structures, the practice stages were perceived as insufficient negatively affecting their  

affective filter. Had other concept-check techniques been used and more practice exercises provided, 

their arising needs would have been better catered for. However, the fear of making the session 

unnecessarily grammar-biased prevented the planning of other consolidation activities. Last but not 

least, the activate stage of the first session ended up appearing as a communicative practice exercise  
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rather than a productive task most likely because of the unspecified instruction to incorporate the 

previously reviewed grammar point. Therefore, in order to mitigate this problem, it would be 

advisable, apart from planning more practice exercises, to plan a second communicative task that 

allows them to more naturally rehearse the actual skills they would need in real-life contexts.  

The second lesson continued exploiting the topic of unusual relationships, in this case family ones, so 

as to raise awareness of the meaning of family and different family structures. Therefore, the learners 

got the opportunity to continue exploring the use of narrative tenses while they also were exposed to 

ways of expressing past habits (used to and usually) in order to talk about family traditions by means 

of a graded listening activity about two twins. Certainly, the activities planned supported the learners 

in their realization of the great variety of relationships there are and the relevance of understanding 

people’s background, or cultural aim.  

Nevertheless, the way the activities were planned made an overlooked opportunity in the systemic 

part of the language more evident; namely, the need to provide the learners with more advanced 

vocabulary to talk about different life stages, such as childhood, middle age,  as well as relationships 

outside of the nuclear family etc. This became clear as the learners somehow assumed the lesson 

only focused on differences between their childhood and present relationships. However, in the case 

of the two older learners, Olimpia and Jesús, this difference was more notorious as there was a 

moment at which they required more vocabulary to express more specific relationships, for example, 

when Jesús Mendoza attempted to describe his family tradition and mistook ‘dad’ for ‘father- in- law’ 

while referring to an event that happened in his mid-forties (see chapter 2.3.2).  

After having provided the learners with some linguistic resources to explain or give some more detail 

about past events as well as raised awareness about cultural differences, the learners were drawn to 

analyse the teacher’s philosophy of life and the biography of the author he got it from so as to expose 

them to an authentic model to copy and/or appropriate. Although the first part of the session 

resembled the work done in the previous two to introduce the topic, it can be said that this was a lot 

more engaging once the learners got the opportunity to engage in the analysis of the reformulation 

task planned given that they realized they have sufficient linguistic resources to cope. That is, as the 

editing task was purposefully scaffolded, and the material was highly relevant as this was their own 

material, the learners got more opportunities to use their monitor (see chapter 1.2.1.3). Moreover, 
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collaborative work with more able peers helped them work within their ZPD indirectly providing them 

with feedback about areas they might have to work on so as to strengthen their individual 

performance.   

3.2   Delivery 

Talking about the delivery of the first lesson, it was evident that the teacher’s talking time was a lot 

higher than that of the learners’ at certain times during the lesson, especially when their classmates 

did not know how to react to the comments made by some learners which eventually hindered the 

teaching potential of classroom instruction. This could mean that the learners, despite their high 

motivation levels, are lacking in training about how to react to other’s contributions, especially in a 

culturally suitable way. Therefore, in an effort to keep interactions fluent, teacher’s talking time was 

inevitably increased. As a way to cope with this problem, it would seem advisable to encourage 

interaction in a more structured way by, for example, assigning roles to different learners such as 

‘presenter’ or ‘commentator’ before they engage in a communicative exchange. In this way, all the 

learners could be made aware of the importance of not only being attentive to their classmate’s 

work, but also responsive and sensitive to differences among their target audience.  

Another important thing to mention is the fact that, although the group was reduced, the six learners 

in the lesson had to be given some time to participate and contribute to the discussions in progress. 

However, this also added to the timing problem identified above and somehow made some 

exchanges appear as artificial and/or forced. Thus, using breakout rooms would be an asset to 

mitigate this problem and reduce the amount of time allotted to different tasks. However, it is 

prominent to comment that the learners would have to undergo some training using this 

technological tool as Google Meet does not have this functionality already built in, which means that 

it can only be used after installing a special extension. In this way, the learners could benefit from 

more controlled discussion in smaller groups. 

As for the delivery of session two, it must be mentioned that it resembled the work done in the f irst 

one and, as a consequence, some of the problems identified above were inadvertently repeated. 

However, on reflecting closely about the way the activities were carried out, a mismatch between my 

newly adopted philosophy of teaching and the way the activities were actually delivered became 
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more noticeable because ‘the teacher too easily accepts responsibility for solving learning problems 

best solved by the learners.’ (Waters, 1998:11) In other words, the teaching style adopted throughout 

the first two sessions of the learning unit assumed a somehow traditional role on the part of the 

teacher as a provider of knowledge and/or problem solver. However, as stated in my teaching 

philosophy in chapter 1, the teacher should stop being the centre of attention or guide to allow the 

learners to ‘play their proper roles in the problem-solving and learning process; i.e. the classroom 

monkeys are managed effectively.’ (Waters, 1998:12) The previous might have been caused, apart 

from an evident lack of learner training, due to the teacher’s desire for the learners to engage in 

fluent and reactive communicative exchanges. However, to actually promote more learner autonomy, 

a clear difference must be drawn between the solution to problems and the need to make sure the 

right person solves them so that the learners are truly empowered to take on more responsibility for 

their own learning. 

Finally, but yet importantly, session three reassured the learners, and the teacher, of the importance 

of rich and engaging input to increase the chances of noticing taking place. Having used the learners’ 

own language as the material to explore in class did enhance learner engagement, and provided them 

with rich and meaningful opportunities to construct their own knowledge while working 

collaboratively to achieve something greater within their Zone of Proximal Development. Yet, to 

make results more visible for everybody and work towards the institutional goals set, it would seem 

adequate to more carefully diagnose the learners’ needs against the certification criteria (Cambridge 

English Preliminary) so as to narrow and prioritize the number of problem areas to work at once. 

3.3   Further action 

As for actions that will affect my future teaching practice, it can be said that this experience 

confirmed the fact that the didactic sequence used (ESA) was generally appropriate as it fulfilled the 

aim of emotionally engaging the learners while also gave them an opportunity to express their 

cultural identities and values in a respectful environment. These, agreeing with Harmer (2009), do 

enhance learners’ readiness to notice features of the target language. However, the experience also 

showed that a more suitable balance between the activate and engage stages needs to be achieved 

so that the learners get sufficient time to identify and rehearse the skills they need to develop to 

perform successfully in a real-life context, probably, by the planning of a second communicative task . 
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This learning unit also highlighted how frequent learners are incorrectly assumed to be 

knowledgeable about their different types of needs, and about the judicious use of a range of 

metacognitive and memory strategies to better achieve their learning goals. ‘[S]tudents cannot learn 

to assess their own progress without initial guidance.’ (Edge and Garton, 2012:168) Therefore, 

training in both areas, specification of learning needs and learning strategies, is much needed so that 

they can actually take an active role in the specification of learning goals and assessment tools while 

setting realistic learning goals that allow them to enhance the formative aspect of assessment. This 

means that my new newly adopted teaching methodology needs to incorporate what Careless (2007)  

calls ‘learning tasks.’ In other words, activities that not only resemble what they will be doing in real-

life contexts, but also activities that support their better understanding of learning goals, criteria and 

standards. 

Another realization that came to mind was the fact that developing learner autonomy and 

empowering them to take more responsibility for their own learning is not something that will 

automatically result from training. It needs to become a habitual exercise that helps them ‘to spread 

attention across a period of study, not lead to short-term bursts of sustained study for an end of 

module assignment; or in the case of examinations the memorising of material which is soon 

forgotten.’ (Carelss, 2007:59) Indeed, learners need to see the value of engaging in learning tasks, 

although these do not necessarily have an impact on their overall grade at the end of the term, as it is 

the case of the different formative assessment tools used in this project such as the learning log or 

the writing checklists mentioned in chapter 2.4.   

Last but not least, the importance of meaningful and appropriate feedback to act upon was 

highlighted. As Careless (2007) rightfully comments, feedback, as a learning tool, will not prompt 

learners to change if they are not cognitively, behaviourally and affectively engaged.  This was made 

evident when they actively engaged in the reformulation task in session three, presumably, due to 

the highly personal relevance of the material chosen. However, the fact that they worked 

collaboratively providing feedback to one another seems to have had an important impact on their 

perception of where such feedback can come from. Moreover, as they were provided with a final 

reformulated version of the original text by the teacher, or more expert user, they became 

acquainted with the standards they should be aiming at according to institutional goals which makes 

the formative aspect of assessment more relevant in the promotion of meaningful learning. 
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4   Conclusions 

Throughout the twenty years my career as a language teacher comprises, the principles that inform 

my practice have greatly changed, from a highly teacher-centred perspective characterised by a view 

of learners as empty receptive vessels, to a more humanistic one which sees the learners as beings 

with desires, wants and needs that are expressed in every speech act or activity they engage in. In 

due time, the desire to more readily support my learners in their enterprise to learn a second 

language prompted me to inform and challenge my beliefs about what good teaching actually 

involved.   

My current teaching practice, it is more evident now, has been greatly shaped by a cognitivist and 

constructivist view as I feel it is the role of the teacher to create opportunities for students to 

collaboratively construct knowledge without disregarding the influence their previous knowledge of 

the world has on their learning process. Moreover, as a result of taking the EEAILE programme, this 

view has been enriched to now favour a more comprehensive and intercultural philosophy of 

teaching because, agreeing with Hinkel (2014), proficient and effective communication requires the 

users of a language to have sociocultural competence or knowledge of what is appropriate to say and 

to whom and in what situations. In other words, the programme has emphasised the responsibility I 

have to instil in my learners and myself the values and attitudes ‘a global citizenship’ entails. 

(UNESCO, 2019) 

The EEAILE programme has also succeeded in helping me analyse two main areas of my teaching 

practice that I now regard as essential, namely, a more context-based and student-centred teaching 

methodology, and the role of assessment and meaningful feedback. That is, although my teaching 

practice has usually been characterised mainly by the use of collaborative and self -discovery 

techniques, it is now obvious for me that a context-based methodology that actually caters for my 

learners’ needs to forcefully help them engage in the development of their intercultural competence 

so they show the values and attitudes that facilitate their interaction in the globalized world we live in 

these days. In doing so, the learners need to become aware of the responsibility they have in the 

whole process. In other words, they need to become aware of the importance of their involvement in 

all processes as global citizens and as learners. 
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Nevertheless, adopting a student-centred perspective or a methodology that emphasises the 

learners’ active role poses important challenges. To start with, this project made me realize this 

philosophy goes deeper than just the idea that the learners should be the ones managing activities in 

the classroom. It involves the realization of the role they need to take in the specification of  learning 

goals and assessment as these should be guiding principles for them to focus their efforts and not just 

one-time motivation to memorize or prepare for examinations. Indeed, assessment should provide 

learners with formative feedback so they can take action and/or make amendments in the tope that 

their actions take them a step closer to the standards they aspire to achieve.  

Finally, but yet importantly, the EEAILE programme has succeed in making me realize the possibilities 

for development are endless and that it is not a matter of trends or fashions, but of improving and 

enriching one’s already existing practices and beliefs. Therefore, I  intend to finish my Master’s 

programme and specialize in the use of educational technology as a development goal given that 

technology should become the means to improve learning processes rather than the goal itself. 

Moreover, it is important to research the implications of a student-centred methodology that favours 

the development of learners’ intercultural competence into more detail as its formative potential, I 

think, would greatly enhance my teaching practice and my learners’ overall learning experie nce. 
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Appendices 
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Appendix A (Learner Profiling Instrument)
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Appendix B (Lesson Plan and Materials)
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1. Lesson plan identification cell. 
Author Jorge Canseco González 

Educational stage University learners at B1+ level according to the CEFR. 

Title of your Lesson plan Relationships 

Learning Objective of the plan General objective: 

• To get the learners to recall the use of past tenses to tell and narrate 

different stories, anecdotes and biographies about relationships in 
their immediate context or that they know about in written and oral 
form by reacting to authentic and graded materials, exchanging and 
conveying information and opinions about family relationships and 

friendships. 

Intercultural objective: 
• To raise awareness of different types of friendships and close 

relationships to instill tolerance and empathy towards other people’s 
background by means of debate, negotiation and discussion activities. 

Communicative skill considered  Reading, speaking, listening and writing. 

State of the following options Recycling topic 

Functions • Narrate past events 

• Tell anecdotes 

• React to people’s stories and anecdotes 

• Negotiate meanings 

Main Grammar structure Past Simple, Past Continuous, Past Perfect 

Other Grammar structures Used to, always (for past habits) 

Brief description of the plan Learners react to visual stimuli conveying ideas about friendship and family 
relationships to then be exposed to graded oral and written texts about 
uncommon relationships. They collaboratively work on the meaning of 

some language samples extracted from the previous texts and then engage 
in different practice activities and the development of a speaking task. 
Finally, they write a biography of someone they admire based on the model 
provided and edit it. 

Hours of the plan implementation 6 hours 

Number of sessions 3 
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Contents required for the lesson  PowerPoint presentations for session 1, 2 and 3. 
Cambridge English Empower B1+ Student’s book, pages 34, 36, 37, 136 and 
137, and recording 1.45 
Elizabeth Gilbert’s biography 

Reformulated writing task 

Link of the content See attached document 
https://youtu.be/34WIbmXkewU 
https://www.elizabethgilbert.com/bio/ 

 

2. Lesson development 

Step of the lesson Teacher activities Students activities Session number 
Warm-up and introductory activity 
(Engage) 

• Teacher welcomes the learners and 
asks them about their weekend 
activities. 

 

• Teacher tells them a short story about a 
friend he lost touch with. 

• Learners comment on some of the activities 
they did at the weekend. 
 

• Learners react to the teacher’s story and 

comment if they have lost touch with a friend 
and why. 

01 

Vocabulary check-up and/or 
recycling (Engage) 

• Teacher shares slide 1 of the 
PowerPoint presentation for this 
session and nominates a learner to read 
the instructions aloud.  

• Teacher monitors nominated learner’s 

pronunciation. 
• Teacher displays the pictures in slide 2. 

 
• Teacher encourages them to describe 

details such as body language, etc. 

• Nominated learner reads the instructions for 
the rest of the group. 
 
 

 
 

• Learners take some time to analyze the 

images and take turns to answer the 
questions displayed in slide 1. 

• Learners describe the photos in as much 
detail as possible. 

01 

Topic presentation (Set the 
objective of the lesson) (Pre-
reading stage) (Engage) 

 

• Teacher explains they are going to carry 
out a silent viewing video technique 

using the trailer of the film ‘The 

Intouchables.’ 
• Teacher nominates a learner to read 

the instructions aloud in slide 2. 

 
 
 

 
• Nominated learner reads instructions aloud 

for the group. 

01 

https://youtu.be/34WIbmXkewU
https://www.elizabethgilbert.com/bio/
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• Teacher monitors learner’s 
pronunciation. 

• Teacher plays the trailer of the film 
Intouchables with English subtitles. 

 
• Teacher monitors learners’ 

contributions to prevent 
communication breakdowns. 

• Teacher nominates a learner to read 
the questions they will answer about 
the video. 

• Teacher monitors nominated learner’s 
pronunciation. 

• Teacher monitors learners’ 
contributions to prevent 

communication breakdowns. 

 

 

• Learners watch video without audio and 
make predictions about the plot of the film. 

 
• Learners share their ideas about the plot of 

the film. 
• Learner reads instructions aloud. 

 
 

 
 

 

 
• Learners watch the video a second time and 

collaboratively answer specific information 
questions. 

While-reading (Information 
processing activity) (Engage) 

• Teacher instructs the learners to pay 
attention to the text in slide 3 of the 
PowerPoint presentation for this 
lesson. He tells them not to worry if 

they can’t read all the text and 
concentrate on the general idea. Next, 

they are asked to share the ideas they 

got form the text with the group. 
• Teacher instructs the learners to read 

the text a second time so as to answer 
task 3e on page 34 of their Student’s 

book. 

• Learners read the text to get the gist. 
• Learners share their ideas with the group. 

 
 
 

 
 
 
• Learners read the text looking for specific 

vocabulary. 
• Learners share their ideas with the whole 

group. 
 

01 

Post-reading Information 
processing) (Engage) 

• Teacher displays the sentence 
completion task in slide 9 of the 

PowerPoint presentation for this 

session and nominates a learner to read 
the instructions aloud. 

• Teacher monitors pronunciation of 

• Nominated learner reads instructions aloud. 
 

 

 
 

 

01 



 
 
 
 

Teaching sequence template 
 

UPN/EEAILE-mod3/RVP/GRR/2016                                                                        Template design by Ricardo Velasco Preciado/ Gabriela Ruiz de 
la Rosa 

nominated learner. 

 
 
 

• Learners are encouraged to react to 
each other’s ideas. 

 

• Learners individually complete the sentences 

provided to create a simile and talk about 
their ideas about friendship. 

• Learners share and justify their ideas. They 
react to their classmates’ ideas. 

Language focus/Presentation 
(Study) 

• Teacher displays exercise 4a on page 34 
of their student’s book and asks them 

to solve it individually. 
• Teacher monitors but makes no 

comments about performance. 

• Teacher asks the following concept-
check questions: 1) How many times 
did Philippe look for a nurse? 2) When 
was Philippe a businessman: when he 

met Abdel or before he met him? 
Teacher comments on meaning errors if 

necessary. 
• Teacher displays the grammar 

explanation on page 136 of their 
Student’s book and nominates different 
learners to read parts of the text aloud. 

Teacher monitors nominated learners’ 
pronunciation. 

• Teacher complements explanation 
and/or makes concept-check questions. 

• Learners answer exercise 4a on page 34 of 
their student’s book. 

 
• Learners share their answers. 

 

• Learners answer the questions 
 

 
 

 
 

 
• Learners read the text aloud and reflect on 

the meaning of the structures being reviewed 
as well as their form. 

 

 
 

• Learners answer concept-check questions. 

01 

1st and 2nd practice (Study)  • (1st practice) Teacher displays exercise 
3A (a) on page 137 of their student’s 

book and asks them to individually 
answer it to continue working on the 

previously reviewed information. 
• Teacher displays the answers to the 

exercise.  

• (2nd practice) Teacher assigns exercise 
3A (b), and 4d on page 34 of their 

student’s book for homework as 

• Learners answer the exercise provided 
individually. 

• Learners justify their answers.  
 

 
 

 

• Learners solve the assigned exercise for 
homework. 

01 
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consolidation of the topic reviewed.  
Social interaction – Speaking 

development (Activate) 

• Teacher displays speaking task 5a and b 

on page 34 of their Student’s book. 
• Teacher gives the learners some time to 

prepare. 
 

• Teacher instructs learners to contribute 
and to react to each other’s 
contributions. 

 
• Teacher monitors learner’ 

performances to prevent 
communication breakdowns. 

• Learners read the task and points they have 

to cover in the talk they will prepare next. 
• Learners prepare their intervention and ask 

teacher in case they are lacking in linguistic 
resources to do so. 

• Learners contribute and react to each other’s 
contributions. 

 

 

01 

Summary  • Teacher provides the learners with the 
learning log format and instructs them 

to answer it with the information 
reviewed in class. Teacher explains this 
is a personal task. 

• Learners fill in learning logs and keep them as 
a personal record of the lesson. 

01 

 

3. Evaluation. Teacher will use the Informal Speaking task matrix (see assessment tools for session 1) to make a 

note of the number and frequency of errors learners make during the Social Interaction activity. 

Learners will be provided with the Speaking Rating Scale (see assessment tools for session 1) to 

self-assess their performance during the Social practice activity.  

4. Conclusion The learners will be asked to complete the Learning Log format to recall the information reviewed 

in the class and to specify ways in which their performance will change as a result of language 

instruction. 

5. Follow up activities The learners will be provided with exercise 4d on page 34, and exercise 3A (b) on page 137 of their 

Student’s book.
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2. Lesson development 

Step of the lesson Teacher activities Students activities Session number 
Warm-up and introductory activity 
(Engage) 

• Teacher welcomes the learners to the 
session and goes over the answers to 
the exercises assigned for homework. 

 

• Teacher recalls Iñaqui’s comment about 

his family being his friends and asks if 
people outside of your family can 
become family. Next, he asks whether 
the characters from the text read the 
day before can be considered each other 
a family. 

• Learners provide the answers to the exercise 
provided for homework, solve their doubts. 
 
 

• Learners convey their ideas. 
02 

Vocabulary build-up (Engage) • Teacher shares slide 1 of the PowerPoint 
presentation for this session, and 
displays the picture in it. Teacher asks 
the learners to explain what they think 

the relationship between the people 
portrayed is and encourages them to 

pay attention to any details such as body 

language.  
• Teacher monitors learner’s 

pronunciation. 
• Teacher explains they will read some 

texts describing different family types 
and that they will have to discuss what 

the main characteristics of each family 
are. Next, different students will be 

nominated to read each extract aloud. 
• Teacher monitors the learners’ 

pronunciation. 

• Teacher displays the type of family each 
of the introduced texts refers to and 

then encourages them to comment on 
the type of family they belong. 

• Learners take some time to analyze the image 
and then convey their ideas making references 
to any non-verbal aspects they can identify in 
it, for example, body language. 

 
 

 

 
 

 
• Learners read each text aloud. 

• Learners identify the main characteristics of 
the family in each extract. 

 
 

 
 
  

• Learners comment on the characteristics of 
their families. 

02 
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Topic presentation (Set the 
objective of the lesson) (Pre-
listening stage) (Engage) 

 

• Teacher displays two pictures showing 

Roger Federer’s nuclear family. He 
encourages the learners to guess how 
the people portrayed are related. After 

some comments have been heard, the 
fact that Roger Federer has got two 
couples of twin daughters and sons is 
emphasized. 

• The learners are asked to comment on 
the advantages and disadvantages they 

think having a twin brother or sister 
might have. 

• Teacher monitors and helps them in 
case there might be communication 

breakdowns. 

• Learners look at the images and guess who 

how the people in the photos are related. 
They justify their ideas. 

 

 
 
 
 

• Learners express their ideas as a whole group 
and collaboratively think of more advantages 

and disadvantages. 

02 

While-listening (Information 
processing activity) (Engage) 

• Teacher displays the listening task in 
slide 4 of the PowerPoint presentation 

and allows the learners some time to 
read and prepare. 

• Teacher plays the recording. 
• Teacher instructs the learners to share 

their initial ideas about the audio and 
collaboratively specify the best answer 
for each question. Finally, answers are 
provided.  

• Teacher displays the listening task on 

slide 5 of the PowerPoint Presentation. 
Teacher nominates a learner to read the 

instructions to the task. Teacher allows 
the learners to read the task and ask any 
vocabulary doubts they might have. 

• Teacher monitors nominated learners’ 

pronunciation. 
• Teacher nominates different learners to 

provide their answers before displaying 

them on screen. 

• Learners read the task displayed in slide 4 of 
the PowerPoint Presentation. 

• Learners ask for vocabulary problems in case 
there are any. 

 
• Learners share their ideas and collaboratively 

decide on the best answer for each question 
displayed. 

 
 

• Learners read the second listening task. 

• Nominated learner reads the instructions for 
the rest of the group. 

• Learners ask any vocabulary doubts they might 
have. 

 
 

 
• Different learners justify their answers. 

02 
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Post-listening (Information 
processing) (Engage) 

• Teacher displays the questions in slide 6 

of the PowerPoint Presentation for 
session two and explains that the 
learners are to use the displayed 

questions as a general guide to 
comment on the type of relationship 
they have with their family. 

• Teacher nominates learners to 

participate. 
• Teacher encourages the learners to 

react to each other’s contributions, and 
monitors and helps as needed. 

• Learners take some time to read the questions 

and prepare a short informal presentation 
about the kind of relationship they have with 
their families. 

• Learners take turns to participate and react to 
each other’s participations. 

02 

Language focus/Presentation 
(Study) 

• Teacher displays the sentences in 
exercise 4a, page 37 of their textbook, 

and asks them to individually choose the 

best sentence completion for each of 
them. 

• Teacher nominates different learners to 
provide their answers and asks them to 

justify their choices. 
• Teacher displays the grammar 

information on page 136 of their 
textbook, section 3B, and nominates 
different learners to read different parts 
of the explanation. 

• Teacher monitors nominated learners’ 

pronunciation. 

• Learners look at exercise 4a on page 37 of 
their textbook and select the best sentence 

completion individually. 

• Nominated learners justify their answers. 
 

 
 

 
• Learners read the grammar information on 

page 136, section 3B or their textbook. 
• Nominated learners read the text aloud.  

02 

1st and 2nd practice (Study)  • (1st practice) Teacher displays exercise 

3B (a) on page 137 of their student’s 
book, and asks them to individually 

answer it to continue working on the 
previously reviewed information. 

• Teacher elicits answers from different 
learners and asks them to justify their 

selection of needed. 

• Teacher displays the answers to the 

• Learners answer the exercise provided 

individually. 
• Learners justify their answers. 

 
 

 
 

 

 

02 
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exercise. 

• (2nd practice) Teacher assigns exercise 
3B (b) on page 137 of their student’s 
book for homework as consolidation of 

the topic reviewed. 

 

• Learners solve the assigned exercise for 
homework. 

Social interaction – Speaking 

Development(Activate) 
• Teacher displays speaking task in slide 7 

of the PowerPoint presentation for 
session 2 and allows the learners to take 

some minutes to prepare a longer oral 
intervention. Teacher instructs them to 
use the displayed questions as a guide. 

• Teacher instructs the learners to 

participate. 
• Teacher monitors and helps if necessary. 

• Learners read the task and points they have to 

cover in their talk. 
 

 
 
 
• Learners contribute and react to each other’s 

contributions. 
 
 

02 

Summary  • Teacher provides the learners with a 
learning log format and instructs them 

to take some minutes to think about the 
class and complete the format. Teacher 

explains this is a personal record of the 
activities carried out and they will share 
it if they want to. 

• Learners fill in learning logs and keep them as 
a personal record of the lesson. 

02 

 

3. Evaluation. Teacher will use the Informal Speaking task matrix to make a note of the number and frequency of errors 

learners make during the Social Interaction activity. Learners will be provided with the Speaking Rating 

Scale to self-assess their performance during the Social practice activity.  

4. Conclusion The learners will be asked to complete the Learning Log format to recall the information reviewed in the 

class and to specify ways in which their performance will change as a result of language instruction. 

5. Follow up activities The learners will be provided with exercise 3B (b) on page 137 of their Student’s book.
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2. Lesson development 

Step of the lesson Teacher activities Students activities Session number 
Warm-up and introductory 
activity (Engage) 

• Teacher welcomes the learners to the 

session and goes over the answers to 
the exercise assigned for homework. 

 
• Teacher elicits the information reviewed 

in the previous sessions from the 
learners. Next, he elaborates further on 
the idea that relating to others is usually 
a complex activity as there is no 

formula. 

• Learners provide the answers to the exercise 

provided for homework, solve their doubts. 
 
 

• Learners comment on the reviewed 

information. 
03 

Vocabulary check-up (Engage) • Teacher shares slide 1 of the PowerPoint 

presentation for this session, and 

displays the pictures in it, one at a time. 
Teacher encourages learners to not only 
describe, but also express what the 
message such image conveys is. 

• Teacher monitors learners’ 
pronunciation. 

• Teacher explains the three images relate 
to his philosophy of life and encourages 
them to collaboratively comment on 
what that philosophy might be. 

• Teacher monitors the learners’ 

pronunciation while working 
collaboratively. 

• Teacher links his philosophy of life to 
Elizabeth Gilbert’s book, Eat, Pray, Love. 

• Learners take some time to analyze the 

image and then convey their ideas making 

references to any non-verbal aspects they 
can identify in it, for example, body language 
and colours. 

 

 
 

 
• Learners discuss what the teacher’s 

philosophy of life could be using the 
information from the images as prompts. 

03 

Topic presentation (Set the 
objective of the lesson) (Pre-
writing stage) (Engage) 
 

• Teacher displays the first image on slide 
2 of the PowerPoint Presentation for 

session 3. He asks the learners to say if 
they know anything about the author of 

the book and then explains the 

problems Elizabeth was living at a 

• Learners start thinking about the author’s life 
events that led her to develop the 

philosophy of life they are to read later on. 
 

 

 

03 
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certain point in her life so as to expose 

them to narrative tenses. 

• Teacher displays the second image in 
the same slide portraying the film Eat, 

Pray Love featuring Julia Roberts. 
• Teacher displays Elizabeth Gilbert’s 

biography available in the link: 
https://www.elizabethgilbert.com/bio/ 

He instructs the learners to briefly read 
the biography ignoring any unknown 

words so as to generally identify the 
purpose of each paragraph. 

• Teacher elicits ideas from learners. 

• Teacher monitors volunteers’ 
pronunciation and/or helps as needed. 

• Teacher encourages them to react to the 
text commenting whether there was 

anything about Elizabeth’s life that 
caught their attention. 

• Teacher asks the learners to read the 
text a second time to collaboratively 
identify the main idea in each paragraph 
(topic sentence). 

• Teacher monitors and helps as needed. 

• Teacher comments on some principal 
ideas and how he applies Elizabeth’s 

philosophy of life. 

 

 

• Learners comment what they know about 
the actor portrayed in the film poster and/or 

what they can see she is doing in it. 
• Learners read the biography ignoring any 

unknown vocabulary. 
• Learners identify the main purpose of each 

paragraph. 
 
 
 

• Learners explain and justify their ideas. 

 
 

• Learners react to the text commenting on 
what they think caught their attention from 

the text. 
 

• Learners read individually before 
collaboratively discussingwhat the main idea 
in each paragraph is (topic sentence) and its 
position. 

While-writing (Information 

processing activity) (Engage) 
• Teacher displays the writing task on 

slide 3 of the PowerPoint presentation 
for this session. He asks the learners to 

use the questions provided as prompts 
to elicit ideas for their compositions. 

• Teacher allows the learners twenty 

minutes to individually write and hand in 
their compositions. 

• Learners read the questions provided as a 
guide to brainstorm ideas for their 
composition. 

 
 

• Learners plan and write their compositions. 

03 

Post-writing (Information • Teacher provides the learners with the • Learners take some time thinking about their 03 
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processing) (Engage) writing checklist format and asks them 
to fill it in individually before handing it 

in to the teacher. 
• Learners are asked to comment on how 

easy or difficult the task was. 

compositions and the information included. 
• Learners fill in the writing checklist before 

delivering it to the teacher. 
• Learners comment on task difficulty. 

Language focus/Presentation 

(Study) 

• Teacher checks the compositions in the 

order they were delivered and grades 
them using a correction code. 

• Teacher explains that the learners are 
going to take the role of the teacher and 

they are going to correct one 
composition. Next, they are provided 
with a copy of one of the compositions 

and asked to individually identify all the 
errors they can. 

• Teacher encourages the learners to be 
stricter when looking at the composition 

as there are more than 30 errors in it. 
• Teacher asks them to share their ideas 

with the whole group. 
• Teacher monitors but makes no 

comments about correctness. 

• Teacher provides them with a second 
version with all the errors underlined 
and asks them to now work 
collaboratively to correct the errors. 

They are instructed to justify their 
answers. 

• Teacher monitors and provides support 
as needed without making comments 

about the correctness of their 
corrections. 

• Teacher provides them with version 3 of 

the composition already corrected. 
• Teacher monitors and solves any doubts 

the learners might have. 

• Learners deliver their compositions.  

 
 

• Learners look at the composition and try to 
identify as many errors as they can. 

 
 
 

 
 

• Learners look at the composition and 
scrutinize it more strictly. 

 
• Learners share and justify their ideas. 

 
 

 

• Learners confirm their ideas and proceed to 
correct the errors collaboratively. 

• Learners explain why they think their 
corrections are accurate. 

 
 

 
 

 
 

• Learners confirm their corrections and/or ask 

the teacher to clarify their doubts. 

03 
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1st practice (Study)  • (1st practice) Teacher asks the learners 

to say whether the corrected version of 

the composition would have a positive 
effect on its target audience. 

• Teacher provides the learners with a 
fourth version of the composition edited 

and improved. Teacher asks them to 
make a list of the changes made and 

comment whether the last version of 
the composition could have a different 
effect on its target audience. 

• Learners think about effect version 3 of the 

compositions would have on its target 

audience and share and justify their ideas. 
 

• Learners look closely at the differences 
between versions 3 and 4 of the composition 

and make a list of the changes made. 
• Learners think about effect version 4 of the 

compositions would have on its target 
audience and share and justify their ideas 

03 

Social interaction – Final versions 
(Activate) 

• Teacher instructs the learners to look at 

their compositions and the feedback 

provided so as to make any 
amendments they deem appropriate. 

• Teachers instruct the learners to write 
the final draft of their compositions and 

send it to the teacher to be graded. 

• Learners look at their compositions and the 

feedback provided. In case there doubts 

about the feedback provided, they ask the 
teacher for clarification. 

• Learners work on editing and improving their 
initial drafts for homework and send them to 

the teacher to be graded. 

03 

Summary  • Teacher provides the learners with a 
learning log format and instructs them 
to take some minutes to think about the 

class and complete the format. Teacher 
explains this is a personal record of the 

activities carried out and they will share 

it if they want to. 

• Learners fill in learning logs and keep them 
as a personal record of the lesson. 

03 

 

3. Evaluation. Teacher provides the learners with the Writing checklist for learners to initially identify whether their 

compositions meet the requirements set. 

4. Conclusion The learners will be asked to complete the Learning Log format to recall the information reviewed in the class 

and to specify ways in which their performance will change as a result of language instruction. 

5. Follow up activities The learners edit and improve their work for homework and deliver it to be graded using the Writing rubric. (See 

appendices)
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PowerPoint Presentation for session 1
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PowerPoint Presentation for session 2
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PowerPoint Presentation for session 3
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Reformulation Task for Session 3 (Original Composition and 

reformulated task) 
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Textbook Materials Used  

(Doff, A., Thaine, C., Puchta, H., Stranks, J. and Lewis-Jones, P. (2016) Cambridge English Empower B1+ Student’s Book. 

Cambridge: Cambridge University Press. pp 34,36, 37. 136 and 137)
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