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he White Paper on Adult Education (2000) recommended that the Refugee
Language Support Unit (now Integrate Ireland Language and Training)
should play an increased role in the provision of English language training
for newcomers to Ireland. It also recommended that adult asylum seekers should be
allowed to access English language training via the NALA/VEC Adult Literacy
Programme. In 2001 the Department of Education and Science responded to these
recommendations by funding a collaborative project between IILT, NALA and the
VEC. The project is co-ordinated by IILT and overseen by a Working Group comprising representatives of IILT (David Little, Barbara Lazenby Simpson, Mervyn
Morrissey, Martin Berridge, Fiona Fay), NALA (John Stewart), IVEA (Luke
Murtagh), CDVEC (Bernadette Sproule), and the African Refugee Network (Deo
Ladislas Ndakengerwa). The task of the project is to produce learning activities and
materials that can be used in the English language courses provided by NALA, the
VEC and voluntary organizations around the country.

In 2003 the project published Anseo – English for living in Ireland, a collection of
photocopiable learning activities and materials together with detailed guidelines for
classroom use. At each stage, work on the book was shaped by the principles that
guide good practice in adult education; in particular, every effort was made to devise
materials and activities that involve learners in their own learning process and
empower them to make immediate use of what they learn in their English classes in
their life outside the classroom. In 2004 Anseo was awarded the European Union’s
European Language Label for excellence and innovation in language teaching.
Most of the activities presented in Anseo can be used with learners at different levels of proficiency in English, and the book as a whole offers a multitude of different learning paths. It makes one assumption, however: that learners already possess
the basic tools of literacy and numeracy – familiarity with the Latin alphabet and
Arabic numerals. From a very early stage the Working Group decided that a separate book should be devoted to the teaching of basic literacy skills together with
very basic English. Féach is the result of that decision.
Like the first phase of the project, this second phase has been collaborative in the
fullest sense. In October and November 2003 Anseo was launched by means of five
seminars that were attended by 105 delegates representing 72 centres, 16 of which
were from the voluntary sector. The evaluation questionnaire for the seminars invited delegates to put forward ideas for inclusion in Féach. The focus group that supported the development of Anseo also supported the development of Féach. Its
membership was as follows: Helen Fitzpatrick (Co. Monaghan VEC), Mary
Hession (Co. Louth VEC), Margaret Keeley (Co. Offaly VEC), Louise Michael
(formerly of Dublin Adult Learning Centre, now with CDVEC), Nuala Nedjati (Co.
Dublin VEC), Margaret O’Brien (Co. Longford VEC), Karl Quinn (Co. Clare
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VEC). Once again the focus group helped to pilot materials under development:
between January and April 2004 two sections of the book, ‘Needs analysis
pack’ and ‘Early activities’, were trialled by ten tutors working in eight centres
with 46 learners.
Most of the materials and activities in the book were developed by Martin Berridge
and Fiona Fay and arise directly from their classroom experience. Jonathan Ryder
devised the activities ‘In the house’ and ‘A visit to the doctor’; Gronia de Verdon
Cooney was responsible for the ‘Language and literacy skills’ part of the ‘Needs
analysis pack’; Helen Fitzpatrick and Mary Hession provided valuable insights into
matters of accreditation; Margaret Keeley developed materials based on the
Language Experience Approach; Louise Michael brought her experience to bear on
shaping activities on the alphabet and numbers; Margaret O’Brien contributed to the
development of word search activities; and Margaret Keeley, Nuala Nedjati,
Margaret O’Brien and Karl Quinn contributed ideas on the development of literacy
activities based on environmental print.
On behalf of IILT we would like to thank the colleagues who attended the seminars
in October and November 2003; the members of the focus group, who have again
given generously of their time and expertise; and the members of the Working
Group, who have kept a watchful eye on the progress of the project. Thanks are also
due to the book’s designer, Elaine Hensman, for suggesting the title, and to Martin
Berridge and Fiona Fay for delivering the finished project on time.
David Little and Barbara Lazenby Simpson
Director and Deputy Director
Integrate Ireland Language and Training
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Frequently asked questions

INTRODUCTION
For the learner
This book of materials and activities has been developed according to the principles that govern best practice both
in adult education and in language teaching and learning. It encourages a classroom dynamic that
• supports the participant in taking responsibility for her/his learning;
• fosters co-operation between all involved in the learning process;
• stimulates collaborative learning, thereby maximising opportunities for authentic interaction and language use;
• creates learning situations and contexts that are authentic and clearly relevant to the particular needs of individual learners.
The materials in Féach are all rooted in contexts which are concrete, relevant and known to the learner. The use of
the familiar as a basis provides an accepted starting point from which language, literacy and learning skills can be
developed, each one supporting and reinforcing the other.

For the teacher
Beginner language learners with basic literacy needs are, as a learning group, relatively new to Ireland. This creates
a new challenge for the teacher. The introductory series of frequently asked questions which follows, is designed
to help the teacher gain an understanding of the types of learners she/he can expect to encounter. It also addresses
aspects of methodology and introduces a range of appropriate resources.
The first section of the book is a needs analysis pack. This helps the teacher to identify the language and literacy
skills that the learner brings to class in the early stages and, over time, supports the development of an individual
learner profile. This section allows the teacher, in collaboration with the learner, to identify the changing needs of
each individual. This process is crucial. Materials based on real needs are essential if adult learning is to be effective. In addition, the section contains an activity which encourages the learner, aided by support from the tutor, to
start acquiring the vital learning skill of self-assessment.
The ideas and materials which make up the section on early activities are for use in the initial phase of any course.
Each of these activities starts with the oral production of language before the focus changes to the development of
micro-skills to support reading, writing, vocabulary building and communication. The activities are theme-based,
which allows for a clear focus on the acquisition of particular skills. Working on telephone numbers, for example,
is an ideal context for the introduction of numbers. The thematic structure also allows the teacher to be flexible in
responding to the learning needs of her/his class at any given time during a course.
Each activity provides support for the teacher at a number of different levels. At the beginning of the activity there
is a summary of key information including how the class should be organised, the learning focus, how long it should
typically take, and the preparation and resources required. This is followed by the aims of the activity and the suggested procedure with useful additional observations in ‘Note’ boxes. Suggestions for varying and extending the
activity are also provided, together with reflective comments and ideas for follow-on activities.
The high degree of support offered to the teacher continues in the set of model activities. This section contains
materials which are designed to show teachers how they can work with their learners to produce a class magazine,
for example, to make word searches, to develop a class weather journal and so on. In other words, the instructions
are more exemplary and the teacher is encouraged to develop further materials based on the ideas provided. Working
with picture sequences, exploring photographs and using the Language Experience Approach also feature in this section as they are highly effective teaching strategies for the learning group.
Teachers often ask about recognised awards and the last section of the book discusses how to move learners
towards accreditation using the FETAC Language Module at foundation level. The book closes with a selection
of relevant resources including useful publications, website addresses featuring both classroom materials and
research findings, and contact details for publishers.
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F R E Q U E N T LY
1.

ASKED

QUESTIONS

Who is this book for?

The book is designed primarily for tutors delivering beginner ESL/basic literacy classes to adult newcomers who
need to learn English to live in Ireland. Learners who typically require such classes fall into three main groups all
of which are likely to be represented in the classroom. The first group constitutes those learners who are not functionally literate in their own languages. This group includes:
•
Those who come from pre-literate cultures or cultures that have only recently acquired a written form.
•
Other learners who come from literate societies but have not personally needed to read or write before coming
to Ireland.
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The second group constitutes learners who have already developed some reading and writing skills in their own languages but are not functionally literate due to limited or disrupted education. Typically, these learners are at a disadvantage in the classroom due to low levels of basic study skills, such as dating and organising work in a folder,
reviewing, and doing homework.
The third category of learners attending beginner ESL/basic literacy classes comprises those who are already literate in their first languages, but who come from countries with a non-Roman script language. These learners will
need to learn a new script and learn the relationship between that script and the sounds of the English language
while, at the same time, learning to speak and understand the language for everyday purposes.

2.

Is there a difference between teaching learners with no literacy in any language and
teaching learners who are literate in languages that do not use a Roman script?

Generally, yes. Learners who are already literate in languages with a non-Roman script such as Arabic, Chinese,
Farsi, Russian or Vietnamese, for example, have several advantages. Their primary focus is on learning a new language. Although they need to learn a new alphabet, and possibly left-right and top-bottom directionality, they can
transfer previously acquired reading and writing skills to English. Their reading and writing skills quickly become a
support to the learning of the new language. These learners are also likely to have had more experience of formal
education and, therefore, come to the classroom with pre-existing knowledge, experience, attitude and study skills
that will help them adapt more quickly to the new learning challenge and make more rapid progress in their learning.
Learners who have no literacy in any language need to understand the importance of writing in a literate society.
They also have to accept that the development of literacy can take time. Having lived as adults without literacy,
they must also develop understanding about the connections between the real world, oral language and print. They
must grasp the basic mechanics of writing – holding a pen, writing across the page from left to right and from top
to bottom, positioning letters on the line and spacing them. They must also develop awareness of sound-symbol
correspondence.
Learners who have some reading and writing skills, but who are not functionally literate in their own languages, can
face a different problem. They need to learn new literacy skills and also a new system of writing which may be very
different to the one they have partially acquired.

3.

What are the particular language challenges that my learners will face in relation to
their mother tongues?

How mother tongue impacts on the learners’ acquisition of English depends essentially on the mother tongue in
question. For a detailed summary of the effects of a number of different languages on learner English, see Swan,
M. and Smith, B. (eds.) 1987. Learner English – A teacher’s guide to interference and other problems. Cambridge:
Cambridge University Press. Below are some of the difficulties learners may encounter as a result of the influence
of their mother tongues.
•
Pronouncing individual sounds: distinguishing sounds, e.g. /p/ and /b/ for speakers of Arabic; inserting vowels
between consonants e.g. /sikes/ (six) for speakers of Somali.
•
Stress and rhythm: the position of word and sentence stress differs across languages*.
•
Word order: some languages place the verb before the subject or the adjective after the noun; they may use
intonation rather than word order to make questions**.
•
Various grammatical problems: languages treat singular and plural in different ways, have different article systems, or may not have the verb ‘to be’.
•
Handwriting difficulties: difficulties arise largely when learners are coping with forming new letter shapes at
the same time as writing in a different direction.
•
Spelling: English is not spelt strictly phonetically and for learners whose mother tongues are written phonetically, this can be a source of frustration.
•
Punctuation: the use of capital letters, full stops and commas (as well as other punctuation marks) in English
does not necessarily hold for the orthography of other languages.
*See the activity ‘Word stress’ on page 188 for working on the pronunciation of multi-syllabic words.
**The activities ‘In the house’ and ‘What time...?’ on pages 122 and 151 show ways of reinforcing word order
in simple sentence and question patterns.
Use word flashcards as a resource for learners to refer to when checking spelling. Starting with picture dictionaries, encourage the development of dictionary skills to check spelling.
Use the Language Experience Approach (see ‘Using learners’ language experience’ on page 187) to show learners how the first letter in a text, or one following a full stop, must be a capital.

4.

Can cultural difference be an issue in class?

The multi-cultural profile of ESL classes makes it a very stimulating and rewarding environment in which to work.
For the same reason it is also challenging in terms of classroom management. When a number of people from different cultural backgrounds, with their associated behaviours and codes of etiquette, come together in an unfamiliar
environment it is understandable that differences will emerge. Depending on the individuals involved, personal
clashes may occur.
It is not possible within the constraints of an introduction to explore this far-ranging and complex issue in full, or to
list those areas which are most likely to cause resentment between people of different cultures. It may be more practical, however, to make a note of some general points which can help to diffuse tension.
Anticipating potential flashpoints is, in the first instance, the most effective way of ensuring that unwanted situations do not develop. This becomes easier as the course progresses and you become sensitive to your learners and
to the issues which they don’t like to discuss or which make them uncomfortable. This does not mean avoiding discussing inter-cultural issues. Far from it. Learners frequently make observations and ask questions about the behaviour of Irish people in certain situations, and how it differs from their own cultures. It is vital that time is allowed
for these questions to be fully explored so that the learners can become more inter-culturally aware. Matters of
social custom, etiquette and inter-personal communication are vital to the process of integration at a personal level.
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In the process of explaining and comparing cultural mores, however, differences can emerge. It is here that the tutor
needs to tap into her/his inter-personal skills in order to anticipate areas of contention. Tone of voice and, in particular, body language are strong indicators of thought and mood and will reveal feelings of unease, irritation and
anger. If you sense tension, move the discussion along or change subject completely. Don’t forget that misunderstandings around cultural differences are also the source of much humour. Relate anecdotes based on cultural differences from your own experience, and, in this way, encourage the learners to see the humour in situations they
have encountered and to relate them to the class.
A far-ranging and open whole class discussion on cultural awareness, particularly if it is based on the learners’ observations of aspects of Irish life that they don’t understand or approve of, is also an opportunity to talk through cultural differences. Welcome their views on Ireland, however critical, thereby setting the example. Try to explain that
the crucial element is to understand and accept the differences and that this is what you would like, and expect, them
to do with their colleagues in the classroom.
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Do not assume that cultural differences only arise in the context of discussions about inter-culturalism. The way we
communicate (e.g. framing questions, disagreeing, accepting and declining invitations and so on) is in itself culturally influenced and we are equally likely to be offended by how someone speaks to us as we are by what they say.
Disagreements and arguments between our learners may arise over misunderstandings in routine communication or
during classroom activities. If a confrontation arises, intervene and take the appropriate action.
Cultural differences can impact on any group of ESL learners. However, there is a preconception that the lower the
level of the group the more likely it is that such issues will arise. This is not necessarily so and, in fact, the opposite may apply. For beginner language learners with basic literacy needs this may be their first time in a formal
classroom setting since early childhood. If they do not bring particular expectations to the present situation, often,
after an initial period of caution (see point 8 below), learners settle relatively quickly into the classroom routine.
Many of our learners realize how important both literacy and English language proficiency are for them and deeply
appreciate the opportunity to learn.
Consequently, although it may not be obvious in the first instance, language and literacy learners often bring a high
degree of motivation to the classroom which is reflected in their enthusiasm for and enjoyment of the learning
process. Success at this level of learning is tangible and it is important to reinforce the learners’ motivation by pointing out their achievements. Self-assessment plays a crucial role in enabling learners to recognise their progress and
success, and, as a result, develop greater confidence.
Learners must develop the skills necessary for assessing their own progress, and the activity ‘Learner self-assessment form’ on page 16 is specifically designed to help basic learners acquire such skills over time. Although the
form is worked through on an individual basis, it is mediated as a whole class activity and revisited at regular intervals during the course. In this way the progress of each individual learner is closely associated with that of the class
as a whole. It is through sharing successes with their peers that the group generates a mutually co-operative and
supportive classroom dynamic capable of absorbing problems arising out of cultural differences.

5.

How do I use the book with learners who already have a little English?

The section ‘Model activities’ (page 121) contains materials for learners who can speak some English. The language they produce then becomes the focus for developing skills – primarily reading and writing, but also vocabulary building and spoken communication. In particular, the ideas contained in ‘Picture sequences’, ‘Using
learners’ language experience’ and ‘Using photographs to explore language’ (pages 172-197) can be used with
learners at any level of language proficiency from the earliest stages through advanced to mother tongue speakers.
The ideas in these pages will be familiar to tutors trained in mother tongue adult literacy, while English language
teachers are generally familiar with the use of picture sequences and images to prompt their learners into producing spoken language.

However, you may find yourself working with learners who, in addition to having basic literacy needs, are absolute
beginner language learners. They may be able to say their name and where they are from, but no more. For these
learners the section ‘Early activities’ (page 27) is more appropriate. In short, this section uses what little language
the learners may have as the starting point for work on very basic literacy and numeracy – see the activities in
‘Personal identification’ and ‘Telephone numbers’ which start on pages 28 and 60 respectively.

6.

Where do I start?

Needs analysis
When we know what our learners can already do in English and what their reasons are for learning the language
then we can deliver a learning programme to meet their needs. See ‘Building a learner profile’ on page 2 for ways
of obtaining and recording information both at the outset of the course and throughout. Useful information includes
the learners’ likes, interests and everyday needs in addition to their existing language, literacy and learning skills
that are transferable to the current classes.
The ‘Language and literacy skills’ section on page 5 is an assessment tool to be administered at the beginning of
the course. It is designed to allow the tutor to obtain a detailed picture of a learner’s vocabulary range, social and
functional language skills, and reading and writing ability.
Classroom language
Teach classroom vocabulary according to the capabilities and needs of the learners. Certain words, e.g.
‘pen/paper/board/table/teacher’, are essential classroom terms and easy to teach and learn. Other instructions, such
as ‘come in/sit down/show me’, become evident in context.
Speaking precedes writing
Beginner ESL/basic literacy learners need to develop their oral abilities in order for the written word to become
meaningful. When presenting new language in the ESL/literacy classroom, always start with oral language. The
development of a repertoire of oral vocabulary provides the basis for the development of word recognition skills
which, in turn, enable learners to derive meaning from print. As literacy skills develop, learners are able to record
in writing what they are learning in the classroom, and this study skill supports the learners’ language development.
Later, when learners have reached a stage of functional literacy, they become able to engage with new language by
reading it first.

7.

What should I do in my first class?

As with any group of people meeting for the first time, introductions are a logical and natural starting point. Introduce
yourself and ask the learners their names. ‘Names and countries’ on page 28 is an excellent introductory activity
which also provides opportunities for you to gain an impression of your learners’ communication and basic reading
skills. It is also a whole class activity and so encourages a positive classroom dynamic from the outset.

8.

How are students likely to react in their first session?

For our learners, attending an ESL/literacy class is, in some ways, a new experience. It will probably be their first
time in a classroom in Ireland and for many it will also be the first time in a classroom as an adult. It could also be
their first experience of a multi-cultural language class in which nobody else speaks their language, and it may even
be their first time in a formal education setting. Generally speaking, most people are tentative and cautious when
faced with a new situation and our learners are no exception.
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In addition, the classroom can also have strong personal and cultural associations. Adult learners may have memories of strict, authoritarian school experiences from childhood in which learning by rote was standard. In some cultures, teachers are held in very high esteem and are shown such respect and deference that it is considered impolite
for learners to make eye contact or ask them questions unless invited to do so. Consequently, our learners may be
confused by the informality and collaborative nature of adult education.
Not knowing what to expect of a new classroom experience, remembering previous learning experiences, and having
incorrect presumptions about the roles of teacher and learner can all conspire to make learners nervous and anxious.
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All of these factors need to be borne in mind by the tutor during the initial stage of a course when the learners are
coming to terms with the classroom dynamic. Some learners go through a ‘silent period’ during which they observe
but don’t actively participate in the lesson. In such cases, encourage but don’t push and give the learners the time
they need to understand the learning situation (the fact that they have returned to the class is in itself a positive). It
may be several sessions before they settle into the classroom routine, begin to interact and take the initiative. This
will be reflected in actions such as agreeing to write on the board when asked, asking for an extra worksheet, asking a classmate to pass a pen/pencil, looking at the work of their neighbour if they don’t understand a task and so
on. Such seemingly minor actions all involve the learners in taking a decision to involve themselves in the learning activity of the class.

9.

Should my students work singly, in pairs or in groups?

As it is likely that many of the learners will not be familiar with a learning dynamic based on the best principles of
adult education, you can expect an initial period during which they are trying to understand their roles in the learning process. Asking the class to work in pairs and groups at the very beginning of a course could cause further confusion and disorientation.
Instead, group the learners around a table (or tables depending on the size of the class) and work with the group as
a whole. The physical proximity of the seating arrangement encourages co-operation. Helping and supporting one’s
neighbour and community is an intrinsic part of most cultures, and learners generally respond well to this setting.
It allows them to help each other without being asked to do so. This is especially the case when working with the
pictures and flashcards used to introduce and practise new language through simple matching exercises. This organisation of the classroom is also very practical as it ensures that all learners have access to the learning materials – if
they can’t see the pictures or flashcards clearly, they can simply lean across the table or move the materials towards
them.
The seating arrangement also supports and encourages individual work, especially with regard to writing. Learning
very basic writing skills such as forming the letters of the alphabet, ‘hitting’ the line, and producing consistent letters in terms of size is very challenging for many learners and requires constant individual practice. Learners are
more likely to be comfortable doing such tasks if, after three or four sessions, they understand that they are part of
a supportive environment.
As the learners come to accept both the dynamic of the learning situation and the approach of the tutor, they will
become more relaxed with their place in the group. They will also be more open to the idea of working in pairs and
groups. However, bear in mind that this might be a new experience for some members of the class. Again, it may
take time for all learners to accept this way of studying and it may be more appropriate, in the first instance, to ask
them to work in pairs and to ask each learner to work with a partner with whom she/he is friendly.
In due course, as the learners understand (and enjoy) the benefits of working together to complete tasks, it is possible to mix the pairs around. With a developing sense of group co-operation and peer support, the learners will be
ready for working in groups.

Forming pairs and groups
Tutors often ask if they should group and pair off learners according to ability. There is no definitive answer here
as there are good reasons for organising the class into pairs/groups based on ability, and equally valid reasons for
asking learners of different capabilities to work together in the same group. It is a decision for each tutor to make
with regard to the sensitivities of her/his particular class.
That said, putting learners of different capabilities into pairs or the same group can cause difficulties, particularly if
the learners do not yet understand and appreciate the value of working with their peers. Consequently, it is perhaps
the case that a strong sense of class unity and togetherness is required in order to implement, with success, pair and
group work involving learners of different abilities.

10. How do I go about teaching the alphabet?
Good practice in adult education places new learning in contexts that are known and concrete. Beginner ESL learners with basic literacy needs can generally write their names and this provides an appropriate, personally relevant,
and familiar context with which to begin work on the alphabet. Focusing on their names also addresses immediate
needs as the learners, since their arrival in Ireland, will have been obliged to provide personal information to a range
of different agencies.
Initial work on the alphabet concentrates exclusively on reading (i.e. recognising) the letters – see the activity
‘Names and letters’ on page 31. This helps learners to establish the sound-symbol correspondence represented by
the letters in their names. The use of individual letter flashcards, which the learners can move around, is very important as it avoids the need for writing and enables the learners to focus solely on reading. When the learners can
recognise the letters in their names, the focus switches to writing – see the activity ‘Writing names’ on page 37.
Start with the name of the letter
As noted above, our learners frequently have to supply information to officials from different agencies and government departments. As a result of misunderstandings during the communication process, it is not uncommon for
learners to receive official letters with their names spelled incorrectly. There is a clear need, therefore, for the learners to be able to name individual letters and working with their first and family names provides the clearest possible context.
During subsequent word recognition activities the tutor can gradually raise phonic awareness by pointing out words
that share the same initial letter. The activities ‘What is this? – the word’ and ‘Scan and circle – how many?’
on pages 82 and 86 focus on developing word recognition skills, and the activities ‘Picture snap’ and ‘Beggar
my neighbour’ on pages 84 and 85 can be extended to provide practice in word recognition.

11. How do I teach handwriting?
When learners encounter the task of writing for the first time, they are confronted with basic mechanical issues such
as comfortable writing posture, holding the pen without strain or pressure in order to gain control and fluency, and
keeping the paper steady on the table. Have learners repeat down, across, diagonal and round strokes until they get
the feel of the basic strokes used in writing. ‘Headline’/‘learn to write’ copy books, which can be bought in most
stationery shops, help learners to write on the line and provide the opportunity to continue learning at home.
Encourage learners to try out a variety of pens and markers, as well as the whiteboard.
Tracing letters and numbers allows learners to become familiar with the shape of written characters. Copying allows
learners to practise the mechanics of writing more freely while having a good model to follow – see Worksheets B
and C in the activity ‘Writing names’ on page 37. In producing individual letters, it is important to teach learners the starting point and direction of strokes since this lays the foundation for fluent, efficient handwriting.
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Worksheets D and E in the same activity show learners where they should first put their pens. For writing practice where size and regularity of characters is the focus, use lined pages such as Worksheet F in the same activity.
Learners need to practise forming the different shapes and sizes of lower case and upper case letters. A simple and
useful exercise requires learners to transform a short list of lower case words into upper case and vice versa – see
page 183 in ‘Using learners’ language experience’ for a sample of student work.
Learners must also master word spacing, writing on the line, and deciding whether to continue on the same line or
start a new one. For learners who are moving on to cursive (joined) handwriting, Worksheet F in the activity
‘Writing names’ or ‘headline’copy books allow them to pay attention to size and regularity while copying a good
model. If you use the whiteboard to demonstrate an aspect of handwriting, then also write the model in the learners’ own sheets/copy books, because learners frequently lose their place on the page when they look up at the board.
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A publication which is designed to develop handwriting at all ages is Balcombe, K. 1998. Handwriting file:
Photocopy masters. Available from Avanti Books.
For practice in writing numbers, see the activity ‘Writing telephone numbers’ on page 63.

12. What size font should I use? Should I limit the number of words per page?
For learners who are beginning to develop literacy skills, worksheet design is critical. It is essential that the page
should focus only on the target language or literacy point, without any extraneous marks that may cause clutter leading to confusion or ambiguity. It is recommended that, initially, learners should be presented with no more than 68 words on a page. A 16-20 point font is helpful. Use a sans serif font style, such as Comic Sans, which is simple
and resembles clear printed handwriting. There should be as much white space as possible around the target words
in order to make them easy to read. Shading should not be used on any worksheet. As a learner’s bank of sight
words grows, it is possible to increase the number of words on a page and reduce the font size – see the worksheets
in the activity ‘Scan and circle – how many?’ on page 86 for an example.

13. Should I intermingle speaking activities with writing?
From the very first lesson, developing speaking skills is of primary importance for beginner ESL/basic literacy
learners. It is only when they can hear (i.e. recognise) and produce the sounds of the language that they can begin
to associate those sounds with the corresponding written forms (i.e. letters and words) – see point 6 above.
Using learners’ spoken language to form the content of written texts is also the accepted approach underpinning literacy methodology. The practice of moving from the spoken to the written is reflected in the instructions for all of
the activities in Féach. This approach also extends to learners who have very little or no spoken English, as demonstrated by the sequence of activities ‘Names and countries’, ‘Names and letters’ and ‘Writing names’ on pages
28, 31 and 37.
In addition, when learners’ spoken language reaches a certain level it benefits from the reinforcement provided by
reading and writing. Including both oral and written activities in the same lesson, therefore, serves not only to
develop literacy skills but also to support further language development.

14. What resources can I use?
Beginner ESL/basic literacy learners are relatively new to this country and there are not, as yet, many publications
aimed specifically at their learning needs. However, organisations in Australia, Canada, New Zealand, the United
Kingdom and the United States of America have been working with such learners for varying lengths of time and
‘Some relevant resources’ on page 202 lists some publications and website addresses which tutors will find
extremely useful.
That said, it is worth remembering that materials for second language learning are usually rooted in the culture of a
particular host country. Consequently, the materials may contain cultural references, phrasing and spelling which
do not apply to English as it is used in Ireland. Read carefully before using the materials and adapt where appropriate.

15. How can I decide if a particular activity is appropriate?
Adult learning tells us that an activity is appropriate if it addresses the needs of the learners. Crucial to the selection of suitable learning materials and activities, therefore, is the tutor’s knowledge of both the learners’ needs outside class and their skills profile. However, one of the main difficulties facing tutors working with learners who are
absolute language beginners is that it is extremely difficult to find out this key information.
The series of activities in the first section of this book ‘Needs analysis pack’ (page 1) has been specifically designed
to enable tutors working with this learning group to compile profiles of the learners over time (see ‘Building a
learner profile’ on page 2) and to assess their existing skills at the outset of a course (see ‘Language and literacy skills on page 5). It is strongly recommended that tutors consult this section of the book throughout the course,
but particularly in the initial period of work with a new group.
As the course progresses and you build up clearer profiles of your learners and become aware of their individual
needs, the selection of appropriate tasks becomes somewhat easier. Féach anticipates this development. The top of
the tutors’ page for each activity in the sections ‘Early activities’ (page 27) and ‘Model activities’ (page 121) contains a summary of the class organisation, skills focus, time and aims. The ‘Map of the book’ on page xx provides
an overview of the skills focus and activity types contained within each activity in the book.
Timing
The instructions for each activity in Féach contain a time range outlining how long it might take to work through
the activity following the suggested procedure. The parameters indicate that different learners will need varying
lengths of time. Absolute beginner language learners with very basic literacy needs will benefit from the longer time
suggested, whereas learners whose language and/or literacy skills are somewhat more developed will require less
time. It is likely that any one class will contain a range of levels. Consequently, the tutor will need good planning
and time-management skills to ensure that all the learners have the time they need to complete the task, while asking those who finish quickly to consolidate or extend their learning through a follow-on activity.

16. Eliciting language and ideas: How can I get my learners to speak and provide suggestions in class?
One of the important principles of adult learning is to begin with the familiar and move to the new. Many of the
activities in Féach, especially in the section ‘Early activities’ (page 27), begin with a review of what was worked
on in the previous lesson. This acts as an introduction to the next area of study, which follows on directly. Not only
does this reinforce what was learned in the earlier class by focusing on known vocabulary or a familiar theme, it
also allows the group to build on and apply this knowledge to the new activity.
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When introducing a completely new theme or activity, tutors often brainstorm or elicit vocabulary and ideas from
the group. If possible, these questions should be rooted in associations which are familiar to the learners. A useful
technique here is to place the questions in the learners’ own experiences. This can be achieved by prefacing the
questions with such expressions as, ‘In your country…?’, ‘In your family…?’, ‘In your house…?’, ‘In the
evening…?’, ‘On Monday…?’, ‘When you were a girl/boy…?’ and so on. In addition, use simple questions when
eliciting and brainstorming. For beginner language classes the ‘wh-’ questions (what, where, when, who and how
much/many) are most effective – see the activity ‘Picture sequences’ on page 172 for an example of questions
used when eliciting.
Anticipate that learners will not answer the questions immediately. Jumping in with another question will only
cause confusion, as the learners then have to work with more English. Bear in mind the thought process at work –
in trying to understand the question the learners will probably translate it into their own languages; having found an
answer, they then work to translate the answer back into English. Very often it is the last stage of the process which
causes the most difficulty.
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Good eliciting, in the form of clarifying the context before asking a specific yes/no question, will help the tutor to
determine whether the problem is one of comprehension or vocabulary. Using the activity ‘Picture sequences’ on
page 172 as an example, one of the questions is, ‘In your country what do people put in their tea?’ It may be the
case that in the course of discussing tea-drinking habits, the focus of the class has moved away from ‘milk’ and
‘sugar’ and the question is met with silence. The tutor needs to make the context clear by referring to the pictures
and then asking a specific question – e.g. ‘In Ireland we put milk and sugar in our tea. In your country do you put
milk and sugar in your tea?’ If the answer is ‘No’, it is clear that the learners are having difficulty in finding the
word(s) to answer the original question.
Having identified the problem, the tutor now prompts the learners into finding the vocabulary. This can be achieved
by making suggestions which guide the learners to the word (for example, ‘What about fruit? Do you put fruit in
your tea?’ if it is anticipated that the word is ‘lemon’), or by encouraging the class to use a combination of language,
gestures/mime and pictures/drawings to communicate the right word.
The end result is that the learners have produced language which has entered the classroom, so becoming part of
the learning process. In clarifying context, asking specific questions, and prompting vocabulary it may well be the
case that the tutor has played the major role in providing the classroom language. From the point of view of the
learners, however, they have just engaged with their tutor and their peers and taken part in meaningful and effective
communication – effective in that they understood a series of questions and produced the required information. For
beginner language learners the sense of achievement (and enjoyment) associated with the eliciting process should
not be underestimated.
In many activities in this book, it is suggested that tutors elicit vocabulary using pictures – see ‘What is this? – the
picture’ on page 81. As suggested by the title of the activity, one of the most effective questions for the target group
of learners, especially in the initial period of the course, is ‘What is this?’. It is specific, concrete and clearly relates
to (part of) a picture or an object. In other activities (e.g. ‘Filling in forms’ on page 56), the tutor works to elicit
question forms relating to keywords. Simple questions and instructions such as, ‘What is the question?’ or ‘Ask me’
accompanied by gestures will encourage contributions from the learners.

17. What should I do if my room does not have a board?
A3, A2 or flipchart sheets can be useful substitutes for a board. If you feel that A3 sheets are too small, use sellotape™ or staples and attach two or more sheets together. Ask the learners to help you if you don’t have time to do
this before class. At the appropriate part of the lesson spread out the sheets on a table and ask the learners to gather round. Although the sheets can be rotated, it is better if everyone is looking at them from the same angle. Use
coloured markers, crayons or pencils for writing. The learners can also be invited to work on the sheets which can
then be kept and used as a reference in later classes.

N.B. A3, A2 and flipchart sheets are also very practical in situations where you are not allowed to leave anything
on the walls of the classroom. The sheets can be used as a portable ‘display’ for learners’ work and are also very
useful for simple matching activities when introducing and practising new vocabulary. This involves the learners
attaching pictures and word flashcards onto the ‘wall’ (i.e. the sheets) as instructed by classmates – see the activities ‘What is this? – the picture’ and ‘What is this? – the word’ on pages 81 and 82.

18. Should I correct every mistake my students make?
Correction is recognised as an essential part of the learning process. It is also a point of concern for tutors as key
decisions have to be made with regard to how much correction to give and when to give it. While there are no
straightforward answers to these questions, there are a few points which can act as useful guidelines.
The first is that effective correction should aim to motivate the learners. In the beginner ESL/basic literacy classroom this means providing plenty of encouragement. A general rule when working with this learning group is to
give more positive than negative feedback.
Secondly, for correction to be appropriate and meaningful it must be related to what is being learned at the time. In
other words, correction is largely determined by the objective of the task and the overall aims of the lesson. For
example, if learners are starting work on forming letters, then it is appropriate to point out to a learner that she/he
is forming a letter awkwardly (starting from the bottom for example). At this initial stage of developing writing
skills, the aims of the lesson would not extend to the production of letters of a consistent regular size. It would,
therefore, be a misjudgement for the tutor to point out such an ‘error’ to the learner. Producing consistent handwriting is a skill which can be developed at a later stage (i.e. in another lesson with different aims) when the learner can build on the existing skill of letter formation by focusing on keeping the size of the letters regular.
A third point is to give positive feedback first. This often applies when learners are working on more complex tasks.
As concentration moves to another, possibly new, point of learning, the likelihood is that learners will ‘slip’ in areas
which have previously been covered. For example, handwriting can suffer when the focus turns to meaning – see
Worksheet C of the activity ‘What time...?’ on page 159 for an activity focusing on meaning. In this case, the
learners will focus on completing the task, which is the aim of the activity. Although they may lose consistency in
their handwriting, initial feedback should be directed towards their achievement in finishing the task successfully,
so providing motivation. Satisfied with their accomplishments in meeting the aims of the class, the learners will
happily agree to writing out their answers again on a fresh sheet of paper, this time focusing on their handwriting.
Learners may make errors in areas that have not been studied in class. In this situation it is worth considering if this
creates an opportunity to learn something important which addresses an immediate need outside the classroom. If
not, take note and deal with the issue at a later date.
If several learners are making the same kind of mistake, it can be useful to make this a practice point for the whole
class.

19. What about spelling?
English is not written strictly phonetically, which makes spelling difficult to master. There are many spelling patterns that account for the apparent inconsistencies but explanations of these are not appropriate or relevant to our
learners at this time. However, there are also strong sound-symbol correspondences, and these make a phonics
approach worthwhile. Start by focusing learners’ attention on the first letter of a word while repeating the word out
loud. Learners make this association very quickly. For the purpose of the activity, use only sight words that learners have worked on in class and select words with regular spelling – avoid words such as ‘phone’ and ‘knife’. For
an example of this approach, see ‘What is this? – the word’ on page 82.
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When learners have become familiar with the alphabet and have built up a bank of sight words, encourage them to
guess the initial letters of new words (again use words with regular spelling). Also, look at the endings of similar
sounding words to see the connection between sound and spelling. See ‘Sound and spelling connections’ on page
188 for more ideas on linking pronunciation to the spelling of sight words.
Other strategies can be used to bring learners’ focus to spelling. During class, take the opportunity to ask learners
to spell out words for you or a classmate to write on the board. Not only does this give practice in naming letters,
it also provides a clear context for introducing and practising clarifying strategies. For example, a learner has been
asked to spell ‘yesterday’ and has come up with ‘yestrday’, which is now on the board. One of the learners may call
out ‘e’, but ask her/him where to put it. This allows the class to understand the importance of clear instructions such
as, ‘After ‘t’ put ‘e’’ or ‘Put ‘e’ before ‘r’’ or, in the situation where ‘yestarday’ is on the board, ‘Take out ‘a’ and put
in ‘e’’. These clarifying strategies are very important for our learners in situations in which they are obliged to give
personal information.
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Letter flashcards (see page 33) are also very effective for work on spelling. Spread out the flashcards on a table,
say a word and ask the learners to pick out the relevant letters and spell the word. If they have difficulties, take out
the letters that make up a word, say the word and ask the learners to arrange the letters correctly. Learners enjoy
attainable challenges and like to be tested on material they have spent time studying. The use of flashcards also
allows the learners to support each other in an area that most of them find challenging.
Peer spelling tests are another very useful way of developing knowledge of spelling. They are particularly effective
after pairs of learners, or the group as a whole, have finished an activity. Each learner chooses three to five words
from a list/group/worksheet and writes them down on a separate sheet. They then take it in turns to call out the
words to their partner who tries to write them correctly (i.e. spell them) from memory. Encourage the learners not
to copy but to check their work together and to write out the correct spellings under their own versions so they can
see and reflect on their mistakes.
Checking spelling is a good study habit to foster. Encourage learners to check the spelling of words they are working with against a correct model. Direct them to corrected work in their notebooks, to wall posters or to a picture
or photo dictionary that is familiar to them.

20. What are the particular needs of learners who speak other standard forms of
English?
Speakers of other standard forms of English represent a distinct learning group whose needs are not primarily
addressed in this book. However, it is the case that learners in this category also require some formal development
of their English language in order to reduce frustrations in everyday communication and to make interactions with
members of the target language community more successful. In particular, oral and written production skills will
need to be addressed. The direct incorporation, by learners, of expressions from other mother tongues into their
English and the influence of different sound systems can impact on their production of English. The effects are evident in vocabulary range, pronunciation and syntax and can hinder the communication of meaning.
When working with this learning group it is important that the tutor does not view their English as incorrect. Rather,
their language learning needs centre on identifying and using the appropriate form of English to suit a particular
context. Consequently, the FETAC modules in Personal Effectiveness, Communication, and Personal and
Interpersonal Skills may address the needs of these learners much more effectively than a regular language course.

In addition, the Language Experience Approach can be adapted to support the language needs of learners who speak
other standard forms of English. Transcribing directly what the learners say during a class activity such as a roleplay, and then rewriting the sentences in a form that is more typical of English language use in Ireland, helps them
to understand how different types of English are structured, and raises awareness of how people vary their language
according to different social situations.

21. Is it possible to use members of the newcomer community as teaching assistants?
In her report Asylum Seekers in Adult Education: A study of language and literacy needs (City of Dublin VEC and
County Dublin VEC 2002) Tanya Ward proposed that ‘bilingual literacy provision accelerates the language learning of learners with clear advantages for adult learners’. This observation was based on available research from
North America and Britain, where bilingual assistants from minority linguistic groups are used within ESL provision.
While there is no specific funding available in this country for the training of bilingual assistants, members of the
newcomer community are currently working as English language tutors in adult literacy schemes both on a professional and voluntary basis. It is recommended that members of the newcomer community who wish to work as language and literacy tutors should undergo professional training. Further information about training is available from
the National Adult Literacy Agency (NALA) or your local Vocational Education Committee (VEC).

22. What do I do if my student appears to have a learning difficulty such as dyslexia?
Learning difficulties such as dyslexia need to be diagnosed by a specialist in the field. If you suspect that a learner has a learning difficulty that affects her/his progress in the classroom, then advice should be sought from your literacy organiser. It may take time to source a specialist in the locality and, in the interim, the learner would benefit
from individual tuition focusing on reading and writing.

Note
Anseo: English for living in Ireland, published by IILT in 2003, contains a section entitled ‘More ideas for teachers’ which provides further support for language tutors working with adult newcomer learners. This covers areas
such as how to develop language skills, different types of learning activities, useful teaching resources, classroom
management and preparing classes.
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Needs analysis pack
1

In this section you will find:
An approach to building up profiles of your
learners over time
An activity designed to help you assess your
learners’ vocabulary range, social and functional
language skills, and reading and writing skills at
the beginning of a course
An approach to introducing your learners to basic
self-assessment practices
Suggestions for using pictures to stimulate
communication and to find out more about your
learners

Note: Pages which contain the symbol

are for the tutor only.
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Building a learner profile
It is almost impossible to assess the needs of our learners if we don’t have any information about who they
are, either as individuals or as learners. When our learners are absolute language beginners, the task of
finding out about them, in order to devise a course based on their needs, is extremely difficult. The forms
on pages 3 and 4 are designed to help the tutor build a profile of each individual learner.
N.B. Sheet 1 is not a classroom activity, nor is it to be completed in one meeting with the learner. It is to
be filled in over time by the tutor so that a profile emerges as the course progresses.
Sheet 2 is an activity that can be done with the learner.
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Aims
Taken together, the two forms enable the tutor:
To build up a profile of a learner who is an absolute language beginner and is unable to
answer questions directly.
To understand the learner as a person – where she/he comes from, her/his likes, interests and
everyday needs in Ireland.
To understand more about the learner – educational background, what her/his skills and
needs are in terms of language and literacy.
To ascertain from the learner’s language background which skills can be transferred to the
present learning context.
To facilitate a programme that directly addresses the learner’s needs.
Procedure
1. As a first step, the tutor should consult the initial registration form, completed when the student first presented
at the learning centre. This allows information such as name, address, telephone number, date of birth, nationality and status to be accessed immediately.
2. The tutor fills in more of the form over time as information is offered by the student or becomes apparent in classwork. Many of the activities in the book give the students the opportunity to talk about themselves, thereby
allowing the tutor to gain insights into their general, educational and language background as well as their personal interests and motivations for attending class.
Educational history
It can be difficult to ascertain the educational background of the learners. The following questions are useful:
• How old were you when you started school?
• How old were you when you finished school?

My language profile
N.B. This part can be done as a classroom activity.
The skills which learners possess in other languages can be applied to the learning of English. It is also motivating
for learners to state their proficiency in other languages.
1. The tutor writes the languages known by the student in the left hand column. This can be done as the information arises.
2. The skills symbols across the top can be elicited and explained by the tutor. The student then indicates which
skills she/he possesses and perhaps to what extent, and the tutor ticks the boxes accordingly. Any other information the student offers about her/his language (and literacy) skills and learning should be noted in the main
‘Building a learner profile’ form – i.e. Sheet 1.

Building a learner profile

Sheet 1

N.B. This form is to be filled in over time by the tutor. It is not a classroom activity for the
learner.

The person
First name
2

Family name
Address
Telephone
Date of birth
Age now
Family status

3

Nationality
Previous employment
Length of time in Ireland
Legal status
Hobbies/interests

The learner
Languages spoken
Literacy in
own language

Educational history
Training background
Reasons for attending
classes now

Reading

Writing

My language profile

Sheet 2

Language
Irish
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✓

✓

Language and literacy skills
Focus

Time
Variable.

Preparation
Copies of sheets 1-5, the assessment
record sheet and the skills checklist.
Set of cut-up word cards.

Aims
To help the tutor ascertain the extent of the learner’s vocabulary range, social and functional language skills, and reading and writing skills.
To record the learner’s capabilities at the outset of the course.
Procedure
1. Before starting, ask for the student’s name and how to spell it. If the student indicates that she/he wishes to write it, hand her/him the pen and
indicate where the name is to be written.
2. Sheet 1 – naming vocabulary: Point to the first picture on Sheet 1 (the
house) and ask the student to name it. If she/he gives an appropriate
answer, tick the circle opposite ‘house’ in the ‘Image identification’ column on the ‘Assessment record’ sheet. If the student cannot name it, give
the name and move on. Ask her/him to name the rest of the pictures on
Sheet 1 ticking the appropriate boxes if the items are identified.
3. Sheet 1 – matching words and pictures: Put the five word cards for
Sheet 1 in front of the student. Indicate that she/he is to put each card
beside its corresponding picture. Tick the boxes in the ‘Word matching’
column for correct matches. If the student cannot match any of the words
to the pictures, and in the case where she/he could not write her/his name,
you may decide not to proceed with step 4.
4. Sheet 1 – writing: Remove the word cards. Point to the picture of the
house and indicate that the student is to write the word on the line beside
the picture. If she/he writes in an identifiable way the word read on the
word card, tick the relevant box in the ‘Writing’ column. If the student
writes the word given in step 2, accept it.

Note – for convenience
photocopy the sheet of word
cards, laminate it and cut out
the word cards. These can be
kept in small envelopes
corresponding to the sheets.

Note – verbal instructions
should be brief, clear and kept
to a minimum. A flow of
speech could be intimidating
and counter productive. Use
gestures to encourage the
learner to show how much
she/he knows.
Note – in addition to ticking
the boxes for appropriate
responses on the ‘Assessment
record’ sheet, make a note of
any useful observations.

5. Repeat these steps with sheets 2-4.

Procedure for Sheet 5
6. Matching social sight words: Let the student look at Sheet 5 for a
moment. Spread out the eight word cards and indicate that she/he is to
match the words on the cards with those on the sheet. Record each correct match in the ‘Word matching’ column.
7. Reading aloud: Ask the student to read out the matched words and
record those which she/he can read out.
8. Extra words: Ask the student to read out the three extra words and to put
them in the relevant boxes – e.g. ‘nurse’ goes with ‘hospital’. Record
those words which are correctly read and matched in the ‘Extra words’
column.

Note – if the learner
struggles unsuccessfully with
one sheet, subsequent sheets
can be left out. Make a note
of such decisions.
Note – sheet 5 should be
presented to the learner even
if previous sheets have been
left out.
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Sheet 6 – alphabet recognition
N.B. Sheet 6 is optional.
If the student has demonstrated the ability to read and write by working through steps 1-5 above, the alphabet page
provides little additional information about her/his literacy skills. You may feel that it is not necessary to include
Sheet 6 as part of the assessment of language and literacy skills.
If, however, you decide that showing the alphabet page is appropriate, then the following steps are useful:
• Indicate some letters at random and invite the student to name them.
• Ask the student to name the entire alphabet in order.
Instead of using the alphabet page, you may prefer to invite the student to identify letters in context. The ‘Picture
pack’ on page 205 contains photographs of social sight words which are ideal for this.

Comments
N.B. It is intended that this assessment will be carried out on a one-to-one basis with the learner.
Sheet 1
Step 1 If the learner does not write her/his name but hands you an official document, this may indicate either a nonliterate learner or unfamiliarity with the pronunciation of the English alphabet.
Step 2

If the learner describes the pictures in her/his own language, this tells you the learner is picture-literate. The
learner may give an alternative, but appropriate, name for ‘house’, such as ‘home’ or ‘building’. These should
be accepted. They also give an idea of the learner’s vocabulary range.

Step 3

The matching process enables the tutor to pick up clues about the learner’s reading strategies – whether
she/he can recognise the whole word, can work it out phonically or is guessing.

Step 4

The handwriting sample will show you the degree of familiarity with the Roman script, letter formation, writing on the line, penmanship, spelling and phonetic plausibility.
The learner may write the words in her/his mother tongue. It may be the only way the learner can attempt
the task, andshould be accepted. It also indicates some mother-tongue literacy.

6

Sheet 5
Step 1 This shows if the learner is familiar with Roman script to the degree that she/he can identify similarities and
differences in print.
Step 2

This indicates the learner’s ability to recognise these common sight words without contextual support.

Step 3

This further demonstrates both the learner’s ability to recognise the words out of context and her/his
vocabulary range.

Development of the assessment procedure
The assessment process was developed in IILT. It originated as a placement test for basic language learners
for whom other tests were unsuitable because they presumed literacy. It was designed to draw out fine distinctions in levels among students who were scoring 0 on those tests. The process has been piloted and
modified over time at IILT.
The vocabulary items used were selected by experience on the basis of actual use and relevance for learners. The twenty items on sheets 1-4 are arranged in order from ‘easiest’ to most ‘difficult’ as determined by
the test development tasks carried out. These words are elicited by picture prompts. The five items on sheet
5 are common environmental print (social sight words) and indicate whether learners can process language
without pictorial support.

Language and literacy skills

Sheet 1

7

Language and literacy skills

8

Sheet 2

Language and literacy skills

Sheet 3

9

Language and literacy skills

10

Sheet 4

Language and literacy skills

Sheet 5

hospital

school
11

bank

post office

Gardaí

Language and literacy skills

Sheet 6

N.B. See note on page 6.

a b c d e f g h i
j k l m n o p q r
12

s t u v w x y z
A B C D E F G H I
J K L M N O P Q R
S T U V W X Y Z

Word cards

Sheet 1

Sheet 2

Sheet 5

house

telephone

hospital

cat

man

school

car

boy

bank

fish

flower

post office

woman

girl

Gardaí

Sheet 3

Sheet 4

water

baby

doctor

plane

bread

police

bird

dog

ship

fruit

sun

meat

nurse

13

Assessment record
Place a tick in the boxes of the items that the learner is able to
identify visually, match to the word and write.
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1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20

21
22
23
24
25

✓
Image
identification

✓
Word
matching

✓
Writing

Word
matching

Reading

Extra
words

house
cat
car
fish
woman
telephone
man
boy
flower
girl
water
plane
bird
ship
sun
baby
bread
dog
fruit
meat

hospital
school
bank
post office
Gardaí

Alphabet page
Comments:

Notes/observations

Skills checklist
The Language and literacy skills document provides an overview of the learner according to the skills
outlined below.

Language skills
The Language and literacy skills document shows the tutor:
The vocabulary range of the learner – i.e. can the learner name some everyday objects?

yes/no

The lexical strategies which the learner uses – e.g. substituting (‘tree’ for ‘flower’),
using category words (‘food’ for ‘bread’), and creativity (‘like bus go water’ for ‘boat’).

yes/no

The learner’s ability to construct (parts of) a sentence.

yes/no

The learner’s ability to understand basic instructions (‘sit down’, ‘write your name’).

yes/no

If the learner has basic language skills for social interaction (‘Hello, how are you?’
‘Thank you’).

yes/no

If the learner has certain language functions allowing her/him to express uncertainty
(‘I’m not sure’, ‘I don’t understand’), clarify/ask for help (‘Sorry, what’s this?’),
self-correct (‘No, it’s a …’).

yes/no

Literacy skills
The Language and literacy skills document shows the tutor that the learner:
Is picture literate – i.e. understands that pictures are used to represent objects/concepts.

yes/no

Understands left to right directionality.

yes/no

Can match words of variable fonts and sizes.

yes/no

Can recognise some environmental (or social sight) words.

yes/no

Can sound out a word phonically.

yes/no

Has an understanding of spelling, which includes spelling phonetically.

yes/no

Can write and spell out her/his own name.

yes/no

Can form the letters of the alphabet.

yes/no

Can recognise the letters of the alphabet.

yes/no
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Learner self-assessment form
Class organisation
Whole class.

Focus

Time
15-20 mins initially.
See ‘Comments’.

Preparation
Two class sets of Sheet 1.
Cut-up language skills and
evaluation cards – see
pages 23 and 24.

Aims
To introduce basic language and literacy learners to the idea of self-assessment as part of
the learning process.
To develop awareness of learning skills.
Procedure
1. Review questions and answers for first name and family name. Make
sure that all the students participate.
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2. From the language skills cards, show the class the symbol for ‘say’. Using
language that the students know, ask the class if it is easy or difficult for
them to say their names. Show the class the three evaluation cards and
ask them to indicate the symbol that corresponds to their evaluation of
themselves.
3. Distribute a copy of Sheet 1 to each student. Hold a sheet up to the group,
and ask them to read ‘my name’. Then ask them to find the ‘say’ symbol
and the evaluation symbol for happy/no problem/easy.
4. Point to today’s date on the board. Hold up Sheet 1 to the group (or copy
it onto the board) and show them that they are to write the date in the box
corresponding to the symbols
and . Trace your finger across from
and down from
a few times and monitor the students as they attempt
the task. Allow them to cross out or rub out if they make mistakes, and
indicate that they can do it again on a fresh sheet at the end of the
activity.

Note – introduce learners to
the self-assessment form only
when they can comfortably
achieve a satisfactory level in
the skills they are being asked
to assess. Building learners’
confidence in the idea of
assessment is crucial.

Note – anticipate confusion
and difficulty at the writing
stage. Make two copies of
the assessment sheet per
learner, the second to contain
the neatly copied information.

5. Show the symbol for ‘understand’ and follow the same procedure.
N.B. Depending on the group, it may be appropriate to end the introduction
to the self-assessment sheet after looking at two skills.
6. If it is decided to continue with assessing reading and writing skills, ask
the group to look at their recent work on reading and writing their own
names. Draw attention to the class attendance register (if available), bus
ticket or any other document requiring them to sign their names. Use the
symbols in the same way to help the students write the date of the evaluation in the appropriate boxes.
7. Finish the activity by distributing a second copy of the form to each student. Give them time to copy out the date neatly into the boxes.

Note – a class registration
sheet is useful in developing
reading skills around grids.

Note – initially learners are
likely to evaluate everything
as being easy. As they
become familiar with
self-assessment and
encounter areas of difficulty
in their learning, the
responses on the
self-assessment form become
more varied and reflective
(which is the goal).

Comments
When should I use the self-assessment form?
For this particular group of learners it is vital that they approach the self-assessment form only when a new
achievement can be recorded. After working on numbers, for example, the class can then be guided
through the assessment process for reading numbers, then saying and understanding them and finally writing them. The assessment of the different skills can take place on different days if appropriate.
Is there an order to the topics on the self-assessment form?
There is no recommended order for approaching the topics, and in this sense the self-assessment form
should be seen as a flexible document. The topics for assessment follow the course of tuition – note the
dates on the sample self-assessment forms on page 22.
Time
The time taken for self-assessment will vary according to how much evaluating takes place, the learners’
familiarity with the process and the stage of the course.
Sheets 2 and 3 – abc
The topics on Sheets 2 and 3 contain an extra assessment criterion, ‘abc’. This refers to the skill of spelling
out words as a clarifying strategy. This is an important skill which the learners need when giving personal
details to an official who is not familiar with their names or is confused by their pronunciation.
Sheet 4 – numbers, 1-100
This refers to the learners’ knowledge of numbers within this range rather than the ability to count the numbers in sequence.
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Self-assessment supports
Self-assessment is a core part of the learning enterprise. It is the tutor’s
responsibility to facilitate the acquisition of the skills necessary for self-assessment. At this early stage, it is possible to focus on developing the following
skills:
• Keeping a learning record.
• Learning to evaluate.
As learners become used to assessing their own progress, it prepares the way
for an individualised learning programme and for future target setting.

Keeping a learning record
This can be encouraged by:
1. Writing the date at the top of the board in every class. In time ask the learners to do it.
2. Instructing the learners to:
• Put the date, their names and tutor’s name at the top of every worksheet.
• Put the worksheets in chronological order in a folder.
• Write the date and tutor’s name before new work in their notebook.

Note – dating and writing
names on worksheets quickly
becomes an automatic part of
classroom procedure.
Learners at this level can
become confused about where
to place new materials and
which side of the page to insert
into the rings of a folder. This
requires careful monitoring.

Learning to evaluate
Take every opportunity in class to bring the learners’ attention to:
• Basic skills concepts: say (speak), understand (listen), read, write, spell.
• Evaluating words: good, so-so, not good/bad
easy, so-so, not easy/difficult
happy, so-so, not happy/sad
problem, small problem, no problem
ok, not ok
I’m happy, I’m not happy

Note – use the skills symbols
and words during activities so
the learners associate the
activity of speaking, reading
etc with the symbol and the
word. Use the evaluation symbols at the end of an activity.
This prepares the learners for
the concepts when they are
introduced to the self-assessment form.

Sheet 1

I can
17

18

My name

N.B. This is not a classroom activity to be done in one session. See notes on page 17.

Sheet 2

Course started

I can
my name

19

abc

my address
abc

my country

abc

N.B. This is not a classroom activity to be done in one session. See notes on page 17.

Course started

I can
words
20

Yes, no,
excuse me, please,
thank you, sorry,
I don’t understand
abc

words
for class and home
table
abc

short simple sentences
I like televison and
football.
abc

Sheet 3

N.B. This is not a classroom activity to be done in one session. See notes on page 17.

Sheet 4

Course started

I can
my telephone
number
21

numbers
1 - 100

the alphabet
a b c

Samples of students’ work

23 year-old Somali woman.
In
Ireland 2 months at start
of
course. 1 year of formal education. Could say ‘hello’ and wr
ite
her first name. Had little con
cept of sound/symbol cor
respondence and held the pen
awkwardly. Short attention
span.

22

ani man. In
39 year-old Pakist
at start of
Ireland 4 years
formal educacourse. 10 years of
Urdu and
tion, literate in
unicated simnumerate. Comm
alphabet and
ply. Knew Roman
ably phoneticould spell reason
cally.

Language skills card

say
understand

read
write
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Evaluation cards
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Using the picture pack
Class organisation
Whole class.

Focus

Time
See ‘Comments’.

Preparation
The images from the
picture pack.

Aims
To add to the learner profile that is being documented over time – see ‘Building a learner
profile’ on page 3.
To stimulate communication about likes, interests and needs.
To assess the learner’s range of vocabulary.
Suggested approaches
1. The picture pack can be employed in very simple ways, such as pointing to
images and asking, "What is this?" or "Do you like this?" This particularly
applies to the pictures relating to interests, food and drink, and household
items.
See ‘What is this? – the picture’ on page 81 for more ideas on using images.
2. Some of the photographs and the images of social situations in the ‘Picture
pack’ on page 205 provide clear contexts as a springboard for students to talk
about common social situations that they encounter, such as visiting the doctor. The contexts can be opened out by asking simple questions:
•
Who is this?
•
Where are they?
•
What is the problem?
•
Do you have this problem?
•
What do you say?
•
What does the woman/man/doctor say to you?

Note – these simple
activities also foster a
positive class dynamic as
they enable the learners to
get to know each other.

Note – expand the picture
pack by collecting
magazines, leaflets and
catalogues. Encourage
learners to identify and cut
out pictures in the class or
at home.

In this way the pictures of social situations can be used to:
•
Explore the vocabulary of the situation.
•
Describe a personal problem or encounter.
•
Prepare a dialogue – use the speech bubbles on page 212.
3. A number of activities in the sections ‘Early activities’ and ‘Model activities’ are based on the images contained
in the ‘Picture pack’ – e.g. see ‘In the house’ and ‘The shopping game’ on pages 122 and 163 respectively for
ways to exploit the images.
4. Information from picture-based activities should be noted in the ‘Building a learner profile’ form as the course
progresses. Visuals are very effective in supporting the student to communicate about her/himself, especially in
the areas of likes, interests and needs. In this sense, activities based on pictures have an important role in helping us to develop profiles of learners at this level.

Comments
Ongoing needs analysis and the changing learner profile
As the learner’s skills develop over time, so her/his learning needs change. Recording the learner’s achievements on an on-going basis allows the tutor to respond effectively to the learner’s needs as they arise. This
indirectly gives the learner input in directing the lessons at an early stage and also begins the process of
establishing learning targets.
Time
This will vary according to how the visuals are being used. See the instructions for each activity.
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Teachers’ Notes
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Early activities
In this section you will find:
Activities aimed at learners who are absolute
language beginners and have basic literacy needs
Activities on personal identification which are
used to introduce letters of the alphabet
Activities which use the learners’ own telephone
numbers as the starting point for work on
numbers
Ideas for using objects and pictures to introduce
vocabulary in clear contexts
Activities on food and drink, money and shopping,
and health
Activities which require learners to ask for and
give personal information, and to practise
essential communication strategies
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Names and countries
Class organisation
Whole class.

Focus

Time
60-90 minutes.

Preparation
See below.

Aims
To practise spoken introductions.
To ascertain an initial impression of learners’ word recognition and reading skills.
To foster a positive classroom dynamic.
Procedure
Pre-class preparation
Photocopy the sheet of blank flashcards on page 30 three times. On one
set of cards, write the first names of the students; on another set their family
names/surnames; and on the final set the countries they are from. Include
your own name and country. Cut up the three different sets.
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Stage 1 – saying first names
• Introduce yourself to the class by saying, "Hello, my name is ___".
Repeat two or three times and then say, "My name is ____. What is your
name?" Direct the question to different students around the room, encouraging them to give their names and then to ask the question.
• Continue until all the students have been asked the question two or three
times. Then start a chain. Say to the student on your left, "My name is
____. What is your name?" Encourage this student to direct the question
to the person on her/his left and so on around the room.

N.B. This is an excellent
activity to use on the first day.

Note – the name, family name
and country flashcards will
receive a lot of classroom use.
It is a good idea to laminate
them. If a laminator is not
available, glue them to cardboard.

Stage 2 – reading first names
• Gather the students around a table and spread out the first-name flashcards
with the names facing up. Say, "My name is ___", and take the flashcard
with your name on it from the table. Then ask the student on your left for
her/his name to initiate a chain.
• Repeat this two or three times, starting the chain in different places.
• Take in the first-name flashcards.
Stage 3 – family names/surnames
• Repeat stages one and two with the focus on family name/surname.
• When the students have identified their family names two or three times,
take in the family-name flashcards. Shuffle them with the first-name
flashcards and then distribute both sets of cards over the table.
• Initiate another chain by saying, "My name is _____. My family name is
_____", removing the flashcards as you do so. Using questions at this
point could cause confusion and it is perhaps better to focus on the students’ ability to read their names. Repeat the chain two or three times.
• Take in both sets of cards.
Stage 4 – countries
• Repeat stages one and two concentrating on countries, with the students
saying, "I am from _____. Where are you from?"
• Take in the country flashcards and shuffle them with the other two sets.
Distribute all the cards over the table. This time the chain is, ‘My name
is ____. My family name is _____. I am from ______’, with the students
removing ‘their’ flashcards as they say the sentences.

Note – it is perhaps appropriate to use ‘family name’ rather
than ‘surname’ at the beginning. The word ‘family’ is
more likely to be familiar to
the learners. At this level it is
vital to base the classes, as far
as possible, on what the learners are familiar with.
This also applies to the question, ‘Where are you from?’
The learners will probably
recognise this rather than
‘Where do you come from?’

Stage 5 – speaking
• Check if the students can remember the names and countries of their
classmates. Indicate different students around the room, saying their
names. If you can’t remember, the context is ideal to ask, ‘What is your
name?’
• Invite a student to see if she/he can remember everyone’s names, encouraging her/him to ask when necessary.
• Do the same with countries, which provides the ideal context to practise
the question, ‘Where are you from?’
Stage 6 – matching card game
• Separate the flashcards into the three categories. Discard the family-name
flashcards. In one area of the table spread out the first-name flash cards,
face down. In a second distinct area spread out the country names, again
face down.
• Say, "My name is _______", and choose a flashcard from the appropriate
group on the table. If the chosen card doesn’t have your name on it, the
turn passes to the next person. Return the card face down in the same
place. If the card does contain your name say, "I am from___", and try to
locate the card with your country on it from the other group. The aim is
to be the first to find the matching cards with your information on.

Note – ask the learners to try
and read the names of their
classmates (and their countries), as this will help you
form an idea of their reading
skills.

Note – this is a very good way
for learners to remember each
other’s names, so achieving a
secondary teaching aim of fostering a positive class dynamic
as early as possible.
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Names and letters
Class organisation
Whole class.

Focus

Time
30-60 minutes.

Preparation
Photocopy and cut up set of
letter flashcards.
Blank sheets of A4 paper.

Aims
To learn sound-symbol correspondence of letters of the alphabet.
To familiarise learners with left to right directionality.
Procedure
Stage 1 – review
• Use the flashcards of the students’ first names from the previous lesson.
Gather the students around a table and spread out the cards. Ask students
to identify their own names and then the names of their classmates.
Stage 2 – introducing letters
• Pick out two or three of the cards and write the names of the students on
the board. Draw attention to the first name and count the number of letters. Ask the students, "How many letters?" thereby changing the focus
from the names to the letters. Repeat this with the other names.
• Read out the first name, pointing to it at the same time. Isolate the first
letter and ask the student whose name you are working with to identify it.
If the student doesn’t know the name of the letter, supply it yourself. Say
it clearly two or three times. Introduce the other letters in the same way.
If the student does know the names of the letters, use her/him as the
model.
• Read out the letters of the name two or three times, and then ask the class
to read them with you. After two or three runs through, ask individual students to read out the letters.
Stage 3 – identifying letters
• Write the name onto a sheet of A4 and put it on the table. Spread out the
letter flashcards, face up. Point to the first letter of the name on the A4
sheet, ask students to name it and then to find it from amongst the flashcards. Repeat with the other letters.
• Focus only on the letter flashcards in the student’s name (collect the rest
and put them to one side). Point to different flashcards at random and ask
individual students, "What letter is this?"
Stage 4 – spelling the name
• Ask the student whose name you have been working with, "What is your
name?" and then ask, "Can you spell it, please?" Provide help by pointing to the first letter on the A4 sheet. The student says the letter, finds the
flashcard on the table and puts it under the appropriate letter on the A4
sheet.
• Do the same for the other letters. When the name is complete, ask her/him
to spell out the name.
• Repeat this process with two or three students. Then ask individual students, "What is her/his name?" indicating the student whose name has
been the focus of the work. Ask the students to spell the name, reading
out from the A4 sheet.
Repeat stages 2-4 for the other names on the board.

Note – work with names that
are relatively short. Focusing
on and working with 4-6 letters at a time facilitates the
learning of sound-symbol correspondence, which is the aim
of the activity.
Note – exactly how many letters to introduce in the first
session is a decision for the
tutor. A number of factors
need to be considered, perhaps the most important of
which is how much the learners can achieve.

Note – using the A4 sheet is
important. At this early stage
of their development learners
may not be able to ‘hold’ the
letters in their minds as they
change focus from the board
to the flashcards on the table.
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Extension
Once the concept of letters has been introduced there are many different ways to practise and consolidate
learners’ awareness of sound-symbol correspondence:
• Use the letter flashcards for the matching card game described in stage 4 of the activity ‘Reading telephone numbers’ on page 61.
• Ask a learner to circle letters which have been written on the board. The letters to be circled are called
out by the rest of the class – see stage 1 of the activity ‘Writing telephone numbers’ on page 63.
• The activity ‘Bingo’ on page 73 can be adapted to practise letters of the alphabet. Stage 3 of the
same activity can be adapted as a way to review letters at the start of a class.
Alphabetical order
When learners have developed confidence around sound-symbol correspondence, the idea of alphabetical
order can be introduced. The alphabet sheet on page 36 is included for work in this area and the letter
flashcards are also very useful.
One simple activity is to gather the learners around a table and put the letter ‘m’ face up. Then ask, "What
letter is before m?" and, "What letter is after m?" This also introduces the concept of ‘before’ and ‘after’
and, with further work, provides a useful clarification strategy to help learners spell out their names when
dealing with officials.

Comments
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Using the learners’ names places the letters of the alphabet in a clear and known context. This is fundamental in helping learners understand the relevance and function of individual letters. Without this context
the alphabet is an abstract concept which the learners may find extremely challenging, especially if they
have received limited formal education.
This type of activity prepares the learners for more focused work on literacy.
Letter flashcards
The letter flashcards are an excellent resource for language learners with basic literacy needs. They are
extremely effective in developing sound-symbol correspondence in the initial phase of learning. They are
also invaluable for developing and consolidating spelling skills as they exclude the need for writing. This
allows the learners to focus completely on forming the word through arranging the letters.
The flashcards can be used in many different ways, and it is a good idea to laminate the following sheets.
If a laminator is not available, glue them onto card for durability. It is also an idea to photocopy and cut up
two sets of flashcards for words which contain the same letter twice.
The letter flashcards have a dot towards the top left corner. This is to indicate which way up the letters are
as the letter ‘p’ can be turned around to make a ‘d’, and likewise ‘q’ and ‘b’. Learners will often move the
letter flashcards around, say the name of the letter correctly but then place it upside down or on its side.
The dot has been placed in the top left corner as this is the point on a page where we normally start writing and to which our attention is drawn. With the letters alongside each other, the significance of the dot
can be pointed out.
Capital letters
Working with names involves capital letters and tutors often feel that it is correct to introduce them at the
outset. This reflects the view that we should be working with language which our learners will see, hear and
read, and which they need to integrate and function in society.
However, we must always be aware of the aims of our lessons and the learning group we are working with.
The aim of this activity is to introduce certain letters of the alphabet and their associated sounds (nothing
more) to learners who are not in any way familiar with this correspondence. This is essentially the very beginning of their language (and literacy) development and we should take every precaution against confusing
them – not least because, without language, it is almost impossible to dispel any confusion which may arise.
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Writing names
Class organisation
Whole class.
Individual.

Focus

Time
Open.

Preparation
Class sets of Worksheets A
and B. Make extra copies
of each (see below).

Aims
To reinforce learners’ spoken ability around introductions.
To develop reading skills – learners analyse the correct form of their names and identify letters in the alphabet.
To introduce the letters of the alphabet.
To help learners understand how letters are formed and learn to write them.
To introduce indirectly the alphabet sequence.
Procedure
Pre-class preparation
Photocopy a class set of Worksheet A, back to back. On each sheet write the
name of a student on the top line. Underneath write five variations of the student’s name, only one of which is correct – see page 41 for examples of the
activity focusing on vocabulary items rather than names. Don’t write on
the reverse side. Photocopy a class set of Worksheet B, back to back.
Stage 1 – review
• Use the flashcards of first names and family names from the activity
‘Names and countries’ on page 28. With the students gathered round,
spread the cards out over a table and ask students to identify their own
names.
• Put the first-name flashcards in one area of the table and those containing
the family names in another. The students ask each other, ‘What’s your
name/family name?’, and try to identify each other’s names.
Stage 2 – modelling Worksheet A
• Write your own name in the top left corner of the board. Say, "My name
is ___" a few times, pointing to your name. Then write five words below
it, only one of which is the same.
• Point to your name in the top left corner and indicate the words below it.
Ask the class if these words are ‘good’/‘not good’ or ‘the same’/‘not the
same’. Circle the word that the students agree is ‘good’/‘the same’.
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Note – take every opportunity
with worksheets (and board
work) to guide learners’ attention to the top left corner.

Stage 3 – reading
• Distribute Worksheet A. To help students identify their names hold up a
copy of the worksheet, point to the top left corner and ask, "What is this?"
• Indicate that they are to do what they did previously on the board. Gesture
the circling action which they should do when they find the correct form
of their names.

Note – the task requires the
learners to analyse the form of
their names. In eliminating
similar versions they have to
focus on the order, number
and formation of the letters.

Stage 4 – monitoring
• Make sure everyone understands the task – see ‘Comments’ section. For
students who finish quickly, turn the page over and repeat the activity with
a more challenging task – see ‘Variation’ section.

By looking at their full names
the learners focus on:
• The order of the different
parts of their names (first,
middle and family name).
• The spacing between words.
• Spelling.

Stage 5 – writing (Worksheet B)
• With the students working individually, introduce them to Worksheet B
one at a time as you monitor.
• Write the student’s name in the space provided. Then write a different letter of the first name at the beginning of every line. The letters should be
in clear large writing, using both the full and broken lines to give the student a sense of the form and the need for consistency of size – see
‘Comments’ section. Ask the student to write the letters across the lines.
• When the student finishes use the other side of the worksheet in the same
way, but focusing on the letters of the family name.
Stage 6 – reading
• Judge the time at which you want the students to stop writing. Write the
letters of the alphabet across the top of the board, once in capitals and
once in small letters. Underneath write, ‘My name is ___’. Point to the
first letter of your name and then indicate the alphabet above.
• Ask a student to come to the board. The student finds and then circles the
first letter of your name in the alphabet sequence. Ask another student to
do the same for the second letter of your name – see ‘Comments’ section.
• Hold up a copy of Worksheet B and explain that the students must now
find the letters of their own first names in the alphabet at the top of the
page.
• Monitor, making sure everyone understands the task. When the students
finish, ask them to turn over and do the same for the letters of their family names.

Note – the inclusion of capital
letters makes this a more difficult activity than it may
appear. Give the learners time
and monitor closely.

Variation
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Stage 4 – Worksheet A
The reading task in Worksheet A can be made more difficult by:
• Inverting pairs of letters which are easily confused – e.g. if the learner’s name is ‘Abdulla’, one of the
incorrect versions could be ‘Adbulla’.
• Substituting similar letters – e.g. if the learner’s name is ‘Miloje’, one of the incorrect versions could be
‘Miloye’.
• Increasing the number of incorrect (and correct) versions in the list. The worksheet has been designed so
that extra words can be added.
For other learners the order of their names and other more obvious differences will present a challenge.

Comments
Stage 4 – monitoring
Learners may reinterpret your instructions. For example, they might circle all the incorrect versions or put
✓and x next to the correct and incorrect versions. Such variations should be allowed. The main point is that
the learners recognise the differences.
Learners may also insist that the version of their names with no space between the first and family name is
correct, or the version without an initial capital is correct. If they haven’t studied capital letters or if attention has not yet been drawn to spacing, this should not be seen as a mistake. The learners have used their
existing knowledge to recognise their names.
Stage 5 – Worksheet B
Be aware that your learners may be working with the Roman alphabet for the very first time. Make sure that
the letters you write on Worksheet B provide a good clear model. Bear in mind that your learners may copy
every mark on the page.

Comments
You may choose to guide your learners by indicating the point at which the pen first touches the page when
writing each letter. This can be achieved by placing a dot at the relevant point.
It is advisable to first write the different letters at the beginning of each line, before returning to each letter and putting a dot at the appropriate point. This makes it clear to the learner that the dot is not part of
the letter.
Refer to Worksheet D when marking the letters.
The issue of guidance
Worksheet B (and Worksheets C and D) is designed for learners who may have little experience of formal
education and only a basic awareness of literacy. Consequently, only two lines have been provided for guidance – the base line on which most letters sit, and the broken line to denote size. It is accepted that this
does not address specific areas around letter formation, such as letters that dip below the base line or ‘tall’
letters (‘b’, ‘d’, ‘h’ for example).
However, the aim is for the learners to take the first step of approximately forming the letters, nothing more.
For students who are not used to working with a pen this is a challenging task requiring a high degree of
concentration. At this stage three or four lines will confuse the learners as they may not be able to differentiate between a full unbroken line and one which is broken.
In time, when the learners become confident in their ability to form the letters, more complex issues can be
addressed, such as the need for letters to ‘hit’ the base line, spacing and size. It is then that more guidance
can be provided on the worksheet as with Worksheet E.
Stage 6 – reading
The writing of names involves capital letters. You may find that some of your learners are accustomed to
writing their names in upper case as a result of completing official forms. Consequently, they may work
through Worksheet B (and the other additional sheets) using lower case letters, but continue writing their
names in capitals. It is worth pointing this out to show the learners that there is another way in which their
names can be written.
When to focus on capital letters is a decision for each tutor to make with her/his group. However, given that
the learners will begin to notice capital letters around them, they should be introduced to the concept that
each letter has two forms. The worksheets enable learners to become aware of this while giving the tutor
the option of deciding when to deal with the area directly.
Worksheet F
Learners have a stronger sense of achievement when writing words which are familiar to them. In this sense
the idea that learners must be able to form perfect letters before moving on to full words is misplaced.
Learning to write takes time and constant practice. As language learners, this practice should focus at the
level of words – those words that the learners are familiar with.
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Supplementary activities
The activities in Worksheets A and B are based on using the learner’s name as an introduction to writing the
letters of the alphabet. The additional worksheets can be used in the following ways:
Worksheet C
The line at the top of the page has been left blank for other simple sentences to be written in – e.g. ‘I am
from Vietnam’, ‘My wife’s name is Lien’, ‘I live in Dundalk’. The letters which the learner then practises are
drawn from the words ‘Vietnam’, ‘Lien’ and ‘Dundalk’.
Worksheet C can also be used with the photographs in the ‘Picture pack’ to focus on social sight words –
see the activity ‘Copying words’ on page 187.
Worksheet D
These pages are designed for additional homework practice to reinforce the work done in class. Letters
which the learners are experiencing difficulty with can be identified for extra practice. Write in a letter next
to the one on the page to indicate the letter(s) which the learner is to practise.
Worksheet E
These pages are designed for learners who are growing in confidence in terms of forming the letters of the
alphabet. They develop the learners’ ability to manipulate the form to write smaller letters. This also prepares them for reading smaller print.
As Worksheet E contains two broken lines for guidance, practice can focus on, for example, writing the ‘tall’
letters only. This raises awareness of the different sizes of certain letters.
These pages can be used in the same way as either Worksheet C or Worksheet D.
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Worksheet F
This can be used for further practice in the writing of letters – see ‘Comments’. It can also be used in numerous ways to practise the writing of words:
• At the beginning of each line write a different name of someone in the class. The learner then writes
each name across the lines.
• After introducing and working with new vocabulary, write the words at the beginning of each line for
the learner to write across the page. This provides simple practice in writing as well as vocabulary (i.e.
language) reinforcement.
N.B. Space has been left at the top of Worksheet F for a title to be added. If the vocabulary is theme
based (e.g. parts of the body, hobbies/interests, days of the week, weather etc), write the theme as the
heading. The page then becomes a record of new vocabulary.
• It can also be used to practise writing simple sentences. Write ‘I am from Angola’, for example, or ‘My
family name is Domingos’ on the top line. Remember to leave clear, constant spaces between the words.
The learner then copies the sentences on the lines underneath.
Multi-level groups
Some learners will build on the skills that they have and will progress relatively quickly to Worksheets E and
F. Learners who are working with a pen for the first time, however, will develop at a slower pace.
Worksheets C-F have been designed specifically to assist tutors who are faced with the challenge of working with learners of different abilities in the same class. The order in which the worksheets are presented is,
therefore, not important. They are to be used according to the needs of the individual learner, and the specific writing skill which is being developed.

Samples of students’ work
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Worksheet A

42

Worksheet B

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

My name is

43

Worksheet C

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ
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Worksheet D

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

a
b
c
d
e

f

g
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Worksheet D

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

h

i
46

j
l
m
n

Worksheet D

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

o
p
q
r
s

t

u
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Worksheet D

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ
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v
w
x
y
z

Worksheet E

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

a
•

b
•

c
d
•

e
•

f
•

•

g
•

h
•

i
•
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Worksheet E

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

j
•

•

•

l
•
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m
•

n
•

o
•

p
•

q
•

r
•

Worksheet E

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

s
•

t
•

•

u
•

v
•

w
•

x
•

•

y
•

•

z
•
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Worksheet F
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What is your name?
Class organisation
Whole class.

Focus

Time
20-40 minutes.

Preparation
Class set of Worksheet A.
Flashcards with
students’ names.

Aims
To develop learners’ ability to spell out their names.
To recognise the sound of a letter and produce the written form.
To listen to a word and associate it with its written form.
To build learners’ confidence through communicating and exchanging information.
Procedure
Stage 1 – review
• Review the question ‘What is your name?’ orally. Make sure that each
student has the opportunity to both ask and answer the question.
Stage 2 – preparing for the activity
• Ask one student the question. As she/he gives you the answer ask, "Can
you spell it, please?" Write down the letters that the student says on line
1 of Worksheet A. Let her/him check what you have written. If a wrong
letter was mistakenly called out, ask the student to identify it and then
elicit the correct letter.
• Hold up your worksheet and say, "Number 1 is Khalid. K-h-a-l-i-d.
Number 2 is Fran", indicating the person to the left of Khalid, "And number 3?" In this way the students know that they will all be asked to spell
out their names.
Stage 3 – dictation
• Distribute Worksheet A. Hold up your copy of the worksheet pointing to
the numbers down the left margin and the lines for writing on.
• Make sure all the students are ready to write on the first line. Ask Khalid,
"What is your name?" and then ask him, "Can you spell it, please?"
Indicate to the rest of the class to write down the letters as Khalid spells
out his name and check that everyone is writing on the first line.
• Indicate that Khalid is to ask the student to his left for her/his name and
how to spell it. Repeat this until everyone, including you, has spelled out
their names.
Stage 4 – checking
• Ask the students to write their names on the board and include yourself.
The names should be in the same order as they appear on the worksheet
to help the students check their work. If this process proves too challenging, provide the group with flashcards containing their names.
• Monitor, offering help where needed.

Note – at an early stage,
learners may not be confident
about spelling out their names
from memory. Make sure that
they have it written down in
front of them.
Note – learners often know
what letter they want to say
but give it the wrong ‘name’.
When this happens elicit and
reinforce the correct letter
name.
Note – the activity provides
the ideal context for introducing the clarification phrase,
‘Can you repeat that, please?’

Note – if the learners are
comfortable with reading each
other’s writing, ask them to
check how their classmates
spelled their names.

Variation
Worksheet B replicates the format of official documents. This is because the task of spelling out (i.e. communicating) both first name and family name is important practice for situations that involve form filling.
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Worksheet A

What is your name?

1
2
3
4
54

5
6
7
8
9
10

Worksheet B

What is your name?

First name

Family name

1
2
3
4
5
6
7
8
9
10
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Filling in forms
Class organisation
Whole class.
Individual.

Focus

Time
40-60 minutes.

Preparation
Class set of Worksheet A.
Familiarity with questions for
personal information.

Aims
To practise asking and answering questions about personal information.
To develop word recognition skills.
To practise writing personal information appropriate for filling in forms.
Procedure
Stage 1 – review
• Review the question forms which elicit the different pieces of information
on Worksheet A. Ask the student to your left, "What is your first name?"
and start a chain. For the next question (‘What is your family name?’)
start the chain with a different student.
• Ask individual students three or four of the questions at random so that
the students focus on the sound of the question.
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Stage 2 – speaking practice
• Gather the students around a table. Take out the flashcards for the information on Worksheet A and spread them out face up. Ask individual students to point out the card for ‘first name’, for ‘address’ and so on. Then
elicit the question that goes with each flashcard prompt.
• Turn the flashcards face down. Demonstrate that the students are to pick
up a card, read the information and then ask the person to their left the relevant question. Continue until all the students have had the opportunity
to ask at least two questions.
Stage 3 – setting up the activity
• Use a relevant photo or image from the ‘Picture pack’ on page 205 and
Worksheet A to introduce a clear context for the idea of filling in forms.
This could be at the doctor’s, the social welfare office or any other authority to whom your students have to present themselves and supply information in a form.
• Distribute Worksheet A, one per student. Hold up a copy of the worksheet, point to the first word and ask the students to read it. Repeat with
the other words to ensure that everyone recognises the words. Point out
that only the information is required and no extra words, such as ‘my
name’, ‘I speak’ and so on. Ask students to work individually.
Stage 4 – writing
• Monitor, encouraging students and making a note of difficulties. These
can be addressed immediately or used as the basis for follow-on work.

Note – the review of question
forms is useful as it enables
learners to practise other areas
of difficulty. These include the
order of different parts of an
address and the clear articulation of telephone numbers
using rhythm in speech.
Note – learners often enjoy,
and are amused by, oral
drilling, even on a rapid-fire
basis. Keep it light and provide
encouragement.

Note – make sure that the
context is explicit. This activity
provides essential practice for
a common experience.

Note – learners need to
become aware that different
styles are required for different
purposes. Full sentences or
phrases in conversation, information words only in official
forms.

Variation and extension
Worksheet B is designed to practise form filling at a very early stage of the learners’ language development.
Three of the flashcards on page 58 have been left blank. Complete these with information criteria, such as
nationality, date of birth, e-mail, occupation etc, which can then be included in further form-filling activities.
Use the forms as the basis for communication activities. Learners work in pairs, ask their partners for the
information and complete the forms accordingly.
.

Worksheet A

First name:
Family name:
Address:

Telephone number:
Age:
Country:
Language:
57
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First name

Family name

Address

Telephone
number

Age

Country

Language

Worksheet B

Name:
Telephone:

Name:
Country:

First name:
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Family name:
Telephone:

Name:
Address:

Telephone:

Reading telephone numbers
Class organisation
Whole class.

Focus

Time
60-80 minutes.

Preparation
Photocopy and cut up two
sets of number flashcards.

Aims
To practise saying and reading numbers 0-9.
To familiarise learners with left to right directionality.

Procedure
Stage 1 – introducing the phone
• Hold up your mobile phone to the class and ask, "What is this?" Use a
picture if you don’t have a mobile. Ask if any of the students have a
phone. If they do, ask them for their numbers.
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Stage 2 – phone numbers
• Say clearly, "My telephone number is ___", and write it on the board. Use
an imaginary one or the telephone number of your school/centre.
• Ask the group to listen. Read the phone number, pointing to each digit as
you say it and repeating two or three times.
• Focus on the first three digits. Say them two or three times then ask the
students to say the numbers with you. Repeat two or three times and then
ask individual students to say the numbers.
• Repeat this process focusing on subsequent groups of three or four numbers at a time – see ‘Comments’ section.
• Ask the students to say the full telephone number.
Stage 3 – practice
• Leave the telephone number on the board and gather the students around
a table. Spread out one set of the cut-up flashcards on the table. Working
with two students, draw their attention to the telephone number on the
board. Point to the first digit. The students say the number, find it
amongst the flashcards on the table and put it at the top of the table.
• Point to the second digit and repeat the process. In this way, the telephone
number is slowly constructed with the students thinking about sequencing
and left to right directionality.
• Repeat with other pairs.
• Spread out the number flashcards on the table again. Ask two students to
rearrange the digits so that they replicate the telephone number on the
board. When they finish, ask them to say the telephone number.
• Repeat the process with other pairs using different phone numbers.

Note – the basic number symbols are widely known.
Practising saying and reading
numbers is ideal preparation
for developing awareness of
sound-symbol correspondence
for letters of the alphabet.

Note – be careful about the
use of private phone numbers
as this may raise privacy issues.
Using a mobile number which
doesn’t contain any repetition
of numbers (e.g. 0879235641) is ideal as it allows
all the numbers in the 0-9
range to be practised.
As the context is telephone
numbers, the use of ‘oh’ for 0
(zero) should be pointed out
to the learners.

Stage 4 – matching card game
• Collect all the flashcards and spread out one set of number flashcards face
down in one area of the table. Then spread out the second set, again face
down, in another area of the table.
• The idea of the activity is to turn over a card from the first group of numbers, say what it is and find the corresponding number in the second group
by turning over one card only. If a student matches the numbers, she/he
keeps the pair. If a matching pair is not found, the cards are turned face
down in the same place ready for the next student.
• Count the number of matches at the end to find out the winner.
Stage 5 – finishing
• Draw the students’ attention to the telephone number on the board and ask
them to say it, first as a group and then individually. Then change the digits around and ask them to read the new phone number.

Note – this matching game is
excellent for developing memory skills. With larger classes,
put the learners into pairs to
play as a team.
Repeat the activity two or
three times. It provides good
practice and the learners enjoy
it. Use it at the start of the
next lesson for reinforcement.

At the end of the class ask the students for their numbers and make a note of
them for the next lesson – see ‘Comments’ section.

Comments
Using telephones places numbers in a context that is both real and familiar to the learners. The majority of
learners at this level have received very limited formal education. Consequently, abstract concepts are
extremely challenging and need to be rooted in clear and relevant contexts. The idea of telephones provides
such a context and prepares learners for further work on numeracy.
Stage 2 – phone numbers
Concentrating on groups of three or four numbers at a time also corresponds to the way people generally
say telephone numbers. We very rarely say 087-9235641 without pausing, especially if we are saying the
number for someone else to write down. It is more common to say, for example, 087 (pause) 923 (pause)
5641.
Stage 5 – finishing
Exercise sensitivity around asking learners for their telephone numbers. As each learner says her/his number,
jot it down on a piece of paper (not the board). Then show it back to the learner. In this way it is clearly
another part of the lesson.
Some learners may be reluctant to disclose their telephone numbers. If so, don’t insist but move on to the
next learner.
A note on the number flashcards
The number flashcards contain the numbers ‘4’ and ‘9’ as they most frequently appear in print. This is the
form which learners need to recognise in timetables, prices, addresses and so on. However, we usually write
these numbers differently – in what may be termed a ‘handwritten’ form. This ‘handwritten’ form of the
numbers ‘4’ and ‘9’ is used in the following activity ‘Writing telephone numbers’, as the focus changes from
reading standard print to producing (i.e. writing) the standard written form.
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Writing telephone numbers
Class organisation
Whole class.
Individual.

Focus

Time
50-70 minutes.

Preparation
Class set of
Worksheets A and B.

Aims
To reinforce recognition of and ability to say numbers 0-9.
To learn how numbers are formed on the page and to practise writing them.
Procedure
Pre-class preparation
Photocopy a class set of Worksheet A. For each sheet write the name of a
student at the top of the page and then write in their telephone number in the
space provided – see previous activity.
Stage 1 – review
• Write the telephone number of your school/centre on the board. Point to
the individual digits, saying them clearly. If the number contains a double, teach the term. Check that the students can remember the numbers
by asking the class first, then individual students.
• Draw a circle on the board and say clearly, "This is a circle". Ask a student to come to the board and give her/him a marker. Say a number. The
student will probably point to it. Ask her/him to circle the number, indicating the action. Call out a second number which the student circles and
then invite the rest of the class to call out numbers to be circled.
• When all the numbers have been circled, clean the board and write the
numbers up again, either in the sequence of the phone number or randomly around the board. Ask a second student to come to the board,
invite the rest of the class to call out numbers which she/he then circles.
Repeat until all the students have had the opportunity to circle the numbers. Encourage the students to give the instruction, ‘Please circle number___’.
Stage 2 – tracing
• Use a blue or red marker and write clearly (and in large digits) the telephone number of your school/centre. Gather the students around the
board. Using a black board marker, indicate to the students where the pen
first touches the page when writing each number. Put a circle or large dot
at the appropriate point – see Worksheet A as an example.
• Trace the form of the number clearly and slowly, from the starting point.
• Invite the students to trace the shape of the numbers, making sure that the
marker first touches each number at the appropriate point.
• Ask the students to return to their seats. Hold up Worksheet A. At the
same time hold up a pen (or pencil) and simply say, "No pens" (or "No
pencils"). Demonstrate clearly that the task is for the students to trace the
numbers with their fingers. Distribute Worksheet A, ensuring that each
student receives the one containing her/his name and phone number.
• Monitor, providing plenty of encouragement.

Note – you may prefer to
review numbers using the
matching card activity from
the previous lesson – see
page 61.
Note – if this is the first time
the learners have been asked
to write on the board in front
of their peers, they may be
somewhat reluctant.
Think carefully about the first
learner you choose. If she/he
doesn’t want to come to the
board, don’t make an issue of
it and ask another learner.

Note – with larger classes, ask
the learners to come to the
board in smaller groups so
they can see clearly.

Note – anticipate that in the
early part of the course the
learners may come to class
without writing materials.
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Stage 3 – writing
• With the students working individually, circulate and demonstrate the next
task. Draw the student’s attention to her/his phone number at the top of
the sheet. Point to the first digit (probably ‘0’) and ask her/him to find this
number on the sheet. Write the number ‘0’ next to the one on the sheet.
• Repeat this process with the other digits of the telephone number.
• For each digit put a dot at the point where the pen first touches the paper.
• Go back to the first digit of the number (‘0’). Ask the student to write the
number across the line and to do the same for the rest of the numbers.

Note – for learners who don’t
have a phone, use Worksheet B.
The learners will need plenty
of practice. Provide them with
a second copy of Worksheet A
or use Worksheet B for variation.

Stage 4 – finishing the class
• Orally review the numbers again. Gather the students around a table and
spread out a set of the number flashcards. Write a telephone number on a
piece of paper. Ask one student to read it out and invite another student
to listen and construct the number using the flashcards. Repeat with the
second student reading out a number for another person to construct, and
so on. This activity provides the clear context for the phrase, ‘Can you
repeat that, please?’

Comments
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If this is the first time that the learners have been asked to write, anticipate that they will have difficulty
around:
• Holding and manipulating the pen.
• Hitting the line.
• Spacing the numbers.
• The size of the numbers.
• ‘Drawing’ rather than writing the numbers.
• Referencing the correct form – i.e. the learners may refer to the number they have just written as the
correct form, rather than the model provided.
In addition, there may be difficulties with the general way in which the learners approach the page – they
may not hold the paper with their non-writing hand, for example, with the result that the page moves when
they write.
It is a good idea to address these last two points as soon as possible. Asking the learners to point to the
model number down the left margin with their non-writing hand is a good way to weigh down the page
and reference the correct form at the same time.
With regard to the other points mentioned above, the writing skills of the learners will develop gradually
with time and practice. The key at the outset is encouragement and a sense of achievement. This can be
engendered by concentrating on the aim of the activity – for learners to produce the approximate correct
form of the numbers.
Finishing the class
It shouldn’t be overlooked that writing requires a great deal of concentration from our learners. Finishing
the class with a quick review activity based on communication lightens the mood and gives the learners a
chance to recognise their progress.
The worksheets
Although the focus is on telephone numbers, the worksheets are designed to introduce the learners to the
sequence of numbers 1-9. This allows the tutor to continue working on the theme of telephone numbers
or to change the focus to counting and other areas of numeracy – see the activity ‘Bingo’ on page 73.
Worksheet C
Worksheet C is slightly more difficult as the numbers are smaller. Not all the learners will be ready for this
task, and it may be an idea to keep it for subsequent classes.

Worksheet A

My telephone number is

0
1
2
3

.
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Worksheet A
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5
6
7
8

Worksheet B

The telephone number of my school is

0
1
2
3

.
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Worksheet B
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5
6
7
8

Worksheet C

My telephone number is

.

0
1
2
3
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5
6
7
8

What is your telephone number?
Class organisation
Whole class.

Focus

Time
60-80 minutes.

Preparation
See below.

Aims
To reinforce speaking, reading and writing skills around numbers.
To build learners’ confidence through communicating and exchanging information.

Procedure
Pre-class preparation
Write out imaginary telephone numbers in clear large writing on sheets of A4
paper, one number per sheet. Prepare at least one sheet for every student.
Make one copy of Worksheet A. Write the first names of all the students in
the name column. Then make a class set of copies, plus a few extra.
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Stage 1 – review
• Hold up one of the prepared A4 sheets and ask, "What is the telephone
number?" to elicit the answer, ‘The telephone number is ___’. Repeat the
question three or four times using different numbers, and then ask individual students.
• Call out the name of a student and distribute the A4 sheets to all the class,
except her/him. Hold up an A4 sheet, and ask the named student, "What
is the telephone number?" After receiving the answer, indicate that the
student on your left is to hold up her/his number and ask the same question. Continue around the room until everyone has asked the named student to identify their numbers.
• Take in the A4 sheets and mix them up. Call out the name of another student and redistribute the sheets to everyone but her/him. Repeat the
process. Continue until all the students have taken their turn at answering
the questions.
Stage 2 – setting up the activity
• Distribute Worksheet A, one per person. Ask the students to find their
own names. Then ask one of the stronger students to read down the list
of names. Ask two or three learners to do the same.
• Distribute the A4 sheets, one per person. Ask individual students,
"What’s your telephone number?" and elicit the answer, ‘My telephone
number is ___’, encouraging the students to read the numbers on the A4
sheets.
• Ask the students to work with pencils. Indicate that they are to copy the
numbers on the A4 sheets in the space next to their names in the
‘Telephone number’ column on Worksheet A.
• Monitor, helping students with the task. As the students finish, collect the
A4 sheets containing the telephone numbers. This focuses attention on
Worksheet A.

Note – it is a good idea to
make extra copies for worksheets which focus on writing.
Learners often ask for a clean
sheet if they are not happy
with their work or misunderstand the task.

Note – include the word
‘telephone’ as this gives the
learners the opportunity to
practise saying it.

Variation
Leave Worksheet A completely
blank and ask the learners to
write in their own names. This
greatly extends the activity,
especially in stage 3. More
information is exchanged
(names as well as numbers)
and leads to opportunities for
strategies around clarification.

Stage 3 – questionnaire
• Ask three or four of the students for their telephone numbers, indicating
that they are to read the number on Worksheet A.
• Ask one of the students for her/his telephone number. As she/he replies,
hold up a copy of Worksheet A and start writing the number in the appropriate place. Show this to the class.
• Ask the student to repeat the number. Indicate to the rest of the class that
they write the number next to the student’s name on the worksheet.
• Monitor, making sure that everyone is following the instructions.
• The student who has just given her/his number now asks the question to
another student and the process is repeated.
• Continue until all the students have read out their numbers.

Note – the exchange of information provides ideal context
for questions around clarification – e.g. ‘Can you repeat
that, please?’, ‘What number
is after 7?’ etc. Point these out
to the class as they arise and
encourage practice.

Stage 4 – checking
• Ask students to spell their names and write them on the board. Write
exactly what they say to give them the opportunity to self-correct. Write
the names down the left-hand side of the board in the order in which they
appear on Worksheet A. Draw students’ attention to this.
• Working down the list of names, ask the students for telephone numbers
other than their own. For example, if Oksana’s name is at the top of the
list, ask Ioan for her number according to what he has written on his worksheet. Write the number on the board next to Oksana’s name. Focus on
eliciting all the numbers at this point and writing them on the board.
• With all the numbers on the board, check if they are correct. Ask the students who read out the telephone numbers in stage 3 (in our example,
Oksana) if the numbers on the board are correct.
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Comments
Although this activity includes writing, the main aim is the communication of information. It is for this reason that the worksheet contains little to help the learners write down the information. The sense of achievement comes from communicating, receiving and taking note of information correctly, and if the learners do
well in this regard be sure to let them know. If their writing is also good, then comment on this as well to
generate further enthusiasm and motivation.
Whole class questionnaires and information gap activities (with the learners working in small groups or pairs)
are both very useful as a means of facilitating language practice in the different skills. However, it can be
difficult for learners with limited experience of the classroom situation to understand what these activities
require them to do. This can lead to frustration and demotivation.
This simple activity, in which information is exchanged in a group forum, allows learners to understand the
nature of such an exercise. In this sense, it paves the way for the type of activities mentioned above.

Worksheet A

Name
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Telephone number

Bingo
Class organisation
Whole class.

Focus

Time
70-90 minutes.

Preparation
Photocopy and cut up one set
of number flashcards. Bingo
sheets, copied and cut in half.

Aims
To reinforce recognition of and ability to say numbers 0-9.
To practise saying and reading numbers 10-19.

Procedure
Stage 1 – review numbers 0-9
• Write some telephone numbers on the board and ask the students to read
them out. Leave a space across the top of the board.
• Point to the number 0 in one of the telephone numbers. Ask the class to
identify it and write it in the top left corner of the board. Do the same for
numbers 1, 2 and 3, writing the sequence across the board. Ask one or two
students to read the numbers 0-3 in sequence.
• Repeat the process, developing the sequence to number 9 and then ask
individual students to read out the sequence – see ‘Variation’ section.
Stage 2 – introducing numbers 10-19
• Write the numbers 10-19 on the board. Do this carefully making sure, for
example, that number 12 is directly under number 2, number 15 directly
under number 5 and so on – see ‘Comments’ section.
• Introduce the numbers in batches of three or four (10-12, 13-15 and 1619). Say the numbers clearly several times before asking the class to say
them with you and then asking individual students.
Stage 3 – practice
• Leaving the numbers on the board, gather the students around a table.
Shuffle the number flashcards 10-19 and put them in a pile face down.
Invite one student to come to the board and give her/him a marker. Draw
a circle on the board and say, "This is a circle".
• Taking it in turns, the students pick a flashcard from the top of the pile and
call out the number for the student at the board to circle.
• When all the numbers have been circled, clean the board and write up the
numbers again. Invite another student to come to the board, and shuffle
the number flashcards on the table. Repeat a few times and then add the
number flashcards 1-9.
Stage 4 – bingo
• Ask the class to work with pencils. Distribute the bingo cards, one per
student. Shuffle the number flashcards. Put them in a pile face down,
take the first one from the top and call out the number.
• Quickly check to see if any of the students have the number on their bingo
cards. Involve the students by asking, for example, "Vjollca, do you have
number fourteen?" encouraging her to look at her bingo card with you. If
a student has the number, ask her/him to circle it, making sure that the rest
of the class is paying attention.

Note – anticipate that the
learners will have problems
with the numbers eleven,
twelve, thirteen and fifteen.
Provide plenty of opportunity
to practise.

Note – this activity works well
as the learner at the board has
time to think about the numbers and make connections
between, for example, six and
sixteen.

Note – some learners may be
familiar with the idea of bingo.
Encourage them to show the
others what they have to do.
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• Call out the numbers and encourage the students to help each other identify the numbers on their cards. Remember that the students might not
know what to do when all the numbers on their cards have been called out.
Scan the bingo cards to see if any of them are close to completion and use
this as an opportunity to introduce the word ‘finish’.
Stage 5 – checking
• When a student claims to have finished, check her/his card. Involve the
whole class in the process. One at a time hold up the number flashcards
which have been called out and ask the rest of the class to say the numbers. The students next to the ‘winner’ check to see if the numbers are on
her/his card. Make one pile for those numbers which are on the card, and
a second for those which aren’t. Discard the second pile.
• At the end of this process, count how many numbers are on the bingo card
and how many number flashcards you have. If they correspond, the person is the winner.
• Distribute new bingo cards, or ask the students to clean their cards with a
rubber. Shuffle the number flashcards, give them to the winner and repeat
the activity. Make sure that the caller is not mixing up the number flashcards, as this will complicate things at the checking stage.

Note – this is a good opportunity to introduce the word
‘check’ as the context is clear.
It may seem laborious, but the
checking process provides
more opportunity for practising the numbers than the
bingo activity itself.
Note – make extra copies so
that the learners aren’t always
working with the same bingo
cards.

Variation
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Stage 1 – review numbers 0-9
If the class has worked with telephone numbers, they will be familiar with numbers 0-9. If further practice
is needed, use the flashcards on page 62 and a handful of pens/pencils. Spread the flashcards out over a
table. Hold up a number of pens and ask, "How many pens?" The learners say the number and find the
written form from among the flashcards. After a few turns, invite the learners to ask the question.
Further ideas for bingo
Bingo can be used to provide practice in other number ranges, such as 30-60, and 60-100. If the range is
above 40, the probability is that the game will become long and drawn out.
It can also be used to practise the time, numbers relating to money and letters of the alphabet.

Comments
Stage 2 – introducing numbers 10-19
Give attention and thought as to how to introduce the numbers 10-19. Here is a suggested way:
• Write the numbers 0-9 on the board as follows:
0
1
2
3
4
5
6
7
8
9
• After counting the numbers with the class, write the following:
0
1
2
3
4
5
6
7
8
10
1
2
3
4
5
6
7
8

9
9

• Draw learners’ attention to the fact that after 10 the sequence of 1-9 is repeated. Then focus attention
on the ‘1’ in the number ‘10’. Mime the act of removing the ‘1’ from the number’10’ and putting it in
front of the ‘1’ to form the number ‘11’. Do the same with the formation of the number ‘12’ and so on.
In this way learners will see how the basic ten digits (0-9) are repeated in sequence to form the number system.
Further practice
Most cultures are familiar with dice and they are a good, quick way to practise numbers. Using four dice
increases the chance that the total will be somewhere between 10 and 20, the numbers which usually cause
difficulty.

10

11

12

13

14

15

16

17

18

19
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Bingo

12
4
2

19
7

9

15
11

18
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------------------------------------------------------------Bingo

9
5
16

17
10

11

8
1

13

Bingo

14
5
16

9
19

11

7
2

13
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Bingo

16
1
9

13
3

18

10
15

6

Bingo

14
4
5

7
12

13

10
1

17
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2
14
16

9
5

19

12
8

7

Bingo

20
15
11

1
4

9

17
8

18
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3
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13
12

15

9
7
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What is this? – the object
Class organisation
Whole class.

Focus

Time
20-30 minutes.

Preparation
Bring in 5-7 items
of food and drink.

Aims
To learn to say and understand words for items of food and drink.
To learn to say and understand the question ‘What is this?’
Procedure
Stage 1 – introducing target language
• Hold up a carton of milk and say, "What is this?" repeating the question a
few times. Some of the students will probably know the word. If not, say,
"This is milk" (emphasising milk). Say it a few times, invite the class to
say it with you and then ask individual students to say it.
Stage 2 – introducing the question
• Hold up the carton and ask the whole group, "What is this?" Repeat the
question a few times and then instruct the class to say it with you. Ask
individual students to say the question. Encourage the full response, ‘This
is milk’ but note that the aim is for the students to understand and say the
names of the objects.
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Stage 3 – introducing vocabulary
• Repeat stages one and two with the other food and drink items. Roughly
six items is appropriate for the first session.
Stage 4 – practice
• Practise the question and response sequence in a chain link. Hold up one
of the food/drink items and ask the student to your left, "What is this?"
Instruct the student to ask the person to her/his left the same question.
Continue around the room until the question returns to you.
• Expand the chain to incorporate all the food/drink items. Encourage students to choose different items when it is their turn to ask the question.
• Incorporate the number flashcards on page 62 for further practice. Put
the flashcards on/next to the food and instruct the students to ask each
other, "What is number 4?", "What is number 2?" and so on. Move the
number flashcards around.

Note – it is important to put
vocabulary in a simple language context. This gives the
learners an opportunity to discern the target word in
speech; to become familiar
with rhythm and intonation;
and, even at the very beginning, produce language in
phrases.
Note – depending on what
your group can manage at the
time, reduce or increase the
number of new items.
Learners can manage more
with time.
Note – learners enjoy being
asked how to translate newly
learned words into their own
languages. Try to remember
some of the words as this
communicates interest in their
cultures and languages.

Comments
Using real objects is the starting point for learners to begin naming everyday items. Becoming familiar with
concrete objects prepares the learners for vocabulary work based on pictures.
Where possible, encourage learners to bring objects into class. This makes it clear that what happens in the
classroom is based on and shaped by their needs.
However, for the first session the teacher needs to decide which objects to bring to class. Food/drink items
such as water, tea, milk, sugar and coffee are ideal because in many cultures taking a tea or coffee is a typical social custom.
Using objects is an effective way to introduce vocabulary on themes such as things in the class, things people carry with them, clothes and things in the house. If your centre has a kitchen, use it to introduce vocabulary in this way.

What is this? – the picture
Class organisation
Whole class.

Focus

Time
20-30 minutes.

Preparation
Bring in food and drink items
from previous class and multiple
pictures of the same items.

Aims
To review food and drink vocabulary.
To associate pictures of items with the real objects and the sound of the word.
To learn new vocabulary from pictures.
Using pictures to reinforce vocabulary
• Using the same food and drink items that were introduced in the previous
class, quickly review the vocabulary.
• Show the first picture and ask, "What is this?" eliciting the full answer.
Then show the different pictures of a carton of milk, and make the link
between the real item and the picture. Review all the words introduced in
the previous class, relating the words and pictures to the objects.
• Using the pictures, practise the question and response sequence with the
chain link and/or number flashcards – see stage 4 of the previous lesson.

Using pictures to introduce vocabulary
• One at a time show pictures of items which have not been encountered in
the class. Ask, "What is this?" Some of the group will probably know
some of the words. If they have a particular interest in certain items, provide the vocabulary saying, "This is bread", "This is rice" and so on.
• Instruct the group to repeat the new words with you. Ask individual students, "What is this?" and encourage full answers. Again, 5-7 new words
is sufficient in the early stage of the students’ development.
• Mix up and distribute the pictures. Taking it in turns the students hold up
their pictures and ask each other, "What is this?" This can be done as a
chain link or randomly around the room.
• Use the number flashcards on page 62 for further practice. Gather the
students around a table and place the numbers in sequence in a vertical
column. Next to each number put a picture of one of the items. Ask,
"What is number 1?" and continue in sequence. Then ask at random.
Start by directing questions to the whole group, then individual students.
Distribute the number cards randomly, one per student. Instruct them to
ask each other, "What is number 3?", "What is number 5?" and so on.
This can either be done as a chain or randomly around the room.

Note – for this activity get a
selection of pictures from old
catalogues, magazines and
brochures. See also page 207
of the ‘Picture pack’. Picture
visuals are an essential
resource when working with
learners at this level. They can
be used to introduce vocabulary on a wide range of
themes.

Variation
This procedure can also be
applied to learning the names
of colours. Note that colours
should be taught in the context of vocabulary that the
learners already know – e.g.
‘This is a black bag’.
Page 210 of the ‘Picture
pack’ contains colour flashcards to support further practice in this area.
Use photographs of your own
family to introduce words for
the family – e.g. mother, father,
sister, son, wife and so on.

Extension
Put the pictures you use with the class onto A3 or flipchart sheets for future use. The sheets can be given a
title according to theme and pictures can be added as new vocabulary is learned.
Bringing the A3/flipchart sheets to class facilitates impromptu review sessions. Put the sheets on a wall and
ask the learners to find and take down the pictures that you (or their classmates) call out.
Together with the letter flashcards on page 33, pictures can also be used to help develop the skill of
spelling out words. Arrange the letter flashcards on a wall. Ask learners to identify a picture and to think
about the initial sound. Ask them where they think the picture should go – under a, b, c, d etc.
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What is this? – the word
Class organisation
Whole class.

Focus

Time
30 minutes.

Preparation
Word flashcards to go
with pictures of items
already introduced.

Aims
To associate written words with the names and pictures of known items.
To learn to recognise the written form of words for items of food and drink.
Procedure
Stage 1 – review
• Use pictures to review the words for items learned in previous classes.
Stage 2 – introducing words
• Take one of the word flashcards. Ask the class how many letters there are
and to identify the letters. Draw attention to the corresponding picture
and ask the students what it is. Attach the word to the picture. Say, "Milk"
and point out the ‘m’ at the beginning saying, "M for milk". This introduces the correspondence between sound and symbol. Repeat this with
other pictures and place them around the room.
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Stage 3 – developing word recognition
• Ask the students to cover their eyes or go outside. Move the words around
so that they are misplaced. Invite the class to look. Point to a picture saying, "What is this?" and ask if the word is ok. If it isn’t, the students
should look around the room for the correct word. Prompt them to look
at the first letter of a word and try saying the sound.
• Gather the students around a table. Arrange the pictures in a column and
put a word flashcard beside each one. Read each word, drawing your finger under it from left to right with the class reading with you. Remove the
pictures and ask the students to read the words. They may have memorised them but memory plays a part in word recognition. Now ask the students to put the pictures beside the correct words.

Note – relating the word to
the reality is a big step for a
basic literacy learner and more
so for a learner with very limited language.
Limit this first introduction to
about 5-7 words that the
learners are familiar with.

Note – although learners may
successfully match up words, it
is important to realise that this
does not mean that they can
recognise words beyond those
that they have worked with in
class.
Neither does it mean that they
can spell the word from memory or even copy it accurately.
These are all skills which will
develop with practice over
time.

• Rearrange the pictures so that they are beside the wrong words. Ask the
students to match them up correctly.

Extension
Help learners to build up their recognition skills by providing plenty of matching exercises involving written
words and objects/pictures. A3 or flipchart sheets (see previous page) are particularly useful in this regard,
as they facilitate simple and effective matching activities:
• Ask the learners to name the items in the pictures. Then ask them to read one of the word flashcards
and put it next to the appropriate picture on the sheet. Repeat for the other words.
• Then ask learners to identify the items in the pictures and to take them down.
• Ask learners to read the words left on the sheet and then find the picture to put next to it.
The matching card games which follow provide further practice in developing word recognition skills.
Focus on the written form of individual words by adapting Worksheet A of the activity ‘Writing names’
on page 42.
N.B. The following page contains word flashcards on the theme of food and drink. The activity ‘Names
and countries’ contains a sheet of blank flashcards on page 30 which can be used for any vocabulary
items which the class are working with.

water

tea

milk

sugar
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coffee

rice

pasta

salt

Picture snap
Class organisation
Whole class.

Focus

Time
30 minutes.

Preparation
Make two or four sets of picture
flashcards. See ‘Comments’.

Aims
To review vocabulary.
To introduce and practise the concept of ‘the same’ and ‘not the same’.

Procedure
Pre-class preparation
Divide the picture flashcards into two ‘sets’, ensuring that each set contains
the same number of pictures of the different items.
Stage 1 – review
• Review the words for the items to be used in the game.
Stage 2 – modelling the game
• Gather the students around a table. Shuffle the two sets of flashcards and
put them face down on the table. Take the top card from each pile, turn
them over and ask the class if they are ‘the same’ or ‘not the same’. Take
the next card from each pile and ask the same question.
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• When you get a matching pair, indicate that this is ‘good’ and put them
beside you.
• Continue turning over the cards. If a student recognises matching pictures, give her/him the pair.
• When you reach the end of the two piles, shuffle what’s left of the two sets
and put them face down on the table. Continue until all the cards have
been matched up. Ask the students to count the numbers of pairs that they
have, making it clear that two together constitute one pair.
Stage 3 – playing the game
• Take back all the cards. Divide them into two sets, again ensuring that
each set contains the same number of pictures of the different items.
Shuffle both sets, make two piles and play the game again. Let the students run the activity themselves, intervening only when necessary.

Note – at the beginning,
when learners’ vocabulary is
limited, use 6 or 7 items and
have about 4 different pictures
of each item. As the learners’
vocabulary range grows,
increase the number of items
represented in the game –
fewer pictures of each item
will be necessary.
Note – encourage the learners
to say ‘the same’ when recognising a matching pair, as this
provides a clear context for
them to pick up the meaning.
In this sense, the use of the
word ‘snap’, although it adds
to the pace and fun of the
game, could be confusing.
Note – as learners become
familiar with an activity, they
can take turns to do the
teacher’s jobs – e.g. shuffling,
turning over the cards, and
counting up the pairs at the
end.

Comments
Make flashcards by sticking simple line drawings or pictures from catalogues, brochures and magazines onto
pieces of card. See also the ‘Picture pack’ on pages 207-208. Using a wide variety of images enables the
learners to associate multiple images with the same generic concept. Given the importance of this development for the learners, it does not matter that homemade flashcards are of different sizes.
Make the game theme-based by selecting pictures related to one category only – e.g. things in the house,
colours, clothes, things in the classroom and so on.
Extension
To develop word recognition skills, play the game using one set of picture flashcards and one set of matching word flashcards – use the blank sheet of flashcards on page 30.

Beggar my neighbour
Class organisation
Whole class.

Focus

Time
30 minutes.

Preparation
Multiple picture flashcards
of known items.

Aims
To review vocabulary.
To practise requests and responses.
Procedure
Stage 1 – review
• Gather the students around a table. Spread out the picture flashcards. Ask
individual students to pass you the cards by asking, "Can I have a banana,
please?" Elicit the responses, ‘Here you are’ and ‘Thank you’.
N.B. If the students haven’t worked with requests, they will need to practise before playing the game. Allow extra time for this when planning the
lesson.
Stage 2 – modelling the game
• Shuffle the cards and then deal two to both yourself and a stronger student. Put the remainder in a pile face down on the table. Make a point of
not showing your cards to the other student and indicate that she/he is not
to show you her/his cards.
The two of you should now show your cards to the rest of the students.
Ask them if the cards are ‘the same’ or ‘not the same’. If either of you has
a matching pair, show the class and name the item. Then place the cards
on the table and pick up two more cards from the pile.
• Show your cards to the rest of the students and ask them to name the two
items. Ask the other player, "Can I have a cake, please?" and indicate that
the students are to check the other player’s cards.
If she/he has it, she/he must hand it over. Show your cards to the group,
indicating the pair and say, "Very good". Put them on the table.
If she/he doesn’t have it, elicit the reply, ‘Sorry, no cake’ and pick up a
card from the pile. Show your cards to the class and ask if they are ‘the
same’. If they aren’t, look disappointed and say, "No good".
• The other player asks you for a card to make a pair. Elicit the request,
‘Can I have a banana, please?’ and the replies, ‘Here you are’ or ‘Sorry,
no banana’ as appropriate. If you don’t have the item, she/he takes another card from the pile. The player shows her/his cards to the other students
and if she/he has a pair, puts those cards together on the table.
Stage 3 – playing the game
• Take back all the cards, shuffle them and deal out two to each student.
Ask the students if they have two cards which are ‘the same’. Invite the
student who modelled the game with you to ask the person to her/his left
for a card. Follow the steps, each time asking the person to the left.
• Continue until all the cards in the pile have been picked up. The person
with the most pairs is the winner.

Note – use every chance to
introduce contextual social language, such as making (and
replying to) requests and polite
expressions (please, thank you,
excuse me, sorry etc).
They then become a normal
part of classroom interaction
without always having to be
taught explicitly.

Note – the reply, ‘Sorry, I don’t
have a cake’ is preferable.
However, it may be beyond
the abilities of the group and
the game itself contains a considerable language challenge
for beginner ESL learners. As
they develop, the learners will
use more sophisticated language in classroom activities.

Note – games like this are a
fun, interactive and effective
way of reviewing vocabulary
and practising social language.
The first few times a group
plays, you will need to monitor
closely as learners will need
reminding about aspects of
the game.

Variation
Make the game theme-based by selecting pictures related to one category only.
Include both pictures and word flashcards to develop word recognition skills – use the blank sheet of
flashcards on page 30.
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Scan and circle – how many?
Class organisation
Individual.
Pair work.

Focus

Time
30 minutes.

Preparation
Class set of Worksheet A,
cut in half.

Aims
To develop scan reading and word recognition skills.
To read down columns systematically from left to right.
To count word occurrences in text and enter this number in a box.
Procedure
Stage 1 – review
• Gather the students around a table. Spread out picture flashcards of the
items contained in Worksheet A. Review the words by saying them and
asking the students to identify the items.
• Spread the matching word flashcards out on the table and ask the class to
match the words to the pictures, saying the words aloud.
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Stage 2 – modelling
• Choose six or seven of the words just practised and write them on the
board, replicating the layout of Worksheet A and writing one word two or
three times. Point to the word in the top left corner (e.g. ‘coffee’) and ask
the class to say what it is. Write ‘coffee’ at the bottom of the board.
• Ask the class if they can see ‘coffee’ anywhere else on the board. Circle
the words as the students point to them.
• Ask the class how many times they can see the word ‘coffee’, including
the one in the top left corner. Write ‘How many?’ above ‘coffee’. Count
the circled words and say, "Three". Write ‘3’ after the word ‘coffee’ at the
bottom of the board.

Materials – make the worksheet using words that the
learners can say and recognise,
both aurally and in writing.

Note – if you are working in a
centre which doesn’t have a
board, use A3 or flipchart
sheets.

Stage 3 – reading
• Distribute the top sections of Worksheet A, one per person. Hold up a
copy and ask the class to read the first row of words. Then point to the
box at the bottom and ask them to read those words. Indicate that what
they did on the board is what they are to do with the worksheet.
• Monitor, giving help where needed.
• Put the students into pairs as they finish. Ask them to check each other’s
work and agree how many times the word ‘bread’ occurs.
• Give the students the bottom half of Worksheet A to read and again ask
them to check in pairs.

Variation
The activity can be varied to both reduce and increase the level of challenge and it is extremely useful for
tutors working with multi-level groups:
• Worksheet C can be used with learners at the start of their development – use the learners’ names as
the focus of the reading.
• Worksheet D contains more words on the page and the writing is smaller with the words closer together. The task is more difficult as the learners are asked to scan for two words and the support of the circled word has been removed.
• Worksheet F contains more words again and the vocabulary in the three sections covers different themes.
It may not be necessary to cut the worksheet into sections, although this is still an option.
Worksheets B, C, E and G are included for tutors to design their own exercises.

Worksheet A

How many?
bread

apple

bread

bread

banana

orange

tea

bread

egg
How many? 1, 2, 3…
bread
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How many?
carrot

banana

pizza

cake

onion

carrot

cheese

carrot

butter
How many? 1, 2, 3…
carrot

How many?

Worksheet B

How many? 1, 2, 3…
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How many?

How many? 1, 2, 3…

Worksheet C

How many?

89

How many? 1, 2, 3…

Worksheet D

How many?
potato

tomato

butter

pear

cake

fish

pasta

tomato

chicken

pear

pear

tomato

pepper

pear

rice

How many? 1, 2, 3…
tomato

____

pear

____
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How many?
biscuit

banana

flour

sugar

tea

apple

flour

yoghurt

chilli

fish

fish

orange

cheese

fish

flour

How many? 1, 2, 3…
fish

____

flour

____

Worksheet E

How many?

How many? 1, 2, 3…
____
____
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How many?

How many? 1, 2, 3…
____
____

Worksheet F

How many?

garlic
bread

garlic

cheese

salt

coffee

onion

flour

yoghurt

chilli

garlic

fish

milk

chicken

garlic

carrot

How many? ____

How many?

fridge
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knife

spoon

fridge

wardrobe

cot

mirror

lamp

bed

sofa

fridge

fridge

glass

plate

fridge

fork

How many? ____

How many?

rubber
pencil

marker

heater

notebook

bin

rubber

ruler

bag

folder

window

table

rubber

chair

rubber

door

How many? ____

How many?

Worksheet G

How many? ____

How many?
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How many? ____

How many?

How many? ____

Samples of students’ work
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Money – reading, writing
Class organisation
Whole class.
Individual.

Focus

Time
20-40 minutes.

Preparation
Class set of Worksheet A.
Bring in items which have
price stickers on them.

Aims
To read and write numbers as money.
Procedure
Stage 1 – introducing prices
• Elicit how much the students know about reading and saying prices. Hold
up one of the items with a price sticker on, draw attention to the sticker
and ask, "How much is a notebook?" Use items which the students are
familiar with.
• Write the ‘€’ symbol in the top left corner of the board. Write the ‘c’ symbol at the top in the centre.
• Write ‘10’ and ‘30’ in the centre of the board under the ‘c’. Elicit these
amounts as prices and write the cent symbol after them.
• Write ‘1’ and ‘2’ in a column under the ‘€’. Point to the ‘1’ and ask, "How
much is this?" Draw the euro symbol before it to make the link between
what the students told you and how it is written. Point to the ‘2’ and do
the same.
Stage 2 – modelling the activity
• Draw a line under ‘1’ and ‘10’ and ask, "How much is this?" Elicit ‘One
euro ten cent’ from the students and repeat with the second amount.
• Say both amounts clearly and then invite the class to say them by asking,
"How much?" Ask individual students to say the prices.
• On the right hand side of the board write the money amounts – €1.10,
€2.30. Draw attention to the euro symbol before the euro amount and the
point between the euro amount and the cents.
Stage 3 – reading and writing
• Distribute Worksheet A. Go through the first two examples with the
group indicating that they are the same as the work on the board.
• The students work through the worksheet on their own. Monitor, asking
students to read out the amounts in the right hand column. Provide
encouragement, and note any difficulties for further work.
Finish the activity by asking the students about the money they have in their
countries. Ask them to show you how they write the currency symbols.

N.B. For this activity learners
need to be familiar with numbers to 100.
Note – items with price stickers on them give a clear context to the idea of prices, making it relevant to the learners.

Note – people are required to
read money more often than
write it. For this reason, the
learners are not required to
write the ‘€’ symbol in this
activity. However, for learners
who can take an extra challenge at this stage, make a
worksheet that calls on the
learners to write the symbol
too.

Note – inviting the learners to
talk about the currencies in
their own countries brings an
intercultural aspect to the class.
It also allows the learners to
contribute to the topic in a
meaningful way and shows
your interest in their countries.

Extension
In a mixed level group, learners will complete Worksheet A at different times. As the learners finish, put
them into pairs, and give them a good number of coins and also a copy of Worksheet B each.
The learners take it in turns to choose a selection of the coins and calculate the amount, which they then
dictate for their partner to write down.
Instead of pair work, this activity can be done as a whole class activity.
Worksheet B can also be used for money amounts which contain ‘0’ – e.g. €0.99 and €1.05.

95

Worksheet A

€

c

1

10

€1.10

2

30

€2.30

3

15

€_____

4

20

€_____

5

50

€_____

6

25

€_____

7

85

€_____

8

99

€_____

9

75

€_____

10

32

€_____

11

50

€_____

12

95

€_____
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Worksheet B

€

c

_____

_____

€_____

_____

_____

€_____

_____

_____

€_____

_____

_____

€_____

_____

_____

€_____

_____

_____

€_____
97

_____

_____

€_____

_____

_____

€_____

_____

_____

€_____

_____

_____

€_____

_____

_____

€_____

_____

_____

€_____

Money dictations
Class organisation
Whole class.
Pair work.

Focus

Time
20-40 minutes.

Preparation
Copy and cut up flashcards.
Class set of Worksheets A-D.

Aims
To practise speaking, reading and writing skills around prices.
To develop the ability of learners to find and keep their places on a page, and to record information in the appropriate place.
To increase learners’ confidence through communicating and exchanging information.
Procedure
Stage 1 – review
• Use the flashcards to quickly review how to say prices. Draw attention to
saying ‘euro’ and ‘cent’ and point out that both are optional.
• Review writing money amounts by calling out three or four prices that the
students have to write down. After writing them down on a page, the students take turns to write them on the board as a way of checking.
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Stage 2 – modelling
• Hold up Worksheet A to the group and point to the prices. Holding up
Worksheet B, show the lines where the prices have to be written in. Give
Worksheet A to a confident student. Ask, "What’s number 1, please?" and
write down the amount in the appropriate place on Worksheet B. Show
this to the group.
Stage 3 – pair work
• Put the students into pairs. Hand out Worksheets A and B to the pairs and
tell them that they are not to look at each other’s sheets. Instruct student
B to ask student A, ‘What is number 1, please?’
• Monitor. Note any difficulties that can be dealt with after the activity. As
each pair finishes, ask the students to check with their partners.
• Hand out a copy of Worksheet C and D to each pair. Ask student B to dictate from Worksheet C.
Multi-level groups
For pairs who finish quickly, the activity can be extended quite simply. Give
both students a copy of Worksheet B. The students think of ten prices and
write them in the blank spaces. They then dictate the prices to their partners.
For stronger students again, ask them to write the name of a food item next
to each price.

Note – learners often like
writing on the board. Use this
as a way of changing the routine and having fun.

Note – learners may still be
having difficulty with:
• Forming the numbers.
• The euro symbol.
• Writing the price correctly.
• Distinguishing between
numbers such as 15 and
50.
• Asking for repetition or
clarification.

Allow students to keep a copy of each Worksheet A and C. Encourage them
to read the prices to themselves and to copy the prices out beside the printed
original. This is a good homework task.

Variation
If the class is not familiar with pair work activities, it may be better for learners to take it in turns to dictate
prices to the rest of the group – see the activity ‘What is your name?’ on page 53.
When the class is familiar with the activity, it can be adapted to practise:
• Amounts to 99c.
• Amounts containing ‘0’, such as €1.09 (and which is said ‘one oh nine’).
• Letters of the alphabet using simple three letter combinations.
• The time.

€4.99

€0.60

€0.50

€1.39

€1.49

€0.65

€2.55

€0.15

99

100

€0.13

€0.30

€1.20

€0.40

€7.50

€3.15

€0.35

€0.25

€5.12

€0.44

€10.45

€1.99

€1.65

€0.85

€1.95

€11.98

101

Worksheet A

102

1.

€4.00

2.

€4.99

3.

€0.60

4.

€0.50

5.

€1.39

6.

€1.49

7.

€0.65

8.

€2.55

9.

€0.15

10. €0.13

Worksheet B

1.

€_______

2.

€_______

3.

€_______

4.

€_______

5.

€_______

6.

€_______

7.

€_______

8.

€_______

9.

€_______

10. €_______
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Worksheet C

11. €0.30
12. €1.20
13. €0.40
14. €7.50

104

15. €3.15
16. €0.35
17. €0.25
18. €5.12
19. €0.44
20. €10.45

Worksheet D

11. €_______
12. €_______
13. €_______
14. €_______
15. €_______
16. €_______
17. €_______
18. €_______
19. €_______
20. €_______
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How much is …?
Class organisation
Whole class.
Pair work.

Focus

Time
20-40 minutes.

Preparation
Familiarity with reading and saying
prices. Class set of Worksheets A1
and B1 – see ‘Comments’.

Aims
To practise speaking, reading and writing on food, drink and prices.
To ask for information and listen for a suitable response.
To develop the ability of learners to find and keep their places on a page, and to record
information in the appropriate place.
To develop scan reading skills – finding relevant information on a page.
To build learners’ confidence through communicating and exchanging information.

Procedure
Stage 1 – review
• Review vocabulary of food and drink from a previous class using pictures.
Ask the students to spell out some of the words and write them down the
left side of the board – see ‘Comments’ section.
• Review writing and saying prices. Use the flashcards on pages 99-101
and ask students to write prices on the board that their classmates call out.
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N.B. The activity assumes that
the learners are already familiar with how to say prices.

Stage 2 – introducing target language
• Write a realistic price to the right of each food and drink word on the
board. Point to the first word and say, "Rice is €1.10" for example. Say
this clearly three or four times before asking the class to say it with you.
Ask the students to give similar sentences for the other words.
• Remove the prices. Elicit the question that they should ask to find out the
price – i.e. ‘How much is ___?’ Invite individual students to ask the question for each food and drink word.
• Ask the class how much each food item is and write the price they agree
on the board. Put your hand over the first price and elicit from one student the question ‘How much is rice?’ Lift your hand to reveal the price
and elicit the answer ‘Rice is _____’. Repeat with the other words to
practise the target language.
Stage 3 – modelling
• Put the students into pairs. Hand out Worksheets A1 and B1 to each pair
telling them that they are not to look at each other’s sheets. Draw students’ attention to the top part of their sheets and ask what food and drink
words they have. Do the same for the bottom half.
• Hold up a worksheet, point to the first line and ask, "How much is ___?"
Direct the students to look at the bottom half of their worksheets to find
the food item and the price. Encourage them to read out the price and
show them that you are writing the price in the space.
Stage 4 – pair work
• Instruct each student A to ask the question ‘How much is ___?’ for the first
food item at the top of the page. Monitor, making sure everyone understands the task and note any difficulties.
• When student A has the prices for her/his three food items, instruct student B to ask the question.
• As each pair finishes, ask the students to check with their partners.

Note – pair work activities are
excellent for developing learners’ confidence around communication. Learners at this
level, however, may not be
familiar with the approach and
may require constant monitoring and prompting.

Multi-level groups
For pairs who finish quickly, the worksheet can be used to extend the activity into a pair dictation. Ask student B to turn her/his worksheet over. Student
A now dictates the six short sentences for student B to write down.
If you are working with blank paper, use a ruler to draw in feint lines to show
the students where they are to write.

Encourage students to read the sentences to themselves and to write them out
beside the printed original. This is a good homework task.

Comments
Using the structure ‘How much is ___ ?’ to ask about the price of food and drink items may seem simple
and straightforward. However, it is a deceptively complex area of language as it involves countable and
uncountable nouns. It is complicated further in that we buy certain kinds of food by weight (a kilo of
bananas) and on other occasions, depending which shop we are in, buy the same food as single item goods.
For our learners this is extremely challenging.
The worksheets provided anticipate these difficulties and have been designed accordingly:
• Worksheets A1 and B1 allow the pairs to practise using uncountable nouns only.
• Worksheets A2 and B2 allow practise using countable nouns which can be bought as single item goods.
• Worksheets A3 and B3 contain countable nouns that are normally bought by weight.
It is not suggested that the worksheets are only to be used in that order. It is important to work with the
language that the learners already have.
Nevertheless, the question ‘How much is a kilo of potatoes?’ is more challenging for the learners than ‘How
much is rice?’ and it may be appropriate to focus on the simpler question first to build confidence. In this
way, the activity can be revisited as a means of introducing new, more sophisticated, language elements.
Stage 1 – vocabulary review
Given the above, care needs to be taken when planning the lesson, especially concerning the food and drink
words that are written on the board at the beginning. For example, if you plan to use Worksheets A1 and
B1 which focus on uncountable nouns, the students could be confused if they first practise with single-item
goods. This could result in the students forming the question, ‘How much is a rice?’
Vocabulary extension
If appropriate, this activity lends itself to exploring the vocabulary of food packaging – e.g. a carton of milk,
a tin of peas, a bag of rice etc. However, be wary of imposing a heavy vocabulary load. It is better to work
with the language as it comes from the learners.
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Worksheet A1

€
Rice is €_______
Sugar is €_______
Milk is €_______
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Tea is €2.69
Pasta is €1.10
Bread is €1.15

Worksheet B1

€
Bread is €_______
Tea is €_______
Pasta is €_______
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Sugar is €0.99
Milk is €0.85
Rice is €1.25

Worksheet A2

€
A pizza is €_______
An apple is €_______
A cake is €_______
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A lemon is €0.25
A banana is €0.40
A sandwich is €2.55

Worksheet B2

€
A banana is €_______
A sandwich is €_______
A lemon is €_______
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A cake is €3.29
An apple is €0.35
A pizza is €2.99

Worksheet A3

€
A kilo of tomatoes is €_______
A kilo of onions is €_______
A kilo of carrots is €_______
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A kilo of potatoes is €1.30
A kilo of oranges is €3.99
A kilo of grapes is €4.10

Worksheet B3

€
A kilo of grapes is €_______
A kilo of potatoes is €_______
A kilo of oranges is €_______
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A kilo of onions is €1.20
A kilo of tomatoes is €1.90
A kilo of carrots is €1.49

Parts of the body
Class organisation
Whole class.

Focus

Time
20-40 minutes.

Preparation
Two sets of letter flashcards
(see page 33) and one set of word
flashcards for parts of the body.

Aims
To learn the vocabulary of parts of the body.
To use knowledge of sound-symbol correspondence to spell out words.
To recognise the written form of words for parts of the body.
Procedure
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Stage 1 – introducing vocabulary
• Ask the class to name parts of the body. Concentrate on groups of words
(three or four at a time) which relate to the same area of the body – e.g.
arm, shoulder, elbow and hand all relate to arm.
• Providing that her/his pronunciation is correct, use the student who introduced the vocabulary item as the model for pronunciation practice. Ask
her/him to say the word three or four times, while touching the part of the
body. Invite the class to say the word together and, after repeating it two
or three times, ask individual students to say it. Do the same for the other
two or three words in the ‘group’.
• Still focusing on the same three or four words, point to the relevant part
of the body and ask, "What is this?" Address the question to the class as
a whole and then direct it to individual students.
• Repeat the above procedure to introduce other groups of words which
relate to the same area of the body.
Stage 2 – speaking and listening
• Introduce the verb ‘to touch’ and give simple instructions – e.g. ‘Touch
your nose’, ‘Touch your stomach’ and so on.
• Invite individual students to give instructions to the rest of the class – first
to the whole group and then specifically to different people.
• Introduce the concept of left and right, and encourage the students to give
more detailed instructions – e.g. ‘Touch your left hand’, ‘Touch your right
shoulder’ and so on.
Stage 3 – developing sound-symbol correspondence
• Gather the students around a table. Ask one of them, "What is this?" indicating a part of the body.
• After the student has identified (i.e. said) the word, give her/him the letter flashcards that make up the word and ask her/him to spell it.
• As she/he is rearranging the letter flashcards, repeat the word two or three
times. This encourages the student to make the connection between the
sound of the word and the letters.
• Ask other students to do the same and give repeated practice in this
process of spelling out different parts of the body.
• Spread out the word flashcards on the table. Invite the students to check
their work against the correct spelling.
Stage 4 – developing word recognition skills
• Take in all the letter flashcards. Call out a word. Ask students to read the
word flashcards to identify the word and then indicate the relevant part of
the body.

Note – an ideal time to focus
on this lexical area is when
learners are trying to explain
that they didn’t come to class
due to illness or because they
went to the doctor. Not only is
the context clear, but you are
helping the learners with an
immediate language need.

N.B. There are 18 word flashcards for parts of the body. It
is recommended that the
vocabulary is introduced and
practised over two or three
classes.

Note – this activity builds on
the learners’ growing knowledge of sound-symbol correspondence and introduces
them to the idea of spelling
out words using phonic awareness. With help most learners
quickly learn to identify the
first and last (combination of)
letters, thereby encouraging
them to develop this important skill.
The letter flashcards are an
excellent resource for helping
the learners to gain confidence
in spelling out words.

head

ear

eye

hair

nose

mouth

neck

chest

stomach

back
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arm

shoulder

elbow

hand

leg

knee

ankle

foot

left

right

Labelling the body
Class organisation
Whole class.

Focus

Time
30-45 minutes.

Preparation
Set of cut up flashcards and
word tabs for parts of the body.
One copy of page of word tabs.
A3 copy of the picture of the body.

Aims
To review and practise the vocabulary of parts of the body.
To reinforce and develop word recognition skills.
Procedure
Stage 1 – vocabulary review
• Give the class simple instructions such as, ‘Touch your left ear’, ‘Touch
your right knee’ and so on.
• Organise the class so that the students are all sitting with their backs to the
person on their left – i.e. the students should all be facing the same direction. Whisper an instruction (e.g. ‘Touch your neck’) to the first person
in the chain. She/he whispers it to the second person, the second to the
third and so on. The last person in the chain receives and then carries out
the instruction.
Stage 2 – developing word recognition
• Gather the students around a table and spread out the word flashcards
introduced in the previous class. Invite one student to indicate a part of
the body and a second student to name the word and then find it on the
table. This student then indicates a part of the body for another student to
name and so on.
• Take in the word flashcards. Shuffle the word tabs for parts of the body
and put them in a pile. Put the picture of the body on the table. Turn over
the first word tab in the pile, ask a student to read the word and put it on
the picture in the correct place.
Stage 3 – bingo
• Shuffle the word tabs and deal them out among the students. Using the
‘master sheet’ call out parts of the body. The students listen and read the
words that they have. If they have the body part that has been called out,
they place it on the the picture of the body.
• The first person to play all their ‘cards’ is the winner and becomes the
caller. After two or three games invite the caller to say ‘Do you have the
___?’ when reading out each word.
Stage 4 – labelling the picture
• With the picture of the body correctly labelled, ask two students to look
away from the table or close their eyes. Invite the rest of the class to mix
up the word tabs on the picture.
• Invite the two students to work together to read the word tabs and put
them in the correct place. Repeat the process with other pairs.

Note – commonly known as
‘Chinese whispers’, this activity
provides excellent practice in
clarifying strategies – ‘I don’t
understand’, ‘Can you repeat
that please?’ etc.
Note – although learners may
become comfortable with the
concept of left and right quite
quickly, they might have difficulties seeing it from another
person’s perspective. This
could cause confusion when
they begin to label the picture.

Note – when they are calling
out the words, learners have a
tendency to read them a line
at a time. Encourage the
learners to read the words randomly and to tick the words
they have called out to avoid
repetition.

Extension
Ask the learners to use BLU TACK™ to attach the word tabs to the picture and to put the picture on the
wall. It can then be used for further word recognition work in subsequent classes.
The correctly labelled picture can also be used as a model – distribute A4 copies of the picture (one per
learner) and ask the class to write the words in the correct positions. Make extra copies of the picture as
learners are often unhappy with their first attempts.
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Word tabs – parts of the body

left
ankle

right
ear

hair

right
leg

right
ankle

left
elbow

left
hand

mouth

left
arm

right
elbow

right
hand

neck

right
arm

left
eye

head

nose

back

right
eye

left
knee

left
shoulder

chest

left
foot

right
knee

right
shoulder

left
ear

right
foot

left
leg

stomach
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Teachers’ Notes
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Model activities
In this section you will find:
Activities that serve as templates for creating
further materials
Whole class collaboration projects that produce
class posters, journals and magazines
Suggestions for developing activities based on
learners’ language experience
Ideas for using photographs of environmental
print to explore language and literacy
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In the house
Class organisation
Individual. Pairs.
Whole class.

Focus

Time
Variable.
See ‘Comments’

Preparation
See below.

Aims
To learn the vocabulary of rooms in the house, furniture and other household items.
To talk about location in a house.
To practise question forms for location.
Procedure
Pre-class preparation
Make one A3 copy and a class set of A4 copies of the picture of the house.
Make a class set of copies of Sheet 1 – word tabs, and Worksheet A.
Photocopy the page of blank flashcards on page 30. Bring flashcards of the
TM
students’ names to class, and also BLU-TACK and a few pairs of scissors.
Stage 1 – introducing vocabulary
• Show the A3 copy of the house to the group and elicit any words the students already know to talk about the picture.
• Write the names of the rooms on flashcards and spend some time practising word recognition. Ask the students to place these flashcards in the
corresponding rooms on the A3 picture.
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Stage 2 – labelling the house
• Distribute the A4 copies of the house and Sheet 1 – word tabs, one of each
per student. Hold up the house picture and the word tabs and tell the students to cut out the names of the rooms and stick them with BLUTM
TACK in the correct places on the picture. Model this activity for the
class if necessary.
• Monitor. If students need to reconsider their decisions, encourage them to
check their work by comparing it with the A3 sheet.
Stage 3 – speaking and labelling
• Ask the students to remove the room names from all the pictures of the
house. Gather the group around a table and place the flashcards with the
students’ names beside the A3 picture.
• Call out sentences locating students in different rooms – e.g. "Mariam is
in the kitchen". The students find their name cards and place them on the
corresponding rooms in the picture.
• When all of the students’ names are in the house, do some oral practice of
‘where’ and ‘who’ questions:
"Where is Mariam?" – "(Mariam is) in the kitchen".
"Who is in the kitchen?" – "Mariam (is in the kitchen)".
Stage 4 – introducing names
• Elicit Irish names that the students know. Write the names from
Worksheet A on the board and ask the group if Jack/Sarah is a man or
woman. Write the names on flashcards and do some brief word recognition work.

Note – see ‘What is this? –
the object’ and ‘What is
this? – the picture’ on pages
80 and 81 for ideas on presenting new vocabulary. See
‘What is this? – the word’
on page 82 for ideas on presenting new sight words.
See also the images of
household items in the
‘Picture pack’ on page 208.

Note – you may prefer to cut
out the word tabs in advance of
the lesson. This allows the room
and name tabs to be introduced
separately and reduces the
amount of paper and words
that the learners have to deal
with at any one time.
Note – the word tab sheet
offers a pool of vocabulary for
names of rooms. It is up to the
tutor to decide which (and
how many) of these vocabulary items to introduce, taking
account of what the learners
know, what is appropriate to
their situation and what they
ask about.
Sheet 2 of the word tabs contains vocabulary related to
household objects and ties in
with Worksheets E, F and G. In
both sheets there are blank
tab cards for you to write in
your own words.

Stage 5 – reading and labelling
• Distribute Worksheet A. Allow students time to look at it then ask simple
questions – e.g. "Which sentence has kitchen/bathroom?" to elicit the
answer ‘Number 1/4’; and "Which sentence has John/Emma?" to elicit
‘Number 1/8’.
• Draw the students’ attention to the names at the bottom of (the now cut
up) Sheet 1 – word tabs. Tell the group that they are to cut out the names
and attach them to the rooms according to the sentences in Worksheet A.
The students work with their own A4-sized copy of the house. Model the
first sentence if necessary.
• Monitor, giving help when asked. As students finish, put them into pairs
to check.
Multi-level classes
In classes containing groups of mixed levels, the students will finish at different times. Ask the stronger students to make large flashcards of the names
and affix them to the A3 sheet.
For students who are very quick to finish ask them to turn Worksheet A face
down. Looking only at the picture with the name tabs on it, the students write
out what they see – so recreating the sentences on the worksheet.

Note – it is important to allow
learners time to familiarise
themselves with new text. A
simple scanning activity where
the tutor asks learners to say
which sentences contain
known words is useful, quick
and easy.
Note – the approach outlined
for Worksheet A can be used
with Worksheet E and Sheet 2
– word tabs to introduce and
practise household items.

Variation and extension
Worksheets A and E
Put the learners into pairs and give only one learner in each pair a copy of the worksheet. This creates an
information gap so facilitating communication:
• Student A reads the sentences on the worksheet to Student B. Working with the word tabs, Student B
finds the key words and fixes them to the rooms in the picture. Discarding the worksheet, Student A
looks at the picture and makes sentences which Student B writes down.
Worksheets B-D, F and G
After working through the above procedure, Worksheets B-G can be used in subsequent classes.
N.B. Worksheets B, C and D refer back to Worksheet A.
Worksheets F and G refer back to Worksheet E.
As the worksheets focus on different question forms, they are suitable for mixed level classes. A suggested
procedure for each sheet is as follows:
• Having labelled the picture according to the information on Worksheet A (or Worksheet E), review the
question form orally. Refer the learners to either the picture or the worksheet for the answers.
• Distribute the worksheet. Check that the learners can read and understand the questions and know
where to write their answers.
• Monitor, noting difficulties and helping where necessary.
• As the learners finish, put them into pairs and ask them to check what they have written. This can be
achieved by the learners simply comparing or by the learners asking and answering the questions on the
worksheet.
The worksheets can also be used to focus more on developing communication skills:
• In pairs, Student A dictates the questions on one of the worksheets for Student B to write down. Student
B then reads the questions back to Student A who answers them by referring to the picture of the completed house.
This idea lends itself to learning the following vocabulary items and where they are normally located:
• Food and drink items – in the fridge, in the press, in the supermarket.
• Clothes – wardrobe, drawers, shop departments.

Comments
Timing
It may be appropriate to work on only one or two worksheets in any session. This will be dictated by the
needs and capabilities of the learners in the class.
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Sheet 1 – word tabs

attic

garage

study

bathroom

garden

toilet

bedroom

hall

TV room

dining room

kitchen

landing

lounge

living room

sitting room

stairs
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Adam

Emma

Sarah

Ciara

Jack

Sean

Conor

Mary

Sheet 2 – word tabs
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armchair

cushion

pot

bed

fork

press

bin

fridge

rug

blanket

glass

sheet

bowl

heater

shelf

brush

hoover

sofa

buggy

kettle

spoon

CD player

knife

table

chair

ladder

telephone

computer

lamp

television

cooker

mattress

tool box

cot

mirror

towel

cup

pillow

cupboard

plate

Worksheet A

1.

Jack is in the kitchen.

2.

Sarah is in the bedroom.

3.

Sean is in the study.

4.

Mary is in the bathroom.

5.

Conor is in the attic.
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6.

Ciara is in the TV room.

7.

Adam is in the toilet.

8.

Emma is in the garage.

Worksheet B

Yes or no
1.

Is Jack in the kitchen?

______
yes

2.

Is Sarah in the garage?

______

3.

Is Sean in the toilet?

______

4.

Is Mary in the attic?

______

5.

Is Conor in the study?

______

6.

Is Ciara in the TV room?

______

7.

Is Adam in the bedroom?

______

8.

Is Emma in the bathroom?

______
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Worksheet C

Where
1.

Where is Jack?

_______________
in the kitchen

2.

Where is Sarah?

_______________

3.

Where is Sean?

_______________

4.

Where is Mary?

_______________

5.

Where is Conor?

_______________
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6.

Where is Ciara?

_______________

7.

Where is Adam?

_______________

8.

Where is Emma?

_______________

Worksheet D

Who
1.

Who is in the attic?

________
Jack

2.

Who is in the garage?

________

3.

Who is in the toilet?

________

4.

Who is in the kitchen?

________

5.

Who is in the study?

________

6.

Who is in the TV room?

________

7.

Who is in the bedroom?

________

8.

Who is in the bathroom?

________
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Worksheet E

1.

The table is in the kitchen.

2.

The lamp is in the bedroom.

3.

The computer is in the study.

4.

The mirror is in the bathroom.

5.

The car is in the garage.
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6.

The sofa is in the TV room.

7.

The towel is in the toilet.

8.

The ladder is in the garage.

Worksheet F

Yes or no
1.

Is the table in the kitchen?

_____
yes

2.

Is the lamp in the bedroom?

_____

3.

Is the computer in the bathroom? _____

4.

Is the mirror in the study?

_____

5.

Is the car in the garage?

_____

6.

Is the sofa in the attic?

_____

7.

Is the towel in the toilet?

_____

8.

Is the ladder in the TV room?

_____
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Worksheet G

Where
1.

Where is the table?

_____________
in the kitchen

2.

Where is the lamp?

_____________

3.

Where is the computer?

_____________

4.

Where is the mirror?

_____________

5.

Where is the car?

_____________
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6.

Where is the sofa?

_____________

7.

Where is the towel?

_____________

8.

Where is the ladder?

_____________

Class weather journal
Class organisation
Whole class.
Individual.

Focus

Time
15-30 minutes
in every class.

Preparation
A4 sheets of paper and
BLU-TACK .
TM

Aims
To learn to talk about the weather.
To encourage learners to observe and comment on what is around them.
To record observations in a systematic way.
N.B. Asking the students to record the day and date in their notebooks or
class worksheets everyday is good preparation for this activity. It also provides them with a way to order and reference their handouts.

Procedure for day one
Stage 1 – introducing weather vocabulary
• Taking the day’s weather as a starting point, ask the class if they are cold
or warm, and if they like the rain, wind or sun. Supply vocabulary as necessary and elicit short sentences – e.g. ‘Today is very cold’, ‘Today is a bit
cold’ or ‘It is cold’. Repeat the sentences with the whole group and then
ask individual students.
Stage 2 – practising the date
• Refer to the day and date on the board and elicit the simple sentence,
‘Today is Monday, 01.03.04’. Elicit from the students their observations
about the weather and drill both sentences first as a group and then individually.
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Stage 3 – reading and speaking
• Write the two sentences on the board. Read them out tracing along underneath with your finger. Ask the students to read it with you, first together and then individually. Invite students to come to the board and read the
sentences tracing with their fingers or a board marker. If they are reluctant to do this in front of the group, allow them to make their contributions
from their seats.
• Write out the sentences on strips of paper. Give them to a student to read
out and then pass on to the next student.
Stage 4 – reading
• Take the strips of paper and cut the sentences into phrases. Invite the students to put the phrases together in order to make the two complete sentences. Ask the students to read them out as they finish.
• Cut the phrases into single words and again ask the students to put them
together to construct the two sentences.
Stage 5 – writing
• Ask the students to write the two sentences into their notebooks or on
headline paper – see the blank sheet of headline paper on page 52.

Note – in order to familiarise
learners with the topic of
weather, refer to the weather
in conversation for a few lessons before writing the comments down.

Note – allow the learners to
say the date in the way they
know. This could simply be by
number – oh one, oh three,
oh four (01.03.04). You can
come back to learning other
ways of saying the date in the
future.
Note – encourage learners to
make comments to go with
the weather description. For
example, the comments could
be about someone who likes
the type of weather; the weather in their countries at the time
of year; someone who is happy
for some reason; or someone
who is sick and so on.

Note – see ‘Using learners’
language experience’ on
page 176 for an approach to
reading and writing.

Procedure for future classes
Making a weather wall
Each day as the students write the sentences into their notebooks, ask one
person to copy the sentences in large writing onto an A4 sheet. Encourage
the students to use colours, drawings and effects, or pictures and symbols
from magazines. Then put the ‘poster’ on the wall. Spread this daily task
around according to the willingness of the students.

Note – always have a pack of
colour pencils, markers, rubbers, scissors and so on available to encourage learners to
explore different ways of making text.

Display the posters on the wall so that they are lined up one beside the other
according to the week or month – see ‘Comments’ section. The following
week or month can then be lined up below this. Pictures, symbols, new
weather words or other additions can be attached to the wall area as the students learn new words and ways to describe the weather.
Making a weather journal
In addition bring in a scrap book and stick in the posters, one poster per page.
Ask the students to compile the journal. The book can be left in the class for
students to review as they wish.
Making longer texts
After about five ‘posters’ have been made, type them up together on one page
to create a longer text for students to read and work with.
• Distribute the worksheet containing the text. Hold up a copy, point to the
wall posters and indicate to the students that the weather reports have been
put together onto one page.
• Read out the text, asking the students to read with you. Invite students to
read parts of the text in turn. Continue with the reading activity until you
are confident that everyone has established the context and the meaning
of each sentence.
• Ask the class a series of questions that require them to scan the text for
key words. Questions such as the following are useful:
What day is 01.03.04/04.03.04/02.03.04?
What date is Monday/Friday/Wednesday?
What day is very cold/mild and sunny?

Note – putting short texts
(which the learners have
already worked on) together
to make a longer text is useful
consolidation and builds confidence. Learners at this level
enjoy reading longer texts, not
least because they provide a
welcome sense of achievement. They also allow for
some informal ‘self-assessment’ of progress.
Note – in the early stages of
their literacy development
learners will often read and
follow the words across the
page with their fingers. This
reinforces left-to-right directionality in a physical way and,
by allowing learners to identify
each separate word, aids word
recognition.

Comments
Recording new information in a systematic way in every lesson is a useful skill to learn. This particular activity allows learners to meet new vocabulary as it arises while consolidating what they have learnt in preceding lessons.
Weather wall
If it is not possible to leave your learners’ work on the walls of the classroom, affix the ‘posters’ to A3 or
flipchart sheets and bring these with you to the next class.
Exploiting the longer texts
Use the longer text as the basis for appropriate exercises. Clip art is a useful and accessible source of images
when making up your own worksheets.
See page 137 for a cloze test and vocabulary exercises.
See also ‘Using learners’ language experience’ on page 176 for ideas.
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Samples of work
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56 year-old Ethiop
ian man. In
Ireland 6 weeks
at start of
course. Speaks
Oromo and
Arabic. No form
al education.
Learnt to read an
d write Oromo
(Roman script)
as an adult.
Could not converse
. Spelt phonetically in Eng
lish, copied
inaccurately.

Samples of students’ work
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Word search
Class organisation
Individual.
Pairs.

Focus

Time
5-15 minutes.

Preparation
Class set of Worksheets
A or B. Colour markers
or pencils.

Aims
To develop scanning skills.
To reinforce recognition of key vocabulary items.
Procedure for Worksheet A
Stage 1 – modelling
• Write the example from Worksheet A (number 0) on the board. Ask the
students to find the word ‘name’ in the string of letters. Allow them to
come to the board and point to or underline ‘name’. Invite a student to
circle the word with a marker of a different colour to that of the letters.
• Write new strings of letters on the board, each one including a word the
students know. Invite each student to find and circle a word on the board.
• Leave only the original example from the worksheet on the board.
Stage 2 – reading
• Distribute Worksheet A, one per student. Hold up a copy of the worksheet
and draw attention to the example and the word ‘name’. Quickly check
to make sure that everyone has located the example and point out that this
is the same as on the board.
• Ask the class to find the word ‘name’ in the string of letters and to circle it.
• Monitor, checking that everyone understands the task. As you monitor,
ask the students to work through the rest of Worksheet A.
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Note – Worksheet A is suitable for learners who are very
new to the Roman script or to
literacy. Worksheet B requires
more familiarity with the script
and some scanning skills.

Note – use this activity when
the learners are familiar with
the sound, meaning and written forms of the words. It is
also a good idea to select the
words according to theme.

Stage 3 – checking
• As students finish, put them into pairs and encourage them to check their
work with a partner – see ‘Comments’ section.

Variation
The level of complexity of the activity can be adjusted to meet the needs of the learners.
It can be simplified by:
• Embedding the key word in a string containing letters not in the word (example 0 on Worksheet A).
• Embedding the key word in a string containing letters of different shapes to those of the key word
(example 1).
It can be made more difficult by:
• Embedding the key word in a string containing only those letters in the key word itself (example 5).
• Removing the key word on the left and showing only the string of letters.

Procedure for Worksheet B
Stage 1 – instructions
• Distribute Worksheet B, one per student. Hold up a copy and draw attention to the key words in the top left corner. Ask individual students to read
the words.
• Draw attention to the grid and indicate that the first word in the list is in
the grid. Ask the class to find it and point out that it is circled.
Stage 2 – reading
• Focus on the second word in the list. Ask the class to find this word in the
grid. Monitor. When students find the word, ask them to circle it and then
place a tick after the word in the list – see ‘Comments’ section.
• Ask students to work on their own. Monitor, observing how the students
approach the task – see ‘Comments’ section.
Stage 3 – checking
• As the students finish, put them into pairs to compare and check their
work – see ‘Comments’ section.

Note – introduce the word
search in Worksheet B when
learners are familiar with the
idea of finding words embedded in a string of letters.

Note – in the word search on
Worksheet B, the words are
placed horizontally only. When
learners become familiar with
the activity it can be made
more challenging by positioning the hidden words vertically
as well as horizontally.

Comments
When to do a word search
Since learners at this level often have difficulty recognising words out of context, a word search such as this
will ideally be presented to learners after extensive work on a theme. This serves to reinforce the key vocabulary from that theme. The word list requires careful selection on the part of the tutor – what are the words
that learners can now use and recognise easily in conversation, and can recognise when written? To focus
learning, it is best to include only these known words and not new words.
Developing a methodical approach
Working down the list and ticking off words as they have been found presents an opportunity to experience
the usefulness of working in a methodical and systematic way. Similarly, watching how learners go about
scanning the grid to find the words provides an opportunity to introduce them to useful strategies for this
kind of reading.
It may be the case however, that some learners can work enjoyably and efficiently by scanning in a more
random way, given that the grid in this case is relatively small. Furthermore, be careful about trying to develop diverse study skills in the same session. It requires time and exposure to acquire methodical working
strategies but they are important underlying skills to be developed.
Checking work in pairs
Getting learners to check their work together serves several purposes:
• Learners learn how to compare two pieces of work. This skill requires a method – isolating the points for
comparison and systematically comparing the points one by one on two separate worksheets.
• Learners see that they can learn from each other. What they learn may or may not relate to the aim of
the lesson. Learners may see something they like on another learner’s sheet and be inspired to try it out
for themselves. In this activity, for example, it could be using different colours or styles of circling the
words in the grid. Being new to literacy, the learners should be encouraged to enjoy and experiment with
making their mark on paper.
• Learners can develop some autonomy by seeing that they don’t have to rely on the tutor for validation
of their work.
• Checking together provides an opportunity both for interaction in English as the common language, and
for discussing work. Politeness and positive criticism involve attitude and skills that will be beneficial
inside the classroom and beyond it.
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Worksheet A

0. name

fyosnametpih

1. name

lftnamedbht

2. first

rdkihfirstlmtph

3. family

mlyffmafamilyymfly

4. telephone

tlephtelephonemneone

5. address

draadssaddressessdress
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Worksheet B
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Making a word search
Class organisation
Whole group.
Individual. Pairs.

Focus

Time
30-40 minutes.

Preparation
Familiarity with word search
puzzles. Half class set of
Worksheet A. Word flashcards.
Colour markers or pencils.

Aims
To focus on accurate spelling.
To recognise known words within unfamiliar text.
Procedure
Pre-class preparation
Select about seven words which the students have just reviewed. Write the
words onto blank flashcards – see page 30. The words should be themebased.
Alternatively, bring blank flashcards to class. Elicit words from the class on
a theme that was recently covered and write the words on the flashcards.
Stage 1 – modelling the activity
• Draw a blank grid on the board – 10 rows by 10 columns.
• Pick up the first flashcard, show it and invite students to read it. Attach it
to the top of the board with BLU-TACKTM. Make a point of choosing a
random line in which to write the word in the grid, one letter per box.
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• Pick up a second flashcard and ask students to read it out for you. Then
place it below the first flashcard. The students may not yet understand
what you are doing but continue by inviting their suggestions for placing
the second word in the grid. It is important that the words are written in
a sequence that is different from that of the list at the top of the board.
Continue in this way until all of the key words are in the grid.
• Starting at the top left corner of the grid, fill in the blank squares by asking the students one by one around the class for a letter. Move onto the
second row and continue down the rows until there are no empty boxes.
Make it clear that these letters are fillers – surrounding the key words.
Ask the students every now and then to show you the key words.
• At the end of this you should have a list of word flashcards and a word
search puzzle ready to be completed.
• Call individual students to the board. Using a marker in a different colour
to the word search, invite each student to find and circle one of the words
in the grid. Ask them to tick off the words in the list at the same time.

Note – use the opportunity to
focus on spelling by asking the
learners to spell out each word
for you to write in the grid.
Make the process of creating
the word search as interactive
and transparent as possible.

Stage 2 – making word searches
• Hold up a blank grid and the seven flashcards and indicate that the students are to make their own word searches in the same way as they did on
the board. However, tell them that they have to put the words in different
places because they will be asking each other to do the puzzle afterwards.
• Put the students into pairs. Place the seven flashcards where everyone can
see them and give each pair a copy of Worksheet A. Monitor, checking
that everyone understands the task. Give help when requested and make
sure that the students do not think that they are to copy from the board.
• Find the time to make a word search yourself.
• When the students have finished, ask them to sign their worksheets. Take
in all the word searches.

Note – when asking the learners to make a word search it is
important that they:
• List the words that are in
the grid at the top of the
page.
• Spell the key words correctly
in the grid and on the list.
• Write individual letters
clearly.
• Write one letter per box.
• Start writing each word in a
position that allows enough
boxes to complete it.

Stage 3 – completing word searches
• Invite a student from each pair to take one of the word searches, which
they are to complete. If they pick out their own, ask them to put it back
and choose another. Invite students to use a colour to circle the words.
• Monitor, encouraging the students to tick the words in the list as they find
them in the grid, and to sign their names on the sheet when they complete
the puzzle. Point out where the students may have to look again if they
have made a mistake.
• When everyone has finished, the completed word searches are given back
to the people who made them for checking.
Put the word searches on the wall. Students can refer to them the next time
the class does the activity. They can also see different styles of writing and
marking on a page.

Variation
Because the learners design the word searches, the activity lends itself to several variations:
• Words beginning with the same letter, focussing on a phonic element.
• Difficult words.
• New words.
• Personally relevant words.

Comments
A learner-made word search is a very adaptable activity that lends itself to an impromptu review of new
vocabulary.
Once the learners know how to do it, the activity can encourage self-directed learning – the learners authenticate the word searches by selecting the words that they most need to work on.
Having an ‘audience’ – a fellow learner who will then complete the word search – gives a focus and purpose to the work and encourages learners to think about its presentation.
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Worksheet A
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Samples of students’ work
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Photo biographies
Class organisation
Whole class.
Individual.

Focus

Time
60-90 minutes.

Preparation
Class or individual photographs.
Large sheets of coloured paper.
BLU-TACK . Flashcards from
‘Filling in forms’ on page 58.
TM

Aims
To consolidate speaking, reading and writing work on giving personal information.
To build a longer text by referring to previously written shorter texts.
Procedure
Pre-class preparation
This activity reinforces work on asking about and giving personal information. It is a good idea for the class to have completed the activity ‘Filling in
forms’ on page 56.
It is important to ask the students if they are happy to be in a class photo and
to give them advance notice of when you are bringing in the camera.
Stage 1 – review
• Use the flashcards from the activity ‘Filling in forms’ on page 58 to
review personal information. Elicit questions from the flashcards (e.g. the
card ‘language’ prompts the question ‘What language do you speak?’) and
the appropriate replies. Initiate a question and answer chain around the
class, encouraging everyone to participate.
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Stage 2 – referencing previous work
• Ask the students to look through their folders to find relevant written
work. Direct them specifically to where they have already practised writing out complete sentences, such as ‘My family name is ___’ or ‘I like
judo’ and ask them to read out the sentences.
Stage 3 – speaking
• Gather the students around a table. Lay both the flashcards and the class
(or individual) photographs out on the table.
• Point to yourself in one of the photos. Indicate the flashcard for first name
and say, "My first name is ___". Then indicate the card for family name
and say, "My family name is ___". Continue in this way until you have
referred to 5 or 6 flashcards. Invite the students to do the same.
Stage 4 – writing
• Tell the students they are going to write what they said and then put the
writing on the wall beside the photos. Show them the large sheets of
coloured paper to be used as backing for the display. This encourages the
class to take pride in presenting work that will be on show.
• Distribute writing paper, either A4 or headline paper (see page 52).
Monitor, giving help as necessary and encouraging the students to refer to
previous work.
Stage 5 – creating a display
• When everyone is satisfied with their work, gather the group. Start laying out the photograph(s) and the writing on the large sheets of coloured
paper. Ask the students for their ideas and involve them in the process.
When the display is ready ask them to choose a suitable place on the classroom wall.

Note – learners like the fun of
having a class photograph
taken and are generally happy
to see themselves in a group
photograph on the wall, especially if the teacher is also in it.

Note – learners will probably
copy out sentences from previous work that they know is correct. Referring back, recognising
and copying correct versions are
useful skills to develop.

Note – since learners are
going to display their written
work in public, they should be
given the help and the time
necessary to do this in a way
they can be proud of.
Encourage them to rewrite
their work if they seem uneasy
about mistakes or untidiness.

Comments
Learners can achieve this level of guided free writing once they have worked on the individual sentences
both orally and in writing. For example, working on name, country, telephone and address, enables learners to write up a short text based on those sentences. Other information criteria can be focussed on and
subsequently added to the biography – e.g. age, languages, likes, occupation or e-mail.
The activities ‘What is your name?’ and ‘Filling in forms’ on pages 53 and 56 are useful starting points.
See also ‘Using the picture pack’ on page 25. Later, learners can give simple physical descriptions of
themselves. The language and literacy skills developed in all of these activities can be consolidated by writing up a short biography to accompany a photograph.
As the course progresses and learners increase their powers of expression, they can begin to make decisions
about how they present themselves. The biography can be revisited at different stages during the course
with different results each time.

Samples of students’ work
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Samples of students’ work

ali woman. In
23 year-old Som
at start of course.
Ireland 2 months
education. Could
1 year of formal
te her first name.
say "hello" and wri
of sound /symbol
Had little concept
d held the pen
correspondence an
attention span.
awkwardly. Short

20 year-old Congolese man. Sp
eaks
Kicongo and French. In Ire
land 5
months at start of course. 3 yea
rs of
formal education. Could not
communicate in English. Formed
letters
neatly, could write his name
, had
difficulty spelling in French.
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23 year-old Somali woman.
In
Ireland 2 months at start of
course.
1 year of formal education.
Could
say ‘hello’ and write her first
name.
Had little concept of sound/sy
mbol
correspondence.

stani man. In
39 year-old Paki
.
at start of course
Ireland 4 years
al ed u ca ti on ,
10 y ea rs of fo rm
u and numerate.
li te ra te in Urd
Knew
simply.
Communicated
and could spell
Roman alphabet
ically.
reasonably phonet

Class magazine
Class organisation
Whole class.

Focus

Time
Input over several
sessions.

Preparation
A selection of work
produced by learners.

Aims
To create work which generates pride and a sense of achievement in the learners.
To develop checking and editing skills.
To encourage the group to work together in planning and decision-making.
Procedure
Stage 1 – selecting work
• Introduce the idea of the class making a magazine. If possible, show an
example created by another group.
• Ask students to survey the work they have done and decide what they
would like to include in the magazine. Suggested examples are:
– Short biographies giving their names, nationalities, likes.
– Photo biographies – see page 146.
– Short texts describing their daily routines – see page 161.
– Photographs of a class activity or outing with captions.
– Descriptions of their houses or of rooms in their houses.
– Price/food/weather comparisons between Ireland and their countries.
– Names, addresses and business hours of local services.
– Advice for students who are new to either the school or the area.
– Recipes from their countries.
– Word search puzzles for other students to do – see page 142.
Students will want to submit what they feel is their best work. This ensures
a broad selection of articles and also that everyone is included. However,
there may be time and space constraints. In this case, tell the group that you
want them to discuss which types of articles they want to include and give
them a limit.

Note – learners like to see the
work of other classes. A magazine produced by another
group illustrates most clearly
what the learners will be
working towards and also provides ideas for the type of
work which can be included.
Note – it is easier for the
learners to review their work
and make selections if it is displayed on the wall or organised in folders.
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Note – if learners have access
to computers, they can type
up their own work.

Stage 2 – editing texts
• Take in the students’ texts and type them up without correcting them. In
the next class ask the students to read through the typed versions and correct any mistakes that they find.
• The students swap texts and check each other’s work. Put them into pairs
so that they can point out and discuss the changes they think need to be
made.
• Circulate the texts so that the whole group is effectively working together in the editing process.
• When everyone is happy with the articles, take them in to be typed up.
Leave in any remaining errors.

Note – a time period may
elapse between the original
creation of the texts and the
compilation of the magazine.
This can be a positive as it
allows the learners to see how
much they have improved
when they get to the editing
stage.

Stage 3 – designing the magazine
• Gather the students around a table and lay out blank sheets of A3 or A4
paper. Initiate the process of arranging the articles and photographs, and
invite the whole class to discuss and agree the best design.
• Ask the class to think of a name for the magazine and, if colour copying
is available, a key colour.
• The magazine can be put together simply in a Microsoft Word document,
or laid out on A3 or A4 sheets and photocopied.

Note – producing a class magazine gives the learners a real
sense of achievement. This can
be heightened by distributing
the magazines to other classes
or by making them available in
reception.

Sample of students’ work

150

What time … ?
Class organisation
Whole class. Pairs.
Individual.

Focus

Time
See ‘Comments’.

Preparation
Familiarity with reading and
saying the time. Class set of
worksheets. One set of picture
and word flashcards.

Aims
To learn the vocabulary of daily routines.
To practise giving times.
To learn to talk, read and write about personal routines.
Procedure for Worksheet A
Stage 1 – introducing vocabulary
• Cut out the picture flashcards and show them to the class. Elicit the words
to describe the actions – ‘get up’, ‘have breakfast’ and so on. Practise the
vocabulary for all of the pictures.
• Practise asking and answering the question, ‘What time do you ___?’ until
the students can ask and answer with some confidence. Encourage the
students to make full sentences – e.g. ‘I get up at 7 o’clock’.
• Distribute Worksheet A, one per student. Hold up a copy of the worksheet, point to the first picture and ask the students to identify it. Repeat
with the other pictures. Elicit the question for each picture – ‘What time
do you get up/have breakfast/come to school?’ and so on.
• Ask the students to write the times they do the activities opposite the pictures.
Stage 2 – speaking and reading
• Put the flashcards in a column on a table and gather the students round.
Point to the cards one at a time and ask different students, "What time do
you ___?" Encourage full sentences and write their responses on strips of
paper which are then placed beside the pictures.
• Focusing on one sentence at a time, read the sentences out with the group.
Use the sentences and the flashcards to practise word recognition. Ask the
students to:
– Match sentences with pictures.
– Find sentences read out by the teacher or other students.
– Sequence cut-up phrases into sentences – subject, action words and
time.
– Sequence cut-up words into sentences.
– Sequence the actions in chronological order.
– Find the action words for the question, ‘What do you do at ____?’
Stage 3 – writing
• Return to Worksheet A. Hold up a copy and count down the picture column. Ask one of the students, "What is number 4?" After identifying the
action, she/he is to ask the appropriate question (‘What time do you finish class?’) to another person in the class. Repeat around the room a number of times, encouraging full answers.
• Ask the students to write the action words (‘get up’, ‘have breakfast’) on
their worksheets, to the right of the times they wrote in previously.
Encourage them to check their writing by finding the words in the sentences on the strips of paper.

Note – knowing how to say
8.00 and 8.30 as eight o’clock
and eight thirty will be sufficient for this activity – see
‘Extension’ section.
Prompt the learners to say ‘at’
before the time.

Note – this is a simple sentence pattern and easy for
learners to grasp and use as a
model:
‘I’ + action words + time
The action words are the only
new element and the learners
need to become familiar with
them.

Note – see ‘Using learners’
language experience’ on
page 176 for more ideas on
developing learners’ reading
and writing skills. Also see
‘Class weather journal’ on
page 134.
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Procedure for Worksheet B
Stage 1 – review
• Use the picture flashcards to review the question form, ‘What time do you
___?’
• Gather the students around a table. Use the picture and word flashcards
to further practise and develop the students’ word recognition skills. See
‘What is this? – the word’ on page 82 for a suggested approach.
Stage 2 – reading
• Remove the picture flashcards. Arrange the word flashcards to form the
first question on Worksheet B (‘What time do you get up?’). Read out the
question two or three times and then ask the class to read with you. Invite
individual students to read the question.
• Remove the ‘get up’ flashcard from the question. Ask a student the second question on Worksheet B. She/he is to find the flashcard for the
action, put it into the question form and then read it out.
• Repeat this process with the other questions on Worksheet B.
Stage 3 – making questions and answers
• Take in all the flashcards. Call out a question from Worksheet B and give
the relevant flashcards, including the question mark, to a student. She/he
then arranges the flashcards into the correct sequence to form the question
– see ‘Comments’ section. Repeat this with the other questions on the
worksheet.
• Invite the students to make answers by using the flashcards in the same
way. Give the students blank flashcards. They then write the times at
which they do the actions onto the flashcards and add them to the sentences. This prepares them for Worksheet B.
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N.B. For this activity photocopy and cut up the blank
sheet of flashcards on page
30 four or five times. This is
mainly for the learners to create their own time flashcards
in stage 3. They can also be
used to write other action
words which the learners introduce – e.g. ‘catch the bus’,
‘have a shower’ and so on.
Note – laminate the word
flashcards for durability before
cutting them up.

Note – reading supports the
learners’ general language
development. Attentive reading focuses attention on the
words learners often omit or
confuse when speaking.

Stage 4 – writing
• Hand out a copy of Worksheet B, one per student. Familiarise the class
with it by asking them to read the questions for the sentence numbers you
call out. Alternatively, ask the class, "What sentence has ‘come to
class’?", "What sentence has ‘go to bed’?" and so on.
• Hold up a copy of the worksheet, indicating where the students are to
write their answers. Model the first sentence on the board if appropriate.
Monitor, giving help as necessary and encouraging the students to write
full sentences.
• When the students have finished, invite them to read out their sentences.
Procedure for Worksheet C
Stage 1 – introducing ‘don’t’
• With the class gathered around a table, ask one student a ‘What time __?’
question. Use the flashcards to construct the student’s answer, but change
the time so the sentence is factually wrong. Ask if the sentence is good or
not. Allow the student to correct the information either by telling you or
changing the flashcards.
• Repeat with one or two more students. Then introduce the ‘don’t’ flashcard into a ‘wrong’ sentence gesturing that it indicates a negative.
• Make a false sentence for everyone in the group. Encourage the students
to correct the sentences by putting ‘don’t’ into the appropriate place.

Note – this is a good exercise
in reading for meaning.
Worksheet C has been
designed so that most learners
will need to change the information.

Stage 2 – writing
• Hand out a copy of Worksheet C, one per student. Ask the students to read
out the sentences.
• Go through the first sentence on the board demonstrating that they are to
write the sentence with ‘don’t’ on the first line and then the sentence with
the correct time underneath.
• Monitor, making sure everyone understands the task and helping where
necessary.

Procedure for Worksheet E
Stage 1 – preparing for the activity
Make one photocopy of Worksheet E. Write the names of the students down
the left column and make a class set of copies.
• Use the picture flashcards to review the question, ‘What time do you
___?’
• Hand out Worksheet E, one per student. Hold up a copy and ask students
to read out the names down the left column. Demonstrate the activity by
asking the first student in the list, "What time do you get up?". Write
down the time in the appropriate place and hold up the worksheet for the
class to see. Indicate to the rest of the group where they are to write down
the answer.
• Monitor, making sure everyone is following the instructions and writing
the information in the appropriate place.
Stage 2 – survey
• Point to the next column heading and invite the class to ask the same student what time she/he has breakfast. Encourage the students to write
down the answer, checking that they know where to write.
• Continue with the class asking the first student all the questions and then
move to the second person in the list. Invite the rest of the class to take
turns in asking the questions.

Note – see ‘What is your
telephone number?’ on
page 70 for an introduction to
setting up a whole class questionnaire activity.

Note – encourage the learners
to practise clarifying information when necessary. Remind
them of the phrase, ‘Can you
repeat that, please?’

Stage 3 – checking
• Put the students into pairs to compare their worksheets. Monitor, encouraging them to work methodically across and down the table, checking
both worksheets as they go.

Variation and extension
Worksheet C
This can be used as the basis for further reading and writing practice. Write a paragraph for each learner
on one page. Each paragraph should contain some factual errors regarding the person’s daily routine. The
learners have to:
• Copy out the paragraphs relating to them.
• Circle the errors.
• Rewrite the paragraph with ‘don’t’ in the appropriate sentences.
• Rewrite the paragraph with the corrected information.
See samples of students’ work on page 161 for ideas.
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Variation and extension
Worksheets C and D
The reading and writing work for Worksheet C focuses on ‘don’t’. As this is an introduction to the negative
auxiliary, the activity provides guided practice by concentrating on a single language pattern covering only
one topic and illustrated by a limited number of examples. The activity can be extended to:
• New language. Draw up sentences which include other action words that come from the learners.
• A broader range of topics. Draw up a list of sentences with words that the learners already know – see
Worksheet D for an example.
Telling the time
The topic of routines presents a good opportunity to further study how to say the time. Time is usually written in digital form (10.15 or 3.30) and in some parts of the world it is common to say the time exactly as it
is read – i.e. ‘ten fifteen’ or ‘three thirty’. Learning to tell the time in this way is relatively straightforward
and it allows our learners to make themselves understood.
However, in Ireland learners are more likely to hear time said as ‘quarter past ten’ or ‘half past three’ and
they need to understand this way of telling the time. This is much more difficult and learners often struggle with the concepts of ‘past’ and ‘to’ – relating ‘8.35’ with ‘twenty five to nine’, for example, causes particular confusion.
The learners can be helped by:
• Introducing this way of telling the time in stages:
1. o’clock
3. quarter past
5. quarter to
2. half past
4. five/ten/twenty/twenty-five past 6. twenty-five/twenty/ten/five to
• Providing plenty of practice. Use the blank flashcards on page 30 to write times in both digital form
and in words. The activity ‘Bingo’ on page 73 can be adapted to practise telling the time. A clock face
with movable hands is extremely useful.
If learners do experience difficulty articulating the time in words, return to it at a later stage of the course.
Bus/train timetables, leaving telephone messages and making appointments are all clear contexts for further
practice.
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Related topics
Discussing daily routines can lead to the comparison of customs between Ireland and the learners’ countries
and an exploration of the language needed to do this. For example:
• Meals – when they are eaten and what the popular dishes are.
• Business and school hours.
• Transport – common means, fares.
Worksheet E
The information from the questionnaire can be used to introduce ‘she’ and ‘he’, and the corresponding verb
agreement – ‘I get up ___’ becomes ‘She gets up ___’.

Comments
Timing
The set of worksheets address multiple aims in terms of language input and skills development. It is up to
individual teachers to choose how many stages (and worksheets) they want to cover with their group in any
one session, and to plan the timing accordingly.
Recognising the ‘question mark’
For learners at this level who are not familiar with the question-mark symbol, it is extremely difficult to
explain what a question is. Using the symbol in the same way as the other word flashcards when constructing question forms is a useful way for learners to become familiar with the symbol and its place in a
sentence. It also allows learners to gain an understanding of its function.
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Worksheet A

What time do you…?

156

get up

finish class

have breakfast

have dinner

come to class

go to bed

What time

I

at

don’t

do you

?
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Worksheet B

What time do you…?

1. What time do you get up?

2. What time do you have breakfast?

3. What time do you come to class?
158

4. What time do you finish class?

5. What time do you have dinner?

6. What time do you go to bed?

Worksheet C

I don’t get up at …
I get up at …
I get up at 5.00.

I have breakfast at 5.30.

I come to class at 7.30.
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I finish class at 9.30.

I have dinner at 4.00.

I go to bed at 8.00.

Worksheet D

I don’t like …
I like …
I like fish for breakfast.

I come to school on Sunday.

I speak English and Irish.
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I play music.

I have green eyes.

I live in O’Connell Street.

Sample of student’s work
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20 year-old Con
golese man.
Speaks Kicongo
and French.
In Ireland 5 mon
ths at start of
course. 3 years of
formal education. Could not co
mmunicate in
English. Formed
letters neatly,
could write his na
me, had difficulty spelling in F
rench.

Worksheet E

What time do you…?
Write the time.

get up
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have
come to
breakfast school

finish
school

have
dinner

go to
bed

The shopping game
Class organisation
Whole class.

Focus

Time
30-60 minutes.
See ‘Comments’.

Preparation
Familiarity with food
and drink vocabulary.
See below.

Aims
To review the vocabulary of food and drink.
To practise the language of buying things in shops.
To develop word recognition skills.
Procedure
Pre-class preparation
Photocopy the sheets with the shopping trolleys and shopping lists – one trolley and one list per pair. Photocopy and cut out two sets of the food and
drink picture cards on page 207 of the ‘Picture pack’. Laminate all of
these if possible.
Stage 1 – review
• Review the vocabulary of food and drink. Use the picture cards of the
food and drink items together with word flashcards (see the sheet of
blank flashcards on page 30) for matching activities – see ‘Picture
snap’ on page 84 or ‘Beggar my neighbour’ on page 85.
• There may be some vocabulary items which are new to the class. If so,
provide pronunciation and word recognition practice – see the activities
‘What is this? – the picture’ and ‘What is this? – the word’ on pages
81 and 82.
Stage 2 – talking about weight
• Introduce the concept of weight by introducing the class to weighing
scales. If possible, bring in some scales together with some fruit and vegetables. Show the class how the scales work and then start weighing some
of the food items to elicit relevant language – e.g. ‘A kilo of potatoes’,
‘Half a kilo of apples’ and so on.
• If you don’t have any scales, draw a sequence of images on the board. It
is a good idea to draw a pair of weighing scales (i.e. the ones that balance
on a pivot and have two ‘arms’ like a see-saw) which are balanced and
then unbalanced. This allows the students to focus on the idea of weight,
and then kilograms and grams. Use the board to draw amounts of foods
being weighed to elicit the target language.
Stage 3 – setting up the activity
• Hold up a picture of a shopping trolley and ask the class to say what it is
and where they see it. Practise saying the word.
• Ask one of the students what they are having for dinner that night and ask
her/him to name the ingredients needed to make it. Write these down on
a piece of paper and involve the rest of the class by asking them to spell
out the words. Hold up the piece of paper and ask the class what it is in
order to elicit ‘shopping list’.
• Tell the class that you are going to Tesco/Supervalu to buy the food for the
student. Mime/act out pushing a trolley around a supermarket, referring
to the list and thinking aloud – e.g. "Ok, tomatoes. Half a kilo of tomatoes…. Where are tomatoes?… What’s next on the list?…"

N.B. It is recommended that
the class has completed the
activity ‘How much is…?’
on page 106, which provides
practice in buying food by
weight.
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Note – the use of scales
relates directly to the learners’
own experiences as buying
food by weight is common in
many countries.
Note – if the concept and language of weight is too much
for your group, focus on buying items by the unit (2 apples,
3 bananas and so on).

Note – the learners may
answer that they see shopping
trolleys at Tesco or Supervalu
rather than ‘the supermarket’.
Given the level of language
input of the activity, work with
the learners’ language and
teach the word ‘supermarket’
in another lesson if necessary.

Stage 4 – playing the game
• Gather the students around a table and spread out the two sets of picture
cards of food and drink items. Explain to the class that they are now going
shopping at Tesco/Supervalu, but first they need a shopping list.
• Put the students into pairs, give each pair a shopping list and ask them to
read it. Monitor, checking that each pair can read the items on its list.
• Give each pair a shopping trolley and explain that they are to take it in
turns to read out one item on their shopping lists. They then locate the
corresponding picture card on the table and put it ‘into’ their trolleys – see
‘Comments’ section.
N.B. The objective of the game is for each pair to fill its trolley. This may
not be possible as some of the food items appear on more than two lists. The
students need to pay attention to what the other pairs put in their trolleys. For
example, a pair may have oranges as the last item on its list. However, if
another pair calls out oranges straight away, this leaves only one picture card
of oranges on the table. The first pair should read out oranges at their next
turn rather than read out their list in order and wait until the end.
At first the students will not realise that they might not be able to get all the
items on the list. This is the element which makes the activity ‘competitive’.
When they do understand, they will probably ask to play the game again, this
time paying closer attention to the items being removed from the table. The
students who fill up, or have the most items in, their trolleys are the winners.

Note – the shopping lists on
page 166 encourage the
learners to practise buying
things by weight, by the unit
and also by packaging (e.g. a
bag of potatoes). If this is too
challenging for your group,
use the blank shopping lists
on page 167 to make the
activity appropriate to your
learners and include items
which they suggest during
class.

Variation
When the learners are familiar
with the game, ask them to
write their own shopping lists.

Extension
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The picture cards and word tabs of food and drink items can be used in other ways:
Bingo-type activities
Photocopy and cut up the word tabs of food and drink items on page 170 and give these to one learner. Deal out the picture cards to the rest of the class. The learner with the word tabs reads them out one at
a time. The cards which have been called out should be placed together in a pile.
The rest of the class listen. If they have the food or drink item that is read out, they put the picture card in
the middle of the table. The first to play all their cards is the winner.
When a learner claims to have won, ask the class to form two columns on the table – one containing the
discarded picture cards and one with all the word tabs that have been read out. Call out a word and ask
individual learners to match the word tab with the corresponding picture.
Another activity which is very similar involves one learner reading out the word tabs one at a time (as above),
but the rest of the class have shopping lists, either one per learner or one per pair. As each word is read out,
the learners have to scan their lists to see if they have the item. If so, they have to look for the picture of
the item (the picture cards having been spread out over the table) and put it in their trolleys.
Note: Using only one set of picture cards encourages better scan reading skills. The learners, aware that
their classmates may also have the same items on their lists, need to read through their own lists quickly.
If the activity is used to introduce the language of buying and asking for things in shops, a role play activity is a logical follow-on – see ‘Comments’ section.
The pictures can also be used to introduce the vocabulary of packaging (a carton of milk, a jar of coffee and
so on).

Comments
Timing
The timing of this activity will vary quite significantly from group to group. Such differences depend on how
much time is required to review vocabulary and to introduce and practise the language of describing food
by weight.
Stage 4 – playing the game
The activity lends itself to language work based on asking for things in shops and supermarkets. After the
learners have played the game once and understand what they have to do, you may feel it is a good opportunity to introduce and practise this language, examples of which include: ‘Excuse me, do you have …?’,
‘Excuse me, where is/are …?’, ‘Can I have …?’, and ‘I’d like…?’
Ask the learners to use (one or two of) these structures when reading out the items on their lists and to act
as shop assistants. This allows further relevant language to be introduced in a clear context – e.g. ‘I’ll just
check’, ‘It is/They are over there’, ‘Here you are’, and ‘I’m sorry, we don’t have…’ A role play activity is a
logical follow-on to provide further practice with the target language.
The decision of what language to introduce and practise is one which each tutor must make with regard to
the capabilities of her/his group of learners. Bear in mind also that the seemingly simple language function
of asking for things can quickly become complicated – see the ‘Comments’ section of the activity ‘How
much is…?’ on page 107.
In the situation of making purchases we usually enquire about and request items using the grammatical
forms ‘any’ and ‘some’ with a plural noun – e.g. ‘Do you have any apples?’, ‘Do you have any biscuits?’,
‘I’d like some bananas’. ‘Any’ and ‘some’ are also used with uncountable nouns – e.g. ‘Do you have any
milk?’, ‘Can I have some bread?’, ‘I’d like some orange juice’ and so on. Generally speaking we use ‘any’ in
negative sentences and questions which function as enquiries, and we use ‘some’ in positive sentences and
questions which function as requests – e.g. the question, ‘Can I have some chocolate?’ is a request.
As noted above, this is a deceptively difficult area of English usage for beginner/false beginner language
learners and it should be given careful consideration at the planning stage.

Supplementary activities
The format of ‘The shopping game’ can be used as the basis for similar activities. These are described briefly
below and the relevant materials are on pages 169-171.
Putting things in the fridge
Learners work in groups of four. Each group needs 2 images of the fridge and 2 sets of the cut up picture
cards of food and drink. In each group one learner fills her/his fridge with food and drink. She/he then
describes what’s in the fridge to her/his group who have to put the items in exactly the same place. You will
need to model this with the whole class first.
This activity provides practice in basic prepositions of place (next to, to/on the left of, above etc.) and also
vocabulary such as ‘on the middle shelf’. This needs introducing before the activity.
Furniture removal game
The image of the furniture removal van and the picture cards of household items (see page 208 of the
‘Picture pack’) can be used in exactly the same way as the fridge.
In addition, use the picture of the house on page 124 – one learner in each group of four describes which
rooms she/he wants to put the items into. The rest of the group try to follow the instructions. Ask them to
use BLU TACK™ to attach the pictures to the sheet and put the completed houses on the wall.
In both these activities word tabs can be used instead of the picture cards in order to develop word recognition skills. See page 126 for word tabs of household items.
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Shopping lists

166

Shopping list

Shopping list

pizza
400g of tomatoes
1 bag of onions
rice
oil
garlic
1
/2 kg of carrots

1

/2 kg of fish

chilli
ice cream
coffee
1kg of oranges
biscuits

1 litre of milk
1 bag of potatoes
6 eggs
200g of cheese
pepper
4 pears
6 apples
orange juice
tea
salt
cake

Shopping list

Shopping list

jam
1
/2 kg of oranges

peas
biscuits
bread
chicken
1 bag of potatoes
8 apples
chips
1kg of oranges
yoghurt
12 eggs
2 litres of milk
flour

beans
2 litres of milk
pasta
6 bananas
butter
biscuits
rice
1kg of onions
sugar
cereal

Blank shopping lists

Shopping list

Shopping list

Shopping list

Shopping list

167

shopping trolley

168

fridge

fridge

169

Word tabs – food and drink

apples
bananas
beans
beef
biscuits
bread
butter
cake
carrots
cereal

170

cheese
ice-cream
chicken
jam
chilli
milk
chips
oil
coffee
onions
eggs
orange juice
fish
oranges
fizzy drink
pasta
flour
pears
garlic
peas

pepper
pizza
potatoes
rice
salt
sugar
sweets
tea
tomatoes
yoghurt

van
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Picture sequences
Class organisation
Individual. Pairs.
Whole class.

Focus

Time
45 minutes.
See ‘Comments’.

Preparation
Class set of the
picture sequence.

Aims
To prompt the appropriate language for giving instructions for a familiar process.
To provide each learner with the scope to write at her/his own pace.
Procedure
Stage 1 – talking about the picture sequence
• Hand out the picture sequences, one per student – see photos 24-31 in the
‘Picture pack’. Focusing on the images one at a time, elicit descriptions
and vocabulary – see ‘What is this? – the picture’ on page 81.
• Where necessary, rephrase what the students say. Reinforce these new
formulations by asking the students to repeat them while pointing to the
relevant part of the picture.
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• Encourage students to relate the pictures to their own experiences. Ask
them about how tea is prepared in their countries and what ingredients are
used. The following questions are helpful:
– Do you like tea/coffee?
– How many times a day do you drink tea/coffee?
– When do you drink tea? After dinner?
– What do you put in your tea?
– In your country what do people put in their tea?
– In Ireland can you buy the ingredients?
– In your country do people make tea this way?
– In your country how do you make tea?
– In your country do you drink tea together with friends?
Stage 2 – free writing
• Review the key vocabulary. Before writing the words on the board, ask
the class to check the spelling by referring to their notebooks or to flashcards.
• Ask the students to work in pairs, so introducing communication into the
writing process. Encourage the students to write something for each picture/stage in order. Some of the pairs will be capable of producing reasonably well-structured simple sentences while others will produce single
words.
• Monitor, giving help when asked. Point out mistakes which result from
the inaccurate copying of key words or phrases that the students have
already written down.
• Provide reformulations where appropriate and reinforce the new language
by encouraging the students to copy out these phrases or sentences in their
notebooks.

Note – making tea and coffee
is a productive topic to explore
in class as it is a universal
activity which is the focus of
various customs and ceremonies in different cultures. It
allows learners to draw on
concrete experience and it
invites cross-cultural interest.

Note – pay attention to the
language appropriate to each
picture sequence – see
‘Comments’ section.
Note – make this picture
sequence activity more dynamic:
• Take the class to the
kitchen and make tea or
coffee together, describing
the process as you go.
• Invite the learners to
demonstrate how they
make tea or coffee in their
countries.

Note – if your learners require
more support in putting their
oral language into writing, refer
to the following for ideas:
‘What is this? – the word’ on
page 2 and ‘Using learners’
language experience’ on
page 176.

• For those students who are more confident writers and who finish quickly, refer them back to the discussion in Stage 1 and encourage them to
write up their personal or cultural customs around making and drinking
tea/coffee.
• When the students finish writing, invite them to put their work on the wall
or to include it in the class magazine. Allow the pairs to rewrite what they
have as they may have concerns about accuracy and presentation.
N.B. Displaying students’ writing not only provides a showcase for their
work but it is also a useful reading resource for the class.
A visit to the doctor
The same approach can be applied to the picture story ‘A visit to the doctor’
on the next page.
The picture sequence can be used:
• To teach vocabulary relevant to health care.
• To provide a forum for the class to explore not only the necessary language but also the practical and cultural issues relating to their own health
needs.
• To stimulate a dialogue or role play activity where students practise what
they would like to say to a health care worker.
• To explore social signage relating to health care – see photos 1-3 and 19
in the ‘Picture pack’.

Note – free writing is very useful in a mixed level group.
Learners can proceed at their
own pace or work in pairs
with someone of a similar
level.

Variation
Picture sequences lend themselves to many topics and
many genres. For example,
find or make a series of pictures that:
• Show how to prepare a
recipe.
• Show what to do in an
emergency.
• Outline the education or
training system in Ireland.
• Outline a personal history (a
pictorial biography).
• Show a typical daily routine
– see ‘What time...?’ on
page 151.
• Tell the story of a visit to the
shop.
.

Comments
Personal relevance and individual pace
Picture sequences provide opportunities for learning that is personally relevant. Learners can relate the pictures to their own needs and experiences and can explore those language and cultural issues that are relevant to them at the time.
Time
The suggested time of 45 minutes is simply a guide. The time taken to complete this activity depends on
the ability of the learners and the amount that can be handled in any one lesson.
Language awareness
It is important for the tutor to be aware of the language that is appropriate to the type of sequence that
the learners are describing or creating. For example:
• Instructions require imperative forms – e.g. ‘put’, ‘pour’, ‘wait’, ‘stir’.
• Instructions also require words/phrases which clearly express sequence – e.g. ‘stage one’, ‘first’, ‘next’,
‘then’, ‘after that’ and so on.
• Narratives require sentences that describe an action – e.g. ‘He is sitting on the bed’, ‘He sat on the bed’,
‘He was sitting on the bed’.
• Routines require full sentences – e.g. ‘She gets up at 7 o’clock’, ‘She has breakfast at 8 o’clock’, ‘He goes
to class every morning’.
Guide learners towards the forms that make the story logical and consistent either in the present or in the
past.
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A visit to the doctor
1

2

3

4

174

6

8

5

7

9

A visit to the doctor
10

12

14

16

11

13

15
175
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Using learners’ language experience
Class organisation
Whole group. Pairs.
Individual.

Focus

Time
See ‘Comments’.

Preparation
A4 paper cut into strips.
Thick marker, scissors.

Aims
To generate a series of activities based on learners’ own language.
To develop learners’ language awareness in the context of a known topic.
To use learners’ spoken language as the starting point to develop their reading and writing
skills.
Suggested procedure
Stage 1 – generating spoken language
• Engage the class and encourage them to talk – see page 178 for samples
of language produced by students. It may be necessary to reformulate
what they say, helping with the structure and supplying vocabulary where
necessary in order to make it more ‘natural’.
• Explore the topic of conversation by asking questions and clarifying
understanding.
• Write the students’ language onto strips of paper, one sentence per strip.
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Stage 2 – developing reading and writing skills
Use the strips of paper (i.e. the students’ own language) for activities which
develop reading and writing skills. The following activities can be used after
the students have read through the sentences a number of times and are familiar with the content of the text.
As the activities are based on the students manipulating the strips of paper, it
is more practical if the class is grouped around one table.
• *Scrambled reading (whole text): If the students’ language has an
explicit or logical sequence, ask the class to put the strips in order. Start
by asking the students to sequence two or three of the sentences, and gradually increase the number of sentences that they have to put in order until
they are working with the whole text.
• *Scrambled reading (sentences): Take one of the strips of paper (i.e.
one of the sentences) and cut it into individual words. Ask the students to
sequence the words to remake the sentence. Repeat this process with the
other sentences.
• *Rewriting: Start with the first sentence of the text. Cut up the strip into
individual words and place them in the wrong order. The students work
together and move the words around to make the correct sentence. They
then write the correct sentence into their notebooks. Repeat this process
with the other sentences until the students have written out the full text.
• *Rebuilding the text: Cut up each strip of paper (i.e. each sentence) into
individual words, being careful not to mix up words from different sentences. Put the students into pairs and give each pair one of the cut-up
sentences. The students read the words and put them in the correct order.
Each pair puts its sentence onto the table for the group to check. Ask the
class to work together to put the sentences into the correct sequence.

Note – utilise language that
learners produce:
• Spontaneously in classroom
chat.
• In response to a situation –
see also ‘Class weather
journal’ on page 134 for
ideas.
• In response to images used
as prompts – photographs,
clip art.
• In talking about their personal needs outside the
class.
Note – see pages 179-181
for a series of activities
based on the Language
Experience Approach.

Note – inviting the learners to
cut up the sentences into
words is a task which encourages them to consider the
concept of spacing between
words.
Using scissors also gives the
learners the opportunity to
become comfortable with handling paper. Remember that
our learners may not be familiar with basic text-making skills
(cutting out, gluing, sticking
on) which is part of our primary education.

• *Gap fill (whole text): Having rebuilt the text in the previous activity, a
logical (and simple) follow-on is a gap fill exercise. Take out a word from
each sentence and put these words together in one area of the table.
Ask the class to work together to put each word back into its appropriate
place in the text. Remove different words from the text and repeat the
exercise with the students working in pairs.
• *Gap fill (sentences): Choose one of the strips of paper containing the
students’ language and place it on the table. This acts as a guide to which
the students can refer.
On blank strips of paper write the same sentence as many times as there
are words in the sentence. Distribute the strips and invite the students to
cut up the sentences into individual words. The students put the words
into the correct order and then put the sentence under the original.
When all the cut-up strips are under the original, take out one word from
each sentence and put these words together in one area of the table. One
at a time, ask students to read one of the sentences containing a gap. They
identify the missing word, find it in the group of words which have been
removed and put it into the sentence.
This task can be made more difficult by removing the original sentence.

Variation
The activities denoted with an
asterisk can also be worksheet-based.
However, using strips of paper
to work through these activities has the advantage of
allowing the learners to focus
entirely on reading.

• *Match the words: Take one of the sentences and cut it into individual
words. Assemble the words in a column. Write out the same sentence on
a second slip of paper and cut up the individual words. Form a second
column of words, but this time put the words in a different order. The students then match the words. Working with one set of words, ask the class
to construct the sentence.

The following, also useful for developing reading and writing skills, are suitable as worksheet-based activities.
• Gap fill (words): Choose a word from the text and write it at the top of
the board. Leave a gap and write the word again directly underneath.
Copy the word as many times as there are letters in the word. In each
‘copy’ rub out one letter, replacing it with a line.
Ask a student to come to the board and fill in the gap in the first copy. Ask
a second student to fill in the gap in the second copy and so on.
Encourage the students to refer to the ‘original’ at the top of the board for
help.
Draw up worksheets based on the same activity.
• Word search: Make a grid and write each word of a sentence in the grid.
Each word should be on a different line and each letter in a different box.
Fill up the remaining boxes with random letters. Students find and circle
the words – see the activity ‘Word search’ on page 138.
• Find the same word: Write a word from the text on the left of a page.
To the right, write the word four times, once correctly and three times differently. Students identify the correct match for the word on the left and
circle it. Worksheet A of the activity ‘Writing names’ on page 42 can
also be used for this exercise.
• More reading – new sentences from old: Using the words from the text,
make similar sentences using new combinations of words. The students
read new meanings by recognising familiar words.
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Comments
Time
The time taken will vary
according to:
• The ability of the learners.
• The amount of learners’ language that is put into writing.
• The number of activities
undertaken.
Ideally spend 5-20 minutes on
any one activity. The work can
be spread over two classes.

Samples of language produced by learners
Classroom chat
Classroom chat
Everybody is friendly.
My neighbour helps my family.

Responding to a situation in the classroom
Today is cold.
Ernesto is beside the heater.
Malou is not beside the heater.
Tony is not beside the heater.
Mary is not beside the heater.

Using a photograph as a prompt
This is a litter bin.
It is in the street.
The man is putting the paper in the bin.
Don’t throw litter in the street.
Put litter in the bin.

Talking about needs outside class

Using a photograph as a prompt
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This is a shoe shop. In the
shop window, there are boots.
There are two colours, brown
and beige. The shoe shop is in
the city centre. The name of
the shop is Dunnes Stores.
The boots are €60. This is
not big money.
Describing a picture from a magazine

An example of the Language Experience Approach
Language produced by a learner:
Everybody is friendly.
My neighbour helps my family.

Ask some questions:
Who is friendly?
Who helps your family?
What does your neighbour do?
Is your neighbour friendly?
Does everybody help your family?
Does your neighbour help everybody’s family?

Write the learner’s language down as sentences on the strips of paper.
Scrambled reading:

iendly.
Everybody is fr

friendly

my

neighbour

My neighbour helps my family.

Everybody

family

is

.
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helps

my

Rewriting:

is friendly Everybody .

____________________________

family neighbour My helps my .

____________________________

.

Match the word:

List A

List

List B
friendly

everybody

everybody

is

is

friendly

A

List

famil

my
neigh

bour

my
neigh

my

bour

helps

famil

y

family.
My neighbour helps my
Everybody is friendly.
Everybody is ________.
Everybody ________ friendly.

180

y

my

helps

Gap fill:

B

________ is friendly.

helps
help_
_elps
he_ps
h_lps
hel_s
my
m_
_y

my family.
My ________ helps
__ my family.
My neighbour ______
______ family.
My neighbour helps __
helps my family.
________ neighbour
__________.
My neighbour helps my

friendly
fr_endly
friend_y
f_iendly
_riendly
frien_ly
fri_ndly
frie_dly
friendl_
is
i_
_s

Word search:

•
•
•
•
•

my
family
helps
neighbour
my

f

h

p

m

h

f

e

a

l

l

y

b

t

o

n

i

h

p

a

g

e

f

i

h

r

e

y

h

n

m

n

m

a

y

p

f

l

l

l

i

s

n

m

p

h

u

m

r

y

e

Find the same word:

neighbour

noughbier

heginbuor

neighbour

neibhgour

friendly

yldneirf

ferindly

frilndey

friendly

helps

helps

hlspe

hsple

sehlp

More reading – new sentences from old:
1. My neighbour is friendly.
2. My family helps my neighbour .
3. My neighbour helps everybody.
4. My family is friendly.
5. Everybody helps my family.
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Samples of students’ work
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Samples of students’ work
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Using photographs to explore language
Aims
Each of the twelve activities in this section has specific aims. The following objectives are
common to all:
To facilitate the learning of new vocabulary.
To explore common environmental print (social sight words) in context.
To use familiar environmental print as a basis for literacy work.
Introduction
The photographs in the ‘Picture pack’ lend themselves to work on the following themes:
• Shopping (supermarket, shoe shop, pharmacy, business hours).
• Health (hospital departments, health centre, ambulance, pharmacy).
• Post office (stamps, money, queuing).
• Transport (taking the bus, road markings).
• Public spaces (toilets, no smoking, litter bin).
• Public services (social welfare, reception, bottle bank).
Add to this resource by taking your own photos of environmental print or by asking your class to photograph signage that they see regularly (on the way to class, for example). Give the students disposable cameras and ask them
to work in pairs or small groups.
You do not need expensive equipment – the photographs in the ‘Picture pack’ were taken using small inexpensive
cameras.

General approach
The activities all have a simple approach:
• Select a photograph to go with the topic being explored in the class.
• Enlarge it or make multiple colour copies to share among the students.
• Make a class set of the relevant worksheets – see pages 189-197.
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What is this?
Aims: To learn new vocabulary.

Skills:

Allow the students to examine the photograph. Then focus their attention on aspects of the photograph
to:
• Elicit basic vocabulary.
• Enable them to ask for the names of things they don’t know.
• Put oral vocabulary into writing and practise word recognition.
See ‘What is this? – the picture’ and ‘What is this? – the word’ on pages 81 and 82 for approaches to
learning vocabulary and developing word recognition.

What colour is it?
Aims: To learn the vocabulary of colours.
To describe things by their colour.

Skills:

Start with the following questions:
• What colour is this?
• What colour is the ___ (sign)?
• Are all ___ (pharmacy signs) this colour?
• What other colours can they be?
• Do you have one near your home/on your street? What colour is it (the sign)?
Explore colours in other contexts:
• Which colours do you like?
• What colours are your clothes today?
Describing things by their colour:
Elicit descriptions of things in the photograph. For example:
• The boots are brown.
• The man is wearing a black jacket.
• The ambulance is white.
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Use the colour flashcards on page 210 to practise naming the colours. Write the names of the colours
on the blank flashcards on page 30 to practise word recognition. See ‘What is this? – the picture’ and
‘What is this? – the word’ on pages 81 and 82 for approaches to learning vocabulary and developing
word recognition.
See ‘Using learners’ language experience’ on page 176 for ideas on putting students’ language into
writing.

Find the word
Aims: To recognise a word when it
appears in different places.
•
•
•
•
•

Skills:

Ask the class to examine the sight word in the photograph, noting number of letters, and first letter*.
Provide a selection of newspaper headlines, advertising flyers or catalogue pages.
Tell students to look through this material and find the word from the photograph.
Ask them to cut out the instances of the word and make a wall poster of the different examples.
Raise awareness of size, font style, colour, and also of common alternative forms, such as a/a, g/g.

*Choose a word which appears frequently in text – e.g. ‘gardaí’, ‘bank’, ‘hospital’ all appear regularly in
headlines. Also, limit the material you ask the students to work with so as not to overwhelm them.

Matching activity – lower and upper case
Aims: To recognise a word in small
and capital letters.
N.B. Students must be familiar with lower and upper case forms.

Skills:

• Make a class set of Worksheet A on page 189 which is designed to go with photograph 18.
• Make sure that the students understand that they have to match the words on the left with those on the
right by drawing a line across the page.
• Adapt this worksheet to any set of vocabulary arising from exploring photographs.

Matching activity – fonts and sizes
Aims: To recognise words in different
Skills:
fonts and sizes.
N.B. Students should have some awareness of print occurring in various sizes and styles – see, for example, ‘Find the word’ above.
• Make a class set of Worksheet B on page 190. This worksheet is designed to go with photograph
20.
• Make sure that the students understand that they have to match the words in the top box with those in
the bottom by drawing a line down the page.
• Adapt this worksheet to any set of vocabulary arising from exploring photographs.
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Matching – abbreviations and signs
Aims: To understand that words can have
abbreviated forms.
To recognise that words and signs
refer to the same thing.

Skills:

• See Worksheet C on page 191, which focuses on abbreviations for the days of the week – i.e. ‘Mon.’
for ‘Monday’. This activity is designed to accompany photograph 18.
• Ensure that the students know how to match the abbreviations on the left with the words on the right.
• Adapt the worksheet for classroom work on other common abbreviations that students come across –
e.g. months (Jan./January), addresses (St./Street), personal titles (Mrs./a married woman), counties (on
car registration plates).
• Focus on the signs in the photographs. Go around the school with the students pointing out common
signs that they may need to know, such as ‘no smoking’, ‘no parking’, ‘ladies’, ‘gents’. If possible,
organise a trip to a local shopping centre and note ‘information’, ‘telephone’ and other signs.
• Make a class set of Worksheet D on page 192.
• Make sure that the students understand how to match the signs with the words.
• Adapt the worksheet to include other signs that may be relevant for your class.

Using learners’ language
Aims: To prompt learner-generated language.

Skills:

• Elicit descriptions of the photograph, encouraging the class to say what they can.
• Go through the points made by the students, this time providing words where necessary and encouraging full sentences. Practise the oral language so that the students can deal with it comfortably.
• Write the sentences the students produce on strips of paper for reading practice.
• Use the text (i.e. the language generated by the students) to develop literacy activities – see ‘Using
learners’ language experience’ on page 176 for suggestions on exploring photographs 11, 19 and
20.

Word rose
Aims: To brainstorm thematic vocabulary
for literacy work.

Skills:

•
•
•
•

Ask the students to look at the photograph and tell you what they see.
Draw a word rose on the board – see Worksheet E on page 193.
Write the social sight word (or a key word – e.g. ‘sale’) in the centre of the rose.
Ask the class what other words they think of when they see ‘sale’. Students may give words such as
‘shop’, ‘cheap’, ‘buy’ and so on.
• Write the words the students give you in the petals of the rose. Add extra petals if needed.
• Distribute Worksheet E on page 193 for the students to fill in individually.

Variation
Use a spidergram for visual variation – see Worksheet F on page 194.

187

Extension
Use the words in the completed rose diagram to focus on:
• Alphabetical order – see Worksheets G and H on pages 195 and 196.
• Word stress – see Worksheet I on page 197.

Copying words
Aims: Using social sight words to practise writing.

•

Skills:

Ask the students to point out the word(s) in the photograph. Focus on one word. Working from the context provided by the picture and from their growing ability to sound out words, elicit from the students
what they think the word is.
• Ask the class to examine the word and to identify the letters. Invite them to make the word using the
letter flashcards on page 33.
• Use Worksheet C in ‘Writing names’ on page 44 as a means to helping learners copy out the word.
The notes accompanying this activity provide ideas on supporting students to put words that they know
orally into written form.

Alphabetical order
Aims: To introduce the idea of alphabetical order.
See Worksheet G on page 195, which is designed to go with photograph 20.

Skills:

• Ask the class to circle the first letter of each word in the list on the left of the page.
• Tell the students to circle these letters in the alphabet at the top of the page.
• Ask the students to say which word begins with the first letter circled at the top. They then write this
in box number 1.
• Instruct the class to write the remaining words in the boxes according to the order in which their initial
letters are circled in the alphabet at the top of the page.
• Use Worksheet H on page 196 to adapt this activity to any set of words where each begins with a different letter.

Word stress
Aims: To aid pronunciation of long words.
Skills:
If possible, laminate Sheet I on page 197 before cutting out the boxes. Write on the boxes using a marker, as it can be wiped off at the end of the activity.
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• Students may have difficulty pronouncing some of the words in the photographs. These are more likely to be multi-syllabic words such as ‘ambulance’, ‘emergency’, ‘pharmacy’ and so on.
• For each word decide which syllable carries the main stress. Designate a box with a thick border for
this syllable and boxes with a thin border for the other syllables.
• Write the syllables in the boxes, showing each one to the students and asking them to read it (a phonics approach).
• Point out the syllable in the thick box and say it with emphasis. Ask the students to say it with you.
Contrast this with syllables in the thin boxes, said with less force.
• Tap out a rhythm on the table next to each box as you say the word syllable by syllable, emphasising
the stressed syllable. Students usually enjoy the fun of this approach.
• Focus on one to three words at a time. Review the pronunciation with the boxes at the end of the
class.

Sound and spelling connections
Aims: To see links between sound and spelling.

Skills:

• Take a sight word as the reference – e.g. the word ‘Monday’, in photograph 18.
• Note down other words that share the same sound and spelling and which are familiar to the students –
e.g. ‘-day’ in the days of the week, ‘today’, ‘yesterday’, ‘day’.
• Write the words on blank flashcards (see page 30). Point out to the class that the same sound is
reflected by the same letters in each word.
• Cut up the flashcards so that the first part of the word and ‘day’ are separate. Keep one flashcard with
‘day’ to one side and mix up all the first halves. Call out a word so that the class have to find the relevant first half to go with ‘day’. Call out a second word and students create a new written word while
retaining the ‘day’ part.
Extension
• Focus on the ‘-ay’ and include words such as ‘May’, ‘pay’, ‘say’, ‘way’ that the students already
know.

Worksheet A

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

Monday

THURSDAY

Tuesday

SATURDAY

Wednesday

SUNDAY

Thursday

FRIDAY

Friday

TUESDAY

Saturday

WEDNESDAY

Sunday

MONDAY
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Worksheet B

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

1

sale

/2 price

only

colour
brown

more
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only

1

/2

more

price

brown

colour

sale

Worksheet C

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

Mon.

Friday

Sun.

Wednesday

Thurs.

Saturday

Sat.

Tuesday
191

Fri.

Sunday

Tues.

Monday

Wed.

Thursday

Worksheet D

telephone

ladies/women

information

euro
192

gents/men

no smoking

no parking

Worksheet E

193

Worksheet F

194

Worksheet G

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

more

brown

price

1

brown

2

3
195

colour

4

sale

5

only

6

Worksheet H

a b c d e f g h i j k l m n o p q r s t u v w x y z
AB C D EF GHI JK LMNO PQR STU VWX YZ

1

2

3
196

4

5

6

Worksheet I
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Teachers’ Notes
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MOVING

TOWARDS

ACCREDITATION

The activities in this book are designed for a language learning situation which presents unique challenges to both learner and teacher. This fact is reflected in the absence, as yet, of a national award which has been designed to meet the
specific needs and achievements of such learners. However, that does not prevent tutors and learners from working
towards the existing FETAC module for Language at Foundation Level.

FETAC Language Module, Foundation Level
The Language Module at Foundation Level also covers French, German, Irish, Italian, Russian and Spanish and was
initially designed for English speaking adults preparing to stay in a foreign country. As such, it is primarily aimed at
learners who are beginners in learning a particular foreign language, but who do not have to address the additional challenges of developing literacy, study skills and learning strategies.
Nevertheless, with considered planning and mediation by the tutor, this module can be adapted for use with our learning group. This adaptation is possible because of the flexibility of the assessment criteria and also because the assessment process is portfolio-based. The high degree of flexibility is not only appropriate to an approach based on the needs
of the learners, but also allows and encourages tutors to develop their own individual approach to helping their learners
achieve the required standard.

What do the learners have to achieve?
FETAC has identified eight Specific Learning Outcomes (SLO) which learners must achieve in order to gain the award.
The criteria for assessment of each SLO are outlined below:

Specific Learning Outcomes

Performance Criteria
Learners should be able to:

1. Communicate in a social setting.

Greet and take leave.
Say, “Yes”, “No”, “Please” and “Thank you”.
Make an apology.
Link clauses with simple connectors – ‘and’ and ‘then’.

2. Give personal information in response
to spoken and written questions.

State first name and family name.
Say how old they are.
State nationality, date of birth and marital status.
State occupation/profession.

3. Repair a breakdown in communication. Signal non-understanding.
Ask for repetition. Ask another to speak more slowly.
Ask, “Do you speak English?” and respond accordingly.
4. Enquire about and express notions of
time and quantity.

State what time it is. State the date and month.
Count to one hundred.

5. Enquire about and express notions of
space and location.

Say, “Here is…” and “There is…”.
Ask, “Where is…?” and recognise common directions – straight on,
first left, turn right etc.
Describe an object’s location – in, on, next to etc.

6. Read and write simple passages.

Recognise familiar words and basic phrases on simple notices and signs.
Fill in a form with personal details.

7. Make purchases.

Say, “I would like...” with clothes, gifts and souvenirs.
Ask about price, pay for purchases and recognise the local currency.

8. Communicate about food and drink.

Recognise at least three items on a menu.
Order and pay for food and drink.
Observe local customs and responses.
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On examination of the performance criteria it can be seen that classroom learning activities can provide learners with
the opportunity to practise and develop particular skills which, in turn, refer to two or more of the specific learner outcomes.
For example:

Activity

Helps develop skills so that the learner can:

What is your name?
(Page 53)

1. Communicate in a social setting.
2. Give personal information in response to spoken and written questions.
3. Repair a breakdown in communication.

How much is…?
(Page 106)

1.
3.
7.
8.

Communicate in a social setting.
Repair a breakdown in communication.
Make purchases.
Communicate about food and drink.

What time…?
(Page 151)

1.
3.
4.
6.

Communicate in a social setting.
Repair a breakdown in communication.
Enquire about and express notions of time and quantity.
Read and write simple passages.

How are learners assessed?
In order for their work to be assessed, learners must prepare a portfolio of course work which shows that they have
achieved the performance criteria for each of the SLOs. This process is recorded by the tutor using a form entitled
‘Individual Candidate Marking Sheet’ (supplied by FETAC). The tutor’s record is supported by examples of the learner’s work which clearly show evidence of the achievement of the specified outcomes.
The portfolio is submitted for assessment by an external examiner. Each portfolio must include:
Evidence of speaking and listening.
Recorded dialogues/role plays on audio or video tape*.
Evidence of reading.
Reading comprehension with questions answered in English.
Evidence of writing.
Candidates fill in a form.
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*If learners work together on a role play, it is important to make two copies of the cassette as both learners will need a
copy for their portfolios.
N.B. Copies of all role-play cards must be included in the portfolio.

Is it appropriate for our learners?
The performance criteria for each SLO are not based on the learners’ knowledge of grammatical structures. This is a
crucial point for a language award suitable for our learners, many of whom have had limited access to formal education
and whose study skills are not sufficiently developed to enable them to think through the concepts and meta-language
of a grammar-based approach.
Instead the performance criteria concentrate on functional English – e.g. greeting and taking leave; telling the time; giving directions; buying food, drink and clothes; asking for and giving personal information; and using clarifying strategies. It is no coincidence that these are areas covered in Féach as they relate directly to the daily needs of the learners
outside the classroom. In addition, the use of appropriate personal details (name, telephone number etc.) is an accepted and suitable focus for learners beginning to develop literacy and numeracy skills.
It should be noted that Anseo, published by IILT in 2003, takes up these everyday themes at a slightly higher level.
This allows the tutor to move on to the classroom activities in Anseo when individual learners have achieved the basic
language and literacy that is required.

What is the role of the tutor?
At this level the learners will need help and guidance in preparing their assessment portfolios. To encourage the development of independent thought and learner autonomy, learners should be involved increasingly in decisions about what
should be included in their portfolios. However, it is through identifying materials and activities appropriate to her/his
group of learners that the tutor can do most to develop those skills necessary for the qualification. The award encourages this aspect of the tutor’s work by not imposing a narrow choice of tasks and activities, other than in relation to the
dialogue/role play.
For example, your group may enjoy communicating. Worksheet E of the activity ‘What time…?’ on page 162 provides the learners with plenty of speaking practice. The information can then be used for a pair-writing activity to prepare short texts about the personal routines of their classmates. The pair of learners then writes questions about the text
for other learners to answer. The result is a piece of work which has been developed primarily through communication,
but which can also be included in the portfolio as evidence of reading.
With regard to the dialogue/role play, the tutor should ensure that classroom activities reflect situations in which communication is natural – e.g. asking for directions, buying things in a shop/café (use the images on pages 211 and 212
as a starting point), asking for and giving information and so on. The key here is to practise the recordings throughout the term. Regular practice helps learners to become comfortable with hearing their own spoken performance. Not
only does this allow learners to decide which recording is suitable/best for their portfolios, but it can also pave the way
for further speaking and listening practice which uses the learners as the primary resource.
Throughout the process of developing portfolios in the classroom, the tutor also has the opportunity to support learners
in the development of important personal study skills, such as organising work and evaluating outcomes. As the portfolios are being compiled, the tutor should draw the learners’ attention to the concrete results of their work to encourage a tangible sense of progress. For example, the use of a checklist, which is updated by the learners as they make
progress, provides a visible record of achievement and increases motivation. This awareness of progress and development is further reinforced by the process of verifying the learners’ work in preparation for assessment.

And finally …
It is important that preparation for accreditation should not influence the delivery of a course in a negative way. In other
words, the tutor should continue to plan and structure the course based on the needs of her/his particular group of learners while, at the same time, selecting activities guaranteed to develop skills in accordance with the assessment criteria.
It should also be pointed out that in preparing for accreditation the tutor should not alter her/his individual method of
delivery. As has been noted above, the award does not restrict the tutor in the selection of tasks and has a flexible structure which encourages the tutor to adapt and yet deliver to her/his own strengths.
When used in an appropriate way portfolio-based learning, such as the FETAC award outlined here, offers many opportunities for making learners aware of their progress. This developing awareness is not only related to language and literacy but also to the life and learning skills which will be critical in supporting future learning. The fact that the work
has been officially recognised adds to the learners’ sense of achievement and helps build confidence for the challenges
ahead.
For further information on FETAC awards visit the website at www.fetac.ie
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SOME

RELEVANT

RESOURCES

Beginner ESL/basic literacy learners
• Basic Skills Agency (2001) Adult ESOL Core Curriculum. London: Department for Education and Skills.
Available free from The Basic Skills Agency.
• Centre for Canadian Language Benchmarks (2001) Canadian Language Benchmarks 2000: ESL for
Literacy Learners. Ontario: Centre for Canadian Language Benchmarks and the Government of Manitoba.
Available from: <http://www.language.ca/pdfs/esl_literacy.pdf>
• National Adult Literacy Agency (2003) Paving the Way – Materials and Resources for ESOL Tutors.
Dublin: NALA.
• Spiegel. M, and Sunderland, H. (2001) Teaching Basic Literacy to ESOL Learners: a Training Course.
London: London Language and Literacy Unit. Available from Avanti Books.
• Wong Nishio, Y. (1998) Longman ESL Literacy. Student Book. 2nd ed. New York: Addison Wesley
Longman.

ESL
• Brierly, C. ed. (2000) LINGO – Resources for Teaching English to Refugees. London: Refugee
Council/Brasshouse Publications.
• City of Dublin Vocational Education Committee (2003) ESOL Resource Pack. Dublin: City of Dublin VEC.
• Integrate Ireland Language and Training (2003) Anseo – English for Living in Ireland. Dublin: IILT.
• Spiegel, M. and Sunderland, H. (1997) Friends, Family and Folktales. London: London Language and
Literacy Unit. Available from Avanti Books.
• Spiegel, M. and Sunderland, H. (1999) Writing Works: Using a Genre Approach in Literacy and ESOL
Teaching. London: London Language and Literacy Unit. Available from Avanti Books.
• Steck-Vaughn Co. (1998) English ASAP - Connecting English to the Workplace. Texas: Steck-Vaughn Co.
(Series).
• Williams, J. (2003) Teaching Literacy in ESOL Classes. Revised ed. Joanna Williams. Available from Avanti
Books.

Developing literacy with native speakers
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• Balcombe, K. (1998) Handwriting File: Photocopy Masters. Shrewsbury: KBER. Available from Avanti
Books.
• City of Dublin Vocational Education Committee (1999) Working on Words – a Resource Pack. Dublin: City
of Dublin VEC.
• Clare Family Learning Project (2000) Family Learning Resource Guide. Ennis: Clare Family Learning
Project.
• National Adult Literacy Agency (2001-2003) Read Write Now. 1-4. Dublin: NALA.

General resources
•
•
•
•
•
•

Longman Photo Dictionary. Pearson Education, UK.
Oxford Photo Dictionary. Oxford: Oxford University Press.
Oxford Picture Dictionary. Oxford: Oxford University Press.
Playbreak. Signs and Symbols Lotto. UK: Playbreak Ltd.
Wright, A. (1996) 1000+ Pictures for Teachers to Draw. Longman.
Zwier, L. (1998) English for Everyday Activities: A Picture Process Dictionary. USA: New Readers Press.

• Maps produced for use in schools are recommended and are widely available from school suppliers.
• Wall charts of traffic signs and symbols are also useful and can be obtained from relevant outlets.

Reference
• Kramsch, C. (2001) Intercultural Communication. IN: Carter, R. and Nunan, D. eds. The Cambridge Guide
to Teaching English to Speakers of Other Languages. Cambridge: Cambridge University Press.
• Swan, M. and Smith, B. eds. (1987) Learner English – A Teacher’s Guide to Interference and Other
Problems. Cambridge: Cambridge University Press.
• Ward, T. (2002) Report on Refugees and Asylum Seekers. Dublin: City of Dublin/County Dublin VEC.

Websites
www.iilt.ie
www.cdvec.ie
http://homepage.eircom.net/~famlearn
www.nala.ie
www.dfes.gov.uk/curriculum_esol
www.basic-skills.co.uk
www.refugeecouncil.org.uk
www.avantibooks.com
www.language.ca
www.nald.ca
www.literacywork.com
www.nceltr.mq.edu.au/amep
www.workbase.org.nz
http://office.microsoft.com/clipart

Integrate Ireland Language and Training, Ireland.
The City of Dublin Vocational Education Committee, Ireland.
Clare Family Learning Project, Ireland.
The National Adult Literacy Agency, Ireland.
Adult ESOL Core Curriculum, UK.
The Basic Skills Agency, UK.
The Refugee Council, UK.
Avanti Books, UK.
Centre for Canadian Language Benchmarks, Canada.
National Adult Literacy Database, Canada.
Literacy Work, USA.
National Centre for English Language Teaching and Research/
Adult Migrant English Programme, Australia.
Workbase, Supporting Workforce Literacy, New Zealand.
Microsoft clip art.
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Picture pack
In this section you will find:
Pictures of food and drink
Pictures of household items
Pictures of interests and hobbies
Colour flashcards
Pictures of social situations
Speech bubbles
Photographs of environmental print/social signage
A photograph sequence of tea making
Photographs relating to the home and food

Note: It is recommended that the photographs should be kept
intact within the book as a master copy. You can photocopy the
pages containing the photographs and laminate them before cutting
them up for classroom use. Good quality photocopying and laminating services are generally locally available.

205

Beans

PEAS

207

20

208

209

210

Library
ce
Offi
t
s
o

P

211

212

Teachers’ Notes

206

3

2

1

Keep the photographs in the book. See note on page 205
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7

214

8

5

6

Keep the photographs in the book. See note on page 205
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Keep the photographs in the book. See note on page 205
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