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Introduction

 “It is the supreme art of the teacher to awaken 
 joy in creative expression and knowledge.” 

- Albert Einstein
Education is the essential act of sharing skills and knowledge with our fellow 
human beings, particularly those who stand to inherit and define the future. The 
task of teaching children is noble, rewarding, and full of challenge. Language 
teachers—in our case, English language teachers—make a vital contribution to 
primary education: they are likely the first to introduce children to different 
ways of living, thinking, being, and communicating. They lay the groundwork 
for global citizenship and equip students to contribute within their local 
communities and in a larger, more diverse society. However, this noble task is 
not a graceful transmission of ideas; it is the hard work of problem-solving and 
the willingness as a teacher to continue to learn and try new things. 

 The Primary Methodology Handbook: Practical Ideas for ELT is a unique 
resource for facilitating teacher development and effective language instruction 
by expanding the reader’s understanding of basic pedagogy, language teaching 
theory, lesson planning, and assessment. The book also offers tips for integrating 
technology in the classroom and guidance in teaching students with special 
needs. It is written for primary ELT teachers working at all levels, but with special 
consideration given to the needs of teachers working in Latin America whose 
native language might not be English. The book aims to provide readers with 
practical ideas and ample opportunity for reflection on their teaching practice. 
An English Grammar Reference has been included to help teachers consolidate 
their knowledge of American English grammar within the scope of language 
suitable for most primary learners. The book also features a Pronunciation 
Reference that outlines the sounds of American English. The DVD features two 
lessons taught by real teachers and is accompanied by video activity pages that 
highlight concepts from the handbook. The book can be used to accompany 
teacher training courses, for teachers preparing for exams such as the TKT, or 
just as a handy reference for the everyday classroom. 

—The Editors
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Getting Started

Approaches and Methods in 
English Language Teaching

by Patricia Grounds and Suzanne Guerrero

1Chapte
r

1 Read and comment on the beliefs about language learning.

Beliefs about Language Learning I agree/disagree because…

1. “Students should never use their first 
language (L1) in English class.”

2. “Students do not need to learn 
grammar rules in order to use 
English.”

  

3. “Students can learn English if they 
memorize rules and vocabulary 
words.”

4. “Students can learn English the same 
way they learned their L1.”

5. “Students cannot become proficient 
if they don’t use English to 
communicate.”

2   Read the names of approaches and methods in the list. Mark (✓) the ones that 
are familiar to you. In this chapter, you will read more about these topics.
Grammar Translation 

The Direct Method  

The Audio-Lingual Method 

The Situational-Structural Approach 

The Silent Way 

Suggestopedia 

Total Physical Response 

The Communicative Approach   
Task-Based Language Teaching 

The Lexical Approach 

Dogme 

Content and Language Integrated 
Learning (CLIL) 
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Introduction
The field of English Language Teaching (ELT) is dynamic and changing. 
Identifying successful ways to teach English is a problem-solving mission. 
Throughout the past century, many people have sought to identify an ideal 
approach to language learning. From these efforts, new ideas emerge and 
influence how people teach English. In the process, less effective approaches 
and methods are modified and replaced by those that seem to work better. 
Along the way, the range of possible techniques and ways of conceptualizing 
language learning has expanded, and sound principles for effective teaching and 
learning have become more apparent. The practices that we observe today are 
the culmination of decades of linguistic and psychological research, innovation, 
and classroom application. Nonetheless, the needs and aims of students and 
classrooms vary, so there is no one best way to teach. There are only informed 
decisions based on a knowledge of past and present language teaching theory, 
and one’s own experiences as a language teaching professional. The purpose of 
this chapter is to offer insight into the evolution of English Language Teaching, 
highlighting major developments and the rationales behind them, ultimately, 
to inform you, the practitioner, and equip you with the widest range of options 
to choose from in your own problem-solving mission with your own students.

The Development of English Language Teaching 
Grammar Translation
Over the ages, people studied languages—primarily Greek and Latin—in order 
to read classical texts. For this reason, the type of instruction was known as the 
Classical Method. Once it began to be used with modern language instruction in 
the early nineteenth century, it was referred to as Grammar Translation (Howatt, 
1984). However, even for use in foreign language teaching, the emphasis 
was literature and intellectual development, not communication using the 
target language (Larsen-Freeman, 2011). One must consider that few people 
then, compared to today, were in a position to use or need a foreign language 
in everyday life. Early on, those who studied English were mainly European 
university students, wealthy individuals, refugees or new arrivals to the British 
colonies (Howatt, 2004). Since formal language learning was a mainly academic 
endeavor, students’ lessons did not have practical communicative objectives. 
In fact, the characteristics of this traditional method, as described in Teaching 
English as a Second or Foreign Language, are fairly limiting (Celce-Murcia, 1979):

 ■  Most instruction is in the students’ native language, not the target language. 
 ■ Vocabulary is learned through lists of isolated words.
 ■  Teachers give long, elaborate explanations of complex grammatical forms.
 ■  Language instruction is seen as rules for combining words using the  
correct form.

 ■  Students often work with very challenging texts in the target language.
 ■  There is little focus on the meaning of texts; they are for  
grammatical analysis. 

 ■  Practice consists of drills translating isolated sentences.
 ■  Pronunciation is not taught.
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In a typical Grammar Translation lesson, the 
teacher might begin by writing the rules to 
form a specific tense on the board along with 
explaining, in the first language or L1, how 
it is formed and when it is used. Then the 
students are told to read a text and underline 
all the examples of that structure in the text. 
After that, the teacher asks them to write 
the examples on the board and translate 
each sentence into the students’ native 
language. Afterwards, students receive a list 
of new words in the target language and their 
translations. Finally, they practice translating 
more sentences using the new structure and vocabulary. Homework would 
probably involve learning the new rules and words for a short test the next day.

While many ideas from Grammar Translation have become obsolete, it may 
still be useful (at times, and within the framework of more communicative 
language teaching) to provide students with simple grammar charts:

The verb to be 

I am we are

you (singular)    are you (plural) are

he / she /  it is they are

With some forms, it may be more practical to give students a rule and then have 
them apply it in an activity, which is the traditional deductive presentation 
style of Grammar Translation:

1.  On one side of the board, write this. On the other side of the board, write that.
2.  Explain that we use this for an object that is near us, and that for an object 

that is not near us.
3.  Stand next to this and hold up a pencil. Say: This is my pencil.
4.  Point to a student’s pencil. (Arrange before class for a student to participate 

by holding up a pencil. He or she should be some distance away from the 
board.) Say: That is (Alice)’s pencil.

5.  Have students do an activity where they choose this or that according to 
illustrations:

Note: Steps 3 and 4 would not have been part of a traditional Grammar Translation 
lesson, but are important for making the meaning of the form clear to students.

       Ideas for the classroom

this  /  that   flower this  /  that   flower
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Using the L1 in the Classroom
While extensive use of the L1 in the classroom should be discouraged, there is no 
reason to prohibit it entirely. In all cases, it is important to weigh the advantages 

and disadvantages. Some reasons to use the L1 might be:
 ■ to explain rules and policies at the beginning of the school year.
 ■ o point out cognates and false cognates.
 ■  to compare and contrast grammar structure and use: She’s eating. / Está comiendo. 
(Spanish)

 ■  to check understanding and offer guidance when students appear confused and other 
English-only techniques have failed.

btw

The Direct Method
In the second half of the nineteenth century, as international trade and travel 
increased, so did the need for effective English language instruction. Language 
teachers sought to replace Grammar Translation in response to developments in 
the field of linguistics and students’ need to learn to speak, rather than simply 
know, English. Phonetics and pronunciation became prominent, as did strategies 
modeled on L1 acquisition (Zainuddin, 2011). 

 The Direct Method was also known as the Reform Method. It was first 
publicly recognized in 1884 by F. Frankle, a German psychologist (Zainuddin, 
2011). Vastly different from Grammar Translation, the Direct Method has the 
following characteristics:

 ■  The use of students’ native language is not allowed; students are required to 
speak only the target language. Translation is prohibited (Larsen-Freeman, 
2011).

 ■  Vocabulary is associated with objects and concepts rather than translations; 
teachers use pictures and realia to teach new words.

 ■  It is more important for language to be grammatically correct than for it to be 
natural.

 ■  Teachers don’t explicitly teach grammar rules.
 ■  Lessons are built around topics, like sports, and involve question-answer 
interaction patterns (Schackne, n.d.).

In a typical Direct Method lesson, the teacher might read a text aloud, for 
example, a girl’s description of her family. 

I’m Lucy. I’m nine years old. I live with my dad, my sister, and my grandmother. 
Dad is a taxi driver. Dad gets up early. Grandmother makes our breakfast. 
Dad drives me to school. Grandmother makes our lunch and helps me with 
my homework. My dad gets home very late. In the evening we sometimes 
watch TV. On Sundays, we do different things. Sometimes on the weekend we 
go to the movies. My dad loves music. Sometimes we listen to music. I love 
my family!

As the teacher reads, he or she demonstrates the meaning of that section of 
text by placing photos of the family members on a family tree on the board. 
Then the teacher has different students read the text aloud. As a student reads a 
sentence, the teacher places a flashcard of the activity next to the corresponding 
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photo on the board. After this, the teacher asks comprehension questions about 
the text, in a conversational style: 

T: Who does Lucy live with?
Sts: She lives with her dad, her sister, and her grandmother.
T: Good! When does Dad get up?
Sts: Dad gets up early.
T: Excellent! Who makes breakfast?
Sts: Grandmother makes breakfast.

It is important to notice how unnatural the language is in this method of 
instruction. Although the language is accurate, it is not natural. It would actually 
be much more natural to ask and answer like this:

T:  Who makes Lucy’s breakfast?
Sts: Her grandmother does.

As a final activity, the teacher might ask the students to write a parallel paragraph 
about their families. The focus of the lesson is on practicing everyday language 
in familiar contexts, but the language throughout the lesson is modeled by the 
teacher and the materials. Students are not given space to express themselves, 
except in the writing. But even then, they have to use the models given by the 
teacher to write about their families. 

 In the Direct Method, the teacher is always in complete control. This is 
because he or she does not want students to make mistakes or to use their native 
language at any moment. Students have to form correct habits by imitation and 
learning by heart. The Direct Method was and is used by Berlitz Schools around 
the world, and aspects of the Direct Method have been applied to more modern 
teaching practices. However, by the early 1920s it was decreasing in popularity. 
As a method, it never entirely replaced Grammar Translation in the classroom. In 
the United States, Grammar Translation remained the dominant method of public 
school and university level instruction until World War II (Zainuddin, 2011). 

The Audio-Lingual Method
The shortcomings of the popular 
Grammar Translation method became 
evident during the period of World 
War II, when English-speakers 
encountered foreign languages on a 
much larger scale than ever before 
(Zainuddin, 2011). The United States 
government realized that public school 
and university language programs had 
not adequately prepared their students 
to use foreign languages in real life. 
They commissioned universities to 
develop a more effective method of 
language instruction (Zainuddin, 
2011). 
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 The product of this petition was the Audio-Lingual Method (ALM) of 
the 1950s and 60s. It was based on behaviorism, the theory of learning that 
emphasizes exposure, imitation, reinforcement, and habit formation. The hope 
was that learners would become fluent and proficient speakers through the 
practice and memorization of recorded dialogues. In other words, they would be 
conditioned to respond appropriately to statements and questions in the target 
language (Larsen-Freeman, 2011). 

Other characteristics of the Audio-Lingual Method are (Zainuddin, 2011; 
Larsen-Freeman, 2011):

 ■  Similar to the Direct Method, students are not allowed to use their first 
language in class. L1 interference is seen as a considerable threat to the 
correct use of the target language.

 ■  New vocabulary is embedded in dialogues. Students do substitution drills 
with sentence frames: I like playing soccer. I like playing volleyball. I like playing 
basketball.

 ■  Teachers use choral repetition, individual repetition, and back-chaining in 
drills.

 ■  Grammar is presented inductively, as patterns within dialogues. Students use 
grammar correctly by following scripts.

 ■  Writing is used to reinforce speaking work; students copy dialogues and 
completed cloze activities.

 ■  Pronunciation is also included and taught through drills. Students often 
compare minimal pairs to learn similar sounds.

 ■  Errors are to be avoided, as they cause bad habits. 
 ■  Positive reinforcement (the teacher saying Very good!) leads to successful 
habit formation.

Common steps in ALM lessons were first listening to a dialogue, then repeating 
the dialogue accurately and perhaps even memorizing it. If students had 
difficulty with a particular phrase in the dialogue, the teacher would use back-
chaining to help them to produce the correct sounds in Is he playing basketball?

T: basketball?
Sts: basketball?
T: playing basketball?
Sts: playing basketball?
T: Is he playing basketball?
Sts: Is he playing basketball?

The next step would usually include additional drills, helping the learners to 
master the structure through rapid and frequent repetition with the teacher and 
with fellow classmates. Sometimes visual aids like flashcards or pictures were 
used in these drills. There would often be a task in which the same pattern 
or structure was used in a slightly different context. The new context meant 
that new vocabulary would be inserted into the same pattern (a substitution 
drill). Teachers also led transformation drills where students made questions 
from sentences, or vice versa, and question-and-answer drills where students 
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answered a question—or series of similar questions—affirmatively or negatively. 
Students were seen as successful language learners if they could keep up with 
drills and respond correctly without hesitation (Larsen-Freeman, 2011).

 While the goal of the Audio-Lingual Method was ultimately 
communication, scripts and drills did not bring students to this point. Students 
would be able to repeat the dialogues they had learned, but were usually unable 
to use the language in real-life interactions (Zainuddin, 2011).

The Situational-Structural Approach
The origins of the Situational-Structural Approach date back to the 1920s with 
efforts by language teaching specialists such as Harold Palmer, A. S. Hornsby, 
and Michael West. The method was originally known as the Oral Method, and 
was an attempt to provide a more scientific alternative to the Direct Method 
while maintaining its emphasis on spoken language. The Oral Approach focused 
on syllabus design, classroom presentation, and practice of new language. 
Proponents of the method sought, through linguistic research, to identify 
what vocabulary and grammar to teach, when to teach it, and how to teach it. 
The Oral Approach was widely accepted in the U.K. by the 1950s for teaching 
English as well as other languages (Richards & Rodgers, 2001).

 The Oral Approach became known as the Situational-Structural Approach 
in the 1960s. At this time, Australian educators Gloria Tate and George Pittman 
created a set of English language teaching materials based on the Oral Approach, 
characterized by the following principles (Richards & Rodgers, 2001): 

 ■  Language instruction begins with spoken input supported by visual aids, 
gestures, and realia. These comprehension aids provide context for new 
language and allow for inductive presentations.

 ■  Students should use the target language and not their native language in class.
 ■  Vocabulary instruction prioritizes common, frequently-used words.
 ■  Grammar is taught in a sequence from simple to complex.
 ■  Reading and writing are developed once students have learned the necessary 
grammar and vocabulary.

 ■  Errors should be avoided, as they can lead to bad habits. For this reason, the 
teacher must be in control at all times.

The concept of teaching high-frequency vocabulary is very important. Choose 
instructional materials that have vocabulary appropriate to the students’ age and 
level and useful beyond the scope of one specific activity. Primary students learning 

English are much more likely to need and use words like book, sofa, and experiment, 
than words like corduroy, glisten, or ambivalent.

btw

Today, the Situational-Structural Approach continues to influence English 
Language Teaching through the appeal of research-based methodology and 
the use of the grammar syllabus. However, the approach fell short of enabling 
students to use their new language in real life communication, leaving theorists 
and educators to look for something new.
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The Silent Way
In the late 1950s and 60s, linguists like Noam Chomsky began to demonstrate 
that language was more complex than just a set of grammar rules and vocabulary. 
In addition, developments in psychology and learning theory—specifically, 
cognitivism—indicated that students could not acquire communicative 
proficiency through mere habit formation (Larsen-Freeman, 2011). Instead, 
students needed to use their thought processes and formulate hypotheses about 
language in order to learn. 

 In 1972, Caleb Gattegno proposed The 
Silent Way. For Gattegno, language learning was 
seen as a “problem-solving, creative, discovering 
activity” (Richards & Rodgers, 2001). Students 
could learn a new language the same way children 
learned, through perception, awareness, creativity, 
and other mental processes (Larsen-Freeman, 2011). 
The Silent Way has the following characteristics 
(Zainuddin, 2011; Larsen-Freeman, 2011):

 ■  Students should speak as much as possible; the teacher should be silent. 
 ■  Learner autonomy is a priority; students learn through active thinking rather 
than the reception of knowledge.

 ■  Students are encouraged to learn through cooperation with fellow 
classmates.

 ■  Errors are an important part of the learning process; students are encouraged 
to correct themselves.

 ■  The teacher presents language through the use of a collapsible metal pointer, 
color-coded charts, and rods. Colors represent English sounds, words, and 
phrases. 

The Silent Way as an exclusive classroom method did not become widely 
popular. The complexity of the system was an obstacle for teachers and students 
alike, and the amount of silence required was often perceived as uncomfortable 
(Zainuddin, 2011). At the same time, the Silent Way did bring many beneficial 
concepts to English language learning. One key contribution to language learning 
was the reduction of teacher talk time. In earlier approaches, the teacher was in 
tight control of students’ language learning at all times. The teacher’s input and 
insights were seen as much more valuable than students’ attempts to use the 
language. The Silent Way attempted to provide a more meaningful engagement 
of students in the learning process, building on students’ existing knowledge, 
scaffolding (offering a lot of support initially, and withdrawing it gradually as 
students grow in knowledge and ability), and an openness towards making 
mistakes (a direct pushback against the Situational-Structural Approach).

Total Physical Response
Total Physical Response, or TPR, was proposed in 1974 by psychologist James 
Asher. As the name suggests, physical movement was a key aspect of TPR. 
Asher believed that students would perform better mentally if lessons required 
physical activity, and that people learn languages in the same way that babies 
do—first by listening and responding, and then by producing the language. 
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 In TPR lessons, teachers give and model commands and students perform 
them without speaking: stand up / sit down / raise your hand. Later, they give 
the commands without modeling them for students to do the actions. Finally, 
students give the commands to their classmates. In this way, the teacher guides 
students through the learning process. It is important to note, though, that 
students learn more than just vocabulary; prompts can be complex: Touch the 
picture of the boy with short brown hair. / Stand up if the boy is wearing a green T-shirt. 
Commands can also involve steps in a series of actions, for instance, how to 
drive a car or how to make a sandwich (Zainuddin, 2011).

Suggestopedia 
Suggestopedia, or Desuggestopedia, was proposed in 1982 by Georgi Lozanov, 
a Bulgarian psychologist and teacher (Zainuddin, 2011). Lozanov believed that 
the process of language learning could be accelerated through the removal of 
psychological barriers, specifically performance anxiety and the fear of failure 
(Larsen-Freeman, 2011). Lozano asserted that people need to be in a state of 
“relaxed concentration” in order to learn effectively. He saw feelings and attitudes 
as the major factor in the success of language learning. In Suggestopedia, the 
teacher’s job is to create a pleasant and comfortable environment for learning. 
Teaching incorporates the skill areas of reading, writing, listening, and speaking, 
as well as songs, drama, exercise, art, games, and psychotherapy (Zainuddin, 
2011). Other characteristics include (Zainuddin, 2011; Larsen-Freeman, 2011):

 ■  Classrooms are arranged with comfortable furniture and soft lighting. The 
teacher plays relaxing music in the background.

 ■  Use of the L1 is permitted, especially with instructions. Translation is seen as 
useful.

 ■  Charts and posters in the classroom offer indirect, peripheral learning 
opportunities.

 ■  Learning objectives center on practical language that students can use right 
away.

 ■  Speaking and vocabulary are prioritized over reading and writing.
 ■  Grammar is presented explicitly but not heavily emphasized.
 ■  Lessons are divided into phases: the receptive phase and the active phase. 
Model dialogues, called concerts, occur in the receptive phase.

 ■  Students listen to and recite dialogues at different times of day and to 
different types of music. They also recite dialogues using different emotions 
and voices.

 ■  Error correction is done as gently as possible.
 ■  Learning has to be fun.

Suggestopedia did not become widely popular as a teaching method, although it 
reinforced some key ideas in the understanding of English Language Teaching: 
awareness of anxiety and affective obstacles to learning, and the legitimacy of 
fun and variety in the language classroom. 

The Communicative Approach
In the 1970s, theory in second language acquisition (linguistic debate about the 
process of learning a new or “second” language besides one’s L1) began to focus 
on what is now called the Communicative Approach: that communication is 
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not just a goal of language learning, but is integral to the process. Educators had 
observed that language learning was more than memorization of rules, words, 
and phrases. Linguistic competence proved insufficient for learners to use 
English in real-life situations. Students needed communicative competence—
the ability to communicate effectively using their knowledge of the target 
language. The question was, what did students need to learn or do in order to 
achieve communicative competence? Students needed to understand language 
socially. They needed to be able to use the right language in the right situations 
with the right people to accomplish a specific objective. In other words, language 
cannot be isolated from its social context. Speakers use language with a purpose 
in mind. Instruction should center on language functions: giving or declining 
an invitation, asking or telling the time, agreeing or disagreeing, etc. The focus 
of Communicative Language Teaching is the communicative use of language in 
natural contexts (Larsen-Freeman, 2011).

 The classroom applications of Communicative Language Teaching vary 
greatly (Larsen-Freeman, 2011). However, lessons tend to have the following 
characteristics (Zainuddin, 2011; Larsen-Freeman, 2011):

 ■  Lessons involve and prioritize communication. Some activities may be more 
controlled, though, in order to equip students for later communicative work.

 ■  Students learn authentic language in authentic contexts.
 ■  Students do learn grammar and vocabulary to the extent that it enables 
communicative competence.

 ■  Language development 
is not the only objective. 
Activities should also be 
meaningful to students.

 ■  Use of the L1 is 
discouraged; students 
should try to communicate 
using the language that 
they know.

 ■  Students work in small 
groups in order to 
maximize opportunities to 
communicate. 

 ■  Errors are welcome as part 
of the learning process. 
Linguistic feedback 
should not interfere with 
communication.

 ■  Activities are designed 
to create a need to 
communicate. These 
“information gap” activities require students to exchange ideas in order to 
complete a task.

 ■  Lessons often involve the negotiation of meaning: learners may express their 
ideas imperfectly, but they correct each other’s misunderstandings until they 
arrive at a consensus. 
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You can incorporate more communication 
in your lessons by using information gap 
activities. In an information gap activity, 
students work in pairs or small groups. Each 
student has a different version of a text or 
picture, so students must communicate in 
order to complete the text. In the following 
example, students use the passive voice to 
ask each other where different objects are 
made and what they are made of. Then they 
write the answers. Each student starts with 
different information.

However, not all information gaps are both communicative and meaningful to 
students. For true communication to take place, students must have a social or 
practical reason to communicate beyond classroom participation. Think of topics 
that get your students talking in real life, topics that they care about. Students 
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are often eager to express 
their likes and dislikes, as 
well as their opinions on 
many topics. Otherwise 
quiet learners often come to 
life when you ask them what 
they want for their birthdays, 
or what they like to do when 
there is no school. 

Task-Based  
Language Teaching
Later discussion on the 
Communicative Approach 
led, in the 1980s, to two 
different views on the 
role of communication in 
language learning: “strong” 
vs. “weak.” Both strong 
and weak versions held 
communication, and not 
linguistic competence, as 
the ultimate goal, and both 
acknowledged the need for 
communicative activities as 
a crucial part of the process 
of language learning—not 
just the result of it (Larsen-
Freeman,  2011) .  The 
weak version saw in-class 
communication as practice 
for real life communication. The strong version claimed that language is not as 
much taught as it is acquired through communication. This was described by 
Howatt (1984) as “using English to learn [English],” and in Nunan (2004) as 
“learners learn to communicate by communicating.” 

 The strong version of the Communicative Approach led to the idea that 
language should be taught through the use of content from other subject areas, 
and through tasks, rather than  direct language instruction. This gave rise to 
Task-Based Language Teaching, and more recently Content and Language 
Integrated Learning, most commonly referred to as CLIL (Larsen-Freeman, 
2011). (See pages 32-33 for further discussion of CLIL.)

 Task-Based Language Teaching emerged with the Communicative 
Approach and was established on the principle that students should learn 
language by using it. This was a strong response to former approaches like 
Grammar Translation and the Situational-Structural Approach. In Task-Based 
Language Teaching, there is no grammar or vocabulary syllabus; rather, students 
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learn whatever language is relevant to a specific task or project. Nunan (2004) 
and Larsen-Freeman (2011) describe the principles behind this approach:

 ■  Language learning is driven by need. Students learn something because they 
need to use it.

 ■  Students learn through interaction with each other and with authentic 
materials.

 ■  Students learn through problem-solving, not by receiving information 
(constructivism).

 ■  Students should learn in the classroom in the same way that they learn 
outside the classroom.

 ■  Students learn by performing tasks (activities with merit beyond linguistic 
practice).

 ■  Students’ main focus is on meaning. Form (grammatical correctness) matters 
to the extent that it enables or interferes with communication.

 ■  Students must recall and use language they have already learned in order 
to accomplish the task; however, they are not limited to or required to use a 
specific form.

 ■  Students can learn strategies to cope with limits in their knowledge of 
English (describing an object when you don’t know its name; making 
predictions and using headings to better understand a text).

 ■  Classroom dynamics involve group work most of the time.

Larsen-Freeman (2011) points out that Task-Based Language Teaching does 
not necessarily exclude the teaching of grammar and vocabulary. Instead, 
linguistic objectives can be developed through support activities, task design, 
and feedback. In other words, the task can be a part of the learning experience, 
complementary to other language input and activities. The distinguishing 
feature of this approach is that students focus on a real-life rather than a 
linguistic objective. The objective could be planning a party, deciding on an 
appropriate gift for a friend, or writing a recipe. Students do more than just 
practice grammar and vocabulary; they do something real, something that 
doesn’t feel like schoolwork, in English. New language is more memorable, and  
becomes more automatic and more natural by not focusing on it.
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Here is an example of a task-based lesson for low intermediate students. The 
objective of the lesson is to write a recipe. Students already know basic food 
vocabulary and verbs for common cooking methods. English dictionaries are 
available in the classroom. Before class, you make several enlarged copies of a 
simple and familiar recipe (fruit salad, cookies, pancakes, or even spaghetti). 
Cut the ingredients and steps into strips with one ingredient or step per strip 
of paper. Mix the ingredients and steps and fasten them together with a paper 
clip. Repeat with each copy of the recipe. In class:

1.  Introduce the topic of cooking: Show a photo of a meal you prepared 
recently, or show an excerpt of a cooking show or video. 

2.  Form pairs. Give a speaking prompt such as What is your favorite food? Do 
you know how to make it? What ingredients do you need? Monitor and help with 
vocabulary as needed. Write useful phrases on the board for students to 
use: First you need to… After that… You need a lot of… / a little…

3.  Write recipe on the board. Explain that you write a recipe to explain how 
to cook something. If possible, pass around some recipe cards for familiar 
foods. Elicit the types of information you need in a recipe: ingredients, 
quantities, and instructions.

4.  Form groups and give each group a scrambled recipe, glue, and a sheet 
of paper. Tell them to put the ingredients on the left side of the paper. 
They should put the steps of the instructions in order on the right side of 
the paper. After you check their work, they can glue the ingredients and 
instructions to the paper. Encourage them to try the recipe at home.

5.  For older, more advanced students: Have students choose another food to 
write a recipe for, in pairs or individually. Monitor and help as needed.

       Ideas for the classroom

Presentation, Practice, and Production
In the late 80s and early 90s, a method for introducing and developing new 
language was evolving in the field of English Language Teaching that has now 
become ubiquitous in English classrooms around the world: Presentation, 
Practice, and Production (PPP). As is the case with many innovations in language 
teaching, this formula has its roots in much older theory, dating as far back 
as the Situational-Structural (Oral) Approach of the early and mid-twentieth 
century. Teachers provided spoken input as a presentation, followed by rigorous 
drilling as language practice (Richards & Rodgers, 2001). It follows that, with 
the advent of Communicative Language Teaching, this formula would develop 
into what we now recognize as PPP (Gabrielatos, 1994):

 ■  The teacher presents new language. 
 ■  Students practice the language through controlled activities.
 ■  Students use the new language in free, communicative production (speaking 
or writing) activities. 
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  Presentation
In PPP, students are exposed to a new element of language or language use in the 
presentation phase of a lesson. This is directly related to the learning objectives 
of the class. It could be a grammatical rule or structure, vocabulary, a particular 
sound, or even a concept, such as register or proofreading. Presentations will 
also vary according to the age, level, and preferences of the learners, and the 
design of the instructional materials. These activities should offer enough 
exposure for students to correctly determine the meaning, form, and use of the 
new language. 

Typically, presentations are described as either deductive or inductive. Deductive 
presentations are explicit and direct: a rule and its application. Inductive 
presentations encourage students to “notice” or “discover” new language in a 

realistic and meaningful context (Gollin, 1998). Generally in English Language Teaching, 
and especially with younger students, it is advisable to use inductive, discovery-oriented 
presentations whenever possible. In guided discovery activities, students work with a 
text, which could be a poster, a story, a short article, a recorded dialogue, or even a song, 
and do an activity that draws attention to the target language. The teacher (or textbook) 
helps the student along by condensing real-life exposures to a specific set of vocabulary 
or a grammatical structure, which would otherwise occur over weeks, months, or even 
years, into a single text.

btw

  Practice
The practice phase of PPP should not be arbitrary or randomly ordered 
practice activities. Rather, the nature of practice and the methods of practicing 
are dependent on a strategic sequencing of activities that lead students from 
successful application in very controlled exercises to successful use in freer, 
more communicative activities.

highly controlled free production

Highly controlled activities include drills, labeling, cloze (fill in the blank), 
and word and sentence completion, to name a few. Students are expected to 
demonstrate only a basic understanding of form and meaning. Activities of this 
type focus on discrete aspects of the new language: things like spelling, word 
forms, or verb conjugations. 

Controlled activities are not new to language learning. The error, though, would be to 
depend exclusively on this kind of activity as a means of developing communicative 
competence. These are just stepping stones to expand, reinforce, and confirm 

students’ understanding. On the same note, the act of doing these kinds of activities 
does not guarantee uptake. The teacher must be alert to student performance in order 
to gauge the understanding of the target language and make corrections, redirecting 
students who may have gotten the wrong idea. The idea behind practice activities is to 
provide instructional scaffolding—using more activity structure and guidance initially, and 
then withdrawing it as students advance toward the objective, adopting the new language. 
With the right combination and sequence of targeted activities, students will be able to 
use the form correctly and freely, without help from the teacher.

btw
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  Production
Production typically refers to speaking and writing, and in the PPP formula of 
lesson design, production is the phase where students demonstrate an ability to 
use the target language (vocabulary, sounds, structures, or concepts) in more 
cognitively demanding tasks. Students are in the process of making the target 
language automatic, allowing them to pay attention to communication rather  
than focusing on form.  

PPP is a formula to assist in lesson planning; actual language learning is not linear. 
The production stage of PPP requires students to integrate new language with 
language they already know, and sometimes with other new language that they are 

learning. In real life, a teacher might end up with a sequence that looks more like this:

Practice (review of previous language)
Presentation (language point A)
Practice (language point A)
Presentation (language point B)
Practice (language point B)
Practice (language points A and B)
Production (language points A and B)

As with any method or technique, it is necessary to adapt what you know about teaching 
in order to fit the real classroom situation.

btw

Here is an example of a PPP lesson for beginner students. The objective of the 
lesson is to give descriptions with There is and There are. Students already know 
simple vocabulary for animals.

 1.  Before class, stick animal stickers under the students’ desks. Some 
stickers should show only one animal. Other stickers should show two. In 
addition, place something unusual on the teacher’s desk, such as a giant 
toy spider. (It should be obvious that it is not real.)  

 2.  After students have entered the room, say Oh, no! There’s a spider on my 
desk! Write There’s a spider on the desk. on the board.

 3.  Put another toy spider on the desk. Say Oh, no! Now there are two spiders on 
my desk! Write There are two spiders on my desk. on the board.

 4.  Point to the first sentence and explain: When we have one, we use is. Circle is.
 5.  Point to the second sentence and explain: When we have two (or three or four 

or ten or twenty!), we use are. Circle are.
 6.  Place one of the toy spiders in another part of the classroom. Encourage 

students to guess the sentence: There is a spider on the book!  Write:  
There ___ spider on the book. Elicit the sentence again and fill in the blank 
with ‘s. 

 7.  Do the same with both toy spiders to elicit are. 
 8.  Continue practicing with singular and plural objects around the classroom; for 

example, pull a different animal toy out of your bag: There’s a (frog) in the bag!  
 9.  Now have students find the stickers under their chairs. Have them tell a 

partner what they found: There’s a (dog). / There are two (birds). Ask some 
volunteers to tell the class about their stickers.

        Ideas for the classroom
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  10.  Have students draw a silly picture of the classroom with unusal animals in it. 
Ask them to describe their picture for their partner to draw: There’ a cow 
on the desk. There are three ducks on the chair. When they finish, they can 
compare their pictures to check.

The Lexical Approach
The Lexical Approach was proposed by Michael Lewis in 1993, and was based 
on developments in linguistics spanning the 1980s and early 90s (Lackman, 
2011; Thornbury, 1998). As the name suggests, the Lexical Approach focuses 
on vocabulary patterns and structures (lexis), as opposed to a traditional 
understanding of vocabulary or grammar. In fact, Lewis viewed language as 
lexis with rules rather than grammar with vocabulary. 

 The Lexical Approach claims that a student will learn through identifying 
lexical chunks in extensive exposure to comprehensible input (both oral and 
text). Lexical chunks are recurring phrases that appear within a specific pattern. 
Collocations are a type of chunk, as are compound nouns, phrasal verbs, and 
prepositional and adverbial phrases. However, lexical chunks are not limited 
to grammatically grouped words. They can also be frequently used expressions 
(Gimme that) or clusters that cross the boundaries of parts of speech, even 
sentence stems (There’s bound to be… or It’s a shame that…). The Lexical Approach 
asserts that it makes more sense to teach these high-frequency patterns as single 
units than teaching them within a grammatical framework. This makes sense for 
language that is repetitive in form and usage, although grammatically complex. 
Young children do not need to understand the modal would in order to role-play 
a meal situation in a home or restaurant. The chunk Would you like (some)…? is 
easy to teach and easy for learners to use immediately, without understanding 
the underlying grammar.

chunk slot-fillers

Would you like (some)    tea?

juice?

cake?

pie?

more time?

Corpora research has made it possible to examine the language that people 
actually use in real life, spoken and written, across a wide range of contexts 
(Lackman, 2011). Corpora, like those available on Mike Davies’ website, corpus.byu.

edu, allow any user to investigate a particular phrase or lexical chunk to see how it is 
used by native speakers. The following examples are from the Corpus of Contemporary 
American English, available at the Brigham Young University website.

btw
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get

“…get a response from…”
“…don’t get me wrong…”
“…get exactly what you want…”
“…opportunities for students to get to know one another…”
“You can get hit by a car…”
“I went to get some groceries…”

The Lexical Approach offers some valuable contributions to the field of English 
Language Teaching by:

 ■  initiating dialogue on previously undeveloped topics on the nature of language.
 ■  promoting vocabulary instruction as an important aspect of language 
learning.

 ■  emphasizing language analysis, which students can use as they encounter 
language patterns in everyday life (Thornbury, 1998).

In the context of English Language Teaching at the primary level, the Lexical 
Approach can be incorporated into your current methodology:

 ■  Have students keep a vocabulary notebook, organizing words by topic 
(furniture) or function (expressing opinions); they could even keep a 
notebook of words and phrases they encounter outside of class with a 
description of the context and an explanation of the meaning.

 ■  Teach high-frequency collocations: 

go play do

swimming basketball karate

fishing baseball ballet

camping Monopoly gymnastics

 ■  Teach meanings and collocations related to a single high-frequency word: 

 tired
 sick
get  cold 
 lost
 hungry

 ■  Teach fixed expressions and sentence frames that real kids use at school and at 
play: (in relation to games) It’s your turn. Tag, you’re it! Ready or not, here I come!

 ■  Encourage students to read and listen to English at home and ask about 
words and phrases they encounter often.

 ■  Encourage students to record words and phrases that are meaningful to them 
in their vocabulary notebook.

 ■  Try planning a lesson around a set of vocabulary rather than planning 
vocabulary that fits a grammar or skills objective:
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Food Words 
and Phrases

names of fruits: apple, strawberry, orange, lemon, etc.
names of vegetables: carrot, potato, broccoli, etc.
names of beverages: milk, water, juice, coffee, tea, etc.
names of other foods: bread, cheese, cake, pizza, etc.
taste: sweet, salty, sour, bitter
textures: crunchy, creamy, chewy, soft
phrases:

My favorite… is… 
What’s your favorite…? 
Would you like a(n) / some…? Yes, please. / No, thank you. 
I love… / I can’t stand… 
It’s disgusting! / It’s delicious!

Grammar
descriptions:  Apples are red. There are two oranges on the 

table. This soup is cold.

likes / dislikes: I like carrots and potatoes. I don’t like broccoli.

past tense:  She bought some bananas. He was eating a 
sandwich.

quantifiers:  We bought a lot of grapes. They didn’t have any 
watermelon.

Skills 
Objectives

reading or writing a menu

ordering from a menu

reading or writing a recipe

planning a shopping list

complaining at a restaurant

Translation and L1 Equivalents
Sometimes you want to teach students phrases and idiomatic expressions that 
do not make sense in the students’ L1: I messed up. Instead of translating the 

expression literally, give the equivalent expression in the L1: in Spanish, metí la pata. With 
other expressions, it can be interesting to give the literal translation, the L1 equivalent, 
and a short explanation. 

These kinds of comparisons make children aware that it is not always possible to translate 
directly between languages. There are different ways of expressing ideas and concepts in 
different languages and cultures. 

btw

“Piece of cake!” means that 
something is very easy to do. 
What expression do you use 
in your language?  
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Here is an example of a lesson demonstrating the Lexical Approach. Students 
are at a low intermediate level. The objective of the lesson is talking about 
illnesses. Students already know a range of high-frequency verbs and 
vocabulary for parts of the body.

1.  Review the parts of the body with flashcards or a game.
2.  Show or pass around a picture of a person with a cold. (These are common 

in magazine advertisements for cold medicine!) Invite students to explain 
what they see. Explain the picture and write He has a cold. on the board. 

3.  Encourage students to comment on a time they had a cold: What did you feel? 
What symptoms did you have? Add new vocabulary to the board, especially 
phrases that follow the pattern have + an illness or symptom: I had a runny 
nose. / I had a sore throat. / I had a cough. / I had a fever. / I had a headache. 
Explain the meanings of illness and symptom. Underline the symptoms on 
the board. 

4.  Encourage students to suggest other illnesses and symptoms people 
experience (They may mime them or use their L1.): the hiccups, the flu, 
a stomachache, an earache, etc. Students may also mention conditions 
like asthma or diabetes; that’s alright. Comment on the suggestions: I hate 
hiccups. One time I had the hiccups all day! or My sister had the flu last month. 
She was very sick. Continue until there are approximately fifteen illnesses or 
symptoms on the board. Note: Not all suggestions will follow the pattern. 
Acknowledge the suggestions and write them on the board: She felt tired. He 
threw up.  

5.  Have students share their own anecdotes quickly in pairs. 
6.  Point out the pattern of have + illness / symptom. Have students copy the 

pattern and some examples in their vocabulary notebook:

have + illness / symptom / injury

He has a cold. 
I have a fever.

7.  Draw two large circles on the page, labeling them Illnesses and Symptoms. Tell 
students to copy the circles in their notebooks. In pairs, have students write 
the names of illnesses and symptoms in the corresponding circles. Monitor 
and help as needed. Students can add related expressions that don’t fit the 
pattern in the remaining space on the page.

8.  Ask the class, When should you stay home from school? Elicit possible answers. 
Model the answer, If you have (a fever). Form small groups and have them 
answer the question. Monitor and help as needed.

       Ideas for the classroom

Dogme
Dogme 95 was a movement established in 1995, not as a new approach to 
language teaching, but rather, as a new approach to filmmaking (Thornbury, 
2000). A group of Danish directors—Lars von Trier, Thomas Vinterberg, Kristian 
Levring, and Soren Kragh-Jacobsen—committed to a new form of filmmaking 
that would focus on storytelling and acting, rather than on cinematographic 
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technique. The directors agreed to shoot on location and never on sets, to use 
natural lighting and sound at all times, and to use no props. They also vowed 
not to work with genres or different time periods; they would not include 
superficial or unreal actions, or apply post-production effects (“Filmbug,” n.d.).  
Dogme ELT, or Teaching Unplugged, refers to an approach to teaching that 
strives to renounce materials-driven instruction and get back to the basics. 
Scott Thornbury and Neil Forrest proposed a set of rules—analogous to the 
filmmaking rules—for this teaching movement (Thornbury, 2000; 2012): 

 ■  Lessons are “conversation-driven.” Dialogue is the basis for all other 
classroom experiences. Classes are not limited to conversation, but 
conversation is a way for teachers to engage their students and assess their 
needs in order to provide additional guidance.

 ■  Lessons are “materials-light,” as opposed to following a course book. The 
students are the focus rather than the teacher, the pedagogy, or the activities 
themselves. 

 ■  Lessons develop through “emergent language.” There is no 
predetermined syllabus. Grammar-syllabi are rejected by this approach; 
content is everything. The teacher should respond to learners’ interests and 
needs directly as communication happens in real time.

Dogme lessons also have the following characteristics:
 ■  Classroom activities are similar to those in a task-based approach.
 ■  Lessons aim for real communication, authentic tasks, and learner autonomy.
 ■  Teachers use different techniques to engage the class, such as presenting a 
conversation piece (a picture or object that will get students thinking and 
talking). 

Dogme is a controversial approach to teaching. It could be argued that students 
cannot communicate if they do not have any real thoughts or opinions 
on a topic, and textbooks, as useful as they can be, can fall short in offering 
relevant content and tasks. In the very least, Dogme is right in asserting that 
the teacher should always keep his or her head and use textbooks (and other 
teaching materials) as tools, not the guaranteed and exclusive path to language 
acquisition.

Here is an example of a Dogme activity for intermediate learners. The objective 
of the activity is to talk about the past with regular and irregular verbs. It is the 
first lesson of the week.

1.  Welcome the class and ask: How was your weekend? Allow students to answer 
freely.

2.  Tell the class some activities that you did over the weekend: My weekend was 
great! I watched a movie. I ate some delicious food. I went shopping. Encourage 
students to use the language they already know to ask about your activities: 
What movie? Focus on communication rather than form at this point, 
answering any questions: I watched (Batman). I ate pizza. I bought a new pair 
of shoes.

3.  Elicit phrases for activities that students did over the weekend and write 
them on the board: played video games, watched the soccer game, went shopping, 

     Ideas for the classroom
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visited relatives. Help students if they suggest partial or incorrect answers. If 
students say eat at a restaurant, respond with ate at a restaurant. 
4.  Form pairs or small groups and tell them to record dialogues about their 

weekends using some of the activities on the board:

Boy: What did you do last weekend? 
Girl:  I cleaned my room on Saturday morning. Then, I walked my dog in 

the park. And on Sunday afternoon I played volleyball. Then, I did my 
homework and went to bed. What did you do?

Boy:  On Saturday, I played video games and watched horror movies. On 
Sunday, I watched the soccer game with my family. Mexico against 
USA. Chicharrito scored a goal! It was a great game.

Girl: Sounds like a pretty good weekend!

5.  Monitor students and help as needed.
6.  Have students play their recordings (or read their dialogues) to another 

group. Encourage them to comment on and ask about their classmates’ 
activities.

Competency-Based Language Teaching
Competency-based language teaching (CBLT) comes from a general educational 
approach called competency-based education. Both refer to an output-driven 
view of learning intended to prepare students for specific situations and tasks. A 
language competence doesn’t dictate what or how to teach; it dictates the ability 
that is achieved after a period of instruction. 
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Competency-based language teaching answers the question, “What knowledge, 
skills, and behaviors do students need in order to accomplish a task X in situation 
Y?” Situation Y could be within an academic context (task: writing a persuasive 
essay), a tourism context (task: making hotel reservations), a business context (task: 
giving a PowerPoint presentation), or a survival English context (task: ordering food 
at a drive-thru), to name the most common possibilities.

 In competency-based language teaching, competencies are usually set by 
government agencies through educational policies. The Common European 
Framework of Reference for Languages is one such example. It is an enormous 
document that aims at defining the linguistic skills and abilities language learners 
should be able to demonstrate at different levels of proficiency. Originally 
designed for the European context, the Framework is meant to provide 
standard criteria for language proficiency to be used by schools, publishers, 
course designers, and exam writers (CEFR, 2001). In the Common European 
Framework, competencies are divided up according to skill area, principally: 
reading, writing, listening, speaking (interaction), and speaking (production). 
Within the skill areas, attention is given to fluency, accuracy, range of linguistic 
forms (lexis and grammar), register, strategies, and cultural awareness. 

Planning for a series of CBLT lessons
1.  Determine your objectives: By the end of the unit (the series of lessons), 

learners will be able to greet their friends and invite them to a birthday party, and to 
accept or courteously decline an invitation.

2.  Identify the language and skills students already have for 
accomplishing the task: basic greetings (Hello. How are you doing? Great 
thanks! / Not too bad.) and language associated with addresses, dates, and 
times. You will review this language with students.

3.  Identify the language and skills students need to learn (or expand) 
in order to accomplish the task: party foods and drinks, party activities, 
expressions for inviting someone to something (I want to invite you to my 
birthday party. / Can you come to my birthday party?), and expressions for 
accepting and declining invitations (Sure! I’ll ask my mom. / Sorry, I can’t come. 
+ an excuse). You will teach this language over the course of the unit.

4.  Determine the learning outcomes: The children will talk about birthday 
parties, create their own invitations to a birthday party, and role-play 
inviting each other to their birthday parties. You will plan how to evaluate 
students’ performance in these activities, formally or informally. (For more 
on testing and assessment, see Chapter 6.)

5.  Plan individual lessons to develop and assess the competence. 

       Ideas for the classroom
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  Content and Language Integrated Learning
The term Content and Language Integrated Learning, or CLIL, was first coined 
by David Marsh in 1994 (Pinkley, 2012). It refers to an approach that combines 
language teaching with academic content teaching. CLIL falls under the broader 
category of task-based learning, where students learn the language by doing 
things with it. 

 In order to create a CLIL environment, it is necessary to incorporate what 
is known as the “Four Cs” (International House Journal of Education and 
Development, 2009; Fitzgerald, 2012; Pinkley, 2012):

 ■  Content – Students learn academic subject matter (math, science, history, 
etc.) through an “additional” language.  

 ■  Communication – Students receive language instruction to facilitate 
communication about and uptake of course content. There is no language 
syllabus.

 ■  Cognition – Instruction develops critical thinking skills.
 ■  Culture – Instruction exposes students to see themselves as members of 
their community as well as a global society. 

The CLIL Compendium, a body of research centering on the nature and 
application of CLIL teaching practices, has outlined five dimensions and focuses 
of CLIL (The CLIL Compendium, 2001):

Culture

 ■ Build intercultural knowledge and understanding
 ■ Develop intercultural communication skills
 ■  Learn about specific neighboring countries or regions 
and/or minority groups

 ■ Introduce the wider cultural context

Environment

 ■  Prepare for internationalization, specifically EU 
integration

 ■ Access international certification
 ■ Enhance school profile

Language

 ■ Improve overall target language competence
 ■ Develop oral communication skills
 ■  Deepen awareness of both L1 and the target language
 ■ Develop plurilingual interests and attitudes
 ■ Introduce a target language

Content

 ■  Provide opportunities to study content through 
different perspectives

 ■ Access subject-specific target language terminology
 ■ Prepare for future studies and/or working life

Learning

 ■ Complement individual learning strategies
 ■ Diversify methods and forms of classroom practice
 ■ Increase learner motivation

This framework offers a realignment of priorities for CLIL, particular within the 
European context, as well as clearer insight into the aims of each component. 
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  The CLIL Umbrella
CLIL contexts are highly varied. The term CLIL encompasses many different 
kinds of purposes at different levels of intensity and exposure to the target 
language. 

 In terms of language exposure, CLIL can be broken down into the 
categories of monolingual, bilingual, multilingual, and plurilingual educational 
contexts. In the monolingual context, students learn most of their academic 
subject matter in their L1. Alongside this, they have a course for a single 
subject in the target language. Bilingual CLIL, on the other hand, refers to an 
educational context where students have half or more of their classes in the 
target language (ranging from partial to total immersion). In multilingual 
contexts, students have academic courses in three or more languages (often in 
a region where students speak multiple languages outside of school), and in 
plurilingual contexts, students learn multiple languages, and have CLIL courses 
in at least one of the target languages (Cambridge TKT CLIL Glossary, 2009).  

 In terms of intensity, CLIL courses may be essential elements of the 
academic curriculum (with academic standards equal to those of L1 courses), 
or they may serve a more complementary role, supporting—but not replacing—
dedicated language and subject courses. In yet other situations, a teacher may 
incorporate academic subject content into a traditional course as a way to 
promote communication and make lessons more relevant to students. Language 
showers are one form of low exposure, low intensity CLIL, where students have 
regular but brief activities in the target language (Cambridge TKT CLIL Glossary, 
2009). 

Technology and Education
The field of “ed tech” is growing and changing daily, which presents exciting 
challenges and opportunities. Unfortunately, many teachers find the use of 
technology in the classroom intimidating: the students may be more comfortable 
using new technologies than we are. On the other hand, some commentators 
have argued that there is no such thing as “e-learning,” only “e-content 
delivery,” and that learning itself remains unchanged. Certainly the basic tenets 
of methodology hold true today. However, there are many new resources, such 
as educational tablet and smartphone apps for reading, math, and language 
learning, as well as content creation. They provide young learners with access 
to interactive content in a fun, intuitive, and mobile format. The challenge for 
educators is to meaningfully apply technology, not use it for its own sake, but 
discover the ways it can enhance learning potential.

 In order to understand the different types of digital resources available, it 
can be useful to refer to the terms used to describe the development of online 
technology: Web 1.0, Web 2.0, and Web x.0. Web 1.0 is the original Internet. 
Users were primarily able to access diverse content via websites, but interaction 
was mostly limited to email. Basic Internet searches or utilizing text and graphics 
online correspond to this stage. Web 2.0 refers to the development of social and 
mobile media, giving any Internet user the ability to interact online and publish 
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original material from computers and mobile devices such as smartphones 
and tablets. Any kind of social interaction online, such as developing shared 
documents, chatting or publishing information online corresponds to this stage. 
Web x.0 describes the role of Big Data analytics, allowing platforms to customize 
content for the user. Still, the majority of daily use by students and teachers 
today is along the lines of Web 2.0, or even 1.0, but several adaptive learning 
platforms are currently being developed now for ELT. In these platforms, 
students’ progress is carefully tracked and content is delivered according to their 
individual learning needs. Educational publishers now include digital media and 
platforms as an integral part of published courses.

 Perhaps most importantly for language instruction, digital media means 
nearly unlimited access to English content and resources for the English 
language learner. As we all know, a generation ago it was a struggle to get 
access to “authentic” English-language materials outside of English-speaking 
regions. Now students’ daily activities include apps, social media, and video 
games in English, regardless of where they live. Digital media such as online 
magazine articles and video tutorials can be used for building reading and 
listening skills and as conversation-starters to introduce speaking and writing 
tasks. Students can also use English-language websites to research topics 
and perform “authentic” tasks, such as comparing the characteristics of two 
products, or following craft instructions. There are many websites designed 
especially for children, often accompanied by recommended lesson plans and 
comprehension and extension activities. There are numerous apps and websites 
for language practice, which students can do in class or at home. Learners can 
also visit animated story websites or get English-language literature in the form 
of digital books. Beyond practice and alternative materials, students can use 
technology to produce content through and in English: videos (tutorials, mock 
advertisements, drama), slideshows or interactive posters, animated clips, blogs 
and podcasts (school and community news, journals, feature stories), songs, 
articles, and even product, book, or movie reviews. 

Type of Resource Examples
Classroom 

Application

English-language 
Content 
news, magazine articles, 
video tutorials, movie 
trailers, reference 
information, product 
reviews

CNN
BBC
Google Earth, Google 
Maps, Google Search, 
etc. 
Weather Channel 
YouTube
Wikipedia
Amazon.com

comprehension activities, 
research, and authentic 
tasks: responding with 
questions or comments,  
or choosing a product 
or service, or following 
instructions for a recipe, 
experiment, or craft 
project)
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Educational Tools 
English-language 
content with interactive 
activities, subject-
specific learning games, 
platforms, simulations

News-O-Matic (for iOS) 
PBS Kids
NatGeo Kids
Time for Kids
ESL Kids Games Plus

comprehension activities, 
games and exercises

Content Creation 
apps and websites that 
enable the user to make 
and share their own 
media

Evernote 
Pinterest (for Android 
and iOS)
Educreations (for iOS) 
KidBlog (for iOS)
Toontastic (for iOS)
MindMeister
MeetMeAtTheCorner.org
Glogster

word processing, 
information 
management, mind-
mapping, animated 
story-telling, podcast 
and/or video production, 
blogging, peer teaching 

Teacher Development 
Twitter chats (#ELTchat, 
#edchat, #edtech), blogs 
and podcasts, online 
courses (MOOCS, 
blended learning), 
tutorials, webinars, 
forums, articles

Humanising Language 
Teaching
Internet TESL Journal 
EFL 2.0
Teaching Unplugged

Teacher Tools 
grade book and 
attendance apps, 
information 
management, printable 
worksheets, etc.

Grade Book for 
Professors (for 
Android), Attendance 
(for Android), Evernote, 
Pinterest, TechSmith

For additional links, see Online Resources on page 210. 

Teachers can also take advantage of professional development opportunities 
through a variety of outlets, from topic-specific Twitter chats to webinars to 
online courses, ranging from formal university to “blended learning,” a course 
that mixes online work with a traditional, in-school component. There are also 
apps and websites that can make common teaching tasks like attendance and 
grading a little easier.

 Bloom’s Taxonomy has been an important reference since its publication 
in 1956 for identifying learning objectives and activities in correlation to higher-
order thought and skills. A useful document by Andrew Churches (2008), 
“Bloom’s Digital Taxonomy,” provides a guide to applying digital resources to 
the levels of thinking skills Bloom identified.
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Higher Order Thinking Skills

Creating
Making videos, animations or audio broadcasting, 
publishing online, blogging

Evaluating
Posting, reviewing or moderating discussions, 
networking

Analyzing Polling or surveying, linking, meta-tagging

Applying
Interviewing, making online graphics, using online 
presentation tools

Understanding
Interpreting search information, building mind maps, 
show and tell with audio and video

Remembering
Simple searches, chats, simple mind maps or 
presentations

Lower Order Thinking Skills

Adapted from Churches, 2008 

The “flipped classroom” is one of the developments in educational technology 
to most change classroom practice and lesson design. A form of blended 
learning, this technique “flips” the traditional order of teaching. Instead 
of teachers introducing the learning objectives during class, and students 
practicing or applying the material at home for homework, students can view 
a presentation of the material at home, such as a video or interactive activity, 
and use class time to practice and check understanding. This technique 
allows teachers to spend more of the class dynamic on active communication 
activities and less time on “passive” explanations. It also allows students to 
view the explanatory information as many times as necessary. Though flipped 
classroom teaching is more common in content areas such as math and 
science, there are many possibilities for language instruction as well. A great 
teaching video that the teacher makes or acquires, alone or accompanied by 
activities, can also supplement the explanation the teacher makes in class. 
It can also alleviate frustration for students who have more difficulty doing 
homework alone at home. 

        Ideas for the classroom

Digital Literacy
The role of technology in education cannot be limited to enhancement 
of language or access to knowledge. Students also need to learn how to use 
technology effectively and ethically to accomplish both academic and real-world 
tasks. The following is a list of standards developed by the International Society 
for Technology in Education (2007):

 ■  Creativity and Innovation – Students demonstrate creative thinking, 
construct knowledge, and develop innovative products and processes using 
technology. 
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 ■  Communication and Collaboration – Students use digital media and 
environments to communicate and work collaboratively, including at a 
distance, to support individual learning and contribute to the learning of 
others.  

 ■  Research and Information Fluency – Students apply digital tools to 
gather, evaluate and interpret information.  

 ■  Critical Thinking, Problem Solving and Decision Making – Students 
use critical thinking skills to plan and conduct research, manage projects, 
solve problems, and make informed decisions using appropriate digital tools 
and resources.  

 ■  Digital Citizenship – Students understand human, cultural and societal 
issues related to technology and practice legal and ethical behavior. 

 ■  Technology Operations and Concepts – Students demonstrate a sound 
understanding of technology concepts, systems, and operations.  

  Safe and Responsible Internet Use
Whenever you are directing students to access or create content online, either in or 
out of the classroom, it is very important to teach students safe and responsible Internet 

use as well. There are a number of websites designed to teach children Internet safety. Some 
have lists of rules for students to follow. Others, like pbskids.org/webonauts/, have animated 
games. However you chose to promote Internet safety, it should cover the basics:

 ■ Communication: Students should talk to parents and/or teachers about anything 
online that makes them feel uncomfortable. 

 ■  Privacy: Students should not share personal information (name, age, address, phone 
number, school name, etc.), passwords, or photos with nudity.

 ■  Personal Safety: Students should never arrange to meet with a person they meet 
online. Sometimes people pretend to be kids in order to contact them and lure them 
into dangerous situations.

 ■  Financial Safety: Students should not make online purchases without an adult. Some 
websites appear to sell products, but they use a customer’s payment information to 
steal money from their bank account or make unauthorized charges. Thieves can also 
steal payment information through unsecure Internet connections, like public Wi-Fi 
hotspots.

 ■  Respect: Students should always show respect in online interactions. They should 
never make personal attacks on other people or spread rumors.

btw

  Think about it What kind of technology do your students have access to 
inside and outside of the classroom? How do they use technology in their daily 
lives? How can you take advantage of these technologies to increase students’ 
exposure to English, or to take advantage of the exposure they do have to cre-
ate learning opportunities? How can you incorporate digital literacy objectives 
into your classroom activities?
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Looking Back
As dedicated teachers, it is important to be aware of the history and developments 
in the field of English Language Teaching. A deeper awareness of approaches 
and methods allows us to make informed educational decisions and gives us 
more options for addressing learners’ specific needs in an effective way. 

1 Read and label the approaches and methods.

a method where the teacher uses
colored rods and charts to help
students use and understand English

a method that introduced a way of 
teaching without using translation  or 
explicit grammar rules

is based on students’ immediate needs 
and interests; few outside materials are 
used

a way of teaching a language through
complex explanations of rules and the
translation of classic literature

contributed concepts such as the
graded grammar syllabus and the
teaching of high-frequency vocabulary

combines language teaching with
subject-area instruction

asserts that students learn to 
communicate by communicating

learning language by using it to 
accomplish something else

focuses on the abilities that are 
achieved after a period of instruction
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