
Please note: rather than scaling down this presentation from the CPD half day 
ourselves, and thereby forcing your attention onto particular studies or resources, we 
have instead left it intact and indicated where we feel you could choose from the 
material available in order to make the necessary cuts. Please select therefore 
according to your own perception of what will be most relevant and useful for your 
hub colleagues. (Teachers should have been sent all five study summaries in advance, 
however, and asked to read them).
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Please also remind the teachers that “Accessing meaning from rich texts” will be the 
focus of CPD in autumn / spring

Suggested timings:

5 minutes in total for explaining session outline on this slide, and summing up what has 
been covered at the end of the session (Slide 249)

Part 1: Learning theory. 5 minutes absolute max – the aim is to get the terminology of 
these theoretical constructs straight

Part 2: Definitions, Rationales and Principles. This is a series of five key principles, plus 
time for discussion of the handouts, including reading the No Go Pedagogy document. 
Max 30 minutes on this. So up to here there are 20 slides and 40 minutes – so 2 mins 
per slide.

Part 3: Examples of classroom research about practice. We suggest that you select one
study from the five (all of which the teachers should have read in advance) to consider 
in detail. We would recommend Erlam, R. & Pimentel-Hellier, M. (2017), but you 
are of course free to choose another if you prefer. We have left all five in this 
presentation to allow you the choice. Go through the key points and offer the 

2



teachers some time to re-read and reflect further on the selected study. They might come 
up with interesting critiques of the methods, etc. That’s ok and what it’s all about. Each 
one of the summaries is linked to the resources we then present. Max 10 mins. 

Part 4: NCELP resources. Bulk of the time on this. Up to one hour 15 mins for a 3-hour 
TRG; 45 mins for a 2.5-hour TRG (rest is HW!). You may need to be selective, according 
to time available. Allow some time for really digesting. Some are long sequences that you 
can talk through.  But for others, please note, we will be showing some resources without 
their preceding more controlled sequences. We want to give you a wider taste of 
different kinds of activities, that are a bit freer, and could be sufficiently challenging for 
pupils in year 8 or 9 (or 10 even, for some learners). We are working to create the more 
controlled sequences that build up to the freer ones we present here. 

Part 5: Creating opportunities for MP in your classes. Allow up to 30 mins. There might 
be some really interesting issues here, which align with or challenge the ideas. 

Part 6: Reflecting back (10 mins) and planning ahead (15 mins). 
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Part 1: Learning theory. 5 minutes absolute max – the aim is to get terminology 
of these theoretical constructs straight
This is just two slides long! Instead of talking a lot about the learning theory, we want to 
give you lots of concrete examples of actual research in classrooms and of actual 
teaching resources. 
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Examples of declarative knowledge?  The letters ai are pronounced ‘ai’ in French; To say 
you do something to yourself in Spanish, you use ‘me’ before the verb; Knowledge that 
the sound string ‘habe’ means ‘have’; If you see the ending ‘aron’ in Spanish, it means 
more than one person/thing completed something in the past. 

It is important to understand that declarative knowledge is a type of representation in 
the mind – a type of memory. 
- One advantage of declarative knowledge is that it is transferable – it can be used in 

different contexts and it can contribute to the start of the development process for 
acquiring a range of skills (e.g. knowledge what ‘ai’ means can be practised in a range of 
ways, and so feed into the development of knowledge that is useful for different modes 
and modalities, such as speech, writing, listening). 
- One disadvantage is that it is prone to quite rapid decay – it does not reliably stay in 

the form that it was stored in for very long. The other problem is that, alone, it doesn’t 
provide the ‘useful’ knowledge that allows people do actually ‘do’ something with that 
knowledge. 

For that, we need to create some ‘procedural’ knowledge, so that learners can actually 
do something  - such as, in the case of learning a foreign language, understand or 
produce some language. 
So, learners need to do something with the declarative knowledge, over and over, so 
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that they create this new type of knowledge - procedural knowledge.  Now, procedural 
knowledge is much less transferable – it is most useful in the particular context or domain 
in which it is being practised. It is also variable – it can take different amounts of time to 
access it, it can be error-prone. 

Once the procedural knowledge has been activated more, then a new type of knowledge 
is created – automatized knowledge. This is less prone to decay and it requires (less) 
conscious awareness; it can be accessed at greater speeds and with less variability. 
Sometimes the declarative knowledge that was involved at the start is completely 
forgotten. 

This model of learning does not describe all learning phenomena: some learning in our 
lives happens implicitly, without awareness, such as learning most aspects of our first 
language or learning to walk!.  But this model is a very useful account for most aspects of 
learning a foreign language where there is limited exposure to the language and where 
most learning happens after infancy when we are becoming ‘conscious’ learners; all 
characteristics of foreign language learning in the UK.  The model emphasizes the need 
for repeated practice, on small bodies of knowledge. 
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TO RECAP: It is very important to understand that declarative knowledge 
doesn’t get "turned into" proceduralised or automatized knowledge – they are 
different types of knowledge.
That is, practice lets us make something different, that draws on the declarative 
knowledge! But the new knowledge types (proceduralised, and then hopefully 
automatized knowledge) are easier to access, more ready to ’grab’.

SPACING – how often do we need to re-visit language?! 
This is only a recent area of research, and there is not a huge amount available that is 
directly relevant to language learning. 
There is enough research for NCELP to give guiding principles.  Practice needs to be:
- Frequent enough to prevent forgetting
- Spaced enough so recall is challenging for your learners, for that language feature
- Space in planned ways to ensure re-visiting happens

HANDOUT 3: NCELP Schemes of work (KS3) rationale and principles (DRAFT)
Note: This document is a draft but we think it’s helpful to share it, here, as 
there is obviously a keen interest in knowing more about the SOW process.

There is enough research for us to make some broad suggestions about the frequency.  
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For the schemes of sork development, NCELP is working on four ‘types’ of re-visiting: 
- More immediate 3-7 days;  (depending on frequency of lessons, but the idea is to 

practise a small set of features over pairs of lessons, rather than completely new material 
every lesson).
- Mid-spaced 3-4 weeks; (re-visiting the same language within each half term, perhaps in 

different contexts, modes & modalities)
- More spaced 9-12 weeks (re-visiting the same language within the term, perhaps in 

different contexts, modes & modalities)
- Longer term (annual & over the years) – this has to happen because knowledge 

is cumulative, so the language established in year 7 will be needed in year 8 etc
etc. 

Please note, these types of revisiting have to be flexible, they are not strict 
categories. The amount of practice and revisiting needed varies for different 
learners, for different language features, for different proficiencies and ages. 
You can see that the general effect is to reduce the amount of new content we 
cover, in order to accommodate more practice to embed and consolidate 
knowledge. 
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Part 2: Definitions, Rationales and Principles. This is a series of five key principles, 
plus time for discussion of the handouts, including reading the No Go Pedagogy 
document. Max 30 minutes on this. So up to here there are 20 slides and 40 
minutes – so 2 mins per slide.
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Let the teachers read this – a quick refresher

We are now going to look at 5 key ideas 
underpinning NCELP’s approach to practice

Each principle is first presented in concrete terms, and is followed by a short explanation 
and justification about ‘why this approach to teaching is important’

Try not to dwell on each one too much. But, it is worth explaining that this is an 
important process in the whole chain of CPD: articulating why we do something 
provides us with a deeper understanding of why we are doing it and strengthens our 
ability to not only do it ourselves but, more importantly, communicate it to others. 
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This principle is that learners can practise grammar in listening and reading activities and 
then be able to produce them; that both input and output modes and modalities are 
important for practice.

* Remind  the teachers that Error correction and error tolerance are going to be part of 
the CPD in the Autumn term.
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This just needs going through quite slowly

You can ask teachers to give examples of where they think this kind of skill-specific 
learning can be seen in their pupils? 
One example is on the slide : if they learn a pattern just in writing, and then it becomes 
automatized, it is then very hard for them to use it in other ways e.g. they can’t recall it 
when needing to say it, or they don’t perceive or understand it when they hear it. 

You might have the example of learning to say a fixed phrase very fast and pronounced 
accurately, but when they need to read it, if they haven’t ever established declarative 
knowledge of that phrase in writing, they might not recognize it or be able to write it. 
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Check that the teachers understand ‘mode’ and ‘modality’ 
Mode = (production mode or comprehension mode) i.e. what you are doing with the 
language, producing or understanding it,  and ‘modality’ (oral or written modality), is 
the way in which the language presents, speech or writing!
So, listening is comprehension mode in the oral modality; speaking is production mode 
in the oral modality.
This is important to help us move away from the way we have viewed skills as ‘practising 
reading’ or ‘practising speaking’. It is the knowledge that underpins these activities that 
drives progression. The knowledge of phonics, vocabulary, and grammar. 
The nature of the knowledge changes with practice:  declarative  procedural 
automatised

Check that the teachers understand ‘dictogloss”
Learners hear some language (the amount will vary according to their level). They hear 
this at a near normal rate – the critical thing is that it is faster than the speed that they 
are able to write it out accurately. They take notes while they are listening. Then, either 
by themselves or in pairs, they have to create a written text that conveys the same 
meaning. They might not choose exactly the same words or grammar. But they do have 
to convey the same meaning, and accurately. 
There are several variants on this activity. E.g., have them read a short text quite fast and 
then remove it. They can make notes while the text is available, but not copy as there 
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isn’t time! They have to recreate the meaning in speech or in writing. 

Multi-modal presentation
The evidence for the effectiveness of this is when discourse (language that is longer than 
a sentence) is presented in a ‘sychronised way’ – as in teletext, where the same language 
is heard and seen at the same time. There is strong evidence that this helps learners 
‘segment’ the input, one of the most difficult things to do in listening – where does one 
word end and one word begin, when language is at a rate that is quite fast.  (less so with 
subtitles) 

If it seems like the pace is going well, then ask the teachers: Can you think of any other 
unusual combinations? If it seems like the timing is tight, then reassure them that we 
are about to see examples and more are being produced as we speak! 
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Here ‘contexts’ means different kinds of tasks – different kinds of activities, with varying 
task demands, different topics areas, grammar with different vocabulary. 
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Or put more simply: you need to practise under the conditions under which you will 
need to use the knowledge. 

So, having a grammar feature explained in a paradigm and then practising gap fills or a 
translation, doesn’t also give them practice in understanding the grammar in listening, 
or producing the words in a freer more spontaneous narration. 
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We talked a lot about the importance of ‘input’ in the previous CPD sessions: for 
phonics, the importance of connecting sounds we hear to the symbols we see; for 
vocabulary and grammar, the importance of getting a lot of listening and reading 
practice for understanding vocabulary and grammar before we can expect learners to 
produce it reliably with understanding. 

(Note! For the eagle eyed! This slide has combined the presentation of the principle with 
why it is important  - you need no further clarification about what production is.) 
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Interaction is where learners:
a) talk or write to others (teachers, peers) and there is reciprocal interest – not just one 
way information giving
and also, b) the speaker and the listener are encouraged to ask for clarification, about 
meaning or the words (can be synchronous writing nowadays, too!)
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Pause on meta-analysis. Explain that meta-analyses select, following carefully laid out 
criteria, a set of studies. They extract their findings and then join their findings together 
across the set – this gives ‘grand effect sizes’, showing broad patterns across a number of 
studies. 

So – it’s a no brainer that the pedagogy review recommends interaction with other 
speakers of the language – e pals, trips etc., etc.
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We just want to flag one more thing, which isn’t exactly a positive principle, but 
something to be aware of and to make your colleagues aware of.
As you can see, visually enhancing includes techniques such as colour, formatting (bold, 
underline) or changing the font size.
There is a fairly substantial body of research about the role of visual enhancement in the 
learning process. 
This is simply to manage our expectations about what that can actually achieve.
Many laboratory and classroom studies have been carried out and there is very little 
solid evidence…. [as per the slide]

Visual enhancement might be useful simply so we can easily direct learners to look at 
feature, i.e., just as a physical ‘pointer’: “ look at the words you can see there in red”  
“read out the word that is underlined” … It can be a device just to actually explicitly 
direct learners to look somewhere. 
But, the message is: let’s not pin any hopes on this kind of thing increasing attention at a 
level that will really engage learning processes.
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On 1) explicit means ‘given by the teacher’. The information is given in a planned, 
intentional way. That is, it is ‘deductive’, i.e. before practice is often most helpful for 
most learners.

On 2) Frequency – we need classroom judgement to know for those pupils at that time. 
So, planned schemes of work for your context are important.

If any teachers ask: we will be sending a draft SoW before the summer term, and the full 
versions of example SoW in early September. 
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Note that for 3) Varying the topic around the grammar is a key principle of our 
SoW
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The teachers were sent the ‘Meaningful practice: Definitions, Rationale and Principles 
document before the session. There should also be a printout in their packs.

The No-Go Pedagogy document aims to help further define what useful practice is likely 
to look like. It stylizes some practices that might take place in some classrooms 
occasionally.  
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Part 3: Examples of classroom research about practice. . We suggest that you 
select one study from the five (all of which the teachers should have read in 
advance) to consider in detail. We would recommend Erlam, R. & Pimentel-
Hellier, M. (2017), but you are of course free to choose another if you 
prefer. We have left all five in this presentation to allow you the 
choice. Go through the key points and offer the teachers some time to reflect 
further on the selected study. They might come up with interesting critiques of 
the methods, etc. That’s ok and what it’s all about. Each one of the summaries is 
linked to the resources we then present. Max 10 mins. 
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Pause on the question Thoughts for our classrooms? to ask what the teachers think.  
Then, summarise key implications given on the slide
When it comes to ‘having a conversation’, students are unlikely to focus naturally on 
grammar.
Shows need for plenty of production practice isolating and focussing on getting those 
structures right; then lead up to freer tasks. 
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That study we have just seen by Erlam & Pimentel-Hellier is not the only study to have 
shown this. 
Quickly go through the points on the slide. “There is a hope that getting learners to 
produce language together, creating relatively ‘free’ production tasks, directly feeds 
language learning. But …”
Summarise the key point: There are limits to what we can expect learners to say or 
attend to by themselves. This finding has driven much of our resource creation.  We 
need to actively manipulate the input, and we need to actively control and plan what 
language will be produced in any given activity. 

**********
Further information: This extract from a very recent study nicely summarises some of 
the limitations and concerns about the body of evidence that can really support this kind 
of ‘meta-cognitive strategy’ approach, where, for example, learners are left to discuss 
language in the hope that language learning results. 
From Ammar & Hassan (2018) Learning Benefits of Collaborative Dialogue: Language 
Learning.  
“The learning benefits of collaborative dialogue are increasingly being acknowledged by 
L2 researchers (Swain, 2006, 2010). For example, Swain (2006) explained that by talking 
it through, the learner comes to understand the language, which in turn triggers 
interlanguage development. Albeit informative, findings from the extant research about 
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the beneficial effects of collaborative dialogue need to be interpreted with caution 
because of methodological choices that limit the external validity of the findings (Kim, 
2008; Kuiken & Vedder, 2002a, 2002b; Nassaji & Tian, 2010; Shehadeh, 2011; Storch, 
2005; Storch & Wigglesworth, 2007). First, several studies have looked at the effects of 
collaborative dialogue on text quality without necessarily measuring its effects on L2 
learning (Kuiken & Vedder, 2002a; Storch, 2005; Storch & Wigglesworth, 2007). Second, 
the instructional interventions in these studies have been short lived (with the exception 
of Shehadeh, 2011), consisting of one to two periods, sometimes targeting a single 
feature (e.g., Kuiken & Vedder, 2002b), thus limiting the ecological validity of the reported 
results. Lightbown (1983) warned that instruction that is both intensive and short lived is 
vulnerable to rapid forgetting. Lastly, there have been several contradictory findings as to 
the L2 learning benefits of collaborative dialogue. For instance, with respect to the effects 
of collaborative dialogue on vocabulary learning, Kim reported that learners who had 
performed the dictogloss task in pairs outperformed those who had done so individually 
on both immediate and delayed posttests. However, Nassaji and Tian failed to obtain 
similar evidence as to the positive effects of collaborative tasks on L2 vocabulary learning. 
Additionally, several studies have shown no benefits of collaborative writing for 
morphosyntax (Kuiken & Vedder, 2002b; Shehadeh, 2011). Attributing such unexpected 
results to learners’ low proficiency level, Shehadeh argued that the low-intermediate 
level of learners might have rendered them “unable to assist each other with the needed 
grammatical accuracy” (p. 295). Last but not least, although research focusing on the 
learning benefits of collaborative dialogue has been conducted in different contexts, it 
has predominantly targeted adult learners of intermediate to advanced proficiency. Thus, 
it is unclear whether the reported benefits of collaborative dialogue would apply to L2 
learners in elementary schools and more generally to learners of lower proficiency levels. 
This question is of paramount importance in light of results from descriptive research 
demonstrating the mediating effect of proficiency level on the effectiveness of 
collaborative dialogue”.
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Consider seating plans. Consider placing  more advanced with less at the start; then 
more equal for a repetition

Teachers might notice a weakness of the design?  The regular group didn’t focus on WH 
questions especially – just normal amount in regular lessons. 
Other studies have had stronger designs. 

Another related summary, with a slightly different design, McDonough, K. & Mackey, A. 
(2008). Syntactic priming and ESL question development. https://oasis-
database.org/concern/summaries/st74cq441?locale=en
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Teachers may be concerned that these sorts of conditions, when a student tries to speak 
for 45 seconds about a photo and gets listened to, might only currently happen in end of 
term/year tests or mock exams. But by using oral homework tasks and by using group 
and pair work, we can be confident in giving more of these kind of oral narration tasks 
that force the learners’ to recall previously practised language (without providing 
‘frames’ that do a lot of the work for them). And we can remind teachers that not every
learner has to be corrected all the time (for learning to happen).
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Helpful definitions: ‘State anxiety’ is anxiety caused in that moment (versus trait anxiety 
= an anxious person). 

This summary might be a good conversation starter about the best conditions for 
interaction, and how to reduce anxiety levels. Teachers might talk about the peer 
pressure, reluctance of a lot of students from Y8 onwards to speak in front of the class. 

There are different strategies that teachers can use in the classroom to reduce the 
anxiety and encourage talk e.g., 
• seating configurations sitting with a range of more, matched, and less proficient 

learners can be useful. 
• start in year 7 with this expectation that talking will happen in pairs
• structure the tasks so that genuine two way performance is needed (listening and 

speaking), . 

Tell the teachers that, thanks to an idea from a teacher in Preston, we are looking into 
buying clips (menu card holders) that can hold conversation cards between learners, 
meaning they can’t see each others’ information, to support the information gap. We 
intend to give one set to each school to trial. Schools may already have something like 
this. 
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Part 4: NCELP resources. Bulk of the time on this. Up to one hour 15 mins for 3-
hour TRG; 45 mins for a 2.5-hour TRG (rest is HW!). You may need to be 
selective, according to time available. Allow some time for really digesting. Some 
are long sequences that you can talk through.  But for others, please note, we 
will be showing some resources without their preceding more controlled 
sequences. We want to give you a wider taste of different kinds of activities, that 
are a bit freer, and could be sufficiently challenging for pupils in year 8 or 9 (or 10 
even, for some learners). We are working to create the more controlled 
sequences that build up to the freer ones we present here. 
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Before we look at the materials, let’s think about the key challenge in creating 
meaningful practice. 
Remember in the grammar session, we covered how language can be made meaningful 
(grammar can be linked to its meaning) fairly easily in the input. 
So, we can create sentence level tasks that force learners’ attention on specific grammar 
or words. 
But it is a challenge to create meaningful practice activities. Let’s look at the tension. 
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French regular -ER verbs, in the present. 
This activity practises use of French –ER verbs in the third person, and focuses on 
distinguishing il/elle subject pronouns. 
Presents some challenge as the 3rd person forms they have previously learnt are now 
used in a different context with different lexicon, and further challenge in that this is 
discourse level (not individual sentences); the ideas are linked. 
In our SoW we are planning on having these highly frequent and regular verbs late in 
term 1 or early in term 2- they will have been covered in various activities prior to this.
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Habitual events in the past – French imparfait
We would have covered a couple of sequences of work which focused learners attention 
on the role of the imparfait – contrasting present ongoing with past ongoing events, 
perhaps just in the first and third person singular. Also a sequence where the learners 
would have compared imparfait with the passé composé – the difference between 
completed and habitual past events. 
The learners would have completed controlled listening, reading, speaking and writing 
activities, so that their knowledge of this feature was well embedded. 
Then, this listening and oral narration activity consolidates and extends this knowledge. 
It has a story to it, which lifts the level of cognitive difficulty  - the learners are describing 
something that is unfamiliar to them, not in the here and now (but in the there and 
then)
(McManus and Marsden created such a sequence and we are now adapting it for NCELP 
materials)
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Learners’ previous knowledge
We assume that the pupils have completed the sequence of activities which teach them:
- the use of avoir versus être with the perfect tense, and its function to describe 

completed events in the past
- the third person singular form of the imperfect tense, and its function to describe 

habitual events in the past.
The verbs in this activity are regular –er (or behave like an –er verb in the imperfect, e.g. 
dormir). There are two irregular verbs: partir and être.

Source of pictures
Huensch, A., & Tracy-Ventura, N. (2017). Understanding second language fluency 
behavior: The effects of individual differences in first language fluency, cross-linguistic 
differences, and proficiency over time. Applied Psycholinguistics, 38(4), 755-785.
McManus, K., & Marsden, E. (2017). L1 explicit instruction can improve L2 online and 
offline performance. Studies in Second Language Acquisition, 39(3), 459-492. 
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Word order: German verb 2nd
Syntax is notoriously difficult to trap! 
It is difficult to make it essential to the task without the task becoming a meaningless 
mechanical task where learners don’t have to think about which pattern to use, because 
they can just keep repeating a surface pattern. We tried to make a task where the 
learners have to choose each time whether they need to have a verb 2nd or not. 
We provide the prior sequence here, to illustrate the development from presentation to 
controlled practice to freer production.
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Word order: Wh-questions in French
Syntax is notoriously difficult to trap! 
It is difficult to make it essential to the task without the task becoming a meaningless 
mechanical task where learners don’t have to think about which pattern to use, because 
they can just keep repeating a surface pattern. We tried to make a task where the 
learners have to choose each time whether they need to have a verb 2nd or not. 

Prior sequence already available here too, to illustrate the build up.

This is based on a study in which learners of English improved in question formation 
after the kind of whole class interaction practice. Some information about that study is 
on the next slide.
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*We don’t have a summary yet of this one, but it is on its way. 
Sato, M. & McDonough, K. (2019) Practice is important but how about its 
quality? Contextualized practice in the classroom Studies in Second Language 
Acquisition. 
Full article is available here: 
https://www.researchgate.net/publication/330398217_Practice_is_important_but_how
_about_its_quality_Contextualized_practice_in_the_classroom_----
_Studies_in_Second_Language_Acquisition

Just in case, some information about this study: 
The tasks drew on three themes: work and education, environmental issues, and 
physical and mental health. 
Variation in the communicative goal of the tasks (e.g., deciding if the instructor was 
telling the truth or lying versus guessing the identity of a Chilean celebrity)
This contextualized practice helped both accuracy and fluency
“effect sizes” were all medium to large between Time 1 and Time 5: 
error rate (d = .72), 
speech rate (d = 1.53), 
and mean length of pauses (d = .66)
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This sequence of meaningful practice activities is intended to build on two grammar 
learning sequences you have already used: 
Questions vs Statements PPT sg-pl
Question words PPT1/PPT2

This sequence begins with a speeded practice activity with the first set of images 
spinning for 5 seconds and the second set spinning for 3 seconds. Simply repeating has 
been shown to have some positive effects on fluency e.g. the 4-3-2 (decreasing minutes 
for doing an oral narrative) task (De Jong and Pefetti, 2011)
Fluency Training in the ESL Classroom: An Experimental Study of Fluency Development 
and Proceduralization
Language Learning 61:2, June 2011, pp. 533–568
http://www.pitt.edu/~perfetti/PDF/de%20Jong%20Language%20Learning.pdf
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Note: I’ve inserted this ‘vocabulary’ MP resource here to show an example of varying 
the lexicon/semantic field around the grammar structure ‘WH-questions’ that we have 
just seen.

This is NOT to suggest that you would move straight from one to the other!  It’s to show 
that the same, essential grammar needs to be revisited systematically and that, with 
time and sufficient practice, the level of control can be reduced and the level of 
spontaneity increased, gradually!

It’s important to stress (it does say this in the teacher instructions for the task) that the 
table of indicative language is guidance for the teacher, and DEFINITELY NOT to be used 
as a speaking frame.  It’s important to stress that students need to have embedded this 
language sufficiently well before doing this task, as it does bring together quite a few 
question words, a variety of vocabulary etc..

Just to give an indication, I have used the German version of this task in term 4 of 
learning in the past.

The Spanish and German versions are the equivalent task – it seemed important to show 
that we are creating equally across the three languages, as much as possible.
As the images on the slides are small, STs have handouts of this resource: Handouts 
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10, 11 and 12.
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Word order: Direct objects in Spanish
We present a full sequence here, drawing together several different ways in which word 
order can fall in to Object first in Spanish. 
The OVS pattern itself is difficult because of entrenched ways of using SVO word order in 
English – learners don’t expect to hear an object first! 

The morphology is also difficult because of the lack of salience and the similarity with 
other forms (la has a dual function; el and le very similar)

So, we are thinking that some parts of this might be appropriate for mid to late year 7. It 
is important to introduce this first because soon we need to introduce them to me 
gusta, me interesa - but first, let’s get the idea of object first starting to embed in their 
minds. This will help them process the input better, without always thinking that what 
they hear or read first will be the subject… it is a slow drip feed.
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Meaningful practice with phonics is often likely to be a short activity integrated within a 
sequence of activities focusing on grammar and/or vocabulary.  A feature of such 
phonics-focused activities will be the combination of a number of previously learnt SSC. 
There is likely to be the opportunity to decode new language or language that is being 
revisited after a significant period of time, and also to practise writing what is heard.
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There are different activities that can be done with this poem, as suggested on the 
following slides.
1) Read aloud
Students could simply try to read it aloud, applying their SSC knowledge in trying to 
decode (read aloud) the text accurately and also to ask their teacher about any 
vocabulary they don’t know.  To do this, they will need to be able to pronounce the 
unknown words.

In addition, teacher leads a whole class check of comprehension at the end.

Word frequency rankings (1 is the most common word in French): 
où [48]; être [5]; dans [11]; magasin [1736]; cinéma [1623]; rue [598] marché [280]; 
champ [847]; bureau [273]
Source: Londsale, D., & Le Bras, Y.  (2009). A Frequency Dictionary of French: Core 
vocabulary for learners London: Routledge.
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There are different activities that can be done with this poem:
2) Read aloud and gap-fill
Students have to decode accurately in order to work out how to fill the gaps. 
Names and places have been chosen for sounds where different spellings for the same 
sound are possible.  
This ensures that learners are not just able to match written letter strings, without 
engaging with how the pronounce the words.

In addition, teacher leads a whole class check of comprehension at the end.
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VERSION 2 (greater challenge and dual purpose)
2) Read aloud and gap-fill
With this version the articles are given, and then two plausible rhyming options are 
provided (NB: where there are not two possible options with the same sound, a similarly 
written word has been chosen to at least make learners weigh up the different sounds, 
e.g., magasin / cuisine.  Students must select not only a place noun that has the correct 
sound, but also one that matches the gender article provided in the poem.  

It is NOT expected that students will know the gender of all of these nouns.  It is to make 
them stop and notice that gender is significant, that they can’t proceed without knowing 
the gender.
So they will need to use reference resources to check the genders, where not known.

In addition, teacher leads a whole class check of comprehension at the end.

Word frequency rankings (1 is the most common word in French): 
où [48]; être [5]; dans [11]; magasin [1736]; cinéma [1623]; rue [598] marché [280]; 
champ [847]; bureau [273]

PLUS:
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photo [1412]; gare [2581]; banque [774]; musée [2216]; statue [4020]; salle [812]; 
manger [1338]; bain [3458]
Source: Londsale, D., & Le Bras, Y.  (2009). A Frequency Dictionary of French: Core 
vocabulary for learners London: Routledge.
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3) Peer dictation [DO NOT DISPLAY THIS SLIDE TO THE CLASS]
One pupil has the full version of the poem and reads aloud.  The other student has the 
gapped version and has to write in the missing words.  
As there are several plausible spellings of each word, it is the feedback from this task 
that is the most important.
Any plausible phonetic spellings of each word will be acknowledged as good SSC 
knowledge, but the correct spellings will be established in feedback.

In addition, teacher leads a whole class check of comprehension at the end.
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4) Errorless whole class dictation
Teacher dictates the whole (or just part) of the poem.  This tasks proceeds slowly and 
carefully, and learners are encouraged to ask for clarification, as needed.

In addition, teacher leads a whole class check of comprehension at the end.
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5) (Interactive) Dictogloss
Teacher reads the whole poem several times, too quickly for students to transcribe, at a 
suitable speed for them to write notes, which might be in a mixture of English and 
French.
Students then work in pairs or small groups to reconstruct the poem.
They should be encouraged to ask questions of the teacher, to clarify word meanings on 
spellings.  This gives them an opportunity to put their SSC knowledge into practice, as 
they have to decode/read aloud what they have noted down in order to ask the teacher 
about meaning.  When they ask for spellings of particular words, the teacher will note 
whether there are several plausible spellings for those words (eg. the é sound) or 
whether it’s a case of students needing more practice to establish the knowledge of a 
particular SSC.

In addition, teacher leads a whole class check of comprehension at the end.
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We are going to look at some of these ideas in a bit more depth.
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Part 5: Creating opportunities for MP in your classes. Allow up to 25 mins. There 
might be some really interesting issues here, which align with or challenge the 
ideas. 
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About 10 minutes is suggested. Could be done prior to the session. One lead school had 
post-it notes on the desks as the teachers arrived for the TRG, for them to feed back 
whilst waiting to start – very efficient!
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About 15 minutes on this slide
Ask hub colleagues to: 
a) video some classes whilst trying out some of the activities and principles covered 
today
b) arrange to be observed teaching using the lesson discussion sheet. NB: There will NOT 
be a lesson discussion sheet focusing solely on meaningful practice.  There will be a 4th

lesson discussion sheet, however, which combines key elements from phonics, 
vocabulary, grammar and meaningful practice into one sheet.  This is currently being 
developed and will be emailed to STs.
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Summarise what has been covered today (30 seconds!)
Note: There will not be a session survey for MP.  We are refining/streamlining processes 
for collecting feedback as much as possible.
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