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Quick Response Questions

 In this 3 to 5 minute game appropriate for students aged 5 to adult, the 
teacher, using the color-coded cue sheet as a guide, asks questions of the 
class. The fastest student(s) to blurt a correct answer earns a 
point for his or her team. (However, mispronunciations must 
be corrected and re-rendered, preferably with a time lag inter-
spersed by other student attempts.)

 Goals are to maximize the range of aural comprehension 
and responses, to build class camaraderie, and to make it increasingly student-
centered and worthwhile by teaching students to ask, as well as answer, a wide 
range of questions.

 Unless necessary to prod the meek or bridle the aggressive, teams, blurt-
ed answers, and hand counters are preferred over individual chip rewards and 
hand-raising. Speak quickly, and use and require native-natural contractions.

	 Don’t	feel	you	must	scrupulously	choose,	each	time,	which	team	was	first	
when	you’re	getting	multiple	choral	answers.	With	the	easier	questions,	espe-
cially, teams should earn simultaneous points often. Also, give more than one 
team	points	when	they’re	close,	when	you	need	to	help	balance	the	score.

	 Push	 for	 new	questions,	 but	 don’t	 neglect	 review	 (which	doesn’t	 require	
that every child—or adult—answer every query.) Broadly speaking, we can 
expect one of three sorts of response to a given question: when reviewing a 
well-learned one, most or all students will answer together; when a question is 
relatively new, some will manage to answer or make tolerably good attempts, 
others not; and when a question is new to all, of course none will be able to 
answer.

 In this last case, the teacher should give an example answer and, only if 
that fails to clarify, translate to Japanese. After asking a few other, easier ques-
tions, this newly taught question (or a similar variation) should be returned to 
repeatedly	until	the	students	have	at	least	roughly	grasped	it.	Without	this	kind	
of reinforcement, we will have to go through virtually the same learning strug-
gle	in	ensuing	weeks,	to	our	and	students’	frustration	with	our	lack	of	progress.

Steps

 1. Teacher asks, awarding points to one or more teams for fastest correct re-
sponse from any team member. Good pronunciation is required, and gener-
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ally, short responses, e.g., “Yes, she does,” etc., are taught, unless a 
more informative answer is appropriate. E.g., “Can you play a musi-
cal instrument?” “Yes, I can play the piano (a little).” 

 2. Students ask teacher or guest, with verbal prompts if needed.

 3. Students take turns, one per week, being interviewed by rest. Teacher may 
also ask, providing example question patterns. 

 After initial months progressing with Step #1, it and Step #2 or #3 may be 
sequentially combined in single games.

	 Follow-through	for	all	above	steps	is	to	ask	for	recollection.	E.g.,	“What’s	
my/Kumi’s	mother’s	name?”	 “Her	name	 is…”,	or	 “What	 (else)	do	we	know	(or	
did we learn) about Kumi?” Teachers lacking optimum recall should have scrib-
bled previous answers for reference. Of course, this second and third person 
reporting provides natural grammar practice as well as engaging the students 
in meaningful communication. Hand-raising is an acceptable option for the fol-
low-through.

Math QRQs

 This list of question cues is used in the 3rd Rank to follow up on and re-
inforce English numbers, as well as to sharpen listening comprehension. Play 
the game similarly to standard QRQ, with the following additions:

 • Begin each round with a quick review of the vocabulary listed at the top of 
the section. Say English and elicit Japanese; give Japanese for any words 
the	kids	don’t	know.

 • The higher level of these questions makes it appropriate to do only about 
five per lesson.

 • Repeat the same five questions up to three weeks in a row. However, change 
the underlined numbers each time. (And keep careful note, as you play, of 
what	you’ve	changed	the	numbers	to.	In	the	hurly-burly	of	the	game,	it	can	
be	easy	for	the	teacher	to	forget	what	she’s	just	said!)

 • Also, change the printed names to the names of students in the class, for a 
bit of student-centered fun.

 • The higher-level nature of this game makes hand-raising more appropriate 
than blurted answers.
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	 •	 When	 one	 child	 has	 answered,	 others	 should	 immediately	 say,	 “I	
agree!”	or	“I	disagree!”	Failure	to	chime	in	can	result	in	the	other	team	
getting	extra	points	as	a	penalty	to	one’s	own	team.

Notes

	 •	 When	 awarding	 points	 for	 quick	 answers,	 we	 must	 not	 fail	 to	 spot-check	
answers to confirm comprehension and veracity; a kid may answer “Yes, I 
do” without thinking. For example, we ask, “Do you have a dog?” A student 
answers,	“Yes,	I	do.”	We	follow	up	with,	“What’s	your	dog’s	name?”	Student	
says, “Er... name?” Further questioning reveals that the student misunder-
stood the question to be, “Do you like dogs?” 

 • In early-stage nurturing, points might be given for imperfect English (cor-
rected and repeated) attempts. But, soon, requirements should tighten. In 
this,	 as	 with	 speaking-challenge	 games	 in	 general,	 overly	 ‘kind’	 teachers	
who reward every attempt will not provide students with sufficient incentive 
for them to make maximum efforts toward correctness with good pronuncia-
tion.

	 •	 It’s	important	that	we	ourselves	give,	and	require	from	students,	honest,	as	
opposed	 to	 flippant	or	make-believe	answers.	E.g.,	don’t	say	your	 favorite	
food is cheeseburgers one time and peanut butter the next, unless you add 
‘and.’	

	 •	 Qualifying	 expressions	 such	 as	 ‘a	 little,’	 ‘about…,’	 etc.,	 should	 be	 taught.	
Teachers whose Japanese is sufficient should teach students to ask, “How 
do	you	say…	(in	English)?”

 • Ideally, every classroom should have 3 counters — to arm up to 3 teams. 
Standard practice is to have students pass counters to a teammate after 
every 3 punched points.

 • An additional point should be awarded to a team when someone gives an 
expanded or a good different (but honest) answer. Examples: “Do you have 
any brothers or sisters?” “Yes, I do.” (No point.) “Yes, I have a big sis-
ter.”	 (One	point.)	 “No,	 I’m	an	only	child.”	 (Another	point.)	 “Where	does	Eri	
live?” “Nara.” (No point.) “In Nara.” (One point.) “She lives in Nara.” (Another 
point.) 

	 •	 In	order	to	get	more	on	a	page,	the	teacher’s	question	cues	are	the	minimum	
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to	aim	you	into	a	category	or	grammar	pattern.	‘He,’	‘Eri,’	and	‘dad,’	for	ex-
ample,	are	meant	also	 to	cue	 ‘she,’	any	boy	or	girl	 in	 the	class,	and	either	
mother or father, etc. The color coding on the sheet is meant to roughly 
indicate difficulty level: pink (basic), yellow, blue, and green (hardest). In 
our class notes, we should indicate which numbered question categories, 
at	 which	 colored	 level,	 we’ve	 taught	 on	 a	 given	 day.	 If,	 after	 months,	 we	
are	still	dawdling	 in	only	 the	 top	 two	or	 three	pink	categories,	something’s	
lacking in our frequency, reinforcement, record-keeping, or attentiveness to 
making progress.

	 •	 With	very	small	classes,	or	below	first	grade,	classes	may	compete	coopera-
tively against the clock and their previous number of correct answers within 
a certain number of minutes, with the teacher or students (taking 3-click 
turns) using a single counter.

	 •	 The	Math	 QRQs	 cue	 sheet	 is	 color-coded	 as	 follows:	 the	 ‘pink’	 sets	 give	
fairly straightforward addition, subtraction, multiplication and division prob-
lems;	the	‘yellow’	sets	tend	to	be	a	tad	trickier;	the	‘blue’	sets	are	in	series,	
with the earlier answers being required information for the later problems; 
and	the	‘green’	sets	have	goofy	trick	questions	designed	to	trip	up	students	
who have already been exposed to the earlier problems—because the fun of 
the trick questions lies in the element of surprise, it might be fun to play the 
‘green’	sets	only	once,	not	 two	or	 three	weeks	 in	a	 row.	After	 that,	 ‘brown’	
and	‘purple’	sets	focus	on	mathematical	concepts	other	than	addition,	sub-
traction, multiplication or division.

 Used with efficiency and imagination, the cue sheets and quick response 
games	will	provide	for	solid	and	measurable	progress	 in	your	students’	aural-
oral English skills.



— 245 —

Sentence-Making & Self-expreSSion activitieS

Elementary Openers & Lies

 These three games, though seemingly unsophisticated, are effective sen-
tence-making exercises. The goal is for students to generate sentences using 
vocabulary they know. For this reason, in neither game are points awarded for 
immediately parroting what the teacher has said.

Elementary Openers

	 There	is	a	list	of	sample	Elementary	Openers	for	the	teacher’s	reference	
file on which to model the exercise. To begin the activity, offer a true Opener 
of your own, such as, “I like spaghetti,” or, “I went to Nagoya last month.” Each 
student will try to create a sentence of the same pattern, such as, “I like (what-
ever food the student likes)” or “I went to (wherever they went and when).” No 
hypothetical statements are allowed. Each must be true.

 Children play individually, not in teams. Students should raise their hands 
and, when called upon, make an honest statement; a sentence free of errors 
earns a chip. 

	 At	the	end,	we	ask,	“What	does	Michiko	like?”	Kenta	raises	his	hand	and	
says,	 “She	 likes	 peaches.”	Michiko	 replies,	 “That’s	 right,”	 (and Kenta gets a 
chip)	or,	“No,	I	don’t,”	(and Kenta loses a chip1). If Michiko fails to reply either 
affirmatively or negatively at once and without prompting, she loses a chip. The 
child with the most points at the end wins.

Notes on Elementary Openers

 • There are no points lost for mistakes, though you may choose to confiscate 
chips for horsing around.

	 •	 No	student	may	earn	points	by	repeating	another	student’s	sentence,	except	
if appended with “too” or “either.”

	 •	 If	a	child’s	not	getting	any	chips,	we	should	call	him	by	name	to	ensure	he	
participates.

 • If a mistake is made, we will give a hint or repeat the mistake with question 
intonation to let the student know where she has gone wrong, not award 
a chip, and move on to another hand-raiser. On her next turn, the student 
must	attempt	the	same	sentence.	If	she	still	can’t	do	it,	we	provide	correc-

1 Or, if Kenta has no chips, he may be given a red (minus) chip. The next time he scores a 
point,	he’ll	lose	the	red.
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tion, move on, and give her yet another chance, time permitting, a bit later. 
In all of this, the aim is for the student to suss out the answer herself and 
actually learn, or at least to remember after the intervening time of another 
student’s	 attempt,	 and	 not	 simply	 to	 repeat	whatever	 the	 teacher	 has	 just	
supplied. She may also discover the mistake in her sentence by listening to 
her peers successfully form sentences in the same pattern. The game thus 
becomes more student centered.

 • If a student mispronounces a word that other students are unlikely to clearly 
model in their answers, we model correct pronunciation and give him an-
other chance with the same Opener after other students have had a turn.

 • No student may earn points for deviating from whatever category of Opener 
we have defined; e.g. if we begin with a fruit (“I like tangerines”), students 
should say only which fruits they like, not things like, “I like video games,” 
or, “I like collies.” This increases the challenge and encourages students to 
delve deeper into their vocabularies.

 • At any time, a student may raise her hand and ask, “How do you say (Japa-
nese word) in English?” Ask the class for a translation, or (if none of the 
kids know) give one yourself. The student may use the word to try to earn 
a point on her next turn. If neither teacher nor children know the word, we 
let the student say, e.g., “I like (Japanese word),” award a chip, write the 
word in our class notes, and come prepared next week with a translation, 
which we will be sure to teach and to follow up on repeatedly.

Elementary Lies

	 There	are	a	 list	of	elementary	 lies	and	on	of	 junior	high-level	 lies	 for	 the	
teacher’s	reference	manual.	Read	from	these	lists	or	fabricate	your	own.	

	 Students	play	 individually,	not	 in	teams.	When	you	say,	e.g.,	“Apples	are	
black,” students raise their hands and one, when called upon, says, “No, ap-
ples are red,” to earn a chip. Points are not deducted for an incorrect answer. 

	 Periodically,	you’ll	say	something	true,	e.g.,	“Bananas	are	yellow.”	A	chip	
goes	 to	 the	 first	 student(s)	 to	 stand	 up	 and	 immediately	 say,	 “That’s	 right.”	
There’s	no	penalty	for	raising	one’s	hand	when	not	discerning	that	the	sentence	
is	 true,	 but	 students	 lose	 one	 chip	 for	 standing	 up	 and	 saying	 “That’s	 right”	
when	it	 is	a	 lie.	This	 is	 to	discourage	students	from	jumping	up	every	time	on	
the off chance of gaining a point. The child with the most chips at the end wins.
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Intermediate Lies

 The list of Intermediate Lies is used to teach and reinforce English gram-
mar	of	 the	 level	 taught	 in	Japanese	public	 junior	high	schools.	But	 these	 lies	
can be used with our elementary-aged students starting in or around the 6th 
Rank. In Intermediate Lies, unlike the lower-level game, some lies (separately 
grouped) are corrected by simple refutation, rather than a correction of the 
original false statement. Examples:

 • Correction
	 	 Teacher:	“I’m	a	man.”
	 	 Student:	“No,	you’re	a	woman.”
  (Note the more complex grammatical transformation needed in the answer.)

 • Simple refutation
	 	 Teacher:	“Fish	don’t	swim.”
  Student: “Yes, they do.” 

 To avoid confusion, students should be given a “heads up” model before 
making a switch between statement/response types.

 There are two noteworthy differences from Elementary Lies:

 1. Most Elementary Lies require only one bit of mistaken information to be 
substituted	into	the	teacher’s	initial	falsehood.	For	example,	“Apples	are	
black” is changed to, “Apples are red.” In contrast, most Intermediate 
Lies	(especially	of	the	‘Correction’	variety)	can	require	multiple	transfor-
mations in the answer. For example, the teacher holds up her notebook 
and lies, “This is my wallet.”	A	student’s	answer:	“No,	that is your note-
book.” Note that there have been three substitutions: this became that; 
my became your; and wallet became notebook.

 2. The response to a true statement is also more complex. In Elementary 
Lies,	students	stand	and	blurt	the	all-purpose	response,	“That’s	right!”	In	
Intermediate Lies, they blurt a response that is grammatically appropriate 
to	the	given	lie:	“Yes,	she	does!”	“Yes,	it	is!”	“Yes,	you	can!”	etc.

Notes on Lies (Elementary and Intermediate)

 • At first, we play the game using lies that are all of the same grammatical 
pattern, such as those grouped together in the list. In subsequent weeks, we 
begin to mix lies from various sections of the list.
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	 •	 If	any	errors	in	grammar	or	word	choice	are	made	(or	the	‘No’	is	neglected),	
we move on to another hand-raiser without providing correction to the first, 
in much the same manner as described above with Elementary Openers. 
The aim in this is to let students discover what is correct from their peers. 
When	a	student	answers	correctly	at	 last,	we	follow	through	to	ensure	that	
every student understands how the right answer differs from the answers 
given before. One way to do this is to repeat the correct answer with empha-
sis on the missed word and have students repeat after you.

 • If a student mispronounces her answer, we do not award a point. However, 
if	it’s	an	error	that	another	child	is	unlikely	to	correct,	we	should	model	pro-
nunciation before moving on to other students. Pronunciation is more likely 
than grammar or word choice to need to be taught directly.

	 •	 When	students	stand	and	say,	“That’s	right,”	you	may	subtly	cheat	and	award	
chips to kids who stand a half-second too late, if not doing so would leave 
slower kids with too few or even no chips at the end of the game.

 • In the example above (“Apples are black”), a student may conceivably insist 
on answering, “Apples are green,” or, “Apples are yellow.” Take this oppor-
tunity	to	teach	the	word	“some.”	Don’t	award	a	point,	but,	a	few	lies	later,	lie	
again about apples (“Apples are purple”) and elicit from that student, “No, 
some	 apples	 are	 green,”	 and	 award	 a	 chip.	Withholding	 the	 chip	 until	 the	
student	gives	 this	answer	will	give	him	sufficient	 incentive	 to	 learn	 ‘some.’	
Come	back	to	it	again	later,	and	not	just	once	or	twice.

Rank Requirements & PLS Click

 In the 8th Rank, Elementary Openers and Elementary Lies are required. 
We	recommend	teaching	first	Openers,	and	then	Lies,	for	a	trimester	each.	In	
the third trimester of the rank, we recommend, either returning to Openers, 
sticking with Lies, or switching to Grammar-ettes. 8th Rank PLS Click contains 
exercises to reinforce the first few Opener and Lie patterns on the lists.

 After taking a break from these games in the 7th Rank (to play games like 
Adjectives	for	Sentences-Making	or	Quick	Response	Questions),	the	Elemen-
tary Openers/Elementary Lies/Grammar-ettes elective reappears in the 6th. 
For about two trimesters, play any mix of these games appropriate to the class 
and its needs. 6th Rank PLS Click contains exercises to reinforce those pat-
terns on the lists which were not included in 8th Rank Click.
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 Starting somewhere around the final trimester of the 6th Rank, students 
are to upgrade to Intermediate Lies. (Upgrading earlier, if appropriate for a 
class, is no problem.) This carries on into the 5th Rank, where Intermediate 
Lies is a color-in rank requirement. There is support for these sentences pat-
terns on 5th Rank PLS Click.
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Grammar-ettes
One-Minute Grammar Drills — Basic Level

 Theoretically, PLS students should learn their grammar semi-naturally 
through in-class English and all the grammar embedded in our homework. They 
don’t.	At	 least	 not	 at	 a	 satisfactory	 pace,	 nor	 to	 an	 acceptable	 level.	 These	
supplementary drills are an attempt to rectify this curriculum shortcoming. They 
are an elective requirement in the 8th and 6th Ranks.

	 With	low-ranked	students,	some	weeks	can	be	well-spent	drilling	only	on	
modal auxiliary verb “can” statements. And it can be a very positive experi-
ence	for	all—until	we	go	‘negative’	with	“can’t”	statements.	The	idea	is	to	build	
a strong foundation with the back and forth of the basic drill patterns before 
seriously attacking the slippery “be” verb, or discovering how much there is to 
dislike about the likes of “like” and “have”. 

 Push ahead too quickly, and/or without well-orchestrated strictness, and 
drill time will be a discordant mess of doubtful value. But with older classes that 
quickly	become	smooth	and	on	track,	there’s	no	need	to	move	so	deliberately	
through early levels.

 The time goal for the first week is two to three minutes; the second week, 
two	minutes.	After	that,	just	one.	The	drills	should	probably	be	done	during	the	
first third or at least first half of the class.

 Sparing use of Japanese is recommended to be sure each student always 
completely	 understands	 the	meaning	 of	what	 they’re	 obliged	 to	 say	 (and,	 as	
usual, always with factual truth). Spot-check comprehension by requiring the 
class as a whole to give Japanese translations of their English output; also oc-
casionally call on individual students to do the same.

 Advancement should normally not proceed until each attempt is smooth in 
unison, with good pronunciation audible (but never loud) from each and every 
one.	 Provide	 clear	 modeling	 as	 needed,	 and	 have	 them	 repeat	 until	 they’re	
right on. Super-strictness is essential, particularly early on, for this not to be-
come a royal, ragged headache.

 Soon you will begin to imitate the gesticulations of an orchestra leader, 
gesturing more than speaking while critically monitoring, correcting and requir-
ing repeats as needed. Each line and each level, if shaky, should be repeated 
until the kids are as locked in unison as a platinum record quintet. Use an 
animated	face	to	convey	approval,	joyously	extending	hand(s)	toward	those	to	
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next be reported on.

Level 1: “Can” with 3rd, 1st and 2nd person singular
“Jiro can swim” • “I can swim” • “You can swim”

	 T:	 “Who	can	swim?	If	you	can	swim,	raise	your	hand.”	(If	most	or	all	kids	
cannot, switch action verbs. See below.)

 T: “Jiro can swim.”
  (Teacher gets all but Jiro to repeat this in unison.)
 Ss: “Jiro can swim.”
	 	 (Teacher	models	Jiro’s	response,	which	he	repeats.)
 J: “Yes, I can swim.”
  (Teacher has kids repeat this statement in unison, and Jiro gives his 

response, until all are speaking smoothly with good pronunciation. 
Teacher motions toward Aki, indicating—but not saying, unless abso-
lutely necessary—that kids are to make a statement about her as they 
have about Jiro.)

 Ss: “Aki can swim.”
	 	 (Teacher	may	join	in	this	chorus	of	voices	at	first,	but	only	until	kids	get	

the	idea.	After	that,	the	teacher	just	carefully	monitors,	correcting	as	
needed.)

 A: “Yes, I can swim.”
  (Teacher goes on to gesture, one at a time, toward every swimmer in 

class. Probably last, teacher points to own chest, grins proudly, pan-
tomiming an Australian crawl, to elicit a “you” statement.)

 Ss: “You can swim.”
 T: “Yes, I can swim (too)” (He/she beams.)

	 We	want	 to	avoid	negatives	(“can’t”)	 for	now.	 If	any	kids	can’t	swim,	 find	
and substitute something they can do: Skate? Ski? Ride a bike?
	 Ss:	 “Miho	can	jump	rope.”
	 M:	 “Yes,	I	can	jump	rope.”

Level 2: “Can” with singular and plural persons
Level	1	+	“Miho	and	Jiro	can	swim”	•	“We	can	swim”

 Continue with “swim”, “ski”, and so on, being sure that each kid gets to 
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answer, “Yes, I can” or, “Yes, we can”. Teacher warms up with a repeat of Level 
1,	 but	 introduces	 the	 pattern	 for	 plural	 persons	 by	 simultaneously	 ‘pointing’	
(extending hands toward) two or three kids.

	 Ss:	 “Miho	can	jump	rope.”
 M: “Yes
  (Teacher gestures toward Keiko, nodding his head affirmatively while 

pantomiming the Australian crawl.)
 Ss: “Keiko can swim.”
 K: “Yes, I can swim.”
  (T then indicates, with both arms extended, two students.)
 Ss: “Jiro and Miho can swim.”
 J&M: “Yes, we can swim.” (Spoken in tight unison.)
  (Teacher then indicates one or two students and him/herself.)
 Ss: “Aki, Namie and you can swim.”
 T, A, N: “Yes, we can swim.”
	 	 (Continue	till	all	are	doing	well	or	time	forbids.	With	sufficient	student	

number, teach that the “and” goes only before the very last name in a 
series.)

Level 3: “Can/can’t” with singular and plural 3rd and 1st persons
“Jiro	can’t	drive”	•	“Keiko	and	Miho	can’t	drive”	•	“That’s	right,	I/we	can’t”

  (After teacher has modeled the needed English, indicate Jiro, pantomime 
driving,	shake	head	‘no’.)
	 Ss:	 “Jiro	can’t	drive.”
	 J:	 “That’s	right,	I	can’t.”
  (Teacher indicates two students this time, repeats the above.)
	 Ss:	 “Keiko	and	Miho	can’t	drive.”
	 K&M:	 “That’s	right,	we	can’t.”	 	
  (More of the same until teacher points to own chest, pantomimes driv-

ing,	nods	head	‘yes’.)
 Ss: “You can drive.”
 T: “Yes, I can drive.”

	 Change	action	verb	to	get	a	mixture	of	“cans”	and	“can’ts”,	but	don’t	pair	
“can”	and	“can’t”	kids	yet.	For	example,	“Aki	and	Keiko	can’t	cook”	is	appropri-
ate	at	Level	3,	but,	“Miho	can	cook,	but	Aki	can’t”	should	be	saved	for	Level	5.	
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Level 4: “Can/can’t” with two verbs
“Jiro	can	swim	and	ski”	•	“Keiko	can’t	drive	or	ski”	•	“I	can	do	both”	•	“I	can’t	do	either”

 Ss: “Jiro can swim and ski.”
 J: “Yes, I can do both.”
	 Ss:	 “Keiko	can’t	drive	or	ski.”
	 K:	 “That’s	right.	I	can’t	do	either.”
 Ss: “You can drive and play ping-pong.”
 T: “Yes, I can do both.”

Level 5: Pairing students who “can” and “can’t”
“Miho	can	cook,	but	Jiro	can’t”	•	“Namie	can	ski,	but	you	can’t”

	 Ss:	 “Namie	can	ski,	but	Aki	can’t.”
 N: “Yes, I can ski.”
	 A:	 “That’s	right,	I	can’t.”
  (The arbitrariness of these reply patterns might be relaxed later, but for 

a time are best stuck with to make unison speech easier.)

Level 6: Levels 1, 2 and 3 with errors

 Repeat the sentence patterns from Levels 1, 2 and 3 but make, and cause 
kids to make, deliberate errors.

  (Teacher knows Jiro can swim, but points to him, pantomimes swimming, 
and shakes head “no”. Kids obligingly make a false statement.)
	 Ss:	 “Jiro	can’t	swim.”
	 J:	 “No,	 I	can	swim!”	(Jiro	 is	 incensed;	our	goofy	 teacher	apologizes	 for	

the	mistake,	but	just	makes	another.)
 Ss: “Keiko and Miho can drive.”
	 K&M:	 “No,	we	can’t	drive!”
	 Ss:	 “Aki	can	ski,	but	Namie	can’t.”
	 A:	 “No,	Namie	can	ski,	but	I	can’t.”
	 	 (That’s	wrong”	may	be	substituted	for	“No”.)

Level 7: “Like” with 1st, 2nd and 3rd person, singular and plural 
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 Choose a food all are likely to like (e.g. ice cream) to practice affirmative 
statements only. Elicit, “Miho likes ice cream”, “Jiro and Keiko like ice cream”, 
“Yes, I/we like ice cream”, and, “You like ice cream”.

Level 8: “Like/likes”, “don’t/doesn’t like”

	 Intermix	foods	that	some	or	all	students	don’t	like,	to	elicit	both	“like”	and	
“don’t	like”	versions	of	all	the	grammar	covered	in	Level	7.

Level 9: “Like/likes to”, “don’t/doesn’t like to”

	 Introduce	 verbs—things	 that	 students	 “like	 to”	 or	 “don’t	 like	 to”	 do—to	
elicit first, second and third person sentences, both singular and plural, as in 
Level 8.

Level 10: “Is/are”

 This level and those below follow the same pattern of progression as what 
has come before. At present, we leave it to teachers to infer what sort of state-
ments and follow-through will be appropriate beyond level 10.

Level 11: “Have/has”

Level 12: “Is/are”, “isn’t/aren’t”

Level 13: “Have/has”, “don’t/doesn’t have”

 And the educational fun need not stop here. Continue 1- to 2-minute drills 
on	other	 topics	of	 interest	and	plain-present-tense	functionality,	such	as	 ‘play	
[an	 instrument]’,	 ‘eat	 [a	 food]	 for	 [meal]’,	 ‘play	 [a	sport]’,	 ‘watch	 [a	TV	show]’,	
before delving into past, present perfect, future, and other verb tenses. The sky 
(and	our	admittedly	tight	class-time	schedule)	is	the	limit!
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Adjective Games

 Both of these games are sentence-making exercises that aim to build stu-
dents’	store	of	adjectives	and	their	ability	to	use	them	in	sentences.	Game-play	
is similar to Elementary Openers: chips are given for successful sentences; 
mistakes	must	be	retried	on	one’s	next	turn.	To	play	at	least	one	(if	not	both)	of	
these games fulfills an elective requirement in the 7th Rank, and there is sup-
port for both in 7th Rank PLS Click.

Adjectives for Sentence-Making

	 The	teacher	begins	a	round	by	selecting	an	adjective	from	the	cue	sheet	
(not at random—see below) and saying to the class, e.g., “Name something 
fast.”

 Students compete to earn points by making true statements:
 S1: Horse is fast.
 T: Try again.
 S2: Trains are fast. (S1 slaps his forehead and realizes what his mistake 

was.)
	 T:	 Good!	Take	a	chip.
 S3: Morning is fast.
 T:  Err—actually, morning is early, not fast. (Quick explanation of the dif-

ference; student is then asked to think of a different sentence.)
 S1: Horses are fast.
	 T:	 That’s	better!	You	can	take	a	chip.
  (And so on...)

Supply the Adjective

 This game differs from the one above in that, rather than the teacher 
specifying	an	adjective	and	the	students	choosing	matching	nouns,	it	works	the	
other	way	around:	the	teacher	gives	a	noun,	and	students	fit	adjectives	to	it.

 In neither of these games are we to proceed higgledy-piggledy down the 
list with no thought to order or progression. Take careful notes each week on 
which	words,	from	which	categories,	you’ve	practiced;	the	next	lesson,	decided	
carefully whether to, A) repeat practice of the same words, or, B)  add a new 
one,	 drop	 the	 oldest	 one,	 and	 repeat	 practice	 of	 the	 others.	 Such	 ‘spiraled’	
progress	is	key	to	maximizing	these	activities’	educational	benefits.
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May We Sit Down? / If... / If... Say...

 These three similar activities are quick, fun games which broaden stu-
dents’	vocabulary,	provide	practice	responding	to	‘why’	questions,	and	get	stu-
dents moving around between seated activities.

May We Sit Down?

 Before playing for the first time, do a comprehension check and group 
output	practice	of	‘May	we	sit	down?’	Once	students	can	pronounce	it	well,	get	
them to stand up. They ask to sit and may do so if they fit the criteria of the sen-
tence	you	read	from	the	May	We	Sit	Down	prompt	sheet	(or	your	own	original	
sentence).	Here’s	an	example	exchange:

 Ss: May we sit down?
 T: Yes, girls may sit down. (Female students sit down.)
 Boys: May we sit down?
 T: Yes, seven-year-olds may sit down. (All students but one sit down.) 
 S: May I sit down? (The question changes when a single student re-

mains.) 
 T: Yes, third-graders may sit down.
  (We choose criteria matching the remaining student, so he doesn’t stand 

alone for more than a single round.)

 Once the students get used to the activity we keep it fun and raise the 
challenge by occasionally looking at students who should remain standing, but 
gesturing to sit down. (“Yes, girls may sit down,” says the teacher, looking di-
rectly at the boys and mischievously pointing toward their chairs.) Students will 
focus	carefully	on	what	we’re	saying,	as	they	don’t	want	to	be	tricked	by	their	
evil teacher.

 Once students have a solid understanding of this basic procedure we in-
troduce	 ‘why’	questions	 to	 further	 raise	 the	challenge	and	give	 them	practice	
answering	using	the	‘because	(reason)’	pattern.	Here’s	an	example:

 Ss: May we sit down?
 T: Yes, short-haired students may sit down? (Then, to one student:)	Why	

are you sitting down?
 S1: Because I have short hair.
 T: (To another student:) Well,	why	are	you standing up?
 S2: Because I have long hair.
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If... / If...Say...

	 The	procedure	for	these	activities	is	very	similar	to	May	We	Sit	Down,	but	
rather than sit down or remain standing, students do an action or make a sound 
based	on	the	conditional	sentence	you’ve	said.	For	example,	when	you	say,	‘If	
you’re	hungry,	hold	your	stomach’	any	hungry	students	hold	their	stomachs.	(A	
few	rounds	later,	you’ll	say,	e.g.,	“If	you’re	not hungry, touch your nose”—and 
if any student does not react to either	statement,	something’s	fishy.)

 The difference between the two games is that, in “If...” students do not 
produce language output at the lowest level—they simply react to you by doing 
or pantomiming an action. In “If... Say...” they react to you by saying something.

	 Use	the	past	tense	about	the	actions	students	have	just	done,	or	the	things	
they’ve	just	said:

 T: Raise your hand if you can spell your name.
  S1 raises her hand.
	 T:	 What	did	you	do?
 S1: I raised my hand.
 T: (Pretends to be baffled, for fun:) But—why did you raise your hand?
 S1: Because I can spell my name. H-a-r-u-k-a M-a-t-s-u-m-o-t-o.
	 T:	Well	done.

	 T:	 If	you	don’t	like	snakes,	say,	“Ick!”
	 Ss:	 Ick!
 T: (Pretends this has come out of the blue:) What did you say?
	 Ss:	 We	said,	“Ick!”
	 T:	 Why	did	you	say	that?
	 Ss:	 Because	we	don’t	like	snakes.
	 T:	 And	Haruka?	Why	didn’t you say, “Ick”?
 H: Because I like snakes.

 The above routines give practice understanding and reacting to the teach-
er’s	 spoken	 ‘if’	 conditions	 (similarly	 to	 ‘May	We	Sit	Down?’)	 and	 review	both	
the	past	tense	and	‘why	/	because’	exchanges.	Hamming	up	your	reactions	in-
troduces	a	playful	simulation	of	the	spirit	behind	asking	someone	‘why’—when	
you	just	can’t figure out	why	they’ve	said	or	done	something!
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Class Info Game

 This game is appropriate for groups of three to ten students, of any age 
from elementary 2nd grade through senior high school. Modify for use with 
large classes by having pairs in groups.

Getting Started & Game Play

 1. Choose a non-thick paper copy of a PLS info 
sheet appropriate to class age and size.

 2. Fill in student first names and your own, as 
well. Going a category at a time, starting 
with colors, ask a class of kids to quickly tell 
you their individual favorites. Fill in two or 
three columns as fast as they can tell you 
and you can write. (You may need to elicit a—or provide—translation or two 
before	you’re	done.)

 3. A student who really has no favorite in a certain category should not be 
pushed to decide on one. “Yuri has no favorite color,” or, “Yosuke likes all 
fruit,” are desirable variations to record and remember.

 4. Tell them your own favorites in each category as well, revealing plural fa-
vorites and/or something unusual here and there, consistent with honesty 
and	considering	their	age	and	English	 level.	Write	these	down	also	in	the	
teacher’s	 boxes	 in	 case	 you	 forget	 what	 you’ve	 told	 or	 embellished	 to	 a	
particular class.

	 5.	As	soon	as	you’ve	 finished	 these	 initial	columns,	have	each	student	 take	
three	blue	or	green	chips.	They’ll	need	 the	 initial	stock	 to	cover	probable	
losses, as explained below. Have them or your TA spread out the rest 
of those chips on the table. (Add whites when you run out of blues and 
greens.)

	 6.	Without	reviewing	the	information	given	(but	with	your	info-page	in	front	of	
you),	tell	them	to	raise	a	hand	if	they	can	recall	a	classmate’s	favorite	color.	
When	 called	 upon,	 they	must	 say,	 e.g.,	 “Jiro	 likes	 blue	 best,”	 not	 “Jiro’s	
favorite	color	 is	blue.”	 (They’ll	get	 the	 latter	personal	possessive	practice	
from ensuing parts of this activity, and with Speed-Roll.)

	 7.	At	first,	you’ll	help	them	through	their	statements	and	grammar,	but	within	
a minute or two, their English will have to be correct to score. From then 

 1. Choose a non-thick paper copy of a PLS info 
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on, the teacher will neither accept nor, unless all are completely stuck, cor-
rect ungrammatical sentences, letting others vie for correct renderings and 
chip	points.	Let	them	learn	from	each	other	and	capitalize	on	classmates’	
mistakes.

	 8.	Now	that	they’ll	have	learned	to	say	‘likes’	rather	than	‘like,’	invite	them	to	
recall	your	preferences,	whereupon	they’ll	find	they	have	to	switch	back—
just	 as	 they	will	when	 reporting	on	 two	classmates	who	share	a	 favorite.	
Since they are speaking to you, they naturally must say, “You like...,” and 
not put you in the third person. (To address someone by their name, rather 
than with “you”, is common practice in Japanese, but in English, of course, 
is not.)

 9. Choose one of your grandparents or a parent who has passed away and 
enter	their	name	beneath	yours.	Tell	your	kids	that	person’s	favorites	in	the	
past tense, recalling what you can and imagining probabilities when you 
can’t.	(With	younger	classes,	delay	this	step	a	week	or	more	until	they	are	
swimming smoothly with preceding challenges.)

Chip Loss

	 1.	When	 factually	 incorrect	 info	 about	 someone	 is	 mistakenly	 given.	 (Chip 
goes to offended person.)

	 2.	Any	time	a	student	fails	to	quickly	say	either	“That’s	right”	or	“That’s	wrong”	
after being reported on. (Chip goes to the table.)

	 3.	Reporting	 something	 that’s	 already	 been	 said.	 (Chip goes to the first to 
tattle.)

 For an English error they should neither lose a chip nor get one. If (un-
commonly) someone loses all chips and then makes a subsequent chargeable 
error, a red minus chip may be given.

Chip Gain

	 1.	When	one’s	statement	is	both	factually	and	grammatically	correct.	(Earn a 
chip from the pile on the table.)

 • Two chips are awarded for those who can say, e.g., “Jiro and Yuka,” or, 
“Jiro and I (both) like green best.” Ditto for, “Ken likes Coke best. He 
doesn’t	 like	 Calpis.”	 “Jiro,	 Yuka,	 and	 I	 (all)	 like	 green	 best”	 is	 worth	 3	
chips.	(They	won’t	qualify	for	two	or	more	chips	if	one	of	the	named	has	
already been reported on, but would lose one, as per Chip Loss rule #3, 
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above. However, with correct English, they might be allowed to break 
even—with the plus for a previously unreported half of their try.)

 • If someone has reported double favorites, two chips will be awarded to 
one who can recall and say both. (But logic and memory overload pre-
clude allowing many plural favorites to be accepted—and, normally, no 
triples.)

	 •	 If	 a	 player	 recalls	 but	 one	 of	 someone’s	 two	 favorites,	 she	 gets	 only	 a	
yellow half-point chip, and another yellow may be given to another who 
chimes in with, e.g., “And (she likes) peaches, (too).”

	 •	 Yellow	 half-point	 chips	 may	 also	 be	 awarded,	 at	 the	 teacher’s	 discre-
tion, for slightly flawed efforts, especially early in the learning stage and 
with younger kids. They may be used for correct statements poorly pro-
nounced	or	for	other	such	times	when	a	full	point	shouldn’t	be	given,	yet	
something is deserved and/or encouragement is needed.

 • Bonus points: E.g., “Kyoko likes red best. She has a red pencil case.” 
The bonus can be gotten by either an initial speaker or one who can add 
the extra. Such extra info should be elicited or pointed out, pre-game, 
and if continuously valid, be squeezed into the relevant blanks on the 
info	sheet,	 in	 ‘shorthand.’	This	step	should	not	be	advanced	 to	until	 the	
kids are fairly smooth with the basic game plan, and related facts need 
not necessarily be pulled from each kid for each category for this to work. 
(This extra info will also work for, “No one said that I have a red pencil 
case,” as in Chip Gain rule #4, below.)

 • An alternative (with older experienced students) is to require both the 
favorite and the related statement for a single point, using yellow half-
points as described above for partial successes.

	 2.	When	one	is	incorrectly	reported	on	and	immediately	says,	“That’s	wrong!	
Please give me a chip.” They get this chip not from the pot but from the mis-
taken student. (Only the misreported one is allowed to protest the wrong 
and gain the chip.)

	 •	 When	one	not	present	(or	not	human	–	see	later	explanation)	 is	errone-
ously	 reported	on,	any	other	may	blurt,	 “That’s	wrong,”	but	will	 have	 to	
correctly state the truth before saying, “Please give me a chip.”

 • For anyone referred to that is absent, deceased, or not a classmate, 
it’s	the	teacher’s	responsibility	to	speedily	say,	“That’s	right,”	or,	“That’s	
wrong.” Give a chip to any student who catches you out on this, telling 
you,	“You	didn’t	say,	‘That’s	right.’”
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	 3.	When	 someone	 reports	 something	 that	 has	already	been	 said,	 any	other	
student will gain a chip from the offending classmate by saying either “I,” 
“Taro,” or “Someone (already) said that.” As with rule #3, no hand-raising 
is	required;	they	should	just	blurt	it	out.		(Chip	gaining	rules	#2,	#3,	and	#4	
cover the only times that students get chips from one another.)

	 4.	When	each	category	has	been	attempted	and	no	more	hands	are	 raised,	
at	 the	 teacher’s	 invitation,	 individuals	whose	 favorite	was	not	 recalled	by	
anyone can raise a hand and be called upon to say, “I like black best.”  Or, 
at the next level, “No one said that I like black best.”  You may want to give 
lower	grade	kids	two	chips	for	this	as	extra	balm	to	injured	pride	in	not	hav-
ing been remembered.

	 At	 game’s	 end,	 not	 just	 one	 grand	 champion,	 but,	with	 a	 class	 of	 six	 or	
more, second and third place students should be congratulated.  (This is advis-
able for all such point-determined games.)

 For more useful and titillating schemes, read on.

 For a given class, ideally, have one regular paper copy and one thick 
of	either	an	elementary	or	a	 junior	high	and	up	PLS	Class	 Information	Sheet	
(a	master—“Class	 Info.,	 for	 Quiz	Game,	 etc.”—is	 in	 teacher’s	manual).	 Your	
thin copy will be for initial and subsequent fast and rough information gather-
ing. You can then later neatly ink copy student names and their info onto the 
durable thick one, to be kept in your class file. (Or use pencil, for easier info 
changes and erasing.)

 Our class info masters offer specific lines for an additional teacher or staff 
member, known to the students, as well as one, on elementary sheets, for a 
doll, teddy bear or etc., as explained below. Using one or both of these lines 
is	an	especially	good	idea	if	your	class	has,	say,	five	or	fewer	members.	When	
practical, call such a (human) non-class member in and have the kids ask them 
the	questions	which	you’ll	 record	the	answers	to.	 In	team	teaching	situations,	
the	other	teacher’s	name	and	info	will	go	into	the	provided	slots,	even	though	
just	one	of	you	may	always	lead	this	game.

 A classroom doll or poster animal may be enlisted for younger kids, ar-
bitrarily ascribing to them or having the kids decide probable preferences. If, 
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then	and	later,	you	choose	to	ask	a	direct	question	about	them,	‘he,’	‘she,’	‘it,’	
and	‘they’	can	be	elicited.	And	two	similar	classroom	(‘cousin’)	teddy	bears,	or	
the like, will allow overlapping but not always identical favorites. This would 
provide, “Minnie likes vanilla ice cream best, but/and Maxie likes chocolate,” 
etc.

 Parents visiting the class when this game is about to be played, should be 
tapped	for	 favorites.	Kids	will	say	either,	 “Ken’s	 father...”	or	“Mr.	Sato	 likes...”	
Parental preferences need not be inked in unless you have a special reason for 
doing so or can get info on a parent apiece for one or more categories.

	 In	 subsequent	 weeks,	 pre-game	 review	 of	 everyone’s	 favorites,	 etc.,	 is	
always an option. But if the info is not stale, it will be fun and more challenging 
to see what they can recall unprompted. Chip Gain rule #4 will cover what was 
forgotten	and	refresh	 it	 for	 the	 following	week’s	game.	This	 (and	virtually	any	
new game) should be played for three consecutive weeks to be learned well 
enough to be subsequently successful.

 Try to add one to three new columns of information—or supplement the 
old with supporting facts to be recalled—prior to each time you play. As an in-
creasing number of columns are gradually filled, and doing all becomes time-
consuming and impractical, work with the most freshly added plus a selective 
review of older ones.

What Can We Accomplish with this Game,
and What Makes It an Especially Good One?

 • It provides student-centered learning of and practice with a variety of verbs, 
first- to third-person, positive, negative, and past tense.

	 •	 It	builds	and	reviews	vocabulary	 in	34	separate	categories	relative	 to	kids’	
lives and interests.

 • It fosters both class camaraderie and teacher-student bonding (especially if 
the teacher has a good memory).

	 •	 It’s	primarily	and	 individually	about	 them.	 It’s	 real.	 It’s	efficient.	 It	builds	 to	
higher	levels.	It’s	fun!

Follow-Through Suggestions

	 While	flashing	noun	cards,	when	you	come	to	cards	depicting	things	stu-
dents	have	said	are	their	favorites,	remark,	“Cherries	are	Yuri’s	favorite	fruit.”		
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	 “Takuya	doesn’t	like	celery!”
	 “Hiro	and	I	both	like	potatoes	best.	It’s	our	favorite	vegetable.	Right,	Hiro?”
	 “Raise	your	hand	if	you	can	remember	who	doesn’t	like	cucumbers.”

 “Did you watch Doraemon last night, Kota?” (He has told us its his favorite 
show.)

	 “Kyoko!	You’re	wearing	blue	today.	 I	 thought	your	 favorite	color	was	red.	
Where’s	 your	 red?	Oh,	 you	 have	 a	 red	 pencil	 case?	Well,	 all	 right	 then,	 but	
please say that.”
 “I have a red pencil case.”
	 “Good!”
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Colored Word Cubes

	 The	goal	of	 the	Colored	Word	Cubes1 is to give students guided practice 
forming sentences. The content and grammar of these 
sentences are largely up to students to determine. This 
is not a “conversation” exercise—it is not intended to 
lead to free talk or extended exchanges. Rather, the 
goals are student-centered communication and accu-
racy practice.

	 We	 use	 the	Colored	Word	Cubes	with	 advanced	 rank	 students,	 through	
junior	and	senior	high	and	up	to	adults.	They	work	like	this:

 1. Teacher puts the cubes out onto the table.
 • See below on choosing which cubes to put out. 

	 2.	Students	who	 are	 ready	 raise	 their	 hands.	When	 called	 upon,	 one	 takes	
any cube from the table and places it in front of them.

 3. On the cube there is a word, phrase, or grammatical instruction (e.g., 
“mother” “almost always” “if (future)” etc.). The student is to make a true, 
interesting2 sentence using that word, etc. Examples:

 • “mother”: My mother plays tennis once a week.
 • “(almost) always”: My family almost always eats dinner together.
	 •	 “if	(future)”:	If	I	don’t	study,	I	won’t	pass	my	next	math	test.

 4. Once a student has made a sentence, the teacher will respond to its con-
tent before any error correction. Make a comment, express surprise, agree 
or disagree with it, etc.

	 5.	When	a	student	makes	a	sentence,	one	of	three	things	might	happen:
 • The student might make an error — the teacher corrects it and the stu-

dent should retry on her next turn.
	 •	 The	student	doesn’t	make	any	errors...	but	 the	sentence	 is	 too	easy	 for	

that student.
 • The student makes an interesting and challenging sentence.

	 6.	 If	 we	 judge	 that	 the	 sentence	 the	 student	 made	 was	 too	 easy,	 we	 elicit	
1 The “Colored” in the name is to distinguish these from a separate set of word cubes that do 

not have colored sides and are used for a different sentence-building game.
2 By “interesting,” we mean including (without being asked) the sort of detail a listener is likely 

to want to know. Also, the sentence should challenge the speaker. “My mother is tall” or “My 
mother’s	name	is	Mayu”	would	not	be	acceptable	for	students	beyond	a	very	basic	level.
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more.	One	suggested	practice	(to	be	 followed	or	not	at	 the	 teacher’s	dis-
cretion) is to simply prod the student for more, saying “And...?” or “Okay, 
tell me more...” and having them continue until they make some sort of er-
ror. Our reasoning is that, if they only say things they are already confident 
saying,	they	won’t	learn	anything	new.	By	encouraging	them	to	go	and	go	
until	we	find	something	to	fix,	we’ve	tested	the	limits	of	their	 learning	and	
found	an	area	we	can	help	 them	work	on.	We	might	also	sometimes	give	
some guidance as to what else they might add to the sentence (“And what 
breed is your dog? How long have you had it?” etc.). It helps if we chal-
lenge	students	at	the	outset:	“It’s	up	to	you	to	make	this	game	interesting,	
so	add	lots	of	detail!”

 7.  A student whose error has been corrected, or who has been instructed to 
try a more challenging sentence, will try again only after some other stu-
dents	have	tried	their	own	sentences.	We	don’t	want	them	simply	parroting	
the	teacher’s	correction.

 8. Also, there are no abandoned efforts. Once a student has begun with a par-
ticular sentence, they will keep trying again and again until they get it right 
(with	adjustments	in	strictness	made	by	the	teacher	to	deal	with	individual	
student psychology).

 9. Once a student has completed a sentence successfully, they return the 
block to the center of the table and earn points (see below).

	10.	When	 the	 block	 is	 put	 back	 in	 the	 center,	 it	 is	 turned	 over	 to	 a	 face	 of	
a different color. The order is pink - yellow - blue - green - brown - pur-
ple. (These sometimes progress in difficulty level.) The same student, or a 
different one, can choose to try the same cube again on a subsequent turn.  

 11. Points are earned as follows:

  The advantage of this method of chip-awarding is that you can see, at a 
glance, how many of which cube face a student has attempted.

Cube face Chip color Point value
pink red 1

yellow yellow 1
blue blue 1.5

green green 1.5
brown white 2
purple white 2
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 12. The game ends when the teacher decides that time is up. Students with the 
most points are the winners—praise them to the skies—and then praise all 
for	 their	meritorious	efforts.	We	may	note	which	cubes	were	used	and	 to	
what levels students proceeded, and start from that point again next week. 
The	Word	Cubes	exercise	(and	virtually	any	other	“game”)	should	normally	
be repeated three weeks in succession. Thereafter, play it as often as 
seems fruitful.

 • Cube difficulty level: Some of the cubes have a colored divot in one corner 
of the pink face. Cubes that are all pink (no color in the corner) are easi-
est. Harder cubes are color-coded (in the corner) according to increasing 
difficulty level, from yellow to blue to green—with green being hardest.  

Follow-Through exercise:

 After students have succeeded with two to five cube-faces each, the teach-
er calls time and acknowledges points gained. Students will then be asked to 
recall their successful efforts, but only in Japanese translation, and write the 
Japanese in their notebooks, leaving every other line blank. (The first week, 
they’ll	do	 this	with	 just	one	of	 the	sentences	 they	made	 in	 the	game,	building	
up over the weeks to recalling all of them.)

 Before each student writes, a teacher with adequate Japanese compre-
hension will carefully monitor to be sure those translations match the Eng-
lish. (Teachers whose Japanese skills fall short of this can enlist school staff 
help,	or	have	students	cross-check	each	other’s	work.)	Typically,	some	part	will	
have been momentarily forgotten, or a verb tense or something may not quite 
square with the previous English. After one each is sorted out and neatly writ-
ten	 in	 kanji	 and	kana,	 the	 teacher	will	make	 repeated	sweeps	 (or	 respond	 to	
hand-raising) until all have been correctly recalled and written in translation.

	 Homework	will	be	 to	 re-create,	 in	writing,	one’s	English	sentences.	 (The	
first time you do this, each student should, if the clock allows, write their first 
English reverse translation in class—very neatly, of course. The teacher must 
okay the accuracy and beauty of each before assigning the rest as homework.)

 Obviously, the homework will be checked the following week. One method 
for doing so is for each student to read his or her English sentences aloud, one 
per turn. (Any sloppy writing featuring misshapen letters will have to be erased 
and rewritten on the spot before being deemed acceptable as a completed as-
signment.) 
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CC Cards and JHS CC Cards

 The Communication Cards were designed for use in university classes 
with students of at least lower-intermediate English speaking ability. They can 
also	be	used	profitably	and	enjoyably	with	classes	of	adults	
at private language schools or company classes.

	 The	cards	are	of	three	types:	grammar-,	conjunc-
tion-, and theme-based. All of them are meant to pro-
vide	subjects	for	self-expression,	as	distinct	from	con-
versation.	Taking	acronymic	liberties,	we	call	them	‘CC	Cards’.

	 We	also	have	a	similar	set	of	cards	optimized	 for	 junior	high	school	stu-
dents, called the JHS CC Cards. These work in much the same way as the CC 
Cards, and are described later in this manual entry.

	 To	use	the	CC	Cards	in	large	classes,	you’ll	want	one	set	of	cards	for	ev-
ery four to six students. A single set of cards can be sufficient for a small group 
(1–8	students).

I. Procedure and Rules with Grammar-Based Cards

	 What	follows	is	a	summary	of	basic	procedure	for	grammar-based	cards.	
Elaboration	and	justification	follow	for	each	of	the	five	steps	below,	along	with	
ways to modify the procedure for the other types of cards.

 1. In large classes (e.g. college classes), divide students into groups of three 
or four. 

 2. One student in each group is given a CC Card from which to read the ques-
tions.

 • Others may not look at the card.
 • No questions may be skipped.
 • After two to three questions, another student takes a turn as a reader.

	 3.	Reader	asks	question	‘to	the	air ’,	not	to	a	specific	group	member.	Anyone	
who is ready to answer, may. An acceptable answer will include extra infor-
mation.

 4. After responding, that student repeats the question. The card-reader pays 
attention to be sure that the question has been repeated correctly.

 5. The card-reader gives his or her own answer after everyone else has an-
swered.

also	be	used	profitably	and	enjoyably	with	classes	of	adults	
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Three general rules:
	 •	 ‘Conversation’	is	neither	encouraged	nor	discouraged.
 • No speaking Japanese.
 • No silence.

Step 1: In large classes (e.g. college classes), divide students into groups 
of three or four.

 The best compromise between interest and efficiency seems to be four-
member groups, although three-member ones allow more individual speaking. 
The latter size will be the first choice when time is very limited.

 In the first class or two, form up groups of those sitting next to each other. 
Later, with a class of 30 students, for example, have them count off from #1 to 
#8	until	each	has	a	number.	Then	have	all	the	‘ones’	sit	together,	all	the	‘twos’,	
etc. This will give you six groups of four, and two groups of three students, who 
hopefully	 won’t	 already	 know	 all	 of	 one	 another’s	 secrets.	 (Using	 English	 to	
reveal themselves to each other is a big part of what CC Cards are about.)

 In such classes as the preceding, the teacher circulates from group to 
group, participating with each for an equal amount of time as a fellow truth-
revealer. In smaller classes, such as at private language schools or with lan-
guage classes at companies, the teacher may wish to keep everyone together. 
This method can still be workable with as many as eight, including the teacher, 
or with even a single student. But the ideal size is still about four.

 One note: although this explanation mainly refers to university classes, 
the CC Cards may be suitable for some senior high school classes as well.

Step 2: One student in each group is given a CC Card from which to read 
the questions.

 Others may not look at the card. No questions may be skipped. After two 
to three questions have been answered by everyone (decide the number be-
forehand) other students will take their turns being readers.

	 When	 acting	 as	 a	 group	member,	 the	 teacher	will	 usually	 not	 be	 first	 to	
answer, unless that would also serve to clarify a difficult question. The teacher 
should help when necessary but not lead or officiate. Students will assume 
responsibility when it is shifted to them and they clearly understand what is 
expected of them.
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	 With	 this	 activity	we’re	 seeking	 production,	 not	 perfection.	Correction	 of	
speaking and pronunciation errors should be minimal, and is generally saved 
till	 the	end	of	 a	 student’s	 turn.	Vocabulary	on	 the	 cards	 likely	 to	give	 trouble	
should be quickly explained before, not during their use. If a group does get 
stuck or needs help in expressing themselves, and the teacher is not with them 
at the time, they should, of course, not give up and skip questions, but raise 
their hands for assistance. 

Step 3: Reader asks question ‘to the air’, not to a specific group member. 
Anyone who is ready to answer, may. A good answer will include extra 
information.

 Efficiency and comprehension are usually better served if responding is 
done at random, rather than in rotation. If answered in order, you and the stu-
dents who have understood the question and are ready with answers must 
wait	that	painful	time	for	the	student	who	hasn’t	and	isn’t.	Random	responding	
allows	a	slower	student	 to	gather	 from	preceding	classmates’	responses	both	
what the question meant and some ideas to help fashion his or her own answer.

	 A	problem	with	 this	procedure	 is	 that	 it’s	unnatural	 to	ask	questions	 into	
the air rather than directing them to an individual. This makes it awkward at first 
and easily unintentionally violated. But in general, make sure that this rule is 
followed.

	 Each	 person	must	 give	 ‘extra	 information’	when	 they	 answer,	 preferably	
something interesting, but true. To simplify the idea, you may explain it as a 
‘two-	 or	 three-part	 answer’.	 It’s	 the	 additional	 explanation,	 elaboration,	 etc.	
which make this an interesting and effective communication activity. Students 
should	be	cautioned,	on	 the	other	hand,	not	 to	make	 ‘a	speech’.	 If	you	don’t,	
those with greater ability and aggressiveness may dominate the proceedings.

 Examples: “What	time	do	you	usually	get	up?”

 Bad example:	“I	usually	get	up	at	7:30.	That’s	the	time	I	set	my	alarm.”

 Good example, two-part: “I usually get up at 7:30. I usually wake up before 
my alarm goes off, but when it rings I always push the snooze button.”

 Good example, three-part: “I usually get up at 7:30. I usually wake up be-
fore my alarm goes off, but when it rings I always push the snooze button. But 
I	don’t	completely	wake	up	until	I’ve	had	my	morning	coffee—with	sugar.”

Step 4: After responding, that student repeats the question. The card-
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reader pays attention to be sure that the question has been repeated cor-
rectly.

 After each person gives a full response to a question, he or she must re-
peat the question, again not directing it to anyone in particular, until only one, 
other than the reader, has yet to respond. The question must each time be 
asked exactly as it was previously read from the card. No shortcuts or para-
phrasing.

 It is the duty of the reader, not the teacher, to make sure that every ques-
tion is correctly asked by each of the others. If any question is misstated and 
uncorrected, the teacher will admonish the card-holding reader for sleeping on 
the	 job.	The	teacher	will	neither	scold	nor	assist	 the	speakers	when	they	flub	
the	question	(unless	pronunciation	or	intonation	is	insufferable).	When	with	any	
group, the teacher will also fully share his or her confidences, taking perhaps 
even less speaking time than the others, shedding any role of superiority.

Step 5: The card-reader gives his or her own answer after everyone else 
has answered.

	 When	 all	 but	 the	 reader	 have	 answered	 a	 question,	 they	will	 repeat	 the	
question in unison	to	the	reader.	The	reader	will	answer	fully,	just	as	the	others	
have, and then proceed to the next question or else pass the card to another 
student, who will take his or her turn as reader.

	 Properly	trained	groups	may	thus	be	put	on	‘automatic	pilot’,	which	will	es-
sentially be the case with university (or senior high school) class groups other 
than the single one which the teacher is able to participate with at one time. 
You	won’t	be	able	to	give	much	assistance	or	catch	many	answering	errors,	but	
the question practice will be correct, and a great deal of active and stimulating 
communication will be going on.

	 One	other	job	of	the	teacher	under	the	‘automatic	pilot’	plan:	when	in	tran-
sit from one group to the next, to scan the room quickly, monitoring the output 
of all groups. This scanning should be visible—much of its value comes from 
the fact that students will know they are being monitored and thus take the ac-
tivity that much more seriously.

General rule 1: ‘Conversation’ is neither encouraged or discouraged.

	 Unless	you	point	it	out,	most	students	won’t	notice	the	distinction	between	
what	they’re	doing,	expressing	themselves	in	English,	and	what	they	may	think	
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they	came	for,	 ‘English	conversation’.	Any	one	of	the	subjects	on	a	card	may,	
of course, develop into a conversation when and if members are moved to seek 
more information from a speaker than was divulged in his or her response. This 
is fine when it occurs spontaneously but should not be specifically encouraged.

	 Here	are	some	reasons	why:	‘Conversations’	tend	to	be	dominated	by	the	
better	or	more	aggressive	speakers.	A	particular	subject	may	be	of	no	interest	
to one or more in the group. A given topic can easily be milked past the boring 
point	for	both	students	and	yourself.	‘Conversations’	are	also	unlikely	to	allow	
the concentrated practice in target area structures and grammar afforded by 
the individual response method. If everyone in a group really gets enthusiastic 
about	a	subject,	as	will	sometimes	happen,	let	them	have	a	party	with	it.

General rule 2: No speaking Japanese

	 With	or	without	conversation,	a	festive	atmosphere	can	develop	 in	which	
students may get carried away and succumb to the temptation to express them-
selves	in	their	native	tongue.	Be	vigilant!	Use	of	Japanese,	especially	by	those	
on	‘auto-pilot’,	is	taboo,	unless	asking	how	to	say	something	in	English,	using	
proper	nouns	which	don’t	translate,	or	the	like.

General rule 3: No silence

 The Japanese seem to have much greater tolerance for long silent pauses 
than	do	Westerners.	There	 is	 a	 concomitant	 prohibition	 regarding	 self-asser-
tiveness, which includes not being first to speak unless clearly mandated or 
senior.	For	 the	sake	of	your	sanity	and	 their	guardians’	money’s	worth,	 try	 to	
impose	a	‘no	silence’	rule.	The	random	response	method,	though	it	runs	coun-
ter	to	certain	Japanese	cultural	tendencies,	can	be	a	practical	help.	With	some	
classes	(the	more	cultured	the	worse)	you’ll	still	have	to	urge	and	cajole	until,	
hopefully, it becomes a habit to not let waiting silence reign.

II. Theme-Based CC Cards

 Except for the added illustrations, these cards look like and are used in 
basically the same way as the grammar-based cards. However, there are some 
important	differences.	There	are	a	greater	variety	of	types	and	subjects	among	
them.	Not	all	use	 the	 ‘question’	 format.	They	are	potentially	more	 interesting,	
but often require even more candidness and self-revelation. There are three 
differences in the rules as compared with grammar-based cards:

 1. Answering is voluntary, not obligatory. A student may either respond or 
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pass on any given question or topic. If they decide not to respond, how-
ever,	they	must	clearly	say,	e.g.,	‘Pass’,	rather	than	leave	us	guessing	and	
waiting.

 2. Questions, or topics, need not be repeated by volunteer speakers. (But the 
usual full disclosure is still expected of those who do respond.)

 3. The reader need not be last to answer but should speak whenever ready. 
This can further help avoid time-wasting silence.

 A quick comparison of the two types of cards will show why the rules are 
different.	With	 the	 former,	 there’s	no	 reason	why	every	question	shouldn’t	be	
answered;	with	the	latter,	there’s	no	reason	why	every	one	should.	Both	types	
will elicit a lot of honest and interesting interpersonal communication.

III. Conjunctions Which Introduce Clauses of Cause

 These are a more structured variety of CC Cards. Students are provided 
a	clause	which	volunteers	will	repeat	with	the	appropriate	conjunction,	adding	
their own clauses to form honest, communicative compound sentences. They 
may not merely offer naked clause conclusions.

 As with other CC Cards, these are for real English expression, not aids 
for mechanical language practice. To permit the former, students must be al-
lowed	and	advised	to	‘pass’	on	any	clause	that	is	untrue	for	or	does	not	relate	
to	themselves.	Hypothetical	statements	are	out!

	 One	or	all	of	these	conjunction	cards	may	be	used	whenever	the	teacher	
deems appropriate. Their placement last in this article is because the rules 
are approximately those of the preceding theme-based, and because we con-
sider	them	to	be	auxiliary,	not	mainstream	CC	Cards.	It’s	best	to	use	them	with	
groups of which the teacher is a member. Although not difficult (at least the first 
two) compared to the other two types, they seem to go better if the teacher is 
there to assist.

IV. Follow-through for any of the CC Cards

 If you wish, you can have students recall later what their classmates have 
said, putting it in third person grammatical form.

 Oral or written reporting of something interesting learned from or about a 
fellow group member is a potentially worthwhile follow-through.

	 We	have	a	complete	set	of	adult-level	CC	Card	follow-through	homework	
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writing sheets, as well, with limited writing that should neither compromise 
other homework assignments nor consume much class time to correct. They 
are also all cutely illustrated.

V. Additional Thoughts and Suggestions on CC Cards

	 Which	cards	 to	use,	 in	what	order,	how	 frequently,	and	 for	how	 long	per	
class, will vary with individual class circumstances. There are more than enough 
cards	for	two	years	with	the	same	university	(or	senior	high)	students.	We	use	
them in most classes, usually at the end, for anywhere from 10 to 45 minutes of 
a	90-minute	class.	Our	goal	 is	about	20–30	minutes	on	grammar-based	cards	
with	juniors	and	30–45	minutes	on	theme-based	cards	with	seniors.

 If you intend to use both grammar and theme-based cards with the same 
students, we strongly suggest that you first use all the grammar type that you 
intend	to.	With	theme-based	cards,	there	is	a	general	relaxation	of	rules.	They	
are rather more adult, both in content and especially in mode of use. Graduat-
ing to these is something that the students appreciate after the constrictions of 
the	former.	Don’t	go	back	and	forth	between	card	types.	This	will	confuse	them	
about which rules to follow, even if you remind them each time.

	 If	 a	 particular	 theme-based	 card	 still	 hasn’t	 been	 covered	 after	 two,	 or	
a maximum of three consecutive classes, it might be best to either end it, or 
return to that card, picking up where you left off, at a later date. Themes, like 
conversations, can become tedious. Grammar-based cards, though, can usu-
ally	safely	be	pursued	to	the	end,	and	won’t	become	boring	because,	generally,	
the grammar is unobtrusive and subordinate to the personally communicative 
thrust of the question topics.

 Different groups of students in the same class will go through cards at 
varying	speeds.	When	collecting	cards	at	the	end	of	class,	ask	each	group	what	
number they reached, in order to decide whether to continue with the same 
cards in the next class. Generally, we proceed through the card series at the 
pace of the faster groups, which means that some groups never finish given 
cards—not a matter of great concern. If one speedy crew does finish before the 
bell,	you	can	always	set	 them	to	some	conversational	subject	of	 their	or	your	
choosing, while the others are still on their cards.

 Groups that are considerably faster or slower, however, will generally be 
found to be violating at least one rule. The fastest may have a reader that is 
skipping, or they may not be giving a reasonable amount of extra information 



— 274 —

SENTENCE-MAKING & SELF-EXPRESSION ACTIVITIES

when	responding.	The	slowest	may	be	using	each	subject	for	extended	conver-
sation,	or	be	following	a	rotational	response	system	while	playing	the	‘pregnant	
silence’	game.	A	spread	of	as	much	as	double	distance	from	the	slowest	to	the	
fastest group is not unreasonable, and all should be praised for their efforts. 
Any disparity beyond that would indicate that rules basic to plan and progress 
have been compromised.

	 Of	course,	the	better	the	students’	English	speaking	ability,	the	more	suc-
cess	and	efficiency	you	will	have	using	CC	Cards,	and	 they	won’t	work	at	all	
well with students of less than lower-intermediate level. But it is equally impor-
tant for optimum results that the morale of the class and spirit of cooperation 
with	each	other	and	 the	 teacher	be	high.	 ‘Auto-pilot’	groups	 in	 the	classroom	
cannot simply be forgotten while the teacher takes a break or spends lengthy 
periods with others. Try to get around and communicate at least briefly with 
each group before the bell rings.

	 Students	are	very	aware	of	the	teacher’s	presence	and	sensitive	to	his	or	
her concern for their progress, responding to respect and enthusiasm. Praise 
when	possible,	admonish	when	necessary,	but	don’t	let	them	feel	ignored.

 Still, the more responsibility students accept, the better. One suggestion, 
especially for early efforts with the cards, is to give each group a piece of pa-
per on which to keep count of their own specific rule violations, such as use of 
Japanese (even an ええと…)	or	going	over	ten	seconds	with	no	one	speaking.	
Have one student per group monitor each rule. (Two rules = two monitors.) At 
the end of class, give recognition or some small prize to the group which can 
show the lowest number of slip-ups. They will accept this challenge in good 
spirit and comply honestly.

VI. Junior High School-level CC Cards

	 In	2014,	we	developed	a	set	of	junior	high	school-level	CC	Cards	(JHS	CC	
Cards) along the same principles as the CC Cards, but with grammatical and 
thematic content more suitable for those younger 
learners.

 The cards are color-coded according to the 
level of grammar they focus on: the pink set in-
cludes some of what is taught in English classes in the first 
year	of	Japanese	public	junior	high	school;	the	yellow	set,	the	second	year;	the	
blue set, the third year. Using the pink set satisfies a PLS 1st Rank require-
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ment.

 Though our conversation classes are not ‘juku’ (cram school) and our aim 
is not to help kids cram for school tests, we nonetheless do them a great ser-
vice—and increase the appeal of our lessons to the guardians—when we help 
students grasp, through communicative activities, the grammar that they must 
also	study	as	a	scholastic	subject.

 For this reason, it is good to expose our kids to each set of JHS CC Cards 
a	year	before	they	will	see	the	corresponding	grammar	 in	school.	We	use	the	
pink	set	with	elementary	school	6th	graders,	the	yellow	set	with	junior	high	1st	
graders,	and	 the	blue	with	 junior	high	2nd	graders—assuming	 these	students	
have been studying with us long enough to be up to the challenge.

 The cards of each color-coded set are further ordered numerically. There 
is logic to the ordering of many of the cards, though some are numbered arbi-
trarily.	Follow	the	order	or	not	as	you	see	fit.	What	is	more	important	is	that	the	
‘Grammar’	cards	be	covered	before	the	‘Theme’	ones.	(You’ll	find	either	‘Gram-
mar’	or	‘Theme’	printed	in	the	upper	left	corner	of	each	card.)	The	‘Theme’	card	
topics tend to be more open-ended and less amenable to a pattern-sentence-
based approach.

	 The	JHS	CC	Cards	give	students	practice	using	grammar	they’ve	already	
learned; they are not designed to teach these grammatical concepts from 
scratch. Before using a new card, confirm that the kids have been exposed 
to	 its	 grammar	 already—they’ll	 sometimes	 have	 encountered	 it	 embedded	 in	
other	 games	 or	 activities	 that	 were	 primarily	 or	 ostensibly	 about	 ‘something	
else’.

Changes to standard CC Card procedure

 1. The kid holding the card reads out a question, and those who are ready to 
answer raise their hands. You choose who will answer.

 2. The person who answers then repeats the question, and you choose some-
one else to answer. Repeat this until everyone has answered (or declined 
to).

	 i.	 With	 ‘Grammar’	cards,	every	student	should	give	 their	answer	 for	every	
question.

	 ii.	 But	with	‘Theme’	cards,	students	can	elect	to	‘pass’	on	certain	questions	
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if	they	don’t	wish	to	answer	them.

 3. Finally, all children should ask the original questioner (who is holding the 
card) the same question.

 4. You will have each kid read either two or three questions on a card before 
passing it to the next in turn.

Other recommendations for JHS CC Cards

 • To keep the exercise engaging, challenge kids to give detailed, memorable 
(but true) answers to each question—answers which extend beyond the ba-
sics.	Tell	 them	 that	 it’s	up to them to communicate actively, to freely offer 
interesting	information;	their	teacher	and	peers	shouldn’t	have	to	drag	it	out	
of them with a barrage of questions.

	 •	 As	a	student	speaks,	she	is	likely	to	make	English	errors;	you’ll	correct	these	
without seeming to correct. In other words, empathize, agree, nod your head 
and	show	that	you’re	following	along;	and	as	you	do	this,	make	unobtrusive	
corrections	 as	 though	 these	were	 natural	 responses	 to	what	 she’s	 is	 say-
ing2.	Once	students	are	hip	to	your	method,	they’ll	learn	to	incorporate	these	
comments without becoming overly self-conscious. Example:

 S: Yesterday, I go to store with sister...
 T: Oh, you went to the store with your sister...
 S: Yes, I... went to the store with your—with my	sister,	and	we	bought…

	 •	 When	you	give	your	own	answer	 to	a	question,	 this	answer	 should	be	ex-
panded to give students extra comprehensible input, and to let them learn 
more	about	you.	But	don’t	overdo	it—students	should	still	have	the	majority	
of the talking time.

	 •	 Don’t	camp	out	on	one	question	or	card	for	very	long.	We	aim	for	variety—to	
touch	on	a	question/topic	briefly,	then	move	on—because	any	given	subject	
may be of interest only to some students, while others who are uninterested 
may not participate, or may comment only because they feel compelled to. 
A	variety	of	topics	covered	in	succession	increases	the	likelihood	that	we’ll	
find something of interest to each. For this reason, unlike many other PLS 

2 But sometimes, especially with a weaker student, you may elect to not interrupt a halting flow, 
but	delay	a	pronunciation	or	grammatical	correction	until	after	a	student	has	spoken.	It’s	often	
both psychologically appropriate and true to communicate that this is a tricky part of English 
that they all need reminding of (all repeating a pronunciation correction). But, exercise this 
option quickly, so as to not to sidetrack the whole operation.
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activities,	we	don’t	review	prior	questions	in	the	following	lesson.

	 •	 We	do,	however,	have	homework	follow-through	papers	for	each	card	which	
we recommend using with all students who are able to write or “stretch to 
write” at that level. As the English and Japanese instructions atop each 
sheet clearly say, students write sentences (a minimum of two, a maximum 
of eight) at home, on their choice of either one or two of the topics that 
you’ve	 covered	 in	 class	 that	week.	 In	 a	 larger	 class,	 the	 teacher	may	 opt	
to limit students to a single topic. Assign a number of topics and sentences 
that, while giving the students an attainable challenge, will not require so 
much in-class checking that your basically aural/oral English class becomes 
a writing-correction one.

 The JHS CC Cards are a valuable component of our pre-JHS and JHS 
program.	Use	them	to	 increase	your	students’	powers	of	self-expression,	and	
to	prepare	 them	 for	 the	English	 they’ll	go	on	 to	study	 in	 their	schools.	Happy	
communicating!
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Bingo Games

How to Get Started

 Bingo should generally be played by teams, for reasons psychological, 
educational and logistical. Two to a card is ideal. For uneven groups, put three 
younger or slower ones together, or let a bright brimmer of confidence play 
alone.	Teacher	chooses	teams	unless	there’s	no	danger	of	the	unwanted	class-
mate problem. Before passing out the cards, take one, hold it up and go over 
the	colors,	words	or	whatever	once	or	twice	quickly.	(Don’t	make	a	big	project	
out	of	it;	they’ll	learn	while	playing.)	Do	this	the	first	2	or	3	times	you	play	a	new	
bingo game.

 Children should sit in a circle, of which the teacher will be a part, on the 
floor or at a table. Pass out cards and chips. Teacher does not need a card 
but	should	be	watching	kids’	cards	and	surreptitiously	calling	from	them.	Chil-
dren should ask for, not grab, the chips they want by saying, e.g., “Red chips, 
please.” (One group of chips to a team.)

How to Proceed

 1. The game should be kept moving, winners abundantly praised and a sense 
of excitement conveyed by the teacher. (Be dramatic, ham it up.)

 2. On each turn, watch to see that everyone has found the right square before 
proceeding. Kids looking at where other teams have placed their chips is 
OK and should not be discouraged. The slow ones will gradually shape up. 
If	still	a	 team	can’t	manage	 it,	 the	 teacher	may	unobtrusively	point	 to	 the	
proper square for them. Or, the teacher might remove from the board (but 
not keep) chips from incorrectly placed positions and let them then find the 
right square by themselves.

		3.	While	waiting	for	all	teams	to	place	their	chips	on	the	board.	Be	sure	to	give	
extra input. This will help perpare the students for the next step when they 
must give the output.

	 4.	Kids	 must	 keep	 relatively	 quiet	 during	 game.	When	 ‘Bingo’	 is	 called,	 all	
must look	at	card	of	 team	with	bingo,	 listen	 to	 that	 team’s	words	and	not	
look at their own cards.

	 5.	Chips	are	kept	on	all	cards	until	the	teacher	says,	“That’s	a	good	bingo!”	at	
which time hand clapping and cheering is in order.
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 6. As kids say back colors, words, etc., in their bingo line, they replace each 
chip on its square after saying each one. If they miss one, only that chip is 
taken by teacher. All other chips staying in place, they still have a chance 
for another bingo as game continues.

	 7.	When	2	or	3	teams	get	bingos	at	the	same	time,	priority	is	given	according	
to	 the	order	of	“Bingo!”	yells.	Each	 is	acknowledged	and	given	a	number,	
e.g., No. 1, No. 2, No. 3. If team which called out first fails, then No. 2 team 
can try, and No. 3 if the second in turn fails. But if one team succeeds in 
getting	a	‘good	bingo’,	others	who	called	later	are	not	further	acknowledged	
except perhaps with a word of sympathy. — Chips are dumped, cards ex-
changed, and start again. Only one good bingo per time; more would dilute 
the satisfaction of winning.

	 8.	After	each	bingo,	cards	are	not	‘exchanged’	actually,	rather	they	are	passed 
and always in the same direction, (e.g., to the right). Getting the same card 
again, a result of haphazard exchanging, has proven to be unacceptable to 
those who take the game seriously.

Color Bingo

 This is the one to start with regardless of the age of 
the children. Kindergarten kids as young as 4 can learn it 
with no trouble — all right, with a little trouble, what with 
lights	and	darks	and	all,	but	for	five-year-olds	it’s	a	breeze.	
Also	 it	 has	 proven	 easier	 to	 master	 than	 ‘Number	 Bingo,’	
which we would advise you to teach second (after reaching 
step 3 or 4 with Color Bingo). Further, Color Bingo, being 
simple and unambiguous, is a good one for them to gain confidence and learn 
the	 rules	with.	We	 recommend	 that	you	stay	with	 this	one	not	simply	 till	 they	
get the colors down but until they are very squared away on the rules which ap-
ply	to	all	the	bingo	games	and	are	following	them	flawlessly.	When	first	playing	
the game, concentrate on the easy colors and gradually expand as their skill 
improves.

Steps:
	 1.	Simple	bingo	—	4	in	a	row	makes	it	—	Congratulations!
	 2.	Must	say	the	colors	back	—	first	3,	then	all	4	before	it’s	a	‘good	bingo.’
	 3.	Teacher	asks,	“What	color	is	this?”	Reply,	“It’s	red.”
 4. Kids say in unison, “This is red.” etc. (Pronunciation requirement gradually 

lights	and	darks	and	all,	but	for	five-year-olds	it’s	a	breeze.	
Also	 it	 has	 proven	 easier	 to	 master	 than	 ‘Number	 Bingo,’	
which we would advise you to teach second (after reaching 
step 3 or 4 with Color Bingo). Further, Color Bingo, being 
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becomes strict.)
	 5.	 “This	 is	 red,”	 plus,	 teacher:	 “Which	 color	 do	 you	 like?”	 (from	 bingo	 line)	

Reply, “I like red.” Mate says either, “I like yellow.” or “I like red, too.”
	 6.	 “This	 is	 red,”	plus,	 teacher:	 “What’s	your	 favorite	color?”	Reply	 (from	any	

square), “My favorite color is mauve.”
 7. Same as No. 6 except that teammates ask and answer each other — in true 

conversational style.
 8. Teacher: “Do you have something red?” Reply: “Yes, I have a red sweater.” 

or	“No,	I	don’t.”	(Answers	should	be	true.)
 9. Teacher: “Name something red.” Reply: “An apple is red.” — “Her socks are 

red”, etc.

	 You	must	be	 the	 judge	of	 the	 right	 time	 to	proceed	 from	one	step	 to	 the	
next with each class. As a rough guideline we would suggest that step No. 5 be 
stood on by the end of the kindergarten year (age 6).

 Steps No. 6 through No. 8 are about enough for 1st grade and step No. 9 
seems to us 2nd grade level. If you start with 1st, 2nd grade or older children 
we still think you should take them through all the steps, 
only faster.

Number Bingo

	 1.	Team	with	‘bingo’	reads	back	all	4	numbers.
 2. Team members take turn reading them back (i.e. 2 

numbers each). (No help from partner.)
	 3.	Teacher:	“What	number	is	that	(this)?”	Reply:	“It’s	10.”
 4. Pupils: “This is 10.” (First together, later in turn.)
 5. Teacher: “Add 2 numbers.” Reply: “6 and 4 is (are) 10.”
 6. Teacher: “Subtract one number from another.” Reply: “8 minus 5 is 3.” or “5 

from 8 is 3.”
 7. Teacher: “Multiply two numbers.” Reply: “2 times 11 is 22.”

	 That’s	about	as	far	into	mathematics	we	want	to	go	—	and	not	much	below	
where	we’re	able	to.

 At any step an error in pronunciation is fatal to the cause of winning. Step 
No. 4, especially, is essentially a pronunciation exercise, containing as it does 
the	 ‘th,’	 ‘i’	and	 ‘r ’	problem	sounds,	as	well	as	whatever	must	be	negotiated	 in	
pronouncing the numbers themselves.

seems to us 2nd grade level. If you start with 1st, 2nd grade or older children 
we still think you should take them through all the steps, 
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ABC/abc Bingo

 1. Read them back.
	 2.	Alternate	team	members	read	—	‘perfect’	pronunciation.
 3. Instead of saying letters, teacher says most common 

phonetic sound of each; kids cover them, then read back 
sounds when they get a bingo.

 4. Teacher says words which begin with letters to be cov-
ered. Kids say back either same words or sound of let-
ters.

 5. Teacher pronounces sounds of letters. Kids cover letters and after a bingo 
give any word which each letter begins.

 6. Kids say words which contain the letter but are not be-
gun with it.

Time Bingo

	 1.	Teacher	calls	 ‘3	o’clock’,	 ‘nine	-o	 (oh)	 -	 five’,	 ‘eight-fif-
ty	 five’,	 etc.	 Students	 who	 get	 bingos	 win	 if	 they	 can	
say the same times shown on the clocks in their bingo 
lines.

	 2.	As	above	but	teammates	take	turns	in	asking	“What	time	is	it?”	and	
answering each other. (E.g., “It’s 9:35.”)

	 3.	Teach	the	time-telling	variations.	E.g.,	“It’s	a	quarter	past	five.”	—	“It’s	five	
minutes to (till) nine,” etc. Require that these be repeated, following step 2 
procedure.

Month & Season Bingo

	 If	you’re	a	foreigner	and	these	pictures,	except	for	the	obvious	December,	
don’t	mean	anything	to	you,	let	your	Japanese	students	teach	you.	They’ll	fig-
ure them out rapidly. (Or you could cheat and look at the hints on the next page 
of this manual.)

	 About	 the	only	 thing	you’ll	need	to	tell	 them	is	 that	 the	four	pictures	with	
the large insects (mushi), represent the respective seasons. (The beach scene, 
therefore, must be August and not summer.)

 Most but not all of the months are indicated by holidays, observed in Ja-
pan, which fall within them.

 Steps/variations:

 3. Instead of saying letters, teacher says most common 
phonetic sound of each; kids cover them, then read back 

 4. Teacher says words which begin with letters to be cov-
ered. Kids say back either same words or sound of let-

 6. Kids say words which contain the letter but are not be-

	 1.	Teacher	calls	 ‘3	o’clock’,	 ‘nine	-o	 (oh)	 -	 five’,	 ‘eight-fif-
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(The	4	seasons’	illustrations	contain	insects;	months	do	not.)

Autumn / Fall

May

Oct.

Nov.

Aug.

Mar.

Sept.

Spring

Jun.

Winter

Dec.

Apr.

July

Feb.

Summer

Jan.

January (1st) New	Year’s	Day
Oshōgatsu

July (7th) Star Festival
Tanabata

February (3rd) Bean Throwing Day
Setsubun

August Summer	Vacation
Natsu yasumi

March (3rd) Doll Festival
Hina matsuri

September (15th) Old	People’s	Day
Keirō no hi

April Start of School Year
Shingakki	no	hajimari

(The second Monday of)

October
Sports Day
Taiiku no hi

May (5th) Children’s	Day
Kodomo no hi

November (15th) 7-5-3 Day
Shichi-go-san

June Start of Rainy Season
Tsuyu

December (25th) Christmas (Day)
Kurisumasu
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 • Call events/holidays: “Summer vacation” for August, etc.
 • Call “the month before August, the season after winter.”
 • Call “Christmas is in this month” or “Christmas is the 25th of this month” 

— kids, to earn bingo, say, “Christmas is December 25th (the 25th of De-
cember).”	Call,	“Tomoki’s	birthday	is	in	this	month	/	season.”

Other available bingo game sets

	 We	also	have	sets	(some	hand-made)	for	 teaching	3-letter	words	(Read-
ing Bingo 1A/1B and 2A/2B), blends and digraphs (Blendi Bingo), present pro-
gressive (-ing) and past tense sentence making (Aniverb/Anoccuverb Bingo), 
and hard-to-distinguish larger numbers like 13/30, 14/40, 15/50, etc. (Number 
Bingo B).

	 There	is	something	about	bingo	games	which	fascinate.	Perhaps	it’s	relat-
ed	to	the	gambler	spirit.	We’re	not	sure.	However,	it	remains	true	that	a	game	is	
only	as	good	as	it’s	played.	These	games	can	be	merely	enjoyable	with	minimal	
educational results, or great fun with much learning taking place. Played well, 
the	 fun	and	 learning	will	 be	mutually	 enhancing.	 It’s	 up	 to	 you	 to	make	 them	
swing. 

Notes

	 •	 We	suggest	an	‘only	one	chip	 in	hand	at	a	time’	rule.	First,	 this	saves	time	
and argument over exact division of the chips between team members. Sec-
ond, it eliminates any shaking, scraping and dropping of chips which can, 
even without vocal accompaniment, set up quite a racket.

 • Older kids may want to race each other to see who can cover the right 
square first. This is permissible if by mutual consent. But younger ones 
should be instructed to politely take turns in putting chips on the board. As 
defender of the meek, the teacher should watch carefully to see that this 
rule is being strictly followed during the first several games until it becomes 
a firmly established habit.

 • In our opinion, bingo should not be played longer than about 5 or 10 min-
utes	per	class—one	or	two	versions,	e.g.,	‘Color’	and	‘Number’,	or	‘abc’	and	
‘Time’.	Stopping	when	they	want	more	beats	continuing	till	they	don’t.

 • How often? If kept, short, fast and exciting, bingo in one form or another 
could be played in every class throughout the year and enthusiasm main-



— 284 —

Other Games & activities

tained	 throughout.	However,	we	don’t	 recommend	 that.	After	 introducing	a	
new type or a new step, it should be played weekly until a reasonable level 
of proficiency is reached. Then take a break for a week or two and have a 
good time in other ways.

 • Always bear in mind that these games are, not least, pronunciation exercis-
es.	Bad	pronunciation	does	not	achieve	‘Good	Bingos.’	—	Of	course,	some	
tolerance is allowed when learning the new words of a new game or step, 
but very soon superlative speech should be mandatory.

	 •	 The	new	card	of	the	team	which	got	the	first	bingo	will	be	the	teacher’s	se-
cret	call	card	for	the	second	set.	And	it	will	just	so	happen	that	this	team	will	
not get a second bingo in succession. If a certain team has not won recently, 
their	morale	will	need	a	boost.	Don’t	over-employ	the	law	of	averages	—	see	
that they get a bingo. There are no losers in these games, only winners.

	 	 Everybody	wins!	(Though	only	one	team	at	a	time,	‘cause	when	they	win,	they	
win big, with singular honors accorded.)

 • Double bingos: First of all, we must distinguish between true and spurious 
double bingos. A valid one, of course, is made when the last word called 
causes the crossing or intersection of 2 complete lines. And the invalid type 
(often	the	case)	is	when	a	bingo	was	unnoticed	and	uncalled	until	2	adjoin-
ing lines were discovered on the board. Simply check to see if the last word 
called was or was not the one which brought about the situation. Invalid 
double displaying teams can still, with proper contrition and pronunciation, 
get	credit	for	one	of	the	single	bingos,	but	that’s	all.

	 	 Now,	a	genuine,	verified	‘double	bingo’	situation	is	a	thing	of	great	moment.	
The teacher will be briefly stunned (eyes wide, mouth open), able only to 
point	to	the	evidence	for	all	to	see,	and	to	gasp	‘a	double bingo!’ Then, draw-
ing close, speaking in hushed and measured tones, the challenge is issued. 
This will probably be to perform the proper requirement for the level under 
attack, but for each line.

  And no mistakes of any kind from either partner, as nothing less than abso-
lute perfection will gain this highest of awards. After brief but futile protest 
at the unprecedented demands, contestants will invariably ‘gambarō’ and 
begin.	Silence	reigns	—	pressure’s	on	—	stakes	are	high.	One	by	one	each	
chip is raised as they proceed with utmost caution, controlling every lip and 
tongue movement with desperate precision. One slip and all is lost. As the 
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end	 draws	 near,	 anxiety	 mounts	—	 The	 final	 square	 is	 reached.	—	 It’s	 a	
Good Double Bingo!!! Cheering and celebration are in order. Teacher rushes 
to secret hiding place and extracts valuable prizes (nothing less than the 
likes of imported bubble gum or rare foreign stamps would be appropriate). 
All, of course, will share in the fruits of victory, but the big winners will re-
ceive	a	double	portion	as	just	recognition	that	through	their	achievement	a	
milestone in the history of the class has been reached.
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Aniverb and Anoccuverb Bingo

 “Aniverb” is a coined combination of “animal” and “verb.” The higher level 
bingo on the reverse side, “Anoccuverb,” is an amalgam of “animal,” “occupa-
tion,” and “verb.”

 The aim of Aniverb Bingo is, first, to learn or review the names of 16 
animals (singular and plural) and 16 action verbs. Next is 
to have students produce short present progressive state-
ments, as cued by the illustrations. The final challenges, 
for those of sufficient maturity, are short past tense, ex-
tended present progressive, and extended past tense sen-
tences.

 Anoccuverb Bingo is an aid to learn or review 16 ad-
ditional animal names, another 16 verbs, and 16 occupational names, as well. 
Anoccuverb Bingo should not be begun until students have at least reached 
proficiency with short present progressive sentences with Aniverb Bingo.

 Using these bingo games to teach or reinforce the past tense is helpful if 
the past is concurrently being learned in texts or readers, and especially if kids 
are expected to report on their activities or have begun writing English diaries 
as homework.

 All six cards of Aniverb Bingo are the same difficulty level with the same 
animals and actions depicted on successive cards. But there is no reappear-
ance	 of	 the	 same	 animal(s)	 doing	 the	 same	 actions	 –	 96	 separate	 combina-
tions. This makes things challenging and more interesting. But it also means 
that, since no two cards have duplicate scenes, the teacher cannot call out tar-
get sentences. The teacher (after going over examples as necessary) will only 
call out an animal or a verb; further, we can only call either all animals or all 
verbs	 in	a	single	game.	“Bingo!”	squealing	students	must	validate	their	 tenta-
tive championship by saying whatever words or sentences are required for the 
step-level being attempted.

 As in Aniverb, in Anoccuverb Bingo #1 through #3, there are no duplicate 
illustrations; thus, no duplicate descriptive sentences. The same animal per-
forms a particular action but once, and is assigned a certain occupation, also, 
only once. However, cards #4, #5, and #6 repeat #1, #2, and #3 respectively, 
with	only	cartoon	 locations	being	changed.	While	 the	real	reason	for	 this	was	
fatigue	 and	 computerless	 combining	 quandaries,	 there	 is	 a	 certain	 justified	

ditional animal names, another 16 verbs, and 16 occupational names, as well. 
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after-the-fact	advantage:	With	a	class	of	up	to	six,	you	can	use,	e.g.,	cards	#1	
and #4 with two teams of three each, and call out the full sentence they will 
be required to reproduce when they “bingo.” At the higher levels intended with 
Anoccuverb Bingo, this makes sense and can speed mastery.

	 We	recommend,	by	the	way,	that	these,	and	other	bingo	games	as	well,	be	
played by teams of two students per card (three if odd-numbered) unless small 
class size makes individual playing necessary.

	 Teachers	unfamiliar	with	“Bingo	Games,”	in	the	teacher’s	manual,	should	
refer to it before reading the following Aniverb and Anoccuverb step descrip-
tions.

Aniverb Bingo

 (Kids should be acquainted with some or all of the verbs via teacher-
commanded pantomiming and any visual aids available. Animals names can be 
learned from the bingo cards.)

Steps
 1. The teacher (after preview or review) calls out animal names until one 

team gets a “bingo.” Teammates must say back those names sequentially, 
using plural forms when so depicted. If they miss one, the chip covering the 
missed square is taken and the game continues.

 2. Same as above, but the kids must say back alternately with no help from 
their	 partner.	 (All	 higher	 steps	 presume	 this	 sequence	 of	 progression	 –	
first together, later individually. And when speaking together, actually, the 
slower	child	may	simply	repeat	his	partner’s	words,	if	we	choose	to	“cheat	
fairly” for that team.)

 3. The teacher calls either animals only or verbs only. 
When	a	team	gets	a	bingo,	they	must	say	both.	E.g.,	
“dog - swim.”

 4. The teacher calls either animals or verbs only. Bin-
go-ing kids say, “The dog is swimming,” etc.

 5. The teacher calls either animals or verbs only. Bin-
go-ing kids say, “The dog swam,” etc.

 6. Bingo-ing kids say, “The dog is swimming in a pool.” The sequence of steps 
5 and 6 has logic in terms of progressive difficulty, as past tense verbs are 
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usually easier to learn than are lengthy sentences. But the order of steps 5 
and 6 could also be switched. Or extended present progressive could even 
be skipped in favor of extended past tense, going from “The dog swam” to 
“The dog swam in a pool.”

Anoccuverb Bingo

 The steps should be the same as with Aniverb Bingo, except that the oc-
cupation	names	must	be	introduced	at	some	point.	With	
older students this may be done simultaneously with 
step #1, #3, or #4. Or, especially with younger ones, an 
extra step may be used to introduce the occupations. In 
any case, the final steps might be, e.g., “The frog coach 
is talking,” “The frog coach is talking to the pole vaulter,” 
and, “The frog coach talked to the pole vaulter.” Again, 
as with Aniverb Bingo, the timing of past-tense introduc-
tion, etc., is up to the teacher.

 Most of the extended sentences are simply more complete descriptions of 
the cartooned actions. Others, because of illustrating limitations or poor plan-
ning, are arbitrary but the most agreeable we were able to form in keeping with 
brevity. Teacher- or student-created alternatives are always an option. Also, 
as these are American authored, there will sometimes be an alternative word-
choice favored by a British or British English trained teacher.
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 These cards are used to help teach and reinforce 
basic English verbs in their imperative/present simple, 
present continuous and past tense forms, using the Total 
Physical Response teaching method. The names of body 
parts, common nouns, and other parts of speech are also 
practiced. There are two sets of 5 cards, and each card in a 
set has the same pictured actions in a different sequence, 
so	a	pattern	won’t	be	memorized.

Total Physical Response (TPR)

 TPR is a powerful linguistic tool to teach new vocabulary. Students per-
form actions in response to commands, stimulating comprehension areas of 
the brain, leading to greater long-term retention of new words than translation 
exercises alone.1

PCC progression plan

 Please carefully read and follow 
the steps below. Jumping ahead will 
result in frustration for both teachers 
and students. The amount of time (over 
consecutive class periods) to remain 
at each step will vary greatly with the 
ages and level of the students, but do 
not proceed to any higher step until the 
previous one has been mastered by all.

STEP #1. The teacher gives commands 
indicated on card (picture side) at 
least once in every class, while students act or pantomime as a group. At 
this	stage	don’t	show	the	card	to	the	kids	at	all.	Don’t	try	to	do	a	whole	card	
the	 first	 few	 times	unless	 their	 level	 is	 already	high	enough	 that	 it’s	 easy.	
After they have once progressed to the bottom of a card, however, always 
do all the commands each class.

STEP #2.
 a. Huddle and show one of the cards while pointing to the pictures, saying 

Paired Command Cards (PCCs)

parts, common nouns, and other parts of speech are also 
practiced. There are two sets of 5 cards, and each card in a 
set has the same pictured actions in a different sequence, 

1 Asher, J. (2007, February 5). TPR: After forty years, still a very good idea. Retrieved Febru-
ary	2,	2015,	from	http://www.tpr-world.com/japan-article.html

1 Teacher gives commands
2 ‘Read’	card	as	a	group
3 Prep game (1 space at a time)
4 Prep game (as far as can go)
5 Pair commands
6
7
8
9

10

Simple	–ing	responses
–ing	responses	for	whole	card

Past tense responses
–ing	and	past	tense

Pair commands (reading)

PCC progression summary
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each verb or command clearly while the students listen silently.
 b. Showing a different card of the same level, point and have the stu-

dents chorally say each one. For reinforcement and pronunciation 
emphasis the teacher may repeat after the students, but, unless they get 
stuck, not the reverse.

	 c.	Using	a	card	as	teacher’s	cue	only,	command	as	in	step	#1.

STEP #3. The kids sit in pairs or threes and are given one card per group. Us-
ing a chip as a marker, teams race to be first to finish saying the pictured 

actions on all (or part) of their card. Ev-
ery member of a team must pronounce 
each command clearly, correctly, and 
in unison in order to move forward. If a 
mistake is made, the teacher may offer 
a correct model, but the team must wait 
until their next turn to try the same pic-
tured word again. At this step, each team 

attempts only one command per turn, and the commands are not acted 
upon, only spoken. The team that reaches the end first is applauded. Ideally, 
continue	until	all	have	finished,	with	those	who	have	finished	earlier	judging	
and coaching their classmates. If the game is taking too long the first time 
or two, you can declare the end of any row to be the goal. (Any horseplay or 
rule infraction results in the loss of a turn.)

  It is important that all team members speak in unison, both so that disorderly 
answers do not cloak pronunciation errors and so that less proficient stu-
dents do not simply parrot a teammate. Also, the strictest of pronunciation 
standards must be maintained, as pronunciation will be harder to correct 
during the pair work to which this game is preparatory.

STEP #4. The same as step #3, except that, on a single turn, teams may say 
as many pictured words as they can without mistakes, again in unison and 
in a paced rhythm without pauses.

STEP #5. This is our primary goal, for which previous steps, though important, 
lay the foundation. Pair kids up and have them command each other in ac-
cordance with the rules on the separate rule sheet. Commands are given 
in	 the	 imperative	(present	simple	 tense).	There	 is	no	verbal	 response,	 just	
pantomime or physical action. For the first few weeks, you might continue 

Can she cook?

   Yes, 
  she can.

 No,  
I can’t.
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doing step #4 as preparatory review. 
This activity not a speed contest. En-
courage	 them	to	get	with	 it,	but	don’t	 reward	
for finishing paired commanding first.

Before trying this the first time, your class 
should see one live demonstration performed 

by you and a sharp student as your demo-partner. 
(In the next, or a later class, a sharp student duo 

may perform the same service.) After observing the demo 
and before teaming and standing, the class should collective-

ly read over the Japanese text of the accompanying rule sheet.  
(Rule numbers can be read in English, of course.)

STEP #6.	(Present	continuous	tense)	‘I’m	eating,’	etc.,	is	said	by	
the commandee while pantomiming the same. No vocal response is given 
for	 touch	 commands.	 (Make	 sure	 the	 kids	 know	 what	 they’re	 saying	 and	
don’t	confuse	present	continuous	with	present	simple.)

STEP #7.	Step	#6	plus	oral	responses	to	‘Touch…’	and	other	commands;	e.g.	
‘I’m	touching	my	nose,’	and,	‘I’m	pointing	to	the	door.’

 STEP #8. (Past tense) After the command has been executed or pantomimed 
the commandee	 says,	 ‘I	 ate,’	 etc.	 (Optionally,	 the	 commandee	 may	 here	
say	both	‘-ing’,	as	in	step	#8,	and	then	the	past	tense.)	The	teacher	should	
command them as a group, getting past tense responses, for several weeks 
before letting students try this in pairs.

 STEP #9.	(Both	–ing	and	past)	For	example:
	 	 A:	 ‘Eat!	—	What	are	you	doing?’
	 	 B:	 ‘I’m	eating.’
	 	 A:	 ‘What	did	you	do?’
	 	 B:	 ‘I	ate.’

STEP #10. The students use the reading sides of cards of which the colored 
picture	sides	have	already	been	mastered.	‘–ing’	and	past	tense	responses	
are expected for all commands. Paired reading-study (without responses) 
should be done as preparation. If the kids are cannot yet read well enough, 
this step may be postponed, or in a mixed level class, those who can read 
may	do	the	reading	side	and	those	who	can’t,	the	picture.

Can she cook?

   Yes, 
  she can.

 No,  
I can’t.
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PCC Follow-Through Test

	 Teams	that	finish	first	will	then	report	to	the	teacher	for	their	‘test.’	
The teacher quickly spot-checks commanding and responding abilities, 
using	their	just	finished	card.	If	either	messes	up,	they	both	must	go	back	and	
re-practice (twice, taking turns) with the one-third section in which the mistake 
occurred.	This	 follow-through	needn’t	 be	done	every	 time,	 but	 its	 anticipated	
possibility should cause the students to pay more attention while working in 
pairs.

Notes

	 •	 Don’t	expect	the	students	to	remember	and	follow	all	the	pair	work	rules	the	
first try. They should be referred to the rule sheet before each of their earli-
est efforts and periodically thereafter. Infractions should be dealt with not 
by	haranguing,	but	by	pointing	out	 the	problem	of	 ‘Official	Rule’	number(s)	
‘such	and	such’	having	been	compromised.	Children	not	totally	out	of	control	
respond to this when recognition of their accomplishments (rules satisfac-
torily	followed)	is	also	given.	Have	all	read	the	‘PCC	Deportment	Rules’	the	
first	 two	 consecutive	 weeks	 of	 pair	 work,	 and	 the	 ‘PCC	 Deportment	 Rule	
Reminders’	the	two	weeks	after	that.

 • For obvious reasons it would be better if the kids did not always pair with 
the same partners. Systematically pairing every student with every other 
student over the weeks is a good idea in most classes.

	 •	 When	 an	 odd	 number	 of	 students	 makes	 one	 group	 of	 three	 necessary,	
that	 group,	 also,	 should	 run	 through	 the	 card	 just	 twice,	 in	 order	 to	 finish	
at roughly the same time as other pairs. One student in the threesome will 
command for a given third of the card, and the other two will simultaneously 
pantomime. Threes are good for a child who is behind, he will learn from the 
others and can be weaned later. After your kids 
are good enough not to need much monitoring 
you’ll	alternatively	be	able	to	pair	with	a	weak-
er child yourself. Beforehand, guide the three-
some in the order in which to go, to ensure that 
the same student does not command for the 
same section twice. One possible plan for do-
ing so is illustrated at right. Not every student 
will	command	every	section	on	the	card,	so	it’s	

(So that whoever goes first
is also last.)

Section Commander
Top third Student A

Middle third Student B
Bottom third Student C

Top third Student B
Middle third Student C
Bottom third Student A
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advisable not to have the same group of three each week. 

	 •	 The	pair-work	steps	may	be	classified	as	‘student-centered	TPR	(to-
tal	 physical	 response),’	 but	 they	have	at	 least	 two	advantages	over	
TPR.	First,	as	the	students	are	in	control,	they’ll	gain	satisfaction	and	con-
fidence seeing immediate results from their own speaking efforts. Second, 
standard TPR (which is teacher commanded) postpones student vocal pro-
duction indefinitely, based on theories (with which we agree, to a point) that 
concentrated listening is most important to future speaking skill, and that 
immediate	production	–	“Repeat	after	me...”	–	may	be	counterproductive,	as	
it interferes with long-term memory.

	 	 Our	PCC	method,	however,	allows	us	to	‘have	our	intake	and	speak	it,	too’	by	
sufficiently separating the two activities, eliminating aural-oral interference. 
With	 the	 verb	 sections	 at	 the	 ‘present	 continuous’	 level	 (Step	 #6)	 there	 is	
a required vocal response simultaneous with the performed action. This, 
though, is conversion-production, not repetition. And the plain verb forms 
will have been well learned previously.

  Comparing again with orthodox TPR, there is, however, a potential problem 
with this activity. Lacking the silver-tongued elocution of their teacher, our 
kids will, to some degree, be voicing imperfect models to their partners. 
Though	 we	 can’t	 eliminate	 this	 problem	 entirely,	 by	 following	 our	 careful	
‘prep	 game’	 strategy	 we	 can	 significantly	 reduce	 it	 and	 at	 the	 same	 time	
improve	our	students’	speech.	On	balance	we’ve	found	this	single	disadvan-
tage to be far outweighed by the multiple benefits and overall success we 
have using these cards in this manner.

Additional Prep Game Suggestions

STEP #3-B. The same as step #3 except that team members alternate in being 
first to speak, their partners quickly repeating. Pronunciation requirements 
for	each	team	member	are	strict.	When	an	error	 is	made,	the	same	person	
who made it must try again on the next turn. A team partner may quietly help 
in the interim.

STEP #4-B. Similar to step #3-B, but with teams going as far on the card as 
they can without error.

SELF-STUDY TEAMS. Teams sit with their own cards and a few bingo chips. 
They simultaneously go through their cards by themselves, identifying each 
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picture	audibly	but	quietly.	They	place	a	chip	on	any	picture	they	can’t	
name or are unsure of, or that the teacher catches either of them mis-
pronouncing.	When	 they’ve	 finished	 an	 entire	 card,	 they	 raise	 their	
hands	and	either	report	perfect	success	or	show	where	they’ve	placed	chips.	
In either case they are praised. Any missed ones are clearly told them (by 
the teacher or, if any other teams have finished, by them), and they try for 
chip removal again once other teams have been checked.

SELF-STUDY TEAMS, WITH TUTORING. As in the above, teams still work 
independently but individuals take turns being speaker, and being teacher/
monitor of their partners. If, as is usually the case, students are of uneven 
ability, the weakest should be paired with the strongest and those of roughly 
equal average ability should be paired. At this step, the stronger students 
will go first and the weaker will be given chips under the pretext of being 
‘teacher.’	If	the	weaker	one	does	happen	to	know	one	the	other	has	missed,	
he or she will identify it before placing the chip over it, but more likely will 
simply be able to place chips when the partner is stuck. In the meantime, of 
course,	the	weaker	learns	from	the	stronger.	When	the	first	student	is	done,	
you	correct	any	errors	and	decide	if	a	repeat	is	needed.	When	next	the	roles	
are reversed, we may expect a strong one to really function as a teacher of a 
slower partner. Responsibility may be given to let you know when they think 
their partner is up to par.
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Paired Interview Cards (PICs)

 These cards provide for concentrated, efficient, one to one, student-cen-
tered practice with controlled, progressively advanced question-answer struc-
tures and vocabulary. Using PICs, the children will be ask-
ing and honestly answering reasonable questions of each 
other, building their conversational skills in a most direct 
and	sensible	way	–	by	conversing.

 PICs look similar to and work in much the same way 
as the PCCs. (Teachers unfamiliar with PCCs should read 
‘Paired	 Command	 Cards’	 in	 the	 teacher’s	 manual	 before	
continuing.) Most of the same rules and methods apply. The 
differences are the following:

 1. Honest answers are given to cued questions, rather than action responses 
to cued commands.

 2. The recommended time to start (with pairs) is first grade or older, not kin-
dergarten age.

 3. On the left of the PIC picture sides there are little boxed pictures to cue 
certain	 high	 frequency	 questions	 which	 don’t	 easily	 fit	 into	 ‘streamable’	
patterns. Your kids must ask and answer these prior to doing the patterned 
questions in each of the one-third sections. The box pictures (in order of 
appearance) are meant to cue the following:

Two PIC cards

	 1.	 What’s	your	name?
 2. How are you today?
	 3.	 Where	do	you	live?
 4. How old are you?
	 5.	 What’s	your	mother’s	name?
	 6.	 What’s	your	father’s	name?

	 7.	 What’s	your	first	name?
	 8.	 What’s	your	last	name?
	 9.	 What’s	your	telephone	number?
	 10.	 What	time	is	it?
	 11.	 What	day	is	today?

 4. Sequences are the same on all the picture sides of the cards in each set 
(but not on the printed question sides).

 5. These cards are additionally divided by dotted lines into vertical thirds. 
After	 your	 children	are	quite	good	at	 ‘horizontals,’	 have	 them	go	 through	
in vertical sweeps. This requires the higher skills of changing the kinds of 
questions and answers 2 or 3 times with each role assumption rather than 
doing only one pattern type at a time.
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	 6.	When	working	with	the	cards	at	the	target	level	in	pairs,	teams	
should	spread	out,	 just	as	they	do	with	PCCs,	but	they	may	go	
through them while sitting down if they wish.

	 7.	Follow	through	‘tests’:
 a. After a team has finished, paired students stand back to back, to prevent 

partners from giving facial clues to answers. Teacher asks kids one or 
two	 questions	 each	 about	 their	 partners	 likes,	 skills,	 etc.	 –	 which	 they	
should know if they were paying attention during the paired session ear-
lier. For example:

 T: “Mariko, does Hiromi like frogs?”
 M: “Yes, (she does.)”
 T: “Is that right, Hiromi? Do you like frogs?”
 H: “Yes, I do.”
	 T:	 “Very	good,	Mariko.”

 T: “Hiromi, can Mariko ski?”
 H: “Yes, she can.”
 T: “Is that right, Mariko? Can you ski?”
	 M:	 “No,	I	can’t.”
	 T:	 “Oh,	oh.	You	didn’t	listen,	Hiromi.	Please	go	back	(both	students)	and	

do	the	‘Can	you…’	section	again	(twice,	taking	turns).”

 b. Teacher points, in turn, to 2 or 3 pictures at random but does not verbally 
ask the implied questions. For example: Mariko says, “Hiromi likes frogs. 
She	 doesn’t	 like	 carrots.	 She	 can	 ski.”	 Hiromi	 then	 says,	 “Mariko	 likes	
snakes,” etc.

	 	 Teams	which	pass	these	quick	spot-checks	are	recognized	as	‘Grand	Cham-
pions,’	 though	all	 are	praised	 for	 their	efforts.	After	 the	 first	 three	or	 four	
consecutive weeks, such follow-through should be done about every other 
time or more. The kids get extra satisfaction (and English) if they can pass.

PIC Progression Plan

STEP #1. The teacher asks all questions indicated on card. This is done once 
in every class session until students are quite good at responding all at 
once, cacophonously, with individual answers. (Cards are not yet shown to 
the students.)
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STEP #2-A. The teacher shows a card, points to the pictures in 
turn, asking the appropriate questions while students listen silently. 
Teacher may give sample answers or elicit from students, but con-

centration is on the questions, their proper pronunciation and intonation.

STEP #2-B. The teacher shows a card and students ask teacher questions in 
unison. At the end, or after every third part, kids are invited to recall the 
teacher’s	answers	(to	accustom	them	to	listening	to	responses,	not	just	ask-
ing questions robotically).

STEP #3-A. The students sit in pairs with one card per team. Using a chip as a 
marker, teams compete, with strict monitoring, to be the first (or second or 
third)	to	finish,	 just	as	in	Step	#4	of	the	PCC	Progression	Plan	(see	teach-
er’s	manual).	The	two	team	members	simultaneously	ask	each	question,	but	
quickly answer individually.

STEP #3-B. As above except that the questions are asked and answered alter-
nately.

STEP #4-A.	Working	in	pairs,	the	kids	disperse	and	make	2	complete	horizontal	
sweeps of a card, changing roles after each one-third section. The teacher 
‘tests’	finished	teams	at	his	or	her	discretion.

STEP #4-B. As with #4-A, but vertical sweeps.

STEP #5.	 Working	 in	 pairs,	 the	 kids	 try	 to	 decipher	 and	 quietly	 read	 aloud	
the printed sentences on the back sides of the cards, raising their hands if 
stuck.	They	don’t	answer	the	questions	at	this	point.	(PIC	backs	are	slightly	
easier to read than PCCs due to the sentence pattern repetition.)

STEP #6. Using the reading sides of the cards, the kids question their partners, 
following the same alternating 2 sweep procedure as with the picture sides.

STEP #7.	The	kids	give	fuller	responses	than	“Yes,	I	do,”	“No,	I	don’t,”	etc.	to	
3 or more questions per card. E.g., “Yes, I like (fried) eggs.” — “No, I hate 
carrots!”	—	“Yes,	I	can	swim	(the	crawl),”	etc.	If	they	are	able,	reading	sides	
should be used; If not, vertical sweeps with the picture sides.

Notes:

 • As with PCCs, using class or individual progress charts will give the children 
an added sense of purpose and achievement, and also help the teacher to 
easily keep track of step positions and advancement.
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 • On each given PCC and PIC card, due to space limitations and 
the desirability of kid-friendly font size, not all of the pictured 
sentences on the front are printed on the back. Every sentence 
appears on the back of at least one card, but every card has a 
slightly different selection.

 • To the right of the box pictures, the programmed question patterns are print-
ed in English, Japanese, Spanish, Korean, and Chinese, for the benefit of 
native speakers of any of those languages who are learning English; or, 
conversely, these cards may be adapted for use in the teaching of other lan-
guages such as those.
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Double Action Verb & Story Cards

 These large full-color flash cards depict scenes, often 
humorous, of animals performing two main actions—hence 
“Double Action”. There are 20 cards in the set, which also 
includes	 a	 story	 booklet	 in	 English	 and	 Japanese.	We	 use	
them for storytelling and for teaching and reviewing the pres-
ent progressive and past tenses, as well as expanding vo-
cabulary with over 240 other pictured words.

 The cards are not a rank requirement but have differ-
ent steps that make them suitable for a variety of ranks: vocabulary building in 
the	10th	and	9th,	–ing	sentence-making	 in	 the	8th,	past	 tense	 in	 the	7th,	etc.	
Because the cards are big, they are also appropriate for large kindergarten or 
elementary school classes.

Storytelling

	 Build	children’s	listening	skill	by	telling	stories	based	on	the	illustrations.	
The stories in the booklet are presented in three levels: the easiest is suitable 
for beginning kindergartners, and the next two levels progressively raise the 
listening challenge.

 Begin by showing the children a card and asking them to speculate about 
it.	What	do	they	see	in	the	picture?	Who’s	this?	And	what’s	that?	What	do	they	
think is going to happen?

 Next tell the story, bringing it to life with fun voices, gestures, and facial 
expressions. As with all storytelling for young children, a flair for the dramatic 
is indispensable. Point to things in the picture as they appear in the story. As 
you read, you may have children repeat key words or phrases after you; but it 
is not necessary to treat this as a thorough vocabulary acquisition exercise.

 That said, it can be fun to have certain parts of the story that the children 
always say after (or instead of) the teacher. As they learn the story in subse-
quent	classes,	they’ll	want	to	chime	in	at	more	and	more	places:

	 “One	 night,	 Coppertone…	 (kids:	 ‘Cat!’)...	 was	 (kids:	 ‘sleeping!’)...	 and	
having	 a	 (kids:	 ‘dream!’).	 He	 was	 smiling,	 because	 it	 was	 a…	 (kids:	 ‘happy	
dream!’)...”

 Also, once the children know how the story is supposed to go, delight them 
with	occasional	silly	‘mistakes’:
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 Teacher: “...but two mice are eating his ice cream!”
	 Students:	“No!	Cookies!”

 You may also check comprehension of ambiguous or new vocabulary by 
asking the children to confirm the meaning in Japanese. The Japanese version 
on each facing page can help with this (if you read Japanese).

 The following week, show and review the same card, having children re-
call what they can remember and then going over the story again, perhaps ex-
panding it in places. Time permitting, you might then introduce a new card. The 
same story can be repeated several weeks running; small children, rather than 
losing interest, will be delighted to hear a story they know well again. Some 
teachers advocate a two-review, one-new progression (each week, review two 
prior cards and preview one new one).

	 As	 follow-up,	 upper-grade	 elementary	 school	 students	 and	 junior	 high	
schoolers who have progressed to the third story level can then be assigned to 
loosely summarize the story in their notebooks.

Sentence-Making Games

 On the back of each card, vocabulary and sentences are presented in 
seven steps:

 1. Animal names only — with appropriate articles (a / an / the) prepended

 2. Animals and verbs

 3. A compound sentence describing the scene in the present progressive 
tense.

 4. Extra vocabulary

 5. The same sentence in level 3, converted to the past tense.

 6. The level 3 sentence with more information added.

 7. The level 5 sentence with the extra information.

 To teaching the basic vocabulary, in the first week with small children, go 
through all 20 cards at step 1, teaching the animal names. The following week, 
review step 1 and then cover step 2, the verbs. Children in elementary school 
can be taught steps 1 and 2 simultaneously.

 Extra vocabulary will be covered in the course of telling the story. Also, we 
can present the card to the kids and have them point to and say anything they 
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can	in	the	picture.	At	the	end,	point	out	words	they	haven’t	said	and	have	them	
repeat.

 Once students have begun studying the present progressive tense in the 
9th Rank (using the verb cards and PCCs, reinforced with Aniverb Bingo and 
the 9th Rank Home Study CD), use these cards for further reinforcement, play-
ing a sentence-making game at step 3. These sentences will be equivalent to 
two	Aniverb	sentences,	joined	by	‘and’.

 1. Teacher shows a card, says nothing.

 2. Students raise hands. One, when called upon, ventures to make a sen-
tence.

 3. Teacher stops student at first mistake. (Stopping them at once shows all 
where the mistake was.) In many cases, no other hint is given.

 4. Other students who wish to try raise hands and wait to be called on. Pro-
cess repeats until someone has said the entire sentence; for this they earn 
a chip.

 5. Teacher has all students repeat the sentence before going to the next card.

 6. Play ends when teacher decides that time is up. Kids with the most chips 
are first, second, and third place champions.

	 •	 In	this	game,	because	each	sentence	is	a	compound	of	two	–ing	clauses,	
we may encourage weaker kids by giving half-points for a successful first 
half and a mistaken second half. Example:

  Student: “The cat is sleeping, and the mice is—”
	 	 Teacher:	“Ah!	Sorry.	But	take	a	half-point	chip.	Who	else	wants	to	try?...”

	 Sentence-making	 games	 for	 steps	 5–7	 can	 be	 played	 in	 the	 same	way,	
when students are learning the past tense or at other times when the challenge 
would be appropriate.

Notes

	 •	 The	 illustration	 on	 each	 card	 features	 ‘major’	 and	 ‘minor’	 characters	 (with	
the	 ‘major’	drawn	 larger).	The	compound	sentences	always	begin	with	 the	
major	character.	This	makes	it	easier	for	students	to	learn	the	sentences.

 • Each animal and each action appear, in different combinations, on at least 
two cards in the set. Animals appear in both the singular and the plural.
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Teaching the Past Tense

 Our young learners begin to study the past tense of 
the	Pink	Verb	Cards	in	the	7th	Rank,	after	learning	the	
plain (imperative) and present progressive forms in 
lower ranks. They proceed to learn the verbs in this 
order	(plain	–	present	progressive	–	past)	for	the	other	
sets of verb cards as well.

We	can	teach	the	past	tense	in	the	following	way,	repeated	several	weeks:

 1. Start by introducing the concept. Our approach at the outset will vary de-
pending	on	whether	we’re	dealing	with	upper-	or	 lower-grade	elementary	
school children.

	 a.	 For	 kids	 from	 elementary	 third	 or	 fourth	 grade	 up	 to	 junior	 high,	make	
some example past tense sentences that they might understand, and 
guide them to a Japanese translation. Mention that these are in the past 
tense (kakokei). Such sentences might be drawn from Enterquest or oth-
er	activities	(‘I	came	by	bicycle’,	etc.).	Also,	write	a	few	examples	on	the	
board: the simple, progressive and past forms of three or four verbs; in-
clude both regular and irregular examples.

	 b.	 With	lower-grade	kids,	start	with	Japanese-to-English	translation:

  Teacher: How do you say taberu in English?
  Kids: Eat.
  Teacher: How do you say tabenasai in English?
	 	 Kids:	Eat!	(In an imperious tone)
  Teacher: How do you say watashi wa tabete iru in English?
	 	 Kids:	I’m	eating.	(They should know these from PCCs, etc.)
  Teacher: And how do you say tabeta in English?
  Kids: (puzzled silence)
	 	 Teacher:	‘Ate.’ (Have kids repeat after you.)

  Repeat this for a few verbs, till they get the idea.

 2. Then go through a few verbs doing English-to-Japanese translation. Ex-
ample:

  Teacher: Jump.
  Kids: Tobu, or tobinasai.
  Teacher: Jumping.

 Our young learners begin to study the past tense of 
the	Pink	Verb	Cards	in	the	7th	Rank,	after	learning	the	

lower ranks. They proceed to learn the verbs in this 
order	(plain	–	present	progressive	–	past)	for	the	other	

 Our young learners begin to study the past tense of 
the	Pink	Verb	Cards	in	the	7th	Rank,	after	learning	the	

lower ranks. They proceed to learn the verbs in this 
order	(plain	–	present	progressive	–	past)	for	the	other	
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  Kids: Tonde iru.
  Teacher: Jumped.
  Kids: Tonda.

	 	 (Children	get	the	idea	very	quickly	that	we’re	just	taking	a	word	they	know	
and putting it in the past tense, so this works even on the first day.)

 3. Flash the pink verb cards, saying the past tense. Flashing in early weeks 
will be in T→Ss→T style. Lay them on the table in different piles to sepa-
rate them by category. The categories we use are below. (In later weeks, 
we have the kids divide the cards into categories themselves as a group.)

 4. Now that the verbs have been categorized, go through each pile a second 
time to emphasize the patterns. Point out or elicit what each verb has in 
common	(ending	in	a	‘d’	or	‘t’	sound,	etc.).	Even	in	the	first	week,	the	kids	
may be able to guess the past tense forms of the regular verbs, so you 
might play with giving them a chance to guess before telling them.

 5. Always wrap up with a TPR activity, with kids giving past tense responses 
after an action is completed. 

	 	 Teacher:	“Jump!”
	 Students	(as	they	do	the	action):	“I’m	jumping…”
	 	 (and	after	they’ve	stopped):	“I	jumped.”

 After three or four weeks, you might skip steps 1 and 2 above, but only 
if	you’re	absolutely convinced that the kids have a solid understanding of the 
concept. And even after that, pop-quiz them periodically.

The next stage is to play games (Point & Say, Collect Game, etc.).

 1. Group output stage: Kids make sentences about the cards. First, a team 
points	to	a	card	and	says	a	present	progressive	sentence:	“She’s	cooking	
(some soup).” Then they cover the card with their hands, to symbolize the 
action	being	‘finished’,	and	say,	“She	cooked	(some	soup).”

 2. Individual output stage: Again with card games like Collect or Point & Say, 
kids make true sentences about themselves, in the negative if necessary. 
You first set a time, e.g. “yesterday” (kinō in Japanese); sentences would 
be,	“I	cooked	(spaghetti)	yesterday”	or	“I	didn’t	cook	(anything)	yesterday”,	
etc. The negative past tense throws them for a loop at first: they have to 
learn	not	to	use	the	past	tense	form	when	they	say	“didn’t”.	But	they	catch	
on fast, and by including the negative we make it possible for kids to make 
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true past tense sentences about themselves for any of the cards.

  Note: If students make mistakes, one way of giving error correction is to give 
spelling	hints	(e.g.	“Change	‘I’	to	‘U’”;	“Add	‘–ed’”).	

  Note:	Now	is	not	yet	the	time	to	delve	into	the	present	perfect	tense	(‘I	have 
eaten	 today’	or	 ‘I	haven’t	been	to	Guam’,	etc.).	Kids	may	want	to	express	
such	ideas	in	the	‘true	sentences’	phase,	but	beyond	perhaps	guiding	them	
through that one sentence to give them the chance to say what they want 
to say, steer them back toward the past tense.

  Note: By or before the 7th Rank, the kids should also be required to add an 
object	 to	any	verb	 that	seems	 to	 require	one	 in	a	sentence:	 for	example,	
“He’s	 throwing”	 is	 acceptable	 at	 the	 very	 outset,	 but	 before	 long	 we	will	
insist	on,	“He’s	throwing	a	ball.”

 The past tense should be tested individually for each card, at least with 
the first card set, because of the high irregularity of past tense forms. The bare 
minimum test requirement will be single words only, but capable kids can be 
pushed for full sentences in the test. Other places the past tense might be used 
are	in	Openers,	Lies,	Word	Cubes,	CC	Cards,	journal	writing,	Enterquest,	Peer	
Talk, Lobby English, and elementary “How was your week?” chats.

Pink Verb Card Categories
–d –t vowel	(to	‘a’) vowel 3 other strong

bow
cry
listen
play
skate 1

smile

cook
jump
kick
look
sleep 2

touch
walk

drink
run
sing
sit
swim

drive
eat
swing
throw

catch
cut
stand

1	 ‘Skate’	would	seem	to	belong	in	an	‘–ed’	category	of	its	own,	but	in	that	case	
it	would	be	the	only	pink	verb	in	that	category.	(Verbs	ending	in	‘d’	or	‘t’	get	an	
additional	 vowel	sound	 in	 the	past	 tense;	compare	 ‘skated’	or	 ‘painted’	with	
‘bowed’	or	‘played’.

A	note	on	terminology:	Irregular	English	verbs	are	sometimes	called	‘strong	
verbs’—thought	 of	 as	 ‘strong’	 because	 they	 have	 resisted	 regularization	
over	the	centuries.	Likewise,	another	term	for	regular	verbs	is	‘weak	verbs’.



— 305 —

Other Games & activities

4	See	note	1	on	“skate”	in	Pink	Verb	Cards.
5 It might be too much trouble to separate these two, since each has only three 

verbs.

6	For	speakers	of	some	varieties	of	English,	 ‘dream’	and	 ‘learn’	belong	 in	 the	
‘–d’	category.

5 By the blue set, kids will have been exposed to five verb which end with a 
‘t’	sound	and	thus	have	an	‘–ed’	sound	in	the	past	tense:	skate,	paint,	point,	

2	 ‘Sleep’	might	actually	belong	in	‘other	strong’,	but	we	put	it	in	‘–t’	and	tell	kids,	
“This	one’s	a	 little	weird.”	At	the	outset,	we	want	to	emphasize	patterns,	not	
deviations from patterns.

3 These two categories might be combined, to reduce complexity and because 
each	has	only	a	 few	verbs	 in	 it.	You’d	 thus	make	 four	piles	of	 cards	on	 the	
table.

Yellow Verb Card Categories

Blue Verb Card Categories

–d

–d

–t

–t

middle vowel

middle vowel

end sound 5 other strong 5

other strong

climb
close
color
frown
hurry
open
paint 4

point 4

answer
argue
call
move over
telephone
try
turn off
turn on
want (to) 7

wait 7

dance
laugh
stop
talk
wash
watch
work

ask
dream 6

fish
help
hop
learn 6

like

come
fight
give
read
speak
write

fall
find
get up
ride
shake hands
take

fly
have
see

go
hit
shut

buy
sell
teach
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8	 These	 three	categories	might	 just	be	combined	 into	a	general	 “strong	verb”	
category.

9	 This	 is	another	 ‘–ed’	 verb,	 this	 time	 for	an	ending	 ‘d’	 sound	 (instead	of	 ‘t’).	
The	‘–ed’	verbs	in	the	four	sets	are	skate,	paint,	point,	want,	wait	and	need.

10	The	past	tense	for	these	verbs	has	already	been	taught	in	prior	sets.	All	that’s	
new here is the combination with a preposition, or the different sense of an 
old	word	(‘play’).

Green Verb Card Categories
–d –t vowel 8 end sound 8 other strong 8

carry
clean
comb
need 9

play 10

pull
sneeze
study
tie

brush
cough
drop
pick up
push
smoke

break
hold
take off 10

wear
blow

have to 10

make
put down
put on
think

want	and	wait.	We	can	now	review	these	five	together	to	point	out	the	pattern.
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Locactions

 This set of six cards may be used in a variety of ways1 to teach or re-teach 
the most common words and phrases used to indicate location2. Using boxed 
illustrations to teach these location words provides the op-
portunity to simultaneously sharpen up singular / plural aural 
discrimination and also review some basic action verbs. The 
title, above, is not a misprint. This coined3 word combines the 
caninial locations and actions of side A, while also being appropri-
ate for side B spidambulatories.4

 This set may be used anytime after a few of the basic location words have 
been	learned,	e.g.,	from	the	‘Nakayoshi	Cards.’	Or,	older	kids	or	adults	may	be	
taught	them	from	‘Locactions’	from	the	beginning.	This	is	not, in spite of resem-
blance, a bingo game. Please do not use it as one. Other than respecting that 
prohibition, try anything, for example, the following:

 After a brief review of in-on-under-between-behind-in front of, using per-
haps	one	chip	and	your	hand(s),	to	demonstrate,	pass	out	the	cards.	It	doesn’t	
matter	if	kids	have	a	card	of	their	own	or	share	because	they	won’t	be	used	as	
game	boards.	With	 everyone	 looking	 at	 their	 cards,	 begin	with	 yellow	1,	 and	
say, “Yellow 1: The dog is in the box.” Proceed through the other 3 yellows se-
quentially, emphasizing locations and plurals. Go through the rest of the colors 
the same way.

 After this preparatory phase, have them take three chips apiece, all of the 
same one or two colors. Tell them that the first to find and call out the correct 
color and number will win a chip, but if wrong, will lose one. Awarded chips 
should be a different color than those initially distributed so you can keep track 
of any non-gamblers. Praise for honest tries. (Better to end with no chips than 
just	‘sit	on’	the	original	three.)

	 Teacher	 says,	 e.g.:	 “The	 dog	 is	 on	 the	 box.”	 Student	A	 says,	 “Blue	 1!”	
1 Some yet to be discovered.
2	 Some	of	these	(‘behind,’	etc.,	side	A)	are	broadly	and	insufficiently	classed	as	‘prepositions.’		
Others	(such	as	‘below,’	on	side	B)	which	by	all	logic	should	be	under	that	same	rough	blan-
ket,	 are	 authorized	 to	 be	 ‘adverbs.’	 Since	 neither	 grammatical	 term	 clarifies	 function,	 we	
should ignore them, as well as most others of their arbitrary ilk, borrowed from an attempt to 
pigeonhole the vocabulary of Latin, a language structurally unlike our own.

3 Grammarians having failed us.
4 A title which would amalgamate all three of our learning goals would, of course, be even more 

desirable—but such a compound would be unwieldy and acceptable only to Germans.
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Student	B	says,	 “Blue	2!”	Teacher	 says,	 “Thank	you”	 to	Student	A,	 for	a	 sur-
rendered chip. Student B is awarded a chip. Before proceeding, focus attention 
on	both	the	wrong	and	right	answers	showing	that	 ‘on’	and	 ‘dog’	were	correct	
in	the	wrong	answer;	the	error	was	in	‘box’	vs.	‘boxes.’
	 Step	1	 T:	“The	dog	is	on	the	box.”	 S:	“Blue	2!”
	 	 T:	“The	dogs	are	in	the	boxes.”	 S:	“Green	1!”

	 Step	2	 T:	“The	dog	is	on	the	box.”	 S:	“Blue	2!”
	 	 T:	“The	dogs’re	in	the	boxes.”	 S:	“Green	1!”

	 Step	3	 T:	“The	dog’s	on	the	box.”	 S:	“Blue	2!”
	 	 T:	“The	dogs’re	in	the	boxes.”	 S:	“Green	1!”

	 Step	4	 T:	“The	dog’s	on	the	box.”	 S:	“Blue	2!”
	 	 T:	“That’s	right.	Say	it.”	 S:	“The	dog’s	on	the	box.”

	 Step	5	 T:	“The	dog’s	on	the	box.”	 S:	“Blue	2!”
	 	 T:	“That’s	right.	Say	it.”	 S:	“The	dog’s	sitting	on	the	box.”

	 Step	6	 T:	“The	dog’s	on	the	box.”	 S:	“Blue	2!”
	 	 T:	“That’s	right.	Say	it.”	 S:	“The	dog’s	sitting	on	the	blue	lemon	box.”

 Full sentences for Locactions A are printed at the end of this explanation.

Suggestions and Cautions

	 It	won’t	be	easy	for	the	kids	at	first	because	they	have	to	get	not	just	one,	
but three things simultaneously right (the two singular or plural nouns and the 
location	word	or	words).	Don’t	overdo	and	kill	 it	 the	 first	 time.	Play	 just	a	 few	
minutes	each	week	until	they	get	smooth.	Don’t	expect	them	to	start	doing	well	
until the third week or so.

 Although basically individual, it can still be, e.g., boys vs. girls for total ac-
cumulated points.

	 Step	#3	is	a	very	big	jump	up.	Don’t	proceed	to	it	until	step	#2	is	fairly	easy	
for	all	in	a	class.	When	you	are	ready	to	proceed,	explain	verbally	and	in	writ-
ing	(blackboard)	that	dogs	/	dog’s	being	orally	identical,	they	must	distinguish	
between singular and plural sentences only by the absence or presence of that 
brief	 and	 barely	 audible	 ‘er’	 sound.5	With	 younger	 children	 you	may	 wish	 to	
postpone the step 3 contraction, making it a later or final challenge.

 An alternate or in-between step can be for the teacher to call out a color 

5	Or	‘uh’	sound,	for	native	speakers	who	do	not	pronounce	the	North	American	retroflex	‘r ’.
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and number, and the students to respond (raising hands or being fastest) with 
a step 4, 5 or 6 level dog sentence.

 You could also sometimes reverse the order, saying, e.g.., “The boxes are 
in front of the dog.” (Blue 3.) Not every panel is reversible without using new 
and/or	cumbersome	vocabulary,	however,	so	be	careful.	And	you	wouldn’t	want	
to try this very soon, because it would only confuse your slow or younger kids.

 The cards can also be used individually or by pairs the same way that 
PCCs are used for preparation. They will compete, moving a marker progres-
sively over the ones they can say without error.

 A variation6 is for the teacher to circulate around the class while individuals 
whisper	 in	your	ear	any	one	they	think	they	can	say.	They	don’t	have	to	go	in	
any board order. If they miss, the teacher will whisper it to them and they must 
try the same, next teacher visit. They will put chips on their successes. This is 
a	psychologically	softer	but	effective	challenge	which	will	build	confidence.	It’s	
also ticklishly satisfying for teachers who like to have their ears whispered into.

 In none of these game plans is it necessary to do every square. You can, 
and often should, terminate the game earlier to maintain a good activity bal-
ance and positive student attitude.

Locactions B

 Side B should not be tried until some degree of proficiency has been 
reached with side A — ideally, Step #6 level. But it may be unrealistic to expect 
such restraint from either students or teachers, eager to begin operating in spi-
derland.

 The same side A game plans can be used, but note the differences:

 1. There are no plurals, which makes it easier, but...
 2. There are a full 16 different locactions, which is harder.
	 3.	 The	 7	 containing	 the	 words	 ‘coming’	 or	 ‘going’	 are	 full-length	 from	 the	

start and thus not to be expanded with extra verbs.
	 4.	 While	side	A	was	sexless,	side	B	offers	possibilities	of	eliciting	 ‘he’	and	

‘she’	or	‘male’	and	‘female’	in	responses.
	 5.	 Identification	of	squares	is	simply	by	letters	‘a’	through	‘p,’	reinforcing	the	

recognition of these small block letters.

 The first pre-playing step is to explain that there are two (not unrelated 
6 Developed by PLS veteran Ron Zavislak.



— 310 —

Other Games & activities

7 The wall of a building is kabe in Japanese, while an outdoor wall (e.g. surrounding a garden) 
is hei. The inside of a corner is sumi, while an outer corner (e.g. a street corner) is kado.

but)	 separate	 things,	 called	 ‘wall’	 in	 English	 and	 kabe and hei, respectively, 
in	 Japanese.	 Likewise	 with	 the	 word	 ‘corner’	 (sumi and kado)7. To a native 
speaker,	 the	 words	 ‘in’	 and	 ‘on’	 (or	 ‘at’)	 are	 sufficient	 to	 reveal,	 even	 out	 of	
context,	which	kind	of	corner	is	referred	to.	Whereas	with	walls,	we	do	rely	on	
situational	context,	but	more	 frequently	use	 ‘on	 the	wall’	 to	mean	kabe ni ka-
katte imasu, rather than the ue ni meaning they have learned previously, which 
we	could	use	here,	but	don’t,	 to	 refer	 to	something	on	 (the	upper	part	of)	an	
outside	wall.	(‘On	top of	the	wall’	is	included,	however—our	young	male	spider	
having adventurously scaled it.

 Next, while students are following with their cards, go through the pictures 
saying the sentences for each (omitting verbs in parentheses). All sentences 
are printed at the end of this explanation.

 Step #1  T. calls; kids compete to find and identify by letter.

	 Step	#2		As	above,	plus	finder	must	say,	e.g.,	“She’s	on	the	wall.”

	 Step	#3		As	above,	but	finder	says,	“She’s	reading	on	the	wall.”

	 •	 With	 either	 side,	 when	 leading	 the	 ‘first	 to	 find’	 game,	 the	 teacher	 never	
includes the auxiliary verb.  To do so would betray answer without need of 
target location word comprehension.
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The	dog’s	standing	in	the	yellow	carrot	box.1
The	dog’s	wagging	its	tail	under	the	yellow	cherry	box.2
The	dog’s	eating	(a	cookie)	in	front	of	the	yellow	cookie	boxes.3
The	dogs’re	drinking	(milk)	under	the	yellow	milk	boxes.4

Yellow

The	dog’s	sleeping	on	the	blue	apple	boxes.1
The	dog’s	sitting	on	the	blue	lemon	box.2
The	dog’s	listening	(to	music)	behind	the	blue	toy	boxes.3
The	dogs’re	fighting	in	front	of	the	blue	banana	box.4

Blue

The	dogs’re	playing	catch	in	the	green	potato	boxes.1
The	dogs’re	running	between	the	green	vegetable	boxes.2
The	dogs’re	barking	behind	the	green	orange	boxes.3
The	dogs’re	dancing	on	the	green	pea	box.4

Green

The	dog’s	walking	between	the	brown	grape	boxes.1
The	dog’s	sneezing	in	front	of	the	brown	pepper	box.2
The	dogs’re	playing	in	the	brown	pear	box.3
The	dogs’re	crying	under	the	brown	onion	box.4

Brown (or pink)

Full sentences for Locactions B

Full Sentences for Locactions A

	a	 A	spider’s	coming	out	of	the	wall.
	b	 A	spider’s	coming	around	the	corner.
	c	 A	spider’s	going	through	the	wall.
	d	 A	spider’s	(frowning)	in	the	corner.
	e	 A	spider’s	going	around	the	corner.
	f	 A	spider’s	(walking)	far	from	the	wall.
	g	 A	spider’s	going	into	the	wall.
	h	 A	spider’s	(singing)	on	the	corner.
	i	 A	spider’s	(reading)	on	the	wall.
	j	 A	spider’s	(hanging)	above	the	wall.
	k	 A	spider’s	(hopping)	near	the	wall.
	l	 A	spider’s	(digging)	below	(or	beneath)	the	wall.
	m	 A	spider’s	(standing)	on	top	of	the	wall.
	n	 A	spider’s	going	over	the	wall.
	o	 A	spider’s	(painting)	at	the	bottom	of	the	wall.
	p	 A	spider’s	going	around	in	the	corner.
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Ango Eigo

 These two six-part stories, with sentences represented as rebuses (puz-
zles made up of letters, pictures, or symbols), describe the lives 
of	 two	 brothers	 (Taro	 and	 Koji)	 and	 two	 sisters	 (Miho	 and	 To-
momi).	In	an	in-class	game,	students	race	to	‘read’	the	sentenc-
es smoothly and naturally; a follow-through writing workbook is 

given as homework for reinforcement. As the stories progress, 
words	 of	 a	 ‘grammatical’	 function	 begin	 to	 be	 dropped	 and	 re-
placed with blanks, helping students strengthen their grasp of 
grammar and sentence structure.

How to Play

 1. Form teams of two. Distribute game boards.
 • Teams of three and individual play are also possible, depending on class 

size and ability.
 • Ideally, each team will get its own game board. They use a single chip as 

a place marker.
 • If two or more teams need to share a board, they place their markers one 

on each edge of the board.
	 2.	Teacher	says,	“Go!”	Kids	do	their	best	to	suss	out	what	the	sentences	are,	

adding	to	the	challenge	and	fun.	As	a	rule,	hints	aren’t	given.
 3, Like PCC prep game #2, teams are allowed to go as far as they can, but 

when they err, they are stopped immediately, and it becomes the next 
team’s	turn.

	 4.	We	may	set	 the	pace	with	a	 finger	or	pen,	pointing	 to	 the	sentences	and	
indicating smooth speech by moving across at an even pace; we do not 
permit	staccato	speech	such	as,	“Taro.	And.	Koji.	Are.	Japanese.	Boys.”

 5. If one team pulls far ahead of another, they can be called on at any time 
to give coaching to their lagging competitors. If they cannot do so without 
errors, they are sent back to that line of the story.

 6. The first team to finish the story wins. Teams which have finished become 
coaches for those still going, until all have completed it.

How to Progress

	 The	boys’	stories	are	a	bit	easier	than	the	girls’	stories	of	the	same	num-
ber,	so	start	with	‘Taro	and	Koji	#1’,	then	proceed	to	‘Miho	and	Tomomi	#1’,	etc.	
Progression is stepped, with newer and older boards overlapping, in boys-girls 
order. See the chart below for the first five weeks of a possible weekly plan. 
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(This plan would take around three months to finish if played every week.)

Week	1 Week	2 Week	3 Week	4 Week	5
T&K #1 T&K #1 * (T&K #1) (M&T #1) (T&K #2)

(M&T #1) M&T #1 M&T #1 * T&K #2 * M&T #2 *
T&K #2 M&T #2 T&K #3

 The asterisks in the previous chart indicate when the follow-through writ-
ing workbook page for each game is to be assigned. Students look at the 
pictures	and	write	 the	sentences	 that	 they’ve	 learned	 to	 read	 in	class.	Below	
that, they write a version of the same story but substituting their own personal 
information. This is written first in Japanese, then in English. Students self-
check the first part; if any sentences contain mistakes, they are to be rewritten 
on the next page before class. In class, the teacher gives a numerical grade for 
the first part, a letter grade for the second, and another letter grade for writing 
neatness. If the teacher discovers any errors, the student rewrites those sen-
tences on the next page.

Following Through

 Collect the game boards at the end and, concealing them from student 
view, play Quick Response Questions. Ask questions of three types:
 • Questions on the content of the stories, aimed at getting kids to reproduce 

the	grammar	and	vocabulary	they’ve	just	been	practicing.
 • Questions about the pictures, to encourage them to be attentive and in-

crease interest in the illustrations, as well as to mine for further language 
to	practice.	Examples:	“How	many	birds	were	in	the	sky?”	“What	color	was	
Taro’s	shirt?”	“Which	of	the	four	children	is	youngest?”

 • Questions that encourage kids to speculate or think critically about the sto-
ries.	Example:	 “What	grade	do	you	 think	Miho	 is	 in?”	 (Asked	after	playing	
‘Miho	&	Tomomi	#1’,	in	which	only	Miho’s	age,	not	her	grade,	is	mentioned.)

	 When	 the	 teacher	 conducts	Ango	 Eigo	with	 suitable	 strictness,	 enthusi-
asm and insistence on team unison, readiness, and speed, students focus in-
tently	and	enjoy	 themselves	greatly.	Use	 this	activity	 to	build	proficiency	with	
grammar	and	lay	a	foundation	for	reading.	Enjoy!

T&K	=	Taro	&	Koji;	M&T	=	Miho	&	Tomomi
In the first week, Miho & Tomomi #1 might not be attempted, depend-
ing	on	how	 long	Taro	&	Koji	#1	 takes.	From	the	 third	week,	 the	oldest	
(parenthesized)	one	might	be	either	played	or	just	quickly	reviewed	by	
the teacher while kids listen silently. 
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Comparative Logic

 1. Getting started: Each student begins with three chips, to cover potential 
losses before points have been earned. The teacher reads a Comparative 
Logic sentence from the workbook (students have books closed), and the 
students must quickly hold up one face of the paddle to indicate how well 
they understand. Any student who takes too long can lose a chip.

	 2.	White	faces:	If	anyone	is	holding	up	a	white	face	(she	doesn’t	understand	
the question), a student holding a pink face (or, if there are no pinks, yel-
low, or blue) is asked to explain it in Japanese. For this, the translator can 
get a yellow chip (worth half a point). The student holding up the white face 
must quickly hold up another face of the paddle.

 3. Yellow faces: If any student is holding up a yellow face, the teacher calls 
on	her;	she	will	answer	 in	Japanese.	The	 teacher	doesn’t	 tell	her	 if	she’s	
right or wrong; instead, any other student holding up a yellow face must 
immediately say, “I agree,” or, “I disagree.” Anyone who disagreed should 
be asked for their answer; others who disagreed will again say, “I agree,” 
or, “I disagree”; this process continues until all holding yellow faces have 
answered or agreed with an answer.

 4. Blue faces: The teacher then calls on a student holding up a blue face; this 
student	answers	in	English.	Again,	the	teacher	doesn’t	tell	her	if	she’s	right	
or wrong; instead, all other students with blue paddles must immediately 
say, “I agree,” or, “I disagree.”

 The English analogies in this exercise require students to 
understand the relationships between English words. Example: 
“Red is to apples as what is to lemons?” (The answer is, “Yellow.”)

 These sentences can be taught using the Agree/Disagree 
game (which can also be modified to work with several other activi-
ties). This game requires toy paddles for each student. There are 
four faces to a paddle:

Paddle Color Meaning
Q?

EA?
A!

white

yellow
blue

The student does not understand the question.

The	student	knows	the	answer	but	can’t	say	it	in	English.
The student thinks she can answer.

A? pink The	student	understands	 the	question	but	doesn’t	know	
the answer.
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  If the original answer was wrong, the student who answered and anyone 
who agreed loses a chip. The teacher should then call on a student who 
disagreed for his or her answer. Again, everyone must agree or disagree. 
Repeat this until a right answer is arrived at. Anyone who gives a right an-
swer or agrees with a right answer gets a blue chip (worth one point). Also, 
retroactively award yellow chips (half a point) to anyone who answered or 
agreed correctly in the “yellow face” stage.

 • If the original answer had correct information but was grammatically 
wrong,	the	person	who	answered	doesn’t	gain	or	lose	a	chip,	but	anyone	
who agreed with her may lose a chip.

 • Someone who says, “I agree,” after everyone else said it, gets nothing.

 • If the original answer is correct, the teacher should still ask students who 
disagreed for their answer, because many of the sentences have more 
than	one	answer.	For	this	reason,	don’t	give	out	the	chips	until	everyone	
has answered or agreed.

 • Be strict about singular/plural mistakes or misused articles. If we say, 
“Gloves are to hands as what are to feet?” students must say, “Shoes,” 
and not, “A shoe.” That question could also have more than one accept-
able answer (e.g. “Boots,”), which increases the interest of the game.

 After the game, go through all the sentences again as a group to reinforce 
the correct answers. The teacher can also sometimes slip in something differ-
ent	to	grab	the	students’	attention.

	 Having	played	the	game,	assign	the	corresponding	worksheet.	With	these	
worksheets, as with others, the students should write N (no help), D (diction-
ary), or H (help) next to each answer, to indicate whether they had outside help 
answering the question. N and D are both encouraged, but students should be 
told to use H as little as possible. If a student marks every sentence with an H, 
it means that someone else was doing the homework for him.

 There are periodic translation and spelling tests; after every three pages, 
there is a quiz, with a review test after 5 quizzes.
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Gem Hunters

 This 1st Rank game reviews and builds upon grammar and vocabulary 
mostly acquired in the lower ranks. Its inclusion in the 1st Rank prepares el-
ementary	 school	 upper-graders	 for	 English	 classes	 in	 junior	 high	 school,	 as	
well as generally exercising their grammatical muscles.

The game set contains:
 • One game board (A3 size).
 • A set of maze tiles. Students lay these on the game board one at a time to 

create a maze.
 • A set of Task cards. Each has a gem printed on the back.
 • Four sets of word cards: ♥ (nouns) ♦ (time expressions) ♣	(adjectives)	and	

♠ (verbs).
 • A set of Prize cards with bonus gems printed on them.
 • An explanation sheet for Gem Hunters Lite.

The	object	of	game	play	is	to	collect	gems:
 • Each completed Task card is worth one gem.
	 •	 If	a	student	answers	another’s	question,	they	earn	a	bonus	gem.
 • There are three maze tiles that are worth five bonus gems each, and the 

treasure box is worth twenty.

Prepare for Gem Hunters in two stages:
 1. Play Gem Hunters Lite to teach students the rules of the board game.
 2. Play the Task Card Preparation Game to familiarize students with how to 

use these cards.

 These two preparation stages can be done in either order; Gem Hunters 
Lite is appropriate for any kids in e.g. ranks 8 to 1; the Task card preparation 
game can be used with kids in the upper grades of elementary school or older.

Task Card Preparation Game

 Students draw task cards (and any needed ♥ ♦ ♣ ♠ cards) and form sen-
tences, ask questions and so on to complete each given task. The game board 
and maze tiles are not used. Game play continues until the teacher calls time; 
the player who has completed the most tasks wins.

	 For	information	about	the	tricker	cards	in	the	set,	see	‘Task	Card	Example	
Sentences’	and	 ‘Task	Card	Present	Progressive	Sentences’	at	 the	end	of	 this	
manual entry.
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Gem Hunters Lite

 • There is an explanation of the rules in English and Japanese for students to 
read before playing the game. The first few times you play, lay this on the 
table and have students read the Japanese in unison.

 • This game uses the game board and maze tiles, but not the Task cards, 
Prize cards or ♥ ♦ ♣ ♠ cards.

 • Many of the rules of Gem Hunters and Gem Hunters Lite are the same. In 
the following explanation, rules that are different from the full version of 
Gem Hunters have rule numbers inside a circle like this: ③

 1. Each student chooses a game piece and lays it on an entry point.
 • For game pieces, you might use chess pieces, Monopoly pieces, small 

toys or anything else handy.
 • Use chips if game pieces are not available.
 • The entry points are the green dots at the edge of the game board.

 2. The teacher lays the treasure box tile anywhere on the board, preferably 
away from the entry points that the students have chosen.

	 •	 ‘Cheat	 fairly’	by	 laying	the	treasure	box	nearer	 to	 the	starting	point	of	a	
weaker student.

 ③ Use any in-class or homework flashcards the students have already studied.

 ④ Go round in order, in a style similar to the UFO Game. Each student attempts 
to	say	the	word,	phrase	or	sentence	for	the	flashcard	you’ve	shown	them.	
If they make a mistake or are too slow, the same card goes to the next stu-
dent, and so on until someone is able to answer.

 ⑤ After succeeding, the student draws a maze tile.
 • For completing the task, give them a chip: this will be worth one gem.

 6. The student then does one of the following:
 a. Lay that maze tile on the board.
 b. Keep the maze tile to use later, and not lay any tiles.
	 c.	 Keep	the	maze	tile,	and	lay	a	different	maze	tile	(one	they’ve	saved	from	

before) on the board.

 7. Finally, the student may move their game piece as far as they like in any 
direction (if the way is open).
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 8. Rules for laying maze tiles:
 • You must lay them contiguous to the square your game piece is in. Diago-

nal placement is not allowed.
	 •	 ‘Retiling’:	You	may	replace	one	tile	with	another,	 in	effect	redrawing	the	

maze.	However,	a	space	occupied	by	a	game	piece	can’t	be	retiled.	Retil-
ing costs the player one gem. The replaced tile goes to the bottom of the 
maze tile pile.

	 •	 ‘Free	tile’:	Each	player	may	choose	to	lay	one	tile	anywhere	on	the	board.	
This can only be done once per player, per game. (This can be used, for 
example,	 to	sabotage	another	player’s	 route.)	The	 free	 tile	option	costs	
five gems.

	 •	 A	‘retile’+’free	tile’	combination	is	possible,	and	costs	six	gems.
	 •	 Gems	for	the	above	are	paid	on	the	spot	from	the	player’s	treasure	pile.

 ⑨ Special maze tiles:
 • Bonus gems: the first player to pass over a bonus gem tile earns five 

gems (e.g. five chips). There are three such gem tiles in the deck.
 • Treasure box: the first player to reach the treasure box earns twenty 

gems.
 • Minotaur (ミノタウロス minotaurosu): The player who draws the minotaur 

tile must lay it on the board immediately. The minotaur then chases that 
player out of the maze. They must re-enter from a different entry point, 
chosen by the teacher.

 ☞	 Note:	‘Cheat	fairly’	by	choosing	a	new	entry	point	either	close	to	or	far	
from the treasure box.

 10. Game play ends on the round in which a player reaches the treasure box.
 • Students after that student in the round may still complete their final 

tasks before the game is over.
 • If the game runs long, snap a photo of the board with your phone and set 

it up the same way next lesson to continue.

 ⑪ Scores are calculated (i.e. chips are counted).

	12.	The	player	with	the	most	gems	wins!
 • This will probably (but not necessarily) be whoever reached the treasure 

box first.

 13. Students record their scores in their notebooks and calculate a running to-
tal. The teacher may offer prizes to students who reach a given goal (e.g. 
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1,000	gems).	This	‘running	total’	goal	helps	to	motivate	students	who	may	
not	win	the	game	very	often;	even	if	they’ve	lost,	any	gems	they’ve	earned	
put them closer to their personal goal.

Gem Hunters

 The following rules are identical to Gem Hunters Lite in many places, but 
there are some important differences and additions.

 1. Each student chooses a game piece and lays it on an entry point.
 • For game pieces, you might use chess pieces, Monopoly pieces, small 

toys or anything else handy.
 • Use chips if game pieces are not available.
 • The entry points are the green dots at the edge of the game board.

 2. The teacher lays the treasure box tile anywhere on the board, preferably 
away from the entry points that the students have chosen.

	 •	 ‘Cheat	 fairly’	by	 laying	the	treasure	box	nearer	 to	 the	starting	point	of	a	
weaker student.

 3. Task cards, maze tiles, and ♥ ♦ ♣ ♠ cards are laid in face-down piles on 
the table. Prize cards are held by the teacher. Each student draws one 
Task card and lays it face up on the table before them.

 • If their Task card so specifies, they also draw ♥, ♦, ♣ or ♠ card(s).
	 •	 Note:	 if	the	student	has	drawn	a	‘spell’	card,	they	should	not	look	at	the	

♥ ♦ ♣ ♠ card that goes with it. The teacher will hold onto this ♥ ♦ ♣ ♠ 
card.

 4. Go round in order. Each student attempts to complete their task.
	 •	 Who	goes	first?	One	option	is	to	have	the	student	whose	game	piece	is	

farthest from the treasure box go first.
 • If a mistake is made or the student is too slow to answer, they retain that 

Task card and must try again next turn. The teacher or classmates may 
give hints.

 5. After succeeding with their task, the student draws a maze tile.
 • They keep their completed Task card, turned face down before them.
 • Any ♥ ♦ ♣ ♠ cards can also be kept by the student, but are not worth 

any gems.

 6. The student then does one of the following:
 a. Lay that maze tile on the board.
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 b. Keep the maze tile to use later, and not lay any tiles.
	 c.	 Keep	the	maze	tile,	and	lay	a	different	maze	tile	(one	they’ve	saved	from	

before) on the board.

 7. Finally, the student may move their game piece as far as they like in any 
direction (if the way is open) and takes another task card to prepare for 
their next turn.

 8. Rules for laying maze tiles:
 • You must lay them contiguous to the square your game piece is in. Diago-

nal placement is not allowed.
	 •	 ‘Retiling’:	You	may	replace	one	tile	with	another,	 in	effect	redrawing	the	

maze.	However,	a	space	occupied	by	a	game	piece	can’t	be	retiled.	Retil-
ing costs the player one gem. The replaced tile goes to the bottom of the 
maze tile pile.

	 •	 ‘Free	tile’:	Each	player	may	choose	to	lay	one	tile	anywhere	on	the	board.	
This can only be done once per player, per game. (This can be used, for 
example,	 to	sabotage	another	player’s	 route.)	The	 free	 tile	option	costs	
five gems.

	 •	 A	‘retile’+’free	tile’	combination	is	possible,	and	costs	six	gems.
	 •	 Gems	for	the	above	are	paid	on	the	spot	from	the	player’s	treasure	pile.

 9. Special maze tiles:
 • Bonus gems: the first player to pass over a bonus gem tile earns five 

gems. There are three gem tiles in the deck, and three five-gem Prize 
cards for the teacher to give to the player.

 • Treasure box: the first player to reach the treasure box earns twenty 
gems. There is a twenty-gem Prize card.

 • Minotaur (ミノタウロス minotaurosu): The player who draws the minotaur 
tile must lay it on the board immediately. The minotaur then chases that 
player out of the maze. They must re-enter from a different entry point, 
chosen by the teacher.

 ☞	 Note:	‘Cheat	fairly’	by	choosing	a	new	entry	point	either	close	to	or	far	
from the treasure box.

 10. Game play ends on the round in which a player reaches the treasure box.
 • Students after that student in the round may still complete their final 

tasks before the game is over.
 • If the game runs long, snap a photo of the board with your phone and set 
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it up the same way next lesson to continue.

 11. Scores are calculated:
 • One gem for each task card completed.
 • Five bonus gems for being the first to pass over a gem tile.
 • Twenty bonus gems for being the first to reach the treasure box.

	12.	The	player	with	the	most	gems	wins!
 • This will probably (but not necessarily) be whoever reached the treasure 

box first.

 13. Students record their scores in their notebooks and calculate a running to-
tal. The teacher may offer prizes to students who reach a given goal (e.g. 
1,000	gems).	This	‘running	total’	goal	helps	to	motivate	students	who	may	
not	win	the	game	very	often;	even	if	they’ve	lost,	any	gems	they’ve	earned	
put them closer to their personal goal.

Task Card Example Sentences

 • All sentences should be factually true for that student, class or situation.

 • Encourage sentences in first, second and third person, with both singular 
and plural nouns and pronouns. Students capable of longer, more complex 
sentences should be held to a higher standard.

 • Some tasks require the player to ask a classmate a question. If the class-
mate	can’t	answer,	help	them	through	(or	have	the	kids	help	each	other)	and	
then continue game play with no penalty to either questioner or answerer.

	 •	 With	any	task	involving	a	♦,	the	word	on	the	card	should	be	changed	to	‘to-
day’,	 ‘yesterday’,	 ‘the	day	before	yesterday’,	 ‘this	month’,	 ‘last	month’,	 ‘the	
month	before	last’,	etc.,	when	applicable.

be動詞 + ♣	–	Tell	us	something	or	someone	that’s	♣.
My school bag is new.

be動詞+ ♣（否定）	–	Tell	us	something	or	someone	that	isn’t	♣.
My	shoes	aren’t	new.

be動詞 + ♣？	–	Ask	whether	something	or	someone	is	♣.
Akira,	is	your	jumper	new?

♥ + be動詞	–	Tell	us	that	♥	is…	(or,	that	there	is	a	♥...)
Junpei’s	pencil	is	yellow.	/	There	are	five	pencils	on	the	table.
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♥ + be動詞（否定）	–	Tell	us	that	♥	isn’t…	(or,	that	there	isn’t	a	♥...)
Junpei’s	pencil	isn’t	sharp.	/	There	aren’t	any	pencils	in	my	bag.

be動詞 + ♥？	–	Ask	whether	♥	is…	(or,	whether	there	is	a	♥...)
Junpei, are your pencils new? / Naomi, is there a pencil under your chair?

♠ + いつもは	–	Tell	us	when	you	usually	do	♠.
I usually go shopping on Saturdays.

♠ + いつもは？	–	Ask	a	classmate	when	she/he	usually	does	♠.
Akira, when do you usually go shopping?

♠ + 最後に	–	Tell	us	when	you	last	did	♠.
I last went shopping the day before yesterday.

♠ + 最後に？	–	Ask	a	classmate	when	she/he	last	did	♠.
Akira, when did you last go shopping?

♦ + ○○をする	–	Tell	us	what	you	usually	do	(on/in)	♦.
I usually visit my grandparents in September.

♦ + 何をする？	–	Ask	a	classmate	what	he/she	usually	does	(on/in)	♦.
Naomi, what do you usually do on Sundays?

♦ + ○○をした	–	Tell	us	what	you	did	last	♦.
Last Thursday, I had a piano lesson.

♦ + 何をした？	–	Ask	a	classmate	what	he/she	did	last	♦.
Naomi, what did you do last summer?

♠ + ♦ + いつもは	–	Tell	us	whether	you	usually	do	♠ (on/in) ♦.
I	don’t	usually	go	shopping	on	Mondays.

♠ + ♦（したかどうか）	–	Tell	us	whether	you	did	♠ last ♦.
I painted (lots of) pictures last summer.

♠ + ♦ + いつもは？	–	Ask	a	classmate	whether	she/he	usually	does	♠(on/in) ♦.
Junpei, do you usually go shopping on Mondays?

♠ + ♦（したかどうか？）	–	Ask	a	classmate	whether	she/he	did	♠ last ♦.
Junpei, did you paint (any) pictures last summer?

Task Card Present Progressive Sentences (for cards with illustrated actions)

 • As the questions printed on the cards are cues to be read by the student, 
and are not asked aloud, students complete the task by saying, e.g. “The 
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man	is	laughing”	(not,	“He’s	laughing,”	which	would	be	the	more	natural	re-
sponse	if	we’d	asked	them	a	question).

	 •	 We	accept	other	answers	as	well,	as	long	as	they	accurately	describe	what’s	
in the picture. For example, the sentence for #9 below (“The children are 
reading a book”) could also be, “The children are reading a story,” or, “The 
children are reading together,” etc.

 1. The man is laughing.

 10. The sun is shining.

 6. The alien is flying.
 4. The woman is painting a 

picture.

 7. The teacher is teaching 
English.

 5. The ants are carrying 
some sweets.

 8. The children are playing 
soccer.

 9. The children are reading 
a book.

 2. The train is running.

 11. The ice cream is melting.

 3. The panda is eating some 
rice.

 12. The minotaur is roaring.
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Verb Attack

	 Teachers	 who	 are	 familiar	 with	 the	 popular	 game	 Battleship	 won’t	 have	
any trouble grasping the overall structure of this game. Its educational aim is to 
practice forming questions and answers in the present progressive tense, with 
singular and plural practice and gradually increasing vocabulary and grammar 
requirements.

	 While	the	game	can	be	played	with	classes	of	any	size	up	to	10,	four	to	six	
kids is ideal. It works well in the 6th Rank and up, though the lowest level can 
be appropriate for some lower rank classes. Higher levels will challenge upper-
rank	kids,	 junior	and	senior	high	schoolers,	and	perhaps	even	adults.	Budget	
at least 20 minutes in your lesson plan if you intend to play to the end.

Setting Up

 1. Divide the class into two teams.

 2. Seat the teams at opposite ends of the classroom table.

 3. Construct a barrier in the middle of the table to prevent teams from seeing 
their	opponents’	game	boards.

	 •	 Use	anything	handy	in	the	classroom	for	this.	We’ve	found	that	a	couple	
of Phonics Charts propped up with pencil cups or chip boxes will form a 
satisfactory wall.

	 4.	While	players	 take	shots	at	 a	military	 fleet	 in	Battleship,	 in	our	game	we	
swat bugs. Each team is given a set of four “mushis”:

 • One centipede (covers three game board spaces)
 • One caterpillar (covers two spaces)
 • Two mosquitoes (one space each)

 5. Give each team two copies of the game board. (All four boards in the set 
are identical.)

 a. On one of their boards, a team arranges their four bugs in any configura-
tion they like. The two long bugs may be placed horizontally, vertically, or 
diagonally, but may not overlap or cross another bug.

	 b.	 Their	 other	 board	will	 be	 used	 to	 track	 hits	 and	misses	 they’ve	 scored	
against their opponents.

	 6.	Each	 team	 is	also	given	 two	piles	of	chips,	of	 two	different	colors.	Which	
colors they use is not important.
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Game Play

	 1.	Teams	 take	 turns	 guessing	 on	 which	 squares	 their	 opponents’	 bugs	 are	
hiding. First, a team chooses a square to attack. No dilly-dallying allowed.

 2. All team members point at that square (on their own board, of course—they 
can’t	see	their	opponents’).

 3. In unison, speaking smoothly and with good pronunciation, they form a 
question. For example, for the upper-left-most square, the sentence at its 
lowest level is “The tiger is sitting.” A team will thus ask, “Is the tiger sit-
ting?”

 4. If the other team has stationed one of their bugs on that square, they an-
swer,	 e.g.,	 “Yes,	 it	 is,	 and	 you’ve	 hit	 our	 caterpillar.”	 Otherwise	 they	 an-
swer,	“No,	it	isn’t.”	(Never	mind	that	the	pictured	tiger	is	indeed	sitting,	bug	
or no bug. Humor us on this one.)

 5. In the case of a mosquito, a single hit will kill it. The answering team will 
thus	say,	“Yes,	it	is,	and	you’ve	hit	and	killed	one	of	our	mosquitoes.”	The	
other two bug types are killed when all parts have been hit (two for cater-
pillars,	three	for	centipedes).	When	this	happens,	the	answering	team	will	
say,	e.g.,	“Yes	it	is,	and	you’ve	hit	and	killed	our	centipede.”

 6. The attacking team will mark hits on their second game board with chips of 
one color, misses with a different color. Teams mark incoming hits on their 
own	bugs,	but	needn’t	mark	their	opponents’	misses.

 Game play progresses back and forth between teams, adhering to our 
usual standards of speed and strictness. The fun lies in the challenge, so teams 
lose their turn at once for any of the following:

 • Being too slow to decide which square to attack
 • After deciding, being too slow to speak
 • One member being inaudible or failing to point at the square
 • Making the slightest error (grammar, vocabulary, pronunciation, etc.) 

when asking the question
 • For the other team, making errors when answering—but see “Other Ideas” 

below for a pro-con discussion of this rule
 • Speaking Japanese or horsing around

	 When	we	keep	 the	pace	high	and	 the	standards	stringent,	kids	 learn	 the	
rules fast, take the steadily escalating challenge more seriously, and have a lot 
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more fun.

	 The	winning	team	is	the	first	to	kill	all	of	their	opponents’	bugs,	or	has	the	
most hits when time is called. Then, of course, each team may stand and look 
at	 the	other’s	 board	 to	 see	how	close	 they	 came	 to	 guessing	and	wiping	out	
more targets.

Sentences, Levels and Variations

 There is a cue sheet for teachers included with the game set, showing the 
sentence for each of the 25 squares on the game board. Three difficulty levels 
are presented in this format:
 The tiger is sitting / on a chair / by the animal trainer.

Parse this as follows:
 Level 1: The tiger is sitting.
 Level 2: The tiger is sitting on a chair.
 Level 3: The tiger is sitting on a chair by the animal trainer.

Students will form questions thus:
 Level 1: Is the tiger sitting?
 Level 2: Is the tiger sitting on a chair?
 Level 3: Is the tiger sitting on a chair by the animal trainer?

 • For some squares, the level 3 sentence is structurally different, so it has 
been printed in full.

	 •	 Some	articles	(‘a’,	‘an’,	and	‘the’)	may	be	interchangeable.	For	example,	the	
level 3 question above could also have been, “Is the tiger sitting on a chair 
by an animal trainer?”

 There may be acceptable variations for other language used in the game. 
Many of these should also gradually increase in level. Train kids to put a little 
oomph	 into	 their	 exchanges—see	 ‘sorry’	 and	 ‘poor’	 below	 for	 examples—so	
that	their	enjoyment	is	enhanced	by	imbuing	functional	language	with	feeling.

	 •	 No,	it	isn’t.	/	No,	it’s	not.
 • Sorry,	no,	it	isn’t!	/	Sorry,	no	it’s	not!
  (Prompt kids to sing out ‘sorry’ mockingly.) 

 • You hit our caterpillar.
	 •	 You’ve	hit	our	caterpillar.
	 •	 You’ve	hit	and	injured	our	caterpillar.
	 •	 You’ve	hit	and	injured	our	poor	caterpillar…	but	it’s	still	alive!



— 327 —

Other Games & activities

 • You killed our mosquito.
	 •	 You’ve	hit	and	killed	our	mosquito.
	 •	 You’ve	 hit	 and	 killed	 one	 of	 our	mosquitoes.	 /	You’ve	 hit	 and	 killed	 our	

other mosquito.
	 •	 You’ve	hit	and	killed	one	of	our	poor, sweet	mosquitoes!	Awww!
  (Teacher will over-act when modeling this kind of fun. Once this has be-

come part of the rules, teams that still fail to mourn with sufficient pathos 
shall be taken to task or even penalized with a loss of turn.)

 Begin classes on the lowest level and raise the bar in subsequent weeks 
as	appropriate.	We	want	to	set	the	challenge	level	just	above	students’	comfort	
zones, keeping things difficult enough to be motivating, fun, and educational, 
but not so difficult that students become discouraged.

 The first time you play, you may preview the sentences for the kids, but 
many teachers prefer to dive right in, with kids selecting a square to attack and 
the teacher coaching them through it for the first few weeks; after that, any 
groups that need coaching will still get it, but at the cost of a lost turn. Kids in 
mid-9th Rank and up will be familiar with the present progressive tense and 
with most of the vocabulary used in level 1. Higher levels will take a bit of pre-
teaching.

A Sample of Game Play (at level 2)

 Team 1: Is the deer drinking from a pondo?
	 You:	 Sorry,	not	‘pondo’.	It’s	‘pond’.
 Team 2: Is the shark—
 You: Sorry, there are two sharks.
 Team 1: Is the deer drinking from a pond?
 Team 2: Yes, she ees—
	 You:	 It’s	a	male	deer,	and	it’s	‘is’,	not	‘ees’.	Try	again.
	Team	2:	 Yes,	he	is,	and	you’ve	hit	our	centipede.
  (Team 2 now loses a turn for their mistaken answer; team 1 asks an-

other question.)
 Team 1: Is the girl painting the dog house red?
	Team	2:	 No,	she	isn’t.	Are	the	sharks	swimming	in	the	sea?
	Team	1:	 Yes,	they	are,	and	you’ve	hit	and	killed	our	other	mosquito.
  (And so forth.)
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Other Ideas

 • In a private lesson, student will play against teacher.

 • In a class of only two students, they can compete with each other individu-
ally, or team up against the teacher.

 • In a class of three students, you might experiment with two-against-one or 
three-against-the-teacher, depending on the class dynamic.

 • As mentioned above in “Game Play”, teams can lose turns for making mis-
takes in their answers. There are two important factors to consider here, two 
competing priorities which we must attempt to balance:

 — In general, such rules should be strictly enforced. If we are lenient with 
this sort of thing, we find that the kids never truly nail certain words, 
grammar or pronunciation, because they are never required to do so—
and then, in order not to “hurt their feelings”, we feel forced to continue 
being	 lenient.	 Kids	 won’t	 focus	 on	 things	 they’re	 merely	 reminded	 (or	
even nagged) to do because the delight of each success in the game 
trumps	 the	 teacher’s	 “suggestion”	 to	speak	correctly.	A	 real	penalty	 like	
the loss of a turn will motivate students to reach their potential. If we re-
ward them for less than best efforts, they end up repeatedly practicing 
and happily reinforcing their errors.

 — On the other hand, a sufficient ratio of successes to failures is crucial to 
morale, and if we raise the bar too high, less adept students may lose 
turn after turn and begin to feel dead in the water. In this game in par-
ticular, weaker teams who often err when answering may not get enough 
chances to form their own questions due to repeated turn loss, and thus 
not	improve	at	the	game	as	fast	as	their	more	proficient	peers.	With	this	
in mind, you may waive this rule at your discretion.

 • One alternative to the above, which attempts to split the difference between 
enforcing or not enforcing the rule on skipping turns, is to give students a 
penalty	chip	for	every	error	in	the	answers.	When	a	team	has	accumulated	
three penalty chips, they lose their next turn. Some teachers may find this to 
be one rule too many; others will appreciate the neat balance of strictness 
and leniency. Note that this would only apply to answers, not questions, 
where every mistake results in the immediate loss of that turn.

 • You may follow the game by collecting all game boards, concealing them 
from student view, and then playing a session of Quick Response Questions 



— 329 —

Other Games & activities

about	the	content	of	the	board.	“What	color	are	the	two	singing	birds?”	“How	
many	fish	are	swimming	near	the	sharks?”	“Which	direction	is	the	elephant	
facing, right or left?”

 • An alternative way of phrasing the question “Is the tiger sitting?” has proven 
popular	with	 some	 teachers:	 “Is	 your	 tiger	 sitting?”	Note	 that	 ‘the’	has	be-
come	‘your’.	Both	‘you’	and	‘we’	have	a	tiger;	the	question	is	whether	‘your’	
tiger-square is bug-occupied.

	 •	 Classes	who	have	got	 far	enough	 into	Trialogs	 to	have	 learned	 ‘tag	ques-
tions’	may	be	required	to	use	them	in	 this	game.	Rather	 than	ask,	e.g.,	 “Is	
the	tiger	sitting	on	a	chair?”	they	will	ask,	“The	tiger	is	sitting	on	a	chair,	isn’t	
it?”

 — At first, require all questions in the game to be asked in this format. This 
will	give	students	practice	with	the	variations	required:	‘isn’t	it’,	‘isn’t	she’,	
‘aren’t	they’	etc.

	 —	When	they’re	ready,	tell	them	that	they	are	now	to	use	the	normal	ques-
tion	form	in	most	cases,	but	to	use	a	‘tag	question’	when	they	feel	reason-
ably	sure	they’re	going	to	get	a	hit.	For	example,	if	they’ve	hit	their	oppo-
nents’	centipede	twice	and	are	certain	they	know	where	the	third	hit	will	
be,	they	can	ask,	e.g.,	“The	sharks	are	swimming	in	the	sea,	aren’t	they?”	
If	 they’re	 right	 and	 score	a	 hit,	 they	also	 get	 an	extra	 turn.	However,	 if	
they’re	wrong,	they	 lose a turn. (This rule is a neat practical application 
of	‘tag	questions’,	which	in	real	life	are	generally	used	when	we	think	we	
already know the answer to our own question.)

 • Some teachers have experimented with an additional rule, in which each 
team places a chip of a special color (say, white, if the white chips are not 
otherwise being used) anywhere they like on their own board. If their op-
ponents happen to attack that square (asking, e.g. “Is the giraffe eating?”), 
they	answer,	“No,	it	isn’t,	but	you’ve	hit	our	white	chip!”	This	is	bad	news	for	
the attacking team, because the team whose white chip was hit now gets 
three free turns in a row. (At this time, the white chips are removed from both 
boards.) The added drama makes the game even more fun, and fortuitous 
white-chip-strikes have been known to reverse the fortunes of a losing team 
and lead to come-from-behind victories.

 • In the interest of fairness, if the team who goes first in the game ends up 
winning,	you	may	wish	to	give	the	other	team	one	last	turn	anyway,	a	‘part-
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ing	shot’	by	which,	if	they	succeed,	the	game	may	conclude	in	a	tie.

 • Some teachers, not content with only four bugs per team, have introduced 
other toy creepy-crawlies. PLS provides laminated two-dimensional bugs, 
but the squeamish appeal of 3-D arthropods cannot be denied.

	 Verb	Attack	has	proven	a	hit	with	students	of	a	variety	of	ages	and	levels.	
Played	right,	 it’s	an	effective	and	 fun	way	 to	practice	 the	present	progressive	
tense, build vocabulary, and produce ever-longer and more interesting sen-
tences.	Enjoy!
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Phonics and Reading

 Beginning in the 10th Rank with the capital ABCs, we steadily teach our 
students the basics of reading English with instruction in individual letter and 
letter combination phonic sounds, three-letter words, common English spelling 
rules	(e.g.	the	‘magic	E’	rule)	sight	words	and	age-	and	level-appropriate	read-
ers.	The	 introduction	 to	 the	 ‘real’	 reading	of	storybooks	 is	delayed	 till	 the	4th	
Rank to give students time to build up the reading skills and vocabulary neces-
sary to get the most benefit from these storybooks. Check the table on page 32 
for an overview of the reading progression.

The Short Vowel Sounds

	 Each	of	 the	 six	written	 vowels	 in	English	 (including	 ‘Y’)	 can	 represent	 a	
variety	of	sounds.	For	example,	 the	 ‘A’	of	 ‘apple’	 is	not	 the	 ‘A’	of	 ‘angel’	or	of	
‘bar’	or	of	the	indefinite	article	as	used	in	‘a	pen.’	In	writing,	the	same	letter	is	
used for these four differently pronounced sounds.

	 We’d	like	PLS	teachers,	using	Phonic	Charts,	to	begin	with	the	five	short	
vowel sounds that appear in the middle of regular three-letter words (and fre-
quently have the same pronunciation in longer words). If you consistently teach 
phonics with a careful ear to how you naturally pronounce the vowels in the 
examples below, your students will begin to acquire native-natural understand-
ing of the relationship between written letters and the sounds they represent.

The sound of... As found in...
short A
short E
short I
short O
short U

bat
pet
big
log
hug

map
ten
pin

mop
run

can
bed
lip
not
cut

sad
hen
him
fox

gum

 Both new and veteran teachers will, without training, vary in ability to iso-
late and consistently model target phonic sounds, as well as to vigilantly moni-
tor and correct student errors. Aside from the retroflex American “R” (which 
we do not expect non-North American teachers to artificially mimic or require), 
vowels, not consonants, are the primary problem. Please ask qualified senior 
teachers at your school, or PLS trainers at seminars, to check your renditions 
of	the	short	vowel	sounds	in	particular.	(We’ll	also	gladly	confer	with	you	over	
the phone, free of charge.)

	 It	is	not	a	question	of	your	‘pronouncing	correctly’—not	much	of	a	concern	
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with native speakers—but rather of your knowing which vowel sounds to em-
phasize	when	 teaching	 early	 phonics.	We	are	 familiar	with	 regional	 variation	
among English speakers but find far more similarities than differences in short 
vowel pronunciation, regardless of nationality. British and American speakers 
pronounce	the	‘a’	of	‘plant’	differently,	for	example,	but	the	‘a’	of	‘cat’	is	nearly	
identical	 regardless	 of	 where	 one	 is	 from.	And	 this	 ‘a	 as	 in	 cat’	 is	 the	 short	
vowel pronunciation that we teach first for purposes of phonic-basic reading.

 It may be that you, without remedial effort, will not correctly isolate, enun-
ciate and, finally, require of students the very sounds that you use in your own 
perfectly	native-natural	speech.	If	you	are	not	‘tuned	in’	and	consistent,	this	will	
seriously compromise your efforts to teach the phonics essential to reading.

 Beyond consistent teacher accuracy, modeling of vowels is usually en-
hanced by slightly exaggerating their lengths. This makes the sounds more 
audible and tends to correct Japanese student tendency to over-shorten, in 
consonance with their native tongue.

‘Magic E’

	 When	your	students	have	learned	the	sounds	for	 letters	in	the	above	ex-
amples and can pronounce and read them with consonants in two- and three-
letter	combinations,	introduce	the	‘Magic	E’	rule	(using	the	context	of	their	first	
reader): that when E is added to the end of most words, especially three-letter 
words,	the	middle	vowels	become	long;	they	‘say	their	own	names.’

 hat → hate
 can → cane
 mat → mate
 cap → cape

 pet → Pete  kit → kite
 pin → pine
 hid → hide
 win → wine

 hop → hope
 rod → rode
 not → note
 rob → robe

 cut → cute
 hug → huge
 cub → cube
 tub → tube

 ride like time size five fine
 make lake cake tape case sale
 rope coke home cone June tune

(Exceptions: give, live, love, come, done, some, have, etc.)

 Every rule of English spelling/pronunciation has exceptions, but the short 
vowels	above	and	the	‘magic	E’	rule	are	comparatively	uniform,	which	is	why,	
after Phonic Chart #1 consonants, PLS teachers begin with the former, and 
subsequently teach the latter, vowel phonic sounds.
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Sounds of Letters

Basic Reading Cards

 These sets of flashcards, which can be downloaded from the PLS website, 
feature	high-frequency	reading	words.	Many	are	‘sight	words’	whose	spellings	
do not follow the rules of phonics.

 Flash Set 1 in 5th Rank classes, before students will begin reading Oxford 
Reading Tree, stage 2. Follow these with Set 2 in the 4th Rank. These flash-
cards will help prepare your students to begin reading easy books.

1 Q always takes U as a partner.

	 A/a	 [æ]	 apple	 [ei]	 April	 [ɔ]	 ball	 [ə]	 about	/	banana
 B/b [b] boy
 C/c [k] cake [s] city / cereal
 D/d [d] dice
 E/e [e] elephant [i:] evening
 F/f [f] fish
	 G/g	 [g]	 girl	 [ʤ]	 giant	/	gentleman
 H/h [h] house
 I/i [i] India [ai] ice cream
	 J/j	 [ʤ]	 jam
 K/k [k] king
 L/l [l] lion
 M/m [m] moon
 N/n [n] newspaper
	 O/o	 [a]	[ɔ]	 octopus	 [ou]	 open	 [ʌ]	 mother	/	oven
 P/p [p] pail
 Q/q [kw] queen1

 R/r [r] radio
 S/s [s] sun / caps [z] nose / dogs
 T/t [t] table
	 U/u	 [ʌ]	 umbrella	 [ju:]	 uniform	 [u]	 put	/	push
	 V/v	 [v]	 vase
	W/w	 [w]	 watch
 X/x [ks] box [eks] X-rays
	 Y/y	 [j]	 yard	 [ai]	 my	/	sky	 [i]	 baby	/	candy
 Z/z [z] zoo
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Phonic Charts

	 We	use	Phonic	Charts	1	through	6	to	help	teach	children	to	read	by	‘sound-
ing	out’	words	phonically.

	 •	 Phonic	Chart	1	contains	every	consonant	except	‘q’	(which	rarely	appears	
without	 ‘u’	 in	English),	arranged	so	 that	 letters	 that	are	easily	confused	
visually (b and d, k and h, m and n, etc.) or aurally (d and t, l and r, f and 
v,	etc.)	are	adjacent,	as	are	 letters	with	descenders	 (g,	 j,	p,	and	y)	and	
consonants with more than one phonic sound (c: can, city; g: girl, giant; 
and s: cats, dogs). Use it to review lowercase letter names and teach the 
phonic sounds of individual consonants.

 • Phonic Chart 2 contains two-letter combinations, vowels followed by con-
sonants.	(Examples:	‘ab’	‘ed’	‘it’	‘op’	‘um’.)	At	the	top	of	the	chart	are	the	
five vowels; use these to teach the short vowel sounds:

a as in ant
e as in end

i as in it
o as in off
u as in up

	 See	 ‘Phonics	and	Reading’	 in	 the	 teacher’s	manual	 for	more	 information	
on short vowels. At first, use only short vowel sounds with Phonic Charts 2, 3, 
and 4.

 • Phonic Charts 3 and 4 contain two-letter combinations which, unlike those 
of	Chart	2,	have	the	consonant	before	the	vowel.	(Example:	 ‘ta’	 ‘ne’	 ‘mi’	
‘co’	‘su’.)

 • Phonic Chart 5 contains blends and digraphs. Blends are consonant com-
binations	which	retain	their	original	sounds.	(Examples:	the	‘st’	of	‘stem’	
or	 the	 ‘br’	 of	 ‘brim.’)	 Digraphs	 are	 letter	 combinations	 which	 represent	
single	sounds	not	clearly	related	to	their	components.	(Examples:	the	‘th’	
of	‘that’	or	the	‘tch’	of	‘catch.’)	The	bottom	row	features	digraphs	that	ap-
pear in the middle or at the end of words.

 • Phonic Chart 6 contains other letter combinations, some grouped in col-
ored	boxes	by	identity	of	sound.	(Example:	the	identically	pronounced	‘er’	
as	 in	 ‘finger,’	 ‘ur’	as	 in	 ‘turn,’	and	 ‘ir ’	as	 in	 ‘bird’	are	grouped	 in	a	single	
blue box.) The illustrations on the chart are there to cue pronunciation 
and	to	distinguish,	for	example	the	‘ow’	of	‘cow’	from	that	of	‘arrow.’
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1	For	more	on	Magic	E,	please	refer	to	Phonics	and	Reading	in	the	teacher’s	manual.

Alternate Phonic Sounds

 Next to each vowel atop Phonic Charts 3 and 4, there appears a subscript 
numeral. These are to remind teachers of vowel sounds other than the short 
vowels with which phonic instruction begins. These other common vowel sounds 
should not be taught as soon as each chart is used. Rather, after we introduce 
the Magic E rule1, long vowel sounds may be incorporated into later phonic 
chart	 review,	and	students’	attention	may	be	brought	 to	words	 in	which	 these	
alternate	sounds	appear.	We	do	likewise	after	other	common	vowel	sounds	are	
encountered in texts or reading flashcards.

 If our students are old enough to make it worth mentioning, we may tell 
them that, more or less, any vowel can sound like any other in some words, and 
that some have countless less-common readings. (The nonsense sentence, 
“No	women	love	a	wolf’s	words	or	methods,”	contains	eight	o’s,	all	pronounced	
differently.)	And	 then	 there’s	 the	 ubiquitous	 schwa	 (‘ə’),	 which	 can	 be	 repre-
sented	by	any	written	vowel,	as	in	‘about,’	‘item,’	‘edible,’	‘gallop,’	or	‘circus.’

	 On	Phonic	Chart	5,	there	is	a	subscript	2	next	to	‘th’	to	cue	the	respective	
beginning	sounds	of	 ‘thick’	and	‘this.’	There	is	also	a	subscript	2	next	to	 ‘_gh’	
to	cue	the	endings	of	‘rough’	and	‘through.’

A3 hat (other: ball, far)hate a book
E2 pet Pete
I2 bit (other: machine)bite
Y1

O3

yes (consonant)

hop hope mother
Y2

U2

sky (vowel)

cut (other: push, flu)

baby

cute

Alternate vowel sounds:
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Phonic Chart Games

Procedure for Most Games

 • Children may play singly or in teams. 

	 •	 When	players	 lay	chips	on	 the	charts,	before	saying	 the	 letter	or	sound	of	
a place on the board, they should point at the place in question. This is to 
focus the attention of the teacher and other students on that space on the 
board.	When	students	point,	their	fingers	must	not	cover	the	letter.

	 •	 We	also	may	have	players	say	the	color	of	the	space	and	the	column’s	vowel	
or number, for added pronunciation challenge.

 • If a player cannot pronounce a sound or word correctly, in most cases his 
turn ends at once.

 • Team members take turns being the one to select a space, but then both 
should speak in unison. 

 • Keep the tempo high. If kids are not ready for their turns or dally in answer-
ing, they forfeit that turn. However, when we hear borderline pronunciation 
or wish to give a weaker kid or team a second chance, we may ask for one 
or more quick repeats.

 • Maintain the strictest of pronunciation standards. Correct pronunciation, in 
addition to having intrinsic merit, is closely tied to the ability to read and 
understand written English.

 • Children may not speak Japanese, shout, speak out of turn, or speak before 
they have pointed at the space they want. 

 • Penalize offenders with missed turns. 

	 •	 When	a	team	has	mispronounced	a	letter	or	sound	and	the	teacher	has	cor-
rected them, the next team in turn may not attempt the same letter or sound. 
This prevents “parroting.”

 • In games in which students produce words, the whole word must be pro-
nounced	 correctly,	 not	 just	 the	 targeted	 phonic	 sound.	 For	 example,	 if	 a	
student used “thin” as a word for the “th” space on Chart 5 and, though she 
pronounced the “th” sound correctly, mispronounced the short “i” to make it 
sound like “theen,” she would not earn a point.

	 •	 When	pronouncing	consonant	phonic	sounds,	append	a	short	vowel	 to	 the	
consonant.	We	accept	the	traditionally	appended	schwa	(ə)	sound	as	being	
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most appropriate, being the least intrusive of the English vowel sounds. Not 
to append a vowel makes some consonants impossible to clearly pronounce 
and be heard.

	 •	 When	 starting	 a	 new	 phonic	 chart	 game,	 especially	 one	 with	 complicated	
rules	 or	 strategy,	 it’s	 a	 good	 idea	 for	 the	 teacher	 to	 play	 for	 the	 first	 two	
or three weeks. You can teach game rules without long explanations (e.g., 
surrounding	others’	chips	 in	Othello)	and	cheat	 fairly	(e.g.,	blocking	strong	
players lines in Tic Tac Toe).

 Bear in mind that the above rules apply to most of the Phonic Chart games 
on the following pages.
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Direct Chip
Use with Phonic	Charts	1–5

Goal Recognition of phonic sounds (T→Ss→T level)

 1. Players or teams choose chips of a single color.
 2. Each player holds a chip to his or her ear. (If playing in teams, teammates 

take turns, only one participating per round.)
 3. The teacher calls a letter name or phonic sound.
 4. Players first eyeball the right space on the board, then move their chip di-

rectly toward it. No “hover-blocking” is allowed. The first to lay a chip on the 
board	has	captured	that	space.	(We	may	allow	‘ties,’	stacking	two	or	more	
different	students’	chips	on	a	single	space.)

 5. If a player moves her chip toward a space, changes her mind, and alters 
course	for	a	different	space,	she’s	out	of	the	game	for	that	round.	What	she	
must do if she changes her mind is, withdraw her chip to her ear before 
once	more	attempting	to	lay	it	on	the	board.	This	‘direct	chip’	rule	is	to	dis-
courage a rough elbowing style of play.

 6. Children carried away in the game may smack chips onto the board with 
more force than is proper. Punish this, or any other violation of decorum, 
with loss of a turn or other quick penalty.

 7. Play ends when the board has been entirely covered, or when the teacher 
calls time. The player or team with the most chips on the board wins.
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The I .D. Game
Use with Phonic	Charts	1–5

Goal Recognition of phonic sounds (T→Ss→T level)

 This game is identical in principle to Direct Chip, but less active. Rather 
than competing to lay chips on the board, players compete to be the first to 
verbally identify a space. Example:
 You: “id.”
 Ss: “i, yellow.” (The first to answer receives a point.)
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Point and Say
Use with Can	use	with	Phonic	Charts	1–5	(may	be	too	simple	past	Phonic	Chart	2)

Goal Production of phonic sounds in teams (Ss→T level) or individually

 This game is a simple exercise in production and involves no strategy. It 
might be used with Phonic Charts 1 through 5 but may be too simple past Chart 
2.
 1. Students (or teams) each choose chips of a single color.
	 2.	When	ready,	players	raise	their	hands.
	 3.	When	called	upon,	players	point	to	an	uncovered	space	on	the	board	and	

say its phonic sound. They lose their turn if they cover the space with a 
chip or their fingers while speaking.

 4. If playing in teams, each teammate must point and speak perfectly in uni-
son. To do this, they will have to (very quietly) confer before each turn.

	 5.	 If	the	teacher	has	confirmed	that	the	player’s	or	team’s	pronunciation	was	
correct, they lay a chip on that space.

 6. Play ends when the board has been entirely covered, or when the teacher 
calls time. The player or team with the most chips on the board wins.
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Tic Tac Toe (or Bingo)
Use with Phonic	Charts	1–4

Goal Production of phonic sounds in teams (Ss→T level) or individually

 The chip-laying procedure is identical to Point and Say, but play proceeds 
in turns around the table, not with hand-raising. As with other games, a turn is 
forfeited by unreadiness or any rule infraction.

 Teams compete to lay three (four if there are only two teams) chips in a 
row (tic tac toe) or to stretch a line of chips from edge to edge across the board 
in any direction (bingo). Encourage students to block their competitors. This 
game is suitable for charts 1-4.

 Tic Tac Toe is a step more difficult than Point and Say, both because it 
involves strategy and because, while in Point and Say students may choose 
whichever space on the board they feel confident saying, in Tic Tac Toe or 
Bingo they are pushed to choose spaces necessary to win the game.
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Phonics Othello
Use with Phonic	Charts	2–4

Goal Production of phonic sounds in teams (Ss→T level) or individually

 Teachers familiar with the “Othello” board game will recognize the rules. 
By	placing	their	own	chips	at	each	end	of	a	straight	line	of	other	teams’	chips,	
a team captures those spaces, replacing each chip with one of their own—
provided they can pronounce the phonic sound at that space correctly and in 
unison. If either player makes a mistake, they may still try to capture any other 
chip(s) in the line. 

	 When	placing	a	chip,	players	may	only	choose	a	space	next	to	a	chip	al-
ready	on	the	board.	A	move	need	not	result	in	a	‘capture’	to	be	valid.

 At the outset, the teacher specifies a space on the board (for example, at 
the center), from which the game will proceed. The first team must choose this 
space,	and	other	teams	must	choose	adjacent	spaces.

	 When	 every	 space	 has	 been	 filled	 (or	when	 the	 teacher	 calls	 time),	 the	
team with the most chips on the board wins.



— 343 —

Reading & WRiting

The Attack Game
Use with Phonic Chart 5

Goal Production of phonic sounds in teams (Ss→T level) or individually

 1. Students or teams choose chips of a single color.
 2. Students raise hands and, when called upon, point to a space on the board.
 3. To lay a single chip on that space, the player or team must say (in the fol-

lowing order) the color of the space, the number of the column, the phonic 
sound, a word that begins with that sound, and the Japanese equivalent of 
that word.

  Example: “Blue two: st, star, hoshi.”
 4. A space with only one chip on it is vulnerable to attack by other teams, who 

may steal the space by supplying their own word or words on their turn 
(thus gaining two or even three points relative to the attacked team). They 
may not give a word that has already been used in the game. (Loss of turn 
for that infraction.)

 5. To protect a space on the board from attack, and in doing so gain an ad-
ditional point, a team must provide two words (either on a single turn or in 
two separate turns). They may then stack two chips on the space.

  Example: “Blue two: st, star, hoshi, store, mise.” (Note that they are not to 
re-identify place and phonic sound if both words are given on the same 
turn). If the second word effort is too slow or an error is otherwise made, 
they may still lay down a single chip.

  A space with two chips on it may not be attacked.
 6. At the end of the game, the team with the most chips on the board wins. 

Spaces with two chips count for two points.
 • In this game, the teacher may play as well, in the role of space-stealer 

(especially from a leading team). This is to prod students to come up with 
two words and thus protect their spaces from attack.

 • The educational purpose of the chip-stacking rule is to push students to 
think of multiple words beginning with the same blend or digraph sound.
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The Chart 6 Game
Use with Phonic Chart 6

Goal Production of phonic sounds in teams (Ss→T level) or individually

 The rules of this game are similar to the Attack Game for Phonic Chart 5. 
The differences are these:
 1. There is no stealing of spaces.
 2. There is no providing of a second word with crowning of a space.
 3. In addition to providing a word containing a given sound and its Japanese 

translation, a student must correctly spell the word; the words depicted in 
pictures on chart 6 may not be used. Example: “Pink one: ar, star, hoshi, s-
t-a-r.”	(‘Car’	would	not	be	allowed,	since	a	car,	as	an	example	of	the	target	
sound, is pictured in this space on the board.)
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Vowel Game
Use with Phonic Chart 2

Goal Recognition, then individual production of phonic vowel sounds.

 This game comes in two versions: recognition, then production.

Recognition

 1. Place five stacks of chips above each of the five vowels atop chart 2, thus: 
a - red; e - yellow; i - blue; o - green; u - white.

 2. Pronounce a short vowel sound. (See Phonics and Reading for more infor-
mation.)

 3. Choose a student from among those raising their hands, who will say the 
color of the chip next to that vowel. For example, when the teacher has 
said	the	/u/	of	‘under,’	the	correct	answer	is,	“white.”

 4. A successful student then takes one chip of that color from the stack.
 5. After students are doing well at this, begin to say two, three, or more vowel 

sounds in quick succession; students may only take chips if they correctly 
identify all the sounds in order. For example, the teacher says, “/u/ /i/ /a/” 
(the sounds, not the letter names); the correct response is, “white, blue, 
red.”

Production

 1. Arrange chips as before.
 2. Say a chip color.
 3. Choose a student from among those raising hands, who will supply the 

short vowel sound. For example, the teacher says “blue”; the correct re-
sponse	 is	 the	/i/	of	 ‘inch.’	A	successful	student	may	take	a	blue	chip	from	
the stack.

 4. For a higher challenge, the teacher may say more than one color in succes-
sion. Example:

  Teacher: “Blue, red, white.” 
  Student: “/i/, /a/, /u/” (pronouncing phonic sounds, not letter names, and tak-

ing one of each chip).
 • By using different colored chips for each sound, we can tell at a glance 

which students have answered for which spaces and call on them accord-
ingly.
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“Cuh-Buh-Duh”
Use with Phonic Chart 1

Goal Recognition, then individual production of single letter sounds.

 This game is a fun exercise in recognition, followed by production, of 
single	letter	sounds	(consonant	plus	schwa	(ə)).	The	teacher	says	any	number	
of phonic sounds; in turn, students attempt to repeat the sounds exactly while 
touching the corresponding letters on Phonic Chart 1. Example:
	 Teacher:	kə,	bə,	fə,	mə.	(Teacher	quickly	says	phonic	sounds.)
	 Kumiko:	kə	(says	phonic	sound,	and	touches	k)	bə	(touches	d)—
 Teacher: Sorry. Haruka?
	 Haruka:	kə	(touches	k)	bə	(touches	b)	hə	(touches	f)—
 Teacher: Nope. Risa.
	 Risa:	kə	(touches	c,	no	penalty)	bə	(touches	b)	fə	(touches	f)	mə	(touches	
m)...
	 And...	Risa	made	no	mistakes!	Class	celebrates!
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Phonintensity
Use with Phonic	Charts	2–4

Goal Individual production of 2-letter combination sounds.

 1. Each student chooses chips of a single color.
 2. Going around the table, players say a single space on the chart at a time, 

proceeding left to right, top to bottom.
 3. If a player makes a mistake, he or she puts a chip on that space on the 

chart. Teacher models correct sound after each and every mistake.
  Example:
  Student A: ab. (No mistake.)
  Student B: eb. (No mistake.)
	 	 Student	C:	ib.	(Pronounces	as	‘eeb’,	must	put	chip	on.)
  Student D: ob. (No mistake.)
	 	 Student	A:	ub.	(Pronounces	as	‘oob’,	must	put	chip	on.)
	 	 Student	B:	ad.	(Pronounces	as	‘at’,	must	put	chip	on.)
  Student C: ed. (No mistake.)
  And so forth.
 4. Proceed thus to the end of the phonic chart (or halfway with a weaker 

class), then restart from the top. Students will retry any space with one of 
their chips on it. If successful, they may reclaim the chip. If not, the chip 
remains.

 5. Repeat step 4 until all chips have been removed and the board cleared.
	 •	 When	 five	 students	 play,	 if	 we	 do	 not	 take	 preventive	 measures,	 the	

same student will pronounce sounds from only one column throughout 
the game: in other words, for example, the first student will only get to try 
combinations	containing	‘a.’	To	prevent	this,	the	teacher	says	every	sixth	
space on the board. (These spaces can be returned to at the end of the 
game.) Example:

  Student A: ab
  Student B: eb
  Student C: ib
  Student D: ob
  Student E: ub
  Teacher: ad
  Student A: ed
  Student B: id... (And so forth.)
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 The class plays together as a single team, unlike in most other phonic 
chart games.

 1. Put a chip on every space on a phonic chart. (Enlist student help to speed 
this up.)

 2. Prepare a stack of five or so boo-boo chips.
 3. Going around the table, each student takes a turn lifting a chip from the 

phonic chart and saying the letter or sound underneath.
	 4.	The	 teacher’s	 hand,	meanwhile,	 slowly	 descends	 from	 above	 toward	 the	

stack	of	boo-boo	chips.	The	students’	object	is	to	make	it	all	the	way	around	
the table—e.g., every student completing a successful turn—before the 
teacher’s	hand	descends	and	swipes	a	boo-boo	chip.

 5. If a student makes a pronunciation error or misbehaves, the class loses a 
boo-boo chip on the spot.

 6. If the class finishes a round before the teacher can take a boo-boo chip, 
the hand rises again and begins another descent.

 7. The students vie collectively to remove as many chips as they can from the 
board before all the boo-boo chips are exhausted. This score is compared 
to that from the time before.

	 The	 rate	 of	 descent	 of	 the	 teacher’s	 hand	 is,	 of	 course,	 variable.	 It	 will	
depend on a number of practical and psychological factors: how challenging 
to make the game to hold student focus, whether to ease up on the challenge 
to boost the morale of a weaker student, how near the class is to beating last 
week’s	record,	and	so	on.

Make It  Take It
Use with Phonic	Charts	2–4

Goal Whole	class	(group)	production	of	phonic	sounds	(Ss→T level)
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The Snake Game

 This board game is a fun alternative to alphabet flashcards and phonic 
chart activities. The different levels provide practice in saying letter names, 
phonic sounds and eventually words.

Rules

 1. The class is divided into two or three teams.

 2. Team members take turns rolling a single die.

 3. Opposing teams ask, “How many?”

 4. All team members must quickly say the number on the die. (This is the 
number of spaces forward they may move—provided they can meet the fol-
lowing challenges.)

 5. Each team member must clearly say “Entrance” before going to the first 
letter; and “Exit” before exiting ... and winning the game.

 6. Each letter must be said as the chip is moved down the snake. Optionally, 
every student may be required to repeat each correct response after one 
team says it.

 7. The chip is moved forward as far as correctness allows, to a maximum 
of	the	number	shown	on	the	rolled	die.	(Errors	don’t	put	them	back	to	the	
starting point.)

 8. Instructions on squares are observed only when landed on; not when pass-
ing through.

 9. Free forward moves are not taken if landing on such a square is the result 
of an error. All other instructions (i.e. speaking challenges and penalties) 
are	to	be	followed	even	if	it	is	an	‘error	landing’.

 10. No hesitation is allowed in deciding whose turn it is to roll die, calling of 
letters/sounds, etc. Speed is required at all times.

 11. No speaking Japanese.

 12. No noise.

	13.	No	nuthin!

 14. Any infraction of the above rules by any participant results in one loss of 
turn for his or her team. (And this, you may realize, is the rule which makes 
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all	the	other	rules	work	...	to	perfection!)

Levels: (Easy to Difficult)

 1. All members of a team say each letter in unison.

 2. All members of a team say each letter and one sound in unison.

	 3.	Team	members	take	turns	(no	help!)	saying	one	letter	and	one	sound	each.	
 • Or they can alternate, with one give the letter and the next, the sound of 

that letter.

	 4.	Optional	–	All	 team	members	say	 letters	and	sounds	 in	unison,	 including	
alternate	sounds	of	vowels	and	‘s’,	‘c’	and	‘g’	(‘sun’	v.	‘nose’;	‘cake’	v.	‘city’;	
‘girl’	v.	‘giant’).

 5. Team members take turns doing above.

	 6.	Optional	–	All	team	members	say	letter,	‘all’	sounds	and	one	word	for	each	
letter.

 • Two words for letter squares requiring a word.
 • Must think of words quickly.

	 7.	Optional	–	Team	members	take	turns	doing	the	above.

	 (Step	 #5	may	 be	 considered	 the	 top	 of	 the	 ladder	 (or	 ‘the	 last	 rattle’?).	
Steps #6 and #7 are simply challenging variations for older kids who may want 
to try them.)
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Pronunciation Boards

	 These	two	game	boards—the	“Short	Vowel	Contrast	Game	Board”	and	the	
“Phonic Contrast Game Board”—have been modeled after the Phonic Charts, 
and many of the same games used with the Phonic Charts can also be used 
here. Such games include Point and Say, Tic Tac Toe (or Connect 4, etc.), 
Othello, Phonintensity, and so forth, the rules for which can be found in the 
teacher’s	manual.

 The purpose of the Pronunciation Boards is to reinforce the pronunciation 
of challenging sounds using a variety of fun, familiar games. The letters and 
sounds in question should generally be taught in other activities first.

 Since these boards are physically similar to Phonic Charts and can be 
used for many of the same games, it can be easy for us to think of them as 
‘reading’	exercises.	And	indeed,	phonics-based	reading	and	pronunciation	are	
closely linked. However, it pays to remember that our primary goal here is pro-
nunciation.

Short Vowel Contrast Game Board

 This game board features the five short vowels in 
various combinations. To place a chip on a square, a 
student or team must successfully pronounce both (or 
all three) vowel sounds. It can be used in the 9th Rank 
and up.

 • For spaces with two letters, the vowel on the left is 
pronounced first.

 • For spaces with three letters, the upper letter comes 
first, then the one on the lower left, and finally the one 
on the lower right.

 • The vowel sounds to be used are the A of “apple”, the E of “elephant”, the I 
of “igloo”, the O of “octopus”, and the U of “uncle”.

Phonic Contrast Game Board

 This game board features vowels and consonants in various combinations. 
It can be used in the 9th Rank and up. (Although the digraph TH is taught with 
Phonic Chart #5, used in the 5th Rank, you can quickly teach it here to lower 
rank	 students.)	 It	 is	 used	 similarly	 to	 the	Short	Vowel	Contrast	Game	Board,	
with the following additions:

first, then the one on the lower left, and finally the one 

1

2

3

4

5

6

Short Vowel Contrast Game Board

a no

eo

a i

no

i o

ae

na

ni

a n

ao

ea

i n

o n

oe

o i

ne

oa

i e

e n

i a

e i

o ne

e
ai

ioe
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 • The am/an space is read top to bottom: “am, an”.

	 •	 The	digraph	“th”	has	a	superscript	θ	or	ð.	θ	refers	to	
the unvoiced dental fricative in e.g. “thin” or “with”;	ð	
refers to the voiced dental fricative in e.g. “this” or 
“mother”.

	 •	 Students	 should	 append	 a	 “schwa”	 (ə)	 vowel	 to	 all	
single consonants and digraphs.

	 Good	luck	and	have	fun!

	 •	 The	digraph	“th”	has	a	superscript	θ	or	ð.	θ	refers	to	

1

2

3

4

5

6

Phonic Contrast Game Board

The “th” sounds: θ as in “thank you”; ð as in “this”.

wlr

j z

f h

ny

h f

b v

th s
im
in

i
yi

l r

r w

d th

r l

th z

w r

v b

z th

y n

th d

w l

z j

s th

v
fb

θ

ð

ð

ð

θ

ð

vi
vafi a
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Korectable ABCs

 Neat writing is one core tenet of our system. Just as 
we	always	 require	 students’	 best	 pronunciation	efforts	when	
speaking, we challenge them to form near-perfect English let-
ters when writing. The Korectable ABCs workbook is our stu-
dents’	first	step	on	their	way	to	excellent	penmanship.

 Getting Started in Class 

 Before class starts, draw straight lines on the board, thus:

	 In	 the	 lesson,	 focus	 students’	 attention	 on	 the	 board	 and	 painstakingly	
write	the	letter	‘A’.	Your	‘good	example’	will	have	both	legs	on	the	line,	its	peak	
will touch the top line, it will be well-formed and symmetrical, and its cross-bar 
will be perfectly horizontal and not poke out either side. Beam with pride at your 
achievement,	to	let	kids	know	that	this	letter	‘A’	is	a	good	one.

	 Next,	write	a	 few	 ‘bad	examples’,	each	of	which	will	 fail	 to	do	one	of	 the	
things above: e.g., in one example, one leg will be above the line, the other 
penetrating through it; in another, the peak will be either too high or too low; et 
cetera. For each, ask, e.g., “And is this okay?” to which kids should reply with 
a	chorus	of	“No!”

	 Hand	out	 the	workbooks	and	 turn	 to	page	1,	which	 is	 titled	 “Pre	 ‘Korect-
able	ABCs’”.	Each	student	will	need	a	sharp	pencil;	also,	place	several	eras-
ers	within	their	reach.	For	the	letter	‘A’	only,	get	them	to	emulate	your	flawless	
model.	Each,	having	produced	what	they	think	is	their	best	effort	at	an	‘A’,	will	
hand you their book for inspection. You will check that each student has written 
the	 letter	as	neatly	as	 they	possibly	can	(several	students’	attempts	will	have	
to be erased and redone).

	 Move	on	 to	 ‘B’	and	repeat	 the	same	procedure.	Continue	 in	 this	 fashion,	
demonstrating letter height, stroke order, common mistakes to avoid, and stan-
dards of neatness. Require best efforts before moving on to the next letter. The 
kids	will	soon	get	used	to	the	tough,	but	attainable,	demands	and	enjoy	trying	
to meet them. Always emphasize neatness, especially writing precisely on the 
line. This is an easy rule to prove the violation of, and an easy error to correct. 

 lines on the board, thus:

なまえ

ねんれい

NAME
AGE
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It puts across the idea of carefulness and is something every second grader 
can do if she or he tries. 

	 We	 budget	 about	 five	 minutes	 of	 class	 time	 per	 lesson	 for	 the	 activity,	
which	isn’t	enough	time	to	complete	the	whole	page	in	one	session,	so	collect	
the workbooks once the allocated time has run out and hang onto them for re-
distribution the next week. In this way, we spread the initial writing practice of 
the entire capital alphabet over a few weeks.

 (A couple of months later, when students embark on the small letters, 
we repeat this introductory process; at that time, students learn that there are 
some	letters	with	‘descenders’:	part	of	the	letter	goes	below	the	line.	Our	‘good/
bad	examples’	on	the	board	will	show	how	these	are	to	be	written.)

Korectables as Homework

 Once a class has completed the “Pre-Korectable” page after a few weeks 
of in-class practice, have them turn to the instructions page at the front of the 
book. Point out the following rules for doing the homework:

 • They are to use a sharp pencil.
 • They are to write precisely on the line.
 • They are to copy all of the letters of the alphabet. But some of the sam-

ples	have	mistakes!	These	are	to	be	corrected when transcribed.
 • They are to check their answers against the answer pages at the back of 

the workbook. Mistakes are to be erased and rewritten using a different 
color of pencil lead. Correct answers are not to be festooned with flowery 
circles (a Japanese practice that we discourage, as it both clutters the 
page and may obscure an uncorrected error).

 Assign one page of the workbook per week for homework. Each contains 
several errors, such as backward or upside-down letters, for the students to 
find	 and	 correct	 at	 home.	 These	 errors	 serve	 to	 pique	 the	 kids’	 interest,	 in-
crease the focus of their attention, and prod them to think critically about what 
they’re	writing,	thus	providing	a	kind	of	learning	feedback.

	 To	check	 the	homework,	on	each	student’s	page,	we	write	 two	grades	 in	
the	boxes	at	the	bottom:	a	neatness	score	(generally	from	A	to	C–)	and	a	nu-
merical score out of 26 for correct letter shapes. (Most students will get 26 in 
most weeks.) Those who have corrected their own errors should be praised, 
while those who fail to do so should be exhorted to comply—our goal, in addi-
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tion to student-centering the process, is to reduce time spent in class on cor-
rections. Finally, we lightly circle, in pencil, two or three (at most) infractions, 
give	some	quick	 feedback,	 then	move	onto	 the	next	student’s	sheet.	 If	we	do	
this efficiently, we can keep all the students busy. Once a student has erased 
and	rewritten	 the	 letters	we’ve	marked,	 they	hand	 the	book	back	 to	be	 re-ex-
amined. Those whose pages are deemed acceptable help those still writing, or 
do an independent study activity such as Team Challenge Lite.

 Each page is followed by a duplicate page. Not all students will complete 
all duplicate pages: have a student repeat the same page the next week when-
ever	it	hasn’t	been	done	to	your	satisfaction,	with	regards	to	both	correctness	
and neatness. There are also extra blank pages at the back of the book, where 
students can be assigned to practice writing their names, or to do other writing 
practice, at your discretion.

 Our decision on when to start writing will be influenced by student level 
and age (the older students are, the more urgency there is to get started). As a 
rule, though, we begin the capital ABC pages (an 8th Rank homework require-
ment) about three months before we anticipate a class will pass into the 7th 
Rank. The lowercase pages of the same workbook are a 7th Rank requirement, 
but in any case should immediately follow the capitals, regardless of rank. This 
workbook precedes the Sounds of English workbook, which students will start 
in the 7th Rank, so any delay in beginning Korectables leads to later delays in 
phonics and reading instruction. 

Notes

	 •	 If	a	child’s	homework	efforts	start	to	slip,	you	can	have	her	turn	to	the	“Pre-
Korectable” page at the start—written to exacting standards of neatness 
under your eagle eye in class—as evidence of prior high achievement. Tell 
her,	“Well,	I	know	you	can	write	this well when you try, so...”

	 •	 When	correcting	the	homework,	use	English	to	explain	what’s	wrong,	but	be	
aware that visual examples will be easier to understand than verbal expla-
nations. As you explain, write examples of correct and incorrect letters on 
the board (many students will make similar errors, so all will benefit from 
seeing correct models) and contrast them to provide clear guidance of how 
you expect students to write. Over time, the students will learn the terms you 
use when giving feedback (“this is not on the line”, “make this part rounder”, 
etc.), and you can rely less on handwritten models on the board.
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Sounds of English

	 We	 use	 this	workbook	 to	 reinforce	 the	 phonics	 that	 stu-
dents have learned in class. There are listening, writing and 
speaking exercises to be done at home. Students then check 
their own answers with the attached answer booklet before coming to 
class. The book is divided into halves: the first half is required in the 7th Rank; 
the second half, the 5th Rank.

Before beginning Sounds of English, students should have:
 • Studied Phonic Charts #1 & #2
 • Learned neat writing with the Korectable ABCs workbook

 The kids will likely have begun to study Phonic Chart #3 at around the time 
you launch Sounds of English. It is important to remember that this workbook 
has not been designed to teach phonics, but to reinforce it. Their progress 
through	 the	workbook	 should	 keep	 pace	with	 the	 phonics	 they’re	 learning	 in	
class. If the next page in the workbook covers a topic not yet taught, take a 
break	from	assigning	Sounds	of	English	for	a	week	or	two	until	they’ve	caught	
up.

How to Launch the Workbook

 Hand the workbooks out in class and have the kids open to the inside 
front cover. There is a comic explaining the goals of the workbook, which you 
can all read together. Beneath that is a key explaining the symbols that appear 
throughout the book; briefly read this together too.

	 Explain	to	the	kids	that	they’re	to	listen	to	the	CD	and	complete	the	exer-
cises at home, according to this plan:

	 1.	Listen	 to	 the	CD	 carefully	while	 looking	 at	 the	 book.	Don’t	 write	 or	 draw	
anything yet. Do this twice.1

 2. The third time you listen to the CD, complete the exercises in the book. You 
may listen as many times as you like.

	 3.	After	 you’ve	 done	 your	 best	 to	 complete	 the	 exercises,	 use	 the	 answer	
booklet to check your answers. Correct any mistakes in a different color 
pencil.	Do	not	look	at	the	answers	for	the	next	pages!

 4. Finally, listen once more to the CD while looking at the workbook, to dou-
1 More listening times can be assigned during the second half of the book, which contains more 

words which may be unfamiliar. Acquisition of this vocabulary is one secondary goal.
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ble-check your answers.

 Look at the first two pages together and make sure the students know 
what	they’re	to	do,	then	assign	pages	1	and	2	for	homework.

How to Assign Homework

 As a rule, assign 1 to 2 pages per week. However, make sure you do not 
assign pages which cover topics not yet taught in class. In particular, the book 
shifts from consonants to short vowels sounds at page 9; begins three-letter 
words	on	page	13;	begins	blends	and	digraphs	on	page	25;	covers	 ‘Magic	E’	
starting	on	page	34;	and	touches	on	the	two	sounds	of	‘y’	on	page	38.	Each	of	
these topics must be taught in class before relevant workbook pages are as-
signed; otherwise, the workbook should be paused.

 Some pages feature lines on which to practice neat writing of capital and 
lowercase	 letters.	Tell	students	 that	you’d	much	rather	have	a	few	specimens	
of their very neatest writing, rather than a long string of dashed-off, malformed 
characters.

 There is no homework sheet for Sounds of English. Assignments should 
be written on the Super Homework Sheet.

How to Check in Class

 There are a number of effective and efficient ways of checking the work-
book. Here are two we often use and advocate:

 • Students all hand their workbooks to the teacher (perhaps via the TA) al-
ready	opened	 to	 the	page	 in	question.	While	 students	are	busy	with	other	
work—taking attendance, doing a pair-based activity like PCC or PIC, doing 
Team Challenge Lite, etc.—the teacher quickly checks the workbooks and 
marks errors. As a general rule, when checking written homework, mark 
the place an error is, but do not correct it yourself; that is what the student 
should do.

 • Students all open their workbooks to the correct page and answers are 
checked round-robin. This style of checking can be more time-intensive, but 
it gives greater opportunity to quiz students on content, expand upon the 
material, and use classroom English communicatively.

 You may discover that a student has made quite a few errors, but then 
properly checked and self-corrected at home (using a different color pencil). 
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Praise such students for doing their homework diligently.

 However, storm clouds gather ominously overhead when we find a stu-
dent’s	uncorrected	errors!	We	strongly encourage self-checking at home. This 
fosters responsibility and also saves class time. Uncorrected mistakes must be 
fixed on the spot.

 Finally, stamp (or sign) the page in the box provided.

The Two Halves of the Book

	 When	 students	 reach	 page	 23	 of	 the	 workbook,	 they	 have	 completed	
the first half. Sign the certificate on page 24 and congratulate them for their 
achievement!	At	this	point,	they	may	color	in	the	Sounds	of	English	box	on	their	
7th Rank progress charts.

	 The	second	half	of	the	book,	which	covers	blends,	digraphs,	‘Magic	E’	and	
other topics, is a significantly higher challenge than the first; students will need 
to have been exposed to Phonic Chart #5 before starting. Most classes will not 
be ready for this until the 5th Rank, so we usually put Sounds of English on 
hold until then. The comic on page 24 introduces the idea of blends, so have 
kids read it when you restart the workbook in the 5th Rank.

Be Strict

 If students make three or more mistakes on a page, withhold your stamp 
or signature, and have them redo the page for homework. Likewise, require 
that any messy writing (or circling, line-drawing, etc.) be redone on the spot, or 
at home if this will take too long.

	 Sounds	of	English	is	a	great	way	to	polish	kids’	phonics	and	reading	skills,	
and forms a natural step in our progression toward reading and writing full sen-
tences and beyond. 
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Family & Friends Workbook

 This workbook prepares students to write by having them build up to full 
English sentences one word at a time. The sentences in the workbook focus first 
on oneself, then on family members, and finally on friends. 
Kids are also exposed to concepts like capitalization and 
punctuation. Some of the vocabulary from the Family Cards 
appears in the workbook, but they are otherwise unrelated: 
you do not need to assign the workbook in tandem with 
flashing the cards.

 The workbook is required in the 6th Rank, and comes 
in the PLS reading/writing homework progression after Ko-
rectable	ABCs	and	abc’s,	 the	first	half	of	Sounds	of	English,	and	Phonic	Puz-
zles. If we assign a page per week, it will take about three months to complete. 
The preparation it gives for writing full sentences is needed for the following 
Question/Answer Set B workbooks. (It can also be used as a stand-alone learn-
ing aid for students who may not have all of the desired reading/writing founda-
tion but for whom the teacher deems it appropriate.)

 Each page features three exercises:
 • Exercise 1: A sentence with errors to correct.
 • Exercise 2: Neat writing, grammar, and other preparatory exercises.
 • Exercise 3: A sentence or sentences for students to write about them-

selves, their parents, or a close friend. These build progressively, at a 
rate of about one word at a time each week.

	 This	is	likely	to	be	our	students’	first	effort	to	write	full	sentences	in	Eng-
lish, and it is here that they will be taught (or review) basic principles of capi-
talization, punctuation, spelling and grammar. Be meticulous and strict with all 
of	these	rules!

Launching the Workbook

 1. In the week you hand out the workbook, have kids write their name, grade 
and the date begun on the front cover, but do not yet open the books.

	 2.	Write	this	on	the	whiteboard:
what’s your neme.

  Ask the group to help you find and fix these three errors: 1) The sentence 
does	not	start	with	a	capital	letter.	2)	‘Name’	is	misspelled.	3)	The	question	

on oneself, then on family members, and finally on friends. 
Kids are also exposed to concepts like capitalization and 
punctuation. Some of the vocabulary from the Family Cards 
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ends with a period, not a question mark.

 3. After that, open the book to page 1 and have the kids check the 
corrections the group has made on the board against the example 
at the top of that page. Make sure all understand what the errors were. Also 
see to it that they understand that, when they do this exercise at home, 
they are not to rewrite the entire sentence; they only cross out and correct 
any errors they can find. (The featured errors focus on spelling, punctua-
tion, capitalization and other common writing mistakes.)

 4. Then go to the middle of the page and, as a group, practice pronouncing 
the	names	of	the	punctuation	marks	inside	the	‘PRACTICE!’	box.

 5. Finally, tell the kids that page 1 is to be homework. Ideally, and time per-
mitting,	 you’ll	 read	 ‘How	 to	 use	 this	 workbook’	 on	 the	 inside	 front	 cover	
together. (If you do this, have the class read only the Japanese aloud. The 
English is for your benefit and will be over their heads.) Otherwise, tell kids 
to read this at home before they begin (and then hope—perhaps in vain?—
that some of them will).

Checking the Assignment in Class

 1. During roll-taking or at some other time specified by you, students will 
politely hand you their workbooks open	to	the	page	of	that	week’s	assign-
ment. (Any who cavalierly toss a closed workbook at you will receive a 
chilly look and a sharp directive to shape up.)

 2. Your first order of business will be to verify that, at the bottom of the page, 
the	‘Total	time	taken’	box	has	been	filled	in	and	‘I	checked	my	answers’	has	
been ticked. If not, return the workbook immediately to its owner, who will 
write	in	the	missing	time,	tick	the	box	(if	they’ve	checked	the	answers	but	
forgotten to tick it), or check his or her answers before ticking the box (in 
the case of total non-compliance) on the spot.

	 •	 The	purpose	of	 the	 ‘Total	 time	 taken’	box	 is	 to	give	you	a	sense	of	how	
heavy	the	kids’	homework	 load	is.	Lessen	other	homework	assignments	
(e.g. PLS Click / Rank CDs) if Family & Friends homework is taking lon-
ger than about 20 minutes per week.

	 •	 The	purpose	of	 the	 ‘I	checked	my	answers’	box	 is,	of	course,	 to	 remind	
kids to do their self-checking before class; this saves class time and fos-
ters responsibility. Answers to all exercises are in the back of the work-
book.
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	 3.	Then,	you	will	proceed	to	check	the	student’s	answers.	Any	of	the	
following shall be marked for the student to correct immediately:

 • Exercise 1:
 i. Mistakes not found and corrected properly.
	 ii.	 Things	that	were	not	mistakes	but	have	been	erroneously	‘corrected’.
 • Exercise 2:
	 i.	 On	pages	1–4,	numerals	that	have	not	been	traced/written	neatly,	on	

the line.
	 ii.	 On	pages	5–12,	mistakes	in	the	matching	exercises.	(These	grammar	

exercises	focusing	on	pronouns,	possessive	 ’s,	 the	be-verb	and	con-
tractions. They only involve connecting words with lines; no writing is 
required.)

 • Exercise 3:
 i. Failure to capitalize a name or the first letter of a sentence.
 ii. Missing or incorrect punctuation. Under the pressure of limited check-

ing	time,	such	errors	can	be	easy	to	miss!
 iii. Missing or incorrect words.
 iv. Spelling errors.
 v. Failure to write as neatly as the child is capable.

	 4.	Evaluate	 the	 student’s	 writing	 neatness	 and	 write	 a	 letter	 grade	 in	 the	
‘Neatness’	box	at	page	bottom.	Give	positive	pointers	on	how	the	student	
can	improve,	e.g.	“Let	me	help	you	get	an	even	higher	grade	next	week…”

	 5.	When	checking	 for	errors,	 if	 you	 find	any	 that	 the	student	herself	has	al-
ready corrected (turning, at home, to the designated page at the back of 
the workbook to check her own answers and using a different color of pen-
cil to fix any mistakes she discovers), praise her warmly for having done 
her	homework	properly.	 In	 this	 case,	write	a	 zero	 in	 the	 ‘Uncorrected	er-
rors’	box	at	page	bottom.	(We	also	write	a	zero	for	any	student	who	has	not	
made any errors in the first place, of course.)

 6. If, however, you find an uncorrected error—that is, a mistake that the stu-
dent has not found and corrected herself—you will be (theatrically) shocked, 
and	(in	 fact)	disappointed.	Train	 the	stink-eye	on	any	who	clearly	haven’t	
bothered	to	check	their	own	answers,	or	haven’t	checked	carefully	enough.	
For	a	student	 to	have	any	numeral	greater	 than	1	 in	 the	 ‘Uncorrected	er-
rors’	box	is	a	mortifying	loss	of	face	that	can	only	be	expiated	by	a	solemn	
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promise	to	carefully	check	one’s	answers	before	class	next	week!

 7. After checking their own answers at home, students are to roughly 
estimate how long the whole assignment took and to write this in 
the	provided	box.	Glance	at	this	to	get	a	sense	of	the	kids’	current	
homework	 load,	 so	 that	 you	 can	make	 any	 needed	 adjustments	 to	 avoid	
over-assigning.

 8. Finally, stamp or sign the third box at page bottom.

 9. If, during the homework check, you have noticed a pattern in errors—say, 
two or more kids have made the same sort of mistake—review the relevant 
principle once at the end of the check with the entire group before moving 
on.

Notes

	 •	 When	you	assign	page	1,	point	out	that	the	location	of	the	answers	is	noted	
at page bottom. The answers in the back of the book are out of order, so kids 
will need to look at the bottom of each page of exercises for the correspond-
ing answer page number.

 • From page 1 onward, you may wish to preview Exercise 1 on the board the 
week before it is assigned as homework. This is recommended in classes 
who struggle to find and fix the errors on their own.

 • Exercise 1 on each page tends to preview words and grammar that kids will 
end up writing for themselves in Exercise 3 a page or two later.

 • Some of the words in Exercise 1 on each page have a Japanese hint or 
translation beneath them, but these are only provided when necessary. 
Words	that	kids	ought	to	be	able	to	suss	out	have	no	such	Japanese.

 • Note that Exercise 3 on each page builds on what has come before, upping 
the challenge level a word or two at a time as weeks pass.

 ☞ This means that kids could sometimes simply copy sentences from a 
left-hand	 side	page	 to	 a	 right-hand	 side	one.	While	 officially	 against	
the rules, we have no effective way of actually preventing this—and 
anyway, this is also writing practice of a kind and is not without educa-
tional value.

 • From pages 1 to 4, either before or after the homework check, practice pro-
nouncing	 the	 names	 of	 the	 punctuation	marks	 in	 the	 ‘PRACTICE!’	 box	 all	
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together. By the third or fourth week, students should be able 
to	 say	 at	 least	 ‘period’,	 ‘comma’	 and	 ‘question	mark’	 before	
the	 teacher.	 (‘Exclamation	mark’	 and	 ‘apostrophe’	 are	 a	 pair	
of	jawbreakers	that	kids	may	not	immediately	master	the	pro-
duction of, but that they ought to be able to recognize when spoken by the 
teacher.)

	 •	 From	pages	5	to	12,	exercise	2	focuses	on	be-verbs	(‘am’	/	‘are’	/	‘is’),	pos-
sessive	 ’s,	 contractions	 and	 pronouns.	 While	 the	 concepts	 behind	 these	
words ought to be familiar to your students from Elementary Openers, Fam-
ily Cards, Question/Answer Set A and elsewhere, this may be not only their 
first	 exposure	 to	 these	 words	 written,	 but	 also	 the	 first	 time	 they’ve	 con-
fronted them specifically as elements of grammar. Be prepared for plenty of 
mistakes	and	a	bit	of	confusion	at	the	start.	When	you	notice	patterns	in	the	
kids’	errors,	point	 them	out	and	do	a	bit	of	sentence-making	or	 translation	
practice to solidify the concepts. You might orally preview the contents of 
exercise 2 on each page in class before assigning it as homework.

	 •	 On	page	6,	the	Japanese	hint	under	‘friends’	is	necessary	to	make	clear	that	
the	correction	should	be	‘friend’s’.

	 •	 Page	6	also	begins	the	‘family’	portion	of	the	writing	exercises.
 ☞ A note on the complexities of family life: Some children may come from 

homes with only one parent present, or in some other less-common 
(for Japan) family configuration. Our best mode of operation is, while 
remaining sensitive to the potential for social stigma, to go ahead and 
encourage kids to write without self-consciousness about the families 
they live in. Common Japanese attitudes toward divorce mean that 
some	kids	may	claim	not	to	‘have’	a	father,	or	that	they	don’t	know	his	
name; tread carefully here, but do not be shy about working with kids 
to see how much they know or can find out about an absent parent, 
and how comfortable they are to write about her or him. Should you 
find it expedient, you may cross out and rewrite sentences in the work-
book for a child whose contingencies make the printed sentences in-
appropriate—but beware the danger of inadvertently stigmatizing this 
child even more as a result of such special treatment.

 • On pages 7, 11 and 12, exercise 2 involves matching words to full sentenc-
es, but even kids who cannot read the sentences ought to be able to suss 
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out the answers with the aid of the given Japanese translations.

 • The only written difference between identically pronounced words 
like	“moms”	and	“mom’s”	is	the	presence	or	absence	of	an	apos-
trophe—but the meaning changes entirely. Point this out to the 
kids before they are assigned exercise 2 on page 8.

 • In Exercise 3 on pages 8, 9 and 10, kids are to choose a single friend and 
circle	the	appropriate	first	word	(‘Her’/‘His’,	‘She’/‘He’)	for	the	sentence.

 • On page 9, the Japanese hints given for Exercise 1 are necessary to make 
it clear that the sentence is meant to be, “How old is your mom?” (not “How 
old are you, Mom?”).

 • On page 12, the Japanese hint given for Exercise 1 is necessary to make 
plain	that	 the	sentence	 is	meant	 to	be,	“Is	your	mom’s	name	Kyoko?”	(and	
not,	“Your	mom’s	name	is	Kyoko.”).

 • The Family & Friends workbook was developed based on an older set of 
worksheets with the same name; it replaces worksheets 1 through 8. In the 
3rd Rank, worksheets 9 through 16 are an elective requirement.

 In the process of learning to write sentences that—by virtue of being about 
themselves and those closest to them—are of intimate value and meaning to 
them, our students acquire important fundamental writing skills.

	 Wishing	you	and	your	kids	a	feast	of	familial	and	friendly	fun.
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Oxford Reading Tree

	 We	use	and	recommend	the	“Oxford	Reading	Tree”	(ORT)	series	as	a	first	
reader,	introducing	it	to	classes	around	the	start	of	the	4th	Rank.	We	begin	with	
Stage 2: First Phonics, and then continue with Stage 3: Stories. (Stage 4: Sto-
ries and Stage 5: Stories are then given to classes for which these books seem 
appropriate. You may elect to switch to some alternative readers, with school 
management approval.)

Beliefs about Reading

 Reading is not simply the decoding of letters into their corresponding 
sounds; it is “making meaning with the text.” To read well, students must first 
have a solid foundation, not only in phonics and the written form of English, 
but also in the vocabulary and structure of the language. Reading of books and 
stories comes relatively late in our program, after the students have studied for 
four years or more. This is not because reading is less important; rather, we 
aim to allow them the time to develop the crucial base of English needed for 
true reading; the delay is to ensure the success of this vital skill.

 In addition to the ORT sets we use as homework, schools can also pur-
chase additional readers. Encourage your students to borrow these books—we 
hope they will acquire the habit of reading purely for the pleasure of reading.

Materials

	 Oxford	produces	a	number	of	ORT	sets.	We	use	Stages	2	through	5.	Each	
package include the following materials: 
 • Six readers of a particular difficulty level
 • A CD with both British and American English recordings of the texts 
         (except Stage 2)
 • An Oxford-supplied Japanese translation booklet
 • A PLS-supplied Japanese translation sheet (Stage 2 only)

Preparation

 • Large and small block ABCs (flashcard reading, phonic sounds, writing 
letters)

 • Alphabet & Calendar Card homework
 • Phonic Charts #1 ~ #4
 • Sounds of English
	 •	 3-Letter	Word	Reading	Cards	-	Red	and	Yellow	sets	(reading,	spelling)
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 • Phonic Puzzles
 • The “Magic E” rule (taught in class, reinforced with Sounds of English)
 • Basic Reading Cards - Pink set

Assigning

 Once students are ready, they can experience the satisfaction of read-
ing	something	‘real’	by	themselves.	Our	usual	method	is	to	have	them	read	by	
themselves at home, normally without previewing the books in class.

 The homework is assigned and recorded on the 
Super Homework Sheet:

 ① The title of the book and CD track number
 ② Times to study the Japanese translation of the text 
 ③ Times to listen to the CD while reading along
 ④ Times to read the text without the CD
 ⑤ An optional time goal

 Of these, reading tends to reinforce all areas and is generally assigned 
the most times. A good “benchmark” for the first week is 5/5/8 (i.e. study the 
translation five times, listen to the CD five times, and practice reading the text 
eight times). To help your students understand the procedure, give each a copy 
of the Oxford Reading Tree Study Guide (the last page of this explanation) after 
going through it once in class.

 1. The Japanese Translation
  To aid comprehension, students study the translations first. Those provided 

by Oxford tend to be written in natural Japanese, rather than being word-
for-word representations of the English. However, at the lowest levels, we 
actually want our students to study word-for-word translations, for educa-
tional purposes; for this reason, we have produced such translation book-
lets of individual words and whole sentences for Stage 2. For stages 3 and 
above, we are satisfied to use the Oxford-supplied translations.

 2. CD Listening
  Each stage comes with a CD of the stories read in British and American ac-

cents. Assign a track read in the accent which is most unlike your own, so 
students get used to listening to a variety of native spoken English. They 
listen and silently read the corresponding page, then repeat after the CD, 
hearing and practicing natural pronunciation, rhythm and intonation. See 

 
日
本
語

目標 :

O
R
T

Title/
CD track

5 5
8 2 00

The Big Egg
(9) ②

④

⑤
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the end of this explanation for recommended track number assignments.

 3. Reading Practice
  Students now read the story the assigned number of times. If a time goal—a 

challenge to read the entire book within a certain limit—has been assigned, 
they try to reach it. This goal should not be so low as to induce unnaturally 
speeding reading.

 After the first week, we base assignment on individual performance in the 
homework	check,	basing	times	to	read	or	listen	on	students’	individual	strengths	
or weaknesses in each area. If one child has difficulty translating into Japa-
nese or answering simple comprehension questions, we increase the number 
of	times	she	will	study	the	translation.	If	another’s	intonation,	pronunciation	or	
fluency is poor, we assign him extra CD listening times. If a student has trouble 
reading individual words, we assign extra English reading. Generally, the num-
ber of Japanese translation reading times and CD listening times decreases 
and the number of English reading times increases each week. Each book is 
usually assigned as homework for four weeks, making the total time spent on 
each “stage” about six months—although this can be accelerated with classes 
of older students or talented readers. 

Checking the Homework

 Check the homework in three steps:

 1. Checking understanding of the text through round-robin style translation 
into Japanese.

  Individuals take turns translating a page at a time to Japanese, while all  stu-
dents point to the corresponding English words in their readers. You can 
refer to a translation sheet while students do this, if necessary.

  Pointing to individual words and sentence parts in the English text deepens 
students’	understanding	of	 the	grammatical	and	 idiomatic	differences	be-
tween English and Japanese. 

 2. A timed round-robin style reading of the text.
  Start the stopwatch—students read the title together, then take turns read-

ing one page each of the story. If one falters in her reading and needs help 
from classmates or us, she should reread the entire sentence or perhaps 
the page, partly to practice the correction in context, but even more impor-
tantly	to	feel	that	she’s	“got	it”.	At	the	end	of	the	story,	announce	the	time	
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taken and congratulate the students on completing the story in good time, 
or challenge them to read faster (while maintaining correct pronunciation 
and intonation) in future attempts. 

  Depending on the length of the text, the reading can be done as many as 
three times in a lesson with specific direction given for problematic words 
or	phrases	(e.g.,	“Everyone,	be	careful	with	the	pronunciation	of	‘Dad’”)	on	
successive readings. Such timely admonishments and praise for subse-
quent success will do much to raise the overall fluency and confidence of 
your	students’	reading.

 3. A QRQ-style check of the content—kids compete in groups or individually.

  The aims of this check are to assess and reward understanding of the text, 
reinforce understanding of difficult words and phrases, review vocabulary 
and question-and-answer patterns learned in earlier homework sets, teach 
new words/grammar, and point out underlying messages in the text that the 
kids	may	 have	missed.	 (ORT	books	 have	 hidden	 jokes	 and	 curiosities	 in	
the text and pictures. Look carefully for them so you can share them with 
your students. They may well be inspired to seek them out to show you.)  

  Several styles of question work well for this check and should be used in this 
order of difficulty:

 • Fill in the Blanks: 
  T: “The children fed the ...” 
  Ss: “Hens.” (From Stage 2, book 1  “The Big Egg”)
	 	 These	questions	test	students’	familiarity	with	the	text	and	their	ability	to	

supply needed words or phrases. They apply understanding of word or-
der and grammatical appropriateness to answer.

	 •	 “How	do	you	say…?”	questions:	
  These are especially good for reinforcing understanding of new or difficult 

words and phrases. This question type also lends itself to substitution 
drills which give them a better understanding of grammar and how to 
make new sentences in English.

	 	 For	example,	in	“Poor	Floppy”	(Stage	2,	book	2),	the	text	reads:		“‘I	can	see	
six	cats,’	said	Chip.”	We	might	first	ask,	“How	do	you	say,	‘I	can	see	six	
cats’,	 in	 Japanese?”	After	getting	 the	correct	 answer,	we	can	 then	ask,	
“Then,	 how	 do	 you	 say,	 ‘I	 can	 see	 six	 gorillas’?”	We	 build	 up	 to,	 “How	
do	you	say,	 ‘I	 can	see	sixteen	dancing	gorillas	and	a	purple	penguin’?”	
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Of course, other variations are also possible, as is the prospect (though 
more challenging) of going from Japanese to English.

	 •	 Vocabulary-building	questions:	
	 	 Questions	like	“What’s	this?”	and	“What	are	these?”	help	students	learn	

vocabulary appearing in the pictures but not necessarily in the text. They 
also reinforce the grammatical distinction in English (not usually present 
in	Japanese)	between	singular	and	plural	subjects.

 • Grammar-based questions: 
  Especially with stages 3 and above, grammar-based questions can be used 

to reinforce and practice various types of questions and answers. The 
stories readily lend themselves to questions in the present progressive, 
past tense, and future tense.

	 	 For	example,	“Why	did	the	children	make	a	giant	snowman	in	front	of	Wilf’s	
front door?” from “The Snowman” (Stage 3, book 6).

 • Theme-based and personal opinion questions: 
  Though much more challenging, higher level students might be asked be-

tween-the-line type questions and queries about understanding of the sto-
ry and characters. Questions such as “How does Kipper feel?” and “How 
do	we	know	that?”,	“What	would	you	do?”	and	“Do	you	think...?”	provide	
a	wealth	of	opportunity	for	exploring	the	story	and	students’	ideas,	under-
standing and experiences while using English in a clear, shared context.

Time to Spend on Each Book

	 Depending	on	 kids’	 age	and	 level,	 the	 time	 spent	 on	each	book	may	be	
shortened to three or extended to five weeks. If, after five weeks of study, 
students are struggling with a given text, it is best to go on to the next in the 
series. However, the problem is likely due to either insufficient preparation, 
low motivation or insufficiently high expectations and lack of alacrity with the 
check.

Additional Activities and Follow-Through Games for Students to Try in Class

 1. Recite the story from memory, or summarize it.
 2. Alter the story to include people or pets from their own lives.
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Guide to Assigning the ORT Readers’ CD Tracks

Points to Note When Assigning

 1. To give your students an opportunity to hear a range of accents, assign the 
one which is most unlike your own. For example, if your accent is, or close 
to, British you should assign track 16 when giving students the first book of 
Stage 3 (Kipper the Clown). If your accent is North American or similar to 
North American, assign track 3.

 2. Stage 2 has British English recordings only.

 3. The Stage 5 CD breaks each story into three parts, so assign all three. 

 4. Use the approximate time listing to help gauge how many listening times 
to	assign,	and,	if	necessary,	adjust	Rank	CD	listening	times.	Keep	in	mind	
that	we	shouldn’t	assign	more	than	two	hours	of	total	homework	per	week.

Stage 2

1:45Approx. time
of each track

9
11
13
15
17
19

Book 1

Book 2

Book 3

Book 4

Book 5

Book 6

Stage 3 Stage 4 Stage 5

Br. Br. Br.Br. Am. Am. Am.

1:45 2:00 5:00

3 3
5 5
7 7
9 9
11 11
13 13

2–4
5–7
8–10
11–13
14–16
17–19

16 16
18 18
20 20
22 22
24 24
26 26

21–23
24–26
27–29
30–32
33–35
36–38

Table of CD Track Numbers for Each Book in a Given Stage
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Oxford Reading Tree Homework Study Guide

 1. ( 日
本 
語 ) Read your assigned ORT sto-

rybook and translation booklet the 
assigned number of times. After 
you read each page from the story-
book, check the translation booklet 
and confirm you understand what 
each sentence and word means.

 2. ( ) Listen to the assigned CD 
track the required number of 
times.		While	it	is	playing,	read	the	
words in your book silently; then, 
after each page, repeat the sen-
tence. Try to copy the pronuncia-
tion, rhythm and intonation of the 
speaker on the CD.

 3. ( ) Read the story in English aloud 
the assigned number of times.  
Time yourself and try to read more 
fluently each time. Look at the pic-
tures and think about the meaning 
of the story. Find interesting things 
in the pictures to show your teach-
er and classmates.

 1. ( 日
本 
語 ) 指定された回数物語を読み、日本語

訳のプリントをチェックする。それぞれ

の単語を文章の意味を理解したことを確

認する。

 2. ( ) 指定されたCDのトラック番号を指

定された回数聞く。そのCDが流れてい

る間、本の中の単語を静かに読み、それ

からそれぞれのページの文章を繰り返し

言う。CDの話し手の発音、リズム、イ

ントネーションをまねられるように練習

する。

 3. ( ) 指定された回数物語を英語で読む。

自分で時間を計り、毎回さらに流ちょう

に読めるよう挑戦する。本の絵を見て、

物語の意味を考えたり、絵の中からおか

しなものを見つける。
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Beyond Daily Expressions

Student’s and Teacher’s Editions

	 Each	student	should	be	provided	a	copy	of	the	student’s	edition	(of	course).	
There	 is	 also	 a	 teacher’s	 edition	 which	 contains	 answers	 and	 suggestions.	
Ways	of	using	the	teacher’s	edition	are	described	below.

When To Assign

 Completion of Beyond Daily Expressions is a 3rd Rank requirement. As-
sign	the	book	once	students	have	finished	Ormandy’s	Opposites,	Part	A.	Stu-
dents will generally also begin the Trialogs listening homework at this time.

 This workbook has five goals for students:

 1. To practice spelling the individual words contained 
in the Daily Expressions.

 2. To hone reading comprehension by reading short 
English passages.

 3. To associate the Daily Expressions with real-life 
contexts in which they can be used.

 4. To practice writing the Daily Expressions in their 
entirety.

 5. To think creatively of what else one might say in such real-life con-
texts.

 These goals inform the way in which the workbook was made, and the way 
in which we use it. Please keep them in mind as you read the following expla-
nation.

Overview of Workbook Contents

 The workbook is divided into four main sections:

Daily Expressions, Set A

Daily Expressions, Set B

• Spelling

• Situations

(pp. 18–26)

(pp. 27–32)

• Spelling (pp. 3–11)

• Situations (pp. 12–17)
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 Assigned at a rate of a page per week, the workbook will take 30 weeks to 
complete. If it is begun shortly after the students begin the 3rd Rank (at which 
time they might be around the 5th grade of elementary school), they will finish 
it	by	the	end	of	that	rank.	When	they	finish	it,	allow	them	to	color	in	the	corre-
sponding box on their 3rd Rank Progress Chart.

 For more on when to assign, see “Notes” below.

How To Begin the “Spelling” Section

Page 1
 The “launch” on this page can make quite a difference in how smoothly the 
following	pages	go	 for	your	class.	You’ll	want	 to	budget	about	 ten	minutes	of	
class time to do it properly.

 Begin by having students read the Japanese text of the introduction at the 
top of the page. They need not read the English.

 Next, tell students to work either on their own or in pairs, at your discre-
tion. This page has simple examples of four of the types of questions found in 
the following pages; challenge students to finish these as you keep time with a 
stopwatch:	“Three…	two…	one…	go!”

 Some, in their haste, will write messily, or not on the line. Firmly remind 
them of your neatness requirements.

	 When	all	are	done,	stop	the	watch	(but	wait	until	later	to	refer	to	it).	Unlike	
the “real” workbook pages, this page has no answers in the back of the book. 
Instead, after asking students to suggest corrections for each other, show them 
the	same	page	in	your	teacher’s	edition,	on	which	answers	are	printed.	As	per	
our usual mode of operations, they should correct mistakes in a different color 
of pencil.
 • Point out to students where capital letters and punctuation are needed.

 Continue to read the instructions regarding the need to check answers, 
and to tick the box that shows this has been done.

 Finally, looking at your stopwatch, read out the time taken for this practice 
exercise, and have students write it into the “Total time taken” box. Give each 
a penmanship grade, and note how many “uncorrected errors” you find on their 
pages even after	 they	have	checked	 their	answers	against	 the	 teacher’s	edi-
tion. (A “zero” is best.)



— 374 —

Reading & WRiting

Page 2
	 For	now,	just	point	out	to	students	that	the	Daily	Expressions	are	printed	
here. (Later, they will need to refer to this page to check the answers of certain 
other workbook pages.) Finally, assign the first page for homework.

How To Check the “Spelling” Sections (pages 3–11 and 18–26)

	 What	 follows	 is	 a	 teacher-centered	 checking	 procedure.	 We	 encourage	
student-centering whenever practical, so you may want to modify what follows 
to allow students to take as much responsibility as they can handle, and to in-
teract in English as much as they are able.

 Near the start of class, you will receive workbooks from the students. If 
any workbook is not open to the page	of	the	week’s	assignment,	return	it	to	its	
owner to be resubmitted properly.

 At the bottom of each page, there are instructions on checking the an-
swers, and a box to be ticked by the student once this is done. Before you 
check	anything	else,	glance	at	this	box;	if	it	isn’t	ticked,	return	the	book	to	the	
student	at	once.	Perhaps	 they’ve	 just	 forgotten	 to	 tick	 it…	or	perhaps	 they’ve	
forgotten	 to	 check	 their	 answers	 altogether.	 Whatever	 the	 case,	 they	 are	 to	
remedy this on the spot as you check other books.

	 Refer	to	your	teacher’s	edition	to	check	the	answers.
 • If you find a mistake, mark where it is, but not necessarily what it is; re-

turn the book to its owner to be fixed in a different color of pencil.
 • If you find any mistakes that have already been fixed beforehand (written 

in a different color of pencil to be easy to identify), praise the student for 
doing the at-home answer check properly.

 In the end, write how many mistakes you found—not including those that 
the student corrected themselves beforehand—in the box at page bottom.

	 Give	an	overall	penmanship	grade	from	A+	to	C–.
 • Remember that A+ signifies perfection. It is the Olympic medal of writing 

neatness. Be stingy with it.
 • Generally, D grades and below are not given—except, rarely, to incorri-

gible slackers whose crimes against legibility are too outrageous to for-
give—and who you know	can	do	better	if	properly	motivated.	(We	grade	
to motivate.)

 • At this time, give each student a quick bit of concrete advice for improv-
ing penmanship and getting a better grade next time.
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How To Begin the “Situations” Section

 This section contains a type of problem not yet encountered. Go over the 
instructions carefully and thoroughly to make sure students know what is ex-
pected of them. Use a bit of Japanese for additional explanation if you need to 
(and if you can).

 Read the instructions on page 12 together. As it says in “A”, you should all 
actually turn back to page 2 now and read the list of expressions (Set A only) 
together.
 • This step is very important. It reminds students of the pool of possible 

answers to the problems beneath.

 As the instructions in “B” say, for each of the problems, students are to 
give at least one answer, possibly two:
 a. The Daily Expression that best matches the situation described. This 

answer is required.
 b. Any other phrase or expression they can think of that might also fit the 

situation. This answer is optional. (Students may write something here 
for some situations, and omit it for others.)

 Do the “Example” together. Have a student read the passage, and then 
discuss how, of all of the Daily Expressions in Set A, the one that best matches 
this situation is, “Goodbye.” Next, ask students to think of anything else they 
might say, and to write their ideas on the line for (b). Praise all efforts, espe-
cially those that demonstrate thinking outside the box or that stretch a student 
beyond her comfort zone.

How To Check the “Situations” Sections (pp. 12–17 and 27–32)

 As above, students hand you their books open to the proper page. You 
first confirm that “I checked my answers” has been ticked.

 Confirm with all that they did indeed review the expressions on page 2 
before beginning the homework assignment. Any who admit to having forgotten 
must be encouraged to do it next time.

	 Refer	to	your	teacher’s	edition	for	the	(a)	answers	for	each	situation.	Mark	
the locations of uncorrected errors and have students fix them.

 For the (b) answers for each situation, praise all honest efforts.	We	do	not	
expect grammatical or spelling perfection. Students may be attempting to write 
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English	they’ve	never	written	before;	give	guidance	in	correcting	them,	but	do	
so in a way that never makes them feel bad for any mistakes made.

	 Note	that	your	teacher’s	edition	mentions	possible	answers	for	(b)	for	each	
situation. Do not treat these as “right answers” that exclude other possibilities. 
They are mainly provided as hints for times when all students are stumped. If 
everyone	has	come	up	with	decent	ideas,	you	don’t	even	need	to	mention	the	
alternatives	in	the	teacher’s	edition	at	all.

	 Some	(b)	answers	may	mystify	you	at	 first.	Ask	students	 to	 justify	or	ex-
plain.	For	example,	in	a	recent	PLS	Tokyo	lesson,	for	page	12,	no.	4,	“It’s	8:30	
a.m.	on	Monday.	You	see	your	teacher	at	school.	What	do	you	say?”,	one	stu-
dent	 answered,	 “I’m	 sorry.”	When	 pressed	 for	 an	 explanation,	 she	 explained	
that lessons begin at her school at 8:20 a.m., so that, in this situation, she 
would	have	been	late	for	class!

 Calculate how many efforts at creative (b) answers the student has made, 
and write this score in the “Bonus points” box. No deductions are to be made 
for spelling or grammatical errors.

Notes

 More on assigning Beyond Daily Expressions:

 • It bridges Ormandy’s Opposites A and B:
	 	 Ormandy’s	Opposites,	Part	A	precedes	Trialogs;	and	after	students	have	

done	about	 30–40	weeks	 of	Trialogs,	we	 take	 a	 break	 from	 that	 home-
work	 to	 begin	 Ormandy’s	 Opposites,	 Part	 B.	 Both	 parts	 of	 Ormandy’s	
Opposites have accompanying workbooks, but Trialogs does not. Beyond 
Daily Expressions will thus be the primary writing homework between the 
Opposites workbooks.

 • It may finish before you are ready to pause Trialogs: 
  Beyond Daily Expressions ought to finish around the end of the 3rd Rank, 

while Trialogs can stretch into the 2nd before you pause it and return 
to	Ormandy’s	Opposites.	 If	you	find	 that	you	need	a	 few	more	weeks	to	
get to a good stopping point in Trialogs, you might assign penmanship 
or	other	exercises	in	the	students’	notebooks	so	as	not	to	have	a	gap	in	
writing homework assignments after Beyond Daily Expressions ends.

 • It is not assigned with Daily Expression listening homework:
  Note that Daily Expressions listening homework is assigned much earlier 
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in the PLS program. Daily Expressions Set A might be begun in the up-
per year of kindergarten, with Set B generally following right after. This 
workbook is much too difficult for children at that stage—take note that, 
while other PLS workbooks can be given at the same time as the listen-
ing homework to which they correspond, Beyond Daily Expressions is an 
exception.

 The answer section in the back of the book has the pages purposely out 
of	order.	This	is	to	make	it	less	likely	that	students	will	see	the	next	week’s	an-
swers	when	checking	the	current	week’s.

 Pages 11 and 26 do not have answer pages in the back of the book. Stu-
dents are to look at the lists of Daily Expressions on page 2 to check their an-
swers.

	 When	 checking	 answers	 in	 class,	 glance	 at	 “Total	 time	 taken”.	 This	 will	
give	you	a	sense	of	how	heavy	this	part	of	the	students’	homework	load	is.

 Page 3, exercise A: These problems focus on blends. See also: Phonic 
Chart 5.

 Page 4, exercise A: These problems focus on digraphs. See also: Phonic 
Chart 5.

 Page 5, exercise A: These problems focus on contractions. As the note in 
the	teacher’s	edition	mentions,	many	students	are	likely	to	mistakenly	write	“let	
is”	for	“let’s.”	In	class,	watch	out	for	this	error	and	make	sure	to	explain	it.	Even	
if	 no	one	makes	 the	error,	 it’s	 still	 a	 good	 idea	 to	 touch	on	 the	 subject	when	
checking answers.

 Page 6, exercise A: These problems focus on doubled-up consonants.
 Page 6, exercise C: Note that, for problems of this type from this page 
onward, a “letter bank” is no longer provided.

 Page 7, exercise A: These problems focus on doubled-up vowels. See 
also: Phonic Chart 6.

 Page 8, exercise A: These problems focus on doubled-up vowels. See 
also: Phonic Chart 6.
 Page 8, exercise C: These problems have more blanks to fill in than simi-
lar problems on prior pages. The same is true of pages 9 and 10.
 Page 8, exercise D: Unlike similar problems on prior pages, these prob-
lems give no indication of capitalization, punctuation or spacing between words. 
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The same is true of pages 9 and 10.

 Page 9, exercise A: These problems focus on silent letters, mainly “Magic 
E”.	See	also:	Sounds	of	English,	Question/Answer	Set	B	Workbooks,	etc.
 Page 9, exercises B and C: See note for page 8.
 Page 9, exercise D: This is a new problem type: unaided translation—es-
sentially, a spelling test.

 Page 10, exercise A: These problems focus on silent letters, mainly “Mag-
ic	E”.	See	also:	Sounds	of	English,	Question/Answer	Set	B	Workbooks,	etc.
 Page 10, exercises B and C: See note for page 8.
 Page 10, exercise D: See note for page 9.

 Page 11: This page includes expressions that did not appear in the “spell-
ing test” problems on pages 9 or 10.

 Page 13, no. 4: This is the first “dialogue” situation, with a blank to be 
filled	 in.	Just	 to	be	on	the	safe	side,	you	might	mention	 that,	 just	 like	always,	
the two lines below it are for (a) the Daily Expression that fits in the blank, and 
(b) some other expression that could fit into the blank. These blanks are not 
for students to add a third and fourth line to the dialogue (a misapprehension 
we’ve	seen	in	a	few	classes).

 Page 15, no. 1: Accept either “Again” or “Once more” as answers to (a). 
Students	don’t	need	to	write	both	(unless	they	really	want	to).

 Page 18: As it has been some time since students did problems of this 
type, review the instructions once more.
 Page 18, exercise A: These problems focus on doubled-up vowels. See 
also: Phonic Chart 6.

 Page 19, exercise A: These problems focus on silent letters. For some 
students, this may be their first exposure to the silent “k” of words like “know” 
or “knife”.

 Page 20, exercise A: These problems focus on consonants doubled up in 
the middle of words.
	 Page	20,	exercise	C,	no.	3:	This	is	picky,	but	point	out	that	there’s	a	right	
and a wrong way to curl an apostrophe.

 Page 21, exercise A: These problems implicitly touch on the “Magic E” 
rule. During answer checking, you might note to students the “consonant + e” 
after the blank in each word, and then tie this back to the “Magic E” concept.
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 Page 21, exercise C: Just as with page 6 in the Set A section, for problems 
of this type from this page onward, a “letter bank” is no longer provided.

 Page 22, exercise A: These problems focus on double letters. Some can 
be found on Phonic Chart 6.

 Page 23, exercise A: These problems focus on contractions vs. words fully 
written out.
 Page 23, exercise C: These problems have more blanks to fill in than simi-
lar problems on prior pages. The same is true of pages 24 and 25.
 Page 23, exercise D: Unlike similar problems on prior pages, these prob-
lems give no indication of capitalization, punctuation or spacing between words. 
The same is true of pages 24 and 25.

 Page 24, exercise A: These problems focus on blends and digraphs. See 
also: Phonic Chart 5.
 Page 24, exercises B and C: See note for page 23.
 Page 24, exercise D: This type of translation problem is essentially a spell-
ing test.

 Page 25, exercise A: These problems focus on the two sounds of “gh” (si-
lent	vs.	 “f”).	As	 the	 teaching	 tip	 in	 the	 teacher’s	edition	mentions,	you	should	
practice pronouncing these words together in class. Some, like “enough”, might 
be new to the students.
 Page 25, exercises B and C: See note for page 23.
 Page 25, exercise D: See note for page 24.

 Page 26: This page includes expressions that did not appear in the “spell-
ing test” problems on pages 24 or 25.
	 Page	26,	no.	9:	Accept	either	“I’m	afraid”	or	“I’m	scared.”

 Page 27: As it has been some time since students did problems of this 
type, review the instructions once more.

 Page 29, no. 3: The blank in this problem is in the middle of a sentence, 
so the answer should not have a period. This is a special case for problems of 
this type.

 Page 32, no. 4: Remind students that bullying is never okay.

	 We	hope	 that	 this	workbook	helps	your	 students	 learn	 to	write	 the	Daily	
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Expressions,	and	to	activate	these	expressions	in	their	daily	speech.	We	also	
hope	 you	 have	 plenty	 of	 good	 fun	 together	 looking	 at	 one	 another’s	 creative	
answers.	Enjoy!



— 381 —

Reading & WRiting

Journal Writing

	 Writing	 about	 oneself	 is	 a	 concept	 with	 a	 strong	 following	 in	 Japan.	 It’s	
said that there are more bloggers in Japan than in the United States, and many 
Japanese	people	keep	a	written	journal	to	record	daily	activities	and	feelings.

	 Once	our	students	enter	junior	high	school,	or	approach	the	end	of	elemen-
tary	school,	we	have	them	write	short	journals.	Writing	gives	them	a	chance	to	
reflect on topics and events which interest them, and to compose a record of 
their	daily	lives.	Writing	a	journal	stimulates	them	to	express	themselves,	and	
employ new vocabulary and grammar structures. Journals can also be used in 
class to practice listening comprehension, reading and speaking. Students can 
learn more about each other, building class camaraderie.

Preparation

	 We	should	prepare	our	students	well.	They	will	have	been	doing	reading	
and writing assignments continuously since they started the Korectable series. 
Of course, as in all writing that we have them do, neatness is crucial. They 
should also have been introduced to some past tense verb vocabulary and re-
ceived some past tense grammar instruction.

 Students will need two notebooks. One is for rough copies, and can be used 
for	other	writing	activities.	The	other,	in	which	they	will	pencil	their	ʻrewritesʼ	or	
‘clean	copies’,	will	be	used	exclusively	for	their	journals.	Tell	them	that	in	years	
to	come	they	will	be	able	to	look	back	over	these	‘clean	copy’	notebooks	to	jog	
memories and recapture thoughts and feelings of when they were teenagers. 
They will also be able to see progress made over the years as they have in-
corporated more and increasingly complex vocabulary and structures into their 
journals.

 The first assignments should be short, simple affairs. Aim initially for about 
three or four sentences. Pre-teach some structures that students may use in 
their	initial	journals.	For	example,	write	on	the	board:

 Tennis Match 8 May 2016

Yesterday, I played tennis with my friend 
Peter. It was fun. We like playing tennis.

 For homework, tell the students to write a similar story, or one about any-
thing else.
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Checking Journals in Class

 The next week, students show you their efforts. Together, look at one 
journal.	The first step is to comment on its content. This shows you are inter-
ested	in	what	they	have	written,	and	view	them	as	people,	rather	than	just	as	
language learners.

 The second step is to go through and find errors. Be sure to check that the 
entry	has	a	title	and	the	date	that	it	was	written.	With	a	plain	pencil,	underline	
errors, or use arrows to show something is missing—but give no other indica-
tion of how to fix them. The student shall try to independently self-correct any 
errors	found.	Having	done	this	with	one	journal,	turn	your	attention	to	another	
and go through the same process.

 After students have attempted to self correct, we re-
check their efforts. For this second check, try to elicit cor-
rections with hints, or ask others in the class to help. Fi-
nally, we may have to give correction, or help a student 
write a phrase so it reads more naturally. During, or at the 
end of this process, students may track the number of their 
errors,	broken	down	by	 type,	 in	 their	 ‘My	English	Journal	
Record	Sheet’.

 Once the corrections are complete, students can ask each other questions 
about	 the	 content	 of	 one	 another’s	 journals.	 For	 the	 example	 journal	 written	
above,	some	questions	may	be,	“Who	won?”,	“What	was	the	score?”,	or	“How	
often	do	you	play	tennis?”.	Elicited	information	is	added	to	the	journal.

	 Students	 commonly	 write	 “I”	 when	 they	 really	 mean	 “We”.	 If	 you	 come	
across a phrase such as “I went to the beach last Saturday”, be sure to check 
if the writer truly did go alone; and, if not, establish who they went with. Other 
sentences which are grammatically correct may have information which is not 
true, or incomplete. Careful comprehension questions are required to help them 
write exactly what they mean. Information extracted through this questioning 
process should be added to the entry.

	 Journals	can	be	an	effective	diagnostic	tool.	While	you	may	not	be	able	to	
go into great depth with all mistakes, take care to look for teaching opportuni-
ties. If one student is making a particular kind of error, others may too. Once 
the	journal	checking	activity	is	over,	teach	the	group	how	to	avoid	certain	kinds	
of	errors,	and	relate	this	post-journal	activity	back	to	the	homework	to	help	stu-
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dents make connections.

The Clean Copy

	 The	following	week,	using	their	corrected	journal,	they	write	a	clean	copy.	
This should be written in their neatest handwriting, and include the title, date 
and, ideally, an illustration. Our role in checking this is, primarily, to make sure 
the final product is beautifully written and that no errors were made copying 
the information. Occasionally, you may find an error that was missed the pre-
vious week. Apologize to the student for making them spoil their wonderfully 
presented	journal	with	unsightly	eraser	marks	and	have	them	correct	the	error.	
Once	the	journal	is	perfect,	affix	your	stamp	(hanko) to show your approval of 
the final product.

 Obviously, this clean copy check should be much faster, and less labori-
ous, than the initial check. Try to work it out so you have approximately half 
the students doing rough copies, and the other half, clean copies each week to 
lessen the amount of error checking and correction you do in any one class.

Journal Reading Activity

 Students who have received a stamp on their clean copy take turns to 
stand	up	and	read	their	journal	to	the	class.	The	others	listen	silently,	and	upon	
hearing a word that they do not recognize, raise their hands. A student who has 
raised their hand can then ask others listening, who have not raised a hand 
(i.e. by not raising their hands they are indicating that they have understood 
everything perfectly) the meaning of the word. If a questioned classmate does 
not	 know	 the	meaning	 they	will	 be	 strenuously	 reminded	 of	 the	 activity’s	 re-
quirements, and someone else is asked. Once the word has been taught, the 
student	 reading	 the	 journal	 can	continue.	 If	 they	get	 through	 the	 journal	with	
no hands being raised then the teacher may choose some difficult vocabulary 
from	the	journal	to	spot	check	the	others	on.	Again,	those	who	cannot	answer	
are reminded of the rules. Hand-raising is praised and encouraged. Passively 
listening to material one does not comprehend, is not.

	 Once	a	student	has	read	their	journal,	we	give	each	of	their	classmates	a	
blue chip, representing a question, and a green one for a statement. Once they 
ask a question or make a statement, they can return their corresponding chip. 
This promotes careful listening, and compels students to carefully consider 
what they hear, in order to form good questions and statements.
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Progression

	 As	they	become	more	proficient	at	writing	journals,	and	you	find	yourself	
with less corrections to make each week, up the challenge by having them write 
progressively longer entries. Another option, especially if they tend to write 
about the same thing every week, is to give them a topic to write about.

Some Positives of Journal Writing

	 1.	Writing	about	the	events	of	one’s	life,	minor	and	major,	is	a	meaningful	way	
to increase interest in English and to reinforce and build vocabulary, aiding 
progress in the other three language skills of listening, speaking, and read-
ing.

	 2.	Reading	 students’	 journals,	 and	 questioning	 students	 about	 them,	 gives	
teachers more personal information that would otherwise be forthcoming, 
with which better to relate.

	 3.	The	reading	aloud	of	corrected	journals	is	great	for	class	bonding,	for	im-
proving comprehension, and for follow-through questions and comments. 
All four skills are exercised (listening, speaking, reading, and writing), with 
more personal meaning than with any textbook.

	 4.	Students’	ability	to	communicate	effectively	will	improve	as	they	are	shown	
the need to add information that will interest and inform the reader (and will 
help them to more specifically reminisce in the future).

 5. Journals provide students, and any family members with whom they may 
wish to share their secrets, with physical evidence of their language school-
assisted English skill.

 6. Journals, carefully and neatly rewritten, may be proudly kept into old age 
and be of great personal memorial value.

A Couple of Possible Pitfalls

	 1.	While	journal	writing	is	homework	of	a	most	sensible	kind,	going	over	and	
correcting will take bites out of class time, proportionate to length, errors, 
areas of inscrutability and the number of students who have complied on a 
given week.

	 	 (Correcting	journals	outside	of	class	is	an	option	but,	in	our	view,	an	unsat-
isfactory one, for at least three reasons: It increases by a week the time 
lag between writing, correction, and sharing. It disallows teacher/student 



— 385 —

Reading & WRiting

questioning, answering, and collaboration in the process. And it disallows 
a student-centered approach to error detection which would result in better 
progress.)

	 2.	 In	correcting	journals,	an	English	teacher	will	be	handicapped	in	direct	pro-
portion to his or her lack of Japanese language ability, if no translator is at 
hand.

Who Should Write Journals?

 1. Junior and senior high classes of 1 to 6 students who can read some Eng-
lish.

 2. Generally, adult classes of 1 to 4 members.

 3. Returnees (children of any age who have lived abroad).

 4. Upper elementary school kids in small classes who have studied for some 
years and can read.

 Because class time is limited and comprehension, speaking, and reading 
take precedence, and because writing correction will take time, the fewer stu-
dents	in	a	class,	the	more	sensible	it	will	be	to	assign	journal	writing	–	and	vice	
versa.

Common Sins and Omissions of Untrained and Unserious Teachers

 1. Failing to correct errors, even awarding smiley marks, stamps, or signa-
tures with errors untouched.

 2. Not confirming that grammatically correct content is also factually correct, 
is in the intended tense, and conveys what the writer means to say.

 3. Not consistently checking that homework has been properly done, and re-
done if not. Failing to have students rewrite all or portions of incorrectly 
done assignments.

 4. Ignoring sloppy writing.

 5. Failing to consistently assign homework to all students in all classes of any 
age. Not assigning a sufficient amount and variety of homework.

 6. Scrawling signatures on completed assignments, compromising their val-
ue, providing a poor model of penmanship and thus showing disrespect to 
the students and their papers.
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 7. Laughing at student errors.

	 8.	Overreacting	 to	errors,	 saying,	e.g.,	 “No!”	or	 “No,	no,	no”	when	mistakes	
are made.

 9. Failing to notice and exploit learning opportunities that arise in tandem to 
journal	content.	

 10. Failing to reinforce vocabulary and expressions learned.

	11.	Maintaining	 prejudice	 about	 or	 ignorance	 of	 mainstream	 English	 variet-
ies	other	than	one’s	own	(vocabulary,	pronunciation,	etc.).	Telling	students	
that either the British, the North American, or a southern hemispheric coun-
terpart	is	‘wrong.’

	 	 When	writing,	however,	it’s	a	good	idea	to	have	students	try	to	stay	within	
one	idiom	in	one	piece	and	not	to	mix,	for	example,	‘color’	with	‘neighbour,’	
‘lorries’	 and	 ‘elevators,’	 ‘queues’	 to	attend	 ‘soccer	games,’	 ‘going	 to	hos-
pital	by	subway’	or	‘going	on	holiday	by	airplane.’	(That	might	be	distract-
ingly	‘humorous.’)	When	they	mix,	ask	which	form	they’d	prefer	to	write	in,	
perhaps advising them that you may be more confident in helping them to 
write and speak in your own idiom.
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True Stories

 True Stories is a series of textbooks featuring engaging human-interest 
stories and follow-up activities. Accompanying illustrations build interest and 
help	 ease	 students	 into	 the	 reading.	 Vocabulary,	 comprehension,	 discussion	
and writing activities build skills in those areas and aid students in relating the 
stories to their own lives.

 PLS Tokyo uses and recommends the following books, in order of diffi-
culty:

	 •	 Very	Easy	True	Stories
 • Easy True Stories
 • True Stories in the News
 • More True Stories
 • Even More True Stories
 • Beyond True Stories

	 We	 assign	 the	 books	 to	 students	 who	 have	 completed	 at	 least	 Oxford	
Reading	Tree,	Stage	2,	or	are	 in	 junior	high	school	and	above.	The	more	dif-
ficult texts are suitable for senior high school students, adults and returnees.

Procedure

 Each unit in the text is previewed before being assigned (week 0). It is 
then generally assigned over two consecutive weeks, with additional weeks 
assigned as needed. The homework check for each week differs in procedure. 
Each unit is taught as follows:

Preview of the Story (Week 0)

 1. Before opening the book, build interest in the theme by asking questions, 
or telling a short anecdote related to the content. Also, encourage higher-
level students to share their own anecdotes, asking them questions like, 
“Have you ever been to...?” and so forth.

 2. Students open their books and read the unit title. Question them to confirm 
comprehension.

 3. Call attention to the accompanying picture(s), again soliciting/supplying 
info and expanding.

  (You may opt to reverse the above, focusing first on the picture(s), secondly, 
the title.)
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 4. You then begin to read the story.

	 •	 When	 you’re	 reading,	 there’s	 a	 strict	 “hand-raising	 rule”.	 Students	 are	
clearly	told	that	when	anyone	doesn’t	understand	a	word	or	phrase	they	
must immediately raise their hand for an explanation. It works like this:

 T: “...the dish soap was a free sample from the soap company—”
  Sachiko raises her hand.
 T: Yes, Sachiko?
	 S:	 What	does	“sample”	mean?

  You see that none of the other students are raising their hands. By not rais-
ing	hands,	 they	are	 implicitly	claiming	 to	understand	everything	 they’ve	
heard.	But	you’re	suspicious	of	this.	You	call	on	Yuki.

 T: Yuki. Please translate it.
	 Y:	 Huh?	Who,	me?	Umm...
	 T:	 You	don’t	know	what	“sample”	means?	Why	weren’t	you	raising	your	

hand, then?
	 Y:	 Oh,	I’m	sorry. (raises his hand)
 T: All right. Megumi?
	 M:	 It’s	shikyōhin.
 S & Y: Thank you.

 • The explanation given is usually a translation. In this exercise, those who 
raise their hands receive approval, as do those who can answer when 
called	upon.	But	any	who	fail	to	raise	their	hands	even	though	they	don’t	
understand something are to be taken to task for it.

 • This hand-raising rule must be strictly enforced from the start, so stu-
dents	learn	that	it’s	better	to	ask	for	help	than	be	caught	with	their	hands	
down	when	they	don’t	understand.

 • If no one raises a hand, we spot-check words or expressions, as students 
sometimes think they understand, when the meaning may be slightly or 
entirely different.

 • They are required to write new words and phrases in the vocabulary sec-
tion of their notebooks with any needed translations, and we reread the 
sentence containing the unknown word before continuing with the story.

 5. You continue reading aloud until reaching a suitable point in the second 
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half,	usually	a	‘cliffhanger.’	Students	then	close	their	books	and,	when	ap-
propriate (as it usually will be), we ask them to speculate on what will hap-
pen next, or how the story is likely to conclude.

 6. For homework, students write the unit number of the story and the number 
of times to read it on their Super Homework Sheets. Listening is also as-
signed for books that come with audio. The audio for Easy True Stories is 
downloadable, while True Stories in the News and More True Stories come 
with a CD. As always, reading and listening assignments are tailored to in-
dividual students in accordance with strengths or weaknesses shown. One 
example homework assignment: (1) Read along with the CD three times. 
(2) Read twice without the CD.

 7. Students also complete the assigned writing activities for homework (with 
the	possible	exception	of	the	Discussion	and	(maybe)	the	Writing	sections)	
in their neatest penmanship. Express distaste for the text examples (be-
cause they are unacceptably written above the line). The writing can be 
done in the first week, or spread out over two weeks, e.g., left page first 
week, right page, second.

Homework Check – Week 1 (Basic Check)

 The students read their written answers in turn, and the others agree or 
disagree as they follow in their own books, correcting any errors with a colored 
pencil. Your role is to help with pronunciation and intonation, requiring best ef-
forts.

 Then students close their books and you ask basic questions: the story 
title, names, ages, places, etc. Individual students are called upon to answer 
in full sentences. They get a yellow chip if they need a hint to remember the 
answer. They get a red chip if they cannot answer even with a hint.

 Each student will answer about four questions each week. Anyone who 
gets two red chips or four yellows, or a similar combination, is out of the check. 
Those	who	survive	 till	 the	end	get	 the	 teacher’s	signature	or	stamp	affixed	 to	
the upper left story page corner, assuming the writing homework was satis-
factorily	completed.	It’s	not	necessary	to	give	blue	chips	to	reward	correct	an-
swers.

 For homework, they reread the story the assigned number of times (with 
one additional listening time for each yellow chip and two for a red) and com-
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plete any unfinished writing sections.

Homework Check – Week 2 (Advanced Check)

 First, any remaining writing sections are checked. Then we, or students 
who passed the test the previous week, ask “softball” questions of those who 
need to get their first stamp.

 Hopefully, all students are now ready for a harder test, with books closed: 
a mixture of translation in both directions, questions on any content it would be 
reasonable to expect retention of, and finishing of sentences.

	 The	test	content	is	more	difficult,	but	the	procedure	is	the	same	as	‘Week	
1’.	Those	who	pass	get	 a	 second	 stamp	on	 the	 right-hand	 side	of	 their	 story	
page. Students who fail will study the story again, to prepare to be tested by 
their	peers	(with	teacher’s	assistance	as	needed)	the	following	week.

	 We	 then	 introduce	 the	 next	 story	 as	 described	 in	 the	 homework	 assign-
ment section. This means that those who fail the test in the second week will 
have	to	study	two	stories,	so	it’s	important	to	encourage	them	to	study	hard	and	
catch up with their classmates.

Additional Weeks

	 Students	who	 have	 passed	 a	 story	 ask	 questions	 of	 those	who	 haven’t.	
The teacher may suggest appropriate questions for them to ask. At the start, or 
when the questioners are too slow, we intersperse questions of our own. Grad-
ually, we train the students to run the activity by themselves, including giving 
yellow and red chips, stamping books, and assigning reading times, leaving us 
time	to	mark	homework,	or	just	to	relax	and	enjoy	the	spectacle	of	a	smoothly-
running student-centered class.

Notes

 The stories in higher-level books become increasingly complex. It can be 
too difficult to remember exact details, so questions should relate more to the 
themes of the story: asking how and why people in the story did the things they 
did,	rather	than	asking	students	to	recall	the	color	of	a	character’s	hat,	etc.	

 The units in the higher-level books also have extended activity sections 
and additional readings, so the basic two-week plan outlined above may be 
extended to three or possibly even four weeks.

	 The	Discussion/Writing	sections	are	often	written	 in	a	way	 that	assumes	
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the reader is now living in an English-speaking country. If this is the case, those 
sections can be modified or omitted as you deem appropriate. 

 If you have questions about using True Stories, or would like to share your 
ideas	 for	using	 the	books—or	 if	 you’ve	got	any questions, concerns, sugges-
tions, ideas, complaints or things to share about any of the materials or ac-
tivities in our ever-expanding, constantly changing, sometimes frustrating but 
always	beneficially	challenging	program—please	don’t	hesitate	 to	contact	us!	
You can talk with us at seminars, or contact us by email, phone, or fax.

	 Good	luck	and	happy	teaching!


