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THEORETICAL JUSTIFICACION

New Inside Out Upper Intermediate and Advanced have been designed to meet the needs of students following Upper Secondary education, in the area of foreign languages (English).

New Inside Out has been created following the guidelines included in the following official documents:

· Ley Orgánica de Educación (LOE) 

· Royal Decree 1467/2007, 2nd November, which sets out the structure of Bachillerato education and the minimum educational requirements for this stage.  

The main aim of Bachillerato education, according to these documents, is to provide the students with  training, human and intellectual maturity, knowledge and skills to allow them develop social functions and get into an active life with responsibility and competence. Furthermore, it will allow them to have access to higher education.

The didactic material is laid out in the legal directories of the Foreign Language area, whose aim is not merely to teach a foreign language, but to teach students to use it in order to communicate. It is also set out in the Council of Europe’s Common European Framework for the learning of foreign languages, which recommends that students should be capable of performing graded communicative tasks as a means of gradually developing their communicative competence in these languages.

With this in mind, New Inside Out Upper Intermediate and Advanced have three main objectives: 

1. Developing communicative competence in the English language, through the development of different (grammatical, discursive, sociolinguistic, strategic and socio-cultural) sub-competences.
2. Improving learning strategies, providing students with the means to learn autonomously and to encourage them to reflect, analyse and research by themselves.

3. Developing students as a whole, taking into account cognitive and linguistic development as well as the immersion into a new culture which the learning of a new language requires.

OBJECTIVES

New Inside Out Upper Intermediate and Advanced contribute to the students’ development of the following capabilities set out in the overall objectives for Bachillerato education through learning a foreign language: 

Overall objectives of the stage

· Exercise the democratic citizenship, from a global perspective, and acquire a responsible civic consciousness, inspired in the principles of the Spanish Constitution as well as the human rights, fostering a common responsibility towards the construction of a fair and equitable society and favouring a sustainable development.

· Consolidate a personal and social maturity which will allow them behave in a responsible and autonomous way by developing a critical sense. Anticipate and be able to solve personal, familiar and social conflicts in a peaceful way.

· Foster an effective equality in terms of rights and opportunities between men and women, analyse and show criticism towards the existing  inequalities and promote real equality and non-discrimination attitudes towards disabled people.

· Consolidate discipline, studying and reading habits as essential conditions to take effective profit of the learning process and as a means of personal development.

· Have a good command of Spanish, both by writing and orally, as well as in the co-official existing languages, 

· Be able to express themselves appropriately in one or more foreign languages.

· Be able to use in a responsible and reliable way the information and communication technologies.

· Know and show criticism towards the contemporary world features, the historical precedents and the main factors of their evolution. Show solidarity in the development and improvement of their social environment.

· Access the main scientific and technological knowledge and have a good command of the basic skills of their chosen speciality.

· Understand the basic elements and procedures of the scientific method. Know and show criticism towards the contribution of science and technology to the changes in life conditions,  and consolidate their sensibility and respect towards the environment.

· Consolidate an enterprising spirit with creative and flexible attitudes, as well as showing initiative, team-work, self-confidence and a critical sense.

· Develop an artistic and literary sensibility, as well as an aesthetic criteria, as a source of personal enrichment.

· Use physical education and sports so as to favour their personal and social development.

· Consolidate respectful and preventive attitudes in the field of road safety.

Overall objectives of the area

· Express oneself and interact in a spontaneous and comprehensible way, with fluidity and accuracy, using the appropriate strategies according to each communicative situation.

· Understand global and specific information of oral texts and follow the argument of up-to-date topics shown in usual communicative contexts and in the media.

· Write different types of texts in a clear and structured way and in the appropriate style according to the communicative aims and to the readers they are addressed to. 

· Understand different types of written texts about general and specific topics and be able to interpret them with criticism using comprehension strategies appropriate to the required tasks, identifying the essential elements of the text and catching its discursive function and organisation.

· Read different kind of texts in an autonomous way according to the students’ interests and needs, appreciating the value of reading as a source of information, enjoyment and leisure.

· Use their language and linguistic patterns knowledge to speak and write in an appropriate and coherent way, in order to understand oral and written texts, and reflect about how the foreign language works in communicative situations.

· Acquire and develop various learning strategies, using all the available means, including communication and information technologies, in order to use the foreign language in an autonomous way and to keep progressing in their learning process.

· Be familiar with the main social and cultural features of the foreign language so as to understand and interpret in a better way the cultural differences and the language object of learning.

· Assess the foreign language as a means of getting exposed to different cultures, and show awareness of the importance it has as a means of international communication in a multicultural world, being conscious about the similarities and differences between the different cultures.

· Consolidate self-evaluation strategies in the acquisition of the communicative competence in the foreign language, showing initiative, self-confidence and responsibility.

CONTENTS

The contents of the course have been designed in accordance with the official syllabus laid down for Bachillerato Education, and correspond with the students’ stage of development at all times.  

The contents are distributed in such a way as to promote significant learning and development, without which education would be merely instruction. 

In accordance with the foreign language curriculum, the contents are grouped into four sections in order to arrange the analysis elements of a complex reality:

1. Listening and speaking

2. Reading and Writing

3. Language Awareness (Grammar, Vocabulary, Use of English)

4. Socio-cultural aspects

1. Listening and speaking

Listening and understanding:

· Understanding of the general and specific concepts of conferences and speech about specific topics and with a certain kind of abstraction into the general and academic interests of the students.

· General and specific comprehension of messages issued by the media both in the standard language and in different kinds of accent.

· Comprehension of interpersonal communication both about everyday topics, and about general and abstract topics, being able to answer straightaway.

· Use of strategies to understand and deduce non-explicit messages and to catch the main ideas by using contextual clues in oral texts about different subjects.

· Awareness of the importance to understand global messages, without having to understand each and every element of the message.

Speaking and talking:

· Planning of what we want to say and how to express it, by using a variety of resources to enable communication and mechanisms to provide the speech with coherence and cohesion.

· Production of different types of oral messages about topics related with their interests and presentations prepared beforehand about general or specific topics with a reasonable correction in terms of grammar, and the appropriate pronunciation, rhythm, and intonation.

· Expression of points of view about well-known topics, participation in discussions about up-to-date topics, offering detailed information, using the appropriate examples, defending their points of view clearly and showing a respectful and critical attitude towards the others.

· Taking part in conversations with certain fluency and accuracy, about different topics, using strategies to keep the interaction.

2. Reading and writing:

Comprehension of written texts:

· Prediction of information from textual and non-textual elements of the texts about different topics.

· Comprehension of general, specific and detailed information in different kinds of texts, referred to a variety of topics.

· Identification of the communicative aims of textual and paratextual elements and the way of organising the information by distinguishing the different parts of the texts.

· Comprehension of implicit information in essays and reports referring to specific up-to-date subjects. 

· Reading long texts related to the academic, personal and professional interests in an autonomous way, by using different reading strategies depending on the text and on the aim pursued, and appreciating this king of reading as a source of information an enjoyment as well as to broaden their knowledge.

Composition of written texts:

· Planning the whole process to create a text, by using organisation, articulation and cohesion mechanisms.

· Writing texts with a certain amount of complexity about personal, up-to-date or academic subjects, clearly and with a reasonable correction in terms of grammar, lexical adaptation to the topic and by using the appropriate style.

· Interest in producing comprehensible written texts, catering for all the different needs.

3. Language Awareness:

Linguistic knowledge:

· Acquisition of vocabulary about general topics of interest for the student and linked to other subjects of the curriculum.

· Word formation by using prefixes, suffixes, and compound words.

· Revision and extension of the grammar structures and the main functions adapted to different kinds of texts.

· Use of the phonetic alphabet in order to improve the student’s autonomous pronunciation.

· Production and interpretation of different accentuation, rhythm and intonation patterns necessary to express and understand different attitudes and feelings.

Learning reflexion:

· Acknowledgement of the different uses of language: differences between formal and informal language, both written and oral.

· Autonomous use of different resources to learn: both digital and bibliographic

· Application of strategies to revise extend and consolidate the language and linguistic structures learnt.

· Analysis and reflexion about the use and meaning of grammar structures by comparing them with the own ones.

· Reflexion and application of self-evaluation strategies in order to progress in the autonomous language learning process. Acknowledgement that mistakes are part of the learning process.

· Interest to take advantage of the learning opportunities both inside and outside the classroom, by using information and communication technologies.

· Assessment on the confidence, initiative and cooperation to learn new languages.

4. Socio-cultural aspects:

· Knowledge of the more relevant cultural elements.

· Reflexion about the similarities and significant differences between traditions, behaviours, attitudes, principles or beliefs of both the foreign language speakers and the own ones. 

· Use of the appropriate register adapted to the context, to the speaker and to the communicative intention, etc.

· Interest to establish communicative exchanges and to learn cultural information about the countries where the foreign language is spoken.

· Assessment of the foreign language as a means of communication and understanding between different people, providing access to other cultures, as well as a personal enrichment.

· Acknowledgement of the importance of learning a foreign language as a way to acquire interesting knowledge for the student’s  academic and professional future.

EVALUATION CRITERIA

The evaluation criteria proposed for Bachillerato education is as follows:

1. Understand the general idea and identify relevant details in oral messages, issued either in communicative face-to-face situations or through the media about well-known, up-to-date or generic subjects, related to their studies and interests or to socio-cultural aspects linked to the foreign language, as long as they are clearly articulated, using a standard language and developing the speech explicitly so as to make it easier to understand.

2. Express oneself with fluidity and using the right pronunciation and intonation in improvised conversations, stories, arguments, discussions and expositions prepared in advance, using the appropriate communicative strategies and the relevant speech to each situation.

3. Understand in an autonomous way the information of written texts from different sources: correspondence, web pages, newspapers, magazines, literature and educational books, related to current affaires, culture or to their interests or current and future studies.

4. Write clear and detailed formal texts with different purposes, with the right coherence and cohesion, and assessing the importance of planning and revising the text.

5. Show awareness of the use of the linguistic, social, strategic and discursive knowledge acquired, and thoroughly apply the self-evaluation and self-correction mechanisms that enhance the learning autonomy.  

6. Identify, give examples and use the learning strategies acquired in a spontaneous and autonomous way, as well as any other available means, including information and communication technologies, in order to assess and identify their linguistic skills. 

7. Analyse relevant geographical, historical, artistic, literary and social aspects related to the countries whose language is being learnt, by using authentic documents, either in hard copy, digital or audiovisual medium, reaching a deeper consciousness thanks to the wider perspective provided by the knowledge of different languages and cultures. 

EVALUATION RESOURCES

· Formative evaluation

· Classroom observation to check both individual and global progress

· Workbook exercises.

· Skills: reading, writing, listening exercises.

· Photocopiable exercises of the Teacher’s Book

· Accumulative evaluation

· Review sections after every three units of the student’s Book

· Test CD with Tests for each Unit
· Self-evaluation

· Students are encouraged to check their work by completing the Checklist for each unit at the Teacher’s book, where they must give a score to each one of the competences seen in the unit.
METHODOLOGICAL CRITERIA

· Classroom interaction.

Classroom interaction is the general term for what goes on between the people in the classroom, particularly when it involves language. In traditional classrooms, most interaction is initiated by the teacher, and learners either respond individually, or in unison. Teacher-centred interaction of this kind is associated with transmissive teaching, such as a lecture or presentation, where the teacher transmits the content of the lesson to the learners. In order to increase the amount of student involvement and interaction, teacher–learner interaction is often combined with pairwork and groupwork, where learners interact among themselves in pairs or small groups. Other kinds of interaction include mingling or milling. Pairwork and groupwork are associated with a more learner-centred approach.

Rather than passively receiving the lesson content, the learners are actively engaged in using language and discovering things for themselves. The value of

pairwork and groupwork has been reinforced by the belief that interaction facilitates language learning. Some would go as far as to say that it is all that is required. 
The potential for classroom interaction is obviously constrained by such factors as the number of students, the size of the room, the furniture, and the purpose

or type of activity. Not all activities lend themselves to pairwork or groupwork. Some activities, such as reading, are best done as individual work. On the other hand, listening activities (such as listening to an audio recording, or to the teacher) favour a whole class format, as do grammar presentations. The whole

class is also an appropriate form of organisation when reviewing the results of an activity, as, for example, when spokespersons from each group are reporting on the results of a discussion or survey.

The success of any classroom interaction will also depend on the extent to which the learners know what they are meant to be doing and why, which in turn depends on how clearly and efficiently the interaction has been set up. Pair- and groupwork can be a complete waste of time if learners are neither

properly prepared for it, nor sure of its purpose or outcome.

Finally, the success of pair- and groupwork will depend on the kind of group dynamics that have been established. Do the students know one another? Are

they happy working together? Do they mind working without constant teacher supervision? Establishing a productive classroom dynamic may involve making

decisions as to who works with whom. It may also mean deliberately staging the introduction of different kinds of interactions, starting off with the more controlled, teacher-led interactions before, over time, allowing learners to work in pairs and ﬁnally in groups.
· Communicative activity

A communicative activity is one in which real communication occurs. Communicative activities belong to that generation of classroom activities that emerged in response to the need for a more communicative approach in the teaching of second languages. (In their more evolved form as tasks, communicative activities are central to task-based learning.) They attempt to import into a practice activity the key features of ‘real-life’ communication.

These are:

• purposefulness: speakers are motivated by a communicative goal (such as getting information, making a request, giving instructions) and not simply by the need to display the correct use of language for its own sake

• reciprocity: to achieve a purpose, speakers need to interact, and there is as much need to listen as to speak 

• negotiation: following from the above, they may need to check and repair the communication in order to be understood by each other 
• unpredictability: neither the process, nor the outcome, nor the language used in the exchange, is entirely predictable

• heterogeneity: participants can use any communicative means at their disposal; in other words, they are not restricted to the use of a prespeciﬁed grammar item.

And, in the case of spoken language in particular:

• synchronicity: the exchange takes place in real time. The best known communicative activity is the information gap activity. Here, the information

necessary to complete the task is either in the possession of just one of the participants, or distributed among them. In order to achieve the goal of the task, therefore, the learners have to share the information that they have. 

Information gap activities have been criticised on the grounds that they lack authenticity. Nor are information gap activities always as productive as might be wished: unsupervised, learners may resort to communication strategies in order to simplify the task. A more exploitable information gap, arguably, is the one that exists between the learners themselves, ie, what they don’t know – but might like to know – about one another (personalisation).

· Dynamics: group, classroom 

Dynamics are the actions and interactions, both conscious and unconscious, that take place between members of a group, whether the whole class or sub-groups. Group dynamics are instrumental in forging a productive and motivating classroom environment. They are determined by such factors as: the composition of the group (including the age, sex, and relative status of the members, as well as their different attitudes, beliefs, learning styles and abilities); the patterns of relationships between members of the group, including how well they know each other, and the roles they each assume, such as group leader, spokesperson, etc; physical factors such as the size of the group and the way it is seated; and the tasks that the group are set.
Ways that the teacher can promote a positive group (and class) dynamic include:

• ensuring all class or group members can see and hear one another, and that they know (and use) each other’s names

• keeping groups from getting too big – three to six members is optimal

• setting – or negotiating – clear rules for groupwork, such as using only the target language, giving everyone a turn to speak, allowing individuals to ‘pass’ if they don’t want to say anything too personal

• using ‘ice-breaking’ activities to encourage interaction, laughter, and relaxation

• ensuring that group tasks are purposeful, interactive, and collaborative

• personalising tasks, i.e., setting tasks that involve the sharing of personal experiences and opinions

• deﬁning the roles and responsibilities within the group, and varying these regularly, e.g. by appointing a different spokesperson each time

• monitoring groupwork in progress, and being alert to any possible conﬂicts or tensions between members, and reconstituting groups, if necessary

• discussing the importance of groupwork with learners, and getting feedback on group processes

· Grammar teaching
Like the word grammar itself, the topic of grammar teaching is a controversial one, and teachers often take opposing views. Historically, language teaching

methods have positioned themselves along a scale from ‘zero grammar’ to ‘total grammar’, according to their approach to grammar teaching. Proponents of natural methods, who model their approach to teaching second languages on the way that ﬁrst languages are acquired, reject any explicit teaching of

grammar at all. (They may, however, teach according to a grammar syllabus, even if no mention of grammar as such is made in the classroom.) This implicit approach is common both to the direct method and to audiolingualism. Through exposure to demonstrations, situations or examples, learners are expected to pick up the rules of grammar by inductive learning. At the other end of the

spectrum, there are approaches, such as grammartranslation, that adopt an explicit and deductive learning approach. From the outset, learners are presented with rules which they study and then practise. Occupying a midway point between zero grammar and total grammar is the approach called consciousness-raising. Instead of being given rules, learners are presented with language data which challenge them to re-think (and restructure) their existing mental grammar. This data might take the form of input that has been manipulated in some way. In order to do the task, learners have to process not just the individual words, but also their grammatical form. That is why this

approach to teaching grammar is sometimes called processing instruction. There are other researchers who argue that it is by means of manipulating the

learner’s output, e.g. through productive practice, that mental restructuring is best effected.

The communicative approach accommodates different approaches to grammar teaching. Proponents of task-based learning, for example, argue that, if the learner is engaged in solving problems using language, then the mental grammar will develop of its own accord. However, advocates of the weaker version of the communicative approach (and the version that is most widespread) justify a role for the pre-teaching of grammar in advance of production. This view ﬁnds support in cognitive learning theory, which suggests that conscious attention to grammatical form (called focus on form) speeds up language learning, and is a necessary corrective against premature fossilisation. There is some debate, though, as to whether this form focus should be planned or incidental. Incidental grammar teaching occurs when the teacher deals with grammar issues as and when they come up, e.g. in the form of correction, or task feedback. In this way (it is argued) grammar teaching follows the learners’ own ‘syllabus’. Such an approach attempts to address one of the dilemmas of grammar teaching: the fact that the learner’s mental grammar, and the way it develops, bears only an accidental relation to a formal grammar syllabus.

Nevertheless, the research into these different choices is still inconclusive. It may be the case that some items of grammar respond better to explicit teaching, while others are more easily picked up through exposure.

· Listening

Listening is the skill of understanding spoken language. It is also the name given to classroom activities that are designed to develop this skill –what are also called listening comprehension activities – as in ‘today we’re going to do a listening’. Listening is one of the four language skills, and, along with reading, was once thought of as being a ‘passive’ skill. In fact, although receptive, listening is anything but passive. It is a goal-oriented activity, involving not only processing of the incoming speech signals (called bottom-up processing) but also the use of prior knowledge, contextual clues, and expectations (top-down processing) in order to create meaning.

Among the sub-skills of listening are:

• perceiving and discriminating individual sounds 
• segmenting the stream of speech into recognisable units such as words and phrases

• using stress and intonation cues to distinguish given information from new information

• attending to discourse markers and using these to predict changes in the direction of the talk

• guessing the meaning of unfamiliar words

• using clues in the text (such as vocabulary) and context clues to predict what is coming

• making inferences about what is not stated

• selecting key information relevant to the purpose for listening

• integrating incoming information into the mental ‘picture’ (or schema) of the speech event so far.

Also, since listening is normally interactive, listeners need to be capable of:

• recognising when speakers have ﬁnished their turns, or when it is appropriate to interrupt

• providing ongoing signals of understanding, interest, etc. (backchannelling)

• asking for clariﬁcation, asking someone to repeat what they have just said, and repairing misunderstandings.

These sub-skills exist across languages, so, in theory, learners should be able to transfer them from their ﬁrst language into their second. In fact, there are

a number of reasons why this does not always happen. One is that speakers of different languages process speech signals differently, depending on the

phonetic characteristics of the language they are used to. This means that speakers of some languages will ﬁnd it harder than others to match the spoken

word to the way that the word is represented in their mind. They simply do not recognise the word.

Another problem is lack of sufficient L2 knowledge, such as vocabulary or grammar. A third problem is that learners may lack the means (and the conﬁdence) to negotiate breakdowns in understanding. Finally, many learners simply lack exposure to spoken language, and therefore have not had sufﬁcient opportunities to experience listening.

These problems can be compounded in classrooms because:

• Listening to audio recordings deprives the learners of useful visual information, and allows the learners no opportunity to interact and repair misunderstandings.

• Classroom acoustics are seldom ideal.

• If learners do not know what they are listening for (in the absence, for example, of some preset listening task) they may try to process as much information as possible, rather than being selective in their listening. This can lead to listening overload, which in turn can cause inhibiting anxiety.

• Listening texts that have been specially written for classroom use are often simpliﬁed. But if this simpliﬁcation means eliminating a lot of redundant language, such as speaker repetitions, pause ﬁllers and vague language, the

density of information that results may make it harder – not easier – to process.

For this reason, the use of audio recordings to develop listening skills needs to be balanced against the advantages of using other media, such as video, and face-to-face interaction with the teacher or another speaker.

Nevertheless, the use of audio recordings is an established part of classroom practice, so it is important to know how to use them to best advantage. The following approach is one that is often recommended:

• Provide some minimum contextual information, e.g. who is talking to whom about what, and why. This helps to compensate for lack of visual information, and allows learners to activate the relevant mental schema, which in turn helps

top-down processing, including the sub-skill of prediction.

• Pre-teach key vocabulary: this helps with bottomup processing, although too much help may mean that learners don’t get sufﬁcient practice in guessing from context.

• Set some ‘while-listening’ questions. Initially, these should focus on the overall gist of the text.

For example: true/false questions, selecting, ordering or matching pictures, ticking items on a list, following a map.

• Play a small section of the recording ﬁrst, to give learners an opportunity to familiarise themselves with the different voices, and to trigger accurate expectations as to what they will hear.

• Play the recording right through, and then allow learners to consult on the answers to the pre-set task. Check these answers. If necessary, re-play the recording until satisﬁed that learners have ‘got the gist’.

• Set a more demanding task, requiring more intensive listening, such as listening for detail, or inferring speakers’ attitudes, intentions, etc. If the recording is a long one, it may pay to stage the intensive listening in sections. Again, allow learners to consult in pairs, before checking the task in open class.

• On the basis of the learners’ success with these tasks, identify problem sections of the recording and return to these, playing and re-playing them, and perhaps eliciting a word-by-word transcription and writing this on the board.

• Distribute copies of the transcript of the recording (if available) and re-play the recording while learners read the transcript. This allows the learners to clear up any remaining problems, and also to match what they hear to what they see.

The above approach can be adapted to suit different kinds of recorded texts and different classroom needs. For higher level learners, for example, it may

be counter-productive to make listening too easy. The approach can also be adapted to the use of video, and even to live listenings, such as listening to the

teacher or a guest.

· Personalisation
When you personalise language you use it to talk about your knowledge, experience and feelings.

Personalisation of the type Now write ﬁve true sentences about yourself using ‘used to’ is often motivated by the need to provide further practice of pre-taught grammar structures. But it is also good preparation for the kinds of situations of genuine language use that learners might encounter outside the classroom. These advantages are lost, though, if the teacher’s response is to treat the exercise as only an exercise, and correct the learners’ errors without responding to the content. The inﬂuence of humanistic approaches has given a fresh impetus to personalisation, both in terms of providing a more coherent rationale and suggesting a broader range of activity types. For a start (it is argued), personalisation creates better classroom dynamics. This is because groups are more likely to form and bond if the individuals in them know more about one another. And the mental and emotional effort that is involved in ﬁnding personal associations with a language item is likely to make that item more memorable. This quality is called cognitive and affective depth. Finally, lessons are likely to be more interesting, and hence more motivating, if at least some of the content concerns the people in the room, rather than the characters in coursebooks. On

these grounds, some writers have suggested that personalisation should not be considered simply as an ‘add-on’, but should be the principle on which most, if not all, classroom content should be based.

One teaching approach that is committed to this view is community language learning. In this approach, all the content of the lesson comes from the learners

themselves. Personalisation is not without risks, though. Teachers need to be sensitive to learner resistance: learners should have the right to ‘pass’ on questions that they consider too intrusive. And teachers should be authentic in the way that they respond to learners’ personalisations. This means that they should respond to what their learners are saying, not just how they say it.

· Practice

If you practise a skill, you experience doing it a number of times in order to gain control of it. The idea that ‘practice makes perfect’ is fundamental to cognitive learning theory. It is through practice that the skill becomes automatic. Sociocultural learning theory ﬁnds room for practice too. Performing a skill with the assistance of someone who is good at it can help in the appropriation of the skill. At issue, then, is not so much whether practice is beneﬁcial, but what form it should take, when, and how much of it is necessary. In addressing these questions, it is customary to distinguish between different kinds of practice, such as controlled practice vs free practice, mechanical practice vs meaningful/communicative practice, and receptive practice vs productive practice.

Practice can be controlled in at least two senses: language control and interactional control. In the ﬁrst, the language that is being practised is restricted to what has just been presented (hence it is also called restricted practice). 

Practice is also said to be controlled if the learners’ participation is overtly managed and monitored by the teacher, such as in open-class work, as opposed

to closed pairwork or groupwork. One reason for this degree of control is that it maintains a focus on accuracy, and pre-empts or corrects errors. Free practice, on the other hand, allows learners a measure of creativity, and the opportunity to integrate the new item into their existing language ‘pool’. It is also less controlled in terms of the interactions, with pairwork and groupwork being favoured. Typical free practice activities might be games, discussions or drama-based activities.

Mechanical practice is a form of controlled practice, where the focus is less on the meaning of an item than on manipulating its component parts.

Mechanical practice can be either oral or written: many traditional exercises are mechanical in this sense, such as when learners transform sentences

from active into passive, or from direct speech into reported speech. The arguments in favour of controlled and mechanical practice have lost their force since the decline of behaviourism and its belief that learning is simply habit-formation.

Meaningful practice requires learners to display some understanding of what the item that they are practising actually means. One way of doing this is through personalisation. Communicative practice involves the learners interacting in order to complete some kind of task, such as in an information gap activity (communicative activity). Proponents of a communicative approach argue that it is only this kind of practice that is truly effective. This is because learners are not simply practising language, but are practising the behaviours associated with the language, and this is a pre-condition for long-term behavioural change.

Finally, some practice activities are purely receptive.

They involve the learners in identifying, selecting, or discriminating between language items, but not actually producing them. Many consciousnessraising

activities are receptive, on the grounds that learners ﬁrst need to understand a new structure before they can properly internalise it. Receptive practice is also associated with comprehensionbased approaches to teaching. Productive practice, on the other hand, requires learners to produce the targeted items (either orally or in writing), and is associated with output-based models of learning.

There is fairly general agreement nowadays that the most effective practice activity combines at least some of the following features:

• It is meaningful, which may mean that is personalised.

• It is communicative, thus it will require learners to interact.

• It involves a degree of repetition – not of the mindless type associated with imitation drills, but of the type associated with many games.

• It is language-rich, i.e., learners have to interpret or produce a lot of language.

• Learners can be creative and take risks, but support is at hand if they need it.

• Learners are pushed, at least some of the time, to the limits of their competence

• Learners get feedback.

· Pronunciation teaching

Pronunciation is the general term for that part of language classes and courses that deals with aspects of the phonology of English. This includes the individual sounds (phonemes) of English, sounds in connected speech, word and sentence stress, rhythm and intonation. These components are customarily divided into two groups: the segmental features of pronunciation, i.e., the individual sounds and the way they combine, and the suprasegmental features, i.e., stress, rhythm and intonation. Paralinguistic features of speech production such as voice quality, tempo and loudness, are also classed as suprasegmental.

Effective pronunciation teaching needs to consider what goals, course design and methodology are most appropriate for the learners in question. The goal of

acquiring a native-like accent is generally thought to be unachievable for most learners (and perhaps even undesirable). Instead, the goal of intelligibility is nowadays considered more realistic, if less easily measurable. It is often claimed that suprasegmental features play a greater role in intelligibility than do segmental ones. Unfortunately, however, some of these suprasegmental features, such as intonation, are considered by many teachers to be unteachable.

Moreover, learners intending to interact with native speakers may need to set different goals from those learners whose purpose is to learn English as an

international language (EIL). For this latter group, the so-called phonological core is a checklist of those pronunciation features considered critical for intelligibility in EIL.

In terms of the design of course content, a basic choice is whether the pronunciation focus is integrated or segregated. In an integrated approach, pronunciation is dealt with as part of the teaching of grammar and vocabulary, or of speaking and listening. In a segregated approach it is treated in isolation. A classical segregated exercise is the minimal pairs task, in which learners are taught to discriminate and produce two contrasted phonemes (as in hit and

heat). There are doubts as to whether this item-by item approach to pronunciation reﬂects the way that the features of pronunciation are interconnected.

Nor does it reﬂect the way that they jointly emerge over time (‘as a photo emerges in the darkroom’). A related issue is whether pronunciation teaching

should be pre-emptive or reactive. That is to say, should pronunciation teaching be planned around a syllabus of pre-selected items, or should the focus on

pronunciation emerge out of practice activities, in the form, for example, of correction? There is evidence that the latter approach is more effective than the

former.

· Reading

Reading is a receptive skill. But the fact that it is receptive does not mean that it is passive: reading is an active, even interactive, process. Readers bring their own questions to the text, which are based on their background knowledge, and they use these to interrogate the text, modifying their questions and coming up with new ones according to the answers they get. In order to do this, they draw on a range of knowledge bases. They need to be able to decode the letters, words and grammatical structures of the individual sentences – what is called bottom-up processing. But they also enlist top-down processes, such as drawing on discourse and schematic knowledge, as well as on immediate contextual

information. Discourse knowledge is knowing how different text-types – such as news reports, recipes or academic papers – are organised. Schematic knowledge is the reader’s existing knowledge of the topic. Reading involves an interaction between these different ‘levels’ of knowledge, where knowledge at

one ‘level’ can compensate for lack of knowledge at another.

Readers also bring their own purposes to texts, and these in turn determine the way they go about reading a text. The two main purposes for reading are for information (such as when consulting a directory), and for pleasure (such as when reading a novel), although these purposes may overlap. Different ways of reading include:

• skimming (skim-reading, reading for gist): rapidly reading a text in order to get the gist, or the main ideas or sense of a text. 

• scanning: reading a text in search of speciﬁc information, and ignoring everything else, such as when consulting a bus timetable for a particular time and destination

• detailed reading: reading a text in order to extract the maximum detail from it, such as when following the instructions for installing a household appliance 

• reading aloud: such as when reading a prepared speech or lecture, or reading a story aloud, or an extract from the newspaper.

A reader’s purpose usually matches the writer’s intentions for the text. Readers seldom read telephone books from cover to cover, for example. Nor do they

normally skim through a novel looking for names beginning with Vron …. In classrooms, however, texts are frequently used for purposes other than

those for which they were originally intended. They are often used not so much as vehicles of information or of pleasure, but as ‘linguistic objects’, that is, as

contexts for the study of features of the language.

A distinction needs to be made, therefore, between two types of classroom reading: reading as skills development, and reading as language study. There is

no reason why the same text cannot be used for both purposes.

Another distinction that is often made is between intensive reading and extensive reading. The former applies to the way short texts are subject to close

and detailed classroom study. Extensive reading, on the other hand, means the more leisurely reading of longer texts, primarily for pleasure, or in order to

accumulate vocabulary, or simply to develop sound habits of reading. This is typically done outside class, using graded readers, authentic texts, or literary

texts.

A third important distinction is between testing reading and teaching reading. Traditional reading tasks usually involve reading a text and then answering comprehension questions about it. This is the testing approach. A teaching approach, on the other hand, aims to help learners to become more effective readers by training them in the sub-skills of reading, and by teaching them reading strategies.

Some of the sub-skills of reading are:

• understanding words and identifying their grammatical function

• recognising grammar features, such as word endings, and ‘unpacking’ (or parsing) the syntax of sentences

• identifying the topic of the text, and recognising topic changes

• identifying text-type, text purpose, and text organisation, and identifying and understanding discourse markers and other cohesive devices

• distinguishing key information from less important information

• identifying and understanding the gist

• inferring the writer’s attitude

• following the development of an argument

• following the sequence of a narrative

• paraphrasing the text.

Activities designed to develop these sub-skills include: underlining topic-related words; contrasting different text-types; comparing different examples of the same text type and identifying generic features; circling and categorizing discourse markers; identifying what the pronouns refer to; predicting the direction the text will take at each discourse marker; choosing the best summary of a text; putting a set of pictures in order; extracting key information

on to a grid, writing a summary of the text, etc.

Strategy training involves training learners in ways of overcoming problems when they are reading. Some useful strategies include:

• using contextual and extra-linguistic information (such as pictures, layout, headlines) to make predictions regarding what the text is about 
• brainstorming background (or schematic) knowledge in advance of reading

• skimming a text in advance of a more detailed reading

• keeping the purpose of the text in mind

• guessing the meaning of words from context 
• dictionary use.

There is some argument, however, as to the value of a ‘skills and strategies’ approach to teaching reading. Most adult learners of English come to English texts with already well-developed reading skills in their own language. They already know how to skim, scan, use context clues, enlist background knowledge, and so on. Theoretically, at least, these skills are transferable. What makes reading difficult is not so much lack of reading skills as lack of language knowledge. That is, learners lack sufﬁcient vocabulary and grammar to unpack sentences, and they cannot easily identify the ways that sentences are connected. This can result in ‘tunnel vision’, with readers becoming distracted by unfamiliar words, at the expense of working out meaning from context. On the other hand, it can also result in an over-reliance on guesswork, and on superﬁcial ‘text attack’ strategies such as skimming. This suggests that texts needs to be chosen that do not over-stretch learners’ ability to read them ﬂuently. At the same time, texts should not be so easy that learners can process them simply by skimming. It also means that tasks need to be chosen that both match the original purpose of the text, and that encourage learners to transfer their ﬁrst language reading skills. Such tasks are likely to be those that motivate learners to want to read the text. This might mean activating interest in the topic of the text, through, for example, a pre-reading quiz. At the same time, classroom reading texts should be exploited, not just for their potential in developing reading skills, but as sources of language input. This will involve, at some point, detailed study of the text’s formal features, such as its linking devices, its collocations or its grammar.

· Speaking

Speaking is generally thought to be the most important of the four skills. The ability to speak a second language is often equated with proﬁciency in the language, as in She speaks excellent French. Indeed, one frustration commonly voiced by learners is that they have spent years studying English, but still can’t speak it. One of the main difﬁculties, of course, is that speaking usually takes place spontaneously and in real time, which means that planning and production overlap. If too much attention is paid to planning, production suffers, and the effect is a loss of fluency. On the other hand, if the speaker’s attention is directed solely on production, it is likely that accuracy will suffer, which could prejudice intelligibility. In order to free up attention, therefore, the speaker needs to have achieved a degree of automaticity in both planning and production. One way of doing this is to use memorised routines, such as formulaic language. Another is to use production strategies, such as the use of pause fillers, in order to ‘buy’ planning time. The situation is complicated by the fact that most speaking is interactive. Speakers are jointly having to manage the ﬂow of talk. The management of interaction involves turn-taking skills, such as knowing how and when to take, keep, and relinquish speaker turns, and also knowing how to repair misunderstandings.

For language learners these processing demands are magniﬁed through lack of basic knowledge of grammar and vocabulary. For the purposes of most day-to-day talk, however, the grammar that is required is not as complex nor need be as accurate as the grammar that is required for writing. Nor do speakers need an enormous vocabulary, especially if they have developed some communication

strategies for getting round gaps in their knowledge.

A core vocabulary of 1000–1500 high-frequency words and expressions will provide most learners with a solid basis for speaking.

Activating this knowledge, though, requires practice.

This in turn suggests that the more speaking practice opportunities that learners are given, and the sooner, the easier speaking will become. Speaking practice

means more than simply answering the teacher’s questions, or repeating sentences, as in grammar practice activities. It means interacting with other

speakers, sustaining long turns of talk, speaking spontaneously, and speaking about topics of the learners’ choice.

Approaches to teaching speaking vary. Traditionally, speaking was considered to be a by-product of teaching grammar and vocabulary, reinforced with work on pronunciation. This view has been replaced by approaches that treat speaking as a skill in its own right. One such approach is to break down the speaking skill into a number of discrete sub-skills, such as opening and closing conversations,

turn-taking, repairing, paraphrasing, interrupting, etc.

Another approach is to focus on the different purposes of speaking and their associated genres, such as narrating, obtaining service, giving a presentation, making small talk, etc. This approach is particularly well suited to learners who have a speciﬁc purpose for learning English. A third is to adopt a topic-based

approach, where learners are encouraged to speak freely on a range of topics, at least some of which they have chosen themselves. This is the format used in

many conversation classes. Typical activity types for the teaching of speaking include: dialogues, drama activities (including roleplays and simulations), many

games, discussions and debates, as well as informal classroom chat.
· Task

A task is a classroom activity whose focus is on communicating meaning. The objective of a task may be to reach some consensus on an issue, to solve a

problem, to draft a plan, to design something, or to persuade someone to do something. In contrast, practising a pre-selected item of language (such

as the present perfect) for its own sake would not be a valid task objective. In the performance of the task, learners are expected to make use of their own

language resources. In theory, tasks may be receptive or productive, and may be done individually or in pairs or small groups. However, in practice, most

activities that are labelled ‘tasks’ in coursebooks involve production (either speaking or writing, or both) and require learners to interact with one another.

Tasks are the organising principle in task-based learning. In order to devise a syllabus of tasks it is necessary both to classify tasks, and to identify the factors that make one task more difﬁcult than another. Different criteria for classifying tasks have been suggested. For example, tasks can be open-ended or closed. An open-ended task is one in which learners know there is no predetermined

solution. It might be planning an excursion, or debating a topical issue. A closed task, on the other hand, requires learners to discover the solution to a problem, such as identifying the differences in a spot-the-difference task (communicative activity).

Tasks can also be classiﬁed according to the kinds of operations they involve, such as ranking, selecting, sorting, comparing, surveying and problem-solving.

Factors which inﬂuence the degree of difﬁculty of the task, and hence which affect the grading of tasks, include:
• linguistic factors: How complex is the language that learners will need to draw on, in order to do the task? How much help, either before, or during the task, will they get with their language needs?

• cognitive factors: Does the task require the processing of complex data? Is the task type familiar to learners?

• performance factors: Do the learners have to interact in real time in order to do the task? Do they have time to rehearse? Do they have to ‘go public’?

The term task is now widely accepted as a useful way of labelling certain types of classroom activity, including many which have a thinly disguised grammar agenda. But the concept of task is not without its critics. Some writers feel that the associations of task with ‘work’ undervalues the more playful – and possibly less authentic or communicative – types of classroom activity, such as games, songs and drama.

· Vocabulary teaching

Vocabulary describes that area of language learning that is concerned with word knowledge.

Vocabulary learning is a major goal in most teaching programmes. It hasn’t always been so. In methods such as audiolingualism, vocabulary was subordinated to the teaching of grammar structures.

Words were simply there to ﬁll the slots in the sentence patterns. The move towards semantic (i.e., meaning-based) syllabuses in the 1970s, along with the use of authentic materials, saw a revival of interest in vocabulary teaching. Subsequently, developments in corpus linguistics and discourse analysis started to blur the distinction between vocabulary and grammar. In the 1990s the lexical approach ushered in a major re-think regarding the role of vocabulary. This concerned both the selection of items (frequency being a deciding factor) and the type of items: formulaic language (or lexical chunks) were recognised as being essential for both fluency and idiomaticity. These developments have inﬂuenced the design of teaching materials.

Most contemporary coursebooks incorporate a lexical syllabus alongside the grammar one. Recent developments in lexicography have complemented this trend. There is now a wide range of dictionaries available for learners, many of which come with sophisticated software for accessing databases of examples and collocations.

It is now generally agreed that, in terms of goals, learners need a receptive vocabulary of around 3000 high-frequency words (or, better, word families) in order to achieve independent user status. This will give them around ninety per cent coverage of normal text. For a productive vocabulary, especially for speaking, they may only need half this number. 
Classroom approaches to achieving these goals include dedicated vocabulary lessons. Typically these take the form of teaching lexical sets of words (i.e.,

groups of thematically linked words) using a variety of means, including visual aids, demonstration, situations, texts and dictionary work. As well as the

meaning of the items, the form, both spoken (i.e., pronunciation) and written (i.e., spelling), needs to be dealt with, especially if the words are being taught for productive use. Other aspects of word knowledge that may need to be highlighted include connotation and style, collocation, derived forms, and grammatical features, such as the word’s word class. Vocabulary is also taught as preparation for listening or reading (pre-teaching vocabulary) or as a by-product of these skills.

It would be impossible, in class, to teach all the words that learners need. Learners therefore need opportunities for incidental learning, e.g. through extensive reading. They may also beneﬁt from training in how to make the most of these opportunities, e.g. by means of dictionary use, note-keeping, etc. Some

strategies for deducing the meaning of unfamiliar words will also help.

Amassing a fully-functioning vocabulary is essentially a memory task, and techniques to help in the memorising of words can be usefully taught, too. It also helps to provide learners with repeated encounters with new words, e.g. through the re-reading of texts, or by reading several texts about the same topic. Constant recycling of newly learned words is essential. One simple way of doing this is to have a word box (or word bag) in the classroom. New words are written on to small cards and added to the word box. At the beginning of the next lesson, these words can be used as the basis for a review activity.

For example, the teacher can take words out of the box and ask learners to deﬁne them, provide a translation or put them into a sentence. The words can also form the basis for peer-testing activities, in which learners take a number of word cards and test each other in pairs or small groups.

· Writing

Like speaking, writing is a productive skill, and, like other skills, writing involves a hierarchy of subskills.

These range from the most mechanical (such as handwriting or typing legibly) through to the ability to organise the written text and lay it out according to the conventions of the particular text type. Along the way, writers also need to be able to:

• produce grammatically accurate sentences

• connect and punctuate these sentences

• select and maintain an appropriate style

• signal the direction that the message is taking

• anticipate the reader’s likely questions so as to be able to structure the message accordingly.

In order to enable these skills, writers need an extensive knowledge base, not only at the level of vocabulary and grammar, but at the level of connected discourse. This includes familiarity with a range of different text types, such as informal letters, instructions, product descriptions, etc. It follows that if classroom writing is mainly spelling- or grammar focused, many of the sub-skills of writing will be neglected.

Nevertheless, the teaching of writing has tended to focus on the ‘lower-level’ features of the skill, such as being able to write sentences that are both accurate and complex, that demonstrate internal cohesion, and that are connected to the sentences next to them. This language-based approach is justiﬁed on the grounds that stricter standards of accuracy are usually required in writing than in speaking. Also, writing demands a greater degree of explicitness than speaking, since writers and their readers are separated in time and space. They therefore can’t rely on immediate feedback in order to clear up misunderstandings.

By contrast, a text-based approach to teaching writing takes a more ‘top-down’ view. This approach ﬁnds support in discourse analysis, which shows that a text is more than a series of sentences, however neatly linked. Instead, texts are organised according to larger macrostructures, such as problem-solution, or deﬁnition-examples. Hence, learners need explicit guidance in how texts are structured. This typically involves analysing and imitating models of particular

text types. For example, a business letter might be analysed in terms of its overall layout, the purpose of each of its paragraphs, the grammatical and lexical choices within each paragraph, and the punctuation.

Each of these features is then practised in isolation. They are then recombined in tasks aimed ﬁrst at reproducing the original text and then at producing similar texts incorporating different content.

This approach is called a product approach to the teaching of writing, since the focus is exclusively on producing a text (the product) that reproduces the model. 
By contrast, a process approach argues that writers do not in fact start with a clear idea of the ﬁnished product. Rather, the text emerges out of a creative process. This process includes:

planning (generating ideas, goal setting and organising), drafting and re-drafting; reviewing, including editing and proofreading, and, ﬁnally, ‘publishing’. Advocates of a process approach argue for a more organic sequence of classroom activities, beginning with the brainstorming of ideas, writing preliminary drafts, comparing drafts, re-drafting, and conferencing, that is, talking through their draft with the teacher, in order to ﬁne-tune their ideas.

The process approach to writing has a lot in common with the communicative approach to language teaching, and each has drawn support from the other. 
The communicative approach views writing as an act of communication in which the writer interacts with a reader or readers for a particular purpose. The purpose might be to ask for information about a language course, to relay personal news, to complain about being overcharged at a hotel, or simply to entertain and amuse. Thus, advocates of a communicative approach argue that classroom writing tasks should be motivated by a clear purpose and that writers should have their reader(s) in mind at all stages of the writing process. Such principles are now reﬂected in the design of writing tasks.
The social purposes of writing are also foregrounded by proponents of a genre-based approach. Genre analysis attempts to show how the structure of particular text-types are shaped by the purposes they serve in speciﬁc social and cultural contexts.

Put simply, a business letter is the way it is because of what it does. Advocates of genre-based teaching reject a process approach to teaching writing. They

argue that to emphasise self-expression at the expense of teaching the generic structures of texts may in fact disempower learners. Many learners, especially

those who are learning English as a second language, need a command of those genres – such as writing a CV, or requesting a bank loan – that permit access to

the host community. A genre approach to teaching writing is not unlike a product approach, therefore. It starts with model texts that are subjected to analysis and replication. The difference is that these models are closely associated with their contexts of use, and they are analysed in functional terms as much as in linguistic ones. The genre approach has been particularly inﬂuential in the teaching of academic writing.

In reality, none of these approaches is entirely incompatible with any other. Resourceful teachers tend to blend elements of each. For example, they may encourage learners to ‘discover’ what they want to write, using a process approach. They may then give them a model text, both as a source of useful language items, and as a template for the ﬁnal product. They may also provide exercises in speciﬁc sub-skills, such as linking sentences, or using a formal style.

COURSE COMPONENTS
· Student’s Book
· A language menu at the beginning of each unit summarises the main teaching points.

· Headings throughout the units provide clear information about what the students are studying.

· Vocabulary is presented in context. Students are encouraged to examine new words in context and infer meaning. Practice activities expand the students’ knowledge of selected lexical items and give them opportunities to use the vocabulary in meaningful exchanges.
· Motivating reading texts have been adapted from authentic sources to suit the Upper intermediate and Advanced level  student. They have been selected not only for their language content, but also for their interest and appropriacy.
· Glossaries give simple definitions for more challenging words in the text or challenge students to explore new vocabulary items in the context of the authentic source material.

· New Inside Out Upper intermediate and Advanced are full of engaging material taken from modern authentic sources. As a first step, students are always encouraged to read or listen for meaning and enjoyment.

· The listenings include several authentic recordings, as well as text specially written for language learning.

· Pronunciation work on particular areas of sound, stress and intonation is integrated into every unit. 
· Students are encouraged to relate the topics to their own lives, views and feelings.

· New Inside Out Upper intermediate and Advanced include an average of two grammar sections in every unit. Typically, these follow a three-stage approach:
1. Students ‘notice’ new grammatical structures that have been contextualised in the previous section. They focus on the way new language works. A brief summary of the grammar point is provided in the margin.

2. Language practice is designed to be realistic and meaningful.

3. Students use target language for controlled, personalised practice.
· In addition, students are referred to the Grammar Extra pages at the back of the Student’s Book for extended explanations and further practice.

· Useful phrases gives students a portable toolkit of functional language. These sections are designed to be fun and engaging and the phrases are recorded on the Class CD.

· The Vocabulary Extra pages at the end of certain units explore key lexical areas such as collocation, lexical sets and phrasal verbs. They provide students with detailed practice activities and help promote useful dictionary skills.

· The Writing Extra pages develop important writing skills in a variety of genres.

· They complement the complete self-contained writing course in the Workbook.

· There are four Review units in New Inside Out Upper Intermediate and Advanced Student’s Books. Each Review unit revises the new structures taught in the previous three teaching units.

· The Grammar Extra pages at the back of the Student’s Books provide a summary of the new grammatical structures as well as extra practice

· CD-ROM
· The CD-ROM in the back of every Student’s Book provides a wealth of interactive practice activities along with integrated listening material contextualising the Useful phrases.

· Workbook
· The Workbook provides revision of all the main points in the Student’s Book, plus extra listening practice, pronunciation work and a complete self-contained writing course. There are with and without key versions, and a story from Macmillan Graded Readers and Macmillan Literature Collection are included in the back of the Workbooks.

· Teacher’s Book

· The 6-in-1 Teacher’s Book contains:

· an Introduction

· Practical methodology

· Common European Framework (CEF) checklists

· complete teaching notes with answer keys

· a bank of extra photocopiable grammar, vocabulary and communicative activities

· a Test CD with word files that you can edit and the recordings of the listening test activities

· Class CD set

· The Class CDs contain:

· the dialogues and listening activities from the Student’s Book

· recordings of the pronunciation activities.
· DVD and DVD teacher’s Book

· The DVD contains programmes which complement the topics in the Student’s Book. There is a wide variety of formats including interviews, profiles, documentaries and video diaries. The DVD Teacher’s Book contains related teaching notes and photocopiable worksheets.

· Website

· Visit www.macmillanenglish.com/insideout to find out more details about the course and its authors. The website provides downloadable resources and more information about New Inside Out.
· New Inside Out Digital

· Use New Inside Out Digital alongside the printed coursebook to enhance your experience in the classroom. It has been adapted to work on any interactive whiteboard or simply with a computer and a projector.

· New Inside Out Digital offers a digital version of the coursebook with interactive tools and integrated audio and video. There is also a Teacher’s Area which allows you to create and save your own material (slides, games, etc.).

· Extra resources on New Inside Out Digital include: the Workbook answer key, Common European Framework checklists and the DVD Teacher’s Book.
MIXED ABILITY

· Teachers must consider the student’s diversity as a principle and adapt the educational practice to the student’s personal characteristics, needs, interests and cognitive style, due to the importance of pace and maturity process. 

· The educational system will establish procedures to help identify those features which may have an effect on the student’s academic evolution. Furthermore, they will help coordinating all sectors involved in taking care of these students.

· Schools will take the appropriate measures addressed to those students with special educational support needs.

· Schools will cater for those children with special educational needs looking for the educational solution which best fits their characteristics and personal needs.

New Inside Out caters for diversity in the classroom including activities at different levels in the following ways:

Consolidation activities:

· Review sections after every three units of the student’s Book

· CD-ROM activities for each unit

· Workbook activities for each unit.

Extension activities:

· SB: Additional material section
· SB: Grammar Extra section
· SB: Phonetic symbols & Spelling list.

· SB: Irregular verbs list

· TB: Photocopiable resource materials: Grammar, Vocabulary and Communication.

· DVD
· TB: Extra activities. 

· TB: Cultural Notes. 

· TB: The top ten activities for Upper Intermediate and Advanced students. (SB pages xv-xx)
· Website downloadable resources: www.insideout.net 

CROSS-CURRICULAR CONTENTS

Cross-curricular themes, which can arise in different parts of the curriculum, are not only concerned with ‘knowing about’ but also with ‘knowing how to behave’ in society.

New Inside Out aims to encourage students to learn about the world around them with all the variety of contexts for communication it offers and the variety of cultures. For this reason, the texts and situations are based on real contexts with specific cultural references. Ex. References to architecture and art in New Inside Out Upper Intermediate Unit 9, or references to the world of science and technology in New Inside Out Advanced, Unit 7, or to cities of the world in unit 3.
Apart from that, New Inside Out also deals with the themes of moral and civic education, environmental education, education for tolerance, education for sexual equality, health education, consumer education and education for leisure.

	Education for tolerance
	· Ex. New Inside Out Upper Intermediate. Unit 2. Generations.  The importance of relationships and school exchanges.

· Ex. New Inside Out Advanced. Unit 9. Night. The importance of respecting people’s preferences regarding sleeping habits.

	Moral and civic education
	· Ex. New Inside Out Upper Intermediate. Unit 4. Challenge. The importance of charity organisations. 
· New Inside Out Advanced. Unit 8. Law. The importance of fighting against crime.

	Education for sexual equality
	· Ex. New Inside Out Advanced. Unit 1. Conversations. Men and women’s conversation styles.

	Consumer education
	· Ex. New Inside Out Upper Intermediate. Unit 10. Sell. The importance of having a critical attitude towards advertising.
· Ex. New Inside Out Advanced. Unit 5. Bargain. The importance of economising.

	Health education
	· Ex. New Inside Out Upper Intermediate. Unit 6. Eat. The importance of having a balanced diet in order to be healthy.

	Environmental education
	· Ex. New Inside Out Upper Intermediate. Unit 12. Home. The importance of following ecological attitudes at home.

· Ex. New Inside Out Advanced. Unit 10. Footprints. The importance of taking care of the environment reducing our carbon footprint.

	Education for Leisure
	· Ex. New Inside Out Upper Intermediate. Unit 7. Escape. The importance of travelling so as to broaden one’s mind. 
· Ex. New Inside Out Advanced. Unit 2. Taste. The importance of practising free time activities such as going to restaurants in order to feel happy.


ATTITUDES AND VALUES

· Politeness in the other language. 

· Effort with new vocabulary and structures.

· Interest and respect in the classmates’ opinions, mother tongue, accent, origin, etc. Good companionship in class

· Overcome mental blocking when meeting new people in the target language

· Attentive-assertive listening

· Use of  target language in class

LITERARY EDUCATION

The contents related to the literary education maintain the guidelines started in the previous stage, so as to consolidate reading habits, extend the students’ experiences in the field of reading and recreating texts, adapting them to the new  experiences and feelings’ expressions, systematically observing the literary conventions and establishing an automatic relationship between the literary works and their production and reception contexts. 
· Assessment and active participation in literary activities in the classroom.

· Appreciation of literature as a source of pleasure showing criticism towards it.

· Development of reading autonomy.

BACHILLERATO COMPETENCES
The Council of Europe recommends basic competences for life-long learning. These are a combination of knowledge, skills and attitudes which young people in full-time education should acquire. Eight key competences have been identified. The course contents of New Inside Out have been designed not just to fulfil the linguistic and communicative competences that one might expect, but also to develop students’ skills in all of the other Bachillerato competences.

The Bachillerato competences
 are: 

C1. Linguistic communicative competence.

C2. Mathematical competence.

C3. Knowledge of and interaction with the physical world.

C4. Competence in information and communication technologies.

C5. Social and civil competence.

C6. Cultural and artistic competence.

C7. The competence of learning to learn.

C8. The competence of personal autonomy and initiative.

C9. The emotional competence. (Castilla la Mancha)

· C1 refers to the use of language as an instrument to oral and written communication, representation, interpretation and comprehension of reality, as a means of knowledge construction and organisation and self-regulation of thinking, emotions and behaviour. 

Knowledge, skills and attitudes characteristic of this competence, allow students to express emotions, experiences and opinions, as well as discussing, developing a critical and ethical point of view, generating ideas, structuring their thoughts, having a coherent and cohesive speech, taking decisions, and enjoying listening, reading or expressing themselves both in an oral or in a written way, all which also contributes to the development of self-esteem and self-confidence.

Learning a foreign language has a straight contribution to the acquisition of C1 as far as students get and develop the listening and speaking skills. Furthermore, it also improves C1 by developing the ability to express themselves both in an oral or in a written way, using and understanding the conventions and the appropriate language to each situation. Apart from that, progressive learning and recognition of the working rules of foreign language, improves the acquisition of this competence.

New Inside Out develops students’ formal knowledge of the language in terms of grammar, morphology, syntax and pronunciation. It also develops an understanding of socio-cultural factors in communication by developing an awareness of appropriacy and register in context.

In the syllabus we can see how this competence is practiced throughout the whole course, as all the activities of each unit use the language as an instrument of communication. We can find examples in New Inside Out such as writing a biography in N.I.Out Upper Intermediate Unit 1, or writing a discursive essay in N.I.Out Advanced Unit 7.

· C2 refers to the ability to use numbers and basic operations, mathematical reasoning, symbols and expressions, in order to produce and interpret information, and to learn more about quantitative and spatial aspects of reality and to be able to solve problems related to everyday life.

None of the language-related subjects (Spanish language, Literature, Foreign language) are directly implied in the development of the mathematical competence. However, we assert that C1 allows the student to reason, argue, formulate hypothesis, deduce, induce, etc. In New Inside Out we can find examples of the mathematical competence in N.I.Out Upper Intermediate, Unit 6 where students learn about cardinal and ordinal numbers, fractions, decimals, etc, or in Unit 2 where they need to analyse a graphic about word frequency. 
· C3 is the ability to interact with the physical world, both in its natural aspects and in the human generated ones, so as to make it easier to understand events, to predict consequences and the activities addressed to improve and preserve life conditions, both the own ones and the ones of the rest of men and women as well as the ones of all the living beings. In this particular case, foreign language helps to the acquisition of C3 in the same way as in C2. In other words, if the student is able to understand a message, listen, read, write, etc. then he/she will also be able to understand the related events, to express the consequences, to understand the others’ opinions about an action… More straightforward, in N.I.Out there are examples of C3, such as talking about geography and holiday destinations in N.I.Out Upper Intermediate unit 7, or talking about the human brain in N.I.Out Advanced, Unit 6.
· C4 consists on being able to search, obtain, process and communicate information and transform it into knowledge. Having access to information doesn’t necessarily mean learning or knowing something. Transforming information into knowledge involves understanding the information and incorporating it into the previous knowledge schemes and being able to communicate this information and the acquired knowledge. 
It is obvious that the foreign language contributes to the development of C4 as far as the students learn to understand a text (both written and oral, and with any kind of format), to take out the most relevant content of the text, to organise it in paragraphs, to produce texts by following a model but with a different information, to resume, discuss, and share this information… The acquisition of C1 in any language is essential to be successfully competent in C4. N.I.Out encourages research by students through the use of the CD-Rom and the website www.macmillanenglish.com/insideout
· C5. Apart from being a vehicle to transmit knowledge, languages form part of a culture and are useful to communicate in a social environment. Learning English allows the student to know new cultures, to be respectful, and to show interest and communication with other foreign language learners or with foreign language speakers. All this involves the recognition and acceptance of cultural and behavioural differences. Consequently, learning English helps developing and acquiring C5. N.I.Out contains in each unit references to social and civil items, such as the ones mentioned in the Cross-curricular contents section of this project. In the N.I.Out syllabus, this competence is clearly shown through the “Socio-cultural Aspects” section. And also in all the pairwork and group activities, where students need to exchange personal information, take part in discussions, express opinions or ideas, listen to the others, create dialogues, and assess and show respect for the classmates’ contributions, etc. We can find examples of C5 in N.I.Out Upper Intermediate Unit 4, where students read about stopping smoking or in N.I.Out Advanced where students understand the importance of helping charity organisations in Unit 12.
· C6 involves knowing, understanding, appreciating and showing criticism towards different cultural and artistic statements, using them as a source of enrichment and enjoyment and considering them as part of people cultural heritage. N.I.Out includes examples related to cultural items, such as reading about the Guggenheim museum or about Frida Kahlo, in N.I.Out Upper Intermediate Unit 9, or reading about Michael Jackson in N.I.Out Advanced, Unit 4, and, hence, it contributes to acquire C6 and make it easier to show opinions, likes and emotions arisen from these cultural demonstrations.
· C7 implies getting the skills to initiate the learning process and being able to keep learning in an effective and autonomous way and being conscious about the abilities that come into play in the learning process, such as attention, concentration, memory, comprehension and linguistic expression. As language is the means of thought transmission and the ultimate learning tool, the foreign language subject contributes in a fundamental way to the development of the competence of learning to learn as it offers more possibilities and different resources to understand, interpret, express opinions or feelings and emotions, and formulate hypothesis of how language works. 
The contents needed to the acquisition of C7 are clearly reflected in New Inside Out, which provides various tools for reflection on learning and study especially the Reviews after every three units.
· C8 refers, on the one hand, to the acquisition of consciousness and to put into practice a set of values and personal attitudes, and on the other hand, to the ability to choose following one’s own judgement, to imagine projects, to do the necessary actions to develop the personal options and plans –within the framework of individual or collective projects- and taking responsibility of them. Knowing a foreign language contributes to the acquisition of C8, as it fosters cooperative work in the classroom as well as the social skills (put oneself in someone else’s position, assess the other’s ideas, reach agreements…) and because it allows the development of initiatives about planning, organising and managing work, favouring this way the personal autonomy and initiative. New Inside Out encourages independent learning through use of the different sections at the end of the book, such as the Grammar Extra, Phonetic symbols & spelling or the Irregular verbs list, in order to organize their own study.

· C9 is referred to the development of the student’s self-esteem, learning to overcome failures and not to feel superiority when reaching success.  It also encourages students to take mistakes as a normal part of the learning process and to accept the own limitations without feeling discouraged.  All the pairwork and group activities such as the speaking exercises or the Quick chat sections enable the students to respect each other and admit both their own success and their classmates’.







� From now on each competence will be called  C1, C2, C3 …





