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THE LEVELS OF BLACK CAT READERS
Black Cat readers are linked to the levels of the Common European Framework of Reference (often abbreviated to ‘the
Framework’ or ‘the CEFR’, as in the second column of the table below) and to the levels required by internationally accredited
examination boards, particularly the Cambridge ESOL suite and Trinity graded examinations in spoken English.
In the table below, the descriptions in the Cambridge ESOL column mean the following: ‘exam level’ means that the level of
the text and activities is at the level required by the exam; ‘exam preparation’ means that the text and activities are at a level
slightly lower than the level of the exam (more study is still required) but the activities are in the style of the Cambridge ESOL
exam indicated, and so provide valuable exam preparation. 
The linking of the levels to the exam scores of IELTS, the Internet-based TOEFL exam (TOEFL iBT) and the TOEIC exam are
for guidance only and do not attempt to represent an exact equivalence, which would not be possible.

Black Cat Readers CEFR External Examination Boards

Cambridge ESOL Trinity City and Guilds IELTS TOEFL TOEIC
iBT

Earlyreads
Levels 1-5 A1 Starters and Movers 1, 2 Young Learners: Basic

For more detailed information on the grading of Earlyreads, see pages 32-33.

Easyreads
Level 1 A 2 Exam preparation: KET 3 Access

Level 2 A 2 Exam level: KET 4 Access

Green Apple Readers and Green Apple Drama
Starter A1 Exam preparation: Flyers and/or KET 1, 2 Preliminary

Step 1 A2 Exam level: Flyers and/or KET 3, 4 Access

Step 2 A2/B1 Exam level: Flyers and/or KET 4, 5 Access 3.0
Exam preparation: PET

Reading & Training, Reading Shakespeare and Reading & Training Discovery
Step One A2 Exam level: KET 3, 4 Access 3.0

Step Two B1 Exam preparation: PET 4, 5 Achiever 3.5 57-66 450

Step Three B1 Exam level: PET 5, 6 Achiever 4.0 67-86 550

Step Four B2 Exam preparation: FCE 7 Communicator 5.0 87-97 650

Step Five B2 Exam level: FCE 8 Communicator 5.5 98-109 750

Step Six C1 Exam preparation: CAE 9, 10 Expert 6.5 110-120 850

Reading & Training Professional
Step Two B1 Exam preparation: BEC Preliminary

Step Three B1 Exam level: BEC Preliminary

Step Four B2 Exam preparation: BEC Vantage

Step Five B2 Exam level: BEC Vantage

Authentic Texts (i.e. texts with unsimplified language)

Interact with B2/ Exam levels: FCE; CAE; 8, Communicator / 6.5 and 110 and 850 and 
Literature; C1/ Proficiency 9, 10, Expert / above above above
Reading Classics C2 11, 12 Mastery
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Starter
Verb tenses
Present Simple
Present Continuous
Future reference: Present Continuous; going to; Present Simple

Verb forms and patterns
Affirmative, negative, interrogative
Short answers
Imperative: 2nd person; let’s
Infinitives after some very common verbs (e.g. want)
Gerunds (verb + -ing) after some very common verbs (e.g. like, hate)

Modal verbs
Can: ability; requests; permission
Would... like: offers, requests
Shall: suggestions; offers
Must: personal obligation
Need: necessity

Types of clause
Co-ordination: but, and, or, and then
Subordination (in the Present Simple or Present Continuous) after

verbs such as: to be sure, to know, to think, to believe, to hope,
to say, to tell

Subordination after: because, when

Other
Zero, definite and indefinite articles
Possessive ’s and s’
Countable and uncountable nouns 
Some, any; much, many, a lot; (a) little, (a) few; all, every; etc.
Order of adjectives

Step 1
All the structures used in the previous step, plus the following:

Verb tenses
Past Simple
Past Continuous
Future reference: will

Verb forms and patterns
Regular and common irregular verbs

Passive forms: Present Simple and Past Simple with very common
verbs (e.g. made, called, born)

Gerunds (verb + -ing) after some prepositions (e.g. before, after)

Modal verbs
Could: ability; requests
Will: future reference; offers; promises; predictions
May (present and future reference): possibility
Mustn’t: prohibition
Have (got) to: external obligation

Types of clause
Subordination after if (zero and 1st conditionals)
Defining relative clauses with: who, where

Other
Comparative and superlative of adjectives (regular and irregular)
Formation of adverbs (regular and irregular)

Step 2
All the structures used in the previous steps, plus the following:
Verb tenses
Present Perfect Simple: indefinite past with ever, never (for

experience); indefinite past with yet, already, still; recent past
with just; past action leading to present situation; unfinished
past with for or since (duration form)

Verb forms and patterns
So / neither / nor + auxiliaries in short answers
Question tags (in verb tenses used so far)
Gerunds (verb + -ing) as subjects 
Verb + object + full infinitive (e.g. I want you to help)

Modal verbs
Should (present and future reference): advice
Might (present and future reference): possibility; permission
Don’t have to / haven’t got to: lack of obligation
Don’t need to / needn’t: lack of necessity

Types of clause
Defining relative clauses with: which, that, zero pronoun
Time clauses introduced by when, while, until, before, after, as

soon as
Clauses of purpose: (in order) to (infinitive of purpose)

Other
Comparative and superlative of adverbs (regular and irregular)
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HOW BLACK CAT READERS ARE GRADED
The main criteria used for grading readers involve grammatical structures and vocabulary.

Structures
The grammar in Graded Readers is controlled and limited to structures that will be familiar to learners at each level.
Grammatical structures at each level – in particular verb tenses – correspond to the syllabuses of most major course books
and the CEFR. This enables teachers, when choosing a reader, to compare the levels of readers with their course books.
It also makes comparison with the syllabuses of examining boards more obvious. 
Sentence structure is also carefully graded moving from short simple sentences at lower levels to longer, more complex
sentences as students move further up the levels.
You will find the detailed list of structures for the Green Apple and Reading and Training series below. For detailed
information about Earlyread grading, see pages 32-33. The structures used in the Easyread series are those listed under
Green Apple Step 1, but distributed as follows: Easyread Level 1 uses only the present simple and continuous and does
not use the past simple and continuous, which are introduced at Level 2.

Green Apple



Step One
Verb tenses
Present Simple / Present Continuous / Past Simple / Past Continuous /
Future reference: Present Continuous; going to; will; Present Simple /
Present Perfect Simple: indefinite past with ever, never (for
experience)
Verb forms and patterns
Regular and common irregular verbs / Affirmative, negative,
interrogative / Imperative: 2nd person; let’s / Passive forms: Present
Simple; Past Simple / Short answers / Infinitives after verbs and
adjectives / Gerunds (verb + -ing) after prepositions and common
verbs / Gerunds (verb + -ing) as subjects and objects
Modal verbs
Can: ability; requests; permission / Could: ability; requests / Will:
future reference; offers; promises; predictions / Would … like: offers,
requests / Shall: suggestions; offers / Should (present and future
reference): advice / May (present and future reference): possibility /
Must: personal obligation / Mustn’t: prohibition / Have (got) to:
external obligation / Need: necessity
Types of clause
Co-ordination: but; and; or; and then / Subordination (in the Present
Simple or Present Continuous) after verbs such as: to be sure, to
know, to think, to believe, to hope, to say, to tell / Subordination after:
because, when, if (zero and 1st conditionals) / Defining relative clauses
with: who, which, that, zero pronoun, where
Other
Zero, definite and indefinite articles / Possessive ’s and s’ / Countable
and uncountable nouns / Some, any; much, many, a lot; (a) little, (a)
few; all, every; etc. / Order of adjectives / Comparative and superlative
of adjectives (regular and irregular) / Formation and
comparative/superlative of adverbs (regular and irregular)

Step Two
All the structures used in the previous level, plus the following:
Verb tenses
Present Perfect Simple: indefinite past with yet, already, still; recent
past with just; past action leading to present situation / Past Perfect
Simple: in reported speech
Verb forms and patterns
Regular verbs and most irregular verbs / Passive forms with going to
and will / So; neither; nor + auxiliaries in short answers / Question tags
(in verb tenses used so far) / Verb + object + full infinitive (e.g. I want
you to help) / Reported statements with say and tell
Modal verbs
Can’t: logical necessity / Could: possibility / May: permission / Might
(present and future reference): possibility; permission / Must: logical
necessity / Don’t have to; haven’t got to: lack of obligation / Don’t
need to; needn’t: lack of necessity
Types of clause
Time clauses introduced by when, while, until, before, after, as soon
as / Clauses of purpose: so that; (in order) to (infinitive of purpose)

Step Three
All the structures used in the previous levels, plus the following:
Verb tenses
Present Perfect Simple: unfinished past with for or since (duration
form) / Past Perfect Simple: narrative
Verb forms and patterns
Regular verbs and all irregular verbs in current English 
Causative: have / get + object + past participle 
Reported questions and orders with ask and tell

Modal verbs
Would: hypothesis / Would rather: preference / Should (present and
future reference): moral obligation / Ought to (present and future
reference): moral obligation / Used to: past habits and states
Types of clause
2nd Conditional: if + past, would(n’t) / Zero, 1st and 2nd conditionals
with unless / Non-defining relative clauses with who and where /
Clauses of result: so; so... that; such... that / Clauses of concession:
although, though
Other
Comparison: (not) as / so... as; (not)... enough to; too... to

Step Four
All the structures used in the previous levels, plus the following:
Verb tenses
Present Perfect Simple: the first; second etc. time that... / Present
Perfect Continuous: unfinished past with for or since (duration form)
Verb forms and patterns
Passive forms: Present Perfect Simple / Reported speech introduced by
precise reporting verbs (e.g. suggest, promise, apologise)
Modal verbs
Be; get used to + -ing: habit formation / Had better: duty and warning
Types of clause
3rd Conditional: if + Past Perfect, would(n’t) have / Conditionals with
may; might / Non-defining relative clauses with: which, whose /
Clauses of concession: even though; in spite of; despite

Step Five
All the structures used in the previous levels, plus the following:
Verb tenses
Present Perfect and Past Perfect Simple: negative duration
(haven’t/hadn’t... for ages) / Present Perfect Continuous: recent
activities leading to present situation / Past Perfect Continuous
Verb forms and patterns
Passive forms: Past Perfect Simple; with modal verbs 
Reported speech introduced by more examples of precise reporting
verbs (e.g. threaten, insist, complain) 
Wish and if only + past tense / It’s time + past tense
Modal verbs
Should(n’t) have, ought (not) to have: duty in the past 
Must have, can’t have, may have, might have, could have: deduction
and probability in the past
Types of clause
3rd conditionals with unless / Mixed conditional sentences / Complex
sentences with more than one subordinate clause

Step Six
All the structures used in the previous levels, plus the following:
Verb tenses
Present Continuous: criticism 
Future reference: Future Continuous; Future Perfect
Verb forms and patterns
Passive in continuous forms / Wish and if only + Past Perfect; + would
Modal verbs
Will to describe characteristic behaviour 
Would: past habits / Didn’t need to v. needn’t have
Types of clause
Inversion of had in 2nd and 3rd conditional sentences without if /
Inversion of word order after initial negative adverbs (No sooner...;
Hardly...; etc.) / Non-finite -ing clauses / Complex sentences with no
restriction on the number of subordinate clauses
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How Black Cat readers are graded

Reading & Training 
(including Reading Shakespeare, Reading & Training Discovery and Reading & Training Professional)
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How Black Cat readers are graded

Vocabulary
It is possible to make levels of readers conform to lists of
headwords taken from well-established language
corpora. In the Easyread series, for example, 300
headwords are used at level 1 and 400 at level 2, with the
addition of some specific lexis inherent in the subject
matter of the reader in question, which is glossed either
during or at the end of the reader.
In the Green Apple and Reading and Training series,
however, the attitude to lexis is more flexible. Widely
known word lists are certainly a point of reference, but
these are not followed dogmatically. This occasionally
means that words commonly associated with a higher
level may occur at a lower level. This is explained both by
common sense and good methodological practice. 
In classic texts, set in a particular time and place, and
texts about particular topics (for example, Easyreads and
Reading and Training Discovery books) there will naturally
be words which are essential and high-frequency in those
texts, but which are usually far less frequent. For
example, in Gulliver’s Travels (Reading and Training, Step
Three) we need to include swords, cannons, wasps,
eagles, dwarves, and so on, which are not very common
lexis! Yet they are an integral part of the texture and
fascination of the story.
An attitude of good sense towards vocabulary is
supported by the use of a sensible criterion. The texts of
all Green Apple readers and the texts of Steps 1 to 3 of
the Reading and Training series have been checked
against the word lists for the Cambridge ESOL Flyers,
KET and PET exams. Words which are not on those lists
but are essential for the text are pre-taught in pre-reading
or glossed. 
In the case of vocabulary that the learner is not familiar
with, it must be said that guessing the meaning of
unknown words in context is an extremely valuable sub-
skill of reading, which should be encouraged. The
importance of this skill is stressed continuously
throughout the Common European Framework of
Reference, as the following quotations show:
• ‘...learners will have to use interpretation strategies

such as... making use of clues such as titles,
illustrations, paragraphing...’ (A2 and B1 levels of the
Common European Framework of Reference)

• ‘When a learner can use “compensation strategies”
there is no point in trying to specify the limits of the
vocabulary content that the learners may be supposed
to be able to deal with.’ (A2 and B1 levels)

• ‘The learners are aware of the potential of learning
through exposure to foreign language use and know
how various compensation strategies may enable
them to cope with texts containing unknown words.’
(a ‘learning-to-learn’ objective from the B1 level)

In the case of essential vocabulary which may be beyond
the level of the learner, help is always given through one
or more of these strategies: 
• ‘before you read activities’ before each chapter (see

page 15), which pre-teach vocabulary;
• simple monolingual glosses at the foot of the page,

which are sometimes accompanied by an illustration;
• high-quality illustrations: the learner naturally ‘reads’

the illustration before reading or listening to the text,
and comprehension is greatly facilitated;

• picture dictionaries at lower levels.

Some ways of exploiting the reading texts for active
vocabulary enrichment are shown in the ‘Word Box’
activity (page 16) and in the ‘Vocabulary Notes’ page of
the Reading Diary (page 41).

Text-type and task-type
Two further criteria for grading readers are according to
text-type and task-type.
The general principle for the selection of text-type means
that at Green Apple level there are many readers involving
adventure, legend and fable, mystery and suspense, and
so on: that is, subject matter familiar and interesting to
the younger learner. The Reading and Training readers
reflect the older age group of the learners, and contain
narratives which are not only exciting, but also more
psychologically intriguing.
One aspect of progress in reading skills is the gradual
development from simply being able to find and extract
information to also being able to interpret more subtle
elements such as opinions, points of view and motivation
(see the scales from the Framework on pages 42-3 and
45). For this reason, a general distinction in task-types is:
• at lower levels the emphasis is more on fact-finding

activities of the ‘closed’ type, which require little
language production from the learners in their
responses;

• at higher levels interpretative activities of the ‘open’
type involving inference and opinion are included.
Such activities require more language production from
the learners in their responses. 



Black Cat readers adopt an exciting new approach which
we call ‘expansive reading’. Our objectives include
expanding students’ learning in all kinds of directions and
in all kinds of ways and expanding their cultural horizons,
as well as expanding the range of activities that teachers
can do with their students. The term ‘expansive reading’
also distinguishes our approach from both intensive
reading and extensive reading. 
Expansive reading aims to use the text that the students
read as a springboard to explore all kinds of areas –
linguistic, cultural and other – as we will now demonstrate.
Activities which surround reading texts (both following
and preceding texts) can focus on any of the ten areas
listed below, and in the expansive approach all of them
will receive attention during the course of a complete
reader. 

Ten areas that a reading text can lead us
to explore
• Comprehension 
• Interpretation and evaluation 
• Listening, speaking and writing
• Grammar
• Vocabulary
• Cross-curricularity
• Culture and interculturality
• Intertextuality
• Using the Internet
• External certification practice

Comprehension, interpretation and
evaluation
Comprehension tasks have been rather controversial in
recent times, with some practitioners of reading even
claiming that they are useless. We maintain, however, that
– in our methodology which gives so much space to
activities – before proceeding to more ‘exciting’ activities
that follow a text it is merely sensible to check that
everyone in class has no problems with the ‘surface
meaning’ of the text that has been read and any
misunderstanding of explicit meaning has been cleared
up. Interpretation (e.g. ‘I think he/she did that because…’)
and evaluation (e.g. ‘I liked/didn’t like that part/character
because…’) activities involve productive skills as well as
reading skills, and the importance of these is discussed
immediately below.

Listening, speaking and writing
Reading leads quite naturally to the practice of the other
language skills, and the presence of all four skills in Black
Cat readers means that teachers in some parts of the
world have opted to use a selection of Black Cat readers
throughout the school year instead of a course book. 

Regarding the skills of speaking and writing, it may seem
obvious but it is still worth pointing out this fact: in order
to practise speaking and writing one must have
something to speak and write about – and good reading
texts provide this in a way that is difficult to better.

Grammar and vocabulary
The grammatical structures and lexical items that are
chosen for practise in the while-reading activities of Black
Cat readers are always suggested by exponents in the
text that has just been read.
The grammar activities generally attempt to practise the
structures either in tasks that are to do with the events of
the story or that involve the students’ own world.
Vocabulary is generally practised by encouraging the
students to create relationships such as antonymy or
word fields. Games-based activities are common too: just
one example among many is crosswords, found at all
levels and popular with students and teachers alike,
which check and recycle new vocabulary introduced.

Cross-curricularity
Over 35 terms are used around the world to refer to
teaching school subjects in a foreign or second language.
The two most common terms are CLIL (Content and
Language Integrated Learning), used in European
methodology, and CBI (Content Based Instruction), used in
American methodology. CLIL or CBI in its ‘strongest’ form
involves teaching a school subject for a whole year in a
foreign language, although in ‘weaker’ forms it is also used
to refer to teaching a subject in a foreign language for 50%
of a school year or slightly less – both teaching contexts
and terminology differ around the world. At the lower end
of the spectrum in terms of quantity, modules of 20 hours
or so where a project involving a non-language subject is
conducted in a foreign language are common. 
The expansive reading approach of Black Cat readers
means that information and activities which connect with
subjects such as history, geography, science, art, social
studies and so on feature in each volume, providing
interesting examples of cross-curricular connections.
Opportunities for cross-curricular connections occur
regularly in fictional texts, and particularly in the case of
history and geography: stories are always set in time and
place, so history and geography are always areas that we
can explore. Indeed, giving students information about
the setting of a story and the social background against
which it was written might well be seen as necessary
rather than just optional: why should we assume that a
young learner not from Britain who is about to read, say,
Oliver Twist already knows where and when the story is
set, and what Victorian London was like? Furthermore,
the young learner might be interested in learning about
Dickens’s role as a social campaigner.
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The view quoted below is very much in favour of providing
background information:
“… Do editors suppose learners of all cultures are equally
familiar with varieties of background, place and time, and
literary techniques found in fiction of their culture, let alone
of all other cultures?  […]  We urge series editors to see their
task as that of ensuring that learners understand as much
as possible and enjoy all aspects of a story as they read it.”
From the citation for the 2005 Language Learner
Literature Awards, awarded by the Extensive Reading
Foundation (www.erfoundation.org). 
Information and activities relating to background and
cross-curricular connections can be found in four places
in Black Cat readers: 
• in the introductions to each reader
• in the dossiers – the factual, informative chapters in

the fictional readers (between two and four per reader
is the usual number) which explore features of setting,
background or any topic which is interestingly related
to the story

• in the Internet projects (between two and four is the
usual number per reader)

• during the while-reading and after-reading activities.

As we have seen, connections with history and
geography are always present. Connections with other
subjects – science, social studies, art, music and so on –
depend on the contents of the reader in question. One
example among many must suffice. In The Lost World by
Sir Arthur Conan Doyle (Reading and Training, Step Two)
information and activities include: dinosaurs and
palaeontology; social geography and biology when
students find out about Amazonia; the history of literature
and art when students learn about the early film version of
The Lost World and its connection with King Kong, and
how Conan Doyle’s novel started the genre which leads
us to Jurassic Park!

‘By presenting information clearly and attractively,
Black Cats widen learners’ horizons. …
Black Cat have led the way … in increasing 
[graded readers’] educational value by providing
extensive background material.’

“Survey Review: Graded Readers in English”, 
D. R. Hill, ELT Journal Volume 62/2 (April, 2008).

Culture & intercultural awareness
A story always has a setting which is defined in terms of
place and time, and this already constitutes part of the
cultural background that is contained in a text. But the
cultural background of a text also contains all kinds of
sociocultural features, knowledge of which is called
sociocultural knowledge. According to the Common
European Framework of Reference: 
‘… knowledge of the society and culture of the
community or communities in which a language is spoken
… is of sufficient importance to the language learner to

merit special attention, especially since … it is likely to lie
outside the learner’s previous experience and may well be
distorted by stereotypes.’ (CEFR: 5.1.1.2)
The CEFR then goes on to list some examples of features
characteristic of societies and their cultures. The list is
worth quoting in full, as it provides an extremely useful
checklist.

1. Everyday living, such as: food & drink; meal times;
table manners; public holidays; working hours and
practices; leisure activities (such as hobbies, sports,
reading habits, the media).

2. Living conditions, such as: living standards (with
regional, class & ethnic variations); housing conditions;
welfare arrangements.

3. Interpersonal relations (including relations of power
and society), for example with respect to: class
structure of society; relations between sexes; family
structures; relations between generations; relations in
work situations; relations between public and police,
officials, etc.; race and community relations; relations
among political and religious groupings.

4. Values, beliefs & attitudes, in relation to such factors
as: social class; occupational groups; wealth; regional
cultures; security; institutions; tradition and social
change; history (especially iconic people and events);
minorities; national identity; foreign countries, states
people; politics; arts; religion; humour.

5. Body language (knowledge of such behaviour is an
example of sociocultural competence).

6. Social conventions, for example with regard to giving
and receiving hospitality, such as: punctuality; presents,
dress, refreshments, drinks, meals; behavioural
conventions and taboos; length of stay; leave-taking.

7. Ritual behaviour in such areas as: religious
observances and rites; birth, marriage, death;
audience and spectator activity at performances;
celebrations, festivals, dances, discos, etc.

It is interesting to observe how many of these features
occur naturally in fiction: quite apart from its setting,
which may be more or less prominent, a work of fiction
will to certain extent embody the behaviours and values
of the culture it comes from. Indeed, it would be difficult
to imagine a work of fiction that was not culturally specific
in any way! 
When using a reader we have three basic choices about
how to deal with the cultural features:

1 We can leave all the cultural features simply
embedded in the story and not focus on them at all.
But this ignores the possibility of students needing
help in understanding and/or being curious and
wanting to know more.

2 We can point out all the cultural features to our
learners. But this is too demanding for the teacher. It
also overlooks the fact that students can acquire
knowledge of a foreign culture without conscious study.

3 We can focus attention on some of the cultural
features and leave others simply embedded. There are
good reasons for this approach: 
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– learners will often need information to understand 
the plot of a story; 

– we can take the opportunity to teach some 
sociocultural knowledge, a valid aim in itself; 

– we can develop the learners’ attitudes to 
‘otherness’, the awareness of and appreciation for
differences among human beings and human 
groups, as Howard Gardner defines ‘the respectful 
mind’ in his Five Minds for the Future. (This book is 
discussed in more detail on page 31.) Cultural 
features of the society in a story can – indeed 
should – be compared with the culture(s) 
represented by the class. As the Common European 
Framework of Reference puts it:
‘Knowledge, awareness and understanding of the
relation (similarities and distinctive differences)
between the ‘world of origin’ and the ‘world of the
target community’ produce an intercultural
awareness. … In addition to objective knowledge,
intercultural awareness covers an awareness of how
each community appears from the perspective of
the other, often in the form of national stereotypes.’
(CEFR 5.1.1.3)

Both sociocultural knowledge and intercultural awareness
are catered for in information and activities in the dossiers
and the Internet projects, and are sometimes also found
during the while-reading and after-reading activities.

Intertextuality
The academic term ‘intertextuality’ – the relationship
between texts – was introduced into literary theory in the
late 1960s by Julia Kristeva. The term has been used in
many ways. It can refer to deliberate allusions to a
previous text by an author (as in T. S. Eliot’s The Waste
Land, or in the ‘sampling’ in those modern pop songs
which contain ‘quotes’ from previous songs). Whether a
person reading a text recognises the allusions or not is a
question of knowledge (often literary knowledge) and this
meaning of intertextuality is not really relevant to us in the
language classroom. 
Intertextuality also refers to the connection to other texts
made by reader her/himself while reading the text in
question, and it is this kind of intertextuality which is
extremely useful in the language classroom. By other texts
we mean other works of fiction, but also other genres such
as films, musicals, poetry, songs, drama, artworks, and so
on, and the texts can be many and various according to
the culture of the reader who is reading the text.
Encouraging and enabling learners to make these
connections is clearly useful for wider educational aims,
and the usefulness of these connections as the basis for
language activities lies in the fact that they automatically
provide something – and almost always something
motivating – to talk and/or write about. Just one example
is how often film versions of classic stories are exploited
in Black Cat readers (see page 29.)
Intertextuality, under the name text-to-text connection, is
one of the connection-making strategies suggested by

Susan Zimmermann and Ellin Keene in their influential
book on reading comprehension, Mosaic of Thought
(2007). They identify three kinds of personal connection
that can be made when we read: 

• Text-to-Self Connection: readers make personal
connections with events or characters in the text;
people they know, things they have done, places they
have been, experiences they have had, etc.

• Text-to-Text Connection: readers connect events,
characters or plot in the text with other texts and
other genres of text (this can be considered as
intertextuality).

• Text-to-World Connection: readers connect events,
characters or themes in the text with real-life events,
people or issues.

In Black Cat readers, learners are sometimes told what
the text-to-text and text-to-world connections of a story
are: this is done mainly in the introductions and dossiers.
Sometimes the approach is inductive, and students are
guided into discovering text-to-text and text-to-world
connections by themselves: this kind of activity can be
found in Internet projects, in activities following the
dossiers, in the after-reading activities at the end of the
readers, and occasionally during the while-reading
activities.
Such kinds of activity are not restricted to higher levels.
The amusing plot of E. Nesbit’s children’s classic Five
Children and It (Green Apple, Step 1) hinges on a
creature, the ‘sand fairy’, who grants a group of children
their – often reckless! – wishes. Events go disastrously
wrong until order is restored and a happy ending ensues.
In a dossier called ‘Making Wishes’, the young learners
are told about some stories from around the world which
involve wishes: about what kind of person or creature
grants wishes; about how wishes can be made and how
many can be made; about how long they last; about
whether there is a ‘catch’ to the wish (that is, whether
they can turn out badly). All this information is an example
of intertextuality. Our young learners are then invited to
think of the circumstances in which people can express
wishes in their own cultures (intercultural awareness).
They then continue to explore intertextuality in the genre
of film by doing an Internet project where they find out
more about the films Aladdin and Cinderella. 

Internet projects 
Internet projects are ideal for making cross-curricular
connections, researching sociocultural knowledge,
facilitating intercultural comparisons, and exploring text-
to-text and text-to-world connections. They are
described on page 31.

External certification practice
Interesting material which also provides examination
practice can be integrated into the expansive reading
approach, as described on page 28.
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There are three important criteria in choosing a reader, all
interconnected: the level, age and interests of the
learners. The following comments refer principally to
choosing a class reader.

The level of the learners
To help choose an appropriate level of reader use the
chart on page 3 of this guide. Maybe you already know
how to describe the level of your class according to the
levels of the CEFR, or perhaps you have an idea of what
external exam your students might be potential
candidates for. If not, the course book you already use
will give an indication of its level: find this on the chart,
and see which Black Cat readers are appropriate at this
level. Then make a further check by comparing the
structural syllabus of your course book with the structural
contents of the level of the reader you are thinking of
adopting (pages 4-5). If you are in doubt between two
levels, choose the lower one – particularly if it is your first
experience. It is discouraging to read a book which is too
difficult. On the other hand, if the book seems slightly
easy it can be read more quickly, and more attention can
be given to the activities, which can be done in a more
challenging way (more quickly, or by requiring more
interpretation). Then the next reader can be chosen from
the higher level. After finishing the reader you can ask
your learners how they coped with it, maybe by giving
them a 5-level multiple choice questionnaire, and seeing
what the average class response is.

Too easy    

A little below my level

Right for my level

A little above my level

Too difficult 

This will help the teacher in choosing the next reader, and
will also help individual learners in establishing their own
level for eventual autonomous reading. 

The age of the learners
The important consideration here is not to choose a
reader which does not seem sophisticated enough for the
age of the learners, both in its content and appearance.
The general Black Cat guidelines are that Green Apple
readers are for younger learners while Reading and
Training readers are for young adolescents to young
adults. Yet the level of sophistication among young
teenagers can vary widely. Ultimately it is you, the
teacher, who knows your class best. 

The interests of the class
1 Learner-based choice
Interests can be defined in terms of content (what is in the
book) and genre (is it a thriller? a love story? a mystery?
non-fiction?). You might consider asking your learners
what their interests are, using a questionnaire, but this
may not be very useful: the responses might be too
disparate, too vague, or too ambitious for you to use. Be
concrete rather than abstract. The best idea is for the
teacher to make a shortlist (but not necessarily too short!)
and ask the class to choose. This can be done by bringing
into class the Black Cat catalogue and/or copies of the
books on the teacher’s shortlist. Ask your book distributor
to give you extra copies of the catalogue. The catalogue,
written with both teachers and learners in mind, is a
pleasure to browse through. It is illustrated in full colour,
and the descriptions of the readers are both accurate and
‘appetising’. If you have copies of the readers themselves
(perhaps copies you have used on previous courses, or
from a school library or other resource centre), lay them
down on a table and let the learners browse through
them. Let them behave like customers in a bookshop.
That is, let them look at the covers (the designs will surely
attract them), read the blurb on the back covers (translate
any words if asked), and leaf through the books (the
illustrations are bound to excite curiosity and interest).
While learners are doing this, be enthusiastic if you are
asked any questions: Has there been a film version? Have
you read it? What is it about? If you show interest
yourself, you will transmit it to your learners. After this,
the class can then vote on the reader they want to adopt. 

2 Teacher-based choice or curriculum-based choice
Alternatively, it may be the case that the teacher wants to
explore a particular historical period, or a particular theme
in her/his teaching, or has an idea for a project, perhaps
the 19th century, or young people, or travel, or drama,
and so on. Or there may be an idea for collaboration
between the English teacher and the teacher of art or
science or another school subject. In these cases the
teacher can certainly take responsibility for making the
choice. 
Whether the choice is made by learners or the teacher,
one factor that might be important is whether there is a
film version (this is very likely in the case of classic
fiction). An indispensable tool to research this is the
International Movie Database (www.imdb.com), where
you will find lists of all the film versions of all classic titles.
For suggestions about using films, see page 29.
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In this section you will find a description of a standard
way of fitting readers into your teaching, followed by
variations. Eventually each teacher will find a way of using
readers that is most suitable in her/his context, but there
will always be moments when it is stimulating to surprise
learners with a different procedure. 
In this section only general procedures are described:
subsequent sections of the guide will go into details on
the use of particular kinds of activities.

The ‘standard’ model: class readers
The most common use of readers is when all the learners
have the same reader (known as a ‘class reader’) and the
reading is done mostly in class (but not necessarily: see
below). The teacher will probably find it best to present
the reader in ‘episodes’, in different reading sessions. So,
if the reader is a narrative (a novel or a long story) at a
lower level it will be done one chapter at a time, like a
serial. This creates interest and suspense. At higher
levels, where the chapters might sometimes seem too
long, it is easy enough to find a convenient break
somewhere near the middle of a chapter. In the case of
collections of short stories or non-fiction, it will be done
one story or one chapter at a time (or breaking at a
convenient mid-way point).

Timing 
• Set a time limit on how long you want to use a reader.

A maximum time would be one school term: taking
any longer would lose the learners’ interest. 

• It is possible to insert a reading session at the end of
every lesson, although teachers who have 2-4 lessons
a week often have their reading session once a week.
If once a week, a good time is during the last lesson
of the week, which gives a ‘special’ feeling to the
reading session. Indeed, an entire school lesson can
be dedicated to using a reader (this may even be more
practical: students have only to bring one book to
school). 

• The time needed for a reading session can range from
about 10 minutes to the entire lesson, depending on
how many of the activities are done in class. After a
few sessions the teacher will have an idea of the
amount of time the class is comfortable with.
However, as the class becomes more used to reading
together, the learners will be able to handle more time
spent on reading.

Procedure
After a brief warm-up (see the Pre-reading activities
section, page 15) the reading starts. A common
procedure is that learners listen while they follow the texts
in their readers. The teacher can pause at intervals and
ask a few very simple factual WH- questions or true/false
questions to make sure that everybody in class
understands what is happening. Without interrupting the
momentum, the teacher might also ask what the learners
think might happen next (but if no answers are
immediately forthcoming, go on with the reading).
However, if the class seems absorbed by the reading
and/or irritated by the pauses and questions, then allow
the class to read the entire chapter uninterrupted. This
will be more likely when the class becomes used to
reading together.
Two possibilities for presenting the text for reading are:
• The teacher reads, expressively and dramatically (an

advantage is that the learners know the teacher’s
voice, and the teacher can adjust the speed of reading
to suit the language level of the class). 

• The teacher plays the recording. An advantage is that
it is recorded by professional actors who read very
expressively, and it may have special sound effects.
(Further information on using the recordings is found
on page 30.)

Both procedures ensure that all the learners are exposed
to a good model of pronunciation and read at the same
speed. They cannot pause at words they do not know,
and so reading fluency is fostered. In addition, the
expressivity of the reading aids comprehension. 
To shift the emphasis a little more onto listening, the class
can listen once with their books closed, and only
afterwards open their books and read (with or without
listening the second time). Only do this if you know that
the language level of the class is high in comparison with
the reader you are using, otherwise you run the risk of
discouraging your learners.

Two things not to do
• Do not go around the class asking the learners to take

it in turn to read aloud. The student who is reading
becomes anxious, the others are either preparing their
passage to read or not listening any more if they have
already read. Furthermore, imperfect pronunciation
might be transmitted to the class. Any eventual oral
readings or dramatising activities (see pages 36-7)
should come later: at this stage learners are focusing
on understanding meaning, not producing language.
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• Do not let learners use dictionaries (which will in any
case be impossible if they are following the recording
or the teacher). The use of dictionaries at this stage
discourages two vital sub-skills of fluent reading:
ignoring unknown words and guessing meaning in
context. Learners should only use dictionaries later
(during the activities, or during rereading at home),
and then only if they are in real difficulty. Encourage
learners to use the glosses, the illustrative support,
and to make guesses in context, using knowledge of
what comes before and after. At higher levels learners
may want to use dictionaries during interpretative
activities to refine meaning (for example, to find
connotations of words) but they should not use them
when reading a chapter for the first time.

Activities
Each chapter in the Black Cat readers is followed by a
number of activities of different types. The first is always
a comprehension check, although the format might vary
(true/false, multiple choice, matching, WH- questions,
etc). The subsequent activities include language
activities, various ways of reacting to the text – involving
various skills – and ‘expansive reading’ activities. After
reading, the teacher has two main options:
• Do all or most of the activities in class (with the class

working individually, in pairs or groups). If pressed for
time, any activities not done can be set as homework.

• Do just the first activity in class (the comprehension
check), and perhaps one or two others. Then look
through the rest of the activities with the class and
explain them. Set some or all of them as homework.

Note that in both cases the teacher does not need to do
all of the activities, although the comprehension check is
always advisable: this activity enables the teacher to
ensure that everyone has the same basic understanding
of what has been read, and to discuss and clear up
eventual misunderstandings. As for the subsequent
activities, it is perfectly possible to leave some of them
out. For example, the teacher might only want to focus on
the language activities, or limit the work to just a creative
writing task. Treat the activities as a ‘menu’ of possible
tasks. But you can always remind the learners that they
themselves can do the activities as self-study – although
you should bear in mind that you would need to
check/correct what they do.

Variations on the ‘standard’ model
• If the learners keep their readers in class, now and

again change the moment when you have your
reading session. You might want to do a chapter as a
surprise change of activity (for example, when the
learners are finding their text book rather heavy going,
or they are bored, or whenever you think it might be
appreciated!). 

• You might sometimes ask the class to read and/or
listen to a chapter at home (after about 5 minutes of
brief pre-reading activities in class). Then, in the
subsequent session in class, you can focus on the
activities (for example, at higher levels, an extended
interpretation-type activity involving debate and
discussion).

• Instead of listening to the recording or the teacher,
you might occasionally ask the learners to read a
chapter silently, to encourage learning autonomy and
good reading habits outside the classroom.

• You might occasionally ask learners which of the
activities they would like to do. Ask them, for example,
to choose one, two or three from the selection offered.
The debate in class might be interesting!

The dossier sections
There are generally between two and four ‘dossier’
sections in each Black Cat reader. This stimulating
background material – exploring social, historical and
cultural perspectives – is inserted into the readers at
moments when it is suggested by events or
developments in the texts. To enhance the cross-
curricular approach, you can tell your colleagues who
teach other subjects about the dossiers: perhaps they
might give some related input in their classes. 
There are different ways of fitting the dossiers into your
teaching:

When
• read them in the order in which they occur in the

reader;
• defer them until a moment you choose – which might

be after finishing the reader. In this option, you might
even ask groups of students to read different dossiers
and then deliver a report to the rest of the class.

How
• read them in class, in the order in which they occur,

just as if they were a chapter of the book;
• ask learners to do them as homework;
• ask learners to do them during school holidays.

‘Green Apple are beautiful, full of activities and
have fascinating dossiers: perfect for my lessons!’

Eylem Coklu, Teacher, Turkey

Holiday reading
Readers are a great idea for study and pleasure during
school holidays. If the teacher is following a theme-based
syllabus, holiday reading is ideal material either for
preparatory work or follow-up study. But even if the
reading is not related to a thematic syllabus, and the
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teacher’s syllabus is exclusively language-based, the
linguistic benefits are sufficient reward on their own. 

During holidays, the class can be asked to: 
• read the same book (or maybe the same two or three

books if your summer holidays are long);
• read books of their own individual choice. In this case

the teacher should establish a list of readers at the
appropriate level, and then follow the procedure
described in the section on learner-based choice
(page 10). Learners can then order the books through
the teacher or get them from a bookshop.

The recommended procedures are:
• If the class is going to read the same book, then the

teacher can set a number of activities from the reader
that all the class should do. The teacher can also set
the learners one or more post-reading activities for
feedback and comparison in class. (See the section
on post-reading activities on pages 26-7.)

• If the class is going to read different books, then the
teacher might only set the learners one or more post-
reading activities for feedback and comparison in
class. (See the section on post-reading activities on
pages 26-7.)

In both cases:
• Encourage learners to listen to the recording as often

as possible, even without reading. Stress that all the
situations in which they would normally listen to music
are possible, useful and enjoyable! (e.g. waiting for the
bus/train, on the bus/train, in bed, etc.). 

• Encourage them to exchange their reading
experiences when they meet friends from their class.
Reading itself is a ‘solitary’ pleasure, but talking about
our reading with others is a natural human activity.

Autonomous reading: the class library
Ideally, books should be available for learners to take away
and read whenever they want. This can be entirely
voluntary and unmonitored, or as part of an individual
reading programme, where the teacher requires that each
learner reads a certain number of books during a school
year. In both cases the ideal resource is a class library. If
you decide to set one up, be enthusiastic about it! 
The class library could be an entire shelf or more, or
simply a box of books. The books can come from a
variety of sources: those used on previous courses;

bought by the school; donated by learners or their
parents (if the parents of each student buy just one book
and donate it to the class library, then there are already
20+ books in the library!). In any case, it should grow over
time. It will quite possibly contain some readers one level
below and above the average level of the class, to cater
for individual needs. 
Regarding organisation, for psychological motives of
involvement it is a good idea if a student is appointed as
librarian, who will keep a record of who has borrowed a
book. This responsibility can rotate, and a new librarian
be appointed each term.
For this autonomous use of readers, the aim is extensive
reading and/or self-study, so the teacher should not insist
on any activities for the learners to do: they simply borrow
the books and read them in any way they like. Younger
learners can even involve their parents, if they know
English.
The only support suggested by the teacher might be one
or more of the following:
• ‘Review cards’. Put a card inside each reader, on

which learners can write a comment – a word, a
phrase or at most a sentence – which can be
anonymous or signed, as the learner wishes. In this
way learners can recommend books to other learners.

• The ‘reading board’. Put a board on the wall
somewhere near the books. The board has the same
function as the review card: it is a table with names of
the students down the side and names of the books
across the top. This will also reveal who has read
books and who hasn’t: the teacher should decide
whether she/he thinks this is a good or bad idea.

• ‘Personal reading cards’. Learners can be encouraged
to keep their own reading cards. On these they write
down the title, author, main plot, themes, and their
own comments. They can keep these cards in a file or
a box. It may be useful in some state exams for
learners to be able to list and talk about all the books
they have read. If you teach in a European context,
such a record would also be useful for the ‘biography’
section of a European Language Portfolio (ELP).

• ‘Reading diaries’. These are more extended pieces of
work than reading cards. They are described in the
section on while-reading activities on pages 16-17,
and photocopiable pages are found on 38-41. A really
well-kept reading diary could find a place in the
‘dossier’ section of an ELP.
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After you have chosen a class reader it is worth spending
some time on preparatory activities before reading the
first chapter. The aims are:
1 to raise awareness of the subject and activate what

the learners already know
2 to motivate reading by providing reasons to read
3 to elicit or pre-teach a few items of key vocabulary

that will be important.

The first two aims are fundamental: the first activates the
learners’ ‘schemata’ (knowledge of the world which is
relevant to the subject matter of the book) and the second
encourages learners to make some kind of predictions about
the book which they will confirm or not when they read.
Here are some common ‘start up’ activities to choose
from, most of which require very little preparation. If the
learners are obviously enthusiastic about beginning their
reader, don’t make them wait too long! And try to finish off
the ‘start up’ session with some reading.

Covers and Characters
The covers of Black Cat readers are all beautifully
illustrated, so asking learners to make predictions about
the contents based on the cover and title is both easy and
productive. Most of the readers also have a single or
double page just after the introduction called ‘The
Characters’, where the major characters and most of the
minor characters are illustrated. Focus learners’ attention
on this page, and ask them to suggest adjectives to
describe each character. You can also ask them – as a
prediction activity – to group them into ‘positive’, ‘negative’
and ‘neutral’ characters. Some readers also have a page
after ‘The Characters’ called ‘The Setting’, where learners
are given key vocabulary related to the setting.

Illustrations
The full-colour illustrations in each chapter are also
extremely ‘appetising’. Here are some suggestions for
exploiting them. 
• The teacher looks through the reader first, and

chooses some of the most intriguing full-page
illustrations (between four and six is a good number).
Then the class turns to the relevant pages, one at a
time, and the teacher asks questions such as ‘What
can you see here?’ ‘What is happening?’ ‘Who are
these people?’ and so on. As you go through the
successive illustrations, encourage learners to predict
how the plot might develop. 

• Photocopy some of the illustrations which show key
narrative moments and give them to the learners out
of order. Ask them to put them in the order they think
they will occur in the text, and explain their reasons.

• Ask learners to look through the books, choose their
favourite picture and describe it to each other in pairs
or groups (this is also good practice for the speaking
parts of many external exams). 

• The teacher says ‘Find a picture containing / which
shows...’ and the learners race through the book to
find the illustration described.

Chapter Headings
Most readers have chapter headings. In those that do,
open the reader at the contents page and look at the
chapter headings: what predictions can the class make
about the contents of each chapter? This activity works
much better with just a little more preparation: photocopy
the contents pages, cut out the chapter headings and
stick them on a piece of paper in scrambled order;
photocopy this and give it to the learners. (Alternatively,
simply write the chapter headings out of order on the
board.) Ask them to put them in the order they think they
will occur in the text, and explain their reasons. 

Trailers
Film trailers never include the beginnings of films! They
always include the most exciting parts. Similarly, the
teacher can present a key scene from any part of the
book (by reading it or playing the recording) in order to
stimulate interest. 
With a little more preparation the teacher can make a
poster, a collage of some of the most intriguing illustrations
and some key moments from the text (sentences, brief
exchanges of dialogue). Encourage the learners to make
predictions. Ideally, such posters should have been made
by learners who have read the book (as suggested in the
section on after-reading activities on page 26).

What do you know?
If the learners have heard of the book (which is very
possible with well-known titles such as Peter Pan, Robin
Hood, Oliver Twist, The Strange Case of Doctor Jekyll and
Mr Hyde, Dracula, Hamlet, Romeo and Juliet, Frankenstein,
etc.), ask the class to write down – individually – 3 things
they are sure they know, 3 things they think they know, and
3 things they want to find out. (You can stipulate 1 thing, or
2 things, instead of 3.) Learners then compare their lists in
groups, and then the teacher conducts feedback with the
whole class, collecting ideas and writing them on the
board. It will be interesting to see what the most common
points are. Tell the learners that during their reading they
will be able to confirm – or not! – their ideas.

Introductions
All the readers which are adapted classics have an
introduction about the author. Original readers have an
initial chapter about the setting or some other element of
interest. The teacher can decide to do this chapter at this
point or defer it till later. Before reading this chapter it
might be an idea to use the What do you know?
procedure described above, but only if the teacher thinks
that students might have some idea of the contents.
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These are the activities that the teacher will do once the
class has started the reader, before every reading
session. The aims are:
1 to check comprehension so far, and make sure that

no-one has ‘got lost’
2 to elicit or pre-teach vocabulary that will be important
3 to encourage learners to predict what might happen

next.

Not too much time should be dedicated to this, as the
main aim is to start reading the next chapter. Green Apple
and Reading and Training readers already contain pre-
reading activities which realise the second two aims
above. As usual, the teacher may adapt or substitute or
skip the activities in the book according to the needs of
the class.
Here are some additional techniques to help realise the
three aims stated above.

1 A minute or two should be enough for any of these
activities which check comprehension so far.
• Simply ask the class some WH- questions. 
• A more entertaining procedure is a true/false activity:

the teacher makes a variety of statements about the
previous chapter, some of which are true and some of
which are false. Learners call out ‘true’ or ‘false’: in
the case of false statements the teacher can invite the
class – collectively, or by asking individuals – to
correct them. 

• Very similar to the above, but even more entertaining,
is when the teacher gives a brief oral summary of the
previous chapter, but including some deliberate
mistakes. Younger learners in particular enjoy spotting
the mistakes and calling out the correct words or
phrases.

• Invite the class to narrate the previous chapter in the
form of a chain story: one learner says one sentence,
another learner is invited to make up a further
sentence, and so on. In this case, try not to make the
procedure seem like a ‘test’: we want a positive
attitude to reading the next chapter!

2 There are those who maintain that pre-teaching
vocabulary has little effect in aiding subsequent
comprehension, while others consider it a standard
procedure. Black Cat readers are of the second opinion,
and often contain activities before each chapter which
pre-teach or revise vocabulary.
These often take the form of matching words and
pictures, with learners encouraged to use their
dictionaries if necessary. After the learners have done the
matching activity, ask them to use the words in some way
(e.g. by making up sentences using the words).

3 Everyone in the field of reading agrees that good
readers are readers who make predictions about what
they are going to read. The following activities are all
common; depending on the text being read, some will be
more useful than others. The first ones need hardly any
preparation time. Whatever activity you use, the aim is to
motivate: be careful not to spoil any of the suspense by
your choice of activity. 
• Simply ask the question ‘What do you think is going to

happen next?’ The class can think about answers in
pairs or small groups, and then the class can vote on
the most likely.

• Use the illustrations in the chapter to stimulate
prediction. Standard questions such as ‘Who can you
see?’, ‘What are they doing?’, ‘How are they feeling?’,
‘What do you think has just happened?’ are all useful.
Learners can even think of questions themselves in
pairs or groups to ask each other.

• Encourage predictions from the chapter title.
• Play the beginning of the recording for the chapter.

What important information has the class understood?
How does the class think things will develop?

• Make some explicit predictions about what will
happen. Do the learners think they are true or false?

• Extract a significant sentence from the chapter and
ask learners ‘What do you think happens to lead up to
this?’ The sentence chosen can even be the last
sentence of the chapter.

• Extract some significant sentences from the chapter,
write them on the board in scrambled order, and ask
the class to suggest the order in which they will occur.

• Write some significant words on the board. Learners
predict in what context they will occur (e.g. in relation
to which character, or to what possible event). This is
also a good opportunity to pre-teach any lexis that
might be unknown.

• Extract a passage and eliminate some of the words
(gap-filling procedure). This is a prediction activity, not
a language test, so eliminate words to do with the plot
development. Learners fill in the gaps and then check
their answers when they read.

A common pre-reading activity is based on listening.
Learners answer multiple choice or true/false questions
or complete sentences with notes while listening to the
recording of the beginning of a chapter. They then read to
check their answers. With these activities it is advisable
to examine the questions thoroughly before listening,
even making predictions where possible.

15

PRE-READING ACTIVITIES



These are the activities which are found after each
chapter. The aims are:
• to check comprehension of the chapter just read
• in fiction, to reflect on character and plot, and respond

to the story so far
• in non-fiction, to respond to the events, facts or ideas

presented
• to practise language recently encountered (structures

and lexis), and practise the skills of speaking, writing
and listening

• to extend exploration of themes/issues into the
learners’ own world

• to provide stimulating sociocultural and historical
background.

Black Cat readers have a really wide variety of while-
reading activities. Teachers are, quite frankly, spoilt for
choice, and it is unlikely that there will be any need to
invent further activities! No fixed kind of activity has been
applied to each and every chapter: ‘whatever kind of
activity best suits the needs of the chapter’ is the
criterion. This both exploits each chapter in the most
appropriate way and keeps the learners interested. The
following represents just some of the main activity-types:
• Objective questions for comprehension such as: 

– true/false
– multiple choice
– matching
– ordering
– WH- questions.

• ‘Who said what?’ questions (matching characters to
quotations) for comprehension.

• Matching halves of sentences (a ‘why’ half with a
‘because’ half) for comprehension.

• Gap filling for comprehension and language practice
(e.g. gapped summaries).

• Sentence completion and transformation for language
practice.

• Game-based methodology for language practice (e.g.
word squares, anagrams, crosswords, puzzles, etc.).

• Guided and free writing tasks.
• Discussion/debate topics for speaking skills.
• Cambridge ESOL exam-style tasks.
• Trinity exam-style tasks.
• Cross-curricular activities.
• Internet projects (see page 31).

For the teacher who wants to supplement the activities
already present, the following activities require practically
no preparation and can be used at any level and with any
reader.

The Word Box
This is a way of facilitating vocabulary acquisition. For
each reader, the teacher keeps a box in class (which can
be made attractive by covering it with pictures from the
reader). After each chapter individual learners, or pairs or
groups, can write down new expressions (words, or
phrases or idioms) on slips of paper and put them in the
box. The teacher stipulates how many words (from one to
five per chapter) but the choice is up to the learners: they
choose lexis that they want to learn, or that they simply
find attractive or intriguing. Every couple of weeks or so
vocabulary from the box can be revised. This can be done
in any lesson, not just the reading sessions, and need not
last more than a few minutes. The teacher ‘fishes’ some
slips of paper out of the box one at a time (not all of them,
only a few) and can:
• say the word and ask for a translation into the mother

tongue
• give a translation in the mother tongue and ask what

the English word is
• give a definition – in the mother tongue or English –

and ask students what the word is
• make up and say a sentence which involves the word,

but leaving a gap (or saying a nonsense word) instead
of saying the word

• say the word and ask for an explanation/paraphrase
• say the word and ask for a synonym or antonym 
• ask for the spelling of the word
• write the word scrambled on the board
• ask students to make a sentence using the word
• ask students in what context the expression occurred

(e.g. when? who said it?)
• the teacher writes four or five words from the box on

the board, and asks groups to invent a  sentence
(demanding!) or simple narrative of about 25-30 words
using all of them.

The teacher can ask the questions to the whole class, or
the procedure can easily be adapted to a game between
two teams. Younger learners might enjoy taking it in turns
to fish the slips of paper out of the box.

Pictures and Balloons
This is a way of exploiting the lavish illustrations that
distinguish Black Cat readers. From a chapter the
students have read choose a picture with one or more
characters. Invent a sentence that one character might be
saying or thinking, or for two characters invent two
sentences (maybe a spoken exchange between them, or
their different thoughts). Do not tell the class the
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sentence(s). Make a photocopy of the illustration and
draw the speech balloon(s) and/or thought cloud(s)
emanating from the character(s), and inside of them put a
number of lines equal to the number of words in the
sentence(s) you have invented. Show any apostrophes for
possession or contraction, full stops, question or
exclamation marks. Divide the class into two teams, and
appoint a spokesperson for each. Ask each team in turn
to suggest a word – though the spokesperson – that
might be in the balloon(s)/cloud(s). They can guess the
words in any order. When a team suggests a word that is
there (it must be in the correct form, e.g. plural, with a 3rd
person singular ‘s’, etc.), write in the word and award a
point to the team.  If a word occurs more than once, write
it in for all occurrences, but award only one point. The
winning team is the team that gets most points, not that
gets the last word. If the teams get stuck during the game
and for many turns no word is guessed, write in the first
or last letters of a word they are stuck on, and/or indicate
the number of letters in the word. This activity is a
powerful and fun way of getting students to practise –
unconsciously – their knowledge of syntax and text
cohesion. At higher levels you can focus more on
vocabulary.

Hot Seating (or Questioning in Role)
This speaking activity derives from drama training, but
requires no dramatic flair. A chair is placed at the front of
the class, and the class is told that whoever sits in that
chair ‘becomes’, as long as she/he is sitting there, a
character in the story. A learner is invited to sit in the
chair, and is told that she/he is a certain character in the
story. The rest of the class interviews her/him. At lower
levels the questions can simply be about facts, and have
the function of comprehension questions (e.g. ‘Where do
you live, Juliet?’). At higher levels the questions can
involve inference (e.g. ‘Why were you attracted to Romeo,
Juliet?’ – Shakespeare never tells us) and interpretation
(e.g. ‘What is your favourite colour, Juliet?’). Students at
all levels can be reluctant to start questioning, or ask silly
questions, so the teacher can provide some initial
questions and/or invite students to first brainstorm some
questions in groups before the student is nominated for
the ‘hot seat’. 
This activity works just as well with minor characters in
the ‘hot seat’. The author may not have given them an
important role in the narrative, but they will certainly have
something to say if asked! Like many activities, it
becomes much more successful when the class has done
it once or twice and got used to it.

Diaries and Letters (or Writing in Role)
Writing in role focuses on interpretation and free writing
skills. At many points in a story it would be natural for one
of the characters to write a letter either to someone else
in the story, or – and perhaps more likely – to a character
outside the story (a relative or friend). And any of the
characters might keep a diary for their own private use!
The teacher can simply ask the learners to write a diary
entry for certain characters, or a letter to another person
(specify who it is). The results can be extremely
interesting as learners ‘get under the skin’ of a character,
and explain motivations and feelings not made explicit in
the text. Assess such work as examples of writing for
fluency, not writing for correctness.

Reading Diaries
This is an individual, outside class activity. It will probably
appeal only to certain types of learner, and should not be
imposed on anyone very unwilling to do it. The reading
diary is not intended as a written record of the activities
done in class. Rather, it simply encourages learners to
record what happens in a book and how they feel about
it. So, for each chapter, learners record factual
information in a notebook, such as the answers to the
following:
• Who are the characters?
• Where are they?
• What happens?

Apart from factual information, learners also record their
own reactions and feelings, such as the answers to the
following:
• Which character(s) do I sympathise with?
• How do I feel about what has happened?
• What do I think will happen next?
• What else do I imagine about a particular character

(apart from what is explicit in the book)?

When the reader has been finished, the learner can show
the reading diary to the teacher (or to other learners).
Some learners might be inspired to keep a diary as a kind
of personal project, an extended piece of work which
might be formally assessed by the teacher. This is a
decision to be taken by the teacher, and probably in the
case of learners who have had some experience of
reading: it seems rather ambitious for learners with little
experience of reading in a foreign language.
Photocopiable pages for a reading diary can be found on
pages 38-41. Make as many copies of the second page
as are necessary to cover all the chapters in the reader
that is being used. Make several copies of the last page
(vocabulary notes). 
These pages can also be downloaded from the websites
www.blackcat-cideb.com or www.cideb.it.
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In this section we will demonstrate a dozen activities, all
of them based on summaries, which involve both
comprehension and practice of language skills. All Black
Cat readers published from 2009 onwards will have
resources of this type online: on the website you will find
summaries of sections of the fictional readers (or extra
information in the case of non-fiction readers) together
with a battery of activities based on the summaries and
the relative answer keys.
If you are interested in using these techniques with
readers published before 2009, all you need to do is
invent a summary for a section of a reader and follow the
instructions below for how to create the activities: there is
a list of twelve types of activity, with explanations. After
the list there follows a series of examples based on a
summary of Part One of Jane Eyre (Reading and Training,
Step Three).

1 Modified Cloze Procedure
1.a  Scrambled word cloze
1.b  Scrambled word cloze with distractors 
1.c  Multiple choice cloze
1.d  Open cloze
1.e  Verb cloze

2 Put the sentences in order
3 Correct the mistakes!
4 Rub out
5 Dictogloss 
6 Cut it down!
7 Build it up!
8 Rewrite it!

1 Modified Cloze Procedure
Focus: reading comprehension; grammar; lexis
This procedure is based on creating gaps in the summary
which students are then invited to fill in with single words.
In the classic cloze procedure, which aims to measure
reading comprehension, words are removed from a
passage at regular intervals (for example, every 7th or 8th

word). 
Rather more common nowadays, however, is the
‘modified cloze procedure’, sometimes called just ‘gap
filling’. In this procedure it is not considered necessary to
maintain a regular number of words between the spaces:
the teacher chooses which words to remove. In this way,
reading comprehension is still evaluated, but the teacher
can also evaluate language skills. 
Which skills are evaluated depends on which words are
chosen for removal, but in general terms
• reading comprehension is always involved.
• knowledge of word order in a sentence is always

involved, as students need to recognise, consciously
or unconsciously, which part of speech (noun,
preposition, article, auxiliary verb, etc.) is required in a
gap.

• vocabulary control and vocabulary range is
evaluated when the word removed is a ‘content’ word
(sometimes called a ‘lexical’ word). Such words are
nouns, adjectives, verbs and adverbs. However, in the
case of verbs, morphology and syntax is also
involved when students must choose an appropriate
tense or form.

• grammatical control and syntax is evaluated when
the word removed is a ‘function’ word (sometimes
called a ‘structure’ or ‘grammatical’ word). Such
words are pronouns, articles, conjunctions,
prepositions, auxiliary verbs, modal verbs, etc.

• lexico-grammar is evaluated when, for example, the
gap represents the particle that follows a verb in a
phrasal verb.

• recognising text coherence and cohesion, which
goes beyond the sentence, is evaluated by the
removal of discourse markers (words like secondly,
eventually, however, nevertheless, etc.)

• the removal of factual information such as proper
nouns, dates, etc. focuses on non-linguistic
knowledge (knowledge of a text that has been
studied, of a school subject, of the world, etc.).

The way the gapped summary is presented to students
affects how demanding the activity is. The procedures 1.a
– 1.d described below range from less demanding to
more demanding. The procedure described in 1.e focuses
only on verbs, and becomes more demanding the more
verb tenses and patterns the students know.

1.a  Scrambled word cloze
The words removed are put above or beside the gapped
summary (often in a box) in scrambled order. Students
choose from these words when they fill in the spaces in
the summary.

1.b  Scrambled word cloze with distractors
As above, but in addition to the words taken from the
summary there are also words that need not be used (called
‘distractors’). The distractors can be half the number of
words again or double: for example, if there are ten spaces
to fill in, the number of words in the box might be 15 or 20
(the ten words to use plus either five or ten distractors).

1.c  Multiple choice cloze
The words removed are presented in the form of multiple
choice: the correct answer plus two distractors (choose
A, B or C) or, more demanding, the correct answer plus
three distractors (choose A, B, C or D).

1.d  Open cloze
Students fill in the spaces without any choice of words
being given to them.

1.e  Verb cloze
The words removed are all verbs and are put in the
infinitive form above or beside the gapped summary
(often in a box) in scrambled order. For each space,
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students need to choose the right verb and put it in the
right tense or form. 

These five cloze procedures require different marking
procedures. 
1.a – 1.c For these ways, EWS (‘exact word scoring’)
applies, because the students choose the correct
response from a choice of responses. There is only one
possible answer.
1.d The scoring is AWS (‘acceptable word scoring’ or
‘appropriate word scoring’) because there may be more
than one word which acceptably fills a particular space.
This is particularly so in the case of content words, much
less so in the case of function words. Students
sometimes suggest words which the teacher had not
thought of when gapping the text. The teacher must
decide which alternatives are acceptable.
1.e Usually the scoring is EWS, but it may be the case
that alternative tenses or forms of verbs are possible for
some spaces. The teacher must decide if any alternatives
suggested by students are acceptable.

2 Put the sentences in order
Focus: reading comprehension; text coherence and
cohesion
In this classic activity, the order of the sentences in the
summary is scrambled, and students are asked to put the
sentences in the right order. 
Students must use understanding of the chapter they
have read, of course, but in recognising the correct
sequence of the sentences students will also –
consciously or unconsciously – identify features of text
coherence and cohesion, such as the use of discourse
markers and pronouns.
When they have reassembled the summary, students can
be invited to give a title to the summary: this involves
further practice of comprehension.

3 Correct the mistakes!
Focus: reading comprehension; memory
This is a fun activity particularly successful with younger
learners (for whom it can also be called ‘Correct the
teacher!’). 
The teacher reads the summary, regularly making
deliberate mistakes in the content (not in the language,
which must remain grammatically correct). The students
then call out the correct version. As the class is invited to
respond chorally, any problems deriving from individuals’
inhibitions and the anxiety of a formal test are avoided.
At lower levels it is sufficient to make deliberate mistakes
concerning individual words (content words: nouns,
adjectives, verbs and adverbs) while at higher levels it is
challenging to make deliberate mistakes concerning
phrases (phrases with semantic content: noun phrases,
verb phrases and adverbial phrases).

4 Rub out
Focus: grammar; lexis; memory
This is another fun activity particularly successful with
younger learners. Older learners might enjoy the
intellectual challenge occasionally, but it is not an activity
to use too often with more mature students.
The teacher writes some sentences of the summary on the
board or interactive whiteboard. A minimum number or
words would be about 20 and a maximum about 80; the
teacher knows the capabilities of his/her class. The teacher
asks the students to read the text aloud. The teacher then
gradually rubs out individual words and also two- and
three-word phrases; after each rubbing out the class reads
out the text that remains, supplying the missing words from
their memory. It is a good idea to begin by rubbing out
some of the important content words. Eventually, the
teacher will have rubbed out all the words but – amazingly!
– the class will probably remember all the text in their
short-term memory.
The text used for the rub out activity need not be taken
from the summary. It can be a part of the chapter,
particularly an exciting part. The text of a dialogue also
works very well.

5 Dictogloss 
Focus: listening; writing; grammar; lexis; editing skills
This is a motivating activity which involves collaborative
writing. 
The students sit in groups of two to five. At normal speed,
the teacher reads out about five sentences of the
summary (fewer for lower levels). The students may take
notes, writing down key words. The teacher reads the
same text again, and again the students can note down
words or short phrases. 
In their groups, the students then work together to write a
text which is grammatically and lexically correct but not
necessarily the same as the original: the aim is
grammatical and lexical correctness, not perfect memory.
The students then compare their written texts with each
others’. Groups should try to point out any errors in the
texts of other groups. Finally, the texts are compared with
the original, and differences pointed out and discussed.
Note: younger learners will rise to the challenge of trying
to write a text just like the original, and this can be a fun,
motivating element of the activity. With older students,
however, ensure that they understand that an exact copy
of the original is not necessary.

6 Cut it down!
Focus: reading comprehension; interpretation; grammar
In this activity students are invited to remove words from
the summary. This involves grammatical skills – the
removal of words must leave a text that is still
grammatically correct – but it especially involves
interpretation of the chapter that has been read, as the
students must decide which are the least important
details to remove from the summary.
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It is recommended that the activity is done in groups, as
this means that students must talk about and justify their
decisions. It is not necessarily a bad thing if the students
do this in their own language, as they will be discussing a
text (the summary) and a product (their shortened version)
that are in English.
As a rule of thumb, the teacher can ask the students to
cut 10% of the summary; for example, he/she will ask the
class to cut 15 words form a 150-word summary.
Punctuation may be changed, but no words must be
added. Give each group a copy of the summary and a red
pen or highlighter (or they can work on an electronic copy
of the summary). When the students have finished, they
should compare their shortened versions and decide
which are the best cuts, and why.
A possible next step is to ask students to cut a further
10% of the summary (or, if this seems too ambitious, the
teacher can choose what seems a reasonable number of
words (e.g. 5, 10).
A real challenge is then to cut yet another 10% of the
summary!

7 Build it up!
Focus: reading comprehension; interpretation; writing;
grammar; lexis
This activity is the reverse of the previous activity,
because students are invited to add a detail, or details, to
the summary. This involves grammatical skills – the
addition of details must produce a text that is still
grammatically correct – and lexical range – the added
detail(s) will generally involve content words. It also
involves considerable interpretation of the chapter that
has been read, as the students must decide which is/are
the most important detail(s) missing from the summary
given to them.
It is recommended that the activity is done in groups, as
this means that students must talk about and justify their
decisions. It is not necessarily a bad thing if the students
do this in their own language, as they will be discussing a
text (the summary) and a product (their additions) that are
in English.
The teacher invites each group to add either one detail or
two details to the summary. Such additions can be words,
phrases or even sentences. It is not necessary to stipulate
a number of words, but some suggestions are given
below. 
When the students have finished, they should compare
their versions and, in a ranking activity, decide which are

the most interesting additions (perhaps numbering them
1st, 2nd, etc.), and why. 
As a secondary point – remember that the primary focus
here is on content rather than form – groups should point
out any language errors in the work of other groups.
If the teacher wants to suggest numbers of words to add
(but do try the activity first without suggesting a number
of words), here are some tentative suggestions. 
• For lower levels (CEFR A1 and A2: Green Apple

Starter and Step 1; Reading and Training Step One): 
– Add a detail using between 2 and 8 words.
– Add two details using between 4 and 16 words.
– Add three details using between 12 and 25 words.

• For higher levels (CEFR B1 and above: Green Apple
Step 2; Reading and Training Step Two, Three, Four,
Five and Six): 
– Add a detail using between 3 and 12 words.
– Add two details using between 6 and 25 words.
– Add three details using between 10 and 50 words.

As individual written work, perhaps as homework,
students could be invited to rewrite the summary with the
addition of 3 or more details.

8 Rewrite it! 
Focus: reading comprehension; interpretation; writing;
grammar; lexis
This activity, for learners at higher levels, encourages
creative writing and an awareness of important elements
of narrative technique, such as point of view and tone.
The activity can be done individually at home, or in
groups in class.
The students should make additions to the summary,
which can be words, phrases or even sentences, and/or
remove elements, in order to do one of the following
(either the teacher or the student can choose which one):
• give more prominence to a character who is not very

prominent
• narrate the summary from the point of view of one of

the characters (including his/her attitudes, sympathies,
feelings and his/her knowledge of the events, which
may be more or less than in the summary given). The
character chosen could be a major or a minor
character, or even just a bystander or eyewitness who
was not even in the chapter or even in the story.

• Make the tone of the summary more sad, happy,
funny, dramatic, suspenseful, mysterious, etc.
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e,

 J
an

e 
w

as
n

’t
 h

ap
p

y 
b

ec
au

se
 h

er
 f

ri
en

d
s

(c
o

u
si

n
s)

, e
sp

ec
ia

lly
 J

o
h

n
, t

re
at

ed
 h

er
 k

in
d

ly
(b

ad
ly

).

2 3

O
n

e 
d

ay
, w

h
ile

 J
an

e 
w

as
 r

ea
d

in
g 

a 
m

a
p

(b
o

o
k)

 f
ro

m
 t

h
e 

lib
ra

ry
, J

o
h

n
an

d
 h

is
 s

is
te

r 
G

eo
rg

in
a

(E
liz

a)
 c

am
e 

lo
o

ki
n

g 
fo

r 
h

er
. F

ir
st

 J
o

h
n

 h
it

 h
er

,
an

d
 t

h
en

 h
e 

th
re

w
 a

 c
h

a
ir

(b
o

o
k)

 a
t 

h
er

. J
an

e 
sh

ou
te

d
 a

t 
El

iz
a

(f
o

u
gh

t
w

it
h

 J
o

h
n

),
 b

u
t 

w
h

en
 M

rs
 R

ee
d

 a
rr

iv
ed

 s
h

e 
lis

te
n

ed
 t

o
(d

id
n

’t
 li

st
en

 t
o

)
Ja

n
e.

 J
an

e 
w

as
 lo

ck
ed

 in
 t

h
e 

g
re

en
 r

oo
m

(r
ed

 r
o

o
m

),
 w

h
er

e 
sh

e 
w

as
 s

o
ti

re
d

 t
h

a
t 

sh
e 

sl
ep

t
(s

o
 t

er
ri

fi
ed

 t
h

at
 s

h
e 

fa
in

te
d

).
S

h
e 

w
as

 t
ak

en
 t

o
 h

os
pi

ta
l(

h
er

 b
ed

) 
an

d
 a

 n
ur

se
(d

o
ct

o
r)

 w
as

 c
al

le
d

.
S

h
e 

to
ld

 h
im

 a
b

o
u

t 
h

o
w

 s
h

e 
w

as
 t

re
at

ed
 a

n
d

 t
h

e 
d

o
ct

o
r 

as
ke

d
 h

er
 if

sh
e 

w
o

u
ld

 li
ke

 t
o 

g
o 

ba
ck

 h
om

e 
w

it
h

 h
im

(t
o

 g
o

 t
o

 s
ch

o
o

l)
. J

an
e 

sa
id

ye
s 

an
d

 t
h

e 
d

o
ct

o
r 

p
er

su
ad

ed
 M

rs
 R

ee
d

 t
o

 a
gr

ee
. S

o,
 w

h
en

 s
h

e 
w

as
el

ev
en

(t
en

) 
ye

ar
s 

o
ld

, J
an

e 
w

en
t 

to
 s

ch
o

o
l.

R
u

b
 o

u
t

O
n

 t
h

e 
b

o
ar

d
 /

 t
h

e 
in

te
ra

ct
iv

e 
w

h
it

eb
o

ar
d

, 
w

ri
te

 e
it

h
er

 t
h

e 
fi

rs
t

p
ar

ag
ra

p
h

 o
f 

th
e 

su
m

m
ar

y:
 

A
ft

er
 J

an
e 

E
yr

e’
s 

p
ar

en
ts

 d
ie

d
, …

 t
re

at
ed

 h
er

 b
ad

ly
. 

o
r 

th
e 

se
co

n
d

 p
ar

ag
ra

p
h

:

O
n

e 
d

ay
, w

h
ile

 J
an

e 
w

as
 r

ea
d

in
g 

…
 w

h
er

e 
sh

e 
w

as
 s

o
 t

er
ri

fi
ed

 t
h

at
 s

h
e

fa
in

te
d

.

G
ra

d
u

al
ly

, 
ru

b
 o

u
t 

in
d

iv
id

u
al

 w
o

rd
s 

an
d

 e
ve

n
 t

w
o

- 
an

d
 t

h
re

e-
w

o
rd

p
h

ra
se

s.
 B

eg
in

 b
y 

ru
b

b
in

g 
o

u
t 

so
m

e 
o

f 
th

e 
im

p
o

rt
an

t 
co

n
te

n
t 

w
o

rd
s.

A
ft

er
 e

ac
h

 t
im

e 
yo

u
 r

u
b

 o
u

t 
so

m
e 

w
o

rd
s 

ge
t 

th
e 

w
h

o
le

 c
la

ss
 t

o
 r

ea
d

o
u

t 
th

e 
te

x
t,

 s
u

p
p

ly
in

g 
th

e 
m

is
si

n
g 

w
o

rd
s 

fr
o

m
 t

h
ei

r 
m

em
o

ry
.

E
ve

n
tu

al
ly

, w
h

en
 a

ll
 t

h
e 

w
o

rd
s 

o
n

 t
h

e 
b

o
ar

d
 h

av
e 

b
ee

n
 r

u
b

b
ed

 o
u

t,
 t

h
e

cl
as

s 
w

il
l –

 a
m

az
in

gl
y!

 –
 r

em
em

b
er

 a
ll

 t
h

e 
te

xt
.

Th
e 

te
xt

 u
se

d
 f

or
 t

h
e 

ru
b 

ou
t 

ac
ti

vi
ty

 n
ee

d
 n

ot
 b

e 
ta

ke
n

 f
ro

m
 t

h
e

su
m

m
ar

y.
 A

 v
er

y 
d

ra
m

at
ic

 e
xt

ra
ct

 fr
om

 P
ar

t 
O

n
e,

 w
it

h
 p

le
n

ty
 o

f l
in

gu
is

ti
c

va
ri

et
y,

 is
 o

n
 p

ag
e 

14
 o

f 
th

e 
re

ad
er

, t
h

e 
pr

e-
pe

n
u

lt
im

at
e 

an
d

 p
en

u
lt

im
at

e
pa

ra
gr

ap
h

s:
 

‘Y
o

u
 w

ic
ke

d
 a

n
d

 c
ru

el
 b

o
y,

’ I
 s

h
o

u
te

d
. ‘

W
h

y 
d

o
 y

o
u

 w
an

t 
to

 h
u

rt
 m

e?
’ 

I 
to

u
ch

ed
 m

y 
h

ea
d

. T
h

er
e 

w
as

 b
lo

o
d

 o
n

 it
. ‘

Lo
o

k 
w

h
at

 y
o

u
 h

av
e 

d
o

n
e!

’
I 

cr
ie

d
.

M
y 

w
o

rd
s 

ju
st

 m
ad

e 
Jo

h
n

 R
ee

d
 a

n
gr

ie
r.

 H
e 

ra
n

 a
cr

o
ss

 t
h

e 
ro

o
m

to
w

ar
d

s 
m

e,
 a

n
d

 b
eg

an
 t

o
 h

it
 m

e 
ag

ai
n

 a
n

d
 a

ga
in

. I
 w

as
 v

er
y

fr
ig

h
te

n
ed

, s
o

 I
 h

it
 h

im
 b

ac
k

.

4

Summary-based activities
A

C
T

I
V

I
T

I
E

S
A

C
T

I
V

I
T

I
E

S



A
C

T
I

V
I

T
I

E
S

D
ic

to
g

lo
s
s

S
it

 t
h

e 
st

u
d

en
ts

 in
 g

ro
u

p
s 

o
f 

tw
o

 t
o

 f
iv

e.
 M

ak
e 

su
re

 t
h

at
 e

ac
h

 s
tu

d
en

t
h

as
 p

en
 a

n
d

 p
ap

er
. T

el
l t

h
em

 t
h

at
 y

o
u

 a
re

 g
o

in
g 

to
 r

ea
d

 o
u

t 
a 

su
m

m
ar

y
o

f 
P

ar
t 

O
n

e 
o

f 
Ja

n
e 

Ey
re

tw
ic

e,
 a

n
d

 t
h

at
 t

h
ey

 m
ay

 n
o

te
 d

o
w

n
 k

ey
 w

o
rd

s
o

r 
sh

o
rt

 p
h

ra
se

s.
 R

ea
d

 t
h

e 
te

xt
 o

n
ce

 a
t 

n
o

rm
al

 s
p

ee
d

, 
p

au
se

 f
o

r 
a

m
in

u
te

, t
h

en
 r

ea
d

 i
t 

ag
ai

n
. T

h
e 

fi
rs

t 
tw

o
 p

ar
ag

ra
p

h
s 

o
f 

th
e 

su
m

m
ar

y
ar

e 
su

ff
ic

ie
n

t.

A
ft

er
 J

an
e 

E
yr

e’
s 

p
ar

en
ts

 d
ie

d
, …

 w
h

er
e 

sh
e 

w
as

 s
o

 t
er

ri
fi

ed
 t

h
at

 s
h

e
fa

in
te

d
.

Te
ll

 t
h

e 
st

u
d

en
ts

 t
o

 w
o

rk
 t

o
ge

th
er

 in
 t

h
ei

r 
gr

o
u

p
s 

an
d

 u
se

 t
h

ei
r 

n
o

te
s

to
 w

ri
te

 a
 t

ex
t 

w
h

ic
h

 is
 g

ra
m

m
at

ic
al

ly
 a

n
d

 le
xi

ca
ll

y 
co

rr
ec

t 
b

u
t 

w
h

ic
h

d
o

es
n

’t
 h

av
e 

to
 b

e 
th

e 
sa

m
e 

as
 t

h
e 

o
ri

gi
n

al
: t

h
e 

ai
m

 o
f 

th
ei

r 
w

ri
ti

n
g 

is
to

 p
ro

d
u

ce
 a

 c
o

rr
ec

t 
te

xt
, 

n
o

t 
to

 s
h

o
w

 t
h

ey
 h

av
e 

p
er

fe
ct

 m
em

o
ri

es
!

Fi
ve

 m
in

u
te

s 
sh

o
u

ld
 b

e 
en

o
u

gh
.

T
h

en
 s

tu
d

en
ts

 c
o

m
p

ar
e 

th
ei

r 
w

ri
tt

en
 t

ex
ts

 w
it

h
 e

ac
h

 o
th

er
s’

. T
h

is
 c

an
b

e 
d

o
n

e 
b

y 
re

ad
in

g 
al

o
u

d
, b

u
t 

it
 is

 b
et

te
r 

if
 t

h
e 

te
xt

s 
ar

e 
p

as
se

d
 a

ro
u

n
d

o
r 

st
u

ck
 o

n
 a

 w
al

l (
o

r 
co

m
p

ar
ed

 in
 e

le
ct

ro
n

ic
 f

o
rm

).
 G

ro
u

p
s 

sh
o

u
ld

 t
ry

to
 p

o
in

t 
o

u
t 

an
y 

er
ro

rs
 in

 t
h

e 
te

xt
s 

o
f 

o
th

er
 g

ro
u

p
s.

 
Fi

n
al

ly
, 

sh
o

w
 o

r 
gi

ve
 t

h
e 

st
u

d
en

ts
 t

h
e 

o
ri

gi
n

al
 t

ex
t;

 a
sk

 t
h

em
 t

o
id

en
ti

fy
 a

n
y 

d
if

fe
re

n
ce

s 
w

it
h

 t
h

ei
r 

o
w

n
 t

ex
ts

, 
an

d
 a

sk
 t

h
em

 i
f 

th
ey

th
in

k
 t

h
e 

d
if

fe
re

n
ce

s 
ar

e 
im

p
o

rt
an

t.

5

24

C
u

t 
it

 d
o

w
n

!

P
u

t 
th

e 
st

u
d

en
ts

 in
 g

ro
u

ps
 o

f 
tw

o 
to

 f
iv

e.
 M

ak
e 

su
re

 t
h

at
 e

ac
h

 g
ro

u
p 

h
as

 a
co

py
 o

f t
h

e 
su

m
m

ar
y 

an
d

 a
 r

ed
 p

en
/h

ig
h

lig
h

te
r 

or
 a

cc
es

s 
to

 c
om

pu
te

r.
 T

el
l

th
em

 t
h

at
 t

h
ey

 m
u

st
 c

u
t 

15
 w

or
d

s 
fr

om
 t

h
e 

su
m

m
ar

y:
 t

h
ei

r 
sh

or
te

n
ed

ve
rs

io
n

 m
u

st
 s

ti
ll 

be
 g

ra
m

m
at

ic
al

ly
 c

or
re

ct
. T

h
ey

 c
an

 c
h

an
ge

 p
u

n
ct

u
at

io
n

,
bu

t 
th

ey
 m

u
st

n’
t 

ad
d

 a
n

y 
w

or
d

s.
W

h
en

 t
h

ey
 h

av
e 

fi
n

is
h

ed
, 

th
ey

 s
h

o
u

ld
 c

o
m

p
ar

e 
th

ei
r 

sh
o

rt
en

ed
ve

rs
io

n
s.

 It
 is

 b
et

te
r 

if
 t

h
e 

te
xt

s 
ar

e 
st

u
ck

 o
n

 a
 w

al
l o

r 
p

as
se

d
 a

ro
u

n
d

 (o
r

co
m

p
ar

ed
 i

n
 e

le
ct

ro
n

ic
 f

or
m

).
 T

h
ey

 s
h

ou
ld

 d
ec

id
e 

w
h

ic
h

 a
re

 t
h

e 
b

es
t

cu
ts

, a
n

d
 w

h
y.

N
ex

t,
 a

sk
 s

tu
d

en
ts

 t
o

 c
u

t 
an

o
th

er
 1

5 
w

o
rd

s 
o

f 
th

e 
su

m
m

ar
y,

 a
n

d
p

ro
ce

ed
 a

s 
ab

o
ve

.
A

s 
a 

fi
n

al
 c

h
al

le
n

ge
, a

sk
 t

h
e 

st
u

d
en

ts
 t

o
 c

u
t 

ye
t 

an
o

th
er

 1
5 

w
o

rd
s.

T
h

e 
fo

ll
o

w
in

g 
ve

rs
io

n
 o

f 
th

e 
su

m
m

ar
y 

gi
ve

s 
an

 id
ea

 o
f 

w
h

at
 c

an
 b

e 
cu

t:
4

9
 w

o
rd

s 
ar

e 
in

d
ic

at
ed

 a
s 

p
o

te
n

ti
al

ly
 d

is
p

en
sa

b
le

.

A
ft

er
 J

an
e 

E
yr

e’
s 

p
ar

en
ts

 d
ie

d
, s

h
e 

w
en

t 
to

 li
ve

 w
it

h
 h

er
 a

u
n

t,
 M

rs

R
ee

d
 , 

w
h

o
 h

ad
 t

h
re

e 
ch

ild
re

n
 o

f 
h

er
 o

w
n

. A
lt

h
o

u
gh

 t
h

e 
h

o
u

se
 w

as

ve
ry

 n
ic

e,
Ja

n
e 

w
as

n
’t

 h
ap

p
y 

b
ec

au
se

 h
er

 c
o

u
si

n
s 

, e
sp

ec
ia

lly
 J

o
h

n
,

tr
ea

te
d

 h
er

 b
ad

ly
. 

O
n

e 
d

ay
, w

h
ile

 J
an

e 
w

as
 r

ea
d

in
g 

a 
b

o
o

k 
fr

o
m

 t
h

e 
lib

ra
ry

, J
o

h
n

 a
n

d
 h

is

si
st

er
E

liz
a 

ca
m

e 
lo

o
ki

n
g 

fo
r 

h
er

. 

Fi
rs

t
Jo

h
n

 h
it

 h
er

 ,
an

d
 t

h
en

 h
e

th
re

w
 a

 b
o

o
k 

at
 h

er
. J

an
e 

fo
u

gh
t 

w
it

h

Jo
h

n
, b

u
t 

w
h

en
 M

rs
 R

ee
d

 a
rr

iv
ed

 s
h

e 
d

id
n

’t
 li

st
en

 t
o

 J
an

e.
 J

an
e 

w
as

lo
ck

ed
 in

 t
h

e 
re

d
 r

o
o

m
, w

h
er

e 
sh

e 
w

as
 s

o
 t

er
ri

fi
ed

 t
h

at
sh

e 
fa

in
te

d
.

S
h

e 
w

as
 t

ak
en

 t
o

 h
er

 b
ed

 a
n

d
 a

A
 d

o
ct

o
r 

w
as

 c
al

le
d

. S
h

e 
to

ld
 h

im

ab
o

u
t

h
o

w
 s

h
e 

w
as

 t
re

at
ed

 a
n

d
 t

h
e 

d
o

ct
o

r 
as

ke
d

 h
er

 if
 s

h
e 

w
o

u
ld

 li
ke

to
 g

o
 t

o
 s

ch
o

o
l. 

Ja
n

e 
sa

id
 y

es
 a

n
d

 t
h

e 
d

o
ct

o
r 

p
er

su
ad

ed
 M

rs
 R

ee
d

 t
o

ag
re

e.
 

S
o

 J
an

e 
w

en
t 

to
 s

ch
o

o
l w

h
en

sh
e 

w
as

 t
en

 y
ea

rs
 o

ld
.

6

A
C

T
I

V
I

T
I

E
S

Summary-based activities



25

B
u

il
d

 i
t 

u
p

!

P
u

t 
th

e 
st

u
d

en
ts

 i
n

 g
ro

u
p

s 
o

f 
tw

o
 t

o
 f

iv
e.

 M
ak

e 
su

re
 t

h
at

 e
ac

h
 g

ro
u

p
h

as
 a

 c
o

p
y 

o
f 

th
e 

su
m

m
ar

y 
an

d
 a

 r
ed

 p
en

 o
r 

ac
ce

ss
 t

o
 c

o
m

p
u

te
r.

 T
el

l
th

em
 t

h
at

 t
h

ey
 m

u
st

 a
d

d
 t

o
 t

h
e 

su
m

m
ar

y 
tw

o
 d

et
ai

ls
, w

h
ic

h
 t

h
ey

 m
u

st
ch

o
o

se
 t

h
em

se
lv

es
. T

el
l 

th
em

 t
h

at
 t

h
e 

d
et

ai
ls

 t
h

ey
 a

d
d

 c
an

 b
e 

w
o

rd
s,

p
h

ra
se

s 
o

r 
ev

en
 s

en
te

n
ce

s.
 T

el
l t

h
em

 t
h

ey
 s

h
o

u
ld

n
’t

 w
ri

te
 f

ew
er

 t
h

an
5 

fi
ve

 w
o

rd
s,

 a
n

d
 t

h
at

 t
h

er
e 

is
 n

o
 u

p
p

er
 li

m
it

, b
u

t 
th

ey
 p

ro
b

ab
ly

 w
o

n
’t

n
ee

d
 m

o
re

 t
h

an
 a

b
o

u
t 

25
 w

o
rd

s.
W

h
en

 t
h

ey
 h

av
e 

fi
n

is
h

ed
, 

th
ey

 s
h

o
u

ld
 c

o
m

p
ar

e 
th

ei
r 

ve
rs

io
n

s.
 I

t 
is

b
et

te
r 

if
 t

h
e 

te
xt

s 
ar

e 
st

u
ck

 o
n

 a
 w

al
l o

r 
p

as
se

d
 a

ro
u

n
d

 (
o

r 
co

m
p

ar
ed

in
 e

le
ct

ro
n

ic
 f

o
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These are the activities which can be done when the
reader has been completed. The aims include:
• to encourage and enable the learners to feel a sense

of achievement
• in fiction, to respond to the story as a whole
• in non-fiction, to respond to the events, facts or ideas

presented in the book as a whole
• to use new language acquired (structures and lexis) in

the skills of speaking and writing
• to explore further the themes and issues of the reader 
• to explore intertextuality by comparing the content,

themes and issues of the reader with other texts such
as stories, films, artworks, etc.

All Black Cat readers have after-reading activities at the
end of the book. In the most recent readers there is a
section entitled ‘After Reading’, containing a variety of
stimulating activities and often an Internet project, and in
addition an ‘Exit Test’ on the website, which has tasks in
the format of Cambridge ESOL and Trinity test items.
Less recent readers have an ‘Exit Test’ at the end of the
reader. Such activities might take up a complete lesson,
or provide material for autonomous study with feedback
in class (the ‘Exit Test’ could also be holiday work). 
In addition there are other activities a teacher can create,
whose use depends on the genre and subject-matter of
the reader, and the age, ability and personality of the
learners. They involve speaking, writing and artistic
creativity, and include:

The Word Box
This activity was described in the section on while-
reading activities (page 16). All of the variations described
there are also useful in this phase. In addition, younger
learners can use the words collected in the Word Box to
make their own word squares, word snakes, bingo boards
etc. Older learners can be challenged to use the words
collected in the Word Box to make pattern poems, where
words are arranged in a shape which suggests the
subject of a poem. They can also be challenged to take
out a number of words (between 5 and 10) and write a
mini-saga (50 words); this could be connected to the plot
of the reader, or completely different.

Hot Seating
This activity was described in the section on while-
reading activities (page 16). For a ‘grand finale’ you can
organise a press conference. All the characters of a
fiction reader – even the most minor – are in the hot seats.
Other class members are journalists. A variation on this is
a trial or enquiry: very often in a work of fiction one of the
characters (or more) can be ‘accused’ of something.
Apart from the ‘accused’ in the hot seat, the rest of the
class can be groups of prosecution and defence lawyers,
witnesses (other characters) and a jury.

Diaries and Letters
This activity was described in the section on while-
reading activities (page 16). In the after-reading phase,
writing tasks will focus on final diary entries, or letters
summing up the events of a book, from the point of view
of different characters, maybe including a justification of
actions and behaviour and/or resolutions or predictions
for the future. In some cases the writing task will even be
a last will and testament! 

Graphic Novels
The activity Pictures and Balloons, described in the
section on while-reading activities (page 16), focussed on
the use of just one illustration. On a larger scale, learners
can photocopy all the illustrations in a reader and add
speech bubbles, thought clouds and captions in order to
make a graphic novel. Note that the bubbles and clouds
will contain 1st, 2nd and 3rd person references, while the
captions will be exclusively in the 3rd person. It is the
convention in English that the captions are written in the
present tense, although the teacher can request the use
of the past tense if he/she wants particularly to practise
this form.

Posters
Posters can be created by individuals or groups, in class or
at home (as homework or during holidays). Display the
posters on the classroom walls and encourage the learners
to view them as if they were in an art gallery (and leave
them up for as long as possible). The teacher may choose:
• to give no instructions or indications which might

restrict learners’ creativity
• to stipulate the size of the poster (a constraint can be

a challenge, and all the posters will be comparable in
this respect, which would make it more fair if a prize
for best poster is awarded) 

• to tell learners to either ‘Design a poster showing how
you felt about the book’ or ‘Design a poster to interest
someone who hasn’t read the book’. 

The posters can be collages of illustrations (from the book
and other sources), quotations (sentences, brief
exchanges of dialogue), comments, realia, hypertextual
links, etc.: the only limit is the learners’ imagination. 
Variations of the poster activity are designing a new cover
for the book or a poster for a film version. 

Quizzes
The teacher can make up a quiz based on WH- questions
about any of the contents of the reader. Set a short time
limit and let groups of learners compete against each
other. Alternatively, learners can make up quizzes to ‘test’
each other – but be careful: there is the risk that they
might ask about the most trivial of things in order to beat
the other team!
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Character Building
This activity derives from a method used by some actors
to ‘get under the skin’ of a character. Learners decide on
a character’s preferences in the following categories. The
learners do not need to be restricted to the historical
setting of a story: they should imagine the characters
were alive today.
• Food and drink. What does the character like? For

breakfast? For dinner? What does she/he drink?
• Music. What does the character like listening to? What

instrument does she/he play?
• Clothes. What does the character wear every day? On

special occasions?
• House and furniture. What kind of house does the

character live in? How is it decorated? What is her/his
favourite room?

• Sports. What does the character like playing? What
does she/he like watching?

• Hobbies. What does the character do in her/his free
time?

• Transport. How does the character like to travel? If
she/he has a car, what kind?

This activity can also be used as a while-reading activity.

Alternatives
In these writing or speaking activities learners can
suggest: 
• alternative titles. The class can then vote on the best

new title.
• alternative endings. For example, by

– changing a happy ending into a sad ending, or vice 
versa 

– adding an extra chapter
– inventing the beginning of a sequel, which takes 

place 5 or 10 or more years later.
For more advanced learners, key episodes can be
rewritten:

– from the point of view of a character in the story
– from the point of view of an uninvolved bystander
– by a police officer
– by a journalist (for either a sober or sensational 

newspaper)
– to make it sadder, happier, comic, more mysterious, 

etc.

Haikus 
Writing a haiku can be a simple but effective way of
responding to a story as a whole, or to one character in
particular. A haiku is a three-line poem: the first line has
five syllables, the second has seven, and the third has
five. The lines do not rhyme. It is easy enough to produce
even at lower levels: the following, for example, is
inspired by Romeo and Juliet:

Impossible dream.
Their love ended in death, but
They live forever.

Learners’ haikus can then be displayed on a wall. Note
that haikus can also be one of the elements of a poster.

Dramatisation
In most of the Reading Shakespeare readers there is a
playscript provided at the end of the book, and
playscripts are found at the end of a few other readers,
too, such as The Canterville Ghost. If the teacher wants to
dramatise all or parts of another reader, learners can work
in groups on writing mini-playscripts for key episodes and
then acting them out. The ideas for creating playscripts
and performing in the Dramatisation section on pages
36-37 are as useful for older learners as they are for
younger learners. 
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As national educational systems seek to become more
comparable with each other (and often award credits at
tertiary level for external certification) and as employers
increasingly look for proof of foreign language
competence, learners are becoming more attracted to
obtaining some kind of internationally recognised
certification. Another attraction is that exams such as
those offered by Cambridge ESOL, Trinity and City and
Guilds are linked to the levels of the Common European
Framework of Reference; they therefore provide concrete,
reliable evidence of language level and so motivate those
learners who want tangible proof of their level and
progress. The levels of Black Cat readers are certainly
linked to the exam levels of internationally accredited
examination boards (see page 3), but how can using
readers actually help towards success in exams?
It has been claimed, by Elley and Krashen among others,
that reading for pleasure and reading a lot not only
increases vocabulary but actually leads to an
improvement in all four language skills. Learners who
intend to take an exam, however, also feel the
psychological need to practise the same kind of activity-
types that they will need to face in the exam. Indeed,
familiarity with the activity-types of a certain exam
contributes to ‘test wiseness’. This is a definition of  ‘test
wiseness’:
“A test-taking skill which enables a person to do well on
certain kinds of test by using their familiarity with the
characteristics and formats of tests to help them guess
the correct answer. For example, in taking a reading
comprehension test based upon multiple choice
questions, a student may analyze the alternatives,
eliminating unlikely choices till only one remains, and then
choose this as the correct answer. “ (from the Longman
Dictionary of Language Teaching and Applied Linguistics,
1999.)
Candidates for an exam consequently tend to want to
practise with past papers, but although in this way they
might be testing themselves they are not necessarily
learning anything about language: teachers who have
used only past papers for exam preparation know from
experience that ‘teaching the test’ rather than ‘teaching
the material’ is no guarantee of improving a candidate’s
competence. Furthermore, the more bland kind of
practice material is liable to contain material of little or no
intellectual interest.
Black Cat readers contain activities in the pre- and while-
reading phases which are in the style of the tasks in the
Cambridge ESOL and Trinity exams. In this way learners
make predictions, check their comprehension, practise

using structures and vocabulary and so on, at the same
time as becoming familiar with exam-style tasks:
language improvement and exam practice are catered for
simultaneously. A third element is also catered for, apart
from language improvement and test-wiseness, and this
is fundamental to the ‘expansive reading’ approach: the
content of the activities may well be extra information
regarding the contents of the reader, sociocultural
background, a cross-curricular extension, details of the
author’s life or even an extra story by the author. In this
way, learners are intellectually stimulated and also learn
something about the world. 
All readers also have an exit test in the after-reading
phase, which has some Cambridge ESOL and Trinity-
style activities. In the most recent readers the exit test is
found on the website, while less recent readers have the
exit test at the end of the reader. 
As a last point, it should be pointed out that the task-
types of the Cambridge ESOL and Trinity exams provide
perfectly valid and orthodox activities even for those
learners not interested in taking an exam.
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Many Black Cat readers are adaptations of classic fiction,
so most have been filmed, often several times. To
encourage intertextuality (see page 9) dossiers and
Internet projects often focus on film versions.
To check if and how often a story has been filmed, use the
International Movie Database (www.imdb.com): you will
find lists of film versions of all classic titles. For each film
you will also find – after the cast list, at the beginning of
‘additional details’ – guidance on suitability (whether the
film contains bad language, nudity, sex or violence).
Clearly, it is always advisable to watch any film before
using it in class.
Bear in mind that films are authentic texts, and there will
be a huge gap between the language of a reader and the
language of a film. DVD technology, however, offers
choices: the film in English only; the film in English with
subtitles in English or in the learners’ language; the film in
the learners’ language. The last choice is certainly a
possibility if :
• the learners’ level is low, and/or 
• the task focuses on reading or speaking in English,

and/or 
• the aim is enjoyment and motivation.

Using film versions
Let us begin with three standard techniques for using
short clips of a few minutes maximum. 
Silent viewing (i.e. turn the volume down completely).
Learners describe what they can see and/or predict what
the characters are saying.  
Sound only (i.e. turn the brightness or contrast down
completely). Learners guess what is happening (who,
where and what?) from what they hear.
Freeze frame (i.e. press the pause button). Learners
describe what they can see and hypothesise what has
just happened and what is going to happen next.
All three techniques are rather in conflict with watching a
film for pleasure. They can, however, be used as
stimulating pre-reading activities to elicit vocabulary and
predictions (make sure that the clip represents a scene in
the reader!).

There are other uses during the while-reading and after-
reading phases. 
For while-reading, choose film clips of about five to ten
minutes which represent what happens in a chapter of the
reader (they might last longer for higher level readers). In
this way, you can watch the film in instalments, after
reading each chapter, like a serial. Learners’ attention can
be focused with questions like these:
• Is the setting of this scene/these scenes as you

imagined when you read the chapter?

• Is character X in this scene as you imagined when you
read the chapter? Think of: his/her appearance; what
he/she does; what he/she says.

• Is the action in this scene/these scenes the same or
different as in the chapter?

• Did anything happen in the film that didn’t happen in
the chapter? Did anything happen in the chapter that
didn’t happen in the film?

For after-reading, you can use the whole film. Some
teachers show the film in the learners’ language. This
shouldn’t shock you too much: learners find it enjoyable,
it motivates them for the next reader, and there is
language work if the learners do some task(s) in English.
You can ask questions like these:
• What was your favourite scene and why? What was

your least favourite scene and why?
• Which characters did you like most and least?
• Did you like the beginning and ending? Were they the

same as in the reader?
• What was in the film that wasn’t in the reader? What

was in the reader that wasn’t in the film?
• How could the film be improved?
• Write a review of the film.

Film-based activities
Higher level learners in particular can also do activities
which are not about a film already scene but about
making a new film version. Here are some ideas.
• Invent another setting in time and place for a new film

version. Film-makers regularly create different settings
for Shakespeare’s plays, and resetting can be done for
all classic stories. Students should think of how major
details will be adapted (e.g. places, clothes,
accommodation, transport, weapons, etc.) and
suggest locations. It is often interesting to focus on
the opening of a film – before, during and after the
credits.

• Suggest a cast for a new film version. Actors from all
nationalities can be included. At higher levels, learners
can explain and justify their choices, and then debate
and vote in class for the best cast.

• Suggest the soundtrack for all the film or for key
scenes. Famous film directors have used classical
music (e.g. Stanley Kubrick) and popular music (e.g.
Martin Scorsese, Quentin Tarantino), so learners can
suggest any kind of music they think is suitable.

• Suggest changes to a film script: what episodes
and/or characters would be cut from or reduced in a
film? What might be increased or added?

• Plan a trailer or design a poster for a new film
version.
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All Green Apple and Reading and Training readers come
with an audio recording, an audio CD. The recordings are
performed dramatically, often with sound effects. Texts by
British authors are recorded by British actors, texts by
American authors by American actors. Some recordings,
e.g. The Canterville Ghost, contain both British and
American accents.
Several Green Apple and Reading and Training readers
come with an audio CD-ROM, containing not only the
audio recording but extra activities in addition to those
already in the printed book (see the Black Cat catalogue
for the titles accompanied by audio CD-ROMs.). The
recordings of the Easyread titles and of the recent
Earlyreads are downloadable free of charge from the
Black Cat website.

How audio recordings help
Recordings support comprehension in several ways.
Firstly, the words on the page are divided into meaningful
syntactic units (sometimes known as ‘chunking’ or
‘parsing’). What might appear to the learner as a sea of
words on the page, e.g. “Once upon a time there was a
little boy called John who lived with his mum and dad on
a farm in England”, is easier to understand when heard,
e.g. “Once upon a time / there was a little boy / called
John / who lived / with his mum and dad / on a farm / in
England”. Secondly, intonation makes it clear whether
affirming, questioning, expressing doubt/surprise etc. is
happening. Thirdly, the dramatised recording shows the
age and gender of speakers of dialogue, as well emotions
such as anger, sorrow, fear, etc. 
In addition, recognition of the written form is helped
when the text is seen and heard at the same time:
English, with its 44 phonemes but only 26 letters of the
alphabet, can present notorious problems of lack of fit
between spelling and pronunciation! For less able
learners, reading fluency is practised: if learners follow
the written text while listening then they must read at the
pace of the recording and cannot stop at unknown words
or go back. Without listening to the recording (or the
teacher), there may be the temptation to read too slowly
and without fluency: this means that comprehension
suffers (e.g. forgetting the beginning of a sentence) and
the fluency skill of ignoring unknown words is not
practised.
Many teachers prefer to read aloud the texts themselves
(after all, they know their students) but the recording is
valuable support for teachers who are not confident in
their pronunciation, and in any case it brings different
native accents into the classroom. Exposure to different

varieties of English (including British and American
varieties) prepares learners for the real world.

Using audio recordings
Occasionally, there are listening comprehension
activities as a pre-reading task: learners listen to the
beginning of the chapter, do the task, and then read to
check their answers. But apart from these activities
already found in the book, playing some of the recording
before listening is always an option: it can be used for
prediction, to listen for gist (ask WH- questions like ‘Who
is speaking?’, Where/When does this take place?’, ‘What
happens?’), or just as a change of procedure. 
When learners are familiar with the text, encourage them
to listen again, several times, outside the classroom, to
practise extensive listening and to facilitate language
acquisition. In the case of an entire class finding a reader
rather easy, they can listen to a complete chapter and try
the comprehension tasks before reading, a far more
demanding procedure.  
A final, rather eccentric activity! To help with reading
speed some teachers do ‘shadowing’ in class. All the
learners look at the text and read aloud at the same time
as the recording, maintaining the same speed as the
recording: noisy, but it can be fun!

Audio CD-ROMs
If you don’t yet know the Audio CD-ROMs, you must try
one to see how much fun they are! On each audio CD-
ROM there are activities which focus on accuracy in areas
such as spelling, word order, tenses and morphology,
prepositions, etc. There are also vocabulary activities
involving word fields, opposites, etc. Technology means
that language drills are presented as entertaining
computer games. This is an advantage because young
people, as Marc Prensky has amusingly defined them, are
‘digital natives’, willing and able to learn through
computer games, unlike their older teachers, the ‘digital
immigrants’! Audio CD-ROMs can contain more than
drills, however: further reading and listening, often
providing cultural or cross-curricular information, is
common. 
Audio CD-ROMs can be used with the whole class in the
computer lab or in the classroom on an interactive
whiteboard, where entertainment and language practice
will go hand in glove. They can also be used for self-
study at home, where almost certainly family members
will be curious about what the learner is doing, thus
creating a link between school and home.

30

AUDIO CDs and AUDIO CD-ROMs



If audio CD-ROMs represent one use of technology that
today’s learners, the ‘digital natives’, will enjoy and learn
from, then another is represented by projects on the web
(as they are called in the Green Apple series), or Internet
projects (as they are called in the Reading and Training
series), or webquests (as named by Bernie Dodge,
Professor of Educational Technology at San Diego State
University). 
In keeping with the ‘expansive reading’ approach, these
projects direct learners to websites where they will find
extra information regarding the contents of the reader,
sociocultural background, cross-curricular extensions,
details of the author’s life, artworks inspired by the
contents of the reader, … there are many directions.
Typically, learners are given an information-finding task
and/or the instruction to find something interesting and
tell the class about it. On average, there are between two
and four such projects in each reader. 

Technical instructions
When you want to undertake a project on the web,
connect to the Internet and go to www.blackcat-
cideb.com. Insert the title or part of the title of the reader
into the search engine on the home page. Open the page
for the title of the reader. Click on the Internet project link.
Go down the page until you find the title of the reader
again and click on the link for the project you want to do. 

Features of Internet projects 
On the website(s) in question the learners will usually be
looking for specific information and so practising the skill
of scanning, a vital skill to confront the huge amount of
information on the Internet. 
Learners often consult more than one website, which
reflects real-life use of the Internet. 
Whether in the computer lab or at home, learners might
well work in pairs or small groups, so that cooperative
learning and interaction will take place. 
Learners are often invited to tell other members of the
class about their findings, so skills of
summarising/synthesising are involved in an oral
presentation. 

Other advantages of using the Internet
The Internet allows materials creators to go to places
where you can’t go in a book. All the resources of
museums, art galleries, film archives, national media etc.
are available. Many of such sites also have educational
resources with wonderful activities already there, just
waiting to be used. 
The fact that all the websites to be used are accessed
through the Black Cat website means that teachers and
learners will not waste their time with tedious searching
nor will they come across poor or undesirable material.
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The Earlyreads series is for young learners at primary level. Not only is the language content carefully graded, but the
subject matter and narrative styles of the readers are also suited to children. Naturally, the marvellous illustrations are
designed to arouse children’s curiosity – and therefore guarantee interest in the story! – but they also help children to
understand by providing support for the written text: one can follow and understand the story by looking at the pictures.
The language activities are usually in the form of games – often for more than one participant – and each reader is
accompanied by a recording of the whole text, either on audio CD or downloadable at no charge from our website.
There are five levels of Earlyreads, graded according to the suitability of subject matter to age group as well as by structural
and lexical criteria. The grading according to age is important: while a difference in age of four years has little meaning
when considering the cognitive development of an adult learner, the space of four years between a five-year-old and a
nine-year-old involves an enormous increase in knowledge of the world and in sophistication of feeling and thought. 
Level 1 can be used with children who are well into their first year of English, while Level 5 represents a good elementary
ability (comparable to level A1 of the Common European Framework of Reference). In addition, Earlyreads can also be
related to the levels required by internationally accredited examination boards (shown in figure 2), although it should be
stressed that external examination with young learners should be used for motivation, not for formal testing. Many young
learners enjoy measuring their language level against an external exam as long as the exam is presented in a non-
threatening, fun form; if the result shows that they are at the level, it gives them an incentive to try to get to the next level.

Structures
Simple sentence structure is a vital consideration with young learners. Words or verb forms which are normally considered
‘advanced’ can be perfectly comprehensible in context, where both the narrative and the illustrations help; reception is far
easier than production. Complex syntax, however, will always pose problems. Consequently, sentences at level 1 are simple,
following the subject-verb-object form. Only at level 2 is elementary co-ordination introduced to make compound sentences,
while subordination only appears at levels 4 and 5. 
Verb forms and other structures for each level are listed in figure 1.
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LEVEL 1
to be
have got
Present Simple
Imperatives
Questions with WH- words
Subject and object pronouns
Prepositions of place

LEVEL 2
All the structures of the previous level, plus:
Present Continuous
can/can’t
Sentence connectors and, or, but
Possessive forms ’s and s’

LEVEL 3
All the structures of previous levels, plus:
must/mustn’t
shall in interrogatives
would/wouldn’t like
Adverbs of manner
Adverbs of frequency
Sentence connector because

LEVEL 4
All the structures of previous levels, plus:
going to for future reference
Comparison of adjectives
Comparison of adverbs
Sentence connector for purpose

LEVEL 5
All the structures of previous levels, plus:
Past Simple of to be
Past Simple of common verbs
will for future reference
Defining relative clauses with who, which,

that

Another consideration, particularly relevant with young readers, is that some expressions which would be complicated if
one – foolishly! – tried to explain them using grammatical terminology are so common and obvious that they should simply
be considered as formulaic lexical items, introduced as vocabulary from an early stage. As the lexical approach has shown
us, they are ‘chunks’ of language which easily make sense in context and do not need to be broken down into smaller
constituents. Some examples are ‘How are you?, ‘Don’t do that!’, ‘Here you are!’, ‘Just a moment!’, right up to complete
sentences such as the greeting ‘We wish you a merry Christmas!’.

Figure 1



Earlyread Suitable for University of Cambridge Trinity City & Guilds
Level age group Young Learners English Spoken English ESOL and SESOL for Young Learners

1 4-6 years Exam preparation: Starters 1 Exam preparation: Basic

2 6-8 years Exam preparation: Starters 1 Exam preparation: Basic

3 7-9 years Exam level: Starters 2 Exam preparation: Basic
Exam preparation: Movers

4 8-10 years Exam preparation: Movers 2 Exam level: Basic

5 9-12 years Exam level: Movers 2, 3 Exam level: Basic
Exam preparation: Elementary

33

Earlyreads: grading

Figure 2

Vocabulary
The considerations that were made about vocabulary and grading regarding the Green Apple and Reading and Training
series (page 6) can also be made about the vocabulary in Earlyreads. Common sense leads to the adoption of restricted
vocabulary, while still allowing the inclusion of some language which is the most colourful choice in the context of a certain
reader – and which involves fun because children will relish the expression. Examples are: the use of ‘spell’ (as in ‘magic
spell’) and the word ‘wicked’ in Bugaboo the Wicked Witch; ‘fang’ instead of the everyday word ‘tooth’ in Dracula and his
Family; the expression ‘space invaders’ in Space Monsters, and the name ‘Little Red Riding Hood’ in the story of the same
name! 
Furthermore, it is important to stress that the full-colour illustrations support or ‘scaffold’ the text that is on the same page:
the young learner naturally scans and ‘reads’ the illustration before listening to or reading the text, and so the expectations
of what will be in the text reduce considerably any eventual difficulties of unknown words.
Numbers of headwords used in each reader have been applied in the latest generation of Earlyreads: Dorothy, The Enormous
Turnip, A Trip to the Safari Park, The Ugly Duckling, Little Red Riding Hood, Cinderella, The Little Mermaid, Snow White and
the Seven Dwarfs, Aesop’s Fables, Puss in Boots, Sleeping Beauty, Aladdin, Ali Baba and the Forty Thieves, Nasreddin – Ten
Stories. Both the numbers of words per volume and the numbers of words per page are shown in figure 3.
In these readers there is a picture dictionary at the end of the book. These pages group the most significant vocabulary
used in the reader into word fields. Children should not use these pages while reading the reader. They are to be used as
a memory game later, when the story has been read several times. 

LEVEL HEADWORDS WORDS WORDS per PAGE

Level 1 Up to 100 headwords Up to 550 Up to 50

Level 2 Up to 150 headwords Up to 700 Up to 70

Level 3 Up to 200 headwords Up to 850 Up to 85

Level 4 Up to 250 headwords Up to 1000 Up to 100

Level 5 Up to 300 headwords Up to 1200 Up to 120

Figure 3



Frequency of use
Much of the advice given on pages 11 to 13 (Fitting
readers into your teaching) is also valid for young
learners, but some variations and specific considera tions
for this age group should be taken into account.
Some of the Earlyreads are divided into chapters or parts,
while others leave the stories undivided. This choice
depends on the style of the narrative. Some stories have
clear moments of climax, which obviously suggest breaks
in order to create suspense, or have obvious moments
which signal ‘end of the episode’, moments which involve
conclusions such as the exit of the characters and/or the
end of a period of time (e.g. the end of the day): these are
the stories that have already been divided into chapters
or parts. In the case of the readers not divided into
chapters or parts, however, the teacher will easily be able
to identify moments where it is satisfactory from a
narrative point of view to ‘break’ the story; a break which
will first of all depend on how much the linguistic ability of
the learners will allow them to manage and/or the amount
of time the teacher wishes to dedicate to the reader per
lesson.
There are no hard and fast rules about how many lessons
a reader should take. The most important factor to take
into consideration should be the attention span of the
learners – how long they will be interested in and enjoy
the moments of reading. Clearly this will be longer if their
language level is comfortably at, or higher than, the level
of the reader chosen, or shorter if their language level is a
little lower than the reader. However, not too much time
(no more than a week) should pass between the use of a
reader, or learners will forget the plot. 
Many teachers allocate about 15-20 minutes of a lesson
to a reader. Either they dedicate a regular appointment to
a reader in one lesson per week, or – if they want greater
contact with a reader – dedicate a period of every lesson
to the reader until it is finished. It is even possible to have
the children listen to a complete story in one lesson if they
are at a suitable language level and they have done
sufficient preparatory activities. The performances on the
recordings from Level 1 to 4 last about 9-10 minutes; at
Level 5 they last from 10 to 15 minutes.

Methodology
The three phases of activities – pre-reading (page 15),
while-reading (pages 16-17) and after-reading (pages 26-
27) – are still valid for young learners, although the type of
activity and the emphasis will differ.

Pre-reading activities with young learners are
essential for arousing interest and for motivating them to
want to read/listen to the story. A simple but effective
strategy is to elicit ideas about the cover illustration and
to use this illustration to input some key vocabulary. Other

illustrations from inside the reader can be used in this way
as well. The teacher can, indeed, look through all of the
illustrations in the reader together with the children.

The first telling of the story can take place in one of
two main ways. 
One will involve the learners following the illustrations in
the readers while they listen to the text: the focus is
exclusively on understanding meaning (never on
production or on language work at this stage) and so the
young learners should listen to the story and
simultaneously ‘read’ the pictures. Playing the recordings
to the children while they follow the illustrations is an
attractive procedure: the recordings are dramatic
readings of the story, and often sound effects are
included as well. However, a teacher who is confident of
her/his pronunciation and intonation may prefer to read
the story aloud, as in this way the reading pace can be
adjusted perfectly to the children’s level. In this case,
she/he should use different voices for different characters
and a normal voice for the narrative, and use gestures to
emphasise meaning. In either case, the teacher will
monitor that pupils are looking at the right illustrations,
making sure they turn over the pages when necessary.
The other way is for a teacher who has dramatic ability
not to use the book the first time. She/he dramatises the
story for the children, using different voices for different
characters, gestures to emphasise meaning and mime to
act out events in the story. As the story progresses,
children should be encouraged to imitate the gestures for
actions and events that are repeated.

While-reading activities should be kept short and
simple with young learners: we do not want too much
delay before going on with an exciting story. Often one or
two specific prediction questions asked spontaneously
by the teacher are enough. 
Some of the readers that are divided into chapters or
parts have while-reading activities, which generally
include a brief comprehension check on what has
happened so far, as well as ‘pictionaries’ (i.e. picture
dictionaries) of relevant vocabulary before the next
chapter/part.

After-reading activities are important because they
allow children to react to what they have read and to
practise using the language presented in the reader. All the
Earlyreads have a selection of activities at the back of the
book, all of which are lavishly illustrated. There are some
activities that check comprehension of the story, but most
of the activities are language games featuring characters
or elements in the story, which the children have already
become familiar with. The game-based methodology
adopted in all of the primary readers makes use of tried
and tested activity types, popular with children and
teachers alike, which are listed on the next page. You will
surely recognise your favourites among them!
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• crosswords with visual and/or verbal clues
• word squares
• word mazes
• colouring by numbers
• reordering scrambled letters, words and sentences
• matching and ordering based on listening input
• finding characters and/or things in pictures
• spot the differences between two pictures
• illustrations to label
• joining the dots
• board games
• following instructions to make things (e.g. puppets, etc.)
• picture clozes
• decoding the hidden message
• songs and rhymes. 

Games to be played again and again, such as board
games, are particularly useful as they entice children to
return to the book.
Picture dictionaries at the back of the readers can be
exploited in a couple of ways. Children or teachers or
parents can simply put their fingers over the words and
use the pictures as a prompt to remember the words. The
pages can also be photocopied, stuck on card, and cut
up so that separate tiles for words and pictures are
created. Children can then use the tiles to play the
vocabulary game of ‘memory’.
In addition to the language-based activities already
provided, making a drawing of an event or favourite
character in the reader and labelling it/her/him, or even
making a larger illustration or poster representing the
complete story, is an enjoyable creative activity. It can be
done by every pupil after finishing any reader, and this
entirely personal reaction involves artistic and fine motor
skills. 
If the teacher wants the pupils to express a personal
opinion on each of the readers used in class, use can be
made of ‘smiley faces’ A. Each pupil can assign from
between 1 to 5 ‘smiley faces’ to each reader. This can be
done either by the children drawing the faces themselves
or by using stickers prepared by the teacher. The faces
can be put next to the title of each reader either on
individual record cards kept by each pupil, or on a wall
chart that shows the opinion of whole class. The wall
chart should have the names of the children down the
left-hand vertical axis and the names of the readers along
the top horizontal axis.

Subsequent readings increase the linguistic benefits
of using readers, as the children subconsciously acquire
the new language and make it their own. Further readings
can take place in class, with the teacher; in class,
individually; outside the class, individually; outside the
class, with parents.

There are various ways of rereading books with the
teacher. With those readers where there is both narrative
and speech bubbles the teacher can read the narrative
part and the children can read aloud, chorally, the speech
bubbles. With other kinds of readers the teacher can
invite the learners to repeat, chorally, instances of direct
speech. Dramatisation is dealt with on pages 36-37. 
Quiet periods when the pupils all read silently and
individually (sometimes known as ERIC, ‘everyone
reading in class’) means that each child can read at
her/his own pace, and has the advantage of varying the
rhythm of the class, providing a quieter moment in the
classroom.
Children should be encouraged to read books on their
own, outside school time. They can listen to the audio
recordings while they follow the story. They can simply
listen or listen and speak along with the recording; this
choice can be left to each individual child.
If children want to share their enjoyment of reading with
parents, this should be encouraged. Where one or both
parents know English the situation is ideal, but this is not
often the case. Parents who do not know English should
express interest if their children want to tell them a story,
and praise them. Something parents should not do – even
though it is a great temptation – is to ask the children to
translate the story. This is counter productive to the
communicative approach promoted by the readers, and
also seems too much like ‘testing’.
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The following guidelines refer to dramatisation at primary
school, but they are applicable also to secondary and
higher contexts.
As an alternative to dramatisation – or a preparation for it
– the teacher has the option of getting the class to do oral
reading. This procedure, which presupposes that the
learners are able to read words on the page, involves the
learners reading expressively a playscript of the story (for
playscripts, see below). The benefits of oral reading are
that it is fun and that, because the reading must be
expressive, it favours comprehension. It is different from
dramatisation because physical gestures and use of
costumes, props and so on are not required. It does,
however, work better if the learners are standing together
rather than sitting in their places. 
By dramatisation we mean anything from a 10-minute
activity in class to a full-scale performance on stage
before an audience of other pupils and parents. Before
proceeding to a full-scale performance it is necessary to
introduce drama to the pupils in short doses. It goes
without saying that pupils should be very familiar with a
story – or part of a story – before dramatising it. Many
teachers will be happy with just doing short drama
activities, as a performance requires considerably more
preparation. However, as the preparation for a
performance involves a lot of cross-curricular work (art
and handicraft, music, motor activities) it can be a very
satisfying project.
Bear in mind that many drama activities – and many
moments in a full-scale performance – do not necessarily
involve words. Young learners can mime practically any
action that is described in a story: walking, running,
sleeping, getting up, tasting, eating, drinking, dancing,
swimming, and so on. Physical states and states of mind
and feelings can also be mimed: being tired, surprised,
afraid, bored, happy or sad, and so on. If you combine
actions with physical and emotional states a lot of miming
can take place, which dramatises the story but does not
require the children to speak. For example, all the actions
and feelings of the pupils in The Mad Teacher can be
mimed.

For dramatisation with speaking, you need to create a
playscript: what lines will the children speak? Some
readers are already in the form of scripts: The Canterville
Ghost, Dracula and his Family, Frankenstein at School,
Freddy Finds the Thief and The Jungle Book. In other
readers the lines of direct speech (or the speech bubbles
from the pictures) can be used for the parts of characters,
while the narrative can be distributed among various
narrators. The latest generation of Earlyreads, such as
Dorothy, The Enormous Turnip, A Trip to the Safari Park,
The Ugly Duckling, Little Red Riding Hood; Cinderella,
The Little Mermaid, Snow White and the Seven Dwarfs,
Aesop’s Fables, Puss in Boots, Sleeping Beauty, Aladdin,

Ali Baba and the Forty Thieves, Nasreddin – Ten Stories,
are accompanied by playscripts downloadable free from
the Black Cat website. These playscripts are in WORD
format, so that the teacher can edit them and customise
them for her/his class. If there are not enough roles for
everyone, decide if any roles could be spoken by a chorus
of children, or if the numbers of minor characters could be
increased. But, in any case, when it comes to the
performing of the playscript, try to act out the same piece
several times, changing the actors so that everyone has a
turn.

Stories and parts of stories can also be dramatised using
puppets. It is easy for children to make finger puppets
with washable felt-tip pens, strips of paper, scissors and
sticky tape. They draw the face of a character on their
forefingers, and with the strips of paper can add a hat or
a skirt. (There are instructions on page 20 of Frankenstein
at School.) More elaborately, puppets can be made out of
materials such as toilet roll tubes or empty drink cartons.
The use of puppets makes it easy for the class to split into
small groups, with each pupil a character, and do their
dramatisation while the teacher moves around monitoring
them.
If the pupils themselves are the characters, rather than
puppets, then an extra dramatic touch can be added by
using masks and costumes. There are instructions and
materials for making a double mask on the cut-out pages
in the middle of Two Monsters, but a mask is easily made.
A simple strip of paper around the head with the addition
of paper ears is often enough to create animals or
monsters. To this can be added a false nose (cardboard
and a strip of elastic to go around the back of the head).
A full face mask involves only a piece of face-shaped
cardboard, appropriately coloured and with holes for the
mouth and eyes, held in place by a strip of elastic going
around the back of the head. Costumes do not need to be
elaborate or complete: a scarf, a hat, a piece of material
that represents a cloak or a skirt or some such garment is
often enough to distinguish a character. 
Props are the objects that characters in the drama use.
They could be everyday objects (e.g. a pen, a knife and
fork, etc.) or unusual objects (e.g. a magic wand, a sword,
etc.), but all of them can either be found at home or
school or can easily be made.
The scenery is the representation of an environment that
we imagine on the stage area. Scenery may not be
necessary at all – very often an empty space is the most
suitable option. Or, at its very simplest, it will probably be
some classroom chairs and desks, which may be quite
literally somewhere to sit or put things on, or might
represent houses, trees, river banks, and so on. Only in
the most elaborate performance would it be necessary to
create a backdrop (a painted background), which would
be a long-term art and handicraft project in itself.
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Sound effects both make a performance more dramatic
and are a way of involving all of the children. There are
five kinds. 
• Sounds we make to express feelings and reactions,

such as: 
– gasps of surprise (Oh!) or horror (Aagh!)
– sighs expressing sadness or ‘romance’
– cheers (Hurray!) expressing exultation or approval
– the sounds yum yum! or mmm! to express

appreciation of food
– the sound ha ha ha! for laughter.

Sounds such as these can be made by individuals or by a
chorus commenting on the action. 
• Sounds we make with our mouths to imitate noises in

the world, which are written down as onomatopoeic
words, such as: 
– bang, boom, crash, pop, splash, glug glug (liquid

pouring, or greedy drinking!), slurp (drinking noisily),
screech (e.g. the sudden application of brakes),
swish (e.g. the noise grass makes in the wind),
squelch (e.g. walking in mud), crunch (e.g. biting or
breaking biscuits or crisps... or even breaking
bones!), etc.

– the noises made by animals, including bow wow! or
woof woof! (dog), miaow! (cat), moo (cow), cock-a-
doodle do! (cockerel), etc. 

– Children are often interested in onomatopoeic words
(they find them all the time in comics!), and the
different spellings from language to language
(particularly for animal noises) arouse curiosity.

• Sounds we can make with objects or parts of our
bodies to imitate other sounds, for example shaking a
sheet of metal to imitate thunder, or drumming our
fingers rhythmically to imitate a horse galloping. 

• ‘Real life’ sounds that we can replicate, for example a
door slamming or a plate breaking. Even though these
are the most realistic, they are possibly the ones we
use least – both for practical reasons and because the
other ways are more ‘fun’!

• Music, either played live by the children or recorded. 

For staging a full-scale performance the following
checklist will be useful.
• Is the script suitable? (Not too long, not too short, not

too difficult, not too easy.)
• Who is going to play which part?
• Are there enough parts (characters, narrators, non-

speaking extras) for everyone? 
If not, can other non-speaking roles be created? (In
many stories there could be a number of extra
characters – children, animals, passers-by, etc. – who
do not speak but are involved in the action.)

• Define the stage and audience area. 
Can all the audience see and hear? 

• Where do actors come in and go out? 
• Where do they wait when they are not on stage? 
• Where is the audience? Are they sitting or standing?

Can they all see and hear?
• What costumes (and masks) and props are needed?
• What scenery is needed? Will some things have to be

made? Who will make them?
• Do you want any sound effects?
• Is it possible to include singing or dancing? 

This gives everybody something to do. 
Songs and dances also provide moments that can be
appreciated by any non-English speakers in the
audience (e.g. parents).

• Do you want to advertise the performance? If so,
design posters, invitations, etc.

• Do you want to record the performance? 
If so, who will do this?

• If you have recorded the performance, do you want to
post it anywhere (e.g. on the school website or on a
social networking site)?

• If there are any non-English speakers in the audience
(e.g. parents, teachers of other classes) you may want
to create a short ‘Prologue’ in the learners’ mother
tongue explaining the plot, so that everyone can follow
the action. (In a tri- or plurilingual context, there could
even be several prologues in more than one language.)
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READING DIARY

Title of book: .......................................................................................... Author: ...........................................................

Series: .................................................................................................... Level: .............................................................
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Opening: Chapter / Part 1

What is the setting: where and when do the events take place?

Who seems to be the main character? What can you say about him/her? For example, age, job, position in society,
character, etc.

Are there any other characters? What can you say about them? What is the relationship between the characters? For
example, are they family, friends, enemies, etc.?

What happens? And, why and how does it happen? For example, do the characters choose to do something, or does
something happen outside the control of the characters?

What is your reaction so far? For example, are you interested, surprised, bored, intrigued? Do you like or dislike the
character(s)?

What do you think will happen next?

Chapter / Part 2

Is the setting the same, or has it changed? 

Are any other characters introduced? If so, who are they, and what are they like? Do they seem more important than
the previous character(s)?

Have the previous characters changed in any way? Do we learn anything new about them?

What happens? And, why and how does it happen?  

What is your reaction so far? For example, are you interested, surprised, bored, intrigued? Do you still have the same
opinion about the main character and other characters?

What do you think will happen next?

Black Cat Guide to Graded Readers
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Reading diary

Chapter / Part ........... 

What happens? Is the setting the same, or has it changed? Has/have the character(s) changed in any way? Are any
other characters introduced?

What is your reaction? Have your opinions about the characters and events changed in any way?

What do you think will happen next?

Chapter / Part ........... 

What happens? Is the setting the same, or has it changed? Has/have the character(s) changed in any way? Are any
other characters introduced?

What is your reaction? Have your opinions about the characters and events changed in any way?

What do you think will happen next?

Chapter / Part ........... 

What happens? Is the setting the same, or has it changed? Has/have the character(s) changed in any way? Are any
other characters introduced?

What is your reaction? Have your opinions about the characters and events changed in any way?

What do you think will happen next?

Black Cat Guide to Graded Readers
Visit our website: www.blackcat-cideb.com © Black Cat Publishing – PHOTOCOPIABLE



Ending: Chapter / Part ........... 

How does the book end? What happens to bring about the ending? 

What is your reaction? Do you think the ending is satisfactory, surprising, exciting, predictable, disappointing, etc.?
Have your opinions about the characters and events changed in any way?

Can you think of an alternative ending? 

40

Review

What happens in the book? Write a short summary in about 50 words.

Which character(s) did you like best? Why?

Which part of the book (a chapter or a short episode) did you like best? Why?

Which illustration in the book did you like best? Why?

For a film version of this book, which actors would you choose?

Is the book similar to any other books you have read, or films you have seen?

Were there dossier sections in the book? What is the most interesting thing you learnt?

I would / wouldn’t recommend this book to a friend because…

Black Cat Guide to Graded Readers
Visit our website: www.blackcat-cideb.com © Black Cat Publishing – PHOTOCOPIABLE
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A1

I can understand familiar words
and very basic phrases
concerning myself, my family and
immediate concrete surroundings
when people speak slowly and
clearly.

I can understand familiar names,
words and very simple
sentences, for example on
notices and posters or in
catalogues.

I can interact in a simple way
provided the other person is
prepared to repeat or rephrase
things at a slower rate of speech
and help me formulate what I’m
trying to say. I can ask and
answer simple questions in areas
of immediate need or on very
familiar topics.

I can use simple phrases and
sentences to describe where I
live and people I know.

I can write a short, simple
postcard, for example sending
holiday greetings. I can fill in
forms with personal details, for
example entering my name,
nationality and address on a hotel
registration form.

A2

I can understand phrases and the
highest frequency vocabulary
related to areas of most
immediate personal relevance
(e.g. very basic personal and
family information, shopping,
local area, employment). I can
catch the main point in short,
clear, simple messages and
announcements.

I can read very short, simple texts.
I can find specific, predictable
information in simple everyday
material such as advertisements,
prospectuses, menus and
timetables and I can understand
short simple personal letters.

I can communicate in simple and
routine tasks requiring a simple
and direct exchange of
information on familiar topics and
activities. I can handle very short
social exchanges, even though I
can’t usually understand enough
to keep the conversation going
myself.

I can use a series of phrases and
sentences to describe in simple
terms my family and other
people, living conditions, my
educational background and my
present or most recent job.

I can write short, simple notes
and messages. I can write a very
simple personal letter, for
example thanking someone for
something.

B1

I can understand the main points
of clear standard speech on
familiar matters regularly
encountered in work, school,
leisure, etc. I can understand the
main point of many radio or TV
programmes on current affairs or
topics of personal or professional
interest when the delivery is
relatively slow and clear.

I can understand texts that
consist mainly of high frequency
everyday or job-related language.
I can understand the description
of events, feelings and wishes in
personal letters.

I can deal with most situations
likely to arise whilst travelling in
an area where the language is
spoken. I can enter unprepared
into conversation on topics that
are familiar, of personal interest
or pertinent to everyday life (e.g.
family, hobbies, work, travel and
current events).

I can connect phrases in a simple
way in order to describe
experiences and events, my
dreams, hopes and ambitions. I
can briefly give reasons and
explanations for opinions and
plans. I can narrate a story or
relate the plot of a book or film
and describe my reactions.

I can write simple connected text
on topics which are familiar or of
personal interest. I can write
personal letters describing
experiences and impressions.
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B2

I can understand extended speech and
lectures and follow even complex lines of
argument provided the topic is
reasonably familiar. I can understand
most TV news and current affairs
programmes. I can understand the
majority of films in standard dialect.

I can read articles and reports
concerned with contemporary
problems in which the writers adopt
particular attitudes or viewpoints. I can
understand contemporary literary
prose.

I can interact with a degree of fluency
and spontaneity that makes regular
interaction with native speakers quite
possible. I can take an active part in
discussion in familiar contexts,
accounting for and sustaining my
views.

I can present clear, detailed
descriptions on a wide range of
subjects related to my field of interest.
I can explain a viewpoint on a topical
issue giving the advantages and
disadvantages of various options.

I can write clear, detailed text on a
wide range of subjects related to my
interests. I can write an essay or
report, passing on information or
giving reasons in support of or against
a particular point of view. I can write
letters highlighting the personal
significance of events and
experiences.

C1

I can understand extended speech
even when it is not clearly structured
and when relationships are only
implied and not signalled explicitly. I
can understand television programmes
and films without too much effort.

I can understand long and complex
factual and literary texts, appreciating
distinctions of style. I can understand
specialised articles and longer
technical instructions, even when they
do not relate to my field.

I can express myself fluently and
spontaneously without much obvious
searching for expressions. I can use
language flexibly and effectively for
social and professional purposes. I can
formulate ideas and opinions with
precision and relate my contribution
skilfully to those of other speakers.

I can present clear, detailed
descriptions of complex subjects
integrating sub-themes, developing
particular points and rounding off with
an appropriate conclusion.

I can express myself in clear, well-
structured text, expressing points of
view at some length. I can write about
complex subjects in a letter, an essay
or a report, underlining what I consider
to be the salient issues. I can select a
style appropriate to the reader in mind.

C2

I have no difficulty in understanding
any kind of spoken language, whether
live or broadcast, even when delivered
at fast native speed, provided I have
some time to get familiar with the
accent.

I can read with ease virtually all forms
of the written language, including
abstract, structurally or linguistically
complex texts such as manuals,
specialised articles and literary works.

I can take part effortlessly in any
conversation or discussion and have a
good familiarity with idiomatic
expressions and colloquialisms. I can
express myself fluently and convey finer
shades of meaning precisely. If I do have
a problem I can backtrack and restructure
around the difficulty so smoothly that
other people are hardly aware of it.

I can present a clear, smoothly-flowing
description or argument in a style
appropriate to the context and with an
effective logical structure which helps
the recipient to notice and remember
significant points.

I can write clear, smoothly-flowing text
in an appropriate style. I can write
complex letters, reports or articles
which present a case with an effective
logical structure which helps the
recipient to notice and remember
significant points. I can write
summaries and reviews of professional
or literary works.
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C2 Can understand with ease virtually everything heard or read. Can summarise
information from different spoken and written sources, reconstructing arguments
and accounts in a coherent presentation. Can express him/herself spontaneously,
very fluently and precisely, differentiating finer shades of meaning even in more
complex situations.

C1 Can understand a wide range of demanding, longer texts, and recognise implicit
meaning. Can express him/herself fluently and spontaneously without much
obvious searching for expressions. Can use language flexibly and effectively for
social, academic and professional purposes. Can produce clear, well-structured,
detailed text on complex subjects, showing controlled use of organisational
patterns, connectors and cohesive devices.

B2 Can understand the main ideas of complex text on both concrete and abstract
topics, including technical discussions in his/her field of specialisation. Can interact
with a degree of fluency and spontaneity that makes regular interaction with native
speakers quite possible without strain for either party. Can produce clear, detailed
text on a wide range of subjects and explain a viewpoint on a topical issue giving
the advantages and disadvantages of various options.

B1 Can understand the main points of clear standard input on familiar matters regularly
encountered in work, school, leisure, etc. Can deal with most situations likely to
arise whilst travelling in an area where the language is spoken. Can produce simple
connected text on topics which are familiar or of personal interest. Can describe
experiences and events, dreams, hopes and ambitions and briefly give reasons and
explanations for opinions and plans.

A2 Can understand sentences and frequently used expressions related to areas of
most immediate relevance (e.g. very basic personal and family information,
shopping, local geography, employment). Can communicate in simple and routine
tasks requiring a simple and direct exchange of information on familiar and routine
matters. Can describe in simple terms aspects of his/her background, immediate
environment and matters in areas of immediate need.

A1 Can understand and use familiar everyday expressions and very basic phrases
aimed at the satisfaction of needs of a concrete type. Can introduce him/herself
and others and can ask and answer questions about personal details such as where
he/she lives, people he/she knows and things he/she has. Can interact in a simple
way provided the other person talks slowly and clearly and is prepared to help.
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OVERALL READING COMPREHENSION

C2 Can understand and interpret critically virtually all forms of the written language including abstract,
structurally complex, or highly colloquial literary and non-literary writings.
Can understand a wide range of long and complex texts, appreciating subtle distinctions of style and
implicit as well as explicit meaning.

C1 Can understand in detail lengthy, complex texts, whether or not they relate to his/her own area of speciality,
provided he she can reread difficult sections.

B2 Can read with a large degree of independence, adapting style and speed of reading to different texts and
purposes, and using appropriate reference sources selectively. Has a broad active reading vocabulary, but
may experience some difficulty with low-frequency idioms.

B1 Can read straightforward factual texts on subjects related to his/her field and interest with a satisfactory
level of comprehension.

A2 Can understand short, simple texts on familiar matters of a concrete type which consists of high frequency
everyday or job-related language.
Can understand short, simple texts containing the highest frequency vocabulary, including a proportion of
shared international vocabulary items.

A1 Can understand very short, simple texts a single phrase at a time, picking up familiar names, words and
basic phrases and rereading as required.

READING FOR ORIENTATION

C2 As B2

C1 As B2

B2 Can scan quickly through long and complex texts, locating relevant details.
Can quickly identify the content and relevance of news items, articles and reports on a wide range of
professional topics, deciding whether close study is worthwhile.

B1 Can scan longer texts in order to locate desired information, and gather information from different parts of
a text, or from different texts in order to fulfil a specific task.
Can find and understand relevant information in everyday material, such as letters, brochures and short
official documents.

A2 Can find specific, predictable information in simple everyday material such as advertisements,
prospectuses, menus, reference lists and timetables.
Can locate specific information in lists and isolate the information required (e.g. use the Yellow Pages to find
a service or a tradesman).
Can understand everyday signs and notices: in public places, such as streets, restaurants, railway stations;
in workplaces, such as directions, instructions, hazard warnings.

A1 Can recognise familiar names, words and very basic phrases on simple notices in the most common
everyday situations.
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EARLYREADS

Level 1
Dorothy
The Enormous Turnip
A Trip to the Safari Park
The Ugly Duckling

Level 2
Little Red Riding Hood
The Mad Teacher
Mowgli Learns to Swim

Level 3
Bugaboo the Wicked Witch
Cinderella
The Jungle Book
The Little Mermaid
Monster in the Box

Level 4
Aesop’s Fables
Dracula and his Family
Frankenstein at School
Freddy Finds the Thief
The Magic Computer Mouse
Puss in Boots
Sleeping Beauty
Space Monsters
Christmas Fun
Festivals!
A Halloween Party

Level 5
Aladdin
Ali Baba and the Forty Thieves
The Canterville Ghost
Nasreddin: Ten Stories
Snow White and the Seven Dwarfs
Two Monsters
Zed the Magician

EASYREADS

Level 1
Castles and Knights
The Story of Chocolate
The Story of Coffee
The Story of Football
Wolves

Level 2
The Life and Times of Captain Cook
The Life and Times of Shakespeare
The Story of Big Cities
The Story of Moving Pictures
The Story of Popular Music
The Story of Tea
The Story of the Olympic Games
Vikings

GREEN APPLE

Starter
Alice’s Adventures in Wonderland
Bathsheba the Witch
Beauty and the Beast
Black Beauty
Five Children and It
The Ghost Ship of Bodega Bay
Halloween Horror
Happy Prince 

and The Selfish Giant (The)
The Jungle Book
The Nutcracker
Peter Pan
Sandokan
The Secret Garden
Secret of the Stones (The)
Tempest (The)
Wind in the Willows (The)

Wonderful Wizard of Oz (The)
Zorro!

Step 1
Adventures of Tom Sawyer (The)
American Folk Tales
American West (The)
Black Arrow (The)
Bottle Imp (The)
British and American Festivities
Davy Crockett
Ghastly Ghosts!
Great Expectations
Halloween… Magic, Witches 

and Vampires
Jason and the Argonauts
Legends from the British Isles
Little Women
Mystery in San Francisco
Prince and the Pauper (The)
Railway Children (The)
Red Pony (The)
Rip Van Winkle 

and The Legend of Sleepy Hollow
Robinson Crusoe
Sherlock Holmes and the Red Circle
True Story of Pocahontas (The)

Step 2
Adventures of Huckleberry Finn
Call of the Wild (The)
David Copperfield
Great English Monarchs and their Times
King Arthur and his Knights
Oliver Twist
Oscar Wilde’s Short Stories
Robin Hood
Treasure Island
White Fang

46

INDEX OF BLACK CAT TITLES



GREEN APPLE Drama

Step 2
Macbeth
Romeo and Juliet

READING AND TRAINING

Step One
Alien Alert in Seattle
Home for Christmas
Miami Police File: the O’Nell Case
Missing in Sydney
Sherlock Holmes Stories
Tales from the Thousand 

and One Nights
Tristan and Isolde

Step Two
Alice’s Adventures in Wonderland
Animal Tales
Around the World in Eighty Days
A Dream Come True
Fisherman and his Soul (The)
Hamlet
Jumping Frog (The)
Kidnapped
Lost World (The)
Magical Tales from the South Seas
Murder at Coyote Canyon
Mutiny on the Bounty (The)
Rajah’s Diamond (The)
Ransom of Red Chief 

and Other Stories (The)
Secret Garden (The)
Stories of Ghosts and Mysteries

Step Three
£ 1,000,000 Bank Note (The)
Canterville Ghost (The)

Classic Detective Stories
Diamond as Big as The Ritz (The)
Great Mysteries of Our World
Gulliver’s Travels
Hound of the Baskervilles (The)
Jane Eyre
Julius Caesar
Kim
Lord Arthur Savile’s Crime 

and Other Stories
Moonfleet
Of Mice and Men
Pearl (The)
Phantom of the Opera (The)
Prisoner of Zenda (The)
Return of Sherlock Holmes (The)
Romeo and Juliet
Scarlet Pimpernel (The)
Sherlock Holmes Investigates
Stories of Suspense
Strange Case of Dr Jekyll 

and Mr Hyde (The)
Tales of the Supernatural
Three Men in a Boat
Treasure Island
True Adventure Stories
Twelfth Night

Step Four
American Horror
Beowulf
Canterbury Tales (The)
Christmas Carol (A)
Daisy Miller
Dracula
Famous British Criminals
House of Seven Gables (The)
Jack the Ripper

Last of the Mohicans (The)
Macbeth
Merchant of Venice (The)
Midsummer Night’s Dream (A)
Moby Dick
Moonstone (The)
Morte d’Arthur (Le)
Much Ado About Nothing
Othello
Secret Agent (The)
Sign of Four (The)
Study in Scarlet (A)
Tom Jones
Tragedy of Dr Faustus (The)
Turn of the Screw (The)
Valley of Fear (The)
Washington Square
Wicked and Humorous Tales
Woman in White (The)

Step Five
Age of Innocence (The)
Emma
Frankenstein
Gothic Short Stories
Grapes of Wrath (The)
Great Expectations
Great Gatsby (The)
Heart of Darkness
Jane Eyre
Middlemarch
Murders in the Rue Morgue 

and The Purloined Letter (The)
Pamela
Passage to India (A)
Persuasion
Picture of Dorian Gray (The)
Portrait of a Lady (The)
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Pride and Prejudice
Problem of Cell 13 (The)
Robinson Crusoe
Scarlet Letter (The)
Sense and Sensibility
Sons and Lovers
Tale of Two Cities (A)
Taming of the Shrew (The)
Tess of the D’Urbervilles
Vanity Fair
Wuthering Heights

Step Six
Mill on the Floss (The)
Silas Marner
Wuthering Heights

READING & TRAINING
Discovery
Step One
Great British Writers

Step Two
Natural Environments

Step Three
American Cities

READING & TRAINING
Professional
Step Two
Business Communication

Step Three
Business Issues

Step Four
Business Environment

INTERACT WITH LITERATURE
Amazing Characters
Bonds of Love
Ideal Husband (An)
Importance of Being Earnest (The)
Mind the Characters
Relationships
Splintering Frame (The)
Stranger than Fiction
Sweet and Sour
Tales to Talk About
Ten Women Ten Stories
Voices from Inside
Widening Horizons
World of Difference (A)
Worlds Apart

READING CLASSICS
Brave New World
Christmas Carol (A)
Detective Stories
Dubliners
Dubliners – A selection from
Empire Tales
Four Continents
Fox (The)
Frankenstein
Good Soldier (The)
Great Gatsby (The)
Heart of Darkness
Importance of Being Earnest (The)
Look Back in Anger
Mrs Dalloway
Passage to India (A)
Picture of Dorian Gray (The)
Pygmalion
Room with a View (A)
Selected Stories (Poe)

Seven Short Stories (Mansfield)
Short Stories 

(Dickens, Stevenson et al.)
Short Stories (Wilde)
Strange Case of Dr Jekyll 

and Mr Hyde (The)
To the Lighthouse
Turn of the Screw (The)
Waiting for Godot
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